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A. Introduction

1
.

This Coordinator's Handbook is designed to give necessary information and °

guidance to the person responsible for coordinating a training course based
upgorf one or more units in the Determining Instructional Purpcses training
package. : ‘

. Although the role of coordinater resembles the traditional rolés of
instructor or consultant, it is not identical to either of these. This is
because -the coordinator, and all training participants, will .be working with
a set of fairly "self-contained" and complete training materials. However,
an effactive coordinator is an essential part of the training process, in
order for the training units to achieve-their inténded outcomes. For the
training course to succeed, it .is very important for you to understand, and
accept responsibiiiyy for, all the nction; described in this Handbook.

. » Unlike most edlcattonal courses’ or workshops,‘etemining'Instructic'a_nal

Purposes is set up so that training participapts function on their own a good
deal of the time--either individually or in groups. The ‘coordinator's role .
is more .a sgatter of organizing, guiding, monitoring, and if possiblé extending
the training.process, using the available training materials, rather than
having to create the instructional input himself.

Typically the coordinator will be an administrator in a school or
district that is offering inservice training usina the training units, or
a professor of education offering the training in the context of a- graduate
course in educational administration. Being a coordinator is not,. therefore,
a matter of following a set of prespecified instructions. As coordinator you-

" will frequently use your own judgment, and sometimes act spontaneously in

situations which cannot be predicted beforehand.

" What are the coordinator's general responsibilities? In soﬁe cases,
someone else, from an independent agency or the institution for which the
coordinator works, may-already have made the decisions to use-one or more

" of. the Purposing training units, to set up a training course, and to arrange

for locations, schedule, and participants, and then have designated a
coordinator to conduct the training sessions. In other cases the coordinator
may make all these decisiors himself. However, from the Far West Laboratory's
perspective, there must be-one person ¢the coordinator) who assumes general

résponsibility for conduct of the training course using the materials provided.

If in fact several people share the ¢oorginator role, or if the coordinator
wishes to.have an_assistant, that is hi¢ or their decision. Our description -
of the coordinator role is based on the assumption that one person is ,
responsible for all the functions involved in setting up and conducting *° -
the course. If this is not the case, the coorMinator role could be modified
to suit the situation. /}N .o ‘

?
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B. Before Training Begins

¥

1. Select a training unit that is appropriate for t e cu rent or prospective
Job responsibilities of the anticipatéd training cipants. The
training units are designed fow school dedision makers involved in
< . planning and managing instructional programs, that is, people who ‘need
* themselves to have basic skills in "purposing”" as well as to manage
others in the performance of the functions covered in training. You.
can use the training units with either existing school personnel, or
prospective school teachers and administrators.

2. If you dec1de to‘hse more than one\ of the training un1ts you should
first determine the sequence in wﬁ‘th1lhe units will be presented
Althnugh the numbering of the Ynits (1. Setting Goals, 2. Analyzing

lems; and 3. Deriving Objeclives) implies a set sequence, a ' .
fferent sequence or starting poiit may be appropriate, depending
on the purposes for which the training is being conducted

3. Arrange a training-course using the selected unit. A unit can be used
in the context of a regularly scheduled course, or a speciai class or
workshop, ) .-

. .1
J 4. Publicize the course, enlist participants, and plan a course schedule.
The training units have teen used successfully in three-hour sessions .
meeting once or twice-a week for an extended period, or in full-day
workshops for two or three consecutive days. See pages 6-7 for:sug-

gestions on alternate scheduling noss1b111t1es for the training. . ¢

5. You should be thoroughly familiar with the tra1n1ng mater1als, including
/ . all reading assignments, input materials, worksheets, and written
. feedback, so that participants'’ questions can be answered. See pages 5-6
for a summary of the organization and content of the training units.. pA
This Coordinator’s Handbook, for the most part, does not duplicate
content covered in each tra1n1ng unit. Therefore you must review the .
units themselves to find out about the processes tovered, the learning
objectives, and any other information which all trainees (and, therefore,
. the coordinator also) need to know. ) ) I
6. To help you conduct each training session, this Handbook includes a
set of checklists 1isting all the activities that.should be covered
“.in the introductory class session and in the session(s) devoted to
- " each training mgdule. You should preview the appropriate checklist(s) -
.o before each training session to become familiar with’ act1v1t1es
and with ‘the suggested times to devote to various activit You
. should know the sequence of activities for each module, SO c t
procedural questions can be answered

L d
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7. Plan a time schedule for each training session, allowing sufficient tire
for all necessary activities and any optional cJctivities you wigh to add.
You may base your own time schedules on the suggested times for each

training activity presénted in the Coordinator's Checklists. If possible,

reading should be done as an outside assignment to save class time for
group activities. . -

-~

€. Conducting Training Sessions

L4

N

.

- 1. Hdve participants group themselves into teams of three to five menbers
\\ each. For the Setting Goals or Analyzing Problems training unit, each
team wi&l\ be working together througWout the training course, acting,
as the¥pstructional -Planning Team for a hypothetical schéol district.
Unless some particular grouping appears appropriate for an already-
planned, real-life application of what participants will learn during .
training, it is recommended that the teams be as diverse ai possible .
\ in terms of age, sex, professional position, years of experience, and ‘\
ethnic background for the training in Setting Goals or Amalyzing
I Problems. In contra while teams will be formed during Modules One-
* .Three for the Deri¥ing Objectives training, it is recommended that
] participants select and work with different teammates during each module
i to gain broader experience in achieving group consensus. ! .
¢ 2. The only materials required for the course are: ” ¢

~ -

For the coordinator--The Coordﬁt?r's Handbook and one co'py of ghe ’
appropriate training unit;. . ‘ .

For the training panticipants--One copy of the appropriate training
unit for each participant. ' ’

(Note that you will use the same Coordinator's Handbook for any or all
three of the training units on Determining Instructional Purposes. )

A You can, of course, supplement the training with other Ti;z?ials of
your own choosing as desired.

31 In the first session you should cover the introductory points 1isted
in the Coordinator's Checklist for the Introduction.” If the session
is long enough.you can go on_to Module One, or it may be begun in the
second class sefsion. Note that the Introduction does not include
group activities, whereas each training modu]g does.

4. If questions arise, you should make clear to'.participants that,
J although all the steps of the process presented in the .training unit
. should be transferable to real-life school situations, their application

will not usually be as highly structured asksome of the training .
activities that they will be performing. (E.g., filling 'out worksheets
allows the participants' performance of the process to be organized
efficiently for the purpose of the training sessions, but would probably
be impractical in certain real-life situations:)

5
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udf At the beginning of each session you should write the schedule on the

board. You can préview or explain the sequence of activities, by having

the participants glance at the sections of the training notebook that they .

will be using as you outline t# major actjvities and their purposes. _ -

6. Point out to participants the learning objectives listed for the inpﬁd&uc-
tion and each module. These are the objectives. which they are to achieve
as a result of the training. You may wish'to discuss tne objgctives with
the class. ‘ '

7. Emphasize to the*"participants the importance of carefully reading their

" assignments for each session, so that they will gain knowledge and under-

standing of the skills to be practiced in the team training activities.

—

8. Before beginning the team activities for a particular module, you may wish

to réview and da;cuss the concepts and techniques described in the reading
assignments as Well -as the self-te-*s that accomPany the reading materials.

9. Preview the training instructions with the participants before they begin.
Even though the instructions are in all participants' notebooks, you .
cannot assume’that eyeryone will read them carefully befere beginning.

10. At first glance ig/;eems that thgftraiﬁing actiCitigs require a large
amount of reading and writing to be done within a short period of time. -

. Some participants might rush through the activities, but this would obvious-
1y conf?ict with the learning objectives. You might want to intervene in - -
the sessions at thirty- or forty-five minute intervals in ‘order, to make -
sure things are proceeding properly, and to answer Fny questions. V-

11. Most of the training activities call for participants to work as members of
a team.- This should be clarified as they proceed, and they should be L
encouraged to work together. If necessary, remind participants thit

) although e€ach team member has a blank copy of”each worksheet or form in his

. notebook, in most cases only dne copy of gach worksheet or form, reflecting

the decisions of the entire team, needs to be completed, e

12. If time is limited, participants may prefér to divide the la#Gr for particu- )
lar team activities. For example, if there are several probtems for which
to summakize information (training unit on Analyzing Problems), each team
member could individually work on a separate problem. Remind participants,
however, that since.the worksheets are suppused to reflect team consensus, -

( other team mempers should review'the work done by each <individual before it
is considered complete. . ' '

~13. You should be prepared for different rates of individual and team performance,
. -and remain flexible enough~to handle people working or different activities
at'the same time. This also emphasizes the impor'tance of your knowing the » ~

sequence and nature of the training activities for each module. .o, S

14. Emphasize to participants that the written feedback is intended as suggested

- responses, not necessarily ideal or correct pnes. The suggested responses
.o express the thinking of the trainihg developers. While they are useful for

¢ reviewing and evdluating the trainingﬁparticipants' work, the- suggésted,

. - responses-are themselves meant to be feviewed, evaluated, and challenged by

the participants, if appropriate. ‘

! 9
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15. "Assuming the role of an instructional planner as outlined in “he trafning
materials means that one must be critical and analytical in tackling the '
unit exercises. You.can maximize this process by challenging the responses

/ and evaluations of the participants throughout the training course.
. ) P .

1§. I:a order to keep the teams interacting with or2 another, you- should period-
ically ask each team to inform the others what they are doing, comment on
the training attivities, and discuss problems they have encountered. This

- might be especially appropriate during class discussions at the end of
- each training module. : N

- 17. At the end of each training module, summarize the activities that were

, accomplished, discuss with participants whether these processes would be
~ . useful in planning instruction for their school or-school district, and .
raise issues that may be of concern in applying the skills to their own 4.
situation. The Discussion Questions will aid you in this process. You
may then preview the activities th& are scheduled for the néext session.

18. The coordinator is responsible for arranging makeup sessions for .students
ho miss. one or more sessions. It is desirable to put latecomers in a
eparate area, since you will have to work separately with them until they
atch up with the rest of the class. They should be given time to complete
he reading assignments for the sessions they missed, and to scan the em\
raining instructions, input materials,-and suggested responses. It is °

hot essential that they complete the team activities that they missed.

19."“If convenient, you may wish to make copies of’.the work completed~during
the team training activities (i.e., worksheets and evaluation forms), so
that you and.each member of the team will have a complete set for his oyn
use. ‘ .

« D. Organizatibn and Content of the Training.Un%ts - / , e

»

{

The-three units in the trainfng package on Betermining Instructional Pur-
poses are similar, though not idéntical, in organization and in the types of
materials included. Each training unit includes a table of contents, an intro-..
duction, and a number of training modules. Each module takes participants
through a complete trainingprocess focused on an important skill in instruc- .
tional purposing. The order of mat,pr*ls within each module roughly corresponds

( to the order in which they are used i the training process. .Generally, each
module includes: . .

. ) - \ 5 7 ' ¢ C

1) A statement of the learning objectives, so that participants can see
in ‘advance the knowledge and skills which they should possess after
completing that medule. .

2)* Reading assighments, through which individual participants obtain
‘knowledge of Fﬁ? important concepts and principles involved.

[

. . v
3) Self-tests, so that individuals can test their own knowledge and endey-
¢ standing of what they have read before undentaking team training
. activities.
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4) Suggested responses to the self-tests

5) Additional input information, which partic1pants use for pe ‘ticulaf
traiying tasks (for example, goa) cards, information,cards, prédic-
tions about the future, a taxonomy for class1fy1ng educational
obJectives) 4 ;o

.y

6) Workshedts, on which teams record their work as they complete each
training act1v1ty

& 3

7) Feedback, in the form of suggested responses by the dEVelopers or |
evaluations of their work by other teams.

