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TRANSFORMING THE PRODUCT

Greta Morine
Far West Laboratory*

For many years there has been a concerted effort by curriculum
developers to produce "teacher-proof" materials. This movement was
based on several assumptions:

1. that a particular curriculum in its pdre form would be

'effective for a.wide range of learners, |

2. that variations iii use of the curriculum would cause losg

of effectiveness,

3. that teachers lacked the skiil to consistently appiy the

curriculum in its pure form, and thus used it unreliably.
This restricted percept1on of the teacher's role as a curriculum agent
has been expressed in two ways in the field of teacher tra1n1ng First,
it has led to the deve]opment of materials designed to train teachers to
implement a given curriculum in a particular unvaried way. Second, it
has led to the large-scale development of self-instructional teacher
trainiﬁg materials, which are designed to prevent contamination of
effectiveness P the teacher educator.

This paper is based on an a]ternat1ve set of assumptions:

1. that any curr1cu1um in its pure form can only be effect1ve for

a limited range of learners, .
'2. that planned variations in use of a curriculum will tend to

increase the range of effectiveness,

* On leave from California State University at Hayward



3. that teachers can develop skill in varying use of curriculum
materials in ways that increase their effectiveness with
particular learners {(skill in "purposeful variation").

This perception can also be expressed in two ways in the field of teacher
training. First, it suggests that purposeful variation is a basic teach-
ing skill for which training materials need to be developed. Second, it
suggests that we need large-scale development of training materials de-

signed to promote adaptation by the local curriculum user, in this case

the teacher educator, for training materials are to the teacher educator

what curriculum materials are to the classroom teacher.

The truth is that no curriculum material can ever be used in its
"pure form." It is necessarily changed by the very act of applying it
in a given instructional setting. For example, every teacher training
product is transformed whenever it is used in a local traihing program.
The context of the training system within which the product is placed
transforme the product, so that its meaning shifts from one program to
another. The pousition that fhe product occupy] within the training
system also transforms it, so that the function of the product will be
different depending on whether it is used early or late in the training
program. In addition to these contextual and -functional transformations,
many.training products are changed in other ways by the 1qca1 user.
They hay be used in part rather than in entirety. They may be supple-
mented by additional information or additional opportunities for practice.
On the other nand, there are factors that prevent extensive trans-
formation of training products. There have been complaints By some
local users that training products developed by the regional labs and

centers are not readily adaptable to maximize attainment of local program



goals. To some users the products have a very finished appearance, and
the field test data provide an intimidating warning not to tamper with
‘materials of proven effectiveness. |

The facts of both biological and institutional life are that no
~organism can long survive unless it has developed some mechanism for
adéptation. Similarly, thq effective 1life of a teacher training product
will be very brfef,'no matfer how Tong its gestation period or how costly
its birfh, if it cannot be adapted or transformed to suit the local
climatic conditions. Therefore, the transformation of training products,
in addition to being unavoidable, is a necessity for the locai user and
a "consummation devoutly to be wished" by the product developer.

This paper will explore some problems of transformation or adaptation
of curriculum materials that need to be faced by both product developers
and teacher trainers. Three major questibnS'wi?] be considered in the
course of describing the development of a particular training system;
These questions are: |

1. How can we train teachers to deve}op their skill in purposeful

variation in use of curriculum materials?}

2. How can we design training products that promote adaptation of

the materials by the teacher educator for use in the local program?

3. How can we efficiently transform available teacher training

products for‘incorporation into new training systems?
In discussing the iast questibn, an analogy will be presented as a means
of attaining a new perspective of the transformation process and providing
tonceptions that can assist the teacher, the teacher educator, and the
product developer in becoming more adept at treating curricuium products

as transformable organisms in the educational microcosm.



"Developing Teacher Skill in Purposeful Variation

The Bay Area Teacher Training Complex, a joint project of the Far
West Laboratory and the Oakland Unified School District, funded by the
U.S. Office of Education, is currently developing a training system on
Responsive Teaching. The major purpose of the package is to increase
pupil initiative in various instructional settings. The tfaining is
designed to instruct teachers to vary their responses to pupils depend-
ing upon the level of initiative that pupils display. Purposeful
variation in the context of this training system means variaticn of
teachar responsé to pupil questions and comments for the purpose of in-
creasing pupil initiative. |

Thé Responsive Teaching project was conceived as a project in
”transformationé] development." That is, it was intended from the
beginning that much of the final training system would consist of pre-
viously developed products which had been adapted‘slightly to better
fulfill the specific goals of this particular training system. For this
reason the project has faced some decisions basic to program development, -
as well as those decisions inherent in product development. The three
major decisidns to be discussed here are: determining the most effective
training strategy to promote the desired teacher skills identifying a
somewhaf simplified organization of concepts for a complex training
system; and selecting available products that are suitable to both the

training strategy and the organization of concepts.




