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CHAPTER I

BACKGROUND

At present, education is in an era of widespread
experimentation, perhaps more extenslve than at any other
time in 1ts hlistory. An intense examination of the meth-
ods of elementary school operation has been under way on
a natlonal scale and has resulted in the development of
numerous new organlizational and lnstructional approaches.1
Mz Jor areas of concern include changes in scheduling, the
utilization of various kinds of materials and technlcal
equipment, the tapping of personnel resources, and re-
appralsal of curriculum. Team teaching, as an emerging
pattern of school organization 1s linked with the many
developments almed at lmproving the quality of instruction.

Thlis movement appears to be a positive one; how-
ever, there must be reasons for such wldespread experi-
mentation. A need must be established and a ratlonale
developed before a change, particularly one so complete
as team teachlng, can be considered justified. Perhaps

at this point 1t would be helpful to dilscuss some general

lJam&s Ballen, Jr., Schools of Tomorrow--Toda
(Gagden City, H. Y.t Doubledsy & COe, INC., 1960,
p. 6.
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conditions currently prevaliling in the United States. For
the most part, these have been developing gradually and
have not hit with immediate impact; yet, they greatly af-
fect the trends in education, and based upon them, numerous
changes have received jJjustification.

First, there is a persistent teacher shortage; this
is8 both a quantitative and a qualitative problem. It is
generally recognized that the population growth in the
United States has been rapid, particularly since World War
II. Simply stated, a shortage results when the increase in
the number of elementary school students is significantly
greater than the increase in the number of certified
teachers trained during the same year. In 1900, public
elementary and secondary school enrollment was 15,503,1103
by 1930, it had risen to 25,678,015, One source estimated
that total enrollment in 1962-63 was 395,700,000, of which
74 per cent was elementary school enrollment.?

In addition to the population increase, one source
estimates an annual ten per cent teacher turnover rate.3
Newly created occupations, or those formerly reserved for

men, are now open to women. Services in the education field

2Ford Foundation,

York: Ford Foundation, Of?iceﬁoffﬁeports;w19 }, pp. 6-8.
Itbid.




aside from direct teaching, such as counseling, therapy,
soclal work, and subjectematter specialization, are attract-
ing would-be teachers.

The quantitative problem is fairly obvious. The fac-
tors cited as reasons for it also éontribute to the qualita-
tive aspect of the shortage. The large annual teacher turn-
over undermines the effects of research and development in
that they cannot reach a great number of children. Because
of the attractions of other occupations, persons of excep-
tional ability are turning from actual teaching positions,
frequently forcing the aecgeptance of unqualified replace-
‘ments,q There is a critical need, not only to recruit, but
to keep. able people in the teaching profession. One source
states that this combination of factors makes it necessary
to "seek ways of altering the teacher-pupll ratio without
reducing the quality of education."5

Second, the content of instruction in the elementary
school has greatly expanded: The elementary teacher is deal-
ing with a more complex curriculum involving the presentation

of new concepts, knowledge and skills. The teacher must be

é@ng, Working Paper No. 5, Unlverslty of Wisconsin
rev.; Madison, Wisc.: Wisconsin Besearch and Development
Center for Cognitive Learning, June, 1967), p. 12.

S5Nicholas C. Polos, The Dynamics of Team e
{Dubuque, Iowa: William C. Brown Co., 196




competent in all subject areasy at the same time, he 1ls ex-
pected to keep up with all current professlonal innovations.
The problem 1s not limited to the teacherj; the effects are
passed on to the students. While complete departmentaliza-
tion of the elementary school 1s seldom seen as an answer,
there 1s a definlite need to lighten teacher load without pro-
viding a less thorough education.

Third, new insights into the nature of child growth
and development have greatly affected the education field.
Intellectual abilitles as measured by I.3. tests are no longer
sufficlent to predict academic success. The recognition of
wide differences among children has led to the consideration
of the unlgqueness of the individual. In s8¢ dolng, 1t has be-
come apparent that each child may progress differently in
every subject areag each should have the opportunity to
progress at a pace which 1s challenging but not frustrating.6
To provide for children's needs, individualization of ap-
proach 1s required.

The ma jor trends, then, have led to redeflnltlon of
baslc educational purposes. <«uestloning has been focused on
traditionsl concepts and practices. In particular, the con-

ventional self-contalned classroom has come under attack by

Medill Balir and Blchard G. Woodward, I
n (Boston: Houghton MAfflin Co., 1964)
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. numerous educators. Under thls pattern of organization,
students are asslgned, usually by chance, to one teacher for
all or most subjects. This teacher 1s responsible for the
instruction of twenty to forty students for a period of a
semester, or a year. He may or may not be required to teach
physlical educatlon, art, or musicj however, at the least, he
provides the instruction in the four major curriculum areas.?

Aside from major instructional duties, the teacher
1s responsible for numerous non-teaching dutles; these vary
from dally routines of taklng attendance, gradlng papers,
collecting fees, and providing minor medical attention, to
such tasks as putting up displays, ordering suppllies, pre-
viewing films, and supervising halls and playground. A time
study of the elementary schools in Bay City, Michigan, re-
veals that non~professional tasks take from one-fifth to two-
thirds of the teacher’®s tlme.8 This in itself constitutes a
ma jor obstacle to good instruction.

The self-contalned approach 1s cgriticlzed not only for
1ts inefflclency within the classroom but for standardization

within the entire school. Lobb cltes the disadvantages of

?Maufie Hilleon and Harvey B. Scribner (eds.), Headines
in Collaborative and Team Approaches to Teaching and lLearnin
(Wew fork: oelected hcademic ReaQings, InC., 1965) D. GDw- Ao

SFQr& Foundation, Time, Talent and Teachars, pp. 6-08.




of thls regimentation. The teachers are duplicating many
tasks 1n isolated classrooms; they are stifled by conformity
to an inflexible schedule over whieh they have no control;
thelr time does not allow for intellectual researchy and
Initlative 1s lost"in situations where the teacher has no
control over varlables of time and personnel.”9 That the
teachers cannot capltalize on thelr differences i1s an under-
mining factor in providing optimum educational opportunities
to -all children. They are refused access to the varled
talents possessed by different teachers.

Contributing to the possible loss of initiative 1s
the lack of career opportunities within the classroom. The
newly trained teacher is given full responsibility for a
group of children just as 1s the veteran. Thelr salaries,
aslde from differentiation based on length of service, are
the same. The salarlies, responsibilities, and prestige of
teachers in self-contained classrooms are not necessarily
commensurate with the contributions they make.

These fagtors seem peculiar to the elementary school.
At higher levels of education, for instance, teachers may be
designated as heads of departments and receive appropriate
compensation. Subject-matter speclalization is common and

usually required. Teachling in the elementary school is,

M. Delbert Lobbs, Practical Aspects of JTeam leaching
{San Franclsco: Fearon Publishing Co., 19&%), p. 3.



according to Polos, guite different from these other levels
of legarning.

In the elementary school, the idea of the
self~-contained classroom has prevailed. It
was not unusual te call in outside speclalists.
The general acceptance of the classroom *cell’
4id noty, however, lend itself to the improve-
ment of instruction. It was this element of
isolation with its fegg-carton! construction,
plus The necessity to attract into the profes-
sion accomplishaed teachers and retaln them and
to redeploy [their] teaching talents, that made
the elementary school a fertiie ground in which
to plant the seeds of team teaching.l0

Growth of Team Teaching

Although it is frequently viewed as a dramastic edu-~
cational breakthrough, Team tesching has 1ts antecedents in
several forms of elementary school organization. dmong the
plans that began with goals similar to those of team tesching
aré.the Platoon 3chool, the Winnetka Plan, the Public Plan,
and the Cooperative Uroup Plan. Of these, the latter, formu-
lated in.the 1950%'s by J. P. Hosic, is probwably the most re-
cent prototype. Under this glsn, small groups of tsachers
planned the instruciion for a large group of children within

two, or at the most, three grade levels) each grade had a

10

Polog, p. 0.



chairman who served in a supervisory capacity in addition to

regular teaching f‘unctlons.11 Thus, while team teaching may

be considered new, some of 1ts underlying principles have been

applied, to a degree, under varlous situations in the past.
The term "team teaching® first appeared in the

Education Pigest in 1957. It can be traced to a movement

sponsored by the Natlional Assoclatlion of Secondary School
Principals. In May, 1956, the Executive Committee of the
NASSP appecinted a commission to gulilde a study of staff utiliza-
tion. The Fund for the Advancement of Education supported

the study. Schools of all levels, elementary through senior
high school, throughout the Unlted States, have been involved
in experimental studies and demonstrations under sponsorship
of thls commission. The purpose of thls study was to devlse
new approaches to some of the problems confronting schools;
these inelude curriculum development, teaching methods, and
ways of utllizing space and staff. The program was not meant
to foster any particular approaches to the solution of educa-
tional problems. #All proposals, however, demanded flexibility
in school arrangements, in schedules, in staff utilization,

12

and in the instructional organization. Of the varliety of

projects thus undertaken, one type involved team teaching.

1lﬁillson and Scribner, p. P & W-54.

12
dobb, p. 5.
J. Lloyd Trump and Dorsey Baynham, Guide to Betier
Schools, Focus on Change (Chicago: Rand McHally & Co., 196

Pe 23-




At the elementary school level, ploneer work was done
in Lexington, Massachusetts, in cooperation with Howard Uni-
versity. The Franklin School, which began a team teaching
program in 1957, is the first recorded project. Experimenta-
tion was directed by the Harvard Unlversity Program of Re-
search and Development--SUPHAD~--which has since initiated a
number of ezxperimental educational programs.13 More detailed
information on the project is presented in a later section.

The Franklin School project has been followed by many
others throughout the country. Such projects may be observed
In at least twenty-four states--among them, Massachusetts,
Florida, Illinols, Wlsconsin, and California. They are op-
erating 1n at least 100 communitlies, 1n both elementary and

14 In many c¢ases, as 1n Lexington, they

secondary schools.
are linked with universlities conducting research activities.
A significant 1llustration is the Wisconsin School Improve-
ment Frogrzm of the Unlversity of Wisconsin. Descriptions
of 1ts activities and a varlety of other projects appear in
a later sectlon of thls paper.

3ince 1ts inception, then, team teaching has reached

the proporticns of a national issue. Main sources of in-

formation are reports by the projects themselves and

13Hlllson and Scribner, p. D & W=5A.

Y1b4d., p. DEN-2A,
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descriptive articles in educationsl journals; recently, books
based upon these sources and personal participation, have

been published. The ®road scope of the concept is indigated
not only by the many areas of the country in whieh it is found,
but by the school levels at which it is applied. Teaching
teams are reported in use in kindergarten through high school.
This paper deals primarily with reports of 1lts utiligzation in
the elementary school. Because there are so many different
types of programs beilng developed under 1lts auspices, the term
“team teachlng® cannot be narrowly defined. However, it is

necessgary to discuss the term.

inition and Nature of Team Teaching

A definition of the term "team teachlng® must necessar-
ily be kept flexible if it 1s to remain applicable. It is gen-
erally recognized that each school or school sysiem undertalking
to develop team teaching has interpreted the term to suit the
particular situation and objectives. Perhaps one of the most
workable definitions l1ls presented by Trump, who states that

a basic definition is possible-=though it is as
flexlble as the practice ltself. Team teaching

may be defined as an arrangement whereby two or
more teachers, with or without teacher aides, ©o-
operatlvely plan, instruect and evaluate one or more
class groups 1n an appropriate instructional space

and given length of time, so a3 to take a&v&a%ag@ of
the special competencies of the team members.ilo

15Tr-urnp and Baynham, p. 16. The references to “one or
more class group8” makes this definition applicable to the high
school as well as the elementary school, in the latter, teaming
1s based on one group of children.
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This definition is quite similar to that formulated by
3haplin, who distingulishes between team teaching and informal
coogperative arrangements by notlng three common characteristics
necessary in the legitimate team teaching situation. First,
team teaching attempts "to insure the effectiveness and con-
tinuity of these working arrangements by restricting team
members from returning at will to an independent classroom
and schedule."16 Second, teaching teams are composged of two
or more profegsional members due to the joint instructional
responsibllities assumed in thelr working relationship. He
does state that teams composed of a gualified teacher and an
intern teacher may properly be considered teams. Third, a
product of assigning a group of students to a teaching team
1s "the variety which may be introduced in the agsgignment,
scheduling, grouping, and locatlion in space of the students.“l?
The absence of one or more of these characteristics implies
the absence of a real team teachlng program.

in addition to these three characteristies, four
others are usually present, though not_essentlal to the defi-
nition given. The first is the development of further spe-

clalization in teaghing; members of teams i1deally pocssess

18judson T. Shaplin and Henry F. 0lds, Team Teach
(New York: Harper & Bow Pub., 1964), p. 10.

Y1p3a., p. 11,




compensatory skills, minimlzing individual weaknesses. The
second is the improvement of supervisory arrangements in
teaching; the less expert teachers grow under guldance from
the more expert. The third is the utilization of non-
professional aildes for ingcreased efficiency. Finally, the
expanded use of mechanlcal aids to teachling is facilitated
by regular accessibllity and use of the equipment when ap-
propriated to teams.18 These must not be regarded as being
excluslve characterlistics of team teaching, although they
are common where the program ls established.

One gource states that in the elementary school, the
common element of teaching teams 1s not the subject matter
but the student group, whereby students are supervised by a
faculty team. The members of thls team assume full respon-
slbility for the total academic program of the students, and
for much of their counseling over a period of time, pos-

19

2lbly as long as four years.

went places emphasis on three broad

characteristics ¢f team teaching at the elementary level.
First, teachers' redeployment ezposes them to all the children
in the group as they concentrate on their own areas of
strength. &scond, the regrouping of chlildren is essential

and can be basad elther upon children's ability or upon the

181p4d., pp. 18-19.

19Robert G. é&ndree, *How to Improve Instruction with
Teaching Teams,” Sghool H nt, IV {(November, 1960}, pp.
51=54,




objeatives of the lesson. Third, scheduling and programming
are fitted to the instructional pattern, rather than the
latter being forced into the f‘ormer.20 inherent in this is
flexibility.

Zach of the above descriptions refers to the organ-
igational aspect of team teaching. Some authors place greater
emphasis on a second important aspect of teams. Lobb, after
agknowledging the necessity of assuming a continuing joint
responsibility, states that ?team teaching is more a spirit
and an attitude than a specific design."gl Dean and Wither-
spoon write the following:

The heart of the concept of team teaching lies

not in details of structure and organigation

but more in the essential spirit of cooperative

planning, constant collaboration, close unity,
unrestrained communication, and sincere sharing.

22
gffective group interaction does form the basisg for suocessful
team teaching, and because this interaction takes place most
intensively within each teamy, it will be included in a dis=-
cussion of the team itself.

Anderson integrates the two aspeats in his definition

of team teaching. He states that the theoretical ideal would

2.”How to Introduce Team Teaching in Your Elementary
Schools,” School Management, V {November, 1961}, pp. 58-862.

2

1.
“Lebb, p. 6.

22Hillsen and Soribner, p. D&W-LA,



be the

extenslve co-lnvolvement of a number of
teachers (three to six} in the entire range
of instructive-related functions: planning,
actual work with the same ¢hlldren, and
evaluation; Jjolnt-formulation of broad in-
structlonal objectlives and determination of
immediate teaghing goals; periodie¢ oppor-
tunlty to contrlbute to plans of members;

to obgerve--extensive intra-team communica-
tion.<3

Several factors basic to team teac¢hing programs are
suggested. These lnclude: cooperatlive planning, instructlon,
aﬂd evaluation; recognition and utilization of 1ndividual
teachers® talentsj flexible dally schedulingj student group-
ing for specifie purposes; the use of space and materlals '
appropriate to instructional objectlivesy and the use of

teacher aides.

As a fundamental procedural change, then, team teache
ing challenges the assumptions on which the conventlonal
gohool orgenlzation rests, Complete teacher autonomy, an ’
unchanging instructional group size, lnstruction by one
teacher in all or most subject areas, and equal but statiec
teaching poslitions are no longer consldered ac¢ceptable. As
a procedural change, team teaching rests partlally on the
assumption that the resulting efficlency ant flexlibility in
the utillization of telents and services of school personnel

will facllitate curricular goals.

2
BZEié‘, p. ASN24,
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By strategliec assignment 1t seeks to
create programs of improved teaching and
effective leaming, responsive to the
range of needs and abilities of children...
it seeks to assure an increased degree of
educational challenge, opportunity, and
enrichment and an improved opportunity
for them to move farther and faster when
they are alike.2%

3. J. Singer states that the objectives of team teache
ing are directed at those areas of the instructional program
reoelving inadeguate attention in the conventional elementary
school:

1) to develop creativity, adaptability, respon-
sibility, and habits of inquiry in students

2) to make more intelligent use of teachers’
specialized talents, training, time, and
energy

3) to improve the guality of teaching through
the in~servioe nature of the team design

4} to provide a program of student grouping
which permits instruction to be more ef-
fectively geared to individual student
ability

5) to provide realistic treatment of individual
differences to supplement the identifying and
dlagnosing of these differences

6) to provide time and facilities during the
school day for teachers to prepare lessons,
develop imaginative materials and keep
abreast of new developments

7) to provide students with group experiences
prerequlgite to successful citigenship in a
democratic soslety.25

The only justifiable reason for adopting team teaching

1s the immediazte or ultimate improvement of instructicn.

2%1b1d., pp. D&W-43, SA.

25David W. Beggs (ed.), Team Teach:
{Indianapolis: Unifled College Press, INC., 196
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An underlying belief i1s that a group of professionals focusing
on the same concern will arrive at solutions and methodologies
superior tc those arrlved at if the same individuals worked
independently. Through professional interactlion and effective
use of both time and talent, the general upgrading of capa=-
bilities should result in an improvement of instruction. The
following 1s a clear statement in bullding a ratlonale:

The keystone in a rationale for team teach-
ing 1s the belief that the total accomplishment
of the group can be greater than the sum of the
talents of the indlvidual teachers. It is the
hope that the cooperative endeavor, the synerzy,
will produce results that are greater and more
far-reaching than lsolated individual ef‘forts,26

200 0bb, p. B.
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CHAPTER II
IMPLEMENTATION OF TEAM TEACHING

Heathers has established the necessity of sound
planning when a school or school system is contemplating any
type of change. The implementation of team teaching, in
particular, requires intensive planning. Bssentially it

eonsists of four steps:

1) analysis of desired outcomes, detalled and
thorough with specifi¢ ways of measuring
achievement of goals

2) examination of program features which can be
introduced feasibly and 1n accordance with
desired goals

3) establishment of causal relationships between
program features and deslired outcomeg; that
is, between such features of team teaching
as flexible grouping, large-group instructlon,
formal team leadership, teacher speclalization,
uge of aldes, and instructional goals 1n each
curriculum area

4} the consideration of influences on the local
situations that isy, all those whom the program
encompasses and affects directly or indirectly.l

Thus, it is important that goals and operationzl ob-
Jjectlves are agzreed upcon and wlll be understood by all those
taking part in the program. Fach participant’s involvement
in goal determination increases the probability of achieviug
desired outcomes. The degree of involvement depends,; Lo a

great extent, upon the desire of the members of both the

l@iiison and Seribner, pp. ATS-24, 34,
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administrative and teaching staffs to lmplement the program.
The role of the administrator is of paramount lmpor-
tance, particularly at thlis phase of the program. It 1s up
to him to involve the participants in the planning stage and
to provide common directlion for a range of innovations which
may be formulated. "The success of implementing team teach-
1ng will be directly proportionate to the leadership abllity
and commitment of the local school administrator&“QC
Realistlic assessment of the faculty 1s essential.
Related to this 1s the need to consider in-service training,
teacher load, teachers! various talents, and the team's role
In the school. Although the adminlistrator®s responsibility
covers a broad area, he musf depend upon the teaching staff
to carry out the plans made. For thls reason, it 1s of
primary lmportance that the team teaching program not be
forced upon the members of this staff. Because reluctance
to change from the conventional classroom approach can re-
sult 1n a major obstacle, no teacher should be pressured into
participating. This does not necessarily mean that all those
3

who volunteer should be placed on teams.l Those chosen
should have studlied the various potentials of the program,

and they must understand the extent to which they will have

32585589 P 97,

139ean Corrlgan and Robert Hynes, "Team Teaching:
Proceed with Caution!*" Clearing Houge, xxxix {January, 1965),
P. 312.
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to change from the traditlonal pattern of teaching.4

Once the particlipants are selected; the administrator
‘must focus on giving sufficlent opportunity and support to
develop a working rationale for team teaching and to obtain
the new skllls and methodologles necessary for successful
1mplementat§.on.5 The morale of the teachers will be a
direet factor in thelr working relationship and productivlty.6
Teachers who wlll consti tute the team should be given experi-
ence in working closely together prior to actual implementa-
tion. The "unlearning” reguired of the teachers from self-
contained classrooms encompasses areas such as declsion=-
meking, types of avallable choices, degree of self-reliance
or independence, ¢lassroom procedure, and peer scrutiny. The
above factors often change to such a great degree that teagher
morales may e endangered. Thus, the administrator's con-
tinuous leadershlp and enthusiasm after initlation of the
program are ©: much conseguense.

Communioation between the team and administrator,
usually facilitated by the team leader, ailds the process of
change. The administrator does not relinguish authority to
the team, although the latiter takes on certain quasi-adminis-

trative functions. He must remain informed at all times in

I
‘Beggs, p. 55.
>Ibid., p. 97.

6“hi@ag@ Public Schools, Quidelines for Team Tesching
(Ch&cago: Board of Education of the City of Chlcagog 1960),
p. 4,




order to insure that team teaching becomes operational and
maintains its effectiveness.

The administrator’s responsibility for assessment
includes not only the teachling staff but the facilities to

be involved.

The team teaching projects described in this paper
should illustrate that, while there are schools specifically
designed for this purpose, many are able to carry out an ef-=-
ficlent and effective program within schools desligned for
self contalnment. Although some advooates claim that arch-
itectural changes are egsential, there seemé to be a cone
sensus that there are actually only three basic facilitlies
needed. for an operating team.’

4 planning area for team members is of primary im-
portance. This may be a specilally designed room, a work-
room, or an area of the teachers' lounge or library. There
should be emough room for teachers and paraprofessionals
to sarry on different asctivities, such as discussiony
preparation of materials, and research.

