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”Thig &tugy' z@g@rtg an attenpt to m@a@ur@ lmplﬁm@ntaw
ti@n”iﬁ a natié?al experiment d@gigneﬁ to compare twelve
aﬂucati@nél models, Headstart Planned Variation. The first

"'chapter de%arlbes the grablem, fé?i&Wa relgvanh research,
'; 11~m _ . and gives the backgrcunﬁ of the e ‘xg@rlment, {ntraduﬁlng the
2 partlalgants, daciszans and assumptions which 1n£1uenc@d
our'study.' In the second chapta we outline the praaegs !
. 'r—§£ ihsﬁxngen§~dg$ignian& desqribe aaeh’m@@él and its .
”iﬁéﬁrnﬁéﬁﬁg””ﬁﬁé'ﬁhira“chaﬁtéﬁ discusses the méth@dcﬁﬁqigal-w
prpblems of the”study; ﬁhe fourth presents the data and
results of two separate analyses. The fifth chapter sug-
gests an alternative strategy for the evaluation of .
_img;e@entétidnfandkﬁhe sixth and last chapter @tesenhs our

' summary and conclusions.

L S '~ B. The Problem o ,
co ) . . . <—"“"""—‘M-— R
ublic afales well as that of pro-

For sonie time, .
fessional educators, has Ebcused on achisvement or I.Q.

gaina as the appropriate measure of success for educa-

& tional progs cams. Using traditional pre~post tests of
- educational ;ntarvanﬁi@ns, researchoers report negative,

positive or indifferent results dnd a&tribute.&hgm«tg L

interviniion. @nly rocantly has f@ﬁ@@rﬁh focused an Ll
b ; . ; - b :
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a&t@dllj present and in full pperation during %h@_t@ﬁﬁiﬁg'
period., If an ;nt@rven tion is not pf@s&nt, attfibﬁtéﬂg
esults to it of any king is W@anlnql@s@ and, more
@?rl@&gly, mlglea@lng«, )
The &Hg@iﬁﬁﬁt of a theoretical éﬁﬂ@ﬁal@ﬂul model is
“calleﬁ "implementation®. AS an axea of inquiry, implemen-

tation includes both process and'pr@duat questions.  Prom a

process p@xnt of wview, an ;mpiementatx@n study asks how a

‘theoretical idea is ransmxtt@d: Who graﬁsmits it? 1f
' ,
‘more than one Persan is 1nve1vpd in transmisszan, what is

th@;r degree @f consensus ab@u* m@d&l c@nL@nﬁ What kinds

of nat@rial and em@tx@ﬁal “uynﬁrtg ‘are emplay@d to 1ni@fm"*m“"'““

ana reinforce those wh@ mmst imﬁlement an @ducabL@nal
intervention? What was the behavior and capaﬁi by of ﬁh@sa

persons prior to, duxlng and after the Lnterventxgnﬂ Ar%

alementswﬁkwtaeﬂinterv

1ca11y modxfled by all lmplemcntors? Are some element§ 

?« mcre susceptﬁble to such madif; aticn‘thanqcthers? wha§ ‘

canﬁatxgns account f@rwsucceasfui and less sueéégéful

.
-

implementati@nﬁ S . ’ o
_Important as the For@goiqg ngstxang are, investiga-
tion of the implementation pr©,¢g SEOmMS Pro Eit Rie only

gh@m@m@na which OCeUYT Al

fm dg on tae x@“ﬁcﬁ‘

: ,ll"v’ @fm-ﬁi@ gacrats ’

1f Wﬁ can cstablish thakt specific znt@zveﬁtl@mﬁn@r@ "real® o




s Previous Research

Onev@f the fou.studies on impl@éﬁﬁ&@ti@ﬁ a??@arg in a
vbri@ﬁ‘artieiﬁ by Ralph W. Tyler entitled “The Purposes @f
Agsegsmeﬂt“,l @h@u% ?@ y@ars ago Tyl@r and others @vaimm
ated‘§£©gxaée of "a@t1VLty gchools”, They @bw@YV@ﬁ
'exﬁeﬂgively in the‘lg sgh&alg ident fied as avthLt]

schools in order to define their exact cﬁmpéneﬁtﬁq The

eviluaters id&ntifié@rsgﬁ@ 61 @hara@t@risiiag combined from
all-the'ls S@hﬁ©l$¢ Thay then<grauﬁed'the schools on the
basis of their p@ssesga@n of either a great mary of the 61

: characterxst;ag, a moderate numh@rﬂ or a few.

n

S

Thls procedure illust rates th exam;natzmn gtage,
at which we check to see whetHsr or not the wcur-
riculum plan is in operation gef@*e baking the
more expensive step of evaluating pnmil achlgvnw
ment 15 a particular pr@gram, (p. 5

"Stuﬁeﬁt galﬁ§;E%E@;ﬁ_ﬁhﬁs@wﬁéﬁﬁﬁig were @@mp&reﬁ
M———‘—‘N -

aar@s the three 1mplemen?atx@n gr@u@s*

.

Tylex also rafer to G@@dl@d's study of the Physical
écience‘cémmittee (PS3C) . Teach@x@,;mglemgntxng the PSSC o ‘ff
curriculum were interviewaﬁ ﬁ@yd@éérmin@’the dagree to ]
whiah their attitﬁdé. ﬁ@xard sci ane teach;mg refle@%ﬁd the

atnlLu@ 28 of the yersﬁng w?c Q@VEMQQﬁd the PEsC P@rrl@u‘um

A
Y.

qﬁa

an@ W@th@d@. Pyler %ag zsts that pﬁpllﬁ ?drf ipating !

7

an 1ntﬂfV?ﬂ wm,ghaulafal&m 2 interviewed f@f {1} thei:

,9




) ﬁ@ﬁ@@@ti@m of the progran's objcetives, anid {(2) to deter=

?x{m@‘t“ ’ ) o

-

Th@ @nlv ﬁt@ﬂy of innovation wa have found which

};ﬁn

- closely reserbles our own is that of Cross, Giaguir
2 S : C e
Bernstein. The inn@v@ti@@i which takes place with a

nta and
'éiﬂgle school, is a new @efinitiQa of thé’téaéhgf'g role o :Q
aéileﬂ "the @atglyti@7i@lé mpdel®. The rés&archef§~/
obtaxn@d from the innovator b@*ﬁ a vexbal and written
'Statemeﬂt @f what tha @atazytxe r@l@ m@dwl @@nt@@nﬂdn Tﬁ@
goals of tha ian@vatlan in the @r@u% @taﬁy béar cans g- B
ahia $1MLlarltf to some @* the H@ad @art Plann@& vgrza on

(HSPV) mﬁaels;"K“maj@rfpa§t'@f~th@v1ﬁﬁgﬁati@n”pur§@rt&& T T

to achieve gualities in children, suech ag self-motiva tion, o

tual and ‘aesthetic @na@g s . {p.\ll} The study d%s@rib@s

<&

R e R
ability to cope with the wgrldi satisfacticn 1Ifl INEEllec=" ‘7
|
|

the ﬁr@@eés that unfoidssafter the innovation was presented

‘ : |
by the lﬁh@va or to the staff. The r@@@ar@h attempted to :

\ Ehe : J

@@t@rﬁ;n% the degree t ﬁa@h lt was implenented by the o

|

|

ﬁﬁaf‘;; The measrement of 4mplem@mtat1@n is based upon two

=

tours of observatien for sach @f eight classes as well as

Mspot checks” made by a single Obhserver. The two broad

wght Lo snswer weros




?

1. What guantisy of tire is devoted teo the i innova-

‘tion? (Phis vas also.measured by how fregue nt%gf
4

L. -

teachers engaged in their former mﬁf@&l@l@ﬂ&ﬂ%
behavior.) .

2. ,vhat is the ﬁﬂ@iit*

&

4

Phe eriter ”& for "spot checks” were straightforward - -

either tea&h@zg had children at their @@gks @llf&@ing the
same thing {@valuat@d “tra@lti@ralﬁ} or @hiiﬂr@n would be
W@rkaﬁ@ in&ividﬂally or in small groups with r@@dgm of

m@VQm@ﬂt (@valuatad as the *nn@vati@ﬂ t&flﬁg pla@e}o The

peried as sgssaa was five mmnthﬁg Janvary to May, with. the

PN
4

following fiﬁdinggﬂ'f

?Analysi& of th@ngiaen@@ @ath@féd showed that the
ataff,. in ‘May, was @tzl} beﬁaving for the mosk -
- part in accord with the/ traditional rols m@d@iy~

and was ﬁé@@tiﬁg very &it*l@ ﬁxm@ ﬁ@ trylﬁ@ *@

when @f*@ttﬁ were ma@@ to @@nf@xﬁ t@ uh@ @ataly*1@ :

role model, was of ‘low quality,“» {p. 121)

The Gross study doés nokt cxg@.la@k of ﬁﬁm@ as a

il

barri iy ko implementing the innovation which, @n the 9@%~

»

face, might be the most plausible explanatl@ma R%t@@ %‘

Gross abtiributes the lack of implgg entation t@.ah@ follow=

ing four factors:

1., Teachers lack of rlarz*v %h,wr thﬁ innovatioh..
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4

N

- most m'

-

D 1-6

EREY
’

S&W@@ the b@lk of Ilﬁgra%hr@ on @d@@&%l@n 1 @h@ﬁgc

gugqesiﬁ‘ﬁﬁ&t “1@1t1&1 E@%i&t@@ﬁ@” to aﬂ lﬂR@Vaﬁl©n %s-th@

‘%

ggif icant b@frxék, these ax@ ln\@regtmng amdltl@ﬁg

: whxchlsh@ xeaﬁer ﬁh@ﬁld kﬁ@p ‘in mxnd when réadlng our -

a@@@unt @E ESPVY. Tha Gross study des:gnateﬁ alteratlﬁn of

éa@hﬁt behﬁviqr as ﬁunﬂam@ntai to édueat*@nal change énd

suggest& that a suacessful irnovati @n“n@@ds»ho

e o

'f 1. KHGW'thé difficult;ev ‘teachers nill enaéuﬂtexg and

B

2y? Have usefu féjﬁb&cmﬁyechanxsmsﬂ s |
Tyler, Ggodlad ‘and ergs share, in our vxew,ufathar
1@@5@11 deﬁlned prggxamg whxch remain vague desuzta evalua~ -

i@n eif@rtg t@ @@ncrmtxye @h@xr aguﬁatlﬁnal f@atur@ss We,~

Yok

3udged that mgagur@memﬁ attﬁmn kg @uqht to rest an‘ﬂ@r@ com-

2

»
b

plﬁﬁe and c@ngr&te ﬁtatameﬁts of an 1nngvat1®w.

The @xpleratezy study @t HSPV presented here b@gan

wzth a smmplé gbjegt&ve. to c@ngtruet an 1nstﬁam@nt or

R

cin trum@nts L@ﬁm@aﬁur@ %h@ am@unﬁ of corr@spgndenca b@tW@eﬁ
*’&

iu

a theoretical pr@gram ﬁ@sc xpﬁzan azrkltg @lasgr@@m imple-

menﬁatlang If the xngtrum@ﬁt was. chnerebs, we h@p@& khat »

thu data weuld allow us to mak@ §p€@1fl” statgmﬁ ab@mt

a
N

A 4

llkﬂly to ba relldhlﬂ praesant in ¢} mdaf@bm*‘an* “hlyh wore
. . ’ Bhe . w

net.,  We Felt this imfornation wounld be valusthle to both’

- -

‘ ) . ) -
progyas develspers as woll as consabdrs

oy

,whluh p*mqt’@acgmpaﬂwm&u Lﬂ va*agu iﬁL@LW@ﬁ z@ﬁs wef@ mﬁfﬁ‘




L X=7

\ edu@at;ana‘ riodels. Efiact;veness was- aefarad przm rily'in'

. 3
"te:m& of achlavem@nﬁ gazns. A cbmplete lis t-of the.médels'

L Afmpart;cxpatzng in Hagdatazt Planned Var&atxon apppaxs below~}‘ g

ﬁoééi Name _’;klternate Names by Which Model is
. : : Known ‘
‘ 'Bank 5treet ' ' ' < ' g

- EJD.C. i ‘ Educatxan‘@evelopment Center E
* - *BEpabler ‘ ‘ .

o Far West . : Nimnicht/New Nursery/Reswonqlve S
- ‘ ‘ .7 Model . . ' R G TR
! :ngh~5cone I We;kart EA

. *New York ﬁnlversmtv “I.D. S./Enstxtute for DeVQlopmental
o r . Studies/N.Y.U.
‘R.E. C.‘ ' Responsive Environment Corporatxan

Univ. of Arlzona » Tucson/ﬁendersdn/ﬁarxe Hughes < /,
.  Univ, of Plorida Gordon/Parent~-Educator . : £
Univ. of Kansas .  Bushell/Operant CQndltlonmng/
L : Behavior Modification /! N
Univ. of Oregon. Engelmann~Becker/E-B ¥ \

Univ. of Pittsburgh Pittsburgh/P.E.P.-I.P. I,/Indlvxd~
c ‘ - ually Prescrlbed Instruction

R

The HSPV experlmemt beqan in 1969 as a downward ext n-

szon of Follow Threugh; & kzndergarten through thlrd gr e

nx~~

5& program whldh compared mcdeis. _HSPV compargd some of t § t'“-?' Y i
; 'f;!fsam& mmdels in prcgrams for 3~S year olds. ﬁecause the
- i. HSPV aata was to be comblned w;th Follow Through aata to\\
| perm1t~study of “he msdels lQng term effects cn xndmvsdual 
I{chlldren or groups Qf chllﬁren, HSPV’was forced to locate

'in Follow Thrcugh communities, and, /moxe specifically, in.
s Headstart Lan&ers that would' “feed“ Follow Through schools.
| ‘Each. HSRV madel had glasgrcams in at least onc comnunity
. ' "i‘;

{site) but no more than four.  Each site had at least fmur

‘3 i ) » N = ) N we
a , i N
Thee pans el

e ¥
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o _ - !
class conms. but could have as many as 51xteen. The sponsor H
(the model "lnventox") 1htroduced the Headstart “ver51on"

of hls model to the communlty elther in the flrst (1969) or

¢ second (1970) year of the three-year Planned Varlatlon P.EESi

5 \
eaperlment.A Mos* models were classroom oriented. Each :
sponsor had h;s traxnlng staff, oontracted to teach site

N
personnel to 1mp1ement the model' the persons most

-dlrectly'respon 1ble for 1mp1emen£atlon.were classroom
staff, and’ sometlmes a locallyohlred model representatlve-
trained by the soonsor espec1a11y for a superv131ng role.-
Other 1nd1v1duals and groups in 51tes‘vested with both
formal and inforﬁsl responsibilities,included Headsﬁart
Dlreotors and Parent Adv1sory Councils (PAC), but their
part1c1patlon was usually more perlpheral.

For the duratlon ‘of the HSPV experlment, the evalua-‘

tion data was-collected.by the Stanford Research;;nstltote

7 _ ‘ :
(SRE) which also coordinated and supervised the total

Therefore, at the end of the experiment, almost every'
model had sites, half of which were in operatlon for two
years, half for three years. |

.3 :
- This is true of all models with. the exception of the
Florida and Enabler model though both have classroom com- -
ponents. The former is a home-~based program and the latter
works thh ‘the community to establlsh educatlonal goals.

Thc clearest exception to this is EDC which expects a
good deal -of responsibility from the administrative struc- !
ture of the school or school systom within which HSPV
funstlons.

7 ' . B . ‘ -
-, The sole exception to this is the data reoported in this
papar and casce Studies by tire University of Maryland.

[y
P
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o
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svaluation effort. SRI analyzed the data for thc flrst
ycar* durlng the thlrd Operatlng year of the eyperlment the
Huron Instltute assumed the task of analy31ng the second '
vand thlrd year data. ‘For theventlre course of-HSPV,'the

. Program Branch of the Office of child Deéelopment (OCD} in
Washlngton, D c. hlred consultants who functloned indepen-
dently of models, sites, and sRI‘ mhelr as51gned task was
"to monitor inpiementation". ‘ch was qndte soecific that -
‘thedconsuitants~(hereafter to be referred'to as "the 7
Observers") should prlmarlly observe and they should have
no contact with sponsors other than to famillarlze them-
selves with the model before their first site visit. With
‘this as a brief and general overview'~w3'wi11 dgsgribe the
relationship of these'groupsito'the specific implementation'
work of 1971-72 which thisjpaper reports so that the reader
wifl-be aware of some of the constraints within which our |

' work proceeded

E. Worklng With G1vens~

Two major features of HSPV were.fixed: the cast of
characters and the formal and soqntaneous relationshlp of ' /
these groups to tasks and the proCedures arising from ' ] ;

i
'.planning decisions. A scheme for measuring 1mplementatlon \Z

" had to accommodate itself to both Leatures.:‘ ‘ , !

4

1. _The cast of characters B : / I
Seven groups have had an infllence on the study of

lnplementatlon since the beginning of Planned Variation im

- . h . -* Y

1869:

. : wl :
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‘J:eilog |
| " S km’;;
& Offlce of Chxld DeVelopment- Reseaxﬁh Branch -

Office of ChlldaDevelopment' “Programs Branch

+ Observers - , ; f
Sponsors i ' a
Sites, .

The Huron Instltute L 7 S
PTTA I : | -
a. Offlce of. Chlld Development-~ Research .

‘Branch
!

. The Research Branch was - generally respon51ble for sum-
I

matlve evalaatlon. i In the summer before the experlment s

i
third and last y%ar, it urged that the format of reportlng

and anecdotal records formerly used by Observers in 1969—71'
be made moxe amenable to conversron\lnto data.-hThe |
Research Branch authorlzed the 1mplementatlon rns\ruments
that were subseqdently developed Its role was supportrve

in ‘the actual collectlon of’data.

b Offlce of Chlld Deve10pment- Programs
Branch— ‘ B

The Programs Branch had been the most active- group in
urging coneaderatlon of 1mplementatlon since the beglnnlng'
of the experlment. It 1n1t1ated the hiring of a large num-
ber of Observers to'"monltor implementation. The
Observers neported d1rectly to the head of that branch, the
sen;or education speolalast. Informatlonoabout modelsland

sites came?to the Programquranoh not only from Observer

~reports, but also from site personnel seeking redress for:

-complaints. Accordingly,vthis Branch was the center of a

‘great deal of both formal and informal communication on




which‘itksometineS'took action-&> If any-group could bhe
a_sald to have its fxnger on the pulse of what was -actually
fhappenlng at sites and with sponsors, 1t was the Programs

Branch. |

Observers
A group of.Observers ‘was hlred by the Programs Branch |

* and 1n1t1a 1y served as a spec;al group of ombudsmen. '

Thelr task,;“t05mon1tor 1mplementatlon ' was to aelp;guar49

I o /
! antee that fponsors meet the conditions of thelr contracts,

_and.more generally, "to see how a model gets’ Implemented"
~ Observers wzje‘hlred on a consultlng basls and then
assxgned, each to one site thhln ‘one model 2
By the second year of the experlment (1970 71), there .
were 39 Observers each maklng ten VlSltS a year.' Roughly
‘two-thlrds of the group were afflllated w1th Departments of
o “ Chlld Study or Early Chlldhood Educatlon at unlver51t1es or
| colleges, and one-thlrd clalmed extenslve program experl—‘
ence in Headstart.‘ ‘Observers were 1nstructed to make thelrk
own arrangements wrth sponsors to be tralned in the

L, sponsor 'S model. OCD is: vague as to whether each consul—x

tant was asked to spend a fixed.number of days with a

- 8 )
s : For exampﬂe< when a partlcular teacher was cited as
T ‘exceptionally punitive, an attempt was made by OCD to
o \\\ remove that teacher from a classroom role.
: | 9
N \g The few cxceptlons to %hls vore elther energency 51tua—
ions of Obscrver illness or pregnancy when another

ObsQLVor asslgnea to the sane model would take on a SCCODu
sity , .

\ ' f
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guaranteed per diem reimbuiSement'for training. (Sponébrs
‘ recelved no relmbursement for tralnlng the Observers ) : oy
In 1969 throuah 1971;‘Ohservers were primarily respon~ ft ”

sible to one 1nd1v1&ual ‘at the OCD~Programs Branch to whom |

they submlt“ed written anecdotal reportsu ‘In the flnal /

year, 1971-72, the Huron Instltute assumed the task of ,' , |
" .,dlrectlng thelr actn.v:.tles.1 However, the‘Programs,Braneh_ \”,”.“75

, PN

requested ‘that Huron s comm?nications withyconsultants,

;i'mmlfww _whether as a group or lndlvidually, be discussed flrst with
_‘the Programs Branch. 1 C o : - \ ;
| ~d. Sponsors
We believe that in;1969%jl sponsors had 'minimal“con-
tact witnutneﬂother»g:oupsﬂdesoribedmhere,rWithwthe
Venception of site personnel Huron-made a'recommendation
to the Programs Branch that sponsors receive Observers
anecdotal reports and instrument ratings at the end of
1071-72 E{iut it was rejected Consequently, sponsor
" Observer 1nteractlon continued to be Sagnlflcantly llmlted.
The main concern of sponsors was to 1mplement theit model

- . . H
in as many of their HSPV classrooms as. poss*ble. In

1971—72 they cooperated w1th the Huron Inst1§ute in the
Jdevelopment of mode1~spe01flc 1mplementatlon\1nstruﬁents,
‘but they recelved no 1mmcd1ate feedback per se on thlS or

Fl

any»other evaluatlon,effort.

‘e. Sites ‘ N
L . : . ~

In 1969 the Programs Branch corrcctly anticipated that

site personnel would seek to take advantage of the visiting:

[

50 1)
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dbseruers'.expertisetby,requesting theiruassistance in anyw:tv
. and aii areas related to thevooeration'of ;re~school‘pro? .
’grams, wﬂé Programs'Branch strictly prohibited.Obserdérsy :
. froﬁ.offering “model—specific"‘assistance, but stated that??ng’
‘non~moée1 assistance was allowaole; This aSsumes,’of
> _COurse, tﬁat.the line'netWEenf“mo&el"'andw“noanoaeI“ is“
equally clear to Observers and’ 51tes, when in fact the

»_

T—+¥s rﬂirstrnctlon is’ qulte*blurred. It further assumes that o &:,:

sites will equally understand and tolerate an Observers | wl”'

dxsplay of expertlse in non—model areas, on the one hand,

and partial answers, pretended ignorance and ‘continual .
.‘references.to tne nature of'an'experiment and~the’éangers Y

“of contamlnatlon xn relatlon to model-specific issues on

the other. Over the course of ;‘yearms cont:actwc’:wo”;';ﬂtk;;x.in.nc';%mw
: i\ '~ _ten visits of two or threevdays each,10 we lmaglne it was
. 4 - not humanly pOSSIble for consultants to be both properly
| | ignorant when dlscusslng the models and sultably helpful

‘ when dlscusslng non—model areas. As a result, s1te per-
dlchotomy of behav1or.

Sltes, llke sponsors, never received wrltten 1mplew

mentatlon reports from Observers.

a
15
3

4

ThlS was the standard number of Observer Slﬁe visits per

» | sonnel must have experlenced dlfflculty w1th such a
_year in the first and second years of HSPV.
l
|
|
l
\

: .

L - . . . o
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A

f The Huron Instltute

This organlzatxon was a small educatlonal reeearch and

conqu]txng flrm whlch -was awarded a contract to analy?e the
1970—72 data of the aeadstart Planned Varlatlon experl—
11
~ment, In~1971—72;1t was responsxble for designing

implementation inetruﬁénﬁéﬁand (inﬁormally)*direeting

A
5

observers activities, -

- - g; PTTA f
,kAh agency, PTTA handle& the adﬁinistratiVe arrange-
mente for the'Observers:' trével, receipt andvreproduction
.of thelr data and payment for eerv1ces rendered This |
agency had lts stronyg est contacts Wlth the Programs Branch
and acted on its orders. B o s

.t

2, Procedures ar151ng from;plannlng dec1szons

Two important assumpthns concerning the nature of:
‘Headstart affected the interactions among theee‘various
.gtoups: | | ‘ ' '

-— Each model is an eé&gationel ihterventiee for
pre~school children; Edueetion takes place in
classrooms.

-- If sponsors agree to participate in an expe;i—
ment, they can train othere ﬁo both implemeﬁ£°

and/or understand their model.

llThe author was employed by this organization in the
sumner of 1971.




If'intatvenéiOns”tako place in pfé~*chool classrooms; it
folIows that model 1mp1ementatlon wxll be observed there. =
‘ Accord;ngly, approprlate Observerq of 1mplementatlon were

thought to be persdns who had extensxve experlence in the

field of pre~schoo1 education. Seoonaly, if models were }*'

£

"ready to be “exported" to . communxties, 1t followed that

sponsors could zeadxly traln ‘an experlenoed group (such as

the Observers) in the‘deg;nxtlon,of the model.. On the |

'basis of this reasoning, the Obseryersﬁﬁsré hired and

. tralned.’ | | | | |

S Oonce’ the Programs Branch made a declslon to monitor.
BS?V/programs,_the»ohvxous candidates for that 3ob were

persons with e#tensivé ekperisnceAobser;iﬁg‘yOuné children
and'ésrly chiiéhood orograms.-,"Monitoringvimplementation“
requlred*that ‘Observers know what constituted the partzcur /

lar model to which they were assxgned and what forms '

' implementation of the model might take. Monito:ing also
requiréd some useful format for recording and.transmiéting ol
this information. According to our information Observer )
tralnlng was of varying content and duration. -‘As a resdlt,

some Observers V151ted sites and wrote reports before meet— | -
ing anyone from the sponsors' staff. Others spent severa;

days at the sponsors' headquarters‘being}trained along with
‘prospective model teachers, where they were able to-gues-

tion the sponsors‘,staff'and becomé‘thosopghly~famiiiar

with the models' subtleties. We can only guess at thz

reasons for tha non~bomparable nature of training:

-

ine
-

.
[ S
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1. a lack of funds; L.

‘2. an assumption that the mndels were nct comyiex

iy

and therefore could be ea51ly understood - perh%ps
merely through a telephone dlscussman, or ‘ ”%'

3. Vthe Programs Branoh may have felt no rea‘ need to "

reglster any more ‘than a Judgment of ”pxe*ty
good"' 'not so good“ for lmﬁlementat;on. '

In addition, far the flrst twO»years the fo:m and content

of the observers' written reports was not standardxzed

and thus varied considerably. Some Observers covered only

classroom issues while others reported polltical Lnfluences

* in the ccmmunlty‘and admznzstratxve practlces.

3. Further constralnts * ‘ | " 7 .

The othér influential factors were thn role of timing
and the assumptions about models. We discuss these here
not to excuse the iﬂétrument &ésign or data, but to docu-
ment the all too famlllar exigencies of a world in which . “ . ;
1deals must be compromlse& in the 1nterests Qf decision
and action, ‘ - '

a. The Tole of tlmzng

a
B

~ The fali of 1971 was the fxnal year of HSPV. 'Any
implementatlon.1nstguments‘had to be ready by the end of
September EOr the first obse:vétions. Sponsors' coopera-

tion, specifically sponsor time, was a necessary input for
I

- the instruments if.they were to reflect their own version

of their model. But SPOnNsors were glvan only a briet

: 13
period to respond to this task.
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Txme canﬂtraznts most serlausly militated kgalnst the

| proper érder for the Iéllublllty work. As our rgqommauéa~

. [3

AN
tions. far the form and draft content oi lnstruments were
not accepted untll August, 1971, & rellablllty study ccﬂld
not poss;bly be organlzed to precede use of theflnstrument,

b. Assumntxons abaut moﬂels

A second contrxbutangffactor with which a'design fbr
an,implementatlon measnre'haa to work was the assumptmon
that models were well developed and artzculated programs
which could be exported and ea51ly plugged into any educa—

tional ”cutlet" Wlth a m;nxmum of compllcatmons‘

Accordlngly, there was jreat pressure for aéross-model com-

parisons 1n all asPects -of eValuatlon, 1mplementatlon belng

no exceptlon. The OCD Research Brapch, therefore, favg:e&
a single comparative instrument. | o
There were two sources whzch suggested that madels
were not develoPed and/or well artlculated- each sponsor s
own literature, and the Observer rnports of- 1969~71‘- Lit-

erature on each model contalned a great many statements

about goals, attltudes, phllosophy and lh most cases, very

little about what a day in school would be lxke for
chllaren, or how, specxf;cally, the ldeal model perfect
child would be spendi§g time. (The e%cep»non¢ to this= were
High-Scope.) When 6bgervers* repﬁrts described supposzed

model specific components, phrases such as "I think this

% PSR T £ . L T L.
iz what the nodel wan &/L)/ﬁﬁtﬁwﬂ vt levuhasis supplicsI) -

'
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éonsensus even among Qbservers wzthmn a m@d&l mb@ut the
deflnltlon of .that model (at least lxttle ap@earea in the
narratzva reports) . The lack @f claxxtg abgut day to day
anﬂ minuté'tomminuﬁe actxv;*y within each model fr@m both
sources, 1ed us to beliéve ﬁhat models were not dﬁveloped
in any fine sense. sYet reqearahera and sponsors themselves -
expressed no ser;cus doubts fhat models were defmne§°~they_'
behave& as if measurement were the only problem.

All the above factors 1nf1uenced bsth tha aésiQﬁ of

"..‘V

~ the implementation ;nstrument and tha gather;ng of datag
The background and training ef persons who wcui& ugse the
1nst;uments led to a-fpcus on classrogm obgervéﬁxon$ y
(whether or not the mo&él!cdhﬁained other gmmpoﬁents}. - ;:;
Time censtraint3<reversed the usual gtodéﬁuxé;for instru- |
ment design. Fipally, the assumptlcn tha? mcdels were
fully devel@pea educational prcgrams led t@ the belxef
that instrument design would be bothéa relatxwelg'easy task

and one which could utilize the comparative approach of

other instruments in HSPV.




II. TH” PR@@ESS oF IﬁSTRU&Eﬁ?VDESIGﬁ o S

¥"h. Introﬁuctz@n ‘,-’ﬂ4‘:"

Ik the . £irgt: two yéaf £ HSDBV there was no strong .

ewphas;s on the meaguremﬂ j@f implementation. This can

be - part;ally explaine& bivJﬁﬁ s confidence that. mmﬁlemenm

tation wauld present nérﬁ @blem‘n@gause each model hud

been tzxed in @t lea@w' e ekpéfimantal qetkinga Ag the

firs* yéar ﬁata becam‘,ﬁvailable ¢in the g;agna year of
5 were ndt_elearly diﬁfer@ntia@ed on

£y put, there seemed to be very 11@t1&

the exneriment), m@ée

| many vaxiables; Exmr

‘«

eviden@e that ngﬁ ymdéls were clearly better tﬁaﬁ others,.-

Aa a résultg it @@maﬁ possible that an impl&mentat;nnv

'@tudy mught exp z;ﬁ whya It was alea th@nght that 1mp4@m

;-'é

mentaﬁlan lnf@ nakion would reinforce any significant .

outccn% meas ax@sz {For exampl@, well-implemented classes

might cantagn ﬁn*ldr@n with gréat@r achievement galﬁsa?

As we havefdchrzbe@, the @bgerver@* reports were the only .

LS

’ ﬁgﬁ@ifi@ ma&er;al on. 1mplem@ntaz;@nc These r@ﬁ@rwg had a
. . -
relatzvaiv ua%tructured format of g@v@ral @?&ﬂ“QﬁG@ﬁ
"qnesthnsa Both wlthln and across m@ﬁ@lgy reports were
eggentaa*lv ﬁ@n@QM@adel@ and, although @f genaral imt&f*
est, th@y ‘eould not be converted to data. .
| In the summer b@f@t@'tﬁ@”tﬁir@ and final year ef the

experirent, the r ar@n branch of OCD reguestad that the

. = B o = - 5, M TR
# new format 10r Lhoir Topurts e P L %
¥
o e ERET et Sen @i Br oa B! % O o E -
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to design aﬁ 1nstrnment or 1nstruments that Qﬂ%ervers
" would use to assess ;mplementation‘ |

This chapter dxscussﬁg ‘the process of develcplng
measures of 1ﬁ§1amentatxan for the HSPV models. -The pro-
‘cess ipviived cooperation with each model's sp@ﬁsgr;“ The
enﬁ”@f the&éhapﬁer describes each'modél, ﬁétiné‘our sources
o%\@nfor%atien‘and giving exéﬁplés of what we see'asrthe ‘.

¥

important components of each’ model. ' S e

Y

' B. f@escribing-?he Models w
Any instrument méasgring implemantaﬁio .ha& to come
primarily from the available éritten ﬁatéri ~Qn'each;madé1.
Our initial idea wéé}to provide Observefs of each model
with identical descrigtioﬁs of their mgdél and tﬁen to
devise one instrument whxch weuld commrehend all medels.

The process of develop;ng these’ checklxst descrlp*
tions had twg;phases: (1} fﬁrmulating'&ﬁscriptigns of each ‘
model as completely asépossiblézland (2) soiiciting the
cooperation of sponsors and théﬁcbmﬁénts~oﬁ Observers to
- make the description both as exhaustivé aﬁd as cledr as
possible. | | “

1. Phase one: draft description of models

r

. In the first phase, we extracted from sponsor publiza~

tions and past Observer reports those features of each

model about which some consensus existed. Observer re-
porte contained references both to what they knew the

model contalned or what they saw ia prograns as demonstrate

T

Ing what tho sodel contained. For oxa hﬁ.]‘z‘,.,.',, in Ethe

~

-~
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Dniversity of Kansas model, each Observer refers to the.

. . .
- . . .

presence or absence of special aprons which children wear

in order to have a big pocket in which to keep "earned"

tokens. "Token aprons"-islthe specific fedturé or typical

vphenomena of this model.’ This feature was then listed in

‘the Kansas draft as” "chlldren wear aprons w1th token -
pockets during earn perlods" - {The fact that aprdns aré‘
only worn during earn perlods appearpd in one Ohserver 8
report.) . On this’ basis, the descriptions I could extrdct
for each model proved QQite sparse.

| ht this point, we céuldfhéve censideréd-these lisﬁs of
mcdel componants the f;nal 1nstruments, assumxng that what
we found in the sponsors p:ogram lxterature and Obseév-'
ers' reports must be suff1c1ent.,wHowever as a former
nursery school taacher, 1t was clear to me that bv readlng

these lists I cauld nemther perform.any of the model com~

‘ponents from such 1nadequate descrlptlons, nor - .could I

3

‘recognize as an obse:ver,-what behaviors we:e included pr

excluded by model sppczfléatlons. I'wculd need to knbﬁ

consmderably more of what the sponsor had {;,mlnd in order )

elther to 1mplement or observe the model : Assumlng;that-

sponsors~were able to be clearer and morersbecific dbout

. what thoy wanted to happen in the classroom, espccmallv

after-they‘haa been working with dlsp;rate communmt;es for
several years, wg¢ decided to treal what we had glecancd
from publications as a "draft" description of the modcl.

ABLiva ar

We then drew up a list of guestions we had concorning

. . e
. T
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speclflc 1tems in ‘each draft and sent each sponsor the {
draft w1th questlons attached.

These questxons were 1ntended to ‘serve both a specific
and a general functlon. Speclflcally, we wanted each final

‘tem to be as clear as posslble and questlons we asked

SOught to,accompllsh that. Secondly, the sponsor, as the

g

creator of the model, was the only source of a complete

-‘)\v

model descrlptlon.. Since we would’be‘measuring the imple-

mentatlon of that description, it was necessary that the

‘sponsor "authorize" any description used. The draft and
‘ questions were, in other Words, simply an elaborate request

for a more complete behavioral, operational description of

| ‘each'mogglx\h

The draft questions were:intended_to'encourage each
sPonsor“to be as specific and clear as possible.f For any
one 1tem, one could Imaglne an’ 1nf1n1te number of questlons.
For example, Ain the Bank Street draft ‘the item “Materlals

-are located so. that chlldren know where they are" can-

rai'se the questlons" ' - - .
1. what specific mater1als° S
2. Materlals included and excluded by what princi-
ples’
" 3. What is the ev1dence for children "knowing"?
4.

‘What is sufficient ev1dence to stand for
Afﬂ'd~m~*eh11dren" as-a group? - S :

‘We usually selected-only one of these questions’at random.

Answers to all of them would have been helpfnl but as we
Were forced to communicate with sponsors primarily in writ-
1ng, we thought they would only respond to a limited number

¢
Y

of questlons; The general rules- we followed were:

¢
e

PEW
)

o




II-5

k4]

1. Do not. attach a question for every item.1l
2. - By repeating similar emphasis on questions about
' several different items, I hoped to communicate
that we were interested in as much specific in-
formation as possible and as many principles as
~ possible. :

i

At the draft stage, there appeared to be a rough
dichotomy between those programs which were more speCific,
and those which were less so. One could also characterize .
this asja procedure vers‘s_prinCiple, techniques versus

attitude, or a means versus ends dichotomy. For the group‘

of models tending to emphasize "means", it seemed oss1b1e
. : p

to elicit even greater specificity from them and, in some:

-sense, ask them harder questions. For eiample;‘the Univer-
1§ity of Kansas draft contained a category called Teacher

’ Techniques, Responsibilities and.Training. - We attached_a

'

general question for -the entire category ‘which read$ ~4g"

"K‘\s

8\" B. General Question' What is the speCified«role

of the teacher during earn pez:iod”2 What is

her location, what’does she focus on, what

are her interactions with children to empha-
| Size’ | | |

This question really asks that the sponsor justify the

component with a reason and/or a belief about the nature of

s

lye ended up asking about one-half as many questions as
draft items for each model.

2"l?’arn period" is the UniverSity of Kansas phrase for in-

 structional time when children's correct responscs (in

terms of academic content or behavior) "earn them tokcns.

N

ma
LRI B 4
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Iearning. Our consc1ous goal was to ‘have each model de~
scrlptlon contain both spelelC behav1ors as well as cate—
gorlcal pr1nc1ples which sponsors belleved stbsumed the
'behav1ors. In thls way, all the model descr1ptlons would
comblne the n1tty—gr1tty"‘of "how to do it" as well as
theoretlcal and ph11050ph1ca] ratlonales.

Surely models can be dlstlngulshed on more than one

‘ d1men51on, but as our work progressed the d1chotomy of prJn-~

5ﬁc1ple and procedure persisted, as shown by the flnul ver-
s;on of sponsor statements. The vpr1nc1ple or~ "ends"
- modelsxwere extrémely relnctant.to glve ekamples because
they were afraid the examples‘will.become formulas, hinder-
‘ing rather than promotingvfdrther thinking of the staff
' and preventlng new examples from being generated The

S ge
models that favor procedure or means, onatheﬁother hand,

f.wm&m
felt that pr1nc1ples leave teachers without Ways to- oper~
ate on a mlnute-to-mlnute basis in class. Slnce spec1f1c

-~ .

behaviors are the stuff pr1nc’ples are made of anyway, why

not spec1fy what you want and never mentlon pr1nc1ple’

\\“‘“‘-~Model§_stre551ng pr1nc1ples seem to.have.appeal for the

development of the profe551onal human belng. Models stress-'

‘ing procedures séem to be more suitable for the hard core

problem of tra1n1ng a huge and varied teachlng staff to
employ spec1f1cw“pay~off" teachlng technlques.

2. Phase tWo4' the soonsor replles

When all the drafts: were returned, we had the most

complete versions of each model that we could get in itwo
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months. The‘descriptions;were primarily the result of
written conmunication,and a-few phone calls to sponsors.3.

In some. cases, sponsors had completely rewritten thelr

'drafts (e. 9o, Bank Street, the Unlver51ty of Arlzona)
ﬂfTwo models, the Un1versxty of Florida and High Scope fur-

nished add1t10na1 publlshed mater1a1 which they sald was

more sultable for the checkllst. ngh Scope had prepared
many examples of model approprlate teachlng sequences
within currlculum areas. The Unlver51ty.of Florlda s

checklist was largeiy extracted’from tWo documents - one,

-a self-monltorlng report to be filled out by the Parent

-

Educator s follow1ng her home V151t, the other a behav1oral

- list of the components of_a ‘successful "task",,the dellvery

' items. Below are listed the final checclist'itemsdof four

_polnt of the model. Other models sent teacher training
materlal, but the materials freqvently d1d not contain

: examples.at the level of speclflolty requlred»for an

a

. observation instrument. Though the final version of eachh_

‘model checklist was moré comprehensive and relatively more

spécifjc‘than the draft, each still Containedlambiéuous.