Training Sfrategy

Since the purpdse of the Responsive Teaching package is tc develop
teacher skill in varying responses to pupils in order to increase pupil
initiative, certain training strategies are clearly inappropriate. For
example, modeling use of a particular responsive skill for imitation by
a trainee might promote teacher use of that skill, but it would not be
apt to encourage teacher adaptation of the skiil for varied use with
different pupils. The principal training strategy Tor tne Responsive
Teaching package is comparison of alternative procedures. Each instruc-
tional strategy is introduced rot in izolation, but in contrast to another._
useful strategy. Each respohsive skill is taught not as a unitary tech-
nique, but as a set of variations on a response. Each opportunity to
practice a newly-learned strategy or skilil is constructec not as a single
microteach lesson, but as a pair of 1éssohs in whi ch the effects of

different teaching styles can be compared.

Organization of Concepts

When variation is the theme, as is the Ease in the Responsive Teachn
ing package, the complexity of a training system is greatly magnified.
Some means of simplification must be sought. A Timited number of con-
~cepts closely related to the trafning goal must be identified. The
components of the training system must then be organized to ciarify
these concepts in progressively increased detail.

The principal organizing concept in the Responsiy« :eaching package

is pupil initiative, which is defined as the ability of the pupil to pro-

. vide structure of éither a social or cognitive nature. A pupil with

1ittle initiative requires much more structuring by the teacher if he is



to interact productively in a social situation or to think productively

in a conceptual situation. Tne major variation in response that a

teacher can make related to pupil initiative, therefore, is to vary the
amount of structure provided for the pupil.

Structure can be varied in relation to many different instructional
strategies. For the Responsive Teaching package at present two strategies
have been selected for comparison. The two strategies develop pupil skill

in concept learning in a small group setting, thus they provide oppor-

tunities to vary both social and cognitive structure. One strategy deals
with'concept formation, the other with concept atts’~—ant. They are both
familiar to many teacher educators as the Taba Model and the Bruner Model
(Joyce and Weil, 1?72). The two models or strategies differ in the amount
of structure they provide, with concept formation requiring more pupil
initiative than concept attainment. In addition each strategy can be
modified to provide more or less structure of either a cognitive or a.
social nature. Variation in structure can be provided in relation to
data organization, feedback on data interpretation, and method of concept
testing, and this variation can occur both between models and within medels.
Assessment of‘the effects of variation is accomplished by comparison
of pupil learning in two alternative Jessons, which differ in the amount
of structure_pfovided. Pupil learning of both the concept under investi-
gation and the process of‘conéept attainment or concept formation is
assessed. Curriculum materials are provided for teacher use in planning
these comparative lessons, and the teacher may chcose among three content
areas--social studies, 11ngUistics,.and mathematfcs. |

To recapitulate, the Responsive Teaching package is o—ganized




in need for structure. Within the task requirements of concept learning,

the teacher response can be to provide variation in the amount of

structure provided'by data organization, feedback on data interpretatfbn,
and concept testing procedures in order to increase pupil initiative.
Comparison of alternative amounts of structure permits assessment of
the effects of this purposeful variation.

The chart on the following page identifies the components of the
Responsive Teaching package. 'Their titles and objectives indicaie the

relationships between these components and the organizing concepts.

Selection of'Products

When this project in transfonnatjonal development was first con-
ceived, it was expected that there would be a number of available products
related to teacher responsiveness that could be utilized within the
package. However, as the goals and training strategy became more and
mofe c]éar]y defined, thé number of suitable products became more and
more limited. Finally, the criterion for selection became rather specific.
To be incorporated into this particular training package, a product had
to: |

1: ‘utilize or readily allow a comparative approach to instructional

strategies, rather than present a strategy as the "preferred"
method of instruction,

2. relate to or explicate one or more of the key organizing con-’

cepts of the package, |

3. permit easy selection bf a particular segment, cr be compact

enough in its entirety to form a modu]e'of reasonably brief

length for a package combosed of several modules.
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In addition, while it was never a conscious criterion, we caﬁnot help
nofing in retrospect that the products sé]ected for transformation were
all product; with which we were thoréughly familiar, having in many in-
stances taught with them. Familiarity with product is probably an
essential requirement for effective transformation, and tﬁis_point will
be discussed_in more detail in a later section of this paper.

