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I. INTRODUCTION BEST COPY AVA

. The idea of competency-based education received a major
thrust in the late 1960's as a result of the development of nine
teacher training models under the auspices of the United States
Office of Education. Fach of the models emphasized the dcvelop-
ment of teacher education programs which would incorporate nrin-
ciples of systems analysis, lLehavioral learning systems, and other
advanced planning techniques. The general goal of the model rrojects
was to produce total designs for nrograms to prepare teachcers for
the schools of the present and the future.

A strong interest in the potential of the nine models vas
reflected in the 1970 National Teacher Corns Guidelines which
encouraged narticimating institutions to exnlore the anplicability
of aspects of the models for incluZion in their Teacher Corps nro-
grams,. In recoonition_of the fact that the models were products
of large universities,* a Dlan was develored jointly by the Research
Rranch of the 0Office of Education and the ational Teacher Corns
to support experimentation with compronents of the models within
the context of smaller teacher education institutions. Texas
Southern University (TSY) was one of seven institutions conducting
Fifth Cycle Teacher Corpns Programs invited to wnarticipate in this
arrangement. The arrangement provided financial support for nlan-
ning and develormental study which would Le required to begin to
snecify a program of tsacher education around competency-bascd
criteria.’

ghjectives

The objcctives of the Competency-Based Tecacher Iucation
Development Project at TSU were listed as follows:

1. To describe, the processes involved in developing and
implementing a competency-based program.

T &

[

lrhe insﬁitutions“whf&h develoned teacher education models were
Columbia University, Florida State University, University of Georgia,
University of Massachiusetts, Michigan Statc University, NHorthwest
Regional Educational Laboratory, University of Pittsburgh, Syracusc
University, University of Toledo, and the University of Wisconsin.

-.;[ , — l o N

ERIC

Aruitoxt provided by Eic:



2. To describe the procedures and processes involved in
securing -productive participation of teacher educators
and local school personnel in planning and experimenting
with new teaching methodologies and staffing natterns
winlich may emerge from the competency-hased program.

3. To describe and evaluate the transitional processes
associated with the change from traditional course
structures to the use of instructional modules.

4. To cdevelop a descriptive profile of Teacher Corps
interns and document changes in their attitudes and
understandings, and in their Jdevelopment of teaching
competencies as they progress through the progran.

5. To conduct an evaluation of the accomplishments cf the
. project in generating a model competency-based program
and derive recommendations for future planning.

Program Activities

During the twelve-month period covered by this report, the

special emphasis on competency-based education was reflected in
the following activities: '

1. Planning - The project required continuous planning
during the entire mneriod. During the first month of operation
prior to the bheginning of major operational activities of
the Teacher Corps procram, considerable time was spent in
structuring developmental and evaluative activities to be
initiated during the pre-service phase of the work with
staff and with Teacher Corps Interns. The University
faculty in gcneral and teacher education group in par-
ticular were made aware of the potential possibilities for
instructional improvement through a consideration of
various aspects of the ten teacher training models nre-
sented to them through a preparcd summary and later dis-
cussed in detail in a faculty meeting. Tentative lona-
range plans were develored, and immediate nlans for the
first two weeks of nre-service were refined.

2. Professional Develorment Conferences and Evaluative
Dialogues - A series of staff meetings and University
faculty Conferences were held throughout tliv year and
have continued to this date for the purpose of assisting
. and supporting the work in competencv-based ecducation.

! Armong them were the following:

- 2 -
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a. A two-dey period of conferences and individual con-
‘sultation by one of the model develoners from the
University of Toledo.

b. Professional Conference on the develonnent of
instructional modules, the details of which are
nresented in Anpendix A,

c. A Professional Conference on teaching rnodels and
the writing of Lehavioral objectives, the details
of which are presented in Anpendix 2.

d. Professional Conference on individualized performanced-
based teacher education which is descriped in Appendix
C. It should be noted also that Dr. nlaine P. Tarkinson,
Director of the Individualized Performanced-Lased I'ro-
gram at Weber State College, Ogden, Utah worked with
the faculty as well as conducted a class for a six-
week surmer term during which time he was a Visiting
Professor at the University.

e. Professional Conference on the application of
systems approach to curriculum improvement. A complete
description of this conferehce appears in Appendix D.
The competence of the faculty in applving systems
concents in tihe development and in the administration
of competency-based education was enhanced significantly
by this conference. The consultant was Dr. Walt LeBaron
of Washington, D. C.

rh

. The most recent Professional Conference was held on
January 11, 1974 and focused upon further refinement
of the application of competency-based procedurcs in
facilitating the development of student teachers and
Teacher Corps Interns in Urban settings., A descriptive
program and the participants' evaluation of this con-
ference are included in Appendix F.

3. Workshops - The workshoo approach was used in studying
and simulating several of the components of the teacher
education models developed under the auspices of the
U. 8. Office of Education. & .etailed report of the
Workshop used to train personnel in the nrogram entitled
"Research Utilizatior in Problem Solving" witich was
developed by the Northwest Regional Iducational Laboratory
is included in Section II . It should be indicated also
that a two-week Workshop featuring the Syracuse Model
was conducted by two staff members from that Institution.

- 3 -
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Develormment of Instructional Modules - A Continuous
activity was the develonment and refinement of instruc-
tional models iy Teacher Corps Interns and by pro-
fessional teacher educators. Samnle copies of these
modules are included in Arsendixes F and .

-Assessment and Fvaluation Activities - As was the case

with planning, assessment, and evaluation activities

were centinuous throughout the duration of the rroject.

The major workshops and rrofessional conferences con-
dAucted included provisions for the particirants to

evaluate or provide reactions regarding the sianificance,
cquality of presentation, and the general applicahility

of the content presented. A fairly comnrehensive
descriptive nrofile of the nersonality characteristics

and attitudes of Teacher Corns Interns was develoned

to facilitate Interns' understandings of themselves and
for use in counseling situations by the professional staff.
In this connection, each Intern did a case report of
himself based on psychometric data from the Califorania
Psychology Inventory, the flinnesota Teacher Attitude
Inventory, and the Sixteen Personality TFactor Question-
naire. In collaboration with the National Coordinator

of Special Fifth Cycle Competency-Based Projects, data
were collected regarding Interns' perceptions of competency-
education versus traditional education; their attitudes
toward low-income, minority persons; and their reactic..o to
selected teaching situations such as classcoom management,
teacher-pupil relationships and subject matter competence.
A detailed account of those perceptions and attitudes

is included in Section III.



IT. RESEARCH UTILIZATION IN PROBLEM SOLVING

Our plan for the development of a competency-based pro-
gram involved the acquisition of new understandings by interns
and teacher educators. It was recognized that as: the repertoire
of teaching skills increased, the teacher needed-an objective
method to determine when and how to apply various teaching
strategies in relation to the needs of students. While research
and development will usually provide general guidelines for
using educational innovations and new products, “many of them must
be adapted to fit local needs. The teacher, as“an on-the-spot
professional decision maker, will need to be able to apply a
problem solving approach in order to realize for each pupil the
full potential of the new developments. This need supported a
decision to provide a training program in problem solving for
interns, teachers, and administrators.

Description of the Program

The training program entitled "Research Utilization in
Problem Solving" (RUPS) which, @at: the time, was being developed
by the Northwest Regional Educaitional .Laboratory was used. The
objectives of the RUPS training design were to increase educators'
skills for systematically carrying out a five-step method of prob-
lem solving as follows: (1) identify the problem, (2) diagnose
the problem situation, (3) consider alternative actions, (4) try
out a plan of action and (5) adopt the plan. In addition, the
thirty-clock-hour program emphasized the development of teamwork
skills which participants would need@ to facilitate the implementa-
ticn of educational innovations.

The RUPS program consisted of an audiotape presentation of
a typical educational problem :for the participants to solve in
developing their skills, information packets which introduced
basic concepts and techniques; and thirteen training units as
follows:

Unit 1 - Identifying the Proklem

Unit 2 - Using Researcih about the Clascroom

Unit 3 - Diagnosing and Using Field Force Techniques
Unit 4 - Diagnosing Teamwork Relationships

Unit 5 - Data Gathering Skills

Unit 6 - Selecting Tools for Data Collection

Unit 7 - Spotting the !Major Results of Data

Unit 8 - Anchored Trainer Ratings

Unit 9 - The Concept of Feedback

Unit 10 - Deriving Implications of Action Alternatives
Unit 11 - Planning for Action
Unit 12 Small Group Dynamics
Unit 13 Planning for 2ction

-5 -«




At the protype stage, the RUPS ‘instructional system had
been tested upon 108 teachers in attendance at a convention of
the National Association of Classroom Teachers following which
it was used to train 2,094 ecicators in the Northwest area. The
results indicated that teachers and administrators who completed
the program could immediately use the materials and procedures
in carrying out improvement projects of their own and in train-
ing others to use the techniques.

Participants

The first thirty-clock-hour RUPS workshop at TSU was
devoted to the training of trainers (N = 16) who, by the program
design, would train others in a subsequent workshop. The group
included the University educators in the Teacher Corps Program,
team leaders from five local school districts and other teacher
educators from the departments of Elementary and Secondary
Education including Departmental Chairmen. The second workshop
conducted by personnel trained in the previous workshop was
intended for Teacher Corps Interns (N =11) and professional
educators associated with two other federally supported prograns
in progress on the TSU campus as well as other teacher educators
and local school personnel (N =23 ). The federally supported
programs were the Trainers of Teacher Trainers (TTT) and the
Basic Studies Program in the Language Arts. '

Performance Test Results of the First Workshop

An analysis of the performance test results of the parti-
cipants in the "Trainer Workshop" is presented in Table 1. The
pre-test mean score was 15.12 (34 possible) for the 16 participants
in this group. Their mean score was slightly higher than the mean
pre-test score of 14.31 reported for five other RUPS workshops con-
ducted in the Northwest region. Upon completing the workshop, the
post—-test mean score increased to 25.06 which compares favorably
with the mean post-test score of 25.42 for the five aforementioned
workshops. The mean gain score of 9.88 is slightly less than the
average gain score of 10.94 reported for other workshops and is
probably due to the higher pre-test mean score of the TSU
participants.

Further analyses showed that all of the participants
performed below the 70 per cent correct criterion on the pre-
test. The impact of the training is reflected in the post-test
results which showed that 56 per cent of them performed at or
.above the 70 per cent criterion level, including 44 per cent at
or above the 80 per cent level.

-6 -




Table 1

Results of Pre-Test and Post-Test Performance for Participants in
the Trainer Workshop (N = 16)

Test Number of Correct Responses

- 25 or Less 26 to 30 31 - 34 Mean Score
Pre 100% - - 15.12
Post 50% 31% 19¢% 25.006

On the Force Field Analysis Unit, the test results comparcd
favorably with those reported for other RUPS workshops. The mean
score of 8.5 (10 possible) was slightly higher than the norm of
other workshops. An ‘item analysis indicated that all of the
participants performed at or above the 70 per cent criterion level
including 81 per cent at or above the 80 per cent level.

Performance Test Results of the Second Workshop

Faculty personnel who were trained in RUPS techniques
during the first workshop served as trainers for participants taking
the second workshop. Of the 34 participants, 22 were teachers, 11
were Teacher Corps Interns and one was an administrator. These
participants completed the thirteen units of the program during a
thirty-clock~hour workshop as did the previous participants.

An analysis of the pre-test and posit-test performance test
data is presented in Table 2. The pre-test mean score for this
group of 34 participants was 15.80 (out of possible 34) with 47
per cent of the items answered correctly. As was:- the case with
the "trainer workshop" group, these participants had a pre-test
mean score slightly higher than the mean reported for comparable
workshops held in other locations (15.80 versus 14.31) as well as
higher than the mean pre-test score for the "trainer workshop”
group (15.80 versus 15.12). Upon completing the workshop, the
subjects were administered the post-test on which their mean score
was found to be 27.70 with 82 per cent of the items correct. Sixty-
eight per cent of all participants performed at or above the post-
test mean score and 59 per cent of them gave correct responses to
85 per cent or more of the items.