-

models descrlblng materlals- each is fo)gowed by questlons

found to be unresolved-

Bank Street

Final item: Materials are located so that chlldren know
where .they are and can reach them readlly.

-

T

, 3The exception to this was EDC with whom we had several

' meetlngs in order to persuade them to cooperate in devel-

oping a checklist as well as urging them to procecd in cor-
pletlng it. : .

- ' . 9UE3d




-

[

II-8

Question: What principles differentiate children's mate-
rials from other materials in the room?

o | -

Far West : :
Final item: Children's materlals are in ev1dence in the
room, v1sually and physically acce551ble.

Question: Does "chlldren s materials" mean made by
chlldren, that chlldren can use them, or both°

‘University of Pittsburgh :
Final item: Materials are organlzed in the room accordlng

to various learning centers; for example, one would find

. the prescrlbed exploratory learning materlals for math in

the math area.

Question: Does this model have ‘any 1nterest in the arrange-‘

ment of materlals outSLde of tne learnlng centers”

REC

Final item: Materlals are attractlvely arranged and within B

3
i
2B

Quest;on:. What is the model criteéria for "attractlvely
arranged"? By‘“easy reach children" does. the program

include this in some mor general notion of what children

* can touch, when, and what the condltlons of use of mate-~
rlals are? - _ . *

Sp0nsors had complete control of the content of the

‘implementatlon lnstruments‘for their model. They were

to reflect any possible major programaadditions‘or dele-

to obtain an exact'program description would have been to

visit sponsors: more time could have been spent on devising

4Observers were asked to ralse questlons about any items
they felt they could nbét rate in order to make the instru-
ments as functional and clear as possible.  Two Observers
of two dlerrent models contributed to substantial check-
list_ revisions.after their first use in the field, Beyond
thls, virtually no questicns came from Observers about tho

. deflnltlons of components for Lhelr wodel.

LS

[t
s
[

‘easy reach of chlldren. v ‘ -

‘asked to make.any changes in the instrument during the year -.

tions.4 At the time, we etrongly believed:that the best way.
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L theiohecklists and thevnumber and range of questions we

could'have asked would_have‘been‘greater. This process™

E wouldvhave required less of the sponsor's time in the end,

another'benefit'for them. Howe\EK; as previously men-~

tloned. tlme as well ‘as funds prevented us from using what

mlght have been a more productlve approach. The sponsor -

-

authorized ver51ons of the model descriptions became an

implementation ohecklist for that model!.

C. Models Omltted From The ProceSS'

Of the twelve models part1c1pat1ng in the Planned

Varlatlon experlment, only ten had 1nstruments for 1mple—

Amentatlon.v New York University and the Enabler model were

omitted ~ New York UniverSity‘had only one site which was
dropped from the data collectlon of 1971 72. Since this.
would. give no comparlson daté‘for 1mplementat10n, it was

omitted. .The Enabler model‘presented‘a different problem.

‘As a model,;it:consisted of five early education speoial-

. ists, each wOrkingLin afoonsulting capacity,with'their.own

community. ,The~purpose,of'the work was to help avoommunity
develbp its own educational-model. The. consultants were
not selected on the basis of their'agreement about goals,

nor d1d they meet in advance of thelr work with the express

be "The Enabler Model". During the course of'the experl-

mentfthey"met occasionally‘to try to extract what similari-

ties there might be in their work. In the fall of 1977,

this mcdel had no formal publications available, though’

-

<

<
e

o M

'

[Ss~Y

' purpose of agreelng on procedures or practlces whlch would
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there were anecdotal reports of'site visits.5 In the ab-

sence of publlshed material, with sparse consensus of

methods and goals in the anecdotal reports, and without an

opportunlty to meet with the "sponsors", it was impossible

to construct an implementation instrument for this model.

D. A Measurement.Controversy
' The ten instruments which were used in the field
varied in length and~Specificity.’ Categories of items in

all.of them covered materials and teacher behaviors but

~-beYond that, items,did not address-identical areas of edu-

.cation.

One mlght ask at th1s pOlnt what the benefits of mul—

tiple 1nstruments were? At the draft stage 1t appeared

that models mlght well share common spec1f1catlons. Below

. are draft 1tems we submltted to sponsors referrlng to mate-

rlals -and teacher pra1se which suggested that some models

mlght be more similar than different:.

1. Items relatlng to materials

Bank Street

Materials are located so that chlldren know where they are.

— . . L

S

SWe offered on several occasions t. meet with this groupf

*to work on a checklist, making our offer to the Programs

-~

Branch of OCD. That office had a great investment in this

particular model. The Enablers had been personally selected

. by the Senior Education officer of that branch and the

droup represented a strong child development orientation
favored by Programs at OCD. The relatively low cost of the
model (only the expenses of one individual, ten times a
year) gave it a great deal of appeal 1f,1ts results were

“comparable to other models ‘'in.any way. " Our offers werc

never acted upon by OCD.




EDC ‘ )
Materials are arranged in such a way that chlldren have
access to them. »

Unlverslty of Arizona .

.Space 1is handled in such a way that chlldren can f1nd

things.

2

-REC
The classroom stimulates chlldren to explore on thelr own. -

2. Items relatlng to pralse

Bank Street
Teacher pralses children for good behavior.

University of Kansas ‘
Teachers understand the subtletles of the use of p051t1ve
reinforcement.

University of 0regon~
Bach teacher uses systematic, positive relnforcement at all
times in working with children.

'Unlverslty of Arizona

'Teachers p051t1vely relnforce chlldren.

thle the above 1tems are close to one another in mean-

~1ng, there are, in fact, possible apprec1able dlfferences.
A Thus, Bank Street' "know1ng where thlngs are" may be qulte

'dlfferent from EDC's "haV1ng access to them". Chlldren 7

belng able to f1nd thlngs is 1mportant to Bank Street and

University of Arizona, but Bank Street emphasizes materials,
- while the University of Arizona emphasizes the organization .

ofispace, ‘One assumes‘ih the REC specification that both

materials and space might figure in constructing an envir-

. onment where children "explofe on&their own". None of the

E

four statements~differenti5£es materials into those which
may be approprlate for the Chlld 1n terms of the model.

That is, children nay know where a year s supply of paunr

- towels is, but should they have access to them?

=

<
. Cf\'.v
D

v

Y
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It was poss;ble that each set of examples could be
fairly’ *epresented by a sxngle item 1n one comprehensmve
checklist. If all the draftq had been réeturned statlng
fheée.iteﬁs wifh gréater simflérity on their final sponsor
~ corrected versions, we could héve‘justifiéd a single in-
stéument. In fact;'hbwéypr, the final_checklists'cbntajﬁed
ggéater di&ergence on‘§gch items. To réturn to qxamplés :
; referring only to mééerials. | |

‘3. Items relating to materials: " final.
checklist versions ,

Bank Street
s Materials are located so that chxldren know where they are
jand can reach them readily. (Item expanded.)

EDC . .
No- speclflc rewritten item referrlng to locatlon of mate-~
rlals in space. 01d item omitted. )

Far West '
Children's materials are in evidence in ‘the. ‘room v1sually
and physxcally accessible. (New item.)

University of Pittsburgh

Materials are organized in the room according to various
learning centers: for example, one would find the pre-
scribed exploratory learnlng materlals for math in the math,
area.

Teaching materiéls for presétibed learning are cléariy
labeled so that children can find them. They are keyed to
the objectives 1ncluded in each of the curriculum areas.

r

(Two new items.)

REC ‘ ‘ .
Materials are attractlvely arranged and within easy reach
~of children. (Item,expanded )

Unlver31tv of Arizona
The materials are attractively arranged and eas;ly access-
1ble. (Item expanded.) :

When the 1tems.forﬂerly somewhat similar in the draft stage

assumed a greater dldcrepancy in their final vers lDﬂ¢, ﬂi

S 4
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secmed reasonaﬁle'to conclude that a sinqle in3gtrument
could not fa;rly represent the whole group of models.

The questﬂon of/multlple versus smngle 1nstruments .
ralsed other issues. If HSPV included 12 distinct "treat-
ments", a first step in measurzng,each model 1mp1ementatlon,'
would be to view each model as an entxty and thus. compare

it to 1ts own standards. If the»models had been‘developea,1 \

, our assumptlon wasrthat items for a checklist instrument

| would have existed in'sponsor published material. Since

they did not, our premise was that fostering, developing,

*

refining, and paying Attenﬁion to the distinctive attri-

butes of each model would help to obtain clearerepicture

of what each represented as a treatment.A.MOreover, a
thorough express;on of eacﬂ model'’s progr "would offer
some ba51s for an estlmaée of any unlque iharacter:;stz.cs
they might possess. By contrast, the development of a

single 1nstrument would force omlsszon ot many unigue

. aspects of models, or, in the process of reduczng them ta.

a compatlble form with components of other models, dllute
most of thelr meanlng ’
A second drawback' of a sxngle measure was related to

earlxex sponsor objectlons to-test measures. Some sponsors

~felt the PV, test battery did not adéress the speclflc

'outcones for whlch their programs: were deszgned. A.snnole

1mplemenkatlon measure would have been vulnerable to simi- .

~‘lar CrltICl ns. :

ge} &j Q

[P




The drawbacks of a group of instzuments, on tha other' o
hand, are clear. Realistically, thev”can only mermiﬁ

w;thin model comparlsans. One cannot us& thém to cgmparé .

T .

the level of lmplementatxon across moﬂals since model com-

ponents are not equal across mcdels. Therefbre, we cannct‘v
equate 50% of one m@del with 50% nf anoeher. To do so, we
would rieed to know hog components are.weighted within ‘
models® and further, what‘arxag§ of(compcneﬂts conposed
each s0s. . s f“' 1} ‘ o
While the limifations pivmﬁltiple inétrﬁmeﬁtb are
- obvious, in Qéighing the édvahtages aﬁd diéadvantageg of a

single instrument aga;nst multiple ones, we decldea in Favor y~'

SO of the latter. ’ ' ) -
E.~ Descr;pt:on of Selected Mcdg; Checklists

zare Bank

Street, EDC Far West, ‘High-Scope, REC, Unzvsrs;ty of

The ten models dlscussed in thzs report

| Arxzona, En1v~t51ty of Florida, Unmversitf offxansas, unl-f
versity of Oregon, and University of’ Pittsbuxgh.; They
represent range of’app:oadhes ~,from emphasis on academic |,
instruction with the teacher as an active director of X
learnlng to an emphasis on chilﬁ-inltlated 1earnlnq with

’the teacher respendxng and- 1end1ng support. 'The Qﬂlvergl£§

of Floglda represents another model of 1earqing entirely;{

as it takes:rplace outside of a elassroci in the home. The

_teaching situation is one-to-gne and the immediate target

6phis. informaticn was reguested from sponsors during the |
courss of Lﬁ final year. :

Uy
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. : fpupil®™ is the pirent. ’ ’ ) '
o - We have grouped models in two categories.- In Group
‘X, we have placed models which have a child development - ’

- base-and a whole child approsch. These models are Babk'
Street, EDC, Far Weskt, High Seope and Arizona. In Graup . .

11, we have placed rodels vhich purport to teach the child

~  something specific and which specify some or all of the
A ‘following in their checklistss specific materials, ¢leax

procedures, and/or monitoring devices for the koy parts

B of their program. These models are REC, Plorida, Kansas,
. ) Oregon and Pittsburgh. %
f, : | The following section deseribes cach model and gives

some examples of important (key) items from each model’s.

hecklist
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[ . BANK STRMET COLLEGE o -

- - - (Group I/sources of information: published material, slide
P tapes, teachers training materials, personal communlcat;gn
{ and tra;n;ng at the col’ege over a 1~1/2 year period. y7

|

|

-
-

? . ! ET

: | Ba k Street has been a teacher training«ingtituﬁion'ay '

thg gn;auaﬁg level for many years. It has been considered’
a*leader in the field of Early Childhood Education. One of
the Strong‘influencés on its educationa%‘philosophy has

been‘psycheanalytic theory, and this is reflected»iﬁ its

style of teagher training. Bank Street has adapted the
anaiytic“;odel in the sense that the diadic¢ relations’ip

: between thé teacher trainee and his college ﬁaculty Advisor
is seen as a central learning’experience.' Advisor-student
contacts are intense and verbal, emphasiziné disaussipns of
students' feelings about themselves, their teaching and
teachlng issues. Assignment to ongoing classrooms is a
part of a student’s training. The student works under a
master tgacher severél days a weékufar a semester. The -
master teacher usually glves no expllclt d;rect;@ns to the o
student but ls cencemged Gy aa an embodiment of the philos-
ophy which the student should amulate,

In cur opinion, emphasis on the development of the

teacher as a person saasitive.ﬁo and aware of children's

nggds iz the heart of the model., This is encouraged and

7%@ have not had an @ﬂb@xtgn
progran ¢f t%Lg 4
Btroot's 1
L.‘.ﬂlﬁ'f?“

A f £y




task is all-encompassing. She is askedfto follow a set of
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‘sﬁppofted at an individual 1evelfby thé-sponso:. Given this
conceptionrpf teaéhing,’it istnOt sufpriéing that'th‘ Bank :
Street checklist telis us more about what the teachg?’is tb'
be than'ﬁhat the teacher is %upposéd,to do. Similarlyy, the:
qualities which children should exhibit ére definea, rather
than their concrete behavior. Put differenfly, the Sank. \

Street model is globa' rather than 5pecific. The teacher's \

complex and high level goals with&ué‘spedification of the 
sta;;s or steps by which these éoals might be dchieved.

‘ In many ways, Bank Street is theyprototypeldf Cfoup I
modéls. The iteﬁs specifying child behavioré rééd“like‘& -
list of adult quallgzes.: The checklist® items dlrected to
adultsAare as exhaustively camplete. If a. teachen were
rated 4 on each item, she wddld be-a'paragon of v1rtue. The
theme of Bank Street*aqd\ggggp I seems to be the creation
of optimal human qualities for all 1ﬁaiv1duals assoc1ated
with the model - children, teachers, ancillary personnel
and parents. The pre~schdol is meant to be a iearning-
teaching environment for everyone wﬁo comes into contaéf‘
with it.

In our opinion, the key ideas in Bank Street are in-

dividualization, diagnosis as a psychological approach to - #

instruction, and a stress on learning . that has relevance to

contrast Lo other models, we found it difficult to selegt

,;
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" its core idéas, This is partly because the/model seems to
ekd%gde nothing and:the'cheqklist seems " like a description

of an ideal life.
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ﬁank Street

-

Materlals and Currlculum ;

i

II:B.4 There is emphasis upon use of natural materlals
- . within the child's own environment, and ch11d-made,
teacher-made and parent-made materials and equ1p-
,ment, as well as commerc1a1 jtems..

III:A.2 Curriculum is structur ed accordlng to ba51c edu-’
- . cational principles but is completely flexible in
' - response to the developﬁental stages of the
- children, their evolvihg competenc1es, and oppor--:
- tunities for- learnlng as they arlse in each
51tuat10n. ,
III:A.4 The currlculum,is,ﬁased upon the adult's study of -
- how each child organizes and. reinterprets his
- experience through "play and his own choice of
activities. '

Children as self-motivated persons who live in the classrcom

"I:AL2 Children demonstrate active participation in their
: own learning through self-initiated expression and
-through seeking more understandlng of facts, ideas

- and processes.

I:A.12 - Children organize. their 1deas, reason, plan and
' solve problems.;

Adults as responsive to individual ¢hildren's needs

I:B.4 - The adult challenges and- supports problem—solv1ng
; ~and coping behav1or. 4 .

:I:B;ld- The adults take into account each child's inter-
© - ests, strengths, weaknesses, and learning styles
in developing individuwalized curriculum.

‘I:B.11 The adults encourage children to work cooperatively
- and to interact in many ways with one another.

S I:B.12 - Adults encourage children. to describe out-of-school
: experiences, and show interest in the child's who]e
life.

Expectations of the total staff

I:B.17 'Each adult provides a role model with which.the
children may make positive identification.

PO
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 There is continuing interaction, sharing of
‘information and . .insights, and mutuality of goals
between teaching staff and ancillary staff (such-

as nurses,; family workers and guidance personnel).

~with the latter observing and sometlmes part1c1-
patlng. : ,

The consultant services of field representatlve,
resource persons and central Bank Street 'staff are

‘viewed as an essential component of the circular
process of staff development. The. Sponsor pro-
" vides input: to the community, considers feedback

from the community and eventually plans jointly
with the communlty to meet differentiated needs
with contlnulng support and guldance.

Parents and teachers cooperate in plannlng out-
of-school reinforcement of what. children are doing
and learning in school, which ‘is facilitated by

“home. visits by both the teachlng teams and ancil-

lary staff.

" The following items 1nc1ude some. items which are'uniqpe

" among models and are items pertaining to;parent.involvement

.V:C.3

‘V:D.3

Parents are encouraged to partlclpate in the
- school's learning “activities, such as helping with
- story time, field trJ.p , cooking, and making

materlals. o C e \
Parents devélop and/or use checkllst for classroom
observation, i.e., what to“~look for in a Bank
Street-sponsored classroom.. - -

Parents are’ being trained to interview each other,
’ uslng the new Questlonnalre for Parents.

In some communities a speclal room or ‘house may
be set aside for the use of parents, Wthh is
often used for educational and community activi-
ties as well as for the primary social function.'’

<o
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EDC

(Group I/sources of 1nformatlon"‘publlshed material, staff
interviews.) ‘ ‘

The EDC model incorporates the earlier work.ofyits
earlier incarnation, Educational Services Incorporated
(ESI) ESI worked on the development of so-called teacher
proof materlals since they perceived large scale teacher
btralnlng and/or retra;nlng as an 1mposs;ple task. The 1m—
-portance,of materials is a key part of the FDC model. A
second key input to the model occurred a'fév,years~prior-to
its Follow Through.participation, when;the staff had become
‘increasingly'interested in the British scheme of dpen Educ-
‘cation. Open Educatlon stressed the: 1nd1v1dual ‘nature of
1earn1ng and had a. unique system for superv1slng and a551st—
’,1ng teachers called'the "Adv1sory", In England, the Advis-
ory is a group of ‘senior teachers, most frequently with
expertlse in-a specific curl1cular 1dea. Adv1sors do not
have classroom teachlng respon51b111t1es but are consultants
in the1r curricular areas. The;hgnnctlon 1n two unlque
ways:; (1) they5can be summoned d1rectly by teachers, and
(2) they do not have any power -to dismiss teachers or advise
that they be dlsmlssed “The advantages of this scheme to

teachers (and indirectly to children) are obvious. Teach-

ers who wish assistance, if they are not required to make

wat-request of or through Administration (1) may be more

, likely to ask for help,VJZ)'more likely to use the help

'they‘get, and (3) not suffer the intense anxiety of the

.G

o
-

R
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;if—I-need-help-I‘m—not-a-gOod-teacher syndrome,'w,fCh‘is

/‘/

. -

v-more‘typicallof this country.

_ w0
. The EQE model adopted much of the Br1t1sh scheme

.stressing that chlldren work 1nd1v1dua11y and began devel4

oplng 1ts own AdV1sory of former cl/gsroom‘teachers. _
In relatlon to the clai§;o6// the model views ch11d-
ren as persons capabre'of'serlous effort and work, to be
respected, supported and, more often than not, left to
structure thelr own -learning. The role of phe teacher
is to be responslve and subtly encouraglng rather than
1n1t1at1ng or dlrectlve. Teachers (1) pr1mar11y provide
materlals, and (2) leave chlldren alone.
A strong component of the model (though there is only

one item devoted to 1t in the checklist - III: lb) is that

.a classroom must have an individual or "unique" flavor.

. This is a logical extenslon of the notion that children's

work be individual and self-determined. A phrase used
often by the-sponsorﬂs‘staff’is‘"do your own thing" which
applies to everyone-associated with the model.

‘ The emphasis on individual freedom.in the interpreta-

'tion and enactment of the model probably allows, from a

‘positive point of view, exhilarating leeway to creative

teéachers (and sponsor staff) who have been waiting to get

out from under doctr1na1re educatlonal systems. On the

other hand, the lack of concrete spec1flcatlon that typi-

fies the model may cause a good deal of_confusion and/or

[
-

[
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,hostility from'teacners'and'administration;‘ Whether‘or not
this 1nsp1red EDC, a large sectlon ln tne1r checkllst
spec1f1es admlnlstratlve“behaV1ors.~ The items in thls
sectlon are unlque among models, are refreshlngly concrete, -
and represent a successful attempt at spelllng out some
- ways admlnlstratlon can support or oestroy an 1nnovatlon.
We feel 1t.1s both interesting and 1mportant to keep

in mind thatathe-organization’of the Planned Variation 7
R ekperiment (as well as FolloW'fhrough) necessarily compro-
mised the two central principles,of the British‘definition
-of ankAdvisory: ‘il)'Advisors'respondinglto the direct o
solicitation of individual teachers, and (2) the nonemalua—
tive stance of an Advisory. Planned Variation wasLSelected‘
'-byfcommunity and/or school representatives,,usually‘from
administration. The'nature of the~Planned Variation con-
tracts requlred a flxed number of consultlng days from the
sponsor to work in desigriated Planned Variations classrooms.
This means every Planneo Varlatlon classroom teacher saw a
'.memoer of the EDC Adv1sory at least once a year wnetner or
not she or ae w1sned it. Secondly, as a national experl-
ment, HSPV was constantly attempting to evaluate teachers.
(ObV1ously, the model could have adapted the Brltlsh scnemeA

to fit the c1rcumstances. However, it was our definite

impression from conversations with the EDC staff.that this

was not tne case. Members of the Advisory maintained a
- standard of the ideal role they should play, i.e., respond—

ﬁin%/to teacher reguests for assistance.; As part of Planned
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' Variation, Advisors;were put.in the position of takingrthe
:finitial steps Eo‘estabiish a relationsh{b with teachers,
tryrng to create an understandrng of the model and a desire
‘to work Wlth Lt¢ ‘While thls was. no dlfferent from ther “\J‘_
‘probiems faced by other models in thelr sponsor representa— :
t1ve—srte relatlonshlps, 1t v1olated the EDC pr1nc1ples.

The key 1tems which characterlze thls model are as

14

-

lfollows~

Items Perta1n1ng»To Ind1v1duallsm And Self-real1zatlon

I. 2. Children take 1n1t1at1ve and take responslblllty
- for their own work - they do not have to have
- things prescrlbed.

i.’ 8. Children show 51gns of humor, fun, and joyous—
ness.

‘They car do things themselves even when the
'teacher mlght do 1t.more neatly or better.

IX. 5. There is somethlng that 'is unique to thrs class=-
room, i.e., the classroom should have an
1nd1v1dual quality to it.

Items Pertalnlng‘To Materlals ,

" . I. 20. Children use materials in a variety of ways.

III. 2,f. Resource Center: materials are organized so that

: _they are easily available. There is a system for
keeping teachers supplied with materials from a
functlonal working.space.

IV. 18. The teacher provides a varlety of materlals

I; 17. Children can make mlstakes and learn fromrthem.‘ -
|
|
|
i
during the school year. ‘

;

Items Pertaining To The Teacher's Role

IV. 6. Teachers are sensitive and respons1ve to ¢ o »
children's needs.

-¥V, 12, Teacher encourages'onildren to persist in things
< Ty« which capture their interest by extending those
a7 lnteres ts. _ .

SRRV S
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»

Items Pertalnlng To aupport Out51de The Model

- IXI. 1,f. Admlnlstrators snare 1nformatlon ahout ‘the budget
‘ ' with the 1ocal ‘advisors. '

' III. 2,b. Staff Development. (Note by .cire¢ling which com-
: ponents are obsgrved or, administratively
. supported accordlng to your 1nformatlon.

e

Release tlme, pay fares to workshops, hel pro-
. vide local workshops, encourage Cross classroom
VlSltatlon. \ . o

III. 4. Admlnlstrators make an effort to understand the
' model by attending workshops, reading and/or '
tnougntful questioning. : , <

III. 7. The admznlstratlon has clearly delegated some

‘ - nonsupervisory responsibilities for supporting
the program to the local advisor is not asked to
evaluate teachers and has a minimum of adminis-
- trative chores. - _ ‘ -

fBelow Please Underllne Any Phenomena That‘You Observe.

'l) A curriculum imposed by the admznlstrators. 2) Imposi-
tion of lesson plans either made by the teacher of the
Director. 3) Required reports from the teachers to the
administrators which are not ‘useful to the teachers and
children. 4) Prescribing certain books, ordering the same
thlng for all classrooms without consultlng the teachers.

Items Pert alnlng To The Advxsorx

V. 2. ‘The adV1sor does not take on superVLSory ‘evalua-

‘‘‘‘‘

.V, 3;b.¢\Helps staff develop thelr own classroom mate-
: - rials. s L

v, 6,b. Devises a system for keeping teachers supplied'
‘with materials, particplarly consumable items.
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FAR WEST : : pi . o |
(Group I/sources of information: formal publications and
teacher tralnlng materxals ) S o : ,

-

The Far West Laboratbry was establlshed in 1966. By
Octeber 6f 1967 1t began developxng an exper1menta1 1nserv-
ice training program for Headstart teachers and ass1stants.

The - respon51ve model,“«as it was then called, was devel-‘ . .

: oped at the Glen N1mn1cht's New Nursery School 1n Greeley,

.

COIorado,

1
e

In a document called~"Summary of aﬁThreewyear'Experi—'

C ot

put out in 1970, Far WEStfoutlines_its OBjeetives as "...

E

|

E

|

{

} . mental Program to Train Headstart Teachers and Assistants” -

to help children maintain or develop afhealthf self—concebt:

i - and to‘develop their intellectual ability (i.e.;.ability te -
solve problems); (p. 1); The'environment ?r‘which 1earning-e'-
ktakesjplece is described in ideai weys ("it informs the 4
learner iﬁﬁediately about the conseeeencee of hie actiens*)

.adgathevactivities in the environment.are means to be ‘
"autotelic"”, that is, the child's eesential.satisf;ction
’stems from the activity itself. 1In othertwords, learning
is’self-rewarding. - -

By 1971, problem solving bec me an avowediy unique‘
aspect of this model. -"Problems"aghye three major classi-

fications:

'“‘Arncntnteractmonal -problem - (a physical .or one- .

person problem", e.g., a puzzle).




e

e

. N

‘2.;iInteractional1pr¢bleﬁ§4(“;.;;involves two or more
S peqpié“éndprequirgé a person to think." E.g.,

- chess}.

o

3. Emotxonal prnblems, wnzch are seen as block

P

~ solving the other -kinds of problems and which are

to be mastered to pxoduce a "Healthy self— .

-

'concept' =f&

. Problen solv;ng ab;lxty rests on "developlng the senses,

language and concept format;on“ {p. 3)‘

Otherv ma;or' obgectxves that are discussed in this

-

: paper are (1) a chlld's knowledge and pos;txve feeling for

his cultunal hackground, and (2) a Chlld'S ability to - learn

€ 4

how to Iearn

*

ities they requlre -do not compr;se a na:rowly defined set

of quectzves. Oon the contrary, they could describe any

and all of a child's school (or out-of-school) experiences.

* .In attempting to uncover whatever. something speéific might

lie beneath tneqe overall objectlves, we searcned the train-

'ing materlals of Far West. In a document entitled Program

hdvisor's Seminar} the following sets of activities are

outlined; -the first for teachers, the second for Program

Advisors in their follow-up of the teachers "First Class-

room Unit®.
PHASE~IN WEEK

‘ s . R . .
First Classrocom Unit (Teachers) A

1. Help Children Adjust to School

The‘three kinds of Eroblems to be solved and the abil-




-

Provide name tags
Provide individual space with full name and phcto
' Practice calling each child by name
2. Establish Rules And Routines For Children
3., Observe Class Behavior e
What they do and do not do : : .
4, Establish Adult Relationships - -
Working as a team -

First Worksiiop For Teachers (Pro ogram Advisors)

1l.. D;scuss Children's Adjustment To. School
2. Discuss And Evaluate Rules And Routines
3. Discuss Teachers Observations Of The Class
4. Discuss Adult Relationships
5. Discuss One Of The Activities For Children
S Songs using children's names
6. . Discuss Specific Language For Teachers To Practlce
. Use verbs to describe action

In no way do these suggestzons vary from any whlch ‘would be
espoused by an %nstxtuglon/for teacher tralnlng in early
childhood. We find a few ﬁiéhly specific practices
believed to lead to successfuyl achievement of a goal such
as éhildren»wearing thei:,pam;_tags in school equaéed with
assisting adjustment to séhoolglonggwith dictums of enor=-
mbus scope unacccompanied by suggestioﬁg of how they‘might
be carried out. For examp}e,”eétablishing profaSSEQnal
working relgﬁionships" is a simple matter of reminding a
teacher that:ﬁhey should be attended to. The remaining
classxoom/units show- a similar dichotomy with the greater
proportion of}activities being defined by general rather )
than by specific examples. ;QlassraomAunits containing sug-
gestionsAéuch as "use cuisenaire rods to Gevelop the

concept of size"™ are few and far between and even then,

-

gPage 2, Point 3 of tae Seventh Classrecom Unit.

x
ot

T e

.
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do not expla;n how on@ mxgnt use the reods,

In the-Lab‘c 1971 cbjectives statement,? @xamplﬂg of

| -

noninteraction and‘inﬁeracti@na; prdhl@ms are given. Thgy

are all in the contextAgf games (eveg though earlier,

%

) marr;age haa been givun -as an example of an xnteraatzaﬁal

problem}ﬁ’ This has the effect of making this aspect of ta@
model suddenly seem narrow, and one has_a vision of
child:én notaas”pugilg but as players. Aowever, under a
heading which warns in upper case igtters that General

Characteristics of a Good Problem Solver Should apply To

‘Magy Althguqh Not All Problems, some of the follewing child

qualities are 1135@50
B - %aka ques:;ong x@@§1V1rg extended answers {*Hew?,
"Why', ‘What would happen if' questions),
= Reflective, focused, not impulsive (for exampis,
in tasks that ask °Which one i3 most like the
letter 4, b; p, h, or q?? delays ("thinks®} befores
responding.
R
~ Makes and honors bargains, agreements and con-
tracts.,* . -
Far West admits that developing such characteristics
is more than a one or two year ieb. E%h@ end of their paper

mentions the lack of a specific curriculum. It 'suggests

Fobjectives of t%ﬁ .Responsive.He
Program, Far west Laboratory for
Develeprental, L@vwl il j@ e T,
Barnss and siher p

nes
o

4
Ed

*
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that the real job is for individual teachers (as opposed to

what the model provides). The sponsor is not to dictate

H

) / : .
the quantity or content of teacher behavior, “... an

immediate objective yould be t@ increase the anmcunt of time

the . teacher deliberately uses some form of experience that
she could clearly iden fy“ {p. 20).

; ’ p
. Typical ¢f cthe Group I models, we find the child

stalking his education alone, and the teacher being the

best *nEKSﬁn*lghe knows how to be by encouraging and

resgegting the child’s lﬂt st and efforts,

The checklist items that reflec: this approach are:

Items Relating T@ The Sﬂlfw?pfa*alnu Nature OF Child Activ-
ztz

II. B. Teachers do not routinely interrupt cﬁ;ldrﬂn
with teacher-initiated activitiss.

I L. Teachers provide for experiences that are self-
rewarding for @ﬂliﬁgaﬁ

IIZ. B. Caildren move at their own pace in most of the
aetiv;ti&s they engage in.

I1I. D. Caildren are invelved in experienges that are
self-revarding. .

II1. T. Children do things for tihe internal satisfaction
©of doing them rataer than tiirough external reward
or puniﬁﬁﬁaﬁtg

Items Felat ﬁ? i@ Tae Three Tyvroes Of Problens

1. M. Teachers provide for experiences waich allow
children to engayge in & variesy of proslen~
S0lving astivities. :

or]
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III.
III.

IIy.

G.

I.

N.
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Children are scolving a varlety of prob1ems- some
are personal interactional problems and some are
physical. . f

Children shov evidence of developing self-esteem.

Children maximiz? use of tneir own and other
available resources to solve problems.

~

Children cope well with their own emotions.

Items Relating To Curriculum And Materials

II.

II.

x

*
£is

J.

Teachers direct early program work toward basic
concepts suca as color, pos;tzon and relation.

Teachers use resource material from the Lab.
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HIGH~-SCOPE ‘ "
(Group I/sources of information: published material, tea-
“cher training materials, site visits (2), sponsor inter-
views, staff interviews, local site staff interviews.)

David Weikart, the DixQSE?: of the High-Scope Founda-
tion, has been conducfiqg research with pre-échool age
childrgp since just‘before the inception of Headstért in
1965; His early'work focused on children whose achievement
‘tésé scores fell into ﬁﬁe retarded range. Prior to Follow
ThroughAand Headstart, he also coliabgiated briéfly~wit§
éonstance ﬁémii in an attempt to operationalize some of tbg
work of Jean Piaget for classroom use.

The importance which Weikargﬁstill places 6n Piaget's
work is evident from the.gigh-écope-checklist. Approxi-
matelj onelsixth of its items deal wifh'”Temporal Relations,
Spatial Relations, Classification ;nd Seriation". The
' reader may wonder, then, why this model has been‘placed in
Group I withdmodels which are botﬁ child developmené
orienéed and lack specific curricula. When models have
been grouped in the past, HighhScoée usually falls into a
category which merges “cdgnitiﬁe" and/og "structured"
mbdels, with-child developéent ones. Thbﬁgh High-Scope has
used Piagetian terms‘in its checklist, it has nelther
specific curriculum materials nor a particular~sgquence'
which must be followed in teaching the concepts, either of
which would have sufficed to place High-Scope iﬁ Gigup II.

2

There is, however, ene point which distinguishes High-Sco

s

. Y e y T wee £ D A Ot N PP SR P S S
from other .Group I models, When a High-Scope apegificatinn

e
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_ ,
is rather global and general, it is usually accompanied by
one or two specific suggestions for implementation. The
 teacher training materials for this mode1l0 (which will be
published as a book) are mimeographed and contain many sug-
gestions for teachers. They talk about ideas-as well as
activities. Nonetheless, we believe that what High-Scope
wishes teachers to do is very similar to what character-
izes Group I models. We think the differences rest in
calling teacher behavior by a different. name and offering
more suggestions. For implementation: for example, under
the checklist heading of Spatial Relations, one item
(IT F., 2) reads: )
"the teachers help the children to interpret and
make symbolic representations (such as pictures
and models) of the way things are arranged in space.
Examples: -(a) the teachers help children learn
about how their bodies are put together and gets
them to move in different-ways and to find out what
can be done with various body parts; and (b) the
teachers call the attention of the children to
where things are located in the classroom, school
and neighborhood.”
In my experience, the pre-school activities suggested to
student-teachers in curriculum training courses as well as
practiced by certified teachers in pre-school classrooms
always include {1) rhythms and movement (involving differ-
ent body parts); (2) tracing around the figure of a child

2s he lies or stands on brown paper, he then cuts and/or

paints this form:; and (3) field trips. Any of these, I

10These papers in mine ;raphed form were Lﬁ@ﬁ?‘ﬁﬁ*d*dt@
covers for "Language®, "Ac gn”, "Child %a;zﬂv : ?
of Reopresentalion {.&r I and I} uﬂﬂ,"; o Higd
Cognitive ¥Pre-school Curriculwa: the Open an*

,¢.
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would think, might be seen as implemehtation ef High~Scope
*spatial relations" concepts. Howevér, these activities |
'might.also-be found in\proérams of other ?V models (espec-
ially Group I) or of non-PV classrodhs;v It is simply the |
phrases descrlblng these activities which are unique.

We had an opportunity to V1s1t a High-Scope s1te and
interv1ew Dr. Weikart and his tralnlng staff extensxvely.

The checklist does not give an indication of the heavy

| emphasis which three features of the model received in the
sites we visited-

Implemented across the classrooms of one site:

1. The number of dl;frgent questions asked by all
classroom staff (Item II: C, 2).
2. The amount of physical movement on the part of

children which is tolerated by teachers and

~which they obviously view as-a function of — - v o ome

1ea£ning (Item IX: B, 7).

3. The routine occurrence of a_plann%pg éeriod in
which each adult takes small groubs’df children
at the beginning of the morning; each child makes
an initial plan of work (self-selected play) and
then "reviews" it (in resbonse to the teacher's
guestion "What did you do?") at the end of the
day. |

Group I models freguently talk about routlnes, but none has

them spelled out as completely.
¢

-

i
[
.




II:D.1 The teachers begina 1earn1ng sequence or a theme

- Llehe items in this Section are reproduced without the .

High—SCdéE"

-Items pertaining to model specvflc equipment and

organization _ P
I:C. Planning Boards represent the areas of the room. .
V:G. Children use their symbols to represent their

choices during work time.

II:A.1 During plannlqg,tlme, the teacher discusses the
: ‘ daily riutine and helps children to make individual
plans about where they will work and what they will
do.

V:C. During planning time, children tell or act out one
' activity they plan to do in their chosen work area.

II:A.5 The teacher reviews with the children what they
have done during work time at each area, talking
about how plans have been carried out and discus~
sing what might be done the next day. -

Items pertaining to special emphases of the model

IT:B.1 The teachers encourage the active manipulation and
exploration of the things in the classroom.

II:C.2 The teachers use divergent questlons (questlons
w1th many "rlght" answers)

o

with a concrete experience (the object level) -
not a representatlonal one. :

"Piagetian" :x.tems11

i 1

II:F.+, Spatizl Relatlons
" 1. The teachers help children to look at things
from different spatial v1ewpo;nts.,

2. The teachers help the children to interpret
and make symbolic representations (such as
pictures and models) of the way things are
arranged in space.

-

AN

examples that appear in the checklist. - For the full content
of each item, the rcader should refer ¢o the High-Scope
checklist in Appendiz B.

¢ 7, T
SN IE I




II:G.

’ II:H. T
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A

C1a351f1cat10n ’ ‘

1. The teachers encourage children to 1nvest1gate
the uses and attributes of thlngs.

2. The teachers help children to motice and
describe 31m11ar1t1es and dlfferences among

- objects. :

3. The teachers describe an object or sort a set
of objects in several different ways and help
children learn to do this.

Serlatlon '
1. The teachers provide materials which can be
arranged in order along some dimension.

Number Concepts ' : N

1. The teachers help children to compare quantl—
ties of “contlnuous" materlals like water or
clay..

2. The teachers give children sets of distinct
objects like buttons or beads to arrange and
rearrange.

3. The teachers shOW'chlldren how to compare the
number of items in two sets by matchlng them
up in one-to—one correspondence.




5.

REC ,
(Group II/sources of 1nformat10n- published material).*

From the limited information we have about this modél,
it appears to be brgénized around hardware. The central
part of,thé.REC.program is the Talking Page, a computerized

instructional program.- According to our limited informa-

tion a child sits in front of the Talking Page for 10-20

minutes -a day listening to recordings of written material.

As a Voice reads the material and/or talks about it, the
child follo&s;thé recording by looking'at hié own book
thch is identiéal-fp that being reéd. |

Specificaﬁions'dealing wiﬁh other aspects, of the ﬂédei
are quiteiéimilar to those of other;groué I models but do -
not seem as internally consistent.

‘ The @eyviteqs in this model refer to the Talking Page.

I. A,2. The "Talking Page" is used either every day or
‘every other day .

I. A,7. Children are encouraged to use voice mirrors
W1tnout direct supervision by an adult.

III. A,2. The adults work with small groups to introduce
" _ the Talking Page during activity time. Lessons
are usually introduced in a group context, with
the child having opportunities later to go
through the material--or prev1ously introduced
material--on his own.

III. A,3. The adult follows up and relnforces cnlldren who

choose the Talking Page lesson of the day as an
activity. Children may also repeat favorite
materials they have had at an earlier time.