The specific products deemed suitable and those finally selected for
inclusion in the Responsive Teaching package are listed in the chart ua
the preceeding page. _In each case some change iﬁ product was necessary
and these changes are also noted fn the chart. Where no products are
Tisted, it was necessary for us to develop a épecific module to fulfill
the objectives of that particular component. That development is currently

in progress.

The Answer?

Clearly it is too soon to say that we have answered the question:
“How can we train teachers to develop their skill in purposeful variaticn
in use of curriculum materiais?" We must wait for the fie]d test of the
final broduct. However, we have hypothesized one possible answer to the
question and it'islexemp]ified in our development of the Responsive Teach-
ing package. We are. in effect, betting our money that a training strategy
based on comparison of alternative procedures, a careful organization of
key concepts, and a critical selection, adaptation, and production of
components suitabié to both the training strategy and the organization

of concepts will do the job.



Promoting Adaptation of Materials

The typical teacher training product is designed to be used in a
particular way and the field testing of products is planned to assess
the effectiveness of the product, so that it can be stamped with the
Good- Housekeeping seal and “guaranteed effective when.used as airected.V
As noted earlier, no product can be used within a training program with-
out some change in its meaning and, therefore, in its effectiveness.

But beyond that there are many instances where products need to be
adapted.somewhat to suit the unique training goals of a particular pro-
gfam. It is possible for the product developer to assist in that process,
though few developers have taken advantage qf the opportunity to da;e.

To illustrate one approach to this problem, we can examine another
aspect of the Résponsive Teaching package, which is designed in part to
encourage adaptation by the “local user," whether that be the teacher
educator who is administering the package or the teacher trainee who is
engaged with the materials. There are three points where adaptation is

particularly invited, and there are three types of possibie adaptation.

Adaptation of Training Strategy

The introductory hodu?e, "Comparative Observation: Assessing
Variations in Teaching Sty1e," is designed to permit adaptation through
selection of alternative instructional formats. Trainees are introduced
tolthe précess of 6bserving yariations in teaching style by two sets of
‘materials which assist them in déve]oping categories (or concepts) of
teaching behavior to guide their observation. One option is a_p?ogrammed

instruction booklet which can be used by the trainee alone or with a -
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partner. The other option is a discussion guide which can he used by
an instructor with a small to moderately-sized arcup, or by a group of
trainees operating alone. Both inst§uctiqna] procedures result in the
production of a simple category system designed by the individual trainee
for thé purpose of observing his/her own teaching behavior, |

This type of product design permits the local user to select the
instructional format according to a number of possible criteria, sucﬁ asl
which format will be most supportive of program goals, or which format
will provide the most instructional variety) or which format is most
responsive to the preferred learning style of the individual trainee.
Pfoviding this alternative necessitates an additional wrinkle in the
field test procedure, but it need not be an expensive or complex addition.
In this particular case the two alternative formats were tested with |
different groups of inservice teachers to detevmine whether they did
indeed lead to similar output and were equally pa]atab]e.to teéchers.
The materials and the field test have been more fullv described elsewhere

(Morine, 1973).

Adaptation of Training Sequenca

Both the introductory module just discussed and the module on
"Student Learning Style: Assessing Variation in Need_for Structure" are
designed to permit adaptation by reorganization of training sequence.
Thé first allows for variation in sequencing of materials within a
single module. The second allows for variation in placement of a
particular module within the training system.

The thres major instruciional activities of the intrcductory module

on observing variations in teaching style involve: developing 2 simple
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observational system; planning, teaching, and analyzing two lessons in

an attempt to vary the method of teaching a particular concept; analyzing
four videotaped lessons in which instructional method is varied while
content reméins’essentia]]y the same. The module is designed so that
.these acfivities can be engaged in in any order. For example, instead

of the sequence given above, a trainee might begin by analyzing the feuf
videotaped lessons, then move to developing an observational systém and
teaching his own two compafative lessons. To field test the effectiveness
of é]ternative sequences, the deve1opef must have different groups of
teachers use the materials in different orders aﬁd demonstrate that the
behavioral outcomes are similar regardless of order. Our field test of
this particular module did indicate this similarity (Morine, 1973).

