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ABSTRACT
This locument reports a series of 13 seminars

conducted to review and analyze the nine United States Office of
Education (US07) Phase I Comprehensive Elementary Teacher ! ducation
Models (CETEM). The main body of the report consists of 14 papers,
each an analytical summary of one of thP model programs. Each paper
is organized according to the same 12 criteria; 1) Rationale, 2)
Components, 0) Outcomes, 4) Instructional Techniques and Processes,
5) Role of the Teacher Educator, 6) Evaluation Techniques, 7)
Responsiveness to Societal and Professional reeds, 9) Unique
Contributions, 0) Model Pevision, 10) Relationship to General
Education, 11) Feasibility, and 12) Relationshin to Recommended
Standards in Teacher Education (NCATt). There are three papers on the
Syracuse University Model; two each or the Florida State University,
Northwest Educational Regional Laboratory, and University of
Pittsburgh '4,odels; and one each on the others: Columbia University
Teachers College, University of Georgia, University of Massachusetts,
Michigan State lniversity, aoi the Ohio Consortium. The papers were
written by ten graduate students (who took the seminar for credit)
and four faculty members who were among the seminar participants. An
introductory section contains 1) brief description of the procedures
for the seminars (one conducted by each of the nine model directors),
and 2) discussion of general reactions to the models with comments
designed to bridge the analytic summaris. (JS)
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SUMMARY

The Ohio State University conducted a series of seminars
centered upon the nine USOE Phase I Comprehensive Elementary
Teacher Education Models (CETEM) . Each of the program models
was presented and subsequently analyzed according to twelve
criteria as follows: Rationale, Components, Outcomes, Instruc-
tional Techniques and Processes, Role of the Teacher Educator,
Evaluation Techniques, Responsiveness to Societal and Profes-
sional aeeds, Unique Contributions, Yodel Revision, Relationshp
to General Education, Feasibility, and Relationship to Recommenied
Standards in Teacher Education (NCATE). Fourteen analytical
papers resulted.

In general, the program models can serve as useful references
to those interested in developing now teacher education thrusts.
The potential user would do well to give attention to va'ious
program model summaries first in order to determine whether time
should be spent probing the comprehensive and cumbersome Phase I
final reports.



PURPOSE OF THE STUDY

The purpose of the USOE grant was to provide The Ohio
State University, one of the largest teacher producers, with
the opportunity to review and analyze the nine elementary
teacher education program models developed under the Bureau
of Research CETEM (Comprehensive Elementary Teacher Education
kodel) program. Study of the nine program models is among
several ongoing faculty activities that are directed toward
revision of the pre-service program. Hopefully, the resultant
report will be of some use to other institutions with similar
changes in mind.

NEED FOR THE STUDY

Professional educators are aware of the ubiquitous need
to change teacher education programs in order to meet the demands
of dynamic societies. Seldom, however, is the response made more
than a "catching up" and "hole plugging" actiqity. What seems to
be needed are opportunities to plan totally up-to-date teacher
education programs that are sensitive to the future and unencum-
bered by the past except by choice. The Faculty of Early and
Middle Childhoold Education in the College of Education found
itself in this opportune position in the fall of 1969.

One of the richest and relatively untapped resources for
ideas in program building available at that time was the set of
nine. CETLM program models. The need to study and to "mine" the
program models became evident to the faculty very early.
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PROCEDURES

Initially twelve criteria were developed and used to examine
all the program models in a consistent way. The criteria were:

1. Rationale. Is there a rationale for the program? What
is it? How was it established? How is it supported
1.)1, logic, experience, research, or other?

2. Components. What are the components (programmatic parts)
of the model? Is there an obvious relationship be-
tween the rationale and the emerging program com-
ponents? Are specific rationales available for each
component? How consistent does the program model
seem to be?

3. OutculAes. What kinds of teachers or other personnel are
Lobe produced? What other outcomes, if any, exist?

4. Instructional Techniques and Prc'.csses. What instruc-
tional techniques and processes are suggested? What
rationale exists for these?

5. Role of the Teacher Educator. How will the teacher func-
tion in the new program?

6. Evaluation Techniques. What evaluation techniques are
suggaTed? Wit' rationale exists for these?

7. Responsiveness to Societal and Profnesional Needs. In
That ways is the program model responsive to soc..etal
and professional needs or concerns? For example,
does the program prepare teachers for the disadvan-
taged? Does it prepare early childhood education
personnel? Does it attend to needs of in-service
teachers? Provide for differentiated staffing?
Provide teachers with skills in utilization of
educational technology?

8. Unique Contributions. What are some unique contributions
the program rib- del seems to make'

9. Model Revision. What provision does the program model
make to keep the program current?

10. Relationship to General Education. How is the program
model related to the general education (liberal arts)
program?
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11. Feasibility. How feasible does implementation appear
to be on a large campus such as The Ohio State
University? What seem to be the major problems
in implementation?

12. Relationship to Recommended Standards in Teacher Educa-
tion (NCATE). How does fEe program moaTFt1074.
to scrutiny using the newly proposed NCATE standards?

Shortly after establishing the criteria, the nine program
model directors were contacted and asked to visit thu OSU campus
for two days. During that time they were invited to conduct a
two and one-half hour seminar and, upon request, to meet with
graduate classes and conference with individuals or small groups.

The seminar was the major activity. Faculty, graduate stu-
dents, local school officials, and the State Education Department
all were asked to send participants. Faculty from the University
of Akron also attended some meetings. Generally the group size
averaged twenty-five to thirty. Seminar participants were provided
with several resources including the following:

1. Summaries of the CETEM program models prepared and sub-
mitted with the Phase I USOE reports. The summaries
were bound together in the order of the seminar
presentations and hereafter are referred to in foot-
notes as Summaries of the METEP models.

2. Copies of the original Phase I final reports both in hard
cover And on microfiche.

3. A paper "Some Comments on Nine Teacher Education Models"
by Harry Silverman and Beverly Kooi, presented at
the annual meeting of AERA in Los Angeles in Febru-
ary 1969.

4. Copies of the newly proposed National Council for
Accreditation in TeacherEaucation (NCATEI Standards.

5. The Stanford University report by Dr. P. Shaftel en-
titled "The Stanford Evaluation of Nine Elementary
Teacher Training Models."

6. \nalytic Summaries prepared by Systems Development
Corporation.
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Participants could enroll in the seminar series for
university credit. The ten graduate students who did were
asked to study one model in depth and to write a paper analyzing
the program model according to the criteria set forth earlier.
In addition, four faculty members chose to do an in-depth analy-
sis. The fourteen resultant analytic summaries form the main
body of this report.

Following is the list of seminar meeting dates and presenters.

1. Thursday, October 2 Dr. James Steffensen
USOE Project Director

2. Thursday, October 9 Dr. Wilford Weber
Syracuse University

3. Thursday, October 16 Dr. Horton Southworth
University of Pittsburgh

4. Thursday, October 23 Dr. G. W. Sowards
Florida State University

5. Wednesday, October 29 Dr. J. M. Cooper
University of Massb.husetts

6. Thursday, October 30 Dr. Bruce Joyce
Teachers College, Columbia

7. Thursday, November 6 Dr. Greg Trzebiatowski
University of Toledo*

U. Thursday, November 13 Ur. W. R. Houston
Michigan State University

9. Thursday, November 20 Dr. C. E. Johnson
University of Georgia

10. Thursday, December 4 Dr. H. Del Shalock
College of Education, Monmouth, Oregon

11. Thursday, December 11 Dr. Karl Passanari, Review of
Proposed NCATE Standards

Note that two additional seminars were held. Dr. James
Steffensen, director of the CETEg, program, began the series
providing an overview. Dr. Karl assanari, Associate Secretary
for AACTE concluded the series by assisting particpants as they
looked at the program models in juxtaposition with the proposed
revised NCATE Standards (Criterion 12).

*Traebiatowski of Ohio State University replaced Dean George
uickson, University of Toledo, who is unable to attend
because of illness.



Program model directors generally conducted their seminars
in two parts. First, an overview of the particular program model
was presented. Second, the program model was discussed in terms
of the twelve criteria. i:All cessions were video-taped. Some
ta es still are available at The Ohio State University anTcare
e viewe' a ter perm ss on s grantee FITZTOInar leader.

* * *

Education 925.10 Model Programs in Elementary Teacher Education
Fall Quarter, 1969, Thursday 2:30-5:00 P.M. Room 208 C University
School, Donald R. Cruickshank, Room 201 Arps Hall, Extension 2460.

I. Course Outcomes

Participants will:

-study the nine rode' Elementary Teacher Education Programs
(nLTEP),

-develop an analytic paper on one of the models which will
take into account the twelve "Criteria to be Employed in
METEP Model Analysis."

-attend the presentations on the nine models according to
the calendar in order to interact with the model developers
to clarify concerns related to the analytic paper or others.

-briefly compare and contrast the twelve models.

II. Haterials

- tETEP models (on microfilm) available on closed reserve

-ELTLP model summaries

-"Sore Comments on Nine Elementary Teacher Education Models"

-newly proposed NCATE Standards
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RESULTS

The tangible results Of the seminar are the fourteen papers,
each reacting to the twelve criteria. This section focuses on
,A few general reactions while working with the Phase I final
reports and contains comments that bridge the analytic summaries.

With few exceptions the Phase I reports were badly written.
They aro filled with "educationese" and, beyond that, perform
grave injustice to the English language. In fairness to the
directors, their contraws did not permit time for adequate
reporting. Consequently and unfortunately, few teacher ndacation
specialists will have sufficient motivation to attend to the
reports for the time and with the intensity required to decipher
the message. Realizing their shortcomings in this respect, the
Bureau of Research (now the National Center for Educational
Research and Development) commissioned Systems Development Corp-
oration to provide docvments intended to clarify what the program
models attempt to say. In addition, the ERIC Clearinghouse on
Tearner Education currently has prepared an index for use with
the programs .2 Whether or not the final reports could be rewritten
to be made more concise and clear is a significant quastici..

Partly as a consequence of the verbosity and lack of clarity
in the Phase I documents, persons working on any of the summaries
or analyses have had a formidable, 5f net almost impossible, task.
Specifically, both doctoral students and faculty members of The
Ohio State University were required to put enormous amounts of
time into preparation of thou) analyses only to be dissatisfied
with the results. The project director and the editor assigned
to prepare the analyses for printing both admit that this was
the most frustrating writing experience ever encountered. Each
paper was written and rewritten until nerves frayed. Consequently,
no paper contained herein is seen by any means as a finished pro-
duct. Rather, each is a reflection of the status of the analysts
at the moment of final frustration.

General Reactions to the t'odels

Rationale. There seem to be at least eight ways which can
be used to develop the rationale for a teacher education program.
Per1aps the most common approach taken by the designers was to
develop assumptions that had implications for developing the
teacher education curriculum. Utilizing the Syracuse report,
we find statements such as:

ISystems Development Corporation, Analytic Summaries of Specifica-
tions for Model Teacher Education Programs, Final Report Contract
PLC-0-9-569006-3704(010), Falls Church, Virginias The Corporation,
1969.

2Joe1 L. Burden and Kaliopee LanLellotti (Eds.), A Reader's Guide
to the Comprehensive Models for Preparing Elementary Teachers,
Washington, D. C. ERIC Clearinghouse on P.'eacher Education, 1969.
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"...teachers educated today must be educated to be
continually self-renewing as they adopt to and play
a major role in shaping the changes that seem certain...."
"...the product...should be a teacher with the skills,
knowledge, and feeling states needed for being an
effective elementary teacher in 1974."3

Utilizing the two examples above, it is reasonably clear that
among other things, meanings are vague and perhaps the assump-
tions themselves can be disputed. When operating from assump-
tions, terms require behavioral definition. What is meant by
"self-renewing teachers"? What will self-renewing teachers do
to be identifiable as such? Also, what is meant by "an effective
teacher in 1974"? What will teachers do to be identifiable as
such? Doesn't the evaluation of the product rest on the clarity
with which the characteristics of the product can be observed
and measured?

The study done by Brickell4 would seriously dispute the
contention that teachers play a major role in change. He did
not find this to be true.

When using the "assumption approach," it is incumbent upon
the designers to define terms operationally and to have evidence
that the assumption is, in fact, true. Program models based on
vaguely defined or questionable assumptions can only give rise
to faulty or inadequate curricula experiences for would-be teach-
ers. Fortunately, these examples are not representative of the
Syracuse or any other program, but they point out serious concerns
for all of us involved in developmental activities.

Another seeming weakness with the "assumption approach" as
used is that most assumptions are related to the way we prepare
teachers (process) rather than what we teach them (content). In
fact, when looking at programmatic features or components of the
program model, one is hard pressed in many cases to find a rela-
tionship between the content areas and the overall program
rationale. In other words, content sometimes appears full-blown
with little justification or acknowledgement of where it came from.

A second alternative for establishing the rationale might be
called the "child behavior approach." Georgia and the Northwest
Regional Laboratory serve as examples. Each concerned itself with
determining what children must do in order to learn and then
extrapolated antecedent teacher behaviors. Quotes from the Georgia
and Northwest Laboratory reports may serve to illustrate this
approach.

3Summaries of NETEP Models, The Ohio State University (mimeographed)
p. 32, 33.

4 Btickell, Henry M., Organizing New York State for Educational
Change, Albany, New York: Fund for the Advancement of EUTEFfion
of the Ford Foundation, 1961, pp. 22-26.
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"The analysis of the teacher's job began with a deter-
mination of goals for the elementary school. This was
followed by the identification of objectives which would
translate into the school setting. Objectives were
developed in each content area....How the pupil behaves
in order to achieve the learning objectives was determined.
These learning behaviors provided the basis for determining
teacher behaviors."5

and,
"The ComField model specifies that each prospective teacher
demonstrate the ability both under simulated and live con-
ditions to effect changes in the behavior of pupils that
reflect the outcomes desired for them."6

"...In order to move through the program they have to
establish desired pupil outcomes, or 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."7

Other approaches taken by the designers included (1) the
"goals approach" taken by the Ohio Consortium, which developed
its program by extrapolating from broad educational goals and
position papers; (2) the "theme approach" perhaps akin to a
postu..ate or assumption approach as Pittsburgh's "Individualiza-
tion has been an ageless dream of the schools of America, "0
Teachers College's "To prepare a teacher who will be an innova-
tor,"9 or Michigan State's "teacher as a clinician"; (3) the
"futures approach," which although espoused by all program models
is made explicit in few, and (4) the "experts approach," which
draws upon theoreticians and researchers as Michigan State, in
part, draws upon Ianni and others.10

Taken as a whole, the program models perhaps are weakest
in developing and testing adequate rationales in support of
program components.

Com onents and Pr rammatic Features. Generally, the
models can e ivided into two cateTORTE, those that prepared
specifications from which program components would be generated,
and those which went ahead and developed courses, components,
and modules or other designations for curricular experiences.
This section will briefly outline alternatives presented by
institutions taking the latter course.

Summaries, sa. cit., p. 116.
p. 141.

7lbid., p. 143.

8Ibid., p. 2.

9Xbid., p. 71
10Ibid., p. 101
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All programs indicated the need for general education or
liberal arts studies.* Beyond that, however, they called for
changes in both content or process in the professional educa-
tion sequence. Some features of content and process include
the following:

Early awareness and involvement
Simulation
Microteaching and mirror teaching
Self-pacing
Performance criteria
Theory-practice contiguity
Observational systems
Programmed instruction including CAI
Individually prescribed instruction
Sensitivity training
Child development
Methods of teaching
Human learning
Style:; of inquiry
Clini :al experiences
Curra.,:ulum building
Diagnosis of learning difficulties
Problem-solving and decision-making
Interpersonal relations
Study of self
School social and cultural dynamics
Self-direction
Evaluation
Media or educational technology
Differentiated staffing
Role theory
Tutorial

This list is presented in no particular order and, in the
mind of the reader, many of the program characteristics may
overlap. Perhaps too, many if not most of the features of the
program models will be seen as not radical departures from what
we have been talking about in teacher education for a decade or
more. What is important is that the talk about teacher educa-
tion finally is merging with program design. Should Phase III
be conducted we would have prototypes of notions that until now
have existed only at the conceptual level.

*Within general education special stress was placed upon
studying the behavioral sciences.



Outcomes. For purposes of inspection, the outcomes sought
can be placed arbitrarily into three categories:. The first
category is termed "changes in self." All the program models
sought, directly or indirectly, to change the self-concepts of
their students. Indicative are anticipated outcomes that
teachers would (1) develop positive concepts of self as a
teacher, (2) understand and accept their motivation for select-
ing a career in teaching, (3) develop professional values con-
sistent with personal integrity and the demands of education,
(4) develop commitment, (5) exhibit warmth and empathy, and
(6) be self-directed.

A second category of outcomes can be designated "changes in
knowledge and skill." Included under this rubric would be that
teachers would (1) he more perceptive, (2) be well-versed in the
humanities, social and natural sciences, (3) be skilled in the
diagnosis and resolution of problems, (4) be specialized in a
content area, (5) be able to individualize instruction, (6) pos-
sess increased skill in human relations, (7) be students of
human learning, (8) be a model of creative teaching, and so forth.

Finally outcomes are sought that have to do with the "role
of the teacher." Included would be the teacher as (1) an innova-
tor, (2) a specialist within a specialized staff, and (3) an
agent of social change.

Obviously, listings such as these are guilty of both omis-
sion and oversimplification. Even with these shortcomings it
is evident that the designers expect more and different things
of the teacher education major and of his program.

Instructional Techniques and Processes. A wide range of
instructional techniques and processes are suggested. Among
those mentioned are simulations, computer assisted instruction,
independent study, microteaching, small group and tutorial in-
struction, individualized instruction, utilization of self-pacing,
lecture, programmed instruction, mirror teaching, role playing.
mentioned most frequently are simulations and utilization of
microteaching or similar experiences. Mentioned least often are
the commonly used practices of lectures and the lecture-discussion
combination. It could be inferred that the designers were more
interested in instructional techniques which involve the learner
and expect participation and demonstration of behavior from him.

Role of the Teacher Educator. A great deal of similarity
exists among t e program models with regard to the role of the
teacher educator. Generally, there is emphasis upon the teacher
as a counselor, a curriculum and materials developer, and an
instructional leader but in settings unlike the traditional
lecture arrangement.
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Almost all program models make noticeable efforts to
personalize the teacher training experience--to increase the
quality of student-faculty interaction. Much of this is
accounted for in quasi-counseling kinds of arrangements.
Faculty work with students in more elaborate and extensive
orientation settings, help them choose from alternative learn-
ing experiences, monitor their progress, and maintain academic
records. Focus appears to be on humanizing the learning process
and helping the student to succeed.

Staff differentiation is called for and the teacher
education faculty is seen as composed of a variety of spec-
ialists, many of whom w ',uld not have the doctorate. Teacher
training programs would call upon local school personnel more
frequently but in addition would utilize the services of those
in educational industries and educational laboratories. Parti-
cularly, specialization seems to be called for in the develop-
ment of new curricular materials and clusters of similar ex-
periences referred to as modules.

In the role of instructional leader, the teacher educator
is seen as one who, instead of fundamentally lecturing, con-
ducts microteaching sessions, presents simulations, engages in
tutorials, and generally involves himself in greater interactica
with students on a more intimate basis. Lectures are not
eliminated but seem to be relegated to a less significant posi-
tion on the instructional continuum.

Teacher educators often are pictured in team relationships.
The one professor to one class standard is hardly mentioned.

In addition, the desic;ners see future teacher educators
conducting sensitivity training, collecting and making video-
and audio-tapes of outstanding professors, setting up overseas
experiences for students, and working with students organized
in inquiry groups.

Evaluation Techniques. Decision makers working with
students in the program models will have a much greater data
base upon which to reflect. The progress of each learner will
he monitored more carefully and almost all programs provide for
maintenance of a student data bank.

All programs intend to make quite clear what the student
must learn. Such intentions take the form of behavioral or
performance objectives. Upon entering into a new learning
activity, the student normally is given a pretest. Depending
upon performance on the pretest, the student may be referred
for additional prerequisite training, be permitted to enter
the training experience at one of many starting points, or, if
mastery is demonstrated, go on to another learning task.
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Posttests, which can be taken whenever the learner feels he
can demonstrate proficiency, permit learning to be individu-
alized in terms of pacing.

Generally, evaluation is based upon demonstration of
behavior rather than performance on traditional paper-and-pencil
tests.

Responsiveness to Societal and Professional Needs. The
program models give more attention to providing ror needs estab-
lished by the education profession than to determining societal
needs and responding to those. Several of the programs suggest
that they will prepare teachers who can cope with or even faci-
litate societal change while only a few identify current areas
of societal need to which teacher education programs might
reasonably be expected to respond directly. Not much is said
about preparing teachers for work,withoon-white children in
inner-city schools. Neither is general concern directed toward
pre-school and parent education.

However, the programs do react to concerns expressed by
educationists. Attention is given to needs including (1) in-
dividualizing instruction, (2) elimination of the dichotomy
between pre- and in-service education, (3) preparing elementary
personnel as specialists both in terms of an area and level of
instruction, (4) increased utilization of the public school as
the training setting, (6) establishment of educational consortia,
and (7) cross-cultural training.

Uni ue contributions. One could develop a sizable list
of somewiat unique contributions the program models would make
if implemented. A few have been mentioned in previous sections.
They include:

Replacement of formal courses with modules or other forms
built upon performance objectives

Provision for individual differences in both style and
pace of learning

Synthesis of theory and practice
Further development of the notions of teaching centers

and portal schools
Provision for management of teacher education as a

necessary support system
Provision for faculty retraining
Preparing the teacher to both cope with and facilitate

change
Establishment of teacher education training consortia
Utilization of newer technologies and methodologies

implicit in microteaching and simulation
Stress on staff differentiation and staff teaming
Broad preparation in the behavioral sciences
Evaluation based upon demonstrated performance
Stress on knowing, understanding, and accepting one's

self as a person and teacher



Utilization of systems analysis
Provision for early engagement and career choice activities
Emphasis on learning to be a better classroom problem solver
Engaging students in setting their own goals and monitoring

progress toward them

One could go on summarizing the analyses. At this point it
would be well for the reader to make some of his own judgments.
The individual analyses follow and are presented alphabetically
by institution.

The views presented in this report are not those of either
the Office of Education or The Ohio State University. Instead,
they reflect individual attempts to draw meaning from the Phase
I documents. The writers were asked to use as few footnotes as
possible and consequently credit is not as noticeable as it
should be.

We who have worked on this project are rewarded that we
have had the opportunity to be exposed to and to think about the
product of this USOL effort.

Donald R. Cruickshank
February 15, 1970
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TEACHERS COLLEcE, COLUMBIA UNIVERSITY PROGRAM ODEL

Analysis by Donald Uhlenberq

RATIONALE

Schools of today are being continually re-created. The
emergence of new instiLutioas of learning, new teacher roles,
and new educational technologies are interacting to give us
many more options for the future than we have had in the past.
Rooted in the Columbia University Teachers College Program
model is the conviction that the teacher must participate in
this re-creation. This person, the "teacher-innovator," will
not only be prepared to operate within the existing institu-
tions but will help create educational institutions of the
future. The teacher-innovator will be an evolutionary in the
schools of today. It is to the preparation of this person,
the teacher-innovator, that the program is dedicated.

The bas:;.s of the rationale for this program stems from the
idea that professional performance can be described in terms of
control over certain areas of reality that are essential in
developing creative teaching roles rather than just the ability
to fill already defined ones. These areas of reality have been
identified and defined in terms of four teacher roles that must
be learned by the person who is tc become the teacher-innovator.

The Interactive Teacher. The professional self-concept
of the teacher depends CiiiThis belief in his ability to teach
well. As an interactive teacher, the teacher-innovator pos-
sesses strategies for making instructional decisions that are
tailored to the characteristics and needs of the students. He
can work with groups of children to build effective democratic
structures, provide technological assists to learning, and has
interpersonal sensitivity to touch closely the minds and emotions
of the students.

Tne Institution Builder. In this role the teacher-innovator
works with other faculty members, community representatives,
students, and administrators to design complete educational
programs and organizational structures to bring them into existence.

The Innovator. As an innovator rather than a bureaucratic
functionary, the teacher-innovator combines personal creativity
with ability to work with others in order to build educational
settings in which innovation rather than imitation is the norm.
He has techniques for analyzing the social structure of the school
and how it inhibits or facilitates creative behavior.
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The Scholar. Continuous scholarship renews him and adds to
knowledge about education. He controls techniques for studying
the processes of interactive teaching and theories of learning.
He controls structures for studying the school and for studying
teaching and learning so he can design and carry out educational
experiments. He hasters teaching strategies derived from dif-
ferent views of learning, and more important, controls techniques
for developing and testing new ones.

The purpose, then, of the Teachers College Program Model is
the creation of a performance model of the teacher-innovator based
on these four teaching roles or areas of control over reality.
The rrogram is designed to help students gain the necessary skills
and abilities to achieve this control.

COMPONENTS

The training program can be viewed in two different frameworks.
One consists of general procedures which unify the program and are
shared by all of its components. The second consists of four com-
ponents, one developed around each of the four roles of the teacher-
innovator, and each of them designed to yield control over the
areas necessary to that role. The four components are Interactive
Teaching., Institution Building, Innovating, and The Teacher Scholar.

General Procedures. First of all, the program cannot be
effectively implemented without the creation of a particular kind
of school-university setting in which many training experiences
within the basic components take place. This school would be
modeled after educational designs developed by Schaeferl and would
operate as a center of inquiry; that is, it would study the pro-
cesses of teaching and learning as well as carry them out. Because
most of the activities in this teacher education program include
research into teaching and learning, the success of the program
depends on having such a center of inquiry.

The program is operated as a democracy with small, self-
regulating units of students called "inquiry groups" who monitor
their own progress and administer the program to themselves with
the assistance of faculty counselors. The components are designed
so that they are virtually self-administering and once the structure
has been explained, the inquiry group, with the help of the faculty,
negotiates its way through the activities.

A third element is the contact laboratory, which refers to
provisions for the teacher candidates to be in contact with schools
and children. Contact is provided to give the student the oppor-
tunity to study schools, teachers, and children and to master a
wide ,repertoire of teaching strategies, practice making curricular
and instructional decisions, and engage in educational experiment-
ation.

'Robert J. Schaefer, The School as a Center of Inquiry,
New York: Harper, 1937.
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Finally, the program is based o9 differential training
model as conceived by David E. Hunt. This model for individual-
izing instruction is intended to increase the learning of ideas
and skills and to increase the personal flexibility of the student
by modifying his educational experiences to take into account his
competency level, feedback preference, value orientation, and
cognitive structure.

The Interactive Teaching Component. The procedure in this
component is to allow teia-er candidal6S to learn the basic man-
euvers of teaching by teaching lessons to each other and to
children and then through feedback teams formed within each
inquiry group, to evaluate each other's performance. The candi-
dates then learn and master nine strategies of teaching based on
the works of a variety of writers such as an inductive teaching
strategy developed from the work of Hilda Taba and a nondirective
model developed from the work of Carl Rogers on ways of helping
students teach themselves, apply these teaching strategies within
a particular curricular area, and finally develop and execute
original strategi,9. Four subcomponents focus on different aspects
of teaching. One focuses on instructional decision-making, another
oa mastering teaching strategies, a third on developing flexibility
and sensitivity to learners, and the fourth on developing a social
system in the classroom.

The Teachers College Program Model places as much emphasis
on the teacher as a developer of curriculum, an organizer of tech-
nological systems, and a designer of the social system within the
school as it does on his functions as an instructional decision-
maker and interactive teacher. Teachers generally feel powerless
to influence the overall shape of the school and as a result,
accept it as it is. This component incorporates devices planned
to build motivation for institution building such as democratic
procedures, cooperative inquiry, and the inclusion of the candi-
dates in the operation of the technical systems that facilitate
their learning.

The Institution Builder Component. Under simulated condi-
tions, the students practice institutional decision-making and
concurrently study strategies for developing the curricular,
technological, and social systems of schools. In connection
with tutorial and small group teaching, they study and test
curricular strategies within the areas of their specialty. Then
they practice institution-building, planning and testing out
curriculums, interpersonal climates, and support systems. In
the inquiry school they study the institution-building techniques
used there, especially the arrangements that permit scholarship
and experimental teaching. Finally, their internship is organized
in groups that try, within more common school settings, to carry
out teaching as an experiential activity.

2David E. Hunt,"A Model for Analyzing the Training of Training
Agents," Merrill Palmer Quarterly, Winter 1966.
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The Innovator Component. This component begins by exposing
the student as an apprentice to the school and permitting him to
learn whatever roles are given to him by the teachers to whom he
is apprenticed. As he learns the bureaucratic roles, he is helped
to analyze both the bureaucratic process and the feelings of
alienation he is supposed to be having. He studies the social
system of the school and the ways in which it stabilizes itself
and may prevent change and innovative activity.

next, he works in a group carrying out exploratory and
experimental teaching strategies. The inquiry group will hope-
fully become a reference group for its members--a group whose
norms are experimentation and innovation. In the common cause
members will support each other and help each other anchor the
commitment to change and experimentation. They will study how
to teach in non-bureaucratic ways and how to build a community
of teachers and students devoted to "authentic and personal"
learning experiences.

The Teachor Scholar Com onent. The rationale for this
compoiraTIiitraightforwar an logical but not based on any
theoretical position. It relies on research indicating that
teachers can learn to do thekind of analysis that is required,
apply that analysis to their own teaching, and conduct experi-
ments of their own teaching.

Two extensive subcomponents are involved in this component.
One concentrates on the study of children and the other on the
study of teaching. Activities involve analyzing teaching behavior
using various observation systems and constructing small studies
of teacher-learner interaction in which students study their own
progress toward mastery of "moves and strategies" and develop
experiments on the responses of children teaching behavior.

OUTCOMES

The goal of the Teachers College teacher education program
model is the creation of the teacher-innovator--a person who will
be cApable of developing new education even while he is executing
the old. He must have flexibility, commitment, and a secure self-
knowledge. He must have the skill and commitment to help create
and test new educational forms. Because teacher roles will be
changed many times in the future, he must be able to teach himself
those new roles, to help shape the institutions in which he will
work, and to try out many new educational ideas.
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As discussed earlier, the concept of the teacher-innovator
is defined by four teacher roles that correspond to the four
basic components of the program model: the Interactive Teacher,
the Institution Builder, the Innovator, and the Teacher Scholar.

The Interactive Teacher. He needs a wide range of teaching
strategTaTca715RTRTad3irrying out instructional decisions.
He is qualified to work with groups of children to build effective
democratic structures through which they can conduct their educa-
tion. He is a student of individual differences and has the
interpersonal sensitivity to touch closely thetminds and emotions
of thu students and to modify his own behavior in response.

The Institution Builder. The teacher-innovator needs the
capacity to resist the slide into routine. He must approach prob-
lems with interest and desire to be a creator of new things. In
this role, he works with other faculty members, community repre-
sentatives, students, and administrators to design and create
complete educational programs and organizational structures. As
a shaper of schools, he will know strategies for studying and
designing curricula systems; analyzing and creating effective
social systems in the school, and assembling and employing tech-
nical support systems that facilitate education.

The Innovator. To be an innovator, the teacher must be able
to work with and lead others. He must understand the social forces
that retard change and how to work with his peers to create innova-
tive communities within what otherwise become bureaucratic organi-
zations.

The Scholar. The teacher-innovator must he a competent
scholar of teat Ing and learning. He needs a continuous relation-
ship to the scholarly disciplines and other sources of man's
knowledge. He must know what knowledge is from the point of view
of the child in order to reach him.

INSTRUCTIONAL TECHNIQUES AND PROCESSES

To prepare a teacher who studies and tests educational ideas
and forms, institutions that train teachers must themselves oper-
ate as centers of inquiry. This must be done to provide the
teacher candidate with a model for institution building--to give
him a concrete example of a community of teachers living as
scholar-innovators. It is also necessary to prove to teacher
candidates that such schools can be developed. As a result, the
basic strategy in this program model is one of "cooperative inquiry."
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The teacher candidates are organized into democratic
"inquiry groups" of about twelve students. These miniature
democracie., are assisted by faculty counselors who help them
to educate themselves. Each inquiry group includes "feedback
teams," of three or four student wt .$ help each member by coach-
ing, analyzing, and assisting each other during the program.

All activities take place in this democratic organization,
which dominates the tone of the program and provides the matrix
of the human relationships within which learning takes place.
Because most students entering the teacher education program
have had little opportunity to experience a democractically run
educational institution, they have had no models or few models
of democratically oriented procedures and those that they have
had have usually been individual rather than institutional. Many
do not feel they are making progress unless they have the sanction
of a supervising teacher. They do not value their own judgment.
Similarly, teacher candidates have, as a result of experience as
students, internalized the bureaucratic role of the teacher and
feel that this role is the proper one for a teacher. The remedy
for this situation is to operate the teacher education program as
a democratic community so that students will see one in action
and learr by participating to take the roles that are required if
a democratic model. is to be effective.

The program model is based on the Differential Training
Model of Huntd It provides for modification of educational
procedures to take into account four characteristics of the
teacher candidate: his competency level, feedback preference,
value orientation, End cognitive structure. This allows for
both increase in the learning of ideas and skills and personal
flexibility of the teacher candidate.

It is assumed that training should be matched to the
characteristics of the learner as well as to the objectives
of the component. The rationale for differential training
models is identical to the belief that the single most impor-
tant aspect of teaching is the child and "where he is now."
This program model may be seen as a "trainee centered" program.
Thia differential training model is constructed not only to
individualize instruction by pacing and to modulate training
techniques according to the characteristics of the trainee,
but also to increase the general flexibility of the teacher
candidates.

To help someone become a teacher-innovator requires the
building of a setting in which he can learn to innovate. The
laboratory school must function as a center of inquiry in which
the study of teaching and learning can take place. Through the
seaucnce of the laboratory experiences, the teacher candidate

3Ibid.
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can learn to understand children and schools and can develop
the capacity to work with them. The contact laboratory gives
the teacher candidates the opportunity to study schools, teachers,
and children and to master a wide repertoire of teaching strate-
gies, practice making curricular and instructional decisions, and
engage in educational experimentation. The contact school seque:sce
consists of apprenticeship, small group tutorial teaching, unit
experimentation in inquiry school, experience in curriculum modes,
and carrying on a program and internship.

ROLE OF THE TEACHER EDUCATOR

A faculty member is assigned to each inquiry group. Ee
functions as a general advisor, faculty counselor, and seminar
leader. His primary job is to help the students help themselves.

The faculty member explains the goals of each component at
the beginning and the means and support systems that have been
assembled. He also explains the kinds of devices that have been
developed to monitor progress and to help the student to obtain
feedback on his development. From this point on, the students
administer the components to themselves, reshaping and adapting
them to fit their personalities. Tne faculty members serve as
advisors, modifying their roles to apply the differential train-
ing model.

While the faculty leader must frequently play a nondirective
role, he engages in four functions that are critical to the suc-
cess of the program. First, he is responsible for helping the
students understand the entire teacher education program. The
students can hardly participate in the making of decisions if
they do not know the framework within which they are operating.
In the second case, the faculty member needs to see that each
component is thoroughly explained to the stl!dent. Third, the
faculty counselor must function to administer the differential
training model. Fourth, the components require technical compe-
tencies that the candidate may not have in the early stages. The
faculty member needs to provide the competency and then reduce
his role as the student develops his own skill.

EVALUATION TECHNIQUES

Progress through each component can be evaluated by comper-
ing the student's performance against three levels of objectives.
At the first level, trainees learn to carry on teaching maneuvers
or small units of teaching behavior that have a limited effect on
children. In the second level, they learn several teaching
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strategies that are built on theoretical models of learning.
These strategies are more complex than the maneuvers and more
difficult to execute. At the third level, the trainee creates
and executes teaching strategies himself. No clear program for
evaluation of the program model is suggested in the report.
However, two papers that suggest evaluation procedures are
included. The first, by Dr. Thelma Baldwin of the Center for
Rese,rch in Social Relations at Johns Hopkins University,
discusses general evaluation problems and presents suggested
illustrative evaluation schemes for two of the subcomponents
of the Interactive Teaching Component: Models of Teaching and
Flexibility Training.

The second paper, by Bruce Joyce and Richard Hodges, pro-
vides a specific example of the use of data banks to provide
continuous and cumulative descriptive information about teacher
candidates.

RESPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

Because the role of the teacher will change in the future,
the teacher must be trained to participate in the redefinition
of these roles and to train himself to fulfill these roles.
This program, through the concept of the teacher-innovator, would
:repare the teacher to adjust to whatever role he may find. Con-
sequently, there is no specific preparation for inner-city schools,
teaching the disadvantaged, and the like. As a result of a train-
ing that emphasizes educational experimentation, the teacher-
innovator will be prepared through the student of teaching and
learning to work in the spirit of inquiry. Because there is no
distinction between those activities involved in pre- and post-
service training, specific formal training in the latter is
eliminated.

UNIQVE CONTRIBUTIONS

Perhaps the most unique contribution the Teachers College
Program Yodel makes to teacher education is the Inquiry nroup
approach. Opeating as a miniature democracy, the inquiry group
learns about democratic procedures and has opportunities to put
those learnings to use. Mat teacher education programs, while
using the concept of democratic education, do not in fact provide
opportunities for teacher candidates to use these ideas. This
program model operates as a democratic community so that students
will see democracy in action and learn by participating to take
the roles required for a democratic system to be effective and
satisfying.
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Also unique is the role definition of the faculty advisor
in this program. He serves primarily to provide guidance and
assistance but is available for direct leadership and performance
feedback where necessary. His purpose is to provide support as
needed but to gradually provide less and less until the teacher
candidate essentially conducts his own education. Closely
allied is the Differential Training Model in which the individual
differences of the trainee are a prime, consideration of the
faculty member as well as the curriculum of the program model.

MODEL REVISION

Because this program model was designed as a device to look
at teacher education and was not expected to be implemented as it
is presented, there are no specific plans for program revision.

RELATIONSHIP TO GENERAL EDUCATION

The relationship of the program to general education is not
discussed. The program model has been developed in such a way
that it can be adapted to four-year undergraduate programs, five-
year programs, two-year masters level programs, and to extensive
graduate programs that require as much as three years of study.

FEASIBILITY

The bureaucracy of any large institution such as The Ohio
State University makes the implementation of a new program such
as the Teachers College Program Model a formidable task. Red
tape, scheduling, and volumes of paper work, however, do not
present as great a barrier as can a faculty itself. For unless
the staff is willing and able to accept a new preqram, it is
doomed to failure. Pessimism, conservativism, defensiveness,
and plain laziness combine forces to serve as very real barriers
to such an innovative program.

But even if the program were accepted by a faculty, there
are any number of hurdles to overcome that are inherent in the
program design. One of the most prominent is the requirement
for contact laboratory schools to serve as centers of inquiry.
Motu° of the large numbers of students that would be involved,
probably all the surrounding schools in the area would have to
be converted to inquiry schools to accommodate the program. In
light of the present conservative attitudes of public school per-
sonnel, including teachers and administrators, combined with the
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ivory tower outlook of many university people, it appears to
be a difficult if not an insurmountable problew.

A third major obstacle is the necessity for excellence on
the part of the students and faculty alike. The program calls
for dedication, commitment to change, a high degree of scholar-
ship and leadership abilities among both. By the very nature
of the field of public education, these qualities are not in
abundance among those who are attracted to it.

RUATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

The Columbia University Teachers College Program Model was
designed not as a program to be implemented as it is presented,
but rather as a guide for further development of teacher educa-
tion programs. Consequently, many areas of the NCATE standards
are not applicable and are omitted below.

1. Curricula for Basic Programs

1.1 Design of Curricula

The fundamental goal of the program model is the creation
of the teacher-innovator who meets those criteria that the
program model identifies as crucial for a contemporary teacher
to be effective. Competency is gained through training in four
specific roles that constitute the four basic components of the
program. Each component includes those elements defined in this
standard.

1.2 The General Studies Component

The program model was designed to be adopted to any under-
graduate program and therefore does not deal with general studies.

1.3 The Professional Studies Component

1,3.1 Content for the Teaching Specialty

in the curriculum section of the institution-building
component and the instructional decision-making section of the
interactive teaching component, the student learns the alter-
native patterns for curriculum and instruction within one
traditional curriculum area of the school. Stress is placed
on his mastering alternative systems for conceptualizing and
organizing instruction within the curriculum areas. it is
expected that each teacher will specialize in one curriculum
area in order to provide him with an area of depth to which
other learnings can be anchored and with an area of immediate
competence once he is given the opportunity for responsibility
in a school.
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1.3.2 Humanistic and Behavioral Studies

There is no formal instruction in humanistic and
behavioral studies. However, readings, discussions, and
seminars are incorporated into each component of the program
model to give the candidate opportunities to study these areas.

1.3.3 Teaching and Learning Theory with
Laboratory and Clinical Experience

The underlying basis for the Teachers College Program
Model is the study of teaching and learning. This study is
accomplished through readings, games, simulation, microteaching,
classroom observation, tutoring, and other experiential activities.
Each component involves the teacher candidate in the study of
teaching and learning in the contact laboratory with opportunities
for experimentation and testing of teaching strategies and maneuvers.

1.3.4 Practicum

Phases five and six of the contact laboratory sequence
allow the Otddent to assume full teaching responsibilities in
the classroom as prescribed in this standard.

1.4 Use of Guidelines Developed by National Learned
Societies and Professional Associations

It is not clear to what extent guidelines were used in
preparing this program model.

3. Students in Basic Programs

3.4 Student Participation in Program Evaluation
and Development

Each inquiry group electu a member to a steering committee,
which is composed of students, faculty, administration, and
public school personnel, to determine the effectiven6ss of the
basic components of the program and to suggest revision and
alternatives for improvement.

5. Evaluation, Program Review, and Planning

5.1 Evaluation of Graduates

Evaluation is conducted through criteria established as
behavioral objectives for each component. Students are ex-
pected to meet the criteria before progressing to the next
step in the sequence. Suocessful completion of all the com-
ponents indicates successful completion of the pro9ram.
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5.2 Use of Evaluation Results to Improve Basic Program

No evaluation methods are stated for the program although
two papers are presented suggesting possible alternatives.



THE FLORIDA STATE UNIVERSITY PROGRAM MODEL

Analysis by F. Helen Lewis

RATIONALE

"Teacher education, to be viable for 1978, should be de-
signed to meet the conditions most likely to exist at that time."
(vol. 1, p. 15) This statement briefly poses the rationale on
which the Florida State program model is based. Although admit-
tedly it is risky to try to predict the future, the model
developers wrote position papers based on the best information
available thatwould indicate trends in society, in education,
and in the role of the teacher in 1978. From these predictions
the following inferences about teacher education were drawn:

1. Only broadly educated persons of high ability will be
able to meet the demands of elementary teaching and
make the increasingly difficult decisions required of
teachers.

2. The emerging role of the elementary teacher will re-
quire depth in at least one academic content area as
well as a high level of competence in utilizing a
large number of teaching strategies.

3. Teachers will have to be able to work effectively with
other professionals and paraprofessional personnel.

4. The training program will be on a pre-service/in-seritice
continuum.

5. The teacher must be flexible in adapting to the roles
required in various educational environments.

From the first inference stated above, it appears that a
program for training elementary teachers must produce persons
who have not only an accumulation of learned skills, but, of
equal importance, a maturity of judgment that comes only with
structured knowledge and experience. Teaching is highly complex,
and a comprehensive design for training persons to teach is even
more complex. In order to produce large numbers of competent
elementary teachers, a training program must provide a highly
systematic way of identifying the tasks of a teacher and of
organizing the program elements to train teachers to perform
those tasks.

13
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Following this line of logic, the program designers decided
to use a systems approach in determining the specifications for
their training program model. They defined teaching as "that
set of actions or behaviors intended to influence systematically
the learning of a person or persons." A task analysis of teach-
ing as forecast for 1978 was undertaken to identify the components
of the ",et of ,Fctions and behaviors" needed by a competent teacher
for that time.

Four major behaviors were identified az basic to all elemen-
tary teaching. Stated in their most abstract form they are

1. The teacher will plan for instruction by formulating
objectives in terms of behavior that is observable
and measurable.

2. The teacher will select and organize content appropriate
to specified objectives in a manner consistent with both
the logic of the content itself and the psychological
demands of the learner.

3. The teacher will employ appropriate strategies for the
attainment of desired behavioral objectives.

4. The teacher will evaluate learning outcomes on the
basis of changes in be!lavior.

; fifth area of behavior was found outside of the teaching act
and was stated as follows:

5. The teacher will demonstrate an acceptance of leadership
and professional responsibilities and demonstrate the
agility to serve as a professional leader.

corPONEJTS

To meet the needs suggested by the inferences for teacher
education, presented in the rationale, the program designers
planned a three-phase program model. (See Figure 1.)

%.%e underclass phase, equivalent to the first two years of
college, is designed- to deal with the first inference--the need
for 'broadly educated persons." This phase is composed of
general education, pre-professionai studies in the behavioral
sciences, and early-awareness experiences. We latter are
experiences with children in various settings throughout the
two years for the purpose of introducing the student to the
teaching profession and helping him to make career decisions.
This phase is presented very generally in the program model.
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The pre-service p:.ase addresses itself particularly to the
second inference. The trainee extends his knowledge of at least
one academic area in depth and develops a high level of competence
in utilization of a large number of teaching strategies. This
phase is equivalent to the third and fourth year of college, but
it actually takes an unspecified amount of time as it is a self-
paced program.

The professional portion of this phase is built on the con-
cept that "for pre-service training, the use of a behavioral
model holds the strongest promise as an organizing concept since
it expedites acqui3ition of the knowledge and skill needed for
initial entry into teaching." (vol. 1. p. 38) That is, behaviors
(knowledge and skills) essential to the highly competent teacher
become the objectives of the training program. The content and
strategies of instruction are selected on the basis of the learn-
ing experiences the individual trainee needs to acquire these
behaviors and meet the objectives. Evaluation is based on the
trainee's ability to demonstrate the desired behavior at a level
satisfying the criterion of performance stated in the objective.
This is the basic procedural structure of the program model.

The major curricular, components of the professional training
are the "major teaching behaviors" derived from the task analysis
of teaching in 1978. (See Rationale, p. 2 and Figure 1.) The
trainee learns to formulate objectives based on the learning out-
comes he desires for elementary pupils, to select and utilize
content, materials, and strategies to reach-aose objectives, and
to evaluate the outcomes in tams of the criteria stated in the
object Eves. At the same time, he is having a major share of the
responsibility for performing these same tasks in regard to his
own training program.

Operationally, the "major teaching behaviors" are regarded
as clusters of teaching behaviors. Each cluster consists of
many specific behavioral objectives that are programed sequentially
and cumulatively. Attainment of all the objectives in a cluster
should yield the ability to demonstrate that major teaching behav-
ior (e.g., "Selecting and Executing Strategies"). Each specific
objective states a minimum criterion for performance, called
"prototype teacher behaviors." "Enabling objectives" are listed,
suggesting the knowledge and skills needed to meet this criterion.

list of "experiences" suggests possible sources, media, and
experiences as aids in acquiring the skills and knowledge neces-
sary to meet the criterion for performance. (See Figure 2.)
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The trainee chooses his objective and what he will do to
prepare himself to meet the performance criterion. He "performs"
takes the test or teaches a lesson--and shares in the evaluation
of his performance. If he and the evaluator are satisfied with
the performance, he proceeds to the next objective. If not, he
recycles for further preparation.

To insure that behavioral objectives do not produce a seg-
mented program, progressive synthesis experiences are provided.
Not only will the trainee be expected to concurrently practice
the application of the principles he is learning, but as he moves
through the program, he is expected to synthesize the new skills
with those previously acquired until he approximates an integrated
set of teaching behaviors. The program demands the provision .of
a sequence of practice-type experiences that progress from applica-
tion of principles in analyzing video-tapes, for example, to the
reality of full-time classroom teaching responsibilities.

The ability to select appropriate strategies and to utilize
them effectively is considered a key to the successful performance
of all types of teaching. Thus, the program responds to inference
two in the rationale. The theory-practice contiguity throughout
the program requires that theory be studied and thentested in
practical situations. Strategies are selected and tried with
groups of children. The trainee builds a repertoire of skills
and strategies based on his knowledge of the behavioral sciences
and the structure of the content. The designers believe that
the teacher who has many strategies and has skill in decision-
making will be adaptable to various educational invironments and
thus will be able to meet the challenge of inference five.

The fifth cluster of behaviors, "Becoming Professional,"
applies in part to inference three preparing the teacher for
anticipated changes in staff roles and relationships. In the
preservice phase, trainees study group dynamics as part of
this component. They also learn about professional organizations
and legal aspects of teaching. A wide range of experiences ex-
tending from the early-awareness activities to full-time class-
room teaching placing the trainee in many d!fferent roles and
levels of responsibility provides practical application for this
cluster.

The in-service hase continues the training program into
the first two years o actual teaching. (Note inference four.)
The emphases of this phase of the program are outlined in Figure
1. The trainees in this phase are hired as beginning teachers
in "portal schools," with supervision from the school and the
university. They continue their studies in foundations of educa-
tion, refine their teaching skills, and may choose a specializa-
tion. The total program lealds to a Masters degree with full
professional certification.
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The portal school is a selected public school in which one-
third of the staff are master teachers, known as "staff associates."
One-third of the staff will be first-year teachers who have just
finished their pre-service training. In the second year of opera-
tion, one-third of the staff will be teachers in their second year
of full-time teaching--the final year of their training program.
The schools are selected on the basis of their openness to
innovations and opportunities for experimentation and their
willingness to serve as training and proving grounds for beginning
teachers.

OUTCCMES

The teacher who has completed the three phases of the Florida
State 1,rogram model has a broad background of general knowledge,
He has a specialty in some academic content area. He has demon-
strated his ability to perform the complex tasks of teaching and
has taught fun-time for two years in a school situation where he
has had supervision and further training. The actual "product" is
a highly competent teacher with two years of teaching experience,
a Master's degree, and full teaching certification.

INSTRUCTIONAL TECHNIQUES AND PROCESSES

Five types of instructional procedures are used in the Florida
State program model. Individual activities include computer inter-
action, interviews and consultations with staff members, independent
study, laboratory and audio-visual activities, and writing. Croup
activities involve discussion groups, lectures, projects, and
presentations. Field observations are made in classrooms or other
off-campus sites such as homes of school children and possible field
sites f,3r children. Trainees may either observe or participate in
simulated situations. Teaching will be done in classrooms, small
groups, or tutorially (one student). There are always children
available with whom he may try a new skill. These performances
are video-taped for analysis and evaluation. If he succeeds in
this performance he continues with another task. If not, he
recycles, studies more, practices, and is evaluated again.

A normal progression of practice experiences would begin with
systematic analysis of taped or actual teaching episodes, followed
by response to simulated situations, teaching in small-scale situ-
ations, and single task teaching in normal sized groups. Finally,
there are reality experiences in which a trainee takes major
responsibility for teaching a group of students over a period of
time sufficiently long to enable him to meet performance criteria
for beginning teaching.
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Essential to such a program on a large scale is the computer
system, which provides detailed monitoring of trainee performance,
progress, and status.

The rationale for this type of instructional procedure comes
from an analysis of two theories of the derivation of teaching
competence. The first theory begins with the premise that skill
in teaching comes from direct knowledge of what produces learning.
Supply the teacher with knowledge of children, learning, subject
matter, and a thorough background of "foundations and the teacher
will automatically be able to draw upon ';;Iis knowledge to structure
children's experiences in such a way as to promote desired learning."

At the other end of the continuum, another theory assumes
that teaching is basically a !et of skills and routines that can
be performed by an educational craftsman. He needs extensitye
training and perhaps apprenticeship, but he 1,as no need of exten-
sive study on the parent disciplines.

The position taken as the basis for this program model
regards each theory as inadequate and recognizes the need to
include elements of both theories. Thus, provision is made for
continual interaction between theory and practice.

ROLE OF THE TEACHER EDUCATOR

As these instructional techniques vary considerably from
the traditional teacher education program, many new roles are
required of the staff, making retraining of the faculty a major
concern. The program model final report devotes a complete
chapter to the description of new staff requirements, organiza-
tion, and utilization, and plans for retraining of the faculty
(vol. 1, chap. 9).

Three main roles for faculty members are envisioned: teacher-
counselor, administrator-student personnel worker, and selector-
producer of materials. Some teaching will be necessary but more
time will probably be spent in individual and small group counsel-
ing, assisting students in making program decisions, and making
arrangements for meaningful experiences. A major task will be
selecting and preparing materials for use by trainees in meeting
the specific behavioral objectives. In any given year, a faculty
member will serve in two capacities--as a teacher-counselor and
either w an administrator-student personnel worker or as a
selector-producer of materials. Teams of faculty members will
be grouped to make most effective use of unique strengths. It
is likely that at least some of the faculty will be on joint
appointment between departments.
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There will also be positions for persons with less than
do.:toral status. For exawple, some titles being used in a trial-
run of the program included names such as "evaluators," "schedulers,"
"counselors," "cameramen," "recorders." A computer staff will also
be necessary.

The faculty will need to be made aware of the development of
the computer system and its projected usage.

LVALUATION TECHNIQUES

Evaluation in the program model is a continuous process. The
criterion for performance is stated in each behavioral objective.
When a trainee thinks he has completed the work necessary to meet
the "enabling objectives" (Figure 2), he requests of the computer
the test or task required to evaluate his knowledge. He then asks
to be scheduled to try with a group of children the skill (behavior)
called for in the behavioral objective he is attempting to meet.
This performance is video-taped and the trainee evaluates it. Be-
fore he can proceed to a new objective, he and a staff member must
agree that the performance satisfies the stated criteria.

Entrance to the pre-service phase depends on the results of
a thorough screening process that will include both objective and
subjective measures of abilities, commitment, and physical and
mental health. This screening is based on the rationale that only
persons of high ability will be able to successfully perform the
tasks of an elementary teacher. Florida State's studies reveal
that on3y about thirty percent of the persons trained for teaching
remain in the profession. The program designers have attempted to
presss trainees for a commitment to the profession. Measures of
commitment are considered an important feature of the screening
program. They will be used for studying characteristics attitudes
of teachers. The data will be fed into the information-retrieval
system for long-range study that hopefully will yield information,
useful in predicting teacher competence and persistence in the
profession.

It is assumed that trainees will have acquired certain skills
and knoweldge prior to the pre-service phase of the program.
Therefore, each trainee will be given a diagnosis of skills upon
entry so that his program may be more efficiently tailored to
his needs.

It will be necessary to make decisions about allowing a
trainee to remain in the program. The program model is committed
to the proposition that all such screening after admission must
be a function of the trainee's demonstrated ability to meet stated
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performance criteria. Frequent computer printouts on each
trainee, which refer to his performance status on behaviors
covered to that point, will provide a profile to serve as
information for the ttudent as to his own progress end a guide
to the counseling professor.

All information on each trainee--personal background data,
results of screening tests, individual programs and evaluation
data including the in-service phase--will be stored in the
information-retrieval bank. These data will be used for evalu-
ation and updating of the program itself. Program designers
believe this information also should provide valuable data for
research in teaching and teacher education.

RESPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

To unacrstanC the program's relationship to society and the
profession, it is helpfv1 to refer to its predictions for educa-
tion in 1978. They are:

1. Society will make increased demands upon schools and
colleges to fashion programs to meet the needs of all
of its people.

2. The fact that education will be increasingly society-
oriented will aggravate the tension between educators
and the general public.

3. Education will meet society's demands through increasing
attention to the individual.

4. Each major level of organized education will see itself
as capable of wanaging its own program planning, and
teachers at each level will seek autonomy over a greater
range of matters important to them than ever before.

5. Curriculum developers in elementary and secondary will
try to overcome extreme separate -subject-centeredness
and move toward a more interdisciplinary design.

G. Schools, especially inner-city schools, will have to
relate more directly to the total environment.

7. Emphasis will be placed on relevance in learning.

The program interprets these predictions in terms of the
teacher by concluding that only a broadly educated, highly
competent person will be Fade to function as a teacher in this
society. It also supports the philosophy that teachers need to
be prepared to adapt to any environment rather than to be trained
for only specific situations.



23

Although the program is designed to prepare skilled
generalists, there are three types of specialization included
which help to prepare the teacher for the conditions predicted
above. First, after many experiences with children at different
age levels, the trainee must elect either early or later child-
hood as an emphasis for his training. Thus, he studies in depth
the set of child characteristics and needs typical of a narrower
age range and can be better prepared to understand and deal with
the individual child. (Prediction 3)

Second, the trainee must select an academic area in which
to study in depth beyond the general education level. The general
education provides the broad background for teaching an inter-
disciplinary curriculum (Prediction 5), but the designers also
foresee more teaming of elementary faculty members in this type
of curriculum for which a teacher will also need competence in
some special field of knowledge.

