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PREFACE

This manual will describe the Exerimental Model for Teacher Education,

a program designed for the preiaration of beginning teachers. This

program was effected during the academic year 1969-70. Implementation of

recent trends in teacher education represented its focus. The manual

wi11 also present some recommendations and guidelines for the development

of programs.seeking to implement these r,..cent trends. 'It is especially

directed to those persons in teadher education who hold leadership roles

in the operation of field-based and performance-based programs. It is

our hope that these guidelines will help teacher educators capitalize

on the strengths of such programs and avoid some of the pitfalls.
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Introduction

BACKGROUND OF THE EXPERIMENTAL MODEL FOR TEA:CHER EDUCATION

In its third year, the TTT Project (formerly the Tri-University

Project in Elementary Education) based at the University of Washington,

focused its knowledge and experience on teacher education. To

implement this goal, the Ex.yfrimental Model for Teacher Education was developed,_

This model was, in effect, a rrogram for the training of prospective and inservic

teachers. Its first goal was to incorporate some of the salient charac-

teristics of the programs in teacher education that had been created by

nine different teacher education institutions with the support of the

Bureau of Research of the U. S. Office of Education. Certain Characteristics

appeared consistently in most of these nine teacher education models.

Some of these common characteri&tics are defined in the following statements.

Teadher education programs are characterized by a wider range_and lOnoer

yeriod of field-based teacher preparation experiences.

This feature permits prospective teachers to gain most of thoL

professional preparation experiences directly in public and/or private

schools. Field-based preparation experiences generally include more than

the traditional Single term of student teaching. Rather, they permit an,

increased number of contacts with children prior to a full-time student

teachins experience. Early in the program prospective teachers serve as

teacher aides and teaching assistants and have opportunities to work with

dhildren in a variety of ways that support the classroom teacher's efforts.

4
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Later, these prospective teachers assume limited teaching responsibility

for a few hours of classroom instruction per week. Subsequently, they

direct learning in a specific strand of the curriculum such as reading,

mathematics, or language arts. Only after they have complted their experi-

ences as teacher aides, teaching assistants and pa:rt-time teachers do they

engage in a more extensive.lull-time teaching experience.

New f-eacher educatialsaggembasize_performance as the criterion for

measuring teaching effectiveness.

In these programs, academic learnings have significance only as they

contribut= to the classroom performance of the prospective teacher.

Skills or tasks are other terms that are frequently used synonymously with

performance. Such programs are characterized by a definition of performance

objectives. Both the objectives end criterion tasks are stated in precise

terms that permit some de-, quantifiable mcasurnt. For -> ample,

the Georgia EduCation Mode] stipulates Chat the following performance

specification will be demonstrated by the prospective teacher alt the

analysis level of the Bloom Taxonomy: 3.19.05 Evaluation of pcnils

through observation.
/

This objective specifies that the prospective teach,zr
will be able to apply observational evaluation tech=fAues
to classroom learning and demonstrate knowledge of
these techniques at the analysis level of the Bloom
taxonomy. The analysis level implies that the
prospective teacher will be able to identify the
elements, relationships and organizational principnes
underlying these observational techniques.

1"Georgia Educational Model Specifications for the Preparation of
Elementary Teachers," Final Report,,_Project No. 8-9024 Grant Nc. OEC-0-
089024-3311 (010), University of Georgia, October, 1968; p. 132.
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Although objectives such as the one above may not meet all the-
.

criteria established by Mager
2

, they represent a substantial

the teacher education field to move toward greater precision

effort in

than is

found in the objectives defined in more traditional teacher education

programs. One traditional example-follows:

The prospective teacher promotes instructional inter-
action:

The nine Office

1. Maintains consistent, effective
regulations.

2. Recognizes and controls learnr

3. Maintains physical environment
to learning.

4. Uses instructional materials and equipment
effectively.

classroom

disruptions.

conducive

of Education models provide training_fnecifications for

a range of school positions that encompass_preparation for nrofcissional-service as a

teacher aide, teaching assistant, teacher, curriculum specialist teacher

trainer anr: administrator.

To illustrate, the Conce tual Desian developed by the Teacher Education

Project at the University of Toledo identified six target populations.

These populations were preservice preschool and kindergarten teachers,

.preservice elelnentary teachers (grades 1-8), inservice teachers at all

levels, college and university personnel (the trainers of teachers,

2Robert F. Mager, preparing Instructional Objectives, Palo Alto,
California: Fearon Publishers, 1962.
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administrative personnel (principals and supervisors in elementary schools)

and supportive personnel (para-professionals and teacher aides). 3

Some of the nine models rovide for a tiahter intearation between theoretical

knowledge in curriculum educational psychology, and activities for learning

and strategies for teaching.

Instead of academically designed courses in which the prospective

teacher merely studies the body of knowledge related to one specialty

within education, informal seminars attempt to apply a particular body of

knowledge to the school setting. Optimally, such seminars take place in
_ _

the school and allow the prospective teacher to relate seminar discussions

immediately to his classroom Observations and' experiences.

Although the nine models in teacher education have other pervasive

characteristics, the Experimental Model for Teacher Education focused

chiefly on the four points identified above.

In summary, the objectives of Che model were to build a field-based

program; to focus professional preparation on predefi-aed behavioral

objectives and their accompanying performance criteria; to provide

professional preparation for a wide range of educational personnel

.(prospective teachers, inservice teachers and trainers of teachers); and

to provide instruction that more closely integrates Cheoretical knowledge

with the day-to-day experiences of Chose persons receiving professional

preparation. In these .several ways, national efforts in teacher education

influenced ehe nature of the Experimental Model for Teacher Education.

3George E. Dickson, "Educational Specifications for Teacher Education,"
The University of Toledo/Colleae of Education/Educational Comment, 1969.
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A second goal of the Experimental Model for Teacher Education was

to implement a teadher education program consonant with th Standards for

Preparation of School Professional Personnel Leading, to Certification. 4.

This document was developed by the Office of the Superintendent of Public

Instruction in the State of Washington and is usually referred to as the

Fourth Draft. It defines two provisions for improved teacher preparation

programs. The first provision emphasizes preparation experiences that

are related to a variety of specialized professional roles. The second

provision delineates the incr2ased responsibility for school districts in

teacher preparation. "Colleges and universities will continue their

major role in basic preparation. They will have an increased responsibility

to collaborate with schools and professional associations in the intern and

continuing phases of career preparation."5 The Fourth Draft also outlines

four forms of certificates that may be issued. These include a "preparatory"

certificate that authorizes preparatory experiences with Children, an

"initial" certificate authorizing initiil school service in a particular

role as a staff intern, a "continuing" certificate Chat authorizes school

service on a continuing basis anda "consultant" certificate for those who

qualify for roles that contribute to professional preparation and to the

Improvement of instruction. This differentiation in certification requires

that professional training programs target their efforts toward the four

distinct professional roles.

4
Ptatement of Standards for Preparation of School Professional

Personnel Leadina to Certification. State of Washington, Olympia,
Washington, April, 1968, iii.

5Ibid, p.
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The conditions specified in the Fourth Draft of the State of Washington

considerably overlap some of the pervasive characteristics of the nine

teacher educaticn models. Tne emphasis that the Fourth Draft places on

performance as a measure of teacher effectiveness is consistent with the

performance-based programs found in each of the nine models. Also, the

expansion of the school's responsibility for teacher preparation is

consonant with those teacher education programs that are predicated on an

increased proportion of field-based experi.ences for the prospective teacher.

Finally, the differentiation of certification forms defined by the Fourth

Draft is suppotted by such national programs as the University of Toledo

Model that provides preparatory sequences for specialized personnel in

the elementary school.

The EXperimental Model for Teacher Educaticrr- Objectives and Personnel

Objectives

. In light of the directions specified in both the Fourth Draft and

the nine Office of Education teacher education models, the following

objectives were developed for the nperimental Model for Teacher Education.

This program would:

i. Provide an increased number of field-based
experiences for each of the groups receiving
training.

2. Develop and implement behavioral objectives
for prospective teaChers that would be
accompanied by performance criteria permitting
measurement of teacher effectiveness.

9
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B. Train prospective teachers, cooperating teachers
and prospective trainers of teachers.

4. Arrange applied seminars for prospective teachers.
These seminars would permit immediate application
of the theoretical knowledge in education to
classroom experiences.

This program tried to develop minimal performance competencies for

prospective teachers. As a result of participating in a one-year training

program, these prospective teachers would be able to sequence learning

activities for instruction in the elementary school, manage classroom

conditions for optimal learning, relate school and classroom practice to

a body of theoretical knowledge and participate actively in the decision-

making process of the school.

The following model was developed to implement these overall objectives:

Xsee Figure One). The model is predicated on the assumption that teacher

training can be logically divided into three phases: The first is a

pre-instructional phase that gives attention to skills in classroom

management and human relations as well as the attainment of certain teacher

behaviors that are viewed as basic to the teaching-learning process. The

second is an instructional phase that focuses on the teaching-learning

process and the third is a post-instructional phase that encompasses both

student and teacher evaluation.

ObtectiVes for Experienced Teacher Participants

The various professional levels that received training within the TTT

Project at the University of Washington are illustrated in the accompanying

10
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diagram (Figure Two). Some of these participants designed objectives and

criteria and implemented the instruction that they defined as basic to the

attainment of these objectives. There were nine postdoctoral participants

who came from nine different teacher training institutions. Additionally,

there were twelve experienced teacher participants representing twelve

different school districts across the United States.

The following objectives were developed for these experienced teacher

participants. First, the Experimental Model for Teacher Education sought

to provide experienced teacher participants with a laboratory for preservice

and inservice training, Additionally, they had opportunities to develop and

sequence performance objectives for teacher training, as well as the

accompanying performance criteria for evaluation. They were directly and

actively involved in the preparation of prospective teachers in the

Experimental Model for Teacher Education. In a one year sequence, they

were engaged in experiences designed to develop their leadership potential

as trainers of teachers. These experiences included the supervision of

interns on a one-to-one basis. Supervision, in this case, included support,

guidance, and evaluation of interns with respect to performance criteria.