In the chart outlining détai1s of the Responsive Teaching package,
the module on student learning style follows comparison of the two instruc-
tional strategies, and preceeds exp]orafidn of the variations of particular
skills that permit modification of each strategy. This p1ahement is based
on the idea that the trainee ought to understand the.instructiona1 purpose
of variation before studying the more fine-grained aspects of the_fech~
nique . of variation. However, a case can be méde for an alternative
placement of this module betWeen ”Cbncept Learning, Phase I" and "Concept
Learning in Action (I)," on the grounds that dévelopment of skill in
diagnosing pupil need for structure should be followed as closely as
possible by application of that skiil in interaction with pupils.

Both sequencas seem rational. In this case their effects may be
slightly different, in that the first organization may prombte more skill

in techniques of varying data organization, while the second may promote



more skill in diagnosing student Jearning style. The decision of which
sequence to use could be mads by the developer, but adaptation by the
tocal user can be encouragad by field testing the materials under both
organizationa1'conditions énd'reporting the comparative results 1o the
potent{al_user so that he can make an informed decision based on his own
program priorities. This latter proceduve is the one we hope to Tollow

in our summer field test of the Responsive Teaching package.

Adaptation of Specific Content

The three modules on “Concept Learning in Action” are dasigned to

permit adaptation through selection of specific content to be_ccvered

in the microteach sessions. ‘In tﬁis case the adaptation would probably
- be made by the teacher trainee rather than the teacher educator. In each
module the trainee is provided with curriculum materials to use with
pupils, and the particular concept to be attained or the topic around
which concepts are to be formed is specified. Three curriculum areas are
covered. Data on a medieval town in England ére provided for use by the
trainee who wishes to teach %ocia1 studies'concepts. Materials on
tinguistics afe provided for use by the trainee who wishes to teach
janguage concepts. Materials on a mathematical system called a Tattice
are provided for use by the trainee who wishes to teach mathematics con-
gepts. In each case the curriculum content is atypical of normal classroom
curriculum so that the teacher will feel Tree to experiment with teachirg
strategy without worrying about detriments to pupil understanding of basic
"required" concepts. The conter - also been seiected because it can

be used readily with children frow grades three through six, and it can

be presented effectively in either concept attainment lesson or concept

formation lessons.
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| Providing this option of subject matter content to be taught by
trainees adds some complexity to the Responsive Teaching package. Since
all of the specific topics are rather uncommon, the trainee must be
introduced to them early and must deve]bp some confidence in his know-
ledge of tt:z concepts contained in the materials. 7To accomplish this
the three content areas are used throughout the package in various ways.
The four alternative lessons presented for analysis in the introductory
module all deal with the topic "Operations on a Mathematical Lattice.”
The module on "“Concept Formation gnd Concept Attainment: Comparing -
Teaching Processes"” exemplifies the two instructionai strategies through
a videotape of two Tessons on the medieval English town. The-module on
"Comparing Curriculum Applications" presents additional examples of
lessons on linguistics and the lattice, using both instructional. strategies
in each content area. The three moduTes on "Concept Learning (Phase I,
II, and III)," which present variat{ons in use of particular responsive
skills, use examples throughout based on content in linguistics and the
lattice.

It is expected that this series of preséntations of the content areas
will serve to make the teacher trainee comfortable enough with the various
topics to exekci§e the option to exp]ofe different subject areas that the
package provides. This is one of the questions that.the summer field
test will have to answer. The point to be made fn relation to encourage- .
ment of adaptation, however, is that providing an opportunity for adapfation
of specific content, at least in this instance, requires much more planning
and additional effort by the developer than the other two forms of

adaptation.
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Transforming Available Products

There are varying -degrees of transformation or adaptation of products
that occur with incorporation of a product into a local program of a new
training system. In the case of development of the Responsive Taaching
package a moderate degree of transformation was necessary with svery
product selected for inclusion. It would be possible to discuss the
transformation process simply in terms of these specific changes, but it
seems more productive to attempt a general perspective.

An analogy fs a useful tool to provide such a perspective. It can
enable us to see new facets of a familiar process and may proyide clues
for reconcepualization. We test the effectiveness of an analogy by the
clarification it prdduces. One analngy that seems to have interesting
possibilities is é comparison betweeﬁ transformation of training producté
and transformation of’1anguagé. Let us examine the ideas thal might

develop out of such a comparison.