Third, areas such as role differentiation, inner-cAy teach-
ing, and exceptional children are possible specializations that
may be considered during the summer experiences of the in-service
phase. There is also a suggestion that a trainee who meets all
the performance criteria for beginning teaching ahead of antici-
pated norms might elect a "role specialization" or another special
academic area prior to the in-service phase, if he so desires.
These specializations are considered only after the trainee has
become a competent generalist, who is able to form objectives and
design learning experience: based on the needs of the learner,
taking the child where he is and making learning relevant. (Pre-
dictions 6 and 7)

The program model makes several commitments to meet needs of
the profession. It selects capable people and strives to obtain
their commitment to the profession. If successful, this would
decrease the present dropout rate and give more continuity to
public school programs. Beginning teachers have demonstrated
their teaching competence rather than merely acquired a grade
point average. Attention has been given to preparing the teacher
to assume professional leadership by designing a component spe-
cifically directed to this need and by requiring much self-direction
in his orn training program.

The in-service phase makes direct contributions to the
public schools. The portal schools are feeders to the other
schools in the counties--feeding ideas, new teachers, and in-
service education opportunities for the permanent staff. They
also become a bridge over the gap between the public schools
and the university.
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Finally, the feedback from the computerized program
should provide much new information concerning teacher
behavior, predictors of teaching success, and many other
insights useful to the profession.

It is not clear how the program model prepares the teacher
to cope with the "tension between educators and the general
public"(Prediction 2). The rationale also mentions the in-
creased use of paraprofessionals in the schools, but the program
makes no provision for training such personnel--only for pre-
paring teachers to work with them. Counselors are encouraged
to guide trainees, who are unsuccessful in meeting the minimum
criteria for teaching, into other education-related occupations.

uNicur CONTRIBUTIONS

The following list summarizes the features of this program
that are not usually found in traditional teacher education:

1. During the underclass phase, trainees will participate
in early awareness-involvement program designed to
acquaint them with the roles, demands, and rewards of
teaching.

2. A series of experiences designed to enable trainees
to meet stated performance criteria will be developed
to replace formal courses.

3. Trainees will be permitted to move from one experience
to the next at an individual progress rate when they
have demonstrated the ability to satisfactorily meet
performance criteria.

4. Trainees will have an opportunity to make immediate
application of theory to practice through extensive
use of small to large scale teaching activities.

5. Trainees will be taught a repertoire of technical
skills of teaching and will be helped to integrate
these into a total teaching performance.

6. Preparation will be extended into initial teaching
years through an in-service phase, impleme:Ited jointly
b} tie preparing institution and selected school systems,
as an integral part of the total model.

7. Facultevelotentarvilizatica are provided for
Irotining---c5nSistentwitith the demands of new

roles in the model.
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8. A direct effort is made to describe the selection
of trainees for preparation by a system reflective of
the peiri57mance criteria deemed necessary for teaching.

9. The desirability and necessity of specialization in
elementary school teaching is accepted and planned
for in the model.

MODEL REVISION

Being a regenerative model, this program is continually
evaluated and revised on the basis of constant feedback from
trainee performance, diagnosis of trainee needs, and the in-
service phase where the beginning teacher is still maintaining
a relationship to the training institution. The individuali-
sation of the training program makes it more flexible than a
traditional system of courses and more adaptable to current
needs. It is a matter of providing relevant experiences where
needed rather than necessitating a major curriculum revision.

It is less clear how the program is to keep current with
the needs of society except as they are reflected in the needs
of the trainees and the children with whom they work.

RELATIONSHIP TO GENERAL EDUCATION

The underclass phase, normally the first two years of
college, devotes approximately two-thirds of the time to
developing the skills and understandings known as general
education. In this model, general education refers to that
portion of university study that students share regardless
of future occupational choice. It is designed to provide
them with a comprehensive and vivid look at their world through
study of the natural sciences, the social sciences, history, and
the humanities. The intent is to expose them to the far-ranging
accomplishments of the human mind and spirit, and in a way to
encourage and free each of them to gain satisfaction from life
while contributing to a better life for all. General education
is of couble significance for elementary school teachers for
it is acquired once for themselves as maturing young adults,
and again as raw material for teaching. A major portion of the
skills and understandings essential for entry into the pre-
service phase of the model will be completed in general educa-
tion studies. Opportunities to extend these in both depth and
breadth are made available in the pre-service phase.



General education instruction is allocated to the appro-
priate divsions of the university otlier than the ichool of
education. This part of the program is not developed in detail.
During these two years, however, the trainee will be engaged in
pre-professional studies in the behavioral sciences and in an
early awareness-involvement program designed to inform the pro-
spective teacher candidates about the role, demands, and rewards
of teaching. This also provides a basis for making an early
commitment to the preparation program and to service in the
profession. Beginning in the freshman year at the university,
the trainee has opportunities for clinical experiences in the
school and community and for close association with a continuing
seminar group of peers under the direction of a counseling pro-
fessor.

FEASIBILITY

26

Florida State University is the alrgest producer of teachers
in the southeast, with an enrollment of approximately one thousand
teacher candidates in the junior and senior years. While it is
not as large as The Ohio State University, many of the same prob-
lemsn would need to be considered in either institution in the
emplementation of this program model. The Florida personnel seem
to feel that none of the hurdles is impossible and in light of
the advantages of the program they consider the effort to be
worthwhile. This program is a design that would need to be
adapted to each particular situation. The following is a summary
of possible problems to be overcome in implementing this program
model.

1. The model requires an adequate computer system. (This
is not a serious problem in most large universities.)

2. The faculty must be retrained. Differentiation of staff
must be worked out. Until feasibility studies are com-
plete it is difficult to determine the increase in per-
sonnel that would be necessary.

3. Each institution would need to work out its own objec-
tives in keeping with the needs of its public and its
institutional philosophy.

4. The theory-practice contiguity feature demands a
constantly ready source of children available to the
trainee while still providing a meaningful education
for the children, and a well-equipped materials and
instructional materials center extensive enough to
serve the trainee population.
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5. Essential to the extended training in the in-service
phase is a cooperative relationship with the public
school systems enabling the institution of portal
schools or devising some other effective .iystem of
follow-up and continuing education.

6. A reorganization of the grading system is required.

7. As many students in the state universities transfer
from junior colleges, cooperative programs facilita-
ting the pre-professional component of early awareness-
involvement would have to be worked out.

8. The program offers many possibilities to large institu-
tions with advanced degree programs in teacher education.
Many positions in the staff would lend themselves to
training situations for prospective teacher educators.
This would also involve a revamping of the training
programs of such persons.

RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

An accrediting committee commissioned by NCATE to evaluate
an institution of teacher education that is implementing the
Florida State program model should find the curricula for basic
programs adequate to meet the recommended standards. Only the
standards applicable to a program in the "blueprint stage" are
considered below.

1.1 Design of Curricula

Standard: Teacher education curricula are based on objectives
reflecting the institution's conception of the teacher's role,
and are organized to include general studies, content for the
teaching specialty, humanistic and behavioral studies, teach-
ing and learning theory with laboratory ana clinical experi-
ence, and practicum.

The Florida State program model is based on the predicted
role of the teacher and includes all of the features mentioned
in the standard. One of the major features of the program is
continuous and progressively more complex responsibilities in
practical situations to insure theory-practice contiguity.

1.2 The General Studies Component

Standard: There is a planned general studies component
requiring that at least one-third of each curriculum for
prospective teachers consist of studies in the symbolics
of information, natural and behavioral sciences, and
humanities.
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Two-thirds of the first two years are to be spent in
study of the natural sciences, social sciences, history, and
humanities. The other one-third of the time is devoted to
the behavioral sciences and early awareness-involvement activities.
The general education curriculum, while not spelled out in detail,
in expected to be allocated to appropriate divisions of the uni-
versity. No provision is indicated whereby the college of educa-
tion may assist in the selection of content for the general studies
curriculum.

1.3 The Professional Studies Component

1.3.1 Content for the Teaching Specialty

Standard: The professional studies component of each
curriculum for prospective teachers includes the study
of the content to be taught to pupils; and the supple-
mentary knowledge, from the subject matter of the teach-
ing specialty and from allied fields, that is needed by
the teacher for perspective and flexibility in teaching.

Most of the subject matter to be taught in elementary school
is studied in the general studies component of the underclass
phase. Each student, however, is to select an academic area for
further in-depth study. The content for these specialties is
not outlined. The Appendix of the final report suggests a break-
down into behavioral objectives for the teaching of various con-
tent areas such as language arts, music education, and science
education.

1.3.2 Teaching and Learning Theory with Laboratory and
Clinical Experience

Standard: The professional studies component of each
curriculum includes the systematic study of teaching
and learning theory with appropriate laboratory and
clinical experience.

The objective of the third major component of the pre-
service phase is the ability to use appropriate strategies
for the attainment of behavioral objectives. The enabling
objectives of this component include knowledge of learning
and teaching theories, These are then applied in teaching
situations to meet the performance criteria. Volume II,
Appendix F gives detailed information and references related
to learning, behavior modification, reinforcement, etc.
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1.3.4 Practicum

Standard: The professional studies component of each
curriculum for prospective teachers includes direct
substantial participation in teaching over an extended
period of time under the supervision of qualified per-
sonnel from the institution and the cooperating school.

Practical experiences in schools and with children in the
community begins in the freshman year and continuos throughout
the training program, culminating in two years of full responsi-
bility under supervision of staff associates in the portal
schools and counseling professors from the university.

1.4 Use of Guidelines Developed by National Learned Societies
and Professional Associations.

Standard: In planning and developing curricula for
teacher education, the institution gives due considera-
tion to guidelines for teacher preparation developed
by national learned societies and professional associa-
tions.

The bibliographies in the program model final reports
indicate that literature from the "learned societies and
professional associations" was used in the preparation of the
program model. The program model is a design, however, and
the curriculum content would have to be determined by the
institution implementing the design. An evaluating committee
would have to analyze the curriculum in each institution to
determine if association guidelines for the various content
areas were being used. The design follows quite closely the
standards of the NCATE for the basic program of teacher
education.

1.5 Control of Basic Programs

Standard: The design, approval, and continuous evaluation
and development of teacher education programs are the
primary responsibility of an officially designated unit;
the majority of the membership of this unit is composed of
faculty and/or staff members who are significantly in-
volved in teacher education.

The program model was designed by members of the faculty
of the College of Education of Florida State University with
the help of a number of consultants who are experienced in the
field of teacher education. Administratively, it is described
as an "interdepartmental model program unit headed by a director."



30

There is no statement de5irating the percentage of full-time
faculty, but interdepartmental appointments are anticipated
with such faculty having full voting rights. The director
is to be involved in any university decisions that affect the
program and is responsible for implementation of the program
and making faculty assignments. The faculty are actively
involved in program decisions based on continued feedback from
trainee performance.

2.1 Competence and Utilization of Faculty.

Standard: in institution engaged in preparing teachers
has full-time faculty members in teacher education, each
with post-master's degree preparation and/or demonstrated
scholarly competence, and each with appropriate special-
izations. Such specializations make possible competent
instruction in the humanistic and behavioral studies, in
teaching and learning theory, and in the methods of teach-
ing in each of the specialties for which the institution
prepares teachers. There are appropriate specializations
to ensure competent supervision of laboratory, clinical,
and practicum experiences.

The roles of the faculty in this program are very different
from those of the traditional teacher education programs. Some
roles do not require advanced degrees, some are more technical
in nature, and in general the duties of a faculty member are
different from those with which he has been familiar. 1. special-
ly planned retraining program is outlined for both faculty mem-
bers and for the staff associates who work with students in the
portal schools. Specialists will be brought in from other
departments and will he given joint appointments to assure their
commitment to teacher education as well as to their own depart-
mmt. These specialists will also be teamed with regular faculty
to cive the greatest possible resources to the trainee.

3.1 Admission to Basic Programs

Standard: The institution applies specific criteria for
to teacher education programs; these criteria

require the use of both objective and subjective data.

Admission of trainees to the pre-service phase of the program
is based on measures of abilitiei, commitment, and physical and
rental health. easures of intellectual and academic ability
include standardized tests of general aptitude, of ability to
organize and express ideas ih written form, and of general achieve-
ment in specific subject fields. Subjective data will include
grade point overages, special honors, and the Actent and kind of
participation the student has had in campus and community life.
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Measures of commitment will include standardized measures
of attitude toward people (especially children), attitudes and
-lues related to self, and attitudes and preferences toward

occupations. At first this will not be considered prime data
for admission, Scores will be fed into the computer as part of
a data bank for research purposes. If later the data show signif-
icant relationships between such measures and initial learning of
teaching behaviors, later pelormance as a full-time teacher, or
persistence in the teaching profession, they may carry more weight
in initial admission. Subjective data will be obtained from the
reports of counseling professors regarding reactions of trainees
to their early awareness-involvement experiences.

Physical and mental health decisions will have to depend on
the recommendation of medical and psychiatric services, the cri-
teria being that the trainee's state of health does not interfere
with his ability to carry out the necessary teaehing tasks or
does not endanger the children.

Specific instruments of measurement and the criteria for
admission are listed in the Appendix of the Final Report.

3.2 Retention of Students in Basic Prourams

Standard: The institution applies specific criteria for
Wi-iaintion of candidates in basic programs who possess
academic competencies and personal characteristics appro-
priate to the requirements of teaching.

The program model is committed to the proposition that all
screening after admission must be a function of the trainee's
demonstrated ability to meet stated performance criteria. If
the trainee fails to meet the criteria, after preparing for a
particular objective, he recycles, studies, practices, performs,
and is evaluated again. Theoretically, a trainee could try tie
task as many times as he wishes in order to meet the criteria.
Practically, it may become obvious to the faculty that A trainee
does not have certain essential qualifications for teaching. He
will be redirected as early as possible to something more suitable
for him--hopefully, another role in education.

3.3 Counseling and Advising for Students Basic

Standard: The institution has a well-defined plan for
counililg and advising students in teacher education.

Counseling is a major role for each member of the faculty.
The program is individualized training and depends on this
trainee-faculty relationship for its success. The faculty will
be retrained for this role if necessary.
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4.2 !"aterialr and Instructional "edia Center

Standard: A materials and instructional media center for
teacEji education is maintained either as a part of the
library, or as one or more separate units, and is adequate
to support the teacher education programs.

61117 the computer system specifications are actually spelled
out in the program model. In the three-week trial-run of the
program at rsu in the Fall of 1969, the main portion of the
trainee's time was spent in a materials and media center. It
contained library materials, audio-visual equipment and materials,
and teletype equipment for access to the computer. Another

mouse the chil6rvn and roorr:J For microteaching, video-
taping, etc. Such a center is an absolute necessity for this
program.

5.1 Evaluation of Graduates

Standard: The institution conducts a well-defined plan
for evaluating the teachers it prepares.

The six-year program permits the university to follow the
trainee through two full years of teaching in a public school.
Data from these two years are available in the information-
retrieval bank for evaluation of the teacher and of the program
itself.

5.2 Use of Evaluation Results to Improve Basic Programs

Standarfi: The institution uses the evaluation results in
Elie ittiely, development, and improvement of its teacher
education proerams.

Evaluation of graduates and constant program monitoring with
the assistance of the computer are used for program modification.
Llements can be added or eliminated as evaluation indicates the need.

5.3 2g2gLong-:range

Standards The institution has plans for the long-range
dWin1513Ment of teacher education; these plans are part of
A design for total instituticial development.

This program is a long-range plan and expects the results
of the computer management control to add considereAy to the
information and research needed to improve teaching and teacher
education. The program does not significantly plan for total
institutional development, although it does involve much of the
institution by using an interdisciplinary faculty arrangement.



THE FLORIDA STATE UNIVERSITY PROGRAM MODEL

Analysis by Lorren L. Stull

RATIONALE

The Florida State University Model is the product of an
interdisciplinary team's effort to create a program of teacher
education that would reflect the society of 1978 and satisfy
that society's demands upon its schools. The rationale under
girding the program model is based upon predictions concerning
society and education a decade hence as described in position
papers written by the interdisciplinary team.

Society is seen as becomingiincreasingly urban centered,
increasingly complex politically for citizens and leaders,
increasingly alienating toward young people, and increasingly
challenged in teals of traditional wisdom. Science and tech-
nology will continue to be dominant forces in our lives, while
the international charac,..er of life will influence social,
political, and economic affairs in a striking way. Multiple
mass media will be pervasive, and a massive effort to alleviate
social ills will be made by the federal government.

Society will make increased demands upon schools and col-
leges to meet the needs of all of its people, particularly
needs related to occupational endeavor and responsible citizen-
ship. Schools will relieve the tension between educators and
the general public (aggravated by an increasingly society-
oriented school system) by increasing the attention given to
the individual, by placing relevance on learning, and by
relating more directly to the total environment, especially
in the inner-city. Each major level of organized education
will see itself as capable of managing its own program and
will seek increased autonomy, while elementary and secondary
school curriculum developers will try to overcome extreme
separate-subject-centeredness and move toward a more inter-
disciplinary design.

These societal and educational predictions for 1978
imply that programs of teacher education must prepare persons
of high ability uho will be able to make the increasingly
difficult decisions required of teachers, who will be flexible
in role adaptation so that they may adjust to various and
changing educational environments, and who will be able to
work effectively with other professional and paraprofessional
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personnel. The demands of elementary teaching will be met
only by broadly educated persons with depth of knowledge in
at least one academic content art and with a high level of
competency in utilizing a large rlmber of teaching strategies.
Refinement of teaching behaviors and adequate attention to
each teacher's special problems will be possible only if the
training program is placed on a pre-service/in-service con-
tinuum.

Model developers recognize the design inadequacies of
most curreat programs: passive treatment of the student- -
he learns about the educative process but is not helped to
learn how to teach; little flexibility--the same sequence
of courses is required of all students; no systematic feedback- -
students, teacher educators, and institutions do not receive
the information needed for modification of progress, instruc-
tion, or program; and an inadequate selection process--informa-
tion predictive of teaching behavior is gathered only during
the student teaching experience, at the end of the program
when it is of little uce.

Based upon the predictions, implications, and design
inadequacies summarized above and coupled with a synthesis of
knowledge (gleaned from relevant disciplines, the experience
of actually teaching, and a reading of the research literature
on the analysis of teaching), a modified systems approach was
used to develop the specifications for this model. The
decision to use this approach required that a detailed task
analysis of teaching be undertaken. It was subsequently
determined that the teacher must (1) plan forinstruction
by formulating behavioral objectives, (2) select and organize
content, (3) employ appropriate strategies for attainment of
the objectives, and (4) evaluate instructional outcomes. In
addition, the teacher must (5) be competent and willing to
accept professional responsibilities and leadership. These
five teaching behaviors are the basic elements for the
systematic development of the program model.

COMPONENTS

There are three phases in the program model: the under-
class phase, the pre-service phase, and the in-service phase.
In addition, there are three essential facilitating components:
a comprehensive admissions and screening program, a computerized
management control system, and a staff development program.
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The underclass phase (the first two years of the program)
consists of two components: general education and pre-professional
studies. General, or liberal, education studies (natural sciences,
social sciences, history, and humanities) occupy approximately
two-thirds of the student's time during the underclass phase and
provide a major portion of the skills and understandings essential
for his entry into the pre-service phase. The general education
component contains both required and elective experiences. The
pre-professional studies component includes work in the behavioral
sciences (psychology, sociology, cultural anthropology, physiology,
and human development) and early awareness-involvement experiences.
Study of the behavioral sciences is intended to increase the
student's understanding of the meaning of organized education,
the modifiability of human behavior, and the nature of teaching.
Early awareness-involvement experiences are designed to inform
the student about the role, demands, and rewards of teaching, and
to provide him with a basis for making a commitment to the pre-
paration program and to service in the profession.

Admission to the pre-service phase precipitates concentration
of the trainee's time and attention on the professional education
component of the program. Major features of the pre-service phase
are:

1. Self-paced experiences that allow the trainee to move
through the program at his own rate. (This implies
sequenced experiences that prepare the trainee to meet
performance expectancies and that replace the usual
course work in the professional training component- -
approximately two-thirds of the trainee's time.)

2. Performance evaluation that tests the trainee's ability
to meet specified criteria. (This includes demonstra-
tion of simple skills or techniques, synthesis of re-
lated skills, and carrying out a complex set of teaching
tasks.)

3. Theory-practice contiguity accomplished through use of
observation, simulation, microteaching. (This implies
experiences used to establish the need for learning
a principle or technique, followed by the opportunity
to practice and demonstrate direct application of the
principle or technique.)

4. Progressive synthesis experiences which, thought used
at any appropriate point in the trainee's program,
would normally follow this order:
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a. Systematic analysis of taped or actual teaching
episodes

b. Response to simulated instructional situations

c. Teaching in small scale situations (tutoring,
microteaching)

d. Single task teaching to normal size groups
(unit of work to a class)

e. Reality experiences (major responsibility for
teaching a group of pupils sufficiently long
to meet performance criteria for beginning
teaching)

5. Computerized management control system to monitor
trainee performance, progrer's, and status. (This
also permits continuous evaluation and revision of
all program elements, permits flexible scheduling,
and provides information needed for, staff, material,
and resource planning and assignment.)

During the pre-service phase most trainees will devote approxi-
mately one-third of their study time to course work in basic
and elective studies, general education, emphasizing content
that has direct relevance to the curriculum of the elementary
school.

The in-service phase begins with the granting of the
bachelor's degree. It is designed to insure the continuation
of learning after the teaching experience has begun, avoid the
erosion of the beginning teacher's idealisr, caused by day-to-
day confrontations with reality, and involve the new teachers
in testing of new ideas, curriculum materials, and tools. There
are two major parts of this phase of the prograr. model:
(1) field work carried out during two regular school years in
portal schools (the gateway for entry into teaching), and
(2) on-campus work during three summers.

The field work program is designed;

1. to expand concepts and improve skills partially
developed in the pre-service phase;

2. to develop new concepts and skills related to the
total act of teaching (instructional design,
teaching skills, and evaluation); and

3. to extend teacher behaviors to include those nec-
cessary for the assumption of full professional
responsibility (treated indirectly in the pre-
service phase but here to be observed and ex-
perienced directly).
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The. three summer sessions will be used:

1. to provide a more rational basis for engaging in
specified teaching behaviors;

2. to supplement real experiences undergone while
teaching in the schools; and

3. to provide opportunities to pursue various forms
of specialization in elementary school education.

Satisfactory completion of the two-year field work and
three summer sessions will culminate in the receipt of the
master's degree and full professional teacher certification.

The model provides admission and screening policies designed
to select those candidates who show evidence of capability to meet
performance criteria as stated and who demonstrate a commitment
to complete the program and remain in teaching. Initial admis-
sion will be based upon measures of abilities, measures of
commitment, and measures of physical and mental health. A
battery of tests recommended for use in the admissions program,
along with a rationale for each test selected, is included in
the appendixes. The model developers recognize that many
difficulties will be encountered in collecting and interpreting
this information, especially that concerning commitment; con-
sequently, (1) the scores will be fed into the computer CrA a
part of a data bank for research purposes, and (2) a more sub-
jective source of data, the counseling profeesor's reports
based on the early awareness-involvement work done under his
direction, will merit serious coneiderdtiJn as prime admission
data. After the trainee is admitted to the program, a diagnosis
of entry skills will mkt: possible: (1) the best placement of
the trainee in the training sequence, (2) the provision of work
designed to selectively upgrade his entry skills, and (3) the
establishment of initial time estimates for pacing the trainee's
program. Sample profiles of entry skills for three areas
(health education, art education, and language arts) are in-
cluded in the appendixes. Screening from the program will be
done on the basis of inability to meet stated performance
criteria. When possible, the student who cannot be admitted
to or retained in the program will be redirected to a role in
education that could use his other abilities and in which he
would likely be effective.

The computerized management control system will serve
three major purposes:

1. Monitoring each trainee's progress by periodically
providing to the trainee and his counseling professor
data relevant to the trainee's progress and successful
completion of the program
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2. Providing project managers with summary data on the
progress of all trainees on a regular basis

3. Providing data for researchers interested in a variety
of variables having to do with success in training and
success in actual teaching

It is proposed that two interrelated systems be developed. The
first will serve the trainee, the professor, and the administrator.
It will operate in real-time via remote terminal access for the
first two users and in batch-mode for the administrator. The
second, operating only in batch-mode, will be entirely oriented
toward the reeds of the curriculum developer and researcher.

A staff development program is considered as an important
component of the model because many of the required roles are
new to professional teacher educatton. The staff development
program requires that each faculty member:

1. Participate in a series of workshop sessions to get
an overview of the teaching behaviors specified for
development in the model

2. Study in depth one of the clusters of teaching behavior

3. Participate in work groups to develop an understanding
of and skill in the use of the training tools and tech-
niques needed to implement the program model, including
microteaching, simulation, observation techniques,
programed instruction, use of multi-media, and
individually prescribed instruction

4. Make an in-depth study of one of these tools or
techniques

Similar experiences are to be provided for staff associates,
public school teachers who ..old joint appointments with the
university and cooperating public schools (portal schools).
In addition to the direct approach to faculty development,
a university faculty can learn much by being involved in the
process of planning and improving a program for teacher
trainees. Program model developers believe that the indirect
way in which this learning is. accomplished should not be per-
mitted to obscure the importance of the results.

That philosophical consistency has been preserved by the
developers of the program model is evidenced by the following
statement:
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"...the statement of behavioral objectives in terms
as precise and behavioral as possible was a process
utilized both in model program development, and in
describing the basic tasks of teaching.

"It must be acknowledged that a strong case
can be made for the inclusion of other types of
objectives, such as those which call for no more
than exposure of a learner to natural elements
within the environment, without specification
of explicit expected outcome. Such ideas well
ultimately receive attention in training, particu-
larly during in-service years. However, for pre-
service training, the use of a behavioral model
holds the strongest promise as an organizing
concept since it expedites acquisition: of the
knowledge and skill needed for initial entry into
teaching." (Volume I, p. 38)

The rationale for each component is drawn directly from the
basic rationale of the program model. However, it is at times
difficult to locate the component rationale because of the format
used in the final report--"from the general to the more specific
to the still more specific." Many of the "specifics" appear in
the appendixes, the content of the second volume of the final,
report. Unfortunately, only the first volume of the report
receives wide dictribution and the reader of this volume will
probably have many questions that can be answered only by
reading the second volume.

OUTCOMES

The decision to use a modified systems approach to develop
the specifications fot the program model required that a detailed
task analysis of teaching be undertaken. It was determined that
the teacher must plan for instruction by formulating behavioral
objectives, select and organize content, employ appropriate
strategies for attainment of the objectives, and evaluate in-
structional outcomes. In addition, the teacher must be competent
and willing to accept professional responsibilities and leadership.
These five teaching behaviors were the basic elements for the
systematic development of the program model and are its anticipated
outcomes.

The program model presents a detailed analysis of each major
teacher behavior following a format that includes an introductory
statement, an abstract previewing the categories of enabling
objectives to be detailed, the detailed sequential listing of
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enabling objectives, juxtaposed prototypical behavioral
outcomes, and codes representing suggested types of traiW.ng
experiences. For example, following the introductory state-
mcnt for Behavior One: Formulating 00jectives, the abstract
briefly describes three categories of enabling objectives:
(1) stating objectives in behavioral terms, (2) understanding
theoretical considerations in formulating objectives, and (3)
translating broad goals and educational aims into instructional
objectives. The enabling objectives of each category are then
listed sequentially. Beside each enabling objective are the
prototypical behavior to be demonstrated by the trainee and
suggested types of experiences to be =ployed in developing
the detired behavior. Fol. example, the first enabling ob-
jective in the category named first above is: "Knowledge of
categories of behavioral events (e.g., observing, describing,
knowing, etc.)." The prototypical behavior for the objective
is: "Given listings of random behavioral events, the trainee
will organize them into recognized behavior categories."
Suggested types of experiences are: lecture, discussion,
independent study, writing, and computer interaction.

Similar analyses of content areas (music, science,
mathematics, industrial arts, language arts, social studies,
art, and physical education) and profiles for the early
awareness-involvement program, learning strategies, and
evaluation are included in the appendixes.

The developers recognize that, while the program model
is described in rather specific terms, the specifics are
inexact in many parts. Failure to detail every operation was
caused partially by lack of time but, wore importantly,
because research evidence on which to base a program model was
clearly incomplete at the time.

INSTRUCTIONAL TECHNIQUES AND PROCESSES

In the underclass phase of the program model, early
awareness-involvement experiences include clinical experiences
in the school, seminar experiences with a group o2 peers,
service in school and community agencies, and individual
counseling and planning with program faculty. These experiences
are designed to help the student to become aware of the nature
of elementary school teaching, to learn al,out the demands of
this preparation program, and to determine the strength and
direction of his career motivation. In addition, program staff
will obtain information about the student that will be useful
in the selection process.
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During the pre-service phase, the professional preparation
component is structured around the analysis of major teaching
behaviors (selecting and writing objectives, selecting and
organizing content, selecting and executing instructional
strategies, evaluating outcomes of instruction, and acting
competently and responsibly as a professional leader), the
acquisition of which should equip the trainee to begin
teaching. Training experiences suggested for this phase of
the program are grouped into five categories: individual
activities, group activities, field observation, simulation,
and teaching. The experiences include computer assisted
instruction, independent study, projects, observation, micro-
teaching, and small group and tutorial instruction.

Trainees will spend two regular school years in portal
schools and three summers on campus during the in-service
phase of the program. Portal schools will have the following
common characteristics: principals and other status leaders

are favorably inclined toward innovation; the use of
some of the "new" curricula; organizational arrangements that
include paraprofessionals and teacher aides, some different-
iation of roles among teachers, and a modular schedule; and
considerable use of new teaching media. Placement in portal
schools is designed to improve teaching competence by focus-
ing on practical problems in the teaching environment. Portal
schools will serve in the total program by:

1. insuring trainees an easy transition from the
sheltered university pre-phase to the fully
responsible teaching position in the schools
in the in-service phase

2. melting it possible for the 1-service phase
to operate in school situations that are in
total harmony with program goals

3. providing feedback to determine further needed
changes in the pre-service and in-service
phases of the program

It is expected that, when fully operational, one-third of
the faculty of each portal school will be experienced teachers;
the remainder-of the faculty will be trainees.

The summer sessions will use a seminar format, will be
somewhat experience kelated, and will be used to increase the
rationality of teaching behavior, develop professional
responsibility, and pursue various forms of specialization.
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Each summer each trainee will study at least one of the
following areas: history of education, philosophy of
education, educational psychology, educational sociology,
statistics, and measureffient and evaluations. He will
participate in seminars dealing with topi,Is such as the
status of the teaching profession, changing roles of
various educational personnel, professional organizations
and their functions, state departments of education, and
the teaching profession's relationship to labor, business,
and the general public. Additional seminars will be de-
signed to clarify the demands of selected specializations
and to offer or direct students to the further training
required by them.

ROLE OF THE TEACHER EDUCATOR

Faculty members will have three major types of assignments:

1. Administration--student personnel

2. Teaching--counseling

3. Selecting and producing materials

During the course of an academic year, it, is expected that
a faculty member will serve as a teachercounselor and as either
an administrator-student personnel worker or a selector-producer
of materials.

The administrator-student personnel worker will be engaged
in scheduling training activities, allocating and scheduling
staff time, admitting and screening trainees, i-nd assigning
rooms and equipment.

The selector-producer of materials will have especially
heavy responsibilities during the developmental stages of the
program. He will be involved in the selection and development of:
tests for the admission program; tools, instruments, and materials
for use in teaching the trainees; simulation materials to teach
skills and concepts; and instruments to determine the effects on
pupils of the teaching behaviors being developed.

The third type of assignment, teaching-counseling, is
perheps the most important of the three. Practically all
faculty will be teacher-counselors at some point in the program.
As teachers, they will be responsible fo:: planning and monitor-
ing experiences of trainees while they learn the major teaching
behaviors. Because it is anticipated that at any one time some
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trainees will be working on each of these teaching behaviors,
it should be possible for faculty members to teach in the
areas where their strengths are greatest. It is expected that
teaching professors will operate on interdisciplinary teams,
particularly in the synthesis portion of the pre-service phase.
As a counselor, the teaching-counseling professor must plan
with the trainee a specific program for movement through the
prescribed behaviors and must make periodic decisions regarding
next steps along the way. Retrieval of data stored in the
conputer will facilitate this process.

It :.s recognized that even after the in-depth seminars
of the faculty development program, some of the faculty members
will be more highly specialized than others. The specialists
will be expected to function primarily in that role; the
generalists will serve more in a coordinating role. However,
in an attempt to develop a more global point of view on the part
of greater numbers of faculty members, an effort will be made
to create situations requiring each faculty member to function
as a specialist at times and as a generalist at others.

The team concept will be used for much of the operation
by grouping faculty members from various background and with
unique strengths to take responsibility for certain areas of
the training program. It is exi_loted that some of the faculty
will be on joint appointment between some departments of a
college of arts and sciences and tills teacher education program
or between some department within a college of education and
the program.

Experienced teachers in the portal schools will be ap.
pointed as staff associates and assigned to assist the university
staff with first- ard second-year in- service trainees. These
trainees will be less than full-time teachers, i.e., some of
their time will be left free to engage in activities related to
program objectives. In cooperation with counseling professors,
whose assignments will be devided between on-campus work with
pre-service trainees and field work with in-service trainees,
the staff associates will plan and carry out activities for the
in-service trainees under their direction, especially with
reference to released time on the job. During the summer ses-
sions, staff associates and counseling professors will staff
the seminars of the in-service phase of the program.

The program model also describes the role of the program
director, the director of admissions and screening, and faculty
involvement in admission procedures.
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EVALUATION TECHNIQUES

Success in the pre-service phase depends upon the trainee's
ability to meet stated pekformance criteria in the five teach-
ing behaviors: state objectives, select and organize contenti
utilize appropriate strategies, utilize evaluation skills and
techniques, and demonstrate a willingness to provide leadersh:Lp
and assume professional responsibility. For certain knowledge
and skill tasks, evaluation may be based upon standard paper-
and-pencil tests, but major evaluation of teacher behaviors will
require the trainee to demonstrate first a simple skill or
technique, then to synthesize a group of related skills, and
finally to carry out a complex set of teaching tasks.

Decisions regarding the trainee's levels of performance
are necessarily subjective on the part of the program staff.
If it is determined that the specified criteria have been met,
the trainee proceeds to the next training sequence. Otherwise,
another experience in the same area will be prescribed.

Frequent computer printouts on each trainee will:

1. provide a reading for the trainee on the progress
he is making, including his performance status
on behaviors studied to that point

2. help allay tensions emanating from the uncertainty
and vagueness inherent in traditional marking systems

3. assist the counseling professor as he helps the
trainee plan the next steps in his program, including
the recommendation that the trainee not continue the
program

The program model is consistently behavioral. Therefore,
it is assumed that in the future specific measurable behaviors
will be identified as criteria for evaluation during the in-
service phase. To date, the program model refers only to
"successful completion" of the work outlined for the final phase.

RESPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

All trainees will be helped to develop a common general
background relative to content areas and understanding of
elementary school age pupils. However, each trainee is ex-
pected to make a decision about three areas of specialization:
age level, academic subject area, and differentiation of teaching
function.
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Each trainee will be asked to select an age group
preference for teaching. Although there will not be rigid
artificial divisions of the age groups, two broadly defined
age groups will be used: pupils of ages three to eight or
nine (early childhood) and pupils of ages eight or nine to
about thirteen (later childhood). The choice made will be
reflected in the nature of the training experiences provided
for the candidate.

At least one subject-matter area should be selected for
special study by each trainee. It is expected that this area
will be an extension of study begun in the underclass phase.
There will be opportunities to pursue the study during the
pre-service phase (especially if the trainee meets professional
component performance criteria ahead of anticipated norms) and
during the in-service phase.

During summer sessions of the in-service phase, some
trainees will wish to pursue their specialization further
in terms of age level or subject-matter area; others may
wish to specialize in work with a particular type of child
(slow learner, gifted, disadvantaged) or on some different-
iated teaching function (director of a building unit learning
center, diagnostician in schools committed to individually
prescribed instruction, remediation person, media specialist,
programer, teaching team leader, trainer of teachers like the
staff associate of this program model). The equivalent of
one summer will be concerned with role differentiation, as
it is believed that each trainee must have a clear understanding
of such current and emerging roles in education.

UNIQUE CONTRIBUTIONS

The program model developers describe the following features
as unique:

1. Replacement of formal courses by series of experiences
enabling trainees to meet performance criteria.

2. Provision for individual differences by use of flexible
progress rate.

3. Opportunity for immediate application of theory to
practice through use of small to large scale teaching
activities.

4. Integration of the technical skills of teaching into
a total teaching performance.
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5. Extension of preparation into initial teaching years
through assignment to portal schools.

6. Utilization of a computerized management control system
to monitor individual trainee progress, predict staff,
space, and resource needs, and provide data for program
research and curricular development.

7. Provision for faculty retraining consistent with the
demands of new roles in the model.

8. Description of a trainee selection system that reflects
the performance criteria deemed necessary for teaching.

9. Preparation for specialization in elementary school
teaching.

MODEL REVISION

Two features of the model should serve to keep the new
program current: the pre-service/in-service continuum and the
computerized management control system (CMCS).

The pre-service/in-service continuum provides for: (1)
contin.O.ng interplay of university and public school staff,
(2) immediate feedback on trainees for reviewing and updating
their program, and (3) tryout of new ideas and materials and
the testing of research findings. In-service phase field
experiences will be planned jointly by counseling professors
and staff associates of the portal schools; summer seminars
will be staffed by counseling professors and staff associates.
First-year trainees will return to the university campus for
a general conference held for several purposes, including
feedback on the operation of the program.

The computerized management system will provide: (1)

detailed monitoring of each trainee's performance, progress,
and status (PERT--Program Evaluation and Review Technique),
(2) periodic batch-mode data to the program director so that
he may anticipate program needs; and (3) batch-mode data to
curriculum developers and researchers. The program model
takes an explicit research posture, i.e., the program will
undergo continuous evaluation and revision. During the early
years of program development, much data will be gathered during
the admission and screening processes. These data will be stored
in the computer as part of a data bank for research purposes,
such as identifying relationships between teacher characteristics
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and teacher behavior, variations related to success in training
and teaching, or persistence in the teaching profession. It is
believed that these opportunities for research may provide the
incentives necessary for interdisciplinary staffing. Many
faculty members should find it possible to meet their research
obligations within the program.

RELATIONSHIP TO GENERAL EDUCATION

General education refers in this program model to that
portion of university study that students of all future
occupational ch%.,::es have in common. The intent of general
education is to e)pose students to the far-ranging accomplish-
ments of the human mind and spirit and to encourage and free
them to gain satisfaction from life while contributing to a
better life for all.

Predictions for society and education by 1978 point up
the need for an elementary school teacher to be broadly
educated. General education, then, while important in its own
right, is of double significance for elementary school teachers.
In a very real sense they use their general education twice:
once for themselves as maturing adults, and again as raw material
for subsequent development in teaching. Tc a greater extent
than in other professions, teaching draws upon the understandings,
concepts, and precepts derived from general education for a large
part of the content of its work and the attainment of its goals.

Students will devote approximately two-thirds of their time
during the underclass phase to the study of general education
courses, including both required and elective studies. It is
expected that pre-service trainees will puruue academic studies
in breadth and depth, devoting about one-third of their time
to course work that is compatible with their interests and areas
of concentration.

FEASIBILITY

On a large campus some of the best features of this model
would present some of the major problems of implementation. In
the words of the model developers, "As presently constituted,
colleges and universi;:ies have neither the range of environments
nor training personnel needed to accomplish this task." Few
would disagree with the desirability of student involvement in
pre-professional experiences on-campus, in community agencies,
and in schools working with large and small numbers of children.
Few would disagree with the need to individualize student
programs, to have maximum program and schedule flexibility,
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to have a wide variety of learning experiences, to practice
newly learned techniques, and to be evaluated on each per-
formance. But no one wo .1d pretend that implementation of
these features as described in the program model would be
easy or cheap. Provision and management of the necessary
amounts of space, materials, equipment, professional staff,
and children on a large campus staggers the imagination.

Specifically, some of the major problems of implementation
would be:

1. Securing a sufficient number of local children.
Children "on demand" are difficult to produce for
Qeveral thousand students.

2. Developing a sufficient number of quality "portal"
schools. It would seem that this would require
cooperative arrangements with many school systems,
some of which would be located far from campus.

3. Securing and retraining faculty members. Convincing
a large number of college educators of the need for
extensive retraining, and helping them find the time
to engage in this activity, will be difficult.

4. Involving faculty members from other colleges and
departments on interdisciplinary teams. Considerable
high-level administrative support and adequate induce-
ments must be secured; otherwise, there will be no
commitment to the program.

5. Securing adequate support staff, building facilities,
and material resources. Vast quantities of money
will be needed, to say nothing of time and profes-
sional know-how, to create the physical and managerial
systems for program model implementation.

RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

It is not possible to establish the relationship between a
program model and some of the NCATE standards, e.g., the condi-
tions of faculty service or the adequacy of the library and the
materials and instructional media center. But where relationships
can be established, the Florida program model with few exceptions
relates positively to the standards. The provisions for indivi-
dual program planning, flexible scheduling, individual counselirg,
computer-based record keeping and data storage, faculty involve-
ment with public schools, and the portal school concept for
entering teaching would meet, if not surpass, the NCATE standards.
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In the area of general studies, the program model appears
to meet or exceed the minimum standards requirement of "one-third
of each curriculum." The model program specifies that "The
nature of such studies dictates that they be allocated to appro-
priate divisions of a university other than the school or college
of education" and that "A major portion of the skills and under-
standings esuential for entry into the pre-service phase of the
model will be completed in general education studies" of the
underclass phase. Also, "These entry skills, with criteria
levels specified, will be identified by specialists in selected
areas." Examination of available entry skills indicates that,
as required by the standards, the emphasis is upon generalization
rather than academic specialization. Upon admission to the
program, the trainee's entry skills are evaluated and a program
of activities is planned with the trainee "to enable him to
acquire the requisite skill to satisfy criteria" in any area
of deficiency. Two questions concerning the general studies
component remain unanswered:

1. What opportunity for individualization will exist
for students enrolled in general education courses
during the underclass phase (prior to the time of
admission to the progran)?

2, In what way, or to what degree, will the program
model faculty be involved in the selection of
content for the general studies component of the
underclass phase?

The Professional Studies Component of the standards specifies
that the curriculum include "the systematic study of teaching and
learning theory with appropriate laboratory and clinical experience."
The program model meets this standard but it is likely that breadth
of the theory and practice will he limited by the emphasis upon
behavioral objectives. This emphasis, of course, was required
of all program model developers.

Finally, the standards specify that "Part-time faculty meet
the requirements for appointment to full-time faculty" and that
such faculty's competence in terms of academic preparation,
experience, teaching, and scholarly performance be comparable
to that of full-time facu:%ty. The program model makes such
heavy demands upon faculty that its implementation without use
of considerable numbers of part-time faculty is inconceivable.
In fact, the program model specifically calls for the employ-
ment of staff associates from portal schools in on-campus summer
seminars. This practice,:.one of the most desirable features of
the program model, appears to be in opposition to the standard.

In general, the program model must be judged favorably when
compared to the NCATE standards. Without doubt it more closely
approximates the ideal program for preparation of teachers envis-
ioned by NCATE than all or nearly all of our existent programs.



THE UNIVERSITY OF GEORGIA PROGRAM MODEL

Analysis by Dale F. Rowe

RATIONALE

It has become increasingly clear that our rapidly changing
society with its concomitant problems demands a new look at our
schools, the products they produce, the nature of our teacher
training institutions, and the effects that such institutions
ultimately produce in the classroom. The Georgia Educationel
Model for Elementary Teacher Education (hereafter referred to
as the program model) demonstrates an awareness of current
problems and projects a coherent plan that should alleviate
many of the shortcomings presently evidenced in teacher train-
ing programs. The emphasis of the program model is on producing
individuals who are capable of coping effectively with our
rapidly changing society. The basic rationale for the program
model is exemplified in the statement, "An instructional program
for the preparation of elementary school teachers must be so
designed as to satisfy the ever-changing needs of society and
of the individuals of which it is composed in such a manner as
to improve the conditions of man."

The rationale is the product of the meeting of educators
from many departments of the University of Georgia. A total
of 35 working papers were specially written which formulated
a background for the structure of the program model. Therefore,
the program is basically a reflection of the thinking of a
variety of individuals representing diverse experience in
education.

The Georgia rationale differs from many others in that the
nature of the child is not the base upon which the program is
constructed: rather, the state of society and interdependent
relationships with its citizenry is of paramount concern. The
authors of the program feel that pupils must effectively adiust
to the demands of the society in whic% they live in order to be
able ultimately to evaluate and control its progressive develop-
ment.

In order to construct an educational plan designed to train
teachers and their pupils to function effectively, it is necessary
to;roject patterns of society in the coming decades. Once the
projected needs of society are eletermined, the nature of the
elementary schoo3 that will fulfill_ these needs may be ascertained.
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Consequently, the criteria for selection of the characteristics
and components of the program model may be outlined. The program
model lists a number of projects that will characterize society
in the coming decades. Those which are of paramount importance
in influencing the characteristics of the program model are as
follows:

1. Population projections for the United States indicate
a population near 250 million at the end of the 1970's.

2. Current trends toward urbanization will continue with L..,
some 75-80% of the population living in urban areas.

3. Value conflicts among a variety of social and political
groups will continue to play an important role in main-
taining the flux of our society with possibilities for
even more serious conflict if social and political groups
continue to polarize.

4. Mass communication will continue to accentuate common
material and social desires for a large proportion of
divergent segments of our society.

5. Progressive automation and rapidly changing technology
will make it extremely difficult to project needs very
far into the future.

6. There will be more leisure time for the blue collar
worker and perhaps less for the professional.

7. Increasingly sophisticated advertising and public
relations techniques will demand an increasingly
sophisticated populace if consumers and voters are
to make rational ch6ices.

8. The population of the world and the ratio of non-white
to white will continue to increase.

9. Tensions between nations, ideologies, and races will
increase.

10. The "super powers" will be less able to impose their
will and influence upon lesser nations. Greater
sophistication is required to maintain positive
international relationships.

The implications of the above for the educational planner
are many. It is abundantly clear that they illustrate the need
for change in our present educational scheme. It is necessary
that any system of the future be more effective in producing
individuals who have well-balanced personaliti.es, are socially
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aware, and willing to take responsibility for evaluating the
society and then facilitating an evolutionary improvement that
is a product of a coherent, defensible plan. £i order for
pupils to become effective citizens, they must acquire analytical
and critical skills, be able to work effectively in a variety of
environments with the tolerance to meld a multiplicity or view-
points. Attitudes concerning a specific society, or the world
at large, must be based upon o broad spectrum of knowledge stem-
ming from a wide variety of personal exl.erience, appreciation of
underlying facts and their relationships to one another rather
than mere "on the surface" characteristics.

Implications of the projections for the future are summarized
below:

1. Greater effort will have to be given to the development
of the uniqueness of each individual.

2. Mass teaching will have to be replaced by a highly
individualized 'approach.

3. Respect for cultural differences will have to be con-
sidered in the development of any educational program.

4. Major emphasis will have to be given the teaching of
affective skills.

5. Critical thinking, inquiry, and problem solving will
have to receive first priority in the cognitive area.

6. Learning experiences will have to allow for group
interaction, personal realtions, and the opportunity
for each individual to develop a more adequate personality.

7. Technology will have to be used to achieve educational
purposes.

8. New uses of staff will have to be considered in order
to apply individual teaching talents more effectively.

In terms of the components of the program model it is notable
that it avoids a broad overall "philosophical response" to the
above implications, but endeavors to evolve its plan for the
future via specifically constructed characteristics built into
the learning components of the teacher training program.

The school of the 70's, envisioned by the program model,
provides experiences that stimulate thought development, idea
clarification, and an awareness of the dynamics of human relation-
ships. Specific cognitive skill-level expectations are reduced
in emphasis. This is not to say that factual knowledge is elim-
inated from educational activities; rather, a higher priority
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is placed upon opportunities for formulating conceptual
imderstandings that allow the learner to relate a variety
of areas of knowledge with deeper appreciation. Significant
interaction between student and learning material is necessary
and therefore, one way communication imposed by a "teacher
talk" type of class is supplanted with multi-media experiences.
The former notion where the detailed specifics of the curriculum
were imposed upon every student will give way to a program with
built-in flexibility. The commitment will be toward building
the grogram to meet the variety of needs associated with students
who are seen as individuals. To the extent that the individual's
backgrounds, interests, and needs vary, the school program shall
provide a variety of modules of study that characterize different
approaches to a specific problem as well as providing a number of
levels of achievement. Each of these study modules will provide
a challenge for individual student interaction resulting in the
progressive growth of the individual. Sequence, priority of
content and process, and continuity will become paramount concerns
along with the individualization of the program so that the
curriculum is characterized by a coherent set of experiences
related to one another in such a manner as to minimize the frag-
mented and isolated subject matter characteristic of so many
current programs.

A final point to be made regarding the rationale of the
program model is that it takes full cognizance of the integral
role played by state and local bodies that are also concerned with
the developing pattern of education in the schools. Their partici-
pation is significant for one realizes that if these agencies are
included in the initiation f the philosophy, and modes for
implementation in the schools, then their responsibility with
the university for the apprenticeship experiences of budding
teachers is clear. In the past, many local schools have not
had an intrinsic interest in the training of teachers, which
resulted in limited effectiveness in the apprenticeship program.

The program model requires that cooperating "satellite
schools" in the surrounding area play an important role in the
pre-service and in-service experiences of the teacher trainees.
These schools will provide a variety of opportunities for
trainees to participate in classroom responsibilities and
activities during various stages of their trainmg. Figure 1
gives some indication of where classroom experiences may form
a part of the trainees' educational pattern. The following
discussion further clarifies this point.
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COMPONENTS

The University of Georgia's assessment of the current
educational scene and needs for the future resulted in an
extensive "job description" which permitted the categorizing
of teaching tasks into four levels: aide, teaching assistant,
elementary teacher, and specialist. These levels of training
are associated with pre-professional, professional, and
specialist components of the program model.

A job description for each level was prepared. The division
of the teaching role into a variety of levels has allowed the
teacher training process to be broken into a series of levels.
Such a plan is predicated upon staff differentiation within the
school as well as a variety of achievement levels in the teacher
training program itself. The increased flexibility extends to
the trainee the opportunity to enter to leave the program at
various points, giving him more options in his career planning.
Figure 1 helps to illustrate this pattern and its relationship
to the program model.

It is obvious that the writers of the program model are
convinced that there is a strong tendency for a teacher's
behavior in the classroom to be a reflection of the manner in
which he was taught. This conviction is reflected by tha
philosophy as well as the components of the program model whereby
the character and sequence of the learning activities and exper-
iences are specifically designed to mien` the student toward
effective attack upon the problems listed in the inferences for
educational demands of the future. The components and nethods of
the Georgia teacher training program directly reflect the pattern
of behavior expected of the teacher in the classroom. Illustra-
tions of how this is accomplished in the program model are con-
tained in succeeding sections of this report.

The pre-professional program requires approximately eighteen
months and includes twelve weeks of on-the-job training. Ninety
percent of the learning activity of the pre-professional is in
the liberal arts with the remaining ten percent devoted to his
role as a paraprofessional. After nine months of training the
student is competent to act as a teacher aide. Approximately
twelve weeks of on-the-job paraprofessional training is required
of :.;he student. This training takes place in one of the comet-
sting satellite schools. Six weeks of this time takes place
midway in the first half of the period and six weeks takes place
midway in the last half of the training period.

The professional program will require approximately
twenty-two months for completion with approximately twenty-five
percent of the time in liberal education, thirty percent iwa
specific area of competency, and forty-five percent in profes-
sional education. During this phase of the program, the
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student will have three on-the-job laboratory experiences of
approximately six weeks each in one of the satellite schools.
These lab experiences are schedules to expose the trainee to
a variety of age groups having various socioeconomic and ethnic
characteristics. A student finishing the requirements as out-
lined by the performance specifications associated with the pro-
fessional program will have fulfilled the prerequisites for
entrance into the specialist program.

The specialist represents the highest level of competence
projected in the program model. A specialist is a professional
worker who possesses all of the qualifications of a general
elementary teacher but also has additional professional and
supervisory competencies in a particular subject area of profes-
sional service such as curriculum, educational media, human
development and learning, evaluation, pupil personnel (guidance),
professional development, or school-community relations.

The two-year period required to complete the experiences
for specialist is characterized by a changing ratio of activities
as the period progresses. In the course of the training period
approximately twenty percent of the trainee's attention is given
to specialized training related to local conditions. At the
beginning of the training period there is an even forty percent
split between instructional improvement and professional develops
meat and a common core of basic content. As training continues,
increasing emphasis is placed upon the former until it requires
sixty percent of the trainee's time while the latter requires
twenty percent of his time. Figure lists sample activitien
associated with the various levels.

From this pattern one can see a trend toward greater
involvement with the specifics of preparation for each increasingly
complex role.in the differentiated hierarchy of teaching. These
roles are associate) with the levels of teaching assistant, teacher,
and specialist. The program model is specifically oriented toward
providing the trainee with experiences that ref)ect successive
levels of competence.

Lists of desirable teaching behaviors were carefully deter
mined by interdisciplinary teams under the leadership of specialists
in program development and evaluation. These were associated with
the job descriptions and provided a guida Cor the statement of
extensive performance specifications which in turn are guides for
the production of specific packages of work called proficiency
modules (PMs). The PMs provide a framework of study for the
student. Rationales to support each PM of the model stem from
the performance specifications compiled for each level Of competence.
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Activities of Aides

1. Collects money; keeps records
2. Assists in playground activities
3. Operates audio-visual materials
4. Distributes materials

Teaching Assistants

1. Reads and tells stories to pupils
2. Explains school rules to pupils
3. Locates reference materials for teachers
4. Makes arrangements for field trips

Certified Teacher

1. Analyzes pupil behavior to determine levels of mastery
2. Listens to pupils talk about themselves
3. Organizes groups for reading instruction
4. Confers with parents

Specialists

1. Uses new and innovative instructional methods
2. Prepares demonstration lessons
3. Speaks to lay groups
4. Assists individuals with instructional problems

Figure 2. Sample Activities in the Job Description



There are seven parts to any PM including classification,
general directions, content, prerequisites, pretest, learning
tasks, and the post-test. The four essential parts to each
PM learning task are purpose, resources, procedures, and
evaluation.

Student involvement with the PMs is aimed toward the
achievement of specified teaching behaviors. These activities
form the core of the model's pre-service and in-service teacher
education program.

The teaching behaviors are the result of defining the role
of the teacher and the formulating of competencieu necessary
to perform the teaching tasks.

The behaviors were categorized into three levels: the
teaching assistant, the certified teacher, and the specialist.
The system for classifying behaviors was an adaptation of the
well-known taxonomies of Krathwohl and Bloom. "The desired
behaviors have been classified according to thellighent level
of learning necessary for optimum performance in specific
positions. The assumption is made that the objective in one
class makes use of, and is built upon, the behaviors in the
preceding classes. For an example, see Figure I-1."

The performance specifications ar- designed to describe
particular competencie3 that teachers snould possess in order
to operate at optimal efthctiveness. keference to Figure I-1
reveals three levels of development in both the cognitive and
affective domains. Generally, the teaching assistant should
exhibit the specified behaviors after two years in the program;
the teacher after four; and the specialist after six.

Some 2000 specifications for teacher performance have been
developed in the following categories:

Drama
Composition
Cognitive Processes
Psychology
Educational Tests and Measurement
Pedagogy
Social Studies
Speech
Reading
Literature
Listening
Mathematics
Media
Science

58

Instructional Improvement
and Professional Development

Specialized Twining Related
to Local Conditions

History of Religion
Art
Music
Health
Physical Education
Philosophy
Guidance and Counseling
Social Foundations of
Education
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3.02 Performance SpecificationsEducational Tests
and Measurements

(Characteristic

3.02.02 Historical background and
overview of educational measure-
ment.

3.02.02 Purpose or and components
of a test guide.

3.02.03 Different types of items
and teacher made tests.

Level of 'evel
Cognitive

I

to

r.o

ft N

3.02.04 Instructions for and
administration of tests.

3.02.05 Normative data.

3.02.06 Interpretation of test
scores.

3.02.0 Desirable test characteristics.

3.02.08 Cain experience in finding
test information.

3.02.09 Standardized intelligence tests.

3.02.10 Special aptitude tests.

3.02.11 Achievement batteries.

3.02.12 Techniques of self-appraisal.

3

1 3

1 3

1 3

1 3

13

1 3

Figure 2-1.. Performance Specifications--Educational Tests
and Measurements
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The program model is consistent philosophically in that
it provides a variety of means for preparing individuals to
experience the challenges of the teaching role at a number of
profEssional levels. Competencies are specifically identified
and associated with clearly delineated learning experiences that
provide a guide for acquisition by the trainee in a var/.ety of
ways. Methods for constant evaluation of the trainee allow him
freedom for an individualized pattern of activities that permits
progress at an individualized rate. It should be apparent that
a program with uuch built-in flexibility geared to a variety of
roles will not be cc,sting teachers from one mold. As students
vary in their interests and abilities, their training will
provide them with the ability to be effective teachers in meeting
a great variety of challenges. The methods of the training
program will provide the teacher with a functional model for
attacking future problems in his career. Assuming this is true,
one can visualize a teaching corps characterized by individuals
who are ever growing in their effectiveness to meet varying
educational challenges.