*We have also talked with two staff members who inter-
viewed the sponsor of this nodel.

-
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III A,4. The .adults sit down with one child at a time to
go ovér the Talking Page progress check whpn a
child has finished a Talklng Page Book.

 III..B,6. The teacher keeps. daily records -on each Chlld in
‘ a notebook on the Talking Page. Aldes may assist

1n record—keeplng.
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6.
THE UNIVERSITY OF ARIZONA

. (Group I/sources of information: published material,

unpubllshed papers, v1deotape of program segment, teacher
tralnlng material.)

The AriZoﬁ; model is related to Marie Hughes' concep-
tion of children's education and teacher>training. Dr.
Hughes assigned specially trained personnel called Program

Assistants cne each to several elementary and pre-school

2

’c1§ssrooms. The Program Assistant had training in early

childhood development and curriculum, amd performed such

varied functions as locating aﬁd/or-purchasing materials

for a teacher, teaching some children in assigned classes
or recommending ¢ourseé of action the teacher might takel?
in rélationvto behavior managemenf prpblems in the class-

room. The Prcgram Assistant stood ready to provide any

and all kinds of assistance to teachers. As the Program
Assistant assumed the role of a guide, the needs and |
capacity of the teacher actually determined the inten-
sity and direction whicﬁ>the Program Assistant's work
assumed.

A mimeographed statemenf of the Hughes version of the

model was written by Mary Coxon.l3 This paper contains much

‘12Mrs. Ann Seigal, . Dlrector of The Cary Leadership Fellow

Program at Bank Street College worked with Marie Hughes and
is my source for the description of the Program A551stant s
role. :

13coxon, Mary, "An Informal Statement of the Tucson Early
Education Program". (An undated mimeographed paper from
the time when Marie Hughes directed the Ar;zona Research
and Development Center.)

LA |
[VERTIR VRS O |
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| A
.of'the'basic material of AriZona'e Checklist’description
for Planned Variationﬂ At its:end, Ms. Coxon snggests that

- the Program AsSistant (or "change agent") must introduce
-and malntaln "the program s innovative practlces . Since
the Program Assxstant has both "a training and a supporthe
role v lt_seems that the Program A551stant is respon51b1e
for‘implementation, and.'at least under Dr. Hughes,
shouldered the. major burden of the program.

. Dr. Hughes' program for Headstart children empha51zed
language. The;primary technique recommended is modeling.
"Language", says Ms. Coxon, "is taught through an~acceler-‘
ated, systematizedvnatnral system based on studies of the

- way a child 1earns language in the home;- Language~is_best
learned in a natural Sett;ng ces the,teacher is cOnstantly
modeling.the ;anguageras she interacts with the children“*
individually and in smallbgroups.“

COxon's’paper introduces_another objective, "societal
arts and skills", defined as including. "cooperation, |
‘planning and democratic processes". (p. 9) Yet these
processes are not enplicitly or concretely described.

Later, under the direction of Dr. Ronald Henderson,
Arizona malntalned much of the model constructed by br.
Hughes, especlally the role of - the Program Assistant.

"... the primary tralnlng strategy advocated for

use by the program assistant is to work with

teachers in their own classrqons, demonstratlng

desired techniques, critiquing one's own -perform-
ance to show how self-evaluation may be used to

3

1y 1) e
iz ) B/
.
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refine teachlng procedures, and assisting the

téacher in developlng strategies and techniques

for planning with aldea, volunteers and other

personnel.”l
But the Arizona checklist,describes this apparently central
feature of the model with only one item (III, B).

In a November 1970 paper called "The Tucson Early
Education Model", Dr. Henderson summarizes the model's four

major objectives:

1. Language competence.

2. Intellectual base ("... a collection of skills
assumed to be necessary in the process  ¢f learn-
ing ... for example, ordering events along '
certain dimensions such as size, color and
form....").

3. Motivational base (... a collection of attitudes
and behaviorzi characteristics related to pro-
ductive social involvement"}.

4. Soc1et~}/§rhs and skills ("reading, writing,
tic ... cooperatlon, planning and demo-

m.ght exclude?
This 1970 paper meﬁtiéps "structured lessons” taught
in small groups of~fivé children, but does not indicate
what the content of thg?ieséoné-might be, save for the
brief example above under 2. ‘ |

Arizona's checkilst for Planned Varlatlon is very

51m11ar to the content both of the Cowon and Henderson

l44enderson, Ronald, "Delivering the TEEM", Teem Exchange,
wf_g 39’1«
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k4

papers, and is stated with not much more specificity.

xc-skllls mentlcnea in some Arizona papers &xsappear.

oo,

Undex ”socxeﬁal4skxlls“ in the checklist, providing

¥

L

lectual kits", a series of materials centered around &

However, after the checklxst items are divided zﬁﬁg the 77 L

broad cateqorlal object;ves of  the moael, even tne sp@cz;,'

B

b

:

/3

¥

"options™ and "success oriented activities” are the key
ideas. Under intellectual skills, a model-~specific fommat
for instruction appears, althougi it is: unmentioned in any

material we had previously read. This consists of "“intel~

concept, (For example, a videotape we vi%we&ﬂgh@weﬁ a hox

s

-

:- & » s » o ’ - 7 ' 5
“While the checklist was 4in use, we were sent an interast-

ing ;n—hcuse docunment from Ari Zona antitled, "The TEEM -

Implementation Inventory". This is a December, 1972 mimec-
graphed publication f£rom Arzvona* It lists characteristics
found in "an ideal TEEM classroom on a. tgplcal day”™ taough

there is a statement to the effect that 1t .s not an

e . evaluative instrument, it is much more specific than the
. ‘ HSPV checklist as to what teachers should be d@lng, for
‘example, the expectations for language activities ingclude:

. o " ﬁkills v es Whic-h;

a) use the child‘s lanquagé as a basis of
instruction \

”

b) identify saund~5ymbcl associations

*1) Evidence of phbnetic and structural analysis

¢) present i sequence which allew for consonant

variety of reading materials.” o

L%

and vowel substitution ahd word buildiny

d) include a range of phoneiic elements in a

It is possible that this level of specifiec direction to

teachars was operati ng durvng Planned Vaxlﬁﬁl@ﬁ. even

though the cAaacllst did not weflect it.

ey

»

’ Qifa}*}?

.
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céntaining clocks, tircrs, hour glasses, watches, ©ic.,

]

which was used to discuss time.)
The concept of modeling is pro hably given more

emphasis by Arizona than by other @pﬁngg s and it could be

Items Pertaining To Sceietal 8%ills
I:B.1 The teacher provides, when possiblel options for
| 2 ?115 to make choices. “

I:B.6 The ﬁ@@@hﬁf provides success oriented activities
relevant td children's e Zperiences, interegts and

- <neédswt

* »
:temg-ﬁértainiﬁ@ Te Intellectual Skills
I:C.1 ‘The teacher uses intellectual kits and oren-onded

questioning or 1ift the level of ghild response

s

Items Pertaining Te Orchestratien

IT:8.1 The teacher interaction is planned to iﬁw u@@
 developrent of any or all of the societal art
- skills, provide language development, t%m@ia*z
intellectual growth and to develop positive atti
tudes about learning.

Ytems Perta g To Yedeling

I1:B.1 The teacher @r@v1d@5 opportunitles for peer imi=
t&f 1@!1 L] . i =

IX:B.2 The teacher provi
imitation,

ITIzR

IEI%%#

e




7.
THE UNIVERSITY OF E‘Lﬂ’@lﬁﬁ

{Group 1I/sources of information: published materisl,
unpublished papers, t@ﬁ@h@f training material, site vigits
(2}, spons @w interviews, staff interviews, dné site-gtaff
interviews.} }

¥
A

Pr. Ira Gordon, who heads the Florida msdel, had con-
ducted research on "disadvantaged” children for several
years pri@f_té th@ Follow Through and Headstart experi-
¥elationship to @@r@@n’@ earlier Florida program which

Angtructed new mothefs about iﬁf@nt piay. The zgg features

‘6f that progran were (1} individual instruction, (2} teach-

ing in the horme, {3) @af,y ina@rv@ skion, and (4} the mother
as the most effective teacher of the child., Dr. Gordon has

5

published a program handbook entitled, "Baby Learning Through

‘ E@by Blay®™

‘These sare features underlie Florida’s Planned Varia-
tion Progran, th@&gk it involves children 3-9% rather the
infants. We usé the word ”iﬂV@lV@@“’h@f@tiﬂt@nﬁi@naiiy

b@@a@@@Ath@ Florida medel, in our opinien, is

directed not- {’N
at chiléren but at thelr parents. In Florida's BY rodel

a paraprofessional called a ?aﬁgﬁt Bducator (PE) iz assigned

one-half of the familiec in the BV elass in w

{another PE iz assigned the remaining formilies

%i@ £5 @

P . LA B 14
kBT e by R
NELING &4 A T

%, 1
?g r‘_v..‘ R‘kai\

'”ﬂéﬁtga”'?lﬁﬁiﬁg‘“ ?ldﬂﬂeﬁ Varlation PpEgal Bears sope ™~ 7T




. and program Administrators. We also attended a threo-day

-;hﬂéw@r a«y ia lﬁ@lwm«Tﬁk@miaité?

basic outline of the checgklist: first, the sponsor places

‘ N
no §p@©ifi§éﬁi@ﬂ§ for what happans in the classroon.

We visited a PV gite of the Florida model, accompany-

%

iﬂg many PE's on home visits. We interviewed both PE's

: » B
traiﬁin@ Wﬂzx h@@ for the PFlorida model held at the ‘

%imgﬁ@ﬁsaémﬁﬁ»agww~»-~fe

2 &%

tra& ing three BS?@ﬁtd of the model abcve and beyond the

greast imporianee on r@lewpiqun H @es@nu; tasks are to h@
developad &ﬂf@ugh the mutual c@sg@raﬁx@h of the PE and the
teacher to whem she is as caigned;18and third, the important
role which Floprida sees the local PAC playing. Though esach
of thesze points L& mentioned in single items on the check-
list, they deserve additional éuwlzﬂgtlgﬁg

1. ERole Playing:

c‘

Role playing reﬁerﬂ to one Hf the ways in hhl@ﬂ PE

e

%

aﬁd ¥0's learn and review h@ content of the task. The PE
may “"teach” the task by desecribing the rules, the goals,

) e » . , : .
ete., to the MO and then repeat it. Repeating the tazk is

=

to involve each party pretending they are the X0 or the
child actually teaching the task. The values

of this technigue are ghviocus from either a tcachias €r a
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"right” way for a task to be done; instead the emphasis is

ar eI

or exploring and investigating what responses and confusions

*

the task might precipitate for both the teacher -and the

learner. This process not only informs the person teachiﬁg
- the tzsk about the learner's assets and deficits, but alsc

helps*stregg that teaching is a responsive act as well as a
ISR, - 1 ¥ > 1L 0. =% LR 0 T 1 5T S R a&t«»;&%m:m f@rtﬁu*ﬁgﬁ”“m

answer and tasks are not exercizes in pass fail. .

2. Task Development:
One Florida field representative told me he had never
" been "allowed” (i.e., by the gtaff = ﬁné,agsumag the
teacher in particular} to sit inen a canfer@ﬁce where the
PE and the teacher developed 4 task. ©n the one hand,
Florida pregents the design of the tasks as a formal and
» ,

rnecessary step in the entire medel process {for example,
this step has a significent place in a series of Florids

videotapes). However, the absence of adeguate monitoring

»

garded as crucial. This way be because in practige PE's . . .

%
§ ¢ P A Ry aR e
£iOn381p DOLWaEn Leasmi
. 2
el




3. P@C:

At the 1971 workshop we at a;ﬁaﬁ, a series of spmaller

work sessions were offored one aﬁ#erﬁaan. Dr. Gﬁrdéﬁ led
one entitled "Parents as Decision-Makers” which Gealt with
the p@teaéiai power of PAC's {Policy Advisory c@mﬁitﬁ@@, a
parent grauo which is a neces ar§ component of the éeaﬁw
R -4 73 o Al -1 4 4 sLa4 7S of < PN 3w*tﬁt workchop; Bri- Gordon said: tha*
Florida had translated the federal guidelines {(vhich are
lengthy} for PAC's "into English®, and had emploved a
former ?ﬁcléhairmaﬂ on hig staff who consulted with cach
site two weeks & year at the invitation @f the 1@&&&"?@5¥

chairmzn., It should bhe noted that this reprezentsz the

o

iangﬁgt enngecutive verisd which any Florida staff merher

spends at a site on a coniractual bazis. By contrast, con-

L 4

3

4
[ igad
(52
4.4
e
b

w»
2]
o)
o}
s
"
@
i
{3
e
ita]
s
oy
(&)
g
o

sultants from Florida who worl

rotated rather than perranently assigned to sites because

Dr. Gordon feolt one staff pember should not becone idonti=

fied with a gitaa .

that our 1n&erpr@ tation of the central intersst of the rode!

was “community control”. The staff mewnber agreed, indicat=
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- ’
The checkilibt items which describe the key parts of
the"?lcxida model are: | | ‘
Tiems Pertaining To Program ﬁtractﬁre
I:5. There are weekly haue vigits made by parent
* educators, tvo for each clasg. These Vxﬂxﬁv
ogeur during days, evenings or Wﬁﬂkﬁﬂﬁ
T:H. The PE is a paraprofessional %xred 1@@4111,
ltavv Pﬁrtzi ing e Tonk Development And DelIgapy ™ wrmmesmcr e
I:B. The PE and the tﬂﬁ&hax work together to ﬂaveiﬁw
tasks for mothers to give to children, (However,
tasks can also %ﬁ ﬁﬁ@ignamﬂ# Ly the policy com-
I1:B8.6 1f pocsible, hore materials are used,
II:a. Teachers, PE, rotherz and childrens must know .
reason for task,
I7:£.2 The t@@k is to be rglﬂﬂﬁzay@ﬁ botween the MO and -
PE.
Ii:E.% The tagk enCOUrages the PE to use a lot of wayg
te teach and the M0 to try different ways to 4o
it.
. I1:¥, Mothors are asked for suggestions for fubure
kasks, :
1iz7
Itens

il:H.




“prezent, ¥ansas preferg to label itﬁ model Yhoehavior
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8.
THE UHIVERESITY OF KANSEAS
(Group IT/zources of information: published material,

-

videotape, site vizit, sponsor intgrviaw.)j

o

The Univergity of XYansas performed the first major

work in behavier modification in the United States, At

o

analysis”, Briefly, bkehavior analysis congerng itself -

’”6ﬁ1y“wixﬁ“ﬁhﬁ”svrfaaefofwﬁpweﬁgﬁﬁiﬁg“rb@hav%@rﬁ»mfwﬁh%iémw‘

ren, nat with interpreting these behaviors and lovking
for caunes. The theory is that desirable hehavior can
be produced and undonirable behaviors suppressed lor
Poxtinguished”) through the teghnique of gelective rein-
forcement. "Desirabie” behaviors are those defined by
the public a@hégz system as it now aporates in mogt
eities and towns. Depending upon the child'o age and
the nature of the task, reinforcorpont might be gquite
conerete (for ezarmple, candy), or highly symbolle and
gsorial {for ﬁyamgiﬁ, praiue). In the Konsan Planned
Variation program, reinforcers are called "tokens” -
unually poker chips.

In the firot week of tho Bansas program o .ildren
are reinforeed for nitting in chairs and raizing thelr
handn when thoy wish to say sorothing or need help,
Contral %o bhe grogean is that Children whrk Yo achlons
cortain iﬁwwéﬁ ek @ﬁffhxré@%@ ife hwnrlwr it incis ArLlibe

pekie and oreaddineg.  In the PY progpoan, thildrin are Yot

-
4
-, P i e ¢ & gt 3 Lwegt v . H F ks 8 Y,
ﬁ‘f,‘éx % ?.x AT S u’fa A% ‘-7 “ag TEIR At Ly :{*ﬁa 47 "."é &’A:i‘ wjﬂ?,‘ RN WA S
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’

homogenous, #mall groups of 4-6 children, They‘woxk on
identical material as a group. In a typical classroom,
academic instruction (called Earn) is followed by a child's
paxﬁiciyatioﬂ in "back-up activitigﬁ'(céllaé Spgnﬁ). Back-
up activities are usually the standa;d nursery school play

activities, blocks, dress~up, puzzles, ete, Back-up activ-

“ihiéﬁ”atﬁwﬁfiéﬁa”{é;g.;”ISWEékéﬁs;WK"tbkéﬁéfwﬁﬁaMEﬁilﬁféb“"””“W

choose according to what they ean "afford",. Several Barn-
ﬁp@ﬁﬁ sequences oceur during a morning. KLansas iﬁ flexible
about the arrangement and length of the total sequence S0
long as each child covers each curgicular arca, has some
play time, and the general arrangement is made in consul-
tation with thg:spgnagx,

e visited a KLansaz pre-gchool classroom which, though
nmﬁ part of the PV egperiment, was, we were agsured by the
gponsor, an excellent example of deaavior hnalysis. Moot
of the program was as the checklistg described it, Hew-
pver, Wwe has two impressions of the program which we nad
not. rﬁﬁgiv%ﬂ from published material or from the checklist

deserinptions,

1.  The teacaers oonceplion of Lthoe Leaching Lask
;bigwlimi&qﬁlgu Barit.

= : SEC AU N RS S e o

w

Teachoo, must guve bohenny Lo ondldyen for correct
behaviors during Lhe academio, Darn portion of the day.,
Forog roant bey shallful at aoldimeg o groatl pany Volons,

gawineg taein eub withrat newerely dnterropbineg i abl ted o

.

‘ % SN ST I IS PE TS CHEE IR P IO NV 7T AN DT R RN TEE R T gt e,




At

TI-51
for thﬁt matter) and must deliver tokens each time an
appropriate behaviof is demonstrated. If teachers are
reinforcing pfeperly, this is an extremely demanding task,
even for a very skillful teacher. The teachers we observed
worked very hard during Earn pegiﬁd and did very little

during Spend, except stand in the room in which children

"Thqiépans@r sees Spend time as a time when children
can interact ﬁagethﬁr, an oceurrence which is not really
possible during Earn, The teacher's role during Spend is
not defined by the model,}? In addition, although Kansas
uses a good many teacher monitoring devices, it takes no

data on Spend time, thus strongly indicating to the teacher

that her behavior at this time ig not c¢rucial. The teachor

therefore sees her job in the model as assoclated entircly
with Earn, Our guess i that Spend is interpreted by her
ag rocess and/or rest time.,

2. Tokens are clear indicators of teacher

preferences for children and tralning and
menitoring devices for teachers,

SRR ST WY ISR

1t iﬂ\glmar that teachers could uae tokens in ﬂUcﬁ a
way that thoy, rﬁﬁhﬁr than the work itself, would be of
qreater interent to" children, They could create ¢ompoti-
tive situations either by divectly encomrayging it {e.g.,

"Leet 'nosoe who can get the most tokens.") or by carefully

v e g e v tie L e LT S R TS D S e T T L LT UL PR PRI pom oo

28 spimnen interview that dneluwicos an estonsive disow. cion
Of Farn Spend appeeare s ohapter Vi ' \
. - o

e sy
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tailoring the price of each back-up activity. In the
¢classrooms we observed, it secmed to make very little dif-
ference to chiléren how many tokens they received. In
addition, it secmed that the pricing of bdck—up activities
could never be optimal. Theoretically, if one wished each

chxld to perform maxlmally, the hlgheqt priced act;vxty

] -f

mast Le the one each Chald wants. Howaver, so long as
activities are the same price for cach child, a child's
"favorite" activity or preferred activity within a group
may be middle-priced or even low priced. In our opinion,
tokens work much hare strongly by simply emphasizing to
children what the teachexr is attending to. For‘teacherﬁl
tokening is anoaxtremaly effective training and monitoring
device showing them how frequently, to what and to wham,‘
they give attention. .

The key items in this medel are the following:

Items Pertaining To Scheduling And Organiration

X:Ah.2 All children can have experience in each of the
three basic curriculum arcas once a day luring
“Barn® periods.

I:R.4 porcent af the day to be devoted te the acadenie
arcas should be about 1% poreent (althouwh thoe
range ef acceptange is from 15 to 30 percent),

Ttems Pnrta\ning

- g

s Monitoring

IL:R.3 haily obnervation by the trained ohsierver s an
essent ial part of the ongoing training.,  The
teacher observesd recveives feodback the same day
from the trained obaerver.

P1:R0%  Phe sponear has established specific goals ta bao
met for the elasuroone. by the mexb site winit,
PThese gua b are pasted tor all ta see,
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Items Pertaining To Token Reinforcement

II:A.5

Teachers understand the subtleties of the use of
positive reinforcement. (E.g., she uses tokens
and Praise contingently, doesn't nag or make
errors in praise or tokens. Her children are on
task 90%+ of the time.)

(elaborations of the above item)

II:A.1

II:A.4

II:A.6

»

Teachers consistently use token and social rein-

——forcement -in-relations to.curriculum work.

-

The token system is alwvays acéqmpanied by posi-
tive verbal reinforcement, contingently delivered.

Teachers correct incorrect responses by means of
modeling or prompting.
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9. . :

UNIVERSITY OF OREGON ) )
(Group I/sources of information: published material,
videotape.) . ' :

This Planned Variation model, under the direction of

Sigfried Engelmahn and Wesley Becker, was developed in 1964 "

‘by Carl Bereiter and Engelmann. The 1964 model version,

The Academic Pre-school, is described in a series of pamph-
lets printed in 1969 called iﬁVWorks.13‘Starting with a

population that were then called "retarded" in-development,

the Pre-school's assumption was that 1angdagé:Qféiéiﬁg;wéﬁa”“““‘”*“?

math skills must be acquired at an accelerated rate for
this group in order for them to "catch up". The school

employed a technique called "direct instruction". Fourteen

- "minimum goals" are listed in the It Works description of

The Academic Pre-school. We £find them useful to quote in

-

full.

1. To respond to both affirmative and not state-
ments when asked "What is this?" “This is a
book. This is not a book." :

2. To respond to both affirmative and not state-
‘ ments when told "Tell me about this
[book, pencil, etc,]."

3. To use polar opposites ("If if is not N
it must be ") for four or more concept
pairs, e.g., big-little, up-down, etc.

4. To use the following preposi£icns correctly in
sentences: on, in, under, over, and between.

Toe

cw
‘:

181t works, "Academic Pre-school, Champaign, Illinois,
Burecau of Elcmentary and Secondary Education, U.S.0.E.,
Washington, B.C. 20292,
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5. To name positives and negatives for at least
four classés, e.g., "Tell me something that ig
a weapon."” "A gun is a weapon." "A cow is
not a weapon.“ A

is presented a picture with large and small
. squares. All the large ‘squares are red, but the
‘small squares are of various other colors.. "If
the square is big, what do you know about it?"
"It is red."

7. To use not in deductiohs. "If the square is
- little, then it is not red. What else do you

6. To perzorm simple if-then dedvctaons. The child '
know about it?" "It is blue or yellow." l

8. To name all the basic colors. .

9. To count‘to 20 without assistance and to 106, L
: assistance at tens {30, 40, 50, etc.} '

10. To count objects up to ten. [

o

11. To recognize and name the vowels and at least
: 15 consonants.

12. To distinguish words from pictures. . E
. 13. To selact rhymlng wordv in jxngles.
14. To possess a sight-reading vocabularv of four
° words or more, with evidence that the word on
the flash cards has the same meaning for the
child as corresponding spoken word.
These goals give a specific picture of the by-now-famous

drill technique which Bereiter and Engelmann described in

‘their hqgk,;TeachinQ Disadvantaged Children in the Pre-

school, which brought either high praiée;or vitriolic con-

demnation from professional educatoré~and laymen alike.
Again, though we have not visited a PQ site of this

model, we have vieweﬁ a videotape from Oregon which shows

segrents of teaching in each major area of their PV pro-

gram. Within each segnent, several individual teachors uare

. \‘")‘ ’:“)
S
3




o

ey, ;
) chorus nf answers. oo

X,

\

Py,

mess

taped conseautivgly. . There is almgét gg,g§£§§§§g§=amgng

them in sﬁylé or pacing and virtually none in content.

This is not surprxslﬁg as tha materlals are pr@grammeé and

auperVJsion of teachers is quite rig;ﬁ.. The teacher must

*read her part”, fast and loud, and ﬁzrect a children's
Insfrugtlcn takes nlace in gxoup@ anﬁ primarily covers

1anguage, arithmetic and reaﬁzng (thgugh @ccas;@aally in~

dividuals will respond). The teacher is in cgntrol of *Il

. material andwgives directlens. She: is the author;ty i*

the classroom and, by implicat*@n, the scurce for leéx .ing.
”uperVL51on in this program is the respensablllty @f a

local;y hzreﬁrsponsor's rgpresentatlve (as it is thﬁ most

‘of the &bdeié)vbut also the respensibility of the spensor.

The local supervisor sends records of each ghild's progress

~ to the site.

to Oregon, whrre computer records are made and returned

The items whlch.express the core @f this model are as

follows:

CIzP. Three or more lnSu!szLQnaw aroupé of 4= 3 ch
=

5

Items Pertaining To Organization

I:B,” ° Each teacher or aide teaches each child one :
lesson each day in the reading, arithmetie and
language parts of the Dlstar materials,

iiﬁm
ren have been formed, dn the basis of pretesting
by teacher aqd aides.

vy
u@

Items Pert ining To Teacher Technicues

II:A.1 “Tecachers know format of lesson and lock down at
book only for champles.




-
o]
a8
&
5
o

Iiza.3
IIsa.4
Yiz2.7
IXzA.8

IX:A. 11

: CES
.ana emple

Teachers are p§@§¢fiy
tion and ins
onee.

Teachers u%& corrovt toerminology.

Teachers 4o not vary from format unles - Her s
specified by the cong uiﬁan% O cuUrri @ﬁiﬁﬂ
supervisor.

eachers are properly disgnesing ¢auses of errer
loying appropriate @@ff 2ELION PRrAdagmy.
Teachers have all materials on h@nd and clearly
marked ¢to assure continucus fiow of lesson.

Teachers are accorplishing eriterion learning
within 3-8 days om all new motsr
2 days on all other new skills.

skills and within
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iopleopentat jon) interohangeably,  Thin ccourred in the Bank

Gryeet model, B oaample of two (tomn from that checklint,

and one Ohaorger's ratings fol lows
Parnnta are bednyg Yrainod bo inteyview each alher
uaing the new guestiounsire for Paronts, o
v | 12 34k
Obaeryert s coprent s “Ouostionnairen are
around® . Site peraonned hawe pot beon ﬁhﬂnrmﬁﬁ
an ta bhow the Ouesrionnaires aro ko be ygaed, ") 7

Parents wintr havwe gotively been inynlved o the
abogoement jonod act i ties interpret the mode] and
the sohool 's educational goals to other parents,

It i olear that the firat ftem is one the Obsorves
can rate only by "poking around” and talking to poopls.
Hhe aays aguibe clearly that no one Bnows how to yte LThe
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donce for a 17 raving wherean she gives ﬁtfxn PETL. 1Y iy
rathey ff.,}'?ﬂ‘?ft?v?z Yt Oberpers o aoms mpdod o gre an X7

rating in the place. of 1", Mo us, this 1o past of

;
e F e e e N e e R el -
PR T Y SE T 1eag b ol g g et cang ey i
+ T AT ¥ BE . PR 2.4
& - £ 2
i [ & 1
IUPRRES SRR IR U T T DL

o

Woay

o chlid bl ki ol b B o

g SRR i




T11-h

the geperal phenirony of Oboervers asoigned bo modeda Elasy
{mmi;;, An "R zfzni‘ix‘xvz i thely wiy of f'uwiuﬁ "1 1 el
LS m,}m-« aite {or in thia olacaroom) long enewgh, 1o i
aees Thi= opecifioad fon apd aive I a mamer jeal yat ing”,
"E" An, thoyelore, a sy of gaying:s "1 beliove the apecd -

fical bon I Livers gt acme 8 ime”, wherean "1% {a a final abd

the itom*s dmplementation at any lewel,  This confucion of
"R oamd 17 in oa olear one in qoing over the data, bt fa,

wee ave afvatd, only the Lip of the jecborg.  One Oboorver '

remarks on the fieat gheot of a olasayroom eheokliat e
prrtinent horo: !

" (Ratingn) inf peneil reprecent rosponaes baood on
apncific bebhavior or from inforaat fon obtained by
Intervicw., (Ratingn) in ink reprocont speesnia-
tion an to lovel of iplementat ion, " '

i

We wonld Fike to think this Observer is o Fyreieal an

fauenaing® the level of implementation.  After meoling hes

' and talking with her, she may be atrofeal, b only in that
ahe conncjously differentinted “informat ion® from “opecnla-
tion® and yealized it might he fmporcant Lo Lobh pegister
and convey this difference to evaluators,

3. 1s the podel the entire arhool aday

While visiting a site with its mhwévar in 1921, wwe
both obmerved bhe same elass at, the some Lime and indopn-
dontly rated its fé\K“ﬂg&\.’rlt,‘:*‘n«f:.*r{”nl:g,ﬂ,‘ e On oyt chioe s,
img,f,i; Cofageal sy our rabings ttem by ifhem, we il fun:&,awx Lehiy

i
annumplion was that tho mode D wran mio gt G ey AR, s g
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iy, and the Observer P oacsmpt bon was that 10 need oveny
only part of the day.  Por example, the ftom:

Phe teachers bogin a bearping sesuenss o e theme
with o eoprete expeovience {the obpect Tevel)

ek A representat jon af ope " .

¥
seemed Lo g, bt not B the Obaepver . to pose a0 problom of

whether one def insd Tearning -~ {apecitfoeally model oo pe

time during which the checkliast should be appliad Prowvipd -

toted a madling to all Obsedvers to sdioseover thefr assump
tions about the porled of time covered by their medel
chenkliat .}

1. Compopents which requdre information in
exeena of obsereation

e e o oY 5 Y B R

kwﬁﬁ?ﬁﬁﬂﬁﬁf“ﬁﬁuur‘Thﬁ =

’ In each cheoklisl there aro at Ieast a few ftems which
‘\\ cepld not be orated during a single claseoroom obmervat fon.
R They can be cateqgor faed ane
3
A.  Thtems respiivimg more than one obuservation in
order to make ratimg {e.g., RO “ﬂ?lna»} mehedule io
floxible®; Umigﬁx%itf of Pithsburaghe "Farvutﬁ
tutor children in specific PF.P.~T.P. T subjoct
mattor™),
hoa  Ytems which must be obzerved in anether lacat ion
or outside of the time children are in claos
{o.q., High-Seope:r "The teachers plan as a fotal
Lo ),
o - e e
Yo Avprendion o, paaes 3 For the Fors of thio reaee b,
o .
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. Items for which a rater must rely on intorviow

information, (F.o., Bank Strecty  "Parents are

-

encourarst to participate in the school's learn-
/
ing activities, such as helping with story time,

£§v¥ﬁ trips, conking ami making matorials, ")
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TARNAY

Wor oxproct fhﬂuﬁ ttems o give ux fess aocurate and: henve
T mimht:‘ mtd;mat 1OR, I e

C.  The Conditions Surroumdfng Data xq}&gggigg'

The condit fons ot lined here were largely unforsceable
and ean be attributed an most cases o the short time
period within which we worked. The total time for data
colloction, substantially eiaht months, effectively limited
usg to correcting for anticipatad ‘errors and watching help-
Lesaly as the Inevitable "hitches® of a natural experimest
unfolded at times when we could not alter cur strateay.

The mont Serious ones were:

1. Noncompar &hio periods of data collection

"

The Observers were hirved on a consulting basis and in

most cases, had full time jobs. This limited our capacity
to direct the oxact Jate of ecach Observer ﬁité vinit.
Theretore, the patterns of obs ervation times were disparate
among Observers, within and agross models. The nonConpara-
bility applies net only to the date of ecach Qbsorver's
wisit, but also to the dates and total numboer of observas
tions of oach class within sites. At the eoxtrencs, olasses
{1 m% within moadel and sate) z;:-ﬁy have only two obsorvar rong

- .. X . 5y B o «x o L RN . E T T T S TRV SR . -
bl oespual Lie antesvala fron the Boainning of Sopteotoe o
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the end of May. A farther complication was our inability
to dirﬁct the duration of each class observation.

To ouxr best knowledge, no utherfpattern of employment
(such as a full-time traveling team of Observers, trained
in several models) was considered for this task.

2. Data xptrieval

There were always substantial time lags between an
important occurrence such as an Observer's neglected sub-
nission of checklists for a visit, or an extremely late
report of a siie visit, and PTTA registering the fact and
informing the Huron Institute. Effectively, the result @f
these occurrences is insufficient data. (This applies to
late reports as well because there is a‘subétantial basis
for believing that the checklist was not rated imme&iétely
aftér a classroqucbservaticn») As far as we know, an
Observer was never penalized for tardy data in any way.
Initially, we had asked OCD for a sample contract betwean
PTTA and an Observer to be informed of its substance in
order to anticipate just this kind of situation. This re-
quest was génied. OCh d&id not include PTTA in any joint
meetings it heiﬁ with Huren., The lack of coordination be-
tween these three institutions probably resulted in a
greater amount of irretrievable data than was necessary.

3. Special cases

a. The EDC checklist

EDC insisted on following a procedure duriny the

PR S SRR S S S ST SR SR B8 et e BT AU S,
poriod of choecklinst developnoent which we find conploledy




1II-9

.

praiseworthy, but which affected collecting the data on
that model, First, theirs was the onlg model which went
through as many (4 or é& drafts of their checklist. After
meeting several times within their own staff, and wit!

oh several other occasions, one member ofvthe EGC Advisuryé
ﬁet eaéh HSPV Obscrver at his site to tfain tham'iﬁ the
exact meaging and use of the End'checkligﬁ; EDC also in?
tended to incorporate Observer reSponse‘tottheir model
statement to clarify their checklist. However, @nelpracti~

cal impact of this procedure was to delay the use of ERC's

- final, authorized instrument. No data was submitted for
the first site visit made by two of the three EDC Obsarvers.
Therefore, the total period of time covercd hy the EDC data

is shorter than for other models.

-

2

. ~ b. Substitution of Observers

In a few cases Observers became pregnant or ill, In

- every case they were replaced by current Observers Qf.ﬁﬁaﬁ
model who observeﬁ one extra site for the:remainder of the
year. If the period covered by a single Observer 4id not
cover Decemper to &aéch, thesé sites were dropped from the
data analysis. | |

¢c. Observers' personal feelings about sites

In addition to the possibkle general bias of the pool
of Observers in favor of child develepmont nodels, against

"academic” ones, there were special cases of perconal fecl-

-

Y

g

> s, T o . 5 " P o o8 L o o#ow P U v ! -
ings which muay have interfered with ratsnns or ronort

= X o
e s 2 1 - w e L vt s e
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. ?or exanple, one Obe @*w?r; f?léndly with the Headstart

D;r@ctar at the ﬁlte toiwhich he was assiegned, gave four’
ratings to nearly all cgmpaﬁ@nts in all clasees at all

!
*

times. S@veral wL§@rveﬁs eyhmmlt@ﬁ p@lztaMal bigses. A

case in point is a black Obse rver who felt that the model

2

gb%@rvsd ight nisuse research information it was gathering

on black maﬁhers. This Observer submitted only #wo roportsm
, - v ’ i

the last of which was 2n December. She made @&ﬁér visite

but submitted n@ checklists or other further in @rma -ion,

We simply wonder to what extent hgr nersawal f@ﬁlings 1a=

ﬁluence@ her snbmxgsian of @a*a,~ ‘ L
d " The effect of @ms@rvatlﬁn on the ratings
‘of the Figzlua model

The location in whzch the Ff@ﬁlda m@acl tékﬁﬂ plaCQg

/

and is therefore ahserveﬁigﬂs t?e h@me n@t “the classroor. |

Gbservers traveled with Parent hduca tors anﬁ sat in homes

M

’whzle Pr's tau@ht WQ g tasks vaz@h ﬁ@ g, in turn, would ¢

“latér ‘teach the BV child. One imagines that th% wusﬁ have
had a érgat deal of 1m§ac* on both the g@rfgrmﬁm@e of *%@

. PE and the response Of thefM@.v‘In our &@gervaﬁiﬁng ©f this
Program, we Eelﬁ the pe ggrmun@@ of the M0 was in gﬁn@.all
inhibited by observation. ‘@bsngQiﬁ reggfté@ thi@ feeling
as well. We assume ratings for this wodel are somowhat

deflated.

+

Finally,

the teashosr poricrns

;

1
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' Observer A assigned to site A stays at site A al’ year. “"‘ S
. - |

\

|

|

4 . L e

. BT & S 25 P

D.. The Reliability Study ~~ =

4

1. The plan

‘A reliability study of the checklist instruments

should have preccded their field hse with rotation of
palred Observers to all sites within model as the preferred
des&gﬁ However, OCD stated it could pay for only a few

rellablllty checks (called "sister-site- v1s1ts") which, ) -

" because of’ tlme constraints, were arranged after e in~

strument was in use. Sister-site visits took place durxng
1971 72 sometime after the second observatlon, arranged by -
each pair of Observers to suit their own schedules.

Approxihately one—half of the Observers visited another

site, the other half rem31ned_atcthelr honmﬂ" ite. (E g.,

For the rellablllty study, Observer B, regularly assigned .
to. site B, jcihts Observer A<at site A. ) Within each model,

the sites for these visits were selected arbltrarlly from

¢

those sites with test classesh Durlng a 51ster s1te v1s1t,

. - N . | "'
the Observer pair made slmultaneous‘observatlons of four
. * . ’ .

classrooms which they then rated indeéendently. Sixteen

. SN R
visits are:the substance of the \reliability study.

N

{
1
sister-site visits took piace. Data from 132 of these » '_'w

5Data from one member of an Observer pair for -each of. two
sister~site visits never reached the Huron Institute. In
the third case, one Observer was clearly not familiar with
the instrument for her model therefore, the data from ‘her
sister-site visit could not be used. RS
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At midyear we studied a_part of the rellablllty data, ¥hat

_ whlch showed 70 and .67 agreement reSpectlvelXLggrgssﬂﬂmwwwwtw'

_H,__,G.Laseseswﬂ i T A ‘ -

‘vrated a series of items 1, l,.2[‘the other Observexr might

. TII-13 -

2. The midypar data onereliabilitx

If one were to de51gnate any methodologlcal pro lem
ywhlch assumed overrldlng 1mportance in this effor* t& srudy_

- \ -
1mp1ementatlon it was the rellablllty of the instruments.