Table 2

Results of Pre-Test and Post-Test Performance for Participants in
the Second Workshop

Sub~-Group Test Mumber of Correct Responses
25 or less 26 - 30 31 - 34 Mean Score
Interns Pre 100% = - 15.31
(W = 11) Post 138% 45% 36% 26.54
Toachers Pre 100% - - 15.75
(v = 23) Post 22% 48% 30% 28,86
Composite 27.79
-7 -
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The t tests for dependent pre-test and post-test per-
formance mean scores were highly significant for the Teacher
Corps Intern Subgroup (t = 9.86) and for the Teacher Subgroup
(t = 15.52). The t test for independent gain score means for
the two groups was nonsignificant (t = .0875).

An analysis of the pre-test and post~itest scores across
groups is.presented in Tab le 3. It will be recalled that the
pre—test -inean score on the Performance Test was 15.12 for the
"trainer workshop" group. Their trainees in the second workshop
earned a pre-test mean score of 15.30. Thus the two group
started with nearly equivalent perormance scores before train-
ing. After training, the "trainer workshop" group earned a mean
score of 25.06. However, thcir trainees in the second workshop
exceeded this with a mean score of 27.70. This is especially
significant considering the demograpiiic factors present in the
population comprising the second workshop--Teacher Corps Interns
(N = 12) and Teachers (N = 24). Comparison of the pre-test and
post-test scores for the two nopulations shows that trainoes
trained as trainers can train other traineces to perform at or
above their own level of cognitive achievenent.

Table 3
Comparison of Pre-Test and Post-Test Performance Across Groups*

Group Test Number of Correct Responses “ean Gain
25 or less 26 ~ 30 31 - 34 Score Score

Trainer Pre - 100% - - 15.12

Workshop Post 50% 31% 199 25.06 9.94

(N = 16)

Interns Pre 100% - - 15.31

(¥ = 11) Post 13% 45% 36% 26.54 10.73

Teacher * Pre 100% - - 15.78

(% = 23) Post 22% 48% 30% 28.60 12.8¢8
*The t tests for dependent pre-test and post-test performance

mean scores were highly significant for the "trainer workshop"
group,. (t = 6.28), for the Teacher Corps Intern group (t = 9.86)
and for the Teacher group (t = 15.52}. A t test for indepcndent
gain score means for the Teacher Corps Intern and Teacher groups
in the se2cond workshop was nonsignificant (t = .0875).




Participants' Evaluation of RUPS Workshop

Participants were asked to evaluate the RUPS workshop
design, materials and methodology along several dimensions
included on the Final Questionrnaire. In ranking their workshon
experiences on a six-point scale according to their pre-workshop
expectations, 79 per cent of the participants (1 = 33) ranked it
at four or higher, including 48 per cent who ranked it at five
or more. In summing up their workshop experiences on a "ilot Very
Worthwhile---Extremely Worthwhile" six-point scale, 232 per cent
of the participants rated their experiences at position four or
higher, including 77 per cent who indicated position five or
higher. In response to a question which sought to determine
whether or not the participants would recommend the RUPS program
to like-minded peers, 86 per cent respended in the affirmative
at the four or higher level on a six-point scale, including 77
pexr cent who assigned a high rating of five or six to this item.
Table 4 presents the evaluations of the Teacher Corps Interns and
the Teachers in terms of means and percentages.

Table 4

Tvaluations of RUPE Workshop by Teacher Corps Interns and Teachors

. Ratings
Item Croup Low High Mean
1 -3 4 5 - 6

Zxtent Workshop ful- Interns 20% 20% 60% 4.00
filled expectations Tecachers 22% 43% 35% 4,17
Lztent Vorkshop Interns 1 20% 0 30% 4,27
worthwhile Teachers 256% / 9% 74% 5.04
Recommend Workshop  Interns 208/ 0 80% 4.90
to others Teachers 3% 17% 74% 5.04
Teacher Corps Interns W = 11 Teachers = 23

As can be seen from Table 4, comparative evaluation data
from Teacher Corps Interns and those from Teachers (college teachers,
local school teachers, team leaders) are similar. It is noted,
however, that Teacher Corps Interns tended to rate various
dimensions of the RUPS Workshop as either low or high with
relatively few ratings in the middle of the scale. 0On the ovther
hand, *“he ratings given by the Tecacher qroup were distributed
across thie six-point scale and the percentages in the upper levels
(5 and 6) of the scale were gencrally lower than the pcrcentages
for the Teacher Corps Interns. Ilowever, in terms of cognitive
development during .the workshop, the Tecacher group showed slightly
higher gains as indicated by higher post-test mean scores on the
Ferfcrmance Tost.
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Another dimension of the Final Questionnaire sought the
participants' evaluation of the content, materials, practice
exercises and methods used in the RUPS Workshop. 1Iline sebarate
six-point scales were used to elicit reactions to such cuestions
as:

Did the workshop spcak to important issues?
Did the materials allow for original thinking?
Did the materials maintain vour interest?

Has time utilized well during the sessions?

r
3
(‘x

addition, the participants were asked to rate the por-
fornmance of the trauaers who conducted the workshions. The ratines
covcred nine different behaviors to ke rated on a six-point s
Table § presents a summary of the evaluctive data from the 54

iten cuestionnaire which covorcd the worlkshopr materials and
metihiods, and the performarce of the trainers.

Tahle 5

Par .cipants' Dvaluation of Workshor Materials and Mothols, and
Dvaluation of Trainers! Torfornance

Soovs Intorval

Toaen Crou; Tovs TR ERTISS!

1 - 20 a0 - An A 54
Tvaluation of Interns 187 N7t 550 42,00
Yorliishop Materials :
and Ilethodls Teachers 0o 61 a0° 45,65
Cvaluation of Interns 2 GAg 36% AL,QD
Trainers' Per-
formrance Teachers 5% 52° A3 A3.30
Teacher Corps Interns il = 11 Teachers W = 23

The Teachcr Corps Intern group cevaluated the materials and
metiiods of the RUPS Yorkshon at a nean score of 42.20 out of a
possiblo 54 po;nts as conpared to a mean score ol 40.65 for the

cacher group. Fiftty-five per cent of the Interns cevaluated the
workshop above a score of 45, while 30 ner cent of the Teacher
group ¢ave it a similar evaluation. The performancc of the
trainers was evaluated at a mean score of 44.90 {(possible 54)by
the Teacher Corps Interns and 43.30 by the Teacher grouwn. “WLrtv—
six per cent of the Interns rated the trainers at a score of 4C
or ahovc, while 43 per cent of the Tecacher group cvaluated tﬂ&m

cimilarly.

- 10 -
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One of the most important considerations in evaluating
the potential of an innovative or new method is its application
in current or future practices of its consumers. One of tho
questions in the Final Questionnaire was designed to have
participants indicate thc extent to which they expected to usc
the RUPS problem solving methods in their current or Ffuture work
endeavors. In response, S5 per cent of all participanis stated
that they planneg to use the ideas, skills anu/or materials
presente@ in the RUPS Workshons as an integral part of their
work. As for the responses of the two groups separately, lOu
per cent of the teachers and 70 per cent of the Interns indicatod
*hat they planned to use the materials in their work as uoacners.

able 6 presents comparative data for the Teacher Corps Intorn
group and the Teacher group with respect to intention to use
the RUPS methods and/or materials in their work situations.

Table 6

Participants' Intent to use RUPS !aterials and/or Methods

Group Ylo. Will Use Will Wot Usc Uncertain
Interns 10 ' 702 20% 109
Teachers 23 100% - -

Although the TSU participants were not being trained for the
specific purpose of learning how to train other: to use RUPS
rmaterials and methods, 63 per cent indicated that they cxpected
to use:  the workshop materials to train other professional at
some futurc date. Such a high percentage micht be expected in
view of the fact that the Teacher group included project directors,
coordinators and college rrofossors. Table 7 presents conparative
data for Teacher Corps Interns and the Teacher group rogarding
their intention to use RUPS “laterials and Methods to train othors.

. Table 7

Particinants' Intent to Use RIPS Materials for PTraining Others

Sroup o, 1iill Use Wi.ll Mot Usc Uncertain
Interns 10 60% . 40% -
Teacnhers 23 65% 26% 9%
- ll -—
O
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Summary and Conclusions

The program, Research Utilization in Prohlem Solving, was
conducted for the purpose of developing and/or sharpening the
problem solving skills of teacher educators, Teacher Corps
Interns ané other professionals associated with teacher training
projects. The program was presented through two worishops:
the first was used for +the training of trainers who conducted
the second workshop for other trainees. The program design
included pre-test and post-test measures which made it possible
to verify the significant variakles of the training procram.

Analysis of the results indicated that the program was
effective in accomplishing immediate objectives. An interesting
finding was that trainees trained in one thirty-clocik-hour work-
shop successfully trained other trainees to perform at or ahove
their own level of cognitive development. The overall results
indicated that the participants experienced substantive cognitive
gains and demonstarted a high level of competence in applving
force field analysis procedure to recal problem situations reporied
as a follow-up of the effects of workshon experience.

The participants' evaluation of the RUPS Workshop indicated
a high level of satisfaction with the overall workshon design and
the RUPS lMethodology in general, 2All of them held high onvecta-
tions regarding the anplicability of the nrogram experiences in
actual work situations. A substantial nwobher of the participants
indicated that they expected to use the RUPS materials and methods
to train otlier p»rofessionals.

Currently, those professors teaching coursces in cducational
rescarch to graduate students and one professor who teaches a
vsychology coursc designed specifically for underqgraduate
students in academic difficulty have integrated the force f£icld
analysis procedure into the instructional design of those coursos.
Team leader who are responsible for supcrvising the activitics
of Teacher Corms Interns on the field report that the vrocedures
nave continued to be useful as an approach for resolving problens
encounterced in training Interns to teach.

O
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III. CIANGES IN THE ATTITUDIS AND PLRCEPTIONS OF INTLRUS

One of the objectives of the TSU Competency-Based Project
was to study changes in the attitudes, perceptions, and understanding
of Teacher Corns Interns as they nrogresscd through the program. In
collaboration with Dr. Wilford Wconr, the lational Coordinator
of Special Fifth Cycle Competency-Based Prcjects, a battery of
tests and inventories was assembled and administered to the interns
at specified points during the year.

The battery of instruments included #he Cultural Attitude
Inventory (CAI), the Teacher Situation Reaction Test (TSRT) and a
Compe tency Based Program Rating Scale-Questionnaire. The CAI
instrument was a modified version of Likert-type attitude sczale
developed by Dorothy J. Sieel at PLﬂﬂSYlVﬂull State University in
1965. It had been used extensively by the Cooperative Urban
Teacher Zducation Program of the Vld continent Regional Iducational
Laboratory. S&keel's scale of 50 items was increased to 133 items
and, following it's first administration, reduced to 40 items
through a process of item analysis. The data presented in the
nresent study were based on the 40 item version of the CAI. The
TRST was develoned by J. . Duncan and J. D. Fough at Ohio State
University in 1966 and later rcvis ed by the Mid-continent Lalora-
torv. Studles reported by the agt~ors and other rescarchers
suggest that the TRST contributed to the prediction of teachor
pverformance as it related to subject matter competences, tcacher-
opunil relationship, classroom management, and human relations skills.
The Competency-Based Rating Scale was developed at Svracuse Univer-
sity by Dr. wilford Weber.

Results

The CAI was administered to the TSU interns (N = 32) at the
beginning and at the end of the preservice phase, and at the end
of the inservice phase of the first year of the Teacher Corps Pro-
¢ram. Interns were asked to indicate "strongly agrece", "agree",
"uandecided", "disagree", or "strongly disagree", to ecach of the
40 statements included on the CAI. The items were scored Ly
assigning a value of 5 for the keyed answer, a value of 4 for
the next answer closest to the keyed answver and so on. Thereforo,
scores could range from- 40 (a score of 1 for cachk of the 40 items)
to 200 (a score of 5 for cach item}. I'igh scores indicated a
nozitive attitude toward low-income mlnorlty rersons while low
scores suggested a negative attitude.

Tahle 8 nresents the mean scores for each of the testinag
segssions. The data for the total group indicated that the scores
chanaed from a mean of 153.75 .at the beginning of the nreservice
nhase o 165,28 at the end of the first vear.,  The mean qain of
11.53 commares favoral:ly uith ain scores for siv ~thoer meartor
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Corps programsconducted in otler institutions that year. »As can
ie-seen from Table 8, scts of »re-test and post-test scoxos were
available for only 12 of the interns although the number of intorns
wino particirated in each of the testing sessions ranged from 1¢ to 3Z.
Thic mean gain score of 17.92 uetween tihe beginning and the end of
the first year for these 12 interns excceded that ©of other com-
parable Teacher Corps groups. While no nparametric tost of sig-
nificance was performed, the data far the 12 interns consistently
indicated that their attitudes toward low-income minority rersons
werc nmore positive at the end of the year than they wore at the
beginning of the year.