OUTCOMES

The primary outcome of the model program is the, production
of teachers with attitudes and abilities that will insure their
optimum effectiveness in the face of continuoun social and
educational evolution. It is recognized that graduates must
have the well-being of their pupils and society as a paramount
concern. They must have the dedication and ability to make
significant contributions toward the positive growth of both
pupil and society.

Goals such as these are predicated upon the assumption that
our teachers are adequately prepared pedagogically and have
well-balanced personalities to the extent that they can give
top priority of attention to their teaching role.

Essential teacher behaviors are explicitly spelled out
in extensive performance specifications. In addition, personality
attributes sought are elucidated in detail through a set of
specified characteristics which are parallel to the performance
specifications. They do not attempt to separately measure levels
of development.

The PMs provide many sequenceb uf activities for the acquis-
ition of specific skills and attitudes. They lend themselves to
the individualization of the trainee's program to the multi-
plicity written o provide experience toward achieving any specific
teaching objective. A student's choice of PMs may best reflect
the current state of his interest and development. They allow the
individual to avoid duplication of learning experiences as well as
permitting him to proceed at an individualized pace.
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INSTRUCTIONAL TECHNIQUES AND PROCESSES

The program model stresses the need for consistency between
the mode of education of the teacher trainees (the students) and
their future classroom behavior as teachers. Teachers must be
trained to be effecti, leaders in the classrooms of the future.
The Georgia Feasibili,. Study views the elementary school of the
future as having the following characteristics:

"Instruction in the futute elementary school will consist
of cooperatively-selected experiences ranging from self-
instruction to mass-instruction in groups of from one to
several hundred. Self-initiation will become central in
the instructional process and the school will provide the
instructional resources. The degree and amount of social
interaction among adults and children will increase as
routine and peripheral activities are either eliminated or
handled more efficiently.

"The elementary school will cease to exist as a generally
separate institution within the larger society. The need
for a physical facility called a school, where almost all
of the learning takes place, will be seriously challenged.
As children participate in some cf the activities of the
community, and as the community involvement in the school
increases, currently existing gaps in perception and expect-
ation will be narrowed.

"An instructional team will be necessary to carry out the
program proposed in the preceding paragraphs. Specialist,
generalists, and nonprofessional personnel will make up
these teams. Teaching tasks will be differentiated so
that the most appropriate use will be made of sach member's
talents. Extensive team planning will ensure that each
pupil is carefully guided and nurtured through his learning
experiences.

"The prospective elementary school of the late 1970's will
have variability as its most striking characteristic. How-
ever, variability will not be interpreted as lack of agree-
ment, confusion, or chaos. Rather, the variability will
simply reflect the variability of the. clients of the school
program. There will probably be more universals and more
general agreement among educators, parents, and the society
than is currently available. Those universals will come
from the growing research base upon whinh the education of
children in elementary school will be predicated."

The learning tasks of the program model utilize methodological
approaches that are regarded by specialists as most efficient in
guiding students toward the desired ends. .:ognitive skills and
affective appreciations that do not lend thameelves to the
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individualized approach are written as directi um for social
interaction requiring the cooperation of one or more students.
At times the need for the participation of a variety of indi-
viduals will indicate seminar grouping.

The functic.ning of behavioral objective in the educational
setting has been elucidated by Mager and othexs. Recent exper-
iences, especially at the high school level, have shown that
proper administration of programmbased upon behavioral objectives
and the PM method offer very attractive gains in terms of student
achievement in both cognitive and affective domains.

As has been mentioned the chief components of the program
model are exemplified in the PMs which represent the basic
strucutre of the learning program. Experience with proficiency
modules provides extensive opportunities for acquiring cognitive
and affective learning in a practical manner as the trainee
completes tasks via a variety of media or types of educational
involvement, The seminar, micro-teaching techniques, and the
laboratory classroom are all important facets of the program.

In addition to the variety of involvement that takes place.
at the teacher training institution, one must not lose sight of
the fact that an integral part of each level of training is
supervised on-the-job experience in ,the cooperating satellite
school. The extent of this training was outlined previously.

ROLE OF THE TEACHER EDUCATOR

The teacher educator must periodically assess available
data indicating the progress of an individual student. Such
data are obtained largely through observation of the student
in microteaching situations, in the laboratory school, and
during participation in seminars. As a result of such student
assessment, it is the role of the teacher educator to counsel
the trainee concerning his future activities. During counseling
the student might be asked to eliminate deficiencies, take a
side excursion to gain depth in an area, or advance to the next
logical step.

In addition to the teacher educator's role as an evaluator
and counselor of the student, he is also a constant evaluator
of the training program itself. He must assess the adequacy of
the PMs and performance specifications within them. Existing
PMs will require modification and new ones will be required to
fill gaps as well as to add flexibility to the program.

There will be times when the teacher educator will be
called upon as a resource individual, seminar leader, or
lecturer. He must maintain constant contact with the field
operation of the pre- and in-service Ilassrooms. This will
require close cooperation with the administrators of the satel-
lite schools.
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EVALUATION TECHNIQUES

An integral part of the program model is the constant
evaluation of the individual's progress as he moves through
each phase. Evaluation is accomplished on two levels. First,
the PMs require responses that lend themselves to compte.eriza-
tion. This then allows a human evaluator to efficiently assess
the trainee's progress and counsel him effectively lay either
recycling him through a phase, providing an alternate phase, or
sending him to further development. Secondly, students are
evaluated by teacher educators or master teachers in light of
their participation in seminars, microteaching experiences, or
on-the-job training.

Accompanying the PM are the performance specifications,
which describe particular competencies required of teachers in
order for them to operate with optimum effectiveness in a variety
of teaching situations. The counselor, as ultimate evaluator,
may use the resources of the PM responses, observation of teacher
performance as measured by level of proficiency on the performance
specifications, along with frequent personal conferences to guide
the educational pattern of the trainee. Constant, individualized
feedback from an experienced counselor should provide a coherent
basis for the progress of the individual student.

Compared with other current programs, the Georgia program
model provides greater flexibility of response to individual
student needs. The individualized pattern provided by the PMs
allows the teacher educator to guide students into a variety of
tracks providing for individual student interests as well as the
training of individuals for specialized teaching roles at a
variety of levels. As the society evolves and the needs for
varieties of teachers fluctuate, the training program is geared
to respond accordingly.

RESPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

In its rationa:e the model program specifically addresses
itself to producing teachers who are uniquely equipped to operate
effectively in tomorrow's society. The Georgia Feasibility Study
states the following concerning the schools of the 70's:

"The concerted effort of professional school personnel,
parents, and members of the community will develop a
sense of unity and consistency in the education of
children. The elementary school will serve the greater
community and, in turn, will be served by that community
with increasingly cooperative interaction.
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"The educators will have attained a sophistication in
the selection and utilization of technology by the late
1970's, which will allow for rational and defensible
use of the hardware and software. Educators will be
asking industry for particular devices and procedures
to meet objectives stated by educators. There is no
question as to the growing role of technology as a
supplement to the human interaction aspects of elementary
education. Educators will apply technology where the end
result will be more efficient and effective learning, and
will provide increased opportunity for person-to-person
transactions.

"The elementary education program will not be the sole
surveyor of technological education, and the broadened
availability of homebased technological devices will be
used to further supplement the education of the child."

The pre-service and in-service training of each teacher
will take place in a number of school settings challenging the
trainee to work effectively under a variety of socioeconomic
and ethnic conditions. The program model offers the flexibility
for individuals to specialize as teachers for the disadvantaged,
or specific ethnic groups, for which society may have a special
need.

The program model provides a variety of settings which
require the use of the latest technological devices. Integral
to the program are experiences that not only create desirable
teaching behaviors but also exemplify the characteristics of
the well-bLianced personality.

Staff differentiation is facilitated through the specific-
ally delineated levels of competency which characterize the
program. Trainees will find no barriers to terminating their
training, either temporarily or permanently, at a variety of
levels, thus providing schools with a personnel pool with
differentiated abilities.

Personnel of satellite schools will have the opportunity
to increase their level of training as a part of the administrative
cooperation with the program.

UNIQUE CONTRIBUTIONS

Outstanding educational contributions offered by the program
model are exemplified by the following characteristics. Educational
objectives are clearly stated in terms of behaviors expected of the
student. Definite means are offered for the achievement and
specific evaluation of the objectives. The student is placed
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in a psychologically advantageous position whereby he is
directly responsible for the progress of his education. He
is not there to serve the system; rather the system is there
to serve him. The great variety of methods and media by which
a student gains his experience is bound to be reflected in the
manner in which the future teacher presents learning experiences
to his students. There is a "teach as taught" effect. The
nature of the teacher's training tends to assure his effective-
ness as a self-motivating problem solver; to the extent that
this is true, he will continue as such and remain an individual
who is flexible and continuously growing as he interacts with
the demands of his profession.

The program model is conceived of as a twelve-month operation.
Thus, more efficient use can be made of professional staff, stu-
dent time, and the operating plant itself. Such a plan allows
staggered registration, which might take place monthly, or
whenever 25 to 30 individuals, constituting an administrative
"class," are ready and facilities are available.

The program model builds a framework for significant pre-
and in-service training of teachers. This framework is dependent
upon clearly delineated working relationships with cooperating
schools in the surrounding areas setting a pattern of cloie
cooperation between the teachers conege and the school; such
patterns will certainly help to build an increased awareness of
the needs and responsibilities of each of these types of
institutions.

Certainly of great importance is the total commitment for
the training of teachers to serve the needs of a rapidly changing
society aid student population. The teacher products of the pro-
gram will have had tye types of experiences that should help to
insure their continuous growth as teachers.

MODEL REVISION

As described above, an integral part of the program model
is the continuous evaluation of the PMs and performance speci-
fications in the light of their effectiveness in training students
for their role as teachers. As teaching roles evolve, adequate
awareness of this fact will be insured as a result of the intimate
relationship maintained with the satellite schools.

Evaluation and revision of the PMs and performance speci-
fications are seen as a continuous process; this characteristic
of a program in constant flux helps to insure that it remains
relevant and viable in view of the demands of an evolving society
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FEASIBILITY

It is difficult to project the feasibility of the program
model to a variety of schools. Unless on has reasonable
knowledge of numerous factors such as student numbers, abilities
and attitudes of staff, physical resources, one cannot make too
many generalizations. At the same time, one can state some
necessities that are paramount to effective implementation.
Greater flexibility for the utilization of space would likely
place some demands upon institutions whose programs are typified
by the lecture technique. Perhaps fewer large lecture rooms
would be required and more small classrooms, conference rooms,
and microteaching labs would be required.

Greater stress would be placed upon the use of equipment
such as computers, video-tape, and tape recorders. Most important
of all would be adjustment in the roles required of the teaching
staff. Presumably the lecture technique would be represented in
but a very small proportion of the activities of the program. Of
greatest importance would be small group discussion leaders,
observers, and counselors. Relationships would be characterized
by interpersonal interaction. While iew lectures would be pre-
pared, continuous writing of new and revision of old PMs would
be required. Needless to say, some educators would choose not
to participate in this role; at the same time, others would find
such a role much more exciting than that presently characterizing
college level teaching.

pore "teaching" personnel, with differentiated roles, would
be required by the GEMS program. Total salary costs would not
increase in proportion to the increased personnel due to the fact
that salaries would vary with the role and consequent responsibilities

No doubt the costs of initiating such a program would be high.
After two or so years, cost would diminish significantly as hard-
ware was procured, but perhaps not to the level of economy of
current teacher training programs. Perhaps the best argument
for the increased costs of the GEMS program would be that increased
teacher effectivenr.ss would merit the increase in training costs.

It would seem a very difficult undertaking to incorporate
this program by making one massive changeover. There are many
obvious arguments for programing, via systems analysis, an evolu-
tionary change associated with specific deadlines and budget
projections. It is doubtful if many institutions could make the
changes in personnel, plant, and budget in the course of one year.
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RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

A final consideration is whether the model adequately meets
the standards proposed by the National Council for Accreditation
of Teacher Education. Detailed study of their newly proposed
standards, published in November 1969, indicates that the GEMS
program, as projected, would in many cases likely exceed the
criteria used for judging the adequacy to which the standards
are observed. This holds true for Part I: Basic Teacher
Education Programs. Part II of the standards deals specifically
with Standards for Advanced Programs. While the prograwmodel
extends to what would be a six-year program for most students,
it is difficult to say at this stage whether it meets in detail
each of the standards. One would be inclined to assume that
NCATE standards will be adequately met when all of the details
of the GEMS advanced program model are worked out and presented.
This assumption is based on the excellent congruence of the
basic teacher education plan with the standards.

It is interesting to note that the discussion of curricula
in the NCATE standards makes special note of the need "to prepare
teachers with special competencies such as teachers for bilingual
children, teachers for disadvantaged children." Certainly the
program model has the flexibility and commitment to encourage
the development of such specialists. Also of note is the statement
that programs in general education should be individualized accord-
ing to the needs and interests of students. Unfortunately, the
term "individualized" can suffer a variety of interpretations.
The discussion goes on to state that "It is further assumed that
the selection of content for the general studies component is
determined jointly by faculty members in academic areas and those
in teacher education."

The five standards listed below are representative of areas
where the program model promises to be outstanding:

1. Members of the teacher education faculty have continuing
association and involvement with elementary and secondary
schools.

2. The institution has a well-defined plan for counseling
and advising students in teacher education.

3. The institution has representative student participation
in the evaluation and development of its teacher educa-
tion programs.

4. The institution conducts a well-defined plan for
evaluating the teachers it prepares.
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5. The institution uses the evaluation results in
the study, development, and improvement of its
teacher education programs.

In summation, the Georgia Educational Model Specifications
for the Preparation of Elementary Teachers may be characterized
as a program stressing individualized instruction based upon
proficiency modules containing clearly stated behavioral objec-
tives and evaluated by defined performance objectives. Student
initiative is nurtured throughout the program whereby the
individual has significant control over the pattern and rate
of his student program under the continuous guidance of an
expert counselor. Opportunities for frequent application of
learning experiences are Fresent via the working laboratory,
microteaching, and the clinical satellite school. Evaluation
of both the student and the program is constant, insuring ar
ever progressive pattern of development. The student is taught
as he is expected to teach. This and the fact that he is con-
tinuously learning to recognize and solve educational problems
in a self-motivated creative manner helps to insure that both
program and students will be in a state of positive flux, ever
improving their abilities to cope with an educational problem,
ever aware of the evolving challenges of our increasingly
complex society.



THE UNIVERSITY OF MASSACHUSETTS PROGRAM MODEL

Analysis by Charles Chance

RATIONALE

The rationale or foundation of the University of Massachusetts
program model is based on the assumption of a rapidly changing
society. In order to keep pace with a changing society, education
must undergo radical changes in the decades ahead. We must ensure
that the change process becomes an integral part of the educational
structure. An analysis of educational roles, tasks, structures,
and objectives must be made. To make education truly responsive to
the changing needs of both society and individuals, we must pay
close attention to goals and their criteria at the outset. Goals
that lead to a flexible organizational structure are attempted in
the program model.

Also discussed in the rationale of the program model are the
current efforts to distinguish professional from nonprofessional
tasks and concern for new staffing patterns within the elementary
school. Efforts are made in the program model to recognize the
more relevant and fruitful distinctions that should be made within
the teaching profession. Guiding the attempts of the program model
is the notion that teaching is a single universal function and
teachers are interchangeable parts, assignable indiscriminately
whenever a position is open.

The program model represents a concerted attempt to face
head-on the challenges of change, making teacher education socially
relevant, and individualizing instruction within the: framework of
teacher education. The success of the program model will depend
on institutions taking the necessary steps to make the process of
change natural.

COMPONENTS

To review the components of the program model, parameters for
the program model must be established. The program model is based
on performance criteria rather than time criteria. Performance
criteria are defined in the program model as essentially behavioral
objectives. They state the behavior expected of the teacher, under
what conditions the behavior will be performed, and how the behavior
will be evaluated. The areas of competencies for which performance
criteria have been written are Cornerstone Criteria, Content Criteria,
and Service Criteria.

69
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The Cornerstone Criteria consist of competencies in human
relations and behavioral skills. In these two areas, a teacher
acquires a better understanding of himself, others and his rela-
tionships to others, and develops teaching skills to help him
become an effective teacher.

The Content Criteria consist of science, language arts,
mathematics, aesthetics, social studies, and foreign languages.
The substance of these areas has been modified in order to reflect
the performance criteria philosophy of the program model.

The Service Criteria include performance criteria dealing
with evaluation, media, supervision, and technology. The areas
of competencies reviewed above are defined whenever possible in
the program model. The trainee is permitted to decide if he wants
to be a specialist in a particular area or a generalist with a
certain level of competency in each area.

The program model was conceptualized on the basis of the
constructsof General System Theory. General System Theory
provides a comprehensive method of organizing objectives and
translating those objectives into program specifications. The
program model systems input consists of prospective teacher
trainees, related personnel data, and resources necessary to
operate the system. Outputs of the program model include trained
prospective teachers and various statistical progress and research
reports. The teacher trained by the program, model must compete
with other similar teachers. Components or subsystems are postu-
lated to operate in an optimum environ=ilt. An optimum environ-
ment is one where each component operates with a minimum of friction.
The components of the program model are summarized below.

The first component is the.:Control Subsystem. This subsystem
maintains the operation of the program model on a day-to-day basis.
Continual analysis of collected data provides the input for decision
making. Al.o the Control Subsystem provides immediate feedback for
control. The following functions are performed by the Control Sub-
system. The first is called the aptitude assessment function. A
comprehensive diagnostic testing program is conducted to assess
personality factors, intellectual ability, socioeconomic background,
and previous knowledge of subject matter and teaching. Second is
the guidance function. Appropriate performance criteria and
strategies are selected by the trainee and his advisor. Third is
the scheduling function including forms of participation and instruc-
tional alternatives as the student progresses through the program
model. Fourth is the attitude monitoring function. The monitoring
of the trainee's attitude toward instructional alternatives, staff
members, and instructional methods will serve as data for evaluating
the effectiveness of routes to the performance criteria.
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The second systems component is the Administrative Subsystem.
Primary functions performed by this component are supplying
materials, professional staff, and non-teaching personnel. Allo-
cating funds and coordinating the program model within the univer-
sity and agencies outside the university would also be a function
of the component.

The third component is the Information Subsystem. Primary
functions of this component are data storage, data collection, and
data manipulation for system control and decision making. A com-
plete filing system of six categories is proposed within the Inform-
ation Subsystem.

The fourth component, which is not completely within the bounds
of the system, is the Placement Subsystem. The important task of
the Placement Subsystem is to disseminate information about the
teacher training program andthe trainee of that program to pros-
pective employers.

The fifth component is the Educator Subsystem. This component
is divided into two not completely distinguishable components,
human and automated. Included in this component are the instruc-
tional methods to he utilized by the trainees in the program model.

The sixth component is the Analysis Subsystem. This component
provides information on the quality, success, competency, accepta-
bility, and competitiveness of the system output. Comparative
analysis would be made utilizing three samples: program graduates,
graduates of other teacher education programs, and the population
of experienced teachers.

In summary, the components of the program model represented
as subsystems would give direction, structure, supporting functions,
and feedback data necessary for a continuously changing open system.

OUTCOMES

The prcgram philosophy and rationale are reflected in the
expected outcomes for trainees. Oneo*tcome of the program model
is an effort to bring training and education in human relations
into sharper focus and to provide a system whereby instruction and
experience may be provided for teacher trainees. Society needs
teachers who are capable of "warmth," "empathy," and "critical
thinking." The program model attempts to reflect these concepts
by utilizing the system approach, coupled with performance criteria
and the conception of behavioral systems. This leads to a fuller
understanding and more precise definition of human relations functions.
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The underlying assumption is that all behavior exists in a
human relations framework. The program model attempts to specify
behavioral objectives to demonstrate this assumption about human
behavior. It is important to recognize that the program model
utilizes a system approach to human relations behavior. The program
model stresses the wholeness of man and the fact that any effort
to divide human experience into parts may be artificial. Yet, it
seems clear that if one is to understand human experience fully it
may be necessary to separate interdependent areas of human or life
functioning from other areas. The program model discusses the
relationships between the intrapersonal system and interpersonal
system and the resulting behavioral system.

The program model specifies behavioral outcomes organized
in performance criteria skills and teacher behavioral skills. The
main vehicle for demonstrating these behavioral skills is micro-
teaching. Eighteen technical skills have been identified in the
program model which are organized in five themes: repertoire,
questioning skills, increasing student participation skills,
creating student involvement skills, and presentation Skills.

Among the outcomes sought are teachers who are skilled in
aesthetics, language arts, social studies, science, mathematics,
foreign languages, and pre-school. Performance criteria that
attempt to describe these skills in prospective teachers are
listed in the appendix of the program model. However, a brief
summary of each skill will give the reader an overview of the
expected behavioral outcomes expected in the trainees.

Aesthetics education has been a relatively untouched area.
The program model identifies three basic skills utilized by
creative persons in the arts regardless of discipline. The first
skill involves the ability to free oneself from perceiving things
within the limits of verbal description and developing skills that
increase the variety and complexity of sensory intake. The second
skill is the ability to form relationships between these sensory
experiences. The third skill is till development and intensifica-
tion of the aesthetic experience.

The language arts teacher, to perform his function adequately,
must satisfy four aims. First, he mist demonstrate knowledge of
the process of communication. Second, he must demonstrate profi-
ciency in the content areas. Third, he must demonstrate the ability
to assess the child's level of development and to diagnose his skill
needs formally and informally. Fourth, he must demonstrate the
ability to select an appropriate approach from many known approaches
based on the individual child's diagnosed strengths, weaknesses,
developmental stage, and observed learning patterns.
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The social studies teacher must exhibit skills in four
seoarat'.: areas. First is the ability to organize and analyze
social science knowledge. Second is the ability to use the
basic tools and skills of the social scientists. Third is the
understanding of value orientations that affect societies
throughout the world. Fourth is the ability to make social
studies a meaningful part of a student's developing awareness
of society.

For the science teacher to deal effectively with the nature
of science the program model lists three major areas of concern.
First is the relationship between content and process knowledge
and the thinking that leads to and emanates from that knowledge.
Second are the values and attitudes that one brings to and takes
from the study of science. Third are the scientific skills that
one needs to operate successfully in science.

The mathematics teacher's competence levels identified in
the program model range from understanding to application. Four
types of competencies are identified in the program model. First
is the ability to perform correctly the computational skills and
the application of algorithms, and the ability to solve problems.
Second is the ability to understand the mathematical principles
and structures needed to carry out the,processes.involved. Third
is the ability to diagnose the student's level of development.
Fourth is the ability to select pedagogically sound techniques
and materials to satisfy skill needs.

Performance criteria developed in the program model for
the foreign languages center around the FLES program. Primary
competencies have been identified in subject matter competency,
presentation competency .and professional decision making compe-
tency. Flexibility and adaptability are the key concepts to be
explored in the program model.

The program model postulates that the purpose of pre-
school education is to capitalize on the growth conditions of
children in their early years. The performance criteria for
pre-school teachers consist of five broad areas. First, cognitive
enrichment in a loosely structured environment is possible and
necessary. Second, teachers must address themselves to the develop-
ment of human potential. Third, teachers should experience actual
encounters with children and environments to provide subcultural
awareness. Fourth, teachers should help develop cognitive and
affective skills. Fifth, a complete knowledge of child development
in the physiological, sociological, and perceptual areas is para-
mount for effective teachinq.
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The program model specifies three performance areas in
the Service Criteria. An attempt is made in the program model
to write performance criteria ;t1 evaluation skills, media, and
supervision.

The evaluation skills are designed to compensate for' the
inadequacy of preseat practices of teaching tests and measurements
as the basic empirical skills in teacher education. The skills
and activities developed in the program model differ in recard to
purpose and scope of evaluation. The program model evaluation
skills are based on the assumption that the basic processes of
evaluation are common to all, butLthe expertise required for vary-
ing levels of evaluation is vastly different. Evaluation skills
in the program model are considered to be a comzilon set of techniques
utilized by both elementary teachers and computer specialists, by
guidance counselors and test designers.

The media specialist skills in the program model are based
on the assumption that the media specialist would operate as a
teacher, curriculum advisor, technician, and purchaser and
cataloger.

The program model assumes thattteacher trainees should have
exposure to theories and skills of supervision. In its broadest
sense the xograrnmodel defines supervision as the improvement of
instruction. The specific skills and techniques for which per-
formance criteria can be written are: observation methods, feed-
back techniques, counseling techniques, knowledge of paradigms
of teaching, supervisory strategies, and evaluation skills.

INSTRUCTIONAL TECHNIQUES AND PROCESSES

Throughout the program model strategies of instructional
techniques and processes are suggested for the teacher trainees.
Strategies include: live instruction, simulation, microteaching,
video-taped teaching episodes, programed instruction, and role
playing that illustrates examples of different instructional tech-
niques suggested in the program model. The instructional techniques
and processes needed to execute a performance based curriculum will
vary from performance criteria to performance criteria. For example,
a performance criterion in science could suggest the following
instructional alternatives: programed learning, inquiry process,
seminar, reading, course work, CAI, tutoring children and being
tutored. Instructional alternatives and processes suggested through-
out the program model are consistent with the rationale of the
program model.
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ROLE OF THE TEACHER EDUCATOR

The program model asserts that a new order of professionalism
is needed. It explicitly postulates areas of change in professional
competence and professionalism. The program model utilizes dif-
ferentiated staffing patterns, horizontal and vertical distinctions
among teachers, inert and active tasks involved in teaching as
criteria for identifying the function of teachers. We must estab-
lish structure in our s(;:hools and in our teacher education programs
that allow levels and kinds of professional competence to be recog-
nized, thereby highlighting abilities that the existing structure
blocks out. The program model identifies teacher intern, associate
teacher, staff teacher, senior teacher, and master teacher as
differentiated levels of responsibility. Teacher aides and educa-
tional technicians are also identified in the program model. The
explicit role of the teacher educator is not clear in the program
model.

EVALUATION TECHNIQUES

The program model has been conceived as a system with
identifiable characteristics such as performance criteria,
multiple exist and entrance points, instructional alternatives,
technological innovations, and system modification and regen-
eration. Each of these characteristics depends heavily upon
data for development, revision, validation, and acceptance.
The program model continuously utilizes the data collected in
the setting where the program is executed. Thus, information
gathered in the field will be used by the Analysis Subsystem,
while information gathered at the university will be used by
the Control Subsystem.

The primary function of the Control Subsystem may be
summarized as follows: The appropriateness of educational
goals to teacher trainee's abilities,and ambitions, the avail-
ability of appropriate equipment and personnel, the interaction
of equipment and personnel with theteacher trainees, and the
appropriateness of this interaction to the trainee's educa-
tional goals. If one or more of these functions is poorly
controlled, the performance of the system may be degraded with
respect to the trainee's objectives. Two other important
activities performed by the Control Subsystem are scheduling
and student evaluation and guidance. Also the Control Subsystem
helps students to determine goals in terms of a specific set of
criteria and determine a sequence of instructional alternatives
designed to help the student achieve proficiencies consistent
with these determined goals.
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The Analysis Subsystem is designed to operate as a con-
trolling function to the program, gathering and feeding back
information to the program model concerning the quality and
quantity of system output. This subsystem of the program
model is designed to: (1) identify social trends which place
new demands in competence on teacher education curriculum,
(2) approximate manpower shortages, (3) promote solutions to
social needs such that the system is able to maintain social
relevance, (4) estimate in terms of multiple measures the degree
of success attained by program graduates, (5) compare products
of the program model with experienced teachers and with products
of other teacher education programs, (6) identify evidences of
malpractice that occur systematically and can possibly be linked'
to flaws in the program model, and (7) ascertain acceptability
of program model products in the field of practice.

RESPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

It was pointed out in the evaluation section that the primary
responsibility of the Control Subsystem and Analysis Subsystem was
to responsive to societal and professional needs, both internal
and external to the program model. To make useful predictions of
expected occurrences and opportunities, information is sorted and
classified into actual problems of performance by the program model.

One of the basic underlying assumptions of the program model
is the need for a new professionalism in education. Education, to
survive in the rapidly changing time ahead, must find new ways to
adapt to the environment. The program model asserts that educatirni
for the future requires more than adaptation. New professionalism
will demand that education and teachers provide leading roles for
the society of the future.

UNIQUE CONTRIBUTIONS

One unique contribution of the program model is the attempt
to apply specific performance criteria to evaluation, media, and
supervision. In the past many elementary teachers have ignored
or failed to understand these criteria. The attempt to incorpor-
ate change, social relevance, and individualized instruction
within the framework of a teacher education program is a concerted
attempt to face head-on the demands of the future. One of the
central concerns of the program model is the behavior exhibited
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by the trainee after his instruction has been completed. The
program model has made many specific value commitments as to
the type of human behaviors considered desirable for elementary
teachers. The performance criteria identified in the program
model provide a unique contribution to other universities as
they attempt to specify, analyze, and evaluate their teacher
trainees.

MODEL REVISION

Feedback regarding the quality, success, competency,
acceptability, and competitiveness of the system output is
provided by the program model. This feedback is used to add,
delete, and modify performance criteria, The analysis of
trainee performance, and indirectly the effectiveness of per-
formance criteria, is measured using rating procedures, video
tapes, achievement data, and market value of trainees. Compar-
ative analyses are made of their groups, program graduates,
graduates of other teacher education programs, and the popula-
tion of experienced teachers.

RELATIONSHIP TO GENERAL EDUCATION

The relationship to general education is not clearly
identified in the program model. In the program model teacher
trainees have the opportunity to decide if they want to be
specialists in a particular area.or generalist. elementary
school teachers with certain competencies in each performance
criteria. The program model requires that each trainee meet
a minimal criteria level in each performance criteria. The
rationale for this requirement is the belief that every ele-
mentary school teacher should know something about the various
areas of competency represented by a differentiated staff, if
for m other reason than to improve communication and open-
mindedness among the teachers. The program model does not
specify percentages of time that each trainee should spend on
performance critera or related subjects found a typical
course of study. No specific requirements of courses or
performance criteria in relationship to time, number of units
required, or relationships to other colleges in the university
complex are identified by the program model.

FEASIBILITY

The implementation of the program model in a university
setting such as The Ohio State University presents some complex
issues of planning, coordinating, implementing, and evaluating.
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Graduation from the university depends not upon performance
criteria but upon the satisfactory completion of unit and time
criteria. If the College of Education were based on a perfor-
mance criteria, it would be operating in a divergent fashion:,
from the rest of the university; and it would be in basic con-
flict with the course-unit-time system of university regulations.
The issue raised here must be understood age.inst the background
of the characteristic relationships between Colleges of Education
and other areas of the universities.

To implement a curriculum based entirely on performance
criteria is probably unrealistic the near future at major
institutions such as The Ohio State University. It is clear
that a College of Education based on performance criteria can
effectively operate in the normal university environment. For
example, and undergraduate pursuing a career at the elementary
school level normally takes all his work in the College of Arts
and Sciences during his freshman and sophomore years and one-half
his work there during his last two years. This block could be
allocated on the basis of performance criteria rather than course-
time criteria.

The program model offers another alternative that appears
to be more feasible at a major institution such as The Ohio State
University. The possibility of history or sociology professors
helping devise performance criteria appropriate for future teachers
would open up lines of communication within the university as a
whole. This would lead to greater flexibility and experimentation
in the introduction of performance criteria based curriculum. For
example, a university could offer alternative routes to a degree,
one :lased on performance criteria. The possibility that students
majoring in education could satisfy certain criteria either by
courses or by other experiences could be explored. Both of these
would be feasible at a major institution such as The Ohio State
University.

One of the more promising approaches to education offered
by the program model is the system point of view. The ideas
expressed by the General System Theory present an exciting and
challenging view of education in our society. While the language
of systems theory is, of necessity, precise and formal, such an
approach can breathe life into teacher education and make it
open, expanding, and stimulating. To accomplish a large training
program, systems analysis provides n comprehensive method of
organizing objectives.

What seems to be the major problem of implementation of a
program model at a large institution such as The Ohio State
University is the relationship between the College of Education
and other areas of the university, particularly the College of
Arts and Sciences. A degree of cooperation must be explored
between these faculties and colleges within the university complex.
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RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

An attempt will be made to analyze the program model in
relationship to the recommended NCATE Standards (National Council
for Accreditation of Teacher Education). Each standard in Part I
will be listed and a brief analysis will he given when applicable
to the program model.

Standard: Teacher education curricula are based on
objectiVes reflecting the institution's conception of
the teacher's role, and are organized to include gen-
eral studies, content for the teaching specialty, human-
istic and behavioral studies, teaching and learning
theory with laboratory and clinical experience, and
practicum.

The basic assumption of the program model complies with
this standard. The program model is based on performance cri-
teria objectives reflecting the institution's analysis of the
teacher's role in a changing society. The program model post-
ulates that performance criteria be written in the following
areas: human relations, behavioral studies, aesthetics, lrn-
guage arts, social studies, science, mathematics, foreign
languages, prn-school, evaluation skills, media, and supervision.

Standard: There is a planned general studies component
requirino that at least one-third of each curriculum for
prospective teachers consist of studies in the symbolics
of information, natural and behavioral sciences, and
humanities.

The standard "symbolied of information" is met adequately
by the breadth or scope offered in the program. The program
model does not address itself to the quantitative appects of
the standard. Individualized instruction, student evaluation
and assessment, selection of content for the performance cri-
terion, and certification requirements would be met by the
program model.

Standard: The professional studies component of each
curriculum for prospective teachers includes the study
of the content to be taught to pupils; and the supple-
mentary knowledge, from the subject matter of the teach-
ing specialty and from allied fields, that is needed by
the teacher for perspective and flexibility in teaching.

Teaching specialty as used in this standard includes
elementary education. The program model would adequately meet
this standard. Provisions are made throughout the program
model for the trainees to study, analyze, and experiment with
their own life style in relationship to teaching. The classroom
or other learning experiences would serve as the vehicle to
provide the trainee this opportunity. Behavioral objectives
would be specified to guide this learning activity.
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Standard: The professional studies component of each
currlEaum for prospective teachers includes instruction
in the humanistic studies and the behavioral studies.

One strong assumption of the program model is that all
behavior occurs in a human relations framework. Therefore,
the basic underlying behaviors asserted by the program model
are in the context of human relations and behavioral relations.

Standard: The professional studies component of each
curriculum includes the systematic study of teaching
and learning theory with appropriate laboratory and
clinical experience.

The program model postulates that throughout the trainees'
encoltnter with properly sequenced performance components, they
will be provided adequate opportunities to study systematically
the art of teaching and experiment with different learning
theories.

standard: The professional ..tudics component of each
curriculum for prospective teachers includes direct
substantial participation in teaching over an extended
period of time under the rvervision of qualified per-
sonnel from the institution and the cooperating school.

No explicit relationships are outlined in the program model.
The program model includes in the differentiated levels of
responsibility the following steps: teacher intern, associate
teacher, sWf teacher, senior teacher, master teacher. Thn
teaching intfarn would be placed in a controlled, observable
situation. The preservice-inservice continuum of performance
criteria is a unique application of this standard.

Standard: In planning and developing curricula for teacher
education, the institution gives due consideration to guide-
lines for teacher preparation developed by national learned
societies and professional associations.

The program model represents a concerted attempt to face
head-on the chalYonges of change, social relevance, and indivi-
dualized instruction within the framework of the teacher educa-
tion program. It was pointed out in :the genox'al system. applt-
cation of the program model that information inputs are sor':ed
and classified by specific components of the environments into
actual problems of performance by the system. Routine environ-
mental scanning becomes a function to provide information for
decision making andproblem calving in the system.
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Standard: The design, approval, and continuous evaluation
anl-development of teacher education programs are the
prir.iry responsibility of an officially designated unit;
the majority of the membership of this unit is composed
of faculty and/or staff members who ar,.t significantly
involved in teacher education.

The program model does not offer specific administrative
positions or functions to accomplish this task. The program
model is orcanized into systems com?ooents of Control Sub-
system, Administrative Subsystem, Information Subsystem, Place-
ment subsystem, Wuchtor Subsystem, and Analysis Subsystem
which fulfill this 1-equirement adequately.

Standard: An institution engoged in preparing teachers
has Viii-time faculty members In teacher education, each
with post-master's degree preparation and/or demonstrated
scholarly competence, and each with appropriate specializa-
tions. Such specializations make possible competent
instruction in the humanistic and behavioral studies,
in teaching and learning theory, and in the methods of
teaching in each of the specialties for which the insti-
tution prepares teachers. There arc appropriate speciali-
zations to ensure competent supervision of laboratory,
clinical, and practicum experiences.

The program model does not attempt to analyze the existing
staff at the University of Massachusetts to determine whether
it meets this standard in the proposed program model. Implicit
in the program model is the notion that these relationshipa
would be cruciAl for the system to operate in a minimal environ-
mont. To accomplish this minimal environment, the inputs into
the system would be analyzed by components of the system and
tl.ansformed into performance objectives. These objectives would
be stated to accomplish this function. Properly certified and
trained faculty members are crucial to the accomplishment of
these functions.

Standard: Members of the teacher education faculty have
continuing association and involvement with elementary
and secondary schools.

Because the inservice-preservice continuum of performance
criteria is implicit in the program model, this standard would
be met.
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Standard: The institution applies specific criteria
Tor iairssion to teacher education programs; these
criteria require the use of both objective and sub-
jective data.

The program model does not list quantitative. or qualita-
tive standards for admission to the teacher program. The program
model makes provisions for student evaluation and guidance. When
a teacher trainee first enters the system he brings with him
certain historical data all well as letters of evaluation and
recommendations from previous institutions.

Standard: The institution applies specific criteria
foi-the retention of candidates in basic programs who
possess academic competencies and personal characteristics
appropriate to the requirement of teaching.

The program model is based upon the successful completion
of a performance criteria based curriculum. Assessment of
student achievement is based upon the performance criteria
selected by the student and his faculty representative in
each criterion selected. The program model does not indicate
how the grading or assessing is accomplishe3 or what symbols
are used in this process.

Standard: The institution has representative student
participation in the evaluation and development of its
teacher education programs.

The program model does not spell out specific avenues for
student participation in decision making.

Standard: The library is adequate to support the instruc-
Erari, research, and services pertinent to each teacher
education program.

The program model does not relate any program requirement
to facilities. The program model did not indicate if the present
facilities at the University of Masschusetts were adequate to
execute the program model.

Standard: A materials and instructional media center for
teacher education is maintained either as a part of the
library, or as one or more separate units, and is adequate
to support the teacher educatim programs.

The program model does not provide any specifications of
existing facilities or planned facilities to adequately execute
the program model.
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Standard: The institution conducts a well-defined plan
ra evaluating the teachers it prepares.

In the proposed program model the Analysis Subsystem is
designed to operate as the control mechanism external to the
program, gathering and feeding back information to the system
concerning the quality and quantity of system input. The
specific data analysis instruments are elaborated in the
program mode].

Standard: The institution used the evaluation results
in Cite study, development, and improvement of its teacher
eddcation program.

The program model stresses that planned organizational
decision-making is a vehicle to enable maximum creativity while

t;le total siatem clearly in mind. measurement-evaluation-
feedback is a way of keeping score on the total system.

Standard: The institution has plans for tie long-range
development of teacher education; these plans are part of
a design for total institutions?. development.

The program model incorporates development and long-range
planning as part of an organized system functioning in a systems
context. The program model rests on the assumption that as this
program model is operationalized, the entire profession will find
the boldness to rush toward a future which it currently seems to
fear.



THE ,UCHIGAN STATE UNIVERSITY PROGRAM MODEL

Analysis by Barbara Stoodt

RATIONALE

The Michigan State University program model is based in part
upon a desire to professionalize education. It is assumed that
regularizing the behavior of teachers will he a step in the
direction of professionalizing education. The variable nature
of problems with which a professional teacher deals require pro-
cedures that can be employed systematically.

Procedures that can be employed systematically by teachers
are specified in the teacher preparation program model as Clinical
Behavior Style. It is assumed that teachers so prepared will be
able to provide professional service to students in order to pro-
duce some intended change and some learning from experience.

The concept Clinical Behavior Style is intended to convey
the following meaning: that teachers describe, analyze, hypoth-
esize, prescribe, treat and observe consequences. Every clinical
experience is characterized by at least three distinct elements:
client relatedness that includes direct or indirect experience
with pupils, manipulation of instructional variables, and the
utilization of feedback. Two assumptions are basic to this
rationale:

1. That a teacher who has been trained to manifest a
Clinical Behavior Style will he better able than a
teacher not so trained to establish a career of self-
renewal and improvement as a teacher.

2. That most teacher trainees can be taught to operate
with a more or less sophisticated model of clinical
'00;:avior.

Clinical Behavior Style is supported as a basic assumption
by the "learning from experience" segment of current teacher
education programs. "Learning from experience" is considered
one of the most valid parts of teacher education by both teacher
and layman. Clinical Behavior Style denotes the behaviors and
mental processes of a teacher who has been trained to utilize
his student related experience as a means of continued learning
and ski' development.

84
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`)evelopment of Clinical Behavior Si.yle leads to the applica-
tion of theory to practice. This concept is supported by Vollmer
and Fills in the book, Professionalizat:on. Cogan also explores
this idea in the article, "Toward a Definition of Profession," in
the Parvard Educational Review.

A second source of support for the vichigan State University
program comes from the Behavioral Sciences. The professional
foundations of the program have been centered on the Behavioral
Sciences for two reasons:

1. The dominant task of all educational activity is to
develop pupil behavior within various settings. The
Behavioral Sciences provide the systems of knowledge
and inquiry most related to this task.

2. A distinctive feature of empirical science as a way of
acquiring knowledge is that it is self-corrective.

This aspect of the rationale is supported by the belief that
teachers who are tr,%ned in the modes of inquiry and have mastered
the content of the Behavioral Sciences will be sensitive to the
relevancy of education to the needs of youth in contemporary
society. Behavioral Science contributes a global view of human
affairs and incorporates information, skills, and procedures that
are related to understanding mankind. When teaching is viewed as
a set of human behaviors, it becomes comprehensible through the
study techniques of Behavioral Science.

The term Behavioral Science is eclectic in that it cuts
across a variety of established disciplines to denote those as-
pects that contribute basic empirical knowledge about the activ-
ities of men. Some of the disciplines that are of special interest
to the Behavioral Scientist are: psychology, sociology, anthro-
pology, political science, economics, and various subdisciplines
such as cognitive development, psychology of learning, social
psychology, cultural anthropology, and linguistics.

The anticipated effects of a behavioral context for teacher
education are:

1. Capitalizing on the tendency of teachers to teach as
they were taught; the behavioral context of the program
is expected to increase the teacher's ability to make
content choices in terms of behavioral relevance.

2. The behavioral context in the liberal arts is expected
to give the teacher a sensitivity to the relevance of
the arts, philosophy, and history to the better under-
standing of self and others.
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3. The emphasis on behavioral context is expected to teach
the teacher to identify and relate content to contemporary
and personal issues.

4. The behavioral context of the study of teaching is ex-
pected to establish in the teacher a more analytical and
rational approach to instructional tasks.

Inclusion of a liberal or general education with specialized
education in a particular discipline or small set of disciplines
in teacher preparation programs has been recommended by many scho-
lars. Conant recommended this in The Education of American Teachers,
and Smith agreed in Teacher EducatiOnt A Reappraise Ianni points
out that, "The problem of-educatiiiii-ls the prollacm Of culture and
the problem of culture can be approached only through one study of
man-a study we have described as the behavioral sciences."'

COrPONENTS

The model program is based on two assumptions: Clinical
Behavior Style and Behavioral Science. They are supported by
the five major components of the program. The components are
General-Liberal Education, Scholarly £'odes of Knowledge, Profes-
sional Use of Ynowledae, Human Learning, and Clinical Experience.

GeneralLiberal Education is designed to foster individual
fulfillment and to prepare citizens for participation in our
democratic society. The area is divided into three sub-areas:
humanities, social science, and natl 'al science. The rationale
supporting this component is that a basic core of General-Liberal
Education experiences must emphasize the contribution the various
disciplines of liberal arts and sciences make to an understanding
of man, his behavior, his ideas, his society, and his world.

The General-Liberal Education component is designed to
provide the content necessary to the Behavioral Science assump-
tions upon which the program is based. Students are introduced
to this content through the basic areas of this component. The
student is introduced to questions of value in the humanities
area. The social science area introduces the student to the nature
of the social science disciplines including: geography, anthro-
pology, sociology, political science, and economics. The central
theme of the natural science area is the effect of the natural
sciences and mathematics upon our culture.

1Frin-61-5 . J. Lanni, Culture: System, and Behavior: _The Behavioral
Sciences, and Education. Chicago: Science Research Associates,
Inc., 196/, p. 16-1 .
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The Scholarly Modes of Knowledge component provides content
that is more directly applicable to teaching in the elementary
school. The modes or styles of inquiry of scholars are stressed.
This component was designed to follow and dovetail with the
General- Liberal Education component. Content of this component
includes social science, natural science, mathematics, fine arts,
linguistics, communication, and literature for children. The
Scholarly Modes of Knowledge component is supported by the rationale
thlt such study opens the door to disciplined inquiry into those
areas related to the elementary school curriculum.

Nethods of inquiry applicable to the Behavioral Science
assumption upon which the program model is based are emphasized
in this component. As students study the Scholarly r-odes of
Knowledge their attention is drawn to the underlying structures
pervading each discipline and the problem-solving techniques
employed by scholars.

The Professional Use of Knowledge component builds upon the
General - Liberal Education component and the Study of Human Learn-
ing component; it integrates the work done in the Scholarly odes
of Knowledge component. This component is comprised of reading,
language arts, social studies, science, and mathematics.

This component provides an opportunity for the prospective
teacher to integrate what he knows about various disciplines with
what he knows about learning, and to translate this knowledge into
instructional strategies. He studies and identifies variables
thatmust he considered in designing instructional strategies.

Lxperiences provided in the Professional Use of Knowledge
component develop the processes of analysis, hypothesizing,
prescrthing, treating, and observing consequences, which are
introduced in the Clinical Behavior Style assumptions. The pros-
pective teacher also has an opportunity to develop the elements
of client relatedness, manipulation of instructional variables,
and utilization of feedback that are aspects of Clinical Behavior.
Style.

The Study of Human Learning component is concerned with
exploring human capacity for learning, understanding environ-
mental systems, and inquiring into cognitive development. Aspects
of this component are; behavioral science research based study
of the growth and development of the pre-school child; behavioral
science research based study focused upon educational psychology;
behavioral science study focused upon social philosophical founia-
tions of education; advanced behavioral science research based
study focused upon educational psychology; and advanced behavioral
science study in social-philosophical foundations of education.
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This component focuses on the learner and the daily cognitive
affective forces and experiences likely to influence his behavior
both inside and outside of school. Analytic tools for studying
human behavior drawn from the Behavioral Sciences are used to study
the learner. The prospective teacher uses the modes of inquiry
and research data to develop greater understanding of human learning

The content of the Study of Human Learning component cuts
across traditional academic discipline boundaries of Behavioral
Science research. The modes of inquiry and the content are basic
to the Behavioral Science assumptions of the program model. The
content presented also develops understanding of the teaching-
learning process; and such understandings are basic to development
of Clinical Behavior Style.

The Clinical Experiences component provides experiences that
arc client related and that include manipulation of instructional
variables, and the element of feedback so that improvement of
instruction occurs. The component includes four phases: the
career decision seminar, clinical experiences, interpersonal pro-
cess phase, and field experiences. The rationale for this compon-
ent is supported by experience, evaluation, and experimental work
that as completed at richigan State University.

2, Clinic School Network is developed in this program model
to provide a setting for clinical experiences. This cooperative
university-school system network integrates the resources of all
agencies concerned with teacher education in order to facilitate
Loth preservice and in-service education.

Through the four phases of Clinical Experience students
develop an understanding of the elements of the Clinical Behavior
Style of Teaching. Students have an opportunity to relate theory
to t)ractice while working in the Clinic School Network. They have
an opportunity to use the processes of Clinical Behavior Style
in their clinical work.

In summary, the Professional Uses of Knowledge component, the
Human Learning component, and the Clinical Experiences component
provide an opportunity for-the-Student to develop the basic acti-
vities of analyzing, hypothesizing, prescri!Ang, treating, and
observing consequences that are specified in the Clinical Behavior
Style rationale. Students also experience situations that require
client relatedness, manipulation of instructional variables, and
utilization of feedback in these components. These elements are
basic to the Clinical Behavior Style rationale. The Behavioral
Science rationale is supported by the General-Liberal Education
component, whi3h provides content, while the Scholarly codes of
Knowledge component and the Human Learning domponent provide
study of the modes of inquiry. The five components of the pro-
gram model support the basic assumptions of Clinical Behavior
Style and Behavioral Science, thus providing philosophical con-
sistency in the program.
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OUTCOrES

The anticipated outcomes of this program are:

1. A new kind of elementary school teacher for the nation's
schools -one who is a well educated person and who:

a. Engages in teaching as clinical practice

b. Is an effective student of human learning,
its environmental characteristics

c. Assumes the role of a responsible agent of
social change

2. A systematic introduction of research and clinical
experience into the decision-making process as a
basis for continued educational improvement.

3. :. new kind of laboratory and clinical basis for wider-
graduate and in-service teacher education programs.

Supporting rationale for these outcomes is found in the
following statements. A well educated person is sensitive to
the relevancy of education to the needs of youth in contemporary
society. The Behavioral Science rationale provides a global
view of human affairs and incorporates information, skills, and
procedures that are related to understanding mankind.

The variable nature of the problems with which a professional
teacher deals creates the need for Clinical Behavior Style. The
teacher must be a student of human learning due to increasing
urbanization in American society and a changing cultural orienta-
tion. These factors make experience in using the tools of inquiry
important assets to teachers.

Teacher decision-making cannot be improved until decisions
and their supporting rationales are made explicit. A Clinical
Behavior Style of teaching involves explicitly making decisions
so that they can be related to existing bodies of relevant
knowledge to build self-correcting practices. Research and
clinical experience provide the relevant knowledge necessary to
improve decision-making.

Another belief that influenced the development of this pro-
gram is that a trainee should be exposed to the kind of profes-
sional teaching behavior he is expected to attain, since teachers
tend to teach as they have been taught. The teacher preparation
program must itself be a model of creative teaching, continual
critical self-evaluation, disciplined inquiry and exploration,
rational innovation, and professional cooperation among various
disciplines and spe aloes .
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The substantive, behavioral,and environmental dimensions
of teaching behavior are presented as a part of the Clinical
Lxperiences component. These dimensions of teacher behavior
are the outcome of studies of the tasks of teaching, carried
on for some years in the elementary schools that participate
in t.:le ichigan State University teacher education program.

INSTRUCTIONAL TLCHNIOUES AND PROCESSES

Instruction is organized around self-contained curriculum
units or modules. The elements in each module are: objectives,
prerequisites, experience necessary to achieve objectives, setting,
materials, level, hours required, and evaluation. The instructional
modules of this program utilize a variety of instructional tech
niques and processes including: reading, lecture, discussion,
films, laboratory experiences, observation, analysis, interpersonal
process reca-1, auto-tutorial experiences, simulated experiences,
demonstrations, directed independent study, and clinical experiences.
The clinical experiences suggested include tutorial, career decision
seminar, anlaytical study of teaching, team teaching, and internship.
Video-taping is used to record some of the clinical experiences in
the program for further analysis.

Lectures are supported as a vehicle for providing a common
body of knowledge for students. Small discussion groups, films,
and assigned papers are designed to improve student skills in
communication, comprehension, and as a means of individualizing
instruction. Seminars are introduced to provide flexibility in
the program. Laboratories are designed to facilitate learning
of procedures rather than merely following directions.

The technique of interpersonal process recall is based upon
videotaping, which permits an individual to analyze previous
interaction with another person. The rationale supporting this
procedure is the need to provide more accurate ;cleans of inter-
preting behavior.

The clinicalexperiences of the'program constitute a plan
for systematic development from student to teacher. For example,
microteaching provides prospective student teachers with a sub-
stantial amount of controlled and directed teaching practice
preceding their entrance into student teaching.

According to the Michigan State University program, simulated
experiences require precise control of the presentation of problems
and feedback. In simulated experiences the behavior of the trainee
is no less real, but the data upon which he acts and the responses
that his activity elicit are more clearly defined than in "real
life." Simulation in.professional training has the following major
advantages:
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1. Allows for a more sequentially ordered progression
of problems.

2. Assures that certain critical problems will be
encountered--whereas they might not appear during
unpredictable field experiences.

3. Provides repeated problem confrontation where specific
feedback can establish the desired behavior in the
trainee.

4. Provides the same experiences for a group of trainees
in order to establish a common base for discussion
and evaluation.

5. Allows the design of feedback to the trainee to be
based upon probabilities representative of larger
samples.

ROLL OF THE TEACHER EDUCATOR

The role of the teacher educator varies widely due to the
variety of instructional techniques and the component area being
taught. The teacher educator lectures to large groups, leads
small group seminars, confers with individuals, and serves as
an interrogator or counselor in the interpersonal process recall.
In some situations the teacher educator assumes a non-directive
role, and is, in effect, an organizer, a facilitator. Counseling
skills are required by the career decision seminar. The teacher
educator utilizes a variety of technology including video and
audio taping, film, slides, overhead projection.

The teacher educator participates in curriculum development
through developing instructional modules. He must formulate
objectives, prerequisites, experience necessary to &Thieve ob-
jectives, setting, materials, level, hours required, and evaluation.
The teacher educator also must organize the scope and sequence of
the instructional modules. He may work with the clinic-school
network providing in-service education for teachers through
resourced teaching and analytical study of teaching.

LW,LUATION TECHNIQUES

The evaluation subsystem of the program engages in general
systems evaluation activities that include the following!

1. Developing new assessment and appraisal techniques

2. Assisting in continuous objective development through
providing counsel to concerned personnel on the capacity
to evaluate behavioral objectives
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3. Collaborating with ancillary research resources to
improve design techniques

4. Evaluating the achievement of stated subsystem objectives

5. ;;esigning data gathering instruments for recording
student input characteristics and output behaviors

6. Developing, with Vanagement-Plannina and Information
Retrieval subsystems, means for transmitting findings
from one program or subsystem into the recycling plans
of other programs and subsystems

7. Designing means for gathering baseline data

8. Designing systems for the collection and display of
longitudinal data

9. Recommending to the Planning Board new thrusts in research

10. Designing means to assess the explicit behaviors, as
w.)11 as the attitudes and values of students

11. Providing descriptive and research data on such persons
with the Behavioral Science Teacher Education Program as:

a. the trainee

b. the on-campus faculty

c. the clinical professor

d. local school district personnel

e. pupils taught by the trainee

12. Evaluating the effectiveness of instructional modules
of all kinds in meeting stated objectives

The evaluation activities are baced upon a rationale that
includes two major points. The first point is that evaluation
suggests a consideration and re-examination of values. The value
system of any individual or group will dictate the behavior of
that individual or group. Although little is known about the
value system of individuals or groups by direct, empirical
measurement of these values, work in assessing values and their
relationship to performance must continue. Evaluation can play
a major role by simply calling attention to some of the inferences
and value judgments that may be implicit in the statements of
objectives made by one or more of the components.
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A second major point of the rationale is that a major effort
of evaluation is to mobilize the instruments and analytical tech-
niques of the behavioral sciences in order to observe, measure,
and assess the overt actions of individuals or groups. These
assessments permit us to draw inferences about a person's values,
which are implied by his behavior.

Evaluation procedures are also suggested for each module.
These evaluation procedures are related to the specific objective
of that module. The procedures vary widely, and include partici-
pation in discussion to he evaluated by the discussion leader,
listing specific items, written examinations, performance of
specific material, definition of terms, solution of problems, and
a standard course examination. In some modules evaluation is
simply a decision of the instructor.

nSPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

The program provides training for teachers of preschool
children, primary grade children, and middle school children.
The teacher educated in this program is prepared to be a member
of a team of educators who direct the instruction of children.
Teachers are offered the opportunity to become specialists in
a variety of disciplines such as reading, language, art, science,
mathematics, and social science. A plan for educating Educational
!edia Specialists is included. Provision is made for the educa-
tion of associate teachers who serve as paraprofessionals in a
team teaching situation.

Cross-cultural studies are woven into the fabric of the
program in order to sensitize prospective and in-service teachers
to unfamiliar cultures and to enable them to recognize and
appreciate the varying attitudes assumed by people of other
cultures. Prospective teachers are provided opportunity for
experience in variety of school settings. Because of the
emphasis on situation analysis, prospective teachers can under-
stand many types of communities in addition to the currently
emphasized "inner city" and "suburbia."

"odern technology is harnessed within a sound theoretical
framework of teacher education. Students learn to use technology
as a means of achieving educational objectives.

A clinicschool network as described in this model, marshals
and integrates the resources of all agencies concerned with
teacher education and thus provides the ideal setting to maintain
professional currency and develop teacher capabilities. Activities
such as resourced teaching, core experience, and analytical study
of teaching provide in-service education for teachers. The
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clinic-school network creates a professional environment where
dialogue between university, school district, and educational
agency personnel can focus on improving curricular and method-
ological theory and practice, school district operation, teacher
preparation and development.

The planning board and advisory boards organized in this
program provide for student representation, thus permitting
students a voice in their education.