The Analogy
We are all practitioners of the art/scfence of Tinguistic transfor-
mation. It is a skill we mastered at a very early age. Most of us have
never bothered to explicate the_1ingui§tic operatinns that we use or the
properties (rules) that govern our use bf these transformational operations.
But once they are explicated to us they are easily recognizable and
familiar. For this reason trie process of linguistic transformation seems
to provide an excellent anaiogy from which we can attain a new perspective

of the process of transforming training products.
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A sentence can be compared to a training product. A sentence is
a mini-system of communication that functions within the context of a
paragrapn or a conversation to cOnvey a message. A training prpduct is
a mini-system of instruction that functions within the context of . a
training progrém to convey éoncepts and skills. A sentence can be -
analyzed to determine how its individual words contribute to understand-
ing of the message. A training product can be evaluated on the basis of
its ability to elicit mastery of concepts and skills. A sentence can be

transformed. So, clearly, can a traihing.product.

Why Do We Transform?

Wé transform a sentence because we want to change its meaning, either
to carry a.more explicit messa 2 or to carry a modified message. We
transform a training product f . the same reason.’ We want to shift its
meaning or vary its effect i» order to increase the effgctiveness of the
total traihing program. |

There are two types of meaning fn a sentence--Jexical meaning and
structural meaning. We can transform the meaning of a sentence by
changing either type of meaning. For example, when we shift from saying,
"Teacher training is effeétive,” to asking, "Is teacher training ef-
fective?" we have changed the structura1'meaning of the sentence. When
we shift from saying"TeaCher training 1is. effective," to saying, "Teacher
tfaining is fmpossib]e,” we héQe changed the lexical meaning of the .
sentence. When We shift from saying, "Teacher training is effective,"
to asking, "Is teachef training impossible?” we have changed both
structutal and lexical meaning, and tHe result is a much more extensive

transformation,
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There,are also two types of meaning in a fraining product--conceptual
meaning and procedural meaning. We can transform the meaning of the
product by changing either type of meaning. For example, we couid change
the conceptual meaning of the Minicourse on Effective Questioning by ad-
ding a lesson on the effects of alternative sequencing of lower order
and higher order questions,_comparing the effects of a series of lower
order questions followed by a higher order questions to the effects of a
higher order question followed by a series of Tower order questions. We
~could change the procedural meaning of that Minicourse by having tfainees
receive feedback on their microteach fessons from peer groups rather than
from vfdeotapes. Either transformation would change the learning that
resulted from use of the product. If we made both changes we would have

a quite different product than the one with which we began.

What Are the Operations That Transform?

The opefations that we use to transform serftences can affect either
structural or lexical meaning. The moét commonly used operations-are
substitution,-expansion, contraction, change in word order, and change
~in word form. The following examples illustrate these operations, ap-
plied to the sentence, "Teachers affect their pupils.”

Substitution: Teaghers understand their pupiis.

Expansion: Teachers sometimes affect their pupils.

Coﬁtraction: Teachers affect pupils.

Word Order: Pupils affect their teachers,

Word Form: Teachers affected théir pupils. (Remember the good old

days?)
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Each of these operations changes the meaning of the original sentence.
You will note that soﬁe operations chahge the meaning more than sthers.
We select an operation depending upon the kind of meaning change we
wish to make.
" The same operations can be used to transform training products. In
this instance too we select an operétion to suit our pufpose, to change
the meaning of the.product in a particular way. To iiTustrate.the
several operations apb]ied to product transformation we can examine the
ﬁhanges that are being made in the products fncorporated into the Responsive

Teaching pdckage. (See chart on pg. 7a, 7b, 7c.)

Exéansion, The "Entry Module," originally developed by the Bay Area
Teacher Training Complex for general use in introducing teachers o obser-
vation of their own teaching behavior, neeced a change in meaning to be-

come an effective introductory module for the Résponsive Teaching package.

The revised module required an increased emphasis or a focusing of attention =~

on variation in teaching style for the purpose of varying opportunity for
expression of pupil initiative. The change .in effect is to introduce
teachers to purposeful variation rather than to variation for its own sake.

This change in meaning is accomplished by i@ operation of expansion. It

invelves adding further structure in the form of new divections to the

trainee for each activity in the module.

“Component form. The concept learning exercises included in the book

Discovery: A Challenge to Teachers (Morine and Morine, 1973) were designed

to demonstrate the effects of varying amounts of structure on concept

Jearning processes. However, all of the materials used arc in printed
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form. The point of effects of variation can be made much more clearly

if the variation is more extensive. Therefore, it was decided to revise
these exercises by using slides instead of printed pictures, an audio -
tape in place of printed music, and a set of concrete manipulable
materials as a substitute for a pictorial display cof such materiais.

The change fnleffect is to introduce teachers to the effects -of variation
in form of data as well as variation in structure or organization of data.
This change in meaning is accomplished by the operation of changing

component form. It involves a transformation of the form of materials to

be used by the teacher trainee.