4 second type of area needed 1s that for varicus

student grouplngs. Again, schools employ different means

'7Beggss Ps 55. V
Hillson &nd Seribner, p. D&W-124,
Klausmeler g% @l., p. 30.
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of providing the areas necessary for large and small groups.

Some have speclally des;gned interiors,; while others utilige

auditoriums, cafeterias, and movable partitions to reorganize
space.

Pinally, a resource center is desirable. This is
broader in scope than a libraryj; it should contain materials
useful to both students and teachers. Here, students can
engage in independent study or work with teachers on an in-
dividualized basis. Any equlipment such as tape recorders
and overhead prejectors weuld be available for use. It 1s
desirable if this area 1s close to the planning area to
facllitate immedlate use by teachers as well as students.
These facilitlies do =zot negessarily have to be bullt into a
speclially deslgned school for team teaching. While space
is utilized in new ways, the creatlon of space is not ¢s-
sential. Beggs expresses the following opinion:

Any school which has enough space o op=

erate a tradltional school pregram has enough

space to operate a team teachling program. The

new program may reguire a redistribution of

activity areas or imply a redeployment of fa-

gcillities, but it doesn't require either a _

greater area or contemporary architectural de

sign. The teaching and administrative staff

-must first identify the instructional %%é?g
snd then relste them to the existing physical
Taeilities.

Once a team teaching pregram becomes
operative, the space and use needs become

-
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apparent. The contention that facilities

are barriers to team teaching 1s more often

an excuse than a reason for not employing

the concept.8"

Although, of course,; a bullding assigned for the
program is desirable, the project reports lend support for
the minor treatment of this phase of team teaching. No
ma jor obstacles to the general program are reported as being
caused by improper facilities. This support can be extended
to the need for additional resources and equipment. While
audiovisual and technical alds are often listed among char-
acteristics common to team teaching programs, they can be used
beneficially in a conventional teaching situwation. Additional
techniecal alds and machines; as well as resource personnel,
are desirable and enriching to any programi; however, as Dean
Witherspoon state, “Concelvably, the underlying principles
of team teaching sould be applied without the use of such
additional resources,"g'

Initially, team teaching cost money , for training
and for the purqhase of materials for individualized instruc-

tlon.le This area 1s another to be considered by the admin-

istrator. He must make a realisic assessment of what is

‘available, and of what is essential in carrying out the

program.

8Beggs9 p. 49,

‘9H11130n and Seribner, p. D&W-.lZi,

1OC_orrigan and Hynes, Clesring House, xxxix, p. 312.
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Finally, the administrator, as well as the teaching
staff, must take into consideration the effect of the pro-
gram on the students. While the ultimate goal 1s improved
instruction, the way the team teaching program is imple-
mented will be an important factor in its success. Possible
difficulties in adjustment on the part of the students must
be anticipated, as should be the danger of lmpgrsonallty@
These problems should be minimized by proper planning be-
fore and during the actual implementation of the program.
Teachers' responsibility for individual learning as well as
adequate individualization of instruction 7is essential to
a program based on children®s needs, rather than on

gimple manipulation of time and peopleg.cs.

The program for inaugurating team teaching

should not only anticipate many of the more

difficult adjustments in adapting personnel,

procedures and faclilities to team teaching,

but it should build the conoepts upon whigh the
new instructional approach will be based. 1

ll%eggs, p. 93.
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CHAPTER 111

STRUCTURAL ASPECTS AND PERSONNEL ROLES

Total Elementa

ry School Organization

It has been established that team teaching 1s largely
an organizational concept. Most educators distingulish be-
tween several types of elementary school organization. Good-
lad describes the essentlal difference between team teaching
and the graded, multi-graded, and non-graded organizations of
the elementary school. Team teachlng, or the assignment of
teachers and students to classes, 1s a way of organizing the
sghool on a horizontal basis, while the other types of organ-
lzatlon are essentially vertical, moving students upward
through the school. Desplte the impllied autonomy of each
type of organization, he states that “the horlzontal flexi-
bility of cooperative teaching and vertical flexibility of
nongrading have a certain compatibillty.“l‘

dnderson makes a further statement concerning the
relationship between horizontal and vertical organlzation:

Team teaching and nongradedness in combina-

tilons, especlally where multi-age groupings

are also employed, appear to represent an

ideal or ultimate form of school organizaticn.2

The four basic combinations formulated by Anderson are

in descending order from a theoretical 1deal to the least

lH11180n and Scribner; p. GDL=44.
214d., p. ASH-UA,
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desirable pattern:

1) non-graded vertical organization (continuous
progress)
team teaching horizontal organization
multi-age or inter-age grouping

2) non-graded vertical organization
team teaching horlzontal organization
unlt age grouping

3) graded vertical organization (promotion/failure)
team teaching horizontal organization
multi-age grouping

L) graded vertical organization
team teaching hor%?ontal organization
unit age grouping >

FIGURE 1
Four Organizational Combinations

NG NG G G
TT TT - TT TT
MA ua MA DA
(1) (2) {3 (L)

It can be sald that team teaching and degrees of non-
gradedness supplement and complement eagh other. Together
then, they present a scheme of elementary school crganization.b’
When speaking of team teaching, the team takes on both vertieal

and horizontal structural elements. Vertical elements are

3 .

% Jonn I. Goodlad, "News and Comment,"
ournal, LIX (October, 1958), p. 7.

B
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those related to students' progression upward through the
schocl. Team structures may be designed on an intra-grade
basis including teachers, students, and curriculum normally
assigned to one grade level. Another possibility is an
inter-grade arrangement inclwuding persons and curriculum of
two or more grade levels. In this arrangement, grade level
identity is retailned. A third arrangement 1s the non-graded
patﬁern allowing children to progress in a relatively un-
broken manner. This 1s the pattern which Anderson sees as
the ideal one. Figure 2 illustrates how a school can move
from an intra- or inter-grade arrangément to a completely non-
graded -arrangement. |

The horizontal dimension of team structure ineludes
way of assigning teachers, students, and curriculum accord-
ing to subjects,; functions, or student groupings. A subject-
based team structure can be formed for one subject area
(single discipline) or a combination of two or more subject
areas (inter-discipline); in the latter the subject areas re-
tain their identities although integrated by the team. In
addition to subject-based teams, an inter-functional team
pattern combines: teaching with other classifications such
as guldance, library, and health services. A third group of
horizontal patterns is based on grouping of students by

abllity, interests, needs, or other faciors.” Becsuse 1t

5 Lobb, pp. 36-7.



27
FIGURE 2

Team Teaching and Degrees of Nongradedness
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forms the basis for a great majority of team teaching struc-
tures in the elementary school,; grouping will be discussed in
detaill at a further point in this paper. The horizontal ele-
ments are not mutually exclusive, but can be combined into al-
most unlimited variations.

Bepresentative combinations may indicate the scope of
those actually in existence in elementary schools. Each model
is described in terms of the traditional organizational pat-
tern of the self-contained classroom.

Three basic patterns are based on the vertical dimen-
sion of team organization, or that of grade levels:

1) The first 1s a team organized on one grade

level, involving all classes of that grade.
In an extremely large school, it might be
necessary to form more than one team per
grade. (Figure 3=A)

2) The second 1s a team gonsisting of one class
from eac¢h grade level within the school. At
this extreme, as many teams are formed as there
are vertical arrangements of classes.

(Figure 3=B)

3) The third model involves teaming of two or
three grade levels, including all classes of
each of these grades. This stands at the mid-
point between the first two extremes. The
teacthers are responsible for a group of stu-
dents over an extended period of time, usually
two to four years. (Figure 3=C)

Three other patterns are based on a horizontal dimension
of team organization, or that cf content:

1) The team may be based on one subject taught to
students of one grade level. As many teams
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can be formed as there are major subject
areas in the curriculum. (Figure 4-4)

2) The team can be based on one content area
© taught to students from all grade levels in
the elementary school. As many teams can
be formed as there are content areas appro-
priate for all grade levels. This represents
the opposite extreme from the above pattern.
(Figure 4-B)
3) The third pattern stands between the extremes.
The team is based on one subject or skill
area taught to students of two or three grade
levels. As many teams can be formed as there
are major subject are%s appropriate for those
grades. (Figure 4-(j
Those models presented under the vertical dimension
of team teaching are those most often initiated in the ele-
mentary school. The first is common when two or three teachers
work as a team at their one grade level. The third 1s the
most common pattern existing at present. It has been shown
how this pattern can lead to non-gradedness. Those under the
horizontal dimension which are baged on subject areas are most
commonly initiated at upper levels in the elementary school.
These are similar in many ways to departmentalization and can
lead to such organization unless sufficlent teacher interac-
tion continues.
Bach of these team patterns can be modified by the

internal team structurey that is, categories of teachers and

" ©John &. Brownell and Harris A. Taylor, “Theoretlcal
Perspectives for Teaching Teams,® Phi Delta Ksppan
(January, 1962), p. 152,

Chiecago Public Schools,




FIGURE 3
Teams Based on Vertical Organization
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FIGURE 4

Teams Based on Horlizontal Organization
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auxlliary personnel may be varied by redefinition, inclusion,
or exclusion. Inter-disoiplinary team combinations and the
elimination of arbitrary grade levels can be accomplished to

varylng degrees and at various levels of complexity.

zatlon and Leadersghip

As 1s implled by the definition of team teaching, a
team may consist of as few as two members, each of whom 1is a
fu;}atlme certified teacher. A large team may consist of two
or more certified teachers and one or more uncertified aides.
Still larger 1s the team consisting of certiflied teachers, non-
gcertified aldes, and speclallists assisting on occaslon. Trump
1llustrates the variety of team sizes in his deseription of a
country-wide staff utilization project in which most teams
numbered four members, but several numbered more than four
and some numbered only twos7’

Once the composition of the team is determined, a
decision must be made concerning the actual team structure;
that isy the organization of the working relationships among
the teachers must be defined. This is esseuntial, as the
definition implies formal commitment and acceptance of re-
sponsibllity on the part of each member. Currently there are
two basic kinds of teaching teams in operation, representing

the two extremes of formal organization and variations between

7Trump and Baynham, p. 86.
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these extremes.

The cooperative or assoclative team is one in which
each member 1s consildered an equal 1in a partnérshlp. On such
a team, there 1s no formal designatlion of leader or goordinator;
leadershlp resides either outside the team, possibly with the
principal, or 1s meant to emerge out of the group process and
rotate among teams members.8; Emergence of natural leaders
would stem from thelr experilence, managerial abllity, depth
of knowledge in a subject fleld or skill in a particular tech-
nique, or sheer force of personality.9' Each teacher has
equlvalent responsibilitles in several areas.

At the lowest organizational level, cooperative teams
would conslist of teachers who trade or combline classes for
brief perlods, on a casual and informal basls. These teams
become more formally organized when teachers are assligned
Joint 1nstructlonal responsibility for certaln deflinitely
scheduled periods of time. At the highest level the members
of the cooperative or assoclative team are assigned equal re-
éponslblllty for the instructlion of a group of students most,
if not all of the time. This level 1s *a falrly common arrange-
ment which c¢an be found in about fifty schools in New York City

and in schools all across the country to California, where many

(SShaplin and 0l4s, p. 10.
9Balr and Wood . rd, p. 62.



such programs are 1in operation.10

The seecond maln kind of teachilng team 1s organlzed on
a hlerarchical basis. Omn such a teamy, several formal levels
of responslibility are establlished, with prescribed statuses
and roles. Leadershlip in the form of quasl-administration for
the group 1s provided by an appointed or elected team leader.
Each teacher has responslibilities within well-defined limits.
Varlatlons 1n asslgnments are based on the differences in
teacher competencles. Team leaders and speclallsts may spend
more time 1n preparatlion of materlals,_currlculum development,
and evaluatlion. They would then spend fewer hours a week in
direct student contact than would those teachers who do less
research and related activity.

4s wlth cooperative teams, hlerarchical teams have
varying degrees of complexity. A& slmple form would conslst
of a number of regular teachers and an experlenced teacher
as leader, thus formlng two levels of responsiblility. A third
level 1s formed by the inclusion of the intern and/or student
teacher. The team becomes more complex as professlonal and
non-professional persomnel are added to the slmple form de-
scribed above. OQOn such a team different levels of responsi-
bllity are deslgnated to the team leader, the regular certified

teachers, teaohing lntemms, and instructlonal aildes. At this
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level of sophistication, greater emphasis may be placed on
non-gradedness, but, the combination of two or three grade
levels is more common.

Two more hierarchical levels are established when
senlor teachers are distinguished from regular certified
teachers, and when clerical aldes are appointed in addition
to regular teacher aldes. A4 final degree of complexity 1is
reached when teacher speclalists are distinguished from both
regular teachers and senior teachers. A team of this com-
plexity usually employs an auxiliary, or part-time teacher
ﬁho substitutes for team members regularly and attende team
meetlngs.l1

The enumeration of the degrees of complexity which
are possible illustrates a varying number of levels of au-
thority descending from the team leader to the clerk. It 1is
assumed that the greater the size of the team, the more com-
plex 1t must be. The incluslion of additional personnel im-
plies the establishment of well-defined roles and levels of
authority.

An aspect not encountered in the cooperative team
is that of salary scales based not only upon guantitative ex-

perlence, but upon teacher assignments. Irump predicted that

11John A. Brownell (ed.), &I L. iea R
gram, Annual Report (Claremont,; Calif.: Claremant iraduate
School, 1962}, pp. 2-4.



36

the hlghest salaries would be pald to "team leaders and teacher
speclalists, those who are most skilled 1n small-group discus-
slon, large-group lnstruction, and in stimulating independent

study. 2

This is not yet widespread, although the trend seems
to be toward formal assignment of leadership roles wilthin the

team.

LONE OF Looperative and
archical Team Structures

The relative merits of the two team structureshave been

the sﬁbject of much discussion. Some of the vliews favoring
each pattern of organlzation will be presented here.

There are two basle assumptions underlying the hler-
archical structure which are put forth by Polos. The first
1s that this structure could be used to provide in each school
a feaslble; reallstic merlt system. The second 1s that 1t
could provide. a "hlerarchy of professilonal attalnment.”lB
The emphasls in both of these assumptions 1s on a career line
not existing in the traditional school organlzational patterm
or the cooperative team structure. Thus, honor and prestige
would accompany those roles requlring greater competencles.

Thls career emphasls 1s further supported by thils

statement:

1zTrump and Baynham, p. 48.

13?0108, p. 26.
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Below the college level, all teachers are

supposed %o be equally replaceable parts....

4 teacher 1s supposed to make progress in

the profession not through promotions in

rank with corresponding salary differentials,

but simply by staying on the Jjob.... Monetary

incentives are not the answer to any person-

nel probiems, but to reject them as irrelevant

is to dsggt the baslic appeal of a capitalistic

sogiety.

Administrative efficiency is a third assumption on
which the hierarchical structure is based:

Whenever the number of teachers in a team

is greater than two, the need increases to

have a designated team leader to provide

the administrative leadership necessary for

a smooth operation.l5
Thus, as has been stated, responsibility for group action
would be attached to one person who in turn would be in a
pogition to establish good working relationships among the
staff. His activity would increase the flow of communication
within the schools; particularly that between the principal
ard the regular teachers.

A fourth assumption is that the hierarchical team
of fers superior guldance and -‘instruction to new and inexperi-
enced teachers, particularly to interns and student teachers.
Experienced teachers give supervision directly and indirectly,

by example.

14”hllllp Lambert, William Goodwin, and William welsma,
4 Study of the Elementary-Sechool Teaching Team,” El
Sehool Jourmal, LXVI {October, 1965}, p. 29.

lsJohn A. Bahner, "Team Teaching in the Elementary
Sghool,” Edwpsation, LXXXV (February, 1965}, p. 341.
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The team, 1f properly structured...; pro=-
vides a highly organlzed framework within which
a new teacher can continue to learn the mysterles
of the art of teaching. Here the neophyte finds
some form of security and flexiblility, an oppor-
tunity to learn to share in planning, time to
do senslible planning, observe the method of ex-
perienced colleagues, learn how to avold the
pltfalls of inexperienced teaching, recelive
valuable advice on the matters of dlscipline,
grading, the handling of large and small groups,
and how to be a 'team®' member--in short the team
concept helps to bulld a foundatlion upon which
the beginning teacher can stand f‘lrmly.l6

Generally, the advantages of the team hierarchy struc-
ture are seen as belng an lncrease in productivity, the addil-
tlon of effectlve non-professional people to school staffs,
lower turnover rate of team leaders into purely adminlstrative
or supervisory positions, prestige of the profession (which

would attract superlor college graduates), and better staff
17

morale.
Anderson presents conclusions drawn from studies made
of hlerarchical teams:

1) The exlsting corps of teachers finds i1t difficult
to accept hierarchy before having direct experi-
ence with 1it.

2) Veteran teachers who joln hierarchical teams
usually develop poslitive attitudes toward hlerw
archy, though some do not. )

3) Young teachers who begln thelr careers in hier-
archical teams find it to be both helpful and
desirable.

L} There 1s a strong relatlonshlp between the com-
peténce-of the leader and the team members?®
feellngs about the hierarchy.

lE’Polos9 p. 106,

1 pahner, Bducation, LXXXV, p. 341.
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%) ®uplls, especlally at the elementary level,

tend to value and approve of all of the
members of the team regardless of thelr role.

6) Competition for leadershlp roles does become

evident in some teams, but the effect of this
seems to be g@n@rgély constructive rather
than degirustive.

Polos emphasizes the continuity in the over-all pro-
gram provided by the hierarchiecal team strueture and remarks:

It is most interesting to note that teams

which have been sucg¢essful have...used the

®* team hierarohy™ approach. Sohools which have

left the leadership to drift in the amorphous

cloud of grcup dynamics have been foreed to

adnit later that_friotion developed during

team operations.

This 1is where the main objection to the cooperative
strueture seems to lie. The lack of a fixed line of respon-
sibility exists as a result of the emphasis on natural leader-
ship. W¥When natural leaders emerge, they lac¢k decision-making
authority. Thus, declsions tend to be made by compromise,
and these may be less innovative and of lower quality than
those msde dlrectly:by a leader.20

The intensive interaction inherent in the cooperative
team struéture requires that each team member submit finally
to the decisions made by the majority, although individually
he may disagree with them. This is required in the hierarchi-
cal structure as well. Polos states that, 1f in the coopera-

tive team,

185haplin and 0lds, p. 191.

19?0193, Pe 17
20841 and Woodward, pp. 29, 62.
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there 1s the concept of *“we" rather than

#I% and the members of this leaderless team

accept this, then the assoclative {coopera-

tive | type team could be fairly successful;

however, this leaves unsettled the matter

of coordination and team responsibility.ll

Advocates of the cooperatlve team structure feel that,
in general, a team 1s more productive when the members are of
equal rank and status. They point out that on such a team
each member*s full interest and effort will go into the teach-
ing enterprise. Ploghoft impllies that this c¢an not be found
in the hilerarchical teamj; because 1t requires a team leader
and "teaching members who are less competent {that 1s why
they are paid less) than the leader, the administrators must
intentionally recrult some inadequate teachers or arbltrarily

22 dther

classify some as less competent than the leader.”
warnings 1ssued agalnst the hierarchical structure point out
the chances of divislons bullding up within the team, abdica-
tion of responsliblility by some members, and the creation of
artificial barriers between fellow workers.

Finley brefers the "f*change of leadership' within the
team and the absence of the line and staff appearance in an

elementary school.,”23 Corrigan and Hynes, speaking of 1lnitiat-

ing a team teaching program in the elementary school, express

21Polos, p. 17.

22¥i1ton E. Ploghoft, "Another Look at Team Teaching,"
> House, xxxvi (December, 1961), p. 220,
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the opinion that a cooperative team program, with all members
equal in status and authority, would generally be best. ¥*It
seems to offer more advantages and fewer disadvantages than
the hlerarchiecal form of operatlon.”24

It 1s evident from these views that support can easlly
pe found for both the hierarchical structure and the coopera-
tive structure.25 There is no one form of organization which
has proved to be best for every school. The team structure
must be in harmony with the school phllosophy, organization,
size, avallable personnel, areas to be taught, and objectives
to be achieved. If the school organization as a whole 1s
clearly and tightly structured, with centralized authority,
team hlerarchy may be acgcepted as most appropriate. However,
if the school organization 1s informal, with decentralized
authority, the team may operate in a more casual manner within
a cooperatirve structure. Compatibility with the school setting
is a primary factor determining structure.

sefore personnel roles are discussed in detail, it
may be helpful to see them in contexti; that i1s, within the
structures which have been dlscussed. The following charts

should 1llustrate the degrees of organlzational complexity

2k

Corrigen and Hynes, s AXXIX, p. 312.

25Lambert, Goodwin, and ¥Wlersma, Llsmentary Schoal
1, LXVI, p. 29, 1lists sources in which arguments for each
£ structurs can be found.
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FIGURE 5

Leadership Model: Cooperative Team

Teachers remain autono-
mous while working in a
voluntary federation.

<
%

Teachers are on an equal- /
itarlan basls, but lead- ¢
ership 1s exerclised by f
each teaecher on a ro-
tating arrangement.




FIGURE 6

Leadership Model: Simple Hierarchical Team

TEAM

43

TEACHER

LEADER \
TEACHER TEACHER
-CPERmAL PRACTICE
AIDE TEACHER

STUDENTS




FIGURE 7

Leadership Model: Complex Hierarchlical Team
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and the resultant divisions c¢f responsibility, both within

the team and the entire schoel.26

Personnel Involved in Team Teaching

Principal

It 1s obvious that the traditional role of the prin-
cipal as administrator will become a new and more active one
in the team teaching program. <Thls may constitute one of the
most lmportant role changes made within the school.

As 1n every school, he is ultimately respon-
sible for the success and fallure of all activi-
ties within it. The principal, at the top of
the bullding hilerarchy, i1s the major adminis-
trator,; coordinator, and supervisor for the im-
plementation of the unifled curriculum designed
to meet the needs of each chlild in his school.

He 1s a true educational leader and a perscnnel

manager in the best sense of each term.27

These two added characteristics of his role are ap-
parent in his intensive interaction with the staff members.
He works with profsssiongls and non-professionals, many of
whom are also engaged 1n redefining thelr roles in the school.
Working closely with them, he 1s expected to galn knowledge
of thelr competeneles and limitatlons.