UNIQUE CONTRIBUTIONS

The teacher preparation program described in this report
emphasizes four unique characteristics:

1. A broad base in the behavioral sciences

2. Developmental clinical experiences beginning in the
freshman year and including a full year of internship

3. New approaches to organization, content, and emphasis

4. An interrelated and self-generating system of evaluation,
program development, and management

"ODEL REVISION

The clinic-school network creates a professional environ-
ment wherein dialogue between university, school district, and
educational agency personnel can focus on improving curricular
and methodological theory and practice, school district operation,
and teacher preparation.

The emphasis in this program model is on planning. Planning
by its very nature is a leadership function that continually
forces an organization to examine its operations and to seek
alternatives,that hold higher promise for objective fulfillment.
As conceived, the Behavioral Science Teacher Education Program
subsystems would be "administered" by administrative assistants
responsible to. the subsystem director. Their responsibility would
be the maintenance of the program once it was planned and oper-
ational. Secondly, they would he responsible for adopting sub-
system operations when planning aL:tivities indicated that changes
were required to improve program operations.

The planning board is a particularly significant decision-
making body. The project director and directors of each sub-
system comprise the planning board. The planning board develops
general policies, establishes a priority among the general
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objectives of the program, allocates resources so that each
subsystem can carry out its task effectively, and resolves
conflicts thatmight arise among subsystem operations.

There are three advisory boards. Each of the three
advisory boards is placed at a carefully determined point in
the organization of facilitate the responsiveness of the pro-
gram to real world problems. is a result, the entire system
is designed to react quickly and appropriately to external
imperatives that affect teacher education. These advisory
:mpards are- The Project Advisory Board, The Clinical Experience
Advisory Board, and The Planning Development Advisory board.

'.'1'.BATIONS11IP TO GENERAL EDUCATION

The program model is closely related to the liberal arts
through the emphasis on the content and modes of inquiry of
the Behavioral Sciences. The program relies heavily on one liberal
arts to give the teacher a sensitivity to the relevance of the arts,
philosophy, and history to the better understanding of self and
others. The broad basic core of general-liberal education is de-
signed to foster individual fulfillment and to prepare citizens
for darticipation in our democratic society.

:lather than providing a series of survey courses, this
model proposes a basic core of general-liberal education experiences
that emphasize the contributions the liberal arts and science make
to an understanding of man, his ideas, his society, and his world.
Thu intent is to help prospective teachers develop the basic
analytical skills thatare prerequisite to making intelligent
decisions about current societal problems. Provision is made for
students to become active participants in formulating relevant
educational structures that bridge: personal experience and cur-
riculum content.

This model program is a product of the seven colleges within
Vichigan State University rather than a product of the College of
Education alone. A Project Advisory Committee, representing
participating colleges and varying educational perspectives, ad-
vised the project staff on several occasions. ?embers of writing
teams were drawn from academic departments throughout Michigan
State University, other universities, several school districts,
and a number --)f allied educational agencies.
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FEASIBILITY

An extensive and flexible management system is necessary
to support a complex enterprise such as that described. Five
subsystems are included in the management system: Program
Development, Clinical Experience, Evaluation, Information re-
trieval, and Management Planning. The operation of these five
subsystems would require additional personnel, equipment, and
office space.

The Planning Board and Advisory Boards are basic to this
program. These boards provide an opportunity for all related
personnel to participate in program development, revision, and
evaluation. Through these boards the program is made sensitive
to societal needs. Personnel serving on these boards would be
required to make an additional contribution of time and respon-
sibility.

A clinic-school network is basic to the development of
this program. The clinic-school network provides a laboratory
for teacher training, a vehicle for in-service education, and
a source of input to keep the teacher education program current.

The instructional modules for this program are organized
so that they could be adapted to institutions regardless of
their organization in quarters or semesters. All modules, a
group of modules, or individual modules could be utilized by
an adopting institution. However, these instructional modules
reflect philosophical stances that might not be in harmony with
the adopting institution.

Instructional procedures and processes utilized in the
modules may differ for an adopting institution, and adoption
would require in-service education for teacher educators. The
technology utilized for instruction would have to be acquired
and users educated to this technology. Because instruction is
arranged for small groups, large groups, and individuals,
flexible physical facilities are required.

This program is comprehensive, including changed organ-
ization, curriculum, and instruction in the liberal arts, as
well as in education. These changes would require close cooper-
ation between liberal arts departments and education departments.
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"ELATIoNSHIP TO RECOPINENDED STANDARDS IN TEACJISP EDUCATION (NCATC)

Standard: Teacher education curricula are based on
017-5eaNes reflecting the institution's conception
of the teacher's role, adn are organized to include
general studies, content for the teaching specialty,
humanistic and behavioral studies, teaching and learn-
ing theory with laboratory and clinical experience and
dracticum.

The Clinical Behavior Style aspect of this program incor-
porates objectives that reflect the institution's conception
of the processes required by the teacher's role. The clinical
component of this provides study of teacher behaviors that are
the outcome of studies of teaching tasks carried on for some
years in the elementary schools participating in the ?qchigan
State University teacher education program.

Yoe Behavioral Science aspect of the program is concerned
with the teacher's value system and affective biases, irC terms
of the impact of these variables upon his teaching behaviors,
which in turn affect learners. The teacher's value system is
developed through the General Liberal Education component which
provides a broad basic core of education in the liberal arts,
humanistic and behavioral studies.

Program differentiation and specialization for teacher
training occurs along two dimensions: (1) the amount and area
of subject specialization and (2) the age of the pupils to be
taught.

Teaching and learning theory are developed in the Professional
Use of Knowledge and the Human Learning components of this program.
Theory is related to practice in the Clinical Experiences component
that provides laboratory, clinical experience, and practicum for
the use of teaching and learning theory.

Standard: There is a planned general studies component
requiriEg that at least one-third of each curriculum for
prospective teachers consist of studies in the symbolics
of information, natural and behavioral sciences, and
humanities.

The General-Liberal Education component of this program has
three sub-areas: humanities, social science, and natural science.
The Scholarly Modes of Knowledge component is composed of social
science, natural science, mathematics, fine arts, linguistics,
communication, and literature for children. A series of instructional
modules is organized around each of these areas. The effectiveness
of individual modules in achieving stated objectives is evaluated
through the evaluation subsystem.
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Each student preparing to he a general classroom teacher
studies the areas of General-Liberal Education, Human Learning,
Tutorial Experiences, Career Decision Seminar, Reading (Pro-
fessional Use of Knowledge), and Communication Seminar. The
subject specialist studies the previously listed courses and
in addition engages in depth study of two subject areas.

An effort is made to collect all information about the
student that will be responsive to participation in the univer-
sity program; such information is stored in the information
storage and retrieval system. This information is related to
the prerequisites that specify the "input" conditions that should
be established berore the given module is initiated. This helps
to determine the courses of study best suited to the student's
needs. The modular approach has the value of multiple path
programing to provide for the specific needs of different trainees.

Standard: The professional studies component of each
curriculum for prospective teachers includes the study
of the content to be taught to pupils and the supple-
mentary knowledge, from the subject matter of the
teaching specialty and from allied fields, that is needed
by the teacher for perspective and flexibility in teaching.

The Professional Use of Knowledge component provides study
o4 the collt:211t to :41 taught to pupils while the Scholarly modes
of Knowledge component is designed to aid the prospective ele-
mentary teacher ;bridge the generation and knowledge gap in cer-
tain significant areas.

The program model is the product of an effort made by seven
colleges of P'ichigan State University. The colleges represented
are: the College of Arts and Letters, Communication Arts, Social
Science, Natural Science, Home Economics, and the University
College. Teams of educators and scholars in the natural sciences,
social sciences, and humanities worked closely together to inte
grate the program. These factors work together to insure that
the curriculum eml)odies the judgment of the teacher education
faculty and the members of the faculty in the teaching specialty
conceLned. Pepresentatives of the disciplines and representatives
of education work together on the advisory boards and the planning
board in an effort to keep the program current.
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Standard: The professional studies component of each
curriculum for prospective teachers include, in .1:ruc.
tio,k . the humanistic studies and the behavioral studies.

the Human Learning component has five subareas that ad-
dress the humanistic and behavioral studies as they relate to
education. The five sub-areas are: behavioral science research
:)ased study of the growth and development of the pre-school
child; behavioral science research based study focused upon
educational psychology; behavioral science study focused upon
social-philosophical foundations of education; advanced behav-
ioral science research based study focused upon educational
psychology; advanced behavioral science study in socio-philosophical
foundations of education. The content and teaching modules of this
component have the following rationale:

1. The material must provide a basis for an understanding
of all human learning.

2. The material must provide the basis for an understanding
of the significant conditions, forces, or factors that
stimulate, inhibit, or affect human learning in any way.

3. The material must enable us to make reasonably good
predictions about the outcome of learning activity.

4. The material must be a potential source of hypotheses
that can be tested in the classroom, as well as the
laboratory, in order that our understanding of the
teaching-learning process may continue to develop and
grow.

5. The content outlines must reflect more than a single
point of view by cutting across the traditional aca-
demic discipline boundaries of behavioral science
research.

This component focuses on the learner and the daily
cognitive -- affective forces likely to influence his behavior
both inside and outside of school. Analytic tools for studying
human behavior, drawn from the behavioral sciences, furnish a
cornerstone for the program and are integral to this component.
Through more sophisticated use of these modes of inquiry and
through a better understanding of the research in this area,
the prospective and practicing teacher becomes more effective.

This component of the model program is studied by both the
general classroom teacher and the subject specialist.
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StandarC. T1u professional studies component of each
surriairur includes the systematic study of teachina
and learning theory with appropriate la;..oratory and
clinical experiences.

mo Professional '!.se of Nncoledan component, the Human
IA:ar:dna component, and the Clinical and Field Experience
cor:enent i,rovide .t..ud of teaching and learning theory as
%ell as analytical study of teachincl. Teaching and icsarnina
theory is applied to practice during the clinical experiences
that each student has beginnina in the freshman year and in-
cluding a full year of internship.

Year one provides the Career !)ecision seminar, 'Mich
includ_s tutorial experiences, assisting teachinc, and !"!Y-
1,.:rionc.3 with children. Year two includes field exper3ences
For copmunity undtandinr!. rlh clinical seunnee and simu-
lation laiioratory occur :Jetween year two and three. Year three
includes pre-internship practicur, visiting practicum, and
teared fi.!1U experiences. The internship is scheduled for year
Four, and tahes ::lace in the clinic-school network under the
supervision of an intern consultant. The internship provides
the opportunity to translate the study of human behavior into
straterTics of in:ftruction.

Standard: The professional studies component of each
Ud-r-ii-C-Trim for prospective teachers includes direct
substantial participation in teaching over an extended
period of time under the supervision of qualified per-
sonnel from the institution and the cooperating school.

Students in this program are assigned to full-time intern-
ship in an elementary classroom for an academic year under the
guidance of an intern consultant. This phase of the program
is characterized by student autonomy and responsibility for
classroom activities with assistance from university and school
district resources.

A unique cooperative school district-university fiscal
arrangement is set up for the internship staff. In this plan
five interns are assigned to five elementary teaching stations
under the direction of an intern consultant. This plan utilizes
a university coordinator as a link to the university.

Standard: In planning and developing curricula for teacher
ailcalTin, the institution gives due consideration to guide-
lines for teacher preparation developed by national learned
societies and professional associations.
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The American Association of Colleges for Teacher Preparation
publication, Conceptual Models in Teacher Education: An Approach
to Teachinc and learning, by John R. 'lerduin, was used as a
reference in developing the Clinical Behavior Style rationale
of the program model.

References such as the following were used in developing the
program for instructional associate preparation: Auxiliary School
Personnel by the National Commission on Teacher Education and
Professional Standards; New Careers and Roles in the kmerican School
by Bowman and Kiop; and Guidelines for the Design of New Careers
by Fine.

Standard: The design, approval, and continuous evaluation
and development of teacher education programs are the
primary responsibility of an officially designated unit;
the majority of the membership of this unit is composed of
faculty and/or staff members who are significantiy involved
in teacher education.

AS conceived the program subsystems would be administered by
administrative assLstants responsible to the subsystem director.
Their responsibility would be to maintain the program operations
once they were planned and initiated. Secondly, they would be
responsible for adopting subsystem operations when planning
activities indicated that changes were required to improve
program operations.

The planning board is a particularly significant decision-
making body. The project director and director of each subsystem
comrrise the planning board. The planning board develops general
policies, establishes a priority among the general objectives of
the program, allocates resources so that each subsystem can carry
out its tasks effectively, and resolves conflicts that might arise
among subsystem operations.

There are three advisory boards. Each of the three advisory
hoards is placed at a carefully determined point in the organiza-
tion to facilitate the responsiveness of the program to world
problems. As a result, the entire system is designed to be able
to react quickly avd appropriately to external imperatives that
have impact on teacher education.

The Project Advisory Board might include representatives from
such groups as the State Department of Education, selected inter-
mediate offices, state educational associations, Dean of the Col-
lege of Education, clinical teachers, clinical student teachers,
pre-clinical students, local school district officials, represent-
atives from other colleges within the university, and other signi-
ficant groups. This board would make recommendations with respect
to the entire project.
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The Clinical Experience Advisory Board will he composed of
representatives from such groups as clinical supervisors, students
in residence, local school officials, supervising teachers, and
others. It will be the responsibility of this board to advise
the director of the Clinical Experience subsystem on matters
relating to the increased effectiveness of this subsystem.

A Planning Development Advisory Board will be composed of
representatives from such groups as people who have completed
their student teaching, clinic teachers, students preparing for
student teaching, a representative from the State Department of
Education, and the Director of the Program Development subsystem.

Standard: The institution has a well-defined plan for
counseling anu advising students in teacher education.

The Career Decision seminar provides counseling and advising
to the prospective teacher. Counseling and guidance continue to
be prowided to the student as he moves through the Clinical
Behavior component of the program. For example, as an intern
he receives guidance and advice from the intern consultant.

The information retrieval system provides information to
those who counsel the student. The following types of information
are available: student progress report (anecdotal form), student
progress report (test scores and grades), and student reactions to
experiences, normative information, progress charts for students,
and a profile of student progress.

Standard: The institution has representative student parti-
Tpation in the evaluation and development of its teacher
education program.

Students are represented on the Project Advisory Board, the
Clinical Experience Advisory Board, and the Planning Development
Advisory Board. Theee boards are responsible for advising the
Planning Board with regard to planning, evaluation, and revision
of the program model.

Standard: The institution conducts a well-defined plan for
evaluating the teacher it prepares.

Through the clinic-school network the program has provided
maximum sensitivity to the growth and need patterns of the
individual teacher, and provides an optimal environment for
systematic research regarding these patterns.

The evaluation subsystem provides descriptive and research
data on persons such as: (a) the trainee, (h) the on-campus
faculty, (c) the clinical professor, (d) local school district
personnel, (e) pupils taught by the trainee. It also evaluates
the effectiveness of instructional modules of all kinds in meet-
ing stated objectives.
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Standard: The institution uses the evaluation results
in the study, development, and improvement of its
teacher education programs.

This teacher education program model is designed for con-
stant evaluation and feedback into the program. The clinic-
school network serves as a laboratory in many settings, and a
sour, ;.! of lilta for tin study, .development, and improvement of
the program. Experienced teachers from the clinic-school net-
work may return to college to work with undergraduates. Such
regenerating through recycling is integral to the clinica3 an-
')roac:1 emphasized in this model.

:)ata secured by the evaluation subsystem are used in making
recommendations to the planning bolcl.

Standard: The institution has plans for :the long-range
development of teacher education; these plans are part
of a design for total institutional development.

This comprehensive program model was developed by a number
of departments rather than by the department of education alone.
Therefore, the total institution is influenced hy the teacher
?ducation program. !'any departments are represented on the plan-
ning hoard and advisory boards that function to facilitate the
long-range development of the program. These organizations
utilizc information derived from the evaluation subsystem for
program revision and development.



THE NORTHWEST EDUCATIONAL REGIONAL LABORATORY

(COMFIELD) PROGRAM MODEL

Analysis by Judith A. McMillen

RATIONALE

ComField is the elementary teacher education program model
resulting from the joint efforts of a consortium of twenty-six
colleges and universities, five State Departments of Education,
and the Teaching Research Division of the Oregon State System of
Higher Education. Because the planners were charged to develop
a model of a teacher education program, this particular program
moaelTh one that can be applied in a variety of situations rather
than being a' operational program. In other words, ComField
provides the framework within which the operational teacher
education program than may be developed for a specific college or
university setting.

The base for program model development consists of ten
propositions agreed upon by the developers:

1. The objectives of a teacher education program should
be specified in terms of the competencies needed by
teachers to bring about the outcomes desired in pupils.

2. Overt behavior acceptable as evidence of given teach-
ing competencies should be specified.

3. Systems design principles should be used in the
development of instructional experiences to bring
about mastery of teaching competencies.

4. There should be evidence that professional compe-
tencies are integrated into a unique and personal
style, and a student should be able to be provided
a rationale for the application of that style in
any given situation.

5. The desired teaching competencies should be demon-
ctrated under laboratory conditions prior to the
assumption of supervised responsibility for the
learning of children in the schools, and they
should be demonstrated to criterion level under
classroom conditions prior to assuming full respons-
ibility.

104
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6. The instructional experiences that lead to both the
development and personalization of competencies
should be individualized with respect to point of
entry into the curriculum, pacing, sequencing, infor-
mation processing preferences, etc.

7. Cost /benefit data should be provided on all aspects
of such a program.

8. An adaptive mechanism should be developed to insure
the continuous modification of such a program in light
of evidence as to its cost, effectiveness, and appro-
priateness.

9. A computer based information management system should
be used to effectively meet the frequent and diverse
demands for information within such a program.

10. A model should be developed for the management of
execution of such a program that insures as far as
possible that it reach the objectives set for it.

Because some of the propositions related to instruction
while others concerned management, two models--one for an
instructional program and the other for a management support
system--were developed.

The rationale for the instructional program model, which
is set forth in a series of six instructional guidelines, was
based upon systematic and logical analysis. That is to say,
if one knows the pupil outcomes wanted and knows what it takes
to get them, it should be possible to specify the competencies
needed on the part of the teachers to bring about given outcomes,
and it should be possible then to build a teacher education
program that will lead to the development of these competencies.
For lack of hard facts from education and psychology, however,
portions of this systematic analysis must be based strictly upon
collective wisdom.

The instructional guidelines, which are highly consistent
with the first six propositions used as a base for the develop-
ment, call for the use of systematic analysis in deriving the
teacher education program, the use of behavioral objectives, and
the UhO of systems design principles to develop learning oxper-
iences that lead to the mastery of teaching competencies. In
addition, the guidelines state that provision should be made for
individual differences in learning and for personalization of
teaching competencies. The final instructional guideline con-
cerns competency demonstration first under laboratory conditions
and than under supervised classroom conditions before assuming
full teaching responsibility.



106

The four management guidelines, which are based on the
Last four propositions, provide for a systematically designed
management model to be developed for the application of the
systems design principle of corrective feedback within each
of the parts of the model as well as to the model as a whole.
In addition, a computer based information management system
is stipulated as well as the necessity for cost data.

COMPONENTS

The overall program model is made up of general education
and rrofessional education. The components of professional
education are knowledge and performance.

The content specifications of the program model indicate
four blocks of content to prepare the teacher (called an
Instructional Manager) for his roles. Implicit in each block
are knowledge and application. The first block leads to the
development of instructional c- mpetonctes. This content in-
cludes a taxonomy of pupil characteristics, instructional
strategies, conceptual frameworks for teaching subject matter
areas, and pupil outcomes.

Another block of content is derived from the noninstruc-
tional competencies required of the prospective Instructional
Manager. These include ability to work on a team, to super-
vise assistants, to confer with parents, and to perform certain
management functions.

The third block of content relates to the development of
skills that enable the Instructional Manager to be more effec-
tive in his professional role. Being generally adaptive and
interpersonal in nature, they include a more accurate percep-
tion of self and of one's relationship with others. The
rationale for this block is that theimprovement of the socio-
emotional environment results in more efficient intellectual
activities and optimal learning conditions, as well as better
mental health in general.

Provision for the personalization of all competencies
is the purpose of the fourth block. The essentials in this
process are the development of self-understanding, clarification
of commitment to the various professional competencies to be
mastered, and the integration of professional competencies
into a personal style of teaching. This personalization block
of content is a thread running through each of the other three
blocks so that consideration of self-understanding, commitment,
and teaching style is always present.
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The program model is organized into three phases- -
foundations, laboratory, and practicum. The foundations
phase provides the knowledge base for the laboratory and
the practicum. The laboratory serves to implement the
philosophy that students should demonstrate ability to
effect the desired learning outcomes in children under
simulated conditions before becoming responsible for
performing under classroom conditions. The student must
achieve criterion performance in the laboratory before he
is permitted into the practicum. practicum consists of
demonstrating competencies to criterion performance under
live classroom conditions.

Figure 1 is taken from the program model to show the
relationships among the organizational phases of the program
model and the four blocks of content.

OUTCOMES

The anticipated outcome of the program model is the
development of an individualized teacher education program
that will prepare an Instructional Manager for the 1970's.
The planners made two predictions concerning education in
the 1970's. First of all, the evolution of a functional
science and technology of education will bring about a wide-
spread use of self-instructional materials, and systems
technology will be used to organize instructional experiences.
This will result in the use of instructional systems in educa-
ting children. The second prediction foresees three kinds of
educational specialists. The Instructional Analyst will be
the team member responsible for identifying the pupil outcomes
for which the school should be held accountable. The instruc-
tional Designer or Engineer will design the instructional
systems to accomplish the outcomes, and the Instructional
Manager will be charged with the responsibility for the instruc-
tional environment. The instructional Manager may be considered
a supervisor of the instructional process.

Although this may sound like a somewhat sterile and de-
humanized description of the future school, the program model
developers point out that possibly the distinctions among the
three kinds of specialists will not be so sharp in actual oper-
ation, and it is conceivable that one person might even serve
more than one of the functions.
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Two roles of the Instructional Manager are identified
by the program model:

Role I. Facilitator of desired outcomes in children

Role II. Performer of noninstructional tasks required
within the school.

The emphasis in this program model is on pupil outcomes
rather than on teacher behaviors.

To be consistent with the systems approach requires a
task analysis of the role and a competency analysis to perform
each task. The task analysis produces desired pupil outcomes
which are broadly stated. The next step is to specify the
conditions which bring about the desired pupil outcomes, and
following this, to identify the competencies needed to provide
these conditions.

A task force of analysts suggested seven competencies
needed by the Instructional Manager. These were gleaned from
a study of abstracts of literature relating to research of .

teaching. The effective Instructional Manager:

1. Defines objectives

2, Adjusts objectives for classes of individual differences

3. Selects instructional strategies

4. Organizes the learning environment

5. Interacts with learners so they achieve the objectives

6. Evaluates changes in behavior

7. Decides on the next appropriate step

INSTRUCTIONAL TECHNIQUES

Instructional Guideline 3 states that systems design
principles should be used in developing learning experiences
that lead to the mastery of teaching competencies. This means
that instructional systems are the vehicle by which students
move through the teacher education program.
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An instructional system is a set of learning experiences
resulting from an analysis of what is to be learned and struc-
turing that which is to be learned from the learner's point of
view. multiple entry points and multiple paths are always
present to allow for individualization, and the evaluation of
the objectives depends on observable behavior.

The program model describes a hypothetical teacher educa-
tion student in the laboratory. There i3 first an explanation
of the task, which sonsiets of a brief verbal description and
the viewing of a pemonstration model on video tape. The student
then may choose the next step from three possibilities. He may:

1. Consult a staff member if the explanation is inadquate.

2. Move to a subsystem providing outside counseling if he
ascertains that his values and attitudes are not in
accord with the task.

3. Request an opportunity to demonstrate his lesson plan
with pupils.

The student selects a behavior for the pupils to acquire, and
a subsystem enables the student to write the plan. After the
pla is evaluated, the student is sent either through another
subsystem providing outside help or additional information, or
he is given the opportunity to demonstrate criterion behavior.
In this first attempt at demonstration the environment is pro-
vided by microteaching or miniteaching, which is followed by
conference and evaluation by the staff and the student. The
student again has alternatives to:

1. View another demonstration model

2. Revise the original plan

3. Make a second attempt at criterion performance

The program model explains that the instruction consists
not only of a student interacting with media, but that special
lectures, group discussions, readings, etc. may also be part
of an inatruptional system.

An interesting aspect of the instructional technique is
the student's role in getermining his goals, choosing the
setting for the demonstration, and helping to detPrmine the
criteria by which he is to be judged competent. is
accomplished through a process of interaction with a staff
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member and is referred to as negotiation. This process implies
that both members must possess execellent abilities in inter-
personal communication if the result of this negotiation may be
described as lacking imposition on the part of the teacher educator.

ROLE OF THE TEACHER EDUCATOR

The role of the teacher educator will be very different
from that existing in most teacher education institutions today.
Individualization dictates a heavy dependence upon the use of
media of one sort or another. The professor will find little
demand for large group lectures or demonstrations. In order
to diminish the danger of dehumanization inherent in the systems
approach, there must be a very close relationship between a stu-
dent and a staff member. The staff member's responsibilities will
entail working with the student to assess performance and helps ::y
the student make appropriate choices.

Specialization of the staff member, rather than the all-
purpose professor, may he required by the instructional systems.
The sponsor in the foundations phase manages the self - confrontation
experiences and is involved in negotiation with the student. In
addition, he may occasionally have instructional responsibilities
as well as responsibilities for criterion assessment.

'The clinical supervisor is a joint appointee of the univer-
sity and the public school and has the same responsibilities as
the sponsor. While the sponsor has major responsibility for the
laboratory phase, the clinical supervisor is largely responsible
for the practicum.

The necessity for the availability of staff members when
needed by each student might cause the reader some concern over
the possibly overwhelming demands on the staff member's time.
However, the present adaptation of the program model for the
Oregon College of Education provides for an alleviation of this
concern. The developer proposes the use of an Instructional
Management Staff, composed primarily of students who are
employed to negotiate short-term contracts and who could be
available for peer teaching. At the same time, the Instructional
Managem2nt Staff would ease the load of the sponsor. Other
institutions might devise different means to suit their individual
needs.
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LVALUATION TECHNIQUES

The program model points out that the evaluation of the
laboratory performances will be different from that in the
practicum. The total behavior of the Instructional Manager is
broken up into "parts," which are further analyzed into "pieces,"
and finally the smallest fragments are called "bits." The
criteria for evaluating laboratory performance would be based
upon "bits" and 'pieces," while the practicum criteria would
be based upon "pieces" and "parts." In the laboratory phase,
the problem is to determine whether or not the student performs
to criterion level; either he attains it or he does not attain it.

The evaluation of the student in the practicum concerns
the level of performance that has been attained. This assess-
ment process involves the supervisor and the student in apprais-
ing the performance and planning ways of adapting in view of
the evaluation. The student completes the practicum when:

1. Significant growth is observed in his competencies
as an Instructional Manager.

2. The Instructional Manager has demonstrated competen,:e
in the roles of professional educator and member of the
community.

3. The Instructional Manager has demonstrated increased
ability to make judgments about the appropriateness
of learners' responses..

4. The Instructional Manager has demonstrated some
commitment to the goals of the ComField model.

RESPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

The original ComField program model makes no attempt to
identify the educational goals and needs of society but rather
leaves that responsibility to those designing an operational
program for a particular institution.

The management system, designed to insure the proper
operation of the instructional program model, contains a
policy function that serves to clarify and organize the educa-
tional goals and needs of society as provided by qualified
agencies in society. These needs, which are expressed in terms
of pupil goals, are then translated into policy statements by
which ComField is guided. There are actually several inputs
into the operational program, and in this way, then, the program
model may be adapted to fulfill the needs of almost any setting.
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At the same time the student himself is given the respon-
sibility for decisions concerning the setting and the age level
with which he prefers to work. It is conceivable, therefore,
that perhaps the number of Instructional Managers choosing to
teach in a particular settingthe inz.er city, for example- -
might be inadequate. However, this program model could be
responsive to the needs of some members of ethnic groups who
might be considered "natural teachers" but who lack tne-usual
academic background.

When an Instructional Manager from ComField moves from
one region of the country to another, he might experience some
difficulty in securing a new position because his training was
the result of the goals and the needs of the program inputs in
one institution, and these might differ from those of another
institution.

UNIQUE CONTRIBUTIONS

This program model does make unique contributions to
teacher education. First of all, it is the only model in which
the prospective teacher is evaluated in terms of pupil behavior.
To put it more specifically, the performance criteria are stated
not in teacher behavior but rather in terms of pupil responses.:
This implies evaluating the effectiveness of the product instead
of the process or the productitiar.

Although systems analysis is used extensively, the
process of negotiation prevents the dehumanizing effects.
The process requires a close relationship between the student
and his sponsor and/or clinical supervisor, and a personalized
approach is encouraged. As a(result of the negotiation jale
program is not overly prescriptive.

There is much concern for individual differences. The
concept of individualization in this program model relates to
point of entry, multiple paths, pacing, etc. The individual
moves through the program as an individual and is not bound
in any way to a fixed group who might hinder his progress

Another contribution is the program model's adaptability
for use by coheres and universities wishing to design opera-
tional programs. This is a generic model which requires a large
amount of work yet to be done by those designing the operational
program for the specific institution.

In addition, ComField is actually two program models. The
instructional program model is accompanied by a well-conceived
model for a management system to insure the proper functioning
of the instructional program model.
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MODEL REVISION

Management Guideline 2 states that the systems design
principle of corrective feedback should be used within each
of the parts of the ComField program model as well as the
model as a whole. Four kinds of necessary feedback are
identified:

1. Appropriateness of the pupil outcomes that have
been selected as guides in determining the com-
petencies to be developed in prospective teachers.
Are the ultimate objectives the correct ones?

2. Effectiveness of teachers who have the given com-
petencies in bringing about the desired pupil
outcomes. Are these competencies the correct ones?

3. Effectiveness of instructional systems in bringing
about competencies for which they were designed.
Are the procedures effective?

4. Impact of the ComField program beyond its immediate
influence on teachers and pupils. Is the social
system changed as a result?

The adaptive-corrective capability is explained in the
following way. After any specific action, there must behan
evaluation from which one of three choices may be elected:

1. Provides normal forward progression and implies
that the initial action is resulting in desired
outcomes.

2. Provides bypass beyond the next planned action and
implies that the initial action is resulting in
desired outcomes. However, the next planned action
is judged inappropriate.

3. Implies that the initial action is not producing
the desired outcomes and corrective efforts are
required. This correction may be a modification
of the initial action, modification of the sub-
sequent actions, or abandonment because the action
no longer serves the desired purpose.

There are ten functions of the management support system
designed for. ComField. As it is conceived, one cannot exist
without the others; each function contributes its share to the
model revision.
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RELATIONSHIP TO GENERAL EDUCATION

It must be pointed out that making specifications for
general education is a function of the individual institution
designing an operational program. The student must meet the
gene:cal education requirements of the university. At the same
time if the assessment of entry behavior of an individual
should indicate a need for additional experiences in areas of
general education, each student's general education background
would be individualized. In this wal,, the entry behavior of
the student would actually L'hape that student's general education.

As conceived by the program model, general education is
present in all the phases of the teacher education program.
At the beginning of the student's education, it receives the
greatest proportion of time and gradually diminishes as the
student progresses through the program.

2EASIBILITY

To implement this program model means the establishment
of new relationships between the university and the, public
schools. While this has been accomplished by some institutions,
it might he very difficult for a multi-university, such as The
Ohio State University, to achieve this necessary relationship.
The part of the program taking place in the field (the public
schools) must be, out of necessity, mostly within the realm of
the public school. The university might be reluctant, and pos-
sibly with just cause, to relinquish this role to the public
schools.

The Ohio State University is located in an urban area
along with several other smaller colleges and universities
which also produce elementary teachers. It is difficult in
such a situation to provide an adequate number of qualified,
interested public school teachers to assume the role of super-
vising teacher. It would be even more difficult to secure
sufficient numbers of persons of the required quality to act
as sponsors or clinical supervisors.

Financing the new program in teacher education sounds
relatively simple if the public school assumes the financial
responsibility for the practicum. Howeeer, in a community
where there has been considerable reaction (in the form of
refusal) against increased school levies very r3cently, it
is not conceivable that community agreement to support the
practicum phase of the program would be likely, and it seems
highly improbable that the university would be granted funds
by the state to finance the total program.
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In short, to adapt this program model to an operational
teacher education program would require the total commitment
of all who might be involved in it, and this writer does not
consider this a probability at an institution the size of The
Ohio State University.

RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

/s a generic program model ComField is not specific enough
to be evaluated in terms of many of the newly revised recom-
mended standards for teacher education.

Standard: Teacher education curricula are based on
OBjectives reflecting the institution's conception
of the teacher's role, and are organized to include
general studies, content for teaching specialty,
humanistic and behavioral studies, teaching and
learning theory with laboratory and clinical exper-
ience, and practicum.

The program model identifies two roles of the Instructional
Manager, after which a series of instructional systems are
devised through systematic analysis to lead to mastery of com-
petencies required to perform these roles. The organizational
specifications provide for general edUcation and professional
education containing three phases: the foundations, the
laboratory, and the practicum.

Standard: There is a planned general studies component
requiring that at least one-third of each curriculum
for prospective teachers consist. of studies in the
symbolics of information, natural and behavioral
sciences, and humanities.

There are no specifications for general studies at all
in the program model. This work is done at the operational
level. The student must meet the general studies requirements
set by the particular university, but the nature of the instruc-
tional systems might require additional experiences in areas
of general studies to provide an adequate knowledge base for
an individual student to complete successfully an instructional
system.

Standard: The professional studies component of each
curiTaTum for prospective teachers includes the study
of the content to be taught to pupils; and the supple-
mentary knowledge, from the subject matter of the
teaching specialty and from allied fields, that is
needed by the teacher for perspective and flexibility
in teaching.
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The content for the teaching specialty becomes part of
the required knowledge base upon which to develop competencies.
Although t.3 instructional systems are to be empirically
designed by specialists, the student, through negotiation, is
to have a very real part in selecting the experiences he is to
have.

Standard: The professional studies component of each
curricuTum for prospective teachers includes instruc-
tion in the humanistic studies and the behavioral studies.

Studies of this nature relate to the knowledge bases for
performance in each of the four components of the program model.

Standard: The professional studies component of each
curriculum includes the systematic study of teaching
and learning theory with appropriate laboratory and
clinical experience.

The generic level of the program model does not provide
for specific courses and procedures which this standard re-
quires. However, the program model is competency-based with
emphasis on knowledge and application.

Standard: The professional studies component of each
curriculum for prospective teachers includes direct
substantial participation in teaching over an extended
period of time under the supervision of qualified per-
sonnel from the institution and the cooperating school.

The nature of the practicum in this program model i'aplies
the utmost cooperation of all those involved in teacher educa-
tion programs. In order for an operational program to :unction
successfully, the supervisors must be superior teachers who are
trained in supervision. Part of the rationale underlying the
program model emphasizes that the student is:given gradually
increasing responsibility.

Standard: In planning and developing curricula for
teacher education, the institution gives due consid-
eration to guidelines for teacher preparation developed
by national learned societies and professional associa-
tions.

The policy function of the management support system
provides for a clarification of needs and educational goals
of society from information provided by qualified agencies of
society. The national learned societies and professional
associations perhaps would be considered qualified agencies.
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Standard: The design, approval, and continuous evalua-
tion and development of teacher education programs are
the primary responsibility of an officially designated
unit; the majority of the membership of this unit is
cornponsed of faculty and/or staff members who are signi.
ficantly involved in teacher education.

The management rupport system provides for the success-
ful operation of the instructional program model, but the
membership of the system is not defir d in specific terms.

The next set of standards relates to the faculty for
basic programscompetence and utilization of the faculty,
faculty involvement with schools, conditions for faculty
service, and part-time faculty. The oricinal program model
is not designed to be specific enough to provide t'e evidence
required to meet these standards.

Students in the basic program are the subject of the
following set of standards.

Standard: The institution applies specific criteria
for admission to teacher education programs; these
criteria require the use of both objective and sub-
jective data.

It is the student's decision to enter the teacher educa-
tion program in ComField. He is assessed and receives guidance
based on this assessment. There are no specific criteria
stated in the original program model. However, there is a
po1nt where the prospective Instructional Manager meets program
entry requirements set by the institution, after which the
student may progress to a mastery of repertoires of knowledge
in the foundations phase which are essential to the successful
demonstration of competencies in the laboratory and the practicum.

Standard: The institution applies specific criteria
for the retention of candidates in basic programs who
possess academic competencies and personal character-
istics appropriate to the requirements of teaching.

The program model allows the student to remain in the
program indefinitely. It would be the responsibility of the
operational program to fix the limit.
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Standard: The institution has a well-defined plan for
counseTTng and advising students in teacher education.

The technique of the instructional systems and the process
of negotiation imply a well - &fined plan for counseling and
advising.

Standard: The institution has representative student
participation in the evaluation and development of
preparation programs offered by the institution.

Student involvement in the evaluation functions and
policy adaptation functions is not clear in the original
program model. However, the present adaptation of the
program model at the Oregon College of Education does make
provision for a large amount of student involvement.



THE NORTHWEST EDUCATIONAL REGIONAL LABORATORY

(COMFIELD) PROGRAM MODEL

Analysis by Roger T. Cunningham

RATIONALE

The ComField Model is a product of a consortium consisting
of 26 colleges and universities in the Northwest Region, five
state Departments of Education, and the Teaching Research Division
of the Oregon State System of High-lr Education. This combined
effort was initiated by the Northwest Regional Educational Labor-
atory with the Oregon College of Education established as the
lend institution.

The rationale for the program model is rooted in respect
for the differences among future teachers. It recognizes that
different people learn in different ways and at different rates.
Most of all, it recognizes their individuality.

At all times it must be kept in mind that the guidelines
established are intended only as a model designed to be adaptable
to a variety of situations rather than a prescription or group
of specifications designed to define a particular program for
teacher education. Therefore, throughout the descriptions of
the general features, the adaptability of specifications to
situations-specific is an important consideration.

The basic aim of this program model is to prepare teachers
who are able to bring about change in the behavior of children.
Philosophically, this aim is couched in the view that learning
is brought about when change in behavior can be demonstrated.
The model developers feel that teachers in training must be able
to demonstrate the ability to change behavior and bring about
learning in children before they assume responsibility for it
in the classroom.

As such, the model represents a process for teacher education.
It is a process that requires its recipient to (a) know what it is
that he wants to accomplish, (b) order events to insure probability
of accomplishing it, (c) assess the events for their effectiveness
in accomplishing thra intended goal, and (d) if the goals do not
succeed, modify them so that they do.

A major assumption within the model is that the continuous
demonstration of this pattern of teacher behavior will lead to
the ultimate goal of any teacher education program; that is, the
development of generally adaptive, self-directed career teachers.

120
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Therefore, the model is based on development and demonstration
of competencies within the above mentioned aims. As students
move through a ComField based program they are not only made
aware of the process by being continuously subjected to it in
their own learning but also required to demonstrate the process
in their preliminary teaching. The ultimate product of the
program is teachers who are skilled in the comi:ntencies and
tra:ned as instructional managers.

The model developers have committed themselves to ten
propc'iitions that serve as a conceptual framework underlying
the model. (See Appendix A.) Some of these propositions are
related to the matter of instruction while others are related
to the matter of management. Therefore, two inseparable but
distinct models were developed: (1) a competency based, field
centered instructional model, and (2) a management systems model
that provides support functions.

COMPONENTS

The instructional model consists of three phases: Foundations,
LaborLtorl, and Practicum. Throughout each of these three phases
the emphasis is on the development of instructional and noninstruc-
tional teaching competencies derived from analysis of teaching
behavior and deemed necessary as behaviors that elicit change in
the behavior of pupils, The student first develops the prerequisites
necessary for understanding these competencies, demonstrates these
competencies in smaller pieces under simulated conditions, and
synthesizes these pieces and demonstrates the competencies in an
ongoing classroom situation. Throughout the instructional program
the student strives to personalize the competencies and to employ
adaptive procedures in pursuit of an identification of his own
unique teaching style. A mechanism for continual feedback on the
success of his performance is used as a basis for making decisions
about the next instructional step.

The content and instructional activities that comprise each
of the three phases of the instructional program were derived from
analysis of teaching behavior. A summary of the content and
activities for each phase is found in Appendix B.

Recall that two models were developed. The rationale
underlying the instructional model includes six guidelines. The
first guideline states that the content of a teacher education
program should be derived systematically. This requires determin-
ation of the major outcome, in this case, persons who can bring
about appropriate changes in pupil behavior. Once the outcome
is established, the steps leading to it must be described. They
consist of: (a) specification of desired pupil outcomes (goals
of education); (b) specification of conditions by which each



122

outcome can be realized (instructional program in schools);
(c) specification of teacher competencies needed to provide
conditions (goals Of teacher education); and (d) specification
of conditions by which competencies are realized (the teacher
education program).

The second guideline notes that the objectives of a teacher
education program are defined in terms of overt behaviors that
evidence realization of the objectives. Specification of behaviors
is.situation-specific. Operationally, this means the content and
strategy involved in instructional behavior must always be defined
in terms of their appropriateness to (a) a given pupil outcome,
(b) a given pupil or set of pupils, and (c) a given instructional
setting.

Guideline three states that systems design principles should
be used in developing learning experiences that lead to the mastery
of teaching competencies. This involveb systematic analysis of
what is to be learned, systematic structuring from the learner's
point of view, and empirical development of a set of learning
experiences that move the student through the structure. Provi-
sions are made formultiple entry points, multiple paths based
on the learner's background and learning style, and recycling of
learning based on the nature of the learner's progress. (Refer to
Appendix C for a schematic representation of the structure for
tt.., instructional program.)

Guideline four states that provisions should be made for
individual differences.

Guideline five states that provisions should be made to
enhance difforunces in outcomes and development of personally
relevant teaching styles. Personalization of teaching compe-
tencies is a key to decisions made in the instructional process.
Differences in expression of competencies are encouraged. Self-
understanding and commitment to developing a personal teaching
style are an integral part of the whole prosram as well as a
part of each competency.

Guideline six emphasizes that competencies must be demon-
s trated in two contexts (laboratory and classroom) before full
teaching responsibilities are assumed.

The above guidelines for the ComField model dictate in
broad .utline form the make-up of the instructional program.
They do not dictate what competencies are to be developed, how
persona nation is tiiake pace, or when they will be demor=7
strated in a real context. For the marOart, these aspects
of a student's learning are negotiable with a staff member and
are to be decided by the student.
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Generally speaking, the three phases of the program
follow one another in time; the Foundations Phase precedes
both the Laboratory and Practicum. (Refer to Appendix E.)
The relationship between Laboratory and Foundations is one
of providing for individual differences. Nothing is fixed
about the sequence, since students may start mastering the
competencies at any tIme. This is not true for the Practicum
phase, however, since A competency must be demonstrated in
the Laboratory before it is conducted in the classroom.
However, provisions are made for recycling back into the
Laboratory and Foundations phases during the Practicum phase
if prerequisite knowledge or skills are needed. In addition,
the sequence is determined in part by the need for prerequisite
skills and knowledge and the difficulty level of competencies.
Competencies demanding a greater degree of skill are preceded
by simpler or more basic competencies. Progress through the
instructional systems is dependent on criterion performance.
A ComField-based instructional program is a performance based
and not a time-course dependent program. A schematic diagram
of each of the three phases is shown in Appendix D.

comField is designed to produce instructional managers
who elicit appropriate changes in the behavior of their pupils.
The education of instructional managers can be described in
four stages.

Stage one consists of entry into the program. At this
point of entry it is determined if the candidates has the
prerequisites. These prerequisites constitute entry behavior.
They are the knowledge and skills a student needs to be assured
of success in the first instructional systems (the Foundations
phase) in the professional program. Specification of entry
behaviors provides a systematic base for selection and a way
of establishing a starting point for each individual student.
The entry behaviors are ability to recall facts, utilization
of this information, or demonstration of basic skills. The
planners suggest that entry behaviors would set prerequisites
for the general education phase of a student's program. How-
ever, elsewhere in the model description the atthors suggest
that the student himself would elect to enter the program.
They imply that the defined entry behaviors would eventually
serve as criteria for courses and learning experiences in the
general education program prior to entry into the professional
level. This might suggest early identification procedures.
However, the model does not address itself to this aspect of
teacher education.
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Stage two consists of the Foundation Systems. It is at
this stage that the student develops the repertoires of those
knowledges and skills that are needed for judging the appropri-
ateness of learning activities. They enable him to recall and
use knowledge about the relevant content fields of elementary
teaching, about a universe of learning outcomes, about the traits
and about characteristics of the learners he will confront. For
example, skill in writing behavioral objectives in the activities
of the later stages wcold be developed in this phase. Some of
the same traditional content areas (science, mathematics, social
studies, etc.) are dealt with but differ in focus. The focus is
on what the student needs to convey the content to pupils rather
than the content per se. Exemplary models for teaching mathe-
matics are described in the appendixes. The content for this
stage is summarized in Appendix B.

In stage three the student enters the Laboratory System,
to demonstrate competence in all the significant elements of
the teaching act. The Laboratory is the heart of the program
model. In the Laboratory the student, about to become an
Instructional Manager, has opportunities to practice each of
the significant-.behaviors that are essential for effective
instructional management. The Laboratory phase provides for
the following:

1. Systematic analysis of the range of behaviors and
identification of tasks

2. Definition of tasks in behavioral terms and an
ordering of tasks according to their complexity

3. The design of instructional systems to produce the
teacher behaviors identified in each task. The
following elements comprise the instructional systemst

a. Provisions for communicating desired behavior to
student, identifying the student's entry behavior,
separating the task into component activities
leading to criterion behavior, selecting media
to implement activities, assessing procedure for
each activity, providing alternative activities
of different levels of behaviors at each assess-
ment point, and providing opportunity to demonstrate
the criterion behavior. (Refer to Appendix C for
diagram.)

b. In addition, students should demonstrate capa-
bilities for judging the appropriateness of the
learning they specify for pupils by considering
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its relation to current authoritative descriptions
of the content field, probability of pupils success
and "pupil-fit" and the taxonomic level of learning
expected. Evaluation of the student's ability to
implement objectives includes all four of these
considerations.

Stage four constitutes the final phase of the instructional
program. In this Practicum Phase, the practicing Instructional
Manager synthesizes those behaviors he learned as individual
tasks in the Laboratory into a continuous teaching pattern. He
continues to build on the competencies increasing his ability
to rationalize particular teaching acts. Here he justifies his
choices of objectives, appropriateness for content, specific
learner outcomes, and characteristics of the learners.

The Practicum is designed to accommodate the typical
Instructional Manager for two to three years. It encompasses
what is traditionally thought of as student teaching, orienta-
tion to teaching, and beginning teaching. It provides a con-
tinuous growth program. Thepurpose of the Practicum is to
produce that person who is effective and efficient at eliciting
changes in pupil behavior, who has a rational basis for deciding
on the appropriateness of these changes in behavior, who is
committed to choosing significant goals for different kinds of
individuals, who is capable of adapting and developing a unique
personal teaching style, and who has demonstrated he is able to
assess his own performance realistically and can design his own
continuous program of self-improvement.

The Practicum also requires performance to criterion before
the student is recognized or made a certified career teacher.
Time and credit hours have no bearing on progress. If schools
would permit, it is possible for the Instructional Manager to
reamin in the Practicum indefinitely.

There are no specific, independent learning experiences
within the Co: Wield instructional program model designed to
bring about personalization of the competencies. However,
personalisation is a major part of any instructional system and
takes whatever form is required. Two steps are involved in the
personalization process: (1) developing an initial understanding
of one's self, one's value structure, and one's orientation to
a teaching styles (2) synthesizing the professional competencies
into a unique and personally relevant teaching style.

The noninstructional competencies (Role II responsibilities)
are given attention on all of the last three stages of the program
model. Tasks that include conferencing with parents, working with
peers, establishing school policy, and administrative tasks are
developed in the Practicum. What is important here is that ComPield
gives attention to these tasks in a systematic way providing for
parallel development with the instructional tasks (Role I respon-
sibilities).
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The program model is philosophically consistent as
demonstrated by its commitment to the individual and enhance-
ment of individual differences. Throughout the program, pro-
visions are made for indivieually prescribed activities,
individual contact with staff, self-selection, self-appraisal,
and different learning activities. It is also consistent in its
systematic analysis of teaching, definition of tasks, and systems
approach to educating teachers. Similar consistency can be
demonstrated in the use of behavioral objectives. They are used
as a basis for the design of the model as well as in describing
the competencies to be developed and the criteria used in assess-
ment of the ability to demonstrate these competencies.

OUTCOMES

The product in this model is the effective Instructional
Manager who elicits appropriate changes in the behavior of
learners. In general terms, the ultimate criteria for effective
instructional management is that pupils demonstrate appropriate
changes in behavior.

From the literature on research on teaching, a detailed
task analysis was conducted resulting in the identification
of seven components of teacher behavior that elicit appropriate
changes is pupil behavior. The effective Instructional Manager
defines objectives, adjusts objectives for classes of individuals,
selects instructional strategies, organizes the learning environ-
ment, interacts with learners at, that they achieve the objectives,
evaluates changes in behavior, and decides on the next appropriate
instructional step.

A second level analysis of the above components resulted
in the defining of tasks that comprise the learning systems in
the urogram. A systematic approach to learning these tasks
constitutes the program of instruction. These components also
serve as the criteria for evaluating the teaching of these tasks.
Because the program is behaviorally oriented, these components
are defined as significant blocks of behaviors, which, when
performed by the student, represent a significant advance in
the body of competencies needed by the effective Instructional
Panager.

In addition to being able to cause and recognize behavioral
change as evidence of learning, the effective Instructional
Manage: must be able to assess the value of these changes on
a rational basis, provide for differentiated goals, and continually
redesign his teaching style based on the assessments he has made
of its effectiveness for changing pupil behavior.
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The model developers conceive this total process of
determining objectives, criteria and learning systems for
teacher education as a system. In other words, the instruc-
tional program is a systems design that allows for a systematic
approach to mastering the teaching competencies. In this
system, the student continually re-examines the judgments he
makes as he defines objectives and criteria. This provides feed-
back for determination of alternative procedures. In this way
the student in the system is not only a product of the system
but also an analyzer of the system.

INSTRUCTIONAL TECHNIQUES AND PROCESSES

The instructional program that develops the product
described above consists of a chain of activities systematically
arranged so that the individual student will be successful in
demonstrating appropriate behaviors.

The strategies for moving students through a series of tasks
must be consistent with the broad goal of the model-eliciting
appropriate changes in pupil behavior. The test of..the strategy
for educating the studeLt of teaching is that the student will
demonstrate to criterion level the behaviors that were identi-
fied as evidence of being an effective Instructional Manager.
The means of enabling students to demonstrate behaviors in this
model is a series of learning systems consisting of the following
five elements:

1. Statement and explanation of desired behavior

2. A procedure for assessing entry level in relation
to desired behavior

3. Alternative sequences of learning activities in
which each learner either successively completes
behaviors, demonstrates an advance level of entry
and bypasses essential steps, or deronstrates
deficiency and meets prerequisite to essential
ateps (recycling)

4. A criterion task in which the learner demonstrates
the behavioral objective in terms of generalized
performance

5. A second criterion task in which the learner demon-
strates behavior in terms of situation-specific
performance standard

For a schematic representation of the instructional sequence,
turn to Appendix C.
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"The systems approach makes use of all instructional
strategies that have value in bringing about a given learning
optcome. Special lectures, small group discussions, reading,
observation of films or real life settings, laboratory simu-
lations, and microtoaching experiences are as acceptable to an
instructional systems design approach as they are to current
educational practice. So long as they are organized around the
development of explicit performance outcomes that relate to
explicit tasks that the prospective teacher must perform. A
major Strength of the instructional systems approach is that
each system has built into it provision for review, revision,
and modification, and thereby correction, if performance from
it is below ,he minimum acceptable level."

A limited number of competencies or behaviors have been
described by the model. Some of these are negotiable and some
are not A student may not have any option on the competency
that he is to demonstrate during the instructional process but
he may negotiate with his faculty counselor on the method by
which he will demonstrate this competency, the situation-specific
conditions under which he will demonstrate it, and the criteria
on which he will be )edged effective in demonstrating the com-
petency. These negotiable factors must be afreed upon by both
the staff member and the student. However, the negotiable com-
petencies must be within the limits defined in the specifications
of the program. The criteria for judging effectiveness must be
a reflection of behaviors specified as indicators of mastery of
the competencies proposed in the model. The universe of possi-
bilities in each case gives a great deal of flexibility to the
instructional process. One point of concern is that the pupils
may be able to show behavioral change but the student might still
be ineffective. This possibility suggests the need for a more
sensitive means of evaluation. The model developers express
confidence that the measurement problem can be solved in time.
In the negotiations between the student and a faculty member the
indicators of proficiency must be carefully worked out. The
model provides for an arbitration board where agreement cannot be
reached.

The instructional process for the Laboratory Phase can be
described by three steps:

1. The student selects some information or specific skill
which will be a new behavior on the part of his pupils.
The student receives an explanation of the task. This
includes a description of the behavior that is to be
demonstrated and a model presented by some mediated means
(audio- or video-tape) of a teacher successfully demon-
strating the behavior defined in the task. If the task
is not clear or he is not sure of the reasons for the
task or its value to him, the student may confer with a
staff member or move into a subsystem for outside
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counseling. If he feels he knows the task then he
can proceed to write his plan for the activity in
which he will perform the task.

2. The student plans activities which presumably will
lead zo demonstration of the new behavior. The plan
includes a behavioral objective which will serve as a
criterion for evaluating performance. The means for
evaluating and the level of performance will depend
on the student and his progress. The behavioral
objective may be evaluated by other students. Alter-
native strategies are made available by the staff at
this point. The student might go to a subsystem and
rewrite his plan. In addition to a behavioral ob-
jective, strategies and alternative procedures are
described. The plan is evaluated by the staff.

3. The student demonstrates his instructional plan with
real pupils, obtains real responses, and assesses the
results of the performance. When the instructional
plan is deemed appropriate, the student requests a
small group of pupils. In a microteaching situation
he demonstrates the plan with these purils. The
criterion behavior of the task, as described by the
student's behavioral objective, serves as a means of
assessing his success at changing pupil behavior
within the context of the described task. Five- minute
video-taped recording of the student demonstrating the
task serves as the basis for evaluation. At this
point a new set of alternatives is offered or the
student may go on to the next system or set of activities.

Recall that in the Laboratory Phase the student demonstrates
his ability to perform certain elements of teaching as isolated
tacks dealing with a very specific behavior to be demonstrated
W.th a small group of pupils. Recall also that the Practicum
is a continuation of that Laboratory Phase where these elements
of teaching are performed in larger blocks, in a classroom set-
ting and with a whole class of pupils. Therefore, evidence of
his competence for performing these elements of teaching in the
Practicum Phase is determined by his ability to synthesize the
individual tasks performed in the Laboratory into the entire
teaching act. In the Practicum the Instructional Manager is to
increase capacity to judge the appropriateness of pupil responses.
He is Also responsible for increasing his repertoire of skill
in self-direction and self-appraisal procedures. Where the
ComField staff member served to counsel the student before, the
supervisor, a classroom teacher, serves in this capacity. The
supervisor and Instructional Manager together assess performance
and plan ways to adapt to that assessment. The appraisal is
based upon the behavioral objectives which defined the instruc-
tional systems in the Laboratory Phase.
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Because of new kinds of contacts with Cifferent individuals,
his colleagues and other adults, concern for professional relation-
ships is given to this part of the program. Assessment also
includes judgment of student's commitments to certain goals.

In the Practicum Phase the program model provides for
continual evaluation of competency development toward criterion
behaviors. This is facilitated by counseling with his supervisor,
examining additional models of teaching behavior, assessing his
own behavior recorded on audio- or video-tape, and planning for
alternative routes for competency development.

ROLE OF THE TEACHER EDUCATOR

A ComField based program is designed to free the college
instructional staff from the traditional role of information
giver to direct its energies to new focus in the curriculum
including assessment, diagnosis, and prescription functions
that become so critical with individualized instruction. This
will require new ways of obtaining and using information about
individuals.

The teacher educator will be required to enter a variety of
roles and relationships and be responsible for anumber of functions.
Staff members in a ComField based program will stay with a few
students (perhaps fifteen), counseling them, providing learning
activities for different instructional systems, facilitating
decisions, and negotiating on task development. As a counseling
staff member, the teacher educator will need to facilitate variety
in the student's program and movement from cne task to another and
from one phase to another. New kinds of rolts in interpersonal
relationships will need to be developed.

Because explanations and information are needed at almost
any time by a number of individuals for different purposes, the
professor rarely talks or demonstrates to a large group of stu-
dents. The system requires that frequent evaluation and feedback
be given to the students. Because of the individuality of their
programs, this must be done with students on one-to-one basis.
Facilitating the adaptiveness of any individual instructional
program will be a necessary responsibility. This will require
some ability to develop and utilize the computer-based retrieval
system.

