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INTRODUCTION

This is the first volume of three describing, assessing and commenting on
the Enabling Teacher Education Program. It is a summary and evaluation of the
Program and the Mid-Career Teacher Education Study. (The Mid-Career Teacher
Education Study was organized in apring, 1967 to design and try out the ETEP.)
The second volume answers frequently asked questions about the ETEP. The
third volume in this series presents a series of biographies from the students
in the Program, describing the Program.

The Enabling Teacher FEducation Program is also described in a thirty
minutc, black and white movie, An Enabling Fducation, available from the
Syracuse Film Rental Library, Syracuse University, Syracuse, N.Y. 13210.

The ETEP program invelved sbout 30 students who had earned their
bachelor's degrees and who wanted to become trained elementary school
teachers. They were moshers whose children by-and-large were at least
school age. These were people interested in an individualized approach to
teacher education, selected because they were serious about teaching well
and because they seemed epen to new ideas.

Throughout the two and a half year, half-time program esch student was
encouraged to set her gwn goals which grew from extensive work with children
ir <he schools, xeading, seminars conducted by the Program, amd other inputs.
Tne Program also suppersed students in their work by frequent one-to-one
conferences with the Director. These conferences were facilitated by a
weexly exchange of each student's log and the Director's memorandum. Two
Syracuse area schools were the Program's field centers: Seymour School, an
inner-city school in the city of Syracuse; Stonehedge School, a suburban
school in Camillus, N.Y., near Syracuse.

Each student's pregram was unique. It represented her values, her
specific goals and her means for reaching those goals. FEach student evalu-
ated herself in terms of her own goals which she stated six times during
the program. This ineluded a try-out goal paper written a few days after she
entered the program, im order to project a baseline or beginning point.

Each student wrote a "Final Report and Goal Paper" at the end of the
program, in which she discussed her goals in light of the experiences she
had had and evaluated the extent to which she had reached her goals. Finally,
she discussed the next steps she planned to take upon leaving the ETEP,
vhich finighed in Jume, 1970.

"The Final Report and Goal Paper" was written after at least ome full
Year of paid teaching during which almost all the students were employed on
& half-time basis. Over half were employed as "partnership teachers."*

*

An arrangement whereby twe half-time teachers occupy one full-time
position. :
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In this ...Summary and Assessment volume, we sketch the history of the
Mid-Career Teacher Hucation Study from the beginnings to plans for the
future. This includes a summary of the Enabling Teacher Bducation Program,
carried out under the MTES. Following this, we look at the theory and
principles of the Enabling Teacher Education Program. Finally, EIEP con-
¢lusions and assessment are presented--from the Director and Associate
Director. The volume ends with a discussion of possibilities for further
research and development of the Enabling Teacher Education Program approach.

NOTE: Except for material which has been taken from MTES annual reports,

the material in this volume will appear a3 part of a book the Directors are
writing. The book will develop further the concept of an enabling education

for ccllege “evel students.
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CHAPTER ONE: THE MID-CAREER TEACHER EDUCATION
STUDY--FROM THE BEGINNING

I. Why was it founded?

The Mid-Career Teacher Education Study (MTES) was founded when two sets of
needs coincided.

The New York State Department of Education, Teachers Reserve Office, wanted
to encourage teacher training programs which would be suited for people with
widely varied backgrounds, rather than the typical pre-service programs mainly
designed with 19-20 year-oids in mind. One of the populations that the
Teachers Reserve wished to encourage to enter teaching was "mid-career" women.
A "mid-career" woman was defined as a housewife whose children were at the
stage -where she did not need to focus her full-time energy on them. Why
couldn't this woman serve as & half-time teacher? There was & critical teacher
shortage in the State (1966-67). This was an opportunity to design an ideal
teacher training program, to bring a new population into teaching and to
select carefully so as to bring in the best of that population, thus upgrading
New York State elementary teaching in the process.

Robert Newman and Richard Pearson, Associate Professors at Syracuse
University, had related needs. They needed to work with a group of teacher
education candidates who were serious about teaching children well and who
would be open to learning how to do this through a self-directed kind of
training program. To do this, Newman and Pearson needed funding to support
an exploratory study which would try out their ideas about an enabling
teacher education program.

An enabling teacher education program? This is a teacher education
program designed to help each trainee take responsibility for his own
learning. It offers the support needed for candidates to evaluate them-
selves--to &ccept accountability for their own progress according to goals
they have worked out through careful study, exploration and well grounded
experience. In so doing, each candidate studies the concept of self-directed
learning by trying it for himself.

Through the offices of Syracuse University's University College, its
Center for the Continuing Education of Women, and the School of Education,
the needs of the State Teachers Reserve Office were combined with Newman
and Pearson's needs end the Mid-Career Teacher Education Study was launched.
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II. Thinking-through and designing the prototype Program

The first eight months of the project included varied opportunities to
think-through and design what came to be known as the prototype Enabling
Teacher Education Program (ETEP). The first major event was the Institute for
Teacher Re-Entry, coordinated by the Center for Continuing Education for Women
at University College.* This was a course made up of 24 three-hour sessions.
It was & refresher course for about 40 certified teachers who had had to drop
out of teaching because of family responsibilities but who now wanted to re-
enter teaching on the partnership bvasis,** now that their children were older.

The Institute offered & chance for the various people who were to be
involved in the MTES to begin to work together. It provided a chance to try
out recruitment advertising ideas that later could be applied to recruiting ETEP
students. It provided an opportunity to try out consultants who might later be
asked to participate in the ETEP.

Following the Institute, there was a period of two months (July and
August) when no one was officially on the MTES payroll. During this time the
Directors discussed the project and in general allowed a time fo: "mental
soak." Also, this gave the needed time to set arrangements in motion--
selecting off:ice quarters, recruiting staff, and other organizational matters.

Then, or September 1, 1967, the MTES office was opened. Salaries began
2 me paid. The projecct had emerged with e separate identity.

Through September, October, and most of November the Directors and their
three graduate assistanis met to talk. These discussions took place two or
three full mornings each week with the intervening time set aside for drafting
position papers and other background work.

Dr. Pearson often reminded the group of a primary goal--to educate teachers
so that they could establish a good "helping relationship" with children.**
That is, so tha: they could help children help themselves, much &s a good
counselor helps his client. Dr. Newman offered ideas about organizing a train-
ing program for teachers so that it would be self-paced and so that much of
the teachers' work would be done independently, thus eliminating the need for
pre-digested inputs through lectures and other large groug instruction which
would not focus on the particular needs of individuals.

But soon in the talks it hecame apparent that there was an issue that
demanded resolution. Dr. Newman had in mind designing a training program which,
in part, would teach all the students to become proficient at individualization

*
Mrs. Mary Iversen, Program Director
%% .
Partnership teaching is an arrangement whereby two half-time teachers occupy
one full-time position, thus enabling persons with continuing family responsi-
bilities to teach part-time.

X%
Dr. Pearson's field is counseling and guidance.
FRRE
Dr. Newman's field is elementary education, individualized instruction
and teacher education. -. 8
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of instruction in the schools. Dr. Pearson pointed out the logical inconsis-
tency between this goal for. all of the students and Dr. Newman's other goal,
shared by Pearson, which was to help each teacher experience a real self-
directed learning program. How could the students really be self-directed

if a speecific fundamental learning goal was set for all by the instructor
beforehand--i.e., to become teachers skillful at individualization of
instruction and teachers who would emphasize individualized learning in their
classrooms?

Dr. Robert Bickel, who was at that time Assistant Superintendent for
Curriculum, Liverpool, N.Y, Schools, made this painfully plain when he
insisted over and over again: "If you two believe that teachers should help
youngsters to help themselves in learning, you have to do this in your training
program! What if a teacher doesn't want to individualize instruction after
she has found out what you're talking about?"

Out of this kind of dialogue emerged the ETEP Program. The self-direction
vs. the learning to individualize issue was resolved in the following way:
The program would basically be a helping program, helping each student to help
herself. The principles and processes of individualized learning would be
built into the program itself so that each student could learn gbout individu-
alized, self-directed learning by trying it for herseif. Then, too, Dr.
Newman would introduce each student to the methods and materials of individu-
alized learning for elementary school children. BUT it was not to be a specifiec
goal of the program that each student individualize learning in her teaching.
In fact, unless some chose not to emphasize individualized learning, the progrem
would be suspect. Fortuna.ely most of the basics of learning to individualize
learning were also the basics of learning to teach well--guch skills as analysis,
diagnosis, use of materials of instruction, employing effective methods of
classroom management, etc. All of these would be introduced to the students.
The students would decide for themselves, selecting what they needed in order
to pursue the goals for learning which each would set.

