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i Introduction

When the manuseript (or this book had been completed, the authors felt
that a brief chapter was needed at the beginning to provide some back-
ground and set the stage for the remainder of the ook, Specifically, it
would (1) define some of the unique tevms that are used throughout the
book, (2) provide a quick review of TTT at the national and local levels,
and (3) encapsulate the remaining chapters of the be -k, In sum, its pur-
pose then and now is to give the reader a running start in dealing with the
T'IT ideas and activities presented in this book.

The T'T'F Program originated at the national kevel as one of ten programs
administeeed by the Office of Education under authorization from the
Education Professions Development Act (EPDA) enacted by the Congress
in 1967, The primary focus of T'IT was the improvemer-* € tea her edu-
cation. The precise meaning of the TTT aeronym was never completely
clear but the major variations in meaning, if we can call them that, are
Training of Teacher Trainers and Trainers of Teacher Trainers, Later in the
book we discuss the shifts in meaning and their significance to local pro-
jeet personnel, For now, it is sufficient for the reader to understand that
tine taain thrust of TTT was focused on teacher education personnel rather
than on the presservice and in service pemonnel they trained. In TTT term-
inology the undergraduate students are teachers in training or ‘U's: the
graduate students and publie sehool teachers who serve as supervising tea-
chersare teacher trainers or ™17%, and university graduate professors,
superintendants, deans, and other school and university adiinistrators are
trainers of teacher trainers or T1TT s, Community persons could be any-
thing from T'T'Ts (or even TT'Ts) to minus T's or paraprofessionals in
training.

One of the central ideas of the national T'TI Program was a principle
hnown as “parity,” Parity required equal or near eqaal involvement from
the Sehool of Education, the College of Arts and Sciences, the publie
schools and the conununity in the planning and conduct of a loeal project.
In some contexty, a fifth group, the students enrolled in TT'1 programs,
were also given parity ste s, What parity meant or could mean in actual
practice was determined oy cach local project ax it attempted to forge a




viable amalgamation of these groups,

The national T'1'T Program struck an interesting balance between provid-
ing direction and guidelines on the one hand and permitting local discre-
tion, flexibility, and choice on the other. It evolved a number of guidelines
and emphasized certain ideas in keeping with its belief about how signifi-
cant change was to be brought about in teacher education, Parity has al-
ready been mentioned as one of the cornerstones of the national program.
Another guideline was providing better service to populations least well
served in the past. Included were urban dwellers, low-income families,
blachs, Chicanos, native Americans and other minority groups, poor rural
whites such as those found in Appalachia, and similar groups. The national
program also emphasized institutioral change, It expeeted proposals and
programs to develop strategies for bringing about institutional change in
the hope that improvements would remain relatively permanent and stimu-
late similar developments in other institutions, It encouraged the institu-
tionalization of “proven’ programs und based some of its funding deci-
sions on movement in this direction, At the individual change level, it
established TTT gatekeepers as one of the prime targets of change and
expected programs to have spinoff or multiplier effects as a result of this
and other guidelines,

The national program established a wide variety of means to achieve its
ends. The Leadership Training Institute (LT1) was a group of professional
and nonprofessional advisors established to provide consultation on policy
matters and to perform several other funetions. {he national TTT staff
also initiated a conference or workshop program, developed regional
groupings of projects called clusters and contracted for several evaluation
efforts,

The Indiana 1Tl Project grew out of a proposal submitted in June 1968,
It was a decentralized project from its inception, operating as many as six
major programs during its most active years. These programs are described
briefly below so that you will know them when you encounter them later
in more detail.

Prafessional-Year Program  As its title implies, the Professional-Year
Program was a field-based program covering one year in elementary school
settings, 1t was designed to provide greater reality orientation to methods
professors and graduate student interns, to integrate methods instruction
and student teaching, to upgrade the supervisory skills « f public school
supervising teachers and to provide a more integrated, comprehensive pro-
gram for undergraduate majors in elementary education, It was the largest
Indiana program in both numbers involved and resources expended.

te
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Communuy Involvement Program  This program represented an effort
to stimulate greater inmvolvement of community persons in teacher educa.
ton throngh training sessions, seminars, class presentations, field experi-
ences and similar deviees, It provided inputs to the “regular’ teacher
education program at Indiana as well as to other TTT programs such as
Professional-Year and Urban Education. Ageney personnel and private
citicens participated in small town (Bloomington) and large city (Indian.
apolis) settings,

U rban Education Program  The Urban Education Program, based in
Indianapolis, consisted of three separate though interwoven strands of
activity . Une of these was a week-long progeam of visitation and observa-
tion in inner ¢ity schools and agencies cach semester. While it was designed
primarily for Professional-Year staft and students, it served other groups as
well The Urlan Collage Weekend provided a weekend live-in experience
for professors, graduate students, public school teachers, Bloomington
residents, and undergraduate students designed to expose them to the
urban vulture throngh a variety of activities. Except for a few “scholar-
ships" each participant paid his own way. The Urban Semester Program
combined student teaching with work experience in social agencies for
tlementary and secondary majors in education. It also provided similar
experiences in social agencies for students in Arts and Seiences. The stu-
dents lived in the inner city, took part in a special academic program, and
participated in a variety of exposure experiences as well. Both the Urban
Collage Weekend and the Urban Semester Program were carried out in part
throngh a subcontract with Flanner House, a social service ageney in
Indianapolis.

Multiple Arts Program The Multiple Arts Program was a cooperative
effort between the School of Music, the School of Health, Physical Educa-
tion, and Recreation, Art Education in the School of Education, and the
Monroe County Community Schools.® It provided graduate training for
specialists inan integrated, erative-coneept approach to the teaching of
music, art, and movement in elementary schools. It used some of the same
schools as the Professional-Year Program.

Secondary Mathematics Program  This program, one of the first two
implemented in 1969, involved two university professors from the Mathe-
maties Department in the College of Arts and Sciences, a professor and

*What was the Bloomington Metropolitan School System when the project started
became the Monroe County Comnuunity School Corporation shortly afterward. We
will mahe use of the latter terminology throughout.
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sraduate students in Mathematies Education and secondary school teach-
ers of mathematies in Monroe County Community Schools, It involved a
revision of the grometry courses offered in Mathematics, concurrent revi-
sion of mathematies methods and an integrated program of content,
methods, and student teaching for undergraduate students, All of the
groups worked closely together onall phases of the project,

Early Experience Program  “Farly experience™ referred to the need of
andergraduates to acquire firsthand experience in schools and other set-
tings well in advance of student teaching, 1t was assumed that sucn experi-
ences would provide o more adequate basis for deciding whethe s to teach
or not and if so, to enter student teaching with even greater commitment,
Professors and graduate students in education, publie school teachers, and
community persons participated in the development and implementation
of the field experiences comprising this program, These si. programs con-
stituted the major programmatic thrust for the Indiana TTT Project. All
but one of thew continue to this day in partially or wholly institution-
alized form.

Having deseribed the TTT Program at both national and local levels, all
that remains is a brief overview of the rest of the book. Chapter 11 discusses
the development of the national program in some detail and identifies its
impact on one local project, It is controversial to the extent that it ex-
aines the negative as well as the positive aspeets of the national pro-
aram '~ role,

The third chapter considers the Indiana Projeet in some detail, [t ex-
antines both process and program dimensions and reports our failures as
well as our successes,

The fourth chapter is devoted entirely to the issues and problems that
aros' in the implementation of the local project, 1t discusses these prob-
lets and issues in realistic terms and indicates the strategies we employed
for dealing with them. Hustrations are presented from the Professional-
Year Program, Persons conteraplating the initiation of experimental pro-
grams would be wise to anticipate some of these concerns in advanee of
implementation,

Chapters V and V1 report the results of the program—five, in individual
terms and =ix. in institutional terms, Five relies heavily onactual data gath-
ered during the program, largely from Professional-Year while six mahes
use ot 4 wider variety of data collected in a more informal way. All things
considered, we think the results are significant and do offer evidence of
lasting changes,



The kst chapter offers our recommendations to federal ageney person.
el local project personnel, and to other local ageney personnel for the
planning, funding, and conduct of experimental field-based programs in
tracher education. The recommendations are designed to deal with many
of the issues that are lilely to arise in the impbanentation of such pro-
grams. Inour opinion, if they are followed, all of the parties will be more
hkely to achiese their objectives with the resiat that stronger programs in
teacher education will enterge.

ERIC

Aruitoxt provided by Eic:



I1  National TTT Program

On June 29, 1967, President Johnson signed into law an act entitled the
Education Professions Development Act (EPDA). This act consolidated
many programs that were being carried out under previous legislaiion and
added some new ones, particularly in the field of teacher education. It
included an extension of the Teacher Corps and Title V of the Higher Edu-
cation Act of 1965. Under EPDA, ten separate programs, of which TTT
was but one, were initiated or continued. In ensuing years, some of the
programs were dropped or consolidated with others when funds were re-
duced.

Most «.f us became aware of the TTT Program in the early months of
1968 though guidelines were not distributed in tentative form until March 1
and in final form, until March 15, 1968. Proposals were due on June 1~
three months from the date of the first unoffical announcement.

The national program, conceived and implemented as a five-stage
effort,' began with a planning session in Chicago on October 6, 1967. The
conferees consisted of the deans of liberal arts colleges and education from
four universities selected to serve as host institutions in their respective
geographical areas, consultants drawn from public schools and higher edu-
cation, and members of the Office of Education staff.

During stage two, a series of planning and evaluation conferences were
held at four universities: The University of Georgia, the Univensity of Cali-
fornia at Los Angeles, Michigan State University, and Hunter College of
the City University of New York. The first of these was held at the Univer-
sity of Georgia in early December 1967. It was designed to acquaint indivi-
duals and groups with the TTT Program, to establish guidelines, to begin
the formation of teams of individuals who would develop proposals for
each project, and to develop plans for the institutes which were to be con-
ducted during stage three. Each university also held a week-long institute
during stage three. These took place in January and February 1968. The
purpose of each was to assist teams in preparing detailed plans for pro-
posals by the end of May.

-]




The institute attended by the Tndiana® team was held at Michigan State
University on February 26 to 29, Four purposes were identified i the
materials that were distributed: 1) to translate the guidelines into their
own relevancies, 2) to define the major problems all trainers of teacher
trainers face, 3) to improve relationships and communications anong the
various groups coneerned with teacher training, and 1) to foens upon the
here and now, the present situation, what is hknown, and what might be
done about i."?

Stage four was to be the period between the end of February and June 1
when the tash forces at each location were to produce plans or proposals
based upon an assessient of their educati nal resources and outlining a
unitied approach to the problems of teacher education that were identi-
fied, Aecording to the Michigan State document reierred to cardier
(1-3-068), Al projects must display some sense of the total problem and
present sonte plan that involves all seetors of the educational comumunity
i all phases of the problem: preservice undergraduate. graduate. inservice,
theory and practice, subject matter, materials, and methods.™ \s you can
see. the plan was to represent no small accomplishment on the part of the
task force.

Stage five began after the projects were chosen for funding and opera-
tiontal programs were implewented, For most projeets, this period began
from December of 1968 to July of 1969 and ended at various points from
one to five vears later,

During the period when projects were in operation, the national TTT
Program personnel did five thing to be of sermvice,

They developed and articulated a content and thrust for the national
TTT Prograwm.

They established the Leadership Praining lnstitute (LT1),

They held national conferences at regular intervals,

They established regional groups of TTT projeets called “clusters,”

They developed a national program of evaluation,

* Fhe reader will note that the name of the project doss not include university,
school or any other institution, That was a dehberate choice on our part feeling that
Indiana indicated its location (there was only one T'T'T project in Indiana) and that it
was our intention to have a variety of groups ins olved not only from the schools,
university . and community 4t Bloomington but in other parts of the state as well,
Ninee one of our most interesting programs evolved in Indianapolis, we did follow
through on that intention,

8



Content and Thrast of National T'1F Program

During the fiest vear of the national ‘T'T'T Program. it was diffieult for
persons in the profession to understand what the Office of Education was
tey e to achieve through the program. The gaidelines, distributed in tenta-
tive form on March 1, 1968, covered a single sheet of paper on both sides,
When they appeared in final form on Mareh 13, they were essentially the
stme., This sheet of guidelines provided the following information:

[tidentified 1967 as the starting y ear and estimated that $600,000
would be used for the finst stage of the project prior to July 1, 1968,

[t deseribed the formation of the task forees and the orientation meet-
ings for them and identified the purpose of each task foree as the
desym of individual projeets.

[tstated that the central purpose of TTT was **, . . to test the hypothe-
si~ that the schools of this country can combine on equal terms*
with the colleges and universities to create viable programs for train-
ing teachers of teachers, whether these latter are experieneed school
personnel, graduate students, or teacher-aides,™

[t <t forth the assumption that both the academic and professional
disciplines from the university . pessonnel from the sehools, and
representatives from communities would be involved in the work of
the teams,

It identified the following responsibilities for local teams or task
forces: desigming methods for aceurately assessing loeal needs and
priorities: relating local needs, when appropriate, to national needs;
selecting clientele to be served; determining resources: and outlining
the logisties for carrving out the proposed program.

[t established the following “mandate” for each project: .., to as-
semble the professions and ereate the devices that will bring together
in parity ~the schools and the whole* university in order to coordin.
ate the several components involved in the training of educational
personnel, ™S

In summary , the announcement did use the word parity --a word that
wis to be heard frequently in 17 cireles from then on, It did make refer-
enee to all of the parity groups being involved although the mandate to
coordinate the training was given only to schools and universities. While it
also said that community representatives would participate on the local

1 nderhining appeared in the onginal announcement.




teams, this appeared to have been thinking that emerged from the meet-
ings rather than a description of the makeup of the teams. A roster of
team participants who attended the Michigan State meeting reveals no
community representatives with perhaps one exception, whose affiliation
was not recorded. If the Office of Education and Michigan State Univer-
sity really had this in mind before teams were formed, they did not make
it clear to the participating teams, at least not to the teams participating at
Michigan State,

Fuller descriptions of TTT did not appear until over a year later. A docu-
ment entitled. " Education Professions Development Act—Program
Information--Trainers of Teacher Trainers Program,”™ was distributed to
the directors of projects in July 1969. It provided background on EPDA
and identified program comniitments and priorities for the act as a whole.
It also provided details on the TTT Program. This material did not depart a
great deal from the material distributed the year before, 1t did place slight-
Iy more emphasis on institutional change and on the concept of gate-
keepers, ™. . . change agents who as the anony mous but nonetheless real
teachers of teacher trainers, have the desire and power to bring into effect
such reforms previous experience had shown to be necessary.” It re-
iterated concepts such as parity involvement, the integration of preservice
and inservice programs, and the T'TT focus, which now read “teachers of
teacher trainers” rather than **training of teacher trainers.” Finally, it
made a reference to disadvantaged and minority groups, which, while
brief, was a sign of dire ctions to come. The remainder of the document
was spent describing the procedures for preparing and submitting pro-
posals, A note on the last page anncunced the establishment of a Leader-
ship Training Institute (LT1) for each of the ten EPDA programs and the
appointment of Harry Rivlin, Dean of the School of Education at Ford-
ham University, to serve as director of the LTI for the TTT Program.

A document distributed in the fall of 1970 provided the most complete
description of the national T'TT Program. It identified five guidelines for
the design of TTT projects:

The focus of the project must be on the identification, recruitment,
and training of TTT s,

TIT projects must insure a halance among the consumers and pro-
ducers concerned with the training of educational personnel.

Because TT projects are directed at educational reform, they should
consider and include the best of recent educational developments
and focus on the most critical of current educational issues,

10
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Improvements resulting from the projects should be institutionalized -
that is. become a part of the system for preparing trainers and
teachers,

Since the TT1 is a demonstration program, each program should de-
velop strategies to achieve a maximum multiplier effect.’

The first two items are restatements of similar themes in previous years,
but a critical shift had taken place in each of them, In item one, the focus,
deseribed initially as the training of teacher trainers, had shifted by the
second year to teachers of teacher trainers and by the third year to a near-
Iy exclusive emphasis on the training of T'T'1"s, This is underscored by the
following statement. “TT'T projects may include TT’s, T, students, and
aides when their participation is a means to the goal of training TTT’s.”®
This ix quite a different statement from the one that appeared in the
March 1968 announcement. It read: “Such programs-to-be include the
preparation of teachers of teachers for the colleges and universities, for the
schools, and at either the preservice or inservice level, or both.”® While
such shifts in emphasis may appear subtle in print, they have a consider-
able impact when translated into practice, particularly for projects that
vegan with one mix of participants only to find that such a mix was not
completely acceptable by the second or third year.

A similar difficulty ovcurred with item two. What began as a vague refer-
ence to community participants in 1968 was eventually spelled out in con-
siderable detail in 1970, “There are at least three kinds of community
participants,” the ‘70 document said. They are: national resource persons
who have expertise in the problems of children from low socioeconomie
backgrounds, local resource persons who live in the school communities
used by the training projects, and individuals living in communities from
which they will return.”® The example given is particularly enlightening:

For example, a TTT participant receives his training in

Alaska and returns to his University in Delaware to develop

new and improved tramning programs. The legitimacy of

these programs must be tested in Delaware, not Alaska.!!

The document never addressed the qquestion of how the latter was to be
accomplished. One other shift was occurring in the community theme,
While original references were to community representatives, later ones
specified low-income, disadvantaged, and minority communities. *“It is
suggested (but in no sense required) that TTT projects give priority to this
critical issue ™' 2 (of involving low income minority group persons).

Lest we be misunderstood, let us make one point clear. We approve and
applaud the offorts of the Office of Education to evolve its program at the



national leval, There are many examples of national programs that are
established in final form belore they begin and that never learn from the
ongoing process in which they are involved. This was ot the case with the
111 Program. and we would not want it otherwise, But it is an inescapable
fact that the evolrtion of the national program posed problems —sometime
serions ones - for local projects *t meant a continual attempt on the, part
of local personnel to adjust to the latest shifts and refinements of the
Office of fducation poliey. Given sufficient time, adjustment may not
have been particularly difficult or traumatic ~but we were seldom afforded
the lusury of time, Guidelines would arrive and proposals would be due a
short time afterward. Dropping a set of persons you have established rela-
tions with and establishing relations with a new set goes far beyvond writing
it down in a proposal. One vear’s lead time ix a minimal period for shifts of
this magnitude. Yet. the Office of Education seemed to expeet the shifts
to occur almost immediately asif local project staffs <should have been able
to anticipate its moves, [n retrospect, one can see the beginnings of some
=hifts, but their significance was overlooked in the hurly burly of being
there.

Such shifts in poliey and direction need to be encouraged at the national
level, but national planners should also be aware of how important it is to
) announee such shifts well in advanee of the expected timing, 2) provide
a~ mueh information as possible before, during, and after the shift, 3) in-
volve representatives from the projects in the making of such decisions,
and 1) understand that announcing such shifts is considerably easier than
carryving them out, Perhaps Office of Education personnel feel they did
cach of these things in the development of new policies and directions, If
they did, their efforts provide further evidence of how difficult the task
really is. At Indiana, we were often one year out of phase with the nation-
al program. When they were emphasizing community involvement, we had
not begun our community program, and when they had embarked on the
“yvear of tae liberal arts,” we were just getting our community involved. It
was reasonable tor them to exercise a leadership role at the national level,
In the futnre, @ minimum of one year's lead time should be allowed to
enable local projects to learn clearly and precisely what is expected, to
work ont appropriate plans to procecd. and to evolve the necessary work-
ing relationships to proceed in effective fashion,



Leadership Training Institute (1'IT)3

he Leadership Training Institute, directed by Dean Harey Rislin of
Fordham University, was a group of people of varying backgrounds--
though most were professional educators or connected with edueation in
sote way. [t was established by the Bureau of Educational Personnel
Develop-ient, the ageney in charge of the TTT Program in the Office of
Fdueation, with the dual responsibility o, advising the Burean on various
asprets of the program and of developing a close working relationship with
project directors and eluster leaders, Thus, its role was a fairly complex
one tfrom the beginning and included 1) coordinating all of the projects to
represent a unified national thrust, 2) assisting planning projects to devel-
op full seale operational programs, 3) identify ing implementation prob-
lems that niight be examined through conferences or other means, 4) visit-
ing operational programs in order to be of assistance to the directors, 3)
organizing workshops in response to the expressed needs of directors, 6)
summarizing and disseminating promising practices and programs, 7) pre-
paring position papers on topices of interest, and 8) generally sorving as
liai~on between the Office of Education on the one hand and project and
cluster personnel on the other, The one thing they were not to do as a
group was to make evaluations of individual projects that would be re-
flected in funding decisions, In other words, Offiee of Education personnel
wisely chose to separate the provision of assistanee to projects through the
LTl and the provision of funds through other channels. Whether such a
separation was actually made in practice is a question needing further
examination, and we shall do that at a later time,

Conferences

O
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\ vumber of conferences or workshops*, as they were called by the
Otfice of Education, were held each year through the auspices of the 1T,
the clusters and the national program itselt. Siee there were a consider-
able numiber of such conferences over the five-year period in which the

*Office of kducation personnel made a fine distinetion between conferences and
workshaps, The reason for the distinetion was never sery elear, but it appeared to
reflect some sort of budgelary restrictions. Apparently, the Office had a wider range
of Tunds available for warkshops than it did for conferenee purposes, Our use of the
word conference s 4 matter of convenienee rather than one of defining any specific
sel of achivities,
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national program was in operation, it would take far too long to try to
examine cach of them in any detail. Instead, various types of conferences
will be described and reactions provided to the conference program as a
whole.

Orientation Conferences These conferences were held ‘n early spring of
1968 and have already been described in detail elsewhere. Their general
purpose was to provide program information and to develop task force
teams which were capable of submitting plans within the TTT guidelines.
Directors’ Conferences Conferences specifically held for directors and
sometimes one or two other key personnel (e.g., evaluation personnel)
tovk a number ol forms. Some of them were simply informational, de-
scribing the next steps to be taken to resubmit proposals or providii'g
awareness of some impending changes in policies or procedures. Some of
them were strictly problem sharing meetings during which common prob-
lems were discussed and ways of resolving them were suggested.
Evaluation Conferences These conferences, more like workshops than
some of the others, usually provided specific information about evaluation
procedures to be used by the Office of Education. They were held at a
number of sites and were sponsored by one or two clusters. Some of them
dealt with the demographic data to be requested by the Office and by the
Department of Health, Education, and Welfare. Others focused on site
visits, described the purposes behind such visits, and indicated the teams
that would be visiting each institution. Still others described major evalua-
tion programs which had been subcontracted to agencies outside the Of-
fice of Education. At least one of these programs called for a very exten-
sive set of data on the objectives and activities of the program and also on
its results. Local plans for evaluation usually were discussed through the
directors’ conferences.

Topical Conferences A\ number of conferences were held around major
topics such as the place of the liberal arts in the training of teachers, the
development of parity participation by all of the groups concerned, the
place of the public schools in the development of teachers, the value of
cultural pluralism, and similar topics.

Problem Oriented Conferences We have already pointed out that some of
the directors’ conferences were oriented toward the resolution of prob-
lems., but these were generally given for directors and a small number of
key personnel. In addition, there were some problem oriented conferences
in which directors were to bring a wide mix of project participants with
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ther1, Sometimes these dealt with a specifiec coneern such as achieving
community involvement or developing parity in the implementation of a
program, and sometimes they were more free-wheeling, covering whatever
problems seem to emerge from the group,

The conferences were generally held by a single cluster or two clusters
wo.king together with additional support, either financial or moral, from
the Office of Education, Sometimes they were designed and implemented
by « . ultants employed by the Office for a specific task. A good example
of thi. .ype was the series of conferences developed and carried out by
Malcolm Provus and his colleagnes to describe the evaluation program
which they had designed for the Office. Except for the orientation semi-
nars, the conferences were rarely held by individual projects or institu-
tions, although single projects often served as hosts. Usually, the types of
prisons to attend were recommended or completely specified in advance.
This was done to assure the participation of all of the parity groups and
program levels at one conferenee or another,

As one might expect, the quality varied widely from zonference to con-
ference. Some seemed to be established on the principle that preparation
and structure, however loose, were tantamount to heresy, Others were
overstructured to the point of not being able to get all the presentations in
beeause someone had taken too long in making an introduction. Still
others were well paced, used a variety of formats, and made use of excel-
lent consultants, including persons who are not professional consultants—
parents and students. It is continually amazing to see how much attention
educators pay to parents and students when they are not the parents and
students they have to deal with on a daily basis. Tn retrospeet, some of the
liveliest moments of those conferences occurre  dimes when parents and
students veere carrying on an animated dialogu  iih teachers and teacher
educators,

Az a whole the conferences probably were no better nor worse than any
other set of professional conferences taken at random. There was a certain
irony in the fact, however that a program which purported to be as erea-
tive as T'I'T, and which was creative in many ways, continued to make use
of the conventional models—conferences, lectures, paper readings, and
discussions~to bring about change in people’s behavior, Perhaps, the major
contribution they brought to this process was the extraordinary mix of
people that participated in it.



Clusters

Wieen the Offies began the eluster arrangemeat it probably had in mind
a regional repliva of the Loadership Uraining Institute, At least, both
geoups performed many of the same funetions--the one on a regional and
the other on a national basis, In some instanees, the LTTand elusters com
bined forees to initiate conferences and workshops, to plan for site visits
aid to engage in otier activities of mutual coneern, Returning for a mo-
ment o the role of the Leadership Training lnstitute, we will remember
that it had among its functions the following:

Providing for coordination among TP projects,

Identify ing common problems and ex ploring ways of resolving them,

Oruanizing workshops and conferences in rexponse 10 needs ex pressed
by direetors or TUT personnel.

Disseminating general information, promising practices, program de-
scriptions, and other information of value to both the national Tt
audience, the cluster audience, and persons not associated with TUT
projects,

Serving as ligison between Office of Education and the project
directors,

W hen the above items are viewed from a regional rather than a national
perspective, they fit the role of the cluster and its leadership, nimple-
menting this role, some elusters placed geeater emphasis on some aspeets of
their role than on others but that was probably inevitable, even as individ-
nal projects place] greater emphasis on some program areas and topies
than en others, The Indiana projeet found wself in two elusters at one tine
or another. One was the Great Lakes Cluster, which ineluded projects from
roughly the upper midwest to the castern seaboard, Joln AL Guthrie, Dir-
eetor of the TTT Project at Pittshurgh, served as the eluster leader for the
Great Lakes Cluster, The eight projeets which made np the Cluster and
their directors are listed in alphabetical order below:

Cleveland State University— Sam Wiggins, Dean, College
of Fducation
hudiana U niversity Gerald R, Smith, Director
Center for lnmovittion in
Teacher Edueation, School
of Fduecation
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Michigan State University — William Hawley (co-director)

Associate Dean, College of
Education

and
Joseph Vellanti (co-director)
Eastern High School
Lansing School District
Lansing, Michigan

University of Pittsburgh John A. Guthrie, Associate
Professor of Education

Svracuse University Roy A. Price, Professor of
Social Seience and Education

Temple University Jesse Rudnick, Associate

Professor of Mathematies
Education — Curriculum &
Instruction

Way ne State University . Brooks Smith, Professor of
Education. Department of
Flementary Education,

At another point in time, Indiana was included in the Midwest Cluster
under the direction of William Hazard, Associate Dean, School of Educa-
tion. Northwestern University. Most of our memories are {rom the activi-
ties of the Great Lakes Cluster.

Like many clusters, the Great Lakes Cluster published a newsletter, It
was slower than others in getting off the ground and died an varlier death,
Most project personnel either did not have the time or did not take the
time to provide the information and articles necessary to publish the news-
letter on a regular basis,

The Great Lakes Cluster held a number of workshops, some involving
comnon problems encountered in implementing programs and others
focused on special themes, such as the liberal arts in education conference
held in Syracuse during December, 1970 and one on the role of the local
education ageney in T'I'T held in Cleveland during October, 1970, Some
joint conferences between clusters were carried out also.

One of the most interesting efforts to disseminate the works and results
of TTT programs was carried out through an Action Lab of the Associa-
tion for Supervision and Curriculum Development (ASCD) conducted by
the Cluster during March, 1971, Each of the projects in the Cluster was
involved in the planning and implementation of the program and some

17



O

ERIC

Aruitoxt provided by Eic:

brought community resource persons to discuss their role in their
programs; others presented films or slide and tape presentations: and still
others gave informal presentations and broke the audience down into small
sroups for discussion, We are proud of the fact that Jim Mahan, T'TT co-
ordinator at Indiana, was the initiator and coordinator for this program,
which was well attended and received at ASCD,

One of the important functions of the clusters was to implement plans
and programs initiated by the Office of Education. In February, 1972, for
example, we received a letter from the Great Lakes Cluster indicating that
the clusters had agreed to take on a number of tasks for the Office of Edu-
cation. Our cluster had been assigned the task of assessing the extent to
which some form of cooperation or parity had been brought about be-
tween the various functioning groups. The Cluster suggested that the task
be broken down into eight major dimensions of functioning as follows:

Goal setting or poliey making

Budget or fiscal management

Staff reeruitment and selection

Student recruitment and selection

Training functions

Planning and proposal preparation

\dministration and management of direction of the project
Fvaluation

The information was to b. gathered n two forms, One required us to
complete an extensive printed profile on our program using the dimensions
indicated and with a focus on parity, The second called for the use of a
cassette tape which had been provided to explain, eomment upon, or clari-
fy any of the materials we reported in the profile and to raise any ques-
tions we wished. The Cluster estimated that both of these tashs would
require a total time of approximately five hours.

Since tue explanation of the profile and the cassette material required
ten pages, you can imagine the thought and time that was required to com-
plete it in a1y meaningful way. In all honesty, we delayed engaging in the
act at all for some time becanse it appeared so formidable. After two
months or more, we finally did complete the materials and the tape. Our
feeling was that there were two major assumptions nnderly ing the materials
that our project did not and coud Lot meet. One of these was the assump-
tion that a single program existed at the local level. Indiana’s program had
at least five major components and maybe six, depending on how one de-
fined them. The second, equally invalid assumption was that a single fune-
tion such as administration, for example, was always carried out in the
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same was throughout the programs, Indiana had a highly decentralized
administrative organization and cach of the program groups operated
somewhat differently in reference to those decentralized areas of funetion-
iy, Finally . there was the assumption that every member of a parity group
acted in the same way in all programs or that one could compute an aver-
aze of the actions of the representatives of a particular parity group, and
thus was simiply not possible with our project. For some components, some
parity wroups were not involved at all or were involved in one dimension
and not others, For other components, a particular parity group might
have major involvement in @ number of dimensions of the program with
different members performing in different capacities, depending upon
their roles and functions, All of this was very difficult to put across
through the instrnment that was provided. Of course, the tape enabled us
to <av these things, but we put many hours in try ing to figure out what
was wanted on the profile and how we could best give the information we
thought was wanted. We can assure y on that it took us many more than five
hours to complete that package,

From Indiana’s perspective, the Cluster represented neither a raging sue-
cess nor an unmitigated failure, Some of the meetings, particularly the
planning sessions, turned out to be uninspiring, but the project personnel
certainly have to assume their share of responsibility for that failure, Part
of the difficnlty may have been in the wide diversity of projects repre-
sented within each cluster. Some were located in large eities like Cleveland,
Fittsburgh and Detroit, while others, like ours at Bloomington, were lo-
cated in small towns, Some focused on the development and implementa-
tion of materials and made a coneerted effort to involve liberal arts person-
nel, while others attempted to improve the refationship between the
School of Education and the schools, Some appeared to be quite suecess-
ful at promoting creater community involvement, particularly front the
low-income community, in teacher education and in public education as a
whole,

Perhaps another difficulty lay in the failure of the national TTT person-
nel to make clear what they expeeted of the eluster programs. To many,
the elusters represented just ene more drain on a limited amount of time,
enerey and resonrees, Timing may have been an important factor, too,
The LTL the clusters, and the evaluation teams frequently were making
demands at similar points in time, and it was difficult to respond to them
and stitl deal with the problems of carrving out a loeal project.

Perhaps the major diffienlty with the Cluster is the same difficulty that
plagued the remainder of the programs. It was designed primarily to serv-
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iwe the needs of the Office and not the loeal projects, This does not mean
that there was no value in it for the local projects, but it does mean that
local energies devoted to its tiashs were I'rc-qlu'nlly seen as burdens rather
than as a means for achieving some local ends, Perhaps it is too unrealistic
to expeet the Office of Education to establish programs that would serve
v as advocates for local projeet needs or may be it is our own myopia that

did not permit ns to see the clusters operating in thi: way. Whatever the
reason, it does represent one projeet’s view of these support vehieles,

Exaluation

\nother facet of the national program was coneerned with the develop-
ment and implementation of an evalnation program. As a matter of faet, it
i» probably more aceurate to speak of several progriams site visits, eluster
efforts and the work of several evaluation teanis -in order to understand
the whole,

Site Visitation

Sometime during carly October 1969-.no specifie date is given a memo
arrived from Harey N, Rislin, direetor of the LTHCTTT). The memo an-
nounced that <ite visits had been planned 00 at a meeting attended by
siv project directors, four people from the Office of Fdueation, four Lead-
ership Training lnstitute members, and two other community representa-
tives.” [t indicated that the projects would be visited in November by four-
mdn teams representing the parity groups, It also explained that the visi-
tors would be chosen deliberately from outside T in order to dissemi-
nate information more widely on what T was trvng to do.

The memo indicated that we wonld soon receive a letter from the Office
of Fducation telling us what the consultants who read our second-round
proposal> thought of them and giving ., . their specifie recommendations
for program improvement.” It mentioned four weaknesses common to
most proposals:

Few pru[m.saL indicated l}lt'} were Iikt'l} to sieceed in getting coopers
ation on a parity basis from all four parity groups,

Mot all projects were aimed at the third 7 (The trainer of teacher
trainers).
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Projects generally ignored the “multiplier effeet™ ie., ways in which
the projects could affect more than their own participants,
Few proposals indicated the waysin which the programs would change
as a result of their ©. . L admittedly limited experience to date,™
Finally, the memo also emphasized that visits would not be concerned
with project evaluation, particularly for second vear funding, and vet
another sentence read, *What LT1 learns, it will, of coumse, share with you
anid with OF.”

Another memo stapled to the first and dated October 13, 1969 an-
nounced a meeting in Chicago on October 22-23 to explain the site visit
procedures to those who were to serve on visiting teams, \ third memo
from Rivlin arrived on October 31, He indicated that **, ., these visits
should be most helplul in giving us an understanding of how the TTT con-
cept looks across the country @ the big view, LTl also will use the reports to
help individual projeets to improve the effectiveness of their operation,”
That memo also revealed that there would be a second ronnd of site visits
about six months after the first, or in late April or May. Finally, it said
that directors whose projeets had been visited would receive copies of all
reports made by the site visitors as well as the team report as a whole,

The reaction of most of ux associated with the Indiana project was one of
dismay . Sinee our project involved a close working relationship with the
schools, we had been in effective operation for about one month when the
notice arrived that we wounld receive a site visit, All of this came at the
heels of trying to salvage a $90,000 program out of a $1,000,000 request.
We felt that neither we nor 1T as a program was ready for outside visi-
tors after so short a period of time in operation, The word “operation™ is
emphasized becanse it s not fair to say that we had not been doing any
thinking or talking about the program prior to that time. But thinking and
talking about a program is one thing and putting it into operation is anoth-
er. There was a second factor involved in our reluctance to entertain site
visitors, We knew that one inevitably spends an extensive amount of time—
perhaps too extensive for the occasion on such events as site visits, Thus,
despite Harry Rivlin's nay sayimgs about the use of the reports for evalua-
tion purposes, sharing site-visit informaticn with the Offiee of Education
could mean nothing less than that, Under such circumstances, we were not
likely to take the site visit too lightly,

On November 3, we received etter from William Hazard, the director
of the TTT Midwest Cluster, explaining again that a site visa would be
made in the near futare and enclosing a fifteen-page document which the
site visitors were to use during the time of their visitation, The document
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included a brief set of instructions to the site visitors and a statement of
objectives and goals for the national TTT Program. It specified the task
of the team members as one of acquiring a variety of information includ-
ing the following:

The rank order that the advisory committee, the administrative staff,
the instructional staff, and participants gave to the five listed nation-
al TTT objectives.

The extent to which parity was being achieved among the four major
groups.

The effects of the program thus far (which required over three pages of
questions).

The operational personnel involved.

Any concluding remarks such as strong points or major probiems en-
countered, (The concluding remarks, incidently, were directed both
at the national program and the local project.)

In conclusion, it is safe to say that 1) the site visit took us by complete
surprise so early in the game, 2) we felt we had enough to do to get the
program under way without diverting efforts preparing for a site visit, 3)
the use of outside site visitors was totally inappropriate at the time since
we were scareely ready to show the program even to other TTT personnel,
and ) if the site visit did indeed have to be made, it should have been
established more heavily on the basis of the local program objectives than
we felt it was, more heavily on the implementation of the program than
the results, and more heavily on providing descriptive materials to the LTI
than on providing evaluative materials to the L'TT and presumably, the
Office of Education.

Evaluation Research Center

The Evaluation Research Center. under the direction of Maleolin Provas,
carried out the most extensive and continuous program of evaluation of
TTT projects. As site visitation represented the most important com-
porent of evaluation during the 196970 school year, so the ERC program
became the most important approach to evaluation during the *70 to 72
school vedrs.

This program was introduced during the fall of 1970 in a training session
held at the Chase Park Plaza Hotel in St. Louis. In attendance were repre-
sentatives from the West Coast Cluster, the Southwest Cluster, the Great
Lakes Cluster, the Midwest Cluster, and the Northeastern Cluster. Also




present were several observer consultants employed to asist the ERC staff,
several members of the L'TL and several persons from the Office of Educa-
tion itself. Another session was held in Charlottesville, Virginia for some of
the clusters in the Fast,

In addition to the training session, & project design brochure, some
thirty-sin pages in length, was made available to project teams, Finally, a
slide and tape set was made available for those projects that wished to
purchase it, 1t explained the evaluation program in outline form and was a
useful deviee for directors to have in explaining the program to their staffs.

[t seems safe to say that most of the project directors viewed the ERC
approach as a very complex. comprehensive, and exhaustive one, It in-
volved eight major steps, five different taxonomies, and four separate
forms that had to be completed. The steps were 1) to identify participants
in the program in each project. 2) to specify the mgjor blocks of activities
(calied elements by FRC). 3) to identify the sub elements within each
major block of activity, 4) to identify change variables for cach type of
individual or institution atfected by an element or sub element activity, 5)
to identify the receptors or the targets for the change variables, 6) to speci-
fy an input level for the change variable, T) to determine an output level
for the change variable and 8) to identify a time frame for ecach element
and sub element activity with terminal points at which output variables
were expeeted to be achieved, The tasonomies included an element taxon-
omy, @ participating individual taxonomy, an institution taxonomy, an
individual change variab,  taxonomy, and an institutional change variable
taxonomy. The four forms provided the necessary data on each project.

Needless to say, a great many man hourss of time were devoted to pro-
viding all of the information called for, At Indiana, the result was a
SINY -to-seventy -page document deseribing every facet of the program in
extensive detail. Most of the people connected with the process in our
project telt it to be a considerable burden for several reasons, We felt that
mformation so extensive, collected on fifty different projects, would prob-
ably wind up stored and unused in some computer, Second, we felt that
we would probably receive little feedback on our own program that would
be of great value to us in improving it. Third, we felt we had devoted many
man hours of precious time to an evaluation effort that was, to say the
least, somewhat removed from our project and its needs, It so hap,ens
that our own evaluation program at the local level was just getting under-
way that same year and that much of our evaluator’s time during the tall
was spent in completing the materials for ERC. That time could have been
used for developing and implementing our own evaluation program. We
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did find one value that made the effort tolerable, if not enjovable, The
process did help us to clarify what we were trying to do and how we were
trying to do it

\> far as results are concerned, we did receive a report on our project
about one year later (September 13, 1971). The letter of transmittal ident-
ifies the results of this fiest effort:

We are enclosing a summary of our evaluation work on

vour project, This summary includes four sections: a short

deseription of your project, a report on installation

measurement 1, a report on installation measure ment #2,

and a report on impact measurement,
By this time, of course, a new proposal had been submitted and approved
and a4 new operational program had begun, Thus, the results were of little
value except in making minor changes in the operational program.

\ll of this is said with the undenstanding that there were other uses to
which the evaluation was put. Perhaps the Office of Education gained suf-
ficient knowledge from the analysis to make more appropriate decisions
about the funding of second-year programs, or perhaps the evidence was
used to establish the effectiveness of the TFT Program with Congress and
the Administration. If so, this probably did not oceur until the 1972 fiscal
year and perhaps not even until the 1973 fiscal year, depending upon
when the data was made available and how it wus used. Certainly by Sep-
tember 1971, the budget for fiscal year 1972 (calendar year 1971.72)
would have been completed and submitted to the Congress, Some of the
data may have been used in actual testimony before Congress, but probably
a less detailed analysis would have been sufficient for that purpose, Still, it
i~ probably more appropriate for the Office of Education to say what it
got out of the enormous data collection effort. From a projeet level, it was
not of considerable assistance,

Center for Instructional Research and Curriculum Evaluation (CIRCE)

In the spring of 1970, CIRCE, dirceted by Thomas Hastings and located
at the Univenity of 1" .nois, carried out a “head and dollar™ survey of local
projects through questionnaire and interview technigques, After the ques-
tionnaire data had been submitted in the middle of April, telephone inter-
views with directors were conducted during the month of May, A letter
arrived approximately one week before telling us that the telephone inter-
view would deal with the following items: 1) bachground information
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about the project, 2) major components of the project, 3) detailed ques-
tions about the components regarded as most successful ineluding pur-
poses, characteristios of staft and participants, relative coutributions of the
various parity groups, funding considerations, organizational structure,
communications patterns, curricula, and cooperative arrangements with
other units, 1) a brief description of major problems associated with the
component regarded as least successful, and 5) our pereeption of the pur-
poses of the LTI visit and itz effect on our project,

The time and effort necessary to obtain the data requested was not enor-
mous nich of it was already available in project records - and the
intenviewer did not pursue as much detail as the letter suggested.,

Resource Management Corporation

On November 1, 1971, we received a letter from Willium L. Smith, then
\~rociate Commissioner of the Bureau of Educational Pesonnel Develop-
ment, whicl indicated that BEPD had developed ™, . . a process evaluation
syatem that is designed to serve as an important mechanism in project and
program management for the Office of Fdueation,™ It went on to say that
the actual instruments for this sy stem, devised by Resouree Management
Corporation during the previous year, consisted of two parts and require d
siv hours to complete, The first part requested information from all EPDA
and the second, from the program (such as T°I'T) providing funds for that
project, The letter requested the completion of the instrument by Novem-
ber 19, 1971 and promised information on the project together with a
composite dc'a(‘riptinn of other prujc-('l.s.

A~ dlmost all of the other questionnaires did, the RVMC questionnaire
dealt with the number and ty pes of participants involved in the project,
objectives for cach component of the program, involvement of minority
wroups, descriptions of different project activities, and ~o on, Approxi-
mately two thirds of the total pages in the instrnment were devoted o
EPDY A as aprogram and one third or less to 'T'TT, At the end, there was a
eritique sheet requesting us to evaluate the questionnaire, Our copy reveals
that it took us twenty hours to complete the package of information, that
we ive the questions an average rating on clarity, that we had trouble
with the definitions (e, distinguishing between trainers and trainees) and
stmilar Kinds of problems,

Perhaps this is the place to confess that we were continually running
behind in providing data requested by the various evaluation groups, Our




files reveal tollow up letters reminding us that we had not provided the
mtormation by the original due date. There was no outright unwillingness
to do so. Rather, time raced by so quickly in those days and our reaction
time  to use an antomobile analogy -was always longer than the time given
to provide the information., or so it seemed to us. A backlash factor was at
worh also, Over a period of time, evalnation was met with considerable
resistanee on the part of project personnel at all levels, Instructional per-
sotnel resisted it beeanse they felt it interferred with their training efforts,
Participants resisted it becanse the responsibility for providing much of the
data rested with them. Ndnunistrative personnel resisted it because it re-
presented an investment in energy and resources with little payoff at the
local level, The sitnation was turther aggravated by the local effort at
evaluation sinee it collected data from and tapped the time and energies of
the same people, The backlash effects of extensive, continuous evaluation
efforts are a serious problem and one that should be given more attention
by those who design evaluation programs at both the local and national
program levels,

Other Evaluation Efforts

\t least two other evaluation efforts were initiated at the national level,
One of these was channeled through the ¢lusters to the projects them-
selves. The other was conducted by the Center for Education Policy Re-
searchoat Harvard University under the auspices of the National Advisory
Council on the Education Professions Development Act, a presidentially
appointed review panel,

Perhaps the best way to explain the data request from the Center for
Fducational Policy Research i to quote two paragraphs from a letter that
was st to project directors,

We would be most grateful if yon conld provide us with any
evaluations or progress reports that you have undertaken at
alocal level, or which have been nndertaken for vou by
others. We will be glad to observe any guidelines for the u-e
of this information,

Fhese materials will be used simply to give us a broad over-
view of the way in which evaluation in the program is
developing and in analy zing the efficacy of evaluation pro-
cedures now in progress,
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The letter was signed by David Cohen, the executive director of the Policy
Research Center, and dated February 23, 1971, In our response to Mr.
Cohen, we sent the following information:

A general plan of evaluation showing target groups and types of evalua-
tion instruments to be used,

Descriptions or samples of the instruments that were being admini-
stered during the *71-°72 year,

Preliminary results where they were available, (These were limited
since cur formal program of evaluation did not get under way until
that year.)

The last progress report which we prepared for the Office of Educa.
tion. This material was compiled by Dr. William Loadman, an evalua-
tion specialist who was serving our projeet half time.

Obviously, it was not very difficult to respond to the open-ended letter
which was sent by Mr, Cohen. We provided what materials we had and
described the approach we were planning to use in our evaluation efforts,
The cluster evaluation was another matter again. It was an extremely
difficult instrument to complete because of its complexity, because of the
overlap in definitions and the lack of mutually exclusive categories and
because it seemed to be making assumptions about our program (and the
other TTT programs) that were inappropriate for the nature of TTT pro-
grams. Ninee this effort was described in considerable detail in the discus-
sion of the cluster program, there is little need to duplicate that here, It is
sufficient to say that this request was one of the most confusing, time
consuming and difticult to respond to of any that we received.