These supervisory activities permitted the experienced teacher to serve as

demonstration teachers in classrooms. Additionally, some of the experienced

.teadher participants were involved in the development of behavioral objectives

and peiformance criteria for interns in social studies and science education.

The same individuals also implemented the instruction and evaluated the

interns with resperlt, to the predefined performance criteria. These activities

served tb implement the two major objectives that were defined for experienced

teacher participants.

13



Objectives for Coilperating Teachers

In order to permit the school to play a more powerful role in the

preparation of prospective teachers, training for inservice classioom

teachers was necessary. These cooperating teachers allowed prospective

teachers to participate in their classrooms as teacher aides, teaching

assistants, part-time teachers and full-time student teachers. The training

that cooperating teachers received focused on the following objectives.

First, the program trained cooperating teachers to demonstrate instructional

competencies as trainers of teachers. Second, the training for cooperating

teachers was designed to develop competencies in criteria evaluation with

respect to the training of teachers. The training provided cooperating

teachers will be described more fully in Chapter One - Aelationships with

Cmoperatina Schools.

Personnel Levels

- To irplement the objectives for the total program as well as for each

of the targeted training groups (prospective teachers, experienced teacher

participants and cooperating teachers), the leadership associated with

the Experimental Model for Teacher Education had to workwith a wide range

of professional persons representing the public schools, the university,

and the State Department of Public Instruction.

4



Public School

Superintendent of Schools

Principals of Cooperating
Schools

Cooperating Teachers

Public School

-10-

State Dept, of

14111.1.1 Public Instruction

Dean - College of
Education

Director of Student
Teaching

Director of Field
Experience

Advisory Office.

Teacher Education
Committee

Instructional Staff

Superintendent for Teacher
Educc.tion and Certifica-
tiou

The initial arrangement to gain the cooperation of school districts

had to be made at the level of tettcifearignent. In the case of the

,E2_2Jentaterinor Teacher Education, these cooperative arrangements

were made through the Office of the Superintendent of the Seattle Public

Schools and of the Shoreline Community Schools (a school district in

i suburban Seattle). Throughout the academic year, it becalie necessary to

secure similar agreements from three schools outside these districts.

These subsequent contacts were made through building principals. Consistently

it was found that more productive relationships existed with thosc schools

that had involved the Office of the Superintendent in the original decision-

making process.



Building principals were regularly involved in the selection of

cooperating teachers. It was found that prineipals selected teachers in

a variety of ways. Some teachers volunteered, others were chosen by the

principal oa the basis of competence or preference. Still others were

restricted by school policies that limited the number of student teachers

that could be assignEA to a teacher in one academic year. In two cases,

cooperating principals also proVided physical space for the interns to

plan, receive instruction and hold group meetings.

The cooperating teachers were asked to permit the intern to participate

in his classroom as a teacher aide, teaching assistant; part-time teacher

and full-time student teacher. The cooperating teacher was not involved

in the evaluation of the intern but rather, could guide the intern with

respect to planning and teaching on a day-to-day basis. Concurrent with

the program for the prospective teacher, the cooperating teacher received

instruction related to the training and supervision of teachers.

The University

In order to implement a performance-based teacher education program

that would not follow the traditional course requirements for certification,

approval had to be secured from both the Office of the Dean of the College

of Education and the Director of Student Teaching. This was of special

importance in a state that permits institutionally approved teacher

certification. In spite of this initial approval, university-wide registration

arrangements required that interns register for established courses. The

16



professors teaching these courses were asked to submit grading cards .

the Director of the Experimental Model for Teacher Education. Gener ... ly,

these professors readily agreed. These intricate int-a-college And Liter-

university arrangements need to be worked out in considerable de_ail :r

many technical complications develop that can build a smokescreen tha-._

obscures the perceived strengths and weaknesses of the program.

Further, a performance-based pro6ram is evaluated on a pass-fail

basis. Letter grades have little meaning when evaluation is focused on

neeting performance criteria. In order to secure approval for pass-fail

evaluation, both the Director of Student Teaching 'and the Teacher Education

Committee of the College of Education had to be consulted and agreement

had .to be secured. Even though the-se conditions were met, other problems

developed. For example, the number of courses a student can take on a

pass-fail basis !,s limited by the university. The . : program for the

university computer that records grades defines some courses as ones that

shall necessarily receive grades, while others are defined as pass-fail

courses. Special policies and practices have to be implemented to

circumvent such obstacles. Storage of records and the advising of students

required cooperative arrangements with the Advisory Office and tl:le Director

of Field Experiences. Clearly, a program such as the aperimental Model

for Teacher Education requires many unique errangements that deserve

diligent attention prior to the onset of instruction and field experiences

for prospective teachers.
0

1'
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While the Project staff, along with the experienced teacher participants,

provided most of the instruction for interns, in certain cases regular

university personnel was utilized. The use of regular uniyersity personnel

required adjustments of faculty clas 2. loads and the trading of Project

yersonnel to relieve faculty overloads. Though these arrangements were

made, the administrative entanglements were many and optimally deserve

considerable attention in the planning phase of the program.

The State Department of Public Instruction

The Superintendent for Teacher Education and Certification had to be.

informed of the program. In light of the Fourth Draft and its consistency

with the Experimental Model for Teacher Education, support from this office

was assured.

Dealing with these various levels of personnel in the school, the

university and the State Department proved to be a massive task. Many of

the recommendations that will be made in this manual will be targeted

toward securing such arrangements in a manner that will maximally facilitate

effective program management.

18



Chapter 1

RELATIONSHIPS WITH THE COOPERATING SCHOOLS

One purpose in selecting field centers or cooperating schools

was to provide an opportunity for prospective teachers to have class-,

room experiences in three types of socio-economic school communities:

an inner city school, an urban school, and a suburban school. The

initial plan was to rotate the interns through each of the different

school communities to provide a variety of experiences during the

year of training in order to establish a more powerful decision-making

base for the prospective teacher's career decision and to offset the

criticism that most student teachers have only a limited acquaintance

with the real world of schools, especially urban ones.

Three schools were initially selected to serve this function: the

Wing Luke School in the southeast part of Seattle which had a high

percentage of minority students (mostly Oriental); the Decatur School

in the northern part of Seattle, which was a middle class, urban

school with some students bussed in from the Central District; and

the Cedar Brook School in the suburban Shoreline School District a

few miles north of the city of Seattle. Additional arrangements were

made early in the fall with the principal of the Stevens School (Central

District) on Capitol Hill to set up a program for observations,

teacher-aide experience, and some tutoring activities. The Decatur

School was able to provide an empty classroom for the Project's full

time use, and since it was only a few milcas from the University, it

became the headquarters unit where most of the seminars were conducted.

The principal and faculty at Decatur proved to be most generous and

gracious hosts, willingly sharing all of their facilities with twenty

interns and some eighteen or more Tri-University Project teacher par-
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The Field Base:

As indicated in the Introduction, the program was designed to

apply a number of assumptions about teacher education in a field

setting, specifically in public school classrooms. It was anticipated

that students would engage in a series of teaching activities of increasing

duration and complexity ever the year, concurrent with a program of

instruction in educational methods, materials, and strategies of

instruction. As shown schematically in Figure 1, prospective teachers

would have a minimum amount of classroom participation early in the

fall, serving as teacher aides, tutors, teaching assistants, and gradually

increase their classroom involvement to assume responsibility for

instruction in one or two subject areas by winter. By spring they would

be ready for full time responsibility for the instructioa and management

of the entire classroom.

The design of a field centered program won strong favor with

the prospeotive teachers who were most anxious to have early practical

classroom experience and wanted to avoid the irrelevant and theory-

oriented experiences that they had either experienced or heard about

at the Univers.ity. In reality, however, many factors made it very

difficult to operate as planned. The chief reason probably was that

role defi.litions for cooperating and prospective teachers had not been

adequately worked out in advance of the program. The prospective

teachers were Viewed as student teachers and it was assumed that

they were fully prepared and ready to begin teaching at once. In

addItion, rigid scheduling in many of the field schools made it
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almost impossible to deviate from fixed arrangements. Almost Uniformly

the 3-R's were taught in the morning. It was virtually impossible

for the interns to plan any other type of activity such as art, creative

dramatics, or extended discussion on current issues during this time.

Some interns felt they were restricted to low level chores such as

collecting milk money and running off dittos and that they were almost

prohibited from meaningful contact with children. On the other hand,

when asked to assist with small group instruction, particularly in

reading or language arts, they suddenly realized their own inadequacies

and asked for a "crash course" on methods and materials in the teaching

of reading.

A further complication was found in the day-to-day adjustments

that were necessary as the field-center school learned to live with a

program which was largely external to the school's own program. It is

fair to say that misunderstandings prevailed. The principals had been

only hurriedly briefed by the project directors and while they were

largely sympathetic with the program and its general goals, they had not

participated extensively in the development of its philosophy of the

design of its operation. Many of the cooperating teachers were chosen

by the principal with little real knowledge of the program; some were

not informed until almost the day school opened. Probably the greatest

concern was the presence of six or eight interns in a building that

was already crowded, and had little or no elbow room. It must be said,

however, that the principals were extremely generous and resourceful in

supplying or, making over some kind of working space for the program.

Nevertheless, the presence of prospective teachers was.not always

viewed with the universal enthusiasm and the cordiallity of their
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initial welcome rapidly diminished as Some of the intcrns failed to

observe the unwritten social amenities of the school. Principals

began to receive complaints that the interns took up all the chairs in

the faculty lounge; the coffee urn was emptied and fresh coffee was not

remade in time for the teachers' coffee break. Grievances such as these

had a habit of smoldering for several days and then blowing up out

of proportion resulting in a crisis situation with many long phone

conversations and hurried visits to the school to attempt to defuse

the situation and restore harmony. The principals, sympathetic as they

were, were often caught between an unhappy faculty and a desire to

cooperate with the University's program. In two instances, situations

such as these were the spark which touched off a much larger conflict

between the buil,f;71ng principal and the faculty over a series of long-

standing and unresolved problems, entirely internal to the school and

_unrelated to this Project.