-

A

As coordinator you should understand the 51gnif1cance of the colors of ~,

dilferent types of materials:

respo

¥,

F XS

P -

Blue signifies pages on which part1c1pants are to make responses.. Both the°
individual self-tests and the worksheets cbmpleted by teams to recq;d outcomes

training act1v1t1es are in blue. d

\

-

' Gold signifies pages prov1ding feedback Both the develdbers suggested

\

-

nses to the self-tests and to worksheets and the evaluation forms on which
teams' evaluate each other's work are in gold

6ther colors besides whiﬁe are used to present simulated input 1nformation -

\

. 'E' Issues for the Coordinator to Consider

Alternate Scheduling PosLibilities for Training. Since the three

training units differ siightly in overall length and organization,

the following suggestions for sche(:ling training are fairly general
]

The first issue concerns how closely you want training” participants é%
udhere to the suggested ! times provided in the Coondinator's Checklists
for each training unit. | The suggested times répresent the mjnimum
times that the developers recommend be devoted to particular STeps in
training; by this‘guideline Setting Goals will take 10-12 hours, -
Analyzing Problems will take 14-16 hours, and Deriving Objectives will
take 10 hours for participants to complete. The total time spent,

in training by any particular_group of participants will vary greatly,
however, depending on their/motivation, ievel of skill, the extent to
which they brifgggtheir own experiences into the process, etc. Ideally,

you ‘and the participants should-decide at .the beginning how ntensively .

you wisk to cover the.training materials, and be willing to condense
or extend the allotted training time accordingly

* The second ssue concerns how to break the course content down into

smaller segments, appropriate for one-to-three-hour training sessions.
The training\uhits were designed to make this easy, since you can
arrange separ@te sessions to cover each module.(or, if the sessions

\". o1

.-

rvw J
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1 _awve long enough, two modules per session). Not all modules in a single .
- training unit take equal time to complete, however, see the Coordinator s
¢ Checklists Tor siiggested .times. For learning .purposes it is prohably best .
to complete each module during the same -sessYon that it was begun (unless B
sessions are separated by nc more” than two days <ime).

- The third issue concerns whether to sqhedu]eethe rqading (and accompanying
self-tests) as part of, the class sessions or‘to e it an outside assign-
ment. Because the times when alllparticipants cah meet is dften 1imited Lo
and difficult to arrange, and because of differences in participants’ -

. reading speeds, it is recommended that the.reading a531gnments and
accompanying self-tests: for each module be completed outside oi-class, in
advance of the session where that module will be covered . ¢

&

The fourth issue concerns whether to distribufe ‘the training (1 e., hold ,
sessions at, least two days or'a week apartl o# to'concntrate it.in a two-
to three- dcy workshop. The.'training units Have been, ¥nd can be, used in
\ either format. A workshop may, best fi4 your'participants’ existing
' schedules, but it runs the risk of not allowing sufficient time for read-
ing, or for as 1m11atJng what has béen learned before learning ‘more. If.
the trainingr)s provided in the workshop context rather than as a course;
you should probably schedule a few ektra hours for trainang seéssions,
particulariy if other activities (dinners, Speeches. etc.) ‘intervene.

™~ 2. TreatiAg,"Pur9951ng“ as an Integggi Process. You or your training parti-
cipants may want to deal with the question of how setting goais, analyz- . :
s . ing problems, and deriving objectives can be put together'in practice to s
form an integrated process for determingng imstrvctional purposes. ~ = .
Because each. training unit covers only one part of the praécess of Deter-
minifg Instructional Purposes, none of them' give major attentton to this
. 1ssueo The. fol]owing suggestions may be he]pfu], however. ' - ;

You may be :able to olutain the. 0rientation to Determining Instructionai
Purposes, if ybu have not already done so. This orientation unit ingludes - —~ '
an audio-visual presentation and a detailed booklet which describes ! :
purposing and how the thnee training units deal with it. If you persor- . .

) ally use the oriehtation unit you will,be abje -to develop your own brief v

. ,summary of. the overall purposing process which you-couwld-comfunicate to - s

‘training particibants There is also the possibil{%y .for arranging to - '
show the presentation or distribute the booklet to training particiwants
"You shou\ contact the Far West Laboratory concerning the or1entati0n
un1t .

You may find Module Four of the Deriying ObJectives training uhit helpful . a
in considering how to implement, a purposing process tn your school 0f : :
district. (Module Four concerns planning for goal’ refirement, Which is‘

part of the purposing process.) i o . - :

-

. . q P N
3. Selectin Potential Trainin Partici ants. In some instances, it may b®
) the coorﬂinator's responsiSﬁJity~to determine whether -the training is~ .-
appropriate for particular individuals -- that” is, whethér their entry
level of knowledge and skill is too low or too high to benefit from the .
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, trainin?. . The Far West Laboratory is developing diagnostic tesis to help
e users of its products make this decision. Until the tests are available,
however, we can only ‘offer these suggestions: : '

Remember that the training unit covers basic skills, i.e., it does not
assume much prior skill or knowledge in setting goals, analyzing problems,
or deriving objectives. It does assume some familiarity with the school

- context, however, and for this reason may be a bit "easier" fgr inservice
participants than for preservice students (though ~ '- same time inser-
vic§ school personnel may be more critical of tr ¢ .ls for this rea-
son). . : -

— As a general rule of thumb, the.training is most apnropriate for people
who have some official ‘responsibility for long-range planning and man-
agement of instructional programs (or are in training to assume such
responsibility). It is less appropriate for groups with limited or only
occasional responsibility in this area (e.g., staff concerned primarily"
with day-to-day instruction, clerical staff, representatives of community
action groups). It is also less apgropriate for top school executives,
since even though they do have ultimate responsibility for all aspects
of school planning and management, in most cases they delegate the acti-l
process of determining instructional purposes to other schdol staff. “

4. Modifying Training Materials or Procedures. As the course progresses,
you will very TiKely make minor adjustments in the training procedures
-- for example, spending a little more than the times suggested on acti-
\\ vities that the participants find difficult, or combining the revigw and
discussion of two closely related modules. The question may arise \-trow-
ever, as to the possibility of introducing more drastic procedural
changes (such as skipping a particular module) or modifying the materials
themselves (e.g., rewriting the description of a simulated school district
to better approximate conditions familiar to your training participants).
" We suggest that you consider the following points before introducing any
major'modifications.

s

It is true that the training units provide standard materials for all
training situations, and include very specific procedures. While the
developers encourage coordinators to adhere to the procedures proviied,

we have very little control over how the uni;s are actually used foliow-
ing release. We do hope that the units provide sufficient flexibility tu
be adaptable to a variety of user circumstances, since only in this way
will they make a substantial contribution to training educational managers.

Accordingly, under certain circumstances major modifications may be ap-

propriate. These circumstances might include: condensing a module in ‘ L
which vou are confident your training participants already possess some

skill; fitting the training activities into a tight time schedule as

P required by constraints on participants' time; tying the learning objectives - -
to real-1ife application as training proceeds. However, you should ask

yourself at least two guestiqps:

) F
"“If' I make this change, will participants still be able to achieve all

t

13 |
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the learning objectives?" Since the traihing units\yere develoned to suit

a very large target audience (all U.S. school decision makers), they may
suit no one group within that audienﬁe to.perfection. However, they have
beeh tested and revised based on fee bacg from Z-large number of prospective
users, and within that framework they have been demonstrated to be effective.
(FinQ%E;eports of field tést evaluations are.available from the Labcratovy
upon gest.) Thé Laberatory can offer assurances, therefore, that, if

the training units are used according to the proc dures. specified, the
learning objectives wj11 be met £y most participants. No such assuFances
can be given if major modifications are made to the procedures, or to the
training materials themselves.

"Will 1 be able to make the necessary changes in the time available?" . The
develbpers put a great deal of time and labor into developing the trainipg
units to a point of readiness. Therefore, do not underestimate the time

and effort it would take you to make the materials even a little bit better
suited to the needs of your training partici#pants. Some changes may be
simple, but in our experience, most modifications have been much more
difficuTt and time-consuming than anticipated -- and still have not turned
out to satisfy everyone: 4

Monitoring and Guiding Progress. While the pasticipants themselves must

.be motivated and must work hard to get the most out of this training, as

coordinator ycu share the responsibility for ensuring that participants

are in fact'learning the objectives as they proceed through the modules.
The worksheets and evaluations completed by participants during training
should prjove very valuable to you for this purpose. If most of the teams
seem to aébhaving a similar problem, you may need to revise the training
schedule Tb' allow more time for the module(s) involved. You will occasion-
ally need to provide guidance to a particular team if it appears to be
falling behind the rest of the class.

Evaluating Participants' Performance Following Training. In scme instances
the coordinator's responsibilities may include evaluating the overall
performance of individual participants at the conclusion of training, for
purposes of grading or ratint/them. Since the success of training depends
to a great extent on you, and on the materials themselves, it is ! ally
more appropriate to try and evaluate the entire training course than to
judge individual students. However. if you face this requirement we
suggest the following:

It is not récommended that you uségthe work completed during training to
grade or rate individuals, since this is generally group work. Also,
participants might be hindered in the process of challenging the materials
and making realistic decisions on their own, without the help of the
suggested responses, if they knew that their work would be used to
evaluate them individually.’ :

What would be most appropriate is to present an additional, culminating
assiynment to be completed individually after the training is completed.
For this assignment pd@rticipants could be requested to apply the process
covered in the training unit(s) to a real-life 'school sitbation of their
own choosing, and write a paper summarizing the process they went thrgugh.

(

’
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The_;ssignmentéshould not be due immediate]y'after the Tast training session,
but should allow participants time to absorb the entirve s t of skills covered
before they' begin and to work on a meaningful, actwal situation. .

F.  Information on the Develoahent of the Training Units

You may want to provide the participants some general information on the
development of the'trdining unit(s)-that they will be using, and tpe larger
program effort tq which this training besongs. ' ) Y

,The Far West !hboratory for Educational Research and Development in San
Francisco, Califormda is a non-profit educational laboratory established by
the U.S. Office of Education.under the.Elementary and Secondary Education Act
of 1965 (Title IV, Public Law 89-10). The Laboratory's principal objettive is
to bring the benefits of educational research into the schools, in the most.
imhediate ‘and effective manner. It aims to increase the opportunities of all
children to learn by developing educational products for use by students,
teachers, or other school-related groups. . .

Once an educational need has been established, Laboratory staff review
the research literature and contact school personnel and other educators for
ideas concerning a possible product to meet the need. A prototype product is
developed, and then trtied out in full-scale field tests by members of the
target audience for whom the product is designed. Each product is extensively
revised_based on the results, and then retested, until it meets certain stan-
dardsrelated to performance effectiveness and readiness for release. In many
cases a system of interrelated products is developed by each Laboratory program;
this is the case for the Educational Management Program, develooers of the
_training unit on Determining Instructiomal Purposes.

The Educational Management Program's overall goal is‘to help schools
_develop an Ipstructional Program Management System, that will improve school
decision @akers' ability to perform the three major management functions of
purposing, programming, and evaluating instruction.

Purposing involves identification and analysis of existing-and anticipated
instructional problems,and needs, specification and refinement of desired £du-
cational>outcomes in terms of learner behavior, and specification of perform- -
ance standards against which actual outcomes can be measured. Programming
provides for the transformation of this information into operational school
programs by considering alternative methods for achieving desired oytcomes with
available resources, selecting preferred instructipnal programs on the basis of
comparative benefits and costs, and developing plans for efficient implementa-

- tion of selected programs or changes to existing programs. Evaluation involves
planning for the continuous monitering of the implemented program, Tncluding
analysis and evaluation of data concerning its costs and .effectiveness in
achieving intended outcomes, and revision of programs based on the evaluation.

The Educational Management Program is” developing three types of products
to help schools improve their management of instructional programs:

15°
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instructional purposing, program planning, and evaluation planning.

The three training units on Determlnlng Instructional Purposes, for
example, cover basic-level skills in sgtting goals, analyzing problems,
and deriving objectives. They are supplemented by an orientation unit
that provides an overview of- the entire purposing process, and by
application units to, help training participants ‘extend and apply their
learning in a@real-life job conte}t. ) o~

1. Training products, which can be used to upgrade individual skills in ::::i)

2. Information products, which inform individuals and groups about alter-
natives which may improve their existing operations for managing in-
structlj'al\ggograms Several information units, which describe and

help users eyaluate alternative means of organizing school personnel
to carry out/purposing, programming, and evaluat1on are being, b
developedef’ :

3. Suppopt tools, which helr schooi decision makers identify and adopt
those products or techniques that are most helpful.in implementing and
maintaining an Instructional Program Management System of their own.

Through use of the apprciriate products, schools will improve their own
capability to take stock of their current instructional management practices,
orient or train their staffs to perform necessary management functions, and
1mp1ement improved organizational arrangements for carrying out 1nstrUCt10nal
purp051ng programming and evaluatlon
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Thislséctioﬁ of the Coordipator's‘Handbook 1ncl;>§s:

a) A page on which you may Writeﬁyour tentative schedule for the
training ch Setting Goals; T .

b) An overview of the Introduction and each module; -

.c)~,Lists of all the.tasks :that -the coordinator sheuld ﬁerform in ¢
guiding participants thrrugh each sesifon; and

d) Suggested discussion questions. N

* ¢ -’
7 - \

. 1
. ila conducting training sessions, -you may wish to check off each
task (as you complete it. Minimum suggested times are indicated for
Clusters of related tasks. Total times vary depending on ‘whether
reading is done outside or in class. ’

) . . .