Summary and Critique of National Evaluation Efforts

When one considers that local projects had enough difficulty in getting
programs underway and in developing plans for evaluation which would
aid them in making program decisions, the efforts put into the various
programs of evaluation initiated at the national level did not seem to be
commensurate with the results. Obviously, this observation is made from
the perspective of a local project and only one projeet as well, Perhaps
from the national level, the efforts were well worth the time and resources
put into them and perhaps other project personnel and directors do not
feel as strongly about the lack of relationship between effort and results as
we do. Nevertheless, it may be useful to document the points which we
feel are particularly salient in arriving at this observation:
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The national program of evaluation often bordered on evaluation for
evaluation’s sake, We reeognize that program personnel were prob-
ably under considerable pressure from their own superiors within the
Office and the cabinet level, as well as from Congress, but it ap-
peared to us-and perhaps to those from whom the pressures were
coming-- that all those evaluation efforts made the TTT Program and
perhaps the EPDA Program as a whole look like it was ranning
scared. In other words, it may have had the opposite effect from that
intended.

Perhaps a greater emphasis on quality of data would have provided
even better results, This is a hypothetical point, of course, since we
will never know, but we could not help feeling at the projeet level
that we were grinding out a lot of data that could not possibly he
assimilated by any group of people in any reasonable period of time,

The evaluators did not really seem to take into aceount the nature of
the Tl Program. They seemed to think of all EPDA programs as
alike and often as a mere extension of carlier NDEA institute pro-
grams. Body counts™ and similar items of information were often
subatituted for more elusive forms of data. For example, we always
found it difficult to distinguish between trainers and trainees because
alnost everyone in our program performed (we hoped) a dual role,
even when they weren't being paid for it. We put professors into
schools not just to provide better training for undergraduates and
teachers in service but also to provide training for the professors
themselves, We saw the students as trainers in that they were going
to be providing feedback on how realistic the methods practices were
when actually tried out in classrooms that day or the following day,
and we expected teachers to provide similar observations about what
was working, what was not, and why it was not. Thus, while we paid
the teachers only minimal stipends and undergraduate students noth.
ing at all, we did expect them to serve as trainers in at least that
sense, This is but one example, Through participation in advisory
groups, in evaluation sessions, and in program development sessions,
they engaged in similar roles, But many of the questionnaires wanted
us to distinguish between the trainers and the trainees, and while we
found that distinction an almost impossible one to make, we usually
made it with notes and explanations and comments attached.

Out of all the national evaluation efforts, the projects received rela-
tively little fecaback, and these efforts therefore were inevitably
viewed as one more burden rather than an asset to be tapped, There
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were olle oF two exeeptions to this in the form of reports -
particularly the one by the Provus group--but their timing and for-
mat prevented us from making anything more than cursory use of
them,

No feedback was given on how the data provided was used although
most requests for information invariably made reference to the
importance of the data for evaluating proposals and making funding
allocations. 1t certainly does not seem unreasonable to us that the
Office would wish to collect information about local projects in
order to mahe more enlightened decisions about future funding, but
it also does not seent unreasonable to expect them to provide more
information on what was used and how it was used in order to arrive
at decisions—to establish a set of public eriteria by which program
decisions were made., Then, whether we liked the decisions or not,
we would be better informed about why they were arrived at in the
way they were, Even this procedure, of course, would not provide an
iron clad garantee that the more paranoid among us would not con-
tinue to believe decisions had net been made in some arbitrary way,
but it would have provided some grounds for those who wanted to
believe otherwise,

The timing of the evaluation efforts was frequently inappropriate in at
least three ways. First, during some periods, at least three national
data gathering efforts were going on at the same time, Our director
vividly remembers receiving a letter from the Office deseribing three
such efforts and indicating that we would be hearing from each of
themt in the near future. Second, the timing was premature in at least
one major instance: the site visitations. As we indicated before, we
received word that a site visitation would be made after being in
operation about one month, The visitation was actually made after
about three months of operation. As anyone knows who has ever
been involyed in a comples training program, theee months of opera-
tion scarcely gets you off the ground and you are really not ready to
cope with teams of outsiders who Kknow very little about the national
program and practically nothing about your local one. Finally, the
timing frequently appeared to be inappropriate for proposal approv-
al. funding decisions, and for testimony to Congress,

The backlash effect. already alluded to, made it more and more diffi-
cult to colleet valid and reliable data for both national and local pur-
poses, In future Office of Education programs, greater consideration
should be given to joint planning between evalnation personnel at
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the local and national levels so that duplication of efforts and the
backlash effect can be reduced or eliminated,

To even the casual reader this list appears to be a steong eriticism of the
evaluation efforts made by or on behalf of the national EPDA and T1°T
programs. [tis true, that from one project’s perspective these efforts were
considered a burden for which there was little return, 1t is quite likely,
howeser, that Office of Education personnel and those persons actually
conducting the evaluation efforts did not pereeive them in the same way,
Such differences in perception may be attributable in part to differences in
roles and expectations and in the nses to which such data were put, Still,
we behieve we have made some points that should be considered in the
planning and implementation of similar evaluation efforts in the future,

Conclusion

This chapter has described the role of the national TTI staff as seen in
the eyves of one program, Admittedly, the chronology of events and their
historicity is probably somewhat distorted by this limited view, but even a
limited view may be instenetive, It may be instructive for those in federal
programs and in other funding agencies to see their operations from the
perspective of a local project staff--to become aware of the issnes posed by
their moves at the national level, Most activities bring both intended and
nnintended consequences, Initiators of aetion tend to be more aware of
the intended conseguences than of unintended ones, Perhaps this chapter
and the conclusions which follow will help to put both sets of conse-
quences in proper perspective, This, at least, is our intention,

The national T'TT staff probably did more than most federal program
staffs to provide a range of support vehicles for the projects, The chapter
discusees the role of the LTL conferences, clusters, and evaluation in pro-
viding information. encouraging dialogue, articulating national goals, and
promoting communication among the projects, parity groups, and national
program staff. Perhaps the most difficult thing to do iu initiating and
maintaining these support vehieles is to achieve a delicate balance hetween
the needs of the national program and those of the local projects, {n the
view of these authors, national needs generally took precedence, but per-
haps that was necessary it not inevitable, Fven so, these vehicles were of
vilue to the local projects as well sinee they did achieve many, if not all, of
the things they were intended to,
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From the viewpoint of at least one local project, the nature and dimen-
sion of the national T'TT Program was a slowly evolving thing. The nation-
al program was not very clear at all in its first year, became clearer in its
second, and really erystallized its thrust and objectives during the third
vear, The same process was happening to our project and probably to most
projects at the local level, [tis ironic that both of us were probably experi-
encing similar kinds of growing pains, but neither expressed awareness of
what the other was going thr - gh, Perhaps some recognition and attention
needs to be given to this as new comprehensive federal programs are
evolved, I professionals at both levels can be assisted to beecome aware of
the other’s problems and needs, each may be more responsive to the other.

While the chapter makes some critical remarks about the role of the
national TT'l" Program. these remarks should not be construed as a general
indictment of the entire program or its personnel. The national T'TT staff
tooh on an enormous task - to bring about significant change in teacher
education - and they left their mark on the future developments in this
field. A~ individuals, they were warm and cooperative, listened carefully to
our complaints and requests, and responded to them when they felt they
could. They were personally acquainted with at least the leadership figures
at each of the local projects and did not represent that impersonal bureau-
cracy in Washington which one hears so much about. Don Bigelow, Mary
Jane Smalley, Charles Reed, Shirley Radeliffe, and others with whom we
worhed conducted themselves as solid professionals and real people. When
we disagree with some of the policies and practices which were implement-
ed, we do so with high regard for those individual as professionals and as
persons and with the understanding that we probably do not represent the
last word in objectivity ourselves,

Perhaps the most aseful point to be made from the chapter is found in
an earlier observation that the needs of the national program and those of
the local projects are not identical and at times may even be in conflict,
For example, national demands upon local project staffs during early
stages of development can present a distracting annoyance at best and a
potential threat at worst to the stability and soundness of the local pro-
jeet. They frequently focus time and energy away from local needs, vie for
the attention of local participants, and overload the resources of local pro-
jeets ata time when such projects have all they can do to pull themselves
together, At the same time, as local project personnel, we acknowledge the
need and right of the national program to be evolving its goals and activi-
ties as we are evolving ours, The national staff seldom had any more lead
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time -and may in some instances have had less—than it provided us, 8.ill
some thought and effort must go into this dilemma at both levels if wise
and practical solutions to these problems are to be found.
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lll  The Indiana TTT Project

The preliminary announcement that our proposal for a T'1"l" grant had
be napproved came in a letter dated November 22, 1908. The opening
paragraph read as follows:

I am pleased to inform you that your proposal to conduct

the training project identified above under the Education

Professions Development Act (EPDA) has been recom-

mended for support. You will be interested te know that

this year, the fisst one in which EPDA has been in effect,

more than 3,100 projéct proposals for new programs have

been received, many more than received in any previous

vear under predecessor programs. The funds available na-

tionally, $78 million, will provide support for only about

62 1 new programs and 275 second year continuations, For

this reason, almost without exception, no program can be

funded to th- full extent of the original proposal.
The letter went on to say that the process of evaluation had been a rigor-
o~ one and that major changes would be suggested in some of the projects
durring the negotiations to follow. It also said that the Notification of
Grant Award would be received in the near future and that it should be
studied carefully by both the proposed director and the business officer.
\fter several other paragraphs of information, the letter was signed by
Don Davies, \ssociate Commissioner for Educational Personnel Develop-
ment,

Needleas to say, the Indixna task foree members were delighted at the
news of having received a grant after putting considerable effort into work-
shops. meetings, and proposal preparation. While our delight would turn to
unedsiness with further word on funding, we were floating on air for a
short period after that first announcement. It meant a chanee to continue
the development of several programs that had emerged from previous ef-
forts, Just as the national TTT Program was an outgrowth of several pro-
grams that had preceded it - the National Defense Education Act, the Ele-
mentary and Secondary FEducation Act, the Higher Education Act, to
name the obvious ones—so the Indiana TTT Project was influenced and
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precipitated by @ number of prior events.

Three programs stand out in this regard: INSITE, TEAM, and CITE,
INSITE (Instrnetional Svstems in Teacher Fducation) was a six-year, ex-
perimental program in teacher education financed primarily by a grant of
$750.000 from the Ford Foundation. Designed for both elementary and
sccondary teachers, the program included the following componentgs: (1)
seminars in the natural sciences, social sciences, and humanities, (2) a pro-
fessional semester which integrated the psy chology of learning, methods
instruction, and student teaching, and a one-seqrester resident teaching
internship. At the end of four years and three summers, the students grad-
uated with a Master’s degree,

During 1968-69, 1 small group of faculty invdlved in the INSITLE pro-
gram evolved a new program called TEAM (Teacher Education through
Applied Methods). Initiated with financial support from INSITE, TEAM
produced a maodification of INSITEs professional semester for elementary
majors. It combined methods instruction in language arts, science, mathe-
matics, and social studies with a practical experience in schools. A set of
core topies helped to unify the methods courses, and the use of simulation
materials provided an introduction to “real” classroom problems. Student
teaching followed the TEAM semester.

Both INSITE and TEAM made unique contributions to T'T'T planning.
INSITE was the first major program at Indiana to bridge the gap between
the isolated. theory -oriented world of the university classroom and the
here-and-now world of elementary teaching. This feature was to be a hall-
mark of T'TT. Although TEAM contributed another variation to the IN-
SITE model. its major contribution te T'I'T was not in program but in
peesonnel. We shall return to this point in a moment.

\lthough the INSITE program had a number of innovative components
which were widely recognized and its graduates were generally happy
about the training they had received, it did not have as much impact on
the mainstream of teacher education at Indiana University as its potential
had promised. The faculty achnowledged that this was true of other exper-
imental programs as well, As a result, conversations were initiated during
the spring and fall of 1967 on the need to establish a facility which would
bridge this gap.

Out of such discusions evolved the Center for Innovation in Teacher
Fdacation (CITE). From its beginning in January, 1968, CITE s purpose
was to enconrage the development. trial, evaluation, and dissemination of
a broad range of innovative programs, materials, and practices in teacher
education, While it~ immediate goal was to expand alternatives for teachers
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in training at Indiana University, many of the innovations were expected
to have broader generalizability as well.

Given the development of CITE and the seheduled termination of IN-
SITE, it seemed quite logical that these two programs should become in-
terrelated during the tinal period of the INSITE grant. With this in mind, a
request wis rade to the Ford Foundation to extend INSITE for one year,
using funds remaining from the original grant. This enabled the last group
of INSITE students to complete their program and permitted CITFE to
become established and to extend the accomplishment of INSITE in a
number of ways,

The TTT Project became one of the early products of that partnership,
There were two reasons for this, First, CITE was eventually designated as
the institutional agent for the TTT Program. Second, the group of faculty
that had been involved in the TEAM Project agreed to work as a group in
the development of the TTT proposal. This group and others who joined
them forged a new variation of th INSITE professional semester but with
several important changes. The new program was designed for an entire
academic year rather than a single semester. It also incorporated in-service
development for teachers, training in superiisany shitls, and practical ex-
perience for graduate students, but the basic idea of combining theory and
practice emerged from INSITE s experience, All of these developments
were happening in the fall of *67 and the spring of 68, when plans were
taking shape for the Tl proposal.

Developmental Stages

The Indiana TTT Project nad five tairly distinet phases, 'Lhese are listed
below with a rough approximation of the time covered and the federal
funds available for each period.

Ninee the plans refer to local developments and are identified in re-
trospect, they do not correspond directly to pattems of federal funding.
For example, the initial grant of $90,000 officially covered the period
from December, 1968 to August, 1970 and overlapped with the planning
and ~tart-up phases of the local project. However, the funds are listed after
start up since they were primarily used for this purpose. This overlap was
probably desirable in that it permitted a smooth transition from one phase
to another without a gap in the funding.
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A deseription of these phases and the programs that emerged from them
mav be of value in understanding not only the Indiana TTT Project but
the evolution and decline of other programs supported with ontside funds,
While the label given to cach phase is designed to capture the spirit of that
penid. one phase blurred into another during the actual process. The start-
ing and terminating points for each phase are particularly arbitrary and
generally follow the academie calendar and the pattern of government
funding. \Mthough these phases are somewhat arbitrary, there is probably
~ome utility in viewing a project as having a life span of its own. The prob-
lems that emerge at different periods reflect the idiosyneracies of that
period.

Planning

The basie chronology of events in this phase has been presented in Chap-
ter 1L, but there are several features of the planning phase that have not
been given sufficient attention, The planning period was longer than many
programs have to become operational, but the time frame does not tell the
whole story, Even the word, “planning, ™ isn’t completely acenrate sinee it
includes the following Kinds of activities,:

Mtendanee at meetings and workshops to become acquainted with the
TTT coneept and the guidelines for the national program.

The establishment of a tash foree and the development of working
relationships,

The development of a plan for an operational program.

Table IH1.1 Phases and Funds

Phase Period Funds

One Planning January. 1968 to August, 1969 [ocal funds primarily
Two Ntart U p September, 1969 to August, 1970 § 90,000

Three Eapansion September, 1970 to August, 1971 §190,000

Four Institutionalization  September, 1971 to June, 1972 $£157.,000*

Five Dissemination July. 1970 to Ju. ¢, 1973 Funds remaining

*Funding for TT T ended with the provision of $157,000. Smaller amounts were pro-
vided from Institutional Grant funds. also administered by the Bureau of Educational
Personnel Development, after June of 1972,
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The preparation of a written proposal which would convey the opera-
tional program with elarity and precision,
N sin-month period of waiting while proposals were being read and
evaluated.
Trimming the plan to fit a budget which was much smaller than ex-
ln‘('ll‘(l.
ldentifying personnel who would participate in the operation of the
program,
Developing a fully detailed operational plan,
Getting a final commitment from specifie schools,
Reeruiting students and other participants.
So what lovhs like twenty months of planning rapidly vanishes when it is
Viewed as five months of meetings and proposal preparation, six months of
waiting, two months of debating and deciding, four months of operational
planning. staffing, and recruiting, and threr months of planning and pre-
paring a second-year proposal. Anyone who has been through it knows the
endless round of meetings, the million and one details, the haggling and
debating. the memos, working papers, letters, phone calls, proposal drafts
and redrafts, and all of the other things that are necessary to getting a pro-
gram off the ground. Only the excitement of being canght up in the pro-
cess enables the persons involved to get through the backups, foulups, and
frostrations that inevitably oceur,

The waiting period while proposals are being evaluated has its unigue
probleme. Logically L it should be a time for continued planning but psy-
chologically, that is difficult to achieve, The period leading up to the sub-
mission of a proposal is an exhausting one, and it seems quite reasonable,
perhaps even necessary, to use the period following to relax a little, take a
deep breath, and turn your attention to other priorities. Then, too, there is
alway » the possibility that the proposal will not be funded. Additional

Jort could lead to very marginal gains if the program is not recom-
mended for support. Finally, certain aspects of the proposed program may
be modified or eliminated during the negotiation process, and persons
submitting proposals are least equipped to determine in advance which
purts are likely to be affected. The last two points are particularly eritical
in proposals of the magmitude and complesity encouraged by and sub-
mitted to the TTT Program. Certainly from a paychological viewpoint, and
prrhaps from a logical one as well, waiting is about the only game in town.



Start Up

Our initial feeling of pleasure at receiving Don Davies® letter soon gave
way to a sense of ineasiness when we learned that we would receive
390,000 instead of the $1 million we had requested for the same time
frame. There was even some talk among us of refusing the money on' the
grounds that we would only make ounselves look silly trying to conduct a
program even remotely related to the one we had submitted for that
amount. After the initial disappointment subsided, a we-can-do-something
philosophy prevailed, and we set about th: task of deciding how to salvage
some fragment of the total package that could be put into operation for
$90,000. While this issue arose during the planning period, it represented
our first major start-up problem.

Perhaps it would be more aceurate to say there were two preolems. One
came under the general heading of morale. A great many people had in-
vested a lot of time in putting the proposal together. Now, many of them
Lad to be told they would not be participating in the T'TT Program, at
least not during the first eighteen months. This aggravated some relation-
ships that were tenons at best and even threatened some good ones.

It was not the $90,000 per se that created the problem. This was and is a
considerable sum of money . Rather, it was the set of expectations that had
been established by the Office of Education. This point is not made in
anger or with any taste of sour grapes. [t is said in the hope that it will
provoke some review of what happens when funding agencies create cer-
tain budgetary expectations on the part of people and then come no where
close to meeting those expectations. One of the authors of this chaper
vividly recalls some of the early meetings explaining the TTT Program. As
a former research coordinator with the Office of Edueation, he was quite
aware that most programs do specify some range or limits for program
budgets. As a result, he raised this question not one but several times at
carly meetings and was told on each oceasion that proposals of consider-
able magnitude were expected. The figure of 10 or 12 such programs
thronghout the country was used in some of the early disenssions.

Somewhere along the way and probably for guite legitimate reasons
(e.g.. Congressional pressures), The Office of Education had second
thoughts about such a small number of programs and funded an initial
number of more than 30, including planning, pilot, and operational grants.
The result was that a lot of persons spent a lot of time developing $1omil-
lon dollar proposals when $200,000 to $300,000 would have been more
realistic and would have meant less disappointment and confusion when
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grants were actually announced, Smaller proposals would have been less
complex and easier to evaluate as well,

It is quite possible that Indiana’s experience is unique—that most pro-
grams were granted a high percentage of thir requested budgets, but in-
formal remarks from Office of Education personnel and the directors
themselves suggested that @ similar situation existed, to a lesser or greater
degree, with all of the projects, 1t is probably impossible to eliminate all of
the discrepencies between requests and grants, but realistic expectations
would help to prevent morale problems and would initiate the federal-local
relationship on a better footing,

The second start-up problem has been alluded to already in the discus
sion of the planning phase, Operational components had to be identified
to fit a 390,000 budget. As a first step, the director prepared the following
statement for the task force that had been involved in the planning and
preparation of the prnpnsal. .

The decision we are faced with is what to do with $90,000

which OF i> willing to make available to ns for the period

from the initiation of the contract to June 30, 1970, In

making this decision we must begin with several assump-

tions, The list below appears to be a legitimate set to take

into account:

The project must focus on the traimng of teacher trainers,

The project must provide a viable role for the Bloomington public
: *hools, College of Arts and Seienees. and the School of Education,
Taese roles probably will appear most viable to the OE if they can be
integrated in some way,

The project should help us to move toward the goals laid out in the
original proposal,

The project should include the implementation £ an operational pro-
gram, if only in a very limited way. (Planning alone probably will not
get us additional funds after June 30, 1970,)

The project ranst be something we can build upon beyond June 30,
1970, 1t sheuld help us to parlay the $90,000 into a larger amount
for additional work,

With these asumptions 11 mind, we examined the T'T'T proposal to deter-
mine what programs conld be implemented within the budget restrictions
placed npon ns,

This led to a third major task of the start-up period—the actual imple-
mentation of the program and the refinement of it. In reality, there were
two programs. each with its own objectives, its own proce dures and its
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own staff, These programs are described indetail in a later seetion of this
chapter. It may be helpful at thi~ point, however, to identify them and to
examine some of the process considerations which entered into the opera-
tion of these programs,

The Professional-Y ear Program provided an integrated field-based train-
ing experience for methods professors and their graduate interns, elemen-
tary school teachers, and undergraduate elementary education majors in
several local public elementary schools, With few exeeptions, all training
avtivities were conducted in the field over the course of a full, academie
vear. The Secondary School Mathematies Program provided for the inte-
wration of mathematics content, mathematies methods, and student teach-
L experience insecondary schools, 1t involved the joint efforts of the
Department of Mathematics and Mathematics Education within the Uni-
versity, publie junior and senior high school teachers, and undergraduate
nigjors in secondary education,

\~ we began to recruit sehools for the Professional-Year Program, we
found that the ones we wanted were not the ones that wanted to partici-
pate. We are not quarreling with their decision, They may have had very
rood reasons for not participating, Some were involved in other programs;
others simply did not like the coneept of the T'UT Program or the way it
was presented, We aceepted their decision then and we reaffiem their right
to have made it now. Of the four schools that volunteered, two drew most
of their ehildren from higher socioeconomic areas and the other two were
a mixture of children from solid middle class and economically disadvan-
taged bachgrounds, This was one of the points of contention among the
site visitors, They couldn’t understand why, if we had worked hard
encugh, we could not have involved schools with more economically dis-
advantaged childeen, They even suggested that the central office adminis-
tration could have or should have done more arm twisting with the prinei-
pals involved.

W e also had trouble with the schools. During the year of preparation,
several persons, from the Office of Education down to the local level, had
mentioned that one of the problems between the university and the
schools was that the university invariably developed a program and
brought it to the schools as a fait accompli, permitting little input from
the school personnel during the program’s development. We made the niis-
tahe of heeding that advice too carefully. We went to the schools with an
outline of what we wanted the TTT Program to be and do and ashed them
to participate with usin the development of it, Given the wisdom of hind-
sight, their reaction was predictable, How could they decide whether to
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participate in the program when they didn’t know what the program was
gonng to bes To ash them to do =0 was toash them to place too much trust
it the openness and willingness of university personnel to listen to their
ideas and inputs, and perhaps they had never experienced enough of that
e the past to really believe it wonld happen. Beyond that, we were ashing
them also to commit themselves toa tash whicl: was obviously, even to
those without experience, i long and arduour one. and they were probably
ot reads to make that commitment to an uncertain program i teacher
education, given the drain on their time and « nergies w hich their teaching
dlready required, For whateser reasons, we took a lot of *flack ™ from
school personnel fore not coming to them with a program, Pechaps, the
moral is, " You can’t win no matter how you deal the cards,” but we don't
really believe that, What we really needed and didn’t have during the pro-
posal development stage was a continuous and steady input from prinei-
pals and teachers, This is not to say that they were not involved at all, but
their involvement was a limited one for many reasons, some of which we
had more control of than others and simply did not exercise,

To putit bluntly, we were too content to rely upon the old “trickle
down” theory of organizational change -start at the top and have the gate-
heepers pass the word along to the junior members of the organization,
Within the university | we employed a more decentralized approach to deci-
sion making fraom the beginning. \s a result of this and probably other
factors as well, the professors involve d understood and aceepted the pro-
gram fronn its inception. In both cases, we had to have the consent and
approval of highly pla ed administrative officials, but in one instanee, we
did not devote enough effort to attracting an even more eritical mass of
humanity : the people who were expeeted to carry out the program within
the <c-hools,

The mistake was costly in other way s, Program deselopment took more
time, created more problems, and unleashed more tensions than probably
would have been true, had we involved more prineipals and teachers arli-
ercand more completely, in the process, Then the school personnel would
have assumed the leadenhipin presenting a more complete and vet still
open-ended program to their fellow teachers and principals, So we leared
something during the ~tart-up year, but not without paving the cost. Not
the least of the costs was that two school faculties voted to discontinue
the prowwam at the endd of the fiestyear. The other two, bleas their patient
heart~, remained with us to the end of the federal funding and continue to
this day to participate in an institutional version of this program.
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Expansion

Without question, the second year of funding was a year of expanded
resources and expanded programs for the Indiana TTT Projeet. During this
vear, a federal grant of $190,000 was provided, more than double the
$90,000 available during the start-up period, This inerease enabled the
project staff to expand its activities in the two programs begun during the
start-up year and to initiate four new programs as well,

The additions included (1) The Early ¥xperience Program. (2) The Com-
munity Involsement Program, (3) The Urban Education Program, and (4)
The Mudtiple Arts Progeam. In addition to meeting specific loval needs,
these programs helped ns to encourage greater participation from the fac-
ulty in \rts and Sciences and from representatives of the community, par-
ticularly the low-income and minority community. Evaluation was also
added durm" the expansion year. W hile it had been built into the projeet
from the beginning, the limited amounts of funds in the first ye ar delayed
it~ implementation,

The expansion phase was also a tiime when the national TTT Program
was expanding its activities, The LTI, operative in previous years, was ex-
tending it~ influenee through the preparation of position papers, the initia-
tion of conferences and workhshops, the provision of assistance to local
projects, particularly those in the pilot stages of development, and by as-
sisting the Office of Education in the preparation of its policies and guide-
lines. The elust-= had begun to be more active, making plans for news-
[etters. workshops. intervisitations and similar activities, Finally . several
efforts to gather information and evaluate the results of projects and of
the national program as a whole had begun to tuke shape, All of these ac-
tivities had their impact at the local level,

The resnult of this expanded activity was a year that was heetie. Enroll-
ment doubled in the Professional-Year Program; two new schools partici-
pated in the program for the first time: four new programs were brought
into operation and the process of evaluation, both locally and nationally,
had begun in earpest- it was quite a year, quite a year,

The sear of expansion gave impetus to a conrse that was already being
followed: the decentralization of program deeisions, During the first year
the two programs involved quite different personnel and cach group devel-
oped plans for its own program. In the second year, with so many develop-
ments taking place (o parallel, it would have been virtaally impossible to
do any thing but decentralize.
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Besides necessity | there were two eritical components to a rationale for
decentralization. One of these lies in the belief that persons who are in-
volved in making decisions are much more likely to carry them out when
the time arrives for doing so or to reexamine and revise them when they
no longer serve a purpose. The other feature of the rationale has something
to say about parity and institutional change. Within a particular institu-
tion, those who are open to change are not clustered together in neat pack-
ages. Where two or three such people are gathered together, they must be
identified and reinforeed - that is, given the opportunity to build their own
teams and programs, The rule of decentralization enables change-oriented
persons to do this,

VMore often than not, these critical masses of people do not have equal
representation from each parity group and one group niay not be repre-
sented at all. As most of us know, the real world is not comprised of ideal
work groups waiting to be summoned to a task. Given these circumstances,
it was highly probable that the coordinator and staff of each program
would put together a unique mix of parity group participants. Thus it was,
with rare exceptions, that total parity was never achieved in any program.
Realistically , we conld either ignore this dis-parity, aceept it, or try to
change it. We chose the latter two. That is, we chose to view parity as a
“process of becoming™ rather than the “state of being there.” We accepted
the fact that some programs did not have, indeed perhaps never would
has e, something as specific as participation on the part of all four parity
groups. We did so knowing that we could have required participation (not
parity) by stating it as a prerequisite to being involved in T'T'T and using
Office of FEducation guidelines for leverage where it was useful or neces-
sary. But requiring “parity " is a little bit like requiring electives, and we
believed it probably would lead 10 some kind of letter-of-the-law response,
On the surface would be parity ; underneath, dissension and turmoil or
apathy and disengage ment,

Aceepting parity as a process of becoming and program groups as being
in various developmental stages of that process did not rule out all forms
of intervention by the eentral administrative staff of the projeet. (By een-
tral staff is meant the director, coordinator, an administrative assistant, the
evaluate r, and occasional consultants.) Rather, it ruled in everything but
coervion in various gaises, However, to set the record straight, not every-
thing was tried by any means, and more things were tried with some
groups, usiially the more receptive ones, than with others, The issues aris-
g from these interventions are disenssed in Chapter [V and the results are
reported in Chapters Vand VI For now, it is enough to say that the year
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of expansion made us acutely aware that conceptualizing and operation-
alizing parity and other T'TT concepts posed problems of considerable
magnitude,

Institutionalization

The year of expansion was followed by a year of rednction—at least in
termss of funding, In 1971-1972, federal funds were reduced to $157,000.
Our reaction fell somewhere between surprise and shock. The Indiana Pro-
ject had achieved a lot in its expansion year, All of the things we planned
to do we did. Furthermore, we had learned to temper onr requests for
(unds so that our expectations were more reagonable. Our request for
1971-T2 was £320,035, a sizeable increase to be sure, but not an unreason.
able one in the light of accomplishments and future plans,

The explanation for the reduction was a familiar one for those who traf.
fic in government or foundation funds, The funds available to the EPDA
Program as a whole had bee -educed by Congress and every local TTT
project with rare exceptio.  ad its level of funding reduced, some by sub-
stantial percentages, Thus it was that we accepted a 17 pereent reduction
in funding—not with a shout of eternal gratitude but with a quiet, uneasy
sigh of relief. It could have been worse—and apparently was for many pro-
jeets,

This minor tragedy did have its positive side effects, It heightened our
awareness of how fragile our existence was as a funded program and how
brief a period of time remained to wrap up our affairs, Taken alone, the
situation may not have appeared to warrant such a melodramatic conelu-
sion, but there weee other voices in the wind. In the spring of 1971, at the
suggestion of Donald Bigelow and Donald Davies in the Office of Educa-
tion, Dean David L. Clark of the School of Education called together the
directors of seven School of Education projects that had been awarded
grants from one KPDA program or another. Reputedly, this was th largest
collection of EPD\ projects in any single institution in the conntry. Davies
and Bigelow proposed that Indiana consider the development of a single
institutional grant proposal which wonld (1) do away with the projects as
individual entities, (2) eliminate areas of duplication and overlap, parti-
cularly in the administration of these grants, and (3) incorporate the best
features of each program into a unified whole with the potential for pro-
dueing significant change within the University, particularly in teacher
education, The project directors met with Dean Clark and other adminis-
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trators over a period of several months and reached an agreement to move
forward on the grant proposal,

In other words, developments at both the federal and loeal levels made it
inereasingly imperative that institutionalization of TTT programs proceed
with deliberate speed. Fortunately, developments at the local level and the
subsequent approval of the institutional grant by the Office of kducation
made what might have been a period of gradual winding down a period of
transition, Programs which were largely, but by no means wholly, funded
by TTT were maodified to fit a greatly reduced level of funding through the
institutional grant. Sinee that time, one program, Secondary Mathematices
has been completely institutionalized .- that is, it continues to operate sole-
Iv on University resources. All but one of the other programs also continue
with varyving levels of institutional grant support and with considerably
increased levels of loeal support. Indeed, it is our belief that most of them
can now be completely institutionalized when federal support is discon-
tinued at the end of 197575, This does not mean that all of them will be,
but they do continue to operate at the present time. It was, of course,
fortuitous that things happened the way they did, but these events do
suggest that more attention needs to be given—-both by local and national
personnel -to way s of insuring such transitional periods, Some of the
recommendations in Chapter V I speak to this point.

Dissemination

The fifth and final stage of the Indiana T'T'T Project began long before
institutionalization. but it took on added significance during the period
from July 1, 1972 to the end of the grant period, December 31, 1973, In
fact, it is difficult to pinpoint a specific beginning for this phase and virtu-
ally impossible to recall a time during the project when we were not en-
gaged in some form of dissemination, Press releases, announcements, arti-
cles, presentations, professional meetings, television shows, confecenees,
newsletters-all of these things and more constituted a steady stream of
dissemination activities from day one when the project beeame official.

Nevertheleas, it was the last eighteen months that were eritical ones for
the dissemination phase of the program. Fiest, the project had “peaked™ as
an enterprise and its accomplishments had been achieved. While bits and
pieces of the effort had been released, no attempt had heen made to docu-
ment the whole prior to that time, Second, the project wa: losing its iden-
tity as a project partly by choice, to expedite institutionalization and




partly because it had reached that point in its life span. If an effort was to
be made to analyze and distribute the results of the program, it had to
begin before the inevitable disintegration took place. Finally, the project
had a small amount of funds remaining in the grant and the Office of kdu-
cation was willing to see them used for this purpose.

As it turned out, the timing of our emphasis on dissemination was a little
on the downhill side, and we nearly lost the opportunity. Several persons
who had committed themselves to the task left the University: others took
on new responsibilities; one was hospitalized for several weeks—and the
writing ran behind schedule. A few stayed with it and two major publica-
tions emerged. One of these, Contemporary Practices in Secondary Mathe-
matics Teacher F.dueation, reports the results of a nationwide survey con-
ducted by Indiana T'TT personnel. The other is the publication you are
reading.

These publications do not tell the whole TTT story —not even the whole
that has not been told before, Several books would not exhaust the supply
of anecdotes and issues, personal meanings, and program accomplishments,
But if we have been at all successful, you will have experienced the essence
of TTT through the eves of a single project,

You will have struggled with some of the decisions, experienced some of
the emotions, encountered some of the failures, and enjoyed some of the
triumnphs. What more could anyone ask from the printed word.

Philosophy and Programs

To fully understand the Indiana TTT Project, one must be aware of the
philosophy that lay behind it and the practicalities that had to be dealt
with as programs began to emerge, The change model employed in TTT
had both individual and institutional dimensions, The individual change
model assume; that individuals can and do change their behavior in train-
ing settings and that they then make use of the new behaviors in the set-
tings in which they will be employed. 1t is assumed, for example, that
undergraduate students going through a regular teacher education program
acquire hnowledge, skills, and behaviors that they will use in their later
work with children in schools.

The difficulty with the individual change model is that it does not take
into account the variety of pressures that are brought to bear upon the
individual when he leaves the social system of the training setting and en-
ters the social sy stem of the employing institution, The social system of
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the real world of teaching places constraints on him that were not opera-
tve e the world inow hich he received his training, Very often, in faet, he is
~ociglized into a world of teaching in which the norms and values are quite
different from those he and his instructors verbalized in methods and
other elasses, The result, as research evidenee indicates, is that most begin-
ming teachers behave not as they were taught but as they think they must
in order to survive in the schools. Over a very short period of time, their
attitudes and values become very similar to those who are already in the
profession. In brief, new teachers tend to move away from the attitudes,
values, and practives they learned in institutions of higher education and
to adopt the attitudes, values and practices of the schools.

This does not mean that we should give up the goal of trying to change
the behavior of individuals, Changing individuals is the sine qua non of any
educational program, What i meant is that individuals are more likely to
change their behavior under some conditions than others, Let us briefly
list the conditions that are condueive to change,

Freedom to tey new ideas with little or no penalty for failure,

Ample time and resources to create and try out new practices, pro-
srams, and materials,

Imvolvement of persons who are oriented toward the ereation and
implementation of the new,

Freedom to choose the direction and pace of change,

\n institutional elimate in which new ideas can flourish,

\dministrative leadership which expeets and encourages change to
tahe place.

[nstitutional mechanismis which stimulate and facilitate the ereation
and institutionalization of change,

A rewards sy stem which recognizes the efforts of those who try to
produce the new whether they are suceesstul or not. The system
should provide even greater rewards for t'ose who suceceed.

These were the conditions we were trying to promote or tahe advantage of
i the Indiana TTT project.

We were also teying to bring about institutional change with the hope
that new institutional arrangements would stimaulate and reinforee changes
in the behavior of individuals. Vo institutional change model assumes that
i one wishes to bring about change within an institution one musi begin
with the ga. " vepers of that institution, the persons who influ nee the
decision making process because of the key positions they hold. In elemen-
tary schools, the role of the principal is certainly a eritical one, 17 he is not
in favor of @ particular change, he has many ways of impeding o - mllifying
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any positive action. While the elementary prineipal represents the formal
power structure in the school, there are persons in the informal power
<ructure who are gateheepers as well. Any feeling of disinterest on their
part niay be translated into passive resistance, open defiance, or d sengage-
ment. It goes without say ing that representatives from both of these
gronps need to be involved inany program of institutional change.

\nother assumption is that one is more likely to achiese institntional
change objectives by working toward them, While this seems obvious, it
cannot be emphasized enongh, for it means establishing institutional objec-
tives and restencturing institutional roles as a part of the training program.

\ third assumption on which institutional change is predicated is that of
providing training to several persons from the same institution <o that the
individual does not feel isolated on his return to his own institutional set-
tingr. 11 he has allies who have gone through a similar training program, he
has persons to talk with and plan with in attempting to bring about
change,

\ fourth assumption of the institntional change model is that individuals
in training be given an opportunity to make practical application of the
hnowledge and shills they have acquired in institutional settings that are as
sumilar as possible to those in which they are expected to carry on their
work atter the training has ended. In other words, prospective teachers
shontd be given an opportunity to practice their teaching skills in natural
school settings, There is an obvious caveat in conneetion with this prinei-
ple. Due cantion must be exercised to teach the trainee not to aceept what
i~ for what ought to be but as a starting point for moving toward what
onght to be,

The final asswmption is perhaps the most important - that permanent
institutional change must be planned for, begun, and completed. if pos-
<ible, before the experimental program has terminated. The annals of edu-
cation are filled with deseriptions of programs that offer promise for a
period of time and then fade into oblivion when the experimental period
has ended  that is, when outside funding is withdrawn, or the persons
i olyved enter into other ventures,

W hile this model of individual and institutional change gnided our ac-
tions in the establishment and conduet of programs, it did not always do
~o it exactly the same way. The practicalities of each situation had to he
considered as well, For an innovative effort to succeed, it must have the
involvement of those who are change oriented and who are willing to in-
vest a great deal of energy in bringing the change about. Unfortunately,
<iich persons are not alway » clustered together in neat pachages with simi-
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Lir interests and coneerns, The fiest tash then is to identify a “eritical mas"
of such pessons aronnd a programmatic theme that can be developed and
implemented, The second task is to try to extend that “eritical mass" with
the addition of new pesonnel or alternatively, to develop similar eritical
masses in other program areas, Both of these strategies were employed

with the Indiana TTT Project, Fach program in the ndiana 1 Project
represented a unique blend of these theoretical and practical consider-
ations, Asan overview, the siv progrims that emerged are again summa-
rized.

Professional-Y ear Program A field-based year-long teacher preparation
prezram for und -rgraduate elementary education majors that provided
traming for inethods professors, graduate interns and public school teach-
ers as well,

Community Involvement Program - An effort to stimulate parity involy e-
ment on the part of the community through training sessions, seniinars,
tutoring, and field experiences in smal! town and large city settings,

l rban Education Program A program of week-long visitation and obset-
vation iu the inner city which developed into a semester experience com-
bining student teaching and work in soeial agencies, | ndersraduate stu-
dents in the College of Arts and Sciences participated for credit with
stirdents in Fducation,

Wultiple Arts Program  \ cooperative effart between the School of Musie,
\rt Education. the School of Health, Physical Education, and Reereation,
and the Monroe County Community Schools, 1t provided training for grad-
adte specialists inan integrated, creative-coneept approach to the teaching
of music, art, and movement to elementary school pupils,

Secandary Sehool Mathematies Program A joint effort of the depart-
ments of Mathematics and Mathematies Fducation to bridge the sap be-
tween the college elassroom and the public <chool classroom. University
personnel and pre-serviee and in-senvice teachees shared decision making
and implementation responsibilities,

Farly Experience Program  \ cooperative effort of various departments to
provide undergraduates with fissthand experiences in the public sehools
and related settings in the college years prior to student teaching, Fach of
these programs is deseribed in considerable detail in the pages which fol-

low.
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Professional-Y ear Program

The Professional-Y ear Program was the largest single program in person-
nel and resourees undertaken by the Indiana T'1T Project. It provided an
integrated program of training for persons at the TTT.TT, and ‘1" levels.
Specifically it was designed to achieve the folloting objectives with each
of the groups mentioned below:

To strengthen the reality orientation of methods instructors by ex-
posing them daily to school practice and by providing feedback from
teachers and undergraduates on the practicai value of methods in-
struction,

To strengthen the supervisory capabilities of teachers (vis a vis under-
sraduates) through a formal program of supervisory skill training and
by giving them greater responsibility for supervision.

To strengthen the reality -orientation of potential methods instructors
(eradnate student interns) through a program similar to item 1
above,

To increase the practical and theoretical value of methods instruetion
by integrating it with student teaching in actual school settings.

To broaden the exposure of pre-serviee teachers by providing them
with a series of elassroom assigmments in different schools under
different teachers at different grade levels,

In addition to these specific objrctives, the program also had the effect of
increasing the interdependence of school and university programs.

The objectives were achieved through a combination of academice and
practical experience, The academic experienee consisted of (1) a one-week
workshop held at the end of each year, (2) a series of weekly seminars held
during each academic year, and (3) several half day and full day workshops
held at appropriate intervals. All of the participants obtained their practi-
cal experience in elementary sehools in the Monroe County Community
School Corporation t MCCSC), These sehools served as training laboratories
providing opportunities for each group of trainees to apply the =kills and
hnowledge they had learned by offering an integrated program of methods
instruetion and ~tudent teaching for undergraduate students,

Witk the help of several teachers, methods instruetors planned and in-
plemiented methods courses in language arts, social studies, scienee, and
mathematics. The instretors and their graduate interns made use of ele.
mentany classrooms for observation and participation experiences and
provided demonstration lessons with elementary students, These lessons
were video taped for future use with undergradnates and teachers. The
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sraduate students offered methods instruetion to new gronps of under-
sraduates in the second semester under the supervision of the methods
instructors, The graduate stadents also substituted for elementary teachers
during the first semester so that the teachers could participate in the offer-
g of methods instruction and could receive inservice training,

The methods instructor also provided in-service training for the elemen-
tary teachers, Fach instructor used the subject matter he was familar with
(lanmguage arts, for example) to upgrade the supervisory shills of the teach-
er. The teacher practiced the use of these skills with undergraduate stu-
dents who demonstrated their teaching skills with elementary school chil-
dren, The methods instructors also served in the role of consultant, provid-
ing assistance to school personnel in program development in their fields
of expertise,

Many of the elementary school wachers participated directly in the
methods classes through lectures, demonstrations, reactions to the presen-
tation of others. and so on. Moreover, their elasstooms were used by under-
sraduates in carry ing ont limited instructional assignments, The teachers
reviewed such assignments before they were carried out and offered sug-
gestions to the students, They also observed the lesson and provided feed-
bach to the student, In other words their role complemented and sup-
plemented that of the methoeds instruetor.

The practical experience which the undergraduale received during
methods instruction established a foundation for the more extensive
experience of student teaching, Student teaching varied slightly from vear
to year but usually took place during four weeks of half-day sessions and
six weehs of full-day sessions in the same schools, During these periods the
teachers worked closely with one or two students in her classroom. During
the same period. the methods instructors provided feedback to the teach-
ers on their supervisory behavior, Other university and school personnet
(the principals and central office staff, for example) plaved a variety of
roles as either trainers or trainees, Some served as consultants and made
spreial presentations, and others assisted in the administration of the pro-
sram. Still others partifpat «d by making observations and providing feed-
back on the operation of the program.

Table HI-2 identifies the number of participants involved from each of
the target groups and indicates ther prinary responsibility in the program.
It i~ important to note that most were to seeve in both trainer and trainee
roles. Even the undergraduates who are not recorded in the trainer cate-
gory performed the trainer function of providing feedback to methods

pre essors,
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Conununity Involvement Program

Several developments were taking place during the spring and fall of
1970 that led to the initiation of a program of comunmity involvement in
teacher edieation. Certainly not the least of these was the continued pres-
sure by Office of Edueation personnel in the national T'T'" Program to
stimulate parity involvement on the part of the community in all of the
T projects. Withont this pressure, we must honestly admit that we prob-
ably would have been much slower to recognize this need and slower yet
to do something about it. [tis to the eredit of the Offiee of Education
personnel that they maintained their pressure when the professionals were
howling and imashing their teeth.

Our recognition of the need was a greedging one at first. As professionals,
we did not clearly understand how community representatives could parti-
cipate in any meaningful way in the training of teachers and teacher train-
ers. Some of the more open among us had a vague feeling that the observa-
tions of the community would be helpful, but the idea of parity was
completely alien to most of us, We couldn™t even imagine it let alone
implement it (We still have some misgivings which are expressed in a later
chapter on issues and concerns,)

Table 11I-2 Professional-Year Participants

Participants Minimum Type of Participants Major trainer responsibility
number®  Trainer Trainee

Teachers 122 X X Lindergraduate supervision and
methods instruction

Principals 8 A X General coordination

Methods Professors 10 X X Methods instruction; in-service
development of teachers

Teaching Assoclates 6O N X Methods instruetion

Graduate Interns 17 X x Undergraduate supervision

Specralists in

Supenision 9 X X Consultant help to all

supervisors

Underraduates 200 X N/A

Others 13 X Varied

Total 385

*The numbers are minimal totals for three vears through June 30, 1972, Many more
have participated since then,
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Fhe intial anpetos tor a foeal program of com.aunity involvement came
not from the facalty nor the community but fre ntwo graduate students,

Fim Walhiams and Steve Prigohas . Ina memo wri ten during the spring of

1OTO Steve sard. 't h'.lrl_\. factors external to the school, hlrt)llgl'\ affect
classroom performanee ot s essential, therefore, that professionals
ot operate nsolation from communities they are charged to seeve. ™ Jim
Williams was makmy smilar comments from his background of experience
with the Job Corps at Camp Atterbury in Columbus, Indiana. These
cornnents ad the already achnowledged pressures from the Office of

I ducation bezan to move us toward a program  actually several pro-
arams of commumty involvement,

Phe first of these, A Co ity Educational Center in Indianapolis, was
proposed in the <pring of 1970, One of the leadership fismres in this work
was John Brown, Chairman of Urban Fducation, a newly formed depart-
ment i the Sehool of Education. The new center was to be a joint under-
tikhinge by the Center for Innovation in Teacher FEducation, the agenes
housig the THT Program, and the Urban Edneation Departiment, 1t was
desizned to bring together for training in a residential, inner-city facility in
Indianapolis.