The educator will have to assume the role of selector-
producer. He will have heavy responsibility, particularly in
developmental stages, for the selection and utilization of
assessment instruments, tools, and materials. He will select
and design models for teaching behaviors used in thy instruc-
tional program. He must also be able to make provisions for
alternative routes or tasks, simulated materials, and instruments
for determining effectiveness of teaching performance.
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New skills will be demanded of both instructional and
support staff. The instructional staff will be linked closely
to management in setting program policy and developing instruc-
tional systems. Greater involvement and contact with the public
schools will be necessary to facilitate the activities of the
Laboratory and Practicum Phases of the program.

EVALUATION TECHNIQUES

The model provides for two approaches to evaluation. At
the instructional level it is determined if the student performs
to criterion level for each specified task. Later in the Prac-
ticum Phase, the problem is to assess what level of performance
has been attained by the practicing Instructional Manager. In
the Laboratory Phase the student will demonstrate a piece of
the behavior. In the Practicum Phase he will demonstrate the
whole behavior. Instruments for measurement of performance will
be different under these two situations. The Laboratory assess-
ment will be more detailed al-.d specific. Recall that the
instructional components are described in behavioral terms.
Therefore, demonstration of these teaching behaviors constitutes
successful performance. Because each behavior is unique in its
demands for performance, they cannot be appraised in the same
way. This requires different instruments for measuring the
degree of successful performance with each behavior.

In the learning system context, the appraisal is a "go or
no go" kind of subjective judgment because of its performance
base. The decision must inclu 'ie the learner, a staff member,
and may include other sttdents. Frequent and continuous eval-
uation is crucial with provisions made for recycling into new
or supportive activities, alternative routes to mastery of a
task, or repeating the same tasks.

Evaluation of the Instructional Manager in the Practicum
Phase is based on growth in his mastery of the competencies,
in his role as a professional educator and member of the com-
munity, and in his ability to make judgments about the appropri-
ateness of learners' responses. He must also demonstrate a
commitment to the goals of the ComPield model. Arriving at
decisions regarding competence at thc Practicum level includes
several people. By the nature of its intended outcome, this
includes the practicing Instructional Manager. Because of the
emphasis on developing a product who is self-appraising a great
deal of stress is placed on self-evaluation in the Practicum
Phase. An example of an appraisal instrument is described in
the Phase I appendixes. This two-part rating scale is designed
to assess both the technical competence and valuing behavior
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of the Instructional Manager as a changer of behavior. Part
two of the instrument deals with the effectiveness of the pans
and performance of the Instructional Manager for a particular
set of objectives.

The model is consistently performance-oriented. Therefore,
assessment is based upon performance to specified criteria.
Nevertheless, it is subjective. Measuring devices remain to
be developed.

RESPONSES TO SOCIETAL AND PROFESSIONAL NEEDS.

The developers of the ComField model present two predictions
for the nature and purpose of education in the 1970's and beyond.
Serving as important bases to the design of the model, they are:

1. A functional science and technology will evo:%,e,
bringing with it a markedly different educational
program. Two changes are anticipated:

a. Widespread use of pupil-materials instruction.

b. The application of systems technology in the
design of instructional experiences. Out of
both will grow the application of "instruc-
tional systems" to the education of children.

2. Three major classes of educational specialists
are anticipated to accommodate the predicted outcomes.

a. Instructional analyst to identify classes of
pupil behaviors and instructional conditions

b. Instructional designer to develop instruc-
tional systems to bring about outcomes

c. Instructional manager to create and maintain
the instructional environment that brings
about learning

The commitment to the demonstration of requisite teacher
behaviors in a classroom context has far-reaching implications
for the structure and organisation of teacher education programs.
Preparation becomes more relevant as greater time is spent in
schools. Greater involvement of schools for the responsibility
and planning of the program facilitates relevancy of the pre-
paration.



133

Many of the crucial issues in the form of professional
or societal needs are considered in a variety of ways in the
ComField Mo4el. Some are dealt with very directly while
others are considered in a very indirect uay. Individualization
of instruction is very much a part of the ComField Model as is
the utilization of technology. Although there appear to be no
specifications as to how the Instructional Managers will employ
technological facilities once they are on their own, provisions
for in-service education are a part of the ComField program
model. Provisions are made for training of supervisors to
assume roles in the direction of teacher education in the public
schools. The adaptibility feature of the program model to
situations - specific allows it to be used in situations where
teachers are being prepared to work with the disadvantaged and
still keep all its desirable features. From time to time
throughout the model consideration is given to preparation of
Instructional Managers who will work with children of different
.age levels including early childhood. Although the program
does not address itself specifically to the training of para-
professionals, its ade.ptibility feature should permit this
possibility.

The material contained in Appendix 0 of the Phase I
description under the title of "The Human Relations School"
seems to serve as input for the program model. This document
addresses itself to both the crucial issues of professional
needs and societal needs as well as needs related to school
organization and elementary school curriculum.

In general, the model seems to do a very adequate job
of considering many of the professional as well as societal
needs.

UNIQUE CONTRIBUTIONS

Features of the model that are unique includes

1. Replacement of formal courses with a series of
competency- based tasks

2. Provisions for personalization of those competencies
into unique teaching styles for different individuals

3. A field experience based program necessitating
demonstration of competencies both in a laboratory
situation and real life situation

4. Early identification with children and schools in
a learning context

5. The use of overt behaviors as acceptable evidence
Of given teaching competencies
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6. A systematic analysis of teaching tasks and development
of teaching competencies needed by teachers to bring
about change in pupil behavior

7. Students placed in a position of decision-maker about
teaching and learning early in their experiences

8. Students placed in a position of making a greater number
of choices about their own learning

9. An adaptive mechanism to insure continuous modification
of the program in light of cost, effectiveness, and
appropriateness

10. A computer-based information management system used
to effectively meet frequent and diverse demands for
information

11. Extension of preparation into initial teaching through
the first few years in a school

12. Provisions for determination of entry behaviors of
students in the program to provide for individualization
of development

13. Preparation of Instructional Managers capable of bringing
about learning by changing pupil behavior

14. Preparation of a teacher who is more capable of assess-
ing his own performance and designing his own plan for
adapting and improving his competence; that is, one who
is capable of applying a systems approach to teaching
and learning

15. Greater responsibility and representations of schools
in the planning and maintaining of a program of teacher
preparation

16. Prolonged and more personalized contact between faculty
and students

MODEL REVISION

A ComField based program will he kept current through the
adaptive-corrective mechanism built into the program model. The
major feature of this mechanism is that it is a means for deal-
ing with emerging problems and changs,ag needs. "One of the
factors that is critical to the success of such a design is the
capability for determining how effectively its purposes are being
achieved. The means for making such judgments depends upon a
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comprehensive system of evaluation; one that will provide data
on the nature of outcomes and on the operations that were
designed to elicit those outcomes." The desirable feature of
the adaptive-corrective mechanism is that it is a means for
making these evaluations or feeding the available data back
into the system when the changes are made at some later time.
The immediacy of the mechanism is what gives it its power as
a means of keeping the program current.

The following diagram is a schematic representation of
the adaptive-corrective nature of the management system in
ComField taken from the Phase I description.

Action 11

Corrective, < ----1Evaluation1

[Action 21

- -

i Evaluation

Bypass

"The evaluation functions involves the gathering of data
to satisfy questions of how effective and appropriate the out-
puts of ComField are as well as the impact that they make." As
used here, effectiveness is concerned with determining how well
ComField accomplishes the purposes for which it was created.
Appropriateness is concerned with determing whether the objec-
tives of ComField are valid, that is, whether they are serving
the needs for which they were established and impact is con-
cerned with estimating the effects of ComField on the larger
environment in which it exists.

This same mechanism that operates on the program as a
whole operates within the instructional program for the indi-
vidual student. Adaptive strategies are used to determine the
ability of the student to diagnose learner difficulties and
potential, to make prescriptions based on valid diagnosis, and
to implement or carry out these prescriptions.

At critical points of decision making or planning during
all three phases of the program, alternative strategies are pro-
posed. The alternatives proposed must be closely connected with
careful and valid diagnosis of the individual and his progress.
The systems design of the program provides for recycling or
looping out of the main channel of learning activities to deal
with specified alternatives that may facilitate developing
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competence with the learning activities that constitute an
individual instructional program. Therefore, the alternatives
must be specific to the individual. The basic premise is that
if one is aware of his tendency toward accepting certain data
and rejecting other data, he has a better chance of controlling
his behavior and his perceptions.

The power of the adaptive mechanism is the growing aware-
ness of self. The student, as a result of diagnosis and con-
sideration given to alternative routes, begins to make decisions
about his own abilities and thekind of role he will serve as
teacher or whether teaching is even for him. For example, as
increasing amount of knowledge becomes available, certain kinds
of decisions toward working with certain age levels or teaching
roles may begin to be made. A detailed description of the
general adaptive strategies is outlined in Appendix C of the
Phase I description. "The demand for continuous program evalu-
ation, feedback information, and adaptation requires that both
an evaluation and unprecedented adaptive function be built into
the program if it is to operate as planned. Decision-making
at all levels in the model is dependent on the feedback and
the adaptive mechanism of the model. The systems design princi-
ple of corrective feedback is applied with each part of the
model as well as the model as -.a whole." Four kinds of feedback
are provided:

1. Appropriateness of pupil outcomes (the ultimate
objectives) used as guides for competencies

2. Effectiveness of instructional system for competencies
(effectiveness of teacher education program)

3. Impact on schools and the social system

4. Cost/benefit and cost/effectiveness data, which also
provide feedback for decisions about program operation
and priorities

By the very nature of the context in which it was designed
(the ComField Consortium with 26 institutions that differ
greatly in the nature of their commitments), the ComField model
provides for extensive adaptability. A concerted effort was
made to provide a basic framework that would permit the flexi-
bility of adapting the components of the model to each of the
situations-specific contexts of a particular institutions and
its coalition schools. This is to permit ComField based programs
that may differ greatly to still operate within the guidelines
of the model.

In additLon to the above mentioned features, the continued
working relationship between the university and elementary schools
will require continued adaptation and revision.
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RELATION TO GENERAL EDUCATION

The three phases of the program model, Foundations,
Laboratory, and Practicum, constitute the professional education
in a ComField-based program. Entrance into the professional
level requires identification of Entry Behaviors. These Entry
Behaviors constitute a starting point for each individual, and
therefore may be different for each individual. The behaviors
are defined as "those abilities to recall facts, use this inform-
ation, or demonstrate basic skills, each of which is absolutely
essential for success in the first instructional systems which
form the professional ComField program." The nature of the
behaviors demonstrated by any given student and the level of
competence for each behavior depends on his educational exper-
iences prior to their determination. To demonstrate these be-
haviors requires drawing heavily on the individual's prior
educational experience. Initially, the behaviors demonstrated
and level of mastery of these behaviors serve as a guide for the
instructional program for a student during the initial or
Foundations Phase of the professional level. Therefore, the
individuality of instructional programs begins with this first
step in the program. Because the behaviors and level of mastery
will be different for each individual, the instructional program
during the Foundations Phase must also be different. The
developers of the program model hope that eventually the Entry
Behaviors would serve as criteria for the selection of educational
experiences or courses that the student would take during his
general education or liberal arts educational program prior to
entry into the professional level.

The professional program, consisting of the three phases of
the ComField-based program, will constitute one-third to two-
fifths of the total baccalaureate prow:am. "The remainder of
the baccalaureate program will allow for a broad liberal educa-
tion in which the candidate meets all of the requirements deemed
necessary of the liberally educated person by a particular
college, together with the requirements for an academic major
or an interdisciplinary major."

The systems design of the professional level program under
the ComField model provides for looping out of the main channel
of learning activities to develop facilitating or basic needs
to deal with any of the main stream learning activities. It is
very likely that the student would go to the general education
part of his program to acquire these needs. This feature is
possible because the student will continue with the liberal arts
courses or general education program simultaneously with the
professional education program. This looping out feature also
allows him to option out of the professional program and pursue
another program of preparation that may be a part of his general
education course of study.
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The power of this relationship between the professional
education block and the general education block of a student's
program would appear to permit a great deal more relevancy to
the competencies the student is seeking to master. It would
also appear to give more relevancy to the content he teaches
while demonstrating these competencies. Recall that the
instructional procedure calls for the student to define be-
havioral objectives and plan a learning experience that will
permit demonstration of these behaviors by students. To do so
will require some knowledge of the subject matter dealt with in
this learning experience. In addition, it requires a knowledge
of the nature of the learners involved. The student can gain
this needed-knowledge from the general education component of
hi6 program. Therefore, the liberal arts or general education
component is functional for the ComField-based program.

It is not difficult to see how this same procedure would
i.)e extended to the development of the noninstructional or
facilitating competencies being mastered in conjunction with
the instructional competencies. The student may loop out of
the learning system to obtain certain needs, knowledge, or
counseling related to these competencies in the same way he
would forLthe instructional competencies.

'PL ASISILITY

Implementation of a ComField-based program under any existing
conditions would encounter several obstacles. Some of the most
desirable features of this model would present major problems of
implementation. However, one cannot deny that the outstanding
features of this model are directed to the heart of the crucial
problems of existing programs of teacher education.

On the other hand, implementation of these aspects of the
program model compounds the existing problems of adequate staffing,
facilities, methods of dealing with large enrollments, and monies
available for operating effective programs.

Some of the major problems of implementation would be:

1. Securing and/or training faculty members. Convincing
large numbers of college educators of the need for
extensive retraining and allowing time for such training
seems an insurmountable task. Securing funds to attract
suitably trained instructional staff to institute the
ComField model seems equally difficult.
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2. Accommodating large numbers of students presently
enrolled in programs of preparation. This is com-
pounded by the low faculty-student ratio suggested
in the model. It also increases the demand for
additional staffing and facilities. However, alter-
natives such as implementing the program with smaller
numbers initially, moduling or conducting several Com-
Field-based programs simultaneously for different
situation-specific contexts might be worthy of consider-
ation.

3. Making numbers of children available on demand. The
problem of transporting children to and from laboratory
facilities alone is overwhelming. This, too, is com-
pounded by the large numbers of students in the program.

4. Availability of a sufficient number of quality schools
and qualified or potentially qualified school personnel.
Time, travel, numbers, and commitment to such a program
add to the complexity of this problem. The necessity
of prolonged involvement (2-3 years) in a school for the
Practicum phase, coupled with the numbers that must he
dealt with, presents a major problem of logistics.

5. Lead time and effort necessary to establish functional
relationships with school personnel, other faculties,
skilled staff, and state departments. Similar time and
effort to prepare staff, test instructional procedures,
and establish computer-based information management
systems seems beyond the range of immediate possibility.
The large institution may, in some cases, be able to
economize because of the availability of established
systems.

6. Securing adequate facilities and materials. Time, effort,
and money to provide space, audio-visual materials and
apparatus, printed materials and managerial systems can
only add to the problem of overtaxed facilities and gross
lack of materials and money in existing programs.

Obviously, these considerations are very negative. Some
alternative considerations are as follows:

1. Early exposure to the teaching act and continual decision
making, coupled with mechanisms for identifying potentially
effective Instructional Managers may help to eliminate some
of the problem of large numbers. It is very possible that
the use of these procedures may cause some students to
self-select themselves out of the program earlier than
they would ordinarily or before they have so much invested
in the program. It is also possible that a smaller number
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might be encouraged to pursue other fields of endeavor
on the basis of data determining their pot,qtial or
lack of potential for effectiveness in the classroom.

2. Ls suggested by the model developers, the plan of the
model frees the instructional staff from many of the
traditional demands:_thus energies could be directed to
new focus within the curriculum, and in part to the
assessment, diagnosis, and prescription function that
becomes so critical with individualized instruction.
In other words, these energies may be directed to
activities other than those of instruction.

3. If implementation of a ComField model can ae successful
within the context of its design (the ComField Consortium
with 26 colleges and universities, their coalition schools,
five state departments of education, and two research
centers), then possibly it has strong implications for a
single large institution.

Considerations proposed by the model developers that help
offset the apparent demand for new resources include the following:

1. A major responsiblity for instruction in the Practicum
phase of the program will be assumed by participating
early childhood and elementary programs. In other words,
supervisors and elementary school classroom teachers in
participating schools will assume the major role in
teacher education at this stage, releasing staff to
focus on other aspects of the program.

2. Once a pool of effective instructional systems has been
developed, research and development costs will go down.
This, of course, does not deny the heavy investment needed
in research and development activities to launch or main-
tain a ComField-based program. Neither does it deny the
need to prepare participating school personnel to assume
a functional role within the program but it does suggest
that there are alternatives that are not apparent on
first reading that serve to lessen the resources needed.

RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

Because the model does not address itself specifically to
certain recommended standards, assessment of its relationship
to these standards is difficult. Although the model provides
some parameters for new faculty roles, it does not provide
specifications for responsibilities. Therefore, those NCATE
standards to which the model does not address itself specifically
or does so in a very limited way include the following:
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a. "Conditions essential to the effective performance
by the teacher education faculty." The developers
of ComField propose that faculty time and energies
will be used in a more economical way but they do
not go beyond this point to specify conditions for
faculty services as suggested in the NCATE standards.

b. "Part-time faculty meet the requirements for
appointment to the full-time faculty and are
employed only when they can make special con-
tributions to the teacher education programs."
Because of the heavy demands of faculty time

. and skill when a ComField-based program is
.implemented, this standard may be difficult to
meet. The model developers do not address them-
selves specifically to the need for part-time
faculty but the demands of support staff and the
implementation of the Practicum phase will demand
individuals who can serve in this capacity.

c. The model does not address itself to the recom-
mended standard on library facilities to support
instruction, research, and services pertinent to
the program. However, it would seem that such
facilities would be of necessity upon implementa-
tion of the program model.

Those standards to which a highly significant relationship
can be observed include the following:

a. "The professional studies component of each curriculum
includes the systematic study of teaching and learning
theory with appropriate laboratory and clinical exper-
ience." The specifications and nature of the Laboratory
phase of the program model match this recommended
standard very closely. However, the emphasis on
behavioral objectives may limit breadth in the study
of learning theory.

b. "The professional studies component of each curriculum
for prospective teachers includes the study of the
content to be taught to pupils, and the supplementary
knowledge, from the subject matter of the teaching
specialty and from allied fields, that is needed by
the teacher for perspective and flexibility in teaching."
The specifications for and the nature of the Foundations
phase of the program model are closely in line with this
standard.
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c. "The professional studies component of each curriculum
for prospective teachers includes direct substantial
participation in teaching over an extended period of
time under the supervision of qualified personnel from
the institution and the cooperating school." The
Practicum phase of the program model matches this
standard very closely.

d. "A well-defined plan for counseling and advising
students in teacher education." Although the specifics
for counseling are not contained within the model
description, the guidelines for such a plan are defined.
In addition, the continuing relationship of a faculty
member with a limited number of students, as prescribed
by the model, facilitates such a plan.

e. Two of the standards--"a well-defined plan for evaluating
the teachers it prepares" and "evaluation results used
in the study, development, and improvement of the
teacher education program"--are very much a part of the
ComField model. The adaptive-corrective mechanism of
the model is designed to serve this purpose.

Some additional relationships can be observed with other
standards. The ComField model provides for the minium of one-
third time available for general studies by making provisions
for continued study in the general studies area beyond the
underclass level. However, the model does not "provide speci-
fications for the general studies phase." The general studies
would not be considered a component of the program model yet
it has a very functional relationship to the professional pro-
gram described in the model. The Entry Behaviors would give
some guidelines to the selection of educational experiences in
the general studies but only in a very indirect way.

"Applies specific criteria for admission to teacher educa-
tion programs; these criteria require the use of both objective
and subjective data." The Entry Be:laviors determined upon
entrance into the program model serve this purpose as well as
criteria for determining and directing the individual student's
instructional program, particularly in the Foundations phase.

"Members of the teacher education faculty have continuing
association and involvement with elementary schools." This kind
of involvement is very much a part of a ComField-based program.
However, the nature of this relationship is not described in any
detail. The intent is that the public school people will assume
a major role in the education of prospective teachers during the
Practicum phase of the program. In that the developers see
provisions for training of supervisors as a part of implementation
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of the program, and that provisions for children to be used in

the La:Joratory phase be arranged, the working relationship
between the public school personnel and the college faculty
may be limited. It appears that the program developers would
envision changing the elementary school, school personnel, and
their competencies by an indirect route; i.e., preparation of

more competent personnel to assume instructional roles in the
public school.
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APPENDIX A

(taken from the Phase I proposal)

The Conceptual Framework Underlying the Model

Ten propositions provided the base from which the model
was developed. These were:

1. That the objectives of a teacher education program
should be specified in terms of the competencies
needed by teachers to bring about the outcomes desired
in pupils

2. That overt behavior acceptable as evidence of given
teaching competencies should be specified

3. That systems design principles should be used in the
development of instructional experiences to bring
about the mastery of teaching competencies

4. That there should be evidence that professional
competencies are integrated into a unique and personal
"teaching style," and that a student should be able to
be provided a rationale for the application of that
style in any given situation

5. That the desired teaching competencies should be
demonstrated under laboratory conditions prior to the
assumption of supervised responsibility for the learning
of children in the schools, and that they should be
demonstrated to criterion under classroom conditions
prior to assuming full responsibility

6. That the instructional experiences that lead to both
the development and personalization of competencies
should be individualized with respect to point of entry
into the curriculum, pacing, sequencing, information
processing preferences, etc.

7. That cost/benefit data should be provided on all aspects
of such a program

8. That an adaptive mechanism should be developed to insure
the continuous modification of such a program in light of
evidence as to its cost, effectiveness, and appropriateness

9. That a computer-based information management system should
be used so as to effectively meet the frequent and diverse
demands for information within such a program

10. That a model should be developed for the management or
execution of such a program that insures as far as
possible that it reach the objectives set for it



(
t
a
k
e
n
 
f
r
o
m
 
P
h
a
s
e
 
I
 
P
r
o
p
o
s
a
l
)

A
 
c
o
n
c
e
p
t
u
a
l
 
f
r
a
m
e
w
o
r
k
 
w
h
i
c
h
 
s
u
m
m
a
r
i
z
e
s
 
t
h
e
 
m
a
j
o
r
 
b
l
o
c
k
s
 
o
f
 
c
o
n
t
e
n
t
 
w
i
t
h
i
n
 
t
h
e

C
a
m
F
i
e
l
d
 
i
n
s
t
r
u
c
t
i
o
n
a
l
 
p
r
o
g
r
a
m
l

C
o
n
t
e
n
t
 
r
e
l
e
v
a
n
t

t
o
 
t
h
e
 
d
e
v
e
l
o
p
m
e
n
t

o
f
 
c
o
m
p
e
t
e
n
c
i
e
s

n
e
e
d
e
d
 
t
o
 
b
r
i
n
g

a
b
o
u
t
 
d
e
s
i
r
e
d
 
o
u
t
-

c
o
m
e
s
 
i
n
 
p
u
p
i
l
s

C
o
n
t
e
n
t
 
r
e
l
e
v
a
n
t
 
t
o

t
h
e
 
d
e
v
e
l
o
p
m
e
n
t
 
o
f

i
n
t
e
r
p
e
r
s
o
n
a
l
 
o
r

e
n
h
a
n
c
i
n
g
 
c
o
m
p
e
t
e
n
c
i
e
s

C
o
n
t
e
n
t
 
r
e
l
e
v
a
n
t
 
t
o

t
h
e
 
d
e
v
e
l
o
p
m
e
n
t
 
o
f

c
o
m
p
e
t
e
n
c
i
e
s
 
n
e
e
d
e
d

t
o
 
p
e
r
f
o
r
m
 
n
o
n
-

i
n
s
t
r
u
c
t
i
o
n
a
l
 
t
a
s
k
s

A
t
a
x
o
n
o
m
y

o
f

p
u
p
i
l

o
u
t
c
o
m
e
s

C
o
n
c
e
p
t
u
a
l
 
f
r
a
m
e
w
o
r
k
s

!

f
o
r
 
t
e
a
c
h
i
n
g
 
s
u
b
j
e
c
t

m
a
t
t
e
r
 
n
e
e
d
e
d
 
t
o
 
b
r
i
n
g

a
b
o
u
t
 
s
e
l
e
c
t
e
d
 
p
u
p
i
l

o
u
t
c
o
m
e
s

I
n
s
t
i
u
C
i
l
O
n
a
l
 
s
t
r
a
t
e
g
i
e
S
!

'
n
e
e
d
e
d
 
t
o
 
b
r
i
n
g
 
a
b
o
u
t

_
s
e
l
e
c
t
e
d
 
p
u
p
i
l
 
o
u
t
c
o
m
e
s

G
e
n
e
r
a
l

a
d
a
p
t
i
v
e

c
o
m
p
e
t
e
n
c
i
e
s

1

A
t
a
x
o
n
o
m
y

o
f

,
n
o
n
i
n
s
t
r
u
c
t
i
o
n
a
l

(
t
a
s
k
s
 
t
o
 
b
e
 
p
e
r
-

f
o
r
m
e
d
 
b
y
 
a
n

i
n
s
t
r
u
c
t
i
o
n
a
l

m
a
n
a
g
e
r

.4
1

1
C
h
a
r
a
c
t
e
r
i
s
t
i
c
s
 
o
f

1

p
u
p
i
l
s
 
w
h
i
c
h

i
n
t
e
r
a
c
t
 
w
i
t
h
 
c
o
n
-

t
e
n
t

a
n
d
 
s
t
r
a
t
e
g
y

t
o
 
e
f
f
e
c
t
 
o
u
t
c
o
m
e
s

_

I
n
t
e
r
p
e
r
s
o
n
a
l

c
o
m
p
e
t
e
n
c
i
e
s

A
b
i
l
i
t
y
 
t
o
 
w
o
r
k
 
a
s
 
a

t
e
a
m
 
m
e
m
b
e
r
 
i
n
 
r
e
s
e
a
r
c
h

a
n
d
 
e
v
a
l
u
a
t
i
o
n
,
 
i
n
s
t
r
u
c
-

t
i
o
n
a
l
 
s
y
s
t
e
:
4
s
 
d
e
v
e
l
o
p
-

m
e
n
t
,
 
a
n
d
 
t
h
e
 
s
u
p
e
r
v
i
-

s
i
o
n
 
o
f
 
a
s
s
i
s
t
a
n
t
s
;

a
b
i
l
i
t
y
 
t
o
 
u
t
i
l
i
z
e

c
o
m
p
u
t
e
r
s
 
a
n
d
 
e
l
e
c
t
r
o
n
i
c

m
e
d
i
a
 
i
n
 
i
n
s
t
r
u
c
t
i
o
n

A
b
i
l
i
t
y
 
t
o
 
c
o
n
f
e
r
-

e
n
c
e
 
w
i
t
h
 
p
a
r
e
n
t
s
,

w
o
r
k
 
w
i
t
h
 
p
a
r
e
n
t
s
.

w
o
r
k
 
w
i
t
h
 
p
e
e
r
s
,

e
s
t
a
b
l
i
s
h
 
s
c
h
o
o
l

p
o
l
i
c
y
,
 
p
u
r
s
u
e
 
a
d
-

m
i
n
i
s
t
r
a
t
i
v
e
 
t
a
s
k
s

s
u
c
h
 
a
s
 
m
a
i
n
t
e
n
-

a
n
c
e
 
o
f
 
r
e
c
o
r
d
s
,

e
t
c
.

1
A
l
l
 
b
l
o
c
k
s
 
o
f
 
c
o
n
t
e
n
t
 
c
a
n
 
b
e
 
a
d
a
p
t
e
d
 
e
q
u
a
l
l
y
 
w
e
l
l
 
t
o
 
t
h
e
 
p
r
e
p
a
r
a
t
i
o
n
 
o
f
 
I
.
M
.
'
s

a
t
 
t
h
e
 
p
r
e
s
c
h
o
o
l
,
 
p
r
i
m
a
r
y
 
o
r
 
e
l
e
m
e
n
t
a
r
y
 
l
e
v
e
l
s
.

C
o
n
t
e
n
t

r
e
l
e
v
a
n
t
 
t
o

t
h
e
 
p
e
r
s
o
n
a
l
-

i
z
a
t
i
o
n
 
o
f

P
r
o
f
e
s
s
i
o
n
a
l

c
o
m
p
e
t
e
n
c
i
e
s

S
e
l
f

u
n
d
e
r
s
t
a
n
d
i
n
g
.

'
C
o
m
n
i
t
m
e
n
t
i

T
e
a
c
h
i
n
g

S
t
y
l
e



Option
out cfc-:
Program

APPENDIX C

(taken from Phase I Proposal)

Explore
Implications
for Self

Comitment

Style

1

'Subsystem(s) for
'acquiring pre-

;

Description W----
desired behavior

!requisites needed
Ifor entry into the
instructional system

Subsystem(s) to
'provide additional
practice

Correcti-,,

Xhoice

Assessment
of learner's
entry behavior

Learning
activity I

!

No Eva 1.

Replicate-/
!learning
lactivity I

-Yes

Learning
activity 2

(etc.) '- -

Terminal
crate: 1')n

measur

She process by which a student progresses through
an instructional systea that is designed to bring
about the mastery and personalization of professional
competencies.

Next
System
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THE OHIO CONSORTIUM PROGRAM MODEL

Analysis by Marlin. Languis

RATIONALE

The rationale of the program model reflects two broad
statements accepted by the model builders.

The first statement is a set of goals for elementary
schools prepared by the Committee on Quality Education of
the Pennsylvania State Board of Education. The statement
is printed below.

I. Each teacher should be prepared to employ teacher
behaviors which will help every child acquire the
greatest possible understanding of himself and an
appreciation of his worthiness as a member of society.

"Self-understanding should increase as the child
matures. That is, he should become increasingly
aware of his strengths and weaknesses, his values
and interests, and aspirations, so that the decisions
he makes about his educational occupational future
will be informed, reasonable, and rational. He
should be helped to know the strengths in himself
that he should exploit and the weaknesses that he
should try to overcome or that he must learn to
live with.

On the other hand, regardless of the level and
pattern of his particular talents, the school ex-
perience should be such that it will strengthen, not
damage, his self-esteem. The school should be oper-
ated in such a way that children at all levels of
talent can achieve a growing awareness of their
worth as persons in a society that claims to have an
equality of concern for all its members."

II. Each teacher should be prepared to employ teacher
behaviors which will help every child acquire under-
standing and appreciation of persons belong to social,
cultural, and ethnic groups different from his own.

"The school experience should be such that the child
viii learn to respect and achieve an easy interaction
with children who differ from him in physical charac-
teristics (e.g. skin color), speech, and degree of
intellectual competence."

149
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III. Each teacher should be prepared to employ teacher
behaviors which will help every child acquire to the
fullest extent possible for him mastery of the basic
skills i.n the use:of words and numbers.

"These basic skills fall into four broad categories:
(1) the ability to acquire ideas through reading and
listening, (2) the ability to communicate ideas through
writing and speaking, (3) the ability to handle mathe-
matical operations, and (4) the ability to reason
logically and to respect evidence. The level of per-
formance that can be reasonably expected in each of
these areas will vary from child to child. However,
since a civilized society depends crucially upon the
verbal and mathematical literacy of its members, it is
of profound importance that the level of expectation in
these matters for any child shall not be underestimated
or regarded as fixed and that every effort be made to
give him the mastery he needs to function effectively."

IV. Each teacher should be prepared to employ teacher
behaviors which will help every child acquire a positive
attitude toward school and toward the learning process.

"The school experience should be such that the child
finds the learning activities associated with it enjoyable
and rewarding to the point that he is motivated to do well
and to continue learning on his own initiative beyond the
requirements of formal education. Everything possible
should be done to ensure that the attitude of the teacher,
the atmosphere of the school, and its physical condition
shall contribute toward this end, so that the individual,
both as a child and later as an adult, will hold education
high among his values."

V. Each teacher should be prepared to employ teacher
behaviors which will help every child acquire the habits
and attitudes associated with responsible citizenship.

"Of first importance among such habits and attitudes are
(1) loyalty to the fundamental principles of a free
democratic society as expressed through a readiness to
defend its institutions, to bring rational criticism to
bear on their defects, and to work for changes leading
to their improvement; (2) effective participation in
group activities by assuming the role of a leader or a
follower as appropriate; (3) appreciation and acceptance
of the necessity for earning a living, (4) acceptance
of the basic ethical values that rake group living pos-
sible--values characterized by such terms as honesty,
fair dealing, and compassion for theless fortunate."
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VI. Each teacher should be prepared to employ teacher
behaviors which will help every child acquire good
health habits and an understanding of the conditions
necessary for the maintenance of physical and emotional
well-being.

"In his own interest as well as in the interest of
society at large, a child should know how to take care
of himself and how to keep himself physically fit. He
should know what the requirements are for physical and
mental health and what practices, harrtful to health,
should be avoided. Mere knowledge of these matters,
however, is not sufficient. In cases where the home
has been deficient in encouraging the child to practice
sound health habits, the school has an obligation to be
aware of the situation and to see that opportunity for
remedying the deficiency is provided."

VII. Each teacher should be prepared to employ teacher
behaviors which will help every child acquire opportunity
and encouragement to be creative in one or more fields of
endeavor.

"The notion of creativity has been variously defined. It
is being used here to encompass worthwhile activities that
a child initiates and pursues on hiw own-- activities having
an outcome that is perceived by the child himself and by
others as a contribution to some part of his world. Such
activities can be included in a wide variety of fields,
not only the sciences and the arts but also the organiza-
tion of human affairs and the development and exercise of
salable skills in the production of any of a host of prac-
tical things that enrich our way of living."

VIII. Each teacher should be prepared to employ teacher
behaviors which will help every child understand the
opportunities open to him for preparing himself for a
productive life and should enable him to take full
advantage of these opportunities.

"This goal implies that most children can profit from
some form of education beyond high school, whether it
be at a four-year college, a school of nursing, a com-
munity college, a technical institute, or the like.
The youngster should be aware of these opportunities
and seek out the particular kind of education best
suited to his talents and interests. The goal also
implies that the school will provide the child with
the kind of guidance that will enable him to do so.
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"Furthermore, the school should help him discover
the practically unlimited possibilities for continuing
self-development both in the world of work and in the
world of the mind so that he will be motivated to pursue
excellence in all the forms of human endeavor that are
appropriate for him."

IX. Each teacher should be prepared to employ teacher
behaviors which will help every child understand and
appreciate as much as he can of human achievement in
the natural sciences,the social sciences, the humanities,
and the arts.

"Insofar as possible, every child should gain from his
school experience an increasing openness to the life of
the mind and an increasing ability to find meaning for
his own life in the heritage of the past and in the in-
tellectual thrusts of the present age. He should achieve
some understanding of the transforming conceptions of
modern science. He should achieve increasing mastery over
the basic principles of social and psychological sciences.
He should develop a degree of sensitivity that enables
him to differentiate the worthy from the worthless in
the multifarious products of civilization as we know it --
books, motion pictures, radio, television, music, and the
visual and performing arts, architecture, industrial
design, and the like."

X. Each teacher should be prepared to employ teacher
behaviors which help every child to prepare for a world
of rapid change and unforseeable demands in which con-
tinuing education throughout his adult life should be a
normal expectation.

"The explosion in knowledge, the impact of science on
the economy, the almost unpredictable nature of the job
market for both the short term and the long term, the
increase in opportunitity for leisure-time activities- -
all these developments make it apparent that education,
if it is to fulfill the life-long needs of the individual
and the future needs of society, cannot stop at grade 12
or grade 14 or grade 16. Such continuing education may
take many forms: it may be self-education, it may be
formally organized retraining, it may be adult classes
of a recreational nature. Whatever the form, it must be
regarded as an essential of an individual's activity
through his adult life if he is to keep up to date as a
worker, as a citizen, and as a person."
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The second statement is a list of changing conditions and
directions in American schools. Don Davies articulated the list
in an address to members of the American Association of Colleges
of Teacher Education, School for Executives at the meeting of the
association in Ashland, Oregon on August 22, 1968. The list of
changing conditions is printed below.

1. Moving from a mass approach to an individual approach
in education.

2. Moving from an emphasis on memorizing to an emphasis on
learning how to think, how to learn, as well as an
emphasis on thenon-cognitive, non-intellectual components
of life.

3. Moving from a concept of a school isolated from the
community to a concept of a school that is in and of
the community.

4. Moving from a fear of technology to utilizing machinery
and technology for educational purposes.

5. Moving from a negative to a positive attitude toward
children who are different.

6. Moving from a provincial perspective of the world and
education to a multi-cultural perspective.

7. Moving from a system characterized by academic sno:`(+ry
to one which recognizes and nurtures a wide variety o:
talents and fields.

8. Moving from a system based on serving time to one which
emphasizes performance.

The rationale for the program model proceeds from the two
broad statements presented above. It is easily understood when
it is considered in three parts and a set of related assumptions.

First, the program model is based upon the pervasive concern
of the model builders thatnew programs qf teacher education must
accommodate the forces of change and th,1t existing plans of
teacher education are not adequate to train teachers for changing
conditions in American :schools. The model builders took the
position that existing plans were not to be considered as models
or limitations in the program model. As a result local or
national teacher education traditions are not maintained in the
program model. For example, the concept of teacher education for
the self-contained classroom and the graded school has been aban-
doned in favor of the multi-unit school and the team teaching
concept developed by the Wisconsin Research and Development Center
for Cognitive Learning.



Second, the model builders believe there are five major
forces of change in American schools, The forces of change,
called "contexts," in the program model are (1) instructional
organization, (2) educational technology, (3) contemporary
learning-teaching process, (4) societal factors, and (5) research.

Third, the model builders felt that a teacher education
program must be comprehensive in scope. Therefore, they decided
to include teacher education components for six target populations
of educational personnel who are actively involved in the educa-
tion, induction, and support of new teachers: (1) pre-service
pre-school and kindergarten teachers, (2) pre-service elementary
teachers (grades 1-8), (3) all levels of in-service teachers,
(4) college and university teachers of teachers, (5) administra-
tive personnel (principals and supervisors), and (6) supportive
personnel (paraprofessionals and teacher aides).

The following assumptions, taken from the model, underlie
and further define the rationale for the program model:

1. We assume that instruction in the elementary school
will not be limited to traditional group activities
but that individually guided instruction or a program
of individualization will be further developed. It is
essential for teachers to have preparation and proficiency
in dealing with such programs.

2. We feel that the pre-school teacher needs to be more
generally prepared in the subject matter of elementary
education h,t that the elementary teacher must have
basic teaching competence in the fields of language arts
(reading), social studies, mathematics, and science with
specialization in one of these'fields of study. Unlike
the pre-school teacher, the elementary teacher would not
have preparation, as is the case presently, as a generalist.

3. We feel that the rapid development of educational tech-
nology and related materials for instruction needs a
similar concentrated effort to train teachers accordingly.
There has been insufficient use of the products of educa-
tional technology in schools and better uses of television,
computers, and other hardware or software products will
find increasingly more usage in elementary classrooms
when teacher training involves a full consideration of
educational technology.

4. There now exists a great deal of information about the
learning-teaching process.which is not being effectively
incorporated into teacher training programs. The develop-
ment and use of behavioral objectives in our specificar
tions puts the emphasis upon the outcome, behavior, and
overt operational procedures by which specific behavior
can be elicited. Teacher education programs eat teaching
needs more of this orientation while still cont!,nuing a
healthy respect for the developmental point of view.
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5. We know by this time that teachers must be keenly
aware of cultural differences which may be external
to but, nevertheless, have an effect upon the educa-
tional setting. The training of teachers with primarily
a single, middle-class orientation to the learner is no
longer relevant in our multi-cultured, dynamic society.
Students must be inculcated with a degree of cultural
relativism which obviously involves less emphasis on
traditional foundation of education courses. A teacher
education program for tomorrow must put considerable
experimental effort toward helping all teachers deal
effectively with cultural and societal factors.

6. We have blithel, gnoi ,1 most of the research in
teacher education and .0.1ied upon philosophical assump-
tions and historical events to arrange teacher education
program . The time has come for teachers to become
classroom researchers, to pay more attention to the
research on teacher characteristics, and to become adept
in assessing and evaluating teaching behavior and style.
Research on cross-cultural and cross-national teacher
characteristics suggests necessary personal and teaching
experiences abroad which will help develop within teachers
a world point-of-view on man and society. An emphasis on
research related to teacher education is involved in our
desire to extend the knowledge and vision of teachers
about themselves and teaching.

7. The basic approach to training teachers will be through
a multi-activity type program that emphasizes the combin-
ation approach of work and study, practicum and experience,
and content and training. The traditional reliance on
college course work separated from or accompanied ty
limited experience is not the program suggested by the
Ohio model.

8. There will be considerable involvement ofpublic schools
as the physical facility for a considerable part of
teacher education. Training colleges or universities
and public schools will put forth a continuous coopera-
tive and coordinated effort.

9. It is assumed that selection criteria will apply to
pre-service programs developed from the Ohio specifica-
tions but in-service programs of any type, public school
or college, will be applicable to present populations
serving in these institutions. However, selective re-
tention and dropout are not precluded after entry to
any program.
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10. A number of assumptions are apparent relative to
college and university personnel. The development of
the model program will begin with this population, for
considerable re-education and training is necessary.
Obviously, more work in research and development and
technology will be required as program implementation
begins. Traditional departmental organizations and
within-college structures will require modification,
as it is assumed that a new program should have an
operational structure fitted to it and not attempt
to adjust the model to existing organizational patterns.

11. It is assumed that the length of teacher education
programs based on the Ohio specifications will vary
considerably with the type and implementation of any
specific program. The present pre service structure of
four years can be used as a starting point, but the
specifications are flexible so that deviations can occur
from traditional time schedules. We do not assume any
particular academic degrees to be awarded with the
specifications as this is left to the implementing
institution as its option. We do assume that the pre-
service teacher prepared according to our model will
participate in a program of continuing education after
entry into the teaching profession. Finally, we assume
that the length of time any candidate remains in a trAin-
ing program is totally dependent on the capacity and
ability of the individual to meet program requirements.

Before accepting the Pennsylvania goals statement, cited
earlier, the model builders considered goals statements from
forty-four university catalogues and twelve reports of in-service
education. They judged these sources of goals to be disappointing,
inappropriate, and too general for the "change oriented" rationale
of the program model, particularly because evaluation of program
model goals was envisioned in behavioral terms. The model builders
then selected the Pennsylvania goals statement on an a-priori
basis and submitted it to the Steering Committee of the Consortium
and to other Consortium members selected for the purpose of goal
legitimation or alteration. The goals statement was enthusiastic-
ally endorsed. The model builders recognized the desirability of
a scholarly and systematic approach to attain goals for a program
model, but chose the procedure reported above instead, because of
reported constraints of time, finance, and personnel.

Basic to the development of educational specifications
is the conceptual design of the program model. The conceptual
design illustrated diagrammatically in Figure 1 has five dis-
tinct components (1) Goals for the program model were estab-
lished. (2) Next the goals were refined in terms of five
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contexts representing sources of changes in teacher education.
(3) From these contexts behavioral objectives for the program
model were formulated. (4) Specifications were prepare0. to
implement and evaluate the objectives. (5) The specifications
were grouped to provide teacher education programs for each of
nix target populations in the program model.

Recent work of program model personnel has centered around
a study of feasibility of the program model. The feasibility
study has employed six procedures.

1. An inventory of the existing resources of the
Consortium.

2, An analysis of current social-economic conditions
and a projector of future conditions. Projections
will be prepared to accomoodate a variety of
possible and probable developments.

3. The construction of a sophisticated computerized
"simulator" which is a device to represent the
model program and manipulate it in innumerable
ways in response to changes in objectives or
present and future socioeconomic factors.

4. The determination of needed resources of all types
and their costs.

5. The exercise of the simulator to determine the
relationships of all of the conditions included
in 1-4 above.

6. All aspects of the feasibility study will be
organized by objectives by means of a process
called PPBS which is compatible with the simu-
latcr mentioned in 3 above.

The final phase of the project, implementation of the
program model, lies in the future.

An awriori posture exists in the program model rationale
in two significant ways. First, the a-priori Acceptance of
the t,,o statements discussed in the preceding paragraphs as
a basis for a rationale for a program model is akin to adoption
as compared with conception and gestation. Second, the selec-
tion and definition of the five contexts also took place largely
cn an a-priori basis. Evidently, relatively little logical
constraint was applied to this part of developing the program
model rationale. The model builders simply state that the five
contexts represent the more important sources of change in
American education today, that an authority in each area was
selected to define each context in a position paper, and that
other knowledgeable persons were asked to react to them. The
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importance of the five contexts, and even more importantly
the selection of five persons who defined the contexts by
presenting the position papers on them, is fundamental to
the content and organization of the program model. The
behavioral objectives, the 818 educational specifications,
and the program for each of the six target populations all
proceed directly from the rationale statements and their
refinement in the five contexts.

Therefore, it must be concluded that the program model
is based less upon a defined philosophy of elementary educa-
tion than it is upon ab organizational plan for a "change
adaptive" elementary teacher education program. No value
judgment is intended in the preceding sentence. However,
several questions are.raised. How deeply involved were the
Consortium members in.building the rationale for the program
model? Was the rationale in part pre-determined by the
programmatic predispositions of the model builders? For
example, was the decision to abandon the traditional self-
contained elementary school in favor of the multi-unit school
based upon a need for an organizational structure that was
recognized after the broad goals of the program were defined,
or was the conception of the multi-unit school a determinant
of some directions taken in the program model? Is the program
model consistent with its rationale? Is building a program -1
model to accommodate forces of change in American schools and
society an adequate base for the education of children?
Have we no more fundamental commitments to American youth than
to respond to current changes in the cultural milieu of the nation?

COMPONENTS

Components of the program model differ from those of
several other model elementary teacher education programs.
They are not specified in terms of general or professional
education, field or campus experiences in the usual sense,
time, or sequence. Instead, the program model provides
components in the form of 818 composite specifications that
comprise a comprehensive "pool" of teacher education prescrip-
tions. Specifications can be drawn from the pool for a teacher
education program for each of the six target populations in the
program model, but specifications may also be drawn from the
pool that meet the needs and goals peculiar to a given institu-
tion, program, or region. Thus the program model specifications
are a resource for the development of many programs of teacher
education.
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Components of the program model are best understood by
considering the process by which the specifications were
developed and the characteristics of_the completed specifications.

From the input of the individuals who presented the papers
defining the five contexts (instructional organization, educa-
tional technology, contemporary learning-teaching process,
societal factors, and research) and other Consortium personnel,
an independent agency in Albuquerque, New Mexico (EVCO) pre-
pared 2,123 behavioral objectives for the program model. Con-
sidering six target populations concerned with elementary
education (pre-school and kindergarten teachers, elementary
teachers grades 1-8, in-service teachers, college and university
personnel, administrative personnel, and supportive personnel),
the model builders formulated 818 educational specifications to
implement the entire range of behavioral objectives.

The content of the programmatic components of the program
model is outlined into major subject headings and topics for
each of the five contexts. Educational specifications have been
prepared for each topic. The outline for the context of
Instructional Organization is printed below. The outlines for
the other four contexts are similar in detail and scope.

CONTEXT -- INSTRUCTIONAL ORGANIZATION

Major Subject Areas:
1. Necessary Training for Instruction

Topics: 1. General Education
2. Curriculum Development and Evaluation
3. Academic Disciplines and Skills -- Methodology
4. Evaluation Techniques for Multisized Group

Instruction
5. Curriculum Techniques for Multisized Group

Instruction
6. The Administration of Individually Guided

Instruction
7. Internship

2. Necessary Training for Research and Development
Topics: 1. Types of Research and Formulation of

Problem Statement and Hypotheses
2. Experimental Design and Implementation
3. Statistical Analysis of Experimental Data

and Interpretation of Results
4. Testing and Development.
5. Development-Based Research
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3. Multiunit Organization and Individually Guided Education
Topics: 1. The Context of American Public Education

2. Organizational Structure and Functions
3. Roles and Responsibilities
4. Combination: Organizational Structure and

Functions--Roles and Responsibilities
5. Basic Pattern of the Multiunit Elementary

School
6. Pupil Behavior
7. Qualifications of the Teacher Aide
8. Functions of the Teacher Aide
9. The Role of the Parent

10. Organization of the Environment

Each education specification is coded on IBM cards and con-
sists of:

1. A listing of behavioral objectives with five parts
a. The context
b. Major subject area
c. The topic(s) covered
d. The target population(s) for which the specification

may be used
e. The statement of the behavioral objective(s)

2. The treatment (procedures) to be utilized in meeting
the objective(s)

3. The materials needed

4. The evaluation procedures to be employed to determine
whether the objectives have been achieved

A complete model teacher education program exists for each
of the six target popu]ations. In the table reproduced below the
number of specifications is listed for each target population in
each of the five contexts.

SUMMARY OF COMPOSITE SPECIFICATIONS FOR
SIX TARGET POPULATIONS BY CONTEXT

Target Instruct.
Organ.

Educ.
Tech.

Learning-
Teaching

Societal
Factors Research Total

Pre-school 157 60 102 74 67 460
Elementary 151 75 102 69 67 464
In-service 144 85 113 91 77 510
College &
University 79 93 96 65 116 449
Administra-
tive 62 70 103 126 77 438
Supportive 22 71 - 28 - 121
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OUTCOMES

The outcomes of the program model are appropriately
prepared personnel for each of the following target populations:

1. Pre-service pre-school and kindergarten teachers

2. Pre-service elementary teachers (grades 1-8)

3. In-service teachers (all levels)

4. College and university teachers of teachers

5. Administrators--principals and elementary education
(not content area) supervisors

6. Supportive personnel--paraprofessionals and teacher aides

Outcomes of the program are analyzed in the following paragraphs
in terms of emphases in the specifications for each target popu-
lation.

Specifications for preparing pre-service pre-school and
kindergarten teachers are drawn heavily from three contexts:
instructional organization, contemporary learning-teaching
process, and societal factors. These teachers are prepared
(1) to teach in teams in a multi-unit school; (2) to work in
a highly individualized manner with pupils; and (3) to emphasize
"learning by discovery." The model builders feel that to teach
pre-school pupils to "discover" requires inclusion of some con-
tent from mathematics, science, social studies, and language arts
in the curriculum. However, the pre-school and kindergarten
teacher is prepared as a generalist, not a specialist in a single
elementary school content area: (4) to develop strength in both
developmental and behavioristic psychology with stress on the
cognitive domain, social learning, and basic behavioral opera-
tions; (5) to develop competence in working with parents and
in building effective home-school relationships, and (6) to
develop competence in professional self-analysis. The last
emphasis includes experiences in assessing verbal and non-verbal
teacher behavior and the importance of positive and negative
teacher attitudes toward children. 'Flexibility is the key word
in the preparation of pre-school and kindergarten teachers.

Specifications for preparing pre-service elementary
teachers, grades 1-8, emphasize the contexts dif instructional
organization and contemporary learning-teaching process.
Preparation for elementary teachers differs from that of pre-
school and kindergarten teachers in several ways. The most
distinct different is that elementary teachers are prepared
as specialists in one of the content areas of the elementary
curriculum (mathematics, science, social studies, and lamduage
arts) with a focus in that area and general skills and knowledge
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in the other three. Elementary teachers receive relatively
little training in music, art, health, and physical education
because other specialists in the multi-unit school are available
for instruction in these areas. A guidance specialist is also
employed to support elementary teachers in the multi-unit school.
Thus the model builders placed less emphasis upon parent-school
relationships for elementary teachers than for early childhood
education personnel. In other aspects of the program, the
preparation of elementary teachers and that of pre-school and
kindergarten teachers are similar.

Specifications for in-service teachers indicate two types
of training experience. First, because many in-service teachers
will lack the competencies to be taught to pre-service teachers,
virtually all of the specifications related to the two pre-
service teacher target populations are included for in-service
teachers. Some additional specifications have been prepared
particularly for in-service teachers. Thus the program for
in-service teachers is comprehensive and extensive.

Specifications for college and university personnel place
strong emphasis on the contexts of research (including research
methods), educational technology, and contemporary learning-
teaching process. Research competencies are required particu-
larly in the areas of teacher behavior, teacher characteristics,
teacher education practices, media, and innovation. Many
elementary education college and university personnel have a
strong child development background but lack strength in the
areas of the cognitive domain, affective domain, basic behav-
ioral operations, social learning, and contingency management.
Therefore, these areas are emphasized in the specifications
for this population. Similarly, emphasis in educational tech-
nology focuses upon competencies lacking in the original pre-
paration of most college and university personnel such as
mediated instruction, programed instruction, computer assisted
instruction, games, simulation, and microteaching. The model
builders suggest that specifications for this target population
might be employed to develop graduate programs for prospective
college and university personnel.

Specifications for administrative personnel emphasize the
administrator's role as instructional leader as principal of
the multi-unit school. He would be required to hold a bachelor's
degree and be a practicing or prospective elementary school
principal in order to be admitted to the program. Over fifty
per cent of the total number of specifications apply to admin-
istrative personnel. The model builders do not prescribe whether
or not a graduate degree would accompany the program for admin-
istrators but suggest that much of the program should be applicable
to advanced degrees in education.
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Specifications for supportive personnel emphasize the role
of these individuals in working in cooperation with all the members
of the professional staff in the multi-unit school. Therefore,
specifications are provided in three contexts: instructional
organization, societal factors, and educational technology.

INSTRUCTIONAL TECHNIQUES AND PROCESSES

Instructional techniques in the program model are similar
across the six target populations but differ in emphasis.

In general, instructional techniques employed in the program
model mirror those which the elementary education personnel will
themselves employ in interacting with pupils and professional peers.
Considerable emphasis is placed upon such instructional techniques
as flexibility, cooperative effort and teaming, individualization
of instruction, personalized modes of instruction, and use of
instructional technology. The model builders point out that the
treatments (instructional techniques) suggested in the specifica-
tions are one approach but not the only approach by which the
prescribed behavioral objectives may be achieved.

A list of types of treatments included in the program model
is presented here.

1. Cooperative activity (included -- planning, developing,
evaluating, organizing, consulting, exchanging)

2. Demonstration (included--exhibiting, constructing,
modeling, applying, drawing-painting)

3. Direct experience (included--discovery, experimentation,
investigation-exploration, microteaching, laboratory,
which includes many "student teaching type" experiences
and internship)

4. Discussion (included -- questioning, describing, reciting,
panel-symposium)

5. Individual study (included--reading, individual assign-
ment, drill)

6. Observation (included--field trips, video-taping,
interviewing, measuring, testing, recording)

7. Simulation (included--contrived experience, role-playing,
dramatization, reconstructing)

8. Skill development (included -- writing, symbolizing,
verbalizing, summarizing, generalizing, operation of
equipment)

9. Telling (included--lecture, speech-address, reporting,
storytelling)
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ROLE OF THE TEACHER EDUCATOR

In the program model the role of the teacher educator is
performed not only by college and university teachers of teachers
but also by in-service teachers and administrative personnel. The
shared dimensions of the role of teacher educators in the program
model require that teacher educators have expertise in cooperating
as members of a clinical teacher education team. However, details
of the cooperative efforts of university and public school person-
nel are not completely spelled out in the program model.

Because experiences in the program model occur in and are
built around principles of the multi-unit school, the role of
teacher educators includes competence in fostering team teaching,
subject matter specialization, individualization of instruction,
and effective use of educational technology.

Most teacher education experiences occur in small groups or
individually and over half of the activities involve some form
of independent study. In addition, quite a number of experiences
involve short-term contact with the teacher educator and concen-
trated study. Therefore, the role of the teacher educator will
require a great deal of flexibility, ability to indivxdualize,
skill in quickly establishing a high level of interaction with
students, and competence in diagnosing student needs.

Research on teacher behaviors, teacher characteristics,
teacher education practices, and media and innovation is stressed.
The concern is that..teachers of teachers be prepared (1) to help
their students assess and evaluate verbal and nonverbal behavior
in the classroom, (2) to identify and respond to student's
intellectual and personal characteristics and the influence of
these factors on teaching effectiveness, and (3) to improve
teacher education practices and experiences through research.

The teacher educator role of the in-service teacher in the
program model centers around his ability to work effectively with
students in the various field experiences of the program model.
To fill this role the in-service teacher must possess competence
in (1) teaching effectively within the multi-unit elementary
school, (2) the methodology of the four basis areas of the
elementary school curriculum, (3) child development and learning,
and (4) understanding the social milieu of the school community.
The teacher educator role of the in-service teacher will also
involve building increased competence in utilization of instruc-
tional media.

Dimensions of the role of the teacher educator in the program
model will require extensive retraining for both college and uni-
versity personnel and in-service teachers.



EVALUATION TECHNIQUES

The process of evaluation is of primeimportance because
it not only guided the planning stage but also will serve to
direct the implementation stage of the project. The evaluation
model used was prepared by Professors Stufflebeam and Hammond of
The Ohio State University. Themodel is referred to by the
acronym CIPP suggesting the comprehensiveness and versatility
of the model in dealing with evaluation of Context, Input, Process,
and Product. A significant portion of project resources for the
implementation phase of the program will be placed in the evalua-
tion component.

In addition to the comprehensive effort referred to above
regarding the CIPP model, it was necessary to utilize PERT (Program
Evaluation Review Technique) as a type of internal check on meeting
the various self-imposed deadlines necessitated by time limitations.
This technique was used as the principal monitor of progress during
the planning stage.