LA fo)
-~ au-e U,
scan Ecores on the Cultural Attitude Inventory for All Interns Drosent
on a Civen Date and For Interns Present for fach of the Teatins

Sessions
_ Slean Gailn

roun Time of Test No .lean (12 ronths)
All Interns Pre~Prescrvice 32 153.75
Present Pre-Inservice 32 169.04

Post-Inservice 18 165.28 11.53
Interns Pre-Presecrvice 12 156.25
Present on Pre-Inservice 12 170.75
rach Date Post-Inservice 12 174.17 17.92

The Teacliecr Situation Reaction Test was a paper and pencil
test which presented 44 problem situations to which the student
was asked to rank four optional courses of action which could he
annlied to the situation. "he problem cituations included such
tasiks as planning, handling restless students, dcaling with nunil~
supil conflicts, and working with shy students. Responses were
scored according to the discrepancy vetwcen an intern's ranhings
and the keyed rankings. Thus, total agreement between the key and
an intern's ranking of the ontions for an item resulted in a dis-
cropancy score of 0 while total disagreement with the key was
scored as 4. Consequently, the range of nossible total scores
was 0 (total agreement on every item) to 176 (total disagreement on
every item). Therefore, the lower the score, the morc competent
the intern would be said to be with regard to the arcas of com-
netence covered on the test.

Table 9 has been includcd to show the mean scores of the
total number of intecrns present for a given scaesion and scoparately
for thosec present at each of the tiiree sessions. Tor cach of the
suligroups, the scorec were more compatibkle with the keyed options
at the cond of the yvear (rost-inservice) than they were at the
hoacinning of the vear (pre-rreservice). For the 13 interns who
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narticinated in each of the threec assessments, a mean cain score
of -9.16 was found which renresents considerably more chanas in
a favoraphle direction with recards to subject matter comnetence,
teacher-runil relationships, classroom manaagcment, and human
relations.

Table 9

Teaching Situation Reaction Test !lean Scores for Interns Present At
A Given Test Session and for Interns Present at Fach of the
Three fessions

floan Gain

Groun Time of Test No Mean . 1z “onwrv)
All Interns Pre-Preservice 3¢ 98.47
Present Pre~Inservice 32 a2.52

Post-Inservice 18 96.72 -1.65
Interns Pre-Preservice 13 102.62
Present on Pre-Inservice 13 96.38
Tach bDate Post-Inservice 13 93.46 -3.16
Results Regarding Comptency-bDased Education Versus Traditional Iduca-
tion

On three different occaslons interns were asked to register

their nerceptions regarding their own awareness of and involvement

in comrctency-irased education experiences. These assessments came:
(1) at the ve ery beginning of the project (nreservice), (2) near the
end of nreservice training (six wecks later), and (2) near thce end
of the first year of the project (inservice). Imnmediately pnrior to
the first administration of the Commretency-Dased Rating Scale-Question-
naire, the interns were presented a brief slide-tape consisting of

30 franes accompanied iy a 20-minute audio-tape commentary which
compared traditional and compctcpcv based teacher education programs.
The audio-tape presentation defined competency-based education as a
srogran in which the competencies to be demonstrated iy the studen
an” the criteria to e armlied in assescing the competencies of tho
stwlent are made ewplicit, and the student is held accountahle for:
eoting these criteria. ‘

The commentary indicated that the criteria used in assess-
ing the comvetencies of the gtudbnt are three-fold. Tirst are
knowledge criteria used to cawge the student's counitive develop-
rent. Second, performance criteria are employed to assess the
acquisition of teaching behaviors. &s a final process, product
ckltcrla are emploved to assess thie student teacher's cffoctiveness
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in the classroom including the arowth of nupils he has tauaght. In
contrasting traditional and comnetency-lLased education, it was
nrointed out that the former tends to hold time constant. vhile
accepting variations in achievement, while the latter holds
achievement constant and rnermits flexibility in the matter of the
anount of time recuired for lcarning by individual students. In
short, competency-hased wrocedures are self-paced and individualized.

The interns were asked to rate on a nine-noint scale (1, very
negative to 9, vcry positive) their feelings recgarding:

Traditional tecacher education programs.

. Competency-bascd tecacher ecducation wvrograms (included

in the first assessment only).

Ideal competency-hased teacher cducation pregrams.
Competency-tased aspects of their program.

Reaction to their total Teacher Corps exnericnces to date.
The extent of their ovn knowledge regarding the concent
of competency=kased education.

N
.

() &) It~ ¥%)
o s s

Tablke 10 presents a comparison of TSU Teacher Corns Intoerns'
ratings of traditional and competency-based education at three
different noints in time during the first year of the rroject.

As can be seen, the mean score for those varticirnating in cach

of the three assessments (I = 14) Lecame rrogressively less
favorable *tovard traditional teacher education althouch the
rcactions were sharver at the end of the first six wacks than at
the end of the year. The latter rcaction was rogistered rrior

te anv field experiences other than visits to local scheols. Their
rean rating for the ideal comnetency-based nrogram was consistently
higher than the mean for the traditional »rogram throughout each

of the assessments. This comrarison indicated that interns por-
ceived ideal competency-bhased »roagrams more ~ositivelvy than they
did traditional n»nrograms. llean ratings regardinoa nowledae about
comnetencv-based education indicated that interns percceived them-
selves more knowledgable at the end of the wvear than thev were at
the beginning of the inservice nhase of tlie training.

.
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Takhle 10

-

¥ean Ratings of Traditional and Comretency-Rased TINducation “or All

Interns Present for the Indicated Cec and for Interns
Present for Tach of the Scssions
ean Chance

Item Time of Rating Mo ‘fean (12 'tonths
Traditional Pre-nreservice 33 3.27
Progranm Pre—-inservice 32 2.25

Post-insecrvice 18 3.67 L0
Tdeal Com- Pre-nreservice 33 7.79
~etency Pre-inservice 32 7.5¢
Program Post~-inservice 18 7.17 .53
Comnetency Pre-inservice 32 5.47
Sorects of Post-inscrvice 18 5.30 -.03
Program
Total Frog. Fre-inservice 32 5.47
feaction Post-inservice 18 £..7% -, (0
Comretency- Pre-inscrvice 2 5.23
Pasod Post~inservice 12 G.1 .32
Traditional Pre-preservice 14 3.71
Program Pre-insecrvice 14 2.42

Post-inservice 14 3.57 -.14
Ideal Pre-nreservice 14 7.71
Competency I're-inservicce 14 7.93
Proaram Post-inservice 14 7.36 -.35
Competency Pre--inservice 15 5.73
Asrects of Post-inservice 15 5.47 -.2C
'rocram ’
Total Prog. Pre-inservice 15 5.60
Reaction Post-inservicoe 15 4.67 -.73
Comnetency- Pre-inservice 15 5.20
Dased Post-inservica. 15 6.20 1.00
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INTERNES'

One of the objectives
attitudes
petency-based teacher education.

elicited

Interns'

PERCEPTIONS REGARDING COMPETENCY-BASED TEACHER EDUCATION
of the project was tc determine &tho
and perceptions of Teacher Corps Interns toward com-

In this connection responses
from a sample of the interns follow.

Comments

Three sets of comments are included based upon a format

developed by Weber (1971).

1.

They were:

Excerpts of comments obtained from interns just prioxr
to or during the very becinning of preservice train-
ing. Comments were made in response to the following
directions: "Using the space below and the back I
this sheet, if necessary, please describe your per-—
ceptions of the new trends in teacher education and
competency-pased teacher education. Pleasec be just
as frank as possible regarding your fcelings."

Ixcerpts of comments obtained from interns aftor
preservice training but prior to inservice training.
Comments werc made in responsc to the following
directions: "Using ths space below and the back of
this sheet, if necessary, please describe your feclings
about the competency-based aspects of the program you
have experienced, and (2) your feelings about the
program as a whole in light of your expectations prior
to becoming an intern.”

Cxcerpts of comments obtained from interns very near
the end of the first year of inservice training. Com~-
ments were rade in response to the following directions
"Using the space provided beclow and the back of this
sheet, if necessary, please describe your feelings
about the experiences you have had thus far in Teacher
Corps. Please pay particular attention to: (1) vour
feelings about tliz competency-based aspects of the
program you have experienced, (2) your feclings ahout
the program as a whole in light of your cexpectationz
an intern, and (3) particular problem

prior to becoming
areas you fecl to he important.”

rn

1

(1) "I think the new trends are very good. haey give che
student nore time to ke indapondont and loss ti for dependaenc 2y -
This 1s wery anod hecause the student will be able ko learn Ly hiis
nmistalas.’

O
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(3) ". .. Competency—based teacher education is more
beneficial to the students. It almost guarantees. . .student
will learn what he sets out to if he is capable of learning.

I knew nothing of this program prior to becoming an intern. The
biggest problem, . .is selling the program to a school district
that knows very little about it,"

(1) "The idea of competency-based teacher cducation is
very good. . . .learning theories and practices of how to teach
rather than learning to teach a set body of facts scems nuch
better. Facts are always changing. . . .I wonder whetlier it
might eventually be possvble to institute competency-based
student education to bring these programs to elementary and high
school lcvels. . . ."

(2) "During preservice it was difficult tc determine that
we were in a competency-iased proygram completely. . . .Senerally
these sessions were good. . ., .attitude toward the entire JrOu"AT

has become more positive since entering the field of work. Actually
working with children has been vcry enllghtenlng asz I have
experienced concretc situvations. . . .
(L) ". . .children from ghetto areas have many problems. . .
class-

teachers must be community-~oriented, know parents, . « «The
room sctting nugb. . .move toward student-center insctead of
teacher-center,"”

(3) ". . .Competency-based teacher education is nccessary
and if it can be presented correctly, will be beneficial. . . . It
is ideal for any teaching situation. . . ."

(1) ". . .Competency-hascd teacher cducation will work.
aving student rove at his own pace, . . . is a good sztep. Thoe
st ent won't feel rushed and his chances of retaining what he

necls to inow will stay with him longer,”

(1) "Competency-based teacher education scecms to Le the
answer o wnat hias been needed for guite some time. The c¢olpahoency-
vased teacner education plan secms to be workable. . . .The inter-

disciplinary curricula, pcrsonallnatlon of instruction, I think
will be beneficial as they will help an intern achicve better
expressive and instructional objectives.® '

(2) ‘YCompetency-based education is certainly a nced but.

. « it is difficult to implement this idea into thce traditional

educational system. . . . present education system demands that
they (children) work with and comply with ideas which arc not

relevant to the ciaild's imnmediate environment. Teacher Corp as
whole is what I had expected, tihe only onc thing I have dis-

aproved of. . .has been administrative malfunctions. In some casces,,,
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Le reached by any means of educational experience so far in thoir
lives."”

(3) "ilv feelings about competency-based education have
changed considerably since my experiences in Teacher Corps. I
feel the program is a much nceded program in most of our schools
if students are to feel worthy and want to achieve more."

(L) "I think the competency-based training. . .far outdoes
the academic 'training' programs offered in most educational schools
of the traditional sort. . . .The reality-based portion satisfics
the need people feel to be learning, not memorizing. The difference
being experience.”

(2) ". . . I don't feel I can answer yet--but I can say
generally that we were allowed to bhelieve a greaL many idealistic
4OCLrlﬂ“S having no relationship to the reality in our particular

eas of work. Long on tTeory and enthus1asm and -short on applica-
tion and functional participation. . . .

(L) ". . .the competency-based program is a much better
Program than the traditional teacher's program. If competency-
based teacher education program instills all the characteristics
that are supposed to be instilled, then not only would it con-
tribute to students bui to ourse lve as individuals." .

(2) "The competency-based teacher education experiences. .
are very positive. Ky feelings prior to becoming an intern were
100%. . .as an intern . . .towards the program as a whole is 39%

« « « .too many ‘hang-ups'~-interns who do not want to move to a
specific locale, transportation, paying rent in two places. . . .
interns who do not cooperate. . . .Some instructors are very
understanding, others are not. If a group really wan:is to work
together. . .the program is going to be successful.™

(1) ". . .sounds good. One thing I really liked. . .was
spending most of the time in the classroom. . .being responsible
for our own studying sounds scary; it's very different, but
sounds challenging."