... representatives of urban and rural communities, the
public schools, university faculties, state and local govern-
ment, business and industey | various sociocconomice * vels,
mmorits groups, and the citizenny at large, to exchange
perspectives on the immediac and long-range goals of edu-
cation and of teacher education and their relationship to
the community !

T he spm'il'i(' nl)_jm'tin's of the center program were s follows:

Lo ereate an awareness on the part of cach participant of the range of
fechings and perspectives on educational probiens represented within
a single gronp stch as professors, inner-city residents, suburban
teachers, and so on. FThe hope is to demonstrate the lack of homo-
geneity of thoughts and feelings within cach group.

Torassist professionals and fay persons from a suburban comnumity
(Bioomington) to obtain fiest-hand knowledge of educational pro-
arats and other social programs within the inner city,

Fo bevin the process of modify ing the attitudes of professionals .-
teachers, professors, and administrators and lay persons from subur-
ban areas toward inner-city residents and their edueational needs,

Toadentify and develop cooperative projects that emerge from the



~minars and other experiences within the Community Fducational
Center.? '
Several lay and professional groups were identified to participate in the
activities of the Center. They were:

Residents of innerity Indianapolis,

Representatives from groups and agencies that are involved in the
inner-city.

Representatives from faculty, administration, and students of the
Indianapolis schools, public and private.

Representatives from faculty, administration, ar. * students of 1GPUI
(Indi=aa University-Purdue University at Indianapolis).

Representatives from faculty, students, and administration at Indiana
University at Bloomington,

Representatives from business and industry,, local and state govern-
ment, and other Indianapolis groups.

Representatives from Monroe County Community Sehools.

Representatives from Bloomington residents and community agencies.

Representatives of institutions, projects, associations, and groups
throughout the country that e active in planning educational pro-
arams for inner ity arcas.®

[t i~ interesting to note the list of participants since they are representa-
tive of the four parity groups involved in the TTT Project and they were
drawn from two quite different communities - Indianapolis and Blooming-
ton. Exen more significant is the representation at a breakfast program
held in Indianapolis in June of 1970 to explain the purposes of the Center.
it included school board members, the Superintendent of Schools, several
top Univemity administratoms, representatives from leading social agencies
such as Urban League, Flanner House, Communiiy Service Conneil, several
churches, the Business Development Foundation and Eli Lilly Corpora-
tion, to mention but a few,

A= to the Center, it died aborning. Too many people apparently felt it
threeatened existing territories and relationships, and it was never given
financial support. The reader may be wondering why so much space has
been devoted to such an unsuceesstul effort, The answer is twotold. First,
it reveals the amount of work that often goes into program components
that do not suceeed. These programs require the same time and energy
that snecestul ones do and in most cases, the outeome cannot be antici-
pated. Secondly, such failures may provide the basis for suceess in similar
programs later on. Ideas are formed and relationships developed that may
outweigh the immediate disappointment or at least make it more aceept-
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able. We believe this happened with the Center proposal.

[n the fall of 1970, the Community Involvement Program began in carn-
est. From the program’s inception, involvement was viewed as a two-way
street, That is. representatives from the community were encouraged to
participate in teacher cducation and representatives of and participants in
teacher education were encouraged to take a more active role in the con-
cerns of the community , particularly with respect to education. One of the
anantivipated benefits of the previous year s activity was the emergence of
several clear objectives:

To sensitize facalty, gradoate students and public school persons to
the needs, problems, and expectations of community subgre ...,
particularly the low-income community .

To develop a dialogue hetween the public and professionals at all levels
that will promote cach group’s nnderstanding of the other’s
view point,

To involve the community inan active and meaningful way i teacher
education,

To evolve programs of mutual interest to both groups and to seek a
comnttment oit the part of both groups to cares them ont,

Community involvement programs were carried ont in two settings. The
one in Bloomington is described in detail here, The other, in Indianapolis,
i~ covered under urban education,

During the fall of 1970 Liaison was established with professors and in-
structors in several courses to suggest a modification in conrses which took
two formes, First. community resouree persons, paid on an hourly hasis by
TTT. made presentations and served as discussion leaders during one or
more of the class sessions. Second, some of the same re:ource persons
sepved as “wnides” for trips into the community and as discussion leaders
for rap sessions which followed. Primarily low-income yoath and adults
were employed for these purposes,

\[thoagh several courses were imvolved in the nse of such persons those
primarily atfected included:

F1o0  Introduction to Teaching

280 Human Deveopment and Learning

S5 Principles of Secondary Edneation

Fach of these cournes was and is @ multiple-sectioned course required of all
students (F100 and P280) or of all 2econdary majors (S-4835). Thus the
impact of their imvolvement was substantially more significant than three
vonrse titles might saggest,



Several activities were initiated in these courses with conununity re-
SOUFCe persons semving in avariety of roles,

Field experiences were arranged that permitted students to observe ia
culturally different settings such as inner-city Indianapolis and rural,
southern Indiana.

Tutoring was carried on in a variety of school and community settings.

Observations were made at school board meetings, parent-teacher
meetings, the Welfare Department, Community Action Program,
municipal court, Neighborhood Youth Corps, Job Corps, day care
centers, Christian Center, Planned Parenthood Center, and similar
prograns.

Rap =ssions were held with dropouts, minority group members, juve-
nile offenders on probation, youth from low-income families and
other youth who had experienced difficulty “making it™ in the
.'"h()()l.‘n

Visits were made to a variety of schools and school related programs--
GED Program. Headstart, Montessori schools, free schools, pre-
~chool programs. and similar prograu.s,

Students actuadlly participated in a variety of programs as tutors, teach-
er aides, cant workers, neighborhood workers, and similar roles,

While mo:t of the participants in these aetivities were 7 that is, under-
sraduate students many graduate students, professors, teachers, admini-
strators. parents, and other members of the community participated also.
Moreover. much of the leadership came from the low-income community .
Data is presented to substantiate this point in the discussion of the m-or
components of the program which follows,

Community Seminar Experiences

Seminars were condueted to provide an opportunity for interaction
between individuals and groups representative of the various soeio-
econome strata of our society, Seminars ranged from two to four, two-
hour rap se=sions. \ concluding rap session was conducted with the partici-
pants to discuss what they heard or thought they heard people saying dur-
ing the sesdions, and what they could do as a result of having the experi-
e,

In addition. regular two-week seminams were conducted specifically for
nndergradnate students preparing to teach and groups of low-income
adult=, middle-class adults, and adults and yorth who had been left out,
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pushed out, or had dropped out of the schools. The topies centered
around education, teachers, community, teacher prepasation, schools, and
similar topics. The table below identifies the number of participants in
each type of seminar,

Community Field Experiences

Community field experiences for faculty and students included one or
two dayv s of observation in non-public school educational programs such as.
day care centers, Head Start, free schools, a Montessori School, the Neigh.
borhood Youth Corps, Job Corps, Youth Opportunities, the GED Pro-
gram. and neighborhood centers, In addition, some participants spent one
half to two full days each week assisting or observing social workers, out-
reach workers, township trustees, well baby elinies, legal aid services,
courts, employ ment counselors, and persons or agencies with similar fune-
tions, The table below identifies the number of persons participating in
cach category,

sable 1II-3 Seminar Attendance, Fall Semester, 1970

Ty pe and Project Participants
Number Individuals Community
TIT TT T Adults  Youth  Total
Open Seminars 10 30 20 60 20 140
(12)
Course-refated 15 11 145 52 72 295
Neminars
()

Grand Total 435*

*The grand total does not necessarily represent the number of different persons who
attended since some persons may have attended more than one session.

Table lI-4 Field Experience Participants, Fall Semester, 1970

Participants
T 1T T Total
10 12 153 205*

*The total does not necessarily represent the number of different participants since
many have participated in more than one experience,
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Commuuity Tutoring Experieneces

Students elected to tutor as one means of partially fulfilling a course
requirement. Students tutored or assisted teachers in such programs as
Head Start, public schools, free schools, the Neighborhood Youth Corps,
Job Corps, the GED Program, the Learning Lab, ¢ay eare centers, the
Christian Center, neighborhood centers, and simi - programs,

The program was sufficiently snecessful during it fiest year to warrant
establishing an Office of Community Experiences ona pilot basis during
the 197172 year, This office served a broader range of needs and interests
both in the community and in the School of Fducation. It was given the
charge of reaching out to the people and agencies of the community in the
same way that the Office of Professional Experiences, a long established
offiee in the School of Education, was responsible for establishing and
maintaining linkages to the sehools. Its activities and results will be dis-
cussed at lenuth elsewhere, For now, it is sufficient to mention that the
deeision to establish such an office was made at the end of the first year of
the Community Involvement Program. Perhaps even more significant is the
fact that the professor-coordinators for FI0O and P280 joined their divi-
sion heads in giving approval and in comumitting resources to this new en-
terprise,

Table I1-5 Tutoring Exper.ences, Fall Semester, 1970

Loeation Farticipants
TTY TT T Total

Publie School NA 30 30 60
GED Program NA 6 18 28
Special

Fducation MA 3 15 18
Head Start MA 10 a3 37
Free School NA 3 7 10
Day Care NA 3 8 It
Christian

Center N/A l 14 15
Totals a6* 119* 175*

N A means ‘ot Applicable
*The column totals do not necessarily represent the number of different persons who
attended sinee some mdy have attended more than one session or eaperience,
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During the same period when the projeet stall was struggling with its
developing connmtment to community involvement, there was an inereas-
g recognition of the need to establish a prograan in urban education at
Indiana University . This coneern was being expressed within the institu-
ton long bhefore there was any awareness of Office of Fducation interest in
~uch programs althongh interest and pressure from the Office certainly
added to the impetus,

In other words, F1T was not adding a nes thrust i urban edneation: it
was addding a new thrust o this area The antial objective for this thrust
was the establishment of the Community Fducational Center in Indianapo-
he. This effort, which did not succeed, has been deseribed nnder the Come-
nmrty livolvement Program., Fae thoush this program didn't sueeeed, it
prosuded the relationships for additional efforts that were sueeessful,

he first Urban Education Program began in 1970-T1 1t provided for a
week-long program of visitation and obsenvation in the Indianapolis com.
nuarnty by Prolessional-Year students and faculty | including public school
teachers and admitstrators, The program included visits to special pro.
aratns and facilities within the urban community - Flanner House, Dignity
Honwe, Youth Fducationad Semvices and to inner-city schools, Presenta-
tions were vade by members of the John Birch Society, Black Panthers,
and personnel from the operating agencies,

This weekdong experience vach semester led 1o the placement of some
Professional-Y ear students in Sehool 26 during the second semester for
therr student teacking experience, ACthe time School 20 had a 98 pereent
blark enrollment, o <staff which was 50 percent white and a principal who
wa~ blach, N Dlack public school teacher and a white instruetor teamed
tozether to offer methods and to supenvise the students during the semes-
ter, The Urban Fducation Program was continued during the nextyear o .d
was con-ttuted as a separate program for those with a specialized interest
i teaching i urkan ~chools,

I the fall of 1971, this newly established Urban Semester Program was
apened to all elementary and weondary magors who had completed meth-
onds and were ready for student teaching, The program was developed
gonnthy by the Center for Innovation in Teacher FEducation, the Depart.
ment ol Urban Fducation, the Department of Secondary Education, the
Department of Elementary Education, the Office of Professional Fxperi-
eices, the Indianapolis Public Sehools, and Flanner House, a non-profit
~octal ageney e Indwnapolis, I one of the elementary schools, the pro.
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gram was articulated with the Pupil Personnel Serviee Center-Satellite
Program, a program to develop a new support professional in guidance and
counseling for urban schools, While the program was similar for both ele
mentary and secondary majors. the pattern for each is described separately
because of differences in requirements.

The program for secondary majors consisted of a fullsemester experi-
ence in Indianapolis. Approximately one half of the semester was spent in
student teaching and the other half in work and exposure experiences with
various ~scial agencies, The group also lived in the eity and participated in
academic and ealtural experiences as well.

The program established two sets of objectives—one for student teaching
anl the other for the experiences in the social agencies and the urban en-
vironment. The objectives for student teaching wece derived directly from
the handbook ased by the Office of Professional Fxperiences:

To provide for professional development of young teacher- through
integration of theory and practice,

To help stadents achieve a realistic anderstanding of the individual
child as a developing human being.

To help the stadent see more elearly the relationship of the school to
the community it serves,

To promote the growth of student teachers by encouraging them to
rea. and to become familiar with professional books, magazines,
resource units, audio-visual aids, and other materials related to
their teaching experiences,

To suide the beginning teacher in understanding the total organization
of the modern school.

To develop certain important abilities involved in planning teaching-
learning activities: in organizing materials of instenetion to provide
for the individual needs. interests, and capacities of youthe in han-
dling routine elements of ¢lassroom management: and in evaluating
pepil growth.

To continue the development of essential personality characteristies of
tearhers su h as breadth of interest, curiosity | dependability, and
vunpc-rulinn.4

The anique ohjectives to be achieved in the urban environment, inelud-
ing it~ schools and social agencies, were as follows:

Fach stndent should be able to identify a variety of environmental
mflurnees that contribute to the attitudes and feelings which a child
brins to school,
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Fach student should be able to list a variety of resources that he might
tap as a professonal teacher to provide assistanee to the students
under his responsibility.,

Fach student should be able to identify several ways in which com-
munity agencies contribute to the problems that have been identified
with urban dwellers (eg.. feelings of powerlessness, depersonaliza-
tion, alienation, ete))

Fach student should be able to identify ways in which these ageneies
contribute to the resolution of these problems,

Fach student should be able to identify several ways in which he has
personally responded to the urban environment and the agencies
with which he has worked.

Fach student should be able to specify several way s in which the black
conmunity ol Indianapolis or some segment of it has been critical of
imner-city schools and propose ways in which the schools could be
more responsive to sueh eriticisms®

These objectives were developed by the TU staft working directly with
Flanner House and the other social ageneies involved.

T he !'\po'rio'n('o'n associated with the program were of two mujur ty pes:
those ty pical of student teaching experiences in or related to the school
prozratn and those connected with the larger Indianapolis community .
Siner the former experiences are well known to professionals, no effort is
made o describe them. The community experience program, coordinated
by Flanner House, vonsisted of four parts, The finst was a set of work
eaperiences 1 one or more of four ty pes of community ageneciest govern-
mental agencies, private social ageneies, pressure groups, and community
organizations,

The governmental agencies included educational agencies, offices of loeal
government. employment and welfare offices, prevention and correetional
agencies, housing, health and other agencies such as the Human Rights
Commission, the Civil Rights Commission, and so on, The private social
service ggencies included employ ment agencies, day care centers, hounsing
agencies, health services, aleohol and drag abuse programs, migrant and
transient aid. settlement houses, recreation programs, and programs for the
age ok The pressure groups included the Blaek Panthers, the John Birch
Society, National Assoeciation for the Vdvancement of Colored People,
Indianapolis Free Press, Southern Christian Leadership Conferenee, Urban
Leazue, Martin Center Indiana Civil Liberties Commission, and Indianapo-
s Women's Liberation, Three community organizations participated.
Lhey were Northeast Side Community Organization (VESCO), United
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Northwest Area (UNWA) and United South Side Community Organization
(L=sCn,

\ ~etof exposure aetwities constituted the second aspect of the pro-
gram. These activities paralleled the work areas to which students were
assigned during a given period. For example, students assigned to govern-
ment agencies may have attended a meeting of the City -County Couneil,
visted the courts, or accompanied a police officer on his rounds in a police
¢ar.

\ third ~et of experiences may be described as academic and/or cultural,
These ineluded a course on racism, black arts theatre, seminars, special
weehend programs, and similar experie nees,

Finally, the fourth experience was that of living within the urban en-
vironment under conditions which simulated those of actual ity dwellers.
Students spent most of their time each semester in the urban environment
including as much as three weehends each month, They made use of public
tran=portation and coped with the other problems which urban dwellers
face, Sinee they lived in “family ™ groups of five or six students, this too
constituted a unique learning experience,

For this rather unique program, students obtained credit from a variety
of sonrees, Eight hours of credit was earned for student teaching and as
much as eight more hours of eredit for the community experiences, The
latter was obtained from both the School of Fducation and several social
~eience departments in the College of Arts and Sciences,

The program for elementary majors was quite similar to that for secone-
any majors. Differences were due largely to the fact that elementary majors
typically student teach for the entire semester, receiving fifteen hours of
eredit for the experience, However, elementary majors were released for as
many as three afternoons cach week to participate in the community ex-
pericnces program, In some instances, this time was coneentrated in a
block of four or five weehs.

One of the unique administrative features of the program involved a
subeontract with Flanner House, a social service ageney in Indianpolis,
This subeontract between Flunner House and Indiana University -
approved in advance by the Office of Education - permitted Flanner House
to ~erve as the coordinating ageney for the community experience part of
the program. \though technically, its work was reviewed and supervised
by personnel of the University. the practical affairs of the program were
administered by Flanner Honse, The result was one of those rare oceasions
when a university gave eredit for a program administered by an agency
other than the public schools, From a program standpoint, the operation
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was even more diverse, Martin Center offered a conrse in race relations,
and other agencies participated in the prosision of both field and seminar
experiences, While all of the parity groups called for in ‘TTT guidelines
were represented, they tended to remain in relative isolation from one
another, The exceptions were the School of Edueation and the schools and
the School of Education and the social agencies, especially Flanner House,
Nevertheless it was a very viable arrangement.

The Urban Colluge B eekend was another component of the Urban Edu-
cation Program. [ts objective was to afford participants an opportunity for
a briel but total immersion in the multi-faceted, inner-city culture. A
ty preal weekend beganat 1:00 pan. on Friday and ended on Sunday after-
noon. While activities varied from weekend to weekend, a typical weekend
nughtinelude the following:

Orientation to the program and to the city of Indianapolis at Flanner

”()“N'-

Observation in inner-city schools,

Visiting andd/or eating in welfare homes.

\ttendanee at Southern Christian Leadership Conference, Operation

Breadbashet Raliy.

Attendance at a Black Arts Theatre and diseussion with the cast.

\ttendanee at storefront and well-established black churehes.

\ecompany ing a patrolman on his rounds ina police car,

\ttendanee at sessions of municipal court,

“Rap™ sessions with a variety of individuals and groups.

Participation m sunvey s of inner-city neighborhoods,

Fatimg meals in inner-cits restaurants,

Visiting innner-city bars,
Wath rare exceptions where “scholaships™ were provided, each participant
pard 315,00 for the weekend experience, This covered meals, lodging and
some aspects of transportation. The list of participants included graduoate
and undergraduate students, faculty | staft, and administrators of the $'ni-
versity faculty and adninistrators of public schools, and representatives
from homes and agencies in the community . Our records show that more
than 200 persons attended these sessions,

The Urban Collage Weekends had considerable value in exposing indivi-
duals to the culture of the inner city . They also represented an excellent
recrintment desice for the Urban Semester Program. This was even more
true i later years when the weekend program drew upon the semester
program for its staff and ideas, Thus, cach component of the Urban Educa-
tion Program reinforced and was reinforced by the other components.
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Multiple Arts Program

The Multiple \rts or Three Arts Program, as it was also called, offered a
ereative-concept approach to teaching music, art, and movement. It com-
bined a graduate program tor training specialists in the arts with a school
program which integrated instruction in the three arts for elementary
school pupils. The program was developed and implemented by professors
in the School of Musie, School of Education, and School of Health, Phy si-
cal Education, and Recreation and by specialist teachers in the Monroe
County Community School Corporation (MCCSC),

Conceptually, the program provides children with a way to understand,
comprehend, enjoy, and use the arts in daily living. The program depends
on exploration of media-sound, image, movement and their qualities--and
way ~ of organizing them in time and space, The relateduess and differences
of the structured elements of each art are emphasized and taught in an
increasing spiral of experiences at each grade level, The structured ele-
ments of pattern and rhy thin, thme and wmelody, color and expression,
simplicity and compiexity of textuge, form and design are examined by
pupils through a series of participadve experiences,

The Three Arts Program developed basically from three current theories:
the theory of conceptual structuring, the theory of creativity in the class-
room, and the perception-delineation theory of June MeFee,® The theory
of conceptual structuring emphasizes giving students an understanding of
the fundamental structure through the presentation of basic coneepts. The
individnal must be able to categorize his experiences in order to recognize
the ~ame coneept in a slightly ditfferent forin, In relation to this theory,
the level of maturity determines the complexity of the learning experience.

The second theory is based on the assumption that ereativity is the pri-
mary means of learning, The program offered experiences which made use
of ereative involvement as a means of acquiring concepts, The emphasis
was on ereativity in art, music, and dance rather than on performance,

The perception-delineation theory suggests several factors which affeet
an individual’s art productions, These factors are readiness in terins of
phy sical and perceptual development, the psy chological enviroument, the
ability to handle information, and delincation, which is based on readiness
for pereeptual experiences,

The program was desigmed to help children:

Understand the basic conceptual structure of ecach of the arts and the
interrelatedness of the arts,
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Develop pereeptual awareness by giving each student opportunities for
experiences in pereeiving, organizing, and using his conceptual infor-
mation.

Develop ereative potential by providing snecessful ereative experiences,

Develop some shills for expression and communication in each art.

Enconrage enjos ment and satistaction in the participation and use of
these arts with personal involvement.

Develop an ability to mahke aesthetic decisions by relating their own
artistic creations to art in their immediate environment,

[nstruction in the multiple arts was offered to graduate and undergrad-
uate students during the regular academic y ear and in special summer
worhshops, Some of the expected outeomes for this component were:

\ ~ound curriculum in the fine arts from a cognitive-perceptual level
and an experiential level for elementary school children.

A cadre of public school teachers who are trained to teach a multiple
arts curriculum and who can assist student teachers to implement
such a curriculum,

Fine arts professors who can conceptualize, install, administer, moni-
tor. and demonstrate a multiple arts program.

Classroom teachers more receptive to fine arts in the daily selection of
learning activities and in the recognition that the arts are an impor-
tant means to communicate human feelings and aspirations.

Graduate students experienced in the use of a multiple arts curriculum
and committed to introducing it in other schools and colleges.

Special teachers available to teach and demonstrate before other spe-
cial teachers enrolled in summer workshops.

The first interns entered the progran in the fall of 1967 before T'1"T had
started. During the second semester of the 1968-69 year, the program was
initiated in Hunter and Elm Heights elementary schools, The staff, under
the direction of the School of Music, consisted of 2 interns teaching 2 half
day~ each week in each school. During 1969-70, the program was con-
tinued at Hunter School with tw o interns in a team teaching approach five
one-half davs a weeh.

In 19T0-T1 a combination of T'TT funds and funds from Monroe County
Community School Corporation made it possible to expand the program
to s total of siv elementary schools, Involvement had now grown to co-
ordination amony three Indiana University professors, siv graduate stu-
dents, and seven MCCSC teachers, The normal planning, performance, and
coordination schedule for personnel was now five one-half days a week,
Teams were developed in each school under the direction of the music
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teacher, who in turn, was assisted by the graduate assistants,

1T involvement began in the sunmmer with an extensive workshop
under the direction of university faculty in the three arts method for the
art, music, and physical education teachers of the elementary schools, All
T1T funds provided in 1970-T1, except for minimal workshop expendi-
tures, were used to provide stipends for siv graduate assistants in art,
music, and danee, One MCCSC musie teacher also received remuneration
to ~erve a~ overall coordinator and supervisor of the program in the four
‘I“I“l. -‘('h()()l.‘-

In 1971-72, the Indiana T'TT Project provided funds to continue multi-
ple arts in Broadsiew School due to the favorable response of students and
the request of the faculty . 1t TTT had not provided the funds for the sal-
aries of two graduate student instructors in the multiple arts, the program
would have been financially impossible in Broadview School. Additionally,
in 19T1-72, the program operated in Hunter and Arlington Heights Fle-
mentars Schools with siv specially trained student teachers in the areas of
art. music, and dance: however, no 1T funds were involved in these two
~chools, Li both situations the yraduate and ondergraduate students
worhed as a team under the dicection of the elementary school musie
teacher,

The overall reaction to the Multiple Arts Program has been favorable, [t
wis the consensus of opinion at a Participants’ Advisory Board meeting in
the fall of 1970, that extra effort was needed in training interns and school
corporation pessonnel quite thoroughly before entrance into the progranm,
This problem was solved through in-service seminars and sununer work-
shop= which were a unique and integral part of the program, (na few
cases, some scheduling problems had to be alleviated: however, the com-
bined effort of University faculty, school principals, and classroom teach-
ers wreatly lessened or eliminated this factor as a problem. An additional
request was received from teachers to have the multiple arts more related
to social studies and holiday s without abandoning the interwoven frame-
work of the three arts, This re juest was acted upon immediately by all
concerned,

No program regardless of quality or aceeptance is without its difficulties,
The most serious handicap to the Multiple Arts Progeam has been in the
matter of finance, Lack of MCCSC funds to employ certain specialists and
lack of Umiversity Tunds, so heavily dependent upon federal funding, to
buy intern time was and is, the most serious problem. Another handicap.
dthough continually dimini=hing. is thorough training and understanding
among all the participants in the program,
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Fhe Multiple Arts Program is presently an option for student teachers in
the Divison of Teacher Education and is operable in two schools, Univer-
ity coordinators are working with students in Farly Childhood Education
wcombined methods approach, In 1973-T4, this same approach will be
given to students in the Encore Program, There is a strong possibility that
the program will expand into two additional schools that have music spe-

cudlist> trained in the original Multiple Arts Program.”

Secondary Mathematies Program

Lhe Secondary Mathematies Program, originally cafled the Geotetry
Program, was one of the fint two programs implemented by the Indiana
1TTT Project, Three of the four TTT parity groups were involved from the
begmming Included were nniversity professors and students from the
Mathematics Department m the College of \rts and Sciences, from Mathe-
maties Fducation in the School of Education. and secondary school teach-
er> of mathematios from the Monroe County Community School Corporas
tion, bach of these groups was involved in an integrated program of
working and learning toge ther,

The ohjectives for the program were as follows:

lo update the geometry content in the andergraduate teacher education
program for prospective elementary and secondary mathematics teachers,

To update the content background of presserviee and in-service teach-
ees and departinent heads by teaching the new content,

Toupdate the content background of mathematics education faculty
and gradudate students <o that methods instruction could be articu-
lated with the new content courses,

Fo stretusthen the high school and junior high school geometry: curricu-
him and as 4 result, to improve teaching and the use of new materials
by classroom teachers and student teachers,

Each zroup took the lead. with asistance from the others, in implement.
it different segments of the program, During the first vear, when geome-
try courses were revised, the inathematicians assumed the leadership role,
The teachers and a methods prufc'»ur provided assistance b)‘ reacting to
the revisions and discusing their implications for school mathematies,
Some of the concepts which received added treatment in the revised
courses include svmmetry | transformations, elementary topological no-
tions, comvenity and vectors, During a “triad run’™ of the courses in the
second year, aanathematics education professor, two graduate studenta.,
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and ~everal teachers ook ™ the course with undergraduate students in
elementary and secondary education, Thus, all of the hey participantsin
the program were brought up to date with regard to the new geometry
content. \s a result, the methods professor was better prepared to make
parallel revisions in the methods course and the publie school teachers
better equipped to senviee the content needs of their student teachees,
Moreover. the content of mathematies classes in secondary sehools was
also improved throngh the process.

During the second vear, the methods professor, his graduate assistant,
and the public school teachers gradually assumed greater responsibility for
feadership, althongh the mathematies professor continued in the program
to observe the impact of the new content in the schools, Immediately fol-
lowing the courses in geometrs and mathematies methods, short meetings
were held to plan and complete administrative arrangements for student
teaching which was scheduled to take place during the fiest eight weeks of
the second semester,

\ ~ccond set of meetings, of longer duration and greater informality,
arew ont of the first, Held in the homes of the participants thronghout the
Jatter half of the first semester. these meetings enhaneed the rapport of the
tudents and superyising teachers. s the time for student teaching neared.
it became apparent which pr(mpm'li\(' teachers would work most effec-
tively with which superising teachers and by mutnal choice, they were
paired with one another several weeks prior to the student teaching period.
This gradual introduction of the student teachers to their supervising
teachers and their classtooms, completely or partially solved in advanee
<ome of the problems usnally associated with adjustment to the student
teaching experi snees As a result, the students felt more comfortable in
their new roles as teachers and did a more effective job,

Supervision of the students was provided primarily by the elassroom
teachers, In addition, each student was observed by the program coordina-
tor and his graduate assistant, and feedback was provided in afterschool
discussions,

From the students” point of view, the integration of mathematies con-
tent and methods better equipped them for their teaching assignments.
Several used innovative teaching procedures and introdueed non-tandard
mathematical topies. Two were able to teach full units in transformational
veometry and others offered units in probability at two different grade
levels,

Daring a program evaluation reteeat beld in late Mareh {971, there was
srneral consenisus that the program had heen successful in achiesing its
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objeetives and that many aspeets of it should be retained in future pro-
arams, Phe sspect of the program judged nost suceessful was the close
cooperation and rapport that had developed between the members of the
zroup. parbcudarly the teachiers and student teachers, To many . this co-
operation done meant a greatly improved student teaching experience,
Fhe program has continned to operate in subsequent vears in much the
~ame manner as it did when it first began, The mathematies conurses have

been tnstalled as the regular"courses in this sequenee ard prnlmm_\ will
not regure any ammediate revision. The integration of methods and stu-
dent teachms through infornal contacts arranged in advanee continues at
the present tune, Finally, discussions are currently underway to involve
sotne ~schouls and teachers outside the MCCSC ssstem, In smmary , the
Secondary Mathematics Program has been a program in which the decision
niahers have been the implementors as well, While it was never envisioned
asa large prograntin either mumbers or resources, it has aready senved
more than 50 teachers and student teachers, tn the future., it is expeeted to
provide a high gualits program to even greater numbers of presenvice and
m-~emviee teachors,

Farly Experienee Prosram
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Phe barly Experience Program began as a planning effort during the
F9T0-TE academic vear. “Farly experienee ™ refereed to the need of under-
sradites to aequure firsthand experience in sehools and other settings well
m advance of the student teaching period. The rationale for doing so was
to _ive them a sense of what <chools and teaching were like long before
they were ashed to make a career commizment to teaching. The resulting
carly experiences designed primarily for freshmen, sophomores, and
jumors were intended to lead to a decision not to teach or a more produe-
tive student teaehing experienee,

Fhere are two courses in the Sehool of Fducation at Tndiana Hiversity
that reach virtually every student in elementary and secondary education,
One of these i Introdietion to Teaching (F1O0) and the other is Human
Development and Learning (P280). These are the only two multi-ectioned
courses respured of all undergraduate students, To insure implementation
of the barly Fxpenience Program that evolved from the planning, the
protesserscoordinators responsible for these courses were invited to partici-
pate i the eardy discusions of the program and the appointinent of its
personnel From these discussions evolved a team of persons who would
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develop plans for the program, The team included not only professors and

sraduate students but teachers and community resource persona who were
paid for their contributions, \fter one semester’s deliberations, a report
was prepared outlining objectives, field experiences, and academic experi-

ences that were to comprise the program. Table 1116 below provides illus

trations of these recommendations in four major categories: Peesonal,

Table 1116 Recommended Fperiences

Objectives

Personal

Experiences in Schools
& Community

FI00 Given a personal inter-  Observe several situations

action situation, the
P280 individual can verbally

state the feelings of

another person

in the classroom, on the
play ground, and lunch-
room and write a reaction
to them. Check with the
child or the teacher to
attempt to determine the
validity of your observation

Relating to Fducational Theory

FI00 Given a specified hst
of matery shills. the
individual can rate
student progress in
attaining them.

Relating to the School

FIOO Given the parents
served by g srhool,

P280 the individual will
become aware of the
mportance of the
teacher-parent re-
Lationship.

Relating to the Community

FI00 Given the population
ared of the school,
the individual will
dssess the soca-
vronomic level and
the ethnie and par-
ental aspirations as
thes relate to the
school.

0

Develop a list of behavioral
objectives and teach a ehild
the specitic skills in a sub-
jeet area,

Observe a parent-teacher
conference. Visit homes of
parents,

Spend some time with the
AP field worker. Visit
Headstart Program, Visit
homes with social worker,
Attend PTO meeting, is
cuss children's problens
with the nurse.

Instruct’ «nal Experiences

Video-tape in classroom
the different aspeets of
the role of the teacher,
Use protocol materials
for reaction, and small
group role playing to
detnonstrate cause and
effect.

Mager **Behavior Objec.
tives"

Bloom *'l.earning for
Mastery™

Pamphlet on parent-
teacher conferences,
Film *Benny. Child
Who Cheats.™

Read: “Slums and Sub.
urbs"" and *Impossible
Resolution.” Films:
“The Way It [ “Web-
ster's Grove,” and
“Marked for Failure,”
Protocol material:
“Tense linprrtect.”



Relating to Fducational Theory, Relating to the School, and Relating to
the Community. The actual report carried several pages of recommenda-
tions under these categories,

During the spring semester, a lintited programn of carly experiences was
provided to stadents in elementary education, This field trial of the pro-
sram provided many insights which were incorporated into a revised
deseription at the end of the y ear.

- Faaluation
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In 1970-T1, the “vear of expansion.” a half-time evaluator was em-
ploved for the TTT Project. The other halt of his appoinment was paid for
by the Department of Fducationa Psy chology, for whom he taught
courses in tests and measurement, The first semester of that year was
devoted ta developing rapport with staff and students of the programs and
formualating with them a general approach to evaluation, The “evaluation
model™ that evolved from the process is displayed below.

[n this model, evalnation is designed to provide a continuing flow of
mformation to project personnel to enable them to make appropriate deei-
sions, Decisions fell into one of three broad categories: (1) to continue the
program as planned, (2) to revise the organization, curriculum, staffing, or
other aspeets of the program, or (3) to terminate the program at an ap-
propriate pointin time. Usualy . decisions to revise or terminate were
made within a cirenmseribed context, For example, the teachers in parti-
cular schools did decide to terminate their participation in the project, but
the program continued in modificd form in other schools,

The dimensions of the model suggest two major features of the evalua-
tion effort, First. it was to focus on all levels of individual and institutional
change, [n this respect, it did parallel the original program objectives.

Figure lLI-1 Evaluation Model

Process Stages Participants
Institutions Individuals .
TTT TT T Other

Formulation
implementation
Awdreness
Product
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Secomd, 1t was designed to operate throngh all stages in a program’s devel-
opment. Sinee some programs had begun prior to the formulation of the
plan for evalnation, they could not be examined in their formulation stage.
At exeeption to this was found in major progeam revision, Here evaluation
could be and was made before and during the planning for or formulation
ul the reviston,

[uitially . the most important dimension of the model was the imple-
mentation dimension, Sinee two programs had begun the previous vear
and others were beginning conenmrently with plans tor evaluation i wis
unportant to determine as a fiest step what the objectives and proce.dares
of vach component were and whether cach was beingimplemented in the
manner deseribed, We hoped this wonld enable us to attribute pesults to
speecifie dimensions of vach program. " Awareness" refers to how knowl.
edieable the participants were about the objectives and procedures of cach
program. By participants is meant both teaners and tranees,

\ithough the “product™ is generally viewed as the output of a progran
we felt that even some aspects of this dimension could be tapped through.
out the conrse of the project. For example. the produets ol a two-week
~etninar can be measured at the end of that seminar, and student perform-
anve as teachers can be mvasured at the end of cach year or at other
appropriate observation points,

Many readers will be aware of the stmilarity: between this modei and the
<o called CIPP model desefoped by Guba and Statflebeam. The context,
mnput. provess, and product stages of the CIPP inodel do bear rongh simi-
Larities o our process stages, Moreover, sinee Guba is at Indiana and he
had been involved in the development of the TTT Program. we do admit
to having been influenced by his thinking. In fact, the odgind TTT pro-
po=al called tor the use of the CIPP model. When funds were limited. the
b ciston was made to employ the simpler model presented here,

Smee the project was aleeady breoming quite comples and the evaluator
wa= available only half-time, an eardy decision was made to focas most of
his energies on the Professional-Year Progiam for several reasons, Fint,
this program was one of two begun during the previons year, Second, it
did represent o substantial investment of personnel and other resources
thronghont the cournc of the TTT Project. Fustheemore, it did have TTT,
T oand T levels of imvolvement from three pority grouns, Thas, it repre-
sented a Kind of microcosm of the larger project. Finallv. we were con-
cerned about doing a careful job of cvaluation o those arcas in which it
was undertahen, A= aresult, the data reported in other chaptem of this
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publicat.on was most frequently . but not alway ~ obtained from the
Professional-Year Program, Inany event, the decision accountas for the
imbalance in the data colleeted from progeam to program.
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I “Proposal for a Community Fducational Center,” mimeographed
proposal prepared for discussion parposes and for submission to
Lilis Endowment Fund, May. 1970, p. 1,
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Implementation Issues and Concerns

[t i~ one thing to conceptualize a program, to describe innovative fea.
tures and list desirable outeomes, [tis quite another matter to implement
the program. mahe the innovative events actually oceur, and coneretely
realize the established goals. There is considerable literature indicating that
many publicized programs in public schools are far more “purported” than
“real.” Goodlad and Klein in Behind the Classroom Door' suggest that
innovations in many schools have ghostly characteristics—hard to see, lack-
ing in substance, poorly understood, shadows of their original selves,
Gross., Giaquinta and Bermnstein? as well as Provus® point out that the
desired goals of programs often are not reached simply because the innova-
tive treatments are not applied,

Participauts who plan teacher education programs can write lofty state-
ments about worthy goals, promising activities, and redefined roles, We all
like to speculate about the “way it ought to be,” The blueprint for change
catt be made to look good by citing research findings and quotations from
prestivicius others, When the time comes for all parties to work —to actu-
ally conduct activities, modify behaviors, and enact roles- participants
often find the blueprints unworkable, Most of us are blissfully ignorant
about how painful or personally discomtorting our functioning in a new
approach is oing to be, Doubts arise during implementation over the most
well thought out concepts championed during the planning period. Such
doubts are intensitied when participants are required to change schedules,
invest more time, talk with outside educators, relinquish a portion of their
power, and compromise their goals, However, it is only from these activi-
ties that education majors experience better teacher preparation programs
and children experience improved teaching, Writing about new treatments
tay enhanee the promotional dossiers of professors but writing, alone,
brings no practitioner or institutional change, To implement change, the
concepts undergirding the writings must be converted into observable,
sequential, logically ordered, and competently executed units oi wark.

Che implenentation cube depieted below illustrates eighteen possible
sourees tor cotveern in the i plementation of field-based programs. The
v pes of concern (conceptual, human, and technical) interact with the



orsanizational groups (university, publie school, and contmunity ) that are
affected by the change, \s change i~ a dy namie process riather than a static
entity, problems urimplementation vary along a time dimension (preactive
or prior to implementation, and proactive or during implementation). The
broken hine dividing the preactive and proactive stages indicates that many
teties and coneerns are not exclusive to either one stage or the other, Dur-
g the proactive stage, issties arise whivh were dealt with, [)U.\l[)()nt‘(i. or
wnored 1 the preactive stage. In short, the frequency ty pe.variety and
extensiveness of coneertis, issues, and problems i the proactive tage have
a direct eelationship to concerns, issues and problems addressed or not
addressed in the preactive stage,

Figure IV-1 Sources ol Goncern in the Implementation of a Field-Based Program
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[his enbe provides the framework for the remainder of the chapter,
However i order to avoid duplication and emphasize the interdependency
ol the material in each cell, the discusion will be organized around con-
ceptual, human, and techueal coneerns, Time and organizational dimen-
stons will be considered within the treatment of these concerns,

(:()ll(':-ptu.d (.onverns

[ many respects coneeptual coneerns are the primary issues of the pre-
active stage: nonetheless, there are conceptual issues which do plague
unnversity . public school, and community participants during the “doing™
or proactive stage of program development. Quite simply, how extensive
these concerns heeome in the proactive stage is in direct relationship to the
nunmber of viable solutions tound during the preactive stage,

Questions which should be addressed by program implementors and
which retlect varions conceptual concerns of program development form
the migjor subdivisions of this section. While some questions foens atten-
tion upon the university and others elearly center on the public schools or
the conununity, most questions directly or indirectly involve all partici-
}».ml UTOUps,

Conceptual Concern =1:  Has there been a meaningful involvement, com-
mitiment, and responsibility for community and school personnel in the
conceptual phase of program development?

A\~ stated, this question mahkes the assumption that a parity relationship
~hould exist between aniversities, public schools, and the community.
While we believe this to be true, @ more fundamental question which must
B answered s What acts, events, inputs, and decisions give lite and vitali-
vt parity 7 For scome individuals parity lies in planning and condueting
an ettort: for others, it is reacting to and modifying an effort: for a few,
parity s aceepting an equitable share of all the work connected with an
effort, The implications of this issue are immense, Public school and com-
munnty personnel, when programs are bronght full-blown, have the prerog.
ative ta refise to participate. Program developers and implementors then
nst co with whoever will have them. The result may well be that a pro-
arant i~ tested m less than an ideal environment.

While the problems with a tait accompli approach are apparent. expect-
ing pubhic s<chool and community personnel to involve themselves he. ily
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i & teacher education project may abso prove nnrealistic, Professional-Y ear
teacher participants reststed open., brainstorming disctssions held to design
program cotmponents. They wanted to be presented with wellstruetured
alternatives to which they could react. The invitation to participate in the
generation of aternatives was pereeived as poor planning and unprepared-
ness on the part of universicy personnel. On the one hand, public school
and community personnel understandably pereeive the aniversity carrying
the onus of responsibility for the preparation of teachers and for the work
mvolved in constrieting special training programs. Ou the other hand,
public scbool and community personnel clearly have expressed a desire to
be meaningtully irvolved in the conceptaalization of teacher preparation
programs. Finding an appropriate creation-reaction-modification mix is the
hev to suevess. Ntany rate, implementors can expect public school person-
nel to be much mnore enthusiastic about telling them what is wrong with
their plans and designs than they are in creating a design themselves, [t has
been our ex perience that though this is often a difficult period, publie
~chool and community personnel have @ good deal to offer program devel-
opment. iU involvement levels are not frankly discussed, defined, and
aecepted at the point of coneeptualization, public school and community
peesonnel can always lay blame for a program’s problems at the feet of the
unversity. When public school and community leaders have in tact, had
their preterred role to play in shaping the program, both groups are more
inclined to work toward the solution of many unavoidable operational
problems. Such parity relationships can be established but not easily . be-
cause of faculty unwillingness, inability, or lack of experience in coopera
tve teaming, [herefore. while one may be fortunate enough to get a team
to conceptuaize a program, implementors should realize that team prob-
lems are not over. Program anity will not emerge from staff disunity and
individuaiistn, [t will only emerge from the concerted effort of many per-
~on= working together. We know of no simple blueprint for making this
happen. b requires continuing eftort and attention.

Conceptual Concern =2: Have faculty been identified who are committed
to teaming to make the program’s goals become a reality?

Fhis e nnvolves finding personnel who are willing and able to cooper-
ate as members of a closwe knit team. While this doesn’t sound like much of
an 1ssie it really iso Strong wniversities and the departments within them
have been built in the past largely through the individual efforts of partica-
bar faculty members Faculty teams have heen few: rewards for teaming
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have been dubious, Currently, the o is a strong need for cooperation
between universities, public schools, and community agencies and persons
it the preparation of teachers, This Jocw. on shared responsibility has
brought with it a need for university -~chool-conununity teams working
togre ther towards the attainment of mutuar goals,

Because no one group is aware of all the things that are required by both
school and university . a director is usually appointed to coordinate all of
the components of the program, Eventually L university personnel begin to
receive memos of engage in conyersations with the director that lead to the
relinquishment of some degrees of instruetional freedom.,

Ditferences of opinion are sure to arise, Joining a large program team
and aceepting the “close-up™ leadership of a program director are acts that
fead to memos, schedules for the use of program time, coordination with
other classe< and tnstructors, and obligations to implement staft decisions,

The Professional-Year statt has operated under a team strueture with
reasonable suceess, Clasroom teachers consistently have rated the team
leader’s coordinative activities most positisels s student teacher ratings are
next most positive, and the ratings of university personnel are least posi-
tive, 1Uis b, pothesized that the ratings by cach group are highly correlated
with the amount of structure in which cach group habitually works, To
insure suceess, implementors must conceptualize the functioning of the
tear in the preactive stage and provide continuous insserviee activities in
“teaming” during the proactive stage. Very few staffs build such considers-
tions into ther plans and fewer vet do any thing to achieve them. Those
who would suceced in field-based programs must find constructive ways to
deal with this issue

Conceptual Concern =3: Have procedures been established which insure
program stability in the event ¢ personnel replacement?