Specifically, the principal works with the teaching

teams and team leaders, who form the second leadership

26%@&@13 are adapted from the following: Brownell and
Taylor, pni Delts Ksppasn, XLIII, pp. 150-57; Chicago Public
Schools, Guidelines

2?Balr and Woodward, p. 66.
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structure within the school. ©One source emphasizes the new
dimenslon 1n the leadership role taken on by the principal
when he exercises preventive supervision in team planning
sessions 1n which he participates. In many instances it 1s
he who leads in "initiating, stimulating, motivating, re-
searching, and evaluating. He brings to the staff‘s atten-
tion new ideas and develops an awareness of the need to
select those most pertinent to the local program.“28

His role requires that basic changes be made in the
way he spends his time and energy. Because he must be in-
volved with the actual teaching process taking place, he must
spend a greater part of his time in the classroom. He must
spend time researching new ldeas, techniques, and material,
becoming an additlional resource person for the team.29 Some
of his time is freed for these pursults by the teams them-
selves, in that they take on the responsibility for many
scheduling functions formerly handled by him.

The role of the administrator is both succint
and vital to the team teaching program. In addi-
tlon to active leadership in the area of 1ideas,
his greatest contribution is in providing a
c¢limate for healthy democratic growth, in which

ldeas can be expressed, plans integrated and 0
evaluation geared to producing a workable deslgn.3

280hicago Public Schools, Guj 7

291bid., p. 12.

3OBeggs, p. 167.
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It was stated that the principal is ultimately re=
sponsible for successes and fallures occurring in the school.
This implies that his influence permeates the atmosphere of
the entire school program. "The administrator?s enthuslasm
may not guarantee success, but his lack of 1t may wvery well
guarantee fallureo”jl Here, his abllity as personnel manager

is of paramount importance.

Team Leader

The team 1eader ‘1s the recognized head of the team.
His role depends upon the philosophy of the school and the
members of the team. He may serve primarily as a liason be=-
tween the team and the administration, but generally he 1is
considered the "key to the team aperatlons“32

In a major sense he 1s the person who is at
a point where the goals of education, the teach-
ing staff; the curriculum, and the teaching
strategy converge. He has major responsibility
fer the planning, teaching, and evaluating cycle
of his team. The team leader is at the apex of
the team hierarchy and is an experlenced, mature
master teacher with the ability and willingness
to assume major responsibility for administering,

, coordinating, and supervising the work and ag¢-

ﬁivi%%%g’ef the teachers, puplls and aildes of his
team.

31Chlcago Public Schools, Guid “fﬂré_i,, P. 7o

32Robert Marsh, "New Technigque Has Advantages for Both
[i1linole Bducatls

Stugigts and Teaohers,” 11 1; L (November, 1961},
P .

patr ana Woodward, p. 68.
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Ordinarily the leader 1s a certified teacher wlth a
master’s degree and a number of years of teaching experlence.
Lobb emphasizes that the designation of the team leader should
not be dependent on any specific teaching functlon,34 That 1is,
the leader should not be appolnted for the purpose of lecturing
to large groups, writing lesson plans, preparing visual mate-
rlals,; or working with seminar groups. These actlivities are
participated 1in by all team members, and the leader has the
responsibllity of delegating the work to various teachers. He
1s responsible primarlily for insuring that there 1s no over-
lapping of assignmentsi:: The: leader spends part of hls time
teachings; however, hls supervisory duties are extensive, par-
ticularly in planning and evaluatlon.

Like the principal, the team leader 1s in a vital po-
sltion as a personnel manager. He works closely wlth both the
prinelipal and the members of hils team. Shaplin recommends that
the team leader possess, in additlon to the master's degree,
training in supervislon and human relations or educational
soclology. He would have had to demonstrate his ability to

work well with teachers in a leadershilp role.35

Senior Teacher

The senlor teacher 1s an experlenced master teacher

34Lobb, p. 17.
35Shaplln and 0lds, p. 196,
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with a content speclalizatlon in at least one ar@a. He ex-
erclses coordinating and supervisory leadership for the team
in the area or areas in whigh he has speclal interest or skill.
His leadershlp takes the form of development of curriculum
materlals, instructlional units, lesson plans, evaluation of

procedures and objectives. The senlor teacher alds in organ-

lzatlon of groups, ldentiflcation of good teaching technlques,
and supervislon and training of ilnexperienced personnel. He
teaches 1n instructlonal areas other than hls own under the

supervlision of the team leader and other senlor teachers.

36

He 1s generally equlpped to do a superlor Jjob in instructlon.

Teacher Speclalist

The teacher speclallst 1s a regular certified profes-
slonal who has a high degree of competence in a particular area.

He teaches in all areas as do the other teachers on the teams
but he takes a leadershilp role in long- and short-range planning

in his subject area. The speclallst 1s not recognized as such
only when he demonstrates skill in a subject area or one aspect
of a subj)ect area. He may be considered as a leader in working
with groups of a partigular size, or he may have extenslve ex-
perlence 1n the use of certaln teachlng technlques. Hls leader-

shlp 1in these aspects ¢f teachling qualifies him as a speclallst.

36Balr and Woodward, p. 70.

Lobb, p. 17.



51

Certifled Teacher

The regular certifled teachers possess general quall-
fications for thelr professional tasks. The regular teachers
constitute the bulk of the teaching f'orce.37 Each regular
teacher teaches most subjects to puplls in large and small
groups, and works individually with them. He plans and
evaluates wilith other team members the units and lessons to
be taught after objectives have been formulated. However, he
usually retalns a degree of classroom autonomy in that, wlthin
a Jointly established framework, he uses those techniques most

38

suc¢cessful for him. Other aspects of hls role include the

ldentification of unlque needs of puplls and active communica-

tion with parents. Generaily, he 1s expected to cooperate

with team leaders, senlor teachers and other regular teachers
in planning teachlng, and evaluating. PFlnk cltes those quall-

. tles of teachers which are especlally cruclal for tralining

purposes as belng:

readiness to listen to the 1ldeas of others:

readiness to try new ideas:

abllity to change preconcelved ldeas _

abllity to accept criticlsm from others,

abllity to get his ldeas across to others

abllity to assume leadership effectlively

a strong commitment to developlng a successful
team program

N OV ETLY DD
e N N e et S

71034,

38Balr and Woodward,; p. 73.
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8) an attitude favoring 1nqu1ry°39

Intern Teacher

The 1lntern is a candldate for a teacher certificate
dolng full-time supervlised teaching in the school. He 1s gen-
erally a college graduate completing additlonal requlrements
for acceptance into the profession. The intern is glven
supervlision and tralning by the professlonal members of the
team, more specifically by a senlor teacher working with a

college or universlty supervisor.

Student Teacher

The student teacher 1ls a college student assigned to
the school by the teacher educatlon department of his college.
He 1s to observe part of the time; the rest of his time 1s
spent dolng directed teaching under supervision of a master
teacher, He does not have a full teachlng assignment as does

40

the intern teacher.

Teacher &lde
The teacher alde l1ls a paraprofesslonal who has had

academlc tralilning but does not hold a teachlng certiflcate

39Dav1d R. Fink, dJdr., “The Selectlon and Training of
Teachers for Teams,” HNationsl Elementary Teache:x
(January, 1966), p. 57.

QOBrownell and Taylor,
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and 1s not a candldate for one. He 1s usually a mature person
capable &f carrylng out asslgnments under the dlrection of
professlonals. Because he enjoys direct contact wilth chlldren,
most of hls actlvlities conslst of supervising or working with
children in non-instructional sltuatlons. Some of the dutles
which are asslgned to him are the followlng:
1) supervising bus arrivals and departures, recess
and lunch perlods;
2) operating mechanical alds to Ainstruction;
3) preparing tests and materlals, and assilgnments
for absentees;
4) gathering information:
5) assisting teachers in other tasks, 1n or out of
the classroom.
Speciflc tasks are defined by the particular demands of each
team. In general, thelr tasks are those whlch fall below the

professional teacher 1levels but above the clerilcal 1eve1.41

Clerical Alde

The e¢lerical alde does not necessarlly have any pro-
fesslonal preparation. He performs the routine clerlcal dutles
assoclated with teaching. These tasks are referred to by one
source as statlonery--statlonary dutles performed on paper at

42

a fixed statlon. In some cases a team secretary 1ls dis-

tlngulshed from a clerical alde 1f he has a good background in

“li0bb, p. 18.

Shaplin and 0lds, p. 196.
Trump and Baynham, p. 3%.

42Ba1r and Woodward, p. 78.
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business education and has become proficient in such office
skills as shorthand. In more complex teams the team secre-
tary recelves telephone calls and visitors,; arrange for use

of supplies and equipment, and supervises student assistants.

Staff Specialists

Staff specilailists may be full-time persons who serve
several schools as they are needed. This purpose is to sup-
plement the professional teachers'! work in such areas as
guldance, research, health, reading, instruction of excep-
tional children, audio-~visual materials, and curriculum de-
velopment. The terms of thelr employment depend on local
circumstances sugch as school size, needs of students, and

special talents of teachers.u’3

Supportive Personnel

This term applies to all members of the school staff,
other than those on the team, who have some responsibility to
and interest in the team or serve it in some way. In this
group would be school nurses, counselors, and librarians,
along with the school administrative and secretarial staff.
The librarian in particular can be of great assistance to the

teams.

gﬁ??amp and Baynham, p. 33.
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Community Resource Personnel

The community consultant is a layman regularly
assoclated with the team, especially functional in aiding
planning and preparation. He alds in locating and securing
resources and sseclal information for the team. In general,
he must have interest in the school, vocaticnal competence,
and access Lo resources. %A community consuliant also gives

_ . e
dimension and perspective Lo the sducational process.”

The personnel roles described can he categorized
into three main groups. The professional members of thé team
are the team leader, the senlor teacher, the teacher speciasl=-
ist, and the regulsr certifisd teacher. The zecond zroup is
comprised of auxiliary personnel, or non-teachers assgigned to
the team. They are the intern, the student teacher, the tsachsp
alde and the clerical aide., The last group are the resource
personnal, those non-team members associated with the tzan
for special purposes. These persons are the staff speclalists,
supportive personnel, and communitly resource personnel.

The selection by & tesching team of the types of
auxiliary perscnnel should be gulte specific Co thelr team:

Cne situatltion may call for 2 paraprofessional,

instructional asssistant, or intern; another, for

a secretary, clerk op teacher side; still ancther
may c2l1l for a community consulitant, Conmbinations

Qgigéég Pe 19,
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of any or all of these may be deslrable.

The utllization of resource personnel will
depend to a consilderable extent on the raliw
tionship between the school and community.45

Trump and Baynham, in wrlting about the school of the
future, made certaln pertinent predictlons:

Staff members wlll be selected for par-
ticular competencles and for specifle tasks.
Together wlth professional teachers, the
assistants willl create a new staffing pattern
for schools. Staff speclallsts, community
consultants, general aldes, clerks, and ine
struction agslstants, along with professional
teachers, wlll comprise the staff 1n relation
to the total need of the students. The schools
of the future wlill employ more adults to work
with students but feweg adults wlll need to be
professional teachers. 6

The creatlon of the roles dlscussed lllustrates the
complex nature of team teachling when interpreted as a complete
change 1n school organizatlion. Team teaching creates new

situations as well as new personnel roles.

“51vid., p. 24.

46Trump and Bsynham, p. 33.



CHAPTER IV
INTRATEAN RESPOWSIBILITIES

Grannis sees the very nature of teachihg te&ams as
the major determiner of the types of decisions with which
the team is confronted. He defines team teaching as

+sea Structure of givens and alternatives,

deliberately fashioned to create certain

options that require declislions and also en-

tailing other decisions.... The more complex

organization of team teaching, whether in one

form or anqother, results from the desire to

give teachers more options ﬁha§ they would

have L1f they operated alone€...

The decislons occasioned by team teaching are often
unfamiliar in degree, Lf not in kind, to the teacher operating
within the confines of the self-contalned classroom. The
teagher in the latter situation may unwittingly make many
decisions or surrender them to the adminlstration. In the
team teaching situation these decisions must be confronted.
Once - made, they must be justified before they are executed.
Thus, the teacher on a team not only has a broader range of
alternatives, hut must rationalize his position to his cole
leagues.

On the other hand, there are som2 decisions normally

encountered by the teacher in the self-contalned classroom

lshaplin and 0lds, pp. 124-25,
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which may, 1n a teachling team, be delegated to a colleague or
colleagues. Thus, 1in general, declsions are redistributed
according to specialization and differentiation of roles.
Determining who makes what decislons "focuses on the problem
of exploiting and maintaining the efflclency of a team's op-
eratlons.2 Such factors as each teacher!s interests and com-
petenclies must be taken into account. Job descriptions can
be prepared for each member of the team in relation to con-
tent areas, activities, and group size and composition. Care
should be taken not to overspeciallze and lose flexlibility in
the team.3

It 1s important not only to differentiate between the
roles of team members, but to establish a rhythm of long and
short-range decisions.

..oemoving major decislons to a higher level

of policy planning would control the alternatives

a team must deal with at a glven time. Simllarly

1t i1s essential to displace those declsions which

are more contingent upon the immediate circum-

stances of the learning situation downward in the

hierarchy [assuming there 1s a hilerarchy)] tp a

level closer to the actual clrcumstancess..

As has been established, the range of decisions is

broad, 1nvolving not only those for determining instructlon,

2Ibid., p. 136.
3Lobb, p. 35.

uShaplln and 0lds, p. 136.
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but those for organizing efficlent action. Scope and sesuencsa
of content based upon basic or long-range goals, ilnstructional
materials, learning activities, and the nature of evaluation
to be adopted, are all determined to a great extent hy the
team. Assignment of both teachers and students, the use and
coordination of space and eguipment, and timing of activities
are other decisions usually reguired of the team.S Thus, the
team ls commitiad to makse both curricular snd organizationsl
decisions, which are interdependent to a great extent. In
splte of, or perhaps becauvse of this cleose relationship bhe~
tween the two types of decislons, each requires its own
justification. Grannis states that a central problem con-
fronting the teaching team is te balance the demands made by
each, allowing neither to sublect the other Lo modifications

making 11 ineffactive.

Typeg of FPlanning

Adeguate arrgngemenits must be made Tor team planning
and decision-making on both a team basis and on an individusl
level. Pischler warns that too much time may be spent in the
team plamning aspectssuch as equioment and space for particular
lessons; these can be left te the individual teacher respon-
sible for the instruction. He advocates using available time

for such pelicy decisions as what function the lsrge group ought

Tsair and Woodward, p. 12.

shaplin and Olds, p. 1273,
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to serve, Thus, rather than overplanning within the team
structure, the group as a whole should decide on generaliza-
tions and allow each teacher to determine his method of at-
tack.6
Bair and Woodward are in accord with the pattern of
planning advocated by PFischler. They refer to three basic
levels of planning. The first is total-team planning, both
long~range and weekly. The longe-range planning is meant to
lay foundations for units of instruction, to refine plans for
various phases of large units, and to develop evaluative
techniques in terms of generalizations stated. These teche
niques would have to evaluate pupll progress, team decisions,
and group operations, in order to be adequate. Weekly
planning is necessary in order to share individual plans for
the following week, to check the balance and emphasgis given
each subject, and to coordinate learning areasj in each of
these, regrouping must be taken into oonsideration. Gen-
erally, these meetings should insure continuous pupll progress.
Sub-team planning is the second level to whieh the
authors refer. This is based on general objectives formulated
by the team as a whole. Two or more teachers plan coopera-
tively for various purposes. They may develop and organige

units of instruction for the teami they may teach certain

6Hillson and 3cribner, p. FCR=-54.
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Lespone jointly, regrouping some students more freely than
might otherwise be possible.

The third level is that of individual planning.
There is general agreement that each teacher must retain a
certain degree of autonomy. Once common objectives are es-
tablished, teachers have enough freedom of action to capital-
ize on their special interests, insights and abilities. In
such a planning pattern, each might prepare and execute dif-
ferent lessons that arrive at the same generalization. In-
dividual plamming 1s usually shared, discussed, and evaluated
by ths teema7

Team planning does not result in released time for
tha teacher. Actually, team teaching redquires as much if
not more time than does teaching in the self-contained class-
rooms. However, large-group instruction and cooperative
planning do yleld more time for purposes other than teaching.
In the time not spent in the classroom, teachers may be de-
veloping resource units, key lessons, and related enrichment
activities. Lobb makes this warning:

Sometimes teashers look upon innovations

such as this as a release from educational

obligations. The purpose of team organization

is not to provide teachers with additional free

time. Althcough it is possible and desirable to

reduce the proportion of time spent in direct

pupil contact, the time saved must be reinveated
in plans and preparation,S

7Ba1r and Woodward, pp. 96=103.

8Lobb, p. 6.



62

Onge the many decislons have been made and plaming
has been put into effect, evaluation necessarily follows.
Theoretically the team decldes prior to execution of plans
the evaluation techniques to be used. In declding upon these,
the team should be concerned with two facets of evaluation.

One is directly related to the educational develop-
ment of the students. Lobb states that the elements of good
testing and grading procedures are the same 1n team teaching
as in conventional approaches. These would include validity,
reliability, and utility of both standardized and teacher-
made tests. Grading procedures should be adopted in accord-
ance with both the philosophy of the school and the teachers?
judgment. “However, in the case of team teaching, there 1is
more urgency to define consistent standards. Almost im-
mediately the staff sees the ilmportance of resolving issues
of philosophy and mechanlcs."g When proper attention is
given to the students® progress in relation to expectancles
established beforehand, the team will aim subsequent teaching
toward any problems recognlzed. Thus, evaluation will be most
realistic when used accurately by the team.

The other facet of evaluation is related %@ agsesgment
of the program. Agaln, good testing procedures will yleld
helpful information to the team as they define subsequent goals
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and methods tc be used in working toward these goals.
Teachers may alsc view agtual lessons,.especially.téé key
lessons, on which future teaching 1s based. This observation
provides feedback not afforded the teacher in the self-
contained classroom. The evaluation at this level is to be
used by and for all members of the team. It 1s analytical

rather than judgmental.l0

Group Interaction

A great deal of time and energy is spent by the team
on joint planning, decision-making, and evaluation. In each
of these areas, intensive group interaction is implicit. It
was stated in the definition of the term that team teaching
is more than a method of organization. It is a process whigh
mugt ba carrlied on continuocusly:

The degree to which team teaghers interact on

educational matters, formally or informally, is

the degree %o which team teaching differs from

departmentalization or other similar ways of

grouping children for instruetion.ll

This opportunity for interaction provided by team teach=-
ing is not an end in 1itself, BRather, 1t must have positive
results which ultimately benefit the students. For this rea-

sony as was stated previously,; it 1s desirable that team mem=-

hers have ceritasin qualities which would facilitate purposeful

1GChicago Publie Schools, Jui
1129;&., P 5.
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interaction. Eeggs describes the nature of these qualities:

Tesm members mugt be people who work well with

each other. Professionals do not have tc be

personal friends to operate together effectively.

Respect for competency and trust in motive are

the most important attitudes for teamlgemberg

to have or to develep for eagh other,

It is essential also that they be aware of hehavior
which forwards or impedes progress, and that they understand
the functions of the meetings in whioh they participate. The
clear stateﬁent of objectives and priorities for each meeting
is conducive to good group interaction. Disagreement in the
course of a meeting 1s natural and often necessary for gquality
decisions. When personal and emotional conflicts are minimized,
differences of opinion can be resolved in a positive manner.
However, 1f severe personallty clashes do exist and threaten
to impalr the effectiveness of the group, it may be negessary
to realign teams. One sourg¢e places sugh importance on group
interaetion as to state that #*it 1s the right combination of
teachers who find satisfaction in working together that con-
stitutes the strexngth and future of team teaching.13

When a team is made up of a group of teachers who do
work well together, the result is likely to be the collabora-
tion and exchange of ideas. This in turn theoretically en-

courages more detailed, imaginative lesson plang and more

12
BeggSQ PDe. 31"’2 e
lchieago Public Schools, Cuid
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enriched approaches teo instruction of benefit to the students
under direction of the team:

The crux of improved instruction 'is an
open-minded, flexlble, and guestioning atmos-
phere among teachers, and in this atmosphere
greater attention 1s paid to individual pupils.
Teachers sharing, communicating, planning, o
teaching, and ressolving together the myriad
problems of ghildren are forced into a careful
scrutiny of the eduecational process. Thils
refinement in working relations mﬁgt and does
result in benefit to each pupil.l

Another benefit arising from close communication be-

tween team members is that galned by the teachers themselves.

Idezlly, they develop a professional faculty spirit and a deeper

mutual regard for teacher talent:

Increasingly they become dlagnosticlans; they
analyge, pressribe, and carry out plans; evaluate,
?re$$rib%, and dlagnose again.... In essence,
team] teaching forces those involved to make
professional declsions based on the full range

of factors...entering into the learning-teaching
process.l

The importance of the effective interchange between
all members of a teaching team oannot be over-emphaslzed:

Without thls continucus interaction on the part
of the teachers, no matter what other organiza-
tions or structures are used, there can be no
team te%ahiﬁg in the accepted meaning of the
term: .+

1&Bair and Yoodward, p. 155.

15H.’Lllson and Seribner, p. GDL-&A,

16

Chicago Public Schools, Guide’
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CHAPTER V
TEAM TEACHING AND FLEXIBLE SCHEDULING

Lesrning Croup Bize

In 1961 Trump and Baynham made several predictions

concerning the school of the future. One of these pertains
to scheduling. "Todawx's schedules look both student and
teacher activities into a rigid framework and keep them there
for a semester or a year. Tomorrow’s schedule can be changed
at will when needs dictate varlatlons.”17

Stoddard desc¢ribes the simplified learning process as
consisting of two basi¢ phases: perception and thinking. He
further states that the learner®*s thinking, or what he does in
reactlon to response to what he perceives, does not necessarlly
need to take place in the same size group as the first part of
the learning prooess:

Heretofore, our schools have operated

largely on the belief that both phases of the

learning act should take place with one teacher

for every thirty puplils. Possibly thlis has led

to considerable waste in having the groups un-

negcessarily small for much of the step one in

learning, the use of the senses, while at the

same time the e¢lass group was too large from the

standpoint of effiolent individual reaction and

follow~up of the first part of the e}:perienceel8

Further, Finley states that the long exlsting graded

l?Tram§ end Baynham, p. #5.

l8élexander J. Stoddard, Sghoals for Tomorrow: An
Educator’s Biueprint (New York: Fund for the Advanoement of
Edusation, 1957}, p. 38.
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elementary sc¢hool has outllived its usefulness and advocates
maturation grouplng rather than graded grouping, which, al-
though administratively convenlient, does not facllitate
quality instruction. He.1ls 1n agreement with Stoddard when
he asserts that the belief that twenty-five students are
ldeal ber teacher 1s unfounded. Instead, he declares that
the only real basls for grouplng 1s the individual student.
Although thls implles a one-to-one relationshlp, there are
times when more than a hundred students 1n a group will
benefit greatly from a listening or viewlng situation.19
Baslcally, Finley sees as the i1deal the ungraded or non-
graded elementary school, requiring utmost flexibility.