Component order. The module that is to introduce teachers to con-

cept formation and concept attainment.as teaching strategies will utilize

training materials from two sources: the SRA product on Three Teaching

Stfategig§_(doyce and Weil, 1972) and the previously mentioned book,

Discovery: A Challenge to Teachers. In each case the teaching strategy

is presented in addition to other strategies, but each strategy is con-
sidered separately, and comparison of strafégies is not a heavily emphasized
aspect of training. To further emphasize the comparative process as an
effective method of studying variation in teaching styie, it was decided

to revise these products by presenting the two strategies in comparative
fashion. Rather than learning the two strategies in sequence, one after

the other, teachers will learn them simultaneously. and clarify them by -
contrasting them. The change in effect is to promote the attitude that

comparison is a useful analytic teoi. This change in meaning is accomplished -

by the operation of changing component order. It involves a shift in the.

order of presentation of instructional materials.



Substitution. Tnis particular module also regquired one other trans-

formation of products. In the original training materials the two
instructional strategies were illustrated with a variety of curriculum
topics. The Responsive Teaching package rejuires teachers to become‘
familiar with three particular curriculum topics, which they might use

in their mfcroteach lessons. As noted earlier, it was decided that these
topics should be introduced early and used to exeﬁp]ify teaching strategies

and skill variations. Therefore, the substitution operation was used,

and the training froducts were revised to include illustrations based on
teaching concepts related to a medieval English town, linguistics, and

a mathematical lattice.

“Contraction. The three curriculum topics to be uséd in microteach
lessons were selected because they were both atypical and adaptable for
various grade levels and teaching strategies. For eacﬁ topic a set of
curriculum materials existed for use by chjidrén, although in the case
df the lattice these were not written materials. To incorporate these
products into tﬁe Responsive Teaching package it was hetessary to Timit
the amount of content teachers»wou]d be asked to cover in the microteach
Tessons. If was decided that the content should be of a general, intre-
dhctohy nature, since pupils might be taught only three 1essbhs in the.
topic area. On this basis specific content was selected for each topic
and the remaining avaiiable curriculum materials were "discarded.” - The’
change in effect for both the teachér trainee and fhe pupils is to in-
crease the exploratory nature of the microteach lessons. This change in
meaning is accompTished by the operation of contraction. It involves

deletion of some part of the product being adapted.
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Contextual transformation. FEarlier the point was made that a train-

ing product was necessarily transformed whenever it was placed in the
context of a new training system. This point can now be illustrated

by use of our analogy. In addition to the five operations discussed

abové, a sentence can be transforﬁed by placing it in a new context.

For example, let us considér the sentence, "We need more trained teachers.“
We can shift its meaning by'p1a¢ing it in the context of two different
paragraphs: ' |

1. We need more trained teachers. We need them the way we need

more air poi]ution, an extended population exp]osion, and a
new Arab-Israeli war. And our schools of educaticn are
responding'to this need, continuing to produce newly
credentialled teachers as éure1y as our factories continue

to produce smog.

2. e need more trained teachers. Not more teachers, but more
trained teachers. We need teachers whose skills have been up-
dated, teachers who can cope with the problems of.education in
a society shaken by future shock.‘

Contextual trahsformation is an inevitable result of placing a
sentence in a new paragraph and of placing a trainfng product in a new
training system. Each of the products chosen for incorporation into the
Responsive Teaching package has undergone some transfermation: in additipn
to the planned changes discussed above, because each product is now

surrounded by additional products that reinforce selected meanings.
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Non-analogous Aspects of Transformation

When we use an anaiogy as a tool to clarify ouk thinking and assist
in describing aﬁ event or process, it is important that our comparison
indicate points of dissimilarity as well. Llet us ﬁake perticuiar note
here that if we simultaneously use all five operafions in transformihg
a sentence, we change the meanfng 50 greatly that it is c¢ifficult to
recogﬁize that one sentence is derived from the other. For example, if

we apply all five operations to the sentence,

Learning outcomes are closely related to pupil skills. -
we can arrive at the transformeﬁ sentence,

Someday teachiné skills wfi] be related to gupil outccmes.

This extensive transformation takes us in five simplie steps* from a state-
ment of one of the few established "truths" of educational research to a
statement of what many consider to be an elusive mirage tempting educa-
tional researchers ever deeper into the desert of nonproductive investi~
gation.