Fowhat degeee can replacement perssonnel make major decisions about
program characteristics? The original planners and implementors forged
the program parameters after much comersation, confrontation, and
compromise, Replacement people enter the program with little know ledge
of that plannmg. the important issues, or the degree of past personal in-
volvement represented. These replacement personnel often are expeeted to
uperate a program, not disseminate it to support a progran, not challenge
it: to institutionalize a program, not build it, If replacetnents are allowed to
make major changesin the program, many public school, university, and
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cornmumty persons will feel that their original inpnt has been discarded:
or the program will lose it identity and essentially beeome something else,

The replacementissue is particularly germane for new university. person-
nel jommye th - program, They would have ereated something ditferent had
they been present in the coneeptualization days and they are seldom
enthused about running someone else’s model. What ty e of replacement
prople will be <onght? Creative builders? Nondeaders ty pes? Beginning
educators who think they want field-hased assignments and who won't
roch the boat? if replacement peaple are to he “executon of the given.™
should they not be fully informed of program characteristies, philosophies,
and bonndaries before they <ign university contraets? Who i~ to determine
what proactive stage modifications will be made? Whao recruits placement
presonnel? Phe continuing members of the team ma: desire to recrait
thetr oswn faenlty but find that administrators far removed from the pro-
sram have emploved faculty with vague references to “working in the
eld. ™ Ttis not until they arrive and are assimed that they realize what the
job entails and they may or may not like it.

T wacher< in Professional-Y ear schools have been the first to sense that
unwilling, new professors or associate instructors have been manipulated
into the progrant, The comment of teachers is 1 this is such a good pro-
gran, why aren’tall those professors on campus volunteering to partici-
pate? Why do vou employ <o many beginning professors and doctoral
students each vear?

W hile the answers to these problems are not simples we do have some
sigzestions to offer, First, the team members i field-based programs
shonld have @ strong voiee in the recruitment and selection of new staff,
They are the ones whoare most familiar with the re;uirements of a partie-
ular posttion. and they will have to pick up the slack if a person does not
Ive up to expectgtions. Under such circumstances, they have something to
s from presenting a reasonably objective deseription of the position,
Moreover. the person - cepting such an assignment is more likely to know
what b as et it

[he question of how much change to allow i< a more diffienlt one to
deal with, Funding agenes personnel and the current team members have
evpectations about the nature of the program that place some constraints
npon the ty pe of change that can be made. However, some change is prob-
ablv easential it the program is gome to show contined improvement.
l’a-rh.qu the best auswer to the question is to pt'rlnil newcomers the same
opportumties to particrpate in the nahing of decisions as current team
memlorsn sinnlar positions have,
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Conceptual Concern =4: Have steps been taken to insure faculty partici-
pants that their involvement and voanaibutions will be rewarded by the
university ?

University profe- ses are soell aware of the operation of their institution,
While conceptual activities are rewarded in university structures, the hard
work of putting ideas into operational form often is not. Whether the
aniversdaty will modify its resward system of promotion and tenire remains
to be seen. Such change involves the whole university structure and will
require strong leadenship on the part of schools of education. Have you
listened to faculty conversations- especially to the comments of untenured
profesors? Rarely a day passes without the expression of apprehension
over promotion and tenure possibilities and coneern for the best route to
these individual goals, Al are convineed that five solid research articles
printed in prestigions journals are superior to a vear of superb teaching in
d field-based program. We hope it is different at your institution. [f it is,
vou oy moere sasily interest and retain promising younyg professors in
field endeavors,

Conceptual Concern =3:  Have reasonable benetits for all involvement
groups been clearly identitied?

\ fifth issue dedling with conceptual coneerns in implementation in-
volves the university . public school, and community., This issue conters
aronnd the question, "Whao is the program senving? ™ From the standpoint
of the university, the program is fiest and foremost a teacher edneation
PrOEEAm ey pr ).-pc'(‘ti\ e classroom teachers, and in the case of T,
other TT and T'T'T educators, Public sehool [n-rs(mm'l often see the pro-
amam not so much as o teacher training program but rather as a st port
procram to dassist them in their teaching function, The community is hope-
ful that the program will result in desiced pupil learning, Here are some
representative quotations:

Professor: “The schools are fortunate to receive free in-sen ice educa-
ton,innovatine eurricular materials and continuing student teacher
assistaner through this program.”

beacher: “Student teachers are the ones who get all the benefits ont
ol the prozram while we st extra work.™

Parent: Ny child has recen ed met more individual attention and
hd.~ dnm' more creative .hillg.~ sintee our school jnilu-(i the prn;:rum."

While the  us of each zroup’s attention need not be inimical to the
otherscundeanding is required. Often sueh understanding calls for the
reconstrue ton of certain program elements, At such times, a vehicle is
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needed with the capacity t move people outside their pereeptiual trame-
worhe. 1 nless the seeds of al are given serions consideration, the needs of
any one are bhely to go unmet. Planners would do well to establish one
major goal for each aronp university, public ~chool, and community - and
mahe attamnment of all theee goals top priority of ell program participants,

Coneeptual Coneern 26:  Have procedures been established which allow
the program to accommedate needed change but which stabilize the con-
ceptual model?

Very early in the implementation process, the statt <likely to stragrle
with the urge to trin the program to something that is vasier to live with.
In the Professional-Year Program, pressures arose early to bring many of
the ethods classes baek to campus, to areatly decrease the mumber of
superasary conferenves, to eliminate classroom demonstrations by protes-
surarnd to replace professors with teaching assistants. Justifving these
compronises as evidence of flexibility or as evolving improsements repre.
~etits v dassie exanrple Sf goal displacement. Convenience or some other
obpective replaces the original goals of the program,

Leaders mexperimental programs may find themselves asking, “1s it not
necessary to imple mens and evalnate the program’s components betare
making decisions regarding their maodification? ™ During the proactive
stage, participants must pause to establish eriteria that will both justify
atid <hape progran revision, Comvenience, redneed working time, or com-
fortable return to familiar way ~ cannot replace hard evalnative data as
reasotis for progran modification. There are people wha jeopardize pro-
srams by their tenacions infleaibility s others turn programsinto a collee
tion of haphazand events by their willingmess to entertain almost any
dternative at any tume, The degree of eaibility which ean be tolerated in
termes of program cods is an ever present coneern that should be examined
resmlarly . Often it is ignored, Burke? has likened innovation in education
to a crew nuhing moditications of an airplane s basie desizm while the plane
san Hhzht Chanane the airplane to an ocean hiner in flicht van become
even more teving, The way to an exeellent program is a narrow pass with
the slouzh ot fexibility and the elitfs of stubborn rigdits on vither side,

Coneeptual Coneern =7t Has a plan of evaluation been established and
implemented which can assist staft decision making?

Favalnation s both preactive and proactive dimensions, During the pre.
aetive stazes o plan for evaluation is developed and objectives are
established, Thessue of whether to obtain Tormative data ¢ \ree the pro.
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aram treatments actually bemg admimstered, for how long, and how well?)
or summative data (What are the results of the program?) must be met
head on, Decisions must be made to seek behavioral data, attitudinal data
or hoth, [n addition, there is a ueed to tie evaluation to program objec-
tives. wdentidy target groups, speeify behavioral eriteria, decide sampling

e wednres and delineate in advanes the actions that will be tahen on the
basi~ of the data collected,

Fducators often state that they evaluate: vet, no action apparently ever
stemns from the evaluation effort. The role of evalnation and of evaluators
wiist be conceptualized. Too often teachers and university personnel feel
evaliation s an activity to pacily the Oftice of Fducation, not a tool to
assistand assess program decision-making, This s a very important con-
ceptual concern, It <hould be addressed m the preactive stage it must be
addressed i the proactive staue,

Whale a plan for evaluation was developed during the preactive stage of
the Indiana T Progran, it was not of immediate use during the pro-
active staze, First, the magnitude of the evaluation plan was in keeping
with the size of the proposed program, When tunds for the program were
prs wided at one tenth the level l‘«'(]lh‘rlt‘(l. progran nreds took priurit_\
over evaluation needscand only a small, informal program of evaluation
was implewented during the first vear, When o formal plan of evaluation
was deseloped for implementation during the second year, it represented
only g part of the orianal design, The point here is that evaluation has to
be weared to the needs and magnitade of the training program,

\ number of problems arose in the implementation of evaluation during
the pro tive stave, These centered about the ty pees of data to be collected,
the roles of varions persons in the evaluation process, the difficulties in-
volved ininterpreting data and communicating its meaning to participating
grotips, atid the uses to which the data was to be puts In some cases, indi-
vidual program participants felt their evaluative input rarely led to a major
modification or beneticial decision, Fvaluators tend to employ means,
standard deviations, and other statistics to identify areas of greatest eon-
cern, or strongest recommendation, Professional-Y ear personnel regularly
tidede program changes based on the central tendencies of participating
sroups, But indisiduals who want a change usually want thewr change, [n
schomstances, it may appear mdeed may even be trne that the evaluator
has ot heeded their advies, What evaluation can and can't do. will or
won 't do. needs to be continually diseussed throughout the course of the
progect worder to develop a conmon frame of reference among the par-
ticipants. This places the evaluator in the role of instructor or trainer, a
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role that is virtually ignored i testbooks on evaluation, We feel this is one
of the most overlooked aspects of evaluation w field-based programs in
teacher education, Both conceptually and operationally it requires more
thoughit than it has beenaven,

Conceptual Concern =8:  Has an adequate dissemination plan been devel-
oped and implemented?

Onee a teacher education program is in operation, there is a professional
oblivation for unwersity personnel to share it with colleqgues in other
mstitutions, Public sehool personnel should demonstrate it fo interested
teachers, principals, and teacher educators, All parties should permit stu-
dent appheants to view it in operiation and to decide it it is the alternative
approach that best serves their needs,

Program participants are generally so busy “doing™ the project that they
have no time to promote its replication elsew here, Disemination becomes
4 cursory, vpportunistic activity done by evoryone to a small degree and
by no one to o thorough degree,

Pisse mination activities can be upsetting: unannounced visitors ia the
classrooms, requests for written testimonials, only “halt the ston ™ de-
scriptions tloating throughont the school svstem, In the absenee of plan-
ning. dissemination materials may be slanted, The “writer™ on the staff
manages to get out several articles, but they represent only his personal
pereeption ol what is going on. \ strategy for dissemination must be
planned by representatives of all the coltaborating gronps. Implementation
of a4 dissemination strategy is ain important contribntion to teacher educa-
tion bt program members, if this task s to be approsched ergerly | nust
achnowledere it a- a ledtimate portion of their resular work-load. More
importantly . their superiors must recogmize, allow time for, and reward
dhssemnation etiorts,

A organized plan for dissemination has been lacking in the Indiana TTT
Program. Professors and doctoral interns have extracted research findings
antd published short articles out of their own hides, Writings have reflected
the wrniter's major area of interest (mathematies methods, student teach-
) rather than the integrated program, This book represents the first
att mpt to tell the total Indiana TTT story . o organized observation or
demonstration :day < have been held, Rising classes of students discover the
procram through posters, thers, word-of-mouth, and discussion sescions
with friends. m-trictors, and the program director, Belatedly . in the fitth
vear of the program’s existence, @ slide-tape presentation is being devels
oped tor use with undergraduates, pablic school personnel, and ahumni,
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Feachers have not disseminated program characteristies and results inany
ortanized manner except betore their own school board,

Drissennnation - not hkely to oconr until itis coneeptualized and then
translated it mutnally weceptable tashs and events, The disscemination
e would be more crtical ina larze city sy stens with many many
schools quraliiv e as tield sites and “word-otamouth ™ disgqualitied as a
viabde dissemmation approach, In the interest of credibihity s teachers,
cducation nugors, and parents should prommently supplement the dissemi.
natt e tivtties of university personnel, [t is likely that university person.
nel will more highy valoe tiehdebased programs than public school prople
nntb public school persannel actuatly see the program i operation and
witniess vlassroom performanee by preservice participants that is superior
to the pertormanee of conventional begmumyg teachers,

Conceptual Concern =9:  Has the program’s development and rimination
been conceptualized?

Procrams die. Some die after a long and prodisctive lite: others, after a
short, malady prone exastence, Same prouran deaths are planned or at
least anticipated: otherss come as sarprises, Luversity participants and
prbhe sehiool personnel should conceptualize and bean the progranm termi.
nation process so that abrupt eudings do not inconvenience or restrict the
particge s,

W hat 1= the most appropriate lite of @ program? Should universities
cotttinue to support ~uccessful innovations or sheald they drop themn to
sve resonrees wrorder to encourage further exponmentation? How long s
aninnovation an nnovation”?

How fons should o field-based teacher preparation program be housed in
one st ol schools? schools can be over <aturated with professors and ~ta-
dent teachrs who are transients themeves although the program thes
represent seemms to be @ permanent tinture, The tssie s <sharpened by the
fact that the cooprrating school sy stem, i small, < unable to employ any
azedhle number of the “hetter™ teachers prodoced through the field-based
proratn Leachers within the sy <tem have the task of producing “hetter”
e hers tor somebady else i distant sehool sy stems, The tash 1s profes.
stonally satisfying but devord of immediate. personal, local. observable
benetits, While the preservice teachers graduate yearly and the uunersiny
sttt chances otten, the teachens Tind themselves the real veterans perform.
iz stnular tashs annnally inan aange pro wam,

O the other hand, schools may be dependine on <tudent teacher mput
to opeetate specnal titorin g prograras and other torms ol individualized
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struction, Snap decisions to terminate programs can eliminate important
educationdl resources, Fature working relationships between participating
mstitations and friendships between their personnel can be damaged by
hasty disengagements, Fducation students schednled to enter the program
at the beanning of the nest semester or yvear may discover that abrupt
termination has left them with unaeeded prerequisite courses, or caused
them to be short of courses needed for entry into alternative programs,

Obvionshy, representatives of all the involved institntions nust cooperate
i Lav o this ssite an the table and in generating a strategy to deal with it,
\t the local level, this means identify ing appropriate stages in the pro-
arant's lite evele and lay ing plans for making the transition from one stage
to another, It also nieans facing up to what may well be some unpleasant
devimions about when and under what circnmsanees progeams are discon-
tinued, At the national level, some consideration should be given to tailor-
iz hunding ey eles to the needs of programs in diftferent periods of their
lll.t' ) cles,

Human Concerns
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Freld-hased teacher progranis tend to be comples, They involve hetero-
seneons wronps of educators and clients, greater number of participanta,
ad onee conceptialized, often are contaminated by the hard realities of
both public school and university operation, Everyone who participates in
~uch programs rishs having his toes stepped on oceasionally | his best laid
plans manded o time or two, and his ability to relate smile, adapt, and
compromise frequently taved, Position deseriptions have a way of chang-
ing or enlarane. b nanticipated operational erises determine how and
where one’s time s spent and, conpled with emerging needs of pupils and
pre-senvice teachers, can mandate that staft members acquire new skills or
u~e thetr time in unforeseen w ay s,

A~ aresult of the uncentrolled and often unpredictable nature of the
“tiehl” a nlttade of himan coneerns arise in the proactive phase of a
field-based pro ram. Several such concerns characterized the Indiana 717
Progran. \though discussions of particular concerns may be brief, vach
concern has been related to participant morale, professional satisfaction,
and prowram continuation, For this reason, each deserves the respect and
attention of those who wish to implement ficld-hased programs,
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Human Concern =1:  Have faculty roles and responsibilities been clarified
at the university level and harmonized with the institut‘onal reward
system?

With program implementation comes the realization that participants
will now have to operate under different rules and perform in significantly
different roles, Facults members are called upon to perform their educa-
tive roles in the public school zetting. Not only does such a change necessi-
tate doing without many of the support mechanizms available on college
campuoses, bt involvement with heterogencous clients is increased. Teach-
ers and principals have stopped Professional-Y ear methods professors in
the halls for a myriad of reasons, Student teachers linger after classes to
‘where the action

request remedies for teaching ills, The program team is
i~ and very visible, [t must give of its e if it believes iits own pro-
gran,

University personnel who join a team dedicated to the implementation
of a field-hased teacher preparation program will soon find that they are
entangled in behaviors s ldom associated with the professional role, Per-
formance as an instructor, a researcher, a developer, or a combination of
the three characterizes the protessional life of many professors attached to
calm and consenative schools of education, However, it one aceepts a
position on g canpus where innovations in teacher preparation are gener-
ated, a rich variety of additional behaviors often become a must.

For example, program participants must be recruited, especialy where
student have many tratning options requiring the exercise of intelligent
vhoice, Potential public school sites must become aware of a proposed new
prograt and its advantages, Employers of educational personnel must
utderstand the option, pereeive its strengths, and vealize its umgqueness,
Fhese necds call for faculty members who have the time, patience, willing-
ness, and ability to recruit and sereen applic s and market the program
atied its student product, 1t is estimated that the recruitment alone, of 70
to 90 Professional- Y ear students requires from 100 to 120 man bours vear-
Iv. Exaluation of these students upon comypletion of the program, coupled
with the preparation of placenent recommendations, requires a sinvilar
rumber of man hours,

Many professors do not want to devote professional hours to dissemina-
tion, recruitment, intenviewing, wdverti g, and job placement, 1t they
clect not toinvolve themseles in these acts ities, no one is likely to do it
for thene Not all oF ibese activitios can be delesated to graduate asststants
cither nor should they be! Program applicants want to ititeract with the
real program tean: they want to size up the social-interactive character-
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isties of the staft with which they will work, They do not desire second
hand briefings and they persist (at least in Professional-Year) until they
can confer with the program profesors or the director, This drain on
faculty time is both painful and rewarding.

The professor who teaches a fixed number of class sections, in a specific
room, at a specitic time, rarely has to play the role of an advertiser, re-
cruiter, interpreter, or placement facilitator, If innovative programs are to
attraet fiscally defensible enrollments and endure, these roles must he
assumed. often at the cost of research and development time. The expand-
ed roles that accompany innovation in teacher preparation can become
both personal concerna and institutional issues. Recruitnient of students
for alternative projects and the competition between project teams that
recruitment activities stimulate are new issues resulting in a standardized
“dissemination pachage™ in the Indiana University School of Edueation,

The definition of faculty work loads represents anothe. aspeet of this
issue. Traditionally, professors {ind much of their work load defined in
terms of the courses they teach and the research they do. They are acens-
tomed to meeting two to four elasses ecach semester in a given room at a
fixed time. In campns elassrooms, they have the sole responsibility and
power to cancel classes, shorten elasses, or substitute elasses for independ-
ent study. Teachers and principals, however, function in a eloek-governed
institution where lunches begin and end on sehedule and the special musie
teacher appears and disappears at given tine s cach week, The public sehool
edircators expeet professors not only to teach methods elasses on schedule
but to be available for the supervision of student teachers at pre-
determined times when the teachers can break free to converse with them.,
Frankly . professors prefer to operate “on call as needed™ or to establish
their own snpervision hours in relation to other more erucial activities such
as research and writing. Even the graduate assistants who aceept supervi-
sion duties say, “We didn’t come to the iivemsity to be placed on a daily
worh schedule: we came to escape that schedule,” Public school educators
find this notion of mscheduled time dy stunetional and often regard it as a
ploy by which the university avoids investing in the program the man-
power it promised,

Of one thing, we feel certain: conventional faculty loads derived from
student contact-h - formulas no longer make sense, Or ¢ faculty member
commenting on his involvement in the program dogmatically declared, 1t
should be made elear that although th re are part time assignments in the
Professional-Y ear Program, they begin with a 150 pereent imolvement and
proceed upward. and Pmafraid all the Dean notes is that 1 taught two
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counse sections each semester.” Work sty les of the university and the
public school are very different. Understanding is called for by both
groups, Until universities equate supervision, inservice development, and
student counseling with writing and rescarch, most wiiversity professors
will not readily engage themselves in what amounts to be, professional
suicide. Meanwhile teachers will continue to say, “It certainly seems as if
the program director and staff members could be in this school much,
much more frequently.”™

Hui wan Concern #2:  Have roles and responsibilities been clarified among
public school personnel?

Implementation of a field-based teacher education program necessitates
the cooperation of public school and university personnel if the goals of
the program are to be achieved. The roles and responsibilities of hoth
sroups are changed by such an effort. Parity between university and schocl
personnel permits each to operate from its strengths in providing a con-
ducive environment for preparing prospective teachers. It a cooperative
relationship exists, both groups can grow together. Probably nothing is xo
offensive to public school pesonnel as the often “*paternal™ attitude ex-
pressed by many university professors towards them. The remarks of one
concerned Professional-Year teacher illustrates the danger.

A= teachers, we have continually been asked for sugges
tions for improving the program. 1t has taken much teacher
time to provide these suggestions, More often than not, our
suggestions have been ignored. Apparently, methods people
know of only one way by which to teach. In a large school
where many different methods and techniques are used
effectively, it is most disconcerting to learn that methods
arofessors are telling students that their classroon teachers
are not following the “right™ classroom procedure,

To be suecessful, orientation programs must not be run in the traditional
professor-student style, Discussion groups foeussing on problems prove to
be a much more viable route. Through this procedure, cooperative deci-
sions can be made and the responsibilities of various personnel decided
rather than Jictated, In-service seminars carrying graduate credit and of-
fered during the school day by methods professors have been used with
some suceess to achieve change in teacher educational attitudes and per-
tormance.

Probably one of the knottiest problems in making program decisions has
been in determining what in fact, constitutes consensus, Majority rule
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usually means that a minority does not believe the approach, technique, or
procedure to be viable, Shonld everyone live by group decision? This prob-
lem imposes itself constantly —from school faculty decisions as to whether
they will participate to program decisions as to the role teachers should
play in the supervision of ~students,

Our position, though far from adequate, has been to back away from
total teacher involvement as g result of majority decision but to continue
to mahe annual modifications on the basis of majority decision, Clearly,
decisions as to whether to participate in a cooperative venture must be
personal, as opposed to group decisions, Professional-Year planners initi-
ated discussions only in those schools where all or almost all of the faculty
were likely to vote for participation. If two or three did not wish to partic-
ipate. they did not have to do so, but the vast majority did have to volun-
teer to mahke the plan more feasible, Even so, we have the feeling that pres.
sures from peers and principals produced some reluctant participants who
became eritical implementors, Even with the most agreeable group of
participants imaginable, there is little likelihood of total support. Probably
the best one ean hope for i a eritical mass of teacher support in a particu-
lar direction, A desirable relationship to be developed is one in which each
group is able to reach the other in a spirit of give and take.

Another problem in the area of roles and responsibilities ix the reluc-
tance of public school personnel to open their classrooms to frequent
visitation by university team members. student teachers, program direc-
tors, and evaluators, Field-based programs foster the invasion of rooms
that previously may have been entered only by “the” teacher and ocea-
sionally by the prineipal. Most educators feel uncomfortable or apprehen-
sive when they teack before observers, are the focus of a person who is
using an observation scale, or when they attempt to demonstrate teaching
techniques for the benefit of student teachers, University personnel may
fecl relatively comfortable observing and categorizing teacier and student
teacher classroom action, However, they too find their snziety level rising
o called upon to demonstrate with elementary pupils before pre-serviee or
meservice program participants,

Unless an openness can be cultivated between professors, teachers, and
pre-service students, there will be little progress in producing new roles and
responsibilities, Early in the program and regularly as well, various com-
binations of participants need to team in instrnetional activities, Video
taping procedures can be used to facilitate group discussion of the results
of such teaming. \ spirit of, “We are in this together, we are looking for
the answer, we all have strengths and weahnesses,™ must be developed.
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University personnel should take the fit step to demonstrate new tech-
niques before teachers and solieit feedback. Their courage will be recog-
nized and more than one teacher will then volunteer to try it themselves,
However, don't essume that university faculty will rush to do these things.
Feedback from pre-service participants over a three year period indicates
clearly that demonstrations by university personnel inside public sehool
classrooms have been extremely rare, To paraphrase elassroom teachers
and student teachers: "We observe that is is far casier for university people
to talk about better ways to do things than it is for thewn to nodel their
pronouncements,” Unless university staff can freely enter public school
classrooms to observe and comment on instruction and unless classroom
teachers can enter the classrooms in which methods courses are taught, the
unique contribution of each group may be lost,

Human Concern #3: Have undergraduate roles and responsibilities heen
clarified?

Field-based programs generally include and integrate university course
work (methods, psy chology of learning, foundations) with student teach-
ing or internships in schools and community agencies, There is a tendeney
for academically minded professors to feel that course components are the
most important part of a progeam; teachers, on the other hand, are likely
to feel that student teaching is the most important component. Presservice
teachers usually are disposed to join the public school teachers and rate
the student teaching work as more **real”™ than the coume work.

Program mplementors must be coneerned with achieving an aceeptable
balance between pre-service teacher effort in methods courses and in daily
teaching duties, Frequently pre-service participants have been heard to
say ' "We don’t really need the methods instruction to meet our responsi-
bilitie in the clasroom.” *“The methods activities are not relevant to my
particnlar grade level or gronp of children.” 1 needed to work longer with
children today but those methods professors gave me other things to do.”

Attendance of pre-service participants during student teaching intervals
tends to be exemplary, After all, their supervising teachers are aceustomesd

-

to reporting to school daily, the children are alway s present, and the pub-
lic expeets its teachers to maintain continuous instruetion. Yet, attendance
of preservice participants in the on-site courses is fess exemplary, These
claxses can be cut more easily since they are still viewed as nniversity
conrses, and back on camps elass cutting is part of going to college, No
parents are irritated and no children are left withont instruction if an
undergraduate decides not to attend methods class occasionally.
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Pre.semviee participants also tend to prepare more for student teaching
responsibilities than they do for course participation, Perhaps they feel
their supervising teacher will be monitoring their performance closely and
preparation is equated with survival, In methods elasses, students assume
that their colleagues share some of the responsibility and their personal
participation or lach of it will go unnoticed. For whatever reasons, student
teaching and internship assimments often are tackled with more energy,
dependability , and conscientiousness than related course assignments of an
academic nature,

A program staff should be coneerned that academic quality is main-
tained in on-site counes, Field programs should not become totally non-
reflective, noncanaly tical work experience featuring only modeling upon
available public school or commnmnity personnel. Theory has a place,
Examination of curricular and instructional alternatives has a place, Con-
tent has a place. Many of the “old™ university programs have been deemed
irrelevant to the real world of education, It is more likely that only parts
of those programs were irrelevant. The executors of the new and supposed-
Iv more relevant programs must make sure that presserviee participants
realize that there is no substitute for professional reading, critical thinking,
examination of options, understanding of learning processes, identification
of cultural values, and so on. Experience is not the total answer, If it were,
there would be no ineffective. experienced teachers: no need for in-service
education. One suggestion for the improvement of the Professional-Year
Program involved: (1) assigning a pair of student teachers to one classroom
for a full vear, (2) providing the classroom teacher with a text for each of
five elementany methods courses, and (3) permitting the teacher to assign
methods text readings and to supervise the studen! teacher. Simplistic
answers explain simple phenomena and are inadeguate as operational
models for teacher education,

Many times students have had little to say about the nature of their pro-
srant, Students can feel as isclated in a field-based program as they can in
large lecture halls on campus if they feel they have not had an adequate
role to play in the decision-making process. On campns they essentially
have only professors with whom to negotiate, In the field, teachers and
administrators join the professors as demanders and defenders of strue-
ture and as buffers against student requests, Decisions must be made and
programs designed and implemented in such a manner that the student
senses his involvement and participation in the program. This issue can be
resolyved throngh adequate student representation in planning sessions,
[nereased student involvement and input into deciding upon relevant class-
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room experiences often bridges what appears to be dissimiliar goals. How-
ever, sinee field programs tend to take on more structure in each suceeed-
i year, we recommend that prospective students be fully and accurately
infermed ol the natore of the program and the non-negotiable responsi.
lities they st aceeptif they join the program, Alternatiyes for students
can be provided by having alternative programs as well as alternatives
within a progran. Recruiters must insure that program candidates hnow
which alternatives are available in each case,

Human Concern =4 Do community personnel clearly understand their
role and responsibility in the program?-

Onee a decision has been made as to the quantity and quality of com-
muuity experiences which should be offered, the problem arises of finding
comnmnity persons to share the responsibility for this venture, Participa-
tion from the community s point of view often means that individuals have
been given the opportunity o be heard, Although such a function is
important, many neophy te teacher trainers become frightened, confused,
defensive, and without a base of support, become further isolated from
lesitimate community concerns. What is needed is not so much a forum as
a vouperative program in which the student 1= introduced to the problems
of the community and guided toward reasonable solutions. This is a diffi-
enlt arrangement to establish, What we have seen happening is communica-
tion between universities aad communities and universities and schools,
There is little three-way interacting, Conservative forees preclude joint
community -school e, “avors inside the school. Communication is a step
forward but juiat action is needed and not very evident, One approach
tahen in the Professional-Year Program was the establishment of special
seminar days in which eurrent societal issue: were addressed by come
munity, university, and publie school personnel, University students and
school personnel were free to attend these special seminars beeause they
coincided with the school sy stem’s inserviee days, Participation was re-
quired of student teachers and voluntary for classroom teachers, Few
teachers chose to getinvolved, There was a feeling that social, ceonomie,
and civie isues have no relation to the classeoom. The few trachers who
did attend seemed well pleased with this approach, Much more must be
done along these lines,

While these seminars promoted three-way diglogue, they represented an
aetivity more on the fringe of the program than one dealing with the heart
of the matter. \~ institutions, the schools aud the university already have a
long history of imvolvement in teacher education so theie is some base to

43



build upon. The ambiguous nature of the community, particularly in reia.
tion to teacher education, and the lack of precedents are difficult obstach s
to overcome. While we achieved some measure of success in promoting
community imolvement, we never achieved a completely integrated set of
shared responsibilities for all of the participants,

Human Concern #3: Have measures been taken to safeguard the educa-
tional program of pupils in the cooperating schools?

All too often programs have been built on the assumption that children
are flexible and can take most anything thrown at them. Although we do
not take issue with the concept that children are resilient, we don’t think
it is necessary to design teacher edueation programs to provide a deliberate
test of the idea, Ideally, we should be able to improve the education of
children as we improve the education of teachers, Te achieve this ideal,
school administrators and teachers must decide on specific instructional
woals to sech with the help of the university student and faculty manpower
available as a result of the field program. Then they must document pupil
progress toward such goals, 1f there is no progress; or worse, if a decline
occurs in pupil act ievement, the special program must be revised or term-
inated. '

With regret, we must admit  that the Professional-Year resources have
been emploved by the schools primarily in the routine activities of “*school
heeping. ™ Sume new instructional materials were implemented through
multiple arts and the individual efforts of methods instructors, but they
were not broad programs of instruction for the entire school, As a result,
little evaluatios. was focused on pupil progress. Opinionaires administered
to teachers and oceasional comments of parents and pupils suggest that the
effects of the program were positive on balanee, but no hard data exists to
establish this point with conviction,

Why we were not able to achieve a broader program of instructional
improvenent in the schools is @ complex question. In part, it was the re-
suft of our judgment to soft pedal the focus on school program in order to
et into the schools. Rightly or wrongly, we felt the local schools were
likely to resist efforts to bring about changes in school programs. Instead,
we emphasized the training of teachers, ineluding preservice and in-service,
sehool and university, We also had the idea in the back of our minds that
onee in. we could raise the subject of school program with greater ease,
Needless to say, this didu’t happen. Just dealing with the many aspects of
teacher education wa. a considerable task, and federal personnel -though
interested in pupil growth—made it clear that funds would not be provided
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for school instruction. Thus our own failure to confront the issue, the
natural resistance of school pessonnel, and the funding policies of the
federal government all contributed to the outcome.

Human Concern #6: Have procedures been established to deal with ques-
tions of competence and incompetence among the participants?

A long-term field-based program featuring close personal relationships
between university staff, public school personnel, and pre-service partici-
pants inevitably raixes problems about the professional competence and
performance of participants, University personnel work with a few class-
room teachers that find teaching unsatisfying or an impossible challenge.
However, the university group cannot become involved in the evaluation
of teacher performance lest the campus-field relationship be destroyed as a
result of charges and counter charges. This means that a few teachers will
be retained in a field program even though they may not be suitable
instructional models for pre-service participants,

A few professors or associate instructors may have difficulty in relating
to pre-service teachers or classroom teachers, Their onssite courses may be
poorly planned and conducted. Teachem feel, however, that they should
not submit critical feedback to the university administrators who assigned
those staff members to the project. Thus there is a tendency for all part-
ners in the endeavor to tolerate each other s failures with plenty of break-
time gossip and griping.

The “let’s keep it as quiet as posible and wait until next year™ approach
is also used. Personnel changes may be effected behind the scenes. A new
assignment is offered to a certain program participant by his or her depari-
ment or division head. For rather fuzzily explained reasons, a couple of
pusitions or responsibilities may be eliminated and the source of the prob-
lemn disappears with the positions. Tle behaviors that produced the prob-
lem are not discussed by collaborating parties.

Dealing with staffing mistakes during the proactive stage is an explosive
activity. Often there are not substitute personnel available for the remain-
der of the year. The goodwill and commitment of the floundering individ-
ual must be preserved. In education, every teacher, professor, and student
has supporting colleagues—colleagues whose goodwill can be tost by
tactless attempts to judge or modify their friend’s behavior. Alienated
subrgroups can terniinate field working relationships by denying trainees
aceess to rooms, by severing communication with other staff members, or
by voting a program out.

From the very beginning of program implementation, in-=service sessions
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coneerned with retraining activities for all are needed. ln these sessions,
both desirable and undesirable program behaviors shonld be demonstrated
and discissed. Through a school-university team approach, the incidences
of personal tailure can be reduced. 1tis also desirable to form a committee
to deal, when necessary . with p rsonal performanee problems, This com-
mittee should include sehool administrators, university administrators,
teachers, professors from the on-site courses, super- isors, and pre-senvice
students. Any recommendations to a program participant should come
from the entire committee and b+ a unanimons decision. Professional-Year
has not utilized such a committee: we often have wished that we had.
Neitner have we found any viable way to obtain or fiscally support in-
stvice training tor the program team. ln one year, when five of six
methods personnel were new replacements, staff “miseasting,™ personality
clashes, and lack of in-serviee assistance were almost fatal to the program,

Teehnical Coneerns
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Field-based programs bring many mundane worries to faculty members
who never dealt with such worries while they were independent professors
in comentiond campus classrooms, Preparing and repreparing several ver-
sions of the next year’s program is an inevitable chore tacing *field” pro-
fessors. Undergraduate and professor travel becomes a coneern, Teaching
space and equipment must be negotiated with publie sehool administra-
tors, One mnst always be aw are of the differences between the public
school and university calendars, Which staff member will cheek out a key
to the publi- school and report early to open that school on a spevial
holiday? Who will verify that evers school door is locked at the end of
that day -remembering that the eustodian is observing the holiday ? The
pointis, that when faculty members are given team freedom to operation-
alize an innovative program. they surrender routine services normally
provided by units in the burcaueracy. Those units have rather strict bt
effective procedures for dealing with technieal matters, Unit directors
rarely care to learn the special procedures preferred by the program team.
Therefore, if the team wants to huntanize the operation. bend the rules,
interject special features, change the timing, and s0 on, it must leam to
deal with details, technicalities, and that much maligned “administrative
trivi:t.” [t is not likely that a professor’s promotions and tenure dossier will
reflect one percent of the energy expended on technical matters, but with-
out this expenditure the program il fail,
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Technical Concern #1:  1s the budget realistic for the program’s goals and
objectives?

Getting needed financial support is a major technical coneern in the
implementation of innovative programs of teacher education, Clearly such
programs cost inoce, Because of increased costs many field-based teacher
education programs have sought initial support from outside sources, This
procedure provides the lead time needed to establish new budget priorities
within the university, While this is elearly a positive aspect of outside
funding it can also prove to be “a latter-day Frankenstein,” Special sup-
port tends to give special program status, Such staius all too often breeds
the attitude that there is a “regular program,” and an “‘experimental pro-
jeet.” Much to the detriment of the project and its implications for change
within institutions, isolation is often the result, One would be amiss to
over-emphasize financial problems in the preactive stage, Usually monies
are available because both universities and the federal government are in
the habit of supporting new ideas, Financial worries really begin to oceur
in the proactive stage.

One of the most painful issues to be faced by a team charged with the
management of a field-based program is the inevitable reduetion of fiscal
support when the university institutionalizes the program on “hard
money.” Innovative programs tend to be both innovative and effective
because extra things are provided. extra components are included, extra
manpower is invested, extra instructional materials are employed above
the current norms characteristic of regular programs. Teachers appreciate
and come to expect small “soft-money ™ stipends for planning meetings
and evaivation sessions in the first years of federally supported programs.
Professors expeet and value graduate assistant aid, travel reimbursement
for frequent trips to field sites, and the latest in commercial instructional
materials. Program coordinators benefit greatly from funds used to bring
in outside consultants and evaluators. These coordinators are able to
devote considerable administrative time to the progeam, if their salary is
partially gram supported, without worrying about shouldering a full
university teaching load. Pre-service students value low student-instructor
ratios. new curricular materials to manipulate, field trips, and many en-
counters with coasultants from the community,

When the srant money ends, it is an exceedingly difficult task to obtain
university money to maintain program components that made the program
truly different - or that promote high participant moral and exemplary
communication, Thers is a tendeney to apply old instruetional fiseal form-
alas to institutionalize an innovative program. To survive at all, the pro-
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gram staff has to prune out all sorts ol activities and manpower that
brought about the unique characteristics of the original program. These ave
the characteristics that attracted presservice and in-serviee teachers in the
first place. Serious questions can be raised as to whether innovative field-
based programs are institutionalized. For example, some of the *cutbacks®
that have occurred in the Indiana’s Professional-Year Program in it~ first
year of institutionalization include:
no graduate interns for the five methods professors. They onee shared
six interns annually, and these inters represented a “multiplier
vffect™ sinee they were prospective “trainers of teacher trainers.”
only two supervision specialists where there once were four.
no professor as evaluator when there once was a person assigned half
time to this task.
no full or half-day paid worhshops for teachers where there once were
four or five cach year. .
no funds for the purchase of innovative instructional materials by
methods profiessors,
no extra stipends for supervising teachers—but no reduction in teacher
procram responsibilities,
only 70 pereent of needed reimbursement funds for local travel for
methods instruction condueted in the field.
no money for outside consultants,
no travel money for professors to attend relevant, related research or
dissemination conferences or to view similar programs in operation
at other sites.
a 20 percent load assignment for the program coordinator in compari-
son with an original commitment of 80 percent.
considerable difficulty in obtaining funds to reimbusse schools for
consumable materials. What is a nominal cost when one or two
student teachers are assigned to a school becomes substantial when
30 are present,
no secretary for the program when once there was an exclusive pro-
gram secretary,
loss of adequate campus office space and a meeting room where pro-
gram staff could meet as a “team,”

At enrrent levels of support for teacher preparation, we just are not
going to construct programs as good as we know they should be, We can-
not pay forall the necessary ingredients. Apparently a field-based program
must be so suceessful during the golden, fully-funded yvears that university
and public school faculties will work harder and suffer more personal
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discomfort in the in-titutionalization y ears just to keep it alive, Assuming
that there alway > will be enough people to counteract the cutback of fiscal
support with great imvestments of personal time is rishy, University ad-
nnstratoes must recognize that the institutionalization phase may be the
one i which a program fails, lnitistors and implementors of soft money
progeets must iard against making the programs too rich during initial
stazes of funding. They should limit the mumber of extra but superior
components to be included, Reaction of fiscal prunes theee or four years
m the future must be anticipated and program components predicated on
new uses of traditional funds rather than ~soft-money *pichups.™ It would
be wise to involve ultimate financial decision-makers in the conceptualiza-
Uon of the prograni, No program costs should be hidden from them.
Seotier or later the program will be shap. 1 by fiseal officers: hidden
espenses will come to light and will be eliminated. Early involvement of
these decimon-mahers in the planning may give them time 1 modify fiscal
support levels and procedures to avoid program emasculation during insti-
tutiondization.

Meaningful community invohement often brings budget problems which
mu=t be faced. Unnvensity programs have no historical precedent for sup-
porting community invohement. Unfortunately, no historical precedent
means no unnversity. budget. While this need not be a problem when out-
e tunding i~ available, it does present a problem for those who must
comvinee administrators of the appropriateness of this category as a hard-
line support item, For example, one Professional-Y ear course examines tl o
roles of community ag ncies and their impact on schools, Although a
faculty member is assigned to the course, community agency representa-
tives are needed as part time instructors if the course is to be current and
credible. However, administraton find it impossible to appropriate con-
sultin: fund- for - atsidens. No ways have yet beei explored where the
commuuity ageney people and the faculty member could trade off their
time with no exchange of funds. It would scem that tradeoffs may be a
nevded avenue to meaningful community involvement.

Probably the most imwe »diate budgetary problem i buying needed plan-
mng ume. Faculty teams ane now first realizing the amount of effort
which naust le devoted to planning, University administrators have unreal-
t=tic expectations in this regard. Many feel that a program will majesticatly
ke torm overnight. Few are willing to pay for planning, 1t has been our
expenence that faculty positions are often filled late, new facnlty brougl.t
on campu- litevally day > prior to the commencement of a program, and
office space not allocated until after the university program has olficially
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begun, In August, 1972, 60 pereent of the 1972.73 Professional-Year team
was employ ed to artive on campus ten days prior to total program resump-
tion. Sueh administrative behavior mitigates against the development of a
strong program,

A director of a field-based program must leam to live with ambiguity
about the program’s fate. He must also help teachers and university staff
members to remain flexible and to maintain optimism about program
continuation. Universitios tend to make budgetary decisions slowly. Both
teachers and professors would like to know in January or February
whether they will have the opportunity o be program participants in the
next year or not, Too often the answer is " Yes, it the program is funded.
We won't know that until June or fater, Remember, our state legislature
hasn 't made final appropriations yet. We haven’t received any word from
the Office of Education, either. Lets meet about this again in a month or
two,”

This ambiguity is a real concern to many professors who may have
joined the university because they philosophically support field-based
teacher education. Now. should they lobby for more conventional instruc-
tional positions next year? Should they accept another position elsewhere?
Should they assume the progeam will survive?

Teachers want a program decision too, Other university options, espe-
cially those invoiving student teachers, may be available, 1f the program
isn't to be funded, will they be informed too late to collaborate in one of
the other options? Should they organize a school program around the
pussibility that student teachers will be an important source of educational
manpower? Will the student teachers really be present next September?
Such questions are a very understandable concern of publie school person-
nel.

The program director must solicit public school participation in the
program before he knows that the program is officially funded. He must
recruit and orient pre-service participants even before he has commitinents
from public schools. He must accept the danger that financial constraints
could terminate the program and apologies will be due dozens of would-be
participants. Al parties need to be flexible, optimistic, and tolerant of the
way in which university decisions emerge. In fact, if all parties come
forward united in favor of the program late in the academic year, they can
often infhience the tunding decision. Exposure of all participants to the
public school sy stem and the university decisionaimaking processes and
time Lables is an advisable proactive stage activity. While all this is true,
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program implementors wonld do well to prod the administration into
making hudgetars decisions earlier.

In many instances, the administrators don’t have vers mneh control of
the process either, They must wait for actions at higher levels in the
aniversity or for budget allocations at the state levels before they can be
certain that funds and positions wiad be available. In these sitnations, trust
takes oninereasing significance as an ingredient in faculty -administrator
relationships, If faculty are confident the administrator is doing the best
he can for them and that he will honor their requests if at all possible, then
they are likely to wait ont the situation with patienee and optintism,

Technical Concern =2: Have university registration, tuition, grading, and
similar “routine” procedures been adjusted to meet program goals and
operation?

There is strong resistanee to any change in registration, tuition, grading,
and other “routine™ inatitutional procedures in hgher edneation, Much of
what i~ "law " is “unwritten law.” established to make someone’s job a bit
casier to perform, When such procedures are established to deal with
S0.000 percons, or some large subgroup of them, rontine is a legitimate
deviee, However, standard university routines may present substantial
roadblochs to experimental programs for reasons that are often difficult to
anticipate.

The need tointegrate the content of field-based courses in the Profes-
sional- Y ear Program provides an excellent illustration of this problem,
Undergradnate students and in=erviee teachers deteet considerable redun-
daney in such courses as mathematios, seience, social studies, and language
arts methods, Fach professor offering these courses tends to deal with such
topics as behavioral objectives, reinforeement techniques, elassroom
management techniques, learning theor | instrsetional diaggnosis, and so
on. Undergraduates are quick to complain that the same material is taught
over and over again in four or five different courses by program instructors
who never commaunicate sith each other. *Are we having higher order
fuestions u-,z.iin (()dil} isa favorite lower order qu(‘stiml of Pr()f(‘ssi(mal-
Year student teachers, The supenvising teachers who observe the under-
wraduate applying these concepts in elementany sehool elassrooms also note
the repetition and add to the litany of complaints.

Professors become sensitive to the complaints and recognize their legit-
macy. A tean approach to methods instruetion evolves as a viable
sutution. Instructors plan common topies that are presented onee to senve
tour or five methods areas, These acadenie offerings are programmed
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sequentially to span a full year, Fsseatially the students are enrolled in all
five methods courses from August to May, systematically completing all
team-selected units without the repetition that oceurs when four or five
professors plan and teach independently.

If this approach is to be followed, it would be best if the undergraduate
enrolled in all the courses in August and received a final grade for cach of
the courses in May . However, university registration and tuition proce-
dures are not designed to spread instructional offerings across an entire
academic year, Rules limit the number of semester hours for which stu-
dents ean register, Semester hour limits may be exceeded slightly if permis-
sion is obtained from desigated administrators and if extra tuition is paid.
Students find both requirements distasteful, The designated administrators
are far removed from the special program and are sheptical about whole-
sale exceptions to traditional registration rules,

Students can enroll in half the conmes in August and receive grades and
credit for them in January, but our experienve has indicated that students
may tend to coast, drift, and relax onee the course is entered as completed
on their transeripts. Awarding eredit for a course half way through a
course is dy sfunctional even if the act does keep the registrar and the
bursar happy.

Another approach is to award incompletes to all program participants in
all of the team taught courses at the end of the first semester. This ap-
proach requires the completion of from six to seven hundred *Removal of
Incomplete™ forms at the end of the second semester, Seeretaries who
process student transeripts do not like to handle 600 **Removal of
Incomplete™ forms. Neither do the faculty. Currently, this is the method
by which the staff of Professional-Year has turned five methods courses
into an integrated, year-long. continuous instructional sequence,

These “Removal of Incomplete™ forms are being processed as a favor to
a particular program staff. Permission to use such forms in such large
numbers must be requested yearly, No legitimate way exists to register
students for up to 33 semester hours of integrated work in August to be
completed in May. Semester systems, so common to most universities,
represent technical challenges to field-based teacher education programs
that feature one or more vears of on-site preparation. Not every thing
academic can or should be initiated and completed in 16 to 17 weeks, but
registration procedures often make the semester appear indomitable,
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Technical Concern #3: Have steps been taken to insure the attainment of
program objectives within scheduling realities of public schools and univer-
sities?