These three sources 1llustrate recognition of the
need, not only for more flexlble time scheduling, but for
more flexible group slze scheduling. Several terms describe
schedules whlchhdiffer from the traditional pattern; some of
those frequently used are schedule modificatlion, varlable
schédule;? and flexible schedule, the last of which 1s most
common. All these terms refer to changes made in dally,
weekly, or yearly timetables. Specifiecally, the changes made
alter time, rcoms, or teachers of a particular class meeting.
Changes can be simple and immedlate or compllicated and long-

range.go

lgﬁeggs, p. 57.
20Loub, p. 5.
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Team teaching as a method of utllizing faculty time
and talents 1n varyilng g¢lass sizes determined ®y the instruc-
tlonal task has a c¢lose relationship with flexiwle scheduling.
Actually, they are complementary in that both are encompassed
in the meaning of staff utilization. Thus, major adjustments
in scheduling are required to fully reallze the ¥alues of
staff utilizatlon through team teachlng. Jones sees team
teaching as altering what has been the most stable, or un-
changing part of the elementary school, ®ecause 1t has as 1its
®asic tenet total organlizational flexlbillty.21

Flexliwllity in assignment, scheduling, grouping, and
location in space of the students, which 1s difficult to ob-
tain under general methods of school organlzation, 1s attain-
able under team teaching. Time, space and class slze are
traditionally matters of adminlstrative decision. The advan-
tage the team is-:that: A1t provides

a convenlent adininistrative unit, smaller than

the department and larger than the individual

class, for flexlblility of grouplng for instruc-

tlon.... Team teaching thus focuses upon the

responsibllity of the team to take advantage of

the opportunities offered to analyze the in-

structional needs of the children, to provide

optimum groupings for instruction, and to adapt

curricular and teaching methods to these new

arrangements.

Thus, the teaching team has control over numerable

ZIBeggss p. 98,

22Shaplin and Olds, p. 12,
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variables, This should insure a high degrse of flexibility
and program adapiation bassd on individual students’ needs.
The team controls the appileation of talent by individual
teachers in order to owtain the most effective use of their
professional abllities. This goal commits the team to
flexible schedulling practices in that the correct teacher
must be scheduled in the right space aand at the prdper time
for the c¢hildren or group of children whom the class will
benefit most.

Decisions concerning the formation of student learn-
ing groups are bounded by certain variables. Several criterla

become useful in making such decisions. Content selection is

an extremely important criterion in organizing groups. In
order to meet students' needs and the goals of the particular
gsubject area, learning groups must explore the gontent on dif-
ferent levels of complexity and depth. These groups, of
course, should be determined on the basis of student achieve-
ment.

A sacond criterion for grouping is the use of instruc-
tional procedures. In determining procedures, the students?
needs must agaln be assessed. Certailn methods are ideal for
one group of children, while these same methods msy noct be
efTective in working with a different group.

The duration and frequency of ¢lass meetings form a

third criterion for grouping. Classes are crganiged around
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the objectives of specific learning activities. Because the
student needs vary f{rom group To group, it follows that
iearning activities will var'y.23

The hasic reguisitve for & learning group, then, is
that it be functionals the properly formed learning group
will bhe related to oejectives, gontent, ltechnigues, learning
activity, and especially to student needs. This regulslte
and the scommitments implicit in 1t do not in any sense make

justilfiable the exglusive use of the small or large group.

The large group and small group are both important
in the team teaching program; each 1s functional when used
in the appropriate situation. Here, Stoddar#’s perception
and thinking phases of the learning proéess can be appliedg
generally, the lazrge group serves the perception phasés,
while the small group is more functional in the Thinking phase.
Bair and Woodward state that, in essence, there ars
three haglc reasons for the use of large groups:

1) when a large-group lesson will be more condugive
_ to desirable outcomes '

2} when the learning ouicomes are egulvalent to
what could be obtalned wlith smaller groups,
in whilch case there 1s economy of time, space,
and materials

- 3) when the large group may be somewhat inferior
for that specliflig¢ lesson to other arrangements
pbut there 1s greater ovgﬁall gain to the total
educational enterprise.

3
“BBeggsg PP. 35=7.
243211 and Woodward, p. 123,
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Mere specifically, the assenbling of a large group of students
is Tunctional when introducing units of work, explaining con-
cepts, performing demongirations, summarizing, and giving
tests. Large group instruction lends iﬁself to a varlety of
teaching technlques, including the use of educational tele-

25 These aids can

vision, filims, and other audio~visual alds.
play a great role in the perception phase of learuning. The
material presented in large groups has more uniformity and
safeguards agalnst possible gaps in students® learning.

The utilization of large group instructlon encourages
economic use of time. Teachers do not engage in unnecessary
duplication of efforty while cone teacher carries on instruc-
tion, other teachers who would ordinarily be covering the same
material in separate classes have time to prepare on thelir
own. They may spend the time preparing thelr own future
large class presentations, increasing the probability of ef-
fegtive use of audio-visual techniques and instructional

26

materials. They m&y also engage in other professional tasks,
such as workling with individual children, organizing schedules,
or evalusting.

Finally, every teacher is more experienced ixm one
subject or phase of that subject than he might e 1n anether.

It usually follows that a teacher ezperienced in a given fleld

¢
23?0108, P, 22,

26Balr and Weodward, p. 122.
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has a greater degres of enthusissm for it znd tends to make
use of more effective motivatlonal tachniques and teaching
8kills. Recause staff utilization is of great lmportance in
team teaching, experienced tsachers generally tesch the large
¢lasses in their respective fields. Thus, the students are
exposed to skillful teaching in all areas, superior tesching
in many.

large group instruction is essentlial, but it must not
overshadow smaller group instruction., For the former there
exists a direct relationship of the learner to ths content
belng presented. The amount of interaction reguired between
the teacher and student should determine to some extent the
size of the learning group., The curriculum should be de=
signed to suit both large and small group instrucileon
P@%?@@ﬁﬁ?@l?az?

The second phase of the learning process, or the
thinking phase, is of importance here. Some aspects of sub-
Ject matter and some types of learning experiences involve
more direct pavticipation and active response on the stu-
dents’ part.zg In small classes teachers can welgh students?
reactions to the content presented. =  Trump and Baynhanm szes

four basic purposes of small group dlscussions:

2?§01@s, p. 58,

285toddard9 P. 39,



1) They provide opportunities for teachers to

meagure individual students'® growth and de-

velopment, and to try a variety of teaching
technigques which will be sulited bo the

students® needs. l

They offer group process therapy, by which

students are led to examine previously held

concepts and ideasy the students may alter

rigid, if not mistaken approaches, both o

issues and people, and they lesrn the roles

of group members.

3) They permit students to discover significance
of subject matter and to discuss i1ts poltential
applicabilitys; this is active participation,
rather than passive agceptance.

L) ®iscussions provide opportunities for teacher
and students to know each other on a more per-
sonal and individual basis.<?

N3
ese?

These small groups may be based on some identified
similarity among the students involved, in order that they may
reinforce sach other in the learning progess. In determining
the placement of a student in any one group, particularly Af
it is homogensous, it is essential to consider facters such
as standardized test results, personal inventories, teacher
observations, team discussion, and the srudent’s actual suce-
cess in achleving previous expeciancy gaals.ﬁe “Perhaps the
most characteristic groupings achieved under team teaching
at the elementary schocl level have been based upon ability
and achievement, or a cocmbination of the two, in separate

]
subject areas.”a“

ngrump and Baynham, p. 24.
a1 r and Woodward, p. 187.
3lshaplin and 0lds, p. 1&.
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Groups may also we based on dissimilarities as in the
ceése of deliberate heterogeneous grouping. Here, social and
personal factors, such as age, interests, learning styles and
personalities recelve a great deal of attention when grouping
students. For both homogeneous and heteroganeous grouplnzs,
the team has the responsi®ility of placing each student where
he can be most affective and recelve most venefit.

Teachers' roles in the sm2ll groups differ from their
roles in large group instruction. Agfin, individual teachers®
talents and teaching styles must be camsié@?eﬁg While some
have more skill in presentetion, others have a high level of
capabllity in small zroup dynamics. The sbility to estailish
rapport with students is of paramount lmporitance. Tesschers
must perform as consuliants, serving most often to peint up con-
cepts or to correct errors in information or thinkinz., They are
positioned as guides, rather than remaininz in thelr roles as
presencers of informastion. It is desirable then, that each
teacher become an added rescource "rather than the sagrgae”sg

The teachers' small group roles are further accentuated
when working with individual students. AU these times, the

egtablishment of a szound personal relatlonship is sssentlal to

o3
)

progress. Tha teachers must stimulate and gulde independent

{

study on the students' paris,

2 . . g Ay .
3 Corrigan and Hynes, Clearine House, XXAIX, p. 317,
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Corrigan and Hynes see the gmall group ard individual
instruction aeg belng the heart of the team tesaching @f@gf&m.BB
Independent study should not be cmitted from the program. It
allows the student to study that which he feels is important
arnd useful to him. Inquiry and creativity are thus more
likely to be stimulated.

The three phases of instruction discussed &bgve should
be approximately combined. The team and school should recog-
nize the relationsghips among yvyarious aspects of learning what
happens to students.

1} when they take part in small classes of fifteen

or leéss for purposes ¢f disgcussion:
2) when they work in a relatively independent

man er in laboratories, libraries, and Zubicles
3) when they listen to or view a demanstration,

or @zglaﬁaﬁi%g in the setting of large group
instruction.

Time Schedule

It is estawlished that there is a close ?@1£@ian§hip
between team teaching and the grouping of students based on
thelr needs. Singer states that attempts to trestv individual
needs through tean feaching without concurrent ﬁ@hé&ul@
modification may result in unrealistic @V&iaatia§a3§ Filexli=
bility as an integral part of the team teaching program is

illustrated wy the fact that scheduling, programming and often

331pid.
3@Trump and Baynham, p. J2.
35Beggs, P. 22



éﬁﬁ-%ailiiag ltgself are Titled to the instructlonal pattern,
rather than 1ts being fitted to thsm. “"The grest promise of
tean tagghiﬁggegaig thet it permlts a quicker use of the best
of the new technigues, equlipment and approaches Lo sducation.
Amd the key to this 1s flexibility.">®

dndree stresses flexibility in a genersl descrlption
of hls "Blueprint” for team Seaching. According %o him, this
Blueprint includes

laprge time blocks for integrated instruction,

planning time for teacher program organization

and meetlnge, and of course, a flexlble schedule

that 18 really {lexible and meets the needs of

the program. A good team teachlng program should

be designed to provide a certaln amount of flexi-

bildity 1ln the schedullng of classes to allow for

varying time requlrements, and s#s the curriculunm

changes the schedule should be reviewed.37

The time variable ln the elementary school can be
translated lmito wlocks of time (as Andree has), modules of
time, or rotating (floating) perlods. In planning auny tlme
schadule, the school day should be looked at in relation To
the total %ime aliowsd for instructicn. Largé and small
blogks of time should be dafined iu order to facilitate attain-
ment of instructionsl goals gﬁaﬁ%ﬁ,gg Thus, the Tsam dlvides
the time inte blocks to suit the needs of the gubject areas

and the types of learning mesnt to Take place,

Bﬁﬁﬁg@ te Introduce...," School HMa

5780bert G. Andree, "Large Classes and Effective Teagh-
914 2¢, XXXIII {Pebruary, 1959), p. 33-

Bdﬁeggs, p. 58.

ing," &
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Large blocks of time are dervived f{rom core-iype
classes, 0 These may extend to three hours in length and may
be meds avallable to the tsaching team for work with students
several days each week., Students are often regroupsd, and
classes rescheduled for different times of the day. The
length of the classes are altered within the blecks of time
to provide for individual students’ schedu&ing.ge

A simple method providing for blocke of time during
the school day is the "back~to-bhagk” arrangement whereby two
ciasses or groups of students are kept togsther for two or
thres hours a day, permltiing large-group and individuazlized
instruction. ¥

The modular concept, while providing for various
class lengths.in large blocksof time, is based on The smallest
anount of time sllotted for instructional purposes. A module
is a short unit of time, usually {ifteen or tweniy minutes
long in the elementary school. Under this type of schedule,
the teachers determine the time needed for each lnstructional
unit. Different classes may meet for a varied number of
moduliesy scme will e one module in lesngth, while others will

extend te Ywoe or three modules. The purpose or nature of the

jearning exzperlence will be the baslis for teachers' dsclsions.

3§§@1e$, Pe Gh.

@ﬁ%@y 4, Larmee and Robert Ohm, "University of Chiecago
Laboratory School Freshman Project,” NASSP Bulletin, XLIV (Jan-
vary, 19#0), p. 276,

1q

rump and Baynham, p. 117.
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A third type of scheduling is based upon the rotating
or floating periocd. The dally schedule leaves open one or
two ¢lass-length periocds during the middle of the schogl day.
During this time,; no regular classes are scheduled, aud stu-
dents are scheduled for a variety of actlvities ranging {rom
work in large groups to independent study, depending upon
their needs. Thus, individuslization does not cenflict with
regular classes, since these are scheduled during the rest of
the day.gz

Thus the time varlable, no matter what way it 1is
translated, must be controlled with the utmost attention to
immediate and long-range needs. Similarly, individual stu=-
dents® needs must receive priority when learning groups are
formed. The team defeats i1tm purpose if it schedules siuw
dents into large groups and small groups on a regular bagls
for a semester or yezmr. Instead, the class times and sizes
should be determined on a dally or weekly basis:

By contrast Tto the inflexible traditional
scheduling practices], cooperstive tesching en-
gourages Tlexibility not only in setiing up
Lonivial groups but especially in re-~deploying
ztudents and teachers st any later times (sm-
phasis mine)., Since several sdults with vary-
inz backgrounds, competencies, and interests
plan the total program for an expanded number
of students gf‘fty to one hundred or more),

there i3 no nsed to pra-determine group struce
ture for more than short periocds eof time. Thus,

&Egbg .
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educational purposes or group size 2nd mpen-

barship, and time allocation can ne brought

into appropriate relationsghip.™

Stoddard, 1n hils discussion of the two phasas of
learning, suggesis a schedule pattern for six hundred ziuw-
dents. The personnel involved are:
twelve regular iLeachsars

)

) three specialists
§ four aides
)

0 D

curriculum coerdinators
part-time secretary and music teacher

5

In the morning, half of the students are in smaller
than normal sized cliasses, each under the direction of a
regular teacher. These teachers are relieved ef non-teaghing
dutles, allowling them %o concentrate on the essaniisl aspeots
of teaching. The rest of the students are grouped in bths
following mamner:s

1} in the resource rocom, using instructional aids

2) in the auditorium, library and music rosms

3) on the playground or indoor gymnasium
The zchedule is reversed in the afterncon with Leachsrs re-
malning at thelr positions.

The extent to which thig scheduling combines with tean
teaching would depend upon the responsibility the teachers
share in plenning, instructing, snd evalwuwating, and the degree
to which grouping is flexible and based on individual needs.
This ieg propesed §?imsri}§-ég an econcmical method of deploye

ment of & large group &f studenbts in Cime bl@@kgeg&

ggﬁiliagﬁ and Scriboer, pp. ODL-4A4, 354,

Q%Stcﬁiarﬁg Dp. H5«5,



RESOURCES

ROOM

AUDITORIUM, LIBRARY
MUSIC _ROOM

9:00-9:45 AM

1 SPECIAL

TERCHERAIE

.

150

[ SPECIAL
TEACHER;AIDE

<~ 15

I45-10:30AM

[0:30-1115 AM.

[115~12:00FPM

-

Suggested Method of Student Deployment

300 STUDENTS

PLAYGROUND,

GYMNASIUM

|
T

SPECIAL
EACHER;AIDE

75

300 STUDENTS

12 REGULAR
CLASSROOMS

08



81

Importance of Flexibility

There are several advantages inherent in good planning
of soth time schedules and learning groups. Orouping poten-
tlalitles of teamsare obvious in individual student placement;

& ¢hild can be shifted from group to group when the need arlseés-
when the team 1s flexible.@i

Peclos enumerates some of the advantages of flexible
scheduling in a team situation. Essentially, 1t permits:

1) the proper use of teacher specialization

2) the proper guidance and evaluation of students
3) the opportunity for teachers to make better

_ preparation

L) the possibility fgg teachars to provide much

sounder programnsg.

Generally, teachers, student and the enbtire educational
program should benefil grestly from good team planning in these
areas. &g teachers analyze changing situatlions and reassign
people, time, and facilities,

they become ensrgy centers for the school.

Teacherg can becoome prime movers in educaw~

tional progress. They certalnly have a

stronger influence and a grester chance Lo

participate in experimentstion, which will

perait more rapld assimilation of new dis-

coveries and modern technigues.“’

Students will be able to accepl increaging rosponsi-

Bility for their education when teachers guide rather than

éﬁﬁartha W. Bruce, “ﬁ@h@&uling and Grouping Pupils 1in
a Team," Civic Leader, XXX (March, 196%), p. 3.

&é§§1§8s De 95.

“7Lobb, p. 10



mérely present material. It was sald that the {lexzible en-

vironment #timulateg cresilve effortzy chi

s d
P
E;....a..‘)

dren have greater
opportunity Yo develop independence in thinking snd solving
problens, GCGrouping and scheduling must exist as teols for
carrying on this individusiization. The stress is on flexi-
bility in all areas; without this, the advantages to teachers,

students, and the educationsl program cannot accerue,
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CHAPTER VI
ELEMENTARY SCHOOL TEAM TEACHING REPORTS

The wide interpretations given team teaching whére it
has been put into operation may be illustrated by the few fol-
lowing reports. They range fromsa simple and informal coopera-
tive teaching plan at the kindergarten level to well-established
and formal hierarchical plans encompassing entire schools. Thus,
in some cases the plan 1s completely horizontal; that 1s, no
grade levels are crossed when grouping children for instruc-
tion. A more commonlarrangement when an entire school 1is or-
ganized on the team teaching basis is the multi-level grouping
1llustrated under various names in these reports.

Anderson expresses thls view on the diversity of team
teaching programs in exlistence today:

That so many patterns exlist is a reflection of

the American system of decentrallized schools,

each community having the freedom to shape 1ts

educational program within broad limits along

its own line.l

This 1s nelther to say that diversity is particularly
desirable nor that 1t is detrimental to the concept of team
teaching. {~In comparing the following reports, the differences

should not be over-emphaslized. There are common elements in

these programs; perhaps the most basic such elements are those

lHi11s0on and Soribner, p. ASN-5A.
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of staff utlilization and grouping of children according to what
are felt to be most efficient and effective bases.

The Lexington and Oceano projects are perhaps the most
broadly developed of these; therefore, more detalled results
will be presented in a later section. Generally, all report

positive results from their approaches.

Lexington, Massachusetts

The Franklin Elementary School, as was stated previ-
ously, was the first team teaching project to involve an en-
tire large school. The project was founded on a basic concern
for progress ln two major areas: the improvement of 1lnstruc-
tion through the use of more and new ways of using teacher
abilities, and increasing the attractiveness of a teaching
career for persons of superior quality through the creation of
advancement opportunities. More speciflcally, these lnclude:

1) a teaching hilerarchy with salary differentiation

2) increased specialization in subject areas

2) flexible groupings

} the use of clerical aideg, part-time teachers,
and lay resource people.
Essentially the program consists of three hierarchical

teams: Alpha, Beta, and Omega. In 1960, Anderson reported that
Alpha included the first-grade children and three teachers;

2Rober't A, Anderson, Ellis Hagstrom, and Wade Robinson,
"Team Teaching in the Elementary School,” School RHe:
(Spring, 1960}, pp. 71=84.
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Beta 1inoluded the seoond-grade and thlird-grade chlildren and
seven teaohers; and Omega, the lntermedlate level children dl-
rected by eight teachers.3 Because Lexlngton had no kinder-
garten program, team teaching was developed more cautlously
at the filrst-grade level; however, i1t was reported that the
staff felt Justified 1n stepping up the paoe after they ob-
served that the younger children-had ad justed well to the team
approaoh.4

A more recent report may be 1llustrative of the
quickened pace implied by the above statement. In 1966, Davis
gave thls desoription of the sohool organization: Alpha was
changed to include grade two; Beta, grades three and four; and
Omega, grades flve and six. Each team 1ls responsible for ap-
proximately 200 students. Team hlerarchy 1s in descending
order beginning with the team leader (free from instruction
one-third of the sohool day), senlor teaohers, regular teaohers,
teacher aldes and..clerioal aldes. The art, musio, and physical
5

educatlion teachers serve all teams.

The general operatlonal pattern includes some homeroom

d1b1a.
, QRobert A. Anderson and Donald P. Mitchell, "Three Ex-
amples of Team Teaohing in Aotlon," HNation's Sc ig, LXV (May,
1960), PP 62-5.

SHarold S. Davis, How To Organize an Effective Team
Teaghing Program (Englewocd Cliffs, N. J.¢ Suooessful School
Management Series, Prentioe-Hall, Ino., 1966), p. 1l4.
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groupings, large group lessons, and small group lessons; puplls
are Ilnterchanged among teachers on the basls of needs. The
school 1s making extensive use of audlo-visual equipment and

self-teachling machines in 1ts overall program.

Oceano, Californila

In Oceano, Californla, team teachling was 1lntroduced
in the 1959-60 schocl year, primarily to eliminate double
sessions.6 The program involwd seven teachers: three working
in the second grade, two in the fourth, and two in the sixth.
Group slzes vary for each team, ranging from 75 with three
teachers to 66 with two teachers. Personal relationships were
glven top prlority in placing teachers; all have simllar back-
grounds, although each has an area of speclalty.