~ Because many issues may arise during training that cannot easily

be answered by referring to the training unit itseTf, ‘the dfscussion-
questions are provided to help you focus on same of these issues and

to generate class discussion concerning them. Suggested responses

are provided wherever possible. However, since the response to many
\of these issues depends on the participant's own context and experience,
suggested responses are not provided in all cases.

S~
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. Coo djhator's\Schedule for Setting Goal$ Training Course
SR WS
by ‘ - "1 Dete and Time
3reliminaryes . ’
‘ £
C‘.
Introductjon to Setting Goals : . '
- .

Module One: Deriving District Goals

4

Module Two: Refining Goals into Goal Indicators

[
[ o . ¢

A

Module Three: Screening Sets of Goal Indicators

s \
: \
‘
\

A
Modulg Four:

I 4

Pr*oritizing Goal Indicators

~

Conclusion




+ © Coordinator's Checklist, Intrdgjction

. ' \
is déalt with in the training unit.

1nd1cators during training

training unit

— hd

A

-

Y

¢ ’

v

The Introduction orients participants "to the process of Setting Goaﬁs as it

It also introduces the simulated Mid City
Unified School District, for which participants will b€ deriving goals dnd goal

The learning objectives(for the Introduction are presénted on page 1 of the

(Suggested Times

1Y

. Conduéi discussion of:

N .

L]

the overall -

1. How Setting Goals‘contributes

’ © process of managing instructional programs.
C 2, Nature of materials and procedures in the 15" minutes
L training unit on Setting Goals.
3 Nature-of ‘coordinator's role and participant's
role in the training process. ~
A
Distribute: _' ' ‘ b N
1. One traininJ unit to each participant. 5 minutes 1
Instruct participants to: ° N
1. Read/review learning objectives for -, Reading:
Intreduction, p.°1. “a 30 minutes
2. Read/review Introduction-to Setting
Goals, pp. 1-10. .
3. Complete/review Self-Test for Reyiew:
Introduction, pp. 10 minutes

11-14. .

4. Read/review Suggested Responses to
Self-Test, pp. 15-19./

-

-~
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Coordinator's Ch;cklist, I'ntrbdu,ctioﬁicoﬁtinuegl,_

»

. ) - ' Suggested Times

.

Conduct discussion of: .o N\

\ . . o
; 1. The simulation: Nid City Unified Sc;&{ : AN
| / {' District, Instructionafl Planning Team, 24 R
| pp. 7-10. ‘ v . - o
[ .
| 2. Concepts and principles présented in \30 mi nufe"s
Introduction. . -
r N

3. Self-Test and Suggested Responses. .

4. The process of goalg set‘ting' and goal
refinement. (see_ Discussion Quastions).

- : 1

»
) @

) | Preview: - ' o \

'.\) __ 1. Module(s) to be.covered during _ )
‘next session. . » 5 minutes

. [ 4 B «
) ‘f ) | . Total Time: 1 hour-

1 hodér, 20 minutes
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Dfsdussio;\uuestiohsjlntrnduction . . -
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“.  In what ways is the goal setting process useful? Can it be useful in itself,

or only as a means to an end? . : /
.
 ==Goal getting enables a variety of school-related groups to become directly
involved in the instructional p ing process. It is also a necessary
preliminary 'step in determining the objectives of instructional and guppott
programs. . $ -
- ’ o
2. How many steps or levels of specificity need to be defined in the goal
refinement process? , : T

| . <
*

~-There ig no ‘set number of steps. Five gteps were éuggested in the

_ training unit, but t re a variety of other useful models of in- .
structional playntfy that suggest more or fewer staps. The number.of

dteps may aleo ‘vary depending upon the nature of the goal beitg refined,
or on the level of school responsibility at which the goal is established.
For some goals, e.g., "the student will acquire basic career-related
Bkills,"” a large number of refinements may be needed in order to arrive '
at objectives that are adequate for designing and evaluating instruction.
For other goale, e.g., "students-will appreciate learning procesg, "
it may not be poesible.or necessary to ;reak the g down into many
levels. Goale established at the depariment oryprogram level may need
fever subsequent refinements than goals eg_tablished district-wide.

.22 ) S
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T o Coordinator's Checklist, Module One
.. : g 5 )
Module One is designed to help participants in: -, F

. Deriving District Goals. + -
<
It describes the general components of a goal statement, and presents three

“criteria, for deriving district goals. Participants, working with a large

number of educational goalsy work 1n teams to derive a Hstvof goals.,

The learning objectivcs for Module 0ne are presented on page 21 of the
training -unit.’ S
) . l Suggested Times

{ Preliminary activities:

- 1. Group participants into "Instructional ) . ’
/ Planning Teams" ‘of three-five members and

give each team a,name or nunber for later |,
.~ Jdentification. .

‘ |
2. Ask each team to select a team chairman to |
record the decisToan made during team 15 minutes
activities.--_ ) s .
3. If possible, write the schedule of this
s‘ssion'sTactivities on the board. .
~

4. Give overview of Module 0ne purposes and
activities. - :
N - . (2 >

Al )

Instruct}nrti ci pants to: ) .

12 Read/review learning object1 ves for Module Reading:
‘One, p: 21. 2% minutes

: 2. Read/review reading assignm&t for Module / -0
One, PP. 21-27.

" _ 3. Complete/réview Self-Test,for Moduld One, Revigw:
10 minutes

3 pp. 29-30. ;S
- 4, Read/,review Suggested Responses to Self-Test,
pp. 31-33. .




_Coordinator's Checklist, Module OneAcontinued)

C ey
(

A

Suggested Times

.Conduct discussidm of: ) r
1. Concepts ‘and principles presented in the ‘
readings. 15 minutes
2. Self-Test and Suggested Responses. '
: —
Instruct participants to 4

V. Read “The MCUSD Goal Setting
One," p. 35 ,and Instructio
Activity, ps 37.

fort, Episode

’ or First Team’

2. Perform First Team Activity. .

-

a. Evaluate MCUSD philosophy statement on
Worksheet 1, p. 41.

b. Read Suggested Responses, p. 43, °

3. Read Instructions for Second Team Activity,

" First Team Activity: .

15 nnnqtes

{
-

4
Second Team Activity:

p. 45. ; 30 minutes
4. Perform Second Team Activity.. R
. ’ o
a. Write life areas and code nunbers of goal e
card‘ on Norksheet 2 p. 47. -
b./ Read Suggested Responses, pp. 49- 53 v )
5. R ad Instructions for Third Team Activ: f ' : N
"™ p- 55, N
?erform Third Team Activity. Third Team Rctivity
- v~, 30 minutes
I A Conpile list of goals.
: b. 'Evaluate another. team's set of goals on
Evaluation Sheet, p. 57 (the cobrdinator
/ é should instruct each team which other A
team's goals to evaluate). .
c. Read evaluation of own team's set of ,
goals. ' ‘ j
/S

=)

\ .
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Coordinator's Checklist, Module One (cont.tnued)

’

| '
N l;
»

+ Suggested Times \
N

~r

Conduct di'scussion of« :

¢

. Team Activities, Suggested Responses and

eval uatfor\ .

Deriving district goals (see Discussion

3

J

30 mi nutes

) Preview:

].

Questians). . , ‘ (

. ¥
L
\

Module(s) to be covered during next session. |

5 minutes

i

. Total Time: ’

RS

<2 hours, 30 minutes-
2 hours, 45 minutes



.Discussion Questions, Module One ° N _ .

- 1
- . 3 P . .

1. Hhat should those’ 1nvolved in setting goals do if there is no off1c1a1 . '{. .
philoscphy .statement for their school or district? .

--This training unit assumes the availability of a statement: of éducational
philosophy to‘guide the instructional planning team in its ggal setting
effort. It was not designed to train school people in the process of
deriving a distsict's educational philvsophy. If a philosophy stctement
-is not available, however, the%planning team could request that tgp decision
makers prepare auch a ‘dodument, or the team itself might take responsibility %
~ for prcpainng one. Then the philosophy statement oould be submitted.for
review before or even along with t gdala and goal indicators. If an "R
. actual statement. cannot be written in time, instructional plarmara shduld
at least try to discusq what' the central purpose or focus of theip achool
district appears to be, and use this as a guide in deriving goalf. yEarly "
involvement of repreaentatwes of various school-related groupe in the T
goal setting process is egpecially mportant if the district's educatfonal
- phzloaovhy 8till needs to be cZearZy established. - .

— +
[ / \“
2. Is it necessary-to have a list of major 1ife areas in order to evaluate a
set of goals for comprehensivepess? . f -

) + -=To check comprehensiveness it would be helpful to have not just ane, but
a number of schemes for analyzmg life into its major aspects.. No one *
scheme will suit all sdhools in all situations. Whether you explicitly
compare your goals to a list of life.areas, or just audge the set of goals
aé to whether it seems to be complete, the important point .is to strive
for a comprehensive, appropriate set of goals that account for all the
major life areas that your students will gnoounter. ' -

3. How many goals should a goal statement contain? S
. P
--Thie may depend on the focus of the school's or district'’s educational
philosophy and on the particular way in which~life areas have been
: defined. If the goal statement ie district-wide and fairly general,
\ the goale will have to be refined through several additional steps. and
the number of goals should be limited (e.g., under 15) to keep the gan
+ refinement process from becoming unmel,iy

4. Are there other criteria in addition to, or instead of, those presented
in this module that you would use to select goals for a.goal statement?

N , {




Moduie Two is designed to help participants in:

ggordinator's Checklist, Module Two -

~

Refining Goals into Goal Indicators.

21

It discusses the common elaborations of goals in goal statements, and presents

four criteria for specifying goal indicators for a goal.

Parti¢ipants setect

a goal and specify goal indicators for it, using real-life goal statements and

predictiops about the future as additional input.

The learning objectiVes for Module Two are presented on page 59 of the

training unit.

yd

\

Suggested Times

]
Preliminary activities:

1. If possible, write the schedule of this

' session's activities on the board. 10 minutes ~
2. Give overview of Module Two purposes and
activities.
Instruct participants to:
1. Read/review learning objectives for Module Reading:
Two, p. 59. 25 minutes
2. Read/review reading assignment for Module
Two, pp. 59-66.
3. Complete/review Self-Test for Module Two, Review:
pp. 67-69. 10 minutes

4. Read/review Suggested Responses to Self-Test,
pp. 71-74.

Conduct discussion of:

1. Concepts and principles presehted in the
readings.

2. Self-Test and Suggested Rgsponses.
/

15 mi'nutes




Coordinator's Cliecklist, Module Two (continued)

Sugges ted Times

Instruct pzylicipants to:

1. Read "The MCUSD Goal Setting Effort,
Episode Two," p. 75 and Instructions
for Team Activity, p. 77.

2. Perform Team Activity.
’ ] hOUY‘,

a. Write goal indicators on Worksheet 3, 15 minutes
pp. 101-104. .

Evaluate another team') goal indicators
on their Worksheet 3 (the coordinator
should instruct each team which other -
team's goal indicators to evaluate).

Read evaluation of own team's goal
.indicators.

Conduct discussion of:

1. Team Activity and evaluation. =30 minutes

.\, 2. Refining goals into goal indicators (see
Discussion Questions).

A
Preview:
1. Module(s) to be covered during next session. 5 minutes
B _Total Time: { 2 hours, 25 minutes-
- | 2 hours, 40 minutes
|
X



Discussion Questions, Module Two

1. What are the benefits, if any, of refining goals into goal i dicatoré?
Why not go directly from broad goals to curricular objectives?

=-If the community is to be meaningfully involved in the instructional
planning process, they need to have a say on more than just the broad,
‘vague goals. For this purpose, goal indicators can be generated by

' representatives of school-related groups, thus ensuring relevance and
responsiveness of school programs. Also, because the broad goals tend
to be vague, presenting more refined goal indicators to school-related
groups in the community enables them to better interpret and work toward
consensus on what achievement of the goals will mean. Having goal
indicators as well as goals to work with also gives school p rsonnel
clearer direction for subsequent instructional decision making, while
at the same time giving them freedom to consider a variety of more
specific\ijeetives for achieving these goals. '

2. Should goal indicators be stated tofavoid reference to students and
student-type behaviors? Doesn't this imply that what's important in
1ife is not impo;;ant in school and vice yersa?