(2) ". . .I have only observed. . . .have bccome £fully
aware of the changes and sincere help that are needed. . . .to
let students succeed at their own rate and to be compctent on the
level they are working is assuring that the students will get
something out of that lesson. . . .I looked upon the program as
just another traditional teaching job. Now, I want to help change
those things tha® need changing and look for new and bthLL wethods
of teaching the student how to learn.”

- 20 -
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(3) "My Teacher Corps experience for the last nine months
has been a rewarding one. I have learned how to recognize the
feeling of other individuals."

(1) "What has impressed ne the most is the avoidance of
stocking theory into the student without permlttlng actual 1mplo-
nentation of the theory. This is what I feel is most important. .
..In a competency-based program . . .the person will be able to
understand his own ability to implement theory in his work as
well as his thoughts. A person will be allowed, in an early stage,
to recognize what he can and cannot do and how to change. It will
provide a situation in which such change is possible. . ."

(1) "I think the new trend in education discussed would
be good for both the student and teacher. . . . a more realistic
approach to education rather than the traditional would be better,
. « .the way the program is set up a child W1ll also be much more
independent in thought and ideas." *

(1) "Is competency-based teacher education so new? In the
field of educating teachers, perhaps it is a new innovation; however,
'enlightened' teachers have been utilizing this or similar methods.
It does appear to be a great improvement over the usual or tra-
ditional, college-university teacher education program in that the
teacher education student is allowed more freedom and individual
initiative, which I believe is good, and also that the training
takes place primarily with the end product rather than being an
isolated program, separated from school children. Teacher education
must continue in this and other noted new trends if beginning
teachers as to cope with today's school-age children.”

(2) "The competency-based aspect of the program isn't really
being applied; assignments are given . + . on a class basis, rather
than according to individual intern's needs, abilities, or com-
petenCLes already attained, and avenues of demonstre:ting proficien-
cies aren't available. The program is not structured so as to
produce competent teachers--traditional methods (i. e., specified
reading assignments along with reports) are utilized--while interns
are expected tc be innovative!l" '

(1) "I feel that competency-based teacher education con-
cept will give students more of a chance to develop at one's own
rate. The traditional education program places attention on the
group as a Wwhole rather than the individual."” ~

(2) "The experiences I have had so far have made me more
aware of competency-based education and differences of it and
traditional education. I felt the program was designed to train -
interns to meet the needs of so many students, who have yet to...
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people spearineading the program at the clementary school level
seem to think that interns are as experienced as they are in
the education field."

(3) "“ompetency—based education has not been a reality.
. . .The philosophy . . . is beautiful, but we . . .have not
experienced a suitable competency-based program. . . .I envisionead
Teacher Corps to be an organized program but iny expericnces in
Teacher Corgs have not been as such. . . .

(1) "The idea seems to offer a lot more to education. The
possibility of on-the-scene training is exciting. . . . to work
at one's chosen rate seems promising. . . .will eliminate borcdom
and perpetrate interest in students."

(1) "Competency-based teacher education is more direct
and 'to the point.' . . . puts nore empiaasis on the output than
the input, and . . .it doesn't matter how long it takes to make
someone understand and comprehend as long as the goal is achicved.
. . .this method is a better way than when students arc being
taught and expected to comprehiend when situation is not relevaitt
to their living conditions.”

(2) ". . .situations in the school district where I am
could be improved by use of competency-hased teacher education
orogram. . ...Couwpetency-based progran is the better way to reach
these deprived students and normal students, also.

(3 ". . .I am more positive in my thinking. . . .a
curriculum that is competency-based is what's nceded for low-
income and minority yroups because each person can be rated
individually and not by standards set. . ."

(1) ". . .new trends in teacher education and compctency-
pased teacher education are long overdue. For a nuier of vears,
students were ewpacted. to perform like robots. . . .carhon copies
of their instructors. . . .I helieve in individual Jdifferences.
Competency-based teaching seenms to cater more to thce individual.

(2)  ". . .experiences have becen a2ncouraging. I am in
favor of cowpetency—gabgu aspects because thj scoen more relevant
to the needs of the students. . . .I am becoming better orientad
toward the goals. . .and now feel relaxed as I understand just
what the program is seeking to achieve. I wasn't clecar on the
aims of the program at first."

(L) "“. . .I am optimistic about the innovative trends, the
thinking, which guide tiis type of program. I an most hopceful for

- 22 -

O

RIC

Aruitoxt provided by Eic:



the freedom of expression. . .this allows for the *eacher and
the pupil. TFreedom~--with sensitivity and a firm foundation. of
direction. It will work as long as the individual teacher is
truly aware of the needs of the low-income group. . . . I could
fgrsee a danger point in this field--the proper training
(immersion and involvement) of the competency-based teacher in
the area of home and neighborhood."

(2 ". . .I do not feel that I relate to competuncy-based
education. . .Competency-based is philosophical in its approach;
but offers no concrete methodology. It is a philosophy und. . .
I agree with its directions. . .But, then we ¢ncounter reality
and the practical appiication of competency-based education. . .
.beyond its philosophical niceties, --competency-based ceducation
is just a redistribution of the same old wares in the traditional
classrcom. . ."

(1) "Having been taught by traditional-based teachers, I
feel almost any innovation will be an improvement. It would
seem that competency-based teacher education would be a vast
improvement; I know too little as yet to judge."

(2) "My reactions are positive except for lack of support
or inconsistent support from program."

(1) ". . .these new trends arc a step forward in the pro-
duction of good, competent teachers. . .seem to allow the student
rore time to gain more experience in the teaching field. . .seem
to focus on closer student-teacher relationships. The competency-
based teacher education program allews the student equal time to
study, work toward a degree through class work, and gain experience
and competency through field work at the school. 1In essence, the
competency-based teacher education program. . .explains itself in
that this is a program desigred to produce competent teachers
through experience gained through working closely with students
and having the opportunity to learn and gain experience  -simul-
taneously.”

(2) Y. . .Competency-based education is not only a new
facet of education, but it is a theory that should he cxperimented
by all schools. . .allows all students to learn and at their rate
of speed. . . .Competency-basnd education is a definite way to
reach the slow student.” :

(1) ". . .Competurcy-based program good becausc it is
more concerned with performance output instead of the knowledge
criteria. . . .takes the different abilities of each child@ into
consideration and places less emphasis on time. Also, the com~
petency-based program recognizes this communication gap (in the
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traditional program) and tries to reduce it and . . .provides
the means for it--less lecturing and more discussion.”

(2) ". . .I am all for competency-based program. . .it
will help the children in the long run. . . .

(1) ". . .Competency-based teacher education seems to be
the answer in that it focuses upon teacher-student relationships
and educational experiences. . . .enables more time to be spent
with the child in order tc determine his own individual needs
and abilities. . ."

, (2) "There have been very few competency-based éspects
applied to the educational curriculum in so far as I have observed.
Most teaching is still done on traditional methods."

(1) ". . .Competency-based teacher education is much bet-
ter. . . .the student-teacher is able to learn (from doing in the
community together with the classroom) free from the confines of
the often irrelevant multiversity where all too often the mere
completion of a set number of credit hours qualifies one to teach
children. . . ."

(2) "I am strongly in favor of implementing a competency-
based program in every school district in the United States. It
is good because it states behaviorally (concretely). . .amount of
expertise. . .to be proficient. . . .thing of accountability appeals
to me because. . .people must have incentives to do their best."

(3) ". . .very favorable about competency-based teacher
education programs. To tell a person what you expect before
instruction is the hest way to insure that he will be measured
properly. Also. . .good to take the person where he is and allow
him to do just what he is capable of doing."

(1) "Basically, it sounds like a good program. However, I
am still 'in the dark as to how thke program operates on an individual
self-pacing program. The faculty-intern interaction is a great
idea--this way we'll spend more time than in normal classroom
circumstances with the teacher.”

(1) "Competency-based education appears to be an attempt
to highly structuralize some less recent education trerds which
were called the 'student-centered' or 'phenomenological' approach
to education. From the little I have seen I would say there is
too much concern being shown about structure." -

(2) "If carried to its ideal format, competency-based
education would be a good, but not the best, innovation in
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education. When carried out on a practical level I do not as
yet see how it is really any different from the traditional
lecturing followed by a test system. Prior to becoming an
intern I had no real great expectations for this program. Ily
qnly real criticism is that it has come so short of achieving
its fullest potential."

(1) "The new trends are heading in a good direction
because they stress interaction between teacher and student,
faculty and teacher. How a person performs is a better guide
to his actual teaching competency than the amount of time he
has spent with his nose in a book."”

(2) ". . .Having completed the pre-service training and
three weeks inservice, I see the need for a complete revamping
of our educational system, and a competency-based program being
a very definite part of this. But I also see that competcncy-cased
cducation is not the only answer."

(1) ". . .Competency-based teacher education allows a
very nositive approach for improving the learning process of
students. . . .permits the child to learn and advance abt his
own rate of speed. . . .end product will be a more complete
mastery of skills which he has learned.”

(1) ". . .seems to be on the right track in allowing thec
achievement to be constant and the time variabhle. T like this
approach very much. . . .Bach student would eventually know the
satisfaction of accomplishment. . . .The developnent of sol-ootoon
and satisfaction are linked closely toc the ability to do something
well. A well adjusted person is one who likes and respects himself.
. . Lthis systew would encourage hin.

(2)  "Competency-based education can be the answer to the
minority andé disadvantaged child's need forx an educational system
which is designed to meet their needs. . . .The key will be the
teacher-education svstem and the degree of accountahility required.
. . . Modular Instruction was defined and I do feel competent
with this method of instruction. . . .Program h@s been once of
the most intensive learning experiences of my life. However,
the learning has come mainly from consultants and the exposurce
to an entirely different culture from my ovm. . . .it ig most
frustrating to work within a system which teaches ahout competency-
based education bhut does not tcach using compctency-hascd cducation
. « . .ldowever, instructors are trying to d%scover the necoeds of
the interns, take us from where we are and Tcad us onward. . . ."

(1) "It is refreshing to me to see the reorganization that
is coming. Tor cighteen years I have becn the 'victim' of outdated
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learning methods. I don't profess to believe that competency -
based education, as it now stands, holds all the answers, put
it is certainly a step in the right direction."

(2) ". . .Teacher Corps will be relatively ineffective
in the area of creative cducatlonal systems, the populace being
completely uﬁWllllng to cooperate, their conccpts . .having bheen
formulated in the traditioral sense."

(1) "I favor any Drcgram which will encourage students *o

explore areas on their own. . .Programs which allow self-pacing
and individual work are excellent for many students. . . Jy
initial response is that this presentation is not drastically
different from one other educationzl trend. . . .XI strongly
ouopor* 1ndenenaent creative work, teachirg by compotenkt specialists
in a field, and the possibility for a great variety of expericnce
inside the classroom as well as out. It is the curiosity of the
teacher as well as his creativity and willingness to give some-
thing that will make him successful.  If competency-based teaching
programs will incorporate all that it claims, it will be a nmove in
a positive direction.”

(2) ". . .I see the need for competency-bascd instruction.
Students nust be able to enjoy their own developmrent and must bo
able to appreciate themselves as individuals and there is a way
to do this tHrough competency-based education. Initially, I was
disappointed in Teacher Corpns. I have found that I did benefit
from preservice training but have my own ideas in regards to
improvements., . . .like to see more consultants, to learn more
of resources available to us and to have been better acquainted
with older methods we have come into contact or conflict with. .
. .an cptimistic and hope to help change come about.”

(1) ". . .Teacher education intern is to assess the teacher
and help form other roads of achievenent and apply to examine the
overall ability of students through other than traditional criteria.
But at the same time have a greater understanding of how the
traditional system is working.,"

{(2) "Competency-based program is by all meanrs an advancaed
nethod of education. And in ny belief is going to be the most in
ﬂnvc‘oalng new educational advancement in a cuild's learning
ability,"

{1) "The new trends in teacher education secl to allow the
tucdent a better opportunity to get more out of what he is attempt-
ing to learn by allowing him to learn at his own pace.”

(2) ™"iy knowledge of competency-based education is sonewhat
Zuzzy; bhut I am learning. . . . I felt that this opreoram was going
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to make an instant great tecacher out of me; but I know now it
will take time. The program isn't perfect, but I have high
hopes that it will improve with time."