’ief several site V131ts of- palred consultants whlch we had
Treeelved at that time. The data we had‘showed generally
poorAagreement betweeh raters measured by both straightberfv
 centage agreement6 and the Kappa-Max formula. The excep—f :

tions te thls result were IPI and the Unlver51ty of Kansas /

s

e e I
£ € ¢ rin

Thé plan for’ a=se551ng all the rellablllty data from
slster-81te visits, took into accuunt the midyear work. We

had notlced then that though Observers ¢id not give 1te

1dentlcal ratlngs, that frequently they placed items 1n,' A

”analogous relationships. For example, 1f one Observer

T i R

xrate the same serles 2 2, 3
We made a de0151on that a better method for worklng-e’A
‘Wlth the rellablllty data would sacrlflce worklng with
Aepe01flc 1temsito,explore“a more‘stable;.th?ugh perhaps :
cruder, measure: .a figure’which‘weuldfrepresent the o
' Observer's.perceptibh quthevoverallhlevel;cf implementa-

tion for each class. The figure Lould\average the total

6a table of thls 1nter rater . agreement can be found 1n
AppeanY A, page 1. i : ‘
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ratings or a subset of theﬁratinés,each Observer made for

'each'class. We used several approaches. The first method

was. a simple average of the total number of items an

Observer rated for each class. The second method was a

" weighted average of item:ratingsvbased on the relative im-
portance sponsors a551gned to thelr checkllst 1tems.
Sponsors had used a three-polnt"scale ranglng from items .

crucral to the model (“1") to 1tems essentlally a detail of

A .- the model ("37). The third methodkyas_gnﬂaverage'oompateé-w

s e e e
o s i

_.,__,...——4-———-—'-‘"‘

‘lﬂ»--~ ~oﬁ”’”"‘If—M'hose items which sponsors rated "1", on the theory

'

T that these mlght have higher rellablllty

We used each method of averaglng a11 ratings glven to

,each class by each Observer in the rellablllty study. The

' classes.at each 51te Were rank ordered for each Observer
according to each method'ofuaveraging. We oonpared’the ' ‘/"
'grank orderyofkclasses for each pair of ObServers within Y
'ksite. ;A;though we had hypothesiZed thatfthese three aif-
R ferent'methodsﬁof compnting averages wonid orodnce diﬁfer-
entaresnlts;f There was adreement in rank ordering”between'
i v,siﬁple‘and weighted aVerages (with one"diSagreementvin-
;" | twenty—two'cases) Rank orderlng classes using the sponsor

, welghted “1“ 1tems showed the greatestfdlsagreement between

i

;/“,- Observer palrs. Only six out of twentyetwo Observer palrs
agreed on the rank orderlng of classes us1na th1s neasure.
Therefo}e, we used the s1mp1e average of - each Obse1v~-

“er's withln class ratlngs to 1ndlcate a general implementa-

tion flgure for that class.ﬂ Us;nqLSpearman rank order

N L TX




~coefficients, the following reliabilities were obtained

comparing the rank order of classes between Observer pairs.

o , ‘ # , ‘RANK ORDER ,
MODEL . OBSERVERS OF CLASSES CORRELATION ) )
Bank Street C and D 3 .5
Bank Street B and D 4 L2 .
EDC A and B i .8
Far West A and C "4 1.0
.~ Far West. B and D 3, -.5
High~-Scope . A and B 4 .8
High- Scope . C and D 2 l.0
" REC __only 1 site —ne-retiability """ p
e e T TR _ study S
- U. of Arizona « A and C 4 1.0 -
. of Florida A and D 3 -.5
. of Florida B and C 2 1.0
. of Kansas A and B 4 .8
. of Oregon A and B 4 .4
. of Pittsburgh Aﬂand B .167*

coaaa

N\
*Two classes were tied for one Observer, therefore Kendall'
. tau coeff1c1ent was used, , . -

There is a fa1r amount -Of agreement produced by th1s

measure of reliability. In ilfoﬁ—la—eases;theerank order
'correlatlon between Observer pairs is positive. In 7@of 13>
the agreement is .8 or better, Wthh exceeds the agreement
whlch could ‘be achleved by chance. |
~ The drawbacks of this meaSure are in 1arge part the
' drawbacks of both the HSPV sample and the restrlctlons
”placed on_the deslgn for the re11ab111ty study.' There were
a sma;l number of classes that could be observed by each
Observervpalr at each site due both to'the f1n1te number of
classes 1ocated at a s1ngle site as. well as the necesslty
of 11m1t1ng the s1ster-s1te visit  to a few days for flnan-

c1a1_reasons. Inmflve models (EDC REC Arlzona Oregon,

and Pittsburgh) we have no repllcatlon for the rellablllty

. T Y A
LYy f‘) .
14 a2 = Y e oy
. . RS
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"study, for a variety of reasons which again include finah—

cial restrictions.

-

It is wbrth noting at this‘point that when paired

Observers‘did not rank order classes identically, they were

”

invariably small intervals between.the class averages of at

least one Observer if not'both.‘f

&

‘n.w-m~w-For“examp1e, in the rellablllty study for Florlda at

site D, Observers C and D rated 3 classes (1 e., home
visits). Below, we present the code of each class, the

51mple average of all rat1ngs each Observer gave that class’/fkf”

1

and the resulting rank order of the class for -‘each Observer.

Comparison of Observer's Rank Order Correlations for
Florida Sister-Site Visit for Site D:

|
|
Sinple Average ; = ' ‘ Simple Average :
of Ratings "Rank Order of Class . of Ratings ‘ . -
} S

|

|

|

Class Within Class. ‘Within Class
Code for Observer C- Observer ¢ Observer D - for Observer D
1 2.306 ra 2nd 2.618
2 2.472 . 2nd 1st ' 2.765"°

3 2.528 - 1st 3rd 2.200

The lowest and‘highest ranked-class of Observor 3 differs
tby only 222, the s1mple average of 'a class might be changed’
by a dlfferent rat1ng for only a s1ngle 1tem. By the‘same

'token the rank order1ng would be changed " When an Observ-

er reg1sters differences in clas es us1ng a small scale,
classes appear to be interchangeable. ,If»the.Observers

. were rating’differences cn a scale with a largerdrange,<it
is pOssible better agreement on the'rank orderingAwodlduhaﬁe -

resulted.” In all cases of disagreement between Observers,

o gt o .




at least one Observer shows only small dlfferences -among

: classes.. At the most the dlfferences are .40 but are more

frequently near .10.. In 7 cases of disagreement of this

- kind between Observer pairs5_4 are due to the Home Observer

.

makinéfshall distinFtions, 3 to visiting Observers. Two

v"f"

»?cases, EDC and Pittsburgh, are particularly interesting

“because both Observers see-little difference. among classes,

which nay indicaté that the:differences'amongVclasses at

those sites are in fact negllglble.

/
E. Questlons We Can Answer ;

—

There are dlstlnct compllcatlons whlch are 1ntroduced

by the level of rellabllltv of the 1nstruments. We cannot,

in. any absolute sense, determlne how much 1mplementatlon

-

exlsts both w1th1n and across models.: Each ;nstrument can

onlywsuggest the relative state oflimplementation,(l)»

"within .and across class at'the-siteblevel, and (2) with

3

qualifications; acrecss site} atAthe‘modeL;}evelrm.Within'

- site, we can use each Observer's judgment to answer ques-

" tions about the relatiVe relationship'(rank.ordering) of

classes and of groups or 1tems w1th1n c1asses. Across site,

‘within model, we can compare the 51m11ar1t1es -and dlffer--

ences amonq the‘patternswQiﬂgbserverwrank~order1ng ofmthese'
- groups of,items.l However, we cannot make across model com-
kparisons'when the'reliability of the instruments are not

equally hlgh, ‘and when we have no adequaﬁe estlmate of the

sets Observers hold in relatlon to what they observe or how

they rate.

v ' —
AN !
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IV. IMPLEMENTATION AS A MEASUREMENT PROBLEM: , o e
DATA ANALYSIS AND RESULTS o , <o .

i.' Introduction . . . - _ -,

We analyzed our data for 1971-72 in .two ways . First,

D

we used the total data from each checkllst at two p01nts in
time. Secondly, we attempted~to adjust for the problem of -

_the 1nstruments . low rellablllty as’ well as the unmanage-

able amount of data by analyZLng only one 51te in each

model, and only selected items’ ln,each 1nstrument.' Each

analy51s and 1ts results are. descrlbed separately in this
E chapter. Nelther analys1s shed much llght on our orlglnal
questlon and, 1f anythlng, the results seemed to obscure '

~rather than reveal‘the degree of 1mplementatlon present in

classzooms.'

aB*:~The Pool of Data

0bservers.were dlrected to ‘submit no - less‘than three
checkllsts for Each SRI test class at thelr s:.tes.1 VEach
class' checkllsts were to represent observatlons made at .
’the beglnnlng, the~m1ddle, and at the end of~the'school
year. The resultlng full year data collected for'aIl
:“models—was volumlnous.“ For example, ngh Scope s checkllst
has 59 1tems ‘and six classes- were observed at each of 1ts

four 'HSPV sltes. A total of 67 checkllsts were submltted.

for ngh Scope contalnlng approx1mately 3, 953 1nd1v1dual

{

While some Observers submitted exactly three checklists
for each class, most Observers submitt ed more. -A few 4did
not meet the crlterla. © :




item ratings. Of the nine remaining,models} some!had more.
and some had- less data. Overall there was an average of
five visits t9;3l.sites using instruments containinp a
range oszﬁ/to §0 items. The sheer volume of the data
ﬁposed/a substantlal problem for analysis.

- /

ﬁe had hOped that the data would allow us to speak

.qulte spe01f1cally about models and to 1dent1fy those

model speé*flcatlons (items) Wthh were more.solidly

present than others. ‘But an analys1s at this level of

specificity was not possible. As we'ha&e’discussed in
Chapter III, reliabillty of the instruments presented é
substantial problem” Accordlngly, the only way we could
-begln to manage the problem was to group or select 1tems/1n
order to produce more robust data. : | : - /a
We should note here an initial effort we made whlch, -
unfortunately, produced no meanlngful result. .We requested.
that- sponsorsfye;ght their checklist ;tems l, 2 or 3 —ymost".
%/;owleésthaportant.z We thought this would help to achieve
descriptive clarity for the models and~permitjuscto manaoe |

the sheer volume of the data-by analyzing only the most

important items from the/sponsor 's point of v1ew. The . x
. ’ ’ . :’
effort proved a vain one, however. Most sponsors weighted o

 over haif of thelr'checkllst items "1". The volume ofpdata’

'was, therefore, not dramatically reduced. 1In addition, the '

~-
-

e ~

5 .
~ The results of thls welghtlng are shown in Table Iy/ln
Appendlx A. _ ’ . /

G

CERIC e abaeyr




indiv}&ual'components that comprised the one, two and three
categories for each model seemed t6 us lacking in any

coherent conceptual scheme (for example, teacher tech-
nlques, materxals, or model supports). All klnds of items

appearcd 1n each category.' Since analyzlng 1tems in the

A category would nelther reduce the analysms task to

manageable proportlons nor eyplaln differential 1mplemen—
""“‘*——-————«~e_eﬁ

s

C. First Analysis: - o .
~ Phase One: Grouping all items from each checklist

. We first searched for informative ways of looklng at
the data usxng all checkllst 1tems. We attempted to flnd
-"dlmeqqlons“ or ‘perspectives whlch both 51ngly and in
comblnatlon, wquld provide a meanlngful analy51s. The
more dlmenSLOns - the@mcre;ways,of looking at the data -
t@ekbetter. We tried to:find dimensions whose categoties
would be designed to exhaast'all‘the,items oﬁreach model's

checklist. We could find only;two such dimensions:

i

Occasions for Observing Implementati%ﬁ (thefaﬁouﬁt of time
available to obserﬁe the implementatign of items)y andf

Persons (thoselﬁto are observed in oréer'to;rate how wellt
an item is implemented). Our plan was to sort each check-

'llst item 1nto each of these dlmen51ons.

1. Dimension I: - : ‘
Occasions for ObserV1na Implementation

_Model items were sorted on thls dimension according‘to'
. the amount of time an Observer could.theoretically‘“see“

them. With a few exceptions, a teacher has the same amount

Q o : B .4'!’19{.’




’?,Therufore, ve postulaﬁcd the existence of a real and -

of time to perform items, or “produce® implementation. . . .

- g

‘  direct relatlensth between the amaunt Qf tmme to ebsarve

{and the amount of tlma to perfarm an item.. Thls dxmens;on

2. .Specific and, substantlal perlod of the day

Sq"Out51de Class: ‘ v
Specification occurs outSLde of us ual pbservatlon loca~

- o

seemed to ba a measure of what creaées hlgh and low ratlngs‘
'rather than an Lndlcatlon of whlch 1tcms are hlqh and low

in fact..

'“nlmenSioh 1" (OcéaSiéﬁé“fOr Obsérving Impleémentation)
lncludes 31x categorles, ranglng from frequent to- 1nfre~
quent oppor;unltles to obse ve model cbmponents. Each
subcatego;y”;s-fqllcwed by gn example fronm a checklist.

{High~Scopé:  "The room is divided into several areas

.or interest centers. or example: block area, art:
area, housekeeplng area, qulet area“) e \

1. COnétanE'(or'present a§P obsérvables at~ali‘times):

A

(Kansas: ‘“Exchange perlods vary rrom lO to 45 m1n~

utes.W) ’ ) ;

3. Moments: ’ ‘ ‘ ¢ :

A Spec1f1catlon requlres that the 1mplementor Create
- opportunities for lmplementatlon (i. €., initiate
~an_action). .
- (Bank Street: “DPhe adult prov1des opportunltles

for Sklll development.") .
g - N
B. Spec1f1catlon requlres that the lmplementor recog~
“"nize opporpunltles ‘for implementatiun. .
(EDC: “"When a child indicates he doesn't knowz -
'the«teacher encourages him to expect to- f;nd,out ")

A}

4. Across VlSltS' :
Specification can only be rated after‘two or mOre
observatlons of the same class and two or more visits.
(REC: "Assortment and arrangement of materials are

"~ occasionally varied to stlmulate explorat%on and
' experlmentatlon.") :

LY

tlon and usually requires 1ﬁterVLew1ng\

A

L g

R D
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; (Tuc on: "The program assistants conduct periodic
B - inservico wcrk&haa for tea hers, ‘aides, and othex
: staff. ") o : :

- 6. Unclear~
' (Far West:  “"Teacheors direct early program wor? toward
basic coneepts such as color aos~tlﬁﬂ, and relatlan,“}

Dzmensxﬁn I, in addition to'gaﬁegorlz;ng t;me, also =
has an impiic&t spac&"ccmponenﬁ bec&use the checklist was |
desmgned to be- uqeﬁ in the ciassxgcm.’ Categary 5 of this
f }¢~ g dlmen51on contains thcsa 1tems in each modgl which could

not be observad in a clagsxoom,
.
, 2. Dimension II: : ; . )
- o Persons~ Who is Observed o ‘ L

s

Categorxes in thxs dimaaslon were created 1nducthuly

by taking the names -of all gxoups or 1nd1v1duals named ‘in

a:!

) "chéckllst ltems* “ ' E
-0 The(teacher.' B
‘. . b. The tqgchlng team. o S 'fﬁw——;——f-~w_w;bh :
- c. The chlld A;*» S . . o e T
'do ,F ) . .. -
v\ . .. | .
~e. 'The parents: 3 ‘

~—""  f. Administration
g. ' General.
h. Unclear-hj

re than One category.' Two cate»

*

\
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. . 1/’ . i
from our inahiiity;ta extract from ﬁpﬁhﬁ@ﬁﬁiWM@.WQulﬁ @rv' V” _ o
SR should implement a given item, D - - 2
Items é@tt@d into tha'“g@ﬁeral?’caiég@ryl(@)»ar@ - -n_f‘w
those h@ariné éil‘theiféilowing f@urlcgaxa@t@rigticg:
{1) "the t@achérﬁ-is impliéﬁ;but not exgli@itly'ﬁameé, : N
(2) the if@mg are meant to bu 1mn1emwﬁgﬁd in her ﬁ@maan,
- the clﬁsarcnm, {3) it is pmss;ble that @th@* p@xs@nnél -
| local méael supmrv1qors, spons@rg, air@ct@r%, aié@@y ot h
t&aCh@rﬁ - whm hgvs classroom auth@r;ty, can ;mplement tﬁg
{_ item, and (4) the ltEﬂa are actually @ef‘arn@d only ones

", N s -
: , E . 4
: {e ¥ g .y &l tﬁ L;ﬁ é«a &I '-i:ag—ei—?ﬁﬂ-tu r=

room) . Thus "general" covers a rather diverse range of

items. . It may include items toward which t@ach@rg are T

basmcally lndlff&r@ﬁu and/cr wh*gh hava littlﬁ xniluenc@

o upon the degr@e @? model 1mplementat1©n s*nce they do not
;;iw;ﬁn~' ‘gﬁérantee {or pos sxbly even facilitate) model appropriate
'+ behaviors. . >

"Thef”unclear“‘categorv contains items in which (1) no
one is named (the teacher “in partlcular k? not implied),
“and {2) oczur outside the classroom. For‘axample: .

"Phere is an ongoing effort tc help Darents unaerm
stand the learning expérience built into the pro-
gram and to understand open education." (ENRC)

NS 13, sortlﬁg Itcms Intc The ﬁlﬂépﬁlgnﬁ - S

R
" The ch@ckllsts were written for a group of lnf@rm@d
"users®, Th@refmrei *he best p@rsgw to surt epﬁckllgt

items into the dimensicns would have been someene com-

Cpletely and egually familisr with aill models. Pasiliarity

[0}

+ m
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’ Y . ’ » C K '

thh @ramt%cw aa well as’ the@rv Was ngressary bncahga no
m@ﬁal ch&chl; L was| e%pllv;t enoagh for accurate sortzwu.,
we aculd f:ma no- one w;th this much 1n£0rma 10n abaut all

maﬂel%. . B L

N L > - o

; ’ An@th@r p@§s1%le qualex%atm@n fcr the task of sortlng

.

w@uld ‘be a person who was cgmgletely unlnﬁormed Such a

. person is at least free of the often hldden and unartlcu-‘
ia&ed bxnse¢~aﬁa 3u&gment¢ which stem from dlffercntxal

%ﬂ@wﬁe&gawabcut afen m@de&s«3 aﬁd has-a be%ter ahance~0x7*~;i¢;wl» 

. taklng the items at the;r face value. We chose a person .
*Qw1th the latter qualiﬁications as a scrtar fully recégnié~

~ing that 1tems might be snrtad 1ncorrect11, therehy glv qg‘
[
us &~sl1ghtly dastezted g;ctare of the emphasls cf moaels.
1

The endless diff 1ﬁulty of und@rstandmng 1tems, even th05e e

v

wh;ch agyeared to be cLear, is exemplzfxgd by ny accidantal
&iscovery of the rehlﬂmeaning of the Oregsn item "records

are kegt of the contmnumus pragress of each group in each

v ‘, -

$ub3act" " In “translation", this item is as. follQWS’_ o
[ N vt - ‘ -
1. “GIOHP" really means . "of xndxv;dual ch;lﬁren. =7 S
within ‘the group". . o S

2. “contlnuous" means “dax1y - ‘ , . : SN

© 3. MAre kept" means recgrdﬁd by a person whose s -
-, “gpeeial full~t&me 3@b *s charting "continuous Tt e
pragrese“ e ., o® . | o
. L o . B
/*4.{ "Ar@'kagt" al o means these record are sent to R
Oregon's hﬁadquartcrs. Lo P B

b :
<

<

-
<

S ‘ - : b i
. ’; i x
I ww%ﬁprmfludgﬁ from sorting items), since T was mn1§
faw1llmr wih the practice of a fﬁT “i drls S TTr—
* - } é " .




- above inf ormatlon, 1t woulﬁ be sorted 1nt0 "general“ or

| h ""'\».\F ! ] ) 1
5. “Records“xmcans Oregon retarns computer print-outs’ . w
on each child to the site. - ‘ . , . ’f\

SN

: S : : '
6. "Reccrds" means the,teacher also keeps records of’
progress. of groups in more informal ways (e.g., o
“the number of pages-covered in readars, ete.). : . e

This 1tam, narrectly sorted on the persons dimension, would

”unelear". Yet desplte the danger of erroneous sorting,

|
\
|
l
‘w
he put into the “sponﬁcr" ‘cdtegory. However w1thout the = //-:
i

I
;t seemed to us thath on balance, the 1mpart1a11ty of thg

& S RS e e n e e v A A

A,unlnfozmed sorter was preferable to the undlsclosed blases

of the semx-lnformed

!

4. Sorting Queqtlons . _ ' v e

Not surprlslngly, sortlna produced many questlons for

the sorter. The most frequent'type of question appeared to

be of*a semant;c hature, for example, in the Bank Street
checkllst, a group of ltmmsuls called "adult behavxors"‘
Itcms w1th;n that group begln "the adult" as well asA
,adults“;; In this case, it was questlonable whether "the

adult” referred.to the head teacher and "adults"{the teach- ¢

Aing téam, or if ”adult'behaviors" was meantvto signify that

all adults (e g., director, 3001al worker, etc.) a55001ated

.

with the model who have confgct with children are to

“exhibit these behavxors. [Only one checklist, Oregon S,

- By
éxpllcmtly states that "teacher" refers to all members of

*

the teaching team.)

- -
v

"The most important point, however, is that the sorter

had difficulty assig nxﬂg to ”dtngollo% soie tems in every
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checklist. Our view is that thls dlfflculty was not 51mply.,-
-the result of elther semantlc confu51on or the sorter s
lnexperlence.. Rather, our 1nterpretatlon was that these

Seuram -

items all too frequently 1nd1cated the areas of each

model vulnc able to lack of 1mplementatlon. Our hypotheslsr”
is that they;are unclear to teachers and admlnlstrators<as>
well'as to the sorter. The ' semant1cs“ problem 1s, in

'fact, a function of relatively less sponsor attention and 5{
’thought to these items not only in terms of wr1t1ng and ‘""f ;;
expre551ng them clearly, but also in terms of- the whole L - o
process of transm1tt1ng~the1r content to persons unfam;llar

with them." o :

5. ~The~Results_0f Sorting’ltems : ' -

The numher and percent of»items‘in eachhcategory of -
Dimension I and II are shown in Table IV A, and IV B.vlFor
simplicity, we will refer to'these dimensions,%respec-
tively, as Qccasions and Persons.

As we have said, D1men51on I, Occa51ons, seems to per-
ta;n dlrectly to how Observers. make rat1ngs and therefore
this d1men51on probably bears a dlstlnctly greater rela-

tlonshlp to the rellablllty of items than to actual

(RS

-

differences in their level of-implementation. HoWeverfjwe # !
have speculated Occasions can also describe the amouift of
) ST ;
. time a;specification can be performed as well'as«Observed;
‘This is especially true in the case of categories which N té*ﬁgé

contain specifications that can be only directly observed . ;ﬁy':

_or performed in the classroom (1 through 3 B). We have ' o
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Cow
&
feema
pacy,
{ I




a .Amﬂ, A;Amy. {0) (€) -2y (9) (9 ¢ (swear ¢mv
,‘.w.o ST’ S €T* - 80° sz* 1t4Ad Smhﬂ—QMMUﬂm .MO Q.
(0) (s) (1) (2). (1) (zT) (€) (susaT ¥2)
00" 1t v0° 80" v0" 0s* €r” uobsz0 3O o
(1) (T - () (@) (0. + (9 (01) (sweaw £c), .
€0° pe” 60° 90" 00° 8T"° - 0g" . mmmqu 3o 'n '’
. ) ./!7!11
(0) (€T) (0) (T) (%) (9) (ZT) e ,Amsauﬂ “9g) |
00° 9¢ 00" . €0° 1tT° LT" R epTIoTd 30 ‘n° q
(0) (%) (0) (s) - (oT) (0) (12) . (swe3T Tp)
zo". 0T" 00° A gz* 00" 1s° BUOZTIV JO °Q
(0) (€) (€) (s) (2) . (6) : (s2) (swa3T L¥)
00° L0° L0" oY’ vo° 6T" .. €S° oTd
(0) (0T).  (T) - (0) (97) (z1) (02) _(swe3T 6S)
00" LTt zot 0c* Lee 0z* pe” adoos-ybTH —
(%) (T) (£) (€) (0) (0) (LE) (Swe3T gp) i
80" zo* 90" 90° 00° 00° 8L” 3soM IeJ o
(o) (1v) (v) (8) (v) (€) (0€) _ (swe3T 06)
- 00" 8y* S0° 60° S0 €0° . oc* oag
(1) = (T) (1) (¥) (0) (€) (£2) (swe3T £g)
-€0° __£©° £0° AN _00° 60", 0L” 389135 ueg
. _ o S 2wty JO
o  SseTd S3TSTA pdzTuboosx pajzesro. @oﬂumm
Jesaoun 0@%&#&0 -§5030%® JUSWOW ;u:mEo& ‘0T3T08ds - juUe3lSUOD . THA0ONW
9 KR v g€ ve o z 1 w
SWTI mo m@Oaumm
’ ‘ huommumo mEHa comm ou:H @muuom ,
_mum UoIyM Swe3I ISTTHO9YD JO IdquuN puy 3Jusdiag ayjg
coﬂumuamEmHmEH m:a>ummno 'I0F SUOTS®IDd0 . .
_ k T :oﬁm:msﬂn .
I ) > Z I
} _ Y AI FT9VL’ R
o . : \ ~Of
- =)
, ol SRR




e e

~

zﬁ

Kxoboje) somm ou:H po3I0S 2a8M YoTyM
wEmuH ISTINOSYD STSPOW YOoeH IO IUSDISJ PUY ISQUNN mzs

paaxasqo ST OyMm

e——————
suosiad -

3
i ¢

B 3 cOamcmEaa.

.m >H ATAVL

) : o . . ) - - &«u‘ﬂﬁn w ]
() (v). (0). (T) (1) (s)  (o1) (0) (swa3T vE)
€T" 9T* 00° vo° R LA AN 4 AN T am&ﬁmuﬂm 30 in
* (0) (T) (0) " (0) (0). (0) - (€2) & A0) (Sweat ¥2)
00° 50° 00" 00" 00°  00°  96° % 100" uobsI0 3O ‘0
(€) (01) (0) () w (@ (0 (swe3T z¢)
60" ﬂm. 00° 00° cc’ 90" 00° sesuey 3o N
(8, (0) (0) (7) (0) (s°0T) (5°€T) (swe3T 9¢)
J.‘Nﬂu 00° 00° IT°® 00" - 6C° 5 2 epPTIO0Td JO N1
(0) (L) (0) * . _(0) (€) (0) (0) (swe3T 1)
00° LT 00°~ 00° LO"* 00° 00" WCONﬁuﬂ FOo °N
(2) (FT) . (0) (0) (0) (91 (L) (8) (sweaT L7)
“y0° oe” _;JOOH 00* 00" ve* - ST° LT" N, omd
(0) (9) (0. (0 (0 (8  (sp) (0) (swe3T 66)
oo. ot 400. . 00" , .-00° T 9L- 00° umoowwﬂmﬂmv
_Aoy (0T) (0 - (0) (0 . (6T)  (6T) (0) (swe3T 8p).
00° 0oc- 00°*: oo. .oo. o -0p* . nﬂoou .3IsSsM aeg
(9) (v2) (2) (LD . (02)  (v2) (0) (sus3t. 06)
90° - LZ° 20° 61" gt . Le” 00" oaa
(0) (0T) (0): (0) (0 () (D (T) | (swe3T £€)
00" 0f _00° ~00° 00" ST° . CS"° £0°. | — 3938J35 3ued
B T wea3 .
0 uoT3RIY z0suods PITUS butyowey isyoesy| .
IeaToun Hmum:mm -sTutwpe sjuaxed ay3 ay3 . °8y3 ayy . icle(o)
8 L 9 S vy . € z T

R B

Aruitoxt provided by Eic:

E\.




Iv-l0 - | v

implied earlier that the hore frequently a specification is

expected to be performed; the bettertits performance (or

~ the hlgher its ratlng) ought to be. We believe it gener-

a_11y~,t];ue that,__t,he mgre._tg_me, a.modgl _al 'Inc*'atpq tQ nerfor‘"llna

glven 1tem, the hlgher the prlorlty it sets on’ that 1tem.

K

‘And lf the 1tem is high prlorlty, our further assumptlon is

o

- that the sponsor W111 traln and sugerv1se more 1ntens1ve1y o ,

1n relatlon to 1t Wthh, in turn,ﬁé%otld result in better .. , [Q

1mplementatlon.
N\ Sortlng itemss on the Persons d1mens1on has two gen--

, erar\results. C

a.. Modeis vary in the number of speclfrcatlons they
dlrect to the teacher and/or teachlng team.

b. Models vary in the number of persons -and/or . groups

~they'1nyolve 1n the,educat10nal process.

When one examines the elght Persons categorles, it seems

«

fclear that theylcan be subsumed under two larger group-

-ings, producers and consumers ; that is,’, those who have
a formal responslblllty for model 1mplementat10n, and : :
those (such as parents (5) and chlldren (3)) whcse behavior

. . - | ! . 4 ’ : Y
is'a product of an implementation effort. Models with a

high number of "consumer" items'(which we define as

' approximately .25) are EDC (.24), Far West''(.KIO),'_-R}’:‘.’G:'t

4we would like to .note that Florida has single items which'
describe the behavior of both the PE (teacher) and the MO
(pupll). We treated these items as tw0»harves, placing
"1/2 in the teacher category, the - other h21f in the pupil
category. " ’




|
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.( 34’,'florida k 40) and’Pittsburgh.(725) 'éur assumptfon |

- 4s that 1tems specafylng consumer behav1ors w1ll not |
. 'recelve high rat1ngs because consumers lack a stake 1n‘pro-
e --~ducrng“model*appropriate—behavxors¢-certalnly it is |

unllkely that tﬂey w1ll be aware of what these behav1ors

o

.are. The models, however, 1mpllc1tly assume the contrary.
1 v
They assume that’1f persons whose behav1or is dlctated

N
. 1ng team) eff1C1ently perform thelr jobs, approprlate -\
% -
. consumer model- behav1or W1ll follow. Therefore, in the 'T\

model's view, there ‘is no 1ntr1n51c reason why ratlngs on

,§_
Ql

consumer and producer items should dlffer. : v |
Our questlons about consumer 1tems suggested 1t mlght

be more reasonable to view 1mplementatlon as related only~
" those model speclflcatlons which descr1be enact1ng or pro-:

'duc1ng the model. Speclflcatlons related.to model results

gether. This becomes even more'plausiblevonce it {s
recognlzed that all programs, with the exceptlon of REC,.,
d1rect a. 51gn1f1cant number of- spec f1cat10ns to either
"’ the teacher of the teach1ng team. The lowest percent of
specification'is .27 (REC), but several models have
approx1mately .40 of the 1tems 1n these categor1es whlle
..Arlzona and Oregon are .76 and .96 respectively. Teachers

N
o and teachlng teams are the two grohps most Lfkely to

1mplementat10n results. The Persons item sorting also

.and/or controlled by the model (1 e., teachers,.the teach- -

should perhabs.form a separate category}or be omltted alto-

1mplement models and therefore to have a major stake in %"“‘W“““*“*;“




makes 1mp11c1tly clear that if teacher 1tems are so domi.-

nant, model success will depend on e1ther teacher tralnlng

"or a very careful system of teacher hlrlng. N
di; ' The follow1ng chart shows for each model the 10cat10n
' of major 1mplementatlon respons1b111ty along the Persons
~ dimension. R . T ‘ |
1 2 .3 4 5 6
o : the _ admin-
[ : . the teaching ~  the | ‘istra- o
teacher team - child sponsor tive = multiple |
Bank Street == X- - |
_EBC X X X |
Far West u : X X
High-Scope X | B
'University ' X
of Arizona’ . A
University X o . :
‘of Florida . : - S , ) -t
" University } X ' X X
. of ‘Kansas - B ' o
Un1vers1ty S X P 1»ﬂ : ‘ B
. of Oregon . v ’ ’
. o -
\UnlverS1ty - X io®
-\ff Pittsburgh = = o
\ 6. Procedure and Ana;xs%_
\'v The total number of classes 1ncluded in the analys1s
Y 5 ]
wag 126 out of a pool of 162 Two checklist observations,
. S 3 ' '
. list of the codes of .classes included and excluded from
the analysis appears in Appendix a, pages 3-50
_ , 5

3 v 2,
N R
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the first and'last, of each class were the only data used

in this analysis.‘ Classes were excluded 1f tbe time perlod
covered between ‘the flrst and last observatlon was less'
thanlone month.

Our basio‘purpoSe was.to analyze the-slmilarity and ’

differénces'in the implementation patterns of sites within

s

models. - . If a modei showed a pattern, we also sought to "

'determlne its strength or cons1stency by W1th1n site com-
- parlson of classroom 1mplementatlon patterns. Our

, deflnltlon‘of "pattern” is 1dent&qal rank ordering of cate-

gories on the theoretical dimensions. ‘lf,models showed

_patterns, using two observations of each class, the first

1nto one category on both the Occa51ons and the Persons

and last would answer whether c1ass_patternsfwerehalstable
or changing phenomena pver the .year.

We would llke to empha51ze‘here that our analyses do.

' not attribute any absolute value to’ Observer s ratlngs.

Though we must report the flgures based ‘'on each Observer s

ratings, it is only the pattern of relatlve empha51s within

class and site whleh we think is meanlngful. The flgures" ff e

cannot be used to compare across models or even across site

within model. - - R S

We proceeded with our analysis in the'following three

step manner: .

Step 1. Every item oh a model's checklist was sorted

dlmenslon. For example, items 1A, lC and 1E in the High-

Scope checkllst might be sorted into the "constant"




category (1) on the Occasions dimension; in the Persons

|

dimension,-item 1A might be’sorted in the "general"'cate-.
gory (7), item 1C 1nto tke "sponsor" category (4), ‘and ‘item
lE in the “teacher" category (l).;

'Step. 2. Item ratings for each classroom observation

!were then sorted into the1r approprlate categorles w1th1n

veach'dlmens1on. For example, if three 1tems 1n the ngh-

'Scope checkllst (lA, 1c and 1E) had or1g1na11y been sorted
-1nto the constant” category ‘on the 0ccas1ons dlmen51on,
the ratlngs on these items were then entered 1nto that

) category for each classroom observatlon. Thus, on a
_spec1f1c observatlon of classroom 2 at ngh—Scope site A,
T item 1A, mlght have a rat1ng of 2, item lC might have a f_ f}g
ratlng of 4, and item 1E mlght have a ratlng of 3. For

ythat SPElelC observatlon, the ratlngs of 2, 4 and 3 were

placed 1n the™ constant" category. Then the ratlngs for

all the 1tems 1n ‘each category were sqmmed for each sepa-

rate class observation. . o ' . | ‘ , v

Step. 3. The summed ratings were then averaged for

each specdific classroom observation. Since the "constant"

-category on the previous illustration has three figures (2, - 3
4 and 3) - the.average‘impleﬁentation ofktheh"constant“ |
category for this particular classroom observation is 3. r

The category sums Were used in two waysi First, we. |
averagedbeachfcategoryvsum across claSs_withiw site to |

obtain one site figure for each dimension category.

A

Second, we compared dimension category averages across.site

.
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within~mode1 - We then looked for oatternsiwhioh we definea

as identical rank orderlng of category averages. We were
; 1nterested in two questlons~ ' ’
1. Is there a model pattern from site to 51te°

.What 1s the match of patterns across sites thhln
model’ :

o . - L e

2. ,@hat is the strength‘of the model pattern? .
ow consistent is a model's effect at each site?
ere we looked for the match of class patterns to
he site pattern u51ng ‘each class observatlon as

the unlt of comparlson.

Thla llmlted ana1y51s, ‘based on somewhat scant. and crude
grouplng of-1tems, was all we.felt thelquestlonable_rell—
ability offthe,instromehts warranted. ‘v } ®

7. Results

- The category averages on the OccaSLOhs dlmenSLOn for
each site are reported in Table Iv C., Only categorles con-
ta1n1ng .20 or more of a checkllst's items are reported
‘since they 1nc1ude larger n s and are, therefore, more .f ~
;rellable.e . | ' L I -

'Four modelsvshow patterns'or/a similar rank ordering

of Qccasion oategories from site/;o site. They are EDC,
FaryWest,‘Florida and Kansas. .ﬁé wish to note here that
. Bank, Street, Bigh-Soope,wArizogg; and Pittsburgh have no

. . - |
2 . ) B . ‘

The exceptlons to this method of selecting reportable
categorles for each model were Bank Street and EDC. These
models would have had only one category reported by these

standards so their next Highest category was reported, con- ' 'nw
taining .12 and .09, re5pect1ve1y, of each checklists \\\*T
items.

[ O N B
’ . ) . ‘

Sf’ii
u:r'h.rJ




. THE MATCH OF CLASS TO MODEL pAmrxgns IN THE
| . ‘:.OCCASION DIMENSIOH :

The match 0f pattexns i~ each class observation. to the
model pattern (1 indicates the category which as the
hlghest rank ox&erlng 1n the pattern).’

IR
BE

i

MODEL

Model Pattern

Total Nuﬁﬁeryof.Clgss_;

Observations

\

i
\

1 2 3a 3B 4

“Isite

Bank Street| No Pattern
EDC 1 , A .6~ 5
; . ’ . ’ B : 8 4
L 5 )
Far West 2 o A 12
: ’ ' . Cc 12
; D 12
High-Scope No Pattern
. i ' _
Arizona No Pattern .
Floridd A 16 8
Rl : B g8 6
D 4 4
Kansas 2 A 'iO
" B 10
- C 8 .
N @

Pittsburgh '

-No Pattern

That Match Model
Percent of Total
‘Class Which Match
mode; rattern .

‘| Nuimber of Observations -
[Pattern
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‘pattafh; ;Wb‘ara:ﬁnable to peifafﬁ éh@ée analyseé on either

REC ‘or Oregon because they each haﬁ data on only one site.

, The patterﬁs are sxmllar fﬂr three models, dlfferent

in the case of EDC. Of two reportable categoxv entr;es,
'4£or Far WES £, Florida and Kansas, the category which is

f"'"

gnot axrectly observable during ¢1ass tlme (e;tbev the @ut~

side class (5} or unclear (6) categor;es in all caSQS) h&s
qf
;a unxformly hxgher average ratzng than the categorv eﬁtry

 wh1ch is dxrectlv observable - (1) "constant“ in the case
.of ail three models. On the other hand EDC s‘“ﬁonsaant"
| ateé;rv average is hther than that of 1ts “@ut31&e |
' class 7 In order to detarmlne the strength cf these
‘patterns of” these four models, we comnaréd thexr 1n61v1dual
class gatterns to the model pattern. Table IV q reports .0
,thQSE.n The match of'class'pattexns to model éaﬁﬁerﬁ at
eaéﬁ_site wasﬁheVer loﬁ%r'tﬁén .507 énd was oftén as high
as .85-1.00.. | | ‘ |

i

a;’ Internretatlon of OccaSLQns natterms

We approach these results warll .. As we have said,
rellablllty of the 1nstruments and the resultlng data is

questlonable. Moreover, the patterns, as we have defined

@

them, are 9ub3ect to several other: 1mportant cavcats-'

. - o

S . "

B N B — 1 s : b‘ o ’ y—
This qecurred -at only three sitesg', B of EDC, A of
Florida and B «af Kansas. : :

L.




lia

'&irectly in the classrcam‘on each site visit. We think

category averages as lower. We think the remainlng“

- I A 25 & A

.+ Bach model's checklist contains &t least a few

items which were stated embiguously. Accordingly,

»same'itemf may have been xnaccurately sorted, s

L, On th& QQGESLO&S dlmenSLQn, a*l but twe mouels haﬁ

- only twg categormes with a su“f;azently hlgh num~ ¢

4

- ng of n's tm analyze mhls increased the L ﬁ'%
posszbllmty @f_a consistefit patggrn from site to
site within models.
* €. For those models ?hiah‘report@d averages-in only
| two categories, %hé cateq@riés ﬁegé»frequently
those which;we w6u1d normélly'exééct to show a

regular difference in their averages, though per-

L4
&

haps not in the same direction from site ‘to site.
| . i .
> d. BAs we have stated many times, we think the f£ind-

ing of patterns (as well as no patterns) is .

related to how Observers maxe judgments for each

category on the Occasions dlmensmon. " We Wlll out—_

n

‘», line our speculations.
Dnly categories 1, 2, 3A and BB can be observed
these items are ju&gea with more‘specific evidence and

) L N
probably more harshly. Qur cccasion results show thesé
. *x l.

*

e

I

‘Though we zould have establlsheﬁ reliability on the sort-
ing of items, this seemed a task tangential to the core .
pr@bl@ﬁ of cbtaining model ch&cklls“v'whlch were clear

*@ﬁ@dgh to pr©hlbl nissorting.,

L2

I

. ‘)




1v-18 . . R

eategories‘4, 5 andys are judged more leniently and theref_,”{
fore have higher ratings. Items in ‘"across Visits" (4y
are Judged globally, the memory of past satuatlons shaplng

"the ratlng. Items "outside class" (5) must be rated on the
' v
ba81s oféhaterlal from an lnformant‘or by "guessing".