But both Pearson and Newman had a private hunch that if the Enabling
Teacher Education Program really was seen by the students as effective, helpful,
and satisfying--they would apply the processes and principles where appropriate
in their own teaching. They would do this, the Directors hypothesized, so long
as they received enough instruction in how to do it, if they chose to do so.
This private hunch apparently proved to be correct. (See pp. 75-6.)
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ITI. Program recruiting and selection

Thus by the middle of November, the program's essential guidelines were
established. Selection could begin. The Center for the Continuing Education
of Women handled much of the media advertising and direct-mail campaigns.
Mailing lists were used from the League of Women Voters, Syracuse University
Alumni, faculty wives, the local medical and legal associations and local
chapters of college alumna groups. The Syracuse classical music FM radio
station carried 90 spot announcements. Display ads were placed in local
"shoppers" distributed door to door throughout the city and nearby suburbs.

A display ad was run continuously in the local Black community newspaper.
Notices in PTA mailings, in school neighborhoods where college educated women
tended to live, were also used. In addition, newspaper coverage was arranged
for a general meeting of explanation, resulting in a quarter-page layout in the
women's section of the local newspaper. The progrem was described on local
women's TV programs.

Actually, the advertising had been going ahead all through the time that
the Directors were discussing and planning the program. It had to be done that
way in order to allow time for media coverage. The basic brochure described the
progrem as "tentative" to allow for changes which resulted from the planning
discussions. Actually, the progrem that did emerge was much more enabling and
much less prescribed that the program described tentatively in the brochure.

The brochure was mailed to each person who expressed an interest in the program.
It directed her to request an application blenk and further information. A
copy of the brochure appears on the following) page.

The final Program plan emphasized much less pre-planned group activity than
described on the brochure. The activities were to be more emergent, and were
to grow from the needs of Program students.

Just under 100 applications were received. These were first screened to
eliminate people who had had a significant amount of prior teacher training,
people who did not have & bachelor's degree, people who did not plan to remain
in the Syracuse area, etc. The bachelor's degree requirement was a condition
set by the State Department of Education.

Then 70 people remained. They were given three tests. Of the three, the
test that was finally chosen to be used, mainly, in the selection was the
Rokeach Dogmatism Scale.* (See Appendix Five for a sample test form.) The group
of 70 was cut to about 50 by dropping out those whose Rokeach scores were classed
as high. (High Rokeach scores are said to characterize persons whose value
systems tend to be rigid and closed.) Thus the first major discriminating
criterion was open-mindedness » a8 defined by Rokeach. Another way of describing

*

The other two tests were: the Personal Orientation Inventory (POI) and a
sentence completion technique developed by D. H. Hunt. Initial experience (with
the Institute for Teacher Re-Entry selection) showed that the POI correlated
highly with the Rokeach Scale. Therefore it was not necessary to use the POT
test results extensively in the ETEP major screening. The Hunt completion
test data were used only as a supplementary resource when there was particular
doubt about a certain candidate.

10
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SYRACUSE UNIVERSITY

announces.... a special

fellowship program

For persons with college degrees who wish to be-
come certified elementary teachers. The program is
designed for the woman who seeks to undertake a pro-
fessional teaching job while continuing to meet family
commitments. Trainees will be involved at least half
time; hours spent in study sessions or teaching will
vary dependent on the phaseof training andan individ-
ual's schedule. While the program is proposed for
the mid-career woman, interested men are invited to

apply.

The .program provides an innovative combination of
study and experience with children, which carries
university credit and leads to full certification for
elementary teaching. The program prepares 'part-
nership teachers'—a new arrangement whereby two
half-time teachers occupy one full-time position, thus
enabling persons with continuing family responsibili-
ties to teach part-time,

The Syracuse University Mid-Career Teacher Educa-
tion Study is developing and testing the program as a
prototype on whichother teacher education institutions
might model subsequent programs., The study is
funded by the New York State Teachers Reserve in
implementationof its mandate to encourage new talent
to enter the teaching profession.

The program is offered by the School of Education with
the cooperationof the Center for Continuing Education
of Women at University College in the conviction that
it will afford talented men and women a realistic
means of achieving professional preparation, and a
practical format for enabling them to exercise their
mature skills inthe elementary schools,

THE EMPHASIS: to help children become

inquiring learners

The program is designed to interest intelligent per-
sons who have a thoughtful concern for each child’s
potential. Since the project assumes a high level of
ability and commitment in those who are selected, the
training program will be geared to educate for high
levels of teaching expertise indeveloping and supporte
ing children's individuality.

For example, teachers will learn to utilize methods,
materials and content whichare particularly useful in
helping children tobe more self-directing and inquir-
ing in their learning—more capable of making well-
considered, rational decisions, Teachers will be
taught how to analyze each child's learning needs spe-
cifically so that he might move ahead at a pace and in
a manner best suited for his development. To facili-
tate these goals, the latest curriculum materials for
individualizing learning will be available for teachers’
use in the partnership teaching,

The Individualized Teacher-
Training Program
TENTATIVE
During the first semester (starting January, 1968) the
trainee will be introduced to what teaching is like in

one or two typical elementary classrooms and will be
given opportunities to test herself as a teacher of

X

be with her family and to pursue independent readifi
from selections reviewed during the first semester.’

children. Summer will be left free for the trainee 'tgi 1 1

g

Then in the second semester (starting September,
1968) she will be working with a few children in a
special class situation designed to help her become
more sensitiveto individual children at differentages.
Here she will learn to use a wide variety of teaching
materials designed to facilitate children's independent
learning, Starting with the third semester the trainee
will be placed with her own class as a paid beginning
teacher. She will be teaching on a partnership basis,

working with the methods and materials she has

learned to use. (During the fourteen months of parf-
nership teaching, each partner will teach one or two
full days each week in addition to three or four half-
days. This will free each partner for one or two half-
days each week forprofessional studyand for analysis
of her teaching.)

Paralleling this closely supervised involvement with
children, trainees will be engaged in a professional
study program which will emphasize tutorial dialogue,
sensitivity training, independent study in connection
with seminar discussions with experts from various
fields; trainees will be a part of otherlearning activi-
ties designed to promote reflective thinking about the
problems of educating American youngsters ade-
quately. Each trainee will be taught under the same
philosophy that it is hoped she will implement for her
pupils—that is, the training program will be individ-
ualized to encourage and facilitate her self-directed
inquiring learning,

Some Specifics

At the conclusion of the training program it is ex-
pected that trainees will earn:

@® apermanent elementary school teaching certif-
icate in New York State

@® 45 unitcof credit as a graduate student at Syra-

. cuse University

@® anoptional MA degree in Education from Syra-
cuse University (If an MA is desired, the trainee
first gains approval, then passes the necessary
examinations, and takes, on her own, one extra
course during one of the summers.)

® at least $2,500 from partnership teachingduring
the training program

® assistance in being placed as a partnership
teacher in an elementary school in*he Syracuse
area.

Cost to the Participant

The New York State Teachers Reserve has financially
underwritten the first year of the training program and
will fundeach succeeding year (contingent on an annual
appropriationfromthe Legislature). There are no tui-
tion costs for the trainee. She must, however, secure
her books and paya $45 curriculummaterials fee each
semester. A limited amount of financial aid is avail-
able for distribution on the basis of individual need,

Admission

Thirty to forty persons will be selected from those
applying. Applicants must hold a bachelor's degree
from an accredited ccilege or university and be a
permanent resident in the Syracuse area, Persons
who now hold elementary teaching certificates from
any state, or who have taken substantial amounts of
education coursework toward certification, or who
could easily take full-time employment as a teacher,
are not eligible.
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this is to say that the ETEP planners were looking for people who were "educable"
--that is, open to seriously considering new ideas even if these seemed contrary
to ones they had heretofore accepted. No minimum cut-off on the Rokeach was used.

The approximately 50 remaining applicants were then interviewed individually
by Dr. Pearson, Dr. Newman, and two clinically trained counselors--MIES graduate
assistant staff members who had participated in all of the planning discussions.

In general, applicants were to be picked who would qQualify as good counselor
candidates. It was decided that if a choice had to be made between a person who
appeared to be interpersonally sensitive as opposed to one who seemed to have the
attributes of a strong group leader, the decision would lean to the person who
was the more interpersonally sensitive. The logic here was that it seemed easier
to train a person to handle a group capably than to train a person to be sensi-
tive to the individual feelings and needs of others. As expressed in the first
MTES interim report:

We are looking for a person who seems to possess the predispositions and
qualities which will promote growth toward responsible independence in
children. These can be summarized under four headings:

(1) Congruence--Is this a person who knows and can comnunicate her
own experience--g person who has access to the total data of
her experience, in terms of unobstructed screening process
basic to clear perception?