--In this training unit the emphasis has been on specifying life-related
goal indicators, i.e., outcomes that will be important for stuaents to
display in the long run. Not all ecurricular or instructional objectives
appear to meet 'this criterion, either because they are too specific
("will write a three-page report...") or because they are only means to
ends ("ability to recite the multiplication table”). If you prefer to
mention students and behaviors that studente can display in writing
your goal indicators, this is all right as long as the behaviors involved
will also be called for later in life (elg., "ability to grasp and solve
conceptual problems"). In fact, a related training unit, Deriving

-~ Objectives, includes goal indicators all ofs» whi¢h do refer to students
and to outcomes that are important in school as well as in life after
students leave school. -

3. How can one write a goal indicator so that it specifies observable
behavior?

--This 18 a very difficult task. A possible guide is to ask yourself
"What are eome of the things that the student who achievesajhis goal
will be doing later in life?" At the same time keep a bro perspective
80 that the outcome specified will refer to all or many students.

29
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Voting, conducting business transactions, attending social functions,
and eommunicating adequately orally or in writing are examples of
observab e behaviors. Less observable are goal indicators that use
verbs like "demonstrates," "displays," or "exhibits," although these

verbs may sometimes be necessary. And "to know" or "to understand"

are not obscrvable. Remember finally that this, and the other, criteria .

for specifying goal indicators are relative rather than absolute, so
ask yourself "Is this more observable than that?" rather than "Is this
observable?"

What is the d1fference between goal indicators and the elaborations of
goals found in most typicai goal statements?

--Gnal indicators,‘if written according to the erit presented, are
,more explicit than typical claborations. They break goal dowm into
discrete e¢lements and emphasize what life outcomes for students are
expected to result from the schools’ effbrts. In contrast, typical
elaborations tend to lump tcgether meortanb outcomes, and sometimes
deseribe only what the school as an institution should do, or what
studer.ts should do while in school. Also, goal indicators tend to
refer to more clearly observable behaviors than those implied by
typical goal statements.

Are there other criteria in addition to, or instead of, those presented
in this module that you wculd use to refine goals into goal indicators?

. A

24




Goordinator's Checklist, Module Three

2
i

Module Three is designed to H®1p participants in:

Screening Sets of Goal Indicators.

It describes the process of screeh1ng goal indicators to ensure adequate

coverage of a goal, and presents three criteria for ensuring adequate cov-
Participants screen all the goal indicators that they wrote during
Module Two to determine whether the set of goal indicators adequately covers

erage.

the goal, and make any necessary changes.

The learning objectives for Module Three are presented on page 105 of the

training unit.

. 25

Suggested Tipes
99 ﬁgrﬂ
Preliminary Activities: '
1. If possible, write the schedule of this
session's activities on the board. .
10 minutes
) 2. Give overview of Module Three purposes and (
activities.
\
. J
Instruct participants to: N
1. Read/review learning objectives for Module Reading:
Three, p. 105. \ 20 minutes
2. Read/review readfﬁg assignmenf for Module
Three, pp. 105-108.
3. Complete/review Self-Test for Modulexwee. Review:
pp. 109-111. 10 minutes
4. Read/review Sugéested Responses to Self-Test,
pp. 113-116.
N
Conduct discussion of: 1
readings. * 15 minutes

1. Concepts and principles presented in E:f

2. Self-Test an? Sugges ted Responses.
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Coordinator's Checklist, Module Three (continued)

1

Suggested Times

Instruct participants to: >
1. Read "The MCUSD Goal Setting Effort,
Episode Three," p. 117 and instructions
. for Team Activity, p. 119.
45 minutes
2. Perform Team Activity.
a. Revise goal indicators on Worksheet 3.
. b. Evaluate another team's screened set
of goal indicators on Evaiuation Sheet,
p. 121 (the coordinator should instruct )
- . each team which other team's set to
evaluate). |
c. Read evaluation of own team's’
screened set of goal indicators.
Conduct discussion of: ~
1. Team Activity and evaluation.
. ~_ 2. Screening setd of goal “ndicators to ensure 20' minutes /e
adequate coserage (see Discussion Questions). .
. i \ :
. Preview: \\\\__’/ ’
\ 1. Module(s) to be covered during next session. 5 minutes R
~
Total Time: 1 hour, 45 minutes-

1 hour, 55 minutes




. Discussion Questions, Module Three .

How many goai indicators are needed to adequately cover a goal?

--4 goal statement should include at least ome goal indicator -for
every major interpretation of each goal. The broader the goal, and
the gregter the diversity of viewpointe among school-relgted groups
as to what oonstitutes a good education, the mure goal indicators
you will need to adequately cover the goal. On the other hand, you
should try to limit the goal indicators to a number that can be
feasibly assessed by representatives of achool-related groups.

|

it

{

‘ -~

L 3 - /
at changes might occur in your own school situation over. time that
might call for major revision of the goal indicators for a given goal?

7

Are, there other criteria in addition to, or instead of, those presented
in this module that y:u would use to screen a set of goal indicators to
ensure adequate coverage ot a goal? ]
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Coordinator's Checklist, Module Four

Module Four is designed to help participants in:
' Prioritizing Goal Indicators.

¢ « It presents various methods and sampling techniques for assessing the
viewpoints of 'school-related groups, and suggestions on ways of using
the rasults to prioritize goal indicators. Playing the roles of various
school-related groups, participants assess the’ goal Yndicators of another
team. Participants then use the assessments of their own team's goal
indicators to assign priorities.

The learning objectives for Module Four are presented on .page 123 of the-
training unit.

T . . - Suggested Times

+ Preliminary Activities:

1. \TT'poSSible, write the schedule of this 10 minutes
session's activities on the board.

———

2. Give overview of Module Four purposes and
qctivities. _ -

Instruct participants to:

i .
1. Read/review learning objectives for Module Reading:
Four, p. 123. - 30 ninutes

2. Read/review reading assignment for Module
Four, pp. 123-131. ’

3. Complete/review.Self-Test for Module Four, * Review:
pp. 132-134. . 10 minutes
4. Read/review Suggested Responses to Self- ‘
Test, pp. 136-137. : {

Conduct discussion of:

] 1. Concepts and principles presented in the 15 mifutes
' readings.

2. Self-fés; and Suggested Responses.
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Coordinator's Checklist, Module Four (continued)

‘Sugges ted Times .

“Instruct participants to:

1. Read "The MCUSD Goal Setting Effort,
Episode Four," p. 139 and Instructions
for First Team Activity, p. 141.

———

2. Perform First 7eam Activity. . : First Team Activity:
' / _ & 30 minutes
_a. Transfer final set of goal indicators
onto Worksheet 4, pp. 143-144. . v

b. Assess goal indicators of another team
on its Worksheet 4.

3. Read Instructions for Final Team Activity, Final Team Activity§
p. 145. 45 minutes

4. Perform Final Team Activity.

a. Record ratings and priorities of each
goal indicator on Worksheet 5, p.il47.

b. “Evaluate another team's prioritized - .
goal indicators on Evaluation Sheet, -
p. 149 (the coordinator should instruct .
each team which other team's prioritized
goal indicators to evaluate). = ’

c. Read evaluation of own team's pyforitized -
goal indicators.

r

Conduct dischssi&ﬁ of : . .

1. Team Activities and evaluation.
30 minutes
2. Prioritizing goal indicators (see

Biscussion Questions).

3

————

Concluding Remarks 15 minutes

Total Time: 2 hours, 35 minutes-
2 hours, 55 minutes

v a5



Discussion Questions, Module qur'

1.

i \
What techniques.havé been most effective in your own school or district

for getting information from school-related groups as to the cutcomes
that they most want students to achieve?

Do you think that citizen participation in school affairs typically does
enhance public support for the schools and diminish school-community '
tensions, as suggested in the reading? . \
--IF citizen participation is planned, and positive in intent, it
undoubtedly impreves school-community relations, as well as the
education which students veceive. It is naive-to assume that all
citizens ean or want to participate, however, or that all.who want
to participate want to work within or with the existing school
structure. The eritical issue for school decision makers is to
provide for involvement that is meaningfu., cohtinuous rather than
a rare event, and structured so as to provide useful input for
decisions. This training unit attempts io describe one 8such
process for obtaining that kind of involvement.

What would happen if instructional planners did nof prioritize the goal
indicators that they specify?
]

--Altho the goal indicators would provide guidance to instructional
staff to the various manifestations of a given goal which students
should be helped to achieve, they would not help them to decide where
to concentrate their instructional prepdratidng. When teaching staff
find that the scope of a given course or p am won't allow all aspects
of the pertinent goal(s) to be covered, a8 u ubtedly will happen,
decisions about what to. leave out may be made arbitrarily or in the
interests af the staff rather than the students, unless meaningful
priorities have already been set with invdlvement of major school-
related groups.

!

.
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COORDINATOR’S  CHECKLISTS:

ANALYZING PROBLEMS




k!

!

This Coordinator's Checklist 1ntludes:
\

a) A page on which you may write your tentative schedule for the
training on Analyzing Problems;

b) An overview of the Introduction and each module;

6) Lists of all the tasks that the coordinator should perform in
guiding participants through each sessiong_and :

d) Suggested discussion questions.

\

While conducting training sessions, you may wish to check off each o
task as you complete it. Minimum suggested times are indicated for
clusters of related tasks. Total times vary depending on whether
reading is done outside or in class.

. - 1
.
\ . . .

Because many issues may arise during training that cannot easily be
answered by referring to the training unit itself, the discussion questions
are provided to help you focus on some of these issues and to generate
class disqussion concerning them. Suggested responses are provided where-
ever possible. However, since the response to many of these issues depends
on the‘part1c1pant-s own context and experience, sugqested responses are not
" provided in all cases.
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Coordinator's Schedule

foy Analyzing Problems Training Course

L4

Date and Time <

f——

Preliminaries

Introductton to Analfi ng Problems

> P

Module One: Which Problem Signals Warrant
- Further Analysis?

Module Two: What Problens Do the
Signals Imply? - -

Ay
!

ModuT® Three:( what Additional Information
is Needed? |

Module Four: How Should the ;nformation
be Collected?

a A

Module Five: Are the Problems Valid?

How Serious Are the
Problems?

Module Six: . If They Are Valid,

-

Conclusion

14




Coordiahtor's Checklist, Introduction

Y .
r - ‘

it is deal

The Introd:ftion orients participants to the process of Analyzing Prbblems as

J

with in the training unit/ It also introduces the simulated Mid ’
City Unified School District, whose problems the participants will be analyzing
_«during training. . . :

<

-

" The learning objectives for the-Introduction are presented on page 1 of the
_training unit.’ ' ’

Conduct discussion of: - . f

. b . .
+ 1. How Analyzing Problems contributes to the
overall process of managing instructional
programs. .
2. - Nature of materials and procedyres in the
training unit on Analyzing Problems.

3. ~Na£ﬂre of cob(ginatorbs;rdle.;:H partici- °
_pant's role in the.training pro®®ss.

- L3

Sugges ted Times

. 20 minutes

Distribute:

1. Distribute: One training unit to each .
partijipant. : '

L]

o) :

5 minutes .

Instruct participants to:

1. Read/review learning objectives for
Introduction, p. 1..

2. Read/review Intéoduction to. Analyzing

Problems, pp.1-7. ’
i ) /v '
3. Complete/review Self-Test for Introduction,

pp. 9-11. -

4. Read/review Suggested Responses to Self-
Test, pp. 13-16.

Reading:,
30 minutes

Review:
10 minutes
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Sggggsted Times

Conduct discussion of: . \.

1. The ¢imulation: Mid City Unified School
District, Instructional Planning Team,
pp. 4-7.

2. Concepts and principles presented in ;
Introduction, pp. 1-3. ’ 20 minutes

3. Self-Test and Suggested Responses.

Preview:

! 1. Module(s) to be covered during 5 minutes
| next session.

Total Time: "ﬁ 55 minutes-
1 hour, 15 minutes
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Coordinator's Checklist, Module One

Module One is designed to help participants decide:

R
~

Which Problen Signals Warrant Further Analysis?

It introduce; them to the concept, of problem signals, or infurmation re-
cefved which alerts instructionali planners' to the existence of, problems.
Participants: a) learn how to re?ognize and organize problem signals;

b) receive four criteria by which \to evaluate whether sets of signals warrant
further analysis; and c) work in t¥ams to review simulated problem signals,
classify them intq/pategories, and 'decide which categories require systematic
analysis.

The learning objectives for Module One are presented on pap:17 of the training
unit.