The teams were not arranged on a hierarchlcal basis.
Instead, each teacher has equal authority and a share in
leadershlip. "We wanted our teams to be three teams or partner-
ships 1n which teachers earned leadershlp by thelr effective-
ness, thelr contributlons, thelr experlence, thelr knowledge,

thelr interests, or thelr personality."7

‘Andrew S. Adams, "Operation Co-Teaching, Dateline:

Oceano, California,” Elementary School Jourpsl, LXII (January,
1962), pp. 203-12.

"1bhid., p. 205.
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Grouping for reading, arithmetic and language 1s on a
small group basis of growth level. For other subject areas, a
class 1s grouped as a whole or by interest groups. “The arrange-
ment provided for homogeneous grouping by academic ability in a

heterogeneous setting."8

Because teachers speclialize not only
by subject areas, but within subject areas, each homogeneous
group may recelve instruction from two or three teachers. Large
group presentations in the science and soclal studles areas are
more frequent, and art and music lessons are usually correlated
with these.

The physical arrangement was ilmprovised; portable black-
boards and movable desks provide some versatility. In a large
room being used by small groups, oral and sllent work are
staggered precisely to minimize interference. Audio-visual
materials and equipment are used extensively. Often clerical
duties are handled by one teacher while the other instructs the
children to make maximum use of teaching time.

Teachers feel that it has been easler to establish sup-
port, especially since children often respond better to one
teacher than to another. The chances of dangers arising from a
child*s personality celash or insecurity with one teacher are
lowered by the presence of the other. In the case of a teacher's
absence, the presence of the other; with an alde, minimizes in-

terference with the instructional program and the children's

81bida., p. 204.
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unsureness with a stranger.

A primary goal, as stated 1nitially, was to eliminate
double sessions. Teaming 1s seen as alding in solving the
problems of increased clerical work placed on each teacher
and lack of facllitlies and equipment. The program allows
groups of teachers to coordinate tasks each would ordinarily
be duplicating in separate, overcrowded classrooms. Time 1s
saved both in planning and presentation. Thls 1s one of the
few falrly large-scale team teaching programs that relies
primarily upon natural leadership and teacher complementarity

in structuring teams, rather than upon a hierarchy of authority.

Greenwich, Connecticut

The Dundee Elementary School, in Greenwich, Connecticut,
tock a "Scottish Clan” approach when it initiated a team teach-
ing program in 1262. The three teams established are named as
clans: Stewart, comprised of 240 children, kindergarten through
second grade; Fraser, comprised of 140 third and fourth grade
students; and Mackensie, with 140 fifth and sixth graders. A
fourth clan, Barclay, 1is made up of teaching speclalists in
music, art, physical education, foreign language, speech
therapy, and psychology.

Each team has four to six regular teachers, a senlor
teacher, a team leader, and a practlce teacher and/or teacher
alde. Each teacher has a home room for a portion of the chil-

dren in his respective clan.



Children are grouped homogeneously by ability for
language arts, reading, and mathematics. For all other cur-
riculum areas they are grouped heterogeneously. Teachers

spend a major part of thelr instruction time in the subject

areas in which they are strongest.9

This approach appears to be well-organized. It might
be helpful to suggest that the innovative clan approach is unigue
in name rather than in actual pattern. Basically, the hier-

archical team structure is the framework for each clan.

Kansas City, Missouri

The sixty-year-o0ld James School in Kansas City, Mis-
sourli, 1s a National TEPS Commission Demonstration Center.
Using funds provided by the Higher Education Act, it recently
established these alims:

1) creating a core of elementary teachers particularly
knowledgeable in academic areas

2) building a close and continuing relationship be-
tween a teacher-education institution (School of
Education of University of Missouri at Kansas City)
and teachers in the field

3) providing the best possible opportunity for an
entire facility to plan together, both in advance
and from ¢éay to day

4) learning more about what and how teachers need to
be taught

5) gaining the freedom to establish fresh and flexible
grouping patterns that recognize children's indi-
viduality

6) getting practical experience with elementary
counseling, as well as improved understanding of the
relationship of the classroom teacher to the
counseior and the other speclalists

9Polos, p. 1lll.
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7) experimenting to see if a rather old school
building could be remodeled satisfactorily for
modern teaching at a substantial saving over
new construction.lO

Twenty-four Kansas City teachers and one principal took

intensive preparatory courses at the Unlversity of Missouri for

one year.

one-third the cost of a new building).

They became the faculty for the remodeled school (at

The grouping formed by

the faculty consists of four "colonies," each with "home ports.”

Within the ungraded colonies, home port groups are heterogeneous.

The colonles are labeled by letters forming the name "James.”

They are ordered as follows:

1)

2)

3)
4)

5)

The pupil-teacher ratio 1s slightly over thirty:one.

Colony E:

Colony M:
Colony J:
Colony A:
Colony S:

100
120

6
100

kindergartners
six- and seven-year olds

home port
children,

3 home port

136
"
180
5

children,
home port
children,
home port

teachers

ages seven, elght, and nine
teachers

ages elght, nine and ten
teachers
ages nine,
teachers

ten, and eleven

supportive services group, consisting of
a counselor, librarian, art teacher, and
physical education teacher.

Children

are placed in colonles on the bases of reading achievement, soclal

maturlty level, work habits, size, interest, and parents® atti-

tudes,

The library plays an lmportant role as resource center

for teachers and students.

The counselor helps not only in

10John C. Drake, "Everythings New But the ¥Walls,” NEA

o, LVII (February, 1968), p. 15.
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diagnosing learning difflcultlies, sut in strengthening the rela-
tlonships between the home and school. This oplinion of the
program 1s glven:
Maybe the best thing at James 1s the way every-
body in the bullding knows what everybody else 1s

doing and why. For thlis reason alone, the learning

process can scarcely help being more effective.ll

This school is one of the few in the country to ilmple-
ment total teaming in a bullding not originglly planned for such
a program. However, extensive remodeling was felt to be neces=-
sary for the program. The intenslive preparation of teachers
and of the princlpal for new roles as speclallsts further dis-
tingulshes this program.

Here, teaming has not been the ultimate goal, as 1is
attested by the aims listed previously. At the same time, non-
gradedness was not listed in the alms; yet 1t 1s an essentlal
part of the total program, as is teaming.

Detalled test results will not be avallable in the

near future due to the newness of the program, put into effect

in the fall of 1967.

Kanevllle, Illinois
The Director of Elementary Education for the Kaneland

Community Unit Schools in Illinols reports a falrly baslc form

12

of teaming 1n the Sugar Grove School. Here, two first grade

Mrpia., p. 16.

12Ear-l G. Horm, "Team Approach Adds Flexibility to Our
First Grade Program,” L11 s _Education, L (November, 1961),
ppc 114“150 .
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teachers have Jjoint responsibility for forty children. While a
testing program was being carried on during the first two weeks
of the school year, the teachers observed the maturity of each
child. Any grouping during this time was done heterogeneously.

On the basis of test results and each teacher®s observa-
tions, the children were evaluated and grouped homogeneously
for language arts and arithmetic. In the other subject areas,
such as social studies and art, grouping is heterogeneous.
Social grouping is used when appropriate. Slow groups are kept
small, and individual instruction is given when necessary.

Each teacher 1s responsible for specified areas of the
language arts. One teacher has the major portion of responsi-
bility for preseﬁtatlon, guided reading, and extended interests.
The other teacher deals with phonetic skills and writing. This
teacher also has full responéibility for teaching arithmetic.

A probable difficulty did arise with this pattern of teaching
subjects in isolation. Teachers report the necessity of re-
viewing each other's lessons with the children for correlation
of subject areas.

Generally, the teachers report satisfaction with teaming.
Together they determine strength; and weaknesses of each childj
they discuss problems and develop solutions which thay feel to
be generally better than those arrived at individually.

Groupings are not permanent; a child is transferred from

one group to another when both teachers find it best for that



chllid. Grouping is easler to manage than with one teacher;

there 18 more time to enrich the program for the faster chil-
dren and to give extra help to the slower children. Absence

is less of a problem, because a ¢hild can return temporarily

to a slower group until he has caught up and is ready to move on.

The teachérs are of the opinlon that children do not
feel as stigmatized by this grouping as they would if placed in
one room or under one teacher, as the slow group. They have the
companionship of all the first graders, and the freedom of a
larger area in which to move. Children "learn to be more self-
directive and to take responsibllity; they also learn the rights
of others and that they must share.“13

The report emphasizes the profit to the children,
socially and intellectually, and points out the aspects most
deslrable to the teachers-~-those relating to the pooling of
ldeas, the ease of jolnt planning, and the teaching in the cur-
rioulum areas in which each 1s strongest. The general flexl-
bllity made possible was an intended outcome.

In thlis situation, teaming was informally arranged, but
it 1s a legitimate example of team teaching, involving joint
responsibllity in plannling, teaching, and evaluating a group of
children. It has encouraged a simllar program in the second

grade, but actual test results have not been reported as yet.

1tbad., p. 115.
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Unlversity Clity, Missourl

In 1960, the MeKnight School in University City, Mis-
sourl, stated as its first objectlive, a higher quality lnstruc-
tlonal program with the utllization of teacher talents and in-

14 As a start in this directlion, three fifth-grade

terests.
teachers responslble for the lnstruction of eilghty students
formed a team 1n cooperation with the principal.

This 1s not a departmental program. All teachers teach
all subjects of the curriculum, with the exceptlon of French
and physical educatlion. Students are taught soclal sclences and
music appreclation in large groups, leaving two teachers free to
prepare, confer, or evaluate. Readlng groups are small and
homogeneous.

Teachers serve as "lead teachers” 1n specific subject
areas. A lead teacher 1n one subj)ect area becomes the resource
speclallst for the other teachers, leads in lmproving materials,
. Instruction and technlques, and guldes 1n grouping, organlza-
tion, and objectives. Students engage 1n supervised activity
at mld-morning while the three teachers meet with the principal.
"It is here that lead teachers on the various areas present new

materlials and methods; on-going actlivitles are evaluated; place-

ment of 1ndividual chlldren in groups 1s reviewed and decislons

14H. Frank Duval gt s "Three Heads Are Better Than One,"

e Teacher, LXXI (May, 19 !‘5')9 p. 124,
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are made.”l5 Each morning one teacher 1s in charge of the
agenda to assure open communication and adequate coverage of
material. ‘

Students are responsible for their own materials.

They are 1involwved with at least four teachers during the day,
although each has a home base to which he returns. "McKnlight'’s
concept of the self-contained class has been replaced by one

in which children may be assigned to various learning activities
in relation to their demonstrated skill development."l‘

This teawming program has not reported statistical re-
sults of 1ts success. Members state that 1t is not thélr in-
tentlion to enter the fileld of formallized educational research.

As has been stated, the primary goal was and

1s to provide a more skilled and knowledgeable

staff who ultimately provide a more vital in-

structional program. In the evaluative Jjudgment

of the teachers of McKnight, this 1is occurrlng.l7

The school has reported continuance of the program in
splte of changes in personnel. This success should not serve
to undermine the lmportance of good relationships between all

members of a team. Rather, i1t does show that new personnel

have adapted to the program in progress.

Centerville, Ohio
The Driscoll School in Centerville, Ohio, has supported
a team teaching program at the kindergarten level for two and

a half years. The kindergarten consists of 120 students, sixty

V1pia., p. 122. 61p3a., p. 2.  ‘71pia.
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In the morning class and slxty in the afterncon c¢lass. There
are two teachers working 1ln one large room equlpped with fold-
1ng dcors. The teachers reallze the lmpcrtance of clcse co-
operations

In a team arrangement llke curs...there éah

be no 50-50, #I did it yesterday so you do it

today® attitude. It would reduce the efflciency

of the team and could defeat 1ts purposes.l
When working with the group as a whole, one teacher usually con-
ducts the oclass, whlle the free teacher helps those who nsed 1t.
The atmosphere 1s casual, so much so that the observing teacher
may lnterrupt at any time to make a contributicn. When nct
needed, the free teacher may handle paperwork, records, lesson
plans, and parent reports.

When 1t 1s necessary to form small groups, the foldlng
dccrs can be used; however, small groups often work in the room
without the need of belng partitioned off. The teachers report
the ease of taklng fleld trlips, elther with the class as a whole,
or, preferably, with smaller groups.

The teachers report some lack of intimacy, but feel that
not knowing-each other ochlld well may hasten a child’s soclal
maturation. They explain, too, that most of the children had
nursery school expesrlence; thls has elliminated the need for a
great amount of readiness work and may be relevant in thelr ad-

~

Justment in general.

18”Does Team Teaching Work in hlndergarten?” Grade
Teascher, LXXXV (March, 1968), p. 158.
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Sophisticated Team Tesching Programs

The following two reports are of team teaching as
utilized in Chicago, Illinois, and in various cities in Wis-
consin. These projects were chosen as being representative
of sophisticated application of the team teaching approach.
They appear to have sound justification for 1ts use although
thelr goals are vastly different. At the Bell School in
Chicago, the aim is to provide complete integration of 1its
programs for normal and exceptional children. The Research and
Development Center in Wisconsin 1s concerned with conducting
controlled experiments within the team teaching framework.

In both cases, team teaching is belng considered a
means to an end. In both, it will be noted that a formal
hierarchical structure is well-established. The continuous
crossing of grade levels 1s another common characteristicy
this parallels the movement in nongradedness as a vertical
school organization. It is best effected in schools which
implement team teaching throughout the grades, rather than at
ong grade level. FPerhaps the line and staff teams at the Bell
School can be considered the most complete tools in organizing
both vertically and horizontally; that is, they provide con-
tinuity of procedural pattern and curriculum.

Both projects appear to have placed team teaching in
the appropriate context;flt 1s neither an added innovation,
nor the maln objlective. It 1s an integral part of the total

schooly it affects and i1s affected by the curricula involved



and 1ts lnherent flexibllity 1s put to maximum use in attaining

eatablished goals.

Chicago Public Schools

For many years the professional staffs of the Chlcago
public schools have been working cooperatively with varled or-
ganlilzational and grouping procedures, approaching actual team
teaching by sharing skills in thg currlculum areas, particularly
in art, muslc, and sclence. Some regrouplng across grade levels
has t#ken place 1n order to work with limited abllity spans
in the skills of reading and arithmetic. "Many formal team
teachlng projects were initiated 1n the early 1950°%s on an in-
dividual school basls and were further defined in the early
1960's as the teaming process came under more definitive study
astionally.t?

During the summers of 1962, 1963, and 1964, selected
teachers and the principals of the Alexander Graham 2ell, the
John ®. 'Pirie, and the Ira FF. Aldrldge schools were 1lnvited
to participste in SUPRAD team teaching workshops sponsored by
Harvard Unlversity 1n the Lexlington schools. Fellowshlips for
those particlpsting were provided by the Chlcago Board of
Education. "These schools extended and modified theilr team
teaching programs as the result of this experience, and their

staff served as resource personnel to those administrators,

s
l"Chlcago Public Echools,
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supervisors, and tsacghers throughout the clty and suburbs who

were ilnterested in investligating the team teaching process.“20
One such case 1s the Jdohnson 5ghool, designed specifli-

cally for team teaching. The program was initiated in the

school in 1%63 under the leadership of the ®ell School prine-

clpal. BHegun as a speclal summer school program, the team

teaching at Jdohnson now involves approximately thirty teachers.21

John T. Pirie School.--The John T. Plrle School is well

sulted to team teaching, in that the bullding was deslgned and
constructed specifically to facllitate the grouping of children.
The school consists of two kindergarten and twenty classrooms
for grades one through six. "There are seven clusters of con-
tiguous rooms where acoustically sound walls open into each
other with easej teachers are thus permitted to utlilize fully

the possibllities of immediate regrouplng."zz

The school opened
in September, 1962, enrolling 700 children. The teachers
assigned to the school were selegted with the understanding
that they were to partigipate in the team teachling program.

Each team involves 75 to 125 pupils. Large group in-

struction techniques ranging from lectures and demonstrations

to film, film strips, and overhead projectors, are employed by

, 21@@g§ _ 1 in thg?géggargartegwggg Primary Grades, Study
Heport No. 5, 1 Series {Chlcago: Board of Educatlon of the
City of Chicago, 1964), p. 44,

22

Chicago Public¢ 8chools,
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each team. Teacner speéciallzation and the use of outside re-
source persons are thus encouraged. These large group pro=
cedures also serve to avold duplication of effort and in-
equalities of presentation.

Teams have regular planning meetings in the morning
before school. It 1s not unusual for them to meet at times
during the school day when scheduling permits; frequently
they meet after school hours. Their opinion of the program
follows:

Pirie teachers have agreed in evaluative
sessions that team teaching has much to offer
the profession along many dimensions: an in-
creased professicnalism amoung staff members,
the better utilization of faculty capabilities
and interests, a better in-service education for
new teachers and student teachers who begin thelr
careers working with a team, an ilncreasing eager-
ness on the part of the childrem to learn as they
are more consistently challenged in thelr abllitles
and talents, more extensive use of resource mate-
‘rials, and a sharpened awareness and 1n§§rest in
educaticn on the part of the community.

g _Scheool.--Unlike the Pirle School, team
teaching at the Ira F. 4ldridge &School began with only six
teachers in 1964. At present it involves all staff members in
group plamning and decision-making. Aifthough it is a new school,
1t was deslgned to accommodate self-contained ¢lasses. To
facllitate teamling, teachers on the same team are assigned

gd jacent roems. Speclal space was made avallable for small

23

Ibid., p. 37.
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group instruction in the health and library workrooms. Classes
in the gyvmnasius and library were soheduled to allow space and
time for large group instruction and team planning.

A team leader provides over-all supervision for the
three subteams of thirteen teachers. An uuxiliary staff com-
prised of the librarian, physical education teacher and adjust=
ment teaoher works with the subteams. Classes are organized
initially on the hasis of heterogeneous grouping, necessitat-
ing oontinuing regrouping for instruction. Planning sessions
at whioch all class re-scheduling 1s determined have resulted in
muoch teaocher interaction. As at the Pirie 8chool, these ses-
sions are held at 8:30 in the morning, and often during lunch
hours @&nd scheduled times during the day.

*The Aldridge staff identifies both guantita-

tive and qgualitative progress in terms of its

positive acceptance of the implications of team-

ing. This acceptange inveolves...philosophiocal

changes in educational theory which point up the

fact that the complexlity of today's kﬁewl&dge de=-

mands the zharing of teaching tasks.?

Aleyander Graham Bell School.--Alexander Grahaa #ell

Sohool is a State Demonstration Center for the Education of
Gifted Children.

One of the earliest forms of team teaching in the
Chigago public schools was developed in the 1%50%'s at the Bell
Sohool, where & laprge center for deaf and blind shildrsn is
combined with a regular complement of K-8 children. “The pat-

tern of integration of handicapped and regular children

1piq,
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daveloped in the school, and the accompauying need to joln the
effort of the speciszl teachers with the regular teachers in the
gqucation of the total student body, lent i1itself not only to

team teaching, but to the combination of team teaching and

f425

continuous development,

The school enrolls approximately 750 children, one-third
of whom are handicapped to such an extent as to require a
special education program. Of the professional staff of 65,
two-thirds meet full reguirements in both regular and special
education.

The following encompasses the phllosophy governing the
#ell School:

All Bell pupils are children first, with the
needs of all children paramount; the emphasis on
their differences is secondary consideration. All
of these pupils, regular, blind, deaf, partially
sighted, and multiply handicapped, work and play
together. 4&ll1 teachers serve all pupils. Each
pupil has a program structured to success and
talilor-made to hls unique needs and abilities.

All temchers are regular teachers, first, in
service to all children; all teachers are special
educaters, second, with very specialized siills
which make them professiongl leaders in thelr par-
ticular function to the total school program. Bell
Zchool fosters the teaming of tga@h@rs and the
jntegration of all 1ts pupils.=®

gsﬁdﬂcatiﬁﬁ in_the Kindergarten and Primary Grades, No.
s Do L4

?%uné Alexander Graham Bell School Provides a Team
Teaching Program for Its Normal and Handicapped Gifted Children®
(Alexander Graham Bell School, Chicago, April, 1984}, p. 3.

{ Mimeographed. )



Team teaching has been in effect at the Zell School
since 1956 and develeped out of the necessity for complete staff
interaction in developing an integrated program involving all
handicapped and normal students. It effectively enriches the
total program for theoretically, no one teacher has the broad
and intensive background in thls day of the exploslion of knowl=
edge to present as effectively as possible the structure of all
fields of study through the method of disgovery to puplls of
normal intelligence. The problem becomes a far more complicated
one when related to serving the needs of the gifted and further
compllicated and challenging when some of these glfted are handli-
capped through defects of sight and hearing.27

In order to serve the needs of the students in a chal-
lenging, effective manner, the 3Bell School staff works 1n and
through curriculum on staff teams, grade level or lline teams,
and department teams {those serving the'normal9 blind, deaf,
hard of hearing, partially sighted, and multiply handicapped).

The schocl sees team teaching as making possible "an
Intensification of the study of the gifted, the further study
of the grouplng and regrouping of pupﬁis to the estatiished
goals of each lesson, the experimentation with methodologles,
the creation of materlals, the reflning of techniques,;...and

the structuring of evaluatlon procedures.“28

271p1a.
281114, , p. 4.
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This emphagis on the gifted and handicapped c¢hildren
does not undermine the programs for the normal and slow stu-
dents. The school 1s concerned with each childfs academic
achievement, as well as his soclal, vocational, and emotional
adjustment in a normal functioning society, "Each child no
matter in which department he is enrolled has a program custom
meade to his needs and abilities and is grouped and regrouped
homogeneously and heterogenecusly with other puplls depending

upon the purposes and goals of the learning experiences which

are being provided for hJ_m.,"29

This concern, relative to integration of handicapped
and regular students, 1s re-emphasized in the following pointsjs
each makes implicit the necessity for team teaching in order
%o achieve the gosl for total integration set by the school:

1) Integration must be structured for suscess;
the child’s readiness 1s of paramount importance
in planning a program tailored t¢ his needs and
abilities.

2) The special and regular teachers serve the needs
of both the speclal and regular students, not
exclusively, but interchangeably, according to
the immediate obhjectives.

3) Successful integration 1s dependent upon the
guestion of what pupll, at what time in his
school career, under what c¢cndition, for hew long,
with what teacher in teams of experimental backe
groun& and education {(a special teacher, a regular
teacher, one experienced in both areas), with what
group of regulars and in what subject;ﬁé

=
wg“Sell School Philosophy and Objectives” (4. G. Bell
School, Chicago, n.d.}, p. 1. {Mimeographed.)