(2) Fmpathy--Can this person sense the inner private world of another
as if it were her own? Can she operate on another individual's
terms?

(3) Positive Regard--Does this person appear to care for other per-
sons in a non-possessive way, as persons with potential, i.e.,
can this person see other individuals as being in the process
of becoming?

(4) Unconditionality of this Positive Regard--Does this positive
regard have no strings attached to it? That is, for example,
is this a person who can allow children to respond in ways
other than hers?

In addition, the person we have in mind is a parent herself, is serious
gbout the problem of providing the best possible education for children,
and is probably at least & bit dissatisfied with the teaching that goes
on in too many elementary school classrooms. She is a person who is a
permanent resident in the Syracuse area, a person who likes the idea of
teaching on a partnership basis....

Academic aptitude? The planning group reasoned thet because all of the
candidates had completed an undergraduate degree, they each possessed the
minimum academic aptitude for the ETEP.

So, after these interviews, the four interviewers each rated the individuals
in their groups according to each interviewer's generalized impressions. From
these four hierarchies a group of 32 women were selected. (Men were invited to
apply and & few did. ©None of the men, however, was rated ahead of the 32
women accepted. ) :

On February 1, 1968, the Program began.




CHAPTER TWO: THE ENABLING TEACHER EDUCATION PROGRAM

I. Overview of what happened: first semester

In this section we shall describe the program as it unfolded. It began in
February, 1967, and ended in June, 1970. This represented, officially, five
semesters of University work, at nine credits per semester, for the 32 women
enrolled. Because there were no courses or grades in the usual sense, the units
were merely symbolic--translating the ETEP into Carneigie Units so that the
program could fit into the established University system as & half-time student
load.

Following this section we shall discuss some of the underlying principles
and theory of the ETEP, now for the Program itself:

At the first meeting, the students, Dr. Earle Flatt of the State Department
of Bducation, the Directors, guests and ETEP staff members all were present.
After introductory remarks and a chance for socialization, students were asked
to return home and write a goals paper. The next meeting of the program would
not be for a week.

This left many students asking, "but how can I write my goals, that I hope
to realize as a teacher at the end of this program, when I haven't really given
the subject serious thought?" They were told that that was precisely what the
Director understood. The first goals paper should represent a beginning point--
where each student was in terms of her understanding of the problem of teaching
and learning and her own strengths, weaknesses and desires as a teacher-to-be.
Actually, then, this first paper was a baseline statement where each student
would be helped to express where she was in the inquiry scheduled for the next
five semesters--two and a half years.

During the next week and the week following that, the Director or the
teaching supervisor met with each student after the student had completed the
first draft of her "Baseline Goel Paper.” The student was encouraged to expand
and explain abstract statements such a.s "I want to be a teacher who can help
each child develop his self awareness." What did she mean by "self awareness"
What was the role she saw the school pl ayn.ng" If she really hadn't gone much
farther in her thinking than the cliche” statement above, then it should stand
in her Baseline Goal Paper without explanation as an indicator of the present
depth of her thinking.

The Director talked with the students he had not' interviewed during the
selection process, so that by the end of the first two weeks he had had a chance
to confer with each student concerning her thoughts and feelings about herself
as a teacher.

Thus began one of the most important strands in the ETEP: The student-
Director one-to-one conferences. As the Progrem progressed, each student
would have a conference with the Director about twice each month for the first
two semesters. Then the conferences would become less fregquent for most
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gtudents as each became more secure and independent as a teacher in her own
right. To complete student-Director communication, each student turned in to
the Director a diary-log sheet each week. Each of these was answered by a memo
to the student from the Director. Thus conference times were freed for anelysis
and discussion because the information interchange had been handled mainly in
the written communication.

Working with one's professor (the Director) in & non-evaluative fashion is
a skill and role that most students (and professors) have to learn. Such a
working relationship is seldom, if ever, used in most students' education. In
fact, there is & long "student role" tradition of dependent approval-seeking
which had to be modified. In the bi-weekly ETEP student-Director conference, the
student was not, in the traditional school sense, coming in to face a person who
would eventually use the content of this conference to evaluate her. The student

anc the Director were teaming up to "go with" the student for the student's entire

time in the program. This was a helping relationship where the evaluation was
shifted primarily from the professor to the student. Students were expected
often to write and talk in clich€s , to ask naive questions, expected to not know
answers, expected to be unclear before they were clear.

So, this first conference with the Director and subsequent ones were times
when students had to learn & new role. They had to learn how to use the
conference as both a source of support and a resource of professional know-how.
They had to learn how to relax and write a log each week that would honestly
conmunicate to the Director and would help them take stock, a log which would
help the student hold a dialogue about the meaning and significance of what she
was doing day by day. (See Appendix One for student logs written at different
points during +the Program.)

In *this way each student began to exercise and learn self-evaluation skill
ané how to use the Program's Director as a helper with her own self-directed
learning. She knew what the Director's velues and biases were. He had made
those clear to the whole group. He had also made clear that the Program
expected each student to evolve her own educational wvalues and biases that would
not necessarily be compatible with the Director's. The Director explained that
he was going to demonstrate his educational values in the structure and process
of the ETEP itself. Students could accept what they found useful and important
in their own development of a teaching-learning philosophy and discard that
which did not fit.

Therefore, students began learning to use the first independent learning
skill and role that the Program sought to teach: self-evaluation, using the
Program's Director as a resource and support.

The next independent learning training for the students was critical reading
and dialectical discussion. This was handled more as a review than as the
introduction to a new skill. Edwin Moldof, of the Great Books Foundation, was
asked to come to Syracuse and condense his "Dynamics of Group Discussion" course
for the ETEPers.

Students came for three consecutive days from 9:00 a.m. to 2:30 p.m. They
had read selections of substance (The Declaration of Independence, Antigone,
et al.) and reacted to Mr. Moldof's discussion openers such as, "What is a
Tright' in the Declaration?" Each student had to support her inferences and

14
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interpretations of the works read by references to specific passages. Most
reported that they soon enjoyed some of the fruits of critical reading and
dialectical discussion--they experienced these works as invitations to pene-
trating and satisfying reflection. As part of this training, students were
taught how to lead cnildren's groups similar to the way Mr. Moldof was leading
their group. The intensive course culminated with a demonstration lesson in
which Mr. Moldof led a dialectic discussion with a group of fifth graders.
Following the Moldof series, at least ten ETEP students organized and conducted
"Junior Great Books" groups, teaching children the methods of critical reading
and logical discussion they practiced in their sessions.

The critical reading and dialectic discussion training wes followed by a
course in efficient reading. It was conducted by Dr. Frank Greene, supervisor
of the University's Reading Clinic. This had a two-fold goal. First the
students were instructed in speed reading. The idea was to learn how to size
up your reading material, go through it isolating what you do not know and
what you need to know, and then go back, if time permits, to read more deeply
into certain parts. The assumption made here was that most exposition pieces
are at least two-thirds redundant to the average reader at all familiar with the
subject. Professional books and articles in education are typically even more
redundant.

The second goal of the efficient reading course was to introduce the students
to an extensive list of books to be read over as & background to their beginning
inquiry into teaching, learning and the schools.

The two goals (efficient reading and introduction of professional books)
were combined in the following way: Three copies of 11 selected professional
books* were spread out over table tops. Each student selected the book she
wanted to take home that night. Her instructions were to "read the boock in
no longer *han one and a half hours,” using the efficient reading techniques
taught by Dr. Greene. Each time the ETEP group met, each student would
exchange her previous book for another she had not read. In this way she
practiced efficient reading and introduced herself to the 11 professional books.
This was repeated twice more during the Program's first two semesters, bringing
to 33 the number of the books each student was asked to read over. The books
were then included in the Program library so that students could read the books
more deeply at later dates.

In addition to focusing on preparation and practice in self-evaluation,
an enabling relationship with one's professor, critical reading, dialectical
discussion, efficient reeding, and a literature review, each student was asked
to read carefully S. I. Hayakawa's Language in Thought and Action. Written work
based on this book was assigned. It was discussed at a two-hour seminar,
focusing on the problem of perception as & key factor in understanding and
comnunication.

*

Illustrative titles were: Becoming by Allport, Summerhill by Neill,
Crisis in Black and White by Silberman, Coming of Age in America by Friedenberg.

S 1
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And clear perception was indeed & key skill for independent learning that
was needed during this first semester. Throughout the semester students were
observing in the Program's two cooperating schools: Stonehedge School in the
suburbs and Seymour School in the inner city.

Finally, during the first semester the skills of sensitive interpersonal
coomunication were practiced in sensitivity training activities. Students
worked in the typical "T-group" as well as with the Human Development Institute
programmed learning materials. The groups were led by co-leaders supervised by
Dr. Pearson, the Program's Associate Director.