Suggested Times

Preliminary Activities:

1. Group participants into "Instructional Plan-
ning Teams" of three-five members and give
each team a name or number for later
identification.

2. Ask each team to select a tean chairman to
record the decisions madé during team 15 minutes
activities.

3. If possible, write the schedule of this f
session’'s activities on the board.

4. Give overview o% Module One purposes and
procedures.

Instrect participants to:

1. Read/review learning objectives for Module
One; p. 17. Reading:
30 minutes 1
2. Read/review reading assignment for Module

One, pp.17-26, Review:
: ) 10 minut®s
3. Complete/review Self-Test for Module One,
pp.27-31.

4. Read/review Suggested Resp.ases to Self-
Test, pp. 33-38.




Suggested Times

36

Conduct discussion of:
1. Concepts-and principles presented in the
readings. 15 minutes
2. Self-Test and Suggested Responses.
Instruct participant: to:
1. Read September MCUSD News article, p. .-
) and Instructions for Team Activity, p. 41.
2. Perform Team Activity.
R 1 hour,
a. Read prbblem signal cards. 15 minutes
b! Classify and evalu~te problem
signals on Worksheet 1.
3. Read 5uggested Resbonses, bp. 45-48.
Conduct discussion of: _
1. Team Activity and Suggested Responses. :
20 minutes
2. Classifying and evaluating problem
signals (see Discussion Questions).
Preview:
) 1. Module(s) to be covered during next 5 minutes
session.

Total time:

A3

2 hours, 20 minutes-
2 hours, 40 minutes:




) Discussion Questions, Module Qnhe

1.

Jou might wish to actively collect additional information. Or you

Is it useful to conduct a periodic, cursory screening of ali problem
signals being received by district staff? If so, how often should this
be done?

1
. --Analyaing problem aignals should be an ongoing operation rather than

a one-ghot affair. This i8 necessary because of the large quantity of

signals that the staff ts likzly to receive over time. Furthermore, -
some 8signale iiay demand an immediute response (e.g., a complaint from

a parent), yet also need to be evatuated in relation to other signals

for their possible,long-range significanpe. The frequency with which

all problem signals siould be collected, categorized, and screened

depends on the number of peopie available to carry out the screening.

What should be done with signals that you decide do not warrant further
analysis at this time?

--If the signals deserve immediate attention, you could delegate ‘them
to the mcst appropriate person{s) (e.g., building adminigtrators, |
guidance staff) in the distriet to deal with them. To determine |
whetner the signals also have long-range or district-wide implications,

might file or record information about the signals on a "hold" basis,
8o that over time udditional aignals related to the same problem could
be cunsid.red along with those initially received.

Is it worthwhi.: to attempt to record or file information that may be
signalling major district problems? How could this be done efficiently?

Are there other criteria in addition to, or instead of, those presented'
in this module that you would use to decide whether particular problem
signals warrant analysis?

A

R §
Do you think that enough signals of existing problems are regularly
received by staff in your district to make -active searching for
additional problem signals unnecessary?

A

What do you consider significant sources or methods of communicating
problem signals in your community or district?

44

=3
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Cod?dinétor's Checklist, Module Two

Module Two is designed to help participants decide:

What Problems Do the Signals Imply?
' L
It describes how to write adequate definitions of the problems implied by
the problem signals received. Participants receive four criteria to evalu-
ate the adequacy of problem definitions, and work in teams to write defini-
nitions for a number of problems concerning student outcomes.

/ The learning objectives for Module Two are presented or page 49 of .the
training unit.

Suggested Times

d Preliminary activities:

1. If possible, write the schedule of this

session's activities on’the board. . 10 minutes

2. Give overview of Module Two purposes
and activities.

\
/) ‘Instruct participants to:

. 1. Read/review ledtning objectives for
Module Two, p. 49, , Reading:

2. Read/review reading assignment for Module 30 minytes

Two, pp. 49-56. Review:

1 inutes
3. Complete/review Self-Test for Module 0 min

Two, pp. 57-62.

4. Read/review Suggested Reﬁﬁgases to
Self-Test, pp. 63-69.

-

Conduct discussion of:

1. Concepts and principles presented in
[C the readings. 15 minutes

2. Self-Test and Suggested Responses.
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Suggested Times

Instruct participants to:

1. Read October MCUSD News Article,
p.71 and Instructions for First
Team Activity, p. 73.

——r———

2. Perform First Team Activity.

a. Define first two problems on
Worksheet 2.

b. Read Suggested Responses, pp. 79-81.

3. Perform Second Team Activity.

-

~
First Team Activity:
. 30 minutes

-

Second Team Activity:

. 30 minutes
" a. Define remaining-three problems
on Worksheet 2.
b. Read Suggested Responses, pE. 91-93.
Conduct discussion of:
1. Team Activities and Suggested
Responses. \
2. Defining instructional problems 20 minutes
in terms of the student outcomes
involved (see Di.cussion Questions).
Preview:
1. Module(s) to be covered during next 5 minutes

session. ~

A\

Total Time:

-

O
3

2 rs, 20 minutes




Discussion Questions, Module Two

L

1. What difficulties may occur if existihg and desired‘student outcomes are
not stated in comparable terms? '

--Discrepancie}s between the existing and desired states cannot be
reliably measured in this case, and it ie thus difficult to determine
whether or not the problem is valid.

2. What is wrong with defining problems too broadly?

--Several different problems may be implied by a broadly-defined problem,
gome of which may aexist among your student population and gome which may
not; thus the problem will be difficult or impossible to validate. It
may also not be feasible to design instructional strategies for solving
a number of very comprehensive problems. Furthermore, because of the
difficulty in pinpointing the information needed to analyze a broadly
stated problem, time and money may subsequently be wasted coZchting
and examining more information than is necessary. .

}

3. What is wrong with defining problems too narrowly?

--Separate analyses of narrowly-defined problems may lead to inefficient,
‘piecemeal solutions; since you may be examining only one symptom of a
magjor problem, the subsequent trutment may not remedy the actual problem.
Also, since much of thd®information gathered may be of a geénmeral nature,,

\ its applicability to narrowly-defined problems may be difficult to
determine.

-

-

4. Why should problem definitions based on signals you've received be
considered only tentative?

--Information initially received may be incomplete, inaccurate, biased,
ete., and the nature of the problem may appear in a diffement light
once additional information is collected. '

5. What's wrong with stating student outcome problems in terms of their
" potential causes? -

~-Some conditipne *hat are claimed to be the root causes of ecertain

gtudent outcome problems may not be within the echool's immediate

power to affect, significantly.(e.g., poverty). Attempta to improve

student learning can become bogged down if those concermed focus on

causes, since there ie likely to be much disagreement over what is the
cause of the problem. By defining the problem in térms of the .«isting ,
and desired student outcomes school decision makrs have a basis for /

‘e
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ezamining a variety of posszbl'e contributing factors in terms of their _
relationship to a single problem--and a better basie for selecting the
appropriate solution. ;

A Y

what's wrong with stating student outcome problems in terms of proposed
solutions? .

range of alternatives that might help solve the problem.

difficult to determine the merits of proposed solutions

problem(s) they are meant to solve have not been clearly spectfied.
When problemg are defined in terms of recommended solutions, certain ,
cquses are automatically assumed, rather than subjecting the problem
and its potential causes to the type of rigorous analysis . that ensures’
an appropriate solution. .

--This tendency prevents school decision makers from exm'KnI\é:Z.a
18
if t
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Coordinator's Checklist, Module Three

=
Module Three is designed to help participants decide:

What Additional Information <is Needed? -

It introduces the concepts of validity and seriousness of problems as a basis
for collecting information about them, and presents six criteria that can be
. used to determine the seriousness of problems. In teams, participants summa-
rize the availablevinformation pertinent to the validity and seriousness of
each problem, and judge the adequacy of the information for determining vali-
dity and sg;iousne§s.
The learning objectives for Module Three are presented on page 95 of the
training unit.

Suggested Times

Preliminary activities: ‘}L
1. If possible, write the schedule of this
session's activities on the board.
10 minutes
2. Give gverview of Module Three purposes
and Jctivities.
Instruct participants to: y
1. Read/review learning objectives for '
Module Three, p:. 95. ‘ Reading:
30 minutes
2. Read/review reading assignment for
Module Three, pp. 95-104. Review:
10 minutes
3. Complete/review Self-Test for Module
Three, pp. 105-109.
o ‘
4, Read/review Suggested Responses to '
Self-Test, pp. 111-117.
Conduct discussion o7:
1. Concepts and principles presented in ,
the readings. ] 15 minutes
2. Self-Test and Suggested Responses.

. \ \




Suggested Times

ber MCUSD News article, p.119
ctions for First Team
.121.

and Inst
Activity,

Read sample\ information summaries,

pp. 123-126.

Summarize fnférmation for remaining
three problems on Worksheet 3.

C. Read Suggested Responsés, pp. 133-138.

Read Instructions for Second Team
Activity, p.139,

Perform Second Team Activity.
a. Evaluate adequacy of available

information concerning each
problem on Worksheet 4.

Read Sugges ted Responses, pp. 143-148.

—

s

First Team Activity:
60 minutes

Second Team Activity:
30 minutes

R

Conduct discussion of: . ’

Team Activities and Suggested
Responses. -

———

Deciding what additional.information
is' needed to analyze problems (see‘

«Discussion Questions). . .

~ /

=

*

20 minutes

Module(s) to be covered during next
session.

Iy

5 minutes
]

-

1

Total Time:

2 hours, 30 minutes -
2 hours, 50 minutes




Discussion Questions, Module, Three

* help you in making degi;ions?

How does suﬁmariz%ng in written form information gathered about probTems

--It organizes the information in terms of the eriteria you will use to
make decisions about validity and seriousness. .It aleo provides a
useful means of communicating the neoessary informatich to othere, 8ince
not every person who participates in the decisiondmaking process or who
inquires about the basis for decisions can recd all the available
information gbout a problem.

Is there one type of information, that is, one criterion of seriousness,
about which you might want to collect and examine information first
before proceading to collect more information about the remaining

criteria? R

--It may be sensible to examine information about "sime of discrepancy”
firet 8o that the validity of the problem can be determined--if the
problem ig invalid, then there i8 really no need to obtain information
about the other criteria that determine seriousness.

’ L)

What are the best guidelines for determining whether you have adequate
information to analyze the p lem?

—-You 8hould have enough information to make a fairly confident judgment
a8 to how serious the problém is with respect to each of the criteria
that determine seriousness. However, you do not necessarily need to |
summarize the same amownt of information about each oriterion. Sinoe ‘ .
discrepancy between existing and desired state (criterion a.) i8 used |
to judge both validity and seriousness, it is very important to have

complete information on this criterion. If some of the eriteria over-

lap--e.g., if information on eriterion a. has already covered the

proportion of studente af fected--then you will need less information

“for the subsequent, overlapping eriteria (in the above example, ori-

d., financial costa of having the problem (i.e., dollar amounts) or

on eriterion f., how soon action is required (i.e., dates), just one .
sentence on each of these criterta may be adequate. Or, if no one .-

has specified a date by which 2ction 18 required, just indicating "no
deadline” or "o date for action has been apecified" might be adequate
information for judging seriousness. On the other hand, more subjeotive
eritéria like c., importance to school-related grouwps or e., related
probleme may require a greater amount of information before you oan

make a confident judgment. .

\\ terion b.). If fairly objective information is available on oriterion
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4. 'Are there other criteria in addition to, or instead of, those presented
in this module that you would use to judge the adequacy of available
inforMation concerning a_problem? . 1

--Module Fqur of this training unit suggests that information be .
collected from a variety of sources and by a wide range -of methods

to ensure that all pertinent viewpointe are sampled. Thug you might
congider the range of sources and methods represented by the problem
signale to be a determiner of the adequacy of avcilable informationm.

t

-

52




information about several problems.

.\' 46
~ " Coordinator's Checklist, Module ' Foyr

!

Module Four is designed to help participants decide: \

How Should the Information be Collecfpd?
|
- » |

I .
It describes a variety of information sources and methods of collecting in-
formation-which may be useful in analyzing student outcome problems, and
discusses cost-effectiveness as a desirable characteriF ¢ of an information
collection plan. In teams, participants develop plans to collect additional

. :\_ SN
The learning objectives for Module Four are presented/ on page 149 of the

training unit. .