Evaluation of the program experiences is always provided in
terms of the behavioral objectives for each specification and
utilizes twelve evaluation techniques:

1. Conference
2. Cumulative records
3. Demonstration
4. Examination
5. Interview
C. Observation
7. Operation-Performance
8. Questionnaire techniques
9. Reports--oral and written

10. Sociometric techniques
11. Self-appraisal
12. Special assignments and exercises

RESPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

The program model's strong emphasis on societal concerns is
visible in the context of Societal Factors, which was considered
by the model builders to be one of five important sources of
change in American schools.

It should be noted that the program model tends to emphasize
the development of elementary educational personnel who are com-
petent in studying the socioeconomic context of the school and in
understanding and responding positively to children who represent
a diversity of background rather than focusing upon a particular
group or type of pupils, such as the urban poor.
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Another assumption underlying the specifications is that
each teacher must be keenly aware of cultural differences that
may be external to but, noLatheless, have an effect upon the
educational setting. The generally traditional approach of
training all teachers with a single, middle-class, highly struc-
tured orientation to the learner is no longer feasible in a multi-
cultural and dynamic society. Therefore, the specifications put
considerable emphasis on preparing the teacher to deal with cul-
tural and societal factors that are extraneous to the usual
classroom learning situation.

The program model is clearly responsive to several professional
concerns. There is an emphasis on early childhood. Pre-school and
kindergarten teachers are considered as one of the six distinct
target populations. Emphasis on preparing teachers for instructing
disadvantaged pupils is included within the specifications developed
around the contexts of societal factors and educational technology.
Emphasis upon individualization is found throughout the program
model. Provision for extensive attention to in-service education
is made through specifications developed for this target population.
The multi-unit school concept, adopted at the outset of the develop-
ment of the program model, provides for staff differentation in the
roles of the principal, team leader, teachers, and supportive
personnel. Similarly, the program model has a defined teacher
education program for target populations of administrative personnel
and supportive personnel. Professional concern regarding the
effective and imaginative use of media is reflected in the program
model in the inclusion of educational technology as one of the
five contexts.

UNIQUE CONTRIBUTIONS

The program model is unique in its pervasive and overriding
concern that teacher education accommodate forces of change in
American schools to the near exclusion of other determinants of
teacher education.

The program model is unique in its programmatic outcomes and
in the range of personnel for which teacher education experiences
are provided. Eight hundred eighteen educational specifications
have been prepared and are applied to six target populations
representing the comprehensive spectrum of personnel responsible
for preparation, induction, and support of new teachers.

Perhaps the program model is most unique in its utility to
groups whose needs and interests are found in parts but not all
of the program model. To create programs for groups with such
special purposes, it is necessary for the interested group to
agree upon its general goals and specific objectives. These
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become the selection criteria used to draw out appropriate
specifications from the program model. Such selection is
possible because the specifications are efficiently coded and
can be retrieved by context, target population, subject area,
or topic. Thus the program model is highly versatile, flexible,
and accessible. It can serve an infinite number of teacher
education groups in program development.

An example of creating special purpose models is included
in the program model report. A special program, Research
Training for Teachers Conducting Research, was constructed by
selecting ten topics and then extracting forty-nine specifica-
tions from three contexts of the program model. Such a program
could be offered in an eight-week summer institute.

MODEL REVISION

Revision of the program model is inherent in the CIPP
evaluation model (see Evaluation Techniques). A significant
portion of the resources of the project will be devoted to
evaluation and program revision during the implementation phase.
Both evaluation and revision of planning, structuring, implement-
ing, and recycling decisions as provided in the CIPP evaluation
model are facilitated by the behavioral objectives provided in
the specifications of the program model. The behavioral objec-
tives serve to facilitate decisions about program model revision
because they provide a mechanism for acquiring empirical data
concerning the effectiveness of the program model experiences
in meeting its stated purposes.

RELATIONSHIP TO GENERAL EDUCATION

The first specification states simply that general education
requirements have been met. However, general education is not
dealt with in the program model directly. Implications for
general education are evident. One implication for general
education results from the adoption of the multi-unit elementary
school concept. Specifications in the subject area "Necessary
Training for Instruction" of the context "Instructional Organiza-
tion" prescribe that elementary teachers will have a specialization
in one of the four academic disciplines: mathematics, science,
language arts, social sciences. The specialization is not defined
as a major or minor and the number of credits to be earned iseinot
prescribed. Training in the specialization is prescribed to be
a joint effort of college instructors representing the academic
and professional disciplines.
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FEASIBILITY

The program model is currently undergoing feasibility study
by the model builders. While the report of the feasibility study
is not available, economic considerations of implementing the
program model have led the model builders to define several pos-
sible levels of program implementation from a very minimal level
to a comprehensive level of program implementation.

It is necessary to consider several factors in determining
the feasibility of the program model at an institution with a
large elementary teacher education program. First, concepts of
multi-unit school, team teaching, and specialization, require a
philosophic commitment both of college and university personnel
and cooperating public schools.

Extensive re-education of college and university personnel,
administrative personnel, and in-service teachers is required
in implementing the program model. Especially for the latter
group, in-service teachers, who have prescriptive, on-the-job
time and energy commitments, the feasibility of adequate re-
education looms as a formidable task. The model builders suggest
that the most urgently needed competencies of in-service teachers
be identified according to local contingencies and be developed
first.

The extensive performance and direct teaching experiences
of the program model raise feasibility questions both in cost
and logistics of implementing the program when a large number
of elementary teachers in training is involved.

Perhaps the most encouraging factor in considering the
feasibility of the program model is its flexibility and utility.
Any group interested in using parts of the program model must
first clearly define the goals of their program. Then it would
be possible to extract the specifications that apply to the
teacher education program of the implementing institution. The
model builders recognize that there are some risks in extracting
pieces of the program model for implementation, because the
specifications have been prepared from a comprehensive teacher
education design. However, the program model is clearly designed
to facilitate such adaptation.

Perhaps the most pervasive deterrent to implementing the
program model is the lack of congruence between the point of view
of the program model and traditions of elementary education. The
program model is ambitious and in many respects very different
from most existing teacher education and public elementary school
programs. For example, the self-contained classroom concept is
deeply ingrained in the fabric of elementary teacher education
and in public elementary schools. Also, the child development
or child-centered orientation in elementary education traditionally
is probably neither as visible nor as clearly emphasized in the
program model as many elementary educators and teachers would wish.



Facilities at the college or university implementing the
program model would require provision for computer assisted
instruction and microteaching. In cooperating public schools,
facilities to operate the multi-unit school would be required.
In both cases remodeling would almost surely be involved.

While course structure and sequence are not identified
directly in the specifications, modified courses or "methods
of teaching modules" in the areas of science, mathematics,
language arts (including reading), and social studies are
provided in the specifications. It is possible that existing
methods courses would require modification to implement the
program model specifications. However, the content, behavioral
objectives, and treatment in the specifications just mentioned
really are quite traditional and do not strongly reflect current
developments. For example, in the specifications dealing with
science teaching, very minimal emphasis is given to recent
curricular and methodological developments in elementary
science education. Much more attention is warranted to content
and methodology clnsistent with such programs as the following:
Science: A Process Approach, the Elementary Science Study, the
Science Curriculum Improvement Project, and guidelines from the
National Science Teachers Association.

RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

Congruence of the program model with NCATE teacher education
standards is analyzed according to the following sections of the
standards: (1) curriculum--general studies and professional
studies, (2) faculty, (3) students, and (4) evaluation.

The composite specifications of the program mode provide
an overall picture of the teacher education program. However,
a great deal of flexibility exists and many alternatives are
available in the program model for those who will implement the
program. A useful analogy involves comparing the program model
to a collection of blocks ( composite specifications) from which
the teacher education program is to be constructed. Each block
is an essential component of the completed teacher education
structure. Some blocks are designed for use in a particular
section of the program structure, but a good bit of flexibility
exists in combining, or recombininq and applying blocks to arrive
at an operational structure. Moreover, the blocks themselves
p mit some modification of size and shape in terms of time,
resc,urces, sequence, and emphases placed upon them through treat-
ments employed to reach specified behavioral objectives. Thus
accessing congruence of the program model with NCATE standards
at this point in time is a matter of inference in a number of
sections of the program.
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The general studies (general education) portion of the
program model is analyzed in the section entitled Relationship
to General Education.

Professional studies dealing with content for the teaching
specialty of pre-school and kindergarten pre-service teachers
is represented in approximately one-fourth of the 460 specifica-
tions provided for %. is target population. A similar portion of
the 464 specifications for pre-service elementary teachers (grades
1-8) is devoted to content for the teaching specialty, elementary
education. The specifications representing the teaching specialty
deal with curriculum development and evaluation, methodology and
skills in teaching academic disciplines, evaluation techniques
for multi-sized group instruction, and various aspects of structure,
organization, role, and responsibility in the multi-unit school.

Associated with the specifications discussed above for
elementary teachers is the fact that the elementary teacher has
a specialization in academic study in one of the four areas of
the elementary curriculum: mathematics, science, social studies,
or language arts.

Theoretical-practical content of the program model includes
humanistic studies of education traditionally related to history
and philosophy of education. These humanistic studies exist in
specifications developed around the context, societal factors.
Approximately two-thirds of the 74 specifications for pre-school
and kindergarten teachers and a similar fraction of the 70 speci-
fications for elementary teachers in the context, societal factors,
deal with humanistic studies of education. Emphasis in the speci-
fications lies heavily in understanding the "real world" of the
school and society and the relation of the two institutions with
respect to historical and philosophic issues.

Behavioral studies in theoretical-practical content of the
program model are visible in 102 specifications in the context,
contemporary learning-teaching process, forthe pre-school and
kindergarten teachers and a like number of specifications in the
same context for elementary teachers. To a degree the behavioral
studies are also reflected in specifications developed from the
contexts, research and societal factors, for both groups of teachers.

Much of the content of the teaching specialty is taught in
the context of laboratory experiences in the program model. Thus
the recommendations of the NCATE standards related to integrating
the methods and the actual practice of teaching are amply met in
the program model. Approximately twenty percent of all specifica-
tions for pre-service teachers involve direct teaching. In the
direct teaching experiences the teacher trainee works with indi-
vidual children or small groups of pupils in a variety of settings.
Internship in the program model is discussed below. In addition
to direct teaching experiences, other laboratory experiences
(observation, demonstration, problem-solving projects, and other
direct experiential activities) are heavily bmphasized in the
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program model. Generally, experiences in the treatments provided
in the specifications seem to imply the following sequence of types
of experiences before direct teaching occurs: observation, telling,
discussion, individual study, skill development, simulated activity,
and demonstrations. Then direct contact with children follows.
However, the pattern of experiences indicated in the preceding
sentences can only be inferred from the specifications themselves
and scattered comments made in the project report, because the
sequence of specifications is not prescribed.

Study of teaching situations is included in provision for
many oversations, microteaching, and a variety of simulation ex-
periences that include contrived experiences, peer group teaching,
role-playing, dramatization, and reconstructing.

Internship is provided in the program model for both pre-
service teacher target populations, pre-school and kindergarten
teachers and elementary teachers (grades 1-8). A full year intern-
ship in the multi-unit school is provided.

Attention is given in the program model to the competencies
needed in the faculty that will implement the program. The model
builders assume that because the program model differs considerably
from what is and has been traditional in elementary education,..
many existing faculty members will lack some of the competencies
required and that a program of re-education will be necessary. It
is felt that re-education of college and university personnel
will be both a continuing and a self-selecting process, that the
extent of re-education will be an individual matter both in kind
and duration, and that re-education experiences will usually take
theform of workshops, short-term concentrated study situations,
and individual study.

Faculty implementing the program model will work in an
extremely close relationship with public elementary school per-
sonnel. A large number of experiences for students in the program
model specifications occur in themulti-unit elementary school.
In addition, college and university personnel frequently work in
concert with in-service teachers in the field.

Selection and retention of students is given very little
attention in the program model. Because students entering the
program are expected to have completed general education require-
ments, it is likely that they will enter the program at approxi-
mately the beginning of the junior year. The model builders state
that specific details of admission criteria are to be determined
by the implementing institution. However, four general categories
of admission criteria are listed, (1) health and physical
vitality, (2) intellectual capacity and scholastic achievement,
(3) interest in children and a desire to teach, and (4) a
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combination of personal-social-emotional qualities. Retention
in the program is dependent upon the student's making normal
progress in the completion of various phases of the program
plus increasing evidence of growth in behaviors considered vital
to teaching success. The model builders indicate that students
may self-select themselves out of the program at various points.

The model builders espouse a commitment to individualize
the teacher education program. They state thatmost teacher
trainees will complete the program in the usual four years but
that the time required to complete a specification of the program
will differ for individuals. It is likely that the internship will
extend the grogram to five years. The model program does not
mandate that the treatments provided in the specifications are
the only ones that may be utilized to achieve the stated behavioral
objectives. Thus, by design, the rate of the student's progress
through the program model is individualized; by a "permissive
legislation" posture the route taken to achieve program objectives
is individualized. However, only by choosing the program of one
of the target populations is a student able to control in any way
which of the behavioral objectives of the program model he must
attain. Individualization is also evidenced in the program model
in the utilization of independent study as a treatment (instruc-
tional technique) in nearly half of all the prescriptions included
in the program model for both groups of pre-service teachers.

College and university personnel, in-service teachers, and
administrators have responsibilities indicated in the specifica-
tions for guiding and evaluating the teaching performance of
students. A strong emphasis in recording and describing teaching
performance of students is placed upon self and peer group evalu-
ation of teaching utilizing media ouch as the video-tape recorder.
Other aspects of evaluation in the program model are discussed
in the section entitled Model .Revision.
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In recent years projects to individualize instruction in
the elementary school have emerged from the Learning research
and Development Center (LRDC) in Pittsburgh. The School of
flducation at the University of Pittsburgh has cooperated with
LRDC in developing two of these programs--Individually Prescribed
Instruction and Project PLAN. In the process, the education
faculty realized that teachers have little foundation for decision-
making in directing individual learning experiences.

Building on this discovery, the School of Lducation has
designed a teacher preparation program to provide the knowledge,
strategies, and directed encounters necessary for teachers to
competently individualize instruction in the elementary school.

The program designers assumed that teachers would understand
the process of individualization more fully and be more competent
in their teaching if they experienced it themselves. Therefore,
the Pittsburgh program model utilizes with the trainees the same
principles and practices of individualized instruction that the
teachers will subsequently use with pupils.

The program model defines individualised instruction as
"planning and conducting, with each pupil, programs of study
and day-to-day lessons that are tailor-made to suit his ;.earning
requirements and his characteristics as a learner."

CO? PONENTS

The Pittsburgh program model lists five requirements that
may he seen as components of the training program. The pivotal
component is Teacher Competencies.

Teacher Competencies (Pittsburgh Requirement III)

Each teacher trainee must define and demonstrate successfully
nine specific teaching tasks or functions in order to be certified.
These nine competencies were identified by the program developers
as essential for a teacher to individualize instruction. The
designers made no claims, however, that these are the only com-
petencies which are important. They urged that each implementing
institution determine the competencies it considers essential.

174
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The nine. competencies identified by Pittsburgh are described
below.

1. Specifying Learning Goals

Specifies learning goals in terms of observable
strengths and weaknesses.

2. Assessing Pupil Achievement of Learning Goals

Analyzes initial learner capabilitic . in a curriculum
area and evaluates pupil accomplishments regarding a
variety of learning goals.

3. Diagnosing Learner Characteristics

Develops refined observational skills, synthesizing
techniques, and supporting references to improve
appraisal of the learner.

4. Planning Long-Term and Short-Term Learning Programs
with Pupils

Plans, manages, directs, and evaluates programs of
learning in cooperation with pupils.

5. Guiding Pupils in their Learning Tasks

Gains awareness of pupil needs and familiarity with
procedures through which these needs can best be met.

6. Directing Off-Task Pupil Behavior

Develops systematic and analytical approaches to
management of classroom behaviors.

7. Evaluating the Learner

Ev-'iates progress to determine the movement of dupils
tY :.ugh curricular areas.

8. Employing Teamwork with Colleagues

Becomes aware of team processes of decision-making,
operation, cooperation, leadership, and means of
evaluation.

9. Enhancing Development

Recognizes personal traits that affect learning and
teaching.
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The remaining four components provide knowledge and
experience to assist the trainee in mastering the teacher
competencies described above.

Academic Knowledge (Pittsburgh Requirement I)

There is a conceptual base requisite to the development and
implementation of each of the nine teacher competencies. In the
Academic Knowledge Component, three knowledge areas provide these
concepts. First, through the Liberal Arts the trainee becomes
familiar with general classification schemes, key concepts and
principles, history and development, modes of inquiry and know-
ledge application, interdisciplinary relationships, and relevant
materials in the humanities, communications, natural sciences,
mathematics, and the arts. Secondly, in the Behavioral Sciences,
the trainee obtains knowledge of theory and measures of human
capacity, motivation theory, learning theories, personality theory,
attitude and value development, functioning of informal and
formal groups, intergroup differences, sources and resolution of
prejudice, development of interpersonal relationships, and societal
and cultural forces upon personality, capacity, and performance.
Finally, the field of Social Science is used to develop an under-
standing of the school in society.

Professional Knowledge Base (Pittsburgh Requirement II)

The Professional Knowledge Base enables the trainee to
(1) clarify, explain, and conceptualize the decision-making
process employed in teaching; and (2) establish a system for
modifying the decision-making process in such a way as to in-
corporate knowledge about human learning.

Through this component the trainee accumulates knowledge
about current elementary curriculum. This is accomplished through
interaction with professional organizations and school personnel,
experience and observation in the school, and an opportunity to
read pertinent materials and discuss them with peers, faculty,
and other representatives of the teaching profession.

The objective of the Professional Knowledge Base requirement
is to develop within the graduate the skills and understanding
necessary so that he will be able to introduce and implement the
individualization of instruction into the traditional school
system.

Guidance of Trainees (Pittsburgh Requirement IV)

The primar purpose of this component is to assist the
trainee in the development of self-direction, awareness of
self, and skill in working professionally with children and
colleagues.
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Small learning groups of eight or ten trainees are assigned
to faculty advisors. A major emphasis in these groups is the
refinement of group process skills and the enhancement of team
activity, both essential to teaching in a school devoted to
individual learning. In addition, the trainees assist one
another through the program, either with advice or in small or
larger working/studying teams as they deal with units. Teacher
Competencies eight and nine are developed within the laboratory
of the learning group.

Clinical Setting (Pittsburgh Requirement V)

The clinical setting is crucial to the development of
teacher competencies and provides the scene for practical use
of knowledge and experience gained through the other components.

The university will establish working relationships with
school districts which value individualized instruction for their
pupils and differentiated staff roles as a means to accomplish it.
The clinical teaching staff will be selected by the school dis-
trict and university partners. A teacher educator will work on
the clinical staff with every four teachers. Those five, assisted
by two aides, will teach one hundred pupils and supervise .approxi-
mately fifteen trainees in various stages of their clinical ex-
perience. In this setting, consistent models of exemplary behavior,
techniques, materials, and evaluation would form the teacher
education curriculum.

Tie clinical setting would serve three purposes: (1) indivi-
dualized instruction for the pupils, (2) pre-service and in-service
training, and (3) experimentation in teaching strategies and the
development of new materials.

Within the clinical setting, the pre-service trainee tries
out his skills in four different roles. These roles are described
below.

OLservor- Tutor. Succe3sful participation in this role
determines entrance into the program. Data are collected on
the student's attitude, relationships with pupils, and per-
formance as a tutor.

Student 1 dcher. One hundred per cent of his time is spent
worktRFOITWRIF to demonstrate his mastery of the nine
teacher competencies. He will function as part of a team and
will be supervised by clinical faculty members.

Assistant Teacher. The trainee will perform clerical tasks,
will serve as a teacher aide, and will tutor, all within the
context of tear: membership and clinical supervision.
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Internship. The trainee will add to his other teaching
responsibilities, communication with parents and curricular
decisions.

These clinical roles will be performed throughout the train-
ing phase and in conjunction with work on the other components.
The program model lists the pre-service clinical participation
in four phases, but trainees will be scheduled in and out accord-
ing to the need for experience identified by the clinical staff,
the trainee's advisor, and learning group.

Experienced teachers will come to the clinical setting for
retraining in team membership and differentiated teaching roles.
Other deficiencies identified will be dealt with by the clinical
staff within the clinical setting.

In summary, the program model designed by the University of
Pittsburgh is consistent with its primary objective, individuali-
zation of instruction. The trainees participate in the planning
of their own individual programs and work with other professionals
in a team setting to individualize learning for pupils in an
elementary school. Each component of the program model provides
essential knowledge or practical experience for the development
of the nine competencies pivotal for individualizing learning at
the elementary level.

OUTCOMES

As a consequence of such training, it is assumed that the
trainee will become confident and self-aware. He will be
knowledgeable in the concepts, principles, procedures, and
applications of the humanities, communication, natural sciences,
mathematics, and the arts. He will relate well to children on
an individual basis and diagnose, guide, and assess their learn-
ing effectively. He will be able to work with a team of profes-
sionals to individualize programs for elementary pupils and to
develop materials for the improvement of the profession. The
components sequentially move the trainee toward the attainment
of these goals.

A second expected outcome of the implementation of the
Pittsburgh program model is the establishment of a "new cot ition"
to develop dynamic programs in teacher education. This coalition
will be among colleges, schools, teachers organizations, and state
and federal agencies. Without such a partnership, the clinical
settting will be an impossibility.
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A third desired outcome is to expand the use of individualized
instruction throughout the educational system. Within the
Pittsburgh program model, individualized programs of instruction
are implemented on the university and elementary school levels.
It is hoped that pressure from both these levels will bring about
the desired change within the secondary schools as well.

A fourth expectation is the increased use of team instruction
and differentiated staffing in the schools.

A fifth prospect is greater cooperation among teacher educa-
tion faculty members in developing, executing, and revising
curriculum for their college. In order to implement this program
model, it will be necessary for the faculty to completely evaluate
their teacher training program and perhaps to design a new program
which would fit into the components described above. It will be
necessary for the faculty to decide if the teacher competencies,
for example, actually represent their concepts of necessary skills
and behaviors for a competent teacher in an individualized program.
If not, they will need to determine the teacher competencies that
more nearly represent their own idea of good teaching.

INSTRUCTIONAL TECVNIQUES AND PROCESSES

The Pittsburgh design is based on the assumption that
individualized instruction is the most effective process for
achieving quality education throughout the educational system.
As noted above, one of the anticipated outcomes of the program
model is an expanded use of individualized instruction in higher
education. The implementation of this program model will
facilitate tho use of individualized instruction at the univer-
sities, since the teacher education faculties involved must
master and use the individualized instructional mode represented
Ly the teacher cc,Aetencies required for the trainee: specifying
learning goals, assessing student achievement of learning goals,
diagnosing learner characteristics, planning long-term and short-
term learning programs with students, guiding students with
learning talks, and evaluating learners.

This instructional mode allows the trainee to make regular
progress toward mastery of the instructional content at his own
rate. The trainee is actively involved in the learning process
since he chooses the units he will study, the mode of learning
by which he will attain his learning goal, the rapidity with
which he will move toward this goal, and evaluates the quality
of his mastery in particular areas. In all of these processes,
the advisor and learning group give guidance and assistance.
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Individualization of instruction demands a variety of
learning modes. Modes of learning that can be employed singly
or in combination include: (1) varying learning materials and
equipment (e.g., reading, films, filmstrips, lecture and dis-
cussion, small group seminar); (2) varying the learning setting
(e.g., independent study, pupil-team, tutoring by the teacher,
small groups working without the teacher, small groups with the
teacher, large groups); (3) varying instructional techniques
(e.g., inquiry method, rote memorization and recitationl;
(4) assigning different students to different teachers; and
(5) varying the rate of advancement through the curriculum.

The design values team teaching and differentiated staffing
as the organizational means by which individualized learning can
be most effectively implemented. The trainees are schooled in
these cooperative techniques and receive experience in both
within the clinical setting.

ROLE OF THE TEACHER EDUCATOR

The teacher educator performs three roles: curriculum
designer, faculty advisor, and clinical team member.

Curriculum Designer. The teacher educator will decide
with his colleagues the competencies essential to the develop-
ment of an effective teacher for individualized learning in the
elementexy schools. Once these competencies are determined,
the content of the units providing these knowledges and ex-
periences must be designed and written, materials must he chosen,
and instructional routes must be developed. Thus, one role of
the teacher educator within the Pittsburgh design is that of
curriculum development.

Faculty Advisor. The role of the teacher educator as an
advisor to trainees begins with a review of a student's achieve-
ment during the liberal arts and observation sequences within
the university. Using data, interviews, and placement tests,
a faculty review panel determines the student's potential in the
program and chooses an advisor for him or recommends that he not
enter the program.

As an individual counselor, the teacher educator will advise
individual students on revising goals, planning careers, solving
professional and personal problems, In addition, the advisor
will consult with a learning group, of eight to ten trainees and
assist then in the development of tear shills, leadership roles,
and group processes.

7.4visors and clinical staff ;limbers will assist individual
:Audents in determining when he should participate in certain
learning experiences both at the university and within the
clinical setting.
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Clinical Team rember. As a clinical team member, the
teacher educator will evaluate the student participant as
observer, tutor, assistant teacher, student teacher, and
intern. Critiques of student performance will be placed in
a book of clinical evidence with references to pertinent
research that suggests another approach to the educational
situation should be followed by the trainee.

In the clinical setting, the teacher educator will act as
an advisor of students when identified deficiencies indicate
that further experience in knowledge components or simulated
exercises would be recommended. As a member of a professional
team of teachers working with a class of pupils, the teacher
educator will serve as a model of teacher-learner interaction.
He will work with experienced teachers in teams for the purpose
of training them in individualizing instruction and performing
differentiated roles. In addition, he will participate in
research on teaching in the elementary school and help prepare
teaching materials resulting from this research.

EVALUATION TECHNIQUES

The most extensive evaluation of the trainees and of the
program will take place in the clinical setting where realistic
analyses of outcomes of the learning experiences can be most
effectively handled.

The Pittsburgh program does not specify criteria for judging
mastery of each trainee in each teacher competency. Neither
written tests ror general effectiveness with children should
determine whether a student is to be certified; rather, evidence
of mastery of the teacher competencies in roecified learning
tasks within the clinical setting should be entered as primary
evidence. Subjective judgments of the candidate's attitudes and
rapport with children will provide supplementary information with
which final decisions ,nay be made. Thus, the implementing faculty
must develop criteria for each competency prior to the initiation
of the program.

The trainee's progress in the program will be continually
assessed through the use of pre- and post-tests for each learning
module. Progress in the development of team skills and growth
in self-evaluation will be evalu&ted within the learning groups
by peers and advisor.

The Pittsburgh program model provides a mechanism for con-
tinual feedback about the program from the clinical setting into
the university planning system. The clinical staff, university
faculty, and trainee actively collect data about clinical practices
in the "logbook." Within this book, pupil, trainee, and faculty
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:Jehaviors will be carefully recorded and later analyzed in
relation to instructional theory cited by university or clinical
faculty members. Continual failure in certain aspects of instruc-
tion would lead to a revision of the learning module providing
the knowledge base for those learning tasks.

These are the formal mechanisms set up within the Pittsburgh
design. In addition, the authors list in the report several
sets of questions which the implementing institution might use
in determining if the design they have developed will be viable.

RESPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

The Pittsburgh design does not speak directly of preparing
teachers to meet critical current societal needs. However, a
basic assumption seems to be that individualization of instruction
is the most propitious route for solving present societal problems.
In the Preface, Dean Paul Masoner states, "This trend (toward
individualization) in teacher education can lead to important
developments in adapting elementary and secondary schools to
community problems and in redesigning the schools in the metro-
politan city."

As an example, the components of the program model provide
excellent preparation for a teacher of the economically deprived
child. The Professional Knowledge Component sensitizes the
teacher to the types of school situations currently found in
the United States and to the means by which change can be brought
about in the system. The behavioral sciences requirement of the
Academic Knowledge Component prepares the trainee to deal with
learning problems and motivation, the development of personality
and self-concept in children. These are invaluable preparations
for a teacher of the economically disadvantaged child. The pro
gram model trains the prospective teacher in competencies that
will enable him to teach well in any situation, since a concern
for and ability to work with an individual student is an essential
ingredient of good teaching.

Thus, the program model is general enough to provide essential
training for teachers to meet a variety of needs in today's world.

The authors do identify and design for several professional
needs, including the following: the relationship between research
and practice; in-service education; differentiated staffing; rela-
tionship of the faculty of education to the public schools, profes-
sional organizations, state and federal educational agencies, and
the liberal arts faculty of the universities.

"Clinical analysis" is a procedure for comparing clinical
practice with related research designed by the Pittsburgh developers.
Within the program model, faculty and trainees will collect data on
pupil, faculty, and trainee behaviors within the clinical setting.
The behaviors are described on three levels: sequence of the
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situation, instructional decision, and consequence. The clinical
faculty reviews these descriptions for clarity, general applica-
bility, and appropriateness as representative samples of the
instructional model. Those descriptions selected are stored as
clinical evidence.

In the prototype system, two educational researchers, in
learning research and social psychology, will examine each descrip-
tion for its consonance-dissonance with evidence from laboratory
research. If the practitioner's operation hypothesis is in con-
flict with research evidence, a critique is entered into the
clinical evidence with a review of pertinent research and support-
ing arguments for the challenge. The critique would suggest a
different hypothesis as a basis for decision-making in a similar
instructional situation. The clinical setting would also provide
opportunity for faculty and researchers to talk about these dif-
ferences, thus effecting a growing relationship and perhaps
initiating further research.

The clinical setting provides an exciting facility for the
introduction of seasoned practitioners to the new tasks of
individualization or the demands of differentiated staffing. The
training program for experienced teachers will vary from the pre-
service training according to the competencies exhibited by them.
The general plan is for groups of in-service teachers to work with
professional teams in the clinical setting for differing lengths

of time. Academic requirements will grow out of limitations
identified within the team setting.

The need for differentiated staffing within the elementary
schools is met with training at the pre-service and in-service
levels in the roles of teacher aide, assistant teacher, and
professional team member and leader. The program report addi-
tionally states that it will prepare specialist teachers and
educational diagnosticians for the elementary schools, although
no particular program or procedure for such preparation is des-
cribed. In many ways, however, each trainee with mastery of the
competencies would be an educational diagnostician.

The necessity for a coalition among universities, school
districts, teachers organizations, and state and federal agencies
of education is a repeated concern throughout the program report.
The Pittsburgh report emphasizes the fact that no single institu-
tion can effect change in teacher education and in public education.
The authors indicate that the program should not he implemented
until this coalition has been established. Without such a coopera-
tive arrangement, the clinical setting would be totally ineffective.

The Pittsburgh design indicates that any university implementing
this proposal must examine its own liberal arts program, deciding
what courses, units, or experiences it will retain as the best base
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for teacher preparation. The restructuring of the liberal arts
must be a joint effort of the faculties of education and liberal
arts and the authors imply that it is mandatory if teacher educa-
tion is to be revolutionized.

dE CONTRIBUTIONS

The major contribution of the program model is that of a
systematic program outline for training teachers in individual-
izing instruction at all educational levels.

Additional notable features are found within the unusual
clinical design: the use of clinical analysis for a systematic
check of hypotheses against research data and the use of teams
of professionals as modesl of teacher behaviors for prospective
teachers. The professional coalition for the change of education
is another important aspect of the Pittsburgh design.

The program developers identify flexibility, self-development,
mastery, and efficiency as unit features of their instructional
design.

The curriculum is broken into small, easily manaaeable pieces
so that students may participate in the design of their own pro-
grams. The student's background, capacities, present inclinations,
and objectives help determinte the types of experiences he will
have, the depth of study and length of practice he will need, and
the methods through which he will reach his learning goals. This
is identified as flexibility.

Self-development is fostered within learning groups in which
personal and professional strengths and weaknesses are identified
by each trainee with assistance from his peers and his advisor.
Self-knowledge and confidence growing out of this experience pre-
pare the trainee for the critical role of assisting a child in
discovering his own identity.

Before proceeding to the next unit of work, the student is
required to demonstrate mastery, generally in the Olinical setting,
in a variety of practical applications.

Lfficioncy in learning is accomplished in the program by
identifying previous knowledge of the student, avoiding repetition
of previously acquired knowledge, and identification of the stu-
dent's most logical and enjoyable learning procedure.
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,A.ODEL REVISION

The University of Pittsburgh program plans for program
regeneration by collecting and assessing data at all phases
of the program so that problems can be corrected and a record
can be maintained of program progress and change.

Within the academic components, data are collected and
analyzed frequently, usually at the beginning and end of each
learning experience. Within the clinical component, an analysis
is made of each teaching decision so that imperfect patterns of
teacher behavior exhibited by the trainees can be traced back to
the other components and corrected. In this way, the content of
the components can be examined, verified, and the validity of the
relationships between components can be determined. Figure 1,
taken from the USOE report, presents the process for program
regeneration.

The report provides twenty-four questions that the implement-
ing institution may use in collecting data for an evaluation. The
questions deal with (1) the clarity of competencies and their
relationship to the needs in the teaching profession, (2) the
details of how the learnings are acquired and how they are to
be tested, (3) the size and sequence of learning units, (4) the
numerous provisions for individualization (appropriateness of
resources and materials and procedures for retraining teacher
educators), and (5) follow-up studies on the graduate at work.

RELATIONSHIP TO GENERAL EDUCATION

Prospective teachers study the liberal arts to acquire a deep
humanism which helps them approach children on an individual basis.
The education faculty has the challenge of assisting in the design
of programs and strategies in the liberal arts which will enlighten
prospective teachers.

The most effective liberal arts sequence will be the program
that (1) allows students freedom to design parts of their program,
(2) makes founCition courses relevant to today's world, (3) teaches
structures and processes of a discipline as well as content, and
(4) correlates academic requirements with those of the School of
Education.

Redesigning the liberal arts is a two-fold task: (1) restruc-
turing the knowledge system and (2) examining and modifying the
instructional modes so that they are consistent with the principles
of individualization.

The University of Pittsburgh report indicates that any institu-
tion which implements this program must accomplish the task of re-
designing the liberal arts sequence or the objectives of the program
will be defeated.
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FEASIBILITY

It would not be, feasible to implement the program model at
The Ohio State University. The authors emphasize two criteria
that should be met before a university attempts to implement the
program: (1) recognition of a need for program regeneration and
agreement among the faculty that individualization is the central
uheme for the new organization; and (2) commitment of sufficient
budget, personnel, and time for the development of the instruc-
tional units and modes needed for the program.

Within the College of Education at The Ohio State University,
the channels of communication between departments appear to be
poor. The size of the College and the independent nature of the
departments militate against a consensus within the College to
commit all resources and energies to a program focusing on any
one idea, including the individualization of instruction.

The cost of hiring additional personnel to free faculty for
design responsibilities related to the program model would be
prohibitive. A broad representation of the education faculty
should participate in the design of the program units so that
implementation would be widely supported. Maintenance of the
program would also require, additional professional faculty to
man the clinical setting and retain the desirable ratio between
faculty advisors and trainees. Since a commitment to this pro-
gram on the part of the College of Education personnel would be
un]Jcely, it is even more unrealistic to think that the admin-
istration of the University would agree to provide the large
sums of money necessary to initiate and maintain the program.

The relationship between the College of Education and the
liberal arts faculty does not suggest that the latter would be
willing to commit its energies and resources to a considerable
change in its instructional mode on the recommendation of the
education faculty. The authors of the program model suggest
that without this cooperative change in the liberal arts cur-
riculum, a revolution in teacher education is impossible.

The most critical stumbling block to implementation, however,
is the Columbus public school system. The Ohio State University
is located in a community that has been characterized by a
sympathetic journalist as "just entering the Harding era."
Despite the importation of liberal thought and talent by the
University, the Columbus public school system retains the
conservative attitudes of the community and is loathe to make
changes in policies, curriculum, and methods. In addition, the
community provides little financial support for the education of
the children. Therefore, the Columbus public schools seem
presently unable to financially support a portion of a clinical
setting, absolutely necessary for this program. In addition, the
community conservatism would hamper such a progressive approach
to education.
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RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

Below, the Pittsburgh program model is analyzed in relation to
the standards for basic teacher education programs recommended by
the American Association of Colleges for Teacher Education to the
National Ccuncil for Accreditation of Teacher Education in November
1969. These standards which could be applied to the Pittsburgh
model as reported to the U. S. Office of Education are quoted below
in the order in which they appear in the AACTE publication. Com-
ments on the Pittsburgh design follow each quoted standard.

1. Curricula for Basic Programs

1.1. Design of Curricula

Standard: Teacher education curricula are based on objectives
reflecting the institution's conception of the teacher's role.
and are organized to include general studies, content for the
teaching specialty, humanistic and behavioral studies, teaching
and learning theory with laboratory and clinical experience,
and practicum.

The Pittsburgh program model assumes that the teacher's role
is to work with pupils on an individual basis. A list of char-
acteristics of programs for individualized instruction is given
and the competencies developed in the teachers relate to those
characteristics. Thus, the teacher's role--alone and as a member
of a team--is represented by the nine teacher competencies des-
cribed earlier under Components.

The content of Requirement I, Academic Knowledge, includes
"general studies, content for the teaching specialty, humanistic
and behavioral studies, teaching and learning theory...." (See
Components for details.) Requirement V, Clinical Setting, more
than adequately provides a mechanism for combining academic con-
tent with clinical and practical experience. The Pittsburgh
design meets the criteria of Standard 1.1.

1.2. The General Studies Component

Standard: There is a planned general studies component
that at least one-third of each curriculum for

prospective teachers consists of studies in the symbolics
of information, natural and behavioral sciences, and humanities.

One-fifth of the professional program for the trainee in the
Pittsburgh program would be in the specific areas of general studies
cited by the standard above. In addition, the trainee will have
successfully completed the general studies program of the univer-
sity which would be planned cooperatively by the education and
liberal arts faculties. Thus, the proportion of general studies
in the Pittsburgh curriculum would meet the requirements of
Standard 1.2.



189

1.3. The Professional Studies Component

1.3.1. Content for the Teaching Specialty

Standard: The professional studies component of each
curriculum for prospective teachers includes the study
of content to be taught to pupils; and the supplementary
knowledge, from the subject matter of the teaching
specialty and from allied fields, that is needed by the
teacher for perspective and flexibility in teaching.

Teacher Education Requirements I-V, described in detail
earlier, satisfy the criteria under Standard 1.3.1.

1.3.2 Humanistic and Behavioral Studies

Standard: The professional studies components of each
ainTEUTum for prospective teachers includes instruction
in the humanistic studies and the behavioral studies.

Requirement I, Academic Knowledge, provides studies in the
behavioral sciences in the elementary curriculum. The rationale
states that "Knowledge of the behavioral sciences is a require-
ment for understanding individual development and functioning,
and group structures and processes." Mastery of the nine teacher
competency areas depends greatly on the knowledge developed in
the bheavioral sciences component. As an example, the theoreti-
cal and methodological contributions of psychology are especially
evident in the following competencies: assessing student achieve-
ment of learning goals, diagnosing learner characteristics, guiding
pupils with their learning tasks, directing off-task pupil be-
havior, and enhancing self-development. The contributions of
anthropology are particularly relevant to understanding the environ-
mental influence on human capacity and achievement.

The humanistic studies are also included in the Academic
Knowledge Component. Therefore, the Pittsburgh program model
LIets the criteria of Standard 1.3.2.

1.3.3. Teaching and Learning Theory with Laboratory and
Clinical Experience

Standard: The professional studies component of each
curriculum includes the systematic study of teaching
and learning theory with appropriate laboratory and
clinical experience.

Teaching and learning theory is studied thoroughly under the
Academic Knowledge requirement and is further refined through
Requirement II, Extending the Professional Knowledge Base. Ap-
propriate clinical experiences are designed to carefully guide,
analyze, and evaluate the trainee's teaching activities in
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relation to the theories he has learned. The logbook of
teaching activities maintained in the clinical setting
compares the decision-making processes used by the teachers
and trainees with research and writing in the field of
teaching and learning theory so that these process may be
altered or reinforced.

1.3.4. Practicum

Standardt The professional studies component of each
curriculum for prospective teachers includes direct
substantial participation in teaching over an extended
period of time under the supervision of qualified per-
sonnel from the institution and the cooperating school.

The features of the Pittsburgh design that satisfy this
criterion are described in detail under Components.

1.4. Use of Guidelines Developed by National Learned Societies
and Professional Associations

Standard: In planning and developing curricula for teacher
education, the institution gives due consideration to
guidelines for teacher preparation developed by national
learned societies and professional associations.

There is no evidence in the program report that such guide-
lines were used in the design of the program model. However,
cooperation with professional organizations in the development
of the clinical setting and in future chages in the program is
a primary emphasis of the Pittsburgh program. The "coalition"
described before might satisfy this Standard.

1.5. Control of Basic Program

Standard: The design, approval, and continuous evaluation
and development of teacher education programs are the
primary responsibility of an officially designated unit;
the majority of the membership of this unit is composed of
faculty ana/or staff members who are significantly involved
in teacher education.

No specific unit is given the responsibility of designing,
approving, evaluating, and developing the program. Faculty and
trainees collect data on all phases of the program for use in
evaluation and program redesign. Apparently, the authors of the
report expected each implementing institution to develop its own
precise mechanism for program ev?luation and change.
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2.1. Competence and Utilization of Faculty

Standard: An institution engaged in preparing teachers
HiiTal-time faculty members in teacher education, each
with post-master's degree preparation and/or demonstrated
scholarly competence, and each With appropriate speciali-
zations. Such apecializations make possible competent
instruction in the humanistic and behavioral studies,
in teaching and learning theory, and in the methods of
teaching in each of the specialties for which the institu-
tion prepares teachers. There are appropriate speciali-
zations to ensure competent supervision of laboratory,
clinical, and practicum experiences.

The qualifications of the teacher education fa,:ulty are
discussed only in relation to their mastery of the pine compe-
tencies requiLed in the program model and in their necessary
skill in group processes.

2.2. Faculty Involvement with Students

Standard: Members of the teacher education faculty have
Conti- ng association and involvement with elementary
and secondary schools.

The clinical setting provides the structure through which
faculty members will be involved with the elementary schools.
The feedback process espoused by the program model would ensure
reflection of the faculty clinical experiences in the teacher
education program.

3.1. Admission to Basic Programs

Standard: The institution applies specific criteria for
admission to teacher education programs; these criteria
require the use of both objective and subjective data.

The general criteria for admission to education in the
Pittsburgh design are the candidate's presentation of evidence
that (1) he is interested in and successful in helping children
and adults; (2) he has enjoyed success and multiple interests
among the academic disciplines; (3) he has utilized the American
language and communication patterns successfully; (4) he has
coped successfully with personal and social problems; (5) he 1;
self-assured and confident; (6) he has good physical health;
(7) his total life pattern represents broad interests; (8) he
indicates open and acceptant attitudes plus understandings
based on reliable and valid knowledge of all peoples in this
s3ciety; (9) he understands the specifications for the teacher
training program and agrees to work toward mastery. Little use
of objective data is indicated, since the authors report that
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no current objective criteria have been successful in
identifying those prospective teachers who will be successful.
The design does make use of pre- and post-test capabilities
and objective criteria might be forthcoming from a careful
analysis of the results cominc: out of these testing opportuni
ties. Presently, the program emphasizes the professional
judgment of the faculty.

3 2. Retention of Students in Basic Programs

Standard: The institution applies specific criteria for
M-Yate-htion of candidates in basic programs who possess
academic competencies and personal characteristics appro-
priate to the requirements of teaching.

The nine teacher competencies and mastery of the academic
and professional knowledge components are minimum requirements
for completion of the Pittsburgh program. Competence in these
areas is evaluated in the clinical setting.

3.3. Counseling and Advising for Students in Basic Programs

Standard: The institution has a well - defined plan for
counseling and advising students in teacher education.

The Guidance Component fulfills this standard.

3.4. Student Participation in Program Evaluation and Development

Standards The institution hes representative student
iiiaratiation in the evaluation and development of its
teacher education programs.

The students are involved in evaluation of the program in
their learning groups and within the clinical setting where they
participate with the faculty in data collection and analysis.
The program report does not specify a formal group for evaluating
its program. The emphasis on student direction of their programs
would lead to the assumption that student would be included in
any formal body organized to evaluate and develop its teacher
education programs.

5. Evaluation, Program Review, and Planning

5.1. Evaluation of Graduates

Standard: The institution conducts a well-defined plan for
evaluating the teachers it prepares.

Within the clinical setting, the competence of each trainee
is checked through a process called "decision analysis," des-
cribed above under Model Revision. Although a precise mechanism
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for evaluating graduates is not outlined, the Pittsburgh report
specifies that the implementing institution must develop follow-
up studies in order to conduct a thorough evaluation of the
program.

5.2. Use of Evaluation Results to Improve Basic Programs

Standard: The institution uses the evaluation results
in the study, development, and improvement of its teacher
education programs.

The program regeneration diagram, presented in the section
entitled Model Revision, clearly outlines the process by which
the design is improved through the use of its evaluation data.

5.3. Long-Range Planning

Standard. The institution has plans for the long-range
aevelopment of teacher education; these plans are part
of a design for total institutional development.

Two specific emphases of the Pittsburgh program model support
the University's interest in the "long-range development of
teacher education": (1) the coalition of governmental agencies,
professional organizations, school districts, and the university
is formed for the purpose of continual long-range planning in
teacher education, and (2) the necessity of restructuring the
liberal arts components within the institution implies a need
for total institutional commitment to the program goals.



THE UNIVERSITY OF PITTSBURGH PROGRAM MODEL

Analyst: by Barbara J. Rosso

RATIONALE

The Pittsburgh program model is based on the assumption that
individuals need opportunity to develop individual talent; hcance,
schools, elementary through college, should be instituted in which
individual talents can be developed and fostered. The Pittsburgh
program model proposes the use of individualized instruction as a
means to this goal. The definition of individualization as used in
this program model is as follows: Individualized instruction con-
sists of planning and conducting, with each pupil, programs of study
and day-to-day lessons that are tailor-made to suit his learning
requirements and his characteristics as a learner. This definition
does not rule out group teaching. Whenever two or more pupila are
ready tc., Atudy the sarro task in a similar way through group present-
ation or discussion, it is proper for the teacher to teach them as
a group.

The authors contend that teacher education students who have
experienced individualized instruction will be better able to
individualize the instruction of their pupils. It is also assumed
that as a student gains new insights into his own behavior, he will
be better equipped to help others knowithtamsolves. individualized
instruction is viewed a3 a means to help teachers assist each child
in his quest for identity.

Three current programs of individualized instruction are cited
that satisfy the definition of individualization given above. The
first program is Individually Prescribed Instruction (IPI), which is
being developed by the Learning Research and Development Center at
the University of Pittsburgh in cooperation with the Baldwin-
Whitehall School District in suburban Pittsburgh. The program
curriculum includes readimg, spelling, mathematics, and science.
Research for Better Schools, the Regional Educational Laboratory
located in Philadelphia, is presently field testing IPI in elemen-
tary schools across the country.

The second program cited is the Primary Education Project (PEP),
being developed by the Learning Research and Development Center,
School of Education, University of Pittsburgh and General Learning
Corporation in cooperation with the Pittsburgh Public Schools. This
program is being developed for nursery and primary school education
in tare inner city. The Prick Elementary School in Pittsburgh is
participating in the program.

194
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The third program is Planned Learning According to Needs
(Project PLAN), under development by the American Institutes for
Research in Palo Alto, California. This program concentrates on
the areas of language arts or English, social studies, mathematics,
and science. Twelve school systems are currently helping to develop
and test PLAN.

These programs were used to determine common features of
individualization. In turn, they indicated major characteristics
for instructional programs for teachers. However, the resultant
program model for the preparation of teachers is in no way limited
to or by these three programs of individualization.

Individualization, exemplified in the three programs, provides
education for optimum achievement through mastery of a given learn-
ing task, employs educational technology to aid the pupil in his
learning task, and utilizes differentiated staff roles and team
teaching. Pittsburgh incorporates these three themes in its program
for educating teachc=s.

COMPONENTS

A component, as defined in the original document, is a program
feature addressed to meet a teacher training requirement. The five
components utilized in the d3sign of the Pittsburgh program model
are (1) Academic Education, (2) Professional Education, (3) Teacher
Competencies, (4) Guidance, and (5) Clinical Setting. Undergirding
each component is the central theme of individualized instruction.
Specifications for the components are presented in Table 1.

The chief function of the Academic Education Component is to
provide a base or foundation for the teaching profession. The lib-
eral education of the teacher trainee rests on a broad survey founda-
tion in the liberal arts. For the purpose of dialogue, the liberal
arta have been grouped into four areas= (1) humanities, (2) communi-
cations, (3) social sciences, and (4) natural sciences. The general
survey nature has been governed in the peat by the 'amount of time for
study in a four-year curriculum and by the organizational pattern of
the self-contained classroom. The flexibility of the Pittsbutgh
program model will permit the trainee to acquire different experience
at his own pace, based upon mastery. The implementation of individu-
alized instruction by professors at the university will provide alter
nate routes in pursuit of mastery in the liberal arts areas. By
systematically helping trainees gain command of content structure,
key concepts, principles, and modes of inquiry in a discipline,
liberal arts can become more relevant for future educators.



TABLE 1

COMPONENTS AND SPECIFICATIONS

Components Specifications

ACADEMIC Humanities
EDUCATI"O Communications

Social Sciences
Natural Sciences

196

PROFESSIONAL Study of the problems that grow
EDUCATION out of working with children

TEACHER
COMPETENCIES

GUIDANCE

CLINICAL
SETTING

Collecting data for extending
the knowledge base

Collecting data for refining
the model

Specifying learning goals
Assessing pupil achievement
Diagnosing learner characteristics
Planning with pupils
Guiding pupils
Directing pupil behavior
Evaluating the learner

Clinical team processing
Individual counseling
Group directing
Employing teamwork
Self-development

Setvicing children
Training personnel
Extending the professional
knowledge base
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The Professional Education Component addresses itself to the
study of the problems that grow out of working with children. The
trainee is expected to apply his knowledge base with a child or
children according to the specified learning task. If the trainee
exhibits a deficiency in the knowledge base in relation to his
behavior, he will be programed for additional knowledge experiences.

. The cognitive base of the Professional Education Component
includes anthropological, sociological, and psychological knowledge
relevant to teaching. The knowledge base is extended through the
active participation of the faculty and trainee in data collection
about clinical practices. The evidence of pupil, trainee, and
faculty behavior will be carefully recorded, stored, and analyzed
with the application of research procedures. The data will be fed
back into the program and the objectives, instruction, and team
function refined accordingly. The extension and modification of
the professional knowledge base is illustrated in Figure 1.

The Teacher Competencies Component consists of nine competency
areas for training teachers to individualize instruction. These
competencies are:

1. Specifying learning goals
2. Assessing pupil achievement of learning goals
3. Diagnosing learner characteristics
4. Planning long- and short-term learning programs with pupil
5. Guiding pupils in their learning tasks
6. Directing off-task pupil behavior
7. Evaluating the learner
8. Employing teamwork with colleagues
9. Enhancing development

Several behavioral objectives are listed for each competency. The
trainee must define and demonstrate the specified behaviors at a
level acceptable to the clinical faculty. This list is considered
open-ended so behaviors that are not presently identifiable may
develop as programs of individualization are systematically evaluated

The Guidance Component demands a personal relationship between
advisor and student, and student and program specifications. Madan(
is viewed as a function of aiding students to develop in self - direct!
self-realization, and self-evaluation through individual counseling,
clinical team processing, and group:directing. The entire process ii
aimed toward self-development, both professional and personal, The
guidance procedures are presented in Figure 2.

The Clinical Setting Component has three basic functions:
(1) to service the children in the school, (2) to make an inntruc-
tional setting available for Students and for retraining experienced
teachers, and (3) to provide a setting for research that serves
teacher education and the supporting school districts. To establish
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!INDIVIDUAL
FOUNSELING

Personal problems

Revibing long- and
short-term goals

Career planning

Counseling-out

11,...

GUIDANCE PROCEDURLS

Faculty Advisor
-Elementary-

Process Trainer
-Counselor Education-

----UTRIMYrAm PROCESSING

Developing participation
skills (8.03)

Developing skills of team
evaluation (8.04)

Acknowledging traits that
limit flexibility (9.01)

Laalyzing strengths and
weaknesses (9.02)

Analyzing values and
attitudes (9.03)

Formulating plans for
self-development (9.04)

Modifying personal
behavior (9.05)

Figure 2, Guidance Procedures
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such a setting, a coalition must be formed to include the univers-
ities, school districts, teacher organizations, state departments,
and other related agencies. A definition of the commitment of each
party must be established and the coalition formed before this pro-
gram model can be implemented.

Each component makes a unique contribution to the central
theme of the program model, i.e., individuL'ized instruction. The
major components are interrelated in that they expand the knowledge
base of the model. As students attend the clinical setting, for
example, concepts of self-development and teamwork gained through
the Guidance Component are applied. The input received in the
Academic and Professional Components contributes to the effective-
ness of behavior in developing Competencies and working in the
Clinical Setting.

Through decision analysis, each component is assessed and
evaluated for its internal consistency, interdisciplinary rela-
tionship, and relationship to the philosophy of the model itself,
i.e., commitreAt to change. Decision analysis is defined as that
analytic process which identifies a teacher decision in the class-
room context and examines the resulting actions for patterns of
evidence contributing to the base knowledge supporting the teaching
profession.

OUTCOMES

The program model is intended to provide for all aspects of
the post-high school education of elementary teachers. It accom-
modates all persons seeking initial or continuing teacher education,
regardless of their individual training needs or the roles they will
fill in elementary schools.

Specific anticipated outcomes of the program model are listed
as follows:

1. Students will be prepared to teach from nursery
through middle-school.

2. Teachers will be able to individualize instruction
in the practical setting, i.e., the classroom.

3. Students will experience individualization throughout
their educational experience.

4. Pre-service and in-service candidates will utilize
the same basic program model.
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5. The model will provide preparation for various
roles in elementary schools--specialist teachers,
educational diagnosticians, interns, and aides.

6. Students will be able to extend individualization
beyond the learning of concepts and skills into the
learning of competencies in self-direction and inquiry,
as well as into the learning of personal-social
characteristics.

The teacher behaviors sought are clearly stated in conjunction
with each component and its subdivisions. The authors suggest that
only behaviors that are currently observable or measurable are in-
cluded. They also state that any set or ordering of competencies
and delineation of knowledge areas must be considered open - ender
The program model is offered as an outline to which the implement:LA.
can add or delete without violating the design of the program.

INSTRUCTIONAL TECHNIQUES AND PROCESSES

In general, the Pittsburgh program model follows the basic
design of most instructional models, i.e., students are exposed to
an instructional process is. order to change their behavior as
indicated by the specific objectives of the program. The model is
different in its commitment to helping the individual achieve a
system of self-development. For this purpose the Guidance Component
includes a process of induction, interaction, and reflection.

The flexibility of the program model facilitates individual
program designs for each student. Each trainee is given the oppor-
tunity to help select and determine the nature and extent of his
training experience. Flexibility is also a necessary part of the
proposed instructional mode. Individualized instruction begins
with an appraisal of the learner. Instruction is then adapted to
the individual. Within a short time, the effectiveness of that
treatment is judged for the purpose of adjusting activities to the
learner once more.

The general instructional mode is presehted in Figure 3. It
is a plan to restructure all teacher-learner experiences to include
specifying yowls, assessing student achievement, diagnosing learner
characteristics, planning programs with the student, guiding the
student, and evaluating student progress. This strategy for teach-
ing could be used at all levels of learning.
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Specify
Learning
Goals

ASS SS

UNIVERSITY OF PITTSBURGH MODEL

GENERAL INSTRUCTIONAL MODE

if Plan
,,..........ollows=

Guide

Figure 3. General Instructional Pods to be used by

All who Participate in Training Teachers
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The program model generally states that peer group inter-
action, independent study, small seminar group sessions, simu-
lated modules of instruction, and clinical observation and
participation will aid the student through his college program.
It also suggets that materials and techniques of instruction are
varied so that instruction can be adapted to the individual needs
of the trainee. Alternative learning modes are given in the
instructional modules in the appendix of the original document.
The instructional te- !miques and materials used in this program of
individualized instruction will need to be developed more fully by
the implementor.

ROLE OF THL TEACHER EDUCATOR

The Pittsburgh program model includes a set of nine compet-
encies that represent the skills needed by teachers in order to
individualize instruction. The program model also demands that
faculty members in both education and liberal arts become skillful
in the nine competency areas. The faculty must master certain
skills and supply evidence of such mastery.

The Guidance Component aids students in developing self-
direction, self - realization, o. self-evaluation through individual
and group counseling. The emphasis on self-development suggests
a more personal involvement with a faculty member as a means to
such growth. As large and small group counseling is utilized in
this program model, the advisor must have training and develop
sophistication in group process work. The training df advisors
in the group process skills is a key input for the implementation
of the Guidance Component.