Many of these problems were gradually overcome by the winter of

1970 as a more effective liason was worked out between the project

staff and the cooperating schools. By spring things were more harmonious

and most of the interns were operating with a high degree of effective-

ness. But by then we had all learned to live with the minor daily

crises. Growing pains such as these undoubtedly cannot be avoided, but

they certainly can be reduced by more careful advance planning with all

who are to be involved and by having the courage and wisdom to delay

the launching of any program that hasn't worked out such details at the

outset.
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Recommendation 1

The principals and cooperating faculty of associated public

schools need to be thoroughly oriented to the goals and

characteristics of the program.

Recommendation 2

The principals and cooperating faculty need to be involved

in the development of performance objectives for prospective

teachers.

Recommendation 3

Cooperating schools should be selected on the basis of

demonstrated innovations as well as on the basis of rep-

resentation of contrasting socio-economic school communities.

Recommendation 4

To avoid unnecessary discord with cooperating teachers, pros-

pective teachers need to be alert to the concerns of the faculty

regarding parking and lunch facilities, use of supplies, etc.

These trivial matters must not be allowed to interfere

with the development of a school climate that will provide the

greatest potential for the growth of prospective professionals.

Recommendation 5

Selected cooperating schools and their faculties need to

demonstrate a willingness to provide conditions that will

permit the prospective teachers to function as a tutor,

teacher aide, teaching assistant, and full-time teacher.

Recommendation 6

Sufficient lead time (3 academic quarters) needs to be provided

to plan and implement this training of cooperating teachers in

2 3
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such generic teaching competencies as inquiry, simulation,

exposition, use of media, writing behavioral objectives,

questioning, evaluation, recent developments in specific

curricular areas, and interaction analysis.

Recommendation 7

Cooperating schools need to provide a setting that supports t'le

systematic study of teaching and learning.

A Laboratory Setting:

In addition to utilizing cooperating public schools as field

base centers, they were to serve as labolatory settings for learning

about the teaching and learning process in much the same way that

Dewey had envisioned such a laboratory environment as long ago as 1904.
1

In discussing the differences between what he called an "apprenticeship"

.

program for training student teachers and a laboratory setting, Dewey

emphasized the need for allowing student teachers to try out their ideas,

to experiment with them, to carefully analyze the results, and to discuss

and evaluate the entire process with their professors. Student teachers,

Dewey hoped, would study the teaching and learning process in the same

scientific way that they studied the natural environment around them in

physics, chemistry, and biology laboratories. They would be free to

modify the methods of teaching, the nature of the curriculum, and the

conditions end materials of learning as the needs of the situation

seemed to indicate. It was anticipated by the project st- f that given

1
Dewey, John et all. The Relation of Theory to Practice in

the Education of Teachers, 3rd Yearbook, Part I, the National Society
for the Study of Education, (Chicago: University of Chiqago Press, 1904).
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a program of limited classroom involvement early in the fall the pro-
.

spective teachers would be able to use these as laboratory activities

for studying the teaching and learning process. It was hoped that a

series of short, but carefully planned activities carried out in the

classrooms would provide the necessary experiences for understanding the

theoretical dimensions of teaching: the psychology of learning, the

social CVnamics within the classroom and school context, and the

philosophical foundations that undergird curriculum development and

strategies of instruction.

This goal proved to be rather naive and impossible to attain

for several reasons. First, the Project staff had no influence over

the objectives, teaching practices, or daily activities in the classrooms

of the cooperating teachers. Even where .good cooperative relationships

prevailed, sufficiently strong differences of opinion that interfered

with the establishment of experimental conditions. Many interns

and staff members perceived the cooperating teachers as stro'igly

oriented to maintaining an existing program with little variation per-

mitted. Conversely, cooperating teachers viewed staff and interns as

indifferent or even opposed to the need for order, discipline, continuity

in the program, and as too ready to question or reject commonly used

or accepted practices.

Second cooperating teachers were not released or relieved from

any of their regular teaching responsibilities. Typically in most student

teaching situations, the function of cooperating teachers was a voluntary

addition to all of their regular work. Thus, these teachers felt a

keen sense of responsibility for the planning and daily operation and

management of the classroom. They were unwilling to permit wide fluctua-
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tions in routine or deviations from the existing curriculum. Lastly,

sufficient lead time was not built into tHe early planning stages of the

program to permit a full partnership relationship to develop among

all interested parties: the university staff, the school officials,

cooperating teachers, prospective teachers, and members of the community.

Perhaps creating a laboratory setting was not an attainable goal

given the circumstances. The history of teacher education is littered

with remnants of laboratory schools, campus demonstration schools, and

experimental centers that have either been so free and experimental

that they lacked the reality of the actual public school setting, or

they became rigid models of a particular form of teaching and lost

their experimental character. What the project sought to achieve was

a mix that would stand somewhere between these extremes. This mix

would be marked by sufficint flexibility in its approach afat it could

dare to be innovative and experimental. At the same time, it was the

intent of the program to bear sufficient resemblence to typical school

settings that it would have credibility with college students and

practicing teachers and would not suffer the label of being an "ivory

tower."

Recommendation

That in-service training for clinical associates precede

the start of the intern training program.

26
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Selection of the Clinical Associates (Cooperating Teachers):

Late in spring, 1969, conferences were held with the principals

of the schools selected to participate in the program. On the basis

of the general outline of the program, the principals were invite, 1-ce

nominate ten cooperating teachers to participate.

To emphasize the involvement at field level, and to indicate

the enlarged scope of responsibility with the University faculty, the

term "clinical associate" was coined to describe the function for which

the cooperating teacher was being trained. It was borrowed from Medical

Schools, where the position of "clinical associate" has been common

for many years. It was envisioned that the clinical associate would

perhaps be employed jointly by the public school district and the

college or university. His position would be not unlike that of the

supervising laboratory school teacher in the old normal school or

teachers' college except that his home base would be in the public

school rather than on the college campus. He would be in a favprable

location to help interns translate learning theory into teaching

practice.

This position was also cc.nsistent with trends emerging in the

State of Washington related to the training of teachers. A set of

proposals, commonly knowrn as the Fourth Draft
2 envisioned that school

systems and professional associations, as well as colleges and universities,

might engage cooperatively in teacher education programs. In addition,

there would be an educational staff associate certification for persons

2
Allen, Wendell C. and Drummond, William H., Statement of Standards for

Preparation of School Professional Personuel Leading to Certification!
Fourth Draft. Olypmia, Washington: Superintendent of Public
Instruction, State of Washington, April, 1968.
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whose primary function would be in the training and supervision of new

and inexperienced teachers. Thus, the diPectors of this Project

took the position that if the traditional role of the cooperating

teacher was to change from one of limited involvement to a fully cooper-

ative venture with the University in the education of new teachers,

then a new role definition and specialized training would have to be

provided.

Recognizing that the Clinical Associates were to be a vital

link in this program, criteria had to be developed for their selection.

Unvortunately, a review of the pertinent literature and educational re-

search provide little information. General characteristics such as warmth,

non-directiveness, competency in subject matter, and recognition as a

master teacher in the classroom were generally cited as being critical.

But what measures could be considered adequate predictors of such be-

haviors? Some consideration was given to the possibility of administering

a battery of objective test instruments such as the Graduate Record

Examination, the Minnesota Teacher Attitude Test, the Minnesota Multi-

Phasic Inventory, and the like, but this approach was quickly discarded

because it would be too difficult to administer the tests to a large

enough population from which to select potential teachers in the limfted

time available. It was also obvious that such a screening measure would

have been too easily misunderstood and establish unnecessary barriers

to the recruitment of cooperating teachers. Some more general

criteria were dismissed and mutually agreed upon by the staff and

the,principals serve as guidelines for selection:
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a. Some previous experience in supervising a student

teacher.

b. Recent graduate work in teacher education, preferably

the completion of a Master's degree.

c. Willingness to participate in the program. Participation

would include the supervision of prospective teachers

each quarter and participation in a program of in-service

education throughout the year.

d. Recommendation by the school principal.

In the final analysis the recommendation by the school principal

became the determining factor. From an inspection of biographical

data on application forms, it was evident that there was as much variation

on the aforementioned criteria within a single school as between schools.

-

On a subjective basis, it appeared that personal rapport with the principal

was a key factor in selection.

Recommendation 9

Primarily, cooperating

teachers should be selected on the basis of demonstrated

innovative practices. Optimally, observations of these class-

rooms needs to be made. Additionally, an interview may be

held with the cooperating teacher to determine if he or she is

willing to participate in a range of in-service activities.

Recommendations from principals and grade point averages should

also be reliiewed,

29
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Training of Cooperating Teachers:

It ha.3 long been recognized that the cooperating teacher is

the single most important factor in Aping the prospective teacher's,per-

formance In most cases this has meant that the student teacher has

had only one model for teaching and because of the pressures of the

situation, he has often had to conform to that model. In setting up

this program, it was planned that there would be a variety of models

for the intern to Observe, analyze, and possibly emulate since they

would have experiences in three different schools. In addition the

clinical associates would be thoroughly familiar with recent developments

in teaching- and would be outstanding exemplars of the instructional

methods that.the interns would be learning"during the year.

It was also recognized, however, that many of the prospective

clinical associates had had no formal study in training and working

with a student teacher, and that many were unfamiliar with some of

the newer deelopments in teacher education which would be a part of

the intern's training . For these reasons plans were made to offer an

in-service training program during the school year and to provide University

credit for it.