\ 1tems in "nnc ar" ‘(6) dre probab{y rated in all-ehe ways

llsted above as this category contains 1tems that belong, , ;
e & /l » R . - .‘1‘
in fact, to other categorzes. ’

- \

The models with patterns on the Cccasions dlmenslon , s

-

- have ‘only bwo category nntrles, one ‘in a category of ?y
dire"tly observable. ztems (constant (1)), and the other ln \F“Tg
a category for which they need an 1nfo;mant (outslde class |

'(5)) (except in the case of ‘Far West whose second category
A‘is unclear"). However, the relatlonshlp between the two
categorles - which has tge hlgher average - dlffers among ~ ' "}
the models ‘with patterns. ' ._\k////ﬂ\\V :
| We find it 1nterest1ng that the average ratlng for
,"outs;de class items is hlgher for Florlda and Kansas,'
than the constant"‘ltems, 1nd1cat1ng that the informants"

(
judgments are elther more positive or are so 3udged by he

]
l
|
t
,Observer. ‘The result, of couLse, is that items the - | :
infornant "rates" appear ?o b% better ;mo;emented. ,BY | : ,
o R L S
contrast, in the case of EDC, outside class“ averages - re
1ower. We believe !hat the EDC checklxst 1tems sorted into
this category are in fact\extremely dlfflcult to lmplem nt. ‘gf w
_lemarlly, they specify 1ntense support of the model by

local school administration. As a result, therblas of bpth
. “ . P 3 . . |
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1nformants and the Observer, mlght tend to be in the

dlrectlon of 1ower 1mplementatlon rat1ngs.

- " b. Conclusion: Occaslons dimension

The patterns exhablted by the four models, EDC, Far

West Florlda and Kansas, may have emerged solely as a

result of the number and . type of thelr categorygentrles.V

If there .are only two major entrles, one category is vir-
tually certa1n to have a higher average than another.

Accordlngly, to assume that patterns on the Occasions

dimension are meaningful is presumptive. We need more

categories, or different ones, represented to feel secure

- that these models do in fact have patterns or reqular

effects. It is also‘possible that the Occasions dimension

cannot by itself éffectively‘distinguish modeIZ/

C. - Results: The Persons dimensibdn

‘Table IV E shows the site average for items within
each category on the Persons dlmenslon. Only categories
whose n s exceed .14 are reported. Four models show a
similar rank order of categorres across site w1th1n model:'
R - West,Aﬁigh-scope,'Florida and Kansas.

When the patterns of individual class observations

were compared to.the model pattern (Table IV F), High-'

" Scope, Florida and Kansas show .71 or more of the1r total

classes matchlng the model pattern. Each Far West site has
less»than .50 of its classes matching the- model pattern.

Accordlngly, we ellmlnated this model from the group,w1th

. \ "\ 3 ;1
'_ u. (8 id

g




TABLE v F

{

THE MATCH Oi“ CLASS TO MODEL PATTERNS IN THE
| PERSONS DIMENSION -

The match'df pattérns in each class-observation to the

model pattern (1 indicates.the category which has ;he

“highest rank ordering in the. pattern)

0
- (0] =]
) o
R
- .
3) ° <
" ) 5 —~ 0
% w o no Q 2
o 07T L
, . %o 0= g
- . Hyn Q= BN
3 29 ¥~ WO
~ A WO, oAb
; S0 0P Ry
. 2 sE PEa
" -!a ‘ng §
; Persons Categories . 8o QPP DUo
oL oo 8oRa gL HRg
MODEL l1 2 3 4 5:-6 7 8 w. &0 =24 AL
‘Bank Street N6 Pattern | B S
EDC  |' No Pattern ) ]
Far West | 1 3 * 2 A 12 5. .42
' | - : C 12 5 .
D 12 5
High-Scope | 3 2 1 A 12 .9 .87,
; S ) B 10 10 -
K c - 4 4
D 12 10 -
_ Arizona No Pattern . '
Florida - 1 2 A 16 10 %} R
. : . : B 8 8
"D 4 2
’ ' Kansas 2 - 1|la 10 8 .69
. 4 B 8 6
. C 8 4
I o - . X ,‘ . : .
‘ Pittsburgh | No Pattern
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1

- patterns, and, as revised, the group with patterns was com- ~
prised of High—Soope, Florida and Kansas,
With "1 repreSenting the category with the highest

average, we plesent a s;mpllfled version of the ‘patterns
“"r’ .,
in Table IV E below. None of the patterns for any model

'are dupllcated in .any other.

RANK ORDER OF CATEGORY AVERAGES FOR MODELS
WHICH SHOW PATTERNS ON THE PERSONS DI,MENSION

. S 1 2 . 3 7
. : : » the . the the
teacher teachlng team child general
" Far West | A T 3 2
. High-=Scope : o _-3' , - -2 ‘ 1 o
' Florida 1. o - 3 | (
Kansas = - 2 ‘ 1 -

There seems to be no generallzatlon about models whlch will
explaln these patterns. Rathe the patterqs_are specific

to 1nd1v1dua1 models.

d. -Interpretation of Persbné?patterns

There are'two category entries for Fiorida and -
: i
Kansas and three for ngh-Scope on the Persons dimension.

The categorles 1n which entrles appear are the teacher or

€
[}
e

AV
{_
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: e . . , : o
_teaching#team, . the child, and general. Here it is useful

to recall how ratings.forpalllthe categories are made.

Items in the teacher, 'teaChing team, child and general

categorles (1-3 and 7) are rated by d1rect classroom
observatlon. Items in categories of the sponsor, parents
or admlnlstratlon (4~ 6) are Iated by 1nterv1ew1ng an -
1nformant or by‘ guesslng . Items in the unclear category
(8) are rated in at least one of the ways descrlbed

above. Since we are uncertaln of the mean1ng of these

’1tems we cannot be clear about the source of rat1ng judg-

ments. ‘

" The three models which show patterns, ngh-Scope,
Florlda, and Kansas share ‘three-- characterrstlesmwhlch we
list below with comments.

L.a. All category entr1es for the three patterned

VAR models are directly observable.

We think this fact lends a greater credibility . to the =,
PersOns"patterns, since.we had no a priori basis for

expectlng d1fferences among d1rectly observable categor1es,7

" only between dlrectly and 1nd1rect1y observable ones.

" b. When the general category is reported for a.
model, 1t shows therhlghest relat1ve average‘
(ngh—Scope and Kansas)

i

- 9One could ra1se the questlon that for the Florlda model

" PE items should be sorted into category S5 (parents). How-
ever they were sorted into the teacher category (1), since .-
the function %Ee PE performs is a teaching one. s
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We think these items are in fact.relatively better
k

1mplemented because they\:an be taken care of by any -one

’

-of a number of persons, aré usualily perﬁormed only once and;

N

are h1ghly v1s1ble. That is, if they aren't present, some-
. one sees to it that they are.lp" o .'§”
c. COmparlng the rat1ngs of teacher and pupll cate—
: gorles where they. occur, the pupll category has

a consxstently h1gher average (ngh-Scope and

Florlda) | v . |
We have speculated that consumer 1tems.would be rated
‘ lower than others. Two ready explanatlons for why chlld
ltems are rated h1gher are (l) a rater s pOSSlble wzlllng- ”
‘ness to ]udge chlldren s behavzor less str1ctly than thatj .
of adults, or (2) Ehe ease of f1nd1ng ev1dence for hlgher_
ratlngs when the pool one is draW1ng upon is larger.11
"These explanatlons are not as conv1nc;ng, 1n v1ew of the
1-1 teachlng structure of Florlda (the_EE-MQ d1ad)‘where* )
fthe.pupil'is-in fact. an adult and-the‘“pool" is only'one.’
person, Both the d1ad1c (Florlda) and large group (High-
, Scope) learnlng s1tuatlons show pupll rat1ngs hlgher than'
teacher ratlngs. Our assumptlon, therefore, 1s that .

‘raters may be blased in favor of “consumers" versus “pro-

vducers-. thervers mayvapply_more rlgorous standards to o

10See dlscusslon on pages IV 5 and"1V 6.

N : .
Most checkllst 1tems in category 3 begin "chlldren eed®

it is obvious that 1nd1vzdual behavxor must be rated to *
stand for the group.

W
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judge those who have knowledge about the behavior they are

to be demonstratlng - while the target population is.

treated more lenlently.
When we thought about what mlght explaln the patterns
of these three models, we recalled ‘other 1nformatlon we had

about the models whlch m1ght d1st1ngu1sh these models from

'others. Though we have not detailed our observatlons of

hsponsor style to th1s p01nt, the speclflc kind of response

we’ recelved from 'sponsors to thevcheckllst drafts. and each -
sponsors general allochtion of respon51b111ty in our con—b
tacts w;th them has always been of 1nterest to us.’

Table IVVG shows that the three models which. show
patterns on the Persons dlmen51on have an. 1nterest1ng

common attrlbute. Each model was managed by one 1nd1v1dual

over at least a two-year perzod. Though'thls may be s1mply

a chance characterlstlc correlated with patterns, it seems
to us more plausmble that model deflnltlons and thereby
guldellnes for model transm1ss10n‘and 1mplementation'remain
more cons1stent w1th one person in charge.- Accordlngly,.
the%model has a greater chance for un1form 1mplementatlon.,
The reSponse to the checkllst draft also shows that .
ngh—SCOpe and Florlda were the only two models whlch sent

Huron teacher tra1n1ng mater1al from which 1tems could be

taken dlrectly - that 1s, the»teacher tralnlngkmaterlal

was already in the fornm offspecifications{ We interpret

I

th1s to mean the model has devoted much thought to how to

communlcate both what it wants to achieve and how 1t 1s to

El
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be achieved. Certainly, clarity and the uniformity of -
published.guideline#'WOuld seem to at least support, if
not insure, better model implementation.‘

" In summavy, the group of models ShOWlng patterns on

the Person dimension are diverse both in number and kind .

of category‘entries.. By contrast, 'Occasions" showed no -

- such diversity. Moreover, while ‘the category entries” for

models show1ng patterns on Occasions could be expected to

'yield differences based on the source of information With

which ratings were made, we did not expect to see differ-
ences on the category entries on the Persons dimension.

our experience, therefore, leads*ns;to helieve that Persons*
is, in fact, a:morerdiscriminating'dimension..

D. A Matrix Of Models And Dimensions

A matrix*composed from the OccaSions and Persons

dimensions, based on, Table IV A and IV B, may further

illuminate our findings. 0ne'contrast along the Occasions

~ dimension is. that mpdels concentrate or disperse ‘their time

specifications differently. The rows of the matrix
describe'three'different'categories of time-demands for
impleméntation4 intense (many items in one time category),
middle intensity, and finally, varying time demands (i.e., -

some items have to be performed a11 the time, some most of

"the time, some once in a while) ‘ 3 T

On the Persons dimension, though each model directs a

’-good many spec1fications to. teachers, ‘there are differences_

*Table IV H.

QU 1“33




TABLE IV H

CONCENTRATION OF TEACHER DIRECTION

’

R - - S . .
R ~ High . Midd¥e = Low

.70  or more .40~-.50 -less than _

. : _ teacher teacher = .32 teacher -
Eg&”' . ‘ o - specifica- = specifica-  specifica-

: - ~ " tions .. tions - tions -

o+

. - L . . R
L Ce . . ) : i . . s -
. - . o

A. Intehse'_

: «70 of check-~ | . ' Bank -
< list items in o - {=Street . -
‘ .one category YT oL :
o S " Far-West - |

v Mi}dd;le R ; ;ﬁ — — . — 1 — )
B. Intensity - . . I , 1
.50 of check-~ prizona 1 o EDC A
list items in" - | B I A
- one category pregon - i ’ - REC

Varying [ — 1 | — 1
C. Time-Demands |.. . L e B

' INTENSITY OF TIME DEMANDS

Distribution  MHigh-Scope | Florida - | Kansas
of items across- S
several - : Pittsburgh

" categories o s =
. )
’ ~ -




as~to how much’ofhthe‘model the teacher is responsible for.
The colunns of the matrlx descrlbe these dlfferences.
| We fznd it 1nterest1ng that the models: wh1ch show | ' LF

patterns on the Persons d1mens1on all appear in one row of
. the matrix. (One model in this row, P1ttsburgh did not
- show a Persons pattern ) Each of the three- patterned
&models (ngh-Scope, Florlda and Kansas) differs in degree
tof teacher dlrectlon, “hlgh" (over .70 of the model 1tems
are teacher speclflcatlons), "mlddle" (over .40—.50 are
,teacher speclflcatlons) or "low" (less than .32 are R . '
',Lteacher specifications) &et all three models are the samevr;
in the Occasions dlmenslon. Thls leads us‘to the tentatlve,
conclus1on that how much the teacher is responslble for °
.wlthln a model’ does hot guarantee a def1n1te model effect
and 1s, therefore, not as important‘as-one might»assume.
On the other hand;pthere is a possibility that if a mOdel
has different'expectationSior reqnirenents for howwmuch of
the time different spec1f1catlons must be performed, a a
' staff can respoad to the model with varled attention. *
.Perhaps category A and B (hlgh and mlddle 1ntenslty tlme'} o
demands) are. slmllar 1n ‘that models in those categories
’ask for an unreallstlc level of hlgh unlform care to 1mple-
mentatlon. It may be that the meanlng of varylng tlme C ,1;.
demands 1s that these models can set prlorltles on thexr

demands of a staff whlch are humanly more p0551ble. There-

foqé, these models would be concerned about the things lt

'wanted done a11 the tlme, less about .those spec1flcatlons

S35 s
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it expects done most of the time, and least about those
things that are to occur only once in a while. A sense of

priorities may also make a training effort clearer. Cer-

tainly the feyerSe'of_differentiateé time expectétiogs, a | l ¢
. rigid timeﬂre%uired applied equally to all items, would |
. appear to make 1nev1tab1e lndlv1dual teachers simply
selectlng model specxflcatlons as they wished. becausc klmef
for them all is impossible, This 1n'turn would vary the
emphasis'a mo%ei,wodld have in’eachlclassfoomhand feduae j -
anf uniform effecé; Though-this ma}*be desirable for a |
program, it is netfa,“meael", a word we interpret to mean
regularity‘of eﬁfeet, | | o

E. Second Analvsis:

S Kex Items
1; Pool of Data

The second analysms uses data from only one site

in each model. The crlterxon for data selectlon was the
accuracy of the Observer reportlng, not our belief, or the -
sponsor's, that the data was from the "best" site. Th1$ )
criterion enta;ls a subgectlve ch01ce on our Dart ‘made

- primarily on the basis‘of the gnecdotal records submitted
with the.cheeklist data. We selected those cdnseltanté
whose records‘raised nore questions, made fewer assumptions
and- noted the pOSSlblllty of - alternatxve exnlanatlons for
events._ The ch01de of Observer was naturally dependent

.

upon the pool of Observexs aa51gned to each model. For

Y
LY

“some models, there wé& only cne Observcr, aﬁd there the =
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choice was forced; in'athgr niodels there nay have been
, sevezal Observers who appeared equally aocui7ée, so the

choice was randam., | ; o

The daya we present in this second anglysms are thev
I
:atxngs Whlch key checkllst items receive on the last site
v1s;t of “one Observer per model.‘ The p roose of this

analysis is to answer the question ”Are the core compmnents

of a model present in its classrooms?” Though the answer wzll, if

. be one*Ob@erver's ogxnxon (i e., ratlngs}, we assume that o«
by sﬁadying the ratings made by a relatlvely more reliable
Observer, we can d&term%ne W1th_scme confidence whether the
major characteristics of a maﬁel are present, that is,
whether thé'ﬁOd@l‘is delivered.

 we have chosen'four classrooms, for one site in each

T

mo&el._‘mahiﬂélz for each model show the ratzngs which esch'
of the keyl items reeelved on the Observers' last v1sit in
1 1972. The median ratlng fer both . individual items and
clﬁssroggsvisualso shown. .- |

) /-'
2. Resdlts

The ratings,far sey items are fairly similar wzthxn

14
BSroup I and IX but different between graups. .In general,

2 5 . ol
1 Key item tables are in Appendix A, pages 3 thraugh 14.
lasee chapter II, pages 16-50 for a listing and discussion
:of key items for each model.

Figure and II report the range of the .median ratings
for items and classes for Group I and Group 1I models
respectxvely, _ .
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H
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the median ratiﬂg of bdth items and classes in a Group I
A .

model is 2 or 3, while in Group IImddels it is 3 or 4.

- éc.M: A'.,; SR
| ;F;gure;I ‘. |

g " GROUF I MODELS. o

!'NUMBERfOﬁ<' . RANGE OF = RANGE OF
MODEL . - tBv Trems ITEM MEDIANS _ CLASS MEDTANS
Bank Street 17 ;1 :’/’- 3 - 2~ %
Epe - e . RS a4 i
Far West 14 2.5 -3 2 - 3.5 £
High~sg§pe W 17 | . 2-3 23

" arizona 8 || o 25-as 2-3

\ Figure II'

_ GROUP II MDDELS o o
- NUMBER OF  RANGE OF . RANGE OF
- MODEL REY ITEMS ITEM MEDIANb' CLASS MEDIANS
REC. L 5 . 144 4
" Florida 10 2.4 2.5 - 3.5 '
.Kansas . 9 3 —\4 | 2 -4 .y
" Oregon 9 . 3 “ 4 3 -4 ,
Pittsburgh 6 3-4 ; 3 o~

The fact that a model has been placed in Group I or

II does not explain an lnterestlng phenomena of the models;

1

‘namely, the spread of ratings across class w1thmn;1tems._ )

We list the models below in two catego rlcg, those which -

L
~

ST
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show a varlatlon across class w1th1n some 1tems, and: th- e

that do’ not, taken from Tables VA - V J in Appendlx AS

MODELS WHICH SHOW A RANGE OF  MODELS WHICH SHOW PREDOMI-

RATINGS ON SOME ITEMS ACROSS - NANTLY UNIFORM RATINGS OF
CLASSES v . : ITEMS<ACROSSiCLASSES
Epc . . ' Bank Street -
. Far West "‘i;' Qﬁa High;Scope
| Arizona: L - L’ “"REC | '
"Florida : | ' -~ Oregon
Kansas I : Pittsbnrgﬁ

What does the presence or absence of a spread of rat-
ings on 1tems mean° We speculate that when a s1ngle item
shows- ratlngs of 2, 3 and 4 or 1, 2, 3 in dlfferent

classes, the 1tem 1s highly vulnerable to.teacher skllls

'and/or preference. on the other hand, models whose items

generally have ratlngs only 1 p01nt apart (1 and 2, 2 and
3,3 and 4) are able to: ensure a consistent and solid. level
of performance on certain specifications. Of course, the
d1st1£ctlons we make could be the result of Observer .
scallng.‘ that rs,_a model show1ng‘a spread‘ln.ratlngs_
within item across ciass is, in fact, an Qbserver whoSreg-

isters a great degree of difference on the performance of

items than exists. Whereas models that show relatively

uniform item ratings across class‘are, in fact,<db5ervers
who make littler dlstlnctlons among item performances 1n

different classes, even though distirictions may exist. In

. 2HL39
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i | /~
;other words, whlchever way we turn, ‘the methodo%pglcal

problems described in Chabter II constraln, coﬁ%lne and
|

reduce any 1nterpretat10n or 1nformat10n thefdata mlght

afford us. -

o




V. IMPLEMENTATION AS A DESCRIPTIVE PROBLEM

A. Introduction
The generally poor‘reiiabilrty of:the instruments
: mlght explain the meager and tentatlve flndlngs of our'
data. That explanatlon"; however, merely poses a ques-
7tion;‘it does not*answer it., The cr1t1cal inquiry is, why
;weren t the 1nstruments re11ab1e°

Our initial assumptlon was that due to our 1nexper1-
énce W1th models, parts of each checkllsL were unclear only
to us. We belleved however, that Observers, tralned 1n
each model, ‘would flnd the checklist descrlptlons a “code“
whlch was mean1ngfu1 to them and, of course, that th1s was
the sponsors' 1ntehtlon\ But poor rellaolllty would not
have éccurred if the latter beliefs were correct, Accord-
1ngly, we needed a quite é&fferent explanatlon for the
A unrellablllty of the 1nstrument, We developedasuch an‘
explanation while ue.were.gatherihg, as Wel; as_analyging,
the data. During that process we were continuously
‘ rece1v1ng addltlonal 1nformatlon abcut models in the form
of wrltten materlals or through interviews. ,Each piece~o£
lnformatlon clarlfled the‘partlcuTar model to'the point

where we became convinced that the checklist descrlptlons

-themselves were, in fact, not suff1c1ently,accurate model

descrrgtlons,_ And, of course, meaningful impleméntation
studies could not occur without clear andvprecise;model

descriptions. ' . "

&
<
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We thought it 1nsuffLC1ent for us slmply to conclude
our study of model lmplementatlon Wlth a plous admonltlon
ka that careful descrlptlve work on each model was necessary
before measurement of 1mplementatlon was undertaken. We o
felt an obligation to both develop and try a tentatlve plan
] for more successful descrlptlve,work. ‘What follows 1s an"
account of our efforts. £
Experlence derlved dur1ng the course of our study led
us to reject an 1mportant, 1n1t1al dec1510n we had made:
that the  definition of the theoretlcal model would be the
standard agalnst which 1mplementatlon was judged. . Our
study malnly compared classroom behaviors to a theoretlcal
o ; statement of the model, uSually developed by a s1ngle or a

few 1nd1v1dual members of the sponsors staff. As our

study prdgressed, we were constantly-confronted with evi-

dence that models w1th which we were -more famlllar were not

thoroughly deflned, nor was their staff consensus about

|
|
|
L
r
|
\’
“

,some model aspects. It was, therefore, olear.to_us’that our
original strategy of instrument development, written com-
munication‘coupled with scattereddphone contacts, was "
inadeduate for extracting a complete behavioral definition
Lof the model ‘We came, instead, to believe that more
accurate model descrlptlons mlght haxe been proV1ded by
statements around which some degree of consensus, both in.
terms of 1ntellectual agreements and actlons, had been .

reached by the sponsors' tralnlng staff In our view, the

content of statements made by staff members at site tralnlng

R LI




"theory" is what ‘the sponsor staff transmlts. Realisti-'

ve3

~ sessions would prov1de the clearest descrlptlon of the'

model. rralnlng sessions are, in effect, the dellvery

p01nt for the sponsor. These ses51ons would, accordlngly,
show which model parts were actually be1ng transmitted by . .
the sponsors. The further step of observ1ng the classroom. -
tells what portlons of the~models are’ belng responded to |
and 1nternallzed by teachers.

Focus on staff communlcatlon at tra1n1ng sessions

‘implies an approach to the study of 1mplementatlon very

dlfferent from V1eW1ng it Just as a measurement problem.,
What we propose m1n1mlzes the theory and what a s;ngle
spokesman’may sax-that‘a_model will do. 1Instead, it

emphasizesfa’model' “behavxoral" aspects. Our concern in

such a study would stress, almost exclus1vely, the model in

practlce, not in theory. Our approach asserts that model

. -

callyq’theory cannot be . considered as an idea in one
1nd1v1dual's head. bepause of the processes 1nvolved in

worklng with many communltles and large number of B
teachers. b -

/’ﬂ‘ b

A full € and more accurate behavxoral description of a

model requlres personal co/tact/hetween evaluators and
sponsor personnel. Evaluatlon, rather than sponsors{
should have 3ur1sd1ctlon over model descrlptlons wh1ch
would be created through a three-step process:

Step l: Evaluatlon conducts a series of 1nterv1ews

-’

with the sponsors' tra1n1ng personnel 1n

-

3§i43




VA

order to extract from them areas of consen-J

sual agreement c0ncern1ng model deflnltlon.
Step 2: vaaluatlon observes several of these same °

: ?,staff members tralnlng site personnel to

Edetermlne (1) add1t10na1 features of Lhe

model and/or (2) d1screpanc1es between what'

tralners say . they are dolng and what they

‘are actually do1ng ' | |
Step 3: Evaluation'is responsibleffor a "working"”

statement of the model., | -
In this three-step process 1t is the agreement among -
sponsor staff in both word and deed" that serves as the
model definition rather than a purely, theoretlcal and ideal
descrlptlon of model requlrements as stated soley by the

sponsor.

Sane we did not W1sh to propose th1s solutlon w1thout

. attemptlng it ourselves, what follows is an account of the

author's attempt to work w1th two models in_ a ‘trial run
of her own suggestions.

| “The trial run occurred durlng the HSPV phase-out -
year. There were, aocordlngly, two practlcal 11m1tatlons
to- our plan. Flrst, training of HSPV - s1te personnel could
not be observed as it was not occurrlng. However, tralnlng

scheduled by most sponsors Stlll 1nvolved Follow Through or

- other school programs. Secondlz since my contact w1th

sponsors had been linked to HSPV, a request to- 1nterv1ew a

sponsors entlre tralnmng stafzt would probably have been

L LY

L
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" EDC and the UnlverSLty/// Kansas.“ The open educatlon

. R /

, ’,v\.

refused. As an exploratory effort}~we limited ourselVes to /;;////f

, observingﬂandfinterviewing a few‘members'of the training”

staff of two sponsors.

The models we selected were dlametrlcally opnosed -

emphaSLS of EDC versus the concentratlon on the teachlng

-

' of academlc skills {feading, wrltlng, and arlthmetlc) of

Kansas represent a substantlal difference ln goals and

assumptlons about the nature of chlldren and learnlng. We

engaged in a two-step process-' (1) obserVatlon of train-

b

ing, and (2) lnterVLews of sponscr personnel concernlng

. thelr tralnlng content and techniques. oOur purpose was to

ldentlfy model features which were both consonant and

dlscrepant W1th the HSPV CheCkllSt descrlptlons. The .

e
»

lntervxew was 1ntended to lnvestlgate tralner statements

and behav10rs Wthh were not reflected in checklists or

'whlch expanded or modified the present checklist descrlp—

t;ons.» Next, we would attempt to determine whether a

trainer's emphases were individual or shared by other

trainers. Shared trainer emphases would create a new

Fworking“ model statement. Obviously) such a statement

mlght ‘contain reatures Wthh the present lmplementatlon .
checklist 1acked (e.qg., process features such as sponsor |
aSSLgnment of rotatlng versus con51stent tralnlng personnel

for the duration of a year), and it mlght contain modified

versions of current items or items might be deleted alto-

-

5 gether.

T




' written descriptions of them.

'B. .Two Case Studies-

A report Of'the;twoﬁexploratory.studies‘o EDC and =
Ransas and a brief“COmparison of them fOlldWS:'J

1. The EDC Observatlon

The EDC workshop I attended was held in January 1973
for both Follow Through (FT) and non-Follow Through
teachers. ‘Though my purpose was to generate hjpotheses
about a Headstart evaluatlon process, since EDC makes
11tt1e d1st1nctlon‘between a HS and FT program'ln their
model deflnltlon, I assumed that a Follow Through workshop

would not be 1nappropr1ate to my ends.

a. Introductlon to the sponsors' sett1ng

At

'tThe offices of EDC are in an abandoned factory which

is renovated with care for the arrangement of’space'and use'
. of materials; Its overall effect is of an extremely well
done and.modern facility. :EDC‘s offices are on one floor

of the buildiné. The space-is high ceilingedvand loft-

11ke with rOWS - of small offices 11ned up off of it on
~e1ther side. The v1sua1 distractions and amount of
materlals scattered cn the floor, hung from the rafters,

postered on the walls are 1mposs1b1e to absorb Most oﬁfice

,doors are open and‘are covered with arrangement of

we. . EERCEE
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: photographs, children's paintings or the inhabitant's work.
. My .contact at EDC had her door striped with a dozen vertié

‘cally hung pa1rs of egg cartons, each’ palnted a dlfferent

deslgn but using only 3 Colors.\ I commented favorably bn

it and she admltted in a pleased but joking‘way that she was. - -

the'artist I was taken by a second person to a second

.equally 1arge, hlgh celllnged, suriny room chock full of
'materlals, where the math workshop I would observe was tak-

ing place. My 1n1t1al impression was a room swarmlng with

materials} At a. few low tables a handful of workshop par- -

t1c1pants (about lO adults) were worklng.

t

Immedlately to the left of the entrance, an isolated

,‘desk was pushed next to the wall but fac1ng the room.‘-A

serlous looking man was seated there dolng paper work in a
shlrt and khakis. Thls was the d1rector of the model.
Upon arr1val I was 1ntroduced to.John Tuchman and Ellen
Damson who were JOlntly 1ead1ng the workshop.1 The

.

Adv1sors dressed casually, Ellen in pants, John w1thout t1e ,

or coat. John mentloned both Advisors would like to talk

Wlth me after my observation. I was offered a seat next to

a mlddle aged black woman, who was worklng alone on a game,
There were several other part1c1pants ‘at this table, also
worklng alone. A second table, -close by, was occupled by

five participants: two,glrls 1n their twenties (who I

11 will refer to these 1nstructors as Adv1sors - their .

preferred title within the EDC model. All names have been
changed to 1nsure anonymlty. ‘

<
.
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"answer these questions; The glrls simply answered

‘moved to his former.seat, and picked up'afwhite 5" x 8"

. later: learned weré flrst year - teachers) and three sllghtly
older teachers, all playlng w1th games. The only male parf.
thClpant was 1n the,latter group, maklng most of the

: suggestlons for any modlflcatlons of the rules by which the
f; group was playlng ‘He kept hlmself and the two young women -
in his group amused and entertalned 3 I observed thlS group
?the longest because they were more comfortable mith'obser-‘
..vatlonkand,poss;bly also because they were enjoylng

'themselves more. John Tuchman joined. the new teachers at

the end of the table, playlng with them for spme tlme.-
-

-Ellen Damson ‘came up several tlmes durlng thelr game asklng
all three such questlons as’ "Would you rather be the first

.. or 'second player?". John and the two part1c1pants would

"Second " or "Just not the flrst one.". John, on the other
hand offered more reasons for his ch01ces. ‘After about
ten mlnutes, John got up and looking at me suggested

informallY'“maybe'you'd like to play a game with them". 1I.

typed card laying near the'game. It briefly outlined sgme

rules, and asked a series of questlons,'lncluded in whlch

~ were "Whlch would you rather be, the flrst, second or thlrd

player’ Why?". Slnce I didn't understand the rules, or

N

. the p01nt of the game from the 5" x 8" card I asked the

part1c1pants several questions. . They too were unsure of

the rules. After two games w1th them, I moved to another
table. A young woman I sat: near asked "Do you want to know
- o / f/ :

\
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what I'm doxng’“ in a frlendly way. Indlcatlng I dld, she

explalned a number . puzzle she was doing and we then played

a number board game together. ' The frnal observatlon was of
‘,a partlolpants(A) Wwho nad_learned a game fron John“teaching
'it~toetheJWoman with whom I had jﬁst'nlayed (B). ~"A'

eexplalned the rules to 'B' 1n a sxmpl;fled rorm, but added
»?rul es (that is, remembered addltlonal rules) as the game

_proceeded - 'B? mlldly confronted 'at, 1mply1ng that she,

fA‘, couldn t win or play well if- she didn't know all the

rules, but - th;s was repeated humorously and the game was

played to lts flnlsh. 'A‘ won as she had the contxnued

‘“advantage of addltlonal rules.~

/ J
Puttlng myself ln the-place of the variaus part1c1~

,'pants, I had a. number of questlons revolving around what I

myself would learn from the workshop and how, generally, I

would feel about it as an experlence‘ Many_of~my questions ¢

" related to the~nonstructured, free choice aspect of ..e

format. Were participants chooéingfmaterials‘by'Some cri-

/teria the Advisors had outlined? (E. g., "Pry games you do
f’alone, then games ycu do with others.”. ) What determined
i«the length of" tlme each part1c1pant spent on each task°

what were parelclpants to get from the workshop° Famlllarf

ization with new materials? Identlflcatlon of pupll

behaviors - i.e., matchlng how they felt w1th how their own

4students mlght feel in a similar envxronment’ Conscicus~ .

ness of teachxng strategles in open education? A way of
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classifying mathfadﬁivitiés and their resulting learning
possibilities?

~

While I had»missedvthe prewactivity introduction of

this partlcular workshcp, I had a feellng it would nu+*hava~*

altered the amblgulty and/or lack of purpose of the work~'

shop..-

My specxflc 1mpressxons and observatlnns of thg twg

" hours I spent at this workshoo were the followxng* £

¥

,;. The 1mp1101t message of the setting: (the. abun- o
dance of materlals and the fact that they wera '
”homemade") as well as, the cotitent mf at least one
AdV1sor 'S (Jchn) comments , was that materials are
extremely important, if not the most 1mportanﬁ* .
asgect of the madel, and Ehat the source of good ’
'materlals is the lmaglnatlon of lndlvzduals, not
commerc;al catalcgues,.- A ‘ |

. 2. If one takes seriously the»moael;ng aspect ef ﬁhg -
Adv;sr s own; teaching style and it appears from
the EDC chéckllst that modellng is desmrable,«@ne'
could extract from some of the staff 8 beh&vxcr
‘the followlng mndel goals (all of wh;ch deal wmtn
dlstinctlons between tradxtmanal and "@nén" Lﬁuw
cation): ’ |
az}lybrkshops Ieadars and partici§ants'(tééchers

' and pupils) atéhnoﬁ réqgiréd to use diﬁfe:emt

" forms of address. Everyone is on a first - -

%




These two 1mpressi@ns are consonant with the model

v-ir

¥
[

name basis. (Everyone is bo be equally

respected as a person.)

b. Learning is not lock~step teacher dcminatgd.‘

activity, but is "fun® (game~1ike) and

id@alié self-selected and motivated.

¢. Administration is not remote from and unin-

vblﬁed'With learning, butfisiavailahle and

interegted in what g@ﬁs on in the elassroom.

Prh@ director @f the model as an aﬂalogne to

the principal @f a sahaol.}

¥

che@klistg

There were other impressi@ﬁg which seemed. either anti-

thetical to my understandang of tha model’ gr‘whlch were

slmgly ”naw” appr@aches I was unaware of.

3.

Each Advxsn: was always working with one or, more

participants; that is, contréry to the model

statement, teachers did nat ever leave students

e

alone but were constantly involved with them.

EDC checklist implies more student motivated

activity over longer periods of time.

-

The

Each Advisor had a role distinct from the other.”

One focused on the explamati@n of game rules, and

the overt translation of the’ maﬁerlalg aspegt of

~ games - (“If y@@ were using thls game with sixth

graders, you mlgh* Wan% to make lt glmpl@r by“

;doing...."}. The othir Advisor's contact with'

i
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participants wasValmﬁgt exclusivel through.as%ing 
guestidns about the math games | #y were working
on, as well as laughihg and joking more frequently.
My~impréésidn_was‘that thiSAdiffetenCe was S
s ) Vf,unplanned, and reflected more'a mattér of personal
| ~;preferencés than model beiiefs, |
This iag t6 my observations of their roles, some - ques~-
tions about their techniques and a brief discﬁssion of the
%éppropriate training time and vehicle fdr the [odel.
o I commented:on the number of queétions Ellen. asked
" participants, saying I wish i'a kept tfack, but it seeheé
§6 ﬁe that hér“cdmmunication was compfised entirely of
these questions and ofrwhétdseemed to me to be an effort to
make peoplé’cgmfortable. I added thaﬁ there séemed to be a
clear différehﬁiation’bétweén Adviéor-ana participénts as
exemplifie§ in Ellen's questions to them. I felt her.ques~}'
tions were}diffetent from a participant’'s becéuse hér
éuestions had auﬁparity and demé§ded an answer. She
claimed she asked.a quqsti;n and ﬁalked away. That is, her
pefcgptiaﬁ‘was that $he "left" participants with questiéns.
Looking at J¢hn, Ellen said: .
"Because yﬁu don't want to be and I dont' want
to be in that role of them (the participants)
doing it becausc 'we told them to, I thin% I prob-
ably do behave in a rather peculiar way,? in the

sense that if I asked you,'Does it matter if you
go first or second' (in a game) I would bug you

1

2There was no feeling on my part that this Advisor behaved
"peculiarly”, but she kept insisting that she did.

1
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until I got some response out of you ... but
because I don't want to pressure them or I don't
want to push them around, I ask the questlon and
then 1eave them." _ .
Perhaps it is Ebo\strong to call these behaviors anti-
thetical; they are simply not explicated in the.model.

However, in’ regard to the observed "roles" Adv1sors played

'they are both exhibiting behaviors which part1c1pants did

not. Though part1c1pants could discuss with one another -

adaptatlons of curricula to dlfferent age 1eve1s and ask’

‘each other questlons about strategy, it is unllkely that

they would Almost certalnly they w111 not if that is not
clearly stated as a goal of the workshop. If this was‘the

case, these behav1ors of Adv1sors are clearly a different

’oggggwof "teaching" behavior than their other behav1ors.

"And - part1c1pants would clearly see a dlfference in the

)
Advisors' teachlng role and their‘“learning" role. Accord-

1ng1yl41f the- goal of -the model is to blur tradltlonal
teacher-pupil distinctions, does that goal admit that

there are any distinotions worth preserving and how is that
made clear in training? It is at the heart of the diffi-
culties of open education that teachers, used to conce1v1ng
their jobs as managing, g;v1ng orders:— being in control -
suddenly don;t hnow what they aressupposed to do, even in
the cases where they may most’earnestly want to change..

An interview with the two Advisors was Eo occur later.

I wrote down the following questions after my observation.
. i \ . .

l. What is the purpose of the workshop?

G
Nl
.t
L

G
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2. What is its content, as you see it?
3. How would you describe-your role?'b
a. Why are there two people and are thére role
Aifferénces between'yoq? |
b. How do you differgntiate yourself from the
§af£icipants?'}
4. What is the preparaﬁion'Tor this Qorksﬁop?
a. What insfructions did'ybu'give participahts?
b. How did it happen that certain people worked
‘ltOgether? | | ‘
c. Why‘did some pébplg rehain QOrking‘together?.
5. On what basis did each'instructor.Select the péf-
sons with which to'spend time?
6. Participants séem to see their role as interacting
‘rather thén teachipg each 6ther. Do'yoq see your -
rolés this way also? " How would you like thé parr.
ticipants to perceive théir fole?

The purpose of the intefview'was to extrac£ any con-
scious and/or shared conéensus about teaching g;éls and
techniques from these Advisors.

Three days later; I;met with the two Advisors at Fheir

convenience. The way in which my quesﬁion§ were finally

stated was much more informal than my list, partially

In an ideal scheme, if there were consensus, I would meet -
with other Advisors in order to establish the degree and
kind of consensus among the models' total pool of Advisory
personnel. : : o7

Conr
e
o
e
v
[voe
.
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becausé»I had héd lunch with John Tuchman and two 6f_the
EDC research staff after the workshop and also because . |
Ellen Damson and I recalied that ﬁe,had briefly attended
the same college course two xears_previously. Overall, the
inﬁerview was friendly, especially considexing‘EDC is
"research shy", so to speak, and that T was identifiéd with’
a national evaluation. Both Adviébrs agreed the interview
could be'tapéd; ‘_ o |

I introducéd myself by exp}aining tﬁat I‘had_colleéted
data animplementatién. After looking at fhe year long
data, I had become wary that- the instruments Qould,be used--
without modificatg%ns_or that people WOQIdisay, "let's do
-thié with our program". I considered the checklist as a
beginning, but Crudé, effo:t; The instruments by néture
presented everY'mbdellas being fixed,'which I didn't Seiieve
to be the case even for,Kansas or Oregon. I had also
thought sponsors might be. somewhat unaﬁare of some.charac-

teristics of their models. For example, models had been

' p:esented in terms of‘classroom behaviors and, quite
obviously, théﬁ waén't the only areas models covered. By
talking with'sponsoré about;tféining, I‘hopéd to find ways
to study implementation better. One area I wanted to
investigate was staff development‘ana'that was my reason

- for observing and talking with them.