The faculty's role in the admission phase of the Education
Component places emphasis on appropriate interviewing techniques
and synthesis and summarization of recorded data. Upon receipt
of the student's application for admission to the Education Com-
ponent, information must ba gathered through a retrieval system
designed to provide relevant data for processing the applicaAt.
Through a series of interviews, placement tests, and synthesis
and summarization of the gathered data, the faculty review panel
will then determine admission or will begin counseling-out proce-
dures.

In the Clinical Setting Component, teacher educators must
participate as members of the clinical training team in develop-
men .8 of the school that relate to learning, training, and research.
As the school district-university coalition is established, a
definition of this role must be specified.
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EVALUATION TECHNIQUES

Various evaluation techniques are employed in this program.
Before each learning unit, pretests are given and students are
placed in appropriate learning programs according to results.
General diagnosis identifies the characteristics of the learner
in order to accommodate his most efficient way of learning. Al-
ternate learning routes are proposed. After completion of the
unit, a posttest is administered. If mastery is indicated, the
student selects a new unit experience. If mastery is not achieved,
the student and faculty member review the learning style of the
student, evaluate the pretest-prescription-posttest phases in
order to locate the area of difficulty, and identify a short-term
experience to correct the difficulty. Evaluation of the short-
term experierce will indicate whether mastery has been achieved.

As indicated above, the conventional pretest-prescription
posttest pattern encompasses assesssing, diagnosing, planning,
and helping as processes of individualization. Evaluation is more
than paper and pencil in nature as competencies require the ability
to know, understand, and demonstrate a zdecific task at or above a
certain criterion level.

RESPONSIVENESS TO SOCIETAL AND PROFESSIONAL NEEDS

Many of the significant demands of society, the major themes
of reform in education, and the new technology available to in-
struction and learning can be accommodated by the Pittsburgh pro-
gram model. The responsiveness of the program model to some
societal and professional needs and concerns is indicated as follow

1. The general instructional mode 'proposed in the
program, i.e., individualized instruction, prepares
the future teacher to function in any educational
'setting and at any grade level. This instructional
mode accommodates training for the disadvantaged,
early childhood, elementary, and so on.

2. The guidance of teacher trainees is predicated upon
development of self-direction, awareness of self, and
skill in working professionally with children and
colleagues. The teacher who recognizes those personal
traits which appear to affect his learning processl=
his skills of interaction with pupils will relate to
learners in a positive way. This personal understanding
also leads to an improved mental health status.
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3. A major feature of this program model is the
development of differentiated staff roles and
team patterns. While these concepts have
appeared at times in operational designs, the
conventional teacher education program has not
included adequate preparation of its candidates
for these practices. The Guidance Component of
the Pittsburgh program model Iroposes utilization
of learning groups of eight to ten students. These
groups will function intact throughout the Profes-
sional Education Component. As the advisor con-
sults with the learning groups, he gives assistance
to the students in developing skills to enhance
team activity. Leadership dkills will be developed
and attention directed to the refinement of group
process skills. The experience of participation
in a training program that uses group structure as
one feature will permit the systematic development
and application of skills needed to differentiate
staff roles and refine team membership.

4. The traditional student-teacher cooperating-teacher
training model lacks relevance in an era of differ-
entiated staffing. Teacher candidates in the Pitts-
burgh program model will be exposed to many models
of teacher behavior in the Clinical Setting Component.
Participation in the assorted roles of tutor, observer,
assistant, student teacher, and intern will begin in
the early phase of the student's education and con-
tinue throughout completion of the program. Such
experience provides more potential for versatility
and mastery than in the traditional training setting.

5. The Clinical Setting Component provides for in-service
training of experienced teachers. The resident staff
of the clinical setting will be of permanent composi-
tion blended with some teachers there for brief tours
of assistant teaching as they complete short-course
'training. Whole faculties could be retrained by
4.ective residence within the clinical environment

over a period of time. The relevancy of such training
will be carefully designed, controlled, and measured.
In this way, in-service education becomes a part of
the daily operation of the school.

6. Utilization of technology is mentioned throughout
the program model. As Alternate routes of learning
are offered, varied technological devices can be used.
The devices to be utilized are left up to the impleN.
mentor.
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7. The program model proposes a coalition that includes
school districts, universities, teacher organizations,
and state and federal agencies. The relationship
between theory and practice in education can be
achieved when such teacher training coalitions estab-
lish environments for training that represent the
most explicit behavior models and techniques desired
in teaching.

UNIQUE CONTRIBUTIONS

The Pittsburgh program model is unique in the following ways.

1. Self-development is fostered through the Guidance
Component. Guidance is defined ac a system for
personal and professional growth that operates
through the functions of clinical team process,
individual counseling, and group directing. With
much emphasis on group process, the student learns
how to help others identify personal strengths and
weaknesses. In so doing, he gains new insight into
his own behavior. The teacher must know himself in
order to help others know themselves.

2. Flexibility in the program model allows the student
to help select and determine the nature and extent
of his training experience. No longer will each
student be required to go through a predetermined
program in exactly the same way as others have gone
through it. This feature also emphasizes the human
element in learning.

3. A third unique contribution is the proposed coalition
to be established between the university, school
system, and other related agencies to provide a
clinical setting for pre-service and in-service
education. Also included in the design of the clinical
setting is service to the pupils in the school and
provision for research.

MODEL REVISION

The authors state that individualization is a process
demanding continual refinement. This program model proposes a
systematic feedback system for the training experience so that
the process remains relevant to the needs of trainees. Figure 4
shows the self-regererating feedback system suggested. Through
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decision analysis, each component is assessed and evaluated
for its internal consistency, interdisciplinary relationship,
and relationship to the philosophy of individualization.
Decision analysis is an analysis routine in which the teachers'
behaviors are described and task analyzed. These descriptions
consisting of a sequence of situation, instructional decision,
and consequence are submitted for clinic faculty evaluation with
reference to their descriptive clarity, generality, and appropri-
ateness.

RELATIONSHIP TO GENERAL EDUCATION

The program model states that the chief function of the
Academic Component, i.e., general education, is to provide the
knowledge base. Underlying each teacher competency area must
be basic knowledge relevant to developing and implementing the
area. For example, the theoretical and methodological contri-
butions of psychology are evident in the following competencies:

Assessing student achievement of learning goals
Diagnosing learner characteristics
Guiding pupils with their learning tasks
Directing off-task pupil behavior
Enhancing self-development

Other areas of the liberal -rts are identified as important in
developing a foundation for teacher education.

The program model suggests the necessity to modify found-
ation courses in the liberal arts so thatthey are,relevant to
today's world and needs. The authors state that academic re-
quirements must be correlated with the program requirements of
the School of Education, thus demonstrating to students the
relevancy of content and showing them the need for a liberal
education base to help them teach and make decisions in elemen-
tary classrooms.

FEASIBILITY

Although this program model seems feasible for implementation
on any size campus. several problems might be encountered when
implementing the program on a large campus such as The Ohio State
University. The first of these problems pertains to mobilization
of the liberal arts departments for the study of individualized
instruction. Because the design of this program model stresses
restructuring of all the student's experiences, liberal arts
departments must examine their own programs and decide what
experiences they wish to retain as the basis for teacher education.
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Consequently, a new more dynamic partnership must be established
between academic departments and colleges of education. Both
must be committed to the theme of this program--individualized
instruction. The relationship of each academic discipline to
the total program must be recognized in the restructuring process.
On a large campus, total commitment of the faculty to a program of
individualized instruction may be difficult to achieve.

Another problem of implementation pertains to the Teacher
Competency Component. Implementation of this requirement for
teacher education will demand that faculty members in both educa-
tion and liberal arts become skillful in the nine competency areas.
The faculty will be faced with the problem of mastering skills in
these competency areas and supplying evidence of that mastery.
Institutions employing a large number of faculty members in both
education and literal arts may find such an in-service training
program a difficult task. Also, total faculty commitment is needed
for such retraining to be successful. As stated in the program
model, no university can hope to implement an individualized program
until the faculty is able to perform in the same manner in which
they wish to train.

A third problem that might be encountered at a large univer-
sity is related to the Clinical Setting Component. It is impera-
tive, in the design of this program model, that a coalition be
established by the university with school systems, teacher organ-
izations, and federal and state agencies in order to create a
school setting for individualized student and teacher training.
These agencies must view individualized instruction as' the way
of educating children and must be willing to restructure-The schools
according to this mode of instruction. Universities and colleges
that train a large number of teachers must establish many such
settings in close proximity to the campus. If school districts
in the area are not committed to the suggested instructional mode,
difficulties will occur when implementing such a program.

RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (KATE)

Some of the newly revised National Council for Accreditation
of Teacher Education standards are listed below. Only those
standards to which the Pittsburgh program model directly addresses
itself are discussed.

Design of Curricula

Standard: Teacher education curricula are based on
objectives reflecting the institution's conception of
the teacher's role, and are organized to include general
studies, content for the teaching specialty, humanistic
and behavioral studies, teaching and learning theory
with laboratory and clinical experience, and practicum.
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The Pittsburgh program model clearly established the
teacher's tole as that of helping each child in his quest for
identity. It suggests that a teacher who is able to individu-
alize instruction will be better able to help children find
themselves. It further states that as a student experiences
this mode of instruction, he will fully understand and become
proficient in implementing individualization in the school set-
ting. He will, in fact, become a model. The components of the
design and the nature of student participation in each component
indicate that this standard is met in the program model.

The General Studies Component

Standard: There is a planned general studies component
requiring that at least one-third of each curriculum for
prospective teachers consist of studies in the symbolics
of information, natural and behavioral sciences, and
humanities.

The general studies component in this program model, i.e.,
Academic Education, is organized so that each student will
experience more than one-third of his curriculum in the studies
of communications, humanities, social sciences, and natural
sciences as specified in the design. These specifications
correspond to "symbolics of information, natural and behavioral
sciences, and humanities" as stated in the standard.

Content for the Teaching Specialty

Standard: The professional studies component of each
curriculum for prospective teachers includes the study
of the content to be taught to pupils; and the supple-
mentary knowledge, from the subject matter of the teach-
ing specialty and from allied fields, that is needed by
the teacher for perspective and flexibility in teaching.

The Professional Education Component of the Pittsburgh program
model provides prospective teachers the types of content mentioned
in the above standard. Figure 1 illustrates the professional
requirements (see page ).

Humanistic and Behavioral Studies

Standard: The professional studies component of each
curriculum for prospective teachers includes instruction
in the humanistic studies and the behavioral studies.

The Professional Education Component addresses itself to the
study of the problems that grow out of working with children. The
cognitive base includes the anthropological, sociological, and
psychological knowledge that ismost relevant to the establishment
of a teaching profession. When the trainee demonstrates a limit-
ation of the knowledge base affecting his behavior, he will be
programed for additional experiences in the humanistic and behav-
ioral studies. This instruction is the kind mentioned in the above
standard.
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Teachir..29uppiinri Laboratory and
Experience

Standard: The professional studies component of each
curriculum includes the systematic study of teaching and
learning theory with appropriate laboratory and clinical
experience.

The Teacher Competencies Component directs itself to the
systematic study of teaching and learning theory with appropriate
laboratory and clinical experiences. Learning units that are part
of the Professional Education Component also comply with the above
standard. For example, the science module cited in the appendix
of the original document indicates the systematic study of teaching
and learning theory in unit S5 and practicum experience utilized
for the instruction of science in unit S6.

Practicum

Standard: The-p-cressional studies component of each
curriculum for i,rospective teachers includes direct
substantial participation in teaching over an extended
period of time under the supervision of qualified person-
nel from the institution and the cooperating school.

As indicated in Figure 5, during the third phase of the
program the trainee will serve a dual role. He-will be a
student teacher part of the time and an assistant teacher
part of the time. As a student teacher the trainee will spend
all of his time working with pupils for the purpose of aserving
his own level of mastery in the competencies. He will function
in a team situation supervised by clinical faculty members. As
an assistant teacher, the student will be provided clerical
experience, teacher aide experience, and tutoring experience.
This ripe of activity provides continuous contact with pupils
in both small and large groups.

During the fourth sequence an internship experience is
provided. Pupil contact will continue in the clinical setting
with curriculum decisions, communication with parents, and other
responsibilities added to his accountability range. The intern-
ship will continue until the specified degrees of mastery are
achieved.

As the third and fourth phases of the program account for
half of the time required for a B.A. in Education, a substantial
amount of time is utilized for sviervised practicum experience
in a real school situtation.
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Faculty Involvement with Schools

Standard: Members of the teacher education faculty have
codfaiiIng association and involvement with elementary
and secondary schools.

In the clinical setting, teacher educators will participate
as team members with the resident faculty of the school in develop-
ments that relate to learning, training, and research. The univer-
sity will provide staff members according to the specific need of
the school.

Admission to Basic Programs

Standard: The institution applies specific criteria for
admission to teacher education programs; these criteria
require the use of both objective and subjective data.

The general criteria for admission to education are the
candidate presenting evidence: (1) that he is interested in
and somewhat successful in helping children and adults; (2) that
he has enjoyed success and multiple interests among the academic
disciplines; (3) that he has utilized the American language and
communication patterns successfully; (4) that he has coped suc-
cessfully with personal and social problems; (5) that he is self-
assured and confident; (6) that he has good physical health;
(7) that his total life pattern represents broad interests; (8)

that he indicates open and accepting attitudes plus understandings
based on reliable and valid knowledge of all peoples in this
society; and (9) that he understands the specifications for the
teacher training program and agrees to work toward mastery. These
criteria require the use of both objective and subjective da0..a.

Retention of Students in Basic Programs

Standard: The institution applies specific criteria for
the retention of candidates in basic programs who possess
academic competencies and personal characteristics appropri-
ate to the requirements of teaching.

Posttests, performance, and faculty judgment are used to
determine academic and personal characteristics appropriate to
the requirements of teaching. Specific criteria, other than the
teaching competencies, are not given in the program model.

Counseling and Advising for Students in Basic Pro rams

Standard: The institution has a well-defined plan for
counseling and advising students in teacher education.
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The Guidance Component included in the design of the
program model emphasizes the importance of guidance for self-
development, both professional and personal. The trainee
experiences individual counseling, clinical team processing,
and group directing throughout the professional phase of his
training.

Student Participation in Program Evaluation and Development

Standard: The institution has representative student
participation in the evaluation and development of its
teacher education programs.

The Professional Education Component deals with collecting
data for extending the knowledge base and refining the model.
In the clinical setting evidence of pupil, trainee, and faculty
behavior is recorded and analyzed. The data are fed back into
the system to form the basis for modifying the program objectives.
The faculty and trainees actively participate in data collection
about clinical practices.

Evaluation of Graduates

Standard: The institution conducts a well-defined plan for
evaluating the teachers it prepares.

Although the program model suggests follow-up studies on
graduates in the teaching profession, no specific plan is indicated.



THE SYRACUSE UNIVERSITY PROMPO4 MODEL

Analysis by James E. Kerber

RATIONALE

The Syracuse University program model is founded unon
assumptions that, collectivtlI", suggest "openness for change"
as a central theme. Consistent with that theme, the authors
view the Syracuse program as a point of departure for other
innovations in the training of elementary school teachers.

The first assumption is from a "position of pluralism"
that recognizes that differing views of teacher education are
held by public schools, universities, and colleges of education.
Differences in viewpoint produce many conflicting policies and
practices by these institutions. The program model therefore
was developed as an eclectic model in which hypotheses generated
from many points of view can be tested in light of the absence
of any proven "best" way of training elementary teachers.

A second assumption is that the acceleration of change will
be one of the most significant and pervasive phenomena in this
century and the next. The program model purports that the one
way to make teachers more responsive to and directive of change
is to educate them to react to it in relevant and responsible
ways. The program model responds to this demand by producing
what are termed "self-directing and self-renewing teachers."

A particularly central or key assumption of the Syracuse
program model is the acceptance and adoption of the "intent-
action-feedback" process conceptualized by Mooney.1 This con-
cept, applied to the :-:ogram model, causes it to be a processing
system for change and not an end or finished curriculum program
in itself. The program model is more than a fixed method or
technique of training teachers. It hopefully will become an
evolving process of teacher education.

A fourth assumption undergirds the in-service components
for teacher education. The assumption notes that goals and
behaviors that are valid for students (future elementary teachers)
are also valid for their teachers (teacher educators) and for
the program model itself. The Syracuse architects therefore
assume that the program model, its teacher educators, and its
students must all behave in the same way and pursue similar goals.
Elementary school teachers will become self-directing, self-
renewing professionals only when their programs of education are
staffed by a self-directing, self-renewing group of teacher educators.

1Rosa rooney, The Ohio State University
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Another emphasis of the Syracuse program model is that it
does not have technological rationale, nor should the model be
interiii-dted as though it is based upon a need for technological
services. To emphasize technology would be to dehumanize the
people and the program model. Rather, the program model is
intended to serve human ends, and in striving to do so, it recog-
nizes the unicueness of each human being. Within its components
and processes is awareness of varied learning styles, learning
rates, and values. This acknowledgement of human uniquencess is
perhaps what makes thi' program model most different from tradi-
tiona 1 teacher training programs.

finally, this program model assumes that a collaborative
multi-institutional relationship is beneficial and essential
to teacher training. In the term "protocooperation," the
Syracuse model embodies the need for mutual cooperation between
and among three distinct types of organizations or institutions:
(1) the university college, (2) the public school and (3) the
educational industry or agency. The program model rationale
recognizes that although hist,.)rically relationships have been
characterized by neutralism, commensalism, or parasitism, now
is the tin! for mutually beneficial associations.

The Syracuse program model is founded upon and accepts the
above rationale and considers it to be fundamental to developing
ne,:, and better solutions to the problem of teacher education.

CO:TONLNTS

The Syracuse program model is scientific in that its design
encompasses a rationale and system of behavior moving from in-
tention to action to feedback to correction to new behavior. The
components or parts are flexible enough to be adaptable to the
uni:lue needs of any user's institution.

Components are described in this program model as a unified
set of curricular-instructional experiences that constitute a
"curriculum thread" over an extended but varying period of time.
The unifying elements are derived from the disciplines (substan-
tive areas) that they encompass.

Taken in time sequence, the general components of the Syracuse
model are (1) liberal studies, (2) pre-professional studies,
(3) a senior professional year, and (4) a resident teaching year.
The pre-professional component consists of seven subcomponents,
one of them being the liberal arts education courses that are
taken in about the first two and one-fourth years. The other six
subcomponentr in the pre-professional year are (1) methods and
curriculvm, (2) child development., (3) teaching theory and practice,
(4) professional sensitivity training, (5) social and cultural
foundations, and (6) self-directing units.
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Each of these pre-professional subcomponents is comprised
of a series of modules. A module is a planned instructional
episode with a duration that ranges from hours to months. The
majority of modules have pre- and post-performance measurements.
The other modules have a continuous performance measurement.

The Senior Professional Year and the Resident Teaching Year
together have three subcomponents. One is a modular experience
entitled "Tutorial and Microteaching," which is taken in the
Senior Professional Year. Also in this year is the Teaching Center
experience wherein the student is teamed with clinical teachers
and clinical professors in a student-teaching situation. The last
component occurs in the Resident Teaching Year and takes place in
a Resident Center where the student again teams with other resi-
dents and clinical professors.

The general components and subcomponents mentioned above are
organized, controlled, and evaluated by supporting systems. The
three support systems consist of (1) Program Support, (2) Informa-
tion and Evaluation Support, and (3) Organizational Support.
Their combined functions include (1) provision of instructional
logistics associated with "modularization," (2) facilitation of
a student's self-paring program with a variety of instructional
experiences located in multi-settings, (3) the collection,
analysis, and storage of student progress, evaluation of the
program model, and provision of data for research, and (4) facili-
tation of in-service training and support of the cooperative
structure of college, public school, and educational industries.

OUTCOVLS

The hoped-for outcome of the Syracuse program model is the
education of a teae-wr :;io can continually explore his personal
goals and values and their consequences when applied in a profes-
uional setting.

Silherman comments that like ma,' of the other program models
the one from Syracuse University has oljectives that are primarily
stated in operational terms.2 Its major intent is to act as a
blueprint for the development and implementation of ln elementary
teacher education program.

The purpose of the Syracuse mode) is to prepare elementary
teachers, and not teachers for any neculitr grouning of children.
This model avoids any attempt to prepare teachers for children
1:,0 Are educationally disadvantaged, isolated, pre-school, sub-
ur' an, or in aril, other particular situations. The program model
is therefor .% adoptahle to a variety of teacher training institutions.

2
Earry r. Silberman, Some Comments on nine 1 :lementary Teacher
Leucation !'ode's, Syl,ten Development Corporation, ,'airch 20, 196').
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Accomplishing the goal of training generalized elementary
professional behaviors is not an easy task. The Syracuse program
model identifies its t,,aeher behavior goals as behaving and becom-
ing goals. Both personal and professional objectives at the
behavioral level are specified for students of teaching. Specific-
ally, these behaviors are categorized as (1) operational objectives,
(2) instructional situations, and (3) assessment of student per-
formances.

It is recognized that the program model does not specify a
program that insures students will reach these behavioral goals.
Therefore, the Syracuse model has emphasized the values that are
associated with these behaviors. The theoretical basis for this
procedural technique is the belief that some behavioral goals are
most effectively taught by example.

There are specific levels or plateaus where students assess
their own achievement toward reaching the program model's behavioral
goals and where they make decisions about their personal goals and
values. These decision levels concerning personal attainment come
at three points in the Syracuse model. At the beginning of or
during the third year (pre-professional year) the student has the
opportunity to make a decision about continuing in teaching or
switching to another area of study without loss of credits. Dur-
ing the fourth year the student makes a choice on an area of
specialization within elementary teaching, either primary, inter-
mecliate, or nursery school training.

By the end of the fourth year the student has developed skills,
knowledge, and feelings that enable him to function as an elementary
teacher generalist and gain provisional teacher certification in
most states. Again, he makes a major professional decision based
on his own assessment of behavioral goal attainment. The student
may pursue studies leading to further specialization (for example,
remedial reading teacher) and become a resident teacher for a fifth
year of training. A decision to continue would lead to a toaster's
Degree or its equivalent by the end of this fifth year

In this five-year model of an elementary teacher training pro-
gram the focus is on (1) using knowledge of one's self and teaching
skills, (2) applying observational skills and knowledge of children,
(3) becoming an independent professional teacher, and (4) developing
continually-as this professional person. Therefore, the antfcipatc
outcomes or objectives of the Syracuse program model have the three
major potentials of reconstructing the experiences and behaviors of
the students, the teacher educators, or the program model itself,
as a corporate entity.
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INSTRUCTIONAL TI;CHNINES AND PROCESSES

Thu instructional t_Cali.u,_s and procedures of ti,e Syracuse
program model are highly process oriented. The first two years
and ')art of tho third year are spent in liberal studies. This
a,?lication of Liberal Arts education is viewed as a seventh
li,eral wajor component in preparation for professional teacher
training. In addition to electives, the instructional technique
unique to t' rogra-1 model is the development of three courses
that continue b.. two semesters each and arc specifically designed
for :),_n,entary teachers.

In the third year the student concentrates on the other six
core orients, which together comprise the pre-professi'Jnal year.

:ix corr...onent:. (1) :'nthods and Curriculum, (2) Child
1C.2'.13111;, (3) Teac;.ing Theory and Practice, (4) Sensitivity

Trai:Anrj, (S) Social and Culture) roundations, and (6) Self-Direction.
;31 of th coPponents are sul divided into modules that take many
forw. The four main tec;,niques or i7rocesses used in these modulcs

(1) totally pl,.!diated instructional enisodes with a teacher
educator, (2) student-directed seminars, (3) individualized instruc
tion, and (4) those in diverse settings such as with simulation,
rieroteac!ang, and tvtc,i-g.

The implication given by this program model is that these
modules would place great reliance on many forms of technology,
such as audio- and video-tape recorders, private carrels complete
with all audio-visual aids needed, and computer assisted scheduling
as well as computer-based programs. The main rationale for this
reliance is related to the recognized need to individualize and
personalize teacher training programs.

In the fourth or Senior Professional Year, the student con-
tinues his work within the modules. He also begins to plan, teach,
and evaluate series of teaching units. The student then teaches
in a Teaching Center, which is located in a public school and is
staffed by clinical teachers and clinical professors. Also during
this year the student completes minimal requirements for certifica-
tion and makes a final decision about continuing with the program
model experience.

If the student decides to continue in the program model, he
begins his fifth year immediately during that summer. This
Resident Year has two major instructional. processes. One is the
continuation of each student's specialization program during the
sumer sessions before and after this fifth year. The other
procedure is halftime partnership teaching in a Resident Center
for an entire school year.
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In order to ensure the continued application and use of
instructional technology the program model provides a Facilitation
Center that serves all phases of this model. The range of services
in this center include a curriculum library, production and dupli -
cation of materials, learning carrels, and many types of stimulus
media. Among these wculd be open-ended films, kits for contrived
experiences, film strips, audio- and video-tapes, slides, overhead
transparencies. and opaque materials. Equipment in addition to
the tape recorders would include teaching machines, record players,
and projectors of all kinds. The program authors view this Facili-
tation Center as a student support system that would be used through-
out a student's training.

Through all of these processes and instructional procedures
the student has opportunities to make many decisions. These
decisions concern teaching itself and a possible specialization
within elementary teaching. One of the main advantages that is
cited for the Self-Direction Component is the chances it allows
students to explore both teaching and a possible specialization.
What the program model does not detail is exactly how these
opportunities are made available to the students.

ROLL OF THE TEACHER EDUCATOR

One of the basic assumptions of the Syracuse program model
is the belief that teachers can change only when their training
program is directed by a self-modifying staff. Therefore, a
continuing in-service component for teacher eeucators is essential
to assure that the program model, its students, and its teachers
are capable of demonstrating attainment of the same objectives.

The main role of the teacher educator in a changing, self-
renewing professional person. In the Syracuse program model
the teacher educator has two major roles: (1) the clinical
professor, and (2) the clinical teacher. The teacher educator
is not doing tasks that are entirely different from those that
he does now. However, the degree of contact with individual
...iludants and the setting in which he performs the tasks have
elanied.

The clinical professorts role is determined by the responsi-
bility he has for a particular segment of teacher training as well
as Ly the setting in which this responsibility is carried out.
There seem to be tliree major responsibilities for the clinical
professor. Ne serves in a guidance role with individual students,
in an instructional role in module seminars, and as a team member
during a student's Senior Professional Year and ^esident Year. The
clinical professor's settings include (1) the college campus and
its classrooms, (2) the Teaching Center, and 01 the Resident Center.
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The clinical teacher, while not working in as many settings
as the clinical professor, also has many responsibilities and thus
many roles. He has responsibilities as a guide and evaluator within
many of the modules selected by students during their Pre-professional
Year. lb also operates as a team member during the student's Senior
Professional Year. The clinical teacher has responsibilities in two
different settings. One is the Tutorial and Microteaching Center,
which is an integral part of many modules of the Self-Directing
Component. The other setting is in the Teaching Center, working
with the clinical professor and student in a variety of team planning
and evaluating sessions. One role that the clinical teacher does
not have is that of demonstration teacher.

Andrews states that the one trend in teacher education that
shows signs of receiving increased attention is involvement of
public school personnel in teacher training and college personnel
in public school settings rather than only on college campuses. 3
The Syracuse model would seem to support this trend.

EVALUATION TECHNIQUES

Perhaps the main concern of the Syracuse authors is for the
program model to be "open" and dynamic. The rationale seems to
rest upon the adoption of the "intent-action-feedback" concept
as the primary technique for evaluation. This self-renewing
aspect of change runs through the entire program model; with the
program itself, the students, and the teacher educators.

The foundation for this intent-action-feedback concept is
found in Ilooney's theoretical work, which suggests that the factors
of problem resolution, decision - making,' confrontation with a
pluralistic reality, ways of becoming, and ways of behaving. The
Syracuse program model has used these factors to conceptualize
what they describe as "new" ways of becoming (a teacher) and "new"
ways of behaving (as a teacher).

Specifically, examining this program model's self-evaluating
techniques for its students and teacher educators, one finds that
"becoming a teacher" involves (1) perceiving, (2) thinking, (3)

feeling, and (4) deciding about the profession of teaching. In
examining "behaving as a teacher" the program model suggests
(1) having intentions, (2) acting on these intentions, and
(3) using feedback to evaluate and modify one's own future behaviors.

Finally, the Syracuse model has developed three major evalu-
ating Supporting Systems, all of which have testing and other evalu-
ative functions. There is a Program Support, Information and
Evaluation Support, and Organizational Support Systems.

3L.O. Andrews, "Challenges and Needed Developments in Teacher
Education," Teacher Education in Transition, Multi-State and
Teacher tducation Project, Baltimore, Yaryland, 1969.
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'phi :* proaram model han sore very specific features that ri(!ol
!Iced.; of iioth tle La the tenclAnr) profesnion.

-e.1,1rally, the model is responsive in these ways:

J. It ma):cs the 'Jest humanistic use of the technology
of teacher training tools.

2. it is an open :system that functions in a reciprocal
relationship v-ith research, development,
elewentary education, and educational industries
uld la!,oratorics.

3. It produces highly adantive teachers w10 can and
A.11 c.anye t:.erselves, and o will guide r,1rvant
c:Janges in t%:.. institution of education.

4. It naknn u!.e of the rr.n. an0 more nrorining Hear: in
teacher education, even though they are not dcsign4
t)articularl for Clir; proyram model. This ,ould
include.

a. Sonsitivit training

:lcroteaeiinf.

c. Sirulatioa

d. Coz,,,luter-l'ased instruction

e. Video-taped feedhack of teacher behavior

f. :resident service for initial professional induction

Specifically, the Syracuse program model is resnonsive tryinci to
nreduce:

1. Self- rene% ing '0,ction today, adapt to
caange lovorrow, and guide the direction of that change.

2. Self-renewing teacher educators who work in these ways:

a. Clinical professors in Teaching and Pesident Centers
an team planners and evaluatorn.

1). Clinical teachers in Tutorial, ricroteaching, and
Teaching Centers as guides, team planners, and
evaluators.
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Finally, this program model is responsive through its
recognition of the need for the individualization and personal-
ization of teacher education. The Self-Directing Component of
the Syracuse model includes provisions for counseling and
personal exploration of goals, values, and their consequences
in a professional setting. Through this exploration of the world
of an elementary school teacher, each student is able to more
effectively make decisions that will benefit himself, society,
and the teaching profession.

UNIQUE CONTRIBUTIONS

The developers of this program model see its uniqueness in
being a "design to educate teachers in new ways of perceiving
situations, realizing existing alternatives, t inking, feeling,
deciding on courses of action, and taking action through new ways
of behaving." The entire program aims to train teachers who behave
and become in changing ways. Therefore, the developers consider
their program model unique in its entirety.

To this writer the features that appear different include
the attempt to reorganize the content of some courses in the
liberal education component so that they are more directly con-
cerned with the needs of elementary school teachers. Three
inter-disciplinary double-semester courses deal with changing
perspectives in the humanities, social sciences, and natural
sciences.

Unique, too, is taking the term "protocooperation" from
ecology and applying it to the relationships that should exist
among the college, public schools, and educational industry or
agency. The term "protocooperation" implies that two or more
institutions interact in a mutually beneficial relationuhip that
is not obligatory to either.

Three other unique features of the Syracuse program model
are located away from the university campus in the public schools.
The Tutorial and Microteaching Center is staffed by trained
clinical teachers and provides the setting for module experiences
within the Self-Directing Component.

The Teaching Center is the setting for student teaching
experiences. Within this Center each student is involved in
team planning and evaluating with a clinical teacher and
clinical professor. Those students who choose to continue in
the program teach in the Resident Center during the fifth year.
The resident student teaches in partnership with another resident.
They share responsibility and salary for one classroom. The
residents work with a team of clinical professors in the elementary
classroom and in on-campus seminars.
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final unique contri')ution of the Syracuse program rodel
ni)er-s to !)e the tree supporting systems that provide data,
testing, and other evaluative feedback to the three major seg-
rr.t; of this vrogram model. These support systems are: (1)

Proetam Support for the model itself, (2) Information and
:;valuation Support for the students, and (3) Organizational
;;LI :, -ore for the rotocoop,:rative institutions.

7 .1;01r.:i,

The SyL-acuse program model developers describe their supeort
:Mating that, "Each support system needs to be evolu-

tionary in order to handle various components of the develorsment
of L:q. orogram node]. The proeram rust he a'ple to respond to
e' go -itflout major redesign." With this expressed belief it is
not surrrising that the Syracuse model design is flexible and calls
for 3u:,port :.ystemt, that center around a general purpose, time-
;hared, data management computer program.

one of the basic assumptions of this program model was that
it Yas just as necessary for the model to be open and renewing
as it was for the students and teacher educators to be so. yield
testing is the part of all three support systems that will assure
that the model will evolve. This aspect will not he tested until
the implementation of Phase III of the program model.

The Program Support System has three major divisions that
are intended (1) to design, develop, and test the program model,
(2) to field test the modules or subcomponents of the model, and
(3) to redesign, redevelop, and retest the entire program. The
Information Evaluation Support System is primarily concerned with
process evaluation elements or evaluation of the ongoing program
ane students' attainment. It has four major subelements: (1)

module pre- and post-tests, (2) information to Program Support
System for reaesign phases, (3) information to the student on his
progress, and (4) information about students as a product of the
program model.

The Organizational Support System has two substructures.
One is the laintenance Substructure and the other is the Adoptive
Substructure. Each of these has an internal and external element.
Internally, the substructures are concerned with providing
(1) information among faculty, students, and administration,
(2) feedback loops 80 that data are transmitted to "decision points,'
and (3) developmental experiences for internal renewing. Externally,
the concern is with sectors of the university, public schools,
industry, regional laboratories, and governmental agencies.
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Specifically, all of the support systems are for the pur-
poses of indicating methods of assessment for change by all the
varied institutions concerned, helping personnel make decisions
more professionally, and creating a changed model that will
function more effectively than the previous one. Provisions
for revision are among the strongest features of this program model.

RELATIONSHIP TO GENERAL EDUCATION

Probably the two most positive aspects of the relationship
of the Syracuse program model to general education are the
recognition by the model proposal of the importance of liberal
arts education in the training of teachers and the necessity
of modifying that education to more nearly meet the needs of
future elementary teachers. In this program model the general
education phase is designed to be the knowledge and processes
that when translated into the "language" of elementary school
children will become that which teachers will teach to these
children.

The first two years and part of the third or Pre-professional
Year are spent in the areas of liberal education. The Syracuse
program model has proposed three distinctly unique two-semester
courses. Through these modified curriculum they have allowed for
the most diversified of all of the activities of the program model.

The three courses are entitled "Changing Perspectives in
the Humanities, Social Studies, Natural Sciences." They have
all ,peen designed cooperatively among liberal arts scholars and
educationists. Their stated purpose is to provide a "knowledge
integrating" function and medium of study of contemporary issues
and processes used by persons who must work (teach) in these areas.
The relationship to general education seems to be most effective
and efficient for the students of teaching that are being trained
in this program model.

2LbSIDILITY1.-- .:11.--....
It is almost impossible to speak of feasibility as it relates

to cost factors at this stage in program model development. There-
fore, this section will eliminate cost as a consideration at this
tine. Other factors to be considered include organizational
prolAcms, personnel role changes, logistical considerations, and
procedural techniques related to numbers of students.
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esta;,lis:smont of protocooperation or the changing of
historical relationships among university, pul-lie and
other acflncier; does; seem to at
.,jvf,n.;jty. The increaL;inq awareness of interdependence and
oeuality of the contri%utions of each institution is now being,
discussed.4 However, internal changes that would be necessary
for athvtion of the liberal education component of the Syracuse
;ror,ran, modA. would not seer to be a readily possible.' A first
step toward this cange could !)e the establishing of an inter-
di:iciplinary committee to examine the present program.

Personnel role changes appear to be possible within the
present faculty structures of the college and of the public
schools. The question of how to get faculty to loo'.: at itself
if, not easily answered, but again the recognition of alledd to
change can he the needed beginning.

Logistical consideration would seem to be a prohibitive
factor at The Ohio State University with its large student
population, but the effect may be exactly the opposite. It
would seem that all of the components that tend to individualize,
per:;onalize, cr modularize the teacher training program would be
most efficient and effective in a large university. Students'
identification with minimum numbers of fellow students who desire
to undergo similar experiences would perhaps he much easier in

largest numerical setting possible. The specific behavioral
goals of the program model could also be evaluated more effectively
in a large institution with multi -group s9ttings, wherein control
groups could be established more readily.'"

Procedural technigup and their continuous evaluation require
computer-:,ased services./ These are available at The Ohio State
University and a shared-time basis should allow feasible budget
considerations.

In summary, the Syracuse program model developers believe
that their model is feasible and this writer beli2ves it could
also be implemented at The Ohio State University. u In order to
make any final decisions concerning the adoption of this program
model it is necessary to await the report of Phase II, which is
the study of the feasibility of the Syracuse program model.

I. iller, "Needed: Experimental Schools that Really
Experiment," Phi eelta Kappan, April, 1969.

5Jay 1,. ?:onson, "The New Vodels in Elementary Teacher Education,"
Phi Delta gappan, October, 1969.

°Lion Aamachek, "Characteristics of good Teachers and Implications
for Teacher Education," Phi Delta Kappan, February, 1969.

7harry S. Hartley, "Limitations of Systems Analysis in Education,"
Phi Delta Kappan, !'ay, 1969.

eLer, "Explanation of Syracuse "odel," talk on video-tape,
The Cihio State University, October 9, 1969.



227

RELATIONSHIP TO RECOPMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

It would seem a rather meaningless task to examine each of
the NCATE standards and then describe to what degree or extent
the Syracuse program model meets, exceeds, or falls short of that
standard. Rather this section will express a general reactioa
to the appropriateness of the standards for a program such as
the Syracuse model, and describe the areas of greatest strengths
and weaknesses as they relate to the INICATE guidelines.

The Syracuse program model generally meets or exceeds NCATE
standards. Since it is a program model aimed primarily at under-
graduates, Part I of the standards is most relevant for comparison.
The 4racuse model does have a fifth year or post-baccalaureate
component, but it is voluntary for each student and therefore will
only >c referred to and not examined here.

The following sections of the standards are those which seem
to have been exceeded in the Syracuse program model.

Section 1.2

Standard: There is a planned general studies component
that requires at least one-third (of tc%Jr years) of each
curriculum for prospective teachers consists of studies
in the symbolics of information, natural and behavioral
sciences, and humanities.

The two and one-fourth years of liberal education far exceed
the time standard, and the three interdisciplinary courses
designed particularly for elementary school teachers are an excel-
lent addition to make liberal education more meaningful.

Section 1.33

Standard: The professional studies component of each
curriculum includes the systematic study of teaching
and learning theory with appropriate laboratory and
clinical experiences.

The laboratory and clinical experience section is more tnan
satisfied in the Self-Directing Component modules that are a
part of the Tutorial and Vicroteaching Center experiences.

Section 1.34

Standard: The professional studies component of each
dill -Caum for prospective teachers includes direct
substantial participation in teaching over an extended
period of time under the supervision of qualified per.'
sonnel from the institution and the cooperating school.

The practicum standard is met in three ways in this program
model: the three public school centers- - Tutorial and icroteaching,
Teaching, and Resident Centers.
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section 1.5

Standard: The design, approach, and continuosu evaluation
anddevelopment of teacher education programs are the
prime responsibility of an officially designated unit; the
majority of the membership of this unit is composed of
faculty and staff members who are significantly involved
in teacher education.

The basic assumption of the need for protcooperation which
involves the college, public schools, and educational industries
and agencies is an excellent response to this standard.

Section 2.1

Standard: An institution engaged in preparing teachers
has full-time faculty members in coacher education, each
with post-master's degree preparation and/or demonstrated
scholarly competence, and each with appropriate specializa-
tions. Such specializations make possible competent in-
struction in the humanities and behavioral studies, in
teaching and learning theory, and in the methods of teaching
in each of the specialties for which the institution prepares
teachers. There are appropriate specializations to ensure
competent supervision of laboratory, clinical, and practicum
experiences.

The use of clinical teacher as program model faculty is
justified by the definition of this role. In this program model
the professional person who fulfills the responsibilities of
clinical teacher is defined as being an elementary teacher with
special. training in the diagnosis and remediation of pupil-
learning difficulties. Such an individual would most effectively
fit t7:ie A:'.72-Tr; etaeerd.

Section 2.2

Standard: ;'embers of the teaching education faculty have
CbaanuTrig association and involvement with elementary
and eecondar- sehoole.

..']Ife clinical professor's involvement in on-carpus activities,
-1u- active tearing roles in both the Teaching Center and the
eeeident Center would exceed this standard's requests.

Section 1.^

Standard: The institution applies specific criteria for
EfT6 re tention of candidates in basic programs !Ilo possess
academic competencies and personal characteristics appropri-
ate to the reeuiroments of teaching.
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Another of the basic assumptions of this program model is
the im;;ortance of developing self-renewing, decision-making
studonts. Therefore, this standard is met not only by the
college as an institution, but also by the program participants'
selfdecisions. The student may decide whether to remain in
teacher education, what specialization he should attempt, and
if a fifth year would Le beneficial to his professional
a3pirations.

Section 3.3

Standard: The institution has a well-defined plan for
counseling and advising students in teacher education.

There would he a great deal more individual counseling and
guidance in the Syracuse model because of the new roles of the
clinical teacher and the clinical professor in many situations
during the student's experiences.

Section 4.3

Standard: The institution provides physical facilities
and other resources essential to the instructional and
research activities of each basic program.

The physical facilities standard is met and exceeded in
this program model through the use of multiple settings,
including the college campus and three different public school
settings.

Section 5.1

Standard: The institution conducts a well-defined plan
for evaluating the teachers it prepares.

The Syracuse program is most able to evaluate its under-
graduate products (students) through the fifth year component
of this program model. By guiding the new teacher through this
Resident or first year as a teacher, the program model staff
can efficiently evaluate its own graduates.

Section 5.2

Standard: The institution uses the evaluation results
iii-IFJ-Itudy, development, and improvement of its teacher
education programs.

The three support systems--Program Support, Information and
Evaluation Support, and Organizational Support--all enable eval-
uative data and effective program revision.
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There seem to be three sections of the UCATE standards
that either do not apply or are not met by the present program
model proposal.

Section 3.1

Standard: The institution applies specific criteria for
admrssian to teacher education programs; these criteria
require the use of both subjective and objective data.

Admission standards for program model students are not
outlined or discussed. The inference would he that the same
standards would hold for gaining admission to this teacher
training model as would be required for admission to any
teacher training program.

Section 3.4

Standard: The institution has representative student
paitrapation in the evaluation and development of
its teacher education programs,

Other than self-evaluation, the student's roles in eva'u --
ating overall program model are not clear. The Information and
Evaluation Support System would furnish the data concerning
students but would not be a substitute for student6' personal
involvement in the program model evaluation.

section 4.1

Standard: The library is adequate to support the
instruction, research, and services pertinent to
each teacher education program.

Section 4.2

Standard: Pvmaterials and instructional media center
for teacher education is maintained lither as a part
of the library, or as one or more separate units, and
is adequate to support the teacher education programs.

There is no direct information given concerning library
or curriculum materials. The establishment of off-campus
centers would require special attention to the ready availa-
'Alit, of materials in those centers.



SYRACUSE UNIVERSITY PnOcRAM MODEL

Analysis by Alice Garry

RATIONALE

Elementary education will he different in the future; many
changes will occur in the education of children. In fact, change
will be one of the most significant and pervasive factors in the
last quarter of the twentieth century. A teacher education pro-
gram can be developed that will prepare future teachers to con-
front change, to react to it responsibly, to guide it constructively
for the welfare of the individual and society, and to initiate
change in the institutions and communities in which they will work.
When a program or a person meets change with responsible behaviors,
he himself introduces change into the world.

The Syracuse program model is built for the future--a future
for which the specific knowledge and skills that graduates of the
program will need can only be speculated upon. The program model
draws heavily on the work of Ross Mooney with respect to life-
giving systems. His theory maintains that "life-giving systems
operate as systems, open to their environment, integrative of
their being, in transactional give-and-take of energies across
their borders, selectively forming fresh fittings in creative
transformations (adaptations, creations) as time passes." The
Mooney model takes form in this program model in intent-action-
feedback processes, problem resolution, decision-making, the
confrontations of a pluralistic reality, new ways of becoming
(perceiv.ing, thinking, feeling, deciding), and new ways of behav-
ing (having intentions, acting on them, and using feedback to
evaluate and modify future behavior).

The developers of the program model take the position that
only through multi-institutional cooperation can teacher educa-
tion become a truly dynamic professional education. Therefore,
the program is designed to utilize personnel from a university
or college, public schools, the educational industries, and
regional laboratories and other appropriate agencies in a condi-
tion of "protocooperation" or interpendence. The rationale for
recommending this type of organization stems from the belief that
a new conception of the structure of teacher education is needed.

COMPONENTS

The components of the Syracuse model have been developed on
the assumption that teacher educators have differing views. That
these differences exist is recognized as a reality of teacher
education today. Public school teachers and college professors

231
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may have differing views, as may organizations and institutions
concerned with teacher education. With this in mind, the program
model takes a pluralistic position, believing that now and better
solutions to the problems induced by change can be developed.
The program model is designed to capitalize on this pluralistic
position -to draw from the public schools, educational industries,
regional laboratories, and other agencies those experiences that
will enable students to cope more effectively with the demands
of change.

The program model is designed as a five-year program, with
the first two years devoted to liberal studies. In the junior
year exploratory professional study is begun while liberal
studies continue. The final year, including the preceding and
folloe-ing summers, is a resident year, and a period for develop-
ing and refining: (a) skills and knowledge from previous years,
and (b) a specialization that is unique for each student. During
t!J, entire resident year, a student would he assigned to a
'Icsident Center of his choice. Here, he would share the complete
responsibility of a classroom with another resident. Each would

raid half a salary. The residents would be supervised by the
Lircctor of the 7esident Center and a tear of clinical r)rofesoe:.

The seven components of the eroeram, which are integrated
into the t)asic design of the total program, are: (1) Liberal
::eucation, (2) methods and Curriculum, (3) Child Development,
(4) Teaching -theory and Practice, (5) Professional Sensitivity
Tra!s5ng, (6) Social Cultural r,oundations, and (7) a Self - Directed.
Corponent.

Vie liberal Education Component consists of eighteen hours
of liberal education (to he supplemented 3 -v varying hours of

art,-; education, dependinq on the requirements of the
adq)ting college) . Six hours arc devoted to the Humanities,

';:ours to t'io Social Sciences, ant.: oil: hours to the flatural
his component is designed to ona17;le student ,.. to

ae;uiro now ways of perceiving, realizing, feeling, and deciding,
rather than mrely to gain knowledge of the various areas.

The Iethods and Curriculum Component is designed to aid the
student in problem resolution, to help him apply effective ap-
Llroac:les to new prd;lem situations. This component is constructed
in modules, which deal with the content and teaching methods
associated with language arts, reading, social science, science,
and, mathematics. The primary goal this coil -cennt is to enale
the student to confront and resolve problems. The secondary goal
is to provide basic understandings and skills to help students in
resolving curriculum and methodological problems during both
training and professional teaching.
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'2hc Child revelopment Corrponent focuses on instilling sen-
sitivity in t.:,e teachers for the children they will teach. It
is designed to help the students understand the meaning of
children's hehavior. Students arc actively involved in describ-
ing and analyzing child behavior.

The basic goal of the Teaching Theory and Practice Component
is to enable students to make wise, non-substantive teaching
decisions. Teachers will he reguired to make plans for both
long- and short-range activities.

The Professional Sensitivity Training Component is concerned
wits the development of the student's understanding and skills
relevant to the dynamics of intrapersonal and interpersonal, group
and organizational interactions. This component would include
readings, seminars, and T-group experiences. Awareness of self
as a person is the fundamental goal. Awareness of one's role as
a teacher and a professional in the school organization and the
total educational system is also emphasized.

The Social-Cultural Foundations Component, in its pre-
professional aspect, is primarily concerned with giving teachers
enough understanding of the social and cultural dynamics of the
classroom and the school as a social institution to make their
training "real." In the senior professional year, the emphasis
is on "reality testing," provided by field experiences with
students. During the resident year, the major focus is the
application of skills and understandinas to an analysis of the
social, economic, and political forces operating in the school
system in which the student is teaching.

The Self-Directed Component is intended to foster independent,
self-directed activity. It is less structured than the other
components, particularly with respect to its subject matter. The
student will be asked to:. determine what changes he would like
to see take place in the children he teaches, describe these
changes behaviorally, determine what specialized training is
needed to accomplish these goals, and accomplish such ends as he
has specified with the pupils he teaches during his resident year.

The construction and possible implementation of these com-
ponents is in accord with the pluralistic viewpoint of teacher
education. For example, in the vethods and Curriculum Component,
one module, CV-21, requires an input of twenty hours of student
time, five hours of university faculty time, and fifteen hours
of clinical professor and clinical teacher time. The cooperation
of all three is essential for successful completion of this
module on "Interpretation of Curriculum to the Public."
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Individual rationales are available in support of each
component, and are found on the following nages in the Final

Liberal 1:ducation, P. 7275
,.etnods and Curriculum, p. 89, 91
child :)ey.)lot)ment, p. 175177
Yeachinc! Theory and Practice, p. 219, 224
Professional Sensitivity Training, Pp. 293-285
Social-Cultural Foundations, p. 31E318
SelfDirected, p. 410

The Syracuse program model provides rationales not only for
the seven components, but also for most of the modules within

coNponents. Nith two exceptions the rationales sem 'loll-
a::finaa and clearly stated. The rationale for the Teaching
Theory and Practice Component seems to he poorly stated. The
program model developers state that the rationale for the
Professional Sensitivity Training Component is based on untested
a.isumntions, which the program proposes to test.

The model does not appear to e consistent philosophically
in that the same basic method or form is not utilized in each
component. For instance, little precise content is specified
as objectives for the Child Development Component, while the
modulas in the Teaching Theory and Practice Component are desioned
in an organized, structured manner, in which the content of one
module is designed to form the basis for the following module.
or. Ueber, the program model director, has personally stated that
the inconsistency of methodology was intentionally inserted,
because the develoeprs felt that a "mixture" was needed and,
indeed, beneficial.

ouTcorEs

The Syracuse model has been created to help individuals to:
(a) become increasingly perceptive, (b) have a positive concept
of themselves as teachers, (c) come to terms with themselves
regarding their motives for becoming teachers, and (d) develop
a system of professional values consistent with their personal
integrity and the demands of the education profession.

If the program is successful when implemented, its graduates
will be sensitive to other people (children and peers), and will
be capable of working with them in ways that enhance their unique
potentials. The graduates will be committed to the welfare of
those with whom they work, and dedicated to making significant
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contriutions to the lives of the pupils and to the institutions
and communities in which they work. The graduates will he
receptive to change. They will be capable of responding to the
problems they face by defining appropriate intents, taRing action
in line with those intentions, and evaluating the consequences
of such actions in their own lives and in the lives of others.

The program must progress toward the same goals that are
held for the students. The program staff must utilize new ways
of perceiving situations, of realizing existing alternatives,
of thinking, of feeling, and of deciding on courses of action,
and of taking action through new ways of behaving. In other
words, the program model developers feel that the objectives
of a higher level, such as those of "becoming," can best be taught
by example from the program staff.

The devolopert; recognize that, in the pluralistic environment,
there is apt to be a diversity of proposed responses to a given
situation. This diversity may lead to confrontations in an open,
inquiring climate, with the better alternatives hopefully prevail-
ing. Those alternatives arc translated into what are called
"responsible behaviors," and are characterized as: (a) intending,
(b) acting on the basis of the intention, (c) accounting for the
consecluences of the action, and (d) using the results of the
accounting to modify future intents and actions. These behaviors
are an outgrowth of !looney's life-giving systems, on which the
rationale for the program is based.

The model also includes specific behaviors that teachers
should exhibit at the end of the program, as a result of experi-
ences encountered in the Child Development Component. The entire
Teaching Theory and Practice Component is devoted to developing
specific behaviors in ts2achei.

:e1E, P'10CESSES

The approach developed in this program is through problem
resolution. The term "resolution" implies a continuing process,
rather than solution, which implies a final disposition of a
pro'Aem. The approach through problem resolution dictates no
particular method of instruction. It asks that the student develop
or rorluest instructional techniques that relate to the nature of
the problem. Nmong the techniques upon which the student might
draw are: (a) professional sensitivity training, (13) microtcaching,
(c) simulation, (d) computer-basdd instruction, (e) objective
analysis of instruction, (f) largely self-paced, modularized
instruction, (g) video tape feedback of teaching behavior,
(h) programed instruction, (i) resident service as a technique
for initial professional induction.
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Though none of these techniques was developed specifically
for this program model, their use within the program represents
a uniclue configuration of new and promising ideas in teacher
education that will be used in conjunction with many of the more
traditional ideas such as seminar instruction, observation of
live classroom situations, mediated observations of educational
settings, exploratory teaching, video tape lectures, and relevant
readings in the field of education.

Separate rationales are not provided for each of these
technic-sues. However, underlying each technique is the overall
rationale of the need for methods of coping with change. Indi-
vidual rationales are provided for all modules, which include
these techniques.

TIOLL OF THE TEACHER EDUCATOR

The role of teacher educator, in this program model, is
performed not only by the university personnel involved in
preparing teachers, but also by those personnel from public
schools, educational industry, and agencies such as regional
laboratories. These groups are all engaged in teacher education
in a system of protocooperation, mentioned previously. This
program model calls for new roles for members of these groups.

Individuals from one or several of these categories might
serve in one or more of the following positions:

Faculty Facilitator-to be available to lead groups and
conduct seminars, if the students wish to be led by
a trained leader.

Field Consultant for Facilitation Centerto be responsible
for obtaining tapes and publications of various out-
standing professors in colleges and universities in
this country and abroad. These would be made available
for students to see and hear. The field consultant
would also act as the contact man for students who
would profit from work-study experiences during one
or both of their graduate summers.

Facilitation Center Director--to he in charge of orientation,
training, activities, performance, and evaluation of the
center's staff and personnel, coordinate seminars, etc.

Counseling :.visor_ --to he responsible for sixty to seventy
students, including holding conferences and reading
students' diary-logs, to hold conferences during the
resident year in the field; to meet with other counseling
advisors and staff, and perform various other functions.
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`f- Group Trainerto organize T-groups for beginning sessions
of the Professional Sensitivity Training module.

Liaison Man--to establish and maintain cowmunications and
feedback between the enabling seminars and the Facili-
tation Center.

Librarian - - -to assist students in their use of the library,
and to disseminate information concerning resources
and their availability.

Production Center Supervisor--to be responsible for pro-
duction services to students, such as providing
equipment and materials to be used by students in
their assignments and teaching.

Abstractor-Recorder--to maintain a record-keeping unit
where student diary-logs would be summarized and
stored. All data would be kept up-to-date, ready for
the counseling-advisor's use in briefing himself before
a conference with the students.

Since this is a program model that could be, rather than one
that is, these are only suggestions for possible positions. These
roles might be performed by personnel from the university, public
schools, educational industries, or regional laboratories. The
developers of this program model feel that only when all of these
groups work and plan together to create, implement, and continually
modify a program for the training of teachers can a really vital
program be developed.

EvALUATION TECHNIQUES

The program model contains what is termed the Information
and Evaluation Support System, which is designed to serve four
primary roles. The first is to gather data on student per-
formance and to feed the data back to the instructional staff.
The second is to evaluate the modules in terms of worth (both
inter- and intra-module), as well as to examine them for the
effect of differential instructional patterns. A third function
is that of analyzing the effectiveness of components and the
total program. The final function is one of research and dis-
semination. The Evaluation Support System, then, is a means of
evaluating the program rather than the studeilt.

One of the major means of student evaluation is the utili-
zation of pre- and post -- measures of performance with respect to
the objectives of each individual module. On the basis of
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pre-test performance, a student might be asked to: (a) make up
deficiencies before starting a module, (h) begin a module with
the first instructional experience or enter the module at some
advanced point, or (c) demonstrate that he can already meet the
objectives of that module and proceed to another module pre-test.
Post-assessments are provided for each module. In addition,
opportunities are provided for students to engage in special
remedial activities before proceedina to other modules.

Not all of the pre- and post-measures are necessarily tests;
they range from written reports and essays to behavioral assess-
ments. However, the use of tests is heavily ingrained in the
program, and these instruments would have to be developed, should
this program model be implemented.

In some cases, a student might he required to repeat the
module one or more times until he demonstrates his proficiency,
for example, in some phase of teaching. The modules of the
methods and Curriculum, Child Development, and Teaching Theory
and Practice Components, which call for a concurrent teaching
experience, also serve as means of evaluating student performance.

ritzel's proposed evaluation strategy, which requires presage,
process, and product measures, has been used as a basis for evalu-
ation in this program model. The rationale undergirding the use
of this evaluation scheme is provided in detailed form on pp. 486-
490 in the Final Report. However, the program model developers
have provided a very simple rationale on p. 26, in which they
state that evaluation is essential to good program construction,
as a feedback technique, operating from the level of the simplest
moduleto the program as a whole.