Some rather broad objectives were spelled out at an early

planning conference:

The Clinical Associate will be able to:

1. Distinguish between personal style and those behaviors
based on research principles of learning.

2. Demonstrate a comaltment to theories of teachipg and
learning.

3. Translate theoretical knowledge into practice.
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4. Demonstrate use of analytic instruments for the analysis
of an intern's teaching.

5. Interpret, diagnose and develop.remedial prescriptiOns
from available alternatives.'

6. Provide supportive help in a counseling-type interview
to help interns assess strengths and weaknesses.

An analysis of the role of the clinical associate indicated

that clinical associates should have subject matter, research,

technical, administrative, pedagogical, counseling, supervisory, and

evaluative competencies.

A series of training sessions during the fall and winter quarters

dealt with a variety of systems for observing and analyzing teacher be-
,

havior. These included the cognitive levels of questioning based on

4the Bloom taxonomy?Flanders' verbal interaction analysis, and Hanson's

. 5 .system for content analysis, nicknamed"FLABgbecause of its combination

of elements from Flander's interaction analysis and Taba's.strategies

of teaching. The spring quarter included training in shifting one's

style of teathing and in the use of the Sony video tape recorders.

3 Benjamin S. Bloom, editor. Taxonomy of Educational Objectives:
Handbook I--Cognitive Domain. New York: David McKay, 1956.

Ned A. Flanders. Analyzing. Teacher Behavior Reading. Massachusetts:
Addison-Wesley, 1970.

4

5 John Hanson, "Content Analysis," Unpublished paper, School of
Education, University of Oregon, 1968.

,
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Assessment of Strengths and Limitations:

The clinical associates were nearly unanimous in their reactions

that the materials in Che training program described above gave them

a new way of focusing upon the teaching act without engaging in per-

sonal likes and dislikes, whims, or caprices. It allowed Chem to take

a more objective approach to specific teaching behaviors, such as

levels of questioning, pupil-teacher interaction and reinforcement

strategies. Most felt that they gained personally and prifessionally

from their participation in the program and can approach with much greater

confidence the task of evaluating prospective teacher's performance.

They were also willing to work with one another using the observational

instruments described to provide feedback gbout one another's teachinE;

at the peer level.

There are, on the other hand, some serious limitations that

must be mentioned in assessing such a program. The first of these is

the need to free Che Clinical Associates from all or a large portion of

their current teaching responsibilities. Even under the favorable

conditions of the Project, it was very difficult for the Clinical

Associates to "steal" Che necessary time for planning, making and

evaluating video or audio tapes with an intern-teacher, and at the

same time meet existing commitments for faculty meetings, professional

associateions, and parent conferences. Training sessions Chat were

originally held during school hours had to be switched to tha late

afternoons.

The notion of concurrent training for the clinical associates

was an expedient one, and hindsight suggests now that it was a poor

-

one. Had the clinical associates been selected and trained during the

preceding spring or summer, it would have been possible to provide much
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more systematic feedback for prospective teachers during the fall

quarter when they were engaged in limitedwtutoring and small group

instruction.

Role Conflict:

Lastly, there is the consideration of the dual role expectancy

of a clinical associate. Unless he is relieved of all or most of his

teaching responsibilities and is clearly assigned a new role, he is

still regarded as a teacher by his colleagues and by the administration.

As such, there is strong peer pressure to conform to the "Establishment

set" or the traditional mores that prescribe the roles and norms of the

school culture:

The good classroom is a quiet classroom;

Reading must always be taught from 9:00 to 9:45,using only
a basal text;

It's a sign of weakness to send a dhild to the principal's
office;

But most important, don't make waves or rock the boat by
being very different from the rest of us.

Our point is that the Clinical Associate must be sufficiently

ii:ree of full time responsibilities to help interns bry out new ideas,

particularly those that may depart from conventional wisdom or established

orthodoxy. As Dewey has implied, the training of teachers in the

laboratory setting must be recognized as the cutting edge between the

theory and research developed at the University and the day-to4day

professional practice in the classroom, otherwise we merely reinforce

the status-quo. With the increased use of team teaching, felxible

scheduling, or differentiated staffing concepts, the clinical associate

33
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Can be assigned a half or three-quarter time responsibility to work with

interns, with the remaining time used to demonstrate or model various

teaching methods. In this way he would be freer to suggest and support

a far greater range of non-traditional practices and also see that

the intern is accountable for following through on the consequences

of his actions. It is not difficult to envision the situation in which

a clinical associate would be largely responsible for the supervision

and training of some 6-10 intern teachers on a full-time basis. Such

plans are already in operation at Michigan State University and elsewhere

and appear to be quite successful.

Recommendation 10

Teachers who are to serve as clinical associates should be

chosen from among those who have completed the in-service training
,

course.

Recommendation 11

The in-service training course should concentrate upon some

generic aspects of teaching such as teaching strategies,

behavi'oral objectives and methods of evaluation, systematic

measures for the analysis of teaching, and counseling and

supervisory techniques for working with interns.

Recommendation 12

That the clinical associate be freed from all or a large part

of his classroom teaching responsibilities if he is to super-

vise as many as 6-10 interns.

34



CHAPTER 2

Selection rrld Training of Interns

A. Selection of Interns

The selection of prospectivP. teachers (interns) for participation

in a field-oriented, performance-lpased program was a complex task.

Traditional requirements in the College of Education demanded a grade

point average of 2.50, proof of physical and mental health, and satisfactory

completion of a course entitled Introduction to Teaching. However, these

minimal requirements did not appear to be sufficient for an experimental

professional preparation program that was more intensive in its demands

for demonstrable professional competence. Further, random acceptance of

students as participants in the initial trial of a performance-based program

would subject the experiment to unnecessary duress. It seemed reasonable

to assume that in its first year an experimental program should not be

deliberately confronted with the many problems that accompany the involvement

of students who are marginal academically or those students whose personal

qualities do not provide a positive index of their predicted teaching

success. The fact that this program was an initial trial, coupled with

the increased demands of a performance-based program, contributed to the

complexity of the selection process.

In Order to obtain a more accurate profile of the prospecfave teadher,

interviews were scheduled with each applicant. During a half-hour interview,

35
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a deliberate attempt was made to establish three points of information

about the applicant. First, was he committeeto teaching on a career

basis? Second, did he demonstrate leadership qualities? Third, had he

completed previous experiences with children successfully? The interview

ended only after conclusions were reached with respect to eadh of the three

points.

In summary, the selection process required a 2.50 g.p.a., completion

of an academic major, and successful ratings as the result of a personal

Interview. On ft,e basis of this information, twenty prospective teachers

(interns) were selected from a tofl of approximately forty applicants.

A self-selection factor is also involved whenever applicants are screened

for a new or special program such as the Experimental Model for Teacher

Education. Only those students who are seeking a departure from traditional

teacher education programs apply. Although their individual reasons are

varied, it seems plausible to assume that such students demonstrate more

initiative and independence than a random sample of students in the regular

program would demonstrate.

Vith respect to seventy-five percent of the applicants selected, the

process described above resulted in participants who had little difficulty

ineeting the performance standards. In four or five cases, however, interns

experienced substantial problems in demonstrating minimal competeacy

standards.

Recommendations

1. Since a-performance-based progranr probably requires more rigorous

standards of professional performance than regular programs in teacher

36
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education, each applicant should meet more than the minimal admission

requirements designed for the regular program:

2. Interviews should be conducted in order to provide information

that will serve as predicators of teaching success.

3. In addition to interviews, letters of recommendation should be

solicited from previous employers as well as from those individuals who

supervised the applicant's previous experiences with Children. This

practice was not implemented L7 the Experimental Model for Teacher Education.

If such recommendations had been obtained, these statements probably would

have eliminated those four or five individuals who experienced an inordinate

amount of difficulty meeting the requirements of the program.

B. Development of Oblectives and Traininc; of Interns

-Programs in teacher education often address the development of

objectives and the determination of evaluation criteria as two distinct

and separate processes. Such a dichotomous approach may result in programs

that have expectancies that are neither evaluated nor attained. The fact that

a performance-based program integrates objectives and evaluation (performer-e)

criteria forces a merger of these processes: Two major questions that

:deed to be answered in order to develop performance objectives are: (1)

-What does a beginning teacher need to be able to do? (2) What behavior

will demonstrate that he can perform these minimal teaching tasks?

The response to the first question forms the objective, while the

response to the second defines the performance criterion. These responses

integrate the definition of objectiveswith evaluation criteria.

3 7
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Example of Performance Objective and Evaluation Criteria

Performance Objectivel

The intern will be able to prepare his own materials that will be

used as learning resources for a social studies unit.

Criteria

1. The intern has produced one sample of each.of the following:

a. chart or graph

b. map

c. ditto sheet

d. overhead transparency

e, audio tape

f. model

g. bulletin board

2. The iritern has prepared a statement of criteria to be used

in the selection and collection of such materials.

3. Given a particular set of learning objectives, the intern

has prepared at least two different kinds of materials that he

used in a lesson. He was able to explain how these materials

would assist in meeting his instructional objectives.

lAdapted from: Joe Decaroli, Sister Judith Shanahan and Jack Simpson,
Preliminary Statement: Behavioral Obiectives - Teacher Competence, Tri-
University Project, Experimental Model for Teacher Education, August, 1969.

:3 2



Individuals who have a command of the theoretical and research

kno*ledge in a particular field, as well as classroom teachers, need to

be involved in the development of objectives and in an analysis of the

various program components. The staff of the Elsperijnntal_Nodel for

Teacher Education was representative of these groups. Thajue ined Lhe

following components: classroom management, educational psychology, measure-

ment and evaluation, sociology of education, social studies education.

science education, language arts, reading, and mathematics education. In

most cases performance objectives and evaluative criteria for the Experi-

mental Model fcr Teacher Education were developed by individuals who had

considerable experience as classroom teachers or by graduate students in

education. Additionally, the writing of these objectives and criteria

was supervised by individuals who had considerable expertise in science

-

education, math education
2 , educational psychology and social studies

education. The professional involvement of all of these individuals

proved to be indispensable to the development of objectives and criteria

that could bc, implemented in the operation of the program.