A GR
ya Suggested Times
Preliminary activities:" ) - . ¢ \w
1. If possible, write the schedule of this ‘ \\
session's activities on the board. - ‘
p ¢ , ~ 10 minutes
2. Give overview of Module Four purposes \\\
- and activities. : \
Instruct participants to: ¢ .
¢ 1. Read/review learning objectives for ' \
Module Four, p, 149, .
a Reading: . °
2. Read/review reading assignment _for 30 minutes -
Module Four, pp. 149-160." : . . .
' Review: |
' 3. Complete/review Self-Test for Module . T0 minutes
Four, pp. 161-163. \
4. Read/review Suggested Responses to
Self-Test, pp. 165-168. \
Conduct discussion of: -
1. Cohcepts and principles presented in
the readings. ‘ 15 minutes
2. Self-Test and Suggested Responses.
N r
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-

- Suggested Times .

\
Instruct participants to: '3

.

1. Read December MCUSD News article, p:i69 :
and Instructions for First Team X °
Activity, p.171. ~ “

1

.~ |First.Team Activity:

- 2. Perform First Team Activity. ,
30 minutes ’ \

“a. Specify information choices for
first problem on Worksheet 5.

bi Read Suggested Responses,.pp.177-178.

’ " 3. Perform Second Team Activity. - |Second Team Activity:
] . 30 minutes

a. Sﬁecify information choices for . . ~
0 remaining ‘two problems on - . - |
.« Worksheet 5. :

b. Read Suggested Responses, pp. 189-190.

Conduct discu;sion of:

1. Team Activities and Suggested Responses. 20 minutes

*2. Collecting cost-effective information to
unalyze problems (see Discussion Questions). . \

"Preview: ¥ | I N -\\
1. ‘Modqle(s) to be covered during next 5 minutes -
session. ‘ .
-(‘ . Total Time: 2 hours - )

2 hours, 20 minutes-
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Discussion Questions, Module Four

1. What is the first step in developing a cost-effgh¢ive information plan?

--Determining what types of informati-m you need--that is, which criteria
that determine seriousness of problems you need more information about.

2. Why should you t , * specify all the sources and methods that you intend
to use before you the information collection plan into action? _

-~Certain information sources and methods of collecting information may be
ugeful for getting information on more than one criterion of seriousness--
e.g., interviewing a samplz of students to find out both the proportion of
students affected bv ‘.« oroblem (criterion b.) and its importance to the
school-related grc .,  udents (criterion ¢ ). At a still more comprehen-
sive level, if a n._er of problems are being analyzed at the same time,
use of the same sources and/or methods leuds to more comparable information
across problems as i*21] as greater eff. ciency in collecting the information.
For example, a questionnaire assessing parents' views concerning the impor-
tance of basic skills ean be extended to cover other areas where problems

Zaqe been identified, e.g., sociul skills and physical and emotiomal well-
eing.

7

3. Do you think that "cost".considerations or "effectiveness" considerations -
should receive greater weight when you develop an information plan, or
should they be weighted equaliy? -

~--Naturally this depends on the resources available, and the consequences
of failing to collect the necessary information. Sometimes even with
costly and well-thought-out information plans, the information collected
may turn out to be of little value because it is too general, biased,
inaccurate, ete. Since 3chools generally have limited resources, they
may find it practical to set a ceiling on the cost of collecting the
information, and then within these constraints try to ensure that they
are collecting the best information available by careful selection of
sources and methods. Techniques for combining cost and effectiveness
into a single index do eXxist, but are beyond the scove of this training
unit. The point to remember is that you should consider both factors
when collecting information rather than either one in isolation.

4. How can you judge when you have "enough" information to analyze a problem?

--When you have information that answers each of the six questions, or
eriteria, that -determine seriousness of problems from a variety of
sources and collected by a variety of methods.

l




Say that you have collected a great deal of information about a problem.
Is it necessary to process or organize the information in some way before
judging the validity and seriousness of the problem?

-—Yus, rinee 1t would be very difficult to keep all the information in
mind in making a decision. There are several useful bases for processing
the information. First, since not all the information will be of equal
suality, you might first sercen it to weed out information that tis greatly

biased, inaccurate, inappropriate to the problem, ete. Second, as suggested

earlier, you should organize the information in terms of the criteria by
vhich you will judge the validity and seriousness of the problem. And
finally, you will often need to swnmarize, or condense, the information,
particularly in the case of long reports or open-ended comments. It i8
important to be aware that in the process of summarizing you are bound to
highlight certain aspects, omt others, and perhaps draw inferences or
conelusions not directly stated; you should therefore exercise caution in
the vrocess.

In your experience, have particular sources and/or methods of collecting
information proven to be genarally more productive or useful than others?




Coordinator's Checklist, Module Five 7

A
Module Five is designed to help participants\decide:

Are the Problems Valid?

It details the type of information that is needed to determine the validity of
problems, and presents four alternative decisions that may be reached about a
problem's validity. The importance of redefining problems based on additional
information is emphasized. Then, in teams, participants summarize additional
information about the problems being analyzed, judge their validity, and where
appropriate redefine them based upon the additional information. .

The learning objectives for Module F*. are presented on page 191 of the
training unit. ‘ '

Suggested Times
!

- ceps [
Preliminary activities: '

1. If possible, write the schedule of th's s
session's activities on the board. 10 minutes

2. Give overview of Module Five purposes
.and activities. ,

[} 1

' ~_
% Instruct participants to: .
| < _A. Read/review learning objectives for , \ s
Module Five, p..191. :
! . Reading: 5
2. Read/review reading assignment for 20 minutes ;
Module Five, pp. 191-195. ‘ | .
Review: ;
3. Complete/review Self-Test for Module 10 minutes *
— Five, pp. 197-2C0. !
4. Reéad/review Suggested Responses to :
Self-Test, pp. 201-205.
|
! Conduct discussion of: )
! 1. Concepts and principles presented in
the readings. ' 10 minutes
2. Self-Test and Sﬁggested Responses.




!

\ L

51-°

-

Suggested Times

Instruct participants to:

1. Read February MCUSD News Articlg, p. 207
and Instructions for First Team

Activity, p. 209.

\
2. Perform First Team Activity.
-

a. Read information cards (the coordinator
should remind each team to use only the
cards which they specified in their
information plans).

b. Summarize additional information
for three problems on Worksheet 3.

c. Read Suggested Responses, pp. Ril-216.

3. Read Instructions for Second Team
Activity, p. 217.

4, Perform Second Team Activity.

; j| \

k'

First Team Activity:
60 minutes

l !
Second Team Activity:

- 30 minutes
a. Judge validity of problems on
Worksheet 6, and redefine problems
on Worksheet 2 as necessary.
b. Read Suggested Responses, pp. 233-235.
Conduct discussion of :
1. Team Activities and Suggested Responses. 5_
2. Determining the validity of instructional .
problems (see Discussion Question3). o
Preview: -
1. Module(s) to be cuvered during next 5 minutes

session. r

Total Time:

2 hours, 25 minutes-
2 hours, 35 minutes



.Discussion Questions, Module Five

1

1. Are problems that you judge to be "valid only in part" the only problems
that need to be redefined before judging their seriousness?

--No, even problens that are judged to be valid as initially defined can
generally be more accurately defined after additional information is
collected. . ( v

2. Is it possiblg to rec;;Qe problem signals about a problem that turns out
after analysis not to be valid for your district? Can you give any
examples of when this has happened, or might happen?

--A problem should be judged invalid if the size of the discrepancy
between the existing condition and the desired condition is gegarded
as not gignificant. Sometimes, of course, the opinions and §%rception3
of those who .initiated problem signals are not shared by the lurger
school community, in which case the problem might be Jjudged invalid.
And sometimes analysis may reveal that the problem is only valid for

a single school in the district, and thue 18 not an appropriatz concern
for a district-wide plannitdg body.

3. Suppose you had to judge the validity of a problem as "impossible to
determine” because of conflicting information received; how do you deal
with the alleged problem tﬂffeafter?

--Such problems should not be ignored, particularly if at least some
of ‘the information received indicates that the problem is fairly
serious. One approach might be to collect gtill more information,
attempting to get it from the most reliable and objeciive sources
possible; in this way one point of view might emerge as being better
supported by the evidence and you could thereby judge whether the
problem i8 or is not valid. Certainly your own opinions and values
will influence the ultimate judgment. Another possibility, if two
or more parties have strong but conflicting viewpoints and goals
concerning thé problem, would be to redefine the problem so that the
schools can deal with the valid concerms raised by both parties. For
example, if critics oppose a proposed sex education program and yet
some students and parents are strongly in favor, you might redefine
the problem so that Tt related to the need for family life and sex
information among a subgr.  of the students who wish it (i.e., those
who will voluntarily enrol. in the program), rather than for all
students (which implies a mandatory program).

52
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Coordinator's Checklist, Module Six

Module Six is designed to help participants decide:
If They Are Valid, How Serious Are the Problems?

It details the variety of factors, or criteria, that make certain problems

more serious than others. In teams, participants judge the relative serious-
ness of se -ral problems, by comparing information about each problem pertinent
to the criteria that determine seriousness.

The 1earn1ng objectives for Module Six are presented on page 237 of the

training un’€t.
1 ]

e f, | . Suggested Times
., Preliminary activities:
| 1. If possible, write the schedule of this
session's activities on the board;. .
v J; 10 minutes
. 2. Give overview of Module Six purposes
and activities,
| '- X
s ;
Instruct participants to:
1. Read/review learning objectives for . "
Module Six, p. 237.
Reading:
2. Read/review reading assignment for 20 miputes
Module Six, pp. 237-240.
‘ Review:
3. Completefreview Self-Test for Module 10 minutes -
Six, p. 241, .
4. Read/review Suggested Responses to
Self-Test, pp. 243-244.
Conduct discussion of: "
1. Concepts and principles presented in
the readings. '
10 minutes
2. Self-Test and Suggested Responses.-
L )
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t

Suggested Times

Instruct participants to;

1
T

.. Read March MCUSD News article, p. 245

and Instructions for Individual
Activity, p. 247.

Perform Individual Activity.

a. .Judge the seriousness of problems
(on Worksyeet 7.

Read Instructions for Team Activity, p. 251.
Perform Team Activity.

a. Judge the seriousness of problems
on Worksheet 7.

Read Iégtructions for Final Activity, p. 255.
Perform Final Activity.

a. Write memorandum to Superintendent
Redford. '

9
Evaluate another team's memorandum.

a. Give their own memo to another team
that you designate.

b. Complete Evaluation Sheet, p. 259.

c. Read eva]uati&n of own team's memorandum.

*

Individual Activity:
30 minutes

Team Activity:
30 minutes

]

Final Activity:
30 minutes

Conduct discussion of:

Team Activities and evaluation.

Determining the relative seriousness of
instructional problems (see Discussion
Questions).

The entire process of analyzing problems
(see Discussion Questions). .

50 minutes

N

Total Time:

6l

2 hours, 50 minutes-

3 hours
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Discussion Questions, Module Six

2.

4r

/

Even if problems are systematically analyzed, what factors can account
for different priorities for action on problems? °

--a) Different information may be collected about the problems; b) Not

all the information collected will be equally useful for judging validity

and seriousness *because its applicability to the problem, objectivity, and/

or reliability may vary; c) Different people may judge the relative importance

of each of the criteria that determine seriousness of problems somewhat differently.
0 you think that certain criteria that determine seriousness of problems

are inherently more important than others?

. )

--Not in the sense that all school-related groups or individuals would

agree that certain criteria outweigh others. However, a particular

individual, given his unique experience and orientation, may attach®

greater importance to certain criteria when judging seriousness. A

school business adninistrator, for example, might be tempted to give

precedence to criterion d., finaneial costs of having the problem,

whereas a parent might think that eriterion c., importance to school-

related groups, should be weighted most heavily. The important thing P
fqr school decision makers is not to take a one-sided approach; for

example, do rnot equate "seriousness" with pressuve to take action

(criteriom f.), as has commonly been done in the past. It is your

responsibility to look at all aspects of the problem.

Suppose that complaints about a particular problem recently analyzed by

_your district's planning team are continuing to circulate. As a school

decision maker, how would you explain to critics why the schools have °*
not initiated an intensive effort to solve the alleged problem? &

--There may be sevgridl legitimate rfasons for such apparen;)”no action. "
First, the analysis might have turmed up information indicating that the
problem ig not valtd, i.e., despite problem signals the discrepancy be-
tween existing and desired states is not of practical significance. “Or -
the problem, while judged valid, mgy have been found to be of low ser-
iousness in comparison to other priblems requiring attention and there-
fore intensive effort to solve this problem was judged unfeasible or
inappropriate. Finally, even if the problem was Jjudged valid and
serious, the planning team and/or other school decision makers may
currently be examining the potential causes and attempting to determing
the most appropriate snlution before rushing prematurely into action.