.VERKf' ' | I BRENE
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b.. The interview: questions .and answers

1.- Necessary components to modelltraining
Questions: "Are there sequential things &ou cer
| do, iet's say,‘in your workshops?"
- "Are there’thihgs you~feei you should -
.covér;:whether'sequentiaily or not?" »
U - V"How did you 1ntroduce your workshop?
What klnd of d1rectlon d1d you. glve°"
- The answers to these questlons indicated that the

workshops are not sequentlal ' Some are for teachers as

_"adults" and others for teachers as "teachers" The

teachers as "adults" emphasis came from observatlons of
Brltlsh schools where 1nd1v1dual 1nterests, hobbaes and
skills of teachers and administratOrs_were very noticeable.
It strengthened EDC's- belief that "a'richerhhuman being in
the classroom is somehow in the 'end -a better teacher"

Some add1t10na1 51gn1f1cant quotes dur1ng this part of the
d15cussron were: (l) "There are two parts of“the model:
developlng the classrooms and developlng the Adv1sory.4 ' We
never deslgned workshops d1v1d1hg teachers by how their
rooms look - sometimes for new teachers though.... This

one we just did." - (2) "In my thinking about (the workshop).
I was hOping'that people would get interested in math kinds

of activities -and get a little bit excited about it, as

4The Adv1sory baslcally refers to the group of oeople that
are Advisors. It also: 1s used to refer to the methods -
Adv1sors employ.

JU 138
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sort of an initial step to Qhatvmight happen in a classroom

“over a long period of time."

In an ideal process, theseiresponsesbwould‘be followed

fby discussions to further clarify the model'sldescription.

v

"For example:

'1.'gThe;notions of developing classrooms and develop-

'ingrthe Advisory imply that there afebsequenees
or steps toward-achieving both epen education
classroom or a workinq“Advisory. Though some of
the behav1ors of teachers and Advisors are -
included in the EDC checkllst,athey are not artlc—
ulated in any step by step’ progress1on. n,/

2. "How teachers' rooms look." Thls phrase of John
Tuchman s 1nd1cates that kinds or amounts of
materials may be a criteria for an open classroom

"that can be spelled out in greater detall.

3. Wbrkshops are apparently not planned If thlS is
the case, how can the model show whlch model
specifications it is tralning teachers to per-

form ~-i.e., for which model components can it

guarantee some level of "delivery"? -

4.  The pHase "in my thinkinglabeut" is typical of
the intense amount of personal involvement and
_private emphasis with which EDC staff members

talk about their work. -

‘I see nothing inherent in a model goal of "getting inter-

ested in math activities" such that staff and participants
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could not become.conscious of'whether they reached,thisﬁ

, goa1~ However, the interview material suggested-that

i

explic1tly setting a standard (even one of "getting intexr-

‘ested") and asking teachers to conSCiously track their

degree of interest was prohibited This prohibition on'

expliCit expectatlons was suggested with increas1ngly

greater force during the course of the interView.

2. WOrksth planning '

Question: "Do you always try to elicit from the par-
tlcipants what some-of the agenda for the
workshop will be?"

Comments: - This question arose bedause an initial

_advance schedule for the workshop had heen_made. The plan,

which was mailed to participants, stated that the first few

-days -would contain'activities for "adults", (1) "you" (that

is, the participants as adults) and then (2) "kids" "Ellen

»outlined the second part of the schedule as containing- e

Day 1l: Wwhat goesron in partiCipants classrooms._

Day 2: Sharing of good things as well as problems.

Day 3: -Talki;g,ahout how to follow up certain activi-

| ties. k N

She went on to mention that'"we‘didn't get many problems
raised by the workshop group" when they;_the.Advisors, had
solicited them. .

Ellen had enunCiated a very clear training sequence;
Partic1pants are expected and encouraged to talk about

their classrooms, a clear aspect of model implementation,

Jhla8 -




- V-19

not now included in the current EDC checklist. ° The,
certaln" act1v1t1es Ellen mentloned could probably be
'categorlzed across Adv1sors, by the pr1nc1ples w1th which
Adv1sors select those act1v1t1es to follow up. The fact
that part1c1pants form part of" ‘the workshop agenda is
another model aspect omltted in the current checkllst. In

&

a model like EDC, in which the 1mp11c1t aspects of tra1n1ng

’ are so 1mportant, tra1n1ng technlques become very 1mportant

’ to descrlbe.

3. Conscious training behaviors -

a

Questions: i "Do you think of yourselyes,as having
S - certain roles_in the Workshop that
‘are either dlfferent or.the same.
- Do yourthink of what»&ou'were;doiné
asymodeling?". |
- “bo you tell (participants), 'I'm
'moaeling_the hehavior I want you to
exhibit in‘the classroom ... Why not?
Is that because you don't th1nk there .
_should be any set expectatlons for
. | S - chlldren7'" |
| ‘bomments: These questlons arose qu1te naturally from
our discussion of plann1ng workshops in which I felt we
" were beginning to touch on the modellng aspect of traLnrng.,
I persisted ln questionind the Advisors on this topic; It
was clear from their d1scuss;on of their roles that the

-

ratlonale for the workshop was “exposure“ to mater1als
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around the subject of math.  This, combined with the fact

~ that individual interest and self-pacing are the style with

'which the learner is encouraged to interact with‘materials,

results in Adv1sors modellng teachlng behav1or whether they

lntend to o* not. However, though teacher-learner equallty.f

is a falrly consc1ous assumptlon on_the part of Advisors,

Advisors were ne;ther aware of thelr'own behavior or of

each other's. :The idea that modeling cou;d be objectified
and’stated exolicitly to participants as part'of_what the
WOrkshop'wasroffering had not really occurred to them.
They made these comments when I p01ntedly ra1sed these

,questlons~

'Ellen: "We do the other half of that - we say {to ~ "~

participants) that's a tough problem for you" or "you get

) frustrated'and kids sometimes. do too." Though the parallel

was drawn between part1c1pant s behavior in the workshop
and children's behav1or in school, she 1nd1cated that no
attempt had been made to focus part1c1pants on the
Advisor's teaching behavior in ordef‘that they identify
with the Advisors as."teachers". B | |

 John felt they:conldn't realiy model because the time -
allotted to Qorkshops was-too’short.'t"People are here two
days and go back to a commhnity that says, 'what did you
learn? Let nme See it.’ And that s where modellng breaks
down. We ‘feel anxious., They do." |

: TS me, thls part’ of the 1nterv1ew expressed very

~p01gnant1y the dlfflculty of this model. Ellen had

. "
Jg}fLU'
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'demonstrated a uery clear abllity to analyze the range of
problem—solv1ng strategles ‘she expected part1c1pants to
use. But somehow to hold out a set of expectations toward“
which part1c1pantsvwould work was percelved as a possible
violation of the indiuidual I suppose the AdVisors'~fear'
is that "what if the part1c1pants (or chlldren) fall°"
Thelr fallure may temporarlly, or perhaps permanently,
“crush 1nterest in learning. -However, I think EDC has not
welghed this fear aga1nst the boredom, frustratlonvor more
: destructlve responses of humiliation and/or confuslon that

can result from unclear expectatlons.

4. Outside of the format - | _‘ )
Every‘model seems locked~intoitrain1ng periods of no
more than one week at the sponsorls headquarters.‘ The
fundlng of HSPV ‘may part1ally account for tth. However,

no sponsor, to my- knowledge, has attempted to get outside

‘of this framework. It seemed clear to me after the EDC

1nterv1ew that a model requlrlng a great deal of 1wforma—‘

tlon about individual learners and heavily relylng on

modellng as a tra1n1ng technlque could not begln to,“

accompllsh its goals Y th such short training sequences. I
"wanted to know if these Adv1sors had* thought about this

problem, and how t they might EEEBSH&‘ES‘EI?“‘"‘*““******-——-————-

Questlon: "Do you think it 1s‘p0551ble to develop,

for this model, shdrt train%Pg'sequences

. that work? Or do you think you need a

; R -
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longer training peried'(than gnu currently
use)é" | * o
Comments: I would say the Adv1sors were stymled by
this. I had the impression that a greater length of time
- for tra1n1ng would be rather fr1ghten1ng. On .the other
vhand de51gn1ng shorter tra1n1ng sequences or hav1ng the
! same‘tralnlng t1me with different goals raised the for-
l bidden "explicit exPectatiene" problem.  We ground to a

halt here.' i_ . d - ' : -

c. Institutional communication
A tangential.area of intereet that aroeelwere‘words or
phrases that elearly'had special-connotations.for the
Advisors. In this 1nterv1ew they were “startlng pomnt"
1nstructor", and "crisis".
‘Prov1d1ng workshop participahts with a'"étartihg

- - ’

pornt" was one functlon of the Adv1sor s role that both

hAdV1sors agreed upon. When I quest;oned them about the

' ,,spec1f1c meaning of this ?hrase, one Advisor said, "the

cards" meaning the 5" x 8" cards on which rules for the
gahe Were typed. It appeared this»phrase onlyireferred to
'materials and not to-Advisor behavier er‘instructions.L
“Instructor" was a word used with obv1ous negative
connotatlons. The Advxser S‘answer to avrequeSt to
describe an “iﬁgtrﬁEESETE"fdee“Wa§4that‘an instructor had
all ‘the materials, demonstrated their dse, did all the |

talking and stood up in;froht of a group. The Advisor had

-
s
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said ! "we are not 1nst:octors" during our discussion of the
role of Advisors .in a workshop.
One of the Adv1so§§/wa§\pgp/lsfently critical (and by i
" the same°tokcn apologetic and defen51ve) of her own
‘behavior during the workshop. She described herself as
. aogﬁg wha; she had oftbn-observed some}olassroom teachers
_to do, moving from gfr p to group, interacting;in a super-
ficial way with each on ’ aﬁkingva quést;on ar.d legbing;
‘neVer sittiog dowh or"becoming involved with one person or f
group. Shé'prefaced‘the'entiré interview by éayingwshe was
‘uncomfortable with the workshop partlcmpants, didn't know
anytof them, and had therefore acted in a way about which
she was not sure she herself approved. She said she "never
. sat down ... I was Just.nervous oo kept myself ready. to
i, meet any‘cr131s . When I asked what a "cri31s"‘was»and how | :
‘frequentlyoohey‘occurred both Advisors cited examples of
participadtsfbecoming overtly boxod ¢£ leaving the room.
The language which conveys special megning within.the
. sponsor statff, bué_ﬁeeds further‘explanation would'probably
appear in 1nten51ve studles of other models.

The dlstlnctlve in-group communlcatlon of an orqan1~

zation could provide a rich source for the underlylng

5"BehaV1or analy51s“ a phrase associated with the Kansas
model is a case in p01nt. It does not convey what the
meaning of behavior is, which behavior might be selected,
what the purpose of analysis is, how it proceeds, what 1t
includes, what its intended duration is, or when it is
achieved. The phrase nlCLly suggests that there are
answers Lo these questions.,
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sponsar';séumgtionslbf HSPV models. In some cases these
assumptienslmay have broad and consecious ramificéti@ns in
the'sponsor’g traznxng and trunbm1351@n efforts. On the
other hand, and I believe thl is the case with EDC, this
special language {e. g., “starting point", "erisis") may
simply b@icovgrt and unarticulated offorts at directive

control.

The primary impression I recaived‘fr@m the single ' ﬁ
cycle of training observation and interviaw of EDC sponsor
staff wés the absence of exp1101t communicatxom in the '
traznzng; My opxnlon is that EDC's w@rking assumption is :
that involvement with materials is the true g@urc& of

learnxng, both in training sessxcms and in model class~

‘rooms. As a corollary, it is the individnal learner rather

o

than the "teacher" who best knows his- own pace and intor-
ests and, therefore, is the anly sultable 3udge cf where to
begln, how 1ong to work, and on what. In and of themszlves,
these assumptxons represent a conereﬁt position. 7

The difficulty for EDC is in presenting what they do
as a medel. This is partly a result of th@ir‘?arﬁicipati@ﬂ

in the Headstart and Follow Through experiments in which -

all programs are called models and thereggrg the exmecta-

tlon is for repllcatlan of model services and pupxl

outcomas.
A phrase uscd by the EDC staff to describe their style
of work is "do your own thing”. EDC encou rages the teach-

ers they train to "do: your own thing” and would like
§




sicns:

1.

3.

“motto” for the model has savaral inf@r@gt;ng Iﬁp@fC&a*

o, , -
: . ' i
There is no formal medel message. (The motto
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t@acha*s to o W*Wﬁ’vaﬁﬁ this 2o children. l@ burn. Thx%

i

!
L

militates agginst this.)

Hiring a member for EDC sponsor stags iﬁdv1sgry)

does not depend on the commitmentiof ﬁh@*apglzaantv

B 'l

to any pafticuiar theory or familiarity with any

set of skills. He or she simply'mmgﬁ,dem@&gtrat@f

. an affinity for "eopen education”, not; a well-

defined phenomenon.
Do y@ur own thing® mxlzeatag analnut any sponsor

staxf'agreemﬁnt thet m might be p@g 1bl@t Being

gaxt of the staff means you are an 1ndivxduai and

to d@M@ngtrat@ you are an indiviﬁmal’reqﬁifeg that

Your procedures only minimally resemble those of

“another staff member.




) e 2. ‘The Ransas Observation

3

. Ransas traxnxng sessions were at mx&—yaat, hcwevar, and

-were, therefore, not xnt;oductory. Ehe EDCHob$erVatxcn

) V"‘ZG i

-

1

@:kThe Ransaé ebservat:ons wore made in sevexal centers.
inA;mallftnwns in Texas which all formed a single Headstart
pﬁ@gram'sgyving a population of pfadominantiy Mexican-
american and‘Black'3~4 year olds. The con&itidns of the
obgérthi@n of training for tnm@ mnde} were somewhatwdlf*
ferent from thase of EDG. The teachers ‘attending the |
workgh@p at EDC had been working with the model fax over a
year and were "1nv1*gd“ hy EDC {i. ey probably mere or less
require& by thaxr 1ocal admlnxsufaﬁors) to attend worx~ |
shops. By cantrast, Kansas was werklng with thaxr group of
ﬁeaehers‘fﬁr ﬁhe firsl year. Even more s;gnaf;cantly, the
Ka,saa teacher group had fully participated 1n electlng to
WOrk with ﬁhg moﬁel, a declslon which was made bv individ-

¥

ual gstaffs at the aentar {school) 1evel. B@th the ERg anﬁ_

taék plaée‘in the sp@nSQr‘s seﬁtiné and wa%ifor teachers -
£rom different sitas,,whiieixansas"ccaurzéd for teachers
within one program at their. own schoalg witich w%ra
slightly scatﬁe%édnge@graphi@alkv;

. The Kangas chservations gpanned three day 5, two of

those spent at a different center in a different town. Mr, i
Walter Eannigwf the Kansas staff member I g@%@rved,
t

d@sarxbgd the program as going "just like the books say it

sh@ﬁlﬁ“, chserved Mr. Bannigg in staff interactions of
- =

the f@ll@wimg sorty .
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1. Social-and formal interactions with thé Headstart
ﬁirectorkandvﬁducéticnal C@nsulpant.'

2. Making observations and giving feedback to
teachers on #n individual basis.

3. Heading a staff meeting at one center.

Bach of these seemed typlcal of the Kansas act1v1twes ln‘

this communlty

In a typical wcrk day, Mr. ﬁannigg arrived at a center -

at around 9 o clack, eating breahaast in the canter kltchen
or drinking coffee in the classroom, i n;ormally chatting

with teachers which mixed soclal and "busxny@s“ communica-
tions. After th1s, a sequence kncwn as EarnvSpend ‘the

heart of ‘the Kansas program, would bagmn.A,To revlew e
briefly, "BEarn" is a periocd (1n these centers, 15 minuﬁes)

in which each teacher is assigned to work with (ideally) no
more than 4 to 5 children on either’reading,=méthematics or

"spelling” (with this age child, handwriting) . Childrgn
are pldaed in these groups by ability (tests) and move
thh;n them at their own speed in programmed materials.
During this time, work appropriate behaviors a:e fre§arded“

by a combination of material rewards {"tokens", such as

poker chips) and verbal praise. After an Earn Period, each
child ”excham@ég“ his takené for one of a selection of
activities that he caﬂ Mafford". V(Activiﬁiﬁg are priced
differently.)

In observing the ongoing training of

aid “y ”

S x o g s e oy (PTI PEE, P 3 &
gued the seho quostiions an I odid wieh Bpc I ¢

»
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" extract the model's emphasis as it was transmitted to

teachere,'assﬁming that the.content.stressed in training
represents the true interests ef the model. 1In general,
all the Kansas- tralnlng practices were d;rectly related to
model features and there were no substantlal inconsisten-~
cies between tralnlng methods and the statement Qf the
ﬁodel.

Mr. Bannigg spent his time in classrooms observiﬁg one

teacher for each Earn Period. He would'sitlclose enoquaigb;wwx"

hear but not to intrude on the teaching, tak&ng*xbtes~on a

pad, If the teacher's respon31blllt1es permltted he would

go over these notes w1th the teacher xmmedlately following
the Earn Period. His notations would cover both correct

and incorrect uses of teacher attention ("reinforcement")

‘in the form of verbalizations or tokens. He answered ques~

tions teachers asked him before or after hls observatlon,
and his remarks always included both praise for what the
teacher ﬁid well and identification of areas in which she
needed'improvehent. ‘"Spend" time was not observed nor were

other parts of the program"(e.g., rest and lunch), thoﬁgh

the latter are not considered requlrements of the model .

When Nr. Bannlgg was free during the morning, he
invited me to share my observations with him {(most of which
were written) which I did. I found his request pleasantly
surprising, sinee‘in my years of observing many classxgﬁms
it is an implicit aaﬁe that an individual's written

cbservations are~hie CWiia %r Bannigyg's reguest had -

-
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nothing rude or abrupt about it and it left me free to

»

>ﬁﬂﬁpéfuse.‘ His request was completely congonant with the

model's way of working wiﬁh.teachefs. The agenda is clea:.:
There are no secretsAand.nd pérties-with supérior and/or
more csmplete infbrﬁationl%ban otRers. Mr. Bannigg was
'cqmpletely 6pen to answering any-and all of my questions
with involvement and interest but Withput the partisan édge
of é tense exchange between a believing practikibﬂer and a
more neutral observer.v

Though "tone" is impossible £op¢onvey adequately and
is highly subjecfive, this was another aspect of Mr.
Bannigg's dealings‘with the Headstart staff which were
impressive. I mentioned'ﬁhis particularly since the Kansas
model~stirslunfavorable reactioné in many persons who claim
it éfoducééxrobdts and see its proponents as cold |
mechanics. Whether this is a characteristié of;all Kansas
model personnel I can't say.6 But it was certainly not the
atmosphere c;eatéd by’Mrl'Bannigg.

The only discrepancy between modelvstatemént and
training emphasis which I could find was one of degree

rather than kind. Most of the Kansas checklist components

refer to both Earn and Spend Periods. Spend seems !’

GThis particular site visit was chosen as two Kansas staff
members were planning to train jointly. As I wanted to
pursue the notion of model consensus, developed in the EDRC
visit, I chose this site over other possible ones. Plans
were changed at the last minute and only one trainer
arrived. - ’

-
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completely, in précfice, rather th_an,co’mparatively,_unim—~

portant. A portion.of my interview with Mr. Bannigg on

this topic follows:

INTERVIEWER
(or I.)

MR. BANNIGG
" {or W.g.)

I.

W.B.

‘them feedback) more than anything.}
Is that usually the case? -

*

You discussed Earn with teachers (im giving
‘alse today .

Yes.
What do you say to a teacher who brings you a
problem about Spend Period (gives example)?

I've always said youAéhould be 24 hours a day
with the kids. But in terms of what (the

- teacher's) role should be with those kids, I'm

not going to prescribe it ... Spend is the
time for kids to explore and for children to
interact with other children. That's my
position. I don't know if .t's anybody
else's. I don't want kids left alone
entirely. . I'm very clear on that one. A
teacher should 93 there- to prevent problems.
But a good B.A.’ teacher in my book can still
take a very active role or a very passive

mle. -

Would,you say you're more interested in Earn
than Spend? Do you consider it the heart of
the program? ‘

(I guess you could say we have) a higher pre-
occupation with Earn, with emphasis on

Earn-Spend. We know socialization goes hand
in hand with academic pr.pgaration.

Do you ever observe Spend time and give feed~
back on it?

Do you mean take data? No. But we observe it
if it's not happening. .

LR 4

Is Earn dependent on Spend?

~B.A., or Brhavior hAnalysis is another name for the Hafisan
model. Mr. Bannigg alwaysyxeférraq to the meodel as BLA.

%
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W.B. You could have Earn all day along -~ but 1. = .

wouldn't do it.... The work is not that
inherently reinforcing to (3 and 4 year olds)
For some it might be, but for most it isn't}
It (isn't) that much fun I don't think - I f
don't know what goes on in their minds, but
thls is my assumption.

Mr. Bannigg and I dlscussed extensively the design of
teacher training that took place at Kansas, whether traln- -
ing seguences varied according to the experience of
teachers, whether@each sequenbe was invariant, and what the
specific content of tralnlng was. His answers to these
questlons were clear and concise. The design of the
initial training sequence was consistent With the model,
inclﬁding:-

1. Observation of ongoing B.A. classrooms.

2. Introduction to the meaning of special language
and concepts related to the model (e.g., rein-
forcement, contingent praise, punisher) .

3. Familiarizing teachers with curriculﬁm material.

- 4. Training teachers to use forms developed by Kansas.
During this sequence, teachers are required to pass written

tests on the model, i.e., scoring 80% correct answers or

b@ﬁf‘?““i% "teachers do not pass, they are remediated

'(tutored) by a trainer until they do pass. Examples of

test items Mr. Bannigg ga#e were questions whose answers
would primarily involve memory skills.

In several ways during several conversations Mr.
Bannigg stressed his belicf that knowledge about appropy%;¥

,-"/

ate social cmotional behavior and/or development was . noi

ANEEE
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-available and for that reason the model couldanét.legiti—a
mately specify behaviors for those»areas; We~discussed the

basis of- knowledge for approprlate work behavmors. We dis-

‘cussed whether KanSas vould change its model if the current -

currlculums of the majorlty of public schools. and the
behag}ors tnese schools requlred changed. That 1s, prepar—
-ing a chll§ for an open education settlng would nece551tate
that the model "token“ for behaviors other than hand rais- f
ing and "chalr behav10r" (staylng seated 1n a chalr when
asked). Though Kansas might still retain tokenlng for
attending ta a task, a child's self-selectxon of a task
wouid be tokened in\breference'to teacher assigned tasks.
It is clear that Kansas designs its program to produce pub-
Iic school behav1ors in chmldren. Justlfylng the focus of
the Kansas program by assertlng there is knowledge of what:
N
is appropriate content academically but not what is appro-
priate emotionally does not admit that school curricula and
‘behaviors are as,arbitfsty as social values. Kansas is
transmitting values yé the extent that values are embodied
in public school prectices and Kansas supports these with
its preferred“method of teaching by reinforcement.

A critical aspect of the role this sponsor assumeslin’
relation to teache{sxwas h@ghlighted by an issue wiiich
arose in a staff meeting bétyeen Mr.'Bannigg and one .
center's six teachers, It'i;\e practice of the model to
set goalg for teachers on cach\bf the sgonuo;'s visits.

The goals arc usually stated in ‘terms of the number of .
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.pages in a'subject matter book which a greup of students
- and thelr'teacher will coveriby the .sponsor's next visit.

| A teacher in this staff meeting stated, partially humor-

LTy

ously, that each time a goal was set she was always a
little frightened she couldn't reach it. She -added reluc-

tantly that her reading group had not reached the page goal

- Kansas had set on its last visit and her group was cur-

rently "behind". Several other teachers presented differ-
ent aspects of thlS same problem. One suggested that the
goals be smaller 1ncrements of progress. Another asked, a
bit offended but with great dlgnlty and reStraiht why

there should be any goal at all since all teachers had

' "agreed to do thelr best" when the progran started, thereby

implying that was the sum total Kansas could get out of

theh byyany staﬁdard., At Mr. Bannlgg's invitation, l.par-
ticipated in this meeting. I asked why teachers could not
set their own goals.j Mr. Bannigg turned to the teacher who
had 1n1t1ated the discussion 1ndlcat1ng that he wondered
what her reactlon was to that p0351b111ty. I would describe
her smllevand abrupt 1ntake of breath as expressing her

view of the ridiculousness andrpossibly blasphemous nature
of suchva)suggestion. Mr. Banniggls response was to dis-
cuss possible goal modifications according to children's
progress, but he also stressed that modifications would be

made in congultation with the sponsor. There was no indi-

_catlen that the sponsor \Quld entirely relinguis h control

of the rate of child Progress .

-
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Later,er.'Bannigg and I discussed this incident. I
asked if he would ever consider forfeiting control of

achievement goals. " He replied negatively.’ This is

"~ entirely conscnant with the model, since the model promises

r“delivery“'of'reading, writing, and numerical skills to a

specific performance criteria. "In order to deliver these
skills, it needs a method of insuring that teachers meet
the criteria. However, control of the rate of goal

achievement poses problems as well. It assumes that

: teachers' internal motlvatlon 1s either not a sufflclent

condltlon and/or not an innate one, and they will conse—
quently not achieve goals without a system of external
criteria and reWards.8 This assumpﬁion affects most
strongly those teachers whose prototype at the staff meet-
1ng reminded Mr. Bannigg th§¢ she had agreed to do her

best when she started the program, yTheequestlon we raised

- was whether a model with a production standard can allow

for different styles of meeting that standarxd, a question

which, quite obviously,eapplies‘as well to other models,

For example, EDC's lack of explicitness does not ‘account

for those teachers who work better undexr the condition of
being told what's expected, or those who, even though they
divine what is expected, f£ind a circumspect training pres-

i

entation simply irritating. The conditions under which

The model makes identical assumptions in regard to
children. ‘

N I I
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’individual teachers perform at their best is a question‘
which any educational scﬁeme shouldiaddress.sooner'or
later. |

| A,onrking" definition of thc'Kapsas model based on
the interviews and'observationg reported here -would vary
ohly slightly from the c¢urrent HSPV bheckliét. The kinds
‘qﬁ changes wetcould~explore are listed below, and most of
the modificationé of thg'iﬁstrumept would be in the direc-

- tion of expanding current content:

1. Current HSPV item: "The staff trainer aésumes

most of the training and implementétion functicons
during the second year."

< Revision: A more complete statement of "training
and implementation" functioné, when they are to
occur and under what sets of conditions.

2. Current HSPV item: "Teachers consistently use

token and social reinforcement in relation to

curriculum work."

Revision: The meaning of "ccnsisfent“, the raﬁge
~of behaviors that can receive tokens, and appro-
prfhte scéial reinforcement néad to be completely
explicated. |
The latter is a key item and one which any Qbserver should
have a much more explicit set of standards by which to

»

judge classrooms.

F5d
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C. The Models Compared

There are several 1nterest1ng comparlsons between"
these two models: the written statements of each model-
how persons def;ne the model; ‘the framework of bellefs
w1th1n which the model works; and fmrally, the form ;n
whlch 1nf0rmatlon is presented to trainees.

’ ‘Kansas-and EDC are dlame;rlcally opposed in their
vxitten‘statemehts. Kansas‘stiéssgs limited goéls (i.é.,‘”“
definité; specific, and‘circumscfibed). Children must
perform to specific criteria in reading,-ar;thmgtic, and

writing. It is difficult'to éhmmari?e anything about EDC
| since the model does not present itself in a conclse form.
fAccordLngly, any attempt by outSLde parties to describe the
- model raLSes ‘the fear of mlsrepresentatlon. My statamentS
about EDC must, therefore, contain the quallflcatlon "in
my opinion". The magor technique taachers_emp;oy in the
Kansas modél is token reiﬁforcement, !EDCL;on the other
hand, had sweeping goals for childreﬁ} that‘they be happv,
increase their ﬁeellngs of self-esteem, enjoy work, etc.
EDC implies that teachers do not learn and employ tech-
niques to accomplish these goals, but rather they must
émbody a set of values and, by so‘ﬁping, will promote
desirable qualities in children. In the Kansas model, the
vehicle for achieving goals is aéédémi%, teachers assign
material which children learn through seweral technigques
o& re;nforve ent for which Kansas trains toachers. ?@xfﬁﬁg

tha anlcle is gglf selected d by children. Matervials are
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exploratbxy andAopen~enaed in nature. (E.g., there isn't

one way to go, or one solution in bnlldlng wlth blocks.)

Tasks are &lf~set In Kansgs classroows teachers say "now

- we are going to do X" and cﬁm .dren move (uqually in a
, i
group) thraugh pages in a workbook. EDC teachers are not

~

nﬁnrecteé bg the moael to behave in this way. Primarily,
»they asslst children in warkang on what children choose Lo

wcrk on.

The foregoing is, of  course, a stark pres

4

. P . V4
each model. As EDC allows far more nersanal/éa:iation in

ntation of

teacher stylc, perhaps this descrlptlon aversmmpllflev
thelr anwroach. chmver, glven tha nature oL each mcdal'
goals and the vehzcles for ach;evmng it, I wxll br;eflv

‘ summarlze some further contrasting categories betw&&a these
models, which, in my opinion, chéracté}ize as well as

separate them.

" EBC KANSAS
, Model
, I: Model Role in A, Assists bersons. A. Contiols con-
Relation to B. Works with - tent.,
Classrocms givens. s . B. Imvoses new
: : ' structure

wilhin which
only academic
work takes
place.

IXI: Beliofs of A. Bohavior can B A
jels in;lueﬁsgi'*b
m‘wﬂ o

«uﬁ" ﬁﬁ,’f‘s DAL

K.Y

om-xr
#u




Work

IV: Learning

Learning

and learning.

iapprmprxatﬁly

of special =«

IIL: Children and

V: Vehicles for

/
identical traaniag sequences.

children, and taught new terms
iwdel languago.

ng, writing, and ar
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Childrenthave a
basic dosire to
learn.

" Children ¥now when
they are learning.

; Learning proceeds
at individual
rates in differont
areas. Children
are learning all
the tima.

‘Teachers provide a
setting which is
rich with materi-.
als on which. |
children can act.
Teachers both
assist and do not

"get in the way”
of, childran.

-The teacher tzaining of each of these models clearly

reflectSjthis'extre&ely different approach toward children

Kansaq asgumes that, init

Accordingly, all teachérs are

nigues of working with children, instructed in how to

N
stgtels

Yo
q("f

m

The content of Kansas,

tic), is fanmilia

Children do no
like {find rei nw
foreing) work
emphasizing
demic conktent.

hcademic 1@@rning
is importan ;
learning. %Palﬁ%
ing requires con-
crete and social
reinforcement, to
both 1aent1€y and
continue k. ~
Learning must
address areas the
public schools
emphasize,

both-in the "m:“z .
of social and

concrete rewsrds
is necessary to
~achieve 1ﬁarn1q§.

tially, the teucner

*knows nothing abaut the' mouel and cannot perf@rm,the med&l

taken through

. They are tagght,newttéahw

£i11

-

our certain model forms which chart progresg of individual

1@* their bﬁkaviazgi a kind

{read-

r« By contyast,
: J

#

.

|
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Heasurement problems are of a different order of magnitude

,\
° : o
|
\

for Group I models, hévever. Even if, as we have argued,

»

they can be adeguately described, Group I models would secm
to require a summativ& evaluation considerably differént
from that used for Grﬁug-zl models. For Group I nmodels it
seems ﬁQ\?s more appropriate to "immerge“,thé evaluators

in many e?yeriences which exemplify the models. Rather
than making a series of separate judgments about individual
médal components, éval%atdrs’yould rate these models

~. B

globally. s “

~

cC. A Fin%l Question

Two of thé practical purposes of the evalua&i@b of
eduaatigﬁél programs-in-general, and of theirWimgiéméﬁtaw ’ | fg
tion in particular, ax; to pr@vida consumers - scheol |
systams,’taachgrsg'parents ~ with (1) somz notion of how
good the product is whe@lﬁeasured against a ch@?@n set ¢f E Eé
standards, and (2) whether or not thé program delivers waat o
i@\?rﬁﬁiSQS; We are n@t at all surekjgﬁfﬁgg;,ii;thej
central reasons consumers adopt programs have much to do
with either issue, For examplé, communities @hi@hs@?@f&f
Group I models may make their cholce on the freedom of con- -
teng and/ér style whi@h these models allow teachers and
t¢hildren, Ewvaluation does not perform its most useful rolz
if its task is rigidly éieweﬁ as a summative one” in 3@&&}
an educational expdriment. The nature of the decisions I,
made by prozram ad@@ﬁerﬁ may be more frequently based upon

the values a progrem conmuniéates thap any epvaluatison

5
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whether formative or summative, This is a limitation to
the entire endeavor which evaluation must ultimately
respect and which it cannot really effectively address.
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TABLE IV

SPONSOR WEIGHTING OF CHECKLIST ITEMS

*Bank Streebt's February ghecklist revision contained 17
items: 36 ol these jtoms were wdentirzal o itews

Street's original checklist,
ar¢ the ones used in all data analyses.,

in i

Ttems - Ttems T tens
Weighted 1 Rated 2 Rated 3
"basic to "soma~ . "not
model im~ what basic
plementa~ impor- to mod-
tion" tant to el im=
mode) plewen~
implemen- tation”
. tation"
Bank Streett .92 .08 .00
{36 items) (1.18) {10) (0)
<97 03 L0
(35) (1) (0)
EDRC SPONSOR DOES NOT WEIGHT ITEMS
(90 itemsz) '

. Far Wost .68 .32 .00
(47 iﬁemﬁ)‘ (158) (Q)
(59 items) (31 ,'(33¥; {5)
REC 74 .20 .06
(54 items) (40) (11) (3)

U;' QE &ﬁii&@na l;Oﬁ QDO QOQ

(41 items) (41) (0) (o)

U. of Florica .39 14 .47

{36 itomsg) -{14) (5) (17)

U. of Kansasg .75 .16 .09

(12 items) (24} (5) {3)

U. of Oregon .83 17 00 :
{24 items) (20) (4) {0)

U, of Pittsburgh .50 46 .04

{26 items) (13) (12) (1L}

8 i

2
&

¢

These 36 identical items [
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LIST OF

CLASSES INCLUDED AND EXCLUDED FROM THE DATA ANALYSIS

MODEL SITE

Rank Street A

D
EDC A
B
Far West A
| B
C
D

High Scope
REC A

Arizona - A

Florida A

chn = &

Code of
Classes
Included
in Data
Analysis

Cade of
Classes

Excluded

From

Reasons
For
Exclusion

Total Num-

hor of
Classes
Analyzed

1, 2, 3,
1, 2, 3,
1, 4, 5,
1, 2, 3,

Analysis

21

4, 5, 6

5,

[~

1.

b

A, B

L, 2, 3

18

6

18

18

1A, 3B

IS

. 3 X
JURPETETNG Y-S N SN
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: Code of Code of Reasons Total Hum-
' Classes  Classes  For ‘her of
Included Excluded Exclusion C(Classes
: in Data  From Analyzed
MODEL . SITE  Analvsis Analvsis ‘ :
Florida B 2A, 3B, 1A, 1B, 2
48, 53 2B, 3a,
4, 58
¢ 0 IA, 1B, A
2A' EE'
~ 35, 38
D 2A, 2B 1a, 1B, 14
37, 3B
K&inﬁas A «1\; 2.}» 3;
B é, 2, 3,
c 1, 2,3, o 13
4
Oregon A I, 2, 3, 0
‘ 4§, 5
Q l, 2, 3, A 5
Pittsburgh A 1, 2, 3, & A
. &, 5 .
B 1, 2,13, »° 10
4, 5
128

Less than two months of conparisons.
Special circumstances, xlass enrollment doubled.

Cbserver has reported sfitfficulty with checklist.

- Special criteria for plorida analysis reguired that the
best and worst observation of each PE be selected.
Therefore, if a PE were observed only once, thev were
automatically not eligible for the analysis.
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APPENDIX B

THE IMPLEMENTATION CHECKLISTS

Appendix B:  Checklists
Bank Stract
EBC
Far West
- High~-Scope
REC

The University of Arizona

n

The University of Florida
The University of Kansas
The University of Oregon

The University of Pittsburgh

ARERT

B-~1

B~19
B-31
B~36
5748
B-55
B~62
B~66
B-70
B~-74




*gel

BANK STREET (Fobhruary Rﬁvxgzon)
MODEL IMPLEMUNTATION CHECKLIS 1971-1972

KEY l=Specification not at altl
implemented
=Specification 1mplemﬁnted
to some extent

3=Specification implemented
~ to a great extent
4=Fully implettented

) S=Beyond technical imple-

{ ' mentation

X=No opportunity to observe

. L .

i

- I. LEARNING~-TEACHING BEHAVIOR

A, Childran'svﬁehavior

1. Children move freely but pur- 1 2 3 4 %

posefully among many interest’
areas.,
2. Children demonstrate active 1 2 3 4 X

participation in their own
learning through seif-
initiated expression and
through seeking more under-
standing of facts, ideas and
processes,

3. Children make choices among 1 2 3 4 X
| activities and are able to ’
F act upon them.

L
N
w
&
<

. 4. Children select materials that
) ' are appropriate to the activity.

5. Children appear to find their . 1 2 3 4 X
activities satisfying.

| 6. Children show persistence in 1 2 3 4 X
} pursuing a given task.
7. Children generally observe l 2 3 4 X
agreed upon limits to their
behavior,

8. Children carry through steps in 1 2 3 4 X
working with materials, i.e.:
taking out, using and putting

. them away in designated loca-
tions.




B

9. Children show some degree of 1 2 3 4 ¥
understanding of the 1éentltv, ' -
characteristics, function,
category and relaticnships of
objects and porsons.

10, Children show interest in prob- I 2 3 4 R
ing, discovering, experimenting
and analyzing the outcome of
their experimentation.

11. Children organize their ideas, 1 2 3 4 x
reasoh, plan and solve problems, C
12, Children exercise tﬁ& freedom 1 2 3 4 ¥
to express feelings, spontan-
eously.

B. aAdult Behavior

W
=

*1. The adult is supportive of 1 2 3 4
~ exploration and questijon-
ing.

oy

| A

2. The adult provides ow#art- 'L 2 3 4/(5 X
unities for aklll develop=-
mentc :

oy
L1

()
o
(5]
"~

3. The adult stimulates and 1 2
encourages greativity.

o vy

¥

4. The adult c%allenqes and 1 2 3 4 5
sSupports problem solvxng
and coping behavior.

o

U

; 5. The adult shows respect 1 2 3 4 5 %
for children's ideas and -
helps -them clarify and
extend their “é‘nklngg

U

6. Adults show confern for 1l 2 3 4 5 %
rights and feellngs,of
children.

o R

. C
7. The adults help children 1.2 3 4 5 X
to evaluate their own )
. behavior and its conse-
quences for themselves
and others.

o g

*Thxs item may require interview rather than observation alone.




12.

13.

14.

15,

16.

17.

*See page 2.

-edg¥ task, cdgpletio

The adults plan limits
with the children - linats
which are rational, under-
stood, and acceptatde.
Inappropriate bohavior is
not dealt with by censure
but is redirected, :

The adults take into account
each child’s interests,
strenths, weaknesses, and .
learning styles in develop~
ing indivadualxzed eurrics~
ulum,

The adultg encourage.
chiidren-to work codpera-
tively and to intervact in
many wayﬂﬁwith bne gnother. .

Adults enﬁ@urag@ cﬁxidren
to describg, cut-of-school

experlpnceﬁ; and show inter-

est in the ﬁhlld’
Life.

Adu;tg expect and acknowl-
when
tht task''is #ppropriate to
£he child's @ge and capac-
Ivty »

whole

Adults record and place
displaxs of children's
language and art work
prominently and with respect.

The adult plaags disgplays
at child's eye level.

Adults change displavs
freguently to reflect
children’s chaﬁginq inter~
ests.

Each adult provides a
role model with which the
children may make positive
identification.

o o

[

a o

b .
i 3 5 X

1 3 5 X

a

b

L2 3 5 %

2

L

1 3 5 X

&

tﬁ/‘

1 3 4 5 X

a .

b

L 2 3 5 X

a

b

_ 1 3 5 X

a

b

_ 1 k 5 X

A

b

1 3 5 %

P ;

b
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CPhe staff helps to oroate

an opoen relazxed, active
atmosphere 1 ¢lass,

Adults eoncouyage children

O plan thoir ouwn work

without adulr interisrence
hbut bocord involved in
their activitiss as needed,

adulis provide opporguni-
tigs for child-to-chald
intera cEion .

ia,
& N .
‘ i9.
20.
. Inte
1,
2
3.
3a,
4
< 4‘0
5,
T
e
. *Ses page 2.
Q
R

Interacting :n Classroom - (Use Xe
{Chiid-adult, child-cnilid, adulg-:

Children appesr Lo trust
adules,

Children intdract, congorats
and share 1deas and material

with other children.