(1) "The information that has been given can be surmed
up in my opinion in one word, great. The students that participate
in this proyram can accomplish so much if the teachers carry out
the ‘objectives of the proyram.'" '

(3) "The competency-based aspects. . . . have been somc-
what limited in the school system in which I worked due to tha
system itself. However, I did try to implement this type of
education. Ily experiences in the University in using compatency-
vased education have been ruite disappninting. I feel the
teachers. . .were too tradition-oriented «néd did not try to
implement competency-hased education.”

(1) ". . .I believe this program to be more positive and
effective than the traditional type program. It should Le very
interesting coming in close contact with the student and his
family as indicated in the pupil-teacher relationship. This
relationship should further aid the teacher in helping the pupil
to achieve."”

. {2) ". . .the idea of a competency-based prograr is very
good but the problem comes when you try to implement such a pro-
gram to a group of people who have already formularized their
ideas abhout how much a particular chiléd should learn. I still
nced more actual experience in the proaramn before I can formulate
any other reactions."

(2) "I am still sold on this idea of compectency-bhased
education,”

(1) ". . .new trends in teacher education are long over-
due. They allow for a more personal contact with the students. .
, «lets a student advance according to his own mental and physical
capacities., . . .Although the criteria in the competency-based
program are pre-set, they are established accordin:y to the student's
intellectual, social, emotional, and physical growth. . . .program
is set up to help students achieve according to a number of
objactives, and an instructional module, . . ."

(2) "The competency-based aspects. ., .are very rclevant
. «. . +and inject a more modern approach to lcarning. . . ."

(3) ". . .program is a good one, if it could be¢ incorporated
fullv into the traditional school seitting. I feel that the program
had a good vhilosophy because it was aimed at helping children
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from low-income areas become better sclf-sufficient citizens.
Problem areas include adecquately preparing interns for the task
on which they are to embark upon, with information on how to
handle typical classroom problems. "™

little or no knowledge of the educational process before ontering
the program. I came into this program with an objcctive outlool,
. .nave veen oxposed to traditlional oliacating rothods an’

cticisative methods. . . .I have obscerved that the students Jo
fob selzte to the process ol leoarning under the traditional syston.
I am tierefore over-anxious about getting the competency-hasedld
aspects of the program underwvay.”

(2) "My exreriences have been enlightening because I had

{Z) "I have been 1mpre;uru with the notives of Teacher
Zorps. o . .should be the basis of a new cducational movement,
Qowever. . .my Knowledge of competency-based innovation is cuite
iimited. But vhen I do mastexr this, certainly it shall be of
value to all concerned. . . .concept of the Teacher Corps should
be somehow introduced to every public school in the United States."

(2) ". . .the whole idea is still rather vague to ma. The
program is very slowly moving in the direction of competency=hased
cducation but as of now the c:periences I have had in line Wlth ny
expectations prior to the beginning of intern training are shaping
up nicely for this to be a whole new area of new nethods."

(2) ". . .program has provided me with the knowledge of
how to create a situation where I can teach students on an individual
basis. . . .most effective. . . .My feelings .’ .haven't changed
a great deal. . . .Through one-to-onc-contact, the student has a
better chance of learning and the teacher has a bhetter chance of
recognizing problems ©0f cach individual."

(2) "ty feelings ahout the competency-based aspects of the
program is very, very applicable, but not practiced in my school.
1y feelings about the program are rather disappointing.”

(2) "I think the competency-bhased aspccts could Dbe meaning-
ful ones, encept, I feel there is a lot more involved than what we
have yet ex oerlenced I felt that the program would he a good onc,
but I “1mn't realize how wmuch of a drain it would bie financially
and criotionally. . . .Disappointment.”

(3) "My feelings, thus far, about my Teacher Corps experi-
ences are that it looks a lot better on papex than in practice.”

(3) "The competency-based aspects of our program are not
practiced consistently enough to give it a true rating. The
rroblem being not enough freedom to work with the students without
traditional method overriding the procedurecs.”
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CONFERENCE TIMETABLE

TUESDAY, JANUARY 12, 1971

9:00 - 9:30 - Coffee (Foyer, MKL Building)
9:30 - 11:45 -~ FIRST GENERAL SESSION

Dr. H. H. Hartshorn, Presiding
Vice President - Texas Southern University
GREETINGS . . . . 44 v 4+ :u 20 s 4. Dr. RobertJ. Terry, Dean
College of Arts and Sciences
Texas Southern University

SYMPOSIUM . . . ¢ ¢ v v 46 s s s aesss0s+. ProjectDirectors
Hunter O. Brooks, Moderator
Coordinator of TSU History Education Prcgram
American Historical Association

Dr. W, R. Strong, Director
Basic Studies Program in LANGUAGE ARTS

. Dr, L, L. Clarkson, Director
Basic Studies Program in MATHEMATICS

Dr. C, A, Berry, Coordinator of Field Activities
. Training of Trainers of Teachers (TTT)

Dr. J. O, Perry, Director
Teacher Corps Program (PETCQ)

11:45 - 1:30 ~ LUNCH -~ DUTCH .
(Note: Lunch has been prepared for you in Bolton Hall., Please
also note that tables have been set up by departments to
permit further dialogues on the proceedings thus far.)

1:30 -~ 4:00 - SECOND GENERAL SESSION

Dr. Robert J. Terry, Presiding
Dean, College of Arts and Sciences
Texas Southern University

Introduction of Presenter . . v « e v ¢ « « » « « » Dr., Leon Rolehov
Divector of Institntional Research
Texnae Sonthern TTniversity
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(TDDS) - Dillard University
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TTT Projects - Northwestern University
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loving innovative teaching techniques from off the printed
page into the classroom is one of the major problems facing
teacher training institutions today. We believe that probably
the most effective way is to involve the entire staff in work-
training sessions in which the new approach is actually used.
Thus, this one-day conference on instructional modules, learn-
ing modules, and behavior modification. Today's conference will
ve followed by small group meetings, large group meetings and
work sessions. We trust that you will become involved!!!

TO START YOUR THINKING

A. Glossary of Terms

Conmpetency Based Teacher Education

A program in which the competencies to be acquired by the
student and the criteria to be applied in assessing the
competency of the student are made explicit and the
student is held accountable for meeting those criteria.
The competencies referred to are those attitudes, skills,
and understandings, and behaviors which facilitate the
intellectual, social, emotional, and physical growth of
students. Therefore, the criteria used in assessing the
competency of students are of three kinds:

hnowledge Criteria which are used to assess the
cognitive understandings of the student.

Performance Criteria which are used to assess
the teazhing behavior of students.

Product Criteria which are used to assess the
student's ability to teach by examining the
achievement of pupils taught by the. student.

Instructional Objectives:

Those competencies which specify behaviors (and possibly
attitudes, skills, and/or understandings) to be acquired
by the student.

Competency Based Curricula:

Programs 1in which the competencies to be acqulred by the
student and the criteria to be applied in assessing the
competency of the student are made explicit and the
student is held responsible.

Systems Analysis Approach:
The rigorous application of systematic techniques in program
design and operation.
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Fi«ld Oriented Curricula:

Pxogvams which are reality orlentcd with students
spending a considerapble portion of their time in
interaction with children in sclicol settings.

Personalization of Instruction:

Programs which use a series of learning activities
intended to facilitate the students' achievement of
specific objectives as compared with programs wliich
use a less flexible course structure.

Utilization of Instructional iModules:

Programs which use a series of learnlng activities

intended to facilitate the students' achievement of
specific objectives as compared with programs which
use a less flexible course structure.

Questions for Discussion

In what respects does a competency based program differ
from what we are already doing?

IHow should the competency level be determlned and who
should determine 1it?

If a decision is made by professional education to move
in the direction of competency based education, to
what extent should the other disciplines be involved?
How can such involvement be assured?

How might we go about setting up competency levels for
the courses offered in our several departments?

To what extent should the community be involved in our
movement toward competency based education?

To what extent should elementary and secondary school
personnel be involved in our moving toward competency
pased education?

What is the role, if any, of the systems approach 'in
making decisions relative to competency based education?



ANNOTATED BIBLIOGRAPHY

Gideonse, Hendrik D. "Behavioral Objectives: Continuing the
the Dialogue," The Science Teacher. 36:5154 (January,
1969).

Describe the development of behavioral objectives as. the
generation of criterion measures which will help whether
the curriculum development activity has value before it
has begun, which will serve as eddective and modifiable
guides to the curriculum development process, and which
will provide at least mirimum standards by which the
efficiency and effectiveness of the completed product
can be assessed.

Four guestions were considered:

1. What should we mean by the phrase "behavioral objec-
tives?

2. What criteria (or whose?) should we employ in our
attemnpt to better the practices, process, materials,
and organizational forms by which we carry out
instruction and education? Which should we think
about before we begin, which should we think about
as we proceed, and which should we apply after we
have completed an effort? whose criteria of "better"
do we accept?

3. Do we know enough about learning, cognitive develop-
ment, motivation, and so on to build instructional
systems of greater effectiveness than the ones we
currently use in our schools?

. What conclusions, if any, should we draw from the
fact that curriculum buildings cost millions of
dollars? iHow should we ask for results? ilow do we
determine accountability? How do we judge whom and
what to support?

o>

Hengst, Herbert. "A Question of Accountability,” Journal of

Teacher Education, XVII, Ho. 1, 27-33, 1966.

Emphasizes the potential influence of teacher-scholars

on millions of individuals, society and history. Such
influences raise a scerious question regarding professional
accountability (willingness and ability to be answerable
for claimed competence as a teacher, a scholar and a
service agent). iligher Education establishes its
accountability through accreditation processes. Systcma-
tized and formal approaches to professional accountability
0f college teachers arce at best laissez faire. The
argunents for and against the need for a more formalized
pattern of accountability are discussed.
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Formalized Pattern of Accountability:

1. Should provide opportunities to cdemonstratc one

conpetence in the teaching function and in schol:

activities

2. Should be conducted by representatives of the acadonic
proifession whos conpetonce has heen astablished.

3. Must we readily cormunicaizle to the nonprofessional

public.

4. Should be characterized by standards that deal
entry-level competencies.

Dy an off1c1al endorsing hody.

W. James and Baker, Lva L. Systematic Instruction.

Englewood Cliffs: Prentice-ilall, Inc.,, 1970.

with

5. Should provicde for an endorsement of the individual

Proposes a four step goal referenced model for a systematic

approach to instruction which focuses on the learner.

The

four steps (specification of objectives, pre-assessment,
instruction, and evaluation) and their interdependencies
are explored. The model is then related to the ;?qucncing

approaches of Bloom and Gagne, as well as variou
in the educational setting.

situations

Pophanm, W. James. "The Performance Test: 7 Wew Approach to the
Assessment of Teaching Proficiency," Journal of Teacher

O
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Education, WNo. 2, 216-222, 1968,

Discusses the dilemmas confronted in attempting to measurec

teacher effectiveness by way of ratings, checklists,

obser-

vation schedules and scales, and standardized achievement
tests administered to students. Proposes that teacher-
competence assessment should be based on the criterion of

pupil ¢growth. Discusses several theoretical problems

(e. g., validation of performance tests and making opera-
tional objectives sufficiently reliable and discriminating
to attest real differences in performance) and practical

problems (e. g., securing cooperation of schools for try-

out purposes and the effect on teacher enthusiasm for
teaching when they are given prescribed objectives).

Results

of an experimental field trial of a performance test (which
included resource materials, instructional objectives and
pre and post-tests) by three experienced teachers and three

inexperienced teachers showed that students under the

experienced teachers made significantly higher scores than

students under the inexperienced teachers.

L
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Weinstein, Gerald and Fantini, ifario D. Toward Humanistic
Evaluation: A Curriculum of Affect. WNew York: Praeger

Publishers, 1970.

The "secret" of ‘motivating the child to involve himself

in the learning process--whatever his age, socio-economic
level, or cultural background--is to deal in some way with
the deep underlying feelings, wishes, and fears that
stimulate his actions and color his response to thc world.