However, if we apply all five of the transformational operations
discussed earlier to a single training product, we find that we still

have a recognizable product despite the several changes. While it is not

* Learning outcomes are closely related to pupil skills.
Contraction: Learning outcomes are related to pupil skills.
Word Form: Learning outcomes will be related to pupil skills,
Word Order: Learning skilis will be related to pupii outcomes.
- Substitution: Teaching skills will be related to pupil outcomes.
Expansion: Someday teaching skills will be related to pupil outcomes.
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proéab]e_that such an extensive adaptation of a product would occur very
frequentiy as a result of local use of a prbduct, it is possible for us
to transform a product in a variety of ways and still retain much of the
meaning or message of the original. This fact.can be illustrated by con-
sidering the possibilities of adapting the Minicourse on Independent
Learning for inclusion in the Responsive Teaching package.

N
VIt

[0

type of pupil initiative that teachers can Tearn to support and

- increase is pupil ability to direct their personal 1earning activities.
The Far West Laboratory's Minicourse on Organizing Independent iLearning:
Intermediate Grades is a product that trains teachers to negotiate learn-
ing contracts with pupi1s and to manage an instructional environment
where part of the currfcu]um is based on this approach to individualized
Jearning. Tnis Minicourse could be transformed or adapted in various
ways before its inclusion in the Responsive Teaching package, to better
faci]itate'attéinment of the goals of the new training system. Let us
examine some of the possibilities in terms of the five transfbrmationa]

operations.

Substitution. The contract form presented in the Minicourse is

rather open and assumes that the teacher in the interaction of negotiat-
ing the contract will provide additional guidance to pupils who need

more structure. This could have the effect of continuing pupil dependence
on the teacher, since the Tow-initiative pupil would have a great deal of
difficulty tackling this open contract forh on his own. To facilitate

the training purpose of enabling teachers to increase bupi1 initiative

~ we could transform'the.Miniﬁourse by substituting a group of optional

contract forms for the one form originaily provided. The optional
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forms would vary in'the amount of structure they provided to the pupil.
For the more dependent pupil two or three behavioral objectives could be
pre-stated as stems with open endings to be>comp19ted by the pupil.
Several types of possible resources could be listed for the nunil ta
choose from, then specify a particu]ér resource of that type. A variety
of outcome types could also be listed to structure possibilities.
Finally, the section for scheduling checkpoints could be organized so
that the Tow-initiative student indicated a task to be accomplished each

day.
This kind of substitution would provide the teacher trainee with an

opportunity to practice varying the amount of structure provided by
curriculum materials, so that pupils of low initiative would have more
guidance from the materials, could pre-plan part of their independent
learning project before meeting with the teacher in a contract negotiation,

and could gradually rely less on teacher guidance.

Expansior. The Minicourse provides teacher trainees with instruction
on stating behavioral objectives. It is assumed that teachers will then
use this'skill‘to help pupils restate their goals for independent learning
in specific, meaﬁurab]e tErhs. This component of the Minicourse could be
expanded to further increase pupil initia;ive by providing additional in-
structional materials that would also teach the pupils to state objectives
" in behavioral ‘terms. Pupils would thus develop a skill that would assist
them iﬁ further independent planning of pevsonal activities, and theytwou]d
viot need to rely on the teacher to heip them restate and clarify their

objectives.
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Contréction. The Minicourse includes a section that trains teachers
to discriminate between pupils wnho will need a great deal of teacher
guidance in planning and impiementing iearhing cbntracts, and pupiis who
will need little assistance. The dfscrimination measure§ fe]ate specifi-
cally to use of learning contracts and include such items ag: specificity
of 1earning objectives stated by by the pupil; variety cf resources
identified by the pupil; clarity of procedural steps outlined by thé
pupil. As part of the Responsive Teaching package teachers will learn
to diScrﬁminate between pupi]s of.high and low initiative, using more
general observétiona] measures of student iearning style, or need for
structure. This training wf11 cccur early in the sequence of instruc-
tional acﬁivities,,before teachers begin to investigate particular teach-
ingAstrateQies. The discrimination training in the Minicourse would
therefore be largely redundant when the Minicourse was used as part of
the Responsive Teaching package, and it woq1d he appropriate to transform
the Minicourse by contraction, removing the section on diagnosing pupil

need for teacher guidance.

Component ordey and component form., The Minicourse is designed

around a training procedure that involves viewing a model teacher dis-
playing particular skil]s,_practicing those came skills in a microteach
lesson, evaluating the results, and reteaching & similar lesson in order
to imprbve use of those skf]ls. This procedure involves both an order
ot fraining_(view model, microteach, get feedback, evaluate, réteach)
and a form of training (repeated attempts to approximate a phescribed

model of skill use).