O1pia.
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4C the primary level, the continuous development pro-
gram and the resultant flexli®sle groupling have teen utilized for
three years. &t the intermediate lewvel both the very able and
the very slow puplls are grouped out. Huch of the school pro-
gramming is gearsd to the development uf the effective non-
graded school.

A description of the actual team teachling structure
wilthin the school 1s necessary in clarifying the school's means
of implementing its philosophy and of attaining lts goals.

The faculty is organized 1nto four llne teams at the
nursery-kindergarten, continuous primary, intermedlate, and de-
partmental grade levels. Declsion maklng in each 1s effected
under the guldance of the teamlleader in morning planning and
evaluatlive seesions. At these sessiocns dally plans for grouping
and regrouping of chlldren aacording to the objectives of the
specific lessons are determined. The size of the groups vary
so that the pupll-teacher ratlio for any specliflc lesson at a
specific time is tallored to the goals of the lesson and to the
needs of the pupils.31

A fifth team known as the totar~-services team and come-
posed of those teachsrs who meet all puplls, such as the physi-

cal educatlion instructors, the home mechanic instructor, the

3l“ii‘eam Teaching Structure at the ilexander Graham Bell
School" {A. G. Bell School, Chicago, n.d.), p. 1. {HMimeographed.)
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libtrarlan and adjustment teachers, the forelgn language teachsr,
the resource teachsr and the assistant principal, work out
plans relative to the total school program and serve also as
resource persons to the line teams.

In addition to these teams are fifteen staff teams with
the speciflc responslbillty for conslistently upgrading the total
school program in the area of their curriculum specialty. These
teams meet twlce a week in planning sesslons "and work out a
conglistently on-golng inservice tralnling program for the total
facultySBE An added function 1s that of asslgning materials
and methods for the gifted. Staff team leadership rests on the
faculty member most effective in the area under study. Each
staff team has representation from each of the four line teams,
thus insuring cross-communication. (3ee figures 9 and 10.)

Each faculty member at thé Bell School, then, has two
team roless the line rolé repreéentlng his grade level and the
staff role representing his currigculum strength. He is expected
to accept leadership ”in those areas 1n which his capabillties
earn leadership, and he pulls from the strength of the total
staff in those areas in which he needs growth."33

The principalts cabinet is composed of the assistant
principal, the line team leaders, the soclal center director,
and flve elected staf{ meambers--two representing the regulsr

and total service departments, two representing the deaf and

J21paa, 31pia.



hard of hearing departments, and one representing the blind
and partially sighted departments. A1l special teschers are
integrated into the line and stéff team structure. (See
Figure 11.)

Once a week the princlipal meets with the total staff
%o share experiences, This aspect of the pattern of team
organization further insures continuous communication. The
complex hierarchical structure provides for formal leadership
at some polnts,; while allowing natural leadership to develop to
a great extent 1n both the staff teams and the line teams.

The school has lald ground rules to be accepted by those
tezchers wofking on the staff; a partial 1ist of these rules

appears below:

1) There 1s no room for those who take professional
criticism personally.

2} Pecision making and planning as a group are the

essence of team teaohing.

)} Due to the minimum of administrative guidance,
much authority is released to the team to allow
for full use of teacher creativity. This is
based on the theery that "the true professionals
{emphasls original) achieve greater heightis under
Tthe fullest freedom possible."

&) Members must have the willingness to change and

a unique flexibility.

3} Everyone on a team is a pr¢ 'essional equal. The
team leader is appointed at the beginning to
initiate actiony different leadership will emerge
freguently, "Hesponsibillty devolves, however,
upon all memkers of the team equally. The tean
leader merely facilitates the free exchange of
ideas gnd serves as a mecderator.”

6) The use of sll resource people 1s urged.

7) Flanning the class size according to the purpose
of the iesson is urged. There is no definitive
research that a small class leads to better

w
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pupil ané&ysianﬁiﬁg,gg

These ground rules are widely applicable. They are
in accordance with the school philosophy and its concern for
meeting each pupll®s needs.

Because the concern is for every student, a specially
developed program for gifted children of all departments has
been in progress for filve years. Of 750 puplls, 93 have been
ldentified and studied for enriched programming and guidance.
Puplls are selected on the vasis of I&; "high achlevement,
teacher judgment, and congistently outstanding performance in
such areas as the performing arts, evidenced creative behavior,
and divergent thlnking."35 The gifted handicapped students
are grouped "wlth thelr gpec¢ial peers for those skills spe-
ciflcally relasting to thelr needs as blind or deaf puplls and
regrouped in intensive integratlon experiences with the regular
pupils of comparable abillty for the broadest participation
possible consisgbent with their suceesg.”Sé

Thus, a program of contlinuous evaluation 1s necessitated,
allowing integration for each pupil at the earlliest feaslble
time and to the greatest extent possible. Thls entire integra-

tion program is facilitated sy team teaching &t all levels.

BQHTaam Teaching Giound Rules® (4. G. Bell School,
Chicago, n.d.), pp. 1l-2. (Mimeographed.)

FInine Alexander Graham Bell School Prevides a Team
Tesching Program,” p. ®.

31p1d., p. 5.
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At the departmental level, students are placed in three
basic homogeneous groups for all academic experiences and
formal guldance. These groups are further broken down to those
highly gifted and those of remedial pupils. Individual pro-
gramming i1s provided for the remedial pupils.

Departmental teachers team in working with all pupils.
Two or more develop the soclal studles program for one grade
level. The language arts top groups in both the seventh and
elghth grades are programmed at the same time; this makes pos-
slble the grouping and regrouping of puplls across grade levels,
allowing all to proceed at the maximum rate. Two teachers team
in developing the total sclence program. Both have graduate
ma jors in sclences one 1s a speclalist in working with theideaf;
the other specializes in working with the blind.B?

At the intermediate level the most able students are
grouped out into two self-contalned classes under a team teach-
ing program; one at the fifth and sixth grade levels and one at
the fourth grade level. Handlicapped children whose ability
warrants such placement are integrated into these groups. Basic
fgatUPes at this level are curriculum enrichment, making fullest
use of all educational media, and stressing techniques and
processes of inquiry. In the fifth and sixth grade groups
speclal team projects are ﬁnderway in the areas of social

Jstudies, science and language arts. In the fourth grade group,

3?"'Specr,j.al Features® (A. G. Bell School, Chicago, n.d.),
p. 5. (Mimeographed.)



teaming emphasis 1s placed on social studles, mathematics, and
the development of study and research 8k1118.38

The concern for the studentsy, 1t is again emphasized,
extends to all. The slower students are grouped in small
classes for skill experiencesy materials and teehniques which
are used in these groups differ greatly from those used with
accelerated or regular pupils. Like the gifted handicapped,
the -normal handicapped are included in the total program on
thelr level of ability and integrated to the appropriate degree.

"Team teaching makes possible the above flexibility in
the size of all classes; for expressive and skill experience the
classes are smaller than the pupll-teacher ratioj for reception
experienceg, the classes are larger. Thlis planning makes pos-
sible the use of the most able and highly skilled faéulty
members for each lesson. Team teaching effects the success-
ful grouping and regrouping of puplls to the purposes of each
lesson.

"The flexibility inherent in team teaching not only
makes maximum use of staff potential and creativity but also
makes possible the most ideal development of programs designed
to sult the individual needs of each and every pupil enrolled
in the school.“39

381pia.

39vspecial Features® (A. G. Bell School, Chicago, n.d.),
p. 5. (Mimeographed.)
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FIGURE 11
Staff Teams: Bell School
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Wisconsin Schoolszs

The Wisconsin Research and Development Center for Cog-
nitive Learning, in cooperation with local school systems and
the State Department of Public Instruction, began Project MODELS
in the 1965-1966 sehool year. The two main objectives were to
increase efficliency of student learning in subject matter of
high cognitive content and to provide a facilitative environ-
ment for carrying out research and development activities of
the Research and Development (R & D) Center and local schools.

In Project MODELS all factors involved in improv-

ing instruction within a school building are con-

gsldered; including the faculty itself, the equip-

ment, the instructional material, the instructionzal

program, the instructional personnel, and the stu-

dents. In addition, Project MODELS i1s concerned

with relationships of the personnel in a school

bullding and representatives of the central staff,

the R & D ngt%rg Department of Public Instruction,
and others.

The primary emphasis in the elementary schools, inder-
garten through grade six, focuses upon the lmprovement of learn-
ing in three mailn subject areas--reading and other language arts,
arithmetic, and science--and upon improvement of learning condi-
tions in three related areas--motivation, individualization of
instruction, and concept learnlng.41 The secondary emphasis--
upon developing a new instructional organization, redefining

the roles of some educational personnel, and establishing

4oKlausmeier, et 8l., p. 1.

41Planning thus far focuses upon improving instructiocons
in one but not more than two sub?eet fields in a school building
during a given year (Ibid., p. &

-4
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additional roles--1s meant to faclllitate a systematlc process
in the ilmprovement of learning. Those roles requlring redefl-
nitlion are those of the central staff, the principal, and
certified teachers. The new roles belng consldered are for
teacher leaders and non-certified personnel. Time, space,
equlpment, and supplles are belng manipulated for lmprovement
of instructlion, though they are not belng glven intensive
study.42

New orgamizations have been developed in local school
bulldings in Janesville, Madlison, Manitowilc,; Milwaukee, and
Racine. The 1966-1967 school year was the second year in which
these organizations, called R & I (research and instruction)
Units, functioned in the above sohools.43

The R & I Unit can be defined as the baslc instructional
unit replacing the self-contalned classroom. Each unit 1s com-
posed of a unit leader, two or more certified teachers, one or
more noncertifiled aldes, and the students for which they are
responsible. The number of certifled and noncertiflied personnel
varies according to the number of students.

The unlt leader 1s responsible for the 1nstructional

program of the unit. He teaches from one-half to two=-thirds of

421%;&,9 Do l.

43Herbert J. Klausmeier and Mary C. Qullling, "An Alterna-
tive to Self-Contalned, Age-Graded Classes” {Madison: Wisconsin
Research and Development Center for Cognitive Learning, n.d.),
P 1.
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the school day and 1s thus avallable at times during regular
school hours for other activities. The certified teachers
carry out the usual instructional responsibilities, operating
as a unit rather than as self-contained classroom teachers.
The non-certified personnel perform a variety of secretarial,
management, and other school-related activities under the
leadership of the unit leader and the teachers.

An lmportant feature of each R & I school i1s the in-
structional decision-making committee compriged of the building
principal and unit leaders. It meets at least once a week and
frequently does so more often. The committee works with con-
sultants from the central staff, the R & D Center, the State
Department of Public Instruction, and other agencies as needed.
Decislons made by this commlittee are implemented within the
units through the unit leaders. The advantages of this build-
ing organization are felt to be these:

1) It provides time for planning the instructional

program during school hours.

2) It promotes clear articulation of the ilnstructional

program for the entire school.

3} It utilizes key certified persomnel in planning

~ the school-wlde program.

4) It tends to increase the effectiveness of the
bullding principal and central staff in improving
instruction, with teachers working at a profes-
sional level.

5) It utilizes noncertified personnel perﬁgr@iﬁg
duties necessary to the total program.

M Kenemeier shtkinPrals . 2.
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It is felt that this organization provdes opportuni-
ties for continuous curriculum development and improvement; in
addition, the probability of providing for individual differ-
ences 18 enhanced. Individualization requires reliable diag-
nostic procedures, adequate 1hstructional materials, aﬁd more
flexisle utilization of personnel, space, and time,45 In or-
ganizing the units, scheduling has been thought of in terms of
large blocks of time allowing for flexible grouping. Within
these time blocks, lessons can be planned on the basis of chil-
dren‘*s needs and are not fored into inflexible time slots.

The staff coordinator of the R & D Center may meet fre-
guently with principéls and unit leaders of all schools to
facilitate the sharing of information and the unification of
the programs. The staff coordinator, curriculum consultants,
building principals, and representatives of the R & D Center
meet to plan the total program. This further unifies effort
made by all personnel.

The principal of the school is the key person to a suc-
cessful, well-implemented program. He needs to be enthusiastic
about unit teaching znd well informed about the instructional
program. He 1s the administrator and coordinator and must ex-

grcise more responsibility for instructional improvement than

Qﬁﬁlauﬁm&i@r et gl.; p. 5.



many principals now do. At the same time, he must be willing
to delegate responsibllities and provide support to the unit
leader.q6 He plays an ilmportant role in the selection, not
only of unit leaders, but of teachers and non-certified per-
sonnel.

It is considered that inservice or on-the-job education
is essential for the entire staff throughout the first year a
unit school is in operation, and a workshop or seminar prior
to the begimming of the school year is desirable. In such a
workshop, the central staff personnel, the principal, the unit
leaders, the teachers, the non-certified personnel, and subject
matter consultants involved in the program should be active
participants. Here they are to be encouraged to clarify ob-
jectives, establish goéd interpersonal relationships, become
oriented to the 1nstructional unit concept, and define the roles
and responsibllities of each staff member.47

The emphasis placed on a continuous unified instruc-
tional program in which individualization can take place, sug-
gests the distinct advantage of completely unitizing the school.
Within a committee of consultants from the R & D Center, the
bullding decision-making group and the local central staff, the
framework for developmentrbf a unified curriculum can be organ-

ized. This can then be best implemented in a unitized school.

L6
47

Inid., p. 6.
Ib;@eg Pe 80
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It 1s within each unit that instructional problems must
be resolved. Here, ldeally, each member has the benefit of
several other teachers' insights and experiences in subject
areas and thelr knowledge about individual children when making
instructional declsions. These declislons must be based upon
diagnosis of each chlld's characteristics. The unit leader
becomes analyzer and prescriber for individual students and
communicates his knowledge to other teachers, who plan with the
leader the materilals and methods to be used. He 1s responsible
far the individual child in these varlous ways:

) determining how far each has progressed

) dilagnosing weaknesses in each child's learning

) determining how effective materials and methods are

) locating new lnstructional materials.

) continuously evaluating each in terms of instruc-
tional objectives

) providing continuous feedback to staff members
and learning cooperatively with them an appro-
priate instructional program.

The R & D Center provides consultant assistance in four
school systems. Within these systems, schools organized in the
unit plan are closely tied with five R & D projects, four of
which are designed for the elementary school. These projects
concern the subject areas of arithmetic, reading, and science,
and the related area of concept learning. During the 1967-1968
school year, four semlnars are belng held by the R & D Center

for unit leaders and other staff members in the school system.49

Results of fleld testing will be presented subsequently.

“81pid., p. 11.

491pid., p. 13.
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However an informal conclusion drawn by the B & D Center
states that the scthool organized into B & T Units or modified
verslong meeting situstional characteristics,

has significant place in the educstional scene
today. Further, the explosion of knowledge,
the improvement in itesching-learning process,
and the massive introduction of sducabtionsl
equinpment reguire cooperative activitias among
local schools and other agencles such as
colleges, state department of public instructien,
B & Centers, and regional laboratorles.
Tinkering with one or two elements of a Lotal
system, such as the textbooks, programmed mate-
rial, and audiovisual equlpment, teacher aides,
or inservice sducation does not yield high
rewards. >0

Giesge dlementary Schaol.-=-4n exzample of one such

unitized school cooperating with the B & D Center is the Cless
Elementary School in Eazeine, Wisconsin, now in its third vear
of operaticn, For the first two years team teachning was car-
ried on within grade levels. During the present vear some
grade lines have been broken down as @ step in the dirsction
of one of the end gozls, that of complete inmdividualization.
The school is organized into four units {teams) sccord-

ing to the prototype provided oy the # & D Center (Figure 1%).
There exlstsz an established hierarchy within eszch unit and
within the school as 2 whole. The unit leaders at this school

are requlred to teach only 30 per cent of the time. ¥ithin
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each unit, in addlition to the leader, are five to seven cer-
tified classroom teachers and two auxlliary staff members:
an instructional secretary and a teaoher alde. Both are
assigned dutles as the team sees flt. A unit may have an
intern teacher who, i1t 1s emphasized, 1s npot subordinate to
the certified teachers, but, rather, 1s accepted as an equal.

Children are grouped in stations within each unit.
Regrouping 1s based upon teacher judgment and results of
achlevement tests. The Stanford Achlevement Tests are com-
monly used at the intermediate level. Chlldren are grouped
homogeneously for subjects such as readlng and arithmetic.

In areas such as muslc and art, grouplng ls heterogeneous.
(There are no established criteria for evaluation in music;
thus, groups cannot be forméd for treatment.) Instruction
takes place 1in both large and small groups. In addition, a
large part of the time lg devoted to ilndependent study, espe-
cially for nigh achievers.

4 modified Trump Plan 1s followed in delegating group-
ings. Large groups for the purpose of motivatlion and demonstra-
tion are formed approximately 20 per cent of the time; small
groups are formed 30 to 50 per cent of the time, and independent
study takes place 30 to 50 per cent of the time, depending upon
the student?*s ablllity. Independent study includes programmed
learning and the use of individual audlo-visual equlpment by

children in a resource center.
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Each day is divided basically into a modified modular
schedule, each module or time unit being of fifteen minutes®
duration. Scheduling thus may include lessons fifteen minutes
long and some over an hour long. Each weekly schedule is es-
tablished the preceding week by the unit leader and teachers.

Each unit, or team, holds two basic types of meetings.
The planning meetings above mentioned are those at which time
schedules are planned and groupings formed. It 1s emphasized

that team planning takes precedence over team Leaching “per se.”

Decision-making meetings are those at which broad plans are
generally decided upon. Individual members or palred members
present outlines for teaching units whiech they have developed,
for acceptance by the group. Any re-working of these plans 1s
accomplished gutgide these declsion-making meetings.
Individualization 1s most readlily apparent in the
totally nongraded reading program. The mathematics program,
particularly at the intermedliate level, provides for a great
deal of individualization. Each child works on one of eight
strands at a time. Part of his time is spent working in a
programmed, self-paced booklet; about which he confers dally
with a teacher. Highest achievers spend more time per week
working individually than do lower achlevers, most of whose time
1s spent in structured lessons. DBetween these two extremes are
the two-to-three member student seminar groups with whom teachers
work. Time spent in these groups varles, again according to

children®s needs.
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The danger of departmentalization at the intermediate
level is eliminated: teachers are not required to specialize
in one area. Presentation made to large groups are rotated,
each teacher presenting lessons regularly. However, 1f one
teacher 18 strong in a particular area, he does act as a con-

sultant to the other unit members. Agaln, the emphasis 1s on

nnine as a workable definition of the program in

,mgi

progress.

5linterview with Mr. Nelson, Principal, Giese Elementary
School, Racine, Wisconsin, December 20, 1967.
Interview with Leader of Imstructional Unit D, Glese
Elementary Schocl, Racine, Wisconsin, December 20, 1967.
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CHAPTER VII
EVALUATION

Characterization

The sampling of team teaching projects reported in this
paper should serve to re-emphasize the great diversity in meth-
ods of organization and alms that now exlsts throughout the
country. Similarly, many projects undertaking to evaluate thelr
effectiveness tend to publish descriptive and testimonial mate-
rial. Glen Heathers conducted a review of research on team
teaching, which appears as a chapter in Shaplin and 0Olds. He
states that, 1n general, there 1s a lack of well-deslgned re-
search; that which 1s conducted does not follow general research
guldelines and 80, ylelds limited, i1f not uncertain results.1
Little attention 1s pald to baslc rationale and theory. There
18 limited application of appropriate research strategles to
questions reguiring answers.2

Research 1s complicated primarlly because team teaching
projects often involve two or more complementary or merging
arrangements. Varlous comblnatlons of non-gradedness, regroup-
ing, cooperative teaching, non-professional assistance, and the

use of technical alds, are found among the projects in operation.

lShaplin and 0lds, pp. 306-kk.

2Bobert A. Anderson, "Organlzational Characterlstics of
Educations Staff Utllization and Deployment,” Review of Educa-
tions] RBesearch, XXXIV (October, 1964), p. 455.
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An example of this i1s a statement by Wynn and DeRemer which
concludes that, in programs studied,

there was insufficlent evidence on the cruclal

question of whether the subdivision of the

teaching function into speclilalized parts assigned

to individual members of the instructlonal team

1s a more productive use of teaching time and

talent than the traditional unity of the teaching

function a% manifest in the single teacher class-

room unit.

Thus, the projects generally are not designed to measure sep-
arately the contributions to instruction made by each of these
features of team teaching; they do not 1solate these variables.
Herelin lies the major weakness of research done on the projects.

4 number of instruments of evaluation have developed
within the context of team teaching. Too often, however, the
instruments used by projects are those designed for conven-
tional teaching programs and are incapable of measuring or
discriminating between the speciflic aspects of team teaohing,
such as the type of learning in large and small groups and the
effectiveness of each.

Projects usually choose from among a variety of in-
struments when establishing an evaluation program. Examples
would be the basic standardized tests of achievement and
maturlity, questionnaires, anecdotal records, teacher time

studles, principal’s records, team leader reports, master

teacher reports, counseling and guidance team reports, and

3D. Richard Wynwn and Richard W. DeRemer, “Staff Utlliza-
tion, Development, and Evaluation,” Review of Edugational Re
gearch, XXXI (October, 1961), p. 394.
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analysls of subj)ect area examination data.

Major criticlism is directed at standardized achlieve-
ment test 1esults. They are limited in abllity to measure
mastery of generallzation; they cannot measure the quantity or
quality of verbal and non-verbal interaction in the small group.
These limitations exlist under any program relying primarily
upon standardized tests and they are generally recognized by
educators. However, one source states that "it 1s critical
that, at an early stage, a team teaching program be able to
demonstrate clearly and honestly that puplls do at least as
well as they would in a conventional program.‘54

There are inherent limitations also, in the attitude
scales so often used to evaluate both team teaching and con-
ventlional programs. Although they are easy to administer,
results usually have a wlde degree of variation. They tend
to be more reliable when administered several times a year.

According to Olivero, the standardized achievement
tests used in conjunction with attitude scales are the surest
guldelines to administrative action. He does place some re-
qulrements on their use. Only if the achlevement tests yleld
scores equal to, or higher than those ylelded in conventional
programs, can attention then be given to specific objectlives;

thus, achlevement is a primary concern. Attitude scales must

48&1? and Woodward, p. 188.
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be administered regularly, and it must be recognized that while

a generally positive attitude 1s necessary, it 1s not in itself
a sufficient measure of success.5 These tests should give both
objective and subjective professional evaluation.