Sensitive, open honest conmunication was & hallmark of the kind of inter-
personal trust needed in this self-directed program. It was essential in the
relationships between students and Director as well as important to achieve
within the student group. Sensitivity training was one valueble step in this
direction.

Another purpose of the sensitivity group training was to promote camaraderie
and group cohesion among the ETEP students. It was assumed that a great deal of
learning could take place in an individualized program of this type if each
student could learn from her fellow students. Also, it was hoped that a real
esprit de corps would develop. Along with the obvious value derived from this
cohesion and positive group identification, the "group power" which should
result would be an important support for individual independence. Students
needed to feel that the Director’s power over them was checked by the balancing
power of their own student group.

Thus, in summary, here are the kinds of independent learning preparation
and practice begun in the first semester:

self-evaluation

an enabling relationship with one's professor
critical reading

dialectical discussion

efficient reading

professional literature review

the problem of achieving clear perception
sensitive interpersonal communication

G)\'IO\?“-P’UOI\)I—'

In addition to preparation and practice in independent learning, students
began to try themselves out working with children in the schools. They began
tutoring and "try-out teaching" at both Seymour and Stonehedge schools.

"Tryout teaching' usually involved taking a class-size group for two or three
lessons during a week. The previous week the student usually observed the teacher.

Most of the tutoring and "try-out" teaching was in the instructional reading
curriculun area. Therefore, one of the first orders of business in the last half
of the first semester was to introduce the students to how to teach reading.
Because most of the "try-out" teaching was to be done with basal readers (con-
tinuing the lesson sequences of the classroom teacher), students had to be
familiarized with standard basal reader method. This wes discussed at two
seminars and then individual students observed teachers using readers in
instruetion.

.. 16
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Then too, students needed to be introduced to diagnostic instruction in
reading. This was paerticularly valuable in their tutoring. Students were
taught how to analyze a child's reading decoding strengths and weaknesses, how
to diagnose what he should do to improve, how to select the materials and imple-
ment that diagnosis, and how to monitor the child's progress from that point
onward. The two principal tools used were the Newman, Independent Reading,
Writing, and Research Ability and Analysis Sheet (See Appendix Three) aud the
Diagnostic Reading Scales, by George Spache (California Test Bureau).

In addition to these resources, students each purchased a set of eight
pamphlets entitled The Language Arts of Individual Inquiry by Robert E.
Newman (Science Research Associates, 1960).

The Program supplied each ETEP student with the materials needed for
individualized teaching of reading. The materials purchased with a $i5
materials fee paid by each student each semester were returned to the students
at the end of the Program, each one taking materials she needed so as to have
a "kit of tools" to use in her work. Typically, these were materials not
available to most teachers during their first year, before they could
requisition them at the annual end-of-the-school-year teacher requisition time.

* * * * %*

Therefore, the first semester found the students involved in preparing
for and practicing the skills of responsible, independent learning. They
learned new self-directed learning roles. They beceme & close-knit group,
with a growing bond of trust and openness between Director and students and
between students themselves.

At the semester's end, students evaluated the program extremely positively,
stressing their feelings of involvement and the relevance of their individual
programs. They pointed out that the program was demanding but well worth 1t.

By the beginning of the second semester four students of the original 32
decided to drop out of the program. This was part of the plan, and was empha-
sized to all the students in Februery, when the Program began. The first
semester was to be both a beginning and a tryout of the program.

At the beginning of the second semester two new students were added--
students who were familiar with what the program involved and wished to become

a part of it.
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II. Overview of what happened: second and third semesters

By the time the first semester had ended in June, 1968, many plans had been
laid to implement students' evolving needs. (During the sumer no student was
directly involved with the program.) When the second semester orened in
September, 1968, the planned activities began.

Two activities emerged as being major group learning sources during the
second semester. These were the Seymour Laboratory Class and the Stonehedge
Demonstration Class.

The Seymour Lab class resulted from the coinciding needs of many people.
First, about 18 ETEP students who had been tutoring and observing at Seymour
School wanted a down-to-earth experience teaching groups there. Second, Mr.
Murray, Seymour's principal, wanted to f£ill vacancies with teachers who could
meet the individual needs of children both academically and in other areas.

He felt that, to do this, teachers would need training other than the training
received by most of the teachers he had been hiring. He wanted trainees to be
learning at Seymour School, trainees who worked with the parents and in the
comunity, trainees who learned how to individualize learning so that it would
work at Seymour. Mr. Murray also wanted individualization skill to spread to
other teachers in his school.

At = student-Director conference one day, the idea of the Seymour Leb
Class emerged. Subsequently, Mr. Murray and one of his teachers came up to
discuss the evolving idea with the assembled ETEPers, on two different occasions.
Small groups of ETEPers discussed it and the logs of ETEP students were full of
individual students' ideas and suggestions.

In essence, the ETEP was to take responsibility for teaching a class of
third graders. The regular third grade teacher would be on call and would take
the class about & day end a half eech weel’ when ETEPers had to be at meetings.
But the basic responsibility for the children's progress would be in the hands
of the ETEPers involved in the lab class.

On the day school opened in September, 1969, 16 ETEPers and the Director
were in Room 205 at Seymour School. There was a rug on the floor (picked up at
a used rug outlet for $25) and "offices" for children formed by 4 foot high
removable partitions. The first days were spent in checking each child's
academic status with a diagnostic procedure to which the ETEPers had been
introduced but which most had not become very skillful at handling. During
that time the ETEPers and the Director, who was working full time in the class-
room as head teacher, began to work out a schedule which would fit the needs
of the children and the complex schedules of each of the ETEPers.

*

The regular teacher was working as /@ counselor trainee in the school when
she wasn't teaching the lab class.

|
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The 16 ETEPers taught on staggered shifts, each spending a weekly minimum
of two days plus incidental time at Seymour and in the Seymour neighborhood each
week. Under this plan, ETEPers were divided into four teams of four students
each. Each team had the responsibility for teaching about six Room 205 children.
Each team had & partitioned "room" in & corner of the classroom for its teaching.

The Director opened the class every day and conducted about a half-hour
"Newstime" at about 9:45 a.m. With these consistencies the children saw the
Director as head teacher daily at least for the first hour. For the first few
weeks the Director was in the classroom almost all of the time. Then he began
to be there progressively less.

Room 205 developed into & most rewarding but demanding experience for the
ETEPers eand Director. Because of novice teachers and the daily change of teachers,
the classroom never did "settle down" to a calm, smooth-running atmosphere in
the sense of "now you can hear a pin drop" quietness. Part of the problem was
that two or three severely acting-out children were assigned to that class in
hopes that "all the individualized teaching would be good for them." But after
an initial period, a working order was maintained most of the time.

But the undercurrent of confusion was not all bad. Many children seemed
to enjoy the variety and teachers learned how to handle problems. Room 2C5
became an excellent means for teachers to try themselves out handling intcr-
ruptions, conflict, and the challenges to authority which one sees in inner-
city schools. Two of the 16 ETEP teachers soon found that they needed a less
"sink or swim" approach--for example, des.ling spontaneously and openly with the
anger of a child and your own anger as e teacher was something they were not
yet prepared to do.

At the noontime luncheon seminars, students and the Director would usuelly
deal with their feelings candidly. On good days there would be plenty of
laughter and good stories to share. On bad days (or bad days for a particuler
teacher) tears might roll. Several times the Director just stretched out on
the rug and took & nap. This kind of openness seemed to bring the Director and
students together--sharing the mistakes and accomplisihments that each (including
the Director) made.

The children, as & group, appeared to be enjoying their experience. Absen-
teeism was rare. Reading scores were going up at a much faster rate than
previously had been the case. Arithmetic scores seemed to be moving up at about
an average rate, but not fast.

The individumslized analysis-diagnosis-prescription-implementation-monitoring
approach to reading instruction was bringing benefits to both the children and
the teachers in training. After the first six weeks, each child wes re-checked
on diagnostic materials used during the first few days in September. For those
children vwho were not moving shead, special case studies vere undertsken. Selected
case studlies were discussed with the Room 205 teachers and occasionally with all
ETEPers. :

By late November the class routines were esteblished, but still ETEP students
agreed that there was usually too much confusion present in the room. Also, most
students felt that the intense experiences they were having seemed to be meeting
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their needs far sooner than anticipated. For example, most students felt that
they now understood the individualized analysis...monitoring approach to reading
instruction well enough to begin with their own classes, if they chose to do so.
They felt that the introduction to classroom management in an inner-city school
was well learned by most of them.