This was the major finding of the Elementary School Toach-
ing Project, and action-research program undertaken by

the Ford Foundation's fund for Advancement of Education
in an attempt t¢ discover teaching practices that had
proved successful with ghetto children. Spurred by this
conclusion, the program staff turned its efforts to the
development of a "curriculum of affect,” a model for
teaching based on pupils' concerns and feelings rather
than on purelv cognitive goals. DBy adapting this model,
described and illustrated in this book, to suit his own
competencies and the needs of his students, tihe teacher
can identify his pupils' concerns, use them in teaching
standard intellectual content, or deal with them directly,
as content in their own right. The model thus embodies
an open-ended approach to teaching and learning that
engages the child as a whole-hearted participant in the
educational process by making that process "relevant" to
Aim in the most profound sense.

I YOU CARE TO READ!

L}

Allen, W. C. et al. "Performance Criteria for Lducational Per-
" sonnel Development: A State Approach to Standards,®
Journal of Teacher Education, 22:133-35, 1969.

Berman, Mark L. "Educational Innovation from Ccllege Down,"
Educational Technoulogy, 9:31-32, January, 1969.

Eleam, Stanley. "The Age of iAccountability Dawns in Texarkana,’
Phi Delta ®appan, LI, No. 10, 609-14, June, 1970.

Glaser, Robert. "Theory of Evaluation of Instruction: Changes
and Trends," Procecdings of the Symposium on Problems in
the Lvaluation of Instruction, Occasional Report No. 13,

"

silverman, Robert E. "Theories and Models and Their Utility,
Lducational Technology, 7:1-6, October, 19¢7.
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AGENDA

Welcome
Rationale for Inservice Program
Pretest
Objectives
Teaching Models
*. Behavioral Objectives
Entering Behavior
. Instructional Procedures
. Instructional Assessment

Techniques in Writing Behavioral Objectives

» Taxonomy
. Basic Components

(2) Terminal behavior
(b) Conditions
{c) Criteria
Examples of Behavioral Objectives

Post-test

Feedback

*To be discussed as a major topic




RATIONALE

The frontiers of education are not static; they are vibrant
and dynamic. We, the associates of experimental programs, are
on the cutting edge of new approaches, developments, and innovations
in education. Departmental chairmen are in an excellent position to
test the validity and realiability of innovative changes. Therefore, we
would like to share with you some of the things that we are doing with
our participants in hopes that you will provide a fertile environment
for their continuous growth and develop'ment .

'Moving innovative teaching techniques from off the printed
pages into the classroom is one of the major problems facing
teacher training institutions today, We believe that probably the most
effective way to involve the entire staff is through an orientation of
departmental chairmen, Thus, this one-day seesion on teaching
models and behavioral objectives. Tonighf's session will be followed
by small group meetings. We trust that you will become involved.
We further hope that you will administer the final acid test to them
(teaching models ané behavioral objectives) in order to determine

their reliability, validity and practicality in active classroom situations.




OBJECTIVES

At the termination of the inservice program, supervising
teachers will:

1.

2.

3.

7.

When given a schematic diagram of Glaser's
instructional model successfully f£ill in
the boxes without the use of outgide aids
with 100% accuracy,

List with 100% accuracy the three taxonomic domains
as identified by Bloom and Krathwohl.

List with 1007 accuracy the three components of a
behavioral objective as described by Mager.

When given examples of behavioral verbs, distinguish
those words which are open to many interpretations
from those which are not open to many interpreta-
tions with 80% accuracy.

When given examples of objectives distinguish those
that are behavioral from those that are non-behavior-
al with 80% accuracy.

When given examples of behavioral objectives categor-
ically identify them as cognitive, affective or
psychomotor with 907 accuracy.

Write at least one behavioral objective which includes
all three components as described by Mager.
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Historically there have been many teaching models re-
ported in the literature. Among those reported have been
the Socratic Model (Jordan, 1963), the Classical-Humanist
Model of the Jusuits (Broudy, 1963), and the Personal Develop-
ment Model (Combs and Snygg, 1959), A Computer-Based Teaching
Model (Stolurow and Davis 1965), A Model for School Learning
(Carroll, 1963) and A Basic Teaching Model (Glaser 1962)., By
far the most simplified and the one that is the most flexible

and adaptable to almost any teaching style is Glaser's Basic
Teaching Model:

BERAVIORAL [ENTERING | INSTRUCT ICNAL PERFORMANCE]
OBJECTIVES [=> [BEHAVIOR{—> PROCEDURES 1> |ASSESSMENT

1 O

"FEEDBACK LOOPS

Behavioral objectives are explicit statements of instruc-
tional objectives which identify the end product of instruction
in terms of observable human accomplishments (or performance),
which is the outcome of behavior. To determine whether or not
a8 student has learned something, we observe not his behavior
but the outcome of his behavior. We nften refer to these end
products of instruction as terminal performance.

Entering behavior describes the behaviors the student
must have acquired before he can acquire particular new termi-
nal behaviors. More simply, entering behavior describes the
present status of the student's knowledge and skill in reference
to a future status the teacher wants him to attain. Entering
behavior is, therefore, where the instruction must always begin.
Terminal behavior is where the instruction concludes. We can
describe teaching as getting the student from where he is to
where we would like him to be--as ofoving from entering to
terminal behavior.
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Instructional Procedures is the third component of the
basic teaching model. This component simply describes what
methods, activities and considerations will be used to teach
skills, concepts, principles, and problem solving. There are
several factors which will determine the proper selectiun or
design of instructional procedure. Among these are objectives,
entering behavior, needs, interests and abilities of the
students, etc.

Performance assessment, the fourth component of the basic
teaching model, is nothing more than the use of classroom and
standardized test procedures to measure the terminal perfor-
mance of the students. Performance assessment is intimately
related to all four components of the basic teaching model.

“You assess those performances described in the instructional
objectives--the terminal performances. The closest relation-
ship, therefore, lies between the first and fourth components,
instructional objectives and performance assessment. Perfor-
mance assessment, however, is also a major source of feedback
on the adequacy with which we have assessed the variations in
student entering behavior and on the appropriateness of our
instructional precedures and materials.

Secondary student teachers, although familiar with other
models, are encouraged to follow Glaser's Model because of the
ease with which it can be adapted to any teaching method or
style. Such flexibility allows the student teacher to follow
the initial pattern that has been set in the classroom by the
supervising teacher, and at the same time it assures that the
fundamental components of teaching are followed in their
logical sequence,




TECHNIQUES IN WRITING BEHAVIORAI. OBJECTIVES

Taxonomy:

In recent years educators have concerned themselves with
the overt behavior of learners in determining learning out-
comes. This has been especially useful to teachers who are
attempting to state theilr instructional objectives in behav-
ioral terms; such learning outcomes can best be described by
identifying specific changes in student behavior.

One of the most useful guides in identifying and defin-
ing instructional objectives is the Taxonomy of Educational
Objectives (Bloom, 1956; Krathwohl, 1964). The taxonomy pro-
vides a classification of educational objectives that 1is
analogues to the classification scheme used for plants and
animals. '

The taxanomy is divided into three parts or DOMAINS:

1. THE COGNITIVE DOMAIN: Emphasizes intellectual
outcomes, . :

A. Knowledge

B. Comprehension
C. Application
D. Analysis

E. Synthesis

F. Evaluation

2. THE AFFECTIVE DOMAIN: Emphasizes feelings and
emotions,

A. Recelving
‘ B. Responding .
C. Valuing

D. .Orgeanizationm
E. Characterization by a value or value complex.

3. THE PSYCHOMOTOR DOMAIN: FEmphasizes motor skills.

(Category development is not complete)
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The major categories in the cognitive and affective
domains above identify types of learning outcomes to consider
when writing and defining instructional objectives., It
should be noted that the categories for classifying objectives
in each domain of the taxanomy are arranged in hierarchical
order, from the simplest behavioral outcomes to the most com-
plex. For example, the cognitive domain starts with simple
knowledge outcomes and then proceeds through the increasingly
complex levels of comprehension, application, analysis,
synthesis, and evaluation. Each category is assumed to include
the behavior at the lower levels. Thus comprehension includes
the behavior at the knowledge level, application includes that
at both the knowledge and comprehension levels, and so on. The

. affective domain follows a similar hierarchical pattern.

The psychomotor domain is concerned with motor skills.
Although this domain includes some learning outcomes that are
common to most subjects (writing, speaking, laboratory skills),
it receives major emphasis in commercial subjects, home eco-
nomics, industrical education, physical education, art, and
music. Performance skills play a prominent role in the in-
structional objectives in these areas. The taxonomic categories
for the psychomotor domain have not been completed at this time
and we, therefore, not available for this report.

Writing Behavioral Objectives:
i ! '

' Behavioral objectives are statements which describe what
students will be able to do after completing a prescribed unit
of instruction, They serve two major functions: (1) they help
the instructor design and evaluate his own teaching strategy,
{2) they communicate the goals and avenues of approach to his
students, to other instructors, and to persons planning the
entire sequence of instruction for a student in any given area,

Behavioral objectives have three basic components:
(Mager 1962)

1. Terminal behaviors - describes what the
learner will be doing when he is demonstrating
that he has reached the objective.

Sample: The student will type at least
]ERJ(? 80 words in one minute.
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2., Conditions -~ describe the givens or restric~-
tions under which the learner will be expected
to demonstrate his competence.

Sample: In classroom situgtions during timed
typing demonstrations.

3. Criteria - describe how the learner will be
evaluated, They describe at least the lower
limits of acceptable performance.

Sample: With an accuracy of not more than
one mistake,

The entire behavioral objective will be:

"In a classroom situation during timed
demonstrations the student will type at
least, 80 words in one minute with an

accuracy of not more than one mistake."

In writing behavioral objectives one should avoid words
which are open to a wide range of interpretations in consider-
ing the terminal behavior of the learner. Consider the fol-
lowing examples of words:

Words open to many Words open to fewer
interpretations interpretations
To know ‘ To write
To understand To recite
To really understand To identify
To appreciate To solve
To fully appreciate To construct

To grasp the significance of To list
To enjoy | To compare
. To believe To contrast

O ro have feith in
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Main objections to the Behavioral Based approach:

The main objections that most people state when criticiz-
ing the Behavioral Objective approach to learning is that the
approach can only be applied to simple Cognitive (knowledge)
situations, and that when one tries to translate this approach
to situations dealing with more complex Cognitive situations
as well as Affective (feelings and attitudes), Psychomotor
(physical manipulations), and on the job execution that the
gsystem is unable to function,

While it is true that simple cognitive situations are
easier to obtain and evaluate that does not mean that more
complex tasks and those which are affective in nature cannot
be incorporated into a Behavioral Objective approach. In fact
our final over-all objective is: How well do students perform
on the job or -during leisure time activities?

Samples of Cognitive, Affective, and Psychomotor
behavioral Objectives,

"Cognitive"

Upon coupletion of the unit, the student will write, in
a class setting without the use of aids, a definition of
Operant Conditioning which is 100 per cent accurate.

"Affective"

Upon completion of the unit the students will demonstrate
their concern for persons in the lower socio-economic groups
by voluntarily spending at least two hours per week working in
a social service agency,

NOTE: Because of the nature of the Affective Domain,
measurement criteria in this area are not
usually discussed in advance with the students.

"Psychomotor"

Upon completion of the unit the students will demonstrate
thelr competency by writing ten words om the chalkboard in such
a manner that three impartial judges agree that a minimal level
of performance has been accomplished.
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THE DEPARTMENT OF SECONDARY EDUCATION
In Cooperdtion With
THE TRAINING OF TRAINERS OF TEACHERS
PROJECT
THE TEACHER CORPS
THE BASIC SKILLS PROGRAM IN LANGUAGE
ARTS - ‘
THE BASIC SKILLS PROGRAM IN MATHEMATICS
Presents
A TWO DAY INFORMATIONAL CONFERENCE
on
INDIVIDUALIZED PERFORMANCE-BASED
TEACHER EDUCATION PROGRAM
(1PT)
Friday ond Saturday March 12-13, 1971

TEXAS SGUTHERN UNIVERSITY AUDITORIUM
MARTIN L. KING HUMANITIES BUILDING
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TEXAS SOUTHERN UNIVERSITY
HOUSTON, TEXAS

MEMORANDUM
To: All Members of the Faculties of various Schools of the
University
From: Lamore J. Car.*ter gt s .‘]' o, / //
Dean of Faculties : 4
Date: March 3, 1371
Re: A Two-Day Discussion of Individualized Performance

Based Teaching, March 12-13, 1971

The teaching faculty and all other interested persons of the University
are urged to attend and participate in two days of talks with mr, Blaine
P. Parkinson, Director, IFPT, Weber State College, Ogden, Utah, on
Friday and Saturday, March 12-13, 1971. These talks will constitute
the third of a series of in-house — in-service education efforts cal-
culated and designed to effectuate much needed and desired changes in
teaching objectives, strategies and evaluative techniques at Texas
Southern University.