University calendars and public school calendars may not coincide, For
example, teachers may be on spring vacation during one weeh while
university participants are vacat*oning during a different weeh, Unless
these schedules are reconciled in some way, the program’s staff may have
far fewer day s to offer instruction than it expected.

Field programs can be designed so that university students observe the
same holiday s as public schools. Such designs mean that professors cannot
follow the official university calendar, Conflicts with other course obliga-
tions, committee meetings, and counseling appoinments may be many.
The students may find fratemity, sorority, and dormitory facilities closed
during university vacation weeks, The expense of special room and board
arrangements during university vacation week is an added burden for
students, Directors of field programs should anticipate working out a few
day s of special course instruction to bridge the differences in the annual
calendars of the two institutions, .

Some scheduling problems are inherent in the nature of the two institu-
tions, While the operating procedures of most university faculty members
permit and encourage adaptability and change, the daily routines of most
public schools are much less flexible. Teachers constantly want to know
with precision when students will be in classrooms, when activities will
tahe place, and that what is suppose to happen is in fact happening, Most
university faculty are not so organized. Often spur of the moment adapta-
tions are made to meet the exigencies of a particular time. Sinee both
groups have adopted these modes of operation for survival in their respee-
tive environments, chazige does not come easily. Convineing university
faculty of the need to commit themselves to a particular schedule, while
encouraging teachers to be as flexible as possible often proves inadequate,
but the most that can be done without an extensive experiential base to
draw from.

Technical Concern #4: Have space and equipment been obtained so that
the program can be made operational in the field?

To date. the issue of facility use by university personnel in the public
schools has not arisen, butit clearly has the potential of being a problem
given the wide-spread proliferation of field-based programs, Instructional
space and vustodial arrangements are a serious concern in most public
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~hools, Floor space will first be allotted to teachers, counselors, and
administrators, 1f there is a surplis of clusstoom space, a field-based pro-
sram from amiversity is weleome. However, that space is not guaranteed
annnally . Fluetnations in pupil enrollment can lead to the ereation of
more class sections and the need for more rooms,

Often the school that houses a field-based program consists of traditional
classrooms, that is, rooms that seat thirty to forty pupils, These rooms
mahe it impossible to assemble seventy to one hundred pre-service pro-
aram participants for a large group presentation, a film showing, or testing,
The <ize of student subgroups and instructional techniques employed may
well be dictated by the physical features of the host school. The timing of
program activities may have to revolve around the timetable for cafeteria
cleanup, the use of the cafeteria for physical education classes on inclem-
ent day <, and the schedules of musie teachers,

| he willingness of public school officials to issue school keys to univer-
sity professors may govern the mrmber of extra instructional sessions that
can be held, The university personnel are guests inside the school facilities
and do not have the direet control they have in their offices on campus,
Most professors would like more guarantee of spatial arrangements than
they have. There are many advantages in stocking a room used for on-~ite
conrses with instruetional materials, bulletin boards, and A-V equipment.
There is little advantage in moving materials and equipment to the most
current “spare space,” Don’t despair though: the available instructional
~pace in the public school is likely to be as permanent, large, and well
equipped as the rooms you are frequently assigned on campus,

Technical Concern =5: Have procedures been established for the equit-
able use of the local public schools by various teacher education programs?
Monopolization of nearby schools and community agencies as field sites

tor a speeial program over a period of several years represents hoth a
«hool and university issue. The issue is more geemane to a small town
where there are few buildings in the sehool district than it is to large eities,
However, there are nrany large aniversities located in relatively small towns
and this ixsne should be of concern to them,

Proponents of field-based programs go ont into schools, build communi-
cations networks, create a collaborative program, and establish a working
refationship with several faculties, If the program is suceessful, the school
faculties elect to remain in the program from vear-to-year, Most chool
faculties, ifhivolved in an intensive and comprehensive teacher preparation
program. du not choose to become involved in another program at the
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stme time. Over time, the university staft of the first program acquires a
monopoly on the teachers, administrators, and space in the original sites,

Meanwhile, the suceess of the fiest field program probably has stimulated
the desigm of potentially more effective and innovative field prograns.,
Statfs of newer programs need field sites, too. But, in small towns, the
original field sites may represent a large proportion of all available schools,
Planners of the new programs may not have enough *“virgin " schools to
approach conceming collaboration. These planners often resent the tight
grip the first program team heeps on its schools and teachers, If schools are
really few, the original team views the surrender of its field sites as suicide,
\ second generation program will move into the sites only if the original
program is terminated, Such action does not offer more alternatives to
pre-service teacherstit only replaces program A with program B,

Solutions to this dilemma are few if the School of Education is large.
New and improved alternative programs are desirable. Are new programs
to die in the implementation stage for lack of sites? Are they to be trans-
ported o far from campus that faculty refuse to partivipate? Are they to
replace older, proven programs? Are professors to visit selected schools
and attempt to persuade school faculty members to resign from program A
to join program B? Perhaps, in small town settings, the life expectancy of
each program should be established in the planning stage and termination
should oceur by agreement on a specifie calendar date. Disadvantages do
lie in this prescribed life approach. Who knows whether the newest pro-
sram will mateh the effectiveness of the older and supposedly well evalu-
ated program? Or, i~ it possible that schools surrendered by one group will
suun be lost by another group and become disassociated from teacher
preparation for several vears,

This issue is very real. Within it are the seeds for friction, suspicion,
resentment between campus program directors, projeet coordinators,
directors of student teaching, and coordinators of observation-
participation activities. All compete for entry into the same real world
site~, The simplistic answer that *We were here finst, five vears ago,” does
not settle the issue. Neither does the retort, “Go find some new schools,”
when there are no appropriate schools within twenty-five miles or noore,
Few matitutions have carefully considered the competition for and over-
utilization of, public achools in field-based program.. In Bloomington,
both the public schosd sy stem and the university have felt it necessary to
appont coordinators to deal with large numbens of petitions for university
mvolvement m small numbers of public schools. Rather cumbersome
bureaueratic measures have been installed to control and monitor the
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requests schools receive from field-oriented professors and university
“tudents. Site procurement is a problem frequently being recognized as a
matter of formal néyotiation by teacher organizations, At a time when
field-based programs appear to be expanding, it will become even more of
d {.r|)ldc'|n before it is resolved,

‘Tecknical Concermn #6: Have procedures been established for the approval
of research to be undertaken by persons not a part of the program’s staff?

When a small group of public school e closely allied with a university
program. they are often pereeived as very convenient sites for research
elforts by professors and graduats students who are unaffiliated with the
progeam. In the past five years, many reseirchers have sought entry into
the 111 schools. After all, the teachers there are an organized group and
thes have been conditione ] to engage periodically in TTT evalnation
activities. The undergraduates are intensely elustered in the schools at a
very short distance from campus, They represent a most convenient popu-
Lation for research purposes. Then too, the program’s university staff
consists of people that can be encountered on campus and persuaded to
~upport and possibly implement such research, Often the researcher i
prestigous and it becomes politically unwise to refuse to cooperate,

Rescarch external to the program often has no relationship to program
activities and objectives, Initiators of the external research often want not
only to use the “popalation™ painstakingly assembled by someone else.
but they want program staft to explain the unfamiliar research and enforee
~schedules Tor its completion. No matter whether the staff or the outsiders
explain and administer the “treatments,” public school personnel view the
research as another requirement of the program, Resentment towards the
nature of the survey questions, the time it takes to respond, meetings
needed to communicate research objectives, and other burdens are taken
out on the original program and its staff. 1t is not the independent re-
searcher who tries to counter teacher complaints about one more long
straw being deposite-d upon the back of the harried elasseoom camel. Tt is
not the external rescarcher who faces dissatisfied undergraduates who
claim their course work is a cover for the data gathering efforts of doctoral
students or professional researchers,

Directors of field-based programs must face this issue early in the pro.
gram implementation stage. They are going to receive the antagonism from
teachers and prineipals if the field sites are allowed to be pereeived as
captive audiences for anyone s research, A system fer the approval of
research activities must be constructed, Teacoers and principals must be
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involved inits constraction, External researchers should be made aware of
the steps required to gain permission to enter program schools. They
should expeet to make their own research proposal, in person, before the
teacher groups to be involved. Each proposal should be identified clearly
as: (1) an integral part of the proram, (2) a related but supplementary
part of the program, or (3) a non-program related, extenal activity, Of
course, similar presentations should be made before all university people
on the program team and before nndergraduate participants,

The program director who monitors the observation of these procedures
may be seen as an obstructionist at times by his campus colleagues in
search of casy, economical <ojutions to their data gathering problems. It is
better to risk this perception than to be deseribed by public school person-
nel as one who is insensitive to, or a facilitator of, the exploitation of
teacher time and energy. There will be years when participating schools
cannot accommodate all the requests for research participation, The pro-
gram director and staft :nay well have to tell campus petitioners that the
“sites are closed™ and suggest that totally different populations be sought.
[t helps collegial relationships if these issues and potential conmses of
action are discnssed early in the implementation phase before specific
requests are received,

Technical Concern #7:  Have the topics or issues to be presented by com-
munity representatives been identified, sequenced, and articulated into the
total curriculum of the field-based program?

Community representatives are readily available for employment as full-
time or parttime team members and as regular consultants to field-based
programs. The Professional-Year staff turned to representatives of lower
income groups and ethnic minority groups for inputs to the teacher prepa-
ratioss process, Many of these community people interacted with under-
graduates in psy chology classes, introduction to teaching classes, methods
classes, and student teaching. The substanee of most interactions revolved
around social and economie problems of low income groups and the
insensitivity of schools, businesses, and the middle class to these problems.

While prospective teachers need to be much more aware of the problems,
attitudes, and aspirations of low income groups: they require a depth of
exposure to these topices, familiarity with their roots, and a realization of
their weneralizability. Depth of exposure has been difficult to obtain,
Some examination of exemplary solutions to selected problems: would be
valuable, as well,
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A limited viewpoint, repetition, and personal opinion characterized
mary commuanity contributions to Professional-Year, Substantive discus-
sions usually were restricted to conditions in the town or county. An
undergraduate graduate, or professional program participant who at-
tended community <led seminars and rap sessions over a four semester
period, for example, heard discussions of:

the 1070 campaign to substitute food stamps for commaodities,

the quality of construction represented in low income housing,

the occasional insensitive management of a school free lunch program,

the higher school dropout rate of low income students.

the inspection poliey associated with local govermnent housing,

irolated cases of questionable disciplinary action taken by principalg or
teachers with low income pupils,

the need for a social, recreational, and work center in certain parts of
town,

the lack of concern for low income children and their parents report-
edly demonstrated by many teachers,

the need for low income people to develop a welfare rights
organization,

The nine topics just cited were asuadly discussed at any seminar, whether
on campas or in neighborhood centers, no matter who the trainees were or
what the announced title of the seminar was, Thus, a pre-service teacher
tended to hear the same rather superficial exposition of community prob-
lems as a sophomore, a junior, and a senior. Many undergraduates who
sought “community interaction™ reported back that all seminars they
attended and all class presentations tended to be the same. Undergraduate
interest in opportunities to receive instruction from community represent-
atives tended to be high initially but to decrease as the instruction pro-
aressed,

Obviouy community contributors to field-based programs must take
the time to specify instructional objectives to be met. Activities to ae-
complish these objectives must be designed. Unstructured, unpredictable
rap sessions are as likely to alienate pre-service teachers from certain
segments of the community as they are to promote hroader societal sensi-
tivity. Community representatives on a program team must assume
responsibilities for organizing a curriculum just as a mathematics methods
professor does. Topics should be identified, activities described, intern-
=hips established that undergraduates ex perience at certain times in their
teacher education program. Some sort of cheek-off sy stem is needed to
route undergraduates through the community experiences in a logical,

’
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cumulative, non-re stitive way, Evaluative procedures are needed to deter-
mine whether participant attitudes and performance are altered as a result
of instruction from vonumunity people and participation in community
activities,

Ihis techuical concern has to be faced squarely by community people
who want input to teacher education and who want official instruetional
positions on program teams. [tis dangerous for university pemsonnel to
assutne that the mere employ ment of a conununity person insures effec.
tive community -oriented instruction. 1t is naive for a conununity repre-
sentative to equate telling about his or her life and problems with effective
instruction or with a defensible curriculum component of a field-based
program. [tis essential that commuanity instructors aceept instruetional
planning and management duties that at first will be foreign and difficult
for them.

Conclusion

O
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\ rather formidable delineation of issues, problems, and concerns has
been made, Certainly many issues have not been touched at all in the
discussion, The cube yields 18 potential eategories of conceern, Here are
four issues not previously diseussed in this chapter that nicely nestle into
four different eells of the model, In reviewing your own program, rejoice if
vou find that it is impossible to identify any issues for several cells.

All of the cited coneerns fall within the program implementor's zones of
influence, Unfortunately, all of these concerns also fall within the zones of
influence of other administrators at the university, the school, or in com-
munity agencies, This overlap in responsibility means that decisions will
come slowly . meetings will beeome frequent, compromises will become
inevitable, closure will become rare, and at times, progress will be barely
pereeptible, But, for those who persist, the reward is to witness some
exciting stirrings in teacher education,

Rather than viewing this ehapter as a collage of horrendous obstacles
that defy progress, view it as a list of intriguing natural features in our
educational world that are pliable and can be removed, modified, cireum-
vented. or co-opted. If you are now aceepting responsibility in an innova-
tive teacher preparation program, our twisting trach through the “field ™
may help you move quickly to identify and neutralize the impediments
awaiting you. In this spirit, we offer to the program implementor, in
cheeklist format, the concerns posed earlier as a guide to the implementa-
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tion of change in teacher education. Talk about thens. Provide for them.
Add to them. Send us a revised and expanded checklist, From the collec-
tive experience of all will emerge more viable models for the improvement

of teacher education.

Cube Cell

Issue

Human-Proactive-Community Can articulate, energetic community people maintain

Conceptual-Preactive-Public
School

Technical-Proactive-Public
School

their credibility and influence with their community
peers if they assume university instructional posi-
tions? Will they be perceived as having defected to
the other side?

What basic position should the local teacher profes-
sional organization take toward the role of the class-
rvom teacher in preparation of new teachers? How
will the selected position influence the design of the
field-based program?

Can art, music, physical education, and other special
schedules be adjusted at the school system level to
expose student teachers and program professors to a
balanced instructional day free of excessis¢ interrup-
tions and **down time™?

Technical-Preactive-University How are the resources of staff time, travel money, and
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stipends provided before a grant is received to sup-
port the proposal writing team and the personnel
who solicit initial school and community involve-
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Program Implementor’s Checklist

Directions
For each item listed below, indicate whether you have or have not taken the
necessary action.

Conceptual Concerns

* 1 Has there been a meaningful involvement, commitment, and responsibility for
+ community and school personnel in the conceptual phase of program develop-
ment”?
"Yes No
"Comment*

2 Have faculty been identified who are committed to teaming to make the pro-
gram’s goals become a reality?
Yes No
"Comment

£3 Have procedures been established which insure program stability in the event of
’ personnel replacement?
Yes No

Comment

4 Have steps been taken to insure faculty participants that their involvement and
contributions will be rewarded by the university?

Yes No

Comment

5 Have reasonable benefits for all involvement groups been clearly identified?
Yes No
Comment

6 Have procedures been established which allow the program to accommodate needed
change but which stablilize the conceptual model?

Yes No

Comment

¢ Has a plan of evaluation been established and implemented which can assist staff
decision making?

Yes No

Comment

8 Has an adequate dissemination plan been Jeveloped and implemented?

Yes No
Comment
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9 Has the program’s developmient and termination been conceptualized?
Yes No
Comment

Human Concerns

1 Have faculty roles and responsibilities been clarified at the university level and
harmonized with the institutional reward system?

Yes No

Comment

2 Have roles and responsibilities been clarified among public school personnel?
Yes No
Comment

3 Have undergraduate roles and responsibilities been clarified?
Yes No
Comment

4 Do community personnel clearly understand their role and responsibility in the
program?

Yes No

Conmment

5 Have measures been taken to safeguard the educational program of pupils in the
cooperating schools?

Yes No

Comment

6 Have procedures been established to deal with questions of competence and in-
cumpetence amony the participants?

Yes No

Comment

Technical Concerns

1 Is the budget realistic for the program’s goals and objectives?
Yes No
Comment

2 Have university registration, tuition, grading, and similar “‘routine™ procedures
been adjusted to meet program goals and operation?

Yes No

Comment



3 Have steps been tahen to insure the attainment of program objectives within
scheduling realities of public schools and universities?

Yes N\o

Comment

4 Have space and equipment been obtained so that the program can be made opera-
nonal in the field®

Yes Mo

Comment

3 Have procedures been established for: the equitable use of the local public schools
by vanous teacher education programs?
Yes \o

Comment

6 Have procedures been established for the approval of research to be undertaken
by persons not a part of the program’s staff?

Yes No

Comment

¢ Have the topics or issues to be presented by community representatives been
wentified, sequenced, and articulated into the total cumriculum of the field-
bazed program®

Yes No

Comment

* This comment section may be used to clarify an affirmative or negative response,
as well as communicate other difficulties encountered in the “yes/no™ scale.
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V  Program Impact on Individuals

Viable and lasting changes in teacher education cannot be produced
through changes in strueture and organization alone. Such structural
changes often act as a subterfuge behind which the same old practices
continue., If organizational change has had an impact, then that impact
must manifest itself in people: how they perform, the procedures they
follow, the attitudes they hold, and the ways in which they interrelate
with their colleagues, For this reason, it seems highly appropriate to de-
vote a chapter of this book to the topic of individual change,

Individual change in teacher education does not come easily, Professors,
teachers, and students all have perceptions of the teacher s role which are
translated into expectations for teacher behavior. These perceptions
govern behavior in their own rol>s. Changing such perceptions is extremely
difficult. One way to bring change about is to place persons in situations
where old perceptions can no longer function or function as well, In such
situations. individuals are challenged by the environment to perceive things
in new ways and respond to them differently.

The figure below illustrates this view of individual change. It says in
effect, “We act out of our view of the world.” In other words, we act
toward and react to others in accordance with a set of learned expecta-
tions, According to such expectations, professors are supposed to teach
methods in college classrooms following a well defined format, and teach-
ers are supposed to work with student teachers in prescribed ways. We do
not expeet methods professors to demonstrate in elementary classrooms or
teachers to participate in methods instruction. Our expectations tell us
how to implement a teacher education program - who plays what roles
under what circumstanees and with what results.

When a new =ot of cireumstances prevails- that is, professors teach their
methods in elementary schools and follow through with students during
student teaching, then new expectations can evolve and new behaviors
energe. Teachers can make appears 1ees in methods classes and professors
can offer demonstrations with elementary pupils,

Change. in pereeption and behavior do not oceur automatically with a
change in the environment. True, fewer supports and less stimulation
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will be required 1o champion change among individuals who are already
predisposed o change. Evea then, changes will not ocear for every individ-
wal m the stuation. Many will continue to meet the new sibiation with an
old <t of expreetations and behaviors. A model helps one to think abont
vhanze and prepare forits it does not guarantee it

Note also that individual change is viewed as exelics N new sitnation
encourages new ey peelations: ew ex peelations give rise o new behaviors:
new behaviors provide information for additional expectations, and the
evele bemns anew.

Flie statt of the Indiana TEE Progran has used aovariety of evaluative
anvey s, seafes, open-ended opinionnaires, tape recordings, and une

Figure V-1 The Process of Indiyidual Change

Pereeption Behavior
Expedtations Aetions
L]
)
Information Results
\
What s seen \_ What happens
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dovumented intenview s over the past four and one-hall years to monitor
the process of individual and institutional change, Fyaluative deviees have
estabhished: (D) the degree to which a program activity or treatiment actu.
aly oceurred, (2) the attitndes of varions sub-gronps of participants to-
ward the activity or treatment. and (3) the impact of the activity or treat-
ment npon the professiond performance of the target group, Results
obtaned from thes frequent efforts have been used to modify and refine
program components from year to year.

The data presented in this chapter has been collected exclusively from
and on participants in the Professional- Y ear Program. As the largest pro-
gram m both numbers involved and resources provided, it received the
hon's share of evaluation efforts as well. Moreover, elearly established
godls were available for cach of the several target groups involved. For all
of these reasons, the Professional-Y ear Program serves as an excellent
vehicle toiflustrate the documented results that have occeurred in several
sroups of individuals,

So that the reader can be exposed to a realistic balance of negative and
positive results and commentary, the authors have elected to present <ur-
vey data obtained during the 1971720 and 1972-73 school years, At the
time of the 1972.73 aumvey . the Professional-Y ear Program was in its
fourth year of operation. The original university staff that conceptualized
and tint implemented the program had “turned over™ to such a degree
that only the coordinator and one associate instruetor (candidate for a
doctoral dearee) were the only university people attached to the program
in December, 1972 who had been on the staff in December, 1971, In other
words. in Decemnber, 19724y onng, new | ines perienced stafl was operating
arelatively “old ™ innovation that was entering the institutionalization
phase nnder greatly reduced tiscal support.

Much of the data reported was colleeted at a time when teachers who
had been program participants for three or four years were somew hat
critical of the inexperienced university people working with them, Teach-
ers felt they better understood what the program was and had been than
did university peesounel. They Tamented the comfortable relationships lost
when professors left the program to be replaced by assistant professors and
graduate students, They were also disturbed by the evaporation of extra
funds to undergird special planning conferences, evaluation workshops,
and supplementary honoraria for working with student teachers, In many
ways. December, 1972 marked one of the most problem-imparted months
in the il of the Professional-Y ear Program. During 196970, problems
undoutl tediy were more numerous and more conples sinee the onginal
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concepts were then being put into operation for the fiest time. However,
there was a vast reservoir of resources -soft money, senior university staff
members, energy associated with Hawthorne Effect, peer encouragement,
and counsel at Cluster meetings -to draw upon while arriving at solutions
in 1969-70. Virtually all of these resources had been expended or diverted
to other activities by 197273,

The reader is ashed to keep in mind that the data that follow support the
contention that a program run successfully once does not automatically
reey ele itsell annually. Problems and concerns must be dealt with each
semester and each year. Staff members with receptive attitudes and ap-
propriate competencies must be selected to re-staff field-based programs,
There must be time for replacement personnel to learn the intricacies of a
program, to communicate with veteran participants, and to develop per-
sonal operating relationships that foster trust and confidence. Teacher
trainers can not be viewed as interchangeable “jacks of all approaches™
who can be assigned to Program A in one year and Program L in the next.
Favorable evaluations received “last vear”™ must be won anew “this year™
and “next year.™ All participants must reflect frequently over the basic
objectives of innovative teacher preparation programs—lest the real reasons
for having the program become obscured, lost, or compromised. Presenta-
tion of a greater percentage of critical data and quotations is deliberate in
this chapter. Readers will appreciate a revelation of problems and short-
comings and may ponder strategies to prevent or solve similar situations in
their bach home settings.

Traditionally. the impact of a teacher education curriculum was meas-
ured in terms of the immediate growth of the prospective teacher. This
growth took many forms. Sometimes it was a change of attitude; at other
times, it was the acquisition of a skill or ability ; at still other times, it was
the attainment of hknowledge. Although this focus on the prospective teach-
ef remains a worthy one for studving the impact of a teacher ¢ Jucation
program, it proves inadeguate in light of the expanded objectives of the
TTT Program. The objectives for the Professional-Year Program focus on
the needs of TTT, 1T, and T level individuals. They are presented below.,

U ndergraduates (17s)

To better prepare prospective elementary school teachers by increasing
their involvement in the school environment;

To better prepare prospective elementary school teachers by inte-
grating methods course work with classroom experiences;

To better prepare prospective elementary school teachers by increasing
the base of supenision,
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Classroom Teachers (TT7s)

To inerease the elassroom teacher’s awareness of, responsibility for,
and role in the preparation of prospective teachers:

To inerease the classroom teacher s awareness, understanding, and
knowledge of current instructional processes:

To increase the classtoom teacher’s awareness of the needs within
teacher education,

Graduate Assistants (11 and potential TTTs)

To better prepare prospective teacher educators by increasing their
awareness of needs within the public school milieu;

To better prepare prospective teacher educators by increasing their
awareness of needs within teacher education,

To better prepare prospective teacher educators by increasing their
awareness of the need for an expanded field and institutional base in
the preparation of classroom teachers.

(niversity Professors (TTTx and TT)

To increase the methods professor’s general awareness of the needs of
the public school milieu:

To increase the methods professor’s general awareness of the need for
an expanded field and institutional base in the preparation of
teachers,

A clear measure of the impact of the program is simply a measure of
how well these objectives have been attained for cach of the sets of indi-
viduals identified. Subsequent sections of this chapter examine the results
achieved with each of these groups.

Undergraduates

\inety -two college seniors participated in the 197152 Professional-Year
Program. All participation was voluntary. Among those attracted to the
program were persons who wanted to student teach in the vicinity of the
university , persons not satisfied with on-campus programs, and persons
who felt a field-based program would offer experiences which would bet-
ter prepare them for their future career role.

Students tended to be a homogeneous group. Without doing injustice to
the data. the Prof <ional-Year student teacher can be deseribed as a white
(91 Caucasians: one non-Cauecasian) twenty one year old female (86 fe-
males: 6 male<). To obtain more information about the undergraduate
Sudents a Personal Opinion Scale was administered. The results of this
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surves reveal that students e this program <aw themsel es as friendly .
belptul, and outeome. This data supports the conelision that the Profes-
sotal-Year Program attracted wholesome, well-adjusted students, not
unlike those zenerally Tound i teacher education programs.

Podersraduates were sunvesed also regarding their educational belje fs,
The results of this cunves are summarized in FTable V-1, \n analy sis of
these respoase patterns indicates that these undereraduate students belieye
that:

cdination i~ g process undersoing conslant l‘}l.lll;t‘.

Table V-1*  Educational Beliefs Scale-U ndergraduate Mean Scores

I\'".fpl sese v fegnres

o Iisagrer vers strongly J laree

& Dhsagree strongly 6 laree strongly

i Dhisaxrie v gree very strongly
 No opiion

Satements Mean responise seores
I Schools o today are neslecting the three R's 21
The backbone of the school curriculum is subject matter; 3.5

activittes are useful mamls to facilitate the legrmng of
~ubyect matter.

3 Learming s expenmentals the ehild should be taught to test .1}
alternatives betore accepling any of them.
oThe curnicutunn consists of the subject matter 1o be Jearued 4.7
and shills to b aequared,
3 Uhne ot the by dufenlties with miodern schools is that diser 3.1
phine 1s otten sacrdived to the terests of children,
t Bducation and edieationa wmstitulions must be sourees of 6.2
tew social deas: education must be o socigl program un-
dersoma continual reconstruetion,
T Rught from the first wrade. teachers must teach the ehild at 6.5
s owan level and not at the level of the grade he is in,
# Uhuldren wust be allowed more freedom than they usually 3.9
et the execution of the learming activities,
4 Trachinz would be a wonderful ocenpation for anyone, 1.2
L T ergoy teachnge, Ly

*hach table an this vhapter presents <sveral stinvey atems and the mean responses to
those stemes, Thus, o score ot 5.9 for ttem 8 of Table V-1 reveals « mean responise
between “garee™ aud “agree strongdy ™ (pomts 5 and 6 on the ~ede), Actually, the
tean eovery clow to “auree strongdy . For each table, the mean response must be
iterpreted e relation to the seale reported with that table,
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schools should be a place where children can have freedom in the
execution of learning activities.
children must be approached as individuals,
teaching is generally an enjoyable ex periencee,
U ndergraduates do not believe that:
the schools are neglecting basie shifls,
subject matter and discipline take precedence over children,
teaching is an occupation that any one can enjoy.

Taken collectively the views expressed by these students seenn to reflect
the mainstream of educational thought. This data adds further eredence to
the conelusion that Professional-Year student teachers are fairly ty pical
youny professionals. Although the program designers felt that a *dif-
ferent™ program would attract “different™ students, such did not prove to
b the case,

Undergraduate Objective One: to better prepare prospective school
teachers by increasing their involvement in the public school environment.

This first objective was partially achieved by the organizational design of
the program, The program lasted for the entire academic year and afforded
students with extensive opportunities for involvement in the public school
ervironment. Students received their methods instruction (language arts,
social studies, seience, and mathematics) three halt-day s cach week. Each
class meeting consisted of a three hour instructional block, During this
three hour block, students reeeived instruction in two methods areas, For
half of the stident group, fiest semester instruction was in language arts
and ~ocial studies: second semester instruetion was m seience and mathe-
matics, For the other half of the group, first and second semester instrue.
ion was reversed, Al methods elasses were tanght in the public schools,
Thi~ arrangement allowed the undergraduate student to have additional
opportunities for meeting with supervising teachers and for working elose-
Iy with «'lt'lllt'lllur} school children,

I addition to their methods involvement, undergraduate students taught
for the entire year. Students were in elementary school classtooms., five
half day» cach week, Further, students were given charge of the classroom
for a period of two full weeks at the end of the fiest semester and four full
weehs at the end of the second semester. Beeguse the program was con-
ducted in public schools, stadents had the opportunity to teach at a
vartety of grade levels in differing school settings. All students changed
supervising teachers at the beginning of the second semester. \pproxi-
mately W pereent of the students also changed supervising teachers and
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aride levels at the end of the first eight weeks of the fiest semester. These
students had experiences at three (rather than two) different grade levels
with three different supenizing teachers, Few would disagree that taken
vollectively, experiences such as these represent mueh more involvement in
the school enviconment than is offered by conventional teacher education
prograns,

The breadth of the involyement in the school environment was also
increased by the design of the program. As part of the requirements of the
program, students were to familiarize themselves with several conununity
agencies, Students participated in six or more community activities of
their choice each semester. Further, students were encouraged to attend an
inner-cits weehend experience in Indianapolis. This “Weekend Collage™
included stay ing overnight at a settlement house, meeting with various
minority groups. touring the cits with the police, and more generally
tasting life in the inner city . For another period of one week, students
were bused daily to and from Indianapolis. For two days of this week,
students met with various minority groups to discuss the problems articu-
lated by these groups. For the remaining three days, students visited inner
city ~school classrooms, observing teachers and working with children.

\ Community Experience Questionnaire was administered to solicit
student views, The results are recorded in Table V-2,

Table V-2 Community Experiences Questionnaire-Undergraduate Mean Scores

Response categortes

1 Disagree very strongly 4 gree
2 Disagree strongly g Agree strongly
3 Disagree 6 lgree very strongly
Statements Mean response scores
I Tfound the varnious community experienees to be very 4.4
interesting,
2 1 found the inner city school experiences to be very 5.1
mteresting,
3 Reflecting about all the community and inner eity ex- 5.1

penences, [ would say that they have helped me be-
vome more aware of diverse factors which influence
the lives of elementary children,
4 [ think the university preparation program tor student 3.0
teachers should inclade diverse opportunities for
mner city, commumty, and follow.up experiences,



Thi~ data suggests that while the students preferred their inner city
classcoom experiences, they beliesed that community experiences gener-
ally should become an integral part of a teacher training program. In light
of the fact that these students felt that such experiences helped them
become more aware of the diverse factors which influence the lives of
elementary childeen, few could take exeeption with thix conelusion.

The depth and breadth of the involvement of the studeit=in the school
envitconment speahs to a well-planned program and a very busy year, One
student, commenting on the level of involvement demanded by the pro-
gram. ~aid with a smile, "I wantyou to know, this program has managed
to effectively destroy all the social poscibilities of my senjor vear in col-
lege.™ This sume young woman subsequently applied for. and obtained, a
very desirable teaching position in a southwestern city with hundreds of
applicants for the openings in its school sy stem. Students acted and per-
ceived of themselves as teachers, With this realization came the further
realization that they had voluntarily given up their last vear of college life.,

Undergraduate Objective Two: to better prepare prospective elementary
school teachers by integrating methods and classroom experience.

Az was previously noted, the program’s desigm called for the methods
counes being taught in the public schools. This desigm afforded multiple
opportunities for the integration of methods and classroom experience:
elementary pupils could be brought into the methods elasses for the pur-
pose of demonstration teaching: demonstration teaching could take place
in elementary school classrooms: teachers could be invited to participate in
methods classes. By having methods instruction in the public schools,
students could make an immediate application of methods principles in
real classroom. The proximity of the methods classes to the real world had
the potential for stimulating a continnous interchange between professors,
students, and teachers. Proximity , however, does not alway s produce
desired results. Table V-3 summarized the frequency of interchanges which
were perecived to have oceurred.

This data indicates that many of the opportunities afforded by the pro-
gram were not used as much as wonld be expeeted.

\ second measure of the intesration between methods and teaching
involves the extent to which methods instruetion was perevived by stu
dents as preparing them for specific teaching funetions. Student responses
to this question are suminarized in Table V-4,
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Table V-3 Frequency of Interchanges-Undergraduate Mean Scores

Response Categories
Infrequent 0 1 2 3 4 Frequent

statenents

1 Student observation of demonstration teaching performed by
a professor,

2 Student observation of demonstration teaching perforined by
a graduate student,

3 Student observation of a student teacher performance.

4 Student observation of supervising teacher performance.

5 Demonstration of techniques, styles, materials by supervising
teaci.ers in classroom,

6 Demonstration of techniques, styles, materials by professors

and graduate assistants in methods.
integration of methods into elementary teaching,

-]

Mean response scores

0.4

2.6
2.0

29

‘Table V-4 Methods Preparation Questionnaire-Undergraduate Mean Scores

Response categories
Mo preparation 1 2 3 4 5 Complete preparation

Statements Mean response scores

Did your methods classes prepare you for the following things?

1 Understanding of children 3.7
2 Understanding of instructional processes 4.0
3 Use of alternative curricular materials 4.3
4 Shill practice in the classroom 3.9
5 solutions to daily classroom problems 3.4
6 Classroom management techniques 3.5
T Adapt lesson to level of students 3.7
8 Motivating pupils 3.9
9 1 se of question ashing strategies 4.2
10 Wrapping ap or closure of lesson 3.2
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[nterestingly . from the standpoint of the student teacher, methods in-
struction provided a fair amonnt ol preparation for speetfie teaching tasha.
W hile students felt prepared by the methods, in light of the data presented
e Lable Va3 this feeling was not the result of extensive obsenvations and
demonstrations by methods professors and interns in elementary class
room situdations,

he amonnt of coordination between methods instrnetion and elassroom
mstrnction is also indicative of the extent ol integration which was per-
cenved to have ocenrred, Student respouses to coordination are recorded
m Fable V.5,

\ecording to this data. students pereetved a tair amount of coordination
between the methods courses and related classroom experiences, One gets
the feeling that generally student teaehers felt methods instruetion was
attuned to the realities of their classrooms. In light of the data reported in
fables Va3 and Vb sueh a finding is at best enigmatic. While there was
Ittle attempt on the part of the instroctional staff to use the classroom as
ant otesite learning laboratory | the experiences which the student had in
the classroom obviously made methods instruction meaningtul.

In surmary then, g field-hased program elearly does provide extensive
opportunities for the integration of nethods and classroom instruetion,
some aventies to integration are under-utilized and may reqice more
spredie efforts to stimulate theie use. This appears particularly teue of
demonstration teachmg by protessors and graduate student interns, Even
o, the methods classes were pereeived as relevant and meaningful. Perhaps
the student is able to Inild his own bridges between methods and teaching
when snen the ummrlu'lil) to do <o,

Table V-3  Methods Coordination Questionnaire-Undergraduate Mean Scores

Rc'spnum‘ calegories
Poor 123 15 Good

Statements Mean response seores
I How well did the methods elasses prepare you to apply 3.8
miethods to the classromm™”
2 How well were the wmethods classes coordinated with elass. 3.2
roam tedcher mstructional plans?
3 How well were the methods classes coordinated with 3.1
clementaey teaching activities?
4 How well i general were inethods classes coordinated with 37

student teaching”

ERIC

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

Undergraduate Objective Three: to better prepare prospective elementary
school teachers by increasing the base of supervision.

Traditionally the supervision of student teachers has been the responsi-
bility of the clasroom teacher along with well-intended but infrequent
visits by college personnel. The Professional-Year Program attempted to
up-grade both the quantity and quality of supervision in two ways. First,
not only were more people involved in supervision but they were involved
in a wider variety of ways, Methods instructors and graduate assistants
were asigned direct supervisory responsibilities for specific student teach-
ers. In addition to asigned supervisory personnel, additional personnel
were desimated as “floaters.™ Student teachers could contact these float-
ers as needs arose, With thirteen people involved in supervision, it was not
uncommon to find two or three supervisors in a building at the same time.
One student, who was the foeus of niuch supervision, exclaimed, “Quite
frankly. | have more supervision than I know what to do with!” While this
may have been the case for some students, it is an encouraging sign of
long-awaited change in teacher education.

In addition to involving more personnel in supervision, the “teaching
clinic” was introduced as a means of improving the quality of the supervi-
sion. Each teaching clinic was composed of nine members; a supervisor,
four student teachers and their four supervising classroom teachers, Each
student teacher videotaped herself on a seheduled basis, usually once every
tour-week period, Clinic meetings were held to jointly discuss and share
obsenations,

To evaluate the effectiveness of the teaching clinie, student teachers
were ashed to respond to a questionnaire. The results of this survey are
summarized in Table V-6, It should be noted that the data is based on the
staff’s very first semester of effort at condueting teaching clinics. In gen-
eral. the responses suggest that student teachers viewed the initial clinies as
being of some value to both themselves and their supervising teacher.
\lthough student reaction to the teaching clinic was less than enthusiastic,
it is interesting to note that students perceived the teaching clinie to be at
least as effective as “traditional mechanisms” in providing guidance. Stu-
dents appear to be saying in effect that while the teaching elinic is a step in
the right direction. a good deal more must be done. They are also saving
“We are as busy as can be in our classrooms and we don't have time to
participate in after-school or planning-period clinies.™ Unfortunately, few
public school educators, whatever their status. perceive any available time
to analyze their own professional performance.
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Sinee the program was meant to improve both the quantity and the
quality of the supervision, student teachers were asked to evaluate all
fornis of supervision received. The results are summarized in Table V-7,

This data suggests that a program which provides opportunities for cer-
tain oceurrences to happen organizationally, does in 1o way guarantee that

Table V-6 Teaching Clinic Questionnaire-Undergraduate Mean Scores

Respunse categories (Statements 1-3)
Very little | 2345 A great deal

Statements Mean response scores
I With respect to this clinic, I participated — . 3.6
2 1 found this teaching clinic to be of _____interest. 3.0
3 1 found this teaching clinic to be of _-__value to me. 29

Response categories (Statements 4-8)
Disagree 1 2 3 45 Agree

X
=

-

I think the teaching clinic improved the supervisory skills of
the student teacher.

 think the teaching clinic helps to refine the teaching skillsof 3.2
the student teacher

I think the teaching ¢linic is a good way to become aware of 3.4
the relationships among various teaching skills,

1 don't think the teaching clinic is a good way to get feedback 1.4
on one's teaching

1don't think the teaching clinic is as effective as the tradi- 1.5
tional mechanisms in providing guidance to the student
teacher.

“

=

-1

=3

Table V-7 Supervision Questionnaire-Undergraduate Mean Scores
Ntatements Mean response scores

I Of all the times that you were observed, after how many of 3.8
them did you receive feedback?
Never 1 23 45 Every time

2 Of what value was the feedback to your own teaching? 39
Minimum value I 2 3 45 Great value

3 Of what value was the video taping” 3.6
Not very beneficial 1 2 3 4 5 Very beneficial

4 Generally. | felt that the quality of the classroom teacher 3.5
supervision ____as the year progressed.
Did not improve 1 2 3 4 5 Markedly improved

Y-
-t




the event will oceur instructionally . Although student teachers were feo-
quenthy obsened by supenvisors, they did not alway s receive desired and
presumably needed teedback, Informally . teachers often expressed the
teehinne that <uch feedback would have been beneficial. heir Fesponses
mdicate that they beheve the quality of supervision can be improved. We

can oty coneur with this obsenation.,

Undergraduate Summany

O

ERIC

Aruitoxt provided by Eic:

Whale certan objectives of this program were pereeived by under-
raduates to have been achieved o a greater degree than others, it seems
worthwhile to ook at how the undergraduates felt about the program
denerally. The resalts of such a survey are summarized in Table V-8,

Thi~ datd sugeests that student teachers stronghy adv ocate a program
~uch g» the Profesional-Year Program. Data such as this seems especially

powerfulin view of the frequent criticisms heard of onsca.npus teacher

traming programs. \lthough we wonld be amiss to suggest that student

pereeptions alone provide an adequate justification for the existence of
field-based prosrams. we do take pride in knowing that students pereeived

the program as relevant to their career goals,

Tuble V-8 Protessional-Year Program Evaluation-Undergraduate Mean Scores

Ntatements

I The general program objectives for the program were _ _ .
Mat clearly defined 12 3 45 Clearly defined
2 Generally, [ieel that with respect to student teachers in other
prosrams, the student teachers in this program were _ ___,
Huch peorer tramed 1 2 3 § 5 Muck better trained
3 The amount of time [ spent in the program this year was
much greater than the reward [ received from the program.
Ntrongly agree | 2 3 15 Strongly disagree
My peronal feeling 1= that the program was of __ _ o me.
Vo real ralue 12 3 135 Great calue
I T could Tive this past year over again. | .,
11} Definiely would choose not to participate in the
program.
(21 Probably would choose not to perticipate in the pro
aram,
(31 Frobably would ckoose to participate in the program.
t4) Ivfindely would choose to participate in the
program,

we

P

124

Mean response scorexs
4.2

1.6



Classroom Teachers

Forty -eight classroom teachers participated in the 197172 Professional-
Year Program. Classroom teachers were located in three elementary
schools in Monroe County | Indiana. Of the 48 teachers, 47 were married,
widowed, or divorced. One was single. Table V-9 provides a graphic illus-
tration of all classroom teachers by age.

Table V.10 illustrates that on the average classroom teachers had 13.5
vears of teacnmg experience, Close perusai of the data indicates, however,
that -10 percent of all teachers had from one to five years of experience,

This data, when contrasted with the classroom teachers” educationa!
bachground (Table V-11) suggests a young. inexperienced, but highly
educated faculty, This conelusion reflects Indiana State Law requiring all
teachers to have a Master’s degree at the end of the fifth year of experi-
ence and. probably a school board policy which encourages the employ-
ment of beginning teachers.

Table V-9 Classroom Teacher Age Range

Age Range Number per range
20.29 13
30-39 14
10-49 2
50-59 12
60 and above T

Total 48 teachers

Table V-10 Classroom Teacher Years of Teaching Experience

Years of teaching  Number of teachers

expenence school A School B School € Total
1.3 10 v 3 20
6-10 N 2 1 10
11-15 3 1 4
10-20 1 1
21-25 3 2 5
26-30 0
31-35 3 2 3
Jo-10 2 1 3
Total 28 13 T 4
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Previous supervising experienee of elassroom teachers ranged from one
assignment to twenty assimments, with an average of 3.61 assigmments.
Ty pically, elasscoom teachers had less than one semester hour of course
worh dealing with supervision of student teachers,

In an effort to further deseribe the charactenistios of the elassroom
teachers, a Bachground Data Questionnaire was administered, Information
gathered by this instrument suggested that the majority of teachers be-
longed to the Great \merican Middle Class. In like fashion, classroom
teachers perceived themselves as “open-minded™ and “willing to adopt
new ideas which seem to make good sense,”

Classroom Teacher Objective One: to increase the classroom teacher's
awareness of, and responsibility for the preparation of teachers.

Anattempt was made to orient the elassroom teachers to their roles and
responsibilities in the preparation of teachers through a program calling for
extensive involvement on the part of all supervising teachers, An inereased
student teacher to supervising teacher ratio was achieved through a well-
orchestrated program in which each supervising teacher had two student
teachers during a regular school day. One student teacher was in the class-
room in the morning from 8:00 to 11:30 a.m.: another student teacher
was in the classtoom in the afternoon from 12:00 noon to 3:30 p.m. This
back-to-back arrangement allowed the classroom teacher released time for
the performance of increased supervisory duties,

To insure classroom teacher involvement in the preparation of teachers,
scheduled supervisory conferences were established. Typically, three-way
conferences were held consisting of the student, the classroom teacher,
and a graduate assistant or methods professor. Although supervisory con-
ferences were to be held as needed, formal conferences were scheduled at
four-week periods to insure minimum attention to the area of supervision,

Probably the most formal, albeit belated, attempt to reach the objective
of increased involyement and responsibility for student supervision was
made through the establishment of teaching clinies, Table V-12 contrasts
the one-on-one supervisory conference to that of the teaching clinic.

All teaching elinies operated using the following ground rules:
We only speak with empirical data trying not to make value judgments,
[t is up to the student teacher to weigh these statements and value
them accordingly .
Discussion should focus on teaching behaviors, teaching processes,
teaching strategies, teaching approaches and avoid personal observa-
tions or personal remarks about the student teacher.
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Present all data in an honest manner and all suggestions in as sup-
porting a manner as possible. Attempt to preserve interaction be-
tween the peers,

The teaching clinie, when contrasted with individual supervisory confer-
ences, has distinetive advantages. Fimst, the clinie allows focus on several
instructional elements simultancously. Second, the clinie facilitates the
s stematic collection of data. Third, the teaching clinic facilitates the
objectives of peer interaction and self-evaluation.

Data collected from classroom teachers documents the need for ex-
tended experience and practice with the teaching clinic. In part, this need
is explained by knowledge of the eleventh-hour effort made at establishing
the teaching clinic in the Professional-Y ear Program. Inexperience with the
coneept, no doubt, explains many of the classroom teachers’ reactions and

* Table V-11 Classroom Teacher Educational Background

Ty pe of degree Number of teachenrs
Two year degree 2
Bachelor’s degree 22
Master’s degree 22
Master’s and 2
additional hours
Total 48 teachers

Table V-12 Components of Two Supervision Models

Individual Conference The Teaching Clinic

Participants Participants
Student teacher and supervisory Student teachers (3 or 4), classroom
person (onhe-on-one conference) teachers, and clinic leader (this

leader could be a peer, a classroom
teacher, or a methods or supervisory

person)
Steps of the Model Steps of the Model
I Planning session 1 Planning
2 Observation 2 Observation
3 Preconference - 3 (ritique Preparation
4 Conference 4 Critique and strategy development
session
5 Post conference S Supervisory team review
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undergraduates’ reactions eited carlier in this chapter, In spite of our
inesperienced and limited use of the teaching elinie, it is interesting to
note that the majority of the classroom teachens thought that the teaching
clinic was as effective as the traditional supervisory conference, Such data
should encourage further investigations and use of the teaching clinie
concept in lield-based teacher education programs.