Therefore, it vas decided that after Christmas vacation half of the
children would be assigned to a single classroom taught by a partnership of
ETEPers and the other half would go to another classroom taught by another ETEP
po.rtnership.* This would be a new experience for the four ETEP teachers who
asked for the chance. Now the four were to have their own classes, each for a
half day, every day. But those classes would be just about half the size of
regular classes. The rest of the Room 205 lab class teachers wanted to pursue

sther needs that had developed during the three months they were teaching in the
class.

But what about the other major ETEP group instructioned activity which was
gset up to parallel the Seymour Lab Class? This was the Stonehedge Demonstration
Class. Here two laboratory school teachers (Miss Elleen Tway of the University
of Chicago Laboratory Schools, and Leon Greabell from the Demonstration School
at Cortland State College) taught a class of third graders as a demonstration
to ETEPers. They taught it along individualized lines. An observation schedule
was arranged and the two teachers held twice-monthly seminars, explaining and
extending what they were doing.

After Christmas vacation, the demonstration cless too, was turned over to
ETEPers. One partnership took it. These were people who had stayed with the
sbgervation seriously and had been prepared carefully by the two demonstration
teachers. This left the two demonstration teachers free to supervise the field
work of ETEPers during the last half of the school year. Thus, when they began
their supervision, each ETEPer respected her supervisor's ability.

The demonstration class, too, hed grown from a small beginning idea that
took hold slowly during the Program's first semester. During that time Miss
Tway was invited to lecture to an ETEP seminar as a consultant. She explained
her ideas about self-direction for elementary schoolers and how she carried
these out with her class at the University of Chicago's Laboratory School. In
the students' logs, response to Miss Tway was overwhelmingly positive. In
student~Director conferences the Director discussed the possibility of bringing
Miss Tway to the Program as & demonstration teacher.

In this way plans began to be developed. The principal at Stonehedge
supported the idea. Miss Tway decided to come to Syracuse University for work
toward her doctorate. Mr. Greabell was recommended for the other partnership
position. He thought it would be a broadening experience for him in his
progress toward a doctorate in mathematics education. So, it was arranged.

*

Over the Christmas vacation the Director, a do-it-yourself-carpenter,
installed a temporary full wall dividing Room 205 into the needed two rooms.

20
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But this was not all, by any means, that took place during the second
semester. The foldout on the next page suggeasts the way that students spent
their time in the Program. Item # 9 includes the time spent by students
practice teaching in the Seymour Lab class and other practice situations set
up by the Program to £it students® perticular needs. Item # 25 is a summary
of the howrs eech student estimated that she spent on Program-related activities.
It figures out to an aversge of more than 40 hours per week for students who
made most of their own decisions about time involvement in the "half-time"
program. Also listed are the various workshops and seminars arranged because
the Director felt they were needed or because students’ needs and requests
dictated that they be held or, as was the case with most of these sessions,
because both the students and Director felt the need. Not named here, of course,
are students' numerous individual projects and activities. (These are summarized
in the total hour figure under item # 25, however.) 9
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As the second semester turned into the third semester students began to
crystallize their planning and desires for peid teaching beginning in the fall.
About ten students definitely knew that they wanted to return to Seymour in
September to take partnership positions that the principal would like to have
them £ill, providing he would have the necessary nuwber of vacancies. The
Stonehedge leb class partnership would continue. At Summer School, another
Syracuse imner-city school, three ETEPers had alrealy been hired, by March, to
fi11l1 vacancies.

Also, at Sumner another possibility presented itself for a group of five
ETEPers who wanted to work with inner-city childrean but who felt that they
needed more experience before taking on the "crowd handling" responsibilities
of a full imner-city classroom. )

In April, 1969, a eroup of Sumner primary grade teachers found thet an
alarming number of firs: and second graders were not learning to reed. About
two-thirds of the first graders, for example, could not read more than four of
the approximately 20 different words in the lowest passage (1.6 grade level) of
the Spache Diagnostic Reading Scale. The principsl, teschers and the ETEP
Director, who was helping them in his role as consultant, worked out & plan
whereby & remedial program would be set up during 1969-70.

For this, five ETEPers were hired on a 2/5'3 time besis. The Director, in
his role as Program supervisor, agreed to supervise the operation. The program
a8 called DAPP (for Diagnostic and Prescriptive Prograr).

The rest of the placements were made, one by one, until all of the ETEPers
were employed in jobs which were in line with thelr plenning--by the time
school opened in September, 1969.

Here is the sumary of paid teaching plecements for the 1969-70 school year:

Seymour School..c.eceee.. ceessescssscawnoscdstO half~time partnership teachers

Summer SchoO)l.ceeecceccoccccccacas ceonnsavecs L Tull-time {escher
2 half-time partnership teachers
5 half-time DAPP remedisl read-
ing teachers
1 hellf-time gpecialist teacher
21 Science-math




A DESCRIPTION OF SOME OF THE T'YPES AND A¥OUNTS OF TIME SPENT

IN STUDENT LEARNING ACTIVITIES DURING THE FALL 1968-69 SEMESTER OF ETE

P

(Sep tember 1, 1968 to January 31, 1969)
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Stonehedge SchoOl.eeeeseeecsccsscsssasssssd halP-time partnership teachers
Green St. School, Cazenovi@cec.ceceeecesq..2 half-time partnership teachers

Percy H‘@es School. ® 00 00600 00 60 ¢ 060606000000 01 half-time remedial reﬁing
teacher

This "full employment" picture was particularly gratifying because there was
no longer a shortage of teacher applicents for openings. The 1966-67 critical
shortage of teachers in New York State hed turned into a 1969-70 surplus of
teachers. Probably the main factor contributing to this surplus was the drastic
State budget education cuts. This left most school districts no alternative but
to cut staff. Part-time positions were among the first to go. Then, too,
displaced teachers were given first chance at-any new openings, thus closing the
doors <o outsiders. ETEPers were not exactly "outsiders"” at Seymour and
Stoneheoge, at lLeast, but when there were no more openings they simply could
not be hired. This resulted, for example, in Stonehedge School teking six
ETEPers instead of the projected ten.

Fesily the main reason that ETEPers were employed was that.principals saw
in this group a chance to upgrade the curriculum in their schools or to meet a
particular educationel need. The need most often mentioned was that the ETEPers
"knew how to teach reading diagnostically."
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III. Overview of what happened: the Program's last
year (fourth and fifth semesters)

So, in September, ETEPers begen to contribute to the four schools where
they were hired. By mid-year It was apparent that the greatest impact on the
schools was at Seymour. There, there were 11 ETEPers cn the staff--all in the
kindergarten through grade four ra.nge.* Three of the four kindergarten teachers
were ETEPers.

In the first grade, two ETEPers were carrying out a study which promised to
be of great significance for the school and perhaps the district. They were
replicating deHirsch's Predicting Reading Failure®* study. In addition, they
were trying to "beat the predictions” of reading failure made for their own
16 children.

They had studied the problem of beginning reading failures, perceptual-
motor maturation and other factors eapparently related to early failure in
learning to read. Then, they went to New York City for training in how to give
the battery of ten tests with which de Hirsch et al had accurately predicted a
group of kindergarteners who were rated reading failures at the end of the
second grade. Following this, during the spring of 1969, they tested all of
the 140 Seymour kindergarten children. From this testing they found about 50
children predicted to fail at the end of seccond grade. They took 18 of these
children for their first grade class--children the kindergarten teachers reported
as not appearing acutely emotionally maladjusted. Then they picked a similer
group of sbout 25 children for their velidation-control group which was to
progress through the regular Seymour program.

Thus they were, first, validating the deHirsch study for the Seymour
population. If the validation-control group showed o failure pattern at the
end of grade two, the deFirsch testing procedure would be worth considering
seriously for a regular vart of the Seymour (and Syracuse?) kindergarten pro-
cedure. If the validation-control group showed a failure pattern but the ETEP-
taught group did not at the end of grade two, then the methods of the ETEPers
should be studied and built into the regular first grade program, at least for
those children who were picked by the deHirsch tests. If both the ETEP group
and the control-validation group should show & failure pattern, further inten-
sive study would be warrented--study to develop another plan for "beating the
prediction." If the control validation group did not show a failure profile at
the end of grade two, then the study would suggest that the deHirsch testing
procedure does not have a place at Seymour.

Therefore, the real impact of the first grade ETEP partnership will be at
the end of the 1970-71 school year when the reading records of *their children
and the records made by the wvalidation-control group children will be studied.

*

The year began with 10 ETEPers. One ETEPer returned to the Program at mid-
year after having a baby. She filled a kindergarten opening replacing a kinder-

garten teacher who left Seymour's staff.
X%

deHirsch, Katrina et al (New York: Harpers, 1966).

<S>
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The potential for chenging the kindergarten and first grade programs toward a
diagnostically-based program, which recognizes perceptual-motor maturity as a
prime factor in learning to read, is now built into those two grades if the
ETEPers' study suggests this.