The implementation of performance objectives and performance criteria

were followed by designing instructional sequences. In most cases, Chose

individuals who were involved in the development of objectives and criteria

were also responsible for planning the instructional sequence. Instruction

for interns was provided in applied seminars. This term was developed to

21he objectives and criteria used for the math education component
were developed for another performance-based program operating in the
College of Education at the University of Washington. These objectives
were consistent with the overall objectives of the Experimental Model for
Teacher Education. Author: Aaron Buchanan, doctoral student in math--
education, College of Education, University of Washington.

n
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emphasize the relationship between the related research and theoretIcal

knowledge in a given field to classroom situations. Although this goal

was not fully realized, those courses that were most positively perceived

by interns were the ones that developed this notion most powerfully.

Performance objectives and criteria are, in effect, prescriptions

that the intern must follow. As such, the individual intern may view

these prescriptions as a vehicle by which he is manipulated to perform as

others see fit. Some interns demonstrated considerable frustration in

this regard. This condition 1,s intensified if the individual intern has not

played a part in the development of these objectives and criteria. The

implications of this observation are two-fold. First, involvement of

interns might be viewed as an essential part of fhe program development.

Second, interns might be encouraged to develop alternate performance

objectives to replace those objectives that he can argue are not valuable

for his professional purposes. The development of such objectives might

be supervised by'classroom teachers and other professional personnel.

Both of these implications could serve to reduce the regimented or

prescriptive perceptions of performance-based programs.

Optimally, cooperating classroom teachers should be able to

demonstrate the objectives and criteria that are the focus of the intern's

program. However, since such objectives were developed by individuals

who had knolwedge as well as competence with respect to recent trends in

their particular field, .classroom teachers, who had completed their

professional training three to ten years ago, could sedom meet this

10



condition totally: Since the classroom teacher is a powerful model. in

shaping the te,ching behavior of the prospective teacher, provisions to

update the skills of the classroom teacher are essential. Without such

inservice training, the effectiveness of the program provided for interns

will be substantially limited.

Recommendations

evaluation
1. Objectives- andicriteria in performanc-based programs in

teacher education should be developed simultaneously.

2. These objectives and criteria should be developed by

professional persons who have expertise with respect to

a given component of the program in cooperation with

classroom teachers.

3. Concern with respect to the prescriptive nature of

. performance objectives can be met in either or both of the

followIng ways:

a. prospective teachers may be involved in the

development of objectives and criteria.

b. prospective teachers may be encouraged to

design alternate objectives and criteria

under the supervision of professional

personnel.

4:1
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4. Cooperating classroom teadhers should receive appropriate

inservice training in advance, so that they are able to

model the same behavior that; is expected of interns.

5. Criteria in performance-based programs should be evaluated

on a pass/fail basis. Either the intern has met the

conditions specified in the criteria or he has not.- it

would be presumptuous to argue that the field of education

has gained sufficient precision to facilitate refined

grading practices. Although previous practice in teacher

education demonstrates considerable use of five-point

grading scales, little specificity can usually be given

to each grading differentiation: At best, a pass/fail

grading system sil1 demands a degree of professional

subjectivity in the evaluative judgment. However, a

grading scale that is more complex can seldord be substan-

tiated.

6, Provisions baould exist for the intern to meet performance

criteria at any time during the program. Optimally, if

the interi, le successful in completing all the criteria

at an advanced date, his certification should be granted

at that time.
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7. Optimally, evaluation of performance criteria shoUld be

conducted by classroom teachers who have been trained to

demonstrate the performance objectives and criteria.

However, in Che Experimental llodel for Teacher Education

thr:_ evaluation of interns was implemented by the

experienced teacher participants in cooperation with

those individuals who had designed the objectives and

criteria. Cooperating classroom teachers were not involved

in this process. Time was not available to train class-

room teachers to demonstrate the objectives and criteria

that the intern had to meet. Further, this experience

represented part of the training for prospective trainers

of teachers.

C. Nature of Instruction for Interns

Instructibn for interns was provided during each of three academic

quarters. In each quarter, interns met daily for varying blocks of time

to fulfill instructional requirements. The program made an attempt to align

the content focus of these applied seminars with the classroom experiences

to which interns were assigned concurrently.

During the fall quarter interns received instruction targeted on

Classroom management, educational psydhology and reading. At the same

time interns were spending four hours per week in classrooms. This arrange-

ment allowed application of some of their learnings directly into the

43
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classroom. In order to maximize the potential of this arrangement,,instruc-

tion needs to be designed in a manner that faCilitates immediate applica-

tion in classrooms. Generally speaking, the instructors in these applied

seminars did not plan this instruction in this way and interns did not

feel prepared to assume a concurrent teaching role in the classroom.

Attaining this kind of applied instruction was difficult for several reasons.

The instructors had not been sufficiently involved in the planning phase of

the program. Additionally, such instruction necessitates a substantial

departure from the lecture discussion style used by Che instructors of

many methods courses. Cooperating classroom teachers were not engaged

sufficiently in the planning and consequently it was difficult, if not

impossible, to coordinate the applied seminars with the classroom plans

of the teacher.

Description

For five weeks of the second quarter interns were assigned to class-

rooms for two hours each morning. At this time, they were responsible for

tl 9. teaching of reading. Generally, the interns perceived this arrange-

Ien that allowed them to apply the knowledge Chey had acquired fall

quartc,r in Cheir classrooms to which they were assigned the following

quarter as a more constructive arrangement than that which permitted an

immediate application of these learnings. The interns argued that at

-the completion of the applied seminar, they were able to synthesize the chief

components of a reading program and, therefore, they were not functioning

4 4
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in alragmented way. It is our observation, however, Chat if the instruc-

tion was coordinated with Che planning of classroom teachers, concurrent

application would have been perceived more constructively. In Che after-

noons, interns received instruction in language arts and mathematics

education.

During Che last five weeks of winter quarter, the interns continued

their daily two hour block in classrooms. At this time they were responsible

for instruction in language arts and/or mathematics. This sequence permitted

them to apply the learnings that had been provided the first five weeks in

applied seminars for language arts and mathematics. During the afternoons

they received instruction in science and social studies education.

In each of these applied seminars, interns were given a list of

behavioral objectives. The intern could demonstrate Chat he had fulfilled

these objectives during his limited teaching experience in Che.winter

quarter or during his full-time.teaching experience in the spring quarter.

The spring quarter was divided into a two week and an e14,:ht week

block. During the first two weeks interns received instruction in educa-

tional sociology, evaluation and measurement and in a variety of observa-

tional instruments. For Che last eight weeks Chey were assigned to full-

time teaching in classrooms. During Chis time, instructors of Che applied

s'eminars visited classrooms to establish whether interns were meeting

'specific performance criteria. This evaluation was supported by the

experienced teacher participants who were assigned to interns on an

individual basis.

The following diagram illustrates the instructional sequence and its

relationship to the interns' classroom experience.

45
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Fall Quarter

4 weeks / 6 weeks

Introduction to Teaching: Class room experience:

A Simulation Exercise a. Teacher Aides

Development of games that b. Teaching Assistants
illustrated power rela-

c. Teaching 4 hrs./week
tionships in the class-
room, the school, and Applied Seminars-
the community

Educational Psychology

Reading

MinteI_gurter

5 weeks / 5 weeks

2 hours classroom teach-7
ing

Reading.

Applied Seminars

a. Language Arts

b. Math Education

2 hours classroom teaching

Language Art8

Math

Applied Seminars

a. Science Education

b. Social Studies Education

. Spring Quarter

2 weeks ( 8 weeks

Educational Sociology Full-tiMe teaching

Evaluation

Observational Instruments
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Recommendations

1. The program for interns should be characterized by instruction

that permits immediate translation in classroom practice.

2. Several weeks in the planning phase of the program should be

provided to coordinate classroom activities with instruction

in the applied seminars.

3. The program should permit the intern to demonstrate the

behavioral objectives at any time.

4. Those persons who provide instruction in applied seminars

should alSo be responsible fo _Valuating the performauce

criteria as demonstrated by the int-

5. Optimally, classroom teadhers should be trained in advance so

that they are able to assist with the evaluation .of performance

criteria.

47
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Chapter Two: Selection and Training of interns.

1. Since a performance-based program probably reqnires mcre rigorous standards
of professional performance than regular programs in teacher education, each
applicaat should meet more than the minimal admission requirements designed
for the regular program.

2. Interviews should be conducted in order to provide information that will
serve as a predictor of teaching success.

3. In addition to interviews, letters of recommendation should be solicited
from previous employers as well as from those individuals who supervised
the applicant's previous experiences with children. This practice was
not implemented by the Experiences with children. This practice was
not implemented by the Experimental Model for Teacher Education. If
such recommendations had been obtained, these statements probably would
have eliminated those four or five individuals who experienced an inordinate
amount of difficulty meeting the requirements of the program.

4. Objectives and criteria in performance-based programs in teacher education
.should be developed simultaneously.

5. These objectives and nriteria should be developed by professional persons
who have expertise with respect to a given component of the program in
cooperation with classroom teachers.

6. Concern with respect to the prescriptive nature of performance objectives
can be met in either or both of the following ways:
a. prospective teachers may be involved in the development of objectives

and criteria.
b. prospective teachers my be encouraged to design alternate objectives

and crite:.ia under tha supervision of professional personnel.
7. Cooperating classroom teachers Should receive appropriate inservice training

in advance, so that they are able to model the same behanrior that is
expected of interns.

8. Criteria in performance-based programs Should be evaluated on a psss/fail
basis. Either the intern has met the conditions specified in the criteria
or he has not. It would be presumptuous to argue that the field of
education has gained sufficient precision to facilitate refined grading
practices. Although previous practice in teacher education demonstrates
considerable use of five-point grading scales, little specificity can
usually be given to each grading differentiation. At best, a pass/fail grading
system still demands a degree of professional subjectivity in the evaluative
judgment. However, a grading scale that is more eomplex can seldom be
substantiated.