Table V-13 Classroom Teachers’ Reactions to the Teaching Clinic

Statements Mean response scores
1 With respect to this clinic, | participated -, 28
Very little 1 2 3 43 A great deal
2 1 found this teaching cline to be of —__interest, 3.0
Little 1 2345 Great
3 [ found this teaching clirie to be of ____value to me, 2.8
Nol 2345 Great
4 I think the teaching clinic improves my supervisory skills, 3.4

Disugree 1 2345 Agree

[ think the teaching clinic helps to refine the teaching skills of 3,7
the student teacher,
Disagree 1 23 15 Agree

6 | personally do not believe the teaching clinie is a good way 3.3
to get feedback on one's teaching,
Disagree 123 135 Agree

| think the teaching clinic is a good way to become aware of 3.5
relationships among the various teaching shills,
Disagree 1 23 15 Agree

1)

8 [ personally do not believe the teaching clinic is as effective as 2,7
the traditiona mechanisms in providing guidance to the
student teachers,
[hsagree | 2345 Agree
Table V-14 Supervision Scale — Classroom Teachers Mean Scores
Statements Mean response scores
I Supervision conferences were of __ 3.0
Yo real value 1 23 135 Great Value
2 The videotape of my teaching was __ . . 3.8

Vot very beneficial 1 2.3 45 Very beneficial

3 Generally. | feel that qualits of classroom teacher supervision 3.8
of the associate teacher as the year progressed
id not umprove 1 23 15 Markedly improved
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Fhe final evaduation (See Table V-1 indicated that all forms of super-
visony conferences were pereeived by the elassroom teacher as “valonable,”
Further. classtoom teachers felt they had markedly improved their super-
visory shallss When ashed, " Did you video tupe yoursell the past year?™
about one-halt answered = Yes, " OF this number, most felt the experience
was gnte beneticial,

Classroom teachers were ashed to rank live dimensions of effectiveness
for cach student teacher on a five-point seale, The five dinensions in-
Cluded: personal characteristies, professional qualilications, instric tional
etfectiveness, clasroom management, and the student teacher’s ability to
wspire and motivate elementary pupils, Table V215 gives the classroom
“rachers average rankings of the student teachers on cach dimension, Classe
room managemient received the lowest mean score of the five dimensions,
although eertainly not considerably different from the scores in the re-
maiming areas Nl rankings were high, falling between “good™ and “very
eflective.” Richare Switzer! compared the ranking of clasroom teachers
in the Professional-Y ear Program with the ranking of elassroom teachers in
the “resular progranm,”™ Professtonal-Y ear student teachers, along all five
dimensions, reeeived higher rankings than did regular student teachers,

\er the student teachers had completed their year-fong intemship in
the clas-room, classroom teachers were ashed, “How good do you feel
about the supervision which these stadents received in light of the saper-
vision which “re;ular” student teachers generally receive?™ Oy er-
whelmingly, elassroom teachers Telt they had given Professional-Y ear

‘Table V-15 Classroom Teachers' Assessment of Student Teachers

Response categories

1 unsatisfactory { effective

2 uceeptable 3 outstanding

3 good

Bunensions Mean response seores

Rate the student teacher that you worked with most eecently in this program on each
ol the tollowing Uive dimensions:

I Perond characteristies 3.9
2 Professional qualifications 3.6
3 Instructiond effectiveness 3.6
$ o Classroom masue mient 3.3
5 Alahity tonspiee and motivate 3, 4
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student teachers bn tter supervision than that which they had given to
student teachers in the regular program,

Measurable differences such as these, whether real or pereeived, come
from a closeness with, and a responsibility for, the preparation of prospec-
tive teachers, These are encouraging findings. To a large degree they sub-
stantiate what the undergraduate proandly referred to as the “motherliness ™
of their supervising teacher, We believe such closeness does make a dif-
ference,

(Classroom Teacher Objective Two: to increase the classroom teachers
awareness and knowledge of current instructional processes.

The second objective, to inerease the classcoom teacher’s awareness and
knowledge of current instructional processes, was planned for through
formal and informal means, Because of the intensive involvement of stu-
dent teachers in the classroom, rew instructional approaches were heing
informally introduced into the classroom on a daily basis, Teacher com-
ment~ indicated that they perceived this informal introduction of strategies
into their classtoom as “refreshing™ and “the one real reason why 1 like
to have student teachers.™ How much impacet this informal introduction
had on classroom teacher behavior remains largely conjeeture, From our
observations of teachers in the classroom, we can only conclude that there
is relatively little permanent transfer, This did not surprise us, nor should it
surprise the reader. Human behavior, as Etzioni? noted, just is not that
subject to change, However, the introduction of a few open classrooms,
interest centers, mathematies ability groups, ete. was evidence that enough
trinmphs oceur to sustain the faith of a change agent.

Formally, the Professional-Year Program attempted to increase class-
room teacher awareness of current instructional processes through the
establishment of weekly in-serviee seminans, To encourage participation,
classroom teachers, if they so desired, received one hour of graduate credit
for their involvement each semester,

In-service seminars dealt with a variety of instructional issues depending
upon the content area under discussion, Typically, methods professors
used the time to communicate what was carrently being studied in
methods classes, Because teachers indicated a particular interest in “see-
ing” instructional techniques in operation rather than “just hearing about
them,” in-service seminars tended to be more suceessful when interaction
was encouraged, Clearly, the most successful in-service seminars were
demonstration lessons and discussion sessions focused upon videotaped
presentations of lessons previously given in seleeted classrooms, In addi-
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tion to these “show and tell™ seminars, other sessions dealt with instruc-
tivnal processes, classroom interaction patterns, questioning techniques,
nonserbal communication in the classroom, and the like.

In addition to the instructional function, in-service seminars also plaved
an important role in the on-going operation of the program. In an effort to
keep the ineservice seminar from becoming strietly a program-maintenance
operation, special meetings were established to attend to on-going opera-
tional concerns,

Evaluation of the in-service program by classroom teachers indicated
that generally classroom teachers were pleased *“with the variety of semi-
nar sessions presented” and that “on the whole’ these sessions were per-
ceived as being “very useful.” Such general comments, however, distort
the true picture, Individual teacher ratings of most sessions spanned the
scale from those perceiving the session as “useless™ to those perceiving it
as “extremely valuable.” Interestingly, our analysis of the data indicated
that certain teachers consistently rated the sessions negatively, while
others consistently rated the sessions possitively.

Classroom Teacher Objective Three: to increase the classroom teachers
awareness of the needs in teacher education.

Probably one of the greatest needs in teacher edueation is the develop-
ment of a curriculum which suceessfully melds classroom theory with
classroom practice, In its side by side arrangement of methods instruction
and student teaching, the Professional-Year Program did inerease the prob-
ability of uch melding.

Classroom teachers were ashed to rate student teachers on their under-
standing of the issues involved in several instructional topics. Table V-16
indicates that classtoom teachers pereeived students in the Professional-

Y car Program to have an adequate, though not outstanding, understanding
of the underlying issues involved in ty pical instruetional topics.

One clasroon teacher concluded as the result of an independent study
project in which classroom teachers were surveyed that ** . | | although 40
pereent is not @ majority . it does represent a number of teachers who feel
that undergraduates neglect their methods class work in a field-based
progrant.” Such espressions of concern, though far from nniversal, are
indicative of perceptions which classroom teachers can make to assist
program development in teacher education,

Probably the most encouraging indicators of growth towards this objec-
tive werre noted informally on routine visits to the classroom. Classroom
teachers were especially willing to assist students in comprehending what
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they percenved to be erucial nndesstandings about children, how children
fearn, and what o “good™ classroon environment ought to look like,
Feachers were ty pically very willing to participate in methods classes, It is
@ stdcommentary on the methods professors that teachers were not used
more fully in a role which =0 many obviously wanted to play, Clearly, one
ol the prmeiple reasons why teachers were not encouraged to tahe @ more
e tive part was that such action wonld illuminate philosophieal differences

lable V-16 C(lassroom Teachers' Assessment of Student Teachers' Behavior

Response categories (Statements 1.3}
Mo preparation | 2 3 £ 5 Great preparation

Statements Mean response scores
1 nderstanding the needs of children 3.6
2 [ nderstanding of instructional processes 3.6
3 1 se of dternative curricular materials 3.3

Kesponse categories (Statements +19)
o preparation 1 23 45 Complete preparation

1 Skl practice in the classroom 3.7
5 Laboratory approaches to teaching 3.1
6 Use of altemative styles of teaching 3.4
T Solutions to daily elassroom problems 3.1
8#  Orgamzing and sequencing of materials 3.6
O Taols for pupil evaluation 3.0
10 Examination and clarification of values 3.1
11 [esson plan construetion 3.2
12 Classroom management techniques RAY
13 Use of pupil reinforeement techniques 3.0
11 Introduce new and innovative ideas 3.7
I3 Adapt lesson to level of students 3.4
16 Use of question asking strategies 3.1
T Motivahing pupils 3.5
18 Awareness of different levels of pupil 3.2
dattention span
1O Wrapping up or closure of lesson 3.1

Response vategones (Statement 2(0)
Disagree 1 23435 Agree

20\ mgjor criticism of the methods classes 204
i= that they preach on "what to do™
but they never show vou ““how to do,”

.36
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as well as differences in emplasis between classroom teachers and methods
professors. Rather than such direct confrontations, methods professors
typically chose a more subtle, less obtrusive route. Methods professors
pereeived themselves as “iny ted guests™ in this field-based setting and
until a true partnership is established, sueh a pereeption, however accurate,
i~ likely to enrtail much needed grow th and nnderstanding,

Classroom Teacher Summary

In terms of the individnal change objectives ontlined for classroom
teachers there appears to be overwhelming support for the conclusion that
srowth towards each of the objectives took place, Although this is true,
clearly mach more growth could have taken place and in all likelihood
would have, had there been previons . sperience in implementing these
objectives in field-based sitnations,

Those seeking to implement a teacher education program in a field-based
setting will be wise to insure adequate channels of communication be-
tween classroom teachers and all other program participants, Classroom
teachers are called upon to play a new role in such an educational arrange-
ment. Roles established must be meaningful. Onr experienee has shown
that classroom teachers can perform in these roles and can become a vital
and regenerative element in a viable teacher education program. If there is
a gennine desire for active classroom teacher involvement in teacher educa-
tion, needed mechanisms can be established. To work effectively, these
relationships must be built on muteral respect and a desire of all parties to
do things in better ways. We helieve the university-publie school con-
sortinm is suci @ vehicle, \ consortium can produce flexibility of view,
commonality of viewpoints, and a mutnal commitment to action, Given
the inportance of the teacher education funetion, such consortia seem
siecessary for further progress,

Graduate A\ssitants

Ten graauate assistants participated in the 1971-72 Professional-Year
Program, il graduate assistants were working on advaneed degrees in their
respective areas, Althongh graduate students were remunerated for their
effort, their involvement was seen as i planned inte rn~|up in preparation
for a career in college teaching,
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In terms of preparation, geaduate assistants tended to bring with them
several years of teaching experienee (an average of 5.2 years), as well as
several years of supervisory experience (an average of 2.3 years), Graduate
assistants represented several areas of the United States including Min-
nesota, Florida, Mary land, California, New York, Texas, and Indiana, Six
of the graduate students were female: four were male. One minority
group was represented, Table V-17 shows the distribution of graduate
assistants by program area responsibilities in the 1971.72 Professional-Year
Program,

Graduate Assistant Objective One: to better prepare prospective teacher
educators by increasing their awareness of needs within the public school
milieu,

Graduate assistant involvement in tie Professional-Year Program took a
variety of forms including methods instruction, supervision, demonstration
teaching, in-service seniinar instruction, research, and general program
trouble-shooting. Graduate assistants worked with undergraduates, class-
room teachers methods professors and classroom pupils, Generally, as
Table V-18 indicates, graduate assistants praised these experiences. Inter-
estingly, while graduate assistants felt that their experiences were highly
valuable, they did not feel they had a great deal of responsibility in the
operation of the Professional-Year Program. Although not indicated here,
the imbalance that existed between high involvement and low responsi-
bility led to several irritations between assistants and methods professors,
Because methods professors tended to be young and inexperienced them-
selves, they may have been reluctant to turn over responsibilities which
they themselves we re first assuming,

\s a group, graduate assistants repeatedly demonstrated their awareness
of needs within the publie school milieu. Graduate assistants typically
spent as much time assisting classroom teachers to secure needed materials

Table V-17 Number of Graduate Assistants by Program Area Responsibilities

Area of responsibilities Number

Scienee/Supervision 3
Social Studies/Supervision 3
Mathematics; Supervision 1
Language Arts/Supervision 2
Supervision 1
Total 1o
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and “make do™ as they did assisting student teachers and me thods profes.
sors. Classroom teachers were especially supportive of the graduate assis-
tants and on several oceasions formally expressed their thanks for the
assistance and understanding given, On several oceasions graduate students
acted as a liaison between elassroom teachers and school administrators,
Probably no single group of participants worhed harder nor were as intent
upon solving the myriad problems that plague public schools today.

While the above statements are true, there were exceptions to this rule.
Graudate assistants were y oung and sometimes professionally immature,
Clashes did oceur between graduate assistants and classroom teachers,
These oceurrences usually took place early in the year and were resolved,
on the whole, easily. A lack of elementary school teaching ex perience
(high ~chool experience counts little in the eyes of elementary teachers)
seemed to ignite many clashes.

Graduate Assistant Objective Two: to better prepare the prospective
teacher educator by increasing his awareness of the mnstructional needs in-
teacher education.

In light of the career orientations of gradnate assistants. the Professional-
Year Program afforded prospective teacher educators an early opportunity
to imolve themselves in programs which, it was hoped, they themselves
would soon be ereating or staffing, In addition to their methods respon.
sibilities, cach graduate student supervised at least ten student teachers,
Graduate assistants were, as a function of their many responsibilities, in

Table V-18 Seli-Evaluation by Graduate Assistants Regarding Program Involvement
Statements Mean response scores

1 The experience of working in the classroom wasof __ _, 1.4
Yo value | 23 15 Great value

2 The expenience of worhing with the elementary pupils was ot 4.3
Yo value to me | 23 45 Great calue

3 The experience of working with the classroom teacher was of 4.3

No value to me | 2 343 Great value

4 The expeneace of supenising the associate teachers was for +.3
meof _
Yo calue 123 15 Great value

3 How much responstbility do you teel you had this year with 3.0

respect to the Professional-Year Program?
Great responsibidity 12 3 45 Minimal responsibility

1.4
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constant vontact with all program participants including classroom teach-
ers, student teachers, and methods professors.

[t is no overstatement to say that ty pically sraduate students took their
teacher education responsibilities very seriously. Graduate assistants
employed on a half-time basis reported working thirty to thiety-five hours
per week when preparational time was included in their estimates, They
prepared and presented formal reports to the project director regarding
needs within the program. They reported giving an average five demonstra-
tions each semester, Together with their methods professors, graduate
assistants prepared instructional materials, tested instructional strategies,
and redesigmed program elements, In methods class, graduate assistants
reported taking responsibility for up to one half of all sessions,

W hen graduate assistants were ashed, “Was the amount of time spent
with the Professional-Year Program worth it in terms of the rewards re-
ceived?” all ten graduate assistants “agreed ™ or “strongly agreed™ with the
statement. Given an opportunity to elaborate upon their response, state-
ments such as the following were made:

“Beeause it's so rewarding to see a teacher grow.™

“It's exeiting, there is =0 much to do . . . and besides | was
getting tired of just course work. This experience allowed
me to try out some of my ideas.”

1 “agreed’ rather than “agreed strongly ' because while | felt
[yrew, Helt ] was used.”

“Because | learned a lot this vear . . . few answers, mind
you, but lots of needs.™

Graduate Assistant Objective Three: to better prepare prospective teacher
educators by increasing their knowledge of the need for an expanded field
and institutional base in the preparation of teachers.

An expanded base of involvement in teacher education has been called

for in an cffort to more eifectively prepare prospective classtoom teachers.

The Professional-Year Progrant, vith extensive community and school
experiences, is a direet attempt to bring three key groups together to face
a common coneern. Graduate assistants, by their involvement, were given
sundry opportunities to evaluate, weigh, and judge the input of various
groups to the program.

\though graduate asistants were not asked to judge the relative vmrth
of community involvementin teacher preparation, they were asked to
judge the relative value of the university and public school input, but the.e
differences were minor. Both groups were judged to have played “a major
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role in the preparation of prospective teachers,™ To what extent these
judgments reflect the future involvement of these prospective college
teachers in field-based programs is largely unknown, 1t is our impression,
however, that graduate assistants need little convineing regarding the
worth of an expanded base of involvement in teacher education. Their
energies were directed toward operationalizing what they already accepted
as a need,

Graduate Assistant Summary

There appears to be adequate support for the conelusion that growth
towards each individual change objective did take place, This is indeed a
forceful conclusion. 1t i= our recommendation that an internship, such as
provided in this program, become an integral component of the formal
educition of each prospective teacher educator. Through the internship
graduate students became involved and through this involvement, they
became teacher educators, That they will perform more effectively than
graduate students not having this experience, will surprise no one closely
involved with the program,

Those seeking to implement an internship program for prospective col-
lege teachers wonld do well to follow the model provided by the Profes-
sional-Year Program, If asked to make recommendations to further
strengthen the internship, we wonld suggest increasing the length of this
involvement and structuring it so that interns feel a greater responsibility
as members of the team, Many graduate assistants tend te be available for
ten months of program duty. This is too brief a time to assume certain
planning, management, and evaluation responsibilities, If greater responsi-
bility can be given over a longer period of time, the model just described
would be an excellent one for other universities to consider.

U niy ersity Professors

While the composition of university professors varied from year to year,
typically professors were voung (mean age 36), came from the lower
professorial ranks, (0 proiessors, 3 associate professors, 2 assistant profes-
sors, and’ 3 visiting professors). and staved with the program a short period
of time (1.6 year.), During the operation of the 1971-72 Professional-Year
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Program. all methods counses were headed by holding the assistant or
visiting professorial ranh.

Several factors entered into the selection of faculty for participation in
the Professional-Year Program. First, as one of the principal purposes for
involvement was to increase competency, senior faculty members per-
ceived this goal as speaking to the abilities of junior faculty members,
Second, while some senior faculty were involved in their own innovative
programs, others were hesitant to participate in a program which required
a large commitment of time and energy. and for which they would not be
given eredit for having conceptualized the program.

University Professors Objective One: ‘o increase the professors general
awareness of the role of the public school milieu in teacher education.

To alarge degree, the program itself was designed to ,acilitate the achieve-
ment of this first objective, In addition to teaching methods classes in the
public schools three times a week. methods professors conducted in-service
seminars once a week for the supervising classroom teachers Further, each
methods prof o was given direct responsibility for supervising several
student teact  » along with overall supervisory responsibility for the entire
group of 92 student teachers. The professors estimated that about 70
percent of their professional time was spent in the public schools. One
methods professor noted that every time he walked into a school, whether
it was to teach a methods class, conduct an in-service seminar, or observe a
student teacher. he was “besieged” by questions from classroom teachers,
administrators, and student teachers. Not only did methods professors
become aware of public school needs in general, but they became painfully
aware of needs within particular schools and rooms.

One manifestation of the methods professors’ awareness of the broader
needs of public schools was the establishment of special seminars for class
room teachers. These seminars grew out of the needs expressed by public
school personnel. Although attendance was optional, most teachers who
attended these seminars seemed to appreciate tiiese responsive efforts on
the part of methods professors. Such reception, conpled with the knowl-
edge that these seminars were arranged by professors, seems indicative of a
beginning awareness of the needs of the public schools by methods pro-

fessors,

142



University Professors Objective Two:  to increase the methods professors
general awareness of instructional needs in teacher preparation.

While partial fulfillment of this objective came about because of the
intensive involvement of methods professors in the school, other related
factors should be considered. Several of these factors, along with relevant
data, are recorded in Table V-19.

Although comparative data are not available, figures such as these docu-
ment a high level of imvolvement by methods professors and suggest an
inereased involvement in comparison to methods professors who teach on
college campuises,

In addition. methods professors worked vlosely with one or two grad-
uate assistants in teaching the methods courses, This instructional arrange-
ment afforded many opportunities for discussion of the basic program.
Taken together, this interfacing of methods professors with other methods
professors, classroom teachers, student teachers, graduate assistants,
administrators, and elementary school children, suggests an intense if not
constant foets and attention to the instructional needs of the prospective
elementary teacher.

University Professors Objective Three: to increase the methods professors
general awareness of the need for an expanded field and institutional base
in the preparation of teachers.

Cooperation is needed in the preparation of teachers, not ouly between
colleges and public schools, but also between colleges and community

Table V-19 Factors Relating to Instructional Needs in Teacher Preparation:
University Professors Mean Scores

Statements Mean response scores
1 How many times this year have you met with other methods 20

professors assoviated with the program to discuss the integration of
methods with the student teaching experience?

2 How many times have you met with the classroom teachers to discuss 15
the articulation of methods into the elementary school curriculum?
3 How many times this year have you taught lessons in the elementary 26
classroom? '

4 How many times this year have you videotaped your teaching either for 13
personal eritique or for classroom demonstration purposes?

5 In how many of the grades K-6 have yon taught during the past 4
academic year?

6 How many times during the year have you viewed student teachers or ol
classroom teachers teaching a lesson to elementary school children?
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agencies, \s is evident from previous statements, the Professional-Year
Program provided ample opportunity for professors to become aware of
the need for cooperation hetw een colleges and public schools in the prepa-
ration of teachers, During the course of the year, opportunities were pro-
vided for interaction with many community agencies: day care centers,
nursing hontes. nursery schools, drug reh bilitation centers and so on, All
program participants, including professon., were encouraged to make
drrangements to visit a variety of community agencies. Several community
dgencies took the initiative by inviting program participants for on-site
visits, This interchange was generally reported as “beneficial,” One piece
of conerete evidence which speaks to the growing awareness by methods
professors for inereased community involy ement i hnowledge that com.
munity personnel (state police, doctors, law vers, school dropouts, teach-
e~ and parents) were invited to participate in the special seminar day s,
Clearly. this is prima-facie evidence that some growth toward the objective
oceurred as methods professors were responsible for establishing, organ-
izing and conducting these sessions,

Section Sumumary
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In an effort to determine the pereeived worth of a program such as the
Professional-Y ear Program, methods professors were ashed several evalua-
tve questions, ‘The results of this survey are summari- ed in Table V.20,

\> might be expected, certain aspeets of the program were viewed more
favorably by methods professors than others. Overall, professors felt the
program was worthwhile in terms of their own professional growth and the
professional growth of their students, Professors helieyed. however, the
program demanded an inordinate amonnt of their time, {1 is our helief that
this coneern is frequently expressed by methods professors becanse of
their understanding of the reward system of most universities, 1f field-
based programs are to continue, universities must realize the increased
demands made by these programs, and refleet this understanding by
making the rewards of tenure and promotion available to those who
involve themsely es heavily in the educative function of the university.,
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Chapter Summary

This chapter has provided a detailed treatment of the impact of the
program on the individuals involved, Because of the chapter’s length, it
may be useful to summarize the results with each of the major participant
gwwoups. For this purpose, we tum to a set of data collected from elasstoom
teachers and university professors in December, 1972, The data reflects
how well these groups perceived the Program to be achieving six general
objectives, Each objective is listed below followed by comments made by
various participant group members, The discussion seetion following each
objective will attempt to clarify the data and observations presented carlier
in the chapter.

Table V-20 Program Evaluation—Methods Professors Mean Scores

Statements Mean response scores
| How well did the program train student teachers in compari- 5.0

son to other programs?

Huch poorer trained 1 2 3 4 5 Much better trained

2 How well were methods classes integrated with student 2,0
teaching?
Beak [ 23 £5 Of highest quality

3 How valuable were the community experiences? 3.3
Minimum value [ 23 £ 3 Great value

4+ How much value was the program to your professional 4.3
career?
Little value [ 2 3 ¢ 5 Great value

5 How much of your time was demanded by this program? 3.0
Less than on campus 1 23 4 5 An inordinate amount

6 The amount of time spent in the program exceeded the 2.0

rewards derived trom the program,
Strongly disagree | 2 3 4 5 Strongly agree
I I could live the past year over again, I ____ 3.0
(1) Definitely would choose not to participate in the
program,
(2) Probably would choose not to participate in e
program.
(31 Probably would choose to participate in the program,
(4) Definitely would choose to participate in the
program,
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Objective A: To strengthen the reality orientation of methods instructors
(professors and advanced graduate students) by exposing them daily to
public school reality and by providing feedback from teachers and under-
graduates on the practical value of methods instruction.

Classroom Teacher Responses

No program can insure this. The most important factor is the openness
of the methods instructor.

This end was better reached with the professors who developed the
original program. The replacement professors don’t seem as inter-
ested in learning from us,

This year the professors have not distributed any methods course
outlines to teachers, What are they doing in methods?

Some instructors change a great deal and others bring their campus
course outline with them and stick to it—depends on the instructor.

There should be continuity from year-to-year in methods courses, but
new professors throw out all that went before and relearn real world
lessons slowly and painfully.

Methods professors are barraged by feedback frem student teach-
ers . .. but to what degree does all this feedbach result in changes in
methods courses?

Teachers shonld be scheduled to make presentations in methods classes
on a regular basis,

During the fint two years this objective was well met. 1 is less well
met today. This new group of university professors needs more time
to get to know us, our school, and our pupils,

Faery one has been willing to communicates the problem is finding
time during a busy day to doit,

There was considerable evidence that methods professors used our
suggestions during the fist two years, but this year [ don’t see it.

University strangers to this program initially are not os strong as the
veteran professors on campus who have been here for years and have
worked with our sehools in various capacities,

\t the moment, the progeam utilizes first year professors and asoriate
instructors: they just do not have the experienee that many of the
senior professors on campus have,

This is a hard question to answer - have had some very reality orient-
edd professors both in this program and on campus,

University Professor Responses

We hear so much feedback that it beeomes difficult to preserve suf-

ficient clas time to complete all the important methods units.
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The methods team ashs teachers for topies to be ineluded in methods,
techniques that should be stressed. and the like, but most teachers
do not take the time to reply.

We should not teach ouly current school practice. We must go beyond
local practice to emerging curricula, strategies, concepts, and trends,

A program like this must guard against a fixation upon the status quo
of the local school system,

The local elassroom can not be our sole focus, There are innovative
ideas and emerging techniques to be tanght that are not represented
locally. We have a reality orientation to elementary education in
general - and especially to its cutting edge.

A Kindergarten teacher suggests that we teach kindergarten methods, a
sixth grade teacher argues for sixth grade methods—1 have to make
methods generalizable to the total elementary school experience,
Teachers are critical of us for not giving methods a specifieity that it
can not and should not have,

W hile these responses speak for themselves, it should be noted that 84
percent of the teachers pesceived the methods instruetors in the program
as possessing as much or more reality orientation as their counterparts on
campus. Ninee many university professors were in their first year of college
training, the data speak well for the ability of these yonng instructors to
rapidly attune themselves to the ways of public schools. 1t is likely that
the young instructors will be more sensitive than the “old instructors™ in
the years ahead beeause of their fiest field-based assignment.

Implementors of similar programs should not expect all in-service or
pre-service teachers to pereeive any methods conrses as {00 percent inte-
grated, relevant, or practical. Many teachers would like student teachers to
be prepared to cope with the problems currenty represented in their
particular classrooms. Instenetion would be provineial if it foeused only
upon kindergarten needs, or fifth grade, needs, or the instruetional pro-
gram of School Distriet Z. Teachers and student teachers are less likely to
recognize the value of methods coneepts and methads generalizations since
they are caught up in “keeping school™ daily. University professors know
that no school system utilizes all the best instruetional materials or meth-
ods known to man. Rather than focusing on “school Keeping® today, the
me thods professors must worry about a conceptual basis for teaching,
tomorrow = demands on teachers, teaching in another state, and the facili-
tation of innovation in teaching, There should be great coneern it methods
instruction is evaluated as 10O pereent relevant to the on-going practice in
¢ given school, Al methods instructors should stimulate pre-service stu-
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dents to look bey ond the status quo - even if by so doing university profes-
sors are criticized on practicality and relevance by today s practitioners,
Often the methods instructors will be charged with presenting too much
theoretical materials, Scme teachers label any thing they do netise or do
as “theoretical ™ when in fact the material is very practical and relevant in
other school sy stems, H the methods instenetion is markedly integrated
with student teaching to the point where pre-serviee teachers try ont new
materials or techniques in the classroom, there is likelihood that the super-
visnig teacher will be enticed to adopt innovatise procedures of the stu.
dent teacher, Upon the heels of adoption comes the judgment ol rele-
vaner,

Objective B:  To strengthen the supervisory capabilities of classroom
teachers through a formal program of supervisory skill training and by
giving them greater responsibility for the supervision of student teachers.
Classroom Teacher Responses ’

I sometimes feel that the classroom teachers are having to teach
methods, do the supervising, write up observations for methods
people, evaluate student teachers, and evaluate the program itself
while university folk are paid for all this,

Teaching elinies where 3 to 4 student teachers, the supervising teacher,
other classroom teachers, and methods instructors have participated
have helped me to gain many new supervisory shills,

The rich variety of observation sheets employed in this program has
helped me to {ocus more intensely on teaching behaviors 1 hope to
have my student teachers master,

Participating teachers tend to feel that Objective B is rather well met-
their own supervizsory capabilities have been strengthened, Anassortinent
of supervisony training activities and devices were available to any teacher
who was willing to take the time to use them, However, time is a problem.
Most teitchers feel that the minutes spent in critiquing a student teacher or
learning how to more effectively supenvise a student teacher are mimites
stolen from pupils or from the teachers break period. There is little doubt
that these teachers, working with student teachers who were applying
methods to teaching over a full vear, counseled more with the student
teachers than did their colleagues in nearby schools, For exanple, teaching
elinies simply were not run, and weekly obsenvation lorms simply were not
nsed i the non-program schools. Y et program teachers who invested the
extri time and effort on Professional-Year student teachers received no

[RH]



ore Tinaneil consideration in 1972-73 than supervisors of “regular™
student teachers.

What i< the pavolt for classroom teachers who conseientionsly work at
learning liow 1o be a better supervising teacher? What rewards do they
recene for shaping the professional performatiee of 16 to 21 student
teachers over a four year period? Iiplementors of similar field-based pro-
grans are not likely to find the following auswers palatable to teachers:
¢y wauarantee of a conventional student teaching stipend every semester,
(21w aarantee of a student teacher every semester (most teachers feel that
they can obtain “regular™ student teachers rontinely: without volunteering
to join more demanding special programs), (3) inereased contaet wtih
anisersity personnel (although this may be attractive for a year or two),
(b the <atisfaction of having helped to better prepare futuee teachers for
some other school system, and (3) the knowledge that a special contribu-
tion has been naae to the education profession.,

¥ teachers are to invest significant time in the preparation of pre-serviee
teachers, vombinations of the following conditions must prevait: (1)
nnversities mnst repay teachers by providing demonstrations, new materi-
alscmnovative ~urrienla, and convenient inserviee education courses, (2)
superyising tedacher monetary reimbursement must be inereased - possibly
through elininating most on-campus student teaching personnel and re-
distributing their salaries to well qualified superyising teachers, (3) research
st be conducted that indicates that childeen (pupils) kearn more and
receive more individual attention becanse student teichers are present in
classrooms, (1) team teaching models must be devised and utilized so that
student teachers supplement rather than replace the supervising teacher,
() participating school systems must consider the student teaching pro-
gram as prinary stafl recrnitiment opportunities, (this means that collab-
orating svstems must be of sutficient size to need many replacement
teachers anmually )., (6) school systems st be interested in the coteept of
differentiated statting and willing to include student teachers in such an
organizaticna strueture, and (7) universities st give more eredit to
classroom teachers who assume greater responsibility for supervising pre-
service teaesers, Lo the final analy sis, the university still expeets and re-
ceives the complintents fora preparat on job well done while teachers do
not.

Objective C: To strengthen the practicai value of methods instruction by

integrating methods classes with student teaching and offering the classes
in actual school settings.
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Classroom Teacher Responses

Sitting in a church doesu’t make you a Christian.

The methods instructors have operated for four years in our schools;
they have made many revisions in their methods plans due to teach-
ing problems the student teachsrs encounter in the classroom, It st

easy to be a methods professor either and | have noted many changes
in their instructional approaches.

Objective C received.cather favorable responses from teacher partici-
pants, Oue teacher quotation bluntly makes the point that a change in
instructional environment does not necessarily guarantee improved quality
or increased relevanee in instruction. However, the physical nearness of
pupils, principals, teachers, and school materials is a factor that student
teachers will not permit univemsity instructors to ignore. Most respondents
feel that methods instruetion was altered to support and enrich student
teaching. that it was tailored to relate to the instructional programs in the
host sehools. The location of methods instruction is important, not be-
cause it insures instructional innovation, but because it opens the instruc-
tors up to ceaseless suggestions and evaluations from individuals (teachers,
student teachers, school pupils) who did not communicate with methods
instructors previously.

School of Education isolation is dispelled when university classes annually
are conducted in public school clasrooms. Exchanges of opinions and
techniques are greatly increased just because teachers and professors see
cach other daily in rooms, corridors, lounges, and offices, Field-hased
programs of this nature automatically imply new communication net-
worhs, They also require organizational structures where superordinate-
subordinate relationships are eschewed in favor of peer teams and task
forces operating in an atmosphere of informality.

Objective ): To provide opportunities for public school personnel to
examine, test, observe, utilize, and study new instructional materials and
techniques introduced by Professional-Year professors and interns. To
encourage the use, and to promote the adoption of innovative materials
and methods by participating teachers.
Classroom Teacher Responses
It has been valuable to have the seminars to use for planning time with
professors and for the inspection of methods resouree materials.
The in-service seminars were particularly effective during the first three
vears of the program, but the new instructors are repeating old stuff
this year.
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The university group seemns to have ran out of gas when it comes to
in-service offerings this year.

The staft doesn't seem to have tim to plan inservice presentations
any more, Are university ad:ainis rators serious about the inclusion
of this component in the program?

Objective D) was reasonably well met according to teachers, Curricular
and instruetional change did take place in classrooms as a result of the
Professional-Y ear Program. Individual change was predominant. Teachers
personally became interested in processcoriented science, learing centers,
open classrooms, and attem pted their o innovations, calling upon
university personnel for counsel and help, There were no cases of institu-
tional change whereby an entire school faculty implemented an innovation
across the hoard.

Many of the seeds for classroont innovation were sawn in the in-serviee
sessions, A few teachers would enthusiastically endorse an innos ative idea
and begin to implement it w hile a majority of teachers would reject it. The
topics of an in-service session had much to do with the teacher evaluations
of the in-service component, It was never possible to please everyone, to
find time to meet with all the various sub-groups with particular interests.
Neither did school administrators choose to rally their faculties around
one or two themes for total building im provement so that university in-
service efforts could be effectively focused and concentrated.

Faved with a myriad of conflicting expectaa ms from individual teachers
rather than from unite * faculties, methods instructors tended to expose
the teachers to the programs and techniques the instructors knew hest,
This action led to oceasional charges of imposing university preferences
upon the schools. Nevertheless, many teachers did find that many of the
innovations touted by the professors were well worth introdueing into
their classrooms,

Staff turnover complicated the inservice picture. In the early days of the
program veteran professors were armed with new teaching materials that
never before had been in the schools. Phe veteran professors built their
in~enice offerings around these materials - around inquiry, valuing, ques.
tioning, observation. experimentation, and so on. Replacement professors
found no money available to add to the store of instractional materials
available for insenviee. They tended to re-use old materials and to talk
about the purposes and superiority of these relatively recent curricnla and
techniques. Teachers resisted revisitations of earlier in-service topies, After
all. they had heard about all these good things onee, No district funds were
everavailable to buy these innovative materials for use in their own class-



roous, There seented to be no practical value in talking longer about what
might be when it wasn 't going to be. Inservice offering tended to decrease
w popularity after the fiest two vears of program operation. This decline
seems mevitable it there is no way for teachers to test the procedures and
materids championed by inservice instenetors., Inability of harried aniver-
~ity [!t‘rM)lllll'I to tallor in-service sesstons to the v\pr('sst'd desires of very
stiiall sub-sets of school Taculty will precipitate the decline,

Objective E: - To broaden and intensify the educational preparation of
pre-service teachers by providing them with a closely supervised, integrated
set of methods and student teaching ex geriences in different schools,
under ditterent teachers, on different grade levels.

Classroom Teacher Responses

Fhe quantity and quality of constenetive eriticism a stndent teacher
receives is dependent on the attitude and competence of the supers
vising teacher. This program increases the odds that a studen will
encomter at least one teacher who believes in plenty of daily feed-
back.

This i @ great program for student teachers but it sure can be rough on
us teachers and ar pupils.

Difterent student teachers reporting to my room with a variety of
skills, backgronnds, innovative interests, and personalities heep me
on my professional toes,

Sometimes | think it is oo nnsettling for childeen to have to work
with four to siv different student teachers in one vear.

Discipline in my room used to be mueh better before all the student
teachers started connng.

ke some time to work with my pupils alone, with no student teach-
ers, tilors, observers interns. and so on to worry about.

Teachers almost ananimously agree that Objective Fis well met. Addi-
tional evaluative data. not included in this section, indicate that under-
graduate participants and university facalty participants enthusastically
share the teacher’s judgment, Public school administrators have also evi-
denced approval of Objective B, Through emplovient action taken, the
employ ers demonstrate their recognition that Objective F has been rela
tvely well attained cach vear, Students trained in the program are
emploved at above normal rates according to follow-up sunvey s conducted
with each group.

Paradosieally there are few of these employers (principals and central
olfice administrators) who personally want to lead their schools into



sinnlar teaching programs. The concept of shifting student teachers from
whool to sehool and grade to grade is @ very commendable and timely
one s long as the shitting takes place in someone else’s school or district.

\ arions gronps of program participants seek individual, often exelusive,
outcomes from the program. Responding teachers, in this case, pereeive
important program benefits acerning to the preservice teachers, Their
quotations imply that these benefits oceurred with considerable disturh-
anee to the teacher’s comfortable routine. But new results require new
routines! Some teachers frankly feel that children leamm more, cover more
pages, and behave better if they are never under the direction of student
teachers,

[t ~chools are to host elusters of student teachers and rotate them
through a variety of preservice experiences, attractive outeomes for
schools must be targeted. \ total school campaign to raise reading achieve-
ment levels might be launehed. Student teachers could be assigned specific
diagnostic, instruetional, remedial, enrichment, and evaluative duties in the
campaign. The extra educational manpower represented in student teach-
ers should result in tangible, measurcable school improvement. This will
not happen unless faculty and administrative leadership emerges and
school interests are identified and their pursuit bargained into the pro-
gram. Parity implies that all partnes assume their share of the initiative: in
this matter. public school initiative has been laching, 1t seems ironie that
many teachers can wish for paraprofessional help while maintaining that a
well trained student teacher is an unwanted, unneeded burden,

Itis very encouraging that most practitioness perecive the inereased
srowth in pre-service teachers as a result of field-based programs, [Uis
equally discouraging that they pereeive little growth within the other
collaborating groups and children, Surely way s can be found to employ
two to four intelligent, dedicated young men and women in sehool elass-
rooms ~o that the educational opportunity of children is increased and the
professional goals of the teacher are more nearly reached. For much too
long. teaching has been @ September to June solo.

Objective F:  To strengthen the supervisory capabilities of university
supervision personnel and selected teacher specialists by concentrating
their assignments in a limited number of nearby sei ools, by involving them
in supenision training experiences, and by acquainting them more in-
tensely with the teaching practicex employed by methods professors and
classroom teachers,



Classroom Teacher Responses

Supervision specialists must also observe on-going instruction in school
classrooms and try their hand at demonstration teaching occasionally.

Successful supenvision specialists are those who have had recent class.
room teaching experience and some preparatory training in super-
vision procedures, Don’t send us secondary education doctoral stu-
dents and ex-administrators who havent taught kids in years.

Many times supervision specialists overdo their nondirectiveness,
Student teachers need to diseuss their weahnesses but weaknesses are
buried under an endless, undeserved blanket of positive reinforce-
ment.

Teacher respondents exsentially judged that Objective F was well
achieved. The supenvision specialists in the program did spend more time
in the building, gave more assistance to the teachers and student teachers,
and held expectations for student teaching performance that were rooted
in methods counse offerings. Some important characteristics of effective,
respeeted university supervisors of student teachers may be inferred from
the data. Such supervisors are: available in the building frequently and as
needed, experienced teachers, elementary majors if in an elemen tary
school, specially trained for their position, assigned to one or very few
schools at a time, very familiar with the academic work (methods) that
preceded student teaching, in continuous contact with the methods profes.
sors who prepared the student teachers, able to conduct supervisory in-
service sessions for teachers, eapable of eritiquing students as well as
praising them, willing to demonstrate teaching technique. in the class.
room, involved in one preparation program at a time sc — at all jts
intricacies can be understood and working relationships developed with all
participants,

Preparing effective elementary sehool teachers is one of the most impor-
tant concerns of society to which college and schoor personnel can direct
themselves, 1t is evident from the material presented in this chapter that
well thought through programs (1) do produce a measurably different
prospective teacher: (2) do provide an effective in-service vehicle for elass-
room teachers: (3) do provide an effective training gronnd for prospective
college professors: and ( $) do provide an effective in-service vehicle for
college professors,

Rnowing what we now do, we could easily identify new refinements in
approaches to evaluation, new questions to ash and answer, and new
avenues of research to carry out. To date, for example, little research has
explored the issue of program impact upon normative pupil learning. A
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case study designed to test the viability of this approach for research in
teacher education showed mived results (Haste)®. Until more elaborate
and more controlled research designs are produced in this arca, this final
cruvible for judging the impact of a teacher education program must wait
in abeyance, But take heart! The inevitable conelusion that must be drawn
from this chapter is that the Professional-Year Program had a measurable
and marhed impact on the four sts of individuals involved. To hypothe-
size that field-based programs have an impact on children as well, seems
both logical and heartening to those of us interested in the exploration of
alternative and more effective programs of teacher education,
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V1 Institutional Impact

Perhaps the most base questions that this chapter deals with are these:
What were the results of all this effort and expense? Was it realls worth
the cost? Did it lead to any permanent institutional change” In order to
evamine these questions and others like them, we have divided the chapter
into two major parts, The first part discusses those aspects of institutional
change that we were consciously try ing to bring about. The second part
deals with the unanticipated results, the serendipitous changes that came
about without our planning for them, These are the multiplier effects that
are called for in Office of Education guidelines.

Antivipated Results

The anticipated results followed logically from each y ear’s statement of
chjectives, During the initial v ear of the project the emphasis on institu-
tional change was not completely clear. At best, it was diffused and
laching in focus. By the third year of the project—actually the ideas were
developed in the second year —specific operational objectives had been
established to accomplish institutional change. It is probably impossible to
=ay with any certainty just how or why this development took place,
Certainly it was at least partially a response to the evolution of Office of
Education policy in this area. The national TTT Program’s emphasis on
institutional change, also vague in its initial stages, became clearer in later
years,

Local developments produced similar pressures as well. As project per-
sonnel realized that their funds were not likely to continue unabated
forever, they gave more serious thought to w vs of continuing their efforts
through what is frequently termed the process of institutionalization, Such
thought inevitably deals with issues of institutional change -how to bring
it about and how to maintain it. The section on objectives in the 197172
proposal began as follows:

There ar both institutional and individual objectives for Indiana’s T'T'T

project. The institutional goals represent ex peetations for change in
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program. patterns of involvement, and institutional mechanisms for

training teachers, Fach is spelled out in more detail below:

Faplicit use of an institutional change model and a strategy appropri-
ate for inducing institutionalization of tested TTT programs and
practices,

Revision of present program (including changes and additions to pres-
ent courses, laboratons experiences and field experiences) to provide

al prospective teachers with esperiences that are more relevant to an
urban society.

Development and implementation of specialized courses, programs,
and experiences for preparing teachers for rural and urban settings.

Identification of viable roles for each of the institutional participants--

\rts and Sciences, School of Education, community, and schools
and the careful articulation and integration of these roles throughout
the progran-.

Identification of appropriate institutional mechanizms — new depart-
ment stenetures, professional ceaters, joint school - university
~ community facilities for implementation of new programs and
practices.!

Finally, there were some components in the Indiana project which re-
quired. or at least suggested an institutional-change focus as the activities
unfolded. The specific objectives {or the Professional-Year Program, as
stated in the 1971-72 proposal, make this clear:

To steengthen the reality orientation of methods instructors by expos-
ing them daily to school reality and providing feedback from teach-
er> and undergraduates on the practical value of methods instruction.

To strengthen the supervisory capabilities of teachers (vis a vis under-
sraduates) through a formal program of supervisory <kill training and
by wiving them greater responsibility for sunervision.

To strengthen the reality orientation of potential methods instructors
through a program similar to item #1 above,

To strengthen the practical value of methods instruction by integrating
it with student teaching in actual school settings.?

Of the above objeetives, the first and third concern individuals: the
second has both individual and institutional components and the last is
exclusively as institutional objective. Therefore, even if an institutional
change stratesy had not been mentioned explicity in the proposal, it
woukd have been employed in zome manner in order to achieve specific,
intitttional-change goals.
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lmpact on Institutions

It has been established that Indiana did indeed have institutional-
change objectives, but just having them is not enough. The real test
comes in examining the actual impact of the program on the institutions
involved. During the 1970-71 vear, we prepared a comprehensive set of
data for the Evaluation Research Center (KRC) at the University of
Virginia which had been awarded a contract by the Office of Education to
conduct an evaluation of the national T'I'T" Program, As part of the data,
we listed 16 institntional change variables and provided documentation on
the extent to which each change was actually occurring. In its analysis of
our data, the ERC reached the following conelusion:

The Indiana project specifically documented sixteen (16) of

these changes as well as documn., uting an additional twenty-

five (23) institutional variables which cover essentially the

same arcas as those covered by the thirty (30) original

variables which were omitted.
The ERC quotation says in effeet that we provided documentation for
forty-one (41) of fortyix (46) institutional change variables although the
documentation did not use exactly the same wording as the original state-
ment of objectives with twenty-five (235) of the change variables.