In Seymour's second grade there were no ETEP-taught classes. Half of the
four third grede classes were taught by ETEPers. The reading results achieved
by ETEPers with their diagnostic methods were impressive. Inquiries and interest
by one of the other third grade teachers who is returning in 1970-71 suggest that
the diagnostic approach to individualizing reading is spreading at that grade
level.

There were three fourth grade classes at Seymour. One was taught by an
ETEP partnership. This partnership also worked the previous year at Seymour--
first with a team in the lab class and then, during the last half of the 1968-
69 year, with full responsibility for half of the leb class. Their diagnostic
approach to the teaching of reading was picked up by one of the other fourth
grade teachers who plens to use the ETEPers' approach during the 1970-71 year.
The third fourth grade teacher also intends to use this approach.

So we find that the principal's original need is being met, up to this
voint. His school's reading ancd related curricula are moving toward a diag-
nostically based teaching methodology. Eight of the eleven ETEPers are
resurning to Seymour for the 1970~71 school year. with *hree of them teaching
full irstead of part t‘me. Therefore the ETEP ‘nfluerce “oward & more indi-
vidualizec Aiagnosticallv-based curriculum is likely “o grow seyond the excel-
len*t s*art n LO069-7C.

.. At the other inner-city school, Sumner, the principal also wanted the
ifidividuaized approach that so many of the ETEP teachers wanted to carry out.
The five DAPP remedial reading specialist teachers were the mainstey of this
program. Their results with this group of 90 children were. encouraging.
Aceording to the Spache Diagnostic Reading Scale gain scores, the median child
made at least four times the growth he made lagt yesr. He advanced 1.1 years on !
the Spache Scales. Six children were identified &s needing intensive clinical i
work with svecialists in pediatries, vision, hesring, and psychiatry. These :
chllfrer dicd not progress noticesbly during the year. Thirty-two children moved

ahead more than 1.5 years in reading. Of that group 17 children moved ahead two

years or more, ten children moved aheed 2.5 years or more, twenty-three children

‘moved ahead to a "fledgling" category. That is, these children "surfaced" in that

they could read the 1.6 Spache passage adequately, could reed about half of the

basic reading words, could read all of the consonant sounds, etc. This group was

now on its way but needed continued developmental work in basic sight words and

phonics, and practice in using these elements in reeding. Those children were

now experiencing success, could be counted on to grow if continued attention

were given to development of basic skills.

e ftemannn o A e =

Three of the other four ETEPers at Sumer taught self-contained classrooms.
The partnership worked out well, according to the principal. The third class-
room teacher had difficulty with classroom management and, therefore, left at
mid-year to study this problem further with a small group of children she
taught on a non-paid basis at another school.

. <6
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The fourth, and last Sumer ETEPer set up & mathematics~-science resource
room, teaching children and teachers about the Madison Project* and the Elementary
School Science Study materials for science and mathematics. She reported that
she did meke significant headway as evidenced by the number of teachers who began
to use these materials in the school but the going wes slow. This cleassroom
will be continued during 1970-71, so that is some indication of the success of

her project.

But, because of & year of turmoil at Sumer, it is difficult to determine
the impact of the ETEPers who worked there. At yeexr's end the principal
resigned in circumstances of disappointmeat and depressed feelings. During
the year the staff polarized over such issues as a policy governing swearing in
the classrooms. Evening meetings with parents resulted in angry outbursts
vhich apperently both intimidated and engered most professionals in the school.
At these meetings and within the faculty the bleck-white issue seemed to under-
lie most of the conflict. What began two yesrs eerlier as an avent garde sttempt
ot integrated education, in which "libersl" whites and upwardly mobile blacks
secured a grent to support an ideal schooling. reached a discouraging low point

by June, 1970.

Obviously, this was the real world if one were %o judge by similar occur-
rences in other places--where initial poorly plemned idealism turned sour. This
was excellent further training for the ETEPers who experienced the conflict and
saw how the results affected the children: tense teachers leaving the building
right after the children left in the aftermoons; the principal. so preoccupiecd
with confiict that he simply couldn't take enough time with curriculum reform;
ete. Tt was excellent but disturbing treaining.

In all this, at Sumner, it wes interesting to note that the five DAFPP
teachers stayed out of the conflict and at year's end apperently were well
respected. To the Director's knowledge there was no gerious criticism of
their work. They didn't end up taking one side or another in the intra-faculty

conflict.

As this report is being written it is still vneertsin who will be hired to
do what at Sumer for 1970-71. The record of the DAPP teachers argues for their
re-hiring but the advent of the new principal and the genersl crisis at the
school makes all uncertain at this time. The saddest thing, of course, is that
through all this the children attended each day amidst o great deal of new
equipment and staff paid for by the sizable grant the school received. Aside
from the DAPP program handled by the ETEP group, it is questionable how much good
to the children has come from all of this additionel sctlvity and resources.

At Stonehedge? As we mentioned above, only six EIEPers were hired at
Stonehedge because of the district's forced cutbacks in staffing during 1969-70.
The six taught three partnerships in three self-contained rooms, one second
grade, and two third grades.** At the end of the year only two ETEPers decided

*Madison project materials are useful for teechers vho want to esteblish a
"mathematics laboratory" for children to learn math by problem-solving with
"econcrete'" materials.
*pt mid-year one partner was replaced by & non-ElEPer becauge the ETEP
student had to leave to have her baby.

-
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to return to Stonehedge for 1970-71. This did not represent dissatisfaction
with Stonehedge. Of the four who left, one had twins and needed to stay home to
care for them. Another decided to work full time for & school district nearer
her home. The third secured a full-time job nearer her suburban home (on the
opposite side of Syracuse from Stonehedge) and, the fourth felt that she would
not return to teaching at the present. She was not comfortable with her ability
to handle the crowd management aspect of teaching.

Of the remaining three ETEPers, two taught in a partnership at Cazenovia.*
They pleased the principal and themselves. Finally, one ETEP student worked as
a remedial reading teacher in another Syracuse city school. She was picked as
one of the City School District's "master teachers" during the year and sent to
Rochester, N.Y., to lecture on her methods in the diagnostic teaching of reading.
These three teachers are all planning to return to their posts in the fall.

At year-end six of the ETEPers decided to teach full time during the next
year. Several others will probably teach full time the following year. They
felt that they attended the same number of meetings, had the same travel time,
etc. as full-time teachers. By adding three more hours of teaching they could
be paid twice the salary. Others who "went full-time" reasoned that they
would prefer to have their own class rather than share with a partner.

How many ETFPers want to continue teaching? As of August, 1970, all but
five wan: <c con-inue. Three were not comfortable with the classroom control
problems +hey encountered (two of those three taught in inner-city schools).
The other two have decided to stay at home for at least next year to take care
of their children. (One has new-born twins; the other a five-year old.) Two
more ETEPers are moving out of town.

Four of the five Summer DAPP teachers want to continue at Sumner and
probably will be re-hired there. Fifteen ETEPers alrcady have been hired for
1970-71. Two are still looking for positions nearer their outlying suburban
homes. One s*udent hopes for a position to continue her Madison Project work.

*
A rural-suburban town 20 miles from Syracuse.
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IV. Evaluation of the Prototype ETEP by Students

ETEP students anonymously evaluated their Program at three points during its

1

life:

-At the end of the first semester, June 1968
-essay evaluations by eacn student
-rating of specific features of first semsster progranm
-At the end of the third semester, June 1969 |
-questionnaire evaluation given to ETEP students
and comparison group students
-At the end of the fifth (and last) semester, June 1970
-essay evaluations by each student

In this section, we shall discucs each of these evaluations, in sequence,
then discuss apparent trends.

At the end of the first semester, June 1968, students were asked anonymously
to rate the usefulness to them of 15 program components in which almost all of
the ETEPers participated during the semester. Students rated each component

on & five point continuum from #1 (extremely unuseful) to #5 (extremely useful). |

Here are the data:

Frequency of Ratings on the Dimension of Usefulness for
15 Training Components

1 2 3 4 5 NA%
1. Studying individualized reading cur-
riculur in & primary inner-city classroom 1 6 4 9
2. 33 Books 1 3 9 17
3. Junior Great Books 2 2 6 18 2
(Dynamics of Group Discussion)
4. Leading Junior Great Books 2 12 16
discussion groups
5. Guest Speakers 10 20
6. T-groups 1 2 3 5 L4 15
7. HDI groups (Relationship 1 5 5 4 15
Improvement Program)
8. Seymour School Tutoring 2 2 11 15
9. Seymour School Seminar 1 6 1k 9
10. Try-out Teaching 1N 16
11. Stonehedge School Tutoring 1 4 2L
12, One-to-One Conferences with 11 19 0
Director
13. Training in reading 1 3 5 22
analysis and diagnosis
14, Language Arts of Individual 6 2k
Inquiry Series
15. Supervision of teaching 1 1 1t 7 13 3
¥Legend

Score 1 = extremely unuseful
Score 5 = extremely useful
NA = not applicable

I 29
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These figures show all components rating positively with the students, with
the sensitivity training components (# 6, 7) tending to be rated less positively
than the others. All students were asked to participate in the sensitivity
training. Also all students were encouraged to study the individualized curricu-
Jum in a primary inner-city classroom, attend guest speaker seminars, read over
the 33 books, have one-to-one conferences with the Director, and participate in
reading diagnosis training. The other components were carried out with students ;
who desired to participate. ‘

Also at the end of the first semester, each student was asked to respond to
this question, anonymously: '"Suppose a friend who was interested in a repeat
of t&e ETEP asked you to evaluate the Program for her. What would you tell
her?