9. Provisions should exist for the intern to meet performance criteria at any
time during the program. Optimally, if the intern is successful in completing
all the criteria at an advanced date, his certification should be granted
at that time.

10. Optimally, evaluation of performance criteria should be conducted by
classroom teachers who have bean trained to,demonstrate the performance
objectives and criteria. However, in the Experimental Model fipr Teacher
Education the evaluation of interns was implemented by the,experieneed
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teacher participants in cooperation with chose individuals who had
designed the objectives and criteria. Cooperating classroom teachers
were not involved in this process. Time was not available to train
classroom teachers to demonstrate the objectives and criteria that
the intern had to meet. Further, this experience represented part of
the training for prospective trainers of teachers.

11. The program for interns should be characterized by instruction that
permits immediate translation in classroom practice.

12. Several weeks in the planning phase of the program should be provided to
coordinate classroom activities with instruction in the applied seminars.

13. The program should permit the intern to demonstrate the behavioral
objectives at any time.

14. Those persons who provide instruction in applied seminars should also
be responsible for evaluating the performance criteria as demonstrated
by the interns.

15. Optimally, classroom teachers should be trained in advance so that they
are able to assist with the evaluation of performance criteria.

4 9



°

>

'

r



PERT DIAGRAM

EXPERIMENTAL MODEL FOR TEACHER EDUCATION

196-1970 ACADEMIC YEAR

42 days 70 days

NOTE: This diagram is descriptive of the experimental

program for Teacher Education as it wrs implemented in the

1969-197G academic year. It is not to be confused with

the predictive model that follows. The function of the

above diagram is a contrastive one. Time indicated between

events indicates the actual time spent on each successor

event.
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Experimental Model for Teacher Education

PERT Events

1969-70

1. Conceptualization of the model started.

2. Conceptualization of the model completed.

3. Approval obtained from the Dean of the School of Education to certify
students who successfully completed the program.

4. Refinement of the program completed.

5. Selection of staff completed.

6. Orientation of staff completed.

7. Development of performance standards ani criteria completed.

8. Cooperative arrangements with cooperating schools secured.

9. Equipment,supplies, office space secured.

10. Selection of twenty prospective teachers completed.

11. Cooperating faculty selected.

12. Orientation of cooperating faculty completed.

13. Orientation of.prospective teachers completed.

14. Development of instructional packages in classroom management, educational
?sychology and the teaching of reading by staff and experi nced teacher
participants completed.

15. Analysis of decision-making in the clLssroom, school and commaity by
prospective teachers completed (simulation games).

16. Classroom experiences ac tutors,teacher aides and teaching a:3sistants
completed by prospective teacher.

17. Instruction in applied seminars in classroom management, educational
psychology on the teaching of reading completed.

18. Instructional package.for cooperating teachers completed.

19. Limited teaching experiences (four hours/week) for a six week period com-
pleted.by prospective teachers.

20. Initial phase of instruction for cooperating teachers completed.

21. 'Instructioial packages for prospective teachers in the teaching of

. language arts, math, science and social studies completed..
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22. Applied seminars for prospective teachers in the reaching of language
arts, math, science and social studies completed by staff and experienced
teacher participants.

23. Half time teaching for a ten week period completed by prospective teachers.

24. Supervision of prospective teachers for a ten week period completed by
experienced teacher participants.

25. Second phase of instruction for cooperating teachers completed.

26. Instructional packages in evaluation and measurement and observational
teaching instruments completed by staff.

27. Instruction in evaluation and measurement and ob, ational teaching
instruments conp] eted .

28. Instruction in educational sociology completed.

29. Full time teaching (eight weeks) by prospective teachers completed.

30. Evaluation of prospective teachers by experienced teacher participants
completed.

31. Processing of grad,3 completed.

112. Third phase of instruction for coopezating teachers completed..

33. Certification is granted for both cooperating teachers (Clinical Associates)
and prospective teachers.

54



Chapter 3

The Experimental Model for Teacher Education:. Sequence

In this chapter, two sequential (Pert-type) diagrams are presented.

The first of these diagrams describes the program as it was developed and

implemented in the academic year 1969-1970. Each circle represents a

significant e-ent in the program. The number indicated between events rep-

resents the amount of time that elapsed before a successor event was completed.

The total time cpan involves cover dates from March 15, 1969 to June 15, 1970.

The second diagram presents a revised sequence of events predicated

on the experiences of a single trial of the program. In this d'agram the

times designated for some successor events', have been altered. However, the

chief contrast with the first diagram is found in khe total time span

represented. This time span embraces two academic years. The major alteration

is the provision for the training of cooperating teachers (clinical'

associates). In the proposcd model trainirg for cooperating teachers is

provided in the.academic year and summer session preLeding the trriing of

prospective teachers (interns). The reader should review the diagram

carefully to assess both the significance and comprehensiveness of the

events that are designated.

NOTE: Each diagram is keyed to the list of events that accompany it.
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Proposed Model for Teacher Education: 'PERT Events

1. Start of the program

2. Approval from the Office of the Dean of the College of Education secured
(for certification of students who complete the program).

3. Selection of an advisory board completed.

4. Selection of staff completed.

5. Orientation of staff completed.

6. Approval and selection of cooperation schools secured and completed.

7. Orientation of faculties of cooperating schools completed.

8. Development of performance objectives and criteria completed.

9. Technical and bureaucratic arrangements within the University completed.

10. Acquisition of equipment, office space, and supplies completed.

11. Selection of cooperative teachers completed.

12. Analysis of decision-making in the classroom, school, and community by

cooperative teachers completed.

13. Instructional packages for cooperating teachers completed.

14. Initial phase of instruction for cooperating teachers completed

(behavioral objectives, questioning).

15. Second phase of instruction for r:-,operative teachers completed
(observation measures).

16. Last phase of instruction for cooperative teachers completed

(videotaping of prospective teachers, feedback conferences).

17. Selection of prospective teachers completed.

18. Orientation of prospective teachers completed.

19. Analysis of decision-making in the classroom,school, and community

completed by prospective teaChers.

20. Classroom experiences as tutors, teacher aides, and teaching assistants

completed by prospective teadhers.

21. Instructional packages for prospective 4aChers completed for the

following areas:

classroom management
educational psychology 59
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teaching of reading
teaching of language arts
teaching of social =tudies
teaching of science
teaching of art
teaching of music
teaching of physical education
evaluation and measurement
observational teaching systems
educational sociology

22. Instruction in applied seminars in classroom management, educational
psychology, teaching of reading completed by prospective teachers.

23. Limited teaching (four hours per week) completed by prospective teachers.

24. Applied seminars in the teaching of language arts, soCial studies,
science, math, art, music, and physical education completed by
prospective teachers.

25. Half-time teaching completed by prospective teachers.

26. Instruction in educational sociology, evaluation and measurement, and
observational teaching systems completed.

27. Full time teaching completed by prospective teachers.

28. Evaluation of prospective teachers completed by cooperating teachers.

29. Processing of grade cards, certification applications completed by
prospective and cooperating teachers.

30 Certification is granted.
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Proposed Model for Teacher Education

Average Time for eaCh PERT Activity

Time Estimate Formula: t
e

a + 4m + b
6

mr.

1. 2 days 7 days 14 days 7.3 days 40

2. 2 days 7 days 14 days 7.3 days 4.0

3. 21 days 28 days 35 days 28.0 days 5.43

4. 14 days 21 days 28days 21.0 days 5.43

5.. 2 days 3 days 5 days 3.3 days .25

6. 7 days 14 days
,

21 days 14.0 days 5.43

7. 3 days 6 days 10days 6.16 days 1.35

8. 56 days 40 days 68 days 47.33 days 4.0

9. 21 days 28 days 35 days 28.0 days 5.43
.

10. 21 days 28 days 35 days 28.0 days 5.43

11. 7 days 14 days 21 days 14.0 days 5.43

12. 21 days 28.days 35 days 28.0 days 5.43

13. 21 days 28 days 35 days '28.0 days 5.43

14. 70 days 70 days 7,., days 70.0 days 0.00

15. a a a a a

16. a a a a a

17. 21 days 28 days 35 days 28.0 days 5.43

18. 1 day 2 days 3 days 2.0 days 0.00

19. 21 days 28 days 35 days 28.0 days 0.00

20. 14 days 14 days 14 days 14.0 days 0.00

21. 60 days 75 days 90 days 75.0 days 25.0

61
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1 2
a

4
b
3

22. 42 days 42 days 42 days 42.0 days 0.00

23. 42 days 42 days 42 days 42.0 days 0.00

24. 70 days 70 days 70 days 70.0 days 0.00

25. 70 days 70 days 70 days 70.0 days 0.00

26. 14 days 14 days 14 days 14.0 days 0.00

27. 70 days 70 days 70 days 70.0 days 0.00

28. 210 days 210 days 210 days 70.00 days 0.00

29. 14 days 14 days 21 days 19.83 days 1.16

30. Certification is granted

NOTES:

1
a - is the optimistic time estimate

2m - is the mo&L likely time estimate

3
b is the pessimistic time estimate

4 is the average time that the activity would take Ii it were repeated

many times

5
2 - describes the uncertainty about the time for the completion of

an activity.

6 - days are cAlendar days rather than school days.
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Chapter 4

Evaluation

Assessment of the Program:

01 the twenty -Prospective teachers who entered the program, seventeen com-

pleted the program successfully and were certified. Of these, twelve ( sixty

per cent) individuals had obtained teaching -positions as of June, 1970.