Details of the twc~day talks are provided on the attached sheet. For
further details, please contact Dr. Robert J. Terry, Dean, College
of Arts and Sciences or Dr. Clifton Claye, Head of Secondary Educa-
tion.

LJC/bji
Attachment

cc: President G. M, Sawyer
Vice-President H. H, Hartshorn
Members of the Deans' Council
Heads of Special Programs
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This is the third in a series of in-house
in-service educational programs designed to
effectuate change on our campus as it relates
‘to innovative ideas and practices in education.
Todoy's conference is designed specifically to
let us take a look-see ot what has been done
and what is being done in a Teacher Education
Progrem involving some 600 students at Weber
State College, Ogden, Utch. This program is
completely individualized performanced-based.

The Presenter is the Director of the program.

The fourth program in this series will
revolve around a Systems Management Approach
to Education.

We want you to become involved and we
do hope that some meaningful dialogue has

already started between and among us.

Thanks for sharing this experience with

us.

Friday, March 12, 1971

10:00 A.M. — 12:00 Noon

|ndividu.a| and Small Group Conferences ... ........

HH 301, Materials Center

.....................

12200 - :30OP. M. . Lunch
Dzpartment of Secondary Education Staff (Dutch)

20 - 330 e Meeting

President, Deans, Registrar, and Business Manager

330 - 4:30 e Meeting

Teacher Education Council



Saturday, March 13, 1971

830 -9:30 ... Coffee
Foyer, Humanities Building

9:30~-1%100 . ... ... ... .. First General Session
Launey F. Roberts, Presiding

Greetings . . . ... . ... .. Dr. H. Hadley Hartshorn

Vice President, Texas Southern University
Introduction of Presenter . .. ... .. Sumpter L. Brooks
Presentation | . ... .. ..... Mr. Blaine P. Parkinson

Director, Individualized Performanced-Based
Teacher Education (IPT)
Weber State College, Ogden, Utah

Questions and Answers

100 - 10:30 ... .o Coffee Break
1:30 - 1120
Presentation Il .. ... ...... e Mr. Parkinson

Questions and Answers

Observers — Representatives of
Training of Trainers of Teachers Project
Teacher Corps
Basic Skills Program in Language Arts
Basic Skills Program in Mathematics

Announcements



APPENDIX D
AN IN~-SERVICE PROFESSIONAL CONFERENCE ON THE SYSTEMS APPROACH TO CURRI-
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THE BASIC STUDIES PROGRAM IN MATHEMATICS
in cooperation with

THE TEACHER CORPS
THE BASIC STUDIES PROGRAM IN LANGUAGE ARTS

and

THE TRAINING OF TRAINERS OF TEACHERS PROGRAM

of
TEXAS SOUTHERN UNIVERSITY

Presents

A TWO-DAY IN-SERVICE PROFESSIONAL GROWTH CONFERENCE

on

“SYSTEMS APPROACH TO CURRICULUM IMPROYEMENT"

WEDNESDAY ond THURSDAY
APRIL 14 - 15
1971

-~ AUDITORIUM -

MARTIN LUTHER KING HUMANITIES BUILDING

_TEXAS SOUTHERN UNIVERSITY
HOUSTON, TEXAS
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This is the fcu.r?h and final Professional Growth Con-
ference designed to help us become more aware of fhe buzz words
and phrases which might couse some odditional Federai money to
flow our way and at t'he same time to upn-date our own knowledge
systems cbout the innovative ideas in education throughout
America.

In our efforts to achieve the above goal, we have secretly
hoped that you would become involved sufficiently enough to help
us in the several projects underway on our campus. We elicit
your support and cooperation in our efforts to transfer the inno-
vative ideas in education from the printed page tc the on-going
instructional process on our campus.

We ore eagerly looking forword to another series next

school year.



WEDNESDAY, APRIL 14, 1971
8:30 ~9:300m. ............ e e e e e e e Coffee

9:30 - 1045 aum. L Lo e First Generol Session
Dr. L. L. Clorkson, Presiding

Greetings « v v v v v it e e Dr. Lomore J. Corter
Dean of Foculties
" Texas Southern University

Preseritation of Conference Consultont . .. ... .... Dr. Leon Belcher
Director, Institutionol Research
Texas Southern University

SYSTEMS APPROACH TO CURRICULUM IMPROVEMENT

Presentation | . . .. ... .. i i Dr. Walt LeBorron
10:45 = 11200 @um. o v v v v oo et e e e e e Coffee Breok
T1:00 — 12:00 .. ... ittt e e e e Second Generol Session
Presentation | (Continued) .. ................ Dr. Walt LeBarron

Questions and Answers

Announcements
, .

12200 - 15 pam. oo oot e e e Lunch
115 =215 pem. ... ..., Small Group Meeting with Mothemotics Staff
Texos Southern University
(Closed)
500 -7:30pem. L. e _ Third Generol Session
Presentotion 1l . ... ... (.5!"1‘].5.7) ............ Dr. Walt LeBarron

Systems Approoch to Curricuium improvement in Mothematics. (Closed to
Y PP p

all except participants in Basic Studies Mathemotics Progrom and inter-
ested students.)



THURSDAY, APRIL 15, 1971

8:30 = 9:30 aum. . i e Coffee
{Foyer, MLLK Building)

9:30 1045 aume . v Fourth Generol Session

Dr. Will R, Strong, Presiding

Presentation IV . . ... ... . .. .. . oL, Or. Walt LeBarron
The Systems Management Component in Federal Projects

10:45 -- 1100 aem. - o o et e e Coffee Break

11:00 - 12:00 . .. ... . . it i Fifth General Session

{Continuation of Presentation V)

Questions and Answers

Announcements
12200 = T30 peme s ¢ vttt e et e e e e e e e Lunch
1:30 - 4:30 pom.. .. .. Individual Conferences and Small Group Meetings

(HH 301, Materials Center)

NOTES
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APPENDIX E
AN IN~SERVICE PROFESSIONAL CONFERENCE ON SUPERVISING STUDENT TEACHERS
AND TEACHER CORPS INTERNS IN URBAN SETTINGS:

A COMPETENCY-BASED APPROACH
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FIRST ANNUAL SUPERVISING TEACHER CONFERENCE

Sponsored By
THE DIVISION OF FIELD SERVICES (SCHOOL OF EDUCATION)
AND TEACHER CORFS
TEXAS SOUTHERN UNIVERSITY

THEME: Supervising Student and lIntern Teachers in
. Urban Settings: A Competency-Based Approach

FRIDAY, JANUARY 11, 1974 - 9:00 A.M. - 2:30 P.M.

HOME ECONOMICS BUILDING
TEXAS SOUTHERN UNIVERSITY

Dr. Granville M. Sawyer, President



Program, Morning
9:00-9:30 a.m.
Registration
Cotfee and Donuts

9:30-11:00 a.n.
Genceral Session

Presiding
Praver

Music

Welcome tfrom Texas Southern
University

Remarks

Introduction of Speaker

Kevnote Address

Acknowledgements

Announcements

Home  Economics  Building

Lobby

Room 115

Dr. Sumpter Brooks., Coordi-
nator,  Sccondary  Student
Teachers

Miss Sebie Harrison, Vice Presi-
dent, Lucille Perry Chapter,
1TSEA

University

Rurh

Texas  Southern
Music  Department,
Stewart, Dircctor

Dr. Robert Terew, Viee Presidem
for Academic Aftairs

e, Fuel W Rand, Dean, School
of Educaton

Alvin ], McNeil, Coordinator,
Graduate Programs In Education

Dr. R. Allan Spanjer. Director of
Supervised  Teaching, Portland

Stute  University,  Porthand,
Oregon
Dr 1. ¥ Roberts, oo Coonde

nator. Division of Field Services

Dr. Marie Towery, Coordinator,
Elementary Student Teachers
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PIo1S-12:00 am. -
First Group Interaction Session
REACTION/FEEDBACK MEETINGS
Group 1 - Room 115 - Table #1
Group 2 - Room 115 - Table #2
Group 3 - Room 115 - Table #3
Group < - Room 121 - Table #4
Group 5 - Room 121 - Table #5
Group 6 - Room 121 - Table #6
Group 7 - Room 121 - Table #7
12:00 Noon - 1:00 p.m.
Lunch
Home Econemics Building
Dining Room
1:00-2:00
Second Group Interaction Session
APPLICATION OF COMPETENCIES/SCENARIOS
Viewing Scenarios and Applving Competencies
I-Groups 1.2, 3
I1. Groups , 5,6.7

2:00-2:30
Report of Group Reactions®
Mrs. Dessie Coleman, Univer-
sity Supervisor of Elementary
Student Teachers
Summation
Summation © Do R Allen Spanjer, Director of

Supervised  Teaching, Portland
Stare University, Portland, .
CGregon

cGroup Kecotders are requested 1o give writion sunamiries of reactions at the end of
wroup ~essions Devaded reports are o be given o Mes Coleman ar the end ot the
duy =
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Registration Hosts and Hostesses Guides--Lucille Petry Chapter, Texas Student
tducanon Association, Texas Southern Universiey :
Coordinator of Records - Mrs. Dessie Coleman, University Supervisor

SUPERVISING TEACHER CONFERENCE PLANNING COMMITTEER
Mrs Wilma Barnete, University Supervisor. Division of Field Services
Mrs. Dessie Coleman, Universicy Supervisor, Division ot Field Services
Mrs. Madelyn Daurrive, Team Leader. Teacher Corps. Dodson Elementary School
Mrs. Patricia Green, Supervising Teacher, Bruce Elemenisiy School
Mr o Arthur Griffin, Supervising Teacher, Grissom Elementary School
Mrs. Celestine Harris, Supervising Teacher, Northwood Middle School
Mrs. Della Hogan. Supervising Teacher, Blackshear Elementary School
Mrs. Bilhe Johnson, Supervising Teacher, Lockhart Elementary School
Mrs. Virgil Kenney, Universiry Supervisor, Divisian of Field Services
Dr. Marie Lewery, Coordinator, Elementary Student Teaching, Division of Feld
Services
Mrs. Mildred Matthews, Supervising Teacher, Yates Senior High School
Mrs Vauda Nikolic, Supervising Teacher, Sterhing Seniog High School
Mr. Curtis Roberts, Principal, Lantrip Elementary
Dr. Launey F. Roberts, Jr.. Coordinator, Division of Field Servives
Mirs. Lowa Williams, Supervising Teacher. McDade Elementary School

GROUP LEADERS AND RECORDERS
Group Leaders Schaol
1. Mrs Della Hogan, Supervising Teacher, Blackshear Elemcentary
2. Mrs, Lowa Williams, Supervising Teacher, McDade Elementary
3. Mrs. justene Joseph, Principal, Dow Elementary
4. Mr. Arthur Griffin, Supervising Teacher, Grissom Elementary
5. Mrs. Billie Jo johnson, Supervising Teacher, Lockhart Elemeutary
6. Mrs. Mildred Macthews, Supervising Teacher, Yates Senior High

-

7 Mrs. Madelyn Dautrive, Team Leader, (Teacher Corps.) Dodson Elementary

Group Recotders School

Lo Mrs. Patricid Green, Supervising Teacher, Bruce Elementary

2. Miss Svlvia Perer, Team Leader. (Teacher Corps) Lantnip Elemeneary
3. Mo Lemne Giflispie, Supervising Teacher, Neft Elementary

4 Meso Vidda Nickohe, Supervising Teacher, Sterling Serior High

5. Muss Celesune Harris, Supervising Teacher, Northwoad Middle School
6 Mrs. Geneva Harlan, Supervising Teacher, Dow Elementary
PooMrs Bllen Gardner, Team Leader (Teacher Corps) Dadson hlementuty

Division of Field Setvices Secrenry, Saundra Davis



THE RATIONALE FOR DEFINING SUPERVISTON COMPETENCIES

An exemplary student teaching station provides a learuing experience

in which the student teacher caun develop his own teaching style in

2 supportive atmosphere accepiring of mistakes without threat of
fatlure, gailn feedback on his teaching behawviors, as? propress toward
becoming a self-analytical and self-dirvisnd toacher. Such experiences
are seldom provided. All too coften of helping relsacionship between
supervisor and supervisee 1is one in which the supervisor attumpts,
perhaps unknowingly, to chang the superviseec Iin ways congruent with
h's own perceptions of the teach've «{tusvicn. Whew a suporiilsor

t-ias o change a supervisee or set peals for him, the resulting
Pehiuvior 4s usually compliance or ddentification wi!h the supervisor,
“onrliiance and identification lead not to wc¢if-anaiveis aund selfl-
<irzction oa the part of the supervisce Lot (ather o satiasfylng

o ﬂiqesinw the supervisor., w1v rto 1mitat. . ot e avoidance of
disapproval. In short, the leavning proceas becomes one of learniug

now to placate the supervisor rather than Tearning 'tow to solve
teaching-learning problems with tnecressed competence.