. The training strategy used in the Responsive Teaching package in-
volves comparison of alternative patterns of responding to pupils, with
the criterion of effectiveness being an increase in pubi] initiative.

The change in ccmponent form thereforea, is a shift from repeated attempts
by a teacher trainee to approximate a prescribed modal of skill use to
repeated investigations by a teacher trainee to determine which of two
alternative patterns of skill use is more effective with pupiis who
demonstrate a need for a particular amount of structure. This chanje in
component form also involves a change in component order. In the original
Minicourse the order of skill practice is: |
plan-—» microteach—> get feedback-——> evaluate —» replan—s reteach. In
the transformation to use of inguiry projects the order of skill practice
becomes: plan—y microteach 1—s microteach 2-—> get feedback—> evaluate.
The comparison of the microteach lesson to a model of skill use in the
~original Minicourse procedure makes féedbéck and evaluation an essential
intermediate step in the practice sequeﬁce. The comparison of two
alternative patterns of skill use in the Responsive Teaching procedure
makes feedback and evaluation more productivé as a final step in the
practice sequence. The shift in Minicourse procedure to use of comparative
analysis as a training strategy that will further reinforce the goal of
purposeful variation is, therefore, a product transformation that is |

accomplished by changing both component order and component form.

Effects of extensive transformation. Adaptation of the Minicourse

on Independent Learning could utilize all five transformation operations

simultaneously. This extensive transformation could make the Minicourse
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a much more effective component of the Responsive Teaching package. But
it would not make the Minicourse unreccgnizable. Extensive transformetion
of a preduct does not have quite the same effect as extensive fransfor-

mation of a sentence.

How Does One Learn te Transform?

The craft of the effective writer or conversationalist 1ies in
his/her ability to manipulate Tanguage, inventing it and adapting it
a$ necessary to identify, clarify, and underscore an important idea.
The craft of the efféctivelteacher educator 1ies in his/her ability to
manipulate training materials, inventing them and adapting them as
necessary to delineate, illustrate, and instigate app}fcations_ofl
important concepts and skills. Manipulation of language is a craft we
all have mastered. Manfpu?ation of training materials is a craft that
has as yet been practiced by very few. We could all benefit by
increased skill in this form of the adaptive arts. Rut how might such

skill be developed?

We learn to transform language by fivst.learning the individual
units of meaning (wOrds) and the structural forms (basi; sentence
dpattekns). A baby cén speak single words to which meaning is attached
ﬁﬁd can utter sequences of sound with the 1nf]ectiona? patterns of
.sfézements.and questions. From this éariy begirning we practice by
sending and receiving very simple, then gradually more and more complex
messages. As we send messages we test our skill by gathering feedback
in the form of active or verbal responses from cur listeners. As we
receive messages we improve our skiil by comprehending meaning that is

conveyed in-a variety of ways.
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It might be productive to teach ourselves to transform training
products in the same way we taught.ourselves to transform Tanguage.
We would first have to beénme thoroughly familiar with both thé
individual components 6f'products and the various procedural forms, We
would have to practice sending meaning by transforming a product, énd
testing it_to determine whether it ccnveyed the intended meaning to-
others. MWe would have to practice receiving meaning by working through
products developed or transformed by others to determine what messages
they carried for us. A thorough know]edge of a wide variety éf products
and training procedures frdm the perspective of both trainer and trainee

is probably a prerequisite to competent transformation of training products.

The first ru]e of transformational development is undoubted1y:
Familiarity breeds facility. But as we try to teach ourselves the
transformational process, we wi11.quick1y discover that a knowledge of
products, rules, and opefations is not enough. A baby learns to speak
because evenything in his social system reward§ and encourages that Tearn- .
ing. If teachers, teacher educators, and developers are to learn to
transform pfoducts, the social system muét reward and encourége them.

At present such encouragehent does not exist. But it could be provided.
e would need training products that encouraged teachers to develop gki]]

in purposeful variation of curriculum materials. We would need tested

~training products that encouraged adaptation by the local user. We

would need funded development projects that encouraged transformation‘of
available products for incorporation into héw training systems. The

traﬁsformationa] development project described here is only a small step,
but it is a step in the right direction, if adaptation orutrahsformation

N

is indeed our goal.
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Competency Check

Are you an adept adapter?

| Do you.deftly change the drift?

Can you trickily transform training

And adroitly manuever the shift?

Do your talents extend to expansion?
Are you snappy at snipping too?.

Then a critical craft has been mastered

And you're one of a facile few.