The employability of this group was approximately equivalent to that of those

individuals in the regular elementary teacher preparation program that

placed sixty-two Fer cent of their students. Three persons failed to

complete this program. Since these cases have implications for performance

based programs, a brief profile of each follows:

1. Intern X began the program with a strong interest in schools as

socializing instituticns and with an intense desire to work intensively

with children in the Central District. Early in October, 1969, he lead

a "rebellion" among the interns against what he believed to be the overly

structured design of the program. As a result, he and a group of five

or six others were authorized to develop their own alternative objectives

and an observation-participation program. This particular student worked

independently in a second grade class in the Central District until

Thanksgiving time. From then on he left the area without explanation

and did not participate in the program. It was learned subsequently

that he did volunteer work in a school in Harlem, New -ork, and lived

during the spring near the Harvard Campus. In may of 1970 he returned

to the University of'Washington and sought to transfer from the College

of Education to the School of General Studies.

G3
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2. Intern Y participated in the program 'for the full year. He was placed

in schools in the three differing socio-ecdhomic areas. In each instance

the school principal asked that he be removed from the school program

after several weeks there. Intern Y's pattern of behavior was similar

in each situation: he failed to plan adequately for his teaching

assignments, failed to keep his cooperating teacher advised of his plans

in a timely manner that would permit review of his plans prior to teaching,

and developed a habit of being late or absent for his teaching responsi-

bilities forcing the clinical associate to assume the teaching for him

at the last minute without adequate plans or materials. Throughout the

year, Intern Y was given an extensive amount of personal counseling by

several experienced teacher participants and staff members affiliated

with the Tri-University Project. These persons helped review his lesson

plans, materials, observed his teaching regularly, and gave-him many con-

structive suggestions for improvement. Since the last request for his

withdrawal came within a week of the close of the public schools, there

appeared no other option but to drop him from the program. By special

permission, he was allowed to sit for examinations in regular methods

courses at the University. He failed these examinations.

3. Intern Z remained with the program for the year. Despite repeated

encouragement on the part of the staff whe was unwilling to submit herself

for formal evaluation of her teaching. She would-consistently insist

that she was not ready or that the conditions in her classroom were not

right. Even when she prepared alternative objectives and ways of meeting

them pf her own design and choosing, she still,could not bring herse7.f to

say that she was ready to be evaluated on the criteria she herself
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prOposed. In the hope that some extended time and personal reassurances

might be necessary, several less formal teething situations were made

available to Intern Z during the summer, 1970. She at fir:t indicated

to the staff that she would be willing to attempt to complete her

requirements in this way, but later changed her mind and hever took

advantage of the opportunities available. Intern Z never completed

the program.

It appears that performance-based programs may place additional demands

on prospective teachers. Since some considerable effort was made to select

candidates who appeared to have a higher probability of success in teaching,

the fifteen per cent attrition rate may feflect that such programs are more

rigorous and demanding than traditional teacher preparation. Additionally,

for some individuals, the constraints of performance criteria pose an

insurmountable barrier.

Experimental Design:

Experimental design does not lend itself in our judgment to the

evaluation of developmental programs such as the Experimental Model for

Teacher Education. Although it is possible to meet the criterion of random

selection of a sufficiently large number of subjects, the problem of holding

many variables constant in a teacher education problem are insurmountable.

Individual conditions arise that necessitate adjustments that are most likely

to minimize or eliminate the conditions of the experimental design. In this

program many such events occurred. For example, it was the intent of the

directors that the student spend each quarter in a contrasting socio-econcmic

school community. In several instances, the necessity of providing prospective

teachers with experiences that were'consistent with their professional goals

required.changes in the placement of teachers that were not in accord with



57

the original design of the program. To do otherwise would ignore the

individual goals of prospective teachers. Many other examples can be cited.

However, this single exan.p.le should illustrate the problem.

Although experimental design does not seem appropriate for evaluating

the entire program, it does seem post-Able to apply this method to isolated

components of the program. For example, one could contrast the language arts

instructional package with a traditional methods course in teaching language

arts by the performance of teachers and/or learners as dependent variables.

It should be kept in mind that experimental dasigns by their very

nature can only supply evaluative information after the fact. The results

can Perform an information function in planning and revising the continuation

of the program. However, this information is not available for adjustments

that are necessary during the initial trial of the program.

Evaluation:

In spite of the difficulties encumbered by experimental designs as a

vehicle for evaluation, the need for assessment is critical. One productiVe

strategy for evaluation appears to be found in the CIPP Model which includes

context evaluation, input evaluation, process evaluation, and product evaluation.

This model was developed at the Evaluation Center, Ohio State University,

and has been partially tested.

Context evaluation calls for the identification and definition of major

subsystems of the domain to be served, the unmet needs in the domain, and

the basic causal problems underlying each need. Input evaluation involves

identifying and assessing system capabilities, available strategies, and available

GG
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procedurz-l.designs for the strategies. Proceseevaluation identifies and

monitors the potential source of failure in a project without intervention.

Product evaluation assesses the effectiveness of the project. A complete

description of this model is to be found in TI....aeory into Practice, 1967 1

Most important, this model provides information that can be used as a basis

for decision-making in the on-going program. Teacher educators embarking on

new programs should find this tested source especially helpful in planning

for evaluation of their programs.

iDavid S. Stufflebaum. "The Use and Abuse of Evaluation in Title III,"

Theory into Practice; 1967, pp. 128-129.

6 7



APPENDIX

Recommendation 1

The principals and cooperating faculty of associated public

schools need to be thoroughly oriented to the goals and

characteristics of the program.

Recommendation 2

The principals and cooperating faculty need to be involved

in the deveYopment of performance objectives for prospective

teachers.

Recommendation 3

Cooperating schools should be selected on the basis of

demonstrated innovations as well as on the basis of rep-

resentation of cont ast7ag socio-economic school communities.

Recommendation 4

To avoid Unnecessary discord with cooperating teachers,

prospective teachers need to be alert to the concerns of

the faculty regarding parking and lunch facilities, us. of

supplies, etc. These trivial matters must not be allowed'

to interfeie with the development of a school climate that

will provide the greatest potential for the growth of

prospective professionals.

Recommendation 5

Selected cooperating schools and their faculties need to

demonstrate a willingness to provide conditions that will

permit the prospective teachers to function as a tutor,

teacher aide, teaching assistant, and full-time teacher.
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Recommendation 6

Sufficient lead time (three academic quarters) needs to be

provided to plan and implement this training of cooperating

teachers in such generic teaching competencies as inquiry,

simulation, exposition, use of media, writing behavioral

objectives, questioning, evaluation, recent developments in

specific curricular areas, and inteIaction analysis.

Recommendation 7

Cooperating schools need to provide a setting that supports

the systematic FA:udy of teaching and learning.

Recommendation 8

1n-service training for clinical associates precede the

start of the intern training program.

Recommendation 9

Primarily, coopc ers should be selected on the

basis of demonstrated innovative practices. Optimally,

observations of these classrooms needs to be made. Additionally,

an interview may be held with the cooperating teacher to

determine if he or she is willing to participate in a range

of in-service activities. Recommendations from principals

and grade point averages should also be reviewed.

Recommendation 10

Teachers who are to serve as clinical associates should be

chosen from among'those who have completed the in-service

training course.
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Recommendation 11

The inservice training course ghould concentrate upon some

generic aspects of teaching such as teaching strategies,

behavioral objectives and methods of evaluation, systematic

measures for the analysis of teaching, and counseling and

supervisory techniques for working with interns.

RecommendatIon 12

The Clinical Associate should be freed from all or a

large part of his classroom teaching responsibilities if he

is to supervise as many as six to ten interns.
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Reading Objectives

Ob'ective Pass Fail

1. The intern will demonstrate a knowledge of the nature
of the reading process and its various components.
Criterion Task
The intern is able to explain and to justify his view
of the nature of the reading process.

2. The intern will demonstrate his knowledge of several
types of reading approaches and be able to di,3tinguish
among them.
Criterion Task
Given a list of reading approaches, the intern can
list two strengths and weaknesses for each and
defend his choice of the best approach.

3. The intern will demonstrate his ability to conduct a
directed reading lesson with small groups.
Criterion Task
Given a small group of students, the intern wit:
demonstrate his ability to plan, teadh, and
evaluate two reading lessons. Satisfactory
performance will be attained if 75% of the
students meet the stated objectives.

4. The intern will demonstrate his ability to use
an interest inventory in determining reading
interests.
Criterion Task
Given a class of students, the intern will
administer an intere:t ientory, summarize
the data for the student's records, and indi-
cate two uses for the information obtained.

5. The intern will demonstrate his ability to ad-
minister an informal reading inventory and
diagnose reading difficulties from its results.
Criterion Task
Given three students, the intern will diagnose each
student's difficulties by administration of an in-
formal reading inventory and interpretation of its
results. Satisfactory performance will be attained
if the diagnosis is 90% in accordance with that of
the instructor.

6. The intern will demonstrate his ability to utilize
standardized tests in diagnosing reading difficulties.
Criterion-Task
Given the results of standardized tests for a group of
students, the intern will diagnose two'reading diffi-
culties for each student, indicating the limitations
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Pass Fail

of the test scores. Satisfactory performance
will be attained if the diagnosis is 90% -.,..n
accordance with that of the instructor.

7. The intern will demonstrate his ability to
diagnose skills in phonics through the use
of a skills inventory.
Criterion Task
Given a class of students, the intern will
select and administer a skills inventory
and group the students based on its results.
Satisfactory performance will be attained
if the instructor concurs with 90% of the
placements.

8. The intern will demonstrate his ability to
confer with students for diagnostic and evaluative
purposes.
Criterion Task
Given three students, the intern will conferencc
with each, summarizing the results and indicating
one skill in which instruction is needed.

9. The intern will demonstrate his knowledge of the
cognitive dimensions of reading, and his ability
to diagnose needs in this area.
Criterion Task
Given a class of students, the intern will construct
an inventory to determine cognitive reading abilities,
administer it, and prepare a list of skill groups based
on the results. The groupings must be 90% accurate
when compared with those of the instructor,

10. The intern will demonstrate his ability to determine
reading groups within a classroom.
Criterion Task
Given a class of students, the intern will determine
appropriate diagnostic tools, administer them, and
group the students based on the results. The groups
must be in 90% agreement with those determined
by the instructor.