In splte of the wide recognition of limitations, not
only of standardized tests and attitude scales, but of any
evaluative devices, they continue to provide much useful in-
formation. The reports issued by various schools and school
systems engaging in team teaching are based largely upon the
two evaluative devices discussed. The majority of these reports
state recognition of the limitations within which evaluators are
working when presenting results. It can be generalized that
conclusions reached are positive, both when objectively and

subjectively based.

1Lts

apd Hecommendations Reporited by Projecis

Stanford, Illinois

One limited study was conducted on sixty-six first grade
children from the public school system in Stanford, Illinois.
Reading achievement was compared under two types of classroom
organization. The experimental group of thirty students was
directed by a team of two teachers working as a unit. The
control group of thirty-six students was directed by two

teachers working singly in the conventional classroom.

ﬁﬁeggg, Do 114,
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The experiment was conducted for nine months; intel-
ligence and reading achlevement tests were adminlistered. during
“the last month.

The experlmental class was grouped and sub-grouped for
instruction by reading abllity. The control classes were di-
vided homogeneously by reading abllity into three groups.

Results show that, as whole groups, no statistically
significant differences appeared in the test results: superior
students made no significant galns; average students in the
team teaching group scored higher on word recognition than did
those 1n the control group; boys in the team situatlon showed
greater gains in word recognition; and girls revealed the
greatest number of significant differences, those in the team
taught group scoring higher 1n word recognlition, paragraph
reading, and readilng averages.

The study reports diffliculty in segregating peadlng
Instruction from other facets of the program and suggests that
other measurements be made. No general concluslions are war-
ranted from the 1nf‘ormat10n.6 This 1llustrates the 1mporténce
of research methods and the 1ntens;vé study required for even

such llmltediexperlments as this.,

6Henrletta Rapp Peases, "Team Teaching: Effect on
Reading Achlevement in the First Grade" (unpublished HMaster's
dissertation, Department of Education, Illinols State University,
1964), pp. 37‘48.



North Lima, Ohio

A contrast might be drawn between the previous 1llustra-
tion and this. In the North Lima Elementary School, three first
grade teachers planned a team approach for sixty-five students.
Students were brought together once or twice a week for concept
presentation. Groups were exchanged frequently to evaluate
progress:-and assess areas where emphaslis was needed.

According to June J. Slobodian, these beneflts were
derived from thls approach:

Wilth the use of the team approach more direct

attention was given to different abilities of

both teacher and puplils. This approach pushed

the teachers out of thelr rooms and into a

search for better knowledge and adaptation.

Each spurred the other on to look for better

ways of approaching the teaching-learning

siltuation. Thelr optimistic attitude was

conveyed to the children.?

This article 1s representative of many of those presented
previously and serves to point up the way in which experiments
and projects are generally reported. It 1s helpful to regard
opinion and observations as such. They are useful to a degreeg

at the same time, they are wholly subjeg¢tive. The accurate

interpretation of particlpants® attitudes is paramount.

7June J. Slobodlan, "Team Teachling Experiment Proves to
Be Effective,” (Ohio Schools, XLII (February, 1964), p. 27.



131

Skokle, Illinois

A partial evaluation of this team teachling program at
Devonshire Elementary School 1s concerned with students® atti-
tudes. The reactions of ten students--six girls and four boys--
chosen at random from the sixth grade, are reported. These re-
actlons are recorded from individual twenty-mlnute ilntervliews
conducted with each of the chosen students.

All sixth grade students had been under the guldance

of a team comprised of a leader, two regular teachers, and four
certiflied part-time teschers alded by a full-time clerk. Class
sizes ranged from seventy-five students to small groups of four
or more students. Most grouplng was based on achlevement and
abllity as measured by standardlzed tests and the teachers’
Judgment.

The findings from the interview are as follows:

1) In the beginning, students adjusted quickly, al-
though inltially overwhelmed by the situation.

2) Students most favored opportunities of being in
small groups and of having different teachers.

3) Students least favored the homerooms® having
seventy=~five students; they felt 1t to be over-
crowded.

4) Students prefer team teaching over the self-
contalned classroom.

The evaluatlion cltes other studles which have found that

elementary school children have high poslitive feellngs about
team teaching; they conclude that thls report supports these

previous findings.

8Galen M. Jarvls and Roy C. Flemlng, "Team Teachlng as
Sixth-Graders See It," Elgnen v _School Journal, LXVI (October,

1965), pp. 36-39.




Lexington, Massachusetts

The 1962 achlevement test results in the Lexington
Publis Schools were encouraging, although the national norms
were adjusted upward an expectation level in order to reflect
the superior Lexington students. Again in 1963, the California
Achlevement Test results were above expectation in most subject
areas and group-:achievement levels at each grade, one through

six.

The results at the Franklin School reflect the trends

shown in the system:

1) Grade one: all grouping levels met or exceeded
the adjusted norms except in reading comprehension
for the students in the lowest quarter of the groups
however, their expectancy level is high due to the
overall I& distrlibution of the first grade.

2) Grade two: the top quarter averaged seven months
higher than expected; the remainder of the group
met or exceeded the expectancy level (allowing
standard error).

3) Grade three: students were above the expected
norm in all areas at all levels; the expectancy
in the overall score was exceeded by sglx months
to one year. :

4j Grade four: all students met or exceeded expectancyj
especlally high scores were made by the upper
quarter of the class.

5) Grade five: students met or exceeded the expected
rates in all areas except speliing in the lowest
guarter of the classy however, they showed a twenty-
month gain.

6) Grade slx: students met or exceeded the expected
norms with a few exceptionsy the lowest quarter
grew but not up to grade level in arlithmetic
fundamentals or reasoning.?

The school disfrict made the following conelusion regard-
ing the results:

98air and Woodward, pp. 206=7.
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Academlc records of the team teaching schools,
as measured by achlevement tests, 1s excellent,
and has shown a steady improvement each year for
the past four years. These results cover a suf-
ficlent perlod of time to glve assurance that the
puplls are making above average progress.lo
Attitude studles were made in the form of a questlion-
naire sent to the parents. Of those responding,
1) over 80 per cent felt that the Norwalk Plan met
children®'s academlc, emotlonal, physical and
soclal needs,
2) approximately 90 per oent favored the mobility
of the ohlldren, working wlth several teachers,
in small groups, and at indilvidual achlevement
levels.ll
Teachers® attitudes were stated as generally posltive.
Most favored the fact that they were freed from non-professional
dutles. Some felt that they had status advantages 1n the pro-
gram.12
The Lexington Team Teaching Program (LTTP) olaims both
direot beneflts and indireot beneflts resulting from the varlous
aspeots of the plan. Direct beneflts are those tc the students
whioh arlse from group discussion and declslon-making. Emphasis
1s placed upon matching the right students with the right
teaohers in relatlon both to subjeot matter oompetenoy and per-
sonality. Guldanoe and evaluatlon by the team as a group 1s
believed to be of further benefit to eaoh student.
Indirect beneflits are those whioh should ultimately railse
the level of the teaohlng profession. The creatlon of a person-

nel hlerarchy 1s belleved to faclllitate reorultment of more

19;@-&@»“! p‘ 2070 lliblé-, p. 211

121444,
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competent people into the fleld of elementary educatlion and to
provlide recognition and prestige to those assuming increased

responslbllltles.13

Norwalk, Connectilcut

At the end of the first two years of operation of the
Norwalk Plan, the Stanford Achlevement Test battery was admin-
lstered to students in team teaching sltuatlons and those 1in
conventional classrooms at corresponding grade levels. The
results showed that in all but nine of the forty-elght tests,
the students belng directed by teaching teams made average or
better than average galns.14 |

Studlies of pupll adjustment show no evidence that the
team teaching program 1s detrimental to personal soclal adjust-

15

ment. Attitude surveys of 'the students show that four cut

of five were favorable toward having more than one teacher, re-
celving instruction in various rooms, heing members of a largs
group; as many felt that they knew at least one teacher well;
ning out of ten made as many or more friends as when in a self-

contalned classroom.l‘

zﬁzbiﬁ.g ppo 1""}-80

¥ope Norwalk Plan: A Two Year Study (Norwalk, Conn.:
Norwalk Board of Education, September, 1960), p. 87.

151p1d., p. 22.

152§e Norwaly Plan of Team Teschinu, Fifth Report, 1962-
3 (Norwalk, Conn.: Norwalk Board of Lducatlon, 1963), pp. 23-26.
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The conclusion drawn by the Horwalk District in 1961

The HNorwalk Plan has been a catalytic agent

for lmproved instruction in the entire school

zystem. It nas stimulated use of newer audio-

visual devices gnd instructionsal materisls. It

has also fostered a more concerned effort on

curriculum revision, lmproved instructional tech-

niques, more f{lexible grouping practices and more

cooperative effort en the part ef teachers not

directly participating in team teaching. In short,

the plzn has had many @as%tive effects bolth within

and without the program.l?

#ceano, California

The project administered the California Test of Mental
Maturity both befere and after the team teaching experlence.
Cains in reading, arithmetic ani language were measured and
compared. The Californla Test of Personality was administered
in the same marmer to test the effects of the program on chile
dren's persconal and scocial adjustment.

In order Lo analyze results, =2ach class was divided into
groups on the basis of scores the students received on the mental
maturity test. The group that received initial high scerss was
expectsd to excsed the group that received low scores in the
areas #f achievement listed above.

The mecond grade resulbs of 75 students after five months

with fthres teachers:

o

7 % + T Y 5 T
E*The Horwell Plen of Tesm Teachling. Third He
61 {(Horwalk, Conn.: Nerwalk Soard of Education, 19673

R
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1) overall mean achlevement growth of seven
months 1n reading, arithmetic, and language
(growth in language slightly greater than in
the other two areas).

2) progress of high achievers greater than that
of low achlevers when comparisons based on
growth expectancy rates

3) slight overall galn in adjustment scores for
the total class (brighter students scored
slightly higher).

The fourth grade-sresults of 65 children after nine
months with two teachers:

1) average mean growth of nineteen months; greatest
gains in arithmetic (21 months) and langusge (20
months); reading gains lower (15 menth?%

2) both ability groups have exceeded expected
growth rates

3) all children maintained their adjustment level

The sixth grade--results of 65 students after six months

with two teachers:

1) overall mean gain of seven months; greatest gain
in arithmetic (7 months); expected gain in
language (6 months); two months behind expected
norm

2) high achilevers' mean galns approximately the same
as those of low achlevers; greater gains by high
achlevers 1n arithmetic

3) 1ittle change in personal-soclal adjustment

The abllity to adjust to large groups and more than
one teacher: personallty test results and teacher judgments
reassuring. “¥We are satlsfled that elementary-school chlldren
are capable of behavioral adjustment to classes larger than the

typlcal class taught in the one-~teacher classroom.“18

18

Adams, Zlemenbary School Journal, LXII, p. 210.
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Evaluation by fourth and sixth érade students on un-
signed guestionnalres: definitely favored team teaching;
recognized advantages of having more than one teacherj behaved
better in classy llked school and subjects more; studlied harder
and learned more in the subject areas; and made more friends.
Asked if they would prefer classes under more than one teacher
the following year: &7 per cent of the fourth graders and 40
per cent of the slxth graders replied positively; 10 per cent
of the fourth graders and 25 per cent of the sixth graders
replied negativelys and the rest had no preference.

Evaluation by parents-~indicated on guestionnalires sent
to parents of fourth grade students: 78 per cent preferred the
program for the next yearj 12 per cent preferred the conven-
tional program; and 1C per cent had no preference. Gangral
enthuslasm and interest demonstrated: volunteer mothers;
large parent-teacher conference turn-outy visits to classrocms.
Most favored team teaching; they sald that children were more
interested, progressed further, and had more friends.

Evaluation by teachers as indicated by personal inter-
views: one second grade»teacher, one fourth grade teacher, and
two slxth grade teachsrs fully supported tesam teachingi the
other three teachers were 1less enthuslastic but willing to con-
tinue, with ﬁ@fﬁ&iﬁ\@hﬁﬁg@%; 1.8.y soundprool movable walls.

Co=~teaching has exclited us out West. We are

confident that team-teaching lg here to stay.
We have found that it offers many solutlouns to



the problems of elementary education. All
the evaluation instruments we used point up
the success of our project.l%
Wisconsin
It should be recalled that the purposes of the R & I
(research and instruction) Unit 1s to execute its functions
in the school in addition to its functlons in research, de-
velopment, lnnovation and diffusion. In fleld testing the
units to determine their effectiveness, the following kinds
of information were gathered during the 1966-67 school year:
1) characteristics of children upon entering the
Unit
2) characteristics of children toward the end of
the school year
3} characteristics of the instructional program,
personnel, faclilities, and equipment avallable
to the units
4) characteristics of the school system
S} relevant conditions in the home an% community
related to the educational program.0
The authors are of the opinlon that the R & I Units
are executling these functions extremely well. Standardized
tests indicate that students learn at least as well or better
than those in self-contained classrooms. The units are in-
volved in controlled experiments and research; emphases in
such experiments are on improved instruction through indi-
vidualization and the establishment of more adequate motiva-
tional technliques. "In every unit materials and activities
different from those in self-contained classrooms are belng

used.“21

191p1d4., p. 211.
ZOKlausmeier, et al., p. 15.
21l1bid., p. 16.
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They further report that participation in the activi-
tles 1s accompanied by hlgh enthuslasm on the parts of the
teachling staff, bullding principals, and central staff. There
appears to be strong commitment to the improvement of education;
many more hours than usual are spent by the staffs in research
and development aimed at educational opportunities. There is
recognition of limltatlons of sub)ective evaluation:

The effects clted above reguire further vallda-
tlon, and the fleld testing will contlnue through

the 1967-68 school year. It may be that the most

gfficlent pupll learning and greater enthuslasm

on the part of the staff represent the Hawthorne

effect. A principal goal of both the R & D Center

staff and the local school staff 1s to develop and
maintaln higher enthuslasm and greater commltment

on the part of both the children and the taaah%rs

toward the improvement of learning efficiency.<%

Basle evaluation of the concept of the R & I Unit is
being undertaken in the form of slmple measurement, controlled
research, and teacher judgment. Fall and spring scores on
standardlzed achlevement tests are consldered the major indica-
tions of the effect of the units on student learning. In most
cases slmilar information 1s secured in control sohools chosen
to be as much 1like the R & I schools as possible. When sub-
stantlal differences exlst between R & I schools and control

schools, gain scores of the former alone are analyzed.23 The

followlng results are reported by the R & I Units:

221p14.

23Klausme1er and @ullling, p. 2.
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1) Manitowic-=fourth grade unit; research con-
ducted on individuallzation of spellingj; the
average standing relative to other fourth
graders in the nation was at the 58th percentile
in the fall and at the 74th percentile the fol-
lowing springj substantial improvement shown.

2) Janesville--sixth grade unit; mean achievement in
spelling and language: below the grade level
expectancy in the fallg though control group was
superior in I.Q. and achlevement, R & I students
made average gains as large or larger than the
control school students; the R & I students
progressed from below average to above average
while in the B & I Unit.

3) Milwaukee--~fourth and fifth grade unit; control
group nine points higher in mean I.3.3 ranked in
the 30th percentile in achlevement tests in the
fall; unit children ranked in the 20th percentile
yet made greater galns 1n vocabulary and arithmetic
concepts than did the control group.

4) Racine--fifth grade unit; disadvantage to control
and unit children; initially comparable scoresj
in the spring B & I children did significantly
better than the control children in seven out
of nine achlevement tests; unit group medlan gain
was seven months, closer to the grade norm.

5) Madison-~second grade of a completely unitized
schools the same test glven 1in the fall and spring
in a slx-months period, thirteen and fifteen month

“vocabulary and comprehenslon galns shown respectively.

The authors conclude that the R & 1 Unit 1s facilitative
to school-related research, development,.and innovation. Five
school systems operating R & I Units clted cases in which re-
search lad- to extenslion of procedures and facilitated develop-
ment of curriculum programs. The units are felt to provide the
phyélcal settings 1n which innovatlons can be carried cn in con-
Junction with other functicns of teaching teams.25 .im Milwaukae
anﬁ Racine, motivational programs are heing used p?lmaflly in

inner eity schools. In these achools the utilizaticon of

24@&@39 pp. 4-5. 25;@;@;@, pp. 11-17%,

24



individualized approaches 1n all units has thus far ylelded
positive results.

Although a few of the R & I Units were hampered by
enrollments too small or large to Justify thelr use, all other
units are participating in at least one research or development
activity. Thls and the posltive test results lndicate that,
in spite of having to adjust to a new organlizational pattern,
teachers are able to provide "excellent instruction while pur-
sulng research and development actlvitles.“26

Research undertaken within the framework of the R & I
Unit is 1llustrated ®y that done in the Manltowic Public Schools
in 1966-67. Two separate experiments are reported.

Third grade students were grouped homogeneously for
arithmetic instructicn; they were compared with a control group
of third grade students in a class of all ability levels. ie-
sults indicate that groups of average ablllity and achlevement
perform better in homogeneous groups; students of low ablility
and achlevement perform better in heterogeneous groups; and
children of high ability and achievement perform well in elther
type of group.

At the fourth grade level, an @xperimental group re-
celved individualized spelling 1nstrqctlon; they were compared
with a similar group recelving traditional spelling. Both groups

did well, but the experimental group galned 2.5 times the

207pid., p. .
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expected galn on a standardized spelling achlevement test.27
“The preceding results indicate that the R & I Units
performed both the 1nstruotlion and research functions well....
The staff was enthuslastlc about the result of the develop-
mental work.”28
Further oonclusicons are based on subjective data repre-
sentative of the five participating school systems. Especially
good results are reported by Milwaukee, Manitowic and Janes-~
ville R & I Units in inducting first year teachers. Discussion
with team leaders, observations of demonstrations and large
group lessons, and curriculum asslstance are arranged within
the units. Problems of preparation, discipline, and 1ndividual
differences are dealt with more effectively due teo the aild
glven the new teachers by other staff member's.29
David, W. Darling sees "at least two kinds of expertise,
other than that of subject matter, ...beglnning to appear in the

Wisoonsin program.“B' He refers to the first kind as that

27James L. wWardrop et al., gl a; elopme
v;t;@s”in R & I Unitg of T _Two ﬁlegggtarv wsheals of Manitouwic,
1, 1966-1967, Technical Report No. 35, University of
Uisconsln ﬁ&@ison@ Wisconsin Research and Development Center
for Cognitive Learning, June, 1967), pp. 7-8.

28v4p14,, p. 8. ’

29Klausme1er and Quilling, p. 14.

é@t;

3'David W. Darling, "Team Teaching: ¥Wisconsin Improve-
ment Program,” NEA Journal, LIV {May, 1965), p. 25.
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involving student guldance and intern supervision. The second

kind is expertise in certain methodological processes.31

Madison, Wisconsin

A two-year project was established with an experimental
group and a control group; two elementary schools serving lower
socic-economic gamilies were involved. The experiment included
350 students, 60 per cent at the Washington School and 40 per
cent at the Longfellow School.

At Washington there were two sections established,
twenty students in each, for grades one through six. Students
were separated randomly into these sectlions, forming a control
and experimental section per grade. The control classes re-
mained in one part of the school and continued a modified self-
contained classroom approach. Special teachers were avallable
in art, music and physical education. fThe experimental group
was organized into two multigrade teaching teams: primary
(first through third) and intermediate (fourth through sixth).
Flexible groups were formed by subject matter and student needs.
Large group instruction was followed up with small group work
and discussion.

At Longfellow there was one class per grade level.

This control group was essentially the same as that at Washlington.
Classes in all groups were equivalent in mean intelligence as

measured by the California Short-Form Test of Hental Maturity.

Mrpig.
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Mean 1ntelligence guotlents were: Washlngton experimental
group, 107.8; Washington control, 105.43 Longfellow, 107.5.
Primary and intermedlate teams were organized on the
hierarchic¢al structure based on the model of the Wisconsin
Improvement Programs. Each team consisted of two experienced
teachers, one as team leader; two teacher interns; and part-

time instructlional secretary. No teachers were forcéd on the

teams.

To counteract Eosslble Hawthorne effects, all

organizations : the experimental and control

groups ) were stimulated by university con-

sultants and new teaching alds {teaching machines,

overhead projectors, and tape recordersj}...

The hierarchical model seemed to work well. The

fixing of responsibllity seemed well-recelved

and was certailnly desirable from both adminis-

trative and instructional points of view.3?2

Studles included those on discipline in the project.
Two former teachers were trained to observe disciplizne and
glven a basic 1list of infractlons categorized from least serious
to most serious. After ten tralning periods, "lnter-ehsarver
rellabllity was established at .7&.”33 fach team member was
observed for three thirty-minute periods; each teacher in the
control groups was observed for four sugch periods. Thers were
twelve observations for each of the teachlng teams zsnd twelve
each for the primary grades and intermediate grades of both

control groups.

32Lember-t, Goodwin, and Wiersma, Elementary School
Journal . LAVI, p. 31.
Ib

331p14.

P=es A

funte
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The results were tabulated and analyzed
using the Kruskal-@Wallis one-way analysis of
variance by ranks. The results demonstrated
that the particular school, with its pupil
and 1ts general attitude toward discipline,
has more influence on discipline than the
organizational framework. ©Only one difference
was statlstically significant: interns had
significantly more disciplinary infractions
than experienced teachers on the team. This
finding partially verified a concurrent {ind-
ing based on the Flanders interaction znalvaeis,
namely, that the team had a significantly
larger number of discipline problems mainly
because ¢of the large incidence of such in-
fractions when interns were teaching.B“

The following recommendations are made:

1) that the use of intern teachers is beneficial;
teacher recruitment and ln-service training are
facllitated by the team model.

2) that it would be desirable either to add cer-
tified teschers to each team cr to replace one
intern per team with a certified tesacher.

3) that teachers of self-contained classrooms
be trained in bteam technigues as an in-ssrvice
function, making replacements available when
needed.

Results of the projest are not conclusively positive:

1) Primary group--the experimental group showed
greater mean achievement than the control groups.
2) Intermediate group-~the experimental group
showed less progress than the control groups;
legs time was spent on subject matiter due to
the silence and confusion evidenced in classroom
interaction.

The last recommendation made showe the luporisnce placed
on accurate rssearch:

Research on crganizational structure is needsd....
in obligation to use controlled tachmniques to

assess the valus of the innovation to the pupils.
Fallure to evaluamte carefully may result in adoption
of procedurss that are ineffsciive or detriment&l..?