B teacher and two asglsiants
ghare the @a@*a:;@p&l rospons
sibilitses Gf thne CLassroom
egually.

The diagnosis and prescy.p
tive xesp@nslhil‘tieg G
primarily responsibllities
of the teacher,

Suggestions from the assist-
ants are sought by the
teacher and there 1s joint
planning of each day’s
activities.

There is continuing inter~
action, sharing of informa-
tion and insights, and
mutuality of goals between
teaching staff and ancillary
staff (such as nurses, fam-
ily workers and guldance
personnel) with the lattey
ohserving and somotimes
participating.

B S S S - .
b
Ll 2. 3 4.5 X
<
b
1 2 3 4 5 %
a
b -
v on first page)
it
I 273 4 ¥
i 7 3 4 %
102 3 4 5 X
1 2 3 4 5 X
1 2 3 4 5 X
L 2 34 5 X
#
v e




%

P

2
-
o /
~

IX.

*6.

*7.

Parent

and asduits i1n terms of

¢ interact with children 1

¢hildren's learning, as the

Darents’ participate in the

classrcom and on grips.

Thete
encing between parents and
teachers concerning the

learning needs of individual

children. (Interaction
with othar local staff and
the community 1s described
under the section on spon-
sor's deélivery system.}

v
+ .

is one~to-one confer- 1

38

L]

4

ot

S

.\4

Aa

Db

LEARNING ENVIRONMENT

Organizational .

i.

*Ser page 2.

The schedule incindes work
and play periads, both in-

doors and cut®oors, naps,

snacks, and luncheons,
which are all treated as
active learning periods..

Field trips occur once or
twice a weck, usually
within the school or the
neighborhood.

Children's groupings are
flexible so as to provide
maximum opportunity for.

- choice and mobility, with

the exception of a few:’
formal, structured groups,
such as meeting time {or
circle time) and transi-
tion time., Meeting txn&
may be for the whole
group or a small group..

Most activities, whether
formal or ainformal, are-
carried out in small
groups or individually.

§ X

&
[

A

5 ¥

ot

.




B.

6a.

B

- —
T — .

Teachers and aides move from
group to group during the-
day as.needed.

Lunich is served family style,
i.e., in small groups, with
the children serving them-
selves.,

During lunch, adults stress
child-child and child-adult
conversation.

'phzslcal
1.

The classroom is structured

- and ordered to provide de-

fined areas within which

.children work and play’with

materials appropriate f{or
each interest center.

Materials are located so that
children know where they are
and can reach them readily.

‘Materials apd equipment are

planned, rotated, replenished

and changed as the need arises.

There is emphasis upon use of,

natural materials within the
child's own environment, and
child-made, teacher-made and

‘parent-made materials and

equipment, as well as commer-
cial items.f : o

Materials are approprlate to

the age level, such as includ-

ing large blocks for motor
activity and water, sand and
ﬂlay for sensory actLV1t1es.

The 1nterest areas are sepa-
rated from the main activity

of traffic.

There 1s a protected area
with a minimum of interrup-
tion for a child or group
desiring to engage in a

quiet activity.

2 3 4
1 2 3 4
1 2 3 4.5
a
b
1 2 3 4

)

1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
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8. There is private space for 1 2 3 4 X
. each child's own things.

9. Adequate storage space is 1 °'2 3 4 X
¢ available and storage equip- ‘

mént is often used as room

dividers.

i C. SdciaL;Emotional

1. Children convey a sense of 1 2 3 4 X
' joy as they work in the room.

, : - 2. There is awareness of child- 1 2 3 4 X
) o ren's feelings, ih a way of
| /" 7/ the primary causes.for doing
| : - . . or not doing thlngs with one
J - anothqr.

- 3. Adults express their own feel- 1l 2 3 4 5 X
" ings, in a way that is natural a
but /also geared to children's b
ungarstanding.
e “ ° 4. Mogt children show sympathy for 1 2 3 4 X
: other children when they are in
trouble, rather than rldlcule
or teasing.

5. Most children show friendli- 1 2 3 4 X

‘ness and warmth toward other
children.
6. Most children seem relaxed l1 2 3 4 X

, and comfortable instead of
i tense, suspicious or fearful.

" 7. Chjildren express feelings of l 2 3 4 X .
' approval or disapproval openly,
naturally in a milieu of
acceptance,

Do o

8. ‘Children's efforts at inner 1 2 3 4 X
control and mastery of their
own world are recognized and I
encouraged. '

e e AN T e
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III. CURRICULUM

A. Basic Principles Undergirding Specific Activities*

- ' ' 1. Curriculum is differentiated 1 2.3 4 5. X
: and particularized, i.e., it

reflects the individual gcals,

interests and needs of

{ children. .
l . : 2. Curriculum is‘structured 1 2 3 4 5 X
| according to basic education-

al principles but is com-
pletely flexible in response
. to the developmental stages
- : of the children, their
- .- . evolving competencies, and -
opportunities for learning as
they arise in each situation. -

3. Curriculum moves from the l 2 3 4 5 X
concrete to the conceptual, v ]
through first-hand experi- A u/
"ences the meaning of which is ' {
.clarified for and with the
children.

B

4. The curriculum is based l 2 3 4 5
- upon the adult's study of E
! how each child organizes and
- reinterprets his experience
through "play" and his own
N , - choice of -activities.

-

5. Curriculum is relevant to l 2 3 4 5
life styles of families and
community.

6. The curriculum relpforces and 1 2 3 4 5 /X
> extends the adult's supportlve _
' interaction with -children o i
aimed to develop positive i T
feelings about self. , ~ N

7. Curriculum planning is a team 1 2 3 4 § X
operation with the teacher P
primaxily responsible .and /"
accountable for its effective- S
ness but drawing upon the
knowledge and insights of
both paraprofessionals and
ancillary staff.

J

*Thls whole category may requlxe 1nterv1ew rather than -
Oobservation alone.




10.

1.

‘,/'

Curriculum is difected
toward cognitive and affect-
ive growth in constant
interaction. /

Curriculum provides for

motor and sensory experi-
ences for independent
investigation for problem-

"solving and for the devel-.

opment/of concepts such as
sequentlal ordering, sym-
boli¢ representation,
categorizing, spatial and
time relationships, iden-
tifying characteristics,
functions, and a wide

~variety of relationships

among objects and persons.
(The results of these
curriculum emphases are
delineated under the sec-
tions on Child Behavior I,
17.

The activities and materials
are centered around various
themes such as: home (cook-
ing, household chores);
environmental studies (rocks,
soill, plants, etc.);

creative expression (blocks,
dramatic play, mus;c, art,
etc.).

Language

‘Language, both written and
spoken, surrounds the child
throughout work and play
periads.

Language activities include
stories read to and by
children, eXperlences dic-
tated and illustrated by
children, experience charts,
name cards, labelling and
frequent free discussion
periods.

* Resources for such activities

are drawn from books, pic-
tures, films, and various

R

4 5 X 5
4 5 X
\\.
\
4 5 X
4 5 X
4 5 X




other media as well as the
children's own experiences
at home, in school and in
organized field trips.
Language is learned as a
useful pleasurable tool.

The curriculum develops
not only basic skills but
also competencies at a
higher level including the
creative use of language
in self-expression.

A wide varigety of commercial

materials are creatively
adapted to  the Bank Street
Approach.

M th also pervades the schoo
dgy and numerical concepts

. are related functionally to

everything, K that happens in
e classroom,

ed activities which are
learly applicable to the

orld.

Math activities include use
of manipulative materials
such as cuisenaire rods,
differentiated by age level
and individual competencies.

There is$ continuing practial
application in such areas as
cooking,; block building,
field trips, taking attend-
ance, measuring, welghlng,
care 'of animals, and in
relation to time and space.

Specific skills are learned
sequentially while gradually
exposing the child to more
complex concepts and mathe-
matical experienceés,

G
i’
«~

-10~

1

th is learned through plan-

here and now" of the child's

(TS

1
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D. Environmental Studies

AN

o ' 1. The curriculum moves from l 2 3 4 5

‘themes of home and school
into exploration of the
neighborhood and finally
the broader environment,
in terms of both time and
space. '

2. As in other aspects of the l 2 3 4 5

curriculum there is a con-
stapt tuning in to the _
child's interest and build-
ing with him environmental
studies that will seem both
important and pleasurable
to him, .

- o 3. Trips to the immediate com- -1 2 3 4 5
' ) munity include exploration

of food, housing, transpor-

tation, public services,

and particularly the people

who provide such‘services.

4, Environmental studies include l1 2 3 4 5

both the physical and social
. sciences as they relate to
2 _ one ancther and also in their
* discrete aspects.

5. Studies of the physical l 2 3 4 5
- environment are rich in raw »
materials, such as water,
wind, ice, plants, animals
and in experimentation with
scientific procedure such as ,
\ ' growing plants, feeding ani-
mals, and the transformation
of ingredients during the \
cooking process. ' , \- £

Py

E. - Art, Music, Dramatié Play

1._'Creative experiences are both 1 2 3 4 5

planned and spontaneous and
like other aspects of the
curriculum are integrated
into the totality of the
child's learning.

- 2. Musical activities include l1 2 3 4 5

rhythm, use of musical

-

P VER
sl




|
instruments, singing (struct- ‘
ured or spontaneous) and |
listening to music in various - |
forms as played by staff, '
parents and invited guests as

well as through records and

tapes.

Art is also both spontaneously 1 2 3 4 5 X
expressive through finger '
painting, murals, easel paint~

ing, and interpretive of art

created by others as seen in

books, pictures, museums,

displays. e

A

Dramatic play is viewed not 1 2 3 4 5 X
only as a valued outlet for :
the child himself but also

as one of the most important

diagnostic tools for the

adults' insights into

children's genuine feelings,

anxieties, strengths, and

. potential for development.

IV. SPONSOR'S DELIVERY SYSTEM*

A. Commitments of Sponsor and Community

1.

of the sponsor administratively.

The Sponsor has developed a 1 2 3 4 X
theory on Early Childhood

Education.. The Sponsor has
and is developing a pfacti-

" cal program for individual-

ization which involves
interpretation, stimulation,
and staff development to
enable the community to put
the apprcach into practice.

The contractual relationship 1 2 3 4 X
assumes that the community
has a genuine interest in the

" primary schools serving a pop-

ulation of poor children and
that it will support the efforts

s

*All categories under Section IV may require interview
rather than observation alone.




B. Interpretation and Assistance in Implementation

1. The Director of the Bank 1l 2 3 4 X
Street program maintains a
continuing relationship as
both consultant and catalyst
in all areas of the program:
‘ administrative, educational,
. supportive services, parent
involvement, and community
relations. ' \

2. An Associate Director coord- 1 2 3 4 X
inates Program Analysis and
another Associate Director
"gives priority to coordinat-
ing the Head Start Program,

3. The Sponsor assigns a con- 1l 2 3 4 X
- tinuing field representative
- to each project who not only
interprets the sponsor's
approach but also works with
local staff and parents in
its implementation.

4. The Sponsor provides 1 2 3 4 X
specialists in specific areas
as resource persons on-site
and at the College.

5. The Sponscr provides inter- 1, 2 3 4 X
pretive materials such as
working papers, curriculum
guides, self-study forms,
questionnaires, reports,
staff evaluational forms,
and various media such as
films, carousels, video-
tapes, as well as Bank
Street published materials
including basal readers,
discovery materials and
language stimulation
materials.

C. Staff Development

1. The Sponsor conducts ‘insti- 1l 2 3 4. X
tutes and workshops at Bank
Street for Directors, prin-
cipals and other administra- g
tive personnel in the sys- '
tem, staff developers,

F ‘ - » i -13- - \- |
EJXU%A ﬁg | ‘ o ' . SR I

LR
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teaching teams, parents
ancillary staff.

These institutes include ob-
servation of the Demonstra-
tion School for Children,
visits to N.Y.C. Follow
Through program in P.S. 243,
and other educational ex-
periments in the New York

-area as well as seminars,

individual consultations
and team planning.

The Sponsor assists local
staff in developing on-site
institutes and workshops cov-
ering the same type of per-
sonnel but including all
local individuals in the
respective categories. These
institutes are held before

"the school year begins and

throughout the year as
needed. They cover educa-
tional support for each
component, assistance in
diagnostic teaching with
emphasis on psychological,
social and parent liaison -
services as supportive of
teaching, and the develop-
ment of new ways of assess-
ing individual child growth
along many dimensions.

There is continuing emphasis
upon supporting and extending
team work throughout both
institutes and consulting
service: including team work:
a) between administrative and
program personnel; . ,
b) between field representa-

tives and staff developers; -

c) between staff developers
and teaching teams;

d) within the teaching team;

e) between all of the above
and ancillary staff; and

f) with and among parents.

The consultant services of
field representative, resource

-l4- " 3usid

1 2 3 4 X




persons and central Bank

" Street staff are viewed as an
essential component of the
circular process of staff

, , : ‘development. The Sponsor pro-
* ' vides input to the community,
) considers feedback from the
community and eventually plans
jointly with the community to
meet differentiated needs with
continuing support and guidance.

5, The Sponsor organized 1l 2 3 4 X
courses ‘for. the teaching
personnel and parents with
academic credit to further
Career Development.

D. Program'Analysis

l. Teachers are using instru- 1l 2 3 4 X
ments for systematic class- ’
room observation which are
designed not only to assess
progress toward implementa-
tion of the Bank Street
Approach but also to
strengthen self-analysis
and staff development

V. PARENT INVOLVEMENT*

A. In Children's Learning

l. Parents are encouraged to 1 2 3 4 X
participate in the school's
learning activities, such
as helping with story time,
field trips, cooking, and
making materials.

2. Parents who participate are 1 2 3 4 X : .
invited to conference with '
the teaching team so as to
share thoughts, feelings
and ideas about program and
children.

*All categories under Sectidn V may requlre interview
rather than observation alone. -

-15-
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In

Decision-Making Through PC

Special skills and talents of
parents are searched out and
utilized in the classrocm, to
enrich thé curriculum and to
enhance the positive féelings
about self for both parents
and children.

Parent and teacher enter into
one-to-one conferencing
around the 1earn1ng needs of
each parent s child or

children, in which the teacher
learns from and with the parent

about a specific child.

Parents and teachers cooperate

in plaaning out~of~-school

reinforcement of what children

are doing and learning in

- school, which is facilitated

by home visits by both the
teaching teams and ancxllary
staff.

Parents develop and/or use
checklist for classroom ¢b-
servation, i.e., what to look
for in a Bank Street-spon-

~sored classroom,

1 2 3 4 x
1 2 3 4 %
1 2 3 4 X

s
1 2 3 4 X

(Policy Committee)

Parents are involved in
decision-making through
the appropriate represen-
tation and responsibility
in policy-making boards.

The nature and scope of

such decisions are deter-
mined by, the extent to which
parents understand and par-
ticipate in the school's
program and also by the
stage of organization and

. functioning which the

policy Board has reached.

Parents are encouraged and

" assisted when such assist-

ance is desired, in organ-
izing their policy board,
in such matters as by-laws,

12 3 4 X
1 2 3 4 X
1 2 3 4 X
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contracts, committce struct-
ure ard program planzing.

c. In.Self~DeVelepmcnt

l. Parents partxcznate 4n study
groups coften initiated by
parents themselves,

2. Parents'® workshops are de~
signed to further 1ingerpre-
tation of the Sponsor's
Apprcach to Early Childhood
Bducation and the school’'s
implementation of the model.

3. Parents are being trained to
interview each other, using
the new Questionnaire fox

. Parents. ;

t ( 4. Parents who have &ctively’

’ : involved the above mentioned

activities intéerpret the:

model and the school's edu-

© : cational goals to other
parents.

S. Parents may enroll in cohrses
for high school equlvalemcy
or for undergraduate Creﬁlt,
particularly those wha a
employed as para?rofesqxbnw
als.

D. In School-Related Social Act‘ivities

i
B

1. Parents plan and conduct
social activities for parents
- themselves. :

2. Parents assist in planning
and conducting children's
social activities such as
end-of-year functions,
birthday parties, heliday
festivals, which bring the
ethnic culture of tha child

. into the school.

> 3. In some communities a special
' room oxr house may be set .
aside for the use of parents,

which is often used for

i

P
oy .




gducational and commundty
activities as well as for
the primary social function.

E. In Ccmmuﬁi%gﬁﬁctioﬂ

1W

Parconts participate in exist-
ing Community Action gr@fde“
which affect directly or 1nw
directly their ahlldren

learniﬂgﬁ.

In some communities the

- Head Start parents spearhead

new programs.-and creata new
organizations.

" Head Start parents cooparate

with Follow Through purents in

the above menticned activities.

Parents interpret the pragram
not only to other parsats bul
also to the broader caompunity.

34 A
1 23 4 %
3 3 4 x
1 1 4 ¥
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HMODEL IMPLS&EQTATIOM CHECKLIST* )

E.D.C.

OVERALL INST UCTIOVS

e ¢ for changa. At the end of the year if a program

has ¢hanged more, regardless of where it began at the
start of the year, this counts more for our model than

a program which has stayed at the same stage of growth.

Children's behavior is the most sensitive indication of
the success of the program. The support from the
administration is more diagnostic about the health of
the program than looklng &lrectly at teacher's behavior.
Though the teacher's role is central to the program,
what she does will be reflected more accurately by the
children's behavior than by observing her behavior
directly for one day. In addition, what she can or
can‘t do and how much growth she makes, is largely = .
influenced by policies and actions of the administra=-
tion.

The consultant probably won't see enough to evaluate
on all items during each wvisit, but the expectation is
that it will be possible to check more items with more
certainty as the year progresses and the consultant
becomes more familiar with the project.

These items do not necessarily represent the more
important aspects of the program but are the most
easily observed, '

EDC Evaluation Policy

spirit.and approach of open education.

Unshared evaluation reports are contrary to the whole
Any check list which

is used as an obsgervation guide h&ﬁ little valuz unless the
observations are shardd with the pc%sons observed (in this
case both the staff in the communities and . .the EDC advisors).
If implementation of our program is a desirable goal, for

either- research purposes or for the staff, parents and

children whom we serve, then feedback from trained pro-
fessionals must be readily available. 1Indeed, the Plannecd

- Variation Head Start review panel has recommepgded that the

consultants reports be shared.

*Check~list is to be used only by Lyd;a Richards, Dan
Oglzv1¢, Camay Brooks.

A}k")




Limitations concerning EDC Planned Variation

Head Start

Chcck—List

(1)

(2)

(3}

" (4)

The items have not been prehested as no tlme was
allowed for this.

Training in use of the check-list was minimal due té
both lack of time and funds.

Because of the above limitations we cannot recommend

any sumnming of items to give overall ratings on people
or parts of the program; nor can we recommend this
check~-list being used for research purposes. It

should be useful oniy as a gujide to a sensitive observer
making professional judgments. ~

Individual items are too easily misunderstcod. For
this reason, the check-list is to be used only by those
consultants who have been briefed on the- ltems by an
EDC advisor,

Margaret’déRivera
Research Director
'EDC Open Education Project

{
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FAR WEST (December Revision) -
MODEL IMPLEMENTATION CHECKLIST: 1971-1972

KEY l1l=Specificaticn not at all
implemented
2=Specification implemented
to some extent
3=Specification implemented
- to a great extent
4=Fully implemented

I. _ORGANIZATION

A, Some of the following are present: 1 2 3 4
listening posts, tape recorders, lang~
uage masters, typewriters and phonographs.

B. There are a variety of dressup clothes ‘ 1 2 .3 4
and blocks. ' ~

C. There are an adequate number of books 1 2 3 4
present in use on approved list, i.e.,
for the child's level, '

D. Toys in the room are especially designed 1 2 3 4
or can be used to teach basic skills or
concepts,

E. There is at least one location that is l1 2 3 4
designed to teach a concept available in
the classroom that is near a flow pattern.

F. The reading area is a quiet place to : 1 2 3 4
read. :

G. Children's materials are in evidence in l1 2 3 4
the room visually and physically accessi-

- ble.

H. There 1is an art area. A l1 2 3 4

I. The room is arranged to encourage flow ‘ 1 2 3 4
of children to different centers.

J. A pian for the day is posted or accessi- 1 2 3 4
ble. FEAMISSION TO REPRODUCE THIS COPY.

RIGHTED MATERIAL HAS BEEN GRANTED BY /

w»\’“fmm’“ﬁw

TO ERIC AND' QRGANIZATIONS OPERATING
UNDER AGREEMENTS WITH THE HATIONAL IN-
STITUTE OF EDUCATION FURTHER REPRO.
DUCTION OUTSIDE 1HE ERIC SYSTEM RE-
QUIRES PERMISSION OF THE COPYRIGHT
OWNER

Cj‘Copyright'197l Anne Coolidge Monaghan/The Huron Institute




KEY l=Specification not at all
implemented
2=Specification 1mplemented
' to some extent
3=Specification 1mplemented
to a great extent
4=Technically implemented
5=Beyond technical imple-

: mentatlon.~
X=No opporthnlty to obtain
information
II. TEACHER BEHAVIOR
*A. Teachers observe chlldren as . 1 2 3 4 5 X
they work. _al 2 3 4 5 X
b1l 2 3 4 5 X
R B. Teachers do not routinely 1 2 3 4 5 X
interrupt children with __a 1 2 3 4 5 X
teacher-initiated activities. __ bl 2 3.4 5 X
*C. Teachers circulate among 1 2 3 4 5 X.
children as they work. _al 2 3 4 5 X
_ bl 2 3 4 5 X
*D., Teachers see play as a spon- - 1 2 3 4 5 X
~taneous opportunity for learn- _al 2 3 4°5 X
ing and use play as an opport- __bl 2 3 4 5 X
unity for teaching.
E. There is little visible dif- . __ 1 2 3 4 X
ference in the responsibili- __al 2 3 4 5 X
ties taken by the teacher __bl.2 3 4 5 X
and the aide. - —
F. The teacher and the aide 1 2 3 45 X
share teaching learning duties. _al 2 3 4 5 X
o _bl 2 3 4 5 X
G. Teachers give children free- __ T 2 3 4.5 X
dom to come and go in large __al 2 3 4 5 X
group activities. ' __ bl 2 3 4 5 X
*H, Teachers direct early program . l 2 3 4 5 X
work toward basic concepts _~al 2 3 4 5 X
such as color, p051tlon, and __ b1l 2 3 4 5 X

relation.

’ .
*Please briefly note under starred items the evidence with
which you made the rating.

-
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*N.

Q.

*R.

Teachers aécept child's speech,
and may expand or restate it.

Teachers use resource mater-
ial from the Lab.

Teachers visit with each child's

family if there is time avail-
able. '

Teachers provide for exper-
iences that are self-reward-
ing for children.

Teachers provide for exper-
iences which allow children
to engage in a variety of .
problem-solving activities.

- Teachers provide for the

development of self-esteem
(for example, a child's pic-
ture will appear next to his
cubicle). :

Teachers use positive redi-
rection as-the major tech-
nique for handling inappro-
priate behavior.

Teachers are responding ver-
bally to children.

Teachers ask questions that
require m than a yes or
no answe

Over 1/2 of the teacher's
time is spent eifher with
individual childyen or in
small groups.

*See page 2.
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1 2 3 4 5

T2 3 4 5

1 32 3 4 5

1 2 3 4 5

T 23 4 5§

T 7 3 4 5

1.2 3 4 5 X
T 2 3 4 5 X
1 2 3 4 5 X
1 2 3 4 5 X
T 7 3 4 5 X
I >3 4 5 X
1 2 3 4 5 X
T 23 4 5 X
I 2 3 4 5 X
1 2 3 4 5 X
12 3 4 5 X
T 2 3 4 5 X
1 2 3 4 5 X
T 2 3 4 5 X
I 2 3 4 5 X
1.2 3 4 5 X
T3> 3 4 5 X
T2 3 4 5 X
1 2 3 4 5 X
T2 3 4 5 X
12 3 4 5 X
1 2 34 5 X
T3 3 45 X
T 23 4 5 X




. £ o ' KEY l—Spec1f1catlon not at all

o - < ‘implemented :
2-Speclf1catlon 1mplemented ’
- to some extent A
. 3=Specification 1mplemented

- o o " ' to a great extent .

- 4=Specification. completely
.t implemented .
_X=No opportunlty to obtaln

- 1nformat10n ~ )

"’_CHILD BEHAVIOR o

'Chlldren are- usually elther in

individual or small group "activities

- set. up by the teacher and chosen by
,Chlldren 75% of the tlme.

.Children move at thelr own pace- in
' most of the: act1v1t1es they engage-

ln- ‘

Children are explorlng materlals and-"
learning centers designed to teach

fspecifi"fconcepts.~

‘Children are 1nvolved in experlencesi'

/ TII.
i A,
. o
v,"'/‘
e
!
./ B.
z,j/' !
/.' sc.
/
g -
/ o
/ .'v:.D.
E,
F.

that are self-rewardlng.fv

i

* Children initiate conversatlon and. =
.ask questions 60% of the time to both™
,“peers and adults. ' : - i .

vChlldren are frequently 1nvolved in a‘

variety of experiences that provide

for problem solvxng.

,Chlldren are SOlVlng a varlety of.

problems: some are personal intei=

" actional problems and' some are ‘

'vphy51cal.~

i Chlldren are taklng reasonable rlSKS

of fallure 1n problem solv1nc.

Chlldren show eV1uence of. developlng

~?sel£-esteem._,

A

 'Ch1ldren seek out and use construc-
' ~t1ve criticism of thelr work.

fsee'pege.z.el‘j
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*T,

*See page 2,

children takeécrcdit for accomplish-
ments and gesponsibility for failures.

Children are neither consistently

.aggressive or submissive in relation-

ships with qQther individuals but
children can cooperate with peers and
adults.’

Children express themselves frequently

in verbal and nonverbal forms.

.Chlldren maximize use of their own and

other avallable resources to solve’
problems.

Children can concentrate and are not
easily distracted.

Children requlre little external con-
trol.

Children accept others, and interact
with them.

Children cope well with their own

‘emotions.

Children are observant, noting dif-
ferences and likenesses.

, A . ;
‘Children do things for the internal

satisfaction of doing them rather than

- through external reward or punishment.

X




HIGH SCOPE (January Revision)*

MODEL IMPLEMENTATION CHECKLIST: 1971-1972

KEY l=Specification not at all
implemented i
2=Specification implemented
to some extent
3=Spqcification implemented
to a great extent
" 4=Techniically implemented

I. ORGANIZATION
A. ~The room is‘divided into several areas or l1 2 3 4

interest centers. For example: - Block Area,
Art Area, Housekeeping Area, Quiet Area.

 B. Equipment is stored in the area where ‘it 1 2 3 4

will be used. Similar items are stored
together. The contents of shelves and
drawers are labeled with pictures.

C. Planning Boards represent the areas of l 2 3 &
the room. '

D. Bulletin boards; planngng boards, storage 1 2 3 4
cabinets, etc., are at the child's eye ' ~
level.

E. There are many real things in the class- 1 2 3 4

room, not just models, toys and pictures.

PEAMISSION TO REPRODUCE T.41S COPY
RIGHTED MATERIAL HAS BEEN GRANTED BY

Are ' Merashare
me@ﬁ

TO ERIC AND ORGANIZATION®. (OPERATING

UNDER AGREEMENTS WITH THE NATIONAL IN'

STITUTE OF EDUCATION FyURTHER REPRO.

DUCTION NUTSIDE THE FRIC SYSTEM RE

QUIRES PERMISSION OF THE COPYRIGHT
OWNER

*Ideally, the specifications of this model are intended to
- appear curing the entire school day, when not otherwigse
specified.

C) Copyright 1971. Anne Coolidge Monaghan/The Huron Institute.




KEY l=Specification not at all
implemented.
2=Specification 1mp1emented
to some extent
3=Specification implemented
to a great extent
4=Technically. implemented
5=Beyond technical 1mp1e-
. mentation
- =No opportunity to observe
/ , this specification

| i |
II. TEAC%ER'S. ROLE AND RESPONSIBILITIES
ES :

A. Routines

‘1. During planning time, the
teacher discusses the -
daily routine and helps
children to make individ-
ual plans about where they
will work and what they
will do.

Jolsl

=]
S Y]
wl|wlw

*2. During work time, the
teacher assists children
who are working in the
various areas, helps
them to carry out their
plans and make new ones
when they have finished.

Nols]

3. The teacher converses )
with children rather than
"directing” them or "lec~
turing"” them. (Teacher
and child are both par- -
ticipating and listening
to one another.)

ool
=
o oo

*4.'kburiﬁg cleanup, thq. .
‘ teacher lets the children
do most of the work.

=] =) =
NN
Wl Wi

lolsl

1’i‘he use of the work teachers means each member of the paid
teaching group. Responsibilities are shared by this group.

*When a starred item appears please briefly note the evi-
dence with which you made the rating under that item.




w9,

The teacher reviews with
the children what they have
done during work time at
each area, talking about
how plans have been carried
out and discussing what
might be done the next

day. (Underline items
observed.)

‘During group timre, the

teacher divides the child-
ren into groups soO that
each adult in the class-
room leads a small number
of children in a pre-
planned activity focused
on some &dspect of the
curriculum.

At transitions between

one period of the day

and another, the teachers
let the children know
what part of the routine
is next and sometimes give
the children special and
enjoyable ways to move’
from one area to another.

The routine is consistent

- from day to day.

‘At activity time, during

which there is vigorous
outdoor or indoor play,
the teachers use this as
an opportunity to imple-
ment goals of the cur-
riculum.

B. Active Learning

1.

*See page 2.

The teachers encourage
the active manipulation
and exploration of the
things in the class-
room. Examples: a) The
teachers show the child-
ren how to use all of

the senses in investigating

lolsl

oo

loo|

|olsl

lots]

ol
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1 23 4 5 X
1 2 3 4 5 X
I 2 3 4 5 X
1 2 3 4 5 X
T 2 3 4 5 X
T2 3 4 5 X
1 2 3 4 5 X
1 2 3 4 5 X
1 2 3 4 5 X
1 2 3 4 5 X
1 2 3 4 5 X
1 2 3 4 5 X
1 2 3 a4 5 x-
1 2 3 4 5 X
1 2 3 4 5 X
1 2 3 4 5 X
I 2 3 4 5 X
I 2 3 4 5 X




something new; b) the
teachers plan activities
which involve children
in physical movement;
c) the teachers help

and

~children to experience

new concepts with their
bodies, not merely in
words. (Underline those
examples observed or
write additions.)

The teachers let children

o b by

*See page 2.

teachers use a lot of
language. is the key
emphasis. They respond to
and ' expand children's
remarks, but do not-
"correct" their grammar,
dlalect, or pronunC1at10n.

v

<] 24

v *2. 1 -2 3 4 5
discover relations and ,al 2 3 4 5
principles for themselves,” ., b1l 2 3 4 5
not always telling them
in advance what to expect.
.C. Using Language as a Tool for Thinking’ '
1. The ‘teachers converse in 1 "2 3 4 5 X
a pleasant way with _al 2 3 4 5 X
children. : b1l 2 3 4 5 X
L 2.  The teachers use diver- 1 2 3 4 5 X
o * gent questions (questions —al 2 3 4 5 X
with many "right" ans- bl 2 3 4 5 X
. wers) . - ‘ '
i 3. The teachers encourage 1 2 3 4 5
\ children to express thelr ,al 2 3 4 5
ideas in words. b1l 2 3 4 5
4. The teachers encourage 1 2 3 4 5 X
children to speak among al 2 3 4 5 X
themselves as,well as bl 2 3 4 5 X
with the teacher and
. other adults in the
room. /
< 5. The teachers are a model 1 2 3 4 5 X
_for children in the use -of ,al 2 3 4 5 X
language. The fact that bl 2 3 4 5 X




*6.

The teachers help children

learn new words for things ~a
"and relations, describing b

. for the child what he is

doing if he himself cannot
yet put this into words.

l 2 3 4 5 X,
1 2 3 4 5 X’
172 3 4 5 X

Sequencing Activities from_Concréte to Abstract
. According to the Levels of Representation

1.

3.

*See page 2.

‘children to use and in-

The teachers heip

"The teachers begin a ’

learning seguence or a a
theme with a concrete
experience (the object
level) - not a represen-

tational one.

ool

The teachers encourage

vestigate real things

in many ways. Examples:
a) The teachers help
children learn to iden-
tify smell, taste,

lods|

‘imprints, etc.; b) the

teachers help children
identify objects which
are partially hidden or
have parts missing.
(Underline those exam-

" ples or write additions.)

o

children distinguish be-
tween real objects and
representations. Exam-
ples: . a). The- teachers

lolsl

‘help children to repre-
sent objects, events

and relationships
through pictures, con-

" struction of models, -

and use-of toy models;
and b) the teachers
represent experiences
with children through
imitation and socio-
dramatic play. They
help them use and find
“props" for make-believe.
(Underline those exam-
ples observed or write

29439
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adaitions.)

The teachers help the childﬂ

1 2 3 4 5 X
to become familiar with the. a1l 2 3 4 5 X
purpose of written language - b I 2 3 4 5 ¥

and its relationship to
spoken language. Writing
and reading are ways of
recording ideas and that
written language stands for :
spoken language. At the . : S
preschool level there is no

drilling on the mechanics

of reading and writing.

E. Temporal Relations

- ' 1.

The teachers help children

to learn to remember the

lola]
= b
rolrofro
W w
PIoN NN O

past, anticipate the

Wl

s e

future, and describe the
order of events in time.
Examples: a) The

‘teachers help children to

experience and label. the
beginning and ending of
time intervals: using
signals, timers, start

“and stop games; b) the

teachers help children
to complete what they e

have begun; c) the ‘

teachers organize activi-

ties which enable

children to experience

the movement of themselves

and objects at various

rates of speed and over , ‘
different distances; and " , .
d) the tcachers postpone ’
the use of clocks and

calendars until the

chlldren understand the

more basic concepts of.

time which do not- ~

involve measurement and

representation. (Under-

line those examples

observed or wrlte addi-

tions.)




s S
., Spatial Relations
1. ‘'The teachers help L 2 3 4 5 X
children to look at I A T
things from d::fercnt » i o2 5 4 4

spatial viewpolntis,

Examples: ™ a) The

teachers help children

to find out how things

fit together, now they

look when turnad, folded,

twisted, tisd, stacked, .

stretched, ete.; and

b) the teachers help

children to describe in

words the position, di-

rection of movemant,

and distance of things

and people.

2. The teachers help the

children to interpret

and make symbolic repre-

sentations {such as

pictures and models}) of

the way things are

arranged in space.

Examples: a) The

teachers help children

learn about how Cheir

bodies are put together

and get them to move in

different ways and to

- - find out what can be

done with the various
body parts; and b) the
teachers call the
attention of the children
to where things are lo=-
cated in the classroom,
school and neighborhood.
(Underline examples ob-
served or write addi-
tions.)

»

] b b
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G. Classification

*1., The teachers encourage
" children to investigate
the uses and attributes
~ : of things: (what you ' .
. * can 4o with them, where .

| s R o
[ ST TR ]
L dad} bad
] A e
L

eslo

*
*See page 2.
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they are found, how they
appear to differeont senses)., "~

-
*2. The teachers help

“~'echildren to notice and

lols]
b et -

desceribe similarities

NENOIND

Lazp Wl L

ad ol e

Ly

AR S

; and differencds among

‘ ob ects, for evample,
holplng children to sort
similar objects into
groups, both in prede-
| ' termined ways as when théy

‘ put away classroom mater-~
ials at cleanup time, and

: in ways they suggest.

3. *The teachers describe an 1

object or sort a set of

X

lolsl

‘objects in several differ-

v desf

ol bl

LIV LS U

s

vent ways, and help
"echildren learn to do this,

~

H. Seriation

1. The teachers provide ma-

terials which can be

5 ] e

wle].

- arranged in order along

MBI

Ldf Gy A

gt an

. . sore dimension, for

. ' example, helping -
chilaren to compare two

things along some dimen=-

sion and t¢ arrange sev-
eral things in order or

“matching. one ordered set

of objects with another.

I. Number Cofcepts

.t
i. The teachers *u«lp
children to cumpare

A

b«é—"er-‘
[N} 3588 8]

Kﬁj@!

quantitiea of "contin-

ol Ly L

Bl Ry

UMY

o &
L]

uous® materials like
water or clay.

2. The teachers agive

chsldron sets of distinct

LEVL RV

leda|

obiccts like buttons or

LS R Y

Lol

w2 b

beads to arrange and re-
arrange,

*Sec page 2.
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The teachers show
children how to compare
the number o. tems in
two sets by matching
them up in one-to-one
correspondence,

The teachers help

. children match a spoken

number to an object as
they count, counting each
object ¢ice and only once.

The teachers postpone the
use of written numerals
until later grades when
the children will have
attained conservation of
number,

Using Themes or Units

1.

The teacher plans themes
or unhits which are con-

sistent with the curric-
ulum and implement cur-

riculum goals. '

The teacher uses the three
following generai themes
throughout the year:

a) The child himself: his
unique characteristics
(name, appearance, belong-
ings, cubbv or locker,

- symbol, family. The

things he has done and
made, learned and
achieved); b) the class~
room and the things in
it; and c) the commun-
ity: the people and
places that can be
visited on a field trip.
The changes which may

be directly observed due
to seasons and holidays.

- (Underline thosc examples

observed.)

- My -
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1 2 3 4 5 X
123 4 5 X
1 2% 4 5 X
1 2 3 4 5 X
172 3 4 5.X
T2 3 4 5 1%
1 2 3 4 5 X
T2 3 4 5 X
I 2 3 4 5 X
1 2 3 4 5 X
T2 3 4 5 X
I 2 3 4 5 X
1 2 3 4 5 X
I 7 3 4 5 X
I 3 4 5 X




K. Planning and Evaluating Every Day

ing - the goals of the classroom
curriculum. :

1. The teacher writes up daily . 1 2 4 5 X
“plans which incorporate a1l 2 § 5 X
curriculum goals and activ- b I 2 § 5 X
ities which will implement
~ those goals. (These may
not necessarily be visible,
-but the teacher snould have
made some brief notes.)
2. The teacher observes the 1 2 4 5 X
responses of individual al .2 4 5 X
children to activities and b1l 2 4 5 X
materials, evaluating each ‘
activity and keeping notes
on individual children.
3. The teachers plan as a -1 2 4 5 X
total team, a1l 2 I 5 X
‘ B I _2 i 5 X
III. HOME-SCHOOL CONTACTS
A, The teachers explain the purpose of 1 2 4 5 X
.home visits to parents and estab- al 2 4 5 X
lish a cordial relationship with b I 2 4 5 X
' the parents. — '
B. The teachers involve the mother or 1 2 4 S X
; father and the child in an activ- a1l 2 § 5 X
, ity using materials available at b1 2 4§ 5 X
home.
The teachers use activities to 1 2 4 5 X
illustrate goals and methods of a1 2 4 5 X
the cogpitive curriculum. -
D. The teachers suggest ways that 1 2. 4 5 X
pdrents can initiate learning a1l 2 5 X
activities in the home, support- DI 2 4 5 X




‘ 1
IV. WORK WITH VOLUNTEERS

A. The teachers carefully explain 1 2 3 4 X
curriculur goals and activities :E 1 2 3 4 X
for the day to volunteers. b1 2 3 4 X

B. The teachers make sure volunteers i 2 3 4 X

: are familiar with the basic al 2 3 4 X
routines and procedures of the :E 1 2 3 4 X
classroom. / -
4

C. The teachers provide expefiences 1 2 3 4. X
for volunteers which include a1l ‘2 3 4 X
interacting with childyen indi- 1 2 3 4 X
vidually or in small groups: -
not just performing janltorlal
tasks.

D. The teachers communicate to 1 2 3 4 X
volunteers how much they are al 2 3 4 X
appreciated, how well they are I _2 3 14 X

doing, and provide helpful sug- "'
gestions to them.