11. The intern will demonstrate his knowledge of various
learning resources and their uses for teaching reading.
Criterion Task
1. The intern will prepare a card file of children's

books (20 for primary grades, 10 for intermediate
grades). Each card should include bibliographical
information, type of book, level of difficulty,
vocabulary and skills develOped, and questions to
be asked.
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Pass Fail

2. Given a list of eight learning resources, the

intern will be able to suggest two uses in

teaching for reading each.
3. The intern will prepare a resource card file

(25 cards) of games, devices, or activities
to be used in teaching reading. One or

more of each should be indicated.

12. The ii;ern will demonstrate his ability to formulatrt

lesson plans based on behavioral objectives, to se-

quence appropriate learning experiences, and to
select appropriate materials for a unit of reading
instruction based on his previous diagnosi', of the

of the abilities of his class.
Criterion Task
Given a class of students sud the results of

diagnosis of individual reading abilities, the

intern will develop detailed lesson plans in-
cluding behavioral objectives, materials, and

procedures (questions, assignments, and
activities) for a unit of instruction based

on diagnosed needs. Satisfactory performance
will be attained if the following criteria are met:

a. 85% of the materials selected are c med
relevant to the objective and appropriate
for tha abilities of the students by the

instructor.
b. procedures are clearly stated and could be

carried out by the instructor without
further comment.

c. 75% of the students attain the objectives on
the criterion test.

13. The intern will demonstrate his ability to use questions
based on Bloom and Keathwohl's Taxonomies in group
discussions during reading lessons.
Criterion Task
Given three groups of students, the intern will plan
and teach a lesson to each including questions from
at least three levels of the Taxonomies, 75% of which
are open questions. Satisfactory performance will
be obtained if analysis of video tapes of each lesson
utilizing the TPQI meets stated oblectives.

14. The intern will demonstrate his kuowledge of -materials -ior

determining rate of reading and teaching techniques to

improve rate.
Criterion Task
The intern will prepare a series of note cards which have
two brief selections at each grade level to be used in
testing rate of reading and five techniques to be used
in improving rate of reading.
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Pass Fail

15. The intern will demonstrate his ability to determine
and to keep individual reading records.
Criterion Task
Given a class of students, the intern will select
a method of record-keeping and will keep the records
far a period of 2 weeks. Satisfactory performance
will be attained if the records meet these criteria:
a. diagnosis of individual difficulties is shown.
b. materials used are noted.
c. progress of the individual is shown.
d. new needs of students are indicated.
e. personal contacts with students are listed.

16. The intern will demonstrate an ability to determine
readability of materials and individual reading diffi-
culties in content areas and to overcome these diffi-
culties through teaching techniques.
Criterion Task
1. Given a textbook in any area, the intern will

select one and estimate readability by applying
either the Spacke or Dale-Chall Replability
Formulas, whichever is appropriate.

2. The intern will list five techniques for incor-
porating the teaching of reading in content areas.

17. The intern will demonstrate his ability to utilize
diverse instruments to evaluate the attainment of
objectives and pupil progress.
Criterion Task
1. Given a list of types of tec-fn '1' intern

will list two uses for each.
2. Given a unit of reading instruction, the intern

will devise, administer, and interpret the
results. Satisfactory performance will be
attained if tae intern can list the names of
those students who have met his objectives and
the namc-3 and areas for reteaching of those
students who tave not.
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Educational Psychology Objectives

Objective
Pass Fail

1. The intern can demonstrate knowledge of the range
of individual differences found amorg elementary
school children at all grade levels. He can
describe the changes in growth rate which occur in
both boys and girls throughout the elementary years.

2. The intern can demonstrate his knowledge of the
changes in motor and perceptual skills which occur
curing the elementary school years so that instruc-
tional tasks and expectations can be 3et at the
appropriate levels.

3. The intern can differentiate behaviors of children
which are primarily problems to the teacher from
those with possible Jong-range implications for the
welfare of the child.

4. The intern can demonstrate his ability to work
successfully with elementary school children.

5. The intern can demonstrate skills in motivation,
based on recognition of personality needs.

6. The intern can plan and teach utilizing transfer
techniques.

7. In planning for teaching, the intern will provide
for evaluation as a baSis for further planning.

8. The intern can demonstrate ability to interpret
and use intelligence test scores as an aid to
instruction.

9. The intern can evaluate, administer, and use the
results from standardized achievement tests.

10. The intern can construct a suitable instrument for
assessing the educational progress of a child or a
group.

11. The intern can demonstrate knowledge of the inter-
ests characteristic of elementary school children
of both sexes and at all grade levels.

12. The intern can develop and use teaching strategies
of two contrasting types: reinforcement and
development of insight.
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Classroom Mane ement Objectives

Obiective Pass Fail

1. The intern will demaistrate a knowledge of district
and building policies pertaining to pupil behavior
and will be able to apply this knowledge to
specific situations.

2. The intern will be able to recognize and resolve
%.tonflicts which arise from discrepancies between
school disciplinary policy and the rights of
pupils.

3. The intern will be able to recognize disruptive
pupil behaviors. He will be dble to prescribe and
to demonstrate techniques for dealing with them in
specific situations.

4. The intern will be able to structure situations
designed to minimize the potential for disruptive
pupil behavior.

5. The intern will be able to develop and implement
classroom policies governing pupil behavior.

6. The intern will be able to construct schedules
pf pupil activities which take variables affect-
ing scheduling into account.

7. The intern will acquire a knowledge oi7 materials
available in a building, the required record-keeping
procedures, and the housekeeping chores necessary
for a classroom to function in an orderly manner.
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Mathematics Ob'ectives

Objective Pass Fail

1. Selecting one child who currently seems to be having
a moderate amount of difficulty in his mathematics
learning, the intern can:
a. Define in behavioral terms, the specific objec-

tive which he i presently unable to attain.
b. State at least Chree objectives or competencies

which are immediate prerequisites to the ter-
minal objective in (a) above.

c. Evaluate the child's ability to demonstrate
each of these prerequisites.

2. The intern will diagnose the mathematical needs of
an individual learner (see 4) and will prescribe/
implement a sequence of instructional activities
to meet at least one of the learner's diagnosed
needs.

3. The intern will plan/implement a drill and practice
exercise for a group of learners.

4. Given a set of mathematics learning needs for a group
of learners, the intern will prescribe/implement
learning activities for a sequence of at least three
objectives.

5. Given a mathematical concept to bo learned by a
group of learners, the intern will plan and imple-
ment an inductive sequence of learning activities
which result in the concept being generalized by
members of the group. The strategy for this sequence
will be one of guiding the learner to discovery
of the concept.

6. Given two small groups of learners with different
learning needs, the intern will prescribe a sequence
of mathematics activities for each group and will
implement these sequences simultaneously.
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Science Education Objectives

Ob'ective Pass Fail

Overall Behavioral Obiective
Considering ones own characteristics and behaviors,
as well as each pupil's, the intern will prepare
and present a series of science lessons incorporating
these materials, media, and possible instructional
means deemed necessary or appropriate in order to
arrive at expected student outcomes.

1. The intern will, through reading, discussion or media,
identify those individuals whose work has influenced
the philosophies and/or teaching strate-ies of science
instruction at the elementary school level. Such a
list of individuals mi!ght include:

Piaget Skinner Magor
Bruner Flanders Bloom

2. Depending upon the materials and instructional means
to be used in a series of science lessons, the intern
will include these attributes which contribute to
successful lesson planning.
1. Instructional means might take the form of:

Programmed instruction
Individualized instruction
Team teaching
Inductive or deductive teaching
Computerized instruction
Traditional

2. Such attributes might include:
Pre-activity - activity and Post-activity periods.
Questioning techniques
Motivation and reinforcement
Psycho-motor skills
Expected student outcomes or outcomes stated in

behavioral objective terms.

3. Upon evaluation of instructional materials available
in elementary science the intern will incorporate
in his lessons these materials which are most adapt-
able in meeting the needs of the classroom environment
which he finds himself in. Choosing topics In sicence
the intern knows best or feels most comfortable with
will, in the beginning, undoubtedly offer more success
from a teaching as well as a learning standpoint.

Materials to be investigated will include:
Newer Curricula such as AAAS, ESS, and SCIS
Textbooks
Kits such as SRA or textbook material kits.
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Pass Fail

Outdoor educational Programs Kitsap School
District - Washington
Outside reading sources - Reader's Digest Science
Series, Ranger Rick's Nature Magazine, and
Nature and Science Magazine.

4. In line with instructional materials, the intern
will, whenever appropriate, make use of or construct
audio-visual material which will serve to reinforce
the objectives of each lesson.

5. In planning lessons the intern will take into account
any differences In pupil Characteristics and hclhaviors.
In truly meeting individual needs, anticipation of
any difficulties and a willingness to take alternative
steps should be foremost in one's mind.

6. The intern will construct or use available instru-
ments in the evaluation of expected student outcomes.
It has been found, as a rule, that standardized
tests are not effective measures for those children
who have gone through many of the newer curriculum
programs already developed or being developed today.
Therefore, care should be taken in the choice of
evaluative tools.
Evaluative Instruments might include:

Teacher made tests Standardized tests
STEP Science Test TAB Science TEST
Anecdotal tests

7. In order to keep abreast with trends in elementary
science instruction the intern will read current
research and articles dealing with this topic.
Special Attention might be given to:

Eric Report, An Analysis of Research Related to
Instructional Procedures in Elementary School
Science, Science and Children: 25-36; April 1969.

Review of Educational Research, Science and Mathe-
.

matics Education, October Vol. 35 No. 4, 1969.

8. The intern will demonstrate originality be designing
a lesson or series of lessons on a topic not typically
found in science material published today. Such
lessons, to be objectively net, should take into
account any prerequisits learning essential to the
development of the concepts to be presented.