BQM’V p’ 32' 35‘2bi&0, pn 33;



Jefferson County, Colorado

The report desoribes evaluative procedures and results
for a study made on staff utilization in 1959-60. 4 main
souroe for evaluation was the gommunication of the reactlons
from team members and resource personnel. Thelr suggestion
and oriticisms were interpreted according to statistical pro-
cedures. | |

Data for the county varied; some‘showing significant
differences favorable to team teaohlng sgituation, seme showlng
no significant differences. Total results of the standardlized
tests admlnlstered throughout the count? show a pogitive move=-
ment in the direction of achievement favorabhle te team teaching
and schedule modification. 7Thls was interpretsd as meaning that
The teachers, once they are famlliar with the program, utillize
new patterns and procedures effectively, The sducationsl op=-
portunities for students increase proportlonately.

Results showed that meabsrs of the teaching teams are
supporting the progrem and tnat there is genersl accepiance
of the experimental projlect among those involved. Adaptabllity
measures of the personnel particlipating in the projesct are
favorable. Iunterest in experimentation has incressed dramatically
from yesr to y&ar.B‘

The following is the conclusion drewn from the evalua-

tion procedures utilized:

310bb, pp. 30-31.
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The conclusion was reached that the advyantages
of team teaching and schedule modiflication out-
welghted dlsadvantages., Evaluation showed that
conslderable progress was made 1n the effective
utilization of professional time, use of material
and personnel resources, the development of ap-
propriate teachlng procedures, promotion of good
attitudes and morales in teachers and students,
and provision of adequate facllitlies and equip-
ment. It was apparent that no concept of class
slze was justifisble without the conslderation
of functlon, purpose, and procedure. Groups of
all slzes were effective, bg% for entirely d4dif-
ferent learning situations.

L)

71hid., p. 31.
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CHAPTER VIII
CONTROVERESY ON TEAM TEACHING

Team teaching has been a controversial issue since its
‘inception in the 1950’'s. There are numerous lssues raised and
voiced by thoée connected with the teaching profession who
doubt the claims made by team teaching advocates.

Welss and Morris question whether four of the basic
assumptions of the team approach are valid. They point out:

1) that team members will stimulate and be
stimulated by thelir colleagues is contradicted
by the fact that inflexible persons do not
function well on a team simply because they
are assoclated with persons with constantly
changing personality structures:

2) that members will feel free to contrisute
information i1s questioned; the authors feel
that members may have suspicion and fear that
others will take credit for ldeas expressed,
and that philosophy behind contributions will
be misunderstood and thus perverted

3) that the approach will result in a program more
acceptable to the team i1s questionable if factions
exlsting within the team continuously challenge
this program

4) that teams are successful when each member holds
a prestige position is true only if the effort is
cooperﬁtive; team goals must come before personal
glory.

Ploghoft finds reason to guestion advantzras professed
by thoge advecating the team teaching approach. He counters

the fbllowing:

Ylhomas M. Weiss and Mary Scott Marris, "Critigue of the
Team Approach,” BEducational Forum, XXIV {January, 1960}, pp.
207“'8 ®
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The differing degrees of skills and knowledge
possessed by teachers should be capiltalized

uponj however, team teaching may lead to attempts
to produce differences within the staff where

they may not actually exlst.

Salary is used as reward and motivation; however,
the emphasis here 1s too materlallistic.

The young c¢hild in the self-contalned classroom
may over-identify with his teacher as a parent
substitutey 1t can be argued that a child will

do the same with one of the team members.

Children may suffer an educational loss 1f they
remaln with one inferlor teacher for a year; the
ralsing of professlonal standards should elliminate
the inferior teachers.

Orientation for new teachers 1s provided; this is
too supervisory and not beneflclal to the students.

The 1ssues ralsed by the above two passages are jndicatlve

of the oplnions expressed by many leaders in the educatlon fleld.

These are opinlons, and, while accepted as such, they cannot be

discarded.

There gapre problems arlsing in team teaching programs,

and a review of numerous articles written finds the followlng

reasons for the opposition frequently expressed:

1

2
3

)

)
J

)

OO @3 e \N
Tt Nt Ve Vet

—

lack of sufficlent evidence that present methods

are inadeguate

lack of 1n-service tralning and guldance of teachers
finding strong team leaders and approgriate means

of compensation and prestlige

finding teachers who can function harmoniously

as a team

locating, tralning, and supervising teacher aldes
inhibiting the freedom of creative and independent
teachers

supporting morale of both team and non-team teachers
lack of appropriate and readlly svailable facilitles
lack of mutual planning time

lmpersonal stress on achievement?

e
“Ploghoft, pp. 219-22.

3Brownell and Taylor, Ph)l Delts Keappan, ALITI, p. 152.

Hillson and Scribner, p. D&W-1Z2A4.
Robert H. Johnson, M. Delbert Lobb, and Lloyd G. Swenson,

"An Extensive Study of Team Teachling and Schedule Modification
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It ig questioned whether the increased effort required
to control the many variables introduced by team teaching it-
self 1s worth the results to the achlevement of the students.
Authors say that disturbances of authority and status rela-
tionships, coordination of functions, changes in reward struc-
ture, and new patterns of a@mmumicatian may all have deleterious
effects on those involved and thus, on the enftire program.'
Perhaps 4nne Hoppock makes the strongest statement in opposi-
tion to team teachling: "It might be more prdfit&ble in the long
run, to risk the danger of acquiring a reputation for having a
closed mind snd turn instead to areas of research more devoted
to substance, less to f@rm.”s

Basically, the issues revolve around both the substance
and structure of team teaching. The validity of waslc assump-
tions on which»it rests 1s guestioned; the §Pac%icai diffi-
culties which may be inherent in its structure are cited; the
very term and the loosness with which it is freguently applled
are criticized. The fear that innovaticong will eecome the
goals of schools and school system undertaking a team teaching

program 1s charactaristic of the opposition beling expressed.

in Jefferson County, Colorado,” NASEP Bulletin, ALIV {January,
1960}, pp. 91-2.
Polos; p. 53.

]

%ﬁgnn and DeRemer, Heview of Zducationsl Hesearch,
P 1]
XJ(XI, @?o 3%3‘“";’9

5Anne Hoppotk, "An Opposing View--Team Teaching: Form
Without Substance,” NEA Jourmal, L (4pril, 1961}, p. 4B.




However,; as with every educational issue, 1t is not

difficult to Tind sirong advocates among membars of the educa-
ﬁion profession and observers in the fleld. Essentlally, the
writings showing support for team bteaching alte the following
advantages as being those which acerue when such a program

is successfully Initiated and maintalined:

1) Advantages for students

a} Students have opportunlty to work to capacity
1n sklll areas; because more sklll level group=-
ilngs are made posgslble, each chlld can be
placed at the level at whlich he can achieve
sucecess,

b} The slow and gifted student are not neglected;
the gifted can recelve vertical and horilzontal
enrichment; the slow do not develop a sense of
fallure which would impede learaing.

¢) Students spend more time receiving instruction
than in conventlonzl classrooms,

d) Learning 1s more abttractive and chellenging:
becsuse of teacher specialization, prezenia-
tions and groupings vary.

e) Better use is made of independent study time;
students develop self-direction commensurats
with thelr abllitles.

f) Students develop responsible sccial behavior,
they assooiste with a larger group of age-mates
then in convsntional classrooms.

g) They recelve lmproved guldance; thelr seeds are
discoverad through planned egxchange of informae
Tlon by the team members.

2) Advantages Tor teachers

a) Teachers'knowledge and skills are uszed strategl-
callys speciallization in arsas of strength, whille
tesohing in other aresas &s well, leads to =more
gf'fective teaching without the handlcap of
departmentalization.

b} Teachers receive practicsl in-service sducation
when working on 2 team; responsibilities are
assigned appropriate to teschers' capabllitlies.

¢) Teachers have time for professional duties other
than sotuzl lnstruction; preparation and planning
time ls glven & place 1ln the achool day.

d} Tescher morsle is improved through cooperation
wlth professionz2l colleagues.



e) Guality teaching results from teachers’
keeping abreast of their fields.

£} Outstanding teachers recelve recognition.

g) Salaries are raised to professional levels.

3) Advantages for administrators

a) Team leaders may be used effeetively in
superviscry capaci%i%s- they work more ¢losely
with other teachers and can detect areas requir-
ing atbtention.

b) Communication between teachers and administra-
tion 18 facilitsied and improved.

¢} Organizational problems are often solved in
teams.

4} Better and more fresuent use is made of in=-
strugctional materials and devices.

e) Substitute teachers can be used more effectively
and are less descriptive to the progranm.

f) Fewer trained teachers are needed; some positions
are avsorved by aides and speclial services

¢) It is easier to attract qualified teachers®

Anderson sees team teaching as a step in the direetion
toward a completely nongraded plan.

Cne of the principal sdvantages of team teachlng,
and variants thereol, appears to bs that 1t stimulates
and fosters the further development of flexible group-
ing patterns and of the nongraded school. FProbanly
this is due to the more careful analysis that team
teachers tend to make of thalr responsipilities and
also to the incresszed flexibility they snjoy in re-
sponding to puplls' nseds.

éﬁ&ﬁry 4. Zecker, "Team Tesching,” Instrucior, LALL
(June, 1962}, p. 44,

Bepgs, ppe 5l-%.

Brownell and Taylor, Phil Dgltamm““

Chicago Publlic 3chools, G 1LINBE. o o
Ford Foundation, Time, Talent and Teach@ra, PpPe 13=19,
Hillsen and Saribner, Pe BEN-L4,

Stoddard, pp. b6-7. o

Trymp and Bsynhan, pp. 51-35.

?Eiilgaﬁ and Seribner, p. ABN-JA.
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Perhaps the major reason supportive of team teaching
1s its role as a "catalyst for change..”8 As an organizational
approach permitting flexible schedullng, grouplng, and utiliza-
tion of staff and space, 1t makes necessary the analyzing of
both content and instructlonal procedures. It thus provides
a settlng for the introduction of major educatlional innovations

and stimulates greater coordination in the effort for cur-

9

riculum lmprovement.

81v14., p. HTS-64.
9Henry J. Hermanowlaz, "An Overview of Team Teachlng,”
18 _Journal of Education, LII (November, 1961), p. 34.
Hillson and Scribner, pp. FCR-8A, HTS-6A.
Polos, p. 68.
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CHAPTER IX
SUMMARY ANM CONCLUSION

The present educational era has ween labeled c¢ne of
exXperimentation based upon needs greated by such prevalent
conditions as the critical tezcher shortage, the vastly ex-
panded instructional content, and new insights into ¢hild
growth and development. &8 a combined force, thése conditions
have had a direct a&ffect upon education as a whole, and par-
tleularly upon the elementary school. It is within the frame-
work of the elementvary schogl that much experimentation in-
volving team teaching has developed.

It is true that the tesm teaching concept has re-
ceived nationwide sitention, particularly since the latter
part of the 1$50's. 1In 1958, John I. Cooedlad enumerated =
range of possibllities seen as eeing created by team teaching,
and wrote:

It is exciving to contemplate the slemenisry

school of 1968-~the school that a decade of ex-

perimentation f&y well preduce in your nelghbop-

hood and mine:

In retrospect, perhaps this was too optimistic a prediction.
While coptroversy hse developed on a national level, team teach-
ing itself has remained a local pheénomenoni that 1s, it has

received 1local suppert, financial and otherwlise, and has bsen

applied in accordance with local situations.

TRRIEY

Yaoodlad,
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The team approach, as implemented, is influenced by
the local interpretation given it. In turn, the existence of
team teaching may affect the elementary school organization
to varying degrees. With limited implementation no more than
one grade level may be affected and organizational changes
remain horizontal. 1In sophisticated approaches, teams may
cross one or more grade lines in carrying out their respon-
sibilities for certain groups of children; thus, the school
organization is affected horizontally and vertically. The
partial elimination of grade lines is based upon the team
responsibility of providing for individual differences in
learning. Frequently then, team teaching effects the complete
reorganization of the elementary school and may be instru-
mental in the development of the ~nongraded school.

It has been shown that the e¢xistence of team teach-
ing may or may not result in complete reorganization; in any
case, 1t requires the redefinition of certain personnel
roles. 4gain, the extent to which this occurs depends upon
the complexity of the organization. In certain cases, only
the teachers at one grade level and the administrator must
reassess their position. In others, not only are the im-
mediate veam members and the administrator concerned with
changing roles, but with the definitions of newly created wnes,
The levels of responsibility, authority, and status within the
school must be clearly stated; each member must understand the

scope of his role and its relationship to all others in the
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school.

The teaching team itself must be operational; that
is, 1t must be composed of members who will work effectively
as a group. The team is confronted with a new range of de-
cisions which in turn affect planning and means of evalua-
tion. £EBecause children themselves change necessarily in the
learning process, continuous evaluation by the team must be
the basis upon which organizational changes are made. Thus,
grouping and scheduling, both of which are organizational
aspects of team teaching, are based upon the needs of indi-
vidual children and are subject to immediate, as well as
long-range changes. The emphasis, tﬁen, is upon flexibility in
organization which is dependent upon those determining the
program.

Anne Hoppock asks, “Should not the creation of prob-
lems so costly in human resources and perhaps money be off-
set by quite superior learning outcomes?“2

This question 1s pertinenti however, the outcomes
desired are of such a nature that they cannot be effectively
isolated and measured. The project reports have shown that
the standardized test results for children participating in
team teaching programs are generally.equivaient to or higher
than those for children in conventionzl clagsrcoms. Attl-

tudes and ad justment of those involved, teachers and students

%Hoppock, NEA Jourmal, L, p. 48.
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alike, are generally positive. The changes are not dramatic,
nor should they be expected to be so. There are expected
results which have yet to be evaluated: critical thinking,
independent problem-solving, competence in social relation-
ships, the sense of individual responsibility for learning,
and the active desgire to learn. Thus, the individual child‘’s
development 1s the concern of the elementary school, and it
must not be subordinated to any form of organization.

Evaluation of the team teaching program at this
educational level in particular cannot be that of an isolated
entity. It 1s an intrinsic part of the entire program as
based upon the goals and philosophy of the elementary school.
The opposition expressed toward it appears to be directed
mainly to the misuse or misinterpretation of the term. This
1s a danger; 1t 1s of paramount importance that team teaching
not become an end in itself. Perhaps the nature of 1its pur-
pose 1s most clearly expressed by Goldstein:

. Team teaching begins, through a vigorous

attack on an amelioration of its problems, to

provide a continuous vehicle for teachers growth,

student learning, teacher involvement in key

academic decision-making, teacher status, sound

research, and modern evaluation. Team tesching

is a eontinuous "action*device, one whose prob-

lems may even provide the source of its major

strength,3

This reference to team teaching as & vehicle is slg~

nificant: of 1itself, 1t will not guarantee the attainment

3’w‘illiam Goldstein, "Problems in Team Teaching,”
Clearing Houge, XLII (October, 1967), p. 86.
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of educational gomls. It should, however, provide the struc-
ture for an environment in which faculty and administration
can more effectively work toward their stated objectives. Its
value then, lies in how ﬁroductively educational problems are
attacked through it as an overriding structure. This is de-
pendent finally upon the personnel involved--the acumen with
which thelr talents are utilized and the dedication with

which they work.

Ultimately, the individual teacher determines the
quality of elementary education. It is his responsibility
to gulde children in the acqulisition of academic skills and
knowledge, while developing their desire to learn, their in-
creasingly effective ¢itizenship, and their sensitivity to
other people“& The teacher, professionally trained, must be
sensitive to children and value thelir uniqueness as indi-
viduals,

The teacher, then, will be able to perform his func-
tion more fully and fruitfully when given the most effective
tools with which to work. No one development in education
has yet been found that provides an optimum environment for
all teachers, for they, too, are unique individuals. Thus,
experimentation continues; evaluation countinues; and cantroversy
continuves; these are necessary and desirable. It is hoped

that team teaching will be been in the proper perspective.

QBeggs, p. 158.
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It 1s not the only answer, but one of many. It ¢an and should
oontinue to make the contributions 1t offers to the attain-

ment of the goals of elementary school education.
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Bell Elementary School
Weekly Schtiedule for Departmental Level Team

DEPARTMENTAL TEAM TEACHiNG:;_

TINE MONDAY TUESDAY WEDNESDAY . THURSDAY “FRIDAY
8:30 Social Studies Language Lrts
Team Planning Team.Planning
Eighth Grade
9:00 Science Planning
Eighth Grade Social Studies ’ ,
Mrs., Gouletas, Chairman; Miss Nocek, YMrs. Bellini, ¥rs, Murner, lirs. Breiner
¥r.Thiede,Mr.Ringstrom . Special InterestisTeams
Krs.Murner,¥r.Tomita ,
Eighth Grade - Language Arts - Skill - Mrs. Kiel, Chairmanj; Mres., Bellini, Mrs. Smolin,. Mrs. Goldstein
11:20 Art-Blind Special Interests Teams
Mrs. Murner,tir,Tomita
Seventh Grade - Language Arts - Skill - Mrs. Kicl, Chalrman, s, Bellrn , Mrs. Smolin
1:00 Seventh Grade -~ Social Studies - Miss Nocek, Chairmanj lrs. Gouletas, Mrs. Bellini, Mrs. Marcus,lrs. Breiner
Tighth Grade - Science - Mr, Schertler, lMiss Conner '
Seventh Grade - Mathematics ~ Team Planning - Mrs. Amsel, Mrs, Siolin, Mys. Griffin
nrt-Bl.-202 Phy.Ed.-8th
1:45 Mr,Tomrita,lrs.Marcus Mr . Ringstrom.Mr.Thiede
Social DtUdleS Planning : Social S‘udles Planning
Seventh Grade - Mathematics - I'irs. Amsel, Mrs. Smolin, }iiss Nocek ' g ‘
4rt-Bl.-202 Social Dancing Square Dancing Phy;Edfi-S'bh
2:30 kr.Tomite,lrs.larcus kr.Thiede, Hr.Thiede, ¥r.Thiede
Phy.Ed .-&th ¥r.Ringstrom dr.Ringstrom Mr.Ringstrom
Mr.Thiede,lr.Ringstrom Science Planning-7th : '

Eighth Grade - Hathemnatics - M¥rs. Lmsel, Iurs. Bellini
Seventh Grade - Science - Mr. Schertler, Mrs. Smolin, Mrs, Grlffln



Bell Elementary 3School

le8

Weekly 3chedule for Intermediate Hard of Hearing

TEAM TEACHING - INTERMEDIATE HARD OF;:’“H_EJxRII\JG - EIGHTEEN PUPILS _

.DER: Margaret O'Gara; MEIBZRS: Jacqueline larlowe, Priscilla Britii

(1f2 tine)

Coach Math., O'Gara-tutor. (SR4)
Marlowe-309-¥ath,5 M.0kobe,T.,Gagliano

dual help (309~Hath 5
O'Gara-Tutor (SRA)

Brittin-Tm.Tchg.
)Lr_arlowe—Sclence 309

Team Teaching

ITIOD ONDAY TUESD..Y WEDNESDAY 5 THURSDAY FRIDaY .
9:00  Opening Exercises Opening Exercises Openinr Exercises Opening Exercises Opening Excerciscs; SELTT
' {Language Arts-Spelling i-P.E.Boys,lib.Girls A-P.E.Girls,Lib.Boys
9:05 language level-speech h.O!'Gara-Planning Same as on lMonday 0lGara-Coach: T.Van Same as on Monday
compos:.tlon) (B-309 ) B-same as on Monday B-P.E.Boys
~315(01Gara) (licrlowe) _ 309-speech-Girls
A=L.irts-315 +  “f=315-L npuage Arts
9:45 Continue as atove B-speech=Boys 309 Seme as on londay ~B-Library-Girls Seize as on lionday
P.E,-girls -Speech~Boys :309
Reading~Group "0"+220
10:40 Group "B"-315 Same as on Monday Same as on Monday Same as on Monday -Same as on Monday
Group "M M-309
S.Studies-Brittin A-S.Studivs-315 S.S.-315 315-5,S.Brittin
11:20 i-315 (less T.Van.) Brittin Spec.Rdg.-saie as-on: 309-Rem.Rdg.SRA
Lib.(5 from 309) B-S.Studies-309 Monday - 309 "Same as on Tuesday Ifu,rlowe-O'Gara
309-Spec.Rdg.2 grps. Karlow 0'Gara~Marlowe .
0!Gera & liorlowe O1Gara-L.irts-Tutor.
12:00 Lunch - 12:45 ~ S
_1:00 Aud.Trg.-113 (Tom L., O! Gara-Science TV  315-Science-TVfollowup 315-Science-Study 113-Scr:c hionday
Lerry D, Chas.B, Nona R, (316) 113-..ud.Trg.-Scsso, Maria,Johi ,To Van. 315-(3)+309 ..rt
Merilyn O, Tony G, Marlowe~Hath.5th Lulics Vundc,rkglp 309-biathe=5 309-;1ter.Swit.& Art
L.irts-Tutor.M.Sasso, 315 (3-study)Sasse, 309-Science Aud.Trg.Sandra H, Larlow & O'Gere :
~.dJ.Lulies,T.Venderkemp Lulias,T.Van, 309 Steven R, Sendra G (Tean Teuchlng,) N
315-with O!Gera 0'Gara,Super.113(3) Speech-Lenguage Art
Marlowe-309-"cicnee o ,
Brittin-diath,,4~309 C1Garo~tidth.6-315 O1Gere—ioth,6-315 O1Gero~Hath,b - Art-all 315
1:45 . Otlera-Math.6-315 Brittin-hcth.4-315 Brittin-both.4-309 ©  Brittin-Math. l+(315) 309-as -above
Marlowe-(planning) Merlowe Hoth,5-309 113-iud.Tri. (Ttlchard' Marlowe-Penmanshi O!'Gara-Marlowe -
ind, Trg.(RlchL.rd K, ( Donz1d cte. (sane T, Ind1v1dual help(3§ Brittin-(plonnin:) !
Donzld E,Scott L,Ava S on ionday) - IR
Jeff, Ronald K-113 Herlowe-Teon TC&Chl}.’lg
Lrittin-Tn,Tehg.- Brittin-315-Twm.Tchg, Brittin-Tm.Tchg. cons,315-0!Capa .
2:30 O'Gara-315-Scicnce Marlowe~-Science 309 tinue Math.or fndlv? (o era & Drittin Art and
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Giese Elementary School
Weekly Schedule for Instructional Unit B
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