- KEY 1l=Not at all
2=To some extent
3=To a great extent
4=Completely

V. CHILD BEHAVIOR

*A. Children are actively exploring and : 1 2

manipulating things.

B. Children choose their own activities, 12

C. During planning time>children tell or 1 2

act out one activity they plan to do
in their chosen work area.

D. There is much child initiate@ conversa- 1 2
tion toward teachers during the entire
session.

If this information is not easily available through *
casual inguiry, rate items X.

*See page 2,




There is much child initiated conversa-
tion toward other children.,

Children define their own activities
in the four areas (Art, Large Motor,
Housekeeping & Quiet) only during

‘work time.

-Chlldren use their symbols to represent .

their choices during work time.

Children take the responsibility for

cleanup time. - (Teachers and children
may do this together or children may

do it alone.)

-12= a9 437




REC (February Revision)
MODEL IMPLEMENTATION CHECKLIST:

KEY l=Specification not at all
implemented
2=Specification implemented
" to some extent
3=Specification implemented
~ ' to a great extent
4=Fully implemented
X=No opportunity to make a

judgment
I. ORGANIZATION
A. Materials and Activities
1. Basic activities are language ' 1l 2 3 4

arts, construction and build-
ing, art, math, and house-

keeping.
2. The "Talking Page" is used 1 2 3 4
- either- every day or every other i
day.
3. There are a number of books 1 2.3 4

in the classroom. Some are
storybooks for children,
others resource books for
teachers.

4. Materials are attractiﬁely bl 2 3 4
arranged and within easy :
" reach of children.

5. Assortment and arrangement l 2 3 4 X
of materials is occasionally
varied to stimulate explora-
tion and experimentation.

6. Home learning units comprised l 2 3 4 X
of selected materials with
learning guides are taken home

roughly every 4-6 weeks, The 'PERMISSION TO REPRODUCE THIS COPY-
first unit it shown to parents RIGHTED MATERIAL HAS BEEN GRANTED BY
during registration and taken ﬁnnCoohd_anou_\nm
home shortly after the begin- ':;E-Rtl(‘)\‘A%D 6h‘c)A‘N'|unons 3esn NG
ning of the school year. . UNDER AGREEMENTS WITH THE NATION:L'IN-

STITUTE OF EDUCATION FURTHER REPRO-
. BWCIION OUTSIDE THE ERIC SYSTEM RE.
" QUIRES "PERMISSION OF THE COPYRIGHT
. OWNER -
3

C)\Copyright 1972. Anne Coolidge Monaghan/The Huron Institute

Q . ) ) oy » 3] :7
' . | | \) 3 - ; 2 | o




’

Children are encoyraged to use.
voice mirrors without direct

supervision by an ‘adult,

1
Classroom material&xmeet one

or more of the model's criteria,
including: being open-ended,
self-correcting, actively involves
child, involves as many senses as
possible, related to achieving
objectives of model.

B. Space ’ | .

1.

The room is clearly defined
through use of shelving, tables,
and partitions, into work areas

to encourage self-service. Quiet

areas are separated from noisy
ones. o

The environment is one in which
children can learn through play
and use of manipulative mater-

- ials meeting model's criteria.

7.

The classroom stimulates children
to explore on their own. .

Children are able to flow from
one area to another during the
time when children choose
activities freely.

1/2 to 2/3 of the room is car-
peted..

The functional learning areas
of the room include the Talk-

'ing Page, Library, number con-

cepts, construction, Art,
water play, housekeeping, role
playing, open space,

Seating arrangement is spon-
tansous rather than assigned.

C. Staffing

1.

-

Each class has one teacher and
one aide working with the
children. Parent volunteers
are optional but desirable.

-2-
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2. There is a special time for 1l 2 3 4
math in three or four small
groups. with an adult. . (Num-
ber of groups will depend
on whether parents or other
volunterrs are available.)

3. Lunch and recess occur at l 2 3 4
regular times each day. Math
occurs at fairly reqgular
times, but there is much more

flexibility.

4. Not all activities occur each l1 2 3 4
day.

5. The schedule is flexibile. 1 2 3 4

II. CHILDREN'S BEHAVIOR

A. Children work freely and indepen- 1l 2 3 4
deptly. ‘
B. Children work in spontaneously 1 2 3 4
' formed groups. - .
C. Children rarely Qork in teacher- l -2 3 4
directed large groups.
D. Children choose activities and 1.2 3 4
‘materials freely 25%-50% of the
time.
*E. Children show evidence of a p051- 1l 2 3 4

tlve self- 1mage.

x . *F. Children experience siccess at 1 2.3 4
‘ their own pace. '

G. Children durlng free choice time l 2 3 4
are doing what they wish, sone-
times alone, sometimes in small
groups. :

H. Children spend less or roughly - : 1 2 3 4
the same amount of time in whole-
class and large-group instruc-
tion as in small groups, one-to-
one instruction and free choice
activities.

)

*Plé;se briefly note anecdotal evidence with which rating
was made underneath starred items. .




X

I. When chlldren have a problem they 1 2.3 4
solve it themselves. :

J. Children actively seek and select l 2 3 4
what they will do.

_ *K. Children seem to know what to do - l 2 3 4
?V * in the. classroom. . >
|

oS
[~

L. Children seldom argue or fight. _ 1l 2

\\\ ‘M. .Disruptive behavior seldom occurs - 1 2 3 4
‘ ' in the classroom, ) A

B . N. When there is disruptive behavior l1 2 3 4
of any kind, it is handled by the -

. teacher or aide in a positive

' manner by discussing the matter

quietly and/or redirecting the
child to another activity.

*0. Children use adults appropriately 1 2 3 4
to help in problem solving.

P. Children volunteer to ﬁelp'adults 1 2 3 4
- ‘in classroom tasks. ‘ -

KEY l=Specification not at all
implemented
' 2=Specification implemented
to some extent
3=Specification implemented
[ —— to a great extent
' 4=Technically implemented
5=Beyond technical imple-,
mentation
X=No opportunity to make
N a judgment ‘

IIXI. TEACHING ROLE AND RESPONSIBILITIES

A. Responsibilities shared by the teaching team

1. During free choice

l 2 3 4 5 X
time, the adults observe al 2 3 4 5 X
children in order to b1 2 34 5 X
select those who will )

benefit from 1-1 or small

*See page 3.




5.

group instruction.
Adults may also consult
records to determine
which children need
help in specific areas.

The adults work with-:

small groups to intro-

duce the Talking Page _
during activity time.
Lessons are usually
introduced in a group
context, with the child
having opportunities’
later to go through the

material - or previously

introduced material - on
his own.

" The adult follows up and

reinforces children
who choose the Talking
Page lesson of the day

may also repeat favorite
materials they have had
at an earlier time.

The adults sit down with
one child at a time to
go over the Talking Page
Progress check when a
child has finished a
Talking Page Book.

Adults help children to
move from one activity
to another when appro-

‘priate.

Adults encourage
children to help them-
selves.

Adults allow children
to risk failure to
learn to do things for
themselves,

Adults ‘elicit as much
language as possible
from the children, and
try to place equal
emphasis on productive

.as an activity. Children

oo
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Lo 8 1
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oo
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U o

1?}345x
1 2\3 4 5 X
1 2 3% 4 5 X

\
1 2 3 4 5 X
I 2 3 4 5 X
1 2.3 4 5 X
1 2 3 4 5 X
I 2 3 4 5 X
12 3 4 5 X
1 2 3 4 5
IT-2 3 4 5
I 2 3 4 5
1 2 3 4 5
1 2 3 4.5
1 2 3 4 5
12 3 4 s
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
T 2 3 4 5




language (speaking) and , .
receptive language (lis- ’
tening). ,

B. Responsibilities which are primarily the teacher's
role but which may be delegated by her when appro-
‘priate : o

*1. The teacher is a cata-
lyst by providing the
next logical step in
the learning process.
This means that, as
frequently as possi-
ble, when appropriate,
the teacher joins
children as they work
in self-chosen activi-
ties and uses language
or suggests activities
which will help a child
understand a skill or
concept related to his
activity.

o L Ll
Nl o
wlwjw
PN FNFN
w|w|wn

a
b

2. When deciding to join 1
a child, the teacher
attempts to be sensitive
to the child's wishes
and feelings and does
not:intervene when it

' seems more appropriate

. to let the child con-

tinue working alone.

WlWwlw
] b
wuin

a
b1l

*3. The teacher provides
-an individualized pro-
gram.,

ENEE
(S11%| 18
et by

| 11

*4. The teacher makes
changes within each |
learning area of the |
classroom several ‘
times a year, reflect-
ing levels of work
ability and interests
of children.

NN
W W w
ol
(SRS 118))

o T} Lo 1
T e e Ly L
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*5. The teacher follows up
with children who
need special help.

)%
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vl

|11

*See page 3.




6. The teacher keeps

daily records on each

(o 28 VI
1} ] b
NN
Wil w

child in a notebook

| 11

on the Talking Page.
Aides may assist in
record-kecping.

7. Before the home learn-

ing kit is sent home,

Lo Y

p—n—"p-‘
NN
ww|w
o L] o
»jwnln

the activities are

e bl ke

done in the classroom,
usually organized and
conducted by the
teacher, though aides
and volunteers may
participate.

C. Matters for decision of head teacher only

l. The teacher decides 1 2 2 A4 5

when to provide read-
ing activities for
those children who
have advanced to that
level, as determined
by the completion of
the Talking Page Pre-
Reading Program.

*2. The teacher provides 1l 2 3 4 5

for ethnic differences
among the children,
especially through
selection of materials.

3. When conducting activ- 1 2 3 4 5

ities requiring cur-
ricula or materials
not specifically sup-
plied by REC, the
teacher :sequences
activities so that
concepts or skills

move from . simple to
more complex, and from
concrete to more ab-
stract, according to
guidelines supplied in
REC in-service workshops.

*See page 3.
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UNIVERSITY OF ARIZONA (November Revision) .
MODEL IMPLEMENTATION CHECKLIST: 1971-1972

KEY l=Specification not at all

implemented -

2=Specification implemented
to some extent

3=Specification implemented
to a great extent

4=Technically implemented

5=Beyond technical imple-
mentation

=No opportunity to observe
specification ’

I. PROFESSIONAIL RESPONSE

A. ‘The Teacher and Aide Continually Try
to Develop Children's Language

1. The teacher accepts the 1 2 3 4 5
child's language. al 2 3 4 5
b1 234 5
2. The teacher gives "correc- __ 1 2 3 4 5
tive feedback" wherever al 2 3 4 5
applicable so that there bl 2 3 4 5
has been modeling of an
24 acceptable way to say
{ something.
i . v
f *3. The teacher expands the l1 2 3 4 5§
| child's language whenever al 234 5
| possible to provide more bl 2 3 4 5
| complex sentences patterns, :
| more definitive adjectives
S and more speech variety,
\ This is done by modeling.
. :
R B. The Teacher Tries to Help the Child
[ Develop the Motivational B:.se HNecessary
} to Function in Society
|
1. The teacher provides, when ___ 1 2 3 4 §
possible, options for ,al 2. 3 4 35
3 pupils to make choices. b1 2 395
|.
| 2. The teacher provides op- 1.2 3 4 5
i tions by having a wide range “a I 2 3 4 %
| of materials available. bl 2 3 a5

o

*wWwhen a starred ltem appears, please bricfly note undde
item the evidence with which you made the ratify.
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. ERIC

Aruitoxt provided by Eic:

*

3. The teachoer provides op- Y 2 3 4 .5
tions by verbally posing a1 2z 3 4 O
selections for children, -

4. 'The teacher provides Op- )l 2 3 4 5
tions by displaying an alil 2z 3 4 &
attitude that assured IR AR
children that the choices, )

Loth physical and verbal,
are indded acceptable.

S. 'the teacher reinforces 1l 2 3 4 5

' voerbally and by means of al.2 3 & 3
arranging the environ= bl 2 3 4 3
ment,

6. The teacher provides suc- 1 2 3 4 5
ce»s oriented activities al 2 3 4 o
relevant to children's bl 2 3 4 5
experiences, interests
and needs.

7. The teacher helps X 2 3 4 5 ¥
children accept and re- cLal 2 3 4 9 08
spect those social b1 2 3 4 3
restraints necessary,

e.g., that there should
be no spitting, hitting,
etc,
Sen

The Teacher Uses a Variety of Mothods

to roster the Development of Intellectual

Skills

1. The teacher uses intel~- 1 2 3 4 5 X

- lectual kits and open- al 2 3 4 5
ended questioning to lift ~ BT 2 3 4 5
the level of chiid re~
sponse. ' )

2. The teacher asks guestions .y 2 3 4 5
that invite children to R
feel, sec, soense and dig- p 1 2 3 4 3
criminate characterisLics ”ﬂ
of materials.

3, The teacher 43ks guestions r 2 8 A
that reguire choldren to I

*Lee g

recall and Categorizd pre-
viously stored knowledgo,

1

R
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Q’

Ty

4. The teacher asks questions

4 1 2 3 4 5
that will encourage puplls el 203 4 05
to adapt knowledae of tiw bl 2 3 4 5
presert situation o o
another situation past or
future, ‘

*5. The teacher cncourages .1 2 3 4 5
Students Lo judge, evalu- Lal 2 3 4 5
ate, predict, and :is k1l 2 3 4 5
slow to give wnformation,

The T-acher Includes the Societal Ars

Skills in Natural lLearning Settings

*1. The teacher values the i 2 3 4 5

. ¢hild's language and uses al 2 3 4 5
it in teaching learning b T 1T 7%
skills. """

2. The teacher provides a 1 2 3 4 5
wide variety of materials "3 1 2 4 & 5
for math manipulation and Bl 7 3§ %
explorasicn.

3. The teacher cngourages a 2 2 3 4 5
child’s self-selaction of a 1l 2 3 4 5

_reading materials. Bl S
‘4. The teacher provides many 1 2 3 4 5
- opportunities for children & 1 2 3 4 3
to explore and manipulate 512 3 4 3
‘all art media and many o
kinds of writing materials.

The Teacher and the Aide Mediate tho

Environment as the Child/Children Interace

With the IEnvironmental Activitios ’

1. The teacher explains 1 2 3 4 &
reasons for action:, e.9., & I 2 3 4 %
in a cooking experience she L L 2 4 4 &

. labels equiprment and talvs
about the procedures: and
changes that ocour during
the experiencs,




they mutually explore the
learning environment.

ir.

¥

PROCESS VARIABLES

A,

1. The teacher interaction

L]

The Teacher ls Orchestrated

is planned to include
development of any or
all of the societal art
skills, provide language
development, stimulate
intellectual growth ang
to develop positive
attitudes about learn-
ing.

lola]

2. The learning that the
teachers provides is not
limited to the label
given a center.

lots|

The Teach~r Considers Herself a Mode

~and Realizes That Much Learning Will

be Gained by Imitation

*1. -The teacher pfcvide$ oppor--

C.

*

tunities for peer imita- “a
‘tion. )
2. The teacher provides oppor- __
tunities for adult imita- a
tion. ‘ )

The Teacher Uses Reinforcement to
Bring About Behavior Change

l. The teacher praises and

identifies the .behavior “a
that is being singled out b
for praise. -
2. The teacher reinforces to
sustain acceptable be- “a
havior. . b

SEURE A

1 2 3 4 5
1 2 3 4 5§
i 2 3 4 5.
1 2 3 4 5
1 2 3 4 5
i~ 2 3 475
1

1 2 3 4 5
I 2 3 4 5
T 2 3 4 5
1 2 3 4 5
I 2 3 4 5
i 2 3 § 5
1 2 3 4 5
1 2 3 4 5
Ii" 2 3 475
1 2 3 4 5§
R R S
1 2 34 F
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D. The Teacher Provides Individualization'on
Her Records and -General Assessment of the

Needs

l. The teacher bases her in-
dividualization on her
records and genexal
assessment of the needs
of children.

2. " The teacher takes care of
.some individual needs by
providing an abundance of
materials that develop
the same skill.

*3. The teacher further in-
dividualizes by understand-
ing the pupils abilities,
by accepting different
levels of performance as
shown by her attitude as
she interacts with differ-
ent pupils,

|ofo] lofol

|olo]

L
III. TRAINING

A,

During on~site monthly visits, the
field representatives train pro-
gram assistants. This training is
done by modeling and small group
discussicns, as well as other
strategies.

The program assistants plan and
evaluate with and model for
teachers.

The program assistants conduct
periodic in-service workshops for
teachers, aides, and other staff.

1

'S

1 2 3 4 5 X
I 2 3 4 5 X
I 2 3 4 5 X
1 2 3 4 5
1 2 3 4 5
I 2 3 4 5
1 2 3 4 5
I 2 3 4 5
1 2 3 4 _5
1 2 3 4 5 X
1 2 3 4 5 X
1 2 3 4 5 X

If there 1s no opportunity to cbserve training rate all
1hoems X,

Qe

Yoy




KEY l=Specification not at all
implemented _
2=Specification implemented
to some extent
3=Specification implemented
to a great extent
4=Fully implemented

IV, ENVIRONMENT IN THE TEEM CLASSﬁOOM

A, The materials are attractive and easily 1 2 3 4
accessible.

B. The room is divided into intefest centers l1 2 3 4
using tables and chairs for small groups
or independent work (committees).

C. There is an expectation for each child to 1 2 3 4
- be responsible for his involvement in a
center.
D. The math area includes a variety of ' 1 2 3 4

materials; such things as clocks, measur-
ing cups, scales, liquid measures, beads,
cuisinaire rods, counting frames, rulers,
blocks, and any other type of materials
that the teacher knows can be used to
develop math concepts. (Underline
observed example.)

E. The reading center has many books. 1 2 3 4
(Underline observed examples.)

1. Children dictated bcoks.

2. Trade books, including many picture
books.

3. Books for resources and informa-
tion. :

4. The range of interest and difficulty
is expected to be wide.

5. Magazines, telephone books, and
catalogs.

F. There is a place for children to store 1 2 3 4
their own personal materials.

B




*G., There is a rich reading environment
including dictated childrens language,
‘labels, invitations to learn about
specific centers and work walls.,

H. Many materials that invite exploration
and manipulation as well as skill devel-
opment, such as intellectual kits.

¢

*See page 1.
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B-62

UNIVERSITY OF FLORIDA (December Revision)
MODEL IMPLEMENTATION CHECKLIST: 1971-1972

KEY l=Specification not at all
implemented
2=Specification implemented
to some extent
3=Specification implemented
/ to a great extent
g . ' 4=Technically implemented
' 5=Beyond technical imple-
mentation

CLASS CODE

I. RESPONSIBILITIES OF STAFF AND P.A.C.

A. There are weekly home visits made by l 2 3 4 5
parent educators, two for each class.
These visits occur during days,
evenings or weekends.

B. The P.E. and the teacher work together l 2 3 4 5
to develop tasks for mothers to give
to children. (However, tasks can also
be designated by the policy committee.) -

Cc. P.E.'s from different classes usually l1 2 3 4 5
give different tasks due to individual
nature of children and programs. How-
ever, some tasks for children are the
same based on similarities among
children.

D. There is always one parent educator in 1 2 3 4 5
the classroom. '

E. The P.E. is the primary person who has 1 2 3 4 5
contact with the "mothering one". ’

F. There is no stipulated classroom cur- 1 2 3 4 5
riculwa,

G. P.A.C. to be involved in operation of 1 2 3 4 5
models (e.g., assist in hiring P.E.'s
and teachers, making decisions regard-
ing curriculum and tasks.)

-

H. The P.E. is a paraprofessional hired 1 2 3 4 5
locally.




P.E.'s nanme

Child's name Family's name

Date

Task number

II. GIVING ‘THE TASK

A, Teacher, P.E., mothers and children
must know reason for task. '

[‘ B. Tasks adapted to children's needs and
abilities.

! C. The procedural aspects of giving a
| task are: )

1. The P.E. has a friendly but busi-
nesslike exchange with the mother-
ing one before starting the task.

2. The task is to be role-played be-
tween the mothering one and P.E.

3. The mothering one is asked to
‘repeat the task.

4. Records of P.E. home visits are
completed on the day of the
visit.

5. The parent educator explains to
the mother why the task is to be
per formed.

6. The P.E. is alert to the parents'
problems. '

7. The P.E. knows community re-
sources and informs the parents
of them appropriately.

D. There are 7 desirable teaching be-
haviors to take place between the P.E.
and mothering one.

l. The P.E. gets the mothering one
(M.0.) to ask guestions.

2. The P.E. asks M.0. questions that
have more than one answer.

-2- Jad




The
are

’ 1..

for

.The P.E. get the M.0. to use com-

plete sentences when answering
gquestions, ‘

The P.E. uses praise and encourage-
ment when the M.O. does well.

The P.E. gets the M.O. to make
choices on the basis of evidence
or standards. :

The P.E. gives the M.O. time to
think about the task. :

The P.E. introducés the task and
lets the M.O. become familiar with
it before teaching it to the M.O.

following components of a good task
present: '

The M.O. does a lot of talking:
she tells about things, gives
reasons, asks guestions, tells
you why, what, where, how,

The M.0O. has fun doing it.
The directions are clear.

The P.E. and the M,O0. under-
stand why they're doing the
task. » :

The task encourages the P.E.
to use a lot of ways to teach
and the M.O0. to try different
ways to do it.

If possible, home materials are
used.

The M.O. knows she has learned
something. She can see it right
away and feels good about it.

The M.O. is encouraged to think
up new activities or things to
do which grow out of the task.

Mothers are asked for suggestions

future tasks.




Tasks are adapted to children's needs
and abilities.

The P.E. evaluates her own progress .
with the Parent Educator Weekly
Reporter, ‘

P.E.'s take ideas from'home to school.

A




UNIVERSITY OF KANSAS
MODEL IMPLEMENTATION CHECKLIST: 1971-1972

KEY l=Specification not at all
- implemented
.2=Specification implemented
to some extent
3=Specification implemmnted
to a great extent
4=Fully implemented

I. ORGANIZATION

o 7 A. Curriculum & Materials

2.
3.
4.
‘ 5.
TPERMISSION 1D REPAGIAKE Try LY
WOHIED MATEuAL HAG BEEN GRANTEDR BY
Rnne Ceo\ ae"lo
YO E"K. AN )"M‘-‘ZA!:DNS O-PG&AT:NG
UNOSﬂ ALREEMENTS W st TE NATIONAL 96
SUTUTE D4 FIMELATGY  $URTHER BERan 7.
m, TO% CROTROE TeE FENC SYNlEm RE
QWHAES MERAMCRRON T Tup o SR RRG M
TNUMER

1.

Curricular areas ara math, read- 1 2 3 4
ing and handwriting. (However, T e
many acceptable materials fall
under the "readiness" category,
for example, the Concept Builders,
Peabody materials, and Frostig
materials which are utilized.)

All children can have experience 1 2 3 4
in each of the three basic cur-

riculum areas once a day during

"earn" periods.

Prescribed curricular materials 1l 2 3 4
are in use, Behavior Analysis
Phonics Primer which leads into

Sullivan; Sets and Numbers by .

Singer; Concept Builders by New
Century, Inc,; and Behavior
Analysis Handwriting leading into
Write and See by Skinner and
Krakower., -

Prescribed curricular activities 1 2 3 4
take place in groups of 4-6. It
can be less. (The adult to child
ratio is 1:4 or 1:5.)

Tutoring is almost always 1 to 1. 1l 2 3 4
An EFI machine is in use in each 12 3 4
location.

Children wear aprons with token 1 2 3 4
pockets during earn periods, - ’

@§; Copyright 1971, Anne Coolidge Menaghan/The Huron I stitute

"B




B. Schedule

1. The daily schedule can alternate 1l 2 3 4
between 2-4 earn periods and 2-4
exchange periods. (During field
trips and other special occasions
there is no earn/exchange.)

2. Work periods-.arc approximately 10 1 2 3 4
minutes at the beginning of the .
'school year, gradually increasing
over the year with an acceptable
- range of 15 to 40 minutes.

3. Exchange periods vary from 10 to 1 2 3 4
45 minutes,

4. Per cent of the day to be devoted 1 2 3 4
= ... __ _to the academic areas should be
about 15 per-cent- (although the
range of acceptance is from 15 to -

30 per cent.)

5. There is outdoor play at least 1 2 3 4

once a day (preferably as a back )
up) . ' .
6. There is music/dramatic play at l 2 3 4

least once a week.

C. Staff

l. The permanent classroom staff is 1l 2 3 4
: composed of a Head Teacher, a para

professional and a parent aide -

plus. the services of a Parent

Trainer and the Staff Trainer.

2. The Staff Trainer assumes most 1 2 3 4
of the training and implementation
functions during the second year,

3. The Parent Trainer trains all new 1l 2 3 4
parents in the program as well as
providing follow-up of the initial
training.

4., Parents arc rotated a 6 weck inter-~ 1 2
vals in each class s0 as many as
seven different parents can work in
onc classroom during the year, *

W
-




KEY

l=Specification not at all
implemented ,

2=Specification impicomented
to some extent.

3=Specification implemented
to a great extent

4=Technically implemented

5=Beyond technical imple~
mentation.

II. TEACHER TECHNIQUE, RESPONSIBILIT1ES AND TRAINING

A. Technigques

l. Teachers consistently
token and social rein

ment in relation to curric-

ulum work,

2. Teachers use tokens only

during earn periods.

*3. Teachers use positive
forcement all day.

4. The token system is always
accompanied by positive

verbal reinforcement,
tingently delivered.

*5. Teachers understand the

subtleties of the use

positive reinforcement,
(E.g., she uses tckens and

g

use

force-
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praise contingently, doesn't
nag or make errors in praise
or tokens. Her children are

*6.

*7.

on task 90% + of the time.)

Teachers correct incorrect

responses by mpeans of model-

ing or prompting.

Teachers interact with the
children as much as possi-
ble during the spend time

by playing or interacting

with the childran,

*Please brrefly noto under starred 1toinas
which you made the rating.
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8. Time-outs are the only 1 2 3 4 5
_means utilized to handle - T a Y 2 R
" classroom bohavior prob- 1 2 %
lems 1f the teacher has
L ) attenpted ignoring (ex-
tinction} and it has not
sufficed,

B. Training

1. Staff at all levels par- l1 2 3 4 5
ticipate in a one week Tal T
training workshop early in b1 _ 7 345
the program.

2. Teachers are video taped — 1 2 3 4 5

3 at least once a month, . al 2 3 4 5
bl 2 3 4 &
*3. Daily Observation by the ol 2 3 4 5
trained observer is an Tal 73d S
essential part of the on- b1l 2 3 5
going training. The
teacher observed receives
feedback the same day from
the trained observer.

4. Each site receives a 1 X 2 3 4 &
week visit per month from » al 2 3 4 5
a Kansas consultant. b1 7393

S. The Sponsor has estab- 1 2 3 4 5
lished specific goals to T al 2 ¥ 53
be met for the class- b YTTYTY
rooms by the next site -
visit. These goals are
posted for all to sece,

6. One person irom each class 1 2 2 4 5
has an opportunity to Tal 7 ATYTS
attend the Lawrence Train- w1 27 34 %
ing Center for one *L&k of - '
practicum experiente in

) the latest tecnniqueh of
Behavior nn@AVS‘s during
the year. - .

- 7. Parents receivk’an orien- 1 2 3 4 %
tation progran at the Iy T
3

bQﬂiﬁﬁLﬁJ of thoe yoor angd
= ? 7/ g
bofiore cach rotation of

- § A . - e
3 Lhe parunts,

+

*Sen payge 3.
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- lemww el
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3=Gpucificataion rmplavontad
Lo a groeat oxteont
§=Fully wwpleriniced
5’%%?{@&@» v@énxzaai
- Sentat Lon
1. HATERIALS AND ORGBANIZATION %
A.  Teachers and ardes ars foil laving a 1 2 3 4 5
scheduis including 1 1 ’ '
to basic skiil using D |
time foy snkﬂk, lunel a
- and art activities, ‘
7 - % Y .3 ] - b st
B, Fach teacher or arde teaches each child .
one lessonseach day in the read:iag,
arrthmetic and language paris oi the 4
) Distar materials.
C. Teachers and aides, are beginning and P2 Y 4 05
ending Distar lessons on vimse,
D. Teachers and aldes are assigned poerma- 1 2 3 1 5
N nently to specific wnstructional arvas, .
E. Ona fourth of the day is allotted teo 1 2 3 4 5
children's self-selecrion of activities,
N |
. |
& P, Three or more instructional grovps of 1 2 3 4 5 |
4-9 children have becon formed, on the
basigs of pretesting by teacher and
aides.
G. Records are xept of the continuous 12 v a5 |
progress of caech aroup o euch sl
ject. - |
7 I
\
H. Provis 1 2 3 4 % |
child :
on any su TR . X |
who teashor Lhat subject, ’ |
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WNIVLIRSITY OF PITPOLURGH
MODEL, ITMPLEVMRNCATION CHECKLISY: 1971-1972
KiY l=Specification not at all
implerented ’ :
2=8pecification implomented
to some extont
3=Specification implerented
to & greatl extoent
- d=Fully implemoented

I. ORGANIZATIOCHN

*A. The staff consists of one teachdr and one 1 2 3 4
teacher aid., Staff members rotate respon-
sibilities of a) testimg end tutoring and
b) "traveling”

the sched- 1 2 3 4.
pirr {od

B. There are two main
ule: & prescribed learning activity
and an exploratory learning activity
period, .

cCoOmpoONGnts to

C. There !5 no time line bebtwoen the two 1l 2 3 4
periods, although usually the f£irst pericd
is from 310-45 minutes’ long and exploratory
learring ends around the sccond hour oF tha

day.

ot
N
fd
b

P. During the Exsloratory Learning Pericd the
following activities are avarlable:
exploration activities in subject areass
such as math, language arts, reading and
writing, social stud:ies and scionce, as
wizll as pon-subject matter related areas
such as bliocks, conztruci:ion, sand,
play, sociodramatie play, housaekouping,
games, developoental toys, art and a P
listening corner with Sories Or muzic in
the form of tape or roecords (ALl of
arcas should appoar on a xcgular Lo

wWatar

EPEe

these

PRI

j > . - - . " . . . 9 fo ey - : 4
o Group time 15 an informal general vaime fog ¢ 3 4
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R e et

visit regularly.,

C. JRarent Trainee Tutering Program is 1 2 3 4 5 %
‘collahoration with the Policy
Comm;tteu and LEDC,
D. The classroom i open to the parents 1 2 3 4 5 ¥
at any time.
E. Parents tutor children in specific « 1 2 3 4 5 X
P.E.P. - I.P.T, subject matter.

IV, TEACHER RBEHAVIOR .

*A. In assizning tasks teachers provide 1 2 3 4 5
different wavs {or a child to mas~ _al 2 3 4 5
ter a task 1f it 1s too difficult b1l 2 3 4 5
for bhim, .

B. Teachers re:inforce children for . i 2 3 4 5
complation of tasxks. _al 2 3 4 5

b 1 2 33 3 5

— ! =4

*C. Teachers 4o not give attent:on 1 2 3 4 5
reinforcenent to 56; ldren who leave a2 3 4
tasks but make sptle bur neuvtral bl 2 s 4 5

cattempts Yo encourage them to com-
plete tusks,

*D. The teacher, in administering — L 2 3 4 5
dragnostec tests to the child, L ai 2 3 4 5
treats them as a guide for pre- b1 2 3 4 5
scrabing loarninyg activitios and '
not as a “failure™ or "succens” on
the part of the c¢hild,

E. The teacher resnforcez children’ —_
pndependent ioarning pohavior, _

F. The toachor Lromohes COTmupioosh o
%115 i’&'_{: —

a) encouraginyg childron wo talk —
abeut i%wir Prinhtinte and
blook teLnT and wWrat
ing dﬁwn Wit they €4y,
Bl tulring warth ohsliren while
beeglhern TL e lT,
% . k]
. ‘:I t ] Y
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Teachers assign tasks for every
curriculum component of the
program, aquantification, class-
ification and perceptual devel-
opnment,

Each classroom staff jointly
develops tasks for its puplls,
{Consult with teachers to
determine rating.)

Teachers give verbal feedback
on tasks.

bl
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APPENDIX ¢

RELATED CHECKLIST MATERIAL

Guidelines For The Usce of Model Tmplementation
Checkliste

Model Time Respohse Form
Face Shecet For The Model Implementation Checklists

Special Face Sheet For The University of Florida
Implemontation Choecklisg
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GUIDE LT’*}Z’.S FOR USE OF
MODEL IMELEMENTATION CHECKLIST: 1971-1972

AAV u‘

.

1. The Model Implemeontation Checklist is for use only in

clas being tested by SRIL (A list of these classes and
the: codes you Shouia use tor each class and their permanent

staff menbers are included in this package of materials,)

o7 TR e

2.. Try to ohscrve all the test classes so that you have at
least three checXlists per classroom tha' reflect the imple-
mentation carly in the year, at the middle of the ycar and
at. the end,

3, The items on each checrlist are statements of the model
as it should be at full implementation, Each section of the
checklist has a four point ruting scale with the excention
of those categories of the checkiist which refer to the
behavior of stafi{ members. A five point rating scale is
applicd to items in thesc categories. Technical "full®
implementation on all scales i designated by a "4", On the
scale referring tn staff bvﬂav%%r, "5 indicates an elabora-
tion of the model which is descraibed as "beyond
implamentation® which would be used only for ratings of
exceptional performance wn relation te the model.s

* ..
4., We would like you to try using the checklist after the
observation (that 1s, not in front of the teachers] on your
first site visit,

5. The codes, which vou will find on your list of Test
Classes and Codes, are to go on the checklists in the place
of names.*

. 6, In the usual first contact you have with the Headstart
Director we would like you to show haim or her the checklist
you will be using., If the Dircctor would like a copy of
the checklist, fecl free to gave them one.

7. 1f the checklist of your model does not apply at 3ll in .
a clagsroom, i.¢., all or nearly all 1temg being scoved ™17,

please supply us with antformation as to what 1s ocourring

instead. '

8., Sugigestions {or guestrons which might be answered under
Topic I, ?usxhwx Traning arc listoed Leolow

SPhie blankhs under starl noases on
should be (slied an Ly you wipth
L

1{:1"?-;“ [ MEETD R B SO S T R Gy ! b A SR | SR,
U S S Ly B ; -
;.Jx)iﬁ,’(.é h.&.\'«,...;?, (AP e e o Yl
>
N

Tl by i
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A e providea by enic:

c-2

1. wnat does the training person Jdo and say in the
training procedure?  {(What are the methods medellers une?
Lectures, modelling, oexperience-discovery, cte. What con-
tent in covered or emphasized?  Use of cguipment, child
development, relationshivs, observations, cte. What is the
freqguency @l consistency of personnel in modellor-site con-
tact? wWhat kinds of questions do site staff ask? How are
they rocerved?) ~

b]

2. hHow is the model interpreted?  (What do staff mem—
bers do with material covered by tht modeller? 1f there is
porfornance varjation anong sta!lf, what seewms to account f{orx
it?  How much variation can particular model features tolerate
and still be "the model"? Does it matter? When do stalf
meetings take place? What is thelr confent? (Hodel
specifics - pot dealing with model.)  To whom do st&ff mem-
bers turn to for nelp?) :




Consultant's name _

- Medel

.

-

A, ~”hé“séha61'day far élas ses at my site begins at

~ (a.m.) (p m.) and terminates at ,(a;m:) (p.m.) .

B;Y’Agproximatély, ' ,hOu:s;of'that;time are devoted to
the model. The parts of the schedule (or activities) during
which the model occurs are listed below. (If model applies

toﬁa11 parts of thefday} simply writé all,) -," s

-
»

- | \g
lc. When Yoﬁ.hawe rated yoer ¢1assés‘on the iast two Visité,
under which set of aond;txons have you rated items (please
jﬁheck one) . Have rated items assum;ng-
— 1. Mcdel spec;f;cat;ons were intendea tc occux during
the entire school day. . '
—_— 2. ;Model specxfzcatxons were @nly t@ occux durxng the

parts of the scheﬂule listed uﬁder B,

>




the modal,

 MODEL IHMPLENENTATION CHECKLIST |
1711872

’ mcr: sz%zam j
NODBL | }
yicops OP'OBSERVED caass R 1 2 3 4 5 6 . i
yoasnma*s NAME . : . | L
NUMBER OF CHILDREN. ENROLLED |
NUMBER OF CHILDREN PRESENT TODAY __ 1
. - ESTIMa$ED‘ETH§IC COMPOSITION TODAY | ) 1

LOCATION OF CLASS ‘(check ene) 1.- PUBLIG SCHOOL __ o
. - 'LOCATION _ - j
. * 2. WITH: i
S ~ - TEST P.V.H.S. |
. - : ‘ , ~ CLASS - o
“ON"‘TEST P QVQH S. Dt ' i
(CLASS w
| WITHOUT OZHER
' CLASSES | 5
TRE TEACHER IS @URR@NTLY 10 HER. - st 2nd 3rd 445 YEAR of .
, - the model. .
| - s -
. THE ASSISTANT IS cw&ﬁ%wrns*mx HER lst 2ad 3rd 4th YERR of o
) s L ‘t‘heﬁ model. N
THE AIDE, IS CURREY LY 1M HER  1st 25d 3rd 4th YEAR of -
| a |

szssz@x o m T ww

. T@l;‘%i@ ..5 * ?, 5:2 Z% @?}’Si&r:‘{s 1:33

B
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MODEL I LZ’)Q»‘JSH‘EATIQ\E CHEQ‘\T ISP
' 197i~1972 s T

»

FRCE SHEBT - . -

MODEL _THE UNIVERSITY OF FLORIDA _

¥

{3' . , . : B

4. .

-

SITh ' - e E ‘ 'f ‘ N . 

\ —
CODE OF ORSERVED (CEASS} 2 3 "4 5 6

CODE OFP,;&. la 1b 2a "b 3a 3}3 4a 4b 5a Sb 6a £b

OBSE*%V""R'S ‘%‘ME

-

pATE A

NOTE PARTICULAR CIRCUMSTANCES OF TASK ADMINISTRATION:
(B.g., television on, others present, etc,) ,

1.

2,

. THE P.E. IS CURRENTLY IN HER ?IRST, §ECO%D, THIRD YEAR WITd

THE MODEL (czncrg ONE} -
TINE 'OF DAY o Aﬁ;‘ PN

‘TewAL NUMBER OF VISTTS Pl
MADE WITH THI P.E. TODAY 1 2.3 4 5

‘ I‘@ ‘T‘Eb TOTAL I%?@SER oF - -
VISITS TODARY WITH THIS
P.BE., THIS VESIT ES, NOMBER 1 2 3 4 5
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" Anne Ceolidge %@na@han
12 Hawbhorn Street

, Cambridge ,
hg&sac%&w sbs 02138 Y, L |
! . : . R .
H@me tél@?h@ﬂé;' (617) Sﬁgwbgﬁg |
. B ) A ; ’ - . ‘?
Pla@e of birth: ﬁlevelanﬁ ‘@h&@ < R :

'anaie* ‘Jnﬁe 2?,’1935

Degraes~> Ed.@; Harvarﬂ ;@PQQE of E@&L ti@n, g?peﬂteﬁ 19?3

;f SR | H,s, Eanx siyget @giiegﬁ of Edu@a ian, &ew-?@yk %itg,
S - New Y@rx, 1§59

B S. ﬂheelﬁeﬁ ollege, Boston, %a @a@huge 96}/
't- : ’ S . / . |
. EDUCATIONSL EXPERIENCE: - o A
L duly 19?&.;;, - Research A““ iaﬁw, the Har@n ;nstiﬁuﬁaiﬂe
B IR Design of ten model specifie. instruments™

to measyre clasgroom imn;&m@nﬁﬁticﬁ in
ST : S a nationfl experiment, Headstart Planned
S S Variatien. Some stpervision- and a@man~~
s - A\ . istraticn of field cbservers who used
inst"uments Lo c@ile@tndaﬁa. '

Spring 1971~ B Harvard Schgal of Bduecation. Taubht &
‘ o - - eourse on @urr?ﬂuﬁkm and methods

( SQgtemb@v 1969~ - Community. Admini strator for Pupil
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