Perhaps it wonld be useful to begin by simply listing the results under
each of the major programs in T'IT, Only those results judged to have been
documented by the ERC are listed, Programs, rather than institution:s are
used as the organizing vehicle becaunse many changes are interinstitutional
rather than intrainstitutional, At a later point in the discussion, we will
summarize the impact upon each of the institntions involved, Before we
present the specific results, one caveat is in order. None of the changes has
been made across the board in any of the institutions involved, but most
have affected significant < gments of appropriate institutional operations,

Professional Year Program

“Roadrunner™ ty pe supervisors of student teachers have been replaced
with specially prepared classtoom teachers, supervision specialists,
and methods instructors in the Professional- Year Program.

Preservice teacher participants serve in two or three different schools
and apply methods coneepts in classcooms with pupils of different
ages, abilities, and socioeconomic bachgrounds over a full year as
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opposed to ane emester.

The School of Fducation uses staff time and materials to render cur-
riculum consultant assistance to collaborating schools onan infor-
mal. non-contractnal, on=site basis. This is done “for free”™ by methods
professors and interns working in the schools,

Anintegrated yeardong program of methods instrnetion, obaervation
and participation esperiences in schools and community agencies,
and student teaching is offered to elementary education majors by a

* responsible team of university, school, and community personnel,

The assignment of student teachers is made and periodically remade by
methods instructors and teachers on the basis of student and teacher
needs, rather than by administrators in the student teaching office,

Fifteen semester-honms of methods have moved off campus and are
offered in elementary school elasstooms over a full academic year.

Public school teachers and administrators now participate in planning
and evaluating and play a major role in shaping and reshaping the
Professional-Y ear Program.

Elementary schools as a unit annually accept two student teachers per
day per faculty member in a site concentration approach to super-
vision as distinguished from the one-on-one pattern usnally em-
ploved. (Individual faculty members may elect not to participate but
high percentages do participate.)

A series of inervice seminars have peen provided for teachers. They
focus on curricular topics, supervision issues, and independent
research may be tahen for university eredit, if desired.

School personnel make presentations in methods elasses and provide
evalnative feedback on the relevaney of methods instruetion.

Methods instructors, interns, and preservice teachers are in daily con-
tact with public school teachers and pupils.

Student teachers are introduced to student teaching through a longer
period of expasure to sehools and teachers. As a result. they feel
more confident in the student teaching role,

Several sraduate interns have acquired practical field skills in demon.
stration teaching, supervision, and consultation by participating in
the same field settings as methods professors,

Methods professors establish a follow-up supervisory relationship with
their methods students,

\ vloser working relationship has evolved between univer ity and
~chool personnel.
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The schools are exposed to a wide variety of units and materials
through demonstrations, student teaching, and in-service seminars,

Community Involvement

Persons from the community, particularly the low income community,
have become involved in existing courses required of elementary or
secordary majors, They have given presentations, served on panels,
and have answered questions within the class sessions,

Teachers in training can now obtain a greater variety of in-school and
out-of-school field experienees in Monroe County and other counties
of the State. [t now is possible for the preservice teachers to earn
undergraduate or graduate credit for these experiences,

Both in-school and out-of-school field experiences are available to
larger numbers of undergraduate students at an earier point in their
unisersity programs,

Field experiences are available to undergraduate students in Arts and
Seiences, Education, and other schools of the University.

These experiences have been legitimized and formalized through the
establishment of a center called the Center for Experiental Educa-
tion within the School o Edueation, The School is devoting con-
siderable resources — a faculty member, six graduate assistants, and
several work study persons — to staff this prograin.

At least fifty-nine (39) mostly low income persons have been employed
by the University to participate in teacher education, Some — but
no where near this number - are still employed.

Ntronger cooperative relationships have been established between the
University and community agencies in two communities (Monroe
County and Indianapolis). Examples of these agencies include the
Community Action Program, Flanner House, Martin Center, Police
Department, the Courts, and the Human Relations Commission.

Community field experience modules have been added to other mod-
ules which presenice teachess may elect as part of their required
course work, These modules are designed to permit a student to

observe and particips’» in community ageneies or to interact with
low-income persons.

The community involvement program has exposed rural poor com-
munity residents, school and university faculty, Tl staff, under-
sraduates, graduate students, and foreign students to inner city
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culture through a program called the Urban Collage Weehends and
other forms of visitation and participation,

Some of the goals and the plans of the community were supported
direetly by the establishment of the South Side Community Center
in Monroe County, With approval from the Office of Education, the
TTT Program paid the rent on the building and some wages to cons-
nunity persons during its fiest vy ear of operation.

The T'T'T Program and the Center Satellite Progrant in Counselor
Education (also funded by USOE) provided joint snpport to a group
of West Side residents in Bloomington to conduet a study of school
dropouts, Several agencies including the public sehools and Come
munity Aetion Program were involved in this study, but the data was
gathered and reported by the residents themselves,

U'rban Education

The School of Fducation has broadened its programs in urban educa-
tion through the continued operation of the Urban Semester Pro-
gram, originally begun by the TTT Program.

A companion program, the Urban Collage Weehends, continies to
operate within the School of Education, It continues to expose
taculty . students, and community members to the culture of the city
throngh brief living and participation experiences there,

The School of Education has established a new pattern of working
relationships with elementary and secondary public schools in
Indianapolis.

The School of Edueation has developed working relationships with
several community ageneies in Indiznapolis.

Academie credit for participation in the Urban Semester Program has
been authorized by some departments in the College of Arts and
Scienees,

Students from the College of Arts and Sciences have participated in
the Urban Semester Program with students in the School of Educa-
tion,

Professional-Year students have participated ina week long program of
visitation and participation in arban schools and Indianapolis com-
nnity ageneies,
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Secondary Mathematics Program

The School of Education has incorporated this progeam into its “regu-
lar™ structure and it continues to be offered without outside
funding.

The Mathematies Department in the College of Arts and Sciences now
offers two new courses with updated content in geometry. These are
available not only to students in teacher education but to other
students as well,

Professors from the Mathematics Department and from Mathematics
FEducation, public school teachers, and undergraduate and graduate
students participated in the design of these geometry courses and in
the implementation of a teacher education program which incorpo-
rated them, This is a departure from the usual method of course
revision,

Student teachers begin to work with teachers in their classrooms well
in advance of the actual student teaching period,

Student teachers have been paired with cooperating high school teach-
ers by mutual choice.

High school students have been exposed to unique content in grome-
try through the efforts of teachers and student teachers in the pro-
gram.

Multiple Arts

A Multiple Arts Program has been introduced in six elementary schools
in Monroe County.

A set of materials deseribing the theory and practice of the Multiple
Arts eurrienlum has been produced. This was done through a
Master's Thesis,

This program has been a joint venture of the public schools, The
~chool of Music, School of Health-Physical Edueation and Recrea-
tion and the School of Education, Coordination was carried out by
the School of Music,

In-service teachers, usually trained in a single area of the arts, have
received graduate training in the philosophy and practice of the
Multiple Arts Program,

A summer workshop in the Multiple Arts curriculum has been offered
for credit to TTT and non-TTT graduate students in the arts. This
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waorkshop was offered jointly by the faculty from music, art educa-
tion, and health, physical education, and recreation (modern dance).

Unanticipated Results

Although certainly not as numerous, the unanticipated results of the
TTT Program were often quite exciting in their own right and in some
instances, may continue beyond some of the results that were planned.
Call it serendipity or whatever y on wish, there is a recognizable set of
things happening at Indiana that probably would not be happening if the
TTT Program had not taken place. Qualifying the last statement with the
word ““probably " is our attempt to be as honest as possible about who
produced what, While it is particularly difficult to identify a simple one-to-
one correspondence between TTT and these spinoffs, there is evidence
that they did oceur largely , if not entirely, as a result of TTT. Where this
relationship is more tenuous, we have used appropriate qualifiers.

The Center for Experiential Education, already discussed under com-
munity involvement, is a direet spinoff from the TTT Program, Now
a legitimate part of the “regular” structure of the School of Educa-
tion. the Center continnes to have both institutional and individual
impact. For example, it provided community and school observation
and participation experiences for more than 1300 students and
faculty last year. Most recently, it has initiated a Prison ~ Orienta-
tion Series,

As a result of the Chicago conferenee on Caltural Pluralism, Professor
James Mahan. one of the key personsin the TTT Program, has estab-
lished student teaching assignments in three new cultural settings:
with Vative \mericans in Arizona, with Latinos in Arizona and East
Chicago, and with rural whites in Southern Indiana, Since his post-
TTT role in the School of Education is to provide field settings for
alternative pre paration programs, chances are very high that these
programs will continue. TTT staff members have been very influen-
tial in the greatly increased placement of student teachers in special
ont-of-state settings,

Since the days of TTT. there has been a proliferation of field-based
programs within the School of Education at Indiana. While several
factors were probably at work to produce this result - ineluding
national trends in this direction — the TTT Program, by making
contact with many professors in the School of Education, most cer-
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inly deserves a fair share of eredit for this development, As an
ilustration of this, Professor John LeBlane, a faculty participant in
TTT for a year, evolved his own field-based program and obtained
funding forit from the National Seience Foundation, This program
is still going on. We do not assume that Professor LeBlane would not
have developed this program had he not been involved in 11T, but
we do assume that his TTT experience was of value in the develop-
ment of that program. Similar connections can be established
between TT'T and several other field-based programs, For example,
Mr. James Clark, a former TTT staff member, now directs the Rural
Fdueation Cluster.

A three semester hour Community Forees and Schools course has been
created by TTT persoznel, evaluated in its experimental stage, and
made a bona fide elective conmse by the Course and Program Change
Committee. Volunteer work in community agencies, readings on
nee ds and aspirations of ethnic minority groups, and discussion
sessions led by community representatives are included in the course
activities, Participants in eight or more of the School of Education’s
field-base d programs now enroll in Community Forees and the
Nehools. During the summer of 1973 five Navajo and Hopi consul-
tants made major instrnetional contributions to the course.

College of Arts and Science administrators have just appointed a key
member of TTs Professional-Y ear Program to membership on a
new committee to consider a Native American Studies Program,

A\ practicum for students in a doctoral level reading course was pro-
vided through TTT. 1t was offered at the South Side Center, a com-
munity facility established with ‘11"l funds.

TTT personnel were in the forefront in establishing an urban education
department within the School of Education. The department con-
tinues as a program in a new Division of Teacher Education, (There
are no departinents in the new division.)

During the 1970-TH academic vear, a committee composed of directors
of EPDA projects* met to disenss the possibility of pooling resources
and submitting a singe, institutional grant to the Office of Educa-
tion. After several months of discussion, an institutional grant pro-
posal was developed and funded. TTT personnel participated in the
development and implementation of this institutional grant program.

*There were seven EPDA supported projects with the School of Education at
Indiana U niversity .
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During the 1970-71 academic yrar, a new Division of Teacher Educa-
tion was being contemplated. 1t became an eventuality in 1972,
When one considers the fact that TTT programs generated con-
siderable interest and awareness in undergraduate. education, its con-
tribution to this development tahes on considerable significance,

Agency lmpact

W hat do these results, both planned and unanticipated, mean when
viewed from the standpoint of the institutions involved? 1t must be
admitted that most of the changes have taken place within the University
and especially within the School of Education. In saying this, we are both
rejoicing in our suceesses and admitting our failures, On reflection, it
scarcely seems strange that a program designed primarily to bring about
change in teacher education has had it~ greatest impact on the Sehool of
Education. Although the faculty in Arts and Scienees are also involved in
teacher education, thv school of Education faculty is more likely to view
the training of teachers as one of its primary functions. On the negative
side, we had hoped to bring about changes in the larger university as well,
and these did not come about in any significant way. Between these two
extremes of our effectiveness are the schools and the community. Perhaps
now is the time to detail the tangible accomplishments in each of these
ageneies,

The Sehool of Education has undergone a number of institutional
changes which can be traced directly to the TTT Program. This does not
mean that a simple cause and effect relation=hip is operative, Other events
and activities may have transpired at the same time to bring about the
observed changes. Nevertheless, the nm_]urumtrlbntlmhol the TTT Pro-
sram to these changes can be established in elear and precise terms.

First let’s review the record on programs - that is, major strands of
activity within the T'FT project. Several of these - some begun four years
ago - continte to operate today in clearly recogmizable form. These
include:

The Professional-Y ear Program

The Multiple Artz Program

The Office of Community Experienees
The Urban Semester Program

The Secondary Mathematics Program
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When one considers that these five programs constituted a significant
portion of Indiana’s programmatic thrust (say 95%) during its operational
life, we believe it is quite significant that they continue to survive in insti-
tutionalized form,

Institutional change in the School of Fducation has taken place outside
the programs as well More instructors provide experiences ontside the
framework of their univerity classtooms, These inelude carly experiences
i laboratory and school environments, field ex periences in community
ageneies and settings, taking students to conferenees and workshops, and
similar devices, Moreover, a formal course has been created to examine the
role of community agencies in the education process,

Several programs have emerged within the Schoel of Fducation with
TTT characteristies, Many are ficld-based in Indiana settings, Four or five
are field-base d in settings ontside of Indiana, some as far away as Arizona
and New Mexico, Several of these programs have foeused on the needs of
least-w ellserved populations  that is, urban blacks and whites, rural whites
\merican Indians, Latinos, and others. Most have recruited faculty, gradu-
ate students, and other representatives from these subceultures to partici-
pate in the training of future teachess for these groups.

TTT personnel have been actively involved in the development of a new
thrust in undergraduate education with the School of Education and in the
ereation of appropriate administrative mechanisms to continue that thrust,
Specifically . these efforts include the development of the Department of
Urban Education, the Division of Teacher Education, the Institutional
Grant, and the Center for Experiential Education,

Finally  T'TT has left a legaey of concepts and ideas which may well have
the most far-reaching, albeit more subtle impact. on the School of Educa-
tion. Field-based programs have beeome commonplace. There has been an
inereased involvement of teachers, students, and community representa-
tivesin teacher edncation. \n advisory group with parity representation
has been established within the Division of Teacher Fducation, and least-
well-served populations are better served than at any time in the past.

To attribute all of these accomplishments solely to T'T1 during an era of
~ubstantial change within the School of Education would do a great
mjuatice to all thase who participated in them, By the same token, T'TT
does have hard evidence that its contributions have been substantial and
lasting,

Impact on the public schools as institntions is equally demonstrable but
nolas widespread. By this, we mean that only a handful of schools have
been involved in the TTT Progrant in any sigmificant way and only those
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imolved can be saiid to represent institutional change of any maguitude.
Another way of saying the e thing is to observe that stitutional
change has not permeated the sehocls in the same way that it has the
School of Education. But there have beon changes.

The teachers and principals in several elemestary schools have partici-
pated in teacher education in a much more meanineful way than most
teachers and principals do. They have been involved in establishing plans
and policies for the Professional-Year Program, in participating in wethods
instruction and providing feedback to methods iustruetos, in supervising
undergraduates i a carefully planned progeam of activities and i pez-
forming a variety of other teacher education tasks. Similar role: and activi-
ties have been carried out by math matics teachers in the Secondary Math-
ematics Program and special teachers in art and music in the Multiple Arts
Program.

School settings have been used for teacher training more extensively and
more completely than they have in the past. Public school classrooms have
been set aside for methods instruction permitting innovations in teacher
education that are difficult if not imposible in most programs. For
example, methods instructors can and do bring small groups of elementary
children into their methods classes, The children are exposed to new
materials and techniques without being bused across the city s teachers are
provided with new ideas: methods instructors learn what works and what
doesn’t and students are exposed Lo the reactions of children to specific
methods in the natural school setting. Thus, all of the individuals involved
profit from these new institutional arrangements,

There are some disadvantages to these arrangements, No single school
can provide as high a proportion of excellent models as would be true if
students were dispersed to many schools, Methods instructons and students
do have the incomvenience of getting back and forth between the univer-
sity and the schools, and large numbers of university students and instruee
tors do put additional pressures on the space, equipment, and personnel
resources of the school. Ou balance though, the positive factors seem to
outweigh the negative ones,

Oue other factor with both positive aid negative implications needs to
be discussed bevause it has not had the impact we expected, We speak of
the tipact of aniversity personnel on the school program. There are sever-
al possible ex planations for this. It was probably true that the physical
proximity of the two groups was only a superficial one and that teacher
education dasses continued in relative isolation from elementary elasses,
Even the reality of physical prosimity is somewhat illusory . Just as one
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teacher may not know what another teacher does across the hall because
there s little opportunity 1o leave her elasstoon, it may be equally diffi-
enlt for her to visit the methods classroom. Even if such a visit takes place
she niay not view what takes place there as relevant to her own teaching,
\fterall, she is an experienced teacher and may be familiar with much of
whatis being taught. Then oo, if she is not, she may find it difficult to
achnowledge her deficiencies in or out of the presence of neophy tes,

Fhe methods professor has similar problems from his vantage point. He
may not feel weeure enongh in his own practical knowledge of methods
and teehniques to display them in front of teachers and in conjunetion
with real childeen. Then, too, probably neither the teachers nor the teach-
er vducators thought they were bargaining to bring about changes in the
schools when the program was introdpeed. The program was described as a
program prinarily to improve teacher education at both the national and
local level. Improvement in the schools was more likely to have been
viewed as the long-term, indireet effect of the program than its immediate
aim. For these and probably other reasons as well, the program’s impact
on the schools was much greater in terms of their involvement in teacher
education than it was in relation to the school’s curriculim,

The Communuty Incolee ment Program was established to involve a
greater number and variely of persons, especially low-income and minority
group persons, in school programs and programs of teacher education. It
wias also designed to enconrage professionals to interact more frequently
with members of the general public and to become active in community
concerns, Considering our starting point of no formal program and very
little v olvement during the fiest year, we feel we made considerable
progress in this arca, Strictly speaking, of course. the community is not
really an institntion or ageney in an organizational sense and is indeed
difficnlt to define in any wnse. Although personnel from the Community
\ction Program in Monroe County worked most elosely with the project,
iteould not be saidd to represent the full range of community participants
involved, For this reason, one could legitimately argue that most changes
in the community ageney are. in reality . changes in individuals and in their
patterns of imvolvement with the profession more than they are changes in
comnunity agencies, With this demurral then, let us proceed to examine
some of these changes,

First. the T1T Program probably made no lasting changes in the organi-
sation and operation of community ageneies during its lifespan, We did
assist the south side community in the establishment of a physical facifity
and a liniited program while we were in operation, but that has not had
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and probably will not have ary long-term impact, We did encourage and
obtain the participation of a wide variets of community agencies and
persons in several component programs, Community persons were ased in
the development and implementation of operational policies and practices
for the Program, They served on the policy couneil of the project and on
several other advisory groups in conjunction with specific programs, Some
components of training programs were actually offered by specific
agencies and in community or ageney settings, Some of these arrangements
were made by subcontract with the agencies involved and eleared in ad-
vance with the Office of Fducation, Others, of shorter duration, were
provided for through the payment of fees or wages to individuals,

W hat rewains of all this depeads upon your vantage point. If one looks
at our impact on the community agencies and persons, it was probably
quite limited, Their impact upon teacher education has, in our judgment,
been inuch greater, We now achnowlege the need within the University to
stnsitize teachers in training to the needs and valiues of several communi-
ties, Last year, more than 1300 undergraduate and graduate students were
provided field experiences apart from student teaching, many of them
through community agencies and persons. Indiana University now has a
wider variety of communities involved in its teacher education program, It
places students in urban black communities, American Indian conr-
munities, Latino communities and rural, poor white communities where
four yeans ago its placement program for these communities was minimal
or nonexistent, Moreover, the University makes use of persons from these
indige nous communities in the training of teachers for these communities,
For example, three Hopi and two Navajo resource people staffed a work-
shop for participants in the Native American Student Teaching Project
during the summer of 1973, When 1I"I" began, it vas the only program of
any sigmificance trying to bring aboutsuch invol — cwnt; now such involve-
ment is a legtimate and highly respected part of « ccher education at
Indiana, Thus, from the standpoint of gains, the impact of the community
on teacher education has been one of the most significant developments
from the 1T programs, More importantly | if better trained people are
~>nt into these communities, it may yet bring about a significant impact
on these communities,

[t i~ frankly admitted that our impact npon the College of Arts and
Sewences and other divisions of the University outside of edueation has
been minimal. Two courses with new content now exist in the Department
of Mathematics as a result of our efforts. Credit has been provided stu-
dents in some of the social seience departments of the College of Arts and
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Seiences for experiences arranged for and carried out under the auspices of
the Sehool of Education. Faculty in The School of Music and the Sehool
of Health, Phy sical Education, and Recreation renewed acquaintances with
faculty in the School of Education, but these would be considered minor
changes by anyvone's standards,

It i~ ditficult to pinpoint the reasons for this. Probably a complex set of
factors were operative, The schools represented a comfortable pattern of
relationships we could build upon. Involving the community was some-
what of a challenge. and we had some personnel in TTT with definite ideas
about involving the community . With Arts and Sciences, well, we just
never got there, A more ~pecific reason may lie in the TT'T director’s back-
ground. While he had a dual appointment in the Maxwell School of
Citizenship and Public Affairs and the School of Education at Syracuse
and felt quite comfortable in dealing with social scientists, he was new to
Indiana University during the time when TTT was just getting underway.
Thus, hix knowledge of persons and programs who might be recsptive to
involvement in TTT was quite limited and remained so during the critical,
formative years,

The strategy of involving gatekeepers may alse have some limitations
which need examination, During the first year in which the TTT proposal
was developed, we were able to involve most of the top leademship figures
in the couperating institutions, In the schools, it was the Superintendent
and his staff: in the community. it was the director of the Community
Action Program. In the university, it was the Dean, and Associate Dean in
the Nchool of Education, the Dean and Associate Dean in the College of
Arts and Sciences, and the Viee President for Instructional Development,
While this strategy certainly made for a strong commitment of these insti-
tutions at the policy level, it may have hindered the development of
involvement at the operational level. No matter how much these individ-
nals purported to represent the persons and ideas of their respective
institutions or units within inatitutions, the ideas they presented were
inevitably their ideas and the commitment to them was their commitment.
For future projects of this hind. it may be wise to consider a variation of
this procedure, making use of the gatekeepers to obtain the basic commit-
ment to develop a proposal and then moving immediately to the “lower”
levels in the organization for the operational ideas and the commitment to
unplement them. This is in effect what happened in the School of Fduea-
tion although the Dean and his staff continued to be involved and inter-
exted. In Arts and Sciences, perhaps beeause of its sheer size, or for other
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reasons already discnssed, commitment did not develop as quickly or as
completely as it did in Education.

These ubservations are not intended to lay blame at any one’s doorstep,
For those who need someone to blame, the TFE staff and particularly its
director are willimg to assume the responsibility. Bey ond blame is the more
important issue of why Arts and Sciences and other divisions of the
L riversity were not as affected by the program as most of us would have
liked. Itis te this issue and to this issue alone, that these tentative explana-
tions have teen addressed.

Conclusions
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[t is clras from the earlier discussion that the Indiana T'TT Program has
had o substantial impact on several local institutions, The greatest impact
has occurred within the School »f Education: the least, sithin the College
of Arts and Sciences, The project’s impact on the schools, though not as
substantial as we nay have hoped, continues to this day. Insome way s,
TTT's impact upon the commumty may have been the most sigmficant of
all. The project began with essentially no imput from the community and
evoived o the point whe e many activities in and with the conununity
Eave now become legitimized through the establishment of a Center for
Faperws al Fducation within the regular program and a conmunity
agenesy orwited coune, Perhaps it would be us ful to conclude this chap-
ter by ¢ aaining the process of institutionalization  how it oceurred and
why - e little more detail. First, there is a single significant fact: five of
the majoe program components are still funetioning even though TT1 as
an operational program at Indiana terminated more than two years ago. To
our hnow ledge, this is an unusual record of iustitutionalization. Why did it
oecur?

The reasons are not easy io come by if one wants conerete and objective
data to confinn them. It is vasy |, however, to trace some of the develop-
ments that appear to have coatributed to this outeome, While these have a
certain element of subjectisity to them, they do seem pwsible from all
that we hnow about how change ocears. One {urther point. Ty do repre-
<ent the unique combination of factors present at indiana b niversity
during a given period of time, Many will suggest that this gives them
limited generadizability . While this conclusion may apply to this set, the
unportant thing to remember 1 that a similar setCof factors probably exists
inevery institution deeply itvolved in change, The tash is to identify them
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anl toase them toimstitutionalize the new programs that are being imple-
mented, Iaentical mas of such factors does not exist and no opera-
tonal detuntion s avadable for when o mass becomes eritical  institu
tionahization s less ikely to ocenr or to last il it does ocear. The ten

L tor<adentified below cepre-at the unique set Tor Indiana University's
School of Lducation dunng the Jast three or four years, Some of these
would not necessanly <till be factors at the present time, There is no signif-
wanee to the order o which they are presented:

During thas perwnd of e, the leadership and faculty of the Sehool of
Fducation had become coneerned about the undergraduate teacher
education program oi" the School. Maay felt that a considerable
unbalance had developed over the vears betwern the resouees and
personnel devoted to sraduate education and those devoted to the
education of undergraduates. \ter studying the situation for more
tharea yvear. the facults resolved to ereate a Division of Teacher
Fiucation within the School. [ts purpose was to give greater visi-
bility tor thee needs of undergraduates and to stimulate faeulty inter-
estand involvement in such programs, Many experimental programs
saclias TTT already existed and provided an initi=! nucleus for the
orgarzation and activities of the Division, Thus, TV and other
procrans reiforeed and were reinforeed by the development of the
nes division and the general facalty support that it represented.
Inerdentally, thos does notimply that there weren't some intense
striggeles withm the faculty over this development. There were! But
these struzeles nsudally revolved about the conflicting needs and inter-
et~ ol imdiduals and small groups rather than the facalty as a whole.
hideed. <ome persons involved largely or entirely in graduate educa-
ton. parttenlarly al the doctoral besel, often took a rather ho-hum
stanier unless they felt the new thrust in undergradoate education was
somnt toaleprive them of resources, In sum, then, there was a tmove-
ment Lo amprove the undermraduate program which did have sufli-
cient support albet not without struggle to accomplish the estabhsh.
ment ol a new division. s development was eertainly supportive of
[HL.

Persons i poations of leadesship within the School of Education as a
whole were senerally sy mpathetic to the continuation of T pro-
cramns anid practices and provuded moral, financial, and personned
sipport tor this to happen. Fhis was particularby true of the Dean
(David EClark )y, the Nssoctate Dean (Fgon Gubay., the newly ap-
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pointed Director of the new Division of Teacher Education (Leo
Fay) and several other division and department heads. Persons in leader-
ship positions in the schools, in the College of Arts and Sciences, in
the Community Aetion Program, in other parts of the University,
and in other community ageneies were also involved but their in-
volvement was not eritical to the issue of institutionalization of-the
programs within the School of Education. One of the principles
often mentioned in the change literature and an axiom of the nation-
al TTT Program is the need to keep the gatekeepers informed and
involved in experimental programs. We believe that TTT was fairly
successful at doing this,

A climate of experimentation and change was generally supported by
the faculty of the Sehool of Education even though individual fac-
ulty may not have agreed with the directions a specific program was
taking. \ supportive environment is absolutely essential both to the
trial and the adoption of new ideas and practices.

The TT1 programs were not carth-shattering departures from the
norms of the institutions involved. They were not as threatening to
individuals and institutions as *“far out™ programs may have been. As
a result, they were more readily accepted both in the beginning and
at the time they were institutionalized. One of the facts that change
agents have to face up to—like it or not—is that change is more likely
to be accepted or at least tolerated during the experimental period and
adopted when experimentation is over if it does not represent a great
departure from the norms of the institution involved. This fact does
pose a dilemma for change agents because it may require them to com-
promise on their positions and programs—that is, to make them less
“pure than they would like them to be, While compromise appears
essential if the program is to be institutionalized, there is no need to
abandon one’s principles altogether. By carrving on a continuing
dialogue with persons who do not share your views, you may be able
to win them over to your right to act upon them. This is about as
much as any of us has a right to expect.

There was a willingness on the part of the T'TT staff to revise programs
during the initial stages of institutionalization so that these programs
could be carried on within the existing framew ork. The revisions
tended to move the progeams still further in the direetion of existing
norms. This required flexibility on the part of persons who had
become committed to specifie forms of programs. Some of the
changes were necessitated by the dearth of supplemental funds origi-
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nally available through the federal grant. Load considerations and
administrative convenience represented still other factors. Perhaps a
specifie illustration would make this issue clearer. A year in advanee
of the time when the T'TT grant for the operational program was to
terminate. the staff hegan to examine ways of making the program
more cost effective, realizing that this had to be done if the program
was likely to continue, After considerable thought we decided to
present several options to the public school teachers involved. As the
discussions continued over a period of time, it became apparent that
the teachers were not really excited about any of the options and
particularly one that involved doubling the number of students
enrolled in the program by assigning two instead of one per teacher.,
In the long run. however this plan was aceepted 1) because we could
demonstrate its effects on cost, 2) because teachers really wanted to
~¢ the program continue and 3) because the plan did not require
doubling the work of teachers, (Ineidentally, this partierlar revision
was a movement away from institutional norms sinee no other pro-
aram hefore or sinee has placed two student teachers with a teacher
during the same period. although this is done oceasionally for obser-
vation experiences,) The Professional Year Program of TTT continues
to do so to this day.

The illustration in the last item documents one other necessary condi-
tion. The staff of any experimental program must be concerned
enough about institutionalization to think about and plan for it well
inadvance of when it needs to happen The process of reaching a
decision that was aceeptable to all of the parties involved in the
doubling of students in the program required a period of well over
v months, Any attempt to begin this process at the point when
institutionalization was inminent probably would have resulted
either ina discontinuation of *he program or a prolonged period of
friction and discontent wien the program was quite vulnerable,

Frequently, the staff involved in experimental programs are so pre-
ocenpied with issues of implementation that they fail to address
themselves to the problems associated with continuing the program
when the ontside support is discontinued. Some scholars have even
hy pothesized an “entreprenenrial ty pe™ who get their hichs out of
starting programs only to turn their atte ntion elsewhere when the
program is operating on a solid footing. The funding patterns of the
federal wovernment and other agencies and the frequent failure to

‘proven’ programs on the part of institutions of higher
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education have contributed to the brief life expectaney of experi-
mental programs. Meoreover, the reward patterns within universities
enconrage faculty to flit from flower to flower in ozder to build thei
own supply of honey (pay increments, promotion, tenure, job offers,
ete.)

Some of the program components were piched up and continued by
persons other than those who originated them, Some of these per-
sons became part of the 1T staff after the programs were opera-
tional and others, never involved in TTT at all, were intrigued by the
potentialities of a program and took it on during the institutionaliza-
tion period when it was no longer associated with TTT. These new-
comers brought fresh ideas to the program and definitely were not as
committed ax the “trne believers” to whatever TTT tradition had
evolved. They were able to look more objectively at the needs
required to make a program respectable within the framework of the
existing institution. Also, they probably were perceived as less
radical than those who had raised hackles on numerous occasions in
the past.

By luck or genius—-more likely the former—the TTT Program managed
to anticipate and capitalize upon many of the developments that
were taking place within the School of Education during the same
period. It is quite coneeivable that TTT even stimulated or at least
fueled some of these developments. For example, during the last
four years at Indiana, a much greater emphasis has been placed upon
field-based programs in teacher education. T through its Profes.
sional Year Program, its Urban Semester Program, its Secondary
Mathematics Program, its Multiple Arts Program, and its Community
[nvolvement Program was an early advocate and model of field-based
practices, [t also initiated or participated in the development of
urban education, the involvement of the community, the use of the
saturation principle in placing students in schools, the meaningful
imvolvement of low-income persons in teacher education, the devel-
opment of a supervisory training program for teachers, and many
other items that are now aceepted practices at Indiana University.

Some personnel in the TTT Program acquired leadership positions
during or after their involvement in ‘T'I'l. One became chairman of a
major departnrent: two others became involved as director and co-
director in new projects, and two others became members of the
Field Associates Team, a newly organized group providing field
services to undergraduates in the Division of Teacher Education,
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These positions provided opportunities to extend TTT practices or
to initiate new p._rams which applied similar models and helped to
reinforee the climate of support for T'I'T,

Supplemental funds - ontinued to be available—though on a much
smaller scale than during the project—for the continued operation of
the program components Jhrough an institutional grant from the
Office of Fducation. These funds permitted a smooth transition to
tahe place from experimental to institutionalized programs, Perhaps
funding agencies should gear the distribution of their funds to this
specific phase of the program, particularly if they expect and desire
institutionalization, For example, a certain percentage of funds
could be reserved for specific use during the institutionalization
period,

All references to TTT were dropped during the institutionalization
period <o that program components carried titles that were fargely
indistinguishable from those in the regular program. During the
experimental period in which T'TT was in operation, frequent expres-
sions of resentment were often voiced by non-involved faculty
about the money being spent by the TTT Program. That stigma, and
others associated with innovative programs, was quickly erased with
the adoption of new titles and local patterns of funding. The affluent
suddenly had to live on the same limited budget to which everyone
el had become grudgingly accustomed.

[tis difficult to say how many of these itemis could have been missing
from the picture before the institutionalization of these programs would
have been serionsly impaired, but it seems reasonable to conclude that in
combination, they paved the way for institutionalization to occur.
Perhaps the best way to conelude this chapter is to go back to a sum-
mary statement prepared by the University of Virginia’s Evaluation Re-
search Center, one of the groups employed by the Office of Education to
conduct evaluative studies, The entire summary is quoted below:

The Indiana TTT project, with its very diverse foens, seems

to have been suecessful in achieving the changes it originally

planned to achieve, The doenmentation sent to validate

these changes serves this purpose very well in most cases, It

appears that this project is focused primarily on the T and

Tl range of participants.

This quotation does not emphasize institutional change, but that i< under-
standable sinee the data was gathered fairly early in the operation of the
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TTT Program. The evidence presented in this chapter suggests that the
institutional changes brought about by the Program may be its most
dramatic achievement. Hopefully, these changes will continue to generate
even more significant spinofts in the future,

VI References
l Third-year renewal proposal submitted by the Indiana team to the

Otfice of Education, November 11, 1970, p. 13,
2 Ibid.. p. 15.
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VI Recommendations

Traditionally . the last chapter ina book of this kind provides a summary
of the magjor findings and presents some  onclusions based upon them, We
have chosen to depart slightly from that procedure by presenting a series
of recommendations, It is our hope that these recommendations will ori-
ent the reader to the future rather than the past, Summary is not avoided
altogether. [t is frequently built into the recommendations in the form of
bachground information and justification,

The recommendations are addressed to federal ageney personnel, local
project personnel, and {ocal ageney personnel who are in leadership posi-
tions. Many recommendations are of value to more than one of these
groups, but to avoid duplication, we have listed them with the group that
seenis most appropriate,

Fach recommendation is based upon our experierce in the TTT Program
as we perecive it having transpired at both the national and local levels.
Some recommendations are directed at the process; others speak to the
results, All are presented in the spirit of construetive suggestions to per-
sons who are interested or involved in bringing about improvements in
teacher education,

To Federal Ageney Personnel
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The recommendations which follow are addressed to a variety of persons
under the rubic of federal ageney personnel, Some of them are persons
who administer programs such as 111 and its parent EPDA program.
Included in this group are LT1 leaders, evaluation personnel, and other
consultants cmployed by federal programs, They, in turn, report to gate-
heepers in the Executive Branch of government, persons who establish
policy for these programs, Both the gateheepers and the program person-
nel also Jook to Congress for continued support for their policies and
programs, While nst of the recommendations are addressed to program
personnel and their consultants, they have implications for the other

aps as well, Finally - some of the recommendations may be generaliz-
wne to personnel in private foundations and funding agencies.
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Realistic Time Frame for Educational Change

Some process needs to be devised to inform the Congress and persons in
leaderchip position: in the Executive Branch of government of how long it
takes to build an edneational program of T magnitude at both the
national and loeal levels, It cannot begin in an undernonrished state, re-
ceive a stithsistenee diet for two years, beeome aware that it will die in two
more, and blossom into vigorous maturity in the meantime, Yet five such
vedrs appears to be a fairly ty pical lifespan for federal programs, Loeal
projects may be even shorter. [t is a wonder that these programs have any
impact at all under such conditions,

Funding tor Planning

Funding strategies should wke into account the peculiar nature of the
planing period, More than any other, this period should be one in which
the participants are provided the opportunity to extend their imagina-
tion to dream a little and look bey ond the limitations and constraints of
the field, Unfortunately . most local project staffs are only given the oppor-
tunity to plan within the constraints of proposal preparation. If Office of
Fducation personnel could provide a more extended period of planning -
after the grant is made and with funds available for the purpose - more
coherent programs and greater parity might be the resnlts,

Expectations of National Agencies

These authors reconmend that national agencies do not ereate unreason-
able expectations with regard to levels of funding on the part of persons
<utbmitting proposals, Local personnel do tailor their plans and budgets to
the expectations which funding agencies ereate. If ageney persounel indi-
cate that they plan to distribute siv million doflars in ten or twelve grants
and that they expeet programs of considerable magnitude, that is precisely
what local personnel will deliver, If such expectations are considerably off
the mark when funds are distributed, some disillusionment is likely to
eristie, | he casiest way to wvoid this is for federal ageney personned to
anticipite the aetions and rewetions of Congress and other key persons and
to establish realistie budgei - vpectations in program guidelines,
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Program as Process

Federal personnel need to become more aware of the evolutionary na-
ture of & nationa program and the impact that evolution is likely to have
on local projects, Some of the isues that arise from the developmental
nterplay between the national and local programs were detailed in the
carly part of this book. The message that emerges is the need to provide
sufficient lead time for local projects to .~ll|d) ., understand, and respond to
changes at the national level, Particular attention should be paid to the
relationship between proposal preparation and program implementation,
In the TTT Program, we began developing proposals in the summer of
1970 which were to become programs in the fall of 1971, If new diree-
tion= came to us from the national program in the fall of 1970-the need
tostres community involvement for example - they could not be acted
upon in any meaningful way until the summer of 1971, and they could
not be incorporated into the progeam until the fall of 1972,

Hard as it is to believe, this is a two year time lag. We are not advoeating
that nothing can or should be done in the two year period that intervenes,
but any major implementation cannot begin until two years later, The
reason is simple. Money and planning time are required to finance a major
change in program. Since funding requests have already been submitted for
the following year, it is unlikely that any program not already called for
will emerge at that time. To do so is to thwart all the planning that went
into the current proposal. \ major planning effort and some Limited ac-
tions can be initiated at the local level and probably will be if project
sersonnel are at all serious about the new directions, but these are not the
sort of activities that represent a major change in program. Admittedly
the time lag could have been reduced substantially if the announcement
had been made a tew months carier, but this only reinforees another
point: that national program personnel must time their announcements
carefully to be effeetive in promoting change in local programs.

Providing sufficient lead time and timing announcements carefully will
o a long way toward resolving the problem, but there are other steps that
can be tahen, New expectations should be stated in clear terms. 1t is not
alway s easy for project personnel to discern the difference between “re-
quired ™ and “suggrested” changes, and sometines expeetations stated as
sturgestions are interpreted as requirements by both local and national
personnel. By stating its intentions elearly , the Office of Education will
uot be penalizing those who decide not to foljow such Usuguestions,”
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Funding

\ st of “trail markes: " should be provided to aid project staffs in deter-
mining when they are making appropriate changes, Even when local
personnel want to follow the spirit of federal guidelines, they may not find
it easy to doso. Specifie trail markers will help them to know when and
where progress is being made. T relatively vague coneept of community
imolvement, for example, might have been elarified by the following trail
marhers:

Inerease the number and variety of community volunteers partici-
pating in teacher edneation,

[nvolve community personsin policy making roles.

Pay community persons for their involvement,

Place community persons into hey project positions,

Spend a reasonable proportion of projeet funds for community
personnel.

Finallv. national program personnel should take into account the entire
range of projects that are operative at the local level and reflect such an
understanding through appropriate variations in procedures. This may
require the establishment of different guidelines for different types of
projects or aceepting different procedures for meeting the same guidelines,
This probably will not come as a completely new suggestion to federal
versonnel. Indeed, many may feel they already do such things. From one
project’s point of view, they could be done even more thoroughly,

Cyeles

The preceding discussion suggests another recommendation: that careful
thougl.c be given to the possibility of revising federal funding eveles, The
annudl ey ele has several problems associated with it, in the first place,
renewa] proposals must be submitted before the latest program has begun
and often well before there is enough experience to know what new needs
atte] problems have emerged. Moreover, far less than a one-to-one relation-
ship exists between program planaing and proposal preparation, Indeed,
these two sets of activities often emphasize, if not require, -gaite different
shill«. One calls tor persons who can ereate and imple ment new ideas: the
other, for persons who can artienlate and “sell” those ideas, ldeally, the
latter provess should be based upon and emerge from the former. Under
present patterns of funding, the reverse is often true. A longer funding
evele would make it possible to eseape from these constraints by allowing
more tite for program development before the nest proposal is due.
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A number of alternatives to the annual evele should be explored. For
example, renewal proposals could be prepared by local personnel on a
biannual basis while new requests are entertained annually. Continuing
requests could also be staggered to permit more careful serutiny of pro-
grams up for renewal each year, If a biannual eycle were adopted, one half
of the programs could be examined each vear. Another variation would be
to entertain only requests for major program revisions each year while the
original level of support continued for a two vear period. A number of
such alternatives should be given careful study at the national level,

Support Vehicles

Support vehicles shonld be established as part of any large-scale national
program of funding. Such support vehicles shoubid be carefully designed to
service both the needs of the national agency and of local projects as well.
The Office of Education staff deserves credit for establishing perhaps the
broadest array of such vehicles ever developed for a national program of
funding. Included were the Leadership Training Institute, the cluster
organization, the program of conferences and worhshops, and the national
evaluation effort. However, these vehiceles did appear to serve the needs of
the Office of Education much more than those of local projects. Special
attention needs to be paid to identifving and responding to local needs if
support vehicles are to be effectise in serving them,

Staggered Evaluation

We recommend that national programs give serious thought to the prin-
ciple of staggered evaluations. Simply defined. staggered evaluation means
that data be collected from one group of projects in the first round, a
~cond group in the second round, and so on. How often the eyele would
be repeated would depend upon the need for data, the number of projects
being funded, and similar factors.

This recommendation has several things to commend it. Finst, it would
result in a more rigorous program of evaluation with a small number of
projects involved each time. More data would be available since different
set= of data could be acquired in cach round. If desired, . ome sets could be
repeated each time for crorsvalication and other purposes. Local projects
would be less burdened by the effort sinee cach would be required to
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respond to only a part of the whole, The evaluation effort would be less
expensive and data collection and interpretation would be more manage-
able, Moreover, samples could be drawn for special studies on the basis of
~uch project characteristies as location, university size, type of program,
and =0 on, An evaluation schedule, drawn early in the process, would
permit project staffs to anticipate data colleetion efforts well in advanee of
their implementation, Even some undesignated efforts could be incor-
porated for unanticipated needs. This recommendation is based upon the
a=sumption that not every project must be evaluated at the same time for
funding purposes. Even if thiz assumption is rejected by national agencies,
staggered evaluations could be employed by the national staff for other
data collection purposes,

Emphasize Quality in Evaluation

In data collections, greater emphasis should be placed upon quality
rather than quantity. This eriterion should be applied to both national and
local evaluation efforts. With programs as complex as TTT, there is the
danger of evaluation overhill  too much evaluation for the needs of the
individuals and groups involved. Emphasizing quality rather than quantity
and providing coordination for the various efforts will help to reduce the
likelihood of evaluation being used for its own sake rather than for some
purpose outside ol itself,

\n emphasis on quantity often reflects poor planning. When the specifie
objectives of evaluation are not identified in advance, there is the urge to
colleet as much data as possible in the hope that some of it will be useful.
While such an approach does vield data of value, it is a teeribly inefficient
wiy to obtain it and may produce some backlash effects as well. Proper
coneeptualization not only provides for a better balanee between quantity
and quadity . it also results in a more efficient design for data collection.
The discussion of staggered evaluation is very much directed at this point,

Feedback

O

ERIC

Aruitoxt provided by Eic:

Data colleeted for national purposes could be of considerable value to
loeal projeet personnel, To be of maximum value, three conditions must
be met. The data must be presented in anderstandable form, 1t must make
u~ of wvariety of communication vehicles. Finally . it must be timed to
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the needs of loeal projects,

By tradition, evaluators tend to be well senooled in the collection and
presentation of data but not in the communication of its meaning, a shill
closely allied to instenetion, From the point of view of local projects,
communication shills are equally important. In order to act intelligently
on data, the different publies imvolved at the local level must know elearly
what the data suggest in the way of problems, issues, and direetions and
what alternative conmes of action exist, A number of tables accompanied
by a brief narrative summary does not perform this service, A carefully
plauned program of feedback s necessary . Sueh a program should 1) be
carried on with persons having expertise’in communication shills, 2) sim-
plify the presentation of data. 3) make use of slides, tapes, and teams of
commumeation specialists to explain the data, -4 assist local personnel to
plan appropriate actions, and 5) provide such feedback over a eclatively
~hort span of tinee, Data gathered in the fall of one vear and redistribnted
i the spring could be useful for program planning purposes for the follow-
mg v ear, While such a program places greater emphasis on conmmunication
than many may feelis necessary, some of the costs conld be offset by
colleeting less data of higher quality . Presumably . such an approach wonld
have value as well in communicating to Congress and within the Executive
Branch of government,

Evaluation Bachlash

Provisions should be made to prevent or reduce the effects of evaluation
backlash. Programs as complex as T are particulars prone to this effect,
Several evaluation efforts at the national and iocal level require responses
from the same «t of persons at the local level, These are also the persons
on whom the training program is making the greatest denrands, 1f the
burdens become too great, the result will be lower response rates, hurried
Fesponses, growing resistance to evaluation, and a general feeling of resent-
ment which, tahen together we have teemied backlash, When feedback in
casily understandable form fails to reach these persous, as may often be
the case, the intensity of the backlash mounts,

There are several measures Giat could be tried to counter backlash, One
possibility is to collect a smaller uantity of data during the course of the
project. Presumably . this will require fewer collection efforts as well,
Staggered data collection will felp toweduee the total quantity of Jdata and
place even fewer demands on a given project. Finally | coordination of the
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focal and national approaches to evaluation may also help to accomplish
this objective, Conddering the potentially negative effects from backlash,
the implementation of any of these suggestions would seem well worth the
effort,

Demands on Local Project Staff

Federal ageney pemonnel need to become more aware of the many
demands being made on local project staffs and of the impaet of these
demands upon the local progeam, When projeet staffs are expeeted to
attend conferences, complete data forms, prepare proposals, develop arti-
cles for newsletters, and implement a local program--all within the same
time frame < they may be hard pressed to find time, Frankly, the Indiana
staff placed its priorities on local activities, While this may not have been
wise from a political standpoint, we tried to respond in some way to every
request from the national program or its representatives, Timing is partic-
ularly critical, There were two im portaut instances when we felt that the
timing of Office of Education actions was inappropriate. One was the
announcement of an early site visit and the other was the initation of
three separate evaluation efforts in u brief span of time, Given better
timing, some of these events wonld not have been as onerons as they were,
Granting all this, federal personnel should realize that demands are heavy
and requests should be both thoughtful and timely,

To Project Personnel
These recommendations are designed to have special significance for
pessons who either are involved or are planning to become involved in the
development and implementation of experitental teacher preparation
programs, ‘They are particularly applicable to ficld-based programs which
receive full or partial financial support from funding agencies.