If you took the time to develop and communicate an adequate rationale
for the apparent "mo action," criticisms might be reduced.

Are there other criteria that you would use in addition to, or instead of,
those presented in this training unit for judging how serious problems are
relative to one another?

A

i




Discussion Questiqns, Entire Training Unit

\
Should the six steps outlined in this training for analyzing problems i.e.,
1) which problem signals warrant further analysis?,
2) what prohl do the signals imply?,
3) is more infdrmation needed?,
4) how can the information be collected?,
5) are the problems valid?, and
6) how serious are they?,
always be carrie’ out in this sequence?

--Not necessarily. In some instances the initial problem signals received
may provide sufficient dinformation for judging validity and seriousness,
and no ‘additional mfomatwn need be collaected. In other cases, you may
suspect that a problem is invalid, and may wish to collect only enough
znformatwn initially to detemn.ne its validity. Then, only if the problem
18 ghown to be valid, you could proceed to collect the additional informa-
tion needed‘to judge how serious 3t ie.

Are there considerztions besides the relative seriousness of proclens
that determine what action your school or district may take in dealing
with valid problems?

--Yes, probably quite a few. First of all, even when a problem has been
shoun to require action (i.e., to be serious), various difficulties may
arige. When proposed solutions are analyzed in terms of cosW and potential
impact, it may turm out that there is not enough money to take actionm, or
that the desired state is unrealistically high, or perhaps available sbaff
are not able to solve the problem. (For example, while an envirommental
education program may be needed, there may not be enough staff to provide
it, or the teachers' lack of training may prevent such a program from
succeeding cnd thus it may not be wise to initiate it at thie time.) Or
a certain area may be considered too controversial for the school to take
action, even though there is a recognized- student outcome preblem in that
area: for example, student knowledge, attitudes, and behavior related to
sex and family life. Secondly, many of the actions that schools do take
to introduce or modify instructional programe are based on factors besidqs
the need to soive serious student outcome problems which may exist in
those program areas. An area in which state assistance or federal grants
have recently become available may suddenly be judged "high priority" by
particular school decision makers. Or a newly-hired school executive may
be highly interested in certain program areas (e.g., foreign languagé) or
techniques (e.g., team teaching) and push for higher resource allocations
for these purposes even if no serious student outcome problems have been
found to be related to these concerms.

63
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Would you ever use a procedure similar to the one presented in this training
unit to deal with other types of school concerns besides student outcome
problems? Would it or would it not be important to analyze the student
outcome problems separately from other types of problems (e.g., staffing
problems, financial matters, program wecknesses)?

.

--The general process also seems appropriate for analyszing problems
related to school concerns other than student outcomes. The criteria
for collecting information and for Jjudging seriousness would probably v
be somewhat different. Because af the pitfalls already discussed in
confusing underlying causes, student outcome problems,.and actions
taken by schools that may or may not help solve such problems, it is
probably best to at least specify in advance which of the problems
to be analyzed are primarily student outcomes and which are primarily
other school concerms. This should help you in examining relationships
between different kinds of problems which the school faces, and in
setting appropriate priorities for action. -

» 'd

Is the process of problem analysis appropr1ate only for district-level
planning and decision making, or could it be used at the buildiqg or
department level as well?

--The same process, in terms of major steps, seems appropriate at the
butlding or department lewel. However, since each building or department
has fewer resources than the district as a whole, as well as other types.
of pressures on ctaff time, it may be more difficult to devote the -
necessary time and money to analyze problems thoroughly at this level.

It may also be wasteful for each school to analyze its own problems in

igolation from other schools in the district, since they will each have

to go through somewhat similar and expensive steps to complete the

process, and may never discover that some of the problems have district-
wide significance and should be attacked on that basis. In districts
where the central office fails to provide leadership in analyzing long-
range problems, however, local school staff probably need to devote
attention to it themselves since otherwise they may be making decisions
in a vacuun.

!

. What are some of the approaches used by school decision makers_in_your

district to specify the causes of student outcome problems?

When and how do school decision makers in your district deal with the
issue of deciding on the most appropriate solution(s) to problems
being analyzed?

[ 4




COORDINATOR'S ~ CHECKLISTS:

‘DERIVING OBJECTIVES

65




This Coordinator's Checklist includes:

a) A page on which you may write your tentative ‘schedule for the
training on Deriving Objectives;

b) An overview of the 1ntrodu§;ion and each module;

-1

c) Lists of-all the tasks that the cogrdinator should perform in
guiding participants through each session; and r

d) Suggested discussion questions.

4

While conducting training sessions, you may wish to check off each
" task listed as you complete it. Suggested times are indicated for
clusters of related tasks. .

' Because many issues may arise during training that cannot easily be
answered by referring to the training unit itself, the discussion
questions are provided to help you focus on some of.these issues and to
generate class discussion concerning them.. Suggested responses are
provided. However, since the response to many of these issues depends
on the participant's own context and experience, the coordinator should
elaborate or modify according to the situation. .

58
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]
Coordinator's Schedule
for Deriving Objectives Training Course
¢ Date and Time
Preliminaries ‘ . .
Preface and Introduction to Deriving Objectives o
—/
Module One: The Goal Refinement Process
Module Two: Screening Objectives
Module Three: Analyzing Sets of Curricular
Objectives
\Lﬂ
Module Four: District Planning for Goal
Refinement
Conclusion £ -
}:\/"\‘" J’”‘“
\ -/
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Coordinator's Checklist, Preface and Introduction

The Introduction orients participants to a model of the, Goal Refinement Process.
> It provides definitions and examples of each step of the process in order to
prov1de a framework in which Deriving Objectives can be viewed.

Y

}

|

\ % 1
) .

)

|

.

Suggested - Times

Conduct discussion of:

1. How Deriving Objectives contributes to the over-
all process of managing instructional programs. '

-

2. Nature of materials and procedures in the

training unit on Deriving Objectives. 15 minutes ,
3. Nature of-the coordinator's role partic1pant 3 X ' \ .
. role in the)train1ng process. a\\ g
| :
Distribute: 1
1. One copy of the training unit to each
participant. 10 minutes
Instruct participants to: . _ ' /

1. Read the Preface and Ihtroduction pages and stop
. at the cover sheet to Module One, "The Goal
Refinement Process " \\

Total Time: 25 minJ?és




Coordinator's Chetklist, Module One

Module One introduces participants to the process of refining: goals into
curricular objectives and acquaints them with its benefits and uses. The
Module is divided into two parts:

GRUMP I is an introductory team activity designed to
motivate participants to relax, willingly "“suspend their
disbelief" about simulated exercises, and interact with

their teammates.

GRUMP II requives participants to work individually on
activities desianed to teach them about thc benefits

and uses of goal refinement.

Se'f-tests and feedback conclude the module to help participants assess
what they have learned and tn clear up possible misconcent ons about the
\

material.

The learning objectives for Modul.. One are presented on page 1 of the
training unit.

Materials Needed:

Training Units

Planitian Objective Cards (one deck perhteam of 3 to 4

students)

Suggested Times

61

Preiiminary Activities:

1.

Group participants into teams of three-five
members.

Pass ovt one deck of objective cards to each team
and inform participants that these cards will be
used in this first activity.

10 minutes

€9

"
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62
Suggested Times

GRUMP 1

Instruct participe ‘5 *to:

< ____1.' Read the module's introduction, page 3,

and continue reading GRUMP I, pp. 5-14.
Ask the participants not to read beyond
nage 14 at this time. ’

Begin to arrange the objective cards wheg they
have finished reading. (As coordinator, you
will need to circulate among the teams to

see if help is needed for this activity.
Usually about thirty minutes are required for
reading and card arrangement. It's helpful

to announce prior to calling time that they
have five minutes to complete the activity.

Compare their work with suggested responses
(pp. 15-18) as soon as they have finished.

40 minutes

Conduct Discussion of:

1. Any disagreement that may have arisen or -

questions the teams may have. (Collect
decks at this time.)

10 minutes

Part |

1.

GRUMP II

Instruct Participants to:

Read and perform the activities on an
individual basis for GRUMP II. Participants
should read and fill out worksheets as they
appear (pp. 19-37).

Complete each worksheet before referring to

its appropriate feedback. (ATlow about one
hour for GRUMP II and be available to
answer questions.)

Complete the self test (pp. 39-42) and com-
pare with feedback when finished.

.

50 minutes




Suggested Times

L]

Conduct discussion of: -

1. The response forms and the self-test items.
' Try to resolve disagreements with the feed-
back and encourage participants to present 20 minutes
alternative responses that. they feel are as

¢ good or better. ‘

]

.

Part II - GRUMP II °
. Instruct participants to:

1. Read the material on pp..45-46 and usirg

the worksheets (pp. 47-49) diagnose the 20 minutes
problem(s).
Conduct discussion of: .

1. The participants' work with reference to
the suggested responses. Also encourage
any questions participants may have con- 15 minutes
cerning goal refinement. The discussion
questions on the next page may be useful.

Total Time: 2 hours, 45 minutes

AL
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Discussion Questjons, Module One -
‘\ - )

1. Is it necessary to proceed through all five steps of the goal réfinement
process?

--The five ctepe represent only ene model for clarifying the intent
of instruction. Whether this model is used, or another, is a school
district choic:. Which steps are taken by a school-or district will
depend on where they are and how far they wish to go. For ecxample, a
\ school district which has agreed upon goals and goal indicators may
decide that sufficient direction to teachers and students is\gfovided
by developing currjeular objectives. Such a decision might be\based
on a philosophical position (i.e., specification of instructional
objectiveg is believed to place too many constraints on teachers and
students, and the learning process). _Or.euch a deaision might be
based on a time and resource limitdtion. The basic issue concerning
the goal refinement procéds resides in the question -- How much guid-
ance or direction (s necessary or desirable for the learming process?
Finally, the goal refinement process should not be viewed as a one-
time affair. Because it is a cyclical process, the results of the
process need to Le reexamined periodically in light of experience.

2. Will the goal refinement process vary from subject to subject? .

--Very likely. The process of refining goals into specific objectives
is complex. It is possible to oversimplify the problem by assuming
that most results of instruction and learning can be quantified. Also,
there are many areas of learming for which the important outcomes may
not lend themselves to easy specification and evaluation. The means of
assessment for many such outcomes are simply not available. Therefore,
goal refinement could be viewed as a process which might be applied
otally to som. instructional arcas and only partly to others.

72 -
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Coordinator's Checklist, Module Two

Participant§ work in teams to screen curricular objective i

ants _ s on the basis of

three criteria: Guidance, Relevance, and Feasibility. They then refer to
Suggested Responses for feedback on this set of materials. -

Materials Needed: .

Training Units

Module Three Part I (Programmed Text; to be distributed
one per student, for out-of-class
)// reading at the conclusion of this
modu]e?

The'Lgarning Objectives for Module Two are presented on page 5§ on the
Training Unit. \

Suggested Times

Preliminary activities:

1. Review purposes and activities of
Module One.

2. Group participants into teams of/;;ree- '

five members and ask each téam to select
a recorder. 15 minutes

3. Briefly introduce the activity by explain-
ing that participants will be working in
teams to analyze ten curricular cbjectives
(time or need permitting) using team re-
sponse forms to record their decisions.
They will then refer to Suggested Re-

; sponses provided as a guide.




Suggested Times

66

Instruct participants to:

1. Study the introduction and guideline materials,
and background information ?Pp. 55-65). Answer
any questions that might arise concerning the
criteria.

2. Read the instructions (pp. 67-68) and begin
work on the practice exercise, p. 69. They
may refer to the Suggested Response for the
practice exercise (p.71) as soon as they
finish. -Since the instructions and material
for shis module are fairly complex, you should
spend some time ensuring that all participants
understand what they are to do. X

3. (Come to a team decision and have the recorder
record the decision.

4. Turn to the worksheets and begin the activity.
The time for this activity will depend on the
number of objectives you as coordinator de-
cide can be handled by the participants. Urge
teams to proceed as rapidly as possible.

5. Refer to the Suggested Responses when they
have completed the screening. You may wish
to havc teams refer to the feedback after
having completed five of the.objectives,
then to proceed with the remainder.

6. Individually proceed with the self-test
(pp. 93-95) when they have completed the
screening activity, and, when finished, com-
pare their work with the Suggested Responses.