The responses indicated that the studente were unanimous in their favor-
ableness concerning the ETEP and the student essays were marked by their enthu- )
siasm. There were several themes that seemed recurrent: L

1. a sense of intellectual stimulation

2. & feeling of personal growth and development o

3. & liking for the program’s individualized, flexible nature which

demands each participant accept much responsibvility for her own
education

4, the helpfulness and quality of the staff

2. the stimulation of interacting with other participants

v. the usefulness of extensive opportunities for real, in-school experience

The only comments which would suggest some less positive reactions typi-
cally dealt with the question of the program's demands upon the participants'
time. Some found the program demanding more of their time than suggested by
the term "half-time program." However, even these comments seemed to suggest
that such demands were the natural outgrowth of & stimulating, real educational
experience., Generally the tone of these comments was "There is so much to do
and so much I want to do," rather than, "I'm overworked."

(A11 of the replies to the question "Suppose a friend.....?" constitute
Appendix 12 in the first MTES Annual Report, June 26, 1968). Here are two |
sample revlies: E

-Reply Number 18:
Do it.

I would tell her to consider if she seriously wants to teach children or
if she just wants something to do. If it is the latter, forget this program.
Since the vrogram is more self-directed than any I have seen, she has to do a
lot of work by herself. This one fact can be very disconcerting. The absence
of external pressure is marvelous, but the internal pressure is greater than in
the standard type of program. One wants to do well Just for the pleasure of
doing something well.

30
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Reply Number 20:

My first remark to all who have asked me, "How do you like it?" is "It's
terrific!" This is trite but never seems to fail to get out his or her next
remark, "Really? What's it 1ike?" Then I'm off--I always have to start with
"It's not like the regular programs now offered for teacher certification." This
one statement is enough to create & genuine interest on the part of the
listener--I tell her that we do not attend regular courses as such, but attend
class twice a week® to cover information our professor feels essential to our
competence as teachers--That ve have covered many areas at a highly concentrated
pace--mentioning the Junior Great Books course, speed reading, language arts--
and that we are to receive more such things as needed, such as guldance from the
math department and seminars in science and history--We have individual con-
ferences from our advisor constantly to help clarify our aims and weaknesses.

We are doing try-out teaching from the beginniag with three different schools,

with help from staff--The whole philosophy of the program is teaching the indi-
vidual child and we would like to take emphasis off "memorization of facts"--I

also mention the partnership idea. At this point the gal is asking "Are there

any openings?" and I say "No...."

At _1_:_‘_13 end of the third gemester, June 1969, studenis were agein asked o
anonymous. . -valuats the Program, this time by completing & questionnaire. The
Program “va .uation Ques<ionnaire was designed to provide information concerning
ETEPers perceptions and evaluations of their experience during the previous year
ana one-half {1968-69). The questionnaire, with a summary of the students®
responses is included as Appendix Six.

Th® questionnaire, viewed as & whole appears to support the following
conclusions:

1. Students felt very strongly that success in the Program depended upon
students' development of their own goals end not upon one's skill in
"play.ng academic games."

2. The Program was rated as extremely flexible~--individuals are able to
modify their own program of study to meet their individual needs.

3. Students evidenced a high amount of personal involvement and invest-
ment in the progranm.

4. The relationships between the staff members of the Program and indi-
vidual students, and between memberg of the Program student body were
characterized as highly personally meaningfui to each student.

5. 'The items on the questicnnaire that dealt with overall evaluation of
the Program showed scores that placed an overall evaluation of 4.59
out of a possible 5 points (on the scale from "Strongly Disagree" to
"Strongly Agree"). Thus the students responded positively, in the
extreme, to questions asking them to evaluate the Program in general
terms.

*

Editor's note: During the first semester students met twice each week in
seminars. As the Program continued these seminars became increasingly infrequent.

e 31.‘ ; :-'~
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6. In evaluating the courses taken in the Program (presumably the students
were considering the math course and a children's literature course,
plus other courses taken by individual students) students were less in
agreement as to the relevancy of the courses. The response to Item 21,
"There was little irrelevancy in my courses,”" and to other items which
could be interpreted to refer to the formal courses end seminars, sug-
gested that students found irrelevency but that in general they found
the courses pertinent to their needs.

Shortly after this questionnaire was administered to the ETEP students it
vas also administered anonymously to a comparison group taken from Syracuse
University's regular MA elementary teacher training program. The results of
this comparison are fresented and discussed in Chapter Five (p. 71). In
summary, the students attending the regular program rated their program far less
positively than did the ETEP students.

At the end of the fifth (and last) semester ETEP students were again asked
to respond anonymously to the same essay question that they responded to at the
end of the first semester (Suppose a friend who was interested in participating
in a repeat of the ETEP asked you to evaluate....?) The ETEP students again
expressed enthusiasm about the Program. All of these 1970 essay responses are
presented as Appendix Seven.

A closer analysis showed the following themes in this set of evaluations.
Each essay question response below illustrates one of the themes that most
frequently appeared in these responses. They are arranged according to fre-
quency of response, in descending order. Each quotation is printed in CAPITALS
for ease in picking it from its context.

THEME ONE: The need for personal commitment and involvement.

IF YOU ARE NOT AFRAID OF CHANGING AND GROWING DO IT. IT IS HARD WORK,
TIME CONSUMING, AND FRUSTRATING, BUT REWARDING. It had made me more
aware of other people, both young and old. It had started me asking
questions and trying to find answers. It had made me listen to what
others are saying. Don't consider doing it if you aren’t willing to
get committed.

THEME TWO: The responsibility which each participant must bear for planning,
implementing and evaluating her own education.

I WOULD ASK HER TO QUESTION HER OWN ABILITY TO TAKE RESPONSIBILITY
FOR HER OWN EDUCATION, TO PROBE HER OWN ATTITUDES TOWARD WHAT AN
EDUCATION SHOULD BE, I THINK IT'S MORE DIFFICULT THAN ONE WOULD
SUPPOSE TO THROW OrF THE TRACES OF YEARS OF LOCK-STEP EDUCATION.

IF, HOWEVER, ONE CAN DO THIS SUCCESSFULLY, ETEP IS REALLY A WORTH-
WHILE PROGRAM. '
The thing I liked hest about the program was that you could analyze
and act on your own needs, rather than being at the mercy of arbi-
trary rules that may or may not have any relevance to your edu-
cational requirements.

I'm only sorry there won't be another year for me!

32
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THEME THREE: The program's adaptability to personal strengths, styles,

interests and needs.

By all means, investigate the program--if it follows the same directions
as the previous program--join it! There are so many choices one can
make. You can evaluate yourself as far as the directions in education
in which you are interested (with the help of the director in one-to-one
conference) and guide yourself accordingly. IT'S EXCITING TO WANT TO
TRY SOMETHING AND HAVE ONE SAY FINE, GO AHEAD~--YOU HAVE MY SUPPORT!

IT'S EXCITING TO SET YOUR GOALS--FOLLOW THEM THROUGH sUT ALSO SO
STIMULATING TO SEE SO MANY OTHER PEOPLE IN THE PROGRAM DO THE SAME,

I wish we (the aroup J started with) could have somehow met more

often and even learned more from each other's experiences though it
appeared we did as often as possible.

Probably the most concrete thing, as course work goes, is the approach
to the teaching of reading. Always I have wanted to see children work
at the level where they were and move in their own direction. . . .
Well in this program one really learns to diagnose where a child is
and works from there. The same way as we as teacher trainees found
out where our weaknesses and strengths were and grew from there!

There is no dull course work though a few of the meetings were not
great. The last year they could have been better planned but we

s8till got so much from each other's involvement it was worth coming.

I know I've grown a lot--best though, I feel I want to grow muci more.
Somehow this program made us feel the real value of continuing edu-
cation--I think we will be more able to convey this to children.