Reduction of OQutside Funds

Those who are charged with the implementation of a field-based pro-
gram must plan foran inevitable reduction in outside funds, Such plans
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usually make use of one of two approaches - or a combination of both,
One approach is to reduce activities to match the reduction in funds, This
usually means that institutionalized programs arc quite different from
those that were operational during the period ol heavy funding, They have
to become more like the “regular’ program in order to function with
limited funds, A second approach calls for a gradual shift in the allocation
of funds. Initially, the heavy costs are borne by the outside funding agen-
ey, Toward the end of the experimental period, the local agencies are
expected to bear the major burden of the costs. While this approach may
be emphasized by some funding agencies, there is seldom enough follow
through to make it work, Moreover, local agencies have a variety of means
at their disposal to thwart the basic intent of this approach. Perhaps the
most that a project can hope for is a combination of the two approaches,
Funding agency insistence on local funding does provide project personnel
with some leverage in dealing with local administrators. Often this means
an increased level of support from local sources, When increased local
support iz conpled with a reduction in activities, the program does have a
reasonable chance of survival in institutionalized form. Still, a nuniber of
refinements and new approaches need to be made to this most critical
problem,

Building Stability and Flexibility

Extablish procedures for insuring both stability and flexibility in the new
program, Stability is necessary to recruit new staff and students to the
program. If either group perceives the program as lacking in direction,
participation may be reduced to a eritical point. Moreover, the wide vari-
ety of personnel usually involved in field-based programs have a right to
expeet certain features to remain constant for at least a year and others,
for the life of the program, Evaluation, too, is built npon similar assump-
tions. However. if nothing is open to change, then program personnel can
not learn from their mistakes and this wonld be intolerable. Furthermore,
new staff are not likely to join in programs which they are not permitted
to change. Nevertheless, most programs do have some basie asumptions
when they begin, and unless these remain inviolate, there will be no test of
these assumptions, The trick is to evolve a set of procedures which will
strike a delicate balance between these opposing needs,
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ldentity Institutional Change Goals Early

Institutional change goals must be identified ecarly it important institu.
tional change is to b brought abont, As professionals, teachers at all levels
are aware of the fact that individual change is most likely to oceur if' it is
planned in advanee. Itis strange, then, that many professionals expect
inatitntional change to “just happen™ without benefit of human thought
or intenvention, An explination for this state of mind may be found in the
fact that traditionally, teachens do not coneern themselves with institn.
tional change, \s a result, institutional change goals tend to be ignored in
teacher edueation programs, [t is a eredit to the Office of Education that
they recognized this as one of the weaknesses in the NDEA institute pro-
gram which trained many individuals but brought abont relatively little
change in institutions,

Chanees for institutional change will be considerably enhanced by a
formal statement of institutional change goals, developed early in the
program and the initiation of systematie procedures designed to bring
about these goals, Some opportunities will emerge during the course of the
project, and they must be recognized and acted upon when they become
wanifest. 1 Indiana’s experience i< any indication, institutional change
produces a ripple effect -that is, it brings about additional changes which
are difficult to anticipate in advanee, Further, it aids the attainment of
individual change goals, For all of these reasons, institutional change goals
are definitely worthy of the early and continued attention of project
personnel,

Involving Gatekeepers and Operatives

Program pessonned <hould be certain to ‘nvolve both the gateheepers and
the operatives in the planning and implementations of field based pro-
grams, Gateheepers are leadership persomnel such as the superintendent of
schools, deans, department heads, and vice presidents within the local
institutions. Becanse such pesons can open or close the gates to institu-
tional participation and change, it ix imperative that they be involved in
planning wid imphementing experimental programs,

Gateheepers determine whether a program is permitted to begin and to
continue. but they seldom have the responsibility to carry it out. This is a
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tash for the operatives  teachers, principals, professors, graduate students,
and community persons, I the gatekecpers represent the formal power
structure of the institutions involved, the operatives represent the informal
power strncture, It ix important to involve the operatives carly in the
planning of the project xo that they can bring their insights to bear on the
problems of that period and feel some responsibility for carrving out the
program that emerges, I the gatekeepers make most of the decisions dur-
ing the planning period, the operatives will ferl no great compulsion to
participate and may do so only at the most superficial level of performance,

Parity in Planning

Parity in planning is a particularly important goul since its achievement
will help to pave the way for the continued involvement of parity groups
in later phases of the project, Conversely, if parity is not achieved in plan-
ning, it probably will not be achieved in other areas of project implementa.
tion.

There are two aspects to parity that should be given consideration during
the planning phase, One of these is the meaning promulgated by the Office
of Education guidelines: parity is equal or near equal involvement on the
part of the major groups—School of Fducztion, College of Arts and
Sciences, public schools, and community, (Students were sometimes nien-
tioned as a fifth group.) While it is not difficult to involve representatives
from each of these groups, it may be near impossible to obtain a parity
commitment from each of the individuals involved.

At Indiuna, dis-parity ocenrred in another form: initially, the gate.
heepers were more adequately represented than the operatives, particularly
fron. some parity groups. This made for a relatively strong institutional
commitmen- at the policy level and a relatively weak commitment at the
operational level, During planning, the operational commitment was
probably weakest in Arts and Sciences, (As we have pointed out elsewhere,
the community was not operationally involved at that time,) While the
situation improved somewhat with the passage of time, it was never com-
pletely resolved. Parity planning by leadership figures and operatives will
lead to greater comr ‘tment on the part of both groups when it comes
time to implement the plans,
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Openuess in Faculty and Student Recruitent

Be as open as possible in recruiting peesonnel to the new program. In our
situation, it was imperative to obtain pesons who were interested in
implementing ideas in field-bused settings, Paint a realistic picture of what
they will do, how it will be done, how many hours @ week will be involved
and so on. Frankly, notevery one ix stited to working in field-based pro-

* yrams, Tosoft pedal the significant characteristios of the progeam in the
hope of getting someone involved is to invite poor performance and dis
satisfaction when the pemon assumes his act 1 cesponsibilities.

Dissemination

A comprehensive program of dissemination and demonstration activities
should be implemented early in the projeet, Unless this ix done and nerson-
nel provided time to ¢arry out this funetion, it probably will be given short
shrift as a nonessential activity, Actually, from a political point of view, it
is any thing but nonessential, At the local level, the projeet depends upon
the continued goodwill of the public and the profess’on at large to con-
tinue to function, Such goodwill is more easily sustained through a deliber-
ate program of information, Without it, there is the possibility that gossip,
rumor, and other second hand sources will represent the chief avenues of
information. We all know from pemonal experiences the exaggerated in-
formation and distorted insights that can be obtained from such sources, A
thorough prograr of disse mination activities will keep key persons in.
formed at every level, giving them the ammunition they will need to
correct mistaken impressions,

A comprehensive program of dissemination must go beyond the printed
word. Fils, television, radio, and personal presentaiions provide addi-
tional avenues for getting out the word. Demonstration activities are par-
ticularly important and should be planned for during the experimental
period. 1t is at this time that the program has more life and vigor and
personnel more enthusiagsm than the later, more traditional, demonstration
period when the program has been refined and is being institutionalized,

\ comprehensive program of dissemination requires resoirees to fune-
tion effectively. Yet dissemination activities are seldom seen ax legitimate
by funding agencies, particularly during the early stages when programs
have not been “proven.” Agencies need to revise their thinking about the
appropriateness of dissemination activities, They nuist stop viewing them
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simply as ways of reporting results and start seeing then as vehicles of
communication between experimental groups and within the profession at
large, Project pessonnel can assist them to make this adjustment by re-
questing and justifying funds for this puepose early in their program’s
development,

Plan of Evaluation

A comprehensive plan of evaluation should be established during the
planning period and implemented as soon as the progeam is implemented.
While this seems like a simple recommendation on the surface, it has a
number of difficulties associated with it, First of all, many evaluation
specilists are still trained in elassical research procedures calling for the use
of experimental and control groups, Such procedures are seldom appli-
cable to field-based programs in teacher education, While other approaches
exist, persons who are trained in their use and who have some practical
experience as well are few and far between,

Beyond the problem of finding a qualified person is the difficulty of
involving program participants -both staff and students—in the various
stages of the evaluation process, The lLirst step is one of the most essential
and most difficult --conee ptualizing the role of evaluation and the evalua-
tor in the project, This must be carried out in such a way that all partici-
pants understand the process and are committed to it, Decision making is
one use to which evaluation is frequently put. When this foeus is important,
ax it was in the Indiana T'TT Project, the stalf and participants must
know what the broad decision categories are, what specific decisions need
to be made, when they need to be made, and what information will be of
value in making them, If this information is known only to the evaluator
and a small group of administrators, it may be difficult to collect the
necessary data or to make the inost appropriate decision after the data has
been obtained,

The role of the evaluator is also important, 1f he is only going to design
instriments and colleet data—an oversimplified but frequently stated
version of what evaluators do- he will be viewed as a mechanic and neither
hix role nor his data will be taken seriously, On the other hand, if he is
viewed as participating in the conceptualization of the program, in as. ting
the group to articulate its needs and goals, in identifying an array of
alternatives from which decisions are made, and in providing feedback on
what happens once a decision is chosen, then he will be considered a high-
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Iy valued member of the team,

Frankly . we don’t presuane to have acquired all the answers in this area,
Partly, it's a matter of how project administrators view evaluation and the
evaluator. Gertainly | it's a matter of how comfortable the evaluator him.
~elf feels in the various roles, What is certain in our mind is the need to
plan and carry ont a program of evaluation with care equal to that of
planning and carry ing ont the instruetional program itself,

One (urther point. A local plan of evaluation must be consonant with
the needs for data at the vational level, Otherwise the two groups will
work at eroas purposes to one another, 1t is especially important to re-
member in this pegard that the same individuals invariably provide the data
for both levels, As a result, if coordination is not worked ont earefully in
advance, there is @ real danger that resentiment will build and a backlash
oeeur,

Make It Easy to Participate

O

ERIC

Aruitoxt provided by Eic:

Many programs in teacher education expect participation from a broad
and varied group of people. Participation is not an end in itself, of course,
butitis an instrument to other ends, In the Indiana T'TT Project, profes-
sors were ashed to teach methods in the elementary sehool setting not
with the thonght that “just being there™ was going to bring about change
but with the idea that they would participate with the teachers and the
teachers with them.

The daily routines of teachers often make it diffiendt for them to partici-
pate in methods during the school day. Since they tend to resist staying
after school to do so, some means must be found to make it easy or at
least possible for them to be involved. In TTT, we explored wavs of
deploy ing student teachers (two to a room, for example) so that teachers
could meet for brief periods without leaving classes completely un-
attended.

One form of participation frequently used is to request reactions, sugges-
tions, and other items of feedback at periodie intervals. However, the
disposition of these suggestions and reactions was not always clear. Some-
times we thought we had responded to a complaint only to find it emerg-
ing again at a later date. Sy stematizing the practice of informing indivi-
duals and groups about the disposition of a matter - who tested it, when
and where, and with what result —will help to encourage continued interest
and participation in the future,

192



To Local Ageney s ersonnel

The recommendations which follos. should be of value to local ageney
personnel other than those who actually earry out a project, They should
be of special significance to superintendants, deans, departiment heads, and
other administrators in local institutions, Project personnel and others way
find them of interest as well,

Commitment to Program and Personnel

Local ageney pessonnel, particularly those in leadership positions, should
make their commitment to ex perimental programs a clear and visible one,
There are several ways in which this can be done to convinee faculty that
such a commitment exists, Perhaps the most obvious vehiele for this pur-
pose is public statements from leadership figures, Coutinued references to
the value of experimental programs ereates an excellent soil for such pro-
gras to flourish. Actions are even more important. Programs must be
provided with adequate budgets, personnel, and other resourees necessary
to do the job. Give the persons who participate in such programs visibility
through press releases, articles, appearances at professional conferences,
and similar means, Encourage them to participate in the recruitment and
selection of new staff so that a more cohesive group of persons may be
engaged in the work. Finally, help the personnel in experimental programs
to obtain increments in salary , promotions, and other emohunents as
rewards for their work,

Rewards to Public School Personnel

O

ERIC

Aruitoxt provided by Eic:

This diseussion is really a continuation of the one begun under commit-
ment, Fhe subject of rewards is important enough and varied enough to
warrant separate treatment. We recommend that more attention be given
to the identification and employment of suitable rewards and incentives
for teacher participation in teacher education programs. This issue is par-
ticularly critical in programs that expeet teachers to assume roles with a
greater vaviety and magnitude of responsibility.

If teachers are to continue to invest significant time in the preparation of
pre-serviee teachers some combination of the following conditions should
prevail: (1) universities must repay teachers by providing demonstrations,
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new materials, innovative carriculy, and convenient in-serviee education
courses: (2) supervising teacher monetary reimbursement must be in
creased - possibly by eliminating most on-campus student teaching person-
nel and redistributing their salaries to well qualified supervising teachers:
(:3) research must extablish that childeen receive more individual attention
and learn more because student teachers are present in classrooms: (-4)
tean teaching models must be devised and used so that student teachers
supplement rather than replace the supervising teacher; (3) universities
must devise a variety of additional incentives-academic credit, parking
stichers, remitted tuition, appointments as adjunct faculty, reduced prices
tor athletic and cultural events~to encourage expanded participation on
the part of teachers,

In schools, the process of giving recognition is complicated by the fact
that teacher education has been perecived as something one could do with
the left hand, much as a university professor takes on a consultaney, Even
if the daily routine can be rearranged to permu greater involvement on the
part of teachers, there is little incentive for them to do so. Indeed, if they
acyuire too much visibility in their roles as teacher educators, administra-
tors and board members may begin to wonder whether they are doing
their job of teaching children. This issue must be recognized and addressed
carly enough and clearly enough to convinee teachers that participation
will be rewarded. Both the school and university administration must work
together to find satisfactory solutions,

Rewards for University Personnel

Q

ERIC

Aruitoxt provided by Eic:

Despite what they say, universities still imake use of meehanisms and
procedures that discriminate against those who work in experimental
programs. They fail to recognize the amount of work involved, they make
use of standard definitions of elass hours in computing work load, and
they continue to weigh reports about programs more heavily than partici-
pation in them for such erucial decisions as promotion and tenure,

Administrators can do more about some of these deficiencies than
others. Tradition and faculty control do tend to limit their powers in
dealing with promotion and tenure, They can and often do offer encour-
agement and advice to faculty who are about to run this gauntlet, but
probably no more so than they do with good faculty who work independ-
ently,
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The real power of administrators lies in providing salary increments,
travel funds, graduate assistants, and similar forms of reward, These re-
wards provide for more immediate reinforeement than the relatively long
range opportunitics of promotion and tenure and are of particular value to
junior faculty, Unfortunately, for the point heing made here, such rewards
are seldom distributed evenly to those who participate in such programs.
Perhaps what is needed is something akin to war-zone pay allowance in the
military or the “inconvenience of working nights™ allowance of industry.,
It might be termed the get-off-your-dutf incentive or the labor-of-the-field
incentive, 1o be an effective motivator, it should be given to cv'vryom- who
participates in field based programs and’be in addition to a'iy increments
for merit, In these days of budget cutbacks at universities, there is little
likelihood that this will happen in the near future, but it ibustrates the
kind of action required to deal with the rewards issue,

Role Clarification

Role clarification must be undertaken early and carried on regularly
throughout the course of a field-based program. The basic issue in need of
clarification is who is going to do what to whom and under what cirenm-
stances, A prior issue is who’s going to decide who does what to whom, If
public sehool teachers are going to be involved in teacher education be.
vond the waysin which they usually are, all parties need to be aware of
this well in advance of it being done, The same point holds true for the
participation of methods instructors in elementary school instruction and
curriculum development.

Role clarification also involves the process of how decisions get made, 1f
majority vote becomes the rule, the teachers probably will decide what
issues are important and what will be done about them, If meetings are
avoided and individuals “polled™ in the hall, professor: msy hold the
upper hand in decision making, Oue of the principles that emerged from
the Indiana TTT Project is that power follows time and perception. When
teachers remain in their rooms with pupils for the entire day, they are not
likely to hav+ much impact on decisions about the teacher education
programs, They simply don’t have the time to get involved. Morcover,
when their role is not conceptualized as training teachers and they are not
paid to do so. they are not likely to perecive themselves as having much
power to make decisions in teacher education. Properly applied, role clari-
fication should help each group to see its responsibility in the other’s
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domain. Without clarification, the decisions, activities, and results will
continue to be compartmentalized as they always have heen,

Integration of School and University Efforts

The missions of the school and university were not highly unified in the
Indiana TTT Project. Teachems participated in the training of prospective
teachers, and professors and graduate interns participated in the instruc-
tion of children, but neither departed very much from what had been done
in the past either in the amount or variety of their efforts. In the future, if
field-based progiams in teacher education are going to go beyond where
they are right now, additional time, effort, and resources need to be de-
voted to this question.

Local institutional leaders should consider the award of significant
amounts of graduate credit to each member of a school-university team
that collectively conducts a needs assessment, selects an innovative instruc-
tional program, fully implements that program, and evaluates the result.
Counses that feature talk about innovations have rarely led to the accom-
plishment of innovation. Why not offer some courses that consist of
*doing™- of installing and evaluating a major innovative practice? Let the
talk be integral to the doing,

The potential of this recommendation would be enhanced considerably
if schools and universities coordinated portions of their budgets to achieve
maximum impact. A few instructional kits provided for the purpose of
training prospective teachers cannot sustain permanent or school-wide
instructional change, The situation is further aggravated by the tight
budget position most school systems are in today. Schools cannot afford
to concentrate resources in a single school because of the resentment that
would be generated in the other schools, One way to move in this direc-
tion would be to employ funds obtained for experimentation in such a
manner. Another would be to submit joint proposals to funding agencies
with both teacher education and the improvement of instruction as dual
responsibilities of the schools and the university, We have reached a pla-
teau in the implementation of field-based programs. To move to a higher
level requires additional effort on the part of both parties.
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Integration of Methods and Student Teaching

Our experience in the Indiana TTT Progeam hos led us to conclude that
methods and student teaching can be satisfuctorily integrated in o single
program and that wany values are o be gained in doing so, We theeefore
recommend that wmore universities experiment with various formats tor
bringing this integration about.

When methods coures are offered separately from student teaching,
there is no opportunity to hold methods instruetors acconntable for how a
student performs as a teacher, Tn all but the rarest of instanees, there is
little or no contact between the student and the methods ivstrector after
the methods course has been completed, An integeated program provides
the professor with an opportunity to follow through on methods instruce-
tion and to observe the results in pragmatic teems, Similarly | the student
can return to the protessor for guidanee and suggestions before or alter
implementing an idea in his own teaching. He also has the benefit of addi-
tional supervision and feedback during the proeess,

Offering methods inside public schools was considered nseful by public
school teachers in the TT'T Program, In response to a survey item in 1970,
sixtyseven pereent cheeked above the midpoint on a seale ranging from
“location is of no importance™ on one end to *forees instructor to be
more practical and relevant on the other,™ ln contrast, only 16 percent
cheeked below the midpoint or toward the *no importance™ end of the
seale, Of course, offering methods in a publie school location does ot
guarantee improved quality or inereased relevanee in insteuetion, However,
the physical prosimity of pupils, principals, teachers, and school materials
is a factor that student teachers will not perinit university instruetors to
igmore, The location of methods instruetion is important, not because it
insures instruetional innovation, but because it opens the insteuctors up to
ceaseless suggestions and concerns from individuals- teachers, student
teachers, and school pupils —who did not commuanicate previously with
methods instructors, especially duting methods instruetion,

Sehool of FEducauon isolution is dispelled when university elasses me
conducted in public school elassrooms. Exchanges of opinions and tech-
niques are greatly inereased just because teachers and professors see each
other daily in rooms, corridors, lounges, and offices, Field-based programs
automatically imply new communications networks. They also require
organizational struetures where super-ordinate-subordinate relationships
are discarded in favor of peer teams and task forees operating in an atmos-
phere of informality . Integration is not a panacea, of course, and it has
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some difficulties associated with it, but on balance, it offers an interesting
opportunity for all of the parties to learn from the ex perience, knowledge,
and perspectives of the others,

Institutionalization

Further thought should be given to the concept of institutionalizing
experimental programs in teacher education. Current thinking assumes
tha: »«perimental programs ar« initiated and continued for a relatively
bri: f trial period on a combination of grant and local funds. The granting
ageney performs a pump priming function for what are presumably high
visk programs. When the programs have become established, the granting
agencies assume that local budgets will be sufficient to continue them.
Once the pump is primed, the well produces its own water.

The pump priming paradigm has a major problem associated with it. It
assumes that a permanent and perhaps expandable supply of potable water
(money) exists at the local site, and that may not be true at all. When it is
not true, one of two things happens. Either the program is abandoned
altogether at the end of the experimental period, which apparently hap-
pened to many Ford Foundation supported projects in teacher educa-
tion,! or it is modified enough to continue within the framework of
support usually available at the local level. In such a situation, the program
tends to regress to something more nearly like the conventional program.
In other words, it loses some of the characteristics that made it unique as a
program. This is particularly true of a field-based program such as TTT,
where many of the additional costs are built into doing business in the
field. In summary, neither of these results is very desirable. The last emas-
culates the program and the first eliminates it.

If une views improved programs as a desirable goal of experimentation,
the most appropriate thing that could happen at the end of the grant
period is that the program would be supported to continue in a forn,
representing the most significant variation from the norm which objective
evidence warrants. There is no question, of course, that the evidence
would have to balance gains against costs. Perhaps an integrated program
of methods and student teaching offers only a small increment in perform.
ance, satisfaction, or whatever, in relation to its human, material, and
monetary costs. In that event, then and only then is it reasonable to
chouse between modifying the program and abandoning it-aitegether.
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Most such decisions are made almost exclusively with budget considera-
tions in mind.

To avoid these and allied difficulties we recommend that local ageneies
carry out a systematic examination of the costs and benefits of each ex-
perimental program at a predetermined point in the experimental period,
preferably before the grant is terminated. A report based upon this
examination would specify the ways in which the program was to be
institutionalized and how the costs were to be absorbed by the local
agencies, It would also compare the costs and benefits of the new orogram
with costs and benefits in the conventional program. If granting agencies
wished to reinforee this idea, they could require the submission of such
reports before announcing funds for a transitional period culminating in
institutionalization, In other words, they could build their funding pat-
terns around the stages of a program’s development and transition to an
institutionalized form,

Conclusion

Coneluding this book has special significance for us. It is the end of a long
journey spanning several months of effort. It has not been an easy task to
sift through the mountain of TTT experience and separate the events and
activities that have general meaning from those of personal value or little
value at all. We are not even sure we have succeeded in that task. But it is
finished and there is satisfaction in that.

Another even more important jou:ney has ended—a journey that began
six years ago. Writing this book is the last significant act that we will per-
form together as Indiana T'TT. While most of the operational programs
continve, they are not under the T'I'T banner any longer, and that is just as
well. The individuals now involved in each program have their own plans
and purposes and they will continue stirring the pot of teacher edncation.

Fortunately, most conclusions are not just endings; they are freeing
experiences as well, They free us from the past—from successes and fail-
ures—and point us toward the future. They may not free us from all of the
pain and frustration we have experienced, but even pain and frustration
can lead to a better undenstanding of ourselves and others, to sharpened
judgments and wiser actions, They need not free us from friendships
acquired, from what we have learned, or from new opportunities to re-
invest our learnings at other times and in other places.
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The stirrings in teacher education will continue —of that we are conf-
dent. Perhaps the recommendations we have made will enrich the batter,
give it a little more zest or a little more tang. One or two recommendations
taken serioualy and acted upon construetively will be enough to sustain
the ideas and activities begun by T'TT at both the national and local levels,
We niay follow throngh on some of them ourselves, but we sure would
feel better about it if someone out there wonld join us,
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Appendix

General Project Staff

James Clark, Administrative Assistant (1971.72)
Edwin Howell, Administrative Assistant (1969-71)

Villiam Loadman, Evaluator
Gerald Smith, Director

Secretaries
Martha Acuff
Joyce Harding
Marian Hoffa

Student Assistants
Sue Atkinson
Douglas Berry

Toni Beumer
Richard Buckmaster
Deborah Corcoran
Judith Dumil

Carol Eckert

Chris Lenwell

Professional-Year Program

University Faculty

Edward Buffie, Mathematics education
Ruth Gallant, Coordinator 1969-1970
Margaret Griffin, Language arts education
Jerome Harste, Language arts education
Allan Kondo, Science education

John LeBlanc, Mathematics education
Frank Lester, Mathematics education

Theresa Hohlfeld
Jean Murphy
Pat Robinson

Dawn Mann
Marsha Magnuson
Fran Sansalone
Betty Small
David Staff
James Taylor
Dennis Weiss
Roger Williams

James Mahan, Coordinator 1970-1972
Robert McGinty, Mathematics educaiion
Alan McNabb, Supervision

Arthur Oestreich, Supervision

Stanley Shimer, Science education
Dorothy Skeel, Coordinator 1969-1970
Darryl Strickler, Language arts

Teaching Associates, Researc!- Associates, or Interns
Beverly Armento, Social studies education Lorraine Davis, Social studies education

Greg Baur, Mathematics education
Edward Beebe, Guidance and counseling
Lance Bedwell, Science education

Mary Berry, Language arts education
Betty Burchett, Science education

Rich Campbell, Science education

Nancy Capozzolo, Mathematics education
James Clark, Supervision

Helen Dannenburg, Mathematics education

Charles Dickel, Guidance and counseling

Anita Ficklin, Language arts education
Sharon Fox, Language arts education
Fadia Harik, Mathematics education
Johnny Hill, Mathematics education
Linda Knight, Science education
Judith Kasper, Social studies education
Richard Lesh, vlathematics education
Mary Ann Levine, Supervision
Marquita Manley, Science education
Ted Maroun, Guidance and counseling



Bruce McFarland, Science education
Terence Mills, Seience education

William Norris, Social studies education
Anne Ottensiney er, Supervision

Phyllis Perkins, Language arts

Beth Pisoni, Language arts

Edith Richardson, Supervision

Mary Jane Robbins, Language arts education
Albert Roberts, Sovial studies educaticn

Sister Marie Roos, Language arts education
Robert Rouse, Social studies education
Sarah Rogers, Language arts education

Judith Simpson, Language arts education

Richard Switzer, Supervision

‘Tom Thielen, Guidance and counseling
Donna Vandagrifft, Social studies education
George Washington, Science education
Marianne Williams, Social studies education

Broadview Elementary School - Harold stewart, Principal

Janis Abram
Susan Anspaugh
Pamela Buschkill
Ehzabeth Calkins
Kathleen Hancock

- Virginia Hanna

Jacqueline Hutcherson
Elaine Jett

Ardith Jones

Sue Mendenhall

Susan Mills
Annabel Poynter
Sally Richardson
Barbara Schoebe
Kathleen Sheehan
Kathleen Sparks
Carole Sykes

lla Thrasher

Shari Wright

School 26 {Indignapolis) — William Malone, Principal

Beatrice Cantrell
Gladys Griffin
Rose Marie Jones

Betsy J. King

Binford Middle School — Steven Pierson

Betty L. Dolzall

Omer 1.. Middleton
Rose Morris
Marianna Rockefeller

Margaret Shea

Brown Flementary School — Donald Duncan, Principal

Vickie Gharst
Martha Janssen
Marilyn Owens
Vera L.. Schilling

Betty Scudder
Suzanne Thompson
Ruth Williams

Templeton Elemeatary School — Edwin Smith, Principal

Aletha Apple white
Alma Carmichael
Faye Deckard
Margaret Deckard
Linda Fox

Anne Greene

Ruth McClung
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Margaret Overpeck
Joyce Phelps
Janis Regves

Paula Stewart
Kathryn Vaughan
Elizabeth Williams
Louise Worley



Grandview Elementary School — Harry Smith, Principal (69-70)
John Goen, Principal (70-72)

Glen Abram

Mary Arakelian
Marcia Baldwin
Mildred Rern
Ferne Breeden
Judith Byers

Lou Carmichael
LuAnna Carmichael
Gloria Coleman
Beatrice Crohn
Helen D' Amico
Gay Davis

Deborah E. Dowell
Kay Elkins

Norna J. Fivecoate
Donna Fowler
Linda Fix

Anna L. Gross
Anne Hammond

Glenna Hines

Jean L. Kiddie
Donna Martindale
Linda McHie
Reova Meredith
Hazel Powell

Mary Rone

Hazel Sanborn
Virginia L, Scott
Mary F. Specht
Alta E. Strain
Kathleen Taylor
Susan Taylor
Janet Thompson
Morris L. Tubesing
Norma Voigtschild
Mamie Wiley

Opal H, Wilson
Mary Winkler

Marlin Hills Elementary School — Norman Horn. Principal

Linda Barlow
Ruby Brinegar
Rachel Christy
Marion Fleener
Wilma Jacobs
Marlin Larson

Robert Linner
Carol Mikesell
Sue St. John
Edna Skirvin
Becky Watson
Joanne Weddle

Childs Elementary School — John Fleener, Principal

Stella 1. Alexander
Francis L. Brown
Martha D. Frye
Alice H. Haines
Betty .. Keener
Barbara [.. Kinkle
Ginger Lawrence
Elaine Lynne
Carolyn May

Undergraduate Students 1969-70
sue Fllen Adams

Charlene Allen

Barbara Anderson

Jill E. Amold

Karen Berry

Alexander Bodak, Jr.
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Mary Jane Mc Artor
Ann McIntosh
Adelaide Melcher
Virginia M. Savage
Karol Tucker
James F. Wade
Pauline Webb

Jill Weigman
Frances Weinberg

Madeline Brauer
lLeslie Brewster
Mary Ellen Buechele
Judith Ann Bullard
Judith Sue Byers
Nancy Campbell



Patricia Carnahan
Virginia Cashbaugh
Nadine L. Cunix
Elizabeth Danzig
Nancy Davis

Pearl Jasis Dowling
Terri Duffin

Wadla Ebert

Renee Francis
Marjie Bea Gilbert
Becky Graves
Sharyn E. Hanna
W. Pearl Howell
Cheryl Kettler
Shirley Kidder
Nancy Lou Leach
Mary Malone
Phyllis J. McMahan
Ann Murphy

{ndergraduate Students 1970-71

Elizabeth Susan Bachman
Karen Elizabeth Brennan
Sheila Ann Buckley
Norma Jean Coffman
Susan Claire Corbin

Jean Charlene Deasley
Ann K. DeMik

Diana Darlene Doll
Rebecca Marylyn Dumes
Karen L. Dunn

Steven Fdward Ecenbarger
Rebecca Ann Elish
Lynette Irene Fisher
Nancy Lyn Friedman
Sheila M. Gerson

Janice Jo Gescheidler

Jan Demoss Gonzenbach
Alicia Gramkow

Carol Ann Gross
Carolynn Anne Hall
Jeanette B. Hall
Elizabeth Ann Hary
Margaret Christina Juday
Susan Jane Rahn
Deborah Ellen Lindenschmidt
Karen Marie McLaughlin
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Kathy Neumayr
Rareat Ostrogmai
Carol Parker

Julia Ellen Poindexter
Lois Jean Peterson
Cathy Richard
Susan E. Robey
Mary Jane Stucky
Phyllis Sturm
Suellen Ann Taylor
Vicki J. Thrasher
Cynthia Walton
Linda Weil

Gregg A. Werling
Karen Jane Wiik
Janey Willard

Ellen Younghaus
Rita M. Zurawik

Marjorie McMurry
Patricia McReynolds
Deborah Alix Martin
Linda Grace Martin
Pamela Jane Mitchell
Christine Edith Morr
Terry Lynn Nagle
Diane Renee Nering
Iris Mathis Norman
Revetta Leigh Perkins
Kathryn Susan Pilecki
Ron James Pittman
Shirley Ann Rees
John Wallace Robinson
Linda R. Sachsel

Beth Ann Schiff
Beverly Anne Schisher
Ann C. Schumacher
Karla Klare Seng
Cynthia Ann Shane
Sarah L. Showalter
Gay Selke

Maureen Victoria Skinner
Julia Ann Soper
Sheryl Lynne Spicer
Beverly Jean Taylor



Janice Elaine Tilton
Morris Lee Tubesing
Susan Dianne Van Hoy
Peggy Lynn Wagner

Undergraduate Students 1971-72
Suzanne Paulin Andenson
Connie Arbeiter

Sandra Armstrong

Penny Lockett Austin
Jacque Bell

William Berry

Nancy Bever

Jayne Boggs

Mary Schrombeck Bohac
Connie Botset

Yolanda Ott Breidenbaugh
Charlene Ratenski Brilliande
Marla Brumley

Mark Butler

Judy Sloan Cherry
Carolyn Vorgany Cundiff
Cynthia Danu

Merle Dillman

Sylvia Doy ne

Patrice Dujmovich

Judy Durnil

Julia Ebert

Karen Emmnelmann
Karen Delehanty Ford
Cynthia Glazer

Michael Gostola

Nancy Brown Hall

Nancy Hutchison Hall
Mary Harrison

Kathleen Healey

Diane Herskovic

Carol Hill

Jim Hoffner

Martha Holloway

Vichie Holt

Theresa Holzmer

Sharon Howard

Karen Nicolet Hughes
Caroly ne Preyer Irish
Jean Johnston

Mary Jones

207

Annetta Marie Wright
Susan Alice Yokel
Nina Marcia Zoss

Margaret Koniisars
Linda Kraft

Tom LaFuze

Michaelle Lee

Patsy Gross Lewin
Christine Tamkun Long
Lois McKkathnie
Cynthia McKinley
Virginia Mechling
Judith Millar

Kathleen Montgomery
Ann Moore

Margret Neddo

Marilyn Newman

Sandi Pockros Newman
Hilda Neri

Geraldine Niwao
Kathleen O’Banion
Jane Patterson

Janet Peckinpaugh
Elizabeth Perry
Kathleen Pfister Persohn
Sandra Plank

Deborah Plumb

Ellen Murphy Porter
Martha Probst

Marcia Prucy

Margaret Ranshaw
Janna Fowler Richardson
Karen Rodgers

Barbara Rose

Deborah Hendrickson Rudd
Patricia Roush

Mary Sadler

Kathryn Seroggs

Sheryl Shipman
Theresa Shorter

Helene Sloan
Jacqueline Humphrey Swartz
Kathy Worster Thomas
Carla Smith Timms



Linda Tomlinson
Katherine Walker
Barbara Wells
susan Welsh

Community Involvement Program

Staff

James Williams

Community Resource Persons

Joyee Abbitt

Art Allen

Sally Alexander
Sarah M, Alexander
Leona Andis
Russell Andis
tiester M. Austin
Lucille Bennett
Robert E. Bennett
Douglas Berry
Rodney Bonham
Elizabeth Bridgewaters
Vicki L. Brown
Peggy Brummett
Delores Byrd
Karen Camden
Marlene Capers
Esta J. Chambers
Connie Chandler
Ethel Chitwood
Rosie M. Churchill
Molly Churchill
Corinne Clay brook
Janice K. Cooper
Dorothy Corns
Clara G, Craig
Glenn Craig

Lynn A, Curl
Dorothy Danler
Terri Day

L.ola Debro

Anna Deckard
Peggry Denbo
Lola Denney

Eva Eads

Amna S, Fngland

Gayle Wheat
Barbara Wilson
Pamela Wilson
Genevieve Zulich

Steven Prighozy

Amy Evans
Laurel Evans
Diane Fender

Ed Ford

Kathy Franklin
Madelyn J. Frohn
Bonnie Gagnon
Ernest Gagnon
James Gagnon
Thomas C. Garrett
Aola Garrison
John Gusan
Robert Hacker
Violett Hacker
Kathy Harden
Donald Harding
Patrick L. Hardy
Betty Lou Harris
Billy H. Harris
Allen Hartzell
Henry Hartzell
Pauline Hartzell
Scott Hatfield
Linda Hawkins
Mary F. Hayes
Earlene Hazel
Ernest L. Hillenburg
Roger Hoehne
Ruth Hoehne
Dorothy Honeycutt
H. R, Honeycutt
Waneta ], Jones
William J. Jones
Kathy J. Jordan
Martha Jordan
Evelyn B. Keller



Delia M, Kelley
Raymond L, Kene
Sally Lied

Ella Lindsay

James Liston

Jean Livingston
Christopher E. Martin
Patricia A. Mathix
Bertha J, Miller
Judith Murray

Bryan D). McCormick
Glenn McGlothin
Robert .. MeGlothin
Cleo MeGruder
Edwin Neff

Rose Neff

Audrey New
Heather New

Judith Newton

Carol L., Pate

Diana Patton
Dorothy Patton
Glenda Patton
Michael Patton

Terry Patton

Phy llis Pedro

shirley K. Penrose
Steve Pope

Robin Porter

Jovee Quillen
Mary (. Reed
Kenneth Reed
Sam J. Reed
Linda Richardson
sheila Richardson
Mary Rinehardt
Sharon Robertson
Gleeda Runyon
Michael Scott
Dorothy K. Smith
Vivien Smith
Mary Spears
Kathleen Starks
Adelma G. Stickels
Donald J. St ckels
Geraldine Stickels
Ralph Stickels
Evelyn Sucher
Jacqueline Sucher
Joseph (. Terhune
Rose Terhune
Gary D, Thomas
Harry J. Thomas
John Treadway
Janet M. Troxel
Peggry Wagmer
Carolyn Wampler
Maxine Wray

Urban Semester Program

Ntaff

Edwin Howell, Coordinator

Dean Acheson, Director, Flanner House
Roger Reed, Community Resource Person
Lena Harris, Group Counselor

Carol Sur Ray. Group Counselor

Marh Rretzmann. Live-in Counselor

Public School Teachers

Carolyn S, Beard * Dallas Daniels, Jr.
Carlene Benefiel Charlotte Gleichman
Narah A, Burton Sally Henderson
hay Clay Glen Holfbaur

R. W, Copenhauer Donna Reim
Clarence Curry Betsy Ring
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Edward Kult
Norma Markus
Lynn McDowell
Rose V. Morris
Martha Nye
Rosalind Oakshott

Undergraduate Students
Toni Beumer
Donna Biehl

Lea Donnelly

Carol Eckert

Rex Guildenbecker
Hildreth Hadley
Sharon Hays

Susan Hollis

James Leich
Carolyn McCorkle
Donna McCray
Alan McDaniel
Norman Pelletier

Schools and Principals
Arlington High School
Attucks High School
Shortridge High School
Wood High School
School #26

School #27

Multiple Arts Program

University faculty

Jacqueline Clifford, Coordinator
Miriam Gelvin, Coordinator
Mary Rouse, Coordinator

Public School Teachers

Mary Goetze

Sandy Mathias, school coordinator
Gaye Newber

Schools and Principals
Broadview Elementary School
Brown Elementary School
Grandview Elementary School
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Louise Pruitt

David Pugh

Mariana Rockefeller
Doyne Swinford
Roderic Trabue

Carol Peterson
Russell Phelps
Lynda Primrose
Sonya Romer
William Sadler
Pamela Sassaman
Marilyn Scow croft
Freddie Stevens
Sarah Strong
Rosemary Sweetland
Ward R, Taylor
John Tunstall

Robert Turner, Principal
Ear] Donalson, Principal
R. Lloyd Green, Principal
Tom Jett, Principal

Dan Langell, Principal
Jack C. Hayes, Principal

Anita Aldrich, Consultant
Guy Hubbard, Consultant

Norma Rogers, school coordinator
Corrine Schilling, school coordinator

Harold Stewart, Principal
Donald Duncan, Principal
Harry Smith, Principal
John Goen, Principal



Edwin Smith, Principal
Gilbert Bushey, Principal
Gene Goodman, Principal

Templeton Elementary School
Hunter Elementary School
Arlington Heights Elementary School

Graduate Student interns
Beverly Davis

Mary Feeny

Steven Gelfer

Mary Goetze

Linda Grier

Gerald Hager

Linda Lungren

Peggy McConathy

Undergraduate Students
Mark Basan

Peggy Boyd

Donna Daly

Judy Hissom

Anne Hudson

Cinda Jackson

Linda Myers

Early Experience Program

University Faculity
Dorothy Skeel, Coordinator

Public School Teachers
Jennifer Austen
Roxie Barrow
Kelly Clark
Janice Davis
Doris De Stefano
Judie A. Eads
Mary Jane Eikert
Donna Frye
Linda Gibson
Francis Gilliam
Nancy Hartley
Hilda Kemp
Janet Knall

Fairview School James Wade, Principal

Henry Meredith

Jun Ripley

Datlene Ritterskamp
Elizabeth Shumaker
Christine Watkins
Brenda Wampler

E. Christine Wilson

Iris Rosa

Sue Samuelson
Augusta Sandstrom
Debbie Smith
Debra Stanley
Marian Voigang

Christa Lauf

Carol Ann Matte

Ann Murdock
Dorothy Osmundsen
Karen Ostrognai
Elizabeth Pawley
Marion Powell
Martha J. Robbins
Anna Jean Rockwood
Martha E. Rose -
Susan Seabold
Kathryn Weldy

John Wibbels

Teaching Associates, Research Associates, or Interns

Cynthia Jemsek
Fredd sick A. Haddad

Robert S. Shum
Helen Voorhies



Secondary Mathematics Program

Universit:- Faculty

Jerry Mcuntosh, Mathematics Education
Aro Schurle, Mathematics

Charles Weaver, Mathematics

Public Schoul Teuchers

Sarah Bates Caroline Richards
Jean Bundy Frank Smith
Bernice Donley Jeannette Ward
Elisha Helton Frances Young

Patricia Kinzer

Undergraduate Students

Jacqueline Barab Larry Lammert
Annita Bower Claire Nardi
Donna DeMoss Kathryn Overman
Janice Dugle Robert Rumba
Penny Fortinberry Jane Sachar
Linda Gelber Jesse Warren
Mike Heizman Cassie Young
Teaching Associates, Reseaich Associates or Interns
Emily Feistritzer Ted Portis
Roderick Jackson Jerome Solheim
Thomas Kauffman
Schools and Principals
Binford Middle School Steven Pierson
University High School Robert Mahan
Bloomington High School—South John Jones
Additional University Personnel
Education
John Brown, Chairman Urban Education
Laurence Brown, Director Division of Foundations and Human
Behavior
David L. Clark, Dean
Louis Cooper, Director Administrative and Instructional Services
Merv| Engiander, Facuity
I.eo Fay, Director Division of Teacher Education

Thomas Froehle, Faculty
Thomas Gregory, Faculty
Egon Guba, Associate Dean
John Hopkins, Assistant Dean
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John Horvat, Assistant Deuan
DeWayne Kurpius, Faculty
Duaine Lang, Director

Donald Manlove, Director
Richard Mann, Director

Danie! Michalak, Faculty

Philip Peak, Associate Dean
Richard Pugh

Thomas Scritchfield, Assistant Director
Fred Smith, Chairman

Richard Turner, Associate Dean
Janmes Weigand, Chairman
Ronald Welch, Chairman

Other Indiana University Personnel
Rhoda Bunnell, Assistant Dean
Byrum Carter, Chancellor

Robert Klotman, Faculty
Henry Remak

Michael Schwartz, Faculty
John Snyder

George Springer, Chairman
Richard Young, Associate Jean

Office of Professional Experience
Division of Instruction and Curriculum
Closed Circuit Television

Bureau of Educational Studies and Testing
Administrative and Instructional Services
Secondary Education

Science Education
Mathematics Education

College of Arts and Sciences

Bloomington Campus and former Dean,
College of Arts and Sciences

School of Music

Vice Chancellor and Dean of Faculties,
Bloomington Campus

Sociology

Vice President and Dean for Under-
graduate Development

Mathematics Department

College of Arts and Sciences

Monrce Cornty Community School Corporation

Lora Batchesor, As.istant Superintendant for Personnel and Administrative Services
Paul R, Borders, Director of Secondary Education

David Ebeling, Director of Elementary Education

Ronald Walton, Superintendant of Schnols

Leon Whaley, Assistant to the Superintendent

Other Agencies—Monroe County

Mary Ellis, Director Communit. Action Program

Mary Norris, Director Head Sturt Program

Indianapolis Public Schools

Lorenzo Dickson, Curriculum Coordinator
Alexander Moore, Associate Superintendent
Thyra Shum, Director, Volunteer Services

Other Agencies—I . dianapolis

Father Boniface Hardin, Director, Martin Center

Melvin Ice Model Cities Program

Barbara Cross, Director, Indiana Welfare Rights Organization
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