&

60-90
minutes

~
Conduct discussion of:

1. The screening process,

2. The self-test concepts.

i

20 minutes

>
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Suggested Times

Instruct participants to:

1. Try to read Part I of Module Three: the
Programmed Text, before the next session.

\‘
(Homework ; I
about 2 hours)

Total Time:

1 hour, 35 minutes -

L 3

2 hours, 5 nﬂnutes'

(exclusive of home-
work)



-

;Discu§§ion Questions, Module Two

/

.

Why is it important to develop skills in screening objectives?
-~
--Regardless Of how a list of objectives is obtained, whether
written by a school staff or borrowed from another source, the
crucial issue is not that of simply having objectives, but
whether the objectiveg are adequate for the intended use. It
is likely that when disenchantmeni occurs over the use of
objectives for planning and conducting instructional programs,
the reason can be found in the quality and appropriateness of
the objectives. Developing skills and jecognition of the impor-
tarce of screening or evaluating the worth of objectives, and
communicating the results of screening, are therefore extremely
important staff development goals.

How important are the three criteria of Guidance, Relévance, and
Feasibility in determining adequacy of-objeé&jves?

--One can find other sets of eriteria for use in gcreeying
objectives. The three used in the trainivrg .nit were selected
primarily because they seem appropriate f-r rjectives dealing
with instruction. In our view it is es8ential to use some set
of eriteria in order to have a basis or’ "benchmark" against
which to judge. Without an agreed-upon get by those who per-
form the screening, it will be nearly impossible to achieve
district consensus concerning the worth of objectives.

S

‘»

68




- Coordinator's Checklist - Module Three

By the time this training session starts all participants should have read
Part I of Module. Three: #he Programmed Text, at home. With the basic
knowledge picked up from this manual, participants analyze in teams a set of
curricular objectives for an environmental studies program. The set is to be
analyzed in terms of the four factors learned in the Programmed Text. Each
team is to appoint a recorder who will write their team analysis of the set
on his or her response forms. Feedback is provided for~egstvof the four
response sheets.

Materials Needed: .

Programmed Text (one per student, to have been read at home)

Training Units

The Learning Objectives for Module Three are presented on page 99 of the
Training Unit.

1 Suggested Times

Preliminary activities:

1. Review concepts and procedures for Modules
One and Two. N

2. Discuss the concepts found in the summ of
the Programmed Text and answer any questions
which participants may have concerning the
assignment.

3. Group participants into teams of three to
five.

) T‘/ 20 minutes
4. Refer participants to the list of Training
Objectives on p. 99 of their notebooks.
Explain that they should now be able to,
° perform objectives 1 through 3 having read -

the’Programmed Text. During the Terrabella

High SimuTation they will be working to ’
achieve objectives 4 and 5. ,

5. Have sach team appoint a recorder who will
complete géch response form based on a
’ team discyssion.
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Suggested Times
/f

\

Instruct participants to:
1
1. Begin reading the Introduction and Terrabella
B High Simuiation (pp. 101-115).

| . 2. Begin working on the response forms and allow

| - about 1-1/2 hours for teams to complete the

| simulation. The coordinator will need to move

| from team to team to answer questions and
urge them on. Team discussions are encouraged,
but they should try to reach agreement after a 1 hour, 30 minutes
reasonable amount of time. <

3. Refer to the Suggested Response as soon as they
have completed each response form. Strongly
urge that they complete the response form .
before consulting the feedback.

4. Read the final page on setting priorities
(p. 141).

Conduct discussion of:.

: 1. The process of screening sets of objectives,
\ concerning such items as:

a. The importance of screening sets of
objectives (i.e., why screening indfvidual
~ objectives for guidance, relevance, and
feasibility does not guarantee that, taken
together, the objectives will make an
adequate set; the usefulne.s of this pro-
cess in planning curricular programs; etc.).

b. Other factors that may be useful in screen-
ing sets of objectives. 20 minutes

c. The importance of referring to the types
of information presented in the modute
(goals, reactions from school-related
groups, the nature of the subject
matter) in analyzing sets of objectives.

d. Problems that might occur should sets of
objectives be devised without reference
to district goals and goal indicators.

Total Time: 2 hours. 10 minutes

e. The usefulness of taxonomies.
i
|




Discussion Questions, Module Three ﬁgiy

L

What are'the primary differences between screening sets of objectives

. and screening single objectives?

--Although screcners of sets of objectives still must also use
mutually agreed upon criteria or factors upon which to base
decisions, there are important differences in the process and
reasons why this is so. First, judging a set of objectives is
frequently more difficult because of the amount of inform&tion
used in each judgment. The difference may be compared to judg-
ing the adequacy of a single surgical procedure vs. judging the
effect of the entire operation on ‘the patient in terms of his
recovery prognosis, limitations on future actions, financial
impact, attitudes of patient and relatives toward .the results,
ete. Second, it.is conceivable that a staff may screen hundreds
of single objectives and judge them all to be relevant, feasible,
and possessing sufficient guidance. However, without viewing
them as a get, screeners.will not know whether they are appro-
priate for intended use. / '

Does the process of écreening sets of objectives always requiﬁé the
amount of time and effort suggested?

--It is fairly well accepted that decision making of any kind is
generally enhanced by taking the time to obtain and review appro-
priate information: Obviously, how much time ig actually spent
depends partly on how much is available. Some decisions or
Judgments are made on intuition or "feel' and this will always be
the case. However, for judgments that have potential long-range
impact on instruction and learning, decision makers ought to be
knowledgeable about what a rigorous process entails and what the
implications are for bypassing part of it.

n




Coordinator's Checklist,'Module Four ’
— .

Module Four acquaints participants with the process of planning for g6al
refinement on a district-wide level. The module is divided into three
parts: {

PART I discusses district planning, and introduces a list of
planning categories and properties which are designed to focus
upon sets of functions necessary for goal refinement planning.
It is performed individually.

PART 11 requires participants to analyze a less than adequate

- school district planning effort in terms of the planning
categories and profferties learned in PART I. This activity
is to be performed by teams. .

PART Ilh focuses upon a school district planning effort which
has implemented the goal refinement process. It is to be
analyzed in terms of the planning categories and properties
mentioned above, and its segments are to be judged exemplary
or inadequate. Participants are totwork as teams. s

A self-test, intermittent feedback, and coordinator-led dis-
cussions are used to allow students periodic self-assessment
of their.progress. '
Materials Needed: oo .
Training Units

The Learning Objectives for Module Four are presented on page 143 of the
training unit.

-

’ Suggested Times

72

Preliminary activities:

- 1. Review purposes and activities of Modules
One, Two and Three. 10 minutes

L

80
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*  Suggested Times

PART 1

Instruct participants to:

1.

Read the Introduction, Overview of Materials,
and letter (pp. 143-148).

Perform the act1v1tx individually on p. 149.
(Al1low about five minutes), and then wait for
a coordinator-le scussion before proceed-
ing.
2

Proceed with Part/I individually after com-

“pleting the introductory activity. Complete

the checklist o' p., 159.
i th taﬁle of properties as a
coordinator

Compare work
class with

-——

20 minutes

~

/

Conduct dijscussion of:

1.

B

Thg,pﬁrticipants' responses to Milley
Taint's letter. By using one or more
examples from participants, start their
thinking toward gteps a district might
take.

The conéepts and categories presented
in Part I.

15 minutes

PART 11

Instruct the participants to:

1

—_— 2.

4.

5.

3
Form into teams of three to five and\to

select a recorder for team‘\decisions.
Begin reading Part II (p. 161).

Read the Instructions and materials.

(pp. 163-173)and proceed with the analysﬂs
(of Las Maquinas.

-

Use the Table of Planning Categories ard
Properties at any time they wish.

Proceed directly through the activity by

" referring to Suggested Responses only

when they appear in the activity.

45 minutes

L]
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Suggested Times .

1 Conduct discussion of:

: 1. The procedures and concepts present.
Discussion aids (Attachment A) may be
helpful at this point.

If negative feelings , -

arise about the credibility of the material 15 minutes
in Part II, assure participants 'that the next -
activity will require more attention to detail-
ed discrimination in their analyses.
. - , |
PART 111 S S
LU T Y ) - . |
Instruct participants to: - )
/////// i
1. Begin Reading Part III (p. 185)-and per- {
form the gctivity on an individual basis N -
first, then as a team a group dis- * 45 minutes
cussion.  The recordér should continue P
to record team/dét1s1ons \ b
2. Yo not proceed to feedback at this t%me;
T N } H
Conduct discussion -7.
1. A step-by-<tep process of the activity by
using the coordinator-led feedback for 15 minutes

Part I11. (se of the discussion aids
© (Attachment B) should be helpful.

Y

Y

>

Total Time:

2 hours, 45 minutes

<
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Discussion Questions, Module Four

1. Who should be involved in a district gcal refinement process?

~=Une might follo. a rule of thumb which states that everyone who
ig affected by the process should be involved in spme way. The
importance of obtaining consensus of interested groups 1s directly
propeerional to the importance the school district places on the
provess.  If the district views the results of the process as
having 2 definite 'mpact on instructional and learming outccmes, then
school-related groups (e.g., parents, community, and studerts) need
to be involved. This is not to say that everyone needs to parti-
clpate directly a* each ste, . Not only can representation be used,
but representacion at the various steps of the process can vary.
For example, at the philosophy, goal, and goal indicator level,
parent and community reprecentation may be the heaviest. As the
process continuec, the professional staff become increcsingly
respor ,"ble for gpecificotion. Students, as the primary benefi-
clarles o f the process, should be involved. The extent and nature
of student involvement will probably depend on such factors as
“heir age, their reudiness to assume such responsibility, and
rucie assumptions the district staff has concernming the importance
o student Tnvolvement in evolving l.arning outcomes. Before
beginning a district-wide goal refinemeny process, careful atten-
tion should be given to plans und procedures for involving people
arpropriately.

2. How does a school district initiate a goal refinement process?

--Assuming thav the importance and need of the process is recognized,
lts initiaticn and implementation steps may be similar to any other
district-wide effoi. It deserves a well thought out plan in order
to help ernsure 2 suzc :ssful effori. Some of the elements of such a

- plan would include ( ) acsigning responsibilitu for the process,

TN~ (&) develop u misiior profile (1.e., what 1~ *o be accomplished,

what are the major sz2quential events, what are the requirements
and constraints that must be considered), (3) analyze the tasks
that need to be performed and their sequence, (4) establish a time
line, (5) determine personnel requirements including needed training,
(6) determine material, equipment, and other nom-personnel needs,
(7) es:imate costs, (8) assess readiness of stz)f ond others involved
to proceed, (9) secure approval of plan and budget, (10) obtain needed
staff and other resources, (11) orient all concerned, (12) initiate
process, (13) asscess progress, and go on io completion, and (14)
evaluate process. Note: A Far Vest Laboratory troining unit entitled
Program Implementation Planning provides training on implementation of
a project or program. -
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The FAR WEST LABORATORY FOR EulICATIONAL RESEARCH AND DEVELOPMENT is
a public non-profit organization located in the San Francisco Bay
Area and supported in part by ‘the Department of Health, Edycation
and Welfare,

The Laboratory's missior is to carry out surveys, research, develop-
ment, and aemonstrations in education and to disseminate information
derived from such activities. Programs conducted by the Laboratory
will offer a clear and firm prospect of being implemented by schools
and other educational agencies. Development of new materials and
techniques, their evaluation in educationel settings, and their dem-
onstration - together with accompanying programs of teacher, and/or
administrator, and/or parent education - will be the focus of the
Laboratory's work. In the course of these efforts, the aim will be
to assure that the evaluated outcomes of research and development
are effectively presented to schools and cther edu%?tional agencies.

Educational development is a new discipline. It involves, first,
focusing on an important but specific area in need of improvement
and then inventing, field testing, and validating a generally useful
solution to that problem or need. The solution may be a new self-
contained product or an alternative process or system to he used by
educators, by students, by parents, or by all of them together.

All Laboratory products undergo a rigorous research and development
cycle prior to release for reproduction and distribution by other
agencies. At least three phases of field testing--work with a prcto-
tyre, a supervised performance field test, and an operational tes*
under normal user conditiuns w:thout Laboratory participation--pre-
cede formal external review and an official decision on acceptability.
In view of this thorough evaluation, those who adont Laboratory oro-
ducts and processes can know with certainty the kind of outcomes they
can anticipate ia their own educational setting.

The work of the Laboratory is governed by a Board of Directors appoint-
ed by the major educational agencies in the states of California,
Nevada, and Utah.

John K. Hemphill
Laboratory Director