RESPONSIVENESS TO SOCIETAL AND ?ROFESSIONAL NEEDS

The program model is viewed by this writer as responsive
to societal and professional needs in the following ways:

1. It reconceptualizes the parameters of teacher education
by including in this process personnel from
schools, educational industry, the university, and
other educational agencies. This type of involvement
enables each group to make a unique contribution,
theryhy providing the others with assistance not
usually riccesi;thlo.
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2. It provides flexibility in entry, exit, and re-entry
into the program. It is so designed that, should a
student decide to terminate professional study upon
completion of the junior, or pre-professional year,
the academic credit accrued during that year could
be translated into electives in a college of liberal
arts or some other department. The student could
apply these elective credits to graduation require-
ments and graduate from the university a year later
without penalty. This is an advantage not available
in many universities at the present time.

3. Individual differences are recognized. Students may
continually change groups and seminars within the
program, so that a student from one of the slower
moving groups could join a seminar group working at
a more advanced level, should he want or need to
progress mcre rapidly. This is one means of provid-
ing for individual differences and making the program
somewhat self-pacing.

4. Opportunities for personal and professional growth
are offered. The first module of the Professional
Sensitivity Training Component is designed to help
the student become more aware of himself as a person,
thus setting the foundation for future professional
personal decision-making, and establishing more
functional professional interpersonal relationships.

5. Experiences are provided to aid students in decision-
making. Microteaching, designed to be done in a
scaled-down version of the classroom, aims to create
a greater awareness of and sensitivity to one's own
teaching behavior. This experience in microteaching,
coupled with tutoring experience in the junior year,
should help students make more rational decisions
about whether to pursue a professional program or to
terminate professional work and pursue a degree of
a different nature.

6. Students are offered a variety of teaching experiences.
Students, in their tutoring experiences, should have
an opportunity to tutor several children during the
year. These children should represent different age
levels (from nursery sthool through intermediate
grades) and cultural and social backgrounds, and
tutoring should be done in several subject fields.
Students, then, would have some contact with younger
and older children, and with various socioeconomic
groups.
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7. Opportunities for specialization are provided. The
fifth, or resident, year would enable students to
work in Resident Centers representing a variety of
types of teaching institutions. For example, one
Resident Center could be a private nursery school or
Head Start center for students wishing to specialize
in nursery school teaching. Another center could
be an elementary school in a culturally-disadvantaged
section of a large urban center, while others could
involve schools situated in suburban or remote rural
communities.

8. Additional professional preparation is offered. The
fifth year is designed for developing and refining
skills and knowledge learned in previous years and
a specialization that is unique for each student.
In this way, a teacher may be trained as a generalist
or a specialist, according to his individual talents
and/or desires.

9. Provision is made for in-service education. Personnel
from the public schools and other educational institu-
tions involved in the program are provided with an
ongoing in-service education and a continual feedback
between them and the university.

10. Opportunity is provided for student involvement in
recent trends and issues. During the resident year,
students will have the opportunity to participate
in a series of modules dealing with the impact of
social change on schools. A portion of these modules
will focus on the so-called "technological revolution,"
as well as problems involved in "social justice."

UNIQUE CONTRIBUTIONS

The program model developers state that the program is
fundamentally different or unique because it is designed to
educate professional teachers in new ways of (a) perceiving
situations, (b) realizing existing alternatives, (c) thinking,
feeling, and deciding on courses of action, and (d) taking
action through new ways of behaving. The developers also sug-
gest that it may be unique because of the way in which the best
of the new and old have been conceptua:ized in a new configuration.

In this writer's opinion, several other aspects of the
program model are unique, if "unique" is defined as "significantly
different from what exists at present" in teacher education. In
that respect, the following are some unique aspects of the
Syracuse program model:
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1. It is largely self-paced, allowing a student to progress
through a series of modules at a rate comfortable and/or
reasonable for him.

2. The student is allowed to select his own counselor-advisor,
with whom he works on a regular basis. This relationship
between student and counselor-advisor is an enabling
relationship combining the talents of the counselor with
the talents of a generalist in the field of elementary
education.

3. The student may participate in one of the student-
controlled enabling seminars of about twelve students
each. These groups meet once each week and are designed
to help students discuss, integrate, and reflect on
educational questions that are of concern to them.

4. The development of the program is through a condition of
protocooperation, or interdependence of the university,
public schools, and educational industry and/or regional
laboratories.

5. Students are given the opportunity to experience the
field of education at both a theoretical and practical
level of engagement with elementary school pupils in
both tutorial and microteaching episodes.

6. During the fifth, or resident, year, students are
assigned to a Resident Center, with two students charing
a classroom. These student:, are assimilated into the
school system and are able to work with older, more
experienced teachers.

7. Students are encouraged to clarify and explore perfor-
mance goals for themselves, define them operationally,
and help plan a curriculum to sharpen their strengths
and remedy their weaknesses in light of their goals.
That is, they are expected to take responsibility for
their own learning.

8. The instructional techniques listed in a previous section
are utilized to a great extent. Some of these techniques
are presently in use in teacher education programs, but
on a much more limited basis.

MODEL REVISION

One basic methodology utilized for keeping the program model
current is its emphasis on "action." The program model is an
action model, in which it is intended that students engage in a
constant give-and-take with the environment. Since the environment
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will be continually changing, students will need to change to
interact effectively and positively with it. The model also
emphasizes applying effective approaches to new problem situa-
tions. If this approach is implemented, the program would, of
necessity, be continually updated.

Much emphasis is placed upon research and dissemination.
Promising new practices in teacher education and the differential
effect of the program model on students of different abilities,
talents, and personality characteristics are noted for the purpose
of revising and/or improving the program periodically.

Educational industry and regional laboratories, collabor-
ating with the college of education and the public schools, could
simulate the program or portions of it so as to predict material
development needs, develop instructional materials, and pilot the
use of these materials in the tutorial and microteaching centers.
With this research and development aspect, the program could
undergo constant revision and updating.

Perhaps the most basic method for keeping the program model
current is through the students themselves. The program aims
to create elementary school teachers who, through experience,
have learned to be self-directed learners. The assumption is
that by having experienced such an approacll to education in
their own training, they Will become teachers who have the
repertoire of skills and knowledge necessary to assist their
pupils toward becoming more self-directed learners. In-Mrs way,
the program should be continually supplied with "new blood" and
fresh ideas.

RELATIONSHIP TO GENERAL EDUCATION

A Liberal Education Component, in conjunction with additional
liberal arts studies, constitutes the entire freshman and sophomore
years end approximately half of the junior year. This Liberal
Education Component consists of eighteen hours of liberal education,
supplemented by varying hours of liberal arts education, depending
on the requirements of an adopting college.

The Liberal Education Component is designed to enablt students
to perceive themselves and the world in new ways, to realize the
existing alternatives in given situations, to think, feel, and
decide on a reasonable basis. The goals of the component tire
basically process rather than product. It is proposed that tht
staff for this component be drawn from the faculty of the univer-
sity or college at large, in order to provide a series of inter-
disciplinary experiences for the students.
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The substance of the Liberal Education Component is
intended to synthesize the liberal arts in a manner that will
enable prospective teachers t.) know or to know how to master
"the what" of teaching. Although it is not professional
training, the program model developers hope that it will help
potential teachers become aware of the "methods" of learning
and teaching. The developers also intend for this component
to be potentially valuable to a number of professional programs
in addition to the educational program.

FEASIBILITY

The program model developers suggest several points that
deserve consideration by any institution that might wish to
implement any or all portions of this model. It is possible
that an institution's attitude toward these points would affect
the feasibility of implementing such a program. Some of these
considerations are described here.

1. Since universities and colleges differ in admissions
policy, it is recommended that each institution set
its own requirements for admission to the Liberal
Education Component. The character of the student
body would, then, reflect that institution's particular
policy. With this in mind, the staff would need to
arrive at some consensus concerning the type of student
it would wish to accept into its elementary education
program.

2. It is recommended that a student stay with one advisor
throughout the Liberal Education Component program.
This advisor's function would be taken over by the
advisors of the Self-Directed Component when the student
entered pre-professional training. This continuity,
while highly desirable, might be difficult to achieve,
particularly on a large campus with a relatively large
turnover in staff.

3. This program model has been developed by a staff from
an institution, a university, for some other potential
adopter. That adopter should determine the specifics
of the program, develop the real operational objectives,
develop the instructional experiences, measurement
instruments, and support systems, and the implementation
of the program should be done cooperatively by the
people who will be affected by the program. If this
is kept in mind, adoption by another institution should
be relatively simple, providing the staff is willing to
call upon personnel outside their own department for
assistance, and to recognize the value in doing so.
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4. The model calls for a diversity of types of Teaching
Centers during the senior professional year and a
diversity of Resident Centers during the fifth year
of the program. At the Resident Center, residents
would be supervised by the Director of the Resident
Center and a team of clinical professors. The facil-
ities and personnel should present no insurmountable
barrier in a city, but.the actual implementation of
such a proposal would require good public relations
and the development of complete trust among the
cooperating institutions. Laying the groundwork would
be a large task, and an extremely important one.

5. This program model depends on an open system staffed
by professional educators who are: (a) open to change,
(b) trained to adapt to change, and (c) provided the
time, the rewards, and the supporting structure to be
able to be dedicated to elementary teacher education
as a primary function of their professional life.
Keeping in mind the typical staff present in a
university, public school, or other educatonal instit-
ution at the present time, this would seem to present
a real challenge, as many of the reward systems in
these institutions do not coincide with these qualities.
However, it seems to this writer that, until this por-
tion of the implementation stage has become a reality,
there is no need to proceed further. Any attempt
toward change must be initiated by people who are,
themselves, open to change.

6. The inclusion of sensitivity training in a program such
as this presents some problems in that, up to this
poirt, it has not been made operational. To date,
very few teacher education institutions have included
sensitivity training as a part of their program. There-
fore, although widely used in various settings, sensi-
tivity training remains largely untried and untested as
a dimension of teacher education. With the personnel
and facilities available in Guidance and Counseling and
Psychology through a university, implementation should
be more feasible.

7. Public school personnel, professors of education from
colleges and universities, and people from educational
industries and regional laboratories need to be in-
volved initially and deeply in the planning. This,
again, should present no unique difficulties, providing
that all groups are made aware that they are of equal
importance. This right require the work of someone
skilled in the area of public relations, who is aware
of the capabilities of each group.
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8. Universities, because of their value system and
consequent reward systems related to research and
publication, tend to be less concerned with program
development. University faculty members are usually
not rewarded highly for spending a great: deal of time
and energy on curriculum matters. In contrast to
smaller institutions, the larger university is typically
much more unwieldy. This makes the induction of formalized
change into the university structure a difficult and time-
consuming affair. However, if a staff is willing to
recognize its reward system, this problem should be
remedied in time.

9. The role of the public school teacher and professors
at some colleges has not included much in the way of
responsibility for decision-making on matters related
to curriculum, organization, or personnel. This would
seem to present no problem; most professional people,
in this writer's estimation, are capable of rising to
the level of responsibility required of them, if only
given the opportunity.

RELATIO1ISHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

One set of criteria by which the program models may be
evaluated, should they be implemented, is that of the newly-
revised NCATE Standards. Therefore, the following is an attempt
to analyze the Syracuse program model in relation to those
standards.

Design of Curricula

Standard: Teacher education curricula are based on
objectives reflecting the institution's conception of
the teacher's role, and are organized to include general
studies, content for the teaching specialty, humanistic
and behavioral studies, teaching and learning theory with
laboratory and clinical experience, and practicum.

The Syracuse program model recognizes the necessity for
educating teachers who can function well in the elementary
school as it now exists, who can adapt to change, and who can
themselves act as change agents. With this goal in mind, the
program model provides for general studies through its Liberal
Education Component, for content for the teaching specialty
by means of its Methods and Curriculum Component, for humanistic
and behavioral studies particularly in its Self-Directed and
child Development Components, and for lab and clinical experiences
by means of the Teaching Theory and Practice Component and the
resident year experience.
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Throughout all these components and experiences, the
institution's recognition of the need for teachers who can
act and react responsibly is stressed. This is emphasized
in the Self-Directed Component.

The General Studies oponent

Standard: There is a planned general studies component
F64711117g that at least one-third of each curriculum
for prospective teachers consist of studies in the
symbolics of information, natu-11 and behavioral sciences,
add humanities.

The area of general studies is provided for in this prograt
through the Liberal Education Component, consisting of eighteen
hours of liberal education concerned with the Social Sciences,
Natueal Sciences, and Humanities.

Content for the Teaching Specialty,

Standard: Thq professional studies component of each
curriculum for prospective teachers includes the study
of the content to be taught to pupils, and the supple-
mentary knowledge, from the subject matter of the
teaching specialty and from allied fields, that is
needed by the teacher for perspective and flexibility
in teaching.

The acquisition of the knowledge that is to be taught
to the pupil is provided in the Methods and Curriculum Com-
ponent, the content of which deals with language arts, reading,
social science, science, and mathematics.

The supplementary knowledge that might be needed by the
teacher as a background for his teaching specialty is provided
through the Liberal Education Component, the Self-Directed
Component, and the Social-Cultural Foundations Component, which
emphasize those aspects of education that tend to broaden a
teacher's viewpoint.

Humanistic and Behavioral Studies

Standard: The professional studies component of each
UFTEAum for prospective teachers includes instructicn
in the humanistic studies and the behavioral studies.

The study of the problems of education, or humanistic
and behavioral studies, is provided particularly through the
Social-Cultural Foundations Component, which assists the students
in understanding the institutitn of education in American culture.
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Teaching and Learning Theory with Laboratory and Clinical Experience

Standard: The professional studies component of each
curriculum includes the systematic study of teaching
and learning theory with appropriate laboratory and
clinical experience.

Teaching and learning theory are provided by,,means of the
Teaching Theory and Practice Component, and laboratory and clinical
experiences are provided by means of microteaching experiences,
indi idual and small group tutoring, senior year ass4gnment to
a Teaching Center, and fifth or resident year work in a Resident
Center, where two residents share responsibility for a classroom.

The last two experiences also fulfill the Practicum standard,
which states:

The professional studies component of each curriculum for
prospective teachers includes direct substantial partici-
pation in teaching over an extended period of time under
the supervision of qualified personnel from the institution
and the cooperating school.

Control of Basic Programs

Standard: The design, approval, and continuous evaluation
and development of teacher education programs are the
primary responsibility of an officially designated unit;
the majority of the membership of this unit is composed
of faculty and/or staff members who are significantly
involved in teacher education.

In the Syracuse program model, the responsibility for the
above factors is shared by university and public school personnel,
personnel from educational industry and other educational agencies
such as a regional laboratory and research and development centers,
as well as students in the program. The design and approval are
basically under the jurisdiction of the former groups; however,
the students in the program play a major role in evaluation and
development.

Competence and Utilization of Faculty

Standard: An institution engaged in preparing teachers
has full-time faculty members in teacher education, each
with post-master's degree preparation and/or demonstrated
scholarly competence, and each with appropt!ate speciali-
zations. Such specialisations make possible competent
instruction in the humanistic and behavioral studies, in
teaching and learning theory, and in the methods of
teaching in each of the specialties for which the instit-
ution prepares teachers. TherL are appropriate special-
izations to ensure competent supervision of laboratory,
clinical, and practicum experiences.
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Although the Syracuse program model does not deal specific-
ally with the level of education of personnel, it does stipulate
that the above areas be included in preparation of teachers. It
outlines, quite specifically, the responsibilities of personnel
in supervision of laboratory, clinical and resident experiences.

Faculty Involvement with Schools

Standard: Members of the teacher education faculty have
continuing association and involvement with elementary
and secondary schools.

With the system of protocooperation utilized in this program
model, there is a continuous involvement and association of these
individuals. In fact, the "teacher education faculty" is not only
composed of university personnel but also personnel from those areas
mentioned under Control of Basic Programs.

Admission to Basic Programs

Standard: The institution applies specific criteria for
admission to teacher education programs; these criteria
require the use of both objective and subjective data.

Criteria for admission, to the program arc not established
in the Syracuse program model. The developers state that,
"Since universities and colleges differ in admissions policy,
it would be presumptuous at best to set a guideline for student
admission into the (Liberal Education) Component. Therefore,
it is recommended that each institution set its own requirements."

Retention of Students in Basic Programs

Standard: The institution applies specific criteria for
the retention of candidates in basic programs who possess
academic competencies and personal characteristics appro-
priate to the requirements of teaching.

Throughout the program, candidates are continually evalu-
ated by means of pre-tests and post-tests for each module,
evaluation of teaching ability in microteaching, tutoring, and
other teaching situations, and discussions with counseling-
advisors.

If a student's tests demonstrate that he is unable to
continue on to the next module, remedial activities are pro-
vided. He may also be required to repeat a module one or more
times until he Is able to demonstrate his competency in a given
area. The teaching experiences in the Teaching Theory and
Practice Component allow for continuing evaluation of a student's
capabilities in the classroom.
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The Professional Sensitivity Component allows for an
assessment of a student's personal characteristics. This is,
in part, a self-assessment, but much of this self-awareness
is gained through interaction with others.

A series of evaluative devices based upon concepts in the
curriculum fields of English, social studies, mathematics, and
general science are to be administered to all students in the
pre-professional year. Wherever weaknesses are indicated,
programed learning experiences will be provided for students.

Counseling and Advising Students in Basic Prggrams

Standard: The institution has a well-defin for
counseling and advising students in teacher cducation.

Through the Self-Directed Component, the student selects a
counseling- advisor with whom he works on a regular basis. This
position combines the talents of the counselor with the talents
of a generalist in the field of elementary education.

One counseling-advisor would hopefully remain with the
student throughout the Liberal Education Component: when the
student enters pre-professional training, a second counseling-
advisor would replace the first and remain with the student
throughout the remainder of his training.

Student Participation in Program Evaluation and Development

Standard: The institution has representative student
participation in the evaluation and development of its
teacher education programs.

Students in the Syracuse program model are given the
opportunity to take part in the evaluation and development of
the teacher education program by means of "enabling seminars"
made up of about twelve students each. These groups might
meet once each week to discuss, integrate, and reflect on
educational questions that are of genuine concern to the
students. The students might also air their views in the
student-controlled weekly newsletter, a forum for student
opinion.

Materials and Instructional Media Center
....Y11.11011011011111....o....01..

Standard: A materials and instructional media center
for teacher education is maintained either as a part
of the library, or as one or more separate units, and
is adequate to support the teacher education programs.
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The Syracuse program model provides for a Facilitation
Center, which is designed to coordinate and facilitate the
counseling-advisement, the newsletter, and the functioning
of the enabling seminars. Its resources would include T-group
trainers, a curriculum library, occupational specialty inform-
ation, and what are termed "stimulus media." It is also the
purpose of this Center to offer student audio-visual supplies,
curriculum materials, and duplication services needed for their
work in the program. A further function of the Center would be
to coordinate periodic meetings of the counseling-advisors who
would prepare reports to the program faculty and students sum-
marizing feedback and general comment the counseling-advisors
receive in their one-to-one work with students.

Physical Facilities and Other Resources

Standard: The institution provides physical facilities
and other resources essential to the instructional and
research activities of each basic program.

Besides the Facilitation Center, the Syracuse program model
also makes provisions for seminar rooms, Resident and Training
Centers, and learning carrels.

Evaluation of Graduates

Standard: The institution conducts a well-defined plan
for evaluating the teachers it prepares.

The major means by which the Syracuse program model provides
for evaluation of its teachers is through the Resident Program.
The resident year, or fifth year, includes the academic year,
plus the summers preceding and following it.

During this time, two residents jointly share the responsi-
bility of a classroom in a Resident Center (public school).
Each is paid one-half salary. The residents are supervised by
the Director of the Resident Center and a team of clinical pro-
fessors who are experts in the field of instructional materials,
instruction, curriculum, and measurement.

The Resident Center director and clinical professors would
also conduct a special problem seminar growing out of the teach-
ing problems experienced by the student residents. In this way,
an ongoing evaluation may be accomplished.
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Use of Evaluation Results to Improve Basic Programs

Standard: The institution uses the evaluation results
in the study, development, and improvement of its
teacher education programs.

In the words of the program model developers, "Formative
evaluation will provide the means by which intelligent changes
can be made in the program." To this end, the program model
has set up a detailed evaluation system, which includes methods
for detecting needed changes in the program, for systematic
collection, organization, and analysis of information, and for
collecting and implementing decisions made by the module staff,
students, and others involved in evaluation of the program model.

Long-Range Planning.

Standard: The institution has plans for the long-range
a-61761-nt of teacher education; these plans ire riart
of a design for total institutional development.

The developers state that they are very much aware that they
have created a program model that can be, rather than one that is.

The fact that Syracuse has developed this program model
would seem to indicate long-range planning on the part of that
institution. However, this writer has no way of knowing whether
this planning includes total institutional development.



THE UNIVERSITY OF SYRACUSE PROGRAM MODEL

Analysis by Katy Gould

RATIONALE

The Syracuse program model is dedicated to the purpose
of educating teachers to be able to help children understand,
adapt to, and change their world. It proposes a teacher educa-
tion program that is open and pluralistic in order that begin-
ning teachers may both adapt to and bring about change.

Although it does not define either the schools of the late
1960's or innovations that could take place by the year 2000,
this program model is based upon such possible change. Rather
than stating experience or research as rationale, six basic
assumptions are presented.

1. The program model should be a pluralistic one,
encompassing different views of teachers, public
schools, teacher education institutions, and
educational industrial organizations.

2. Skilled teachers are needed for current and chang-
ing schools. Such teachers should be self-directed.
To meet these needs the program should be evaluated
and revised through dialogue between students,
teachers, and researchers.

3. An open system should be employed that can change
via an intent (hypothesizing)--action (experiment-
ing)--feedback (measuring) renewing process. As
such, the program should be scientific, but human-
izing. It should function in an open "life-giving"
cycle.

4. Needs for teachers in the schools of the year 2000
should be met through in-service teacher education.

5. Self-pacing should be encouraged in order to meet
needs of individual learning, interests, and
concerns.

6. These needs should be met through a protocoeperative
effort between teacher education institutes, public
schools, and developers of educational materials.

These assumptions, increased since to eighteen, are supplemented
throughout the program model by individual and more specific
rationales for each of seven program components.
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Without specifying teaching tasks, the rationale fnr the
program model components is based upon "the best that we know
today about teacher training," personal and social change and
the impact of all three on the public schools. Such a program
assumes collaborative multi-institutional planning and education
bewteen (1) a university college, (2) public and nursery schools,
and (3) educational industries and agencies, None of these alone
has the sole function of training elementary school teachers. In
this protocooperative endeavor each would assist the other. The
public school, for instance, would become involved in the educa-
tion of pre-service teachers, rather than assuming the sole
function of educating children. Such a protocooperative organ-
ization developed and selected specifics of this program model,
its objectives, experiences, measurement instruments, support
systems, and ways of implementing the program.

COMPONENTS

Following a pre-professional component of liberal arts
studies are six components built to extend pre-professional
themes. Rationales for each are generally implied, primarily
as goals, rather than explicitly stated. Components are ini-
tially explained in generalities and basic assumptions without
specifying the particular teaching tasks desired as outcomes.
To best understand the particular prerequisites, modes of
instruction, and instructional objectives, the reader should
refer to the specific modules rollowing the explanation of
each component. As seen in these modules, the student is given
opportunity to gain knowledge and understanding of each of the
six professional components during the junior-preprofessional
year. The student should thereby be given the opportunity to
deal with theoretical and practical matters of teaching and to
decide whether or not to enter the teaching field.

The component modules are offered as illustrations, not
as prescriptions. Each is to be considered open and plural-
istic in order to develop teachers who are self-directed and
open to change. Philosophically, however, the fact that the
modules are structured seems to contradict the open and plural-
istic rationale basis.

The five-year program is developed sequentially. The first
two and one-half years are devoted to liberal arts studies
through a liberal education component. During the third year
the liberal arts-education studies are continued and exploratory
professional study components are begun. The fourth year is
devoted to full time professional study components. The final
year, including the summers preceding and following, is a
resident year. At this time the student develops and refines
the skills and knowledge learned in previous years, and acquires
a unique specialization.
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In order for the program model to function with the
least possib:_e amount of difficulty, three major support
systems were established. The Program Support System deals
with the development and maintenance of instructional modules
and instruction-related activities. This includes testing,
providing materials and learning environments, and scheduling.
The Information and Evaluation Support System collects data on
student performance. This is used by the instructional staff
to guide student self-pacing. This system analyzes the effective-
ness of the modules themselves, the components, and the total
program. It is also responsible for research and dissemination
concerning the program model. The Organizational Support System
is designed to analyze personnel role characteristics and
in-service training.

Philosophically, the Program Support System follows the
principle of self-direction as well as student and program
evaluation and change. The extent to which these principles
are followed will depend upon the implementation procedures of
the teacher training institution using the program model.

Specific descriptions of each of the seven program com-
ponents follows.

Liberal Education Component, This component is designed
to balance technology and .deals of democratic processes by
developing the student as a whole person. A full year of study
is devoted to each of the liberal arts areas: the humanities,
the social sciences, and the natural sciences.

An interdisciplinary approach combires the Liberal Educa-
tion Component with the.liberal arts element. The practical
and specific liberal arts deal with the arts of language and
mathematics and with the content and process of human existence.
The Liberal Education Component seeks to build self-directedness
and self-reliance on the part of the student.

The Liberal Education Component is based upon the rationale
that the student's first three years should contain a structured
liberal arts curriculum. Combined with professional training,
this should aid as a screening device for the potential teacher
candidate. The rationale assumes the need for students to note
alternatives for given situations and to make reasonable judg-
ments and decisions. It is designed to give the student a
foundation upon which to base his understanding of elementary
curriculum content.
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To the extent thatthe Liberal Education Component seeks
to prepare students who can work with the uncertainties of
the future in education and the world itself, it is consistent
with the program rationale. It does lack the consistency of
self-direction and self-pacing by presenting a structured set
of courses within a prescribed sequence.

Through the humanities course the student is introduced
to methods of inquiry and generalization in the study of man's
discovery of self. Techniques of scientific observation and
objectivity in the social environment are studied in the social
sciences. Concepts studied in the natural scienceq include
"Early Views of the Universe and the Mind of Man."

The Elementary Methods and Curriculum Component. The
rationale for this component is -Eased upon tie premise that
teachers are more than technicians applying skills. They need
to be practitioners who adapt methods and materials to their
own personality and to each particular situation.

It is felt that the process of acquiring and utilizing
knowledge and skills is more important than the actual content
learned. For this reason the component emphasizes the process
of learning through a problem-resolution approach. The student
is to seek input for a problem only after determining a well-
defined, meaningful purpose through the process of problem
definition and diagnosis. The component is to be taught within
the context of actual educational problems being facad by teachers
and children in the school situation.

Study in this component begins during the junior pre-
professional year with emphasis during the senior professional
year. A Professonal Sensitivity Training Component acts as a
prerequisite for all others in order that students may better
know themselves. They deal with progressively more complex
problems of teaching, beginning with a one-to-one tutorial
practice and progressing to small group microteaching. The
students also concentrate on the theoretical materials being
learned in the fields of instructional theory, curriculum-
making, human development, social-cultural foundations, and
sensitivity training. Students work in teams composed of
another student partner, a clinical teacher, and one or more
clinical professors. Each experience is repeated in different
settings, with feedback and evaluation guiding the student's
progress.
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Within this component the methods for teaching in the
five major areas of the curricula would be concurrently studied.
Each area is subdivided into specific sections such as the
following for Social Studies: locating, organizing, and using
information; value examination; and problem-solving. The other
four major areas are language arts, reading, science, and
mathematics.

The Elementary Methods and Curriculum Component is arranged
in five groups or phases:

1. Curriculum Content: Programed instruction in
English, science, mathematics, and social sciences.

2. Teacher Description of School Events: Readiness
for tutoring by study of child and teacher behavior
as related to curriculum.

3. Beginning Teaching Phase: Diagnosis of children's
learning and teaching of specific objectives through
tutorial and microteaching experience.

4. Advanced Teaching Phase: More complex diagnosis of
teaching and learning while teaching is done in
school centers.

5. Curriculum Planning: Problems of curriculum and
methodology at a theoretical level.

Child Development Component. Governing the design of this
compoiTea11The assumptiorEar teaching will be affected in
positive ways if the teacher can skillfully observe and under-
stand the many dimensions of children's behavior.

Techniques, theories, and normative information of child
development are built into modules of this component. Direct
observation, or "sensory intake," using different techniques,
provides a major process in the component. e.nother important
element is that of contrasting different major developmental cr
learning theories.

Students are to proceed in linear sequence through the
thirteen modules of the Child Development Component. This is
justified with the assumption that concrete sensory experiences
with children's behavior are needed before abstract conceptuali-
zation can he made. An autoinstructional series is used which
moves the student from observation of one chUd in a tutorial
situation to the child in relation to the total, classroom.
Developmental and learning theory studies would follow the
observation instruction. Students will study these theories
while collecting, analyzing, and comparing data about children.
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As a resident teacher the student should use the skills and
concepts acquired through this component in structuring,
implementing, and evaluating the instructional progress of
children.

Teaching_Theory and Practice Component. Rationale for the
Teaching Tory and Practice Component is built on the assumption
that teachers need a set of skills for decision-making processes
regarding children, materials, subject matter content, and the
school administration.

The decision-making process begins with a plan that is
formulated and followed, expectations are evaluated, avid new
decisions are then made. The student is to consider character-
istics of children, teacher, school, community, materials, and
subject content as potential means to the teacher's goals. It
is a major goal of this component to increase the awareness of
possible alternatives for action and to anticipate their outcomes.
The student is to analyze his own teaching behavior and its effect
on different children. To meet these requisites the modules of
the component require the student to:

1. Discriminate teaching behaviors of different teachers,

2. Practice different teaching behaviors according to
specific situations and decisions.

3. Examine learner skills, knowledge and attitudes, and
prepare appropriate measuring devices.

4. Interpret and apply results of research according
to teaching needs.

5. Search own repertory of potential behaviors in
decision - making for specific children and outcomes.

Professional Sensitivity Training Component. The content
of this component is based upon the rationale that teachers must
have appropriate and sufficient information in order to make
decisions that will maximize the learning of children. They need
to understand the dynamics of intrapersonal, interpersonal, group,
and organizational interactions. Training in these areas is
referred to as "professional sensitivity training."

Three assumptions for increasing teacher effectiveness are
basic to the component: awareness and sensitivity to self as
a person, as a teacher of children, and as a member of the
educational system. The student should become responsible for
and examine own learning in an atmosphere of openness and
honesty.
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Social-Cultural Foundations Component. This component is
organized around-the content and meth5ai-iia inquiry in the fields
of sociology, philosophy, anthropology, political science, and
economics. The intent is to relate methods and content, or theory
and practice, of sociology and philosophy to education. The com-
ponent is based on four assumptions of teachers' needs.

1. Understanding of social and cultural factors that
affect students, teachers, and schools.

2. Use of certain technical skills of philosophers and
social scientists.

3. Understanding of the socio-cultural milieu in which
the teacher functions.

4. Skill in analyzing value questions and making value
decisions.

These assumptions stem from the belief that teachers should under-
stand the basic social institutions. These are viewed as intel-
lectual problems to be analyzed and reflected in the teacheris
technical proficiency. It is assumed that the teacher who under-
stands the social forces affecting the school environment will be
a better classroom manager.

This component has a minimal input during the preAprofessional
years. It seeks to provide an understanding of the school social
and cultural dynamics that could make the professional sensitivity
more rerlistic. This component would receive its greatest input
during the senior professional year and during the later part of
t7:e residence year. Through five modular groups students should
come to (1) view themselves in group and organizational inter-
actions, (2) view the teaching act as more than a set of technical
skills, and (3) better understand, the forces that le4islate for
and against curriculum and methodological innovation in the
elementary school.

The first module group of this component is designed to
help the student recognize the impact of culture on the children's
and his own attitudes. The second module group should help the
student deal with critical thinking and intelligent decision-
making through use of logical and critical language. It is
placed in the senior year, as is the third module group. By
this time students should see schooling as a process of a com-
plex set of relationships capable of being dealt with in a
systematic way. This third module group studies the school and
the teacher. The fourth module group of the resident year is
concerned with the language and logic of instruction. This is



259

included because of the teacher's power to control both his
own language and that of the classroom. Education and social
problems are studied during the resident year in the fifth
mcdule group. Through this module group students study the
school as it affects and is affected by other institutions,
social forces, and the values of culture.

The Self-Directed Component. Justification for this com-
ponent is stated through the 1611owing assumptions:

1. Students need a full measure of dignity, integrity,
and autonomy.

2. Students need to understand and take responsibility
for their own learning.

3. Students need enabling structures and counseling
support to modify their ideas, values, and resultant
behavior in light of new concepts, experiences,
and/or evidence.

4. 'Research and theory from third force psychology"
suggest the importance that learning consider all
the factors that comprise an individual's life
space at any given moment.

Sensitivity training T-groups of about twelve students
each begin during the junior year to aid students in under-
standing themselves in the dynamics of group interaction.
Next, students enter the Task Change: Sensitivity to Self-
Direction module. Here the student takes responsibility for
analyzing the effect of his own strengths, weaknesses, inter-
ests, and values on his teaching. During the resident year
self-assessment of the student's own teaching is emphasized.

At least once very three weeks the student meets with
his faculty counselor-advisor in order to understand his
capacities and needs. In addition, students may meet in
groups of twelve in student controlled "enabling seminars"
each week. These groups discuss educational questions of
concern to the particular group These ideas are also deve-
loped in a student-published weekly newsletter.

Students, during this component, write a "Planning and
Goals Paper" describing changes and behavioral goals desired
for the children they will teach during their resident year.
They also describe any specialized training they believe they
may need to accomplish their goals. The goals and plan must
be capable of being implemented and assessed by the student
and must be supportable by resources of the program. During
the resident year the counselor-advisor helps the student
assess his teaching in terms of this paper.
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OUTCOMBS

The general outcomes of the Syracuse program model would
be teachers who (1) become increasingly perceptive, (2) view
themselves positively, (3) understand and accept their motives
for teaching, and (4) have professional values consistent with
their personal integrity and the demands of the educational
profession. Most important is the objective that students will
continually become and behave as committed teachers and persons
capable of dealing with a changing school and world.

A basic outcome desired through the Liberal Education
Component is to enable students to know or know how to master
''the uhat" of teaching. The student should gain a sufficient
foundation upon which to base his understanding of elementary
curriculum content. He should become prepared to deal with the
uncertainties of the future. Specifically, the goals of the
three areas comprising the total component are as follows:

1. The Humanities: Provide the student with an
awareness of the concerns, attitudes, tendencies,
and discoveries of man in his changing culture.

2. The Social Sciences: Provide the student with an
awareness of man's efforts to strive for greater
knowledge and live at peace with his fellow men.
The student should become aware of himself and
society in order to better guide change within
children and set a "good" example for them.

3. The Natural Sciences: Provide an understanding of
areas in which the scientist works, the methods
used, the limitations to findings, and further
steps needed to validate conclusions. The student
should become better acquainted with processes
of decision-making and dealing with change.

In essence, a liberal education is intended to help the student
become an effective, self - aware, self-directed teachlr.

If the objectives of the Methods and Curriculum Component
are fulfilled, the student will acquire a set of skills and
related information that could be applied in any curriculum
area. Through a problem-resolution process the student would
be able to see the degree of success of a resolution and later
apply similar resolution procedures to new tasks. The student
should become involved in an ongoing series of tasks in which
he identifies new problems to be diagnosed and resolved. The
student should see curriculum content and knowledge as things
to be changed and learned on a continuing basis. The student
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should acquire a vocabulary for describing and classifying
what happens in the classroom. He should also become ac-
quainted with ways of diagnosing learning, of structuring
lessons, of suing different materials, and of performing
teaching tasks. In so doing, the student should be able to
construct and modify curriculum and thereby act as a change
agent in education. The student should be provided with the
necessary skills and understandings for beginning a tutorial
relationship with children in the public school settirg. This
experience continues during the Child Development Component.

The first objective of the Child Development Component
states that students will be able to observe children's
behavior carefully, routinely, and objectively. Second,
the student will be able to discriminate between different
kinds and dimensions of child behavior at different ages and
developmental stages. Third, the student should have multiple
alternatives for interpreting children's behavior and be aware
of possible consequences of each. The student should be able
to support inferences and evaluations about children with data.
He should he able to use this knowledge to plan for individual
differences within the classroom and to work to modify children's
behavior.

The Teaching Theory and Practice Component seeks to fulfill
two main objectives. First, the student should acquire a
theo2etical framework for considering the widest possible range
of behavioral alternatives open to him. Second, the student
should be able to deal with these alternatives in widely dif-
fering situations.

The major objective of the Professional Sensitivity Train-
ing Component is to increase the student's awareness of and
sensitivity to the interpersonal dimensions of all aspects of
the total program model. The student should become aware of
himself first as a person, then as a teacher in a classroom,
school, and educational system.

Five objectives are set forth in the Social-Cultural
Foundations Component. The student should understand the
social dynamics of educational groups and institutions. He
should understand the social, political, and economic forces
that affect our schools. He should develop skills in analyzing
social situations. He should develop skills in analyzing lan-
guage as a means of communication of ideas and influencing
behavior. Finally, the student should be able to make value
judgments and to analyze the value dimensions of educational
problems.
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The Self-Directed Component emphasizes the development
of each student's professional individuality. It should re-
sult in teachers who bring about and adapt to change. It
should enable the students to examine, judge, and synthesize
teaching theories and practices. The student should be able
to state his goals, values, feelings, and understandings of
teaching. He should then be able to seek the necessary special-
ization or training to achieve those goals and he able to assess
his actual teaching.

L'ISTRUCTIONAL TECHNIQUES

Instructional procedures for the modules require working
independently, in small groups, and in seminars. To facilitate
the philosophy of selfpacing and individualizing instruction,
small groups and seminars are continually reconstituted accord-
ing to individual need. A student can he working concurrently
in several modules upon the advice of his advisor. There is
a preset sequence of study trough the component modules. As
often as possible these are to be self-directed and include
reading and discussion of professional literature, exercises,
films, and programed instruction. Among instructional tech-
niques to be employed and considered innovative by the prcgram
developerb are:

Professional sensitivity training
Simulation
Computer based instruction
Objective analysis of instruction
Behavioral objectives
Largely self-paced, modularized instruction
Videotape feedback of teaching behavior
Programed instruction
Resident service as a technique for initial

professional induction
Tutorial and microteaching in Teaching Centers

The process of instruction through the Teaching Centers, which
are located in public schools and nursery schools, is further
explained in the description of the role of clinic personnel
at the centers.

Each course in the Liberal Education Component is divided
into panels of about forty-five students. It is possible that
three professors, each from a different discipline, could work
with 1 panel in the large or small groups. Faculty from the
College of Education and the College of Liberal Arts should
work together on content and methodology for these courses.
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Interests of both groups of faculty would be coordinated
through a policy board and directed by the Program Model
Director. Administrators from both colleges serve on this
board.

The field experiences provide direct instruction with
children. Initially, these experiences are direct observations
of children during the Child Development Component. Although
recognized as time consuming, this means of instruction is
considered more valuable than lectures, films, or readings.

Lnabling seminars and faculty facilitators act as
vehicles of continuing instruction. Seminars meet once
a week with a group determined leader or faculty facilitator.
The faculty facilitator could be from any department of the
university, but on the program staff, and would serve a non-
directive role.

Learning is facilitated through a weekly, student
directed and published newsletter. This reports student
activities and such things as comments from the enabling
seminars.

A diary-type log, kept by each student, is a learning tool
used to aid in guidance offered by each counselor-advisor.

Counseling-advisement, the newsletter, and the enabling
seminars are coordinated and facilitated by a Facilitation
Center. It includes a library, audio-visual and curriculum
materials, duplicating services, and resource materials such
as open-end fifilrA and rooms for student discussions. Each of
these is essential to the successful instruction of the students.

One means of instruction is a baseline goal paper written
by the student during the firs':. module of the Professional
Sensitivity Training Component. Here the student states his
thoughts about teaching and, with his counselor-advisor, dis-
cusses his potentials and plans his studies. This is analyzed
and compared with changing nceds and perceptions in the senior
year when the student writes a "Planning and Goals Paper."

ROLE OF THE TEACHER EDUCATOR

The title and roles of each educator on the program staff
are described below.
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Working under the 5eadership of a Program Model Director
are personnel from the program staff, public schools, and
education industries. The director also works on a Pol!.cy
board with faculty members and administrators from the Colleges
of Education and of Liberal Arts. This board carries out
oLjectives of the program, sets curriculum policy (such as a
hierarchy of organization for courses), and develops and over-
sees evaluation procedures of the program. Described below
arc roles of the program staff with whom the director works.

Faculty facilitators are selected, if des:xed, by members
of the student enabling seminars. They are members of the
program staff but need not be from the education faculty.

A Facilitation Center Director is responsible for super-
vising, training, and evaluating the center's staff and
personnel, coordinating the enabling seminars, directing
change, and coordinating the center's efforts with those of
other systems and personnel by making recommendations to the
director of the program model.

A field consultant from the Facilitation Center collects
outstanding video-tapes and publications of students. He co-
ordinates work-study experiences during a student's graduate
summers. He also coordinates resource materials and the work
of counselor-advisors.

A liaison man obtains and disseminates information and
feedback from the enabling seminars. lie may at the same time
be a T-group trainer or a counselor-advisor. When a T-group
dissolves, the trainer may become an advisor, faculty facili-
tator, or liaison man.

Full-time counseling-advisors would be familiar with all
aspects and goals of the program. Each might handle sixty or
seventy student conferences a month. A counselor-advisor
could combine his role with that of faculty facilitator,
liaison man, or do research or teaching. This role includes
acting as a clarifier with the student, expanding the ctudent's
educational understandings, skills, and goals. He would help
each student reach his own goals. Use of the baseline goal
paper, and later of the final goal and planning paper, helps
the counselor-advisor with this task. Reading and summarizing
the diary-log of a student also aids the counselor-advisor in
his job.
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A librarian handles curriculum and specialty materials,
resources, their selection and use.

The production center supervisor provides and supervises
use of equipment needed for studies and teaching, such as
material for the newsletter, transparencies, and video-tapes.

The abstractor-recorder, using a computer to keep records
of the student logs, summarizes each student's progress. This
information would be made available for advisors of the students.
Progress would be considered from both the student's and the
advisor's point of view. This same person could also be the
computer- programmer.

Personnel within the staff and/or students inspect and
process equipment for the Self-Directed Component Resources
Center. Audio-visual and study equipment anA m.Pting places
are located here near other program facilities.

Staffing the tutorial and microteachinq centers would be
a center director and clinical professors from the program staff
with different specializations, plus a team of specially trained
clinical teachers from the public schools. Criteria for selec-
tion of the clinical teachers are not stated. They would act as
subject-matter diagnosticians and remediation specialists who
guide the students in work with children. Training clinical
teachers for their role would be done by program staff. As
these teachers work with the students new material and instruc-
tional needs for the program would evolve. The professors,
teachers, and students would work in flexible groups or teams
according to student needs. Team cycling is an important process
that incorporates the group flexibility and feedback-evaluation
ideas. Should students need additional experiences in any given
area the student, a student partner, clinical teacher, and pro-
fessor would plot a recycling process.

LVALUATION TLCHNIQUES

In general a feedback principle, established in the rationale,
acts as a continual evaluation process. Students act on intentions,
or plans and goals, within each component module. Pesults of
actions are analyzed by student and instructors. The program
for both the student and the program model itself is developed
or modified for future intents and actions according to this
feedback.
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i.fter completing the Liberal Education Component, the
student evaluates his potential as a teacher candidate. The
student is better able to make this decision because the pre-
professional part of the junior year is structured around six
nrofcqsional proceE.3 ori.Inted covenents, rather than isolated
liberal arts courses. Proficiency tests are given. Students
must demonstrate competency in English, social studies, math,
and general science. Should a student lack competency in a
given area, he is given the opportunity to make up the defi-
ciency. This is done through special remedial work or pro-
gramed learning materials.

Specific procedures for student measurement and evalua-
tion are presented on pages 479-493 of the program model.
Specifications of evaluation are found in the final portion
of each module.

Students are pro- and post-tested in each module. If the
student successfully functions with the material he can "test
out." If the student is unable to demonstrate the understanding
and skills required he is provided independent remedial study
wither through extended modules or specially designed study
with a faculty member. Students should be able to proceed
through the modules at their own paces however, a suggested time
schedule is presented. For example, students should "test out"
of the six subject-matter content modules of the Elementary
Vethods and Curriculum Component by the end of their junior
pre-professional year.

Continual evaluation is done by the student and the advisor-
counselor using the baseline and the final goals papers. These
papers and the diary-logs act as guides for evaluating progress
according to the specific goals and needs of each individual
student.

PESPONSIVEUESS TO SOCIETAL AND PROFESSIONAL NEEDS

Students are prepared as generalist teachers. Should they
have a particular interest, such as teaching the disadvantaged
or pre-school children, they can request to have their field
experiences in Teaching Centers where these special areas could
be observed and practiced. In fact, during the resident year
students are encouraged to identify an area for specialization.
Such an area would generally be content centered, but could
focus on a particular group of children. This specialization,
however, is not designed to provide for staff differentiation
(e.g., paraprofessional, classroom teacher, team-teaching leader).
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Through the protcooperative design the program becomes
responsive to in-service education and utilizes technology
from education industries. The training of clinical teachers
should benefit both the students and the public schools. Both
the clinical professors and teachers use the senior year modules
as a means of in-service education. This provides a continuing
education for the clinical staff and would keep professors and
teachers in contact with each other's working environment.

UNIgdu CONTRIBUTIONS

Five elements of the Syracuse program model could be
considered unique to teacher education: modules, professional
sensitivity training. Teaching Centers, resident teaching, and
the protocooperative organization.

The six components of the program consist of specific goals
within given concept areas. The goals within each celtponent are
developed through involvement in a group of modules. The modules,
essentially a refinement of the goals, are clusters of objectives.
Each module is illustrated by suggested trainee behaviors and
possible instructional experiences. Modules are developed fc,r
each of the six professional components.

Each module lists prerequisites, suggested placement in the
program, estimated completion time, specific behavioral or
operational objectives, description of specific instructional
activities (method, materials, and media), and techniques of
evaluation.

The profesSional sensitivity training element is described
in the Professional Sensitivity Component. It is designed to
enable students to acquire the skills and understandings for
viewing themselves as teachers. Students are helped to under-
stand and appraise ways in which they affect, and are affected
by, those with whom they work as teachers.

Teaching Centers could be staffed by a director who would
supervise and coordinate the activities of the clinical professors
and clinical teachers. This could involve three clinical profes-
sors (for curriculum and methods, measurement, and instructional
materials or other specialization areas) and teachers whose class-
rooms and children would be used for the students' field experiences.

Resident teaching places two students in a classroom, each
receiving from the school district half the salary of a 1,7inning
teacher, sharing teaching responsibilities. Studentc would be
responsible to both the public school district and the program
staff. This experience is optional, but makes it possible for the
student to earn a master's degree upon completion of course work
the summer following the resident year of teaching.
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A protocooperative system of public school personnel,
professors of education, and personnel from educational in-
dustries and laboratories is designed to insure collaborative
relationships on an equal professional partnership basis.
Their initial planning sessions call for role clarification
and qualifications, definition of responsibilities best fitting
each contributor, administrative needs, and procedural arrange-
ment. This organization establishes guidelines for student
learnings, instruction and supervision, evaluation, in-service
training, experimentation and research, and information dissem-
ination. The protocooperative idea is the foundation upon
which the support systems are developed.

MODEL REVISION

Developers of the program model specifically adopted an
intent-action-feedback process as a means of student and program
evaluation. Input from student records, tests, the student news-
letter, the enabling seminars, and the protocooperative board
is used to guide revision of the total program and the modules.

The continuing process of maturials development for the
component modules and fcr instruction of children would provide
the educational industries or laboratories an opportunity to
develop and test new materials under actual teacher training
conditions and in an actual public school setting.

As suggested earlier in this report, the protocooperative
support systems play an important role in model revision. The
Organizational Support System, for instance, specifies methods
for assessing readiness for change of participants in the
protocooperative and creates possible change models. Its
responsibility is to develop a feedback network that permits
total program and student assessment in order to design needed
changes.

RELATIONSHIP TO CENERAL EDUCATION

The liberal arts are often restrictive in aiding the
individual student to develop into a sensitive, aware human
being. It is the oloration, not the content, through which
the liberal arts disciplines are intended to contribute to the
Liberal Education Component. The liberal arts are intended to
serve as central intellectual input that emphasizes the neces-
sary dispositions and skills for coping with the future.
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The Liberal Education Component is designed to follow the
sequence of the regular college of liberal arts. "eating these
prerequisites in the prescribed chronological order is one means
of using this component as a preselection center for potential
candidates in the teacher education program. Students not
successfully meeting the liberal arts prerequisites would be
presumed potentially unsuccessful teacher candidates.

FEASIBILITY

The program devont tear, intended the proaram model
to be one that could be implemented immediately. Because
faculties of the liberal arts and education colleges coopera-
tively worked on the design, this could be possible at Syracuse.
A campus such as The Ohio State University would not he ready
for such a Liberal Lducation Component without first revising
both faculty roles and areas of study. Attitude and under-
standing of faculty members would affect the success of all or
parts of the program model if it were adopted.

The protocooperative aspect of the program would require
identification of interested university faculty, public schools,
and educational industries and laboratories. Time would be
needed to define goals for a program fitting the particular
university incorporating this portion of the program model.
Necessary personnel roles and their duties would have to be
specified. Contributions such as personnel, materials, tech-
nological Liformation, and finances would have to be designated
for each cooperative. This would all require time, working
facilities, and leadership.

Personnel, materials, and working facilities would be
needed for each of the Support Systems. Again, lack of time,
leadership, and cooperative goal planning and facilitating
could be detriments to the success of such a program on a cam-
pus other than Syracuse. The modules developed for the Syracuse
program model through the Support Systems renuire special equip-
ment, staff, and facilities. The initial expense in personnel
time and materials could prevent use of the modules in other
universities. The program model designers specified patterns of
teaching techniques and learning activities appropriate for each
objective. Because these rely heavily on media, the program
would be costly at its onset. There would also have to be a
sufficient number of students working in a Teaching Center or on
a specific module to make its operation worthwhile. The
behavioral objectives, however, could he used with other
instructional meth(Nlology.
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RELATIONSHIP TO RECOMMENDED STANDARDS IN TEACHER EDUCATION (NCATE)

1. Standard: Teacher education curricular are based on
objectives reflecting the institution's conception
of the teacher's role, and are organized to include
general studies, content for the teaching specialty,
humanistic and behavioral studies, teaching and
learning theory with laboratory and clinical exper-
ience, and practicum.

The program model is based upon knowledge of teaching as
it exists today, but gives evidence of no task analysis. Each
of the suggested areas of study is include6 in either the Liberal
Education Component or modules of other components.

2. Standard: There is a planned studies component
requiring that at least one-third of each cur-
riculum for prospective teachers consist of studies
in the symbolics of information, natural and
behavioral sciences.

Courses, seminars, reading, behavioral objectives, and
evaluation techniques are presented for each area mentioned
in the standard. Students study humanities, social or behav-
ioral sciences, and natural sciences during their first two
and one-half years. The program model does not indicate that
these requirements were checked with any state or regional
accreditation standards. Students must meet minimum require-
ments either to enter the professional components or to continue
at the university in a college other than that of education.

3. Standard: The professional studies component of
each curriculum for prospective teachers includes
the study of the content to be taught to pupils:
and the supplementary knowledge, from the subject
matter of the teaching specialty and from allied
fields, that is needed by the teacher for pers-
pective and flexibility in teaching.

Students are taught subject matter content, but what they
will teach pupils is not stated directly. They are gradually
led to develop perspective and flexibility in teaching, as well
as to develop at least one specialty, with these experiences
centering on the resident year of study. Clinical professors
and teachers assist in developing the specialized areas. An
intent-actionfeedback system is used for evaluation and program
revision.
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4. Standard: The professional studies component of each
curriculum for prospective teachers includes instruc-
tion in the humanistic studies and behavioral studies.

Humanistic and behavioral studies are particularly stressed
in this program model. A basic intent is for the student to
understand man in his world. These studies are oriented toward
the problems of education in the respect that the colleges of
liberal arts and of liberal education worked together in develop-
ing the modules. References include those of Mooney, Bloom,
Combs, and Green. These references are interpreted with students
in seminars. The studies comply with general university stand-
ards so that a student may transfer to another university college
area of he so desires.

5. Standard: The professional studies component of each
curriculum includes the systematic study of teaching
and learning theory with appropriate laboratory and
clinical experience.

Separate learning components are provided in each of these
fields. Emphasis in the Child Development Component is on
theories of Skinner and Piaget. The field experiences provided
in the Teaching Centers provide practicum for these studies.
Each year the students spend progressively more time observing
and practicing in the public schools through the Teaching Centers.

6. Standard: The professional studies component of each
curiraTawn for prospective teachers includes direct
substantial participation in teaching over an extended
period of time under the supervision of qualified
personnel from the cooperating schoo?..

Planning is provided by the protocooperative aspect. In
the supervised Teaching Centers students progress from tutoring,
to microteaching, to half-day teaching, to resident teaching
with a partner. Clinical professors and the staffs of the
Support Systems help implement this progress. There is no
stated definite supervision load.

7. Standard. In planning and developing curricula for
fiaadiThducation, the institution gives due consid-
eration to guidelines for teacher preparation developed
by national learned societies and professional associ-
ations.

Professional journals are recommended for use in the. modules.
National learned societies are not referred to as such for re-
sources. Scholars such as Mooney, Bloom, and Krathwohl were read



272

as resources in program development and are used as student
references. The program intends to use university specialists
working cooperatively in continual evaluation and change of
the program model. Teaching and learning theory are combined
with clinical experience in the six professional components
and the Teaching Centers.

8. Standard: The design, approval, and continuous
ow-matron and development of teacher education
programs are the primary responsibility of an
officially designated unit; the majority of the
membership of this unit is composed of faculty
and/or staff members who are significantly in-
volved in teacher education.

The policy board fills this role and has a designated,
representative membership. They use and add to present
knowledge and facilities as needed in the component-modules
and as indicated through the Support System.

9. Standard: The institution applies specific criteria
for admission to teacher education programs; these
criteria require the use of both objective and
subjective data.

Other than to state areas in which the pre-professional
student must develop competencies to enter the professional
components, admission methods and criteria are not specified.

10. Standard; The institution al.,plieb ;,,ecific criteria
foiMretention of candidates in basic programs
who possess academic competencies and personal char-
acteristics appropriate to the requirements of teaching.

Evaluation is done by the counselor-advisor, using per-
formance information, as the student works in each component
module, the diary-log, and the module post-tests. The program
model does not address itself to the requirements for academic
competence specifically, or the exact personal characteristics
either desired or not desired in students. Specific academic
deficiencies -an be made up through remedial studies.

11. Standard' The institution has a well-defined plan
ra-766iiiiseling and advising students in teacher
education.

This is a particular strength of the program model for
Syracuse. It functions through the Facilitation Center.



273

12. Standard: The institution has representative student
participation in the evaluation and development of its
teacher education programs.

Students make suggestions for changes in the program through
their enabling seminars and the newsletter, as well as through
discussion with the counselor-advisor. The specific concernq of
students are not stated.

13. Standard: The library is adequate to support the
Instruction, research, and services pertinent to
each teacher education program.

A full-time librarian keeps the material current, pertinent,
and accessible. The library is placed where students and faculty
can use it easily and near the other program facilities. Library
expenditures during the past five years are not offered in the
program model.

14. Standard: A materials and instructional media center
T.& "Ta-Cher education is maintained either as a part
of the library, or as one or more separate units, and
is adequate to support the teacher education programs.

This is supervised by the Support Systems and is to be used
by faJulty and students. Specialties and grade levels of materials
are not given. A wide array of instructional mediaLis available:
films, filmstrips, simulation materials, audio-video tapes, sound
tapes, transparencies, programed learning materiels, and dupli-
cating services.

15. Standard: The institution provides physical facilities
and- other resources essential to the instructional and
research activities of each basic program.

The program model addresses itself to this standard to the
extent that the need for such facilities is presented.

16. Standard: The institution conducts a well-defined plan
Tio7k evaluating the teachers it prepares.

Specific modular objectives, information from enabling
seminars, student diary-logs, and the counselor-advisor provide
evaluation information for each student. The program model does
not state how data are collected about students once they enter
the teaching field. Nor does it state ways of discovering and
learning abort new evaluation means or the percentage of teachers
actually entering the profession from the institution.
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17. Standard: The institution uses the evluation results
in tie -ift..udy, development, and improvement of its
teacher education programs.

Specific strengths and weaknesses of teachers trained in
the program could not yet be discussed. It is the intent of
the program developers to use such information to guide program
change.

18. Standard: The institution has plans for the long-range
TeVeniorlient of teacher education; these plane are part
of a design for total institutional development.

Program model designers refer to studies and research being
done to improve its teacher education programs. No particulars
concerning these are given. The policy board and Support Systems
are involved in continual re-evaluation and chai.ge in the program.
Long-range goals for the program are not specified. The rationale
states the desire to keep abreast of the changing world and the
concurrently changing needs of education for and by teachers.