THEME FOUR: The program was & source of personsl growth for the partici-

pents (self-knowledge, sensitivity, inter-personal relations).

First of all don't consider it unless you want to become completely
absorbed by it. It is not something to do "on the side." If you
are keenly interested in teaching children instead of subject matter
and discovering for yourself how you can do this on your own, its
for you. You will receive lots of inspiration, lots of help where
you ask for it, constent personal ettention--snd in return give much
of youwr time, all of your energy, and at least 3/4 of all your
thoughts. I FOUND IT TO BE PROBABLY THE MOST MEANINGFUL 2 1/2
YEARS OF MY LIFE, IT HAD NOT ONLY A TREMENDOUS IMPACT ON THE WAY

I TEACH BUT ON MY WHOLE PHILOSOPHY AND ON THAT OF MY FAMILY--IT

HAS SIGNIFICANTLY CHANGED ME AND DONE A GREAT DEAL TOWARD

CHANGING THE MEMBERS OF MY FAMILY--not just through their contact
with me but their contact with my teachers. I would edd quickly
also that we all feel the change is for the better, though there

have been many times when it was definitely a strain on fami ly
life.
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THEME FIVE: The program helped the participents become effective teachers who
could not only help individual students but make important contri-

butions to Anerican education.

The program was really & "happening!” It wes designed to help me choose
the methods, materials, and experience which vould eneble me to become
the kind of teacher I felt I would like to be. The professor was & warm,
supportive-type person who could really help you ask the right questions
and then select the best way to errive at some answers.

IF YOU VALUE GIVING CHILDREN SOME INDEPENDENCE AND INSIGHT INTO THEIR
OWN EDUCATION, THEN YOU WILL FEEL RECEPTIVE TO THIS KIND OF PROGRAM.

MY CLASSMATES ALL FEEL THAT CHILDREN ARE RFALLY SPECIAL AND SHOULD ALL
BE TREATED AS INDIVIDUALS. THIS GOES FOR THE TYPE OF EDUCATION THEY
NEED, T0O, TO BEST HELP THEM LEARN,

Tt wasn't all peaches and cream. There were hard decisions to be made
and some really introspective realities to be feced. The type of free-
dom we experienced made us uncomfortable to aceept, at times, but

gt

believe me--"it's the only way to fly!

THEME SIX: Participents felt their own worth and importance was confirmed.
They were trusted.

That she must be prepared for & total commitment--in time, energy
and direction--that would probably be unlike any previous experience
she'd had--and that if she had any ultra-strong feelings about
maternal responsibility, housckeeping standards, community involve-
ments, personal indulgence, ete. she had better think twice-~guilt
feelings are hard to live with. On the other hand, if she were
willing to accept the challenge of this commitment she would be
stimulated, excited, discouraged, encouraged, amused and bemused--
in ways that would change her life and lend to personal growth in
many directions . . . and in the long run enhence her role in the
asbove mentioned categories.

CONTINUED SELF-EVALUATION AND SELF-DIRECTION OF ONE'S GOALS SHOULD
BE THE OPTION OF EVERY MATURE ADULT, AND YET, HOW SELDOM DO WOMEN
HAVE THE OPPORTUNITY TO EXERCISE THAT OPTION--AND HOW ILL PREPARED
ARE MOST PEOPLE TO DO IT! Participating in a program designed to
train children to become this kind of adult was a rare opportumity.
I'd jump at the chance to go through .t agein, and recommend it
for any friend who could face herself (or himself) and accept the
challenge.

THEME SEVEN: Contacts with staff, especially the director, were warm and
personal.

Instead of a friend asking me about the ETEP I think I will make it a
teacher who is teaching at present and who was trained in the traditional
manner. She knows what the usual courses offer and is interested in
something for her daughter.
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First of all I would have to ask her something about her daughter--is
her daughter serious about teaching? If not, this course is not for
her. Is her daughter willing to give most of her time to the program
and its ramifications?

In other words the only students who can survive this program are those
wvho are willing and able to give it total commitment. If you were

not either totally commited when you came into the program you either
got out or became so.

The standard "subject matter" courses you are able to cover on your
own. No wasted time hers. You build on what you have and go on
from there. The program was set up so that you not only achieve
your goals but help is given in helping you form your goals.

The program offers & totally different concept in education--in
other words--what do you need and want in order to be the best
teacher you can be? And this program will enable you to become
this person.

ONE OTHER THING--THE DIRECTOR SET UP THE PROGRAM IN SUCH A MANNER
THAT THERE IS A CONSTANT FLOW OF FEEDBACK., HE ALSO INDICATES HE
HAS COMPLETE FATITH IN YOU AND CONSEQUENTLY YOU REACT IN A POSITIVE
MANNER. IN FACT, YOU GROW MORE THAN YOU EVEN ANTICIPATED.

I haven't really begun to say what I would like--but I go back to
my initial statement--this program becomes total commitment. Can
you expect more from a teacher training program?

THEME EIGHT: The extensive provision for practical experience with children

was valuable.

I would tell her it sas a most meaningful and relevant program. I WOULD
POINT OUT THE PARTICULAR ADVANTAGE OF BEING ABLE TO WORK WITH CHILDREN
SO SOON AFTER THE INCEPTION OF THE PROGRAM PRETTY MUCH ON THE BASIS OF
YOUR OWN STRENGTHS. THE YEAR OF ACTUAL TEACHING EXPERIENCE IN YOUR OWN
CLASSROOM SEEMS THE MOST SENSIBLE WAY (AND MOST NATURAL ATMOSPHERE) IN
WHICH TO FIND WHETHER OR NOT YOU LIKE WORKING WITH CHILDREN. IT'S

ALSO THE BEST WAY TO EVALUATE YOURSELF, AND HAVE THE EVALUATION OF
OTHERS, ON WHETHER OR NOY YOU CAN BE AN EFFECTIVE TEACHER.

There were & few seminars that I felt had little value, but for the
most part, there was always something, and usually a great deal to
be gained from them.

For a "mid-career" person the program made & lot more sense than the
usual teacher preparation program. All the actual experience with
children, with the personnel of the prograr, and the resources of the
progrem and the university, always present vhenever it was needed, seems
& far-superior way of preparing to become a classroom teacher.

35"




29
THEME NINE: The ETEP was & cohesive group, had espirit de corps.

Tt was the most worthwhile 2 1/2 years of all the education I've ever
had. It is very rare to find an advisor and instructors really
listening to what you are seeking. You were guided to f£ind an answer
if you didn't know how to look but not just given the answer--you had
the opportunity of hearing people outstending in their field. Other
instructors that you met were excited about you as individuals because
you had begun to learn how to ask the "righ " questions. If something
interested you and you could Justify its importence to the group then
something was done about it--an example being Dr. McKnight or being
able to pursue more information ebout "Predicting Reeding Failures."
Your needs were the important thing and because you were not all
shuttled into & class and made to listen to what someone else wanted
to hear. Yet the total background of what an elementary teacher needed
to be aware of was prescribed to us. Math, Science, Language Arts,
etc. were well presented so that if you still did not feel your back-
ground was well informed enough you knew the places to go to get help.
IT WAS EXCITING TO HEAR AN INSTRUCTOR SAY IN A TEST AND MEASUREMENT
CLASS IN A MATH CLASS THAT IT WAS A PLEASURE TO HAVE MEMBERS OF OUR
GROUP IN THEIR CLASS BECAUSE THEIR CLASS REALLY TOOK ON A NEW SPARK.
THE PEOPLE IN THIS GROUP WERE VITALLY INTERESTED IN LEARNING ALL THEY
COULD BECAUSE THEY WERE INTERESTED IN MAKING THEIR CLASSROOMS A
WONDERFUL LEARNING CENTER FOR CHILDREN. We were taught by being in

a classroom with children and listening to what the children were
saying--not just sitting in a classroonm and talking sbout it. It

was great to know during our student teaching that there was someone
who could hear our cries for help if we felt we were floundering--I
think the impact that most of the people from this program will meke
on the classrooms they will be in will certainly meke a change in many
school philosophies and that is because of the kind of program that we
experienced. Let's have more of this thing--the college students are
asking for it.

Tn this area of negative reactions, perhaps the most important observation
is that such reactions are nearly absent. However, two trends can be observed:

1. The program was very time consuming (Note: this is the other side of
THIME ONE, above).

2. The adaptability and "lack of absolutes" in the program ceused some
participants at times to feel frustrated and uncertain about their.
progress (Note: this is the other side of THEME TWO, above).

* W * * *

Tn all of the student evaluations, one can discern & trend. This trend
begins with first semester evaluations full of enthusiasm for the new oppor-
tunities that were being opened for students to explore. Students often talk