The rationale behind the Claster Program defines the helping relation-
s:ip between supervisor and superviseec as a partnership involving
Inqulry {nto a problem the superviseo wishes te solve. The focus 1Ls
27 “he problem, and the c<clutfen requires fncreased competence on the
21t o7 the supervisee. The emphasis i3 ot on the supervisor solving
tne problem for the supervisee but rather on tha supervisee solving
his own problems with the asgistance o the suparvisor. As the super-
visce solves the problems, he gaine trernasced conpetence with which

to meet new problems.

One of the supervisor's tasks Is te find out tne vupervisce's poals
anchow he can help the supervisee attain them. “this task requires.
Y“he classroom supervising teacher to have competevce {u working

ointly with a supervisee to plnn instructional ohicctlives. The
rvisce helps decide the standards ¢! =nccoear +h performance in
vangs. As a result, hig veonrd will ~owme fon ccomplishment rather
an general pralse from the sunurvison. In .10 the superviseco
atcemsts to meet his own goaits, and be-ause be fas helped arrive at
the ¢riteria as to how these goals are met, the rosultine behavior can
berone his own, independent of the supe:rvisor.

Yas

U1 v
o
o,

rr
5
[P

Fovr learning to occur, the supervisce wuat nmoure 4 wvavislonal trey.
That is, he must expose hils beh-vic:. et e il Firsthand
data for inquiry 1into the probi-— ' - At ad Tae o golvp, For
pxample if a studevnt teacher nocd Jeved o w7 0 {uy Jesson planning,
he bau{nw by wr(t{ng a lesson plan ii a4 student "cacher wants to
learn how to ask certain kinds <f aues~ious, Lo beerins by formulating
274 verbalizing the questionsg r o o xted op v ! gituation. Con-
trarv to this upproach is a stuie:. o0 mer =0%tlpr Yor demonstration
lessnons from a supervisor so hn cra e hew 1 ne-form certaln
funrtigns, Demonstrations can be nuaefv:r ns o ccaes of sbowing o

Q !z_que. but 1f a srudent 4_(1_!1 cowarsn te ehanre Lig oown bhehavior,

ERIC
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he will have to try somethina himself tc see the results. In shoret,
the student teacher muest make a provisional try toward realizing

his goals. The classroom <uperviaing teacher, through delegation
of responsibility allows r'» s-porvisee freedom to try different
behaviors provisionally . - make mistakes without a threat of

failure.

After the supervisee provi-‘~nally adopts a new bechavior, his super-
visor provides information about what he did and 1its effect. The
information uwust be objective, that is, based on actual behavior in
the teaching performance. The supervisor does not provide {inleormation

to the student teacher abont his personmality or attempt to discuss

uls attitude. Tor examplu, the supervisor does not say, ''You're

going to need more of a sense of lumor. Be more dynamic and

interesting. Every teacher has a little ham in him. What vou have

to do is "ham it up”. Instcad, the supervisor provides information

on the students’' actions-~on how the actions help or hinder accon-
plishment of his goals 5rd how employing alternative tcaching tec-

niques can produce diffariny effects, Information about the supervisee!
actions may be gathered by taking a verbatim transcript of the
lesson, by using audio or vide:z recording, or by some other techni-
gues. By this means the student teacher 1s provided the ovportunity
to see his performance as othuvrs do instead of through the filter of
what he intended to accomplish, Such a technique requires the super-
vising teacher to competencs in recording and analyzing objectives
data for purposes of fecdhaclh. The supervisor encourages the super-
visee to look at the conscquences of hils teaching behavior as a

means for deciding how o atrer that behavior. And the surcrvisec
helps decide the kind o! inrcrwation abu .t his teaching bel o he
needs to guide his improverenc, so ultimately i recognizes that the
locus of evaluation, the ceuter of responsibility,lies within himself

CLASSROOM SUPERVISING TEACHER COMPETENCIES

The rationale for supervisiou described above served as the focus in
identifying competencics neeoded by classroom supervising teachers.
Emphasized {0 the lint of .anwperencies are behaviors cssential to
building a trust relaticnsghip hetween supervisor and supervisee, pro-
viding objective feedback <o i supervisee, and performing effectively
as a classroom teacher, %re following competencies are currently
used for the sclection =2nd prepavation of classroom supervising
teachérs participating Jin the {"luster Program:

1. Work jointly with a supervisee to plan instructional ohjectives
that dnclude obseyan - ¢ :pdll behavior, conditions for learning,
and critvrdia for acerptable performance. The classroom super-

vising teacher will »e able :o demonstrate the following com-
petencies:

a. Write or verbalize Instructional objectives that describe
observable pup!{l behavior and conditions for learning

b. Enumerata alterrative teaching strategles by which objectives
can be accomplished

Q - 71 =
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Define performance criteria by whizh pupils can know

they have achieved the objectives :
Dlagnose a supevviser's plan and, as needed, prescribe
behaviors for acti.- ‘ng any of the above competaencies

rve a supervisc. 's neaching performance .and record object {ve

by various means {e w#., verbatim transcript, interaction
ysis coding svsro audio and video tapes) on his verbal
nonverbal teach?- | *-~haviors and other classvoom ovents.

classroom supervistiug teacher will be able to demonstrate
-gathering competencics in several of the following ways:

Record classroom talk and related events in written, vor-
batim transcript f{s~1n

Record the verbal 4{rteraction of a teaching situ:

one of several codiry schemes (Interaction Analvsie, Cuidad
Self-Analysadis, cto. .

Zmploy various davices (audio tapes, video tapes {to record
objective fecedback on a supervisee's teaching performance
Utilize various iunfosrmal systems of obeseravaiton of
gathering informarticn on learning tasks, participation
characteristics, classroom travel of teacher and pupils,
content topics, ane 5o on.

yze the data from clinssroom observations for patteras of
hing and learning buebavior, interaction, questioning stra-
8 and Indizative oi une supervisee's style. The ... srocon
rvising teacher will be able to demonsirate the following
etencies:

es, and the 1ike that are related to the instrurtf{oanal obilcrs

Identify from recordnd data, patterns (recurrianns) of
teaching and learving behaviors

Distinpguish patterns of verbal teaching influeuce and
classroom interaction
Select patterns f boenoavi

meat of the ivstructional goals and the supervisce's class-
room effectiveness.

Describe explicitly various dimensions of teaching such 2=
the thoupht Tevei of questions, techniques of reinfoveine
punll bLehavicr o lvine Intrinslce reward, and nonverhal
conmunfc it ion

P

SelD o osupery

U ave .

s ooaslyze s own performance in relation

and conduct corlcrences on the basis of objective data 1hd
te a supervisee 1o pain insipght into his teaching behavior
formulate proviaionad alternatives for change. The class-

supervisiny oeacher will be able to demonstrate the follow-

competenr i

)

or that are related to the achicver-

+
v



a. Plan a couference bused 2u the supervisee's instructional
objectives and ebiective data gathered from the observation

b. Conduct a conferencs using objective data as feedback to
the superviscee oo 4. performance

c. Help superviser . (ntilfy and adapt alternative teaching
behaviors that (an !'ecad to improved performance.

w
.

Demonstrate skill in - .4blishing effective communication with
pupils, colleagues, ..id supervisees by performing varlous
Interpersonal skills. The classroom supervising teacher will
be able to demonstrate the following competencies: '

a. Paraphrase the verbal comments of another person to deron-
strate understanding

b. Check out verbally another person's perceptions about a
situation .

c. Describe beha“ior without making accusations or tmpntting
motivas

d. Describe own feelinjs directly by naming or identifying
them specifically

eeing manner, allowing them to maxe
lating

Ltop these same skills.

e. Respond to others in
choices and be sclf-
f. Help a supervisee lcov

P~

6. FEstablish a trust relationship with a supervisee by conveying
intentions to help and erxhibiting competence as a helper. The
classroom supervising teacher will be able to demons*rate the
following competencics:

a. Behave consistently aund predictably in his relationshipse
with others _ _

b. Delegate responsibil!irv to a supervisee allowing him
freedom to try different behaviors provisionally and to
make milstakes without a threat failure.

c. Utilize freeins responses such as attentive listening.
paraphrasing peveep* ion checks, describing behavior,
reporting information, and supplying alternatives.

7. Utilize recent educational developments and trends in teaching
and understanding the structure and inquiry procedures of the
subjects he teaches. The classroom supervising teacher will
be able to demonstrate the following competencles:

a. Organize bis hnowlodge of the subject in an effective
structure,basced on an understanding of the structure of
the subject as a whole. '

b. Relate this knowledpe of subject matter to the present
expericnces of puapils

c. Be a reliable source of information and a competent guide
to other sources of Information for pupils and student
teachers as they want to inquire into the subject.

ERIC
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priate for tvaching his subject ‘

2. Make use of recent eoducational developments, new matcrials
“and cquipment, and olern trends in teaching his subjecat

f. Manage classroom w.ine, pupil conduct, and learning
behavior

g . Recognize hls own contont deficiencies and take steps to
remedy them

d. Empley a variety of methede and inquiry procedures anpro-

8. Make provisions in planuing and teaching for individual dif-
ferences among learners and set expectations and tasks accord-
ingly. The classroom supervising teacher will be able to de-
monstrate the following competencies:

a, Include in lesson planning varying appreoaches to thc content,
the sequencing of learnicg activities, the levels of ques-
tiers asked, ard the evamples usgad which correspond to ability
levels, differences in lecarning styles, self-percaptions,
and diverse experiznces of pupils

b. 1Individualize assigaments and projects in the classroom so
that students are worxing on more than one level on a given

_ instructional task or concept. '

c. Delepate responsibility for learning to pupils and provide
for self-initiated learning .

4, In leading small o+ large group discussions, demonstratc
gsensitivity to indi-:idual differences among pupils by
rephrasing questions when appropriate and using a range of
examples when 1llusterating concepts.

e. lHelp a supervises to bhepgin deveioping these same cumpetencians

8. Specify and measure behavioral change in students as an import-
ant criterion upon which to evaluare teaching performance.
The classroom supervising teacher will be able to demonstrate
the following competen:fins:

a. Collect data relative to expected pupilil outcomes

b. Apply data in evaluating original instructional objecviive:

c. Refornulate objectives in light of evaluation

d. Help a supcrvisee tn hogin developing these same competencices
10. Employ questioning struarceies that result in pupil thinking

at varying levels. The ~tnssroom supervising teacher will he

able to demonstrats the ' ollowing competcencies:

a. Plan questioniong st:ocegics for classroom use that results

in pupil thinking on a ranye of levels, for example, {rom
memory to translatioun to application to hdpher levels of
thinking

Employ planned gquesticning strategles in the classroonm
using student tvespense as a guide

el

.—74._
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c. MHelp a supervisec perfore these same functions.

Credit:

Spanjer, R. Allan
Teacher Preparation: Supervision and Performance
(Washington, D.C.: Association of Teacher Educators, 1972) pp. 2-7.

o
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FEEDBACK SCENARIOS
Reaction Sheet (for use in 2né Small Group Session)

Scenario No. 1

1.

Scenario MNo. 3

1. ' /7
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o
.

Scenario tlo. 4

1.

NOTES
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TEMAS SOUTIHER:H UNIVERSITY
SCHOOT.- OF EDUCATTON
DIVISION OF FIELD SERVICES

SCORE-FORM FOR CONFERENCE ILVALUATION

The objective of this conference is to help identify and

.refine those competencies which will assist in the continuous

and preparation of effective and concerned supervising teachers.

Will you assist us in assessing this conference, in “Light
of the above objective, by answering the following questions
frankly and thoughtfully? Please use the space at the end for

0] . ‘e 4
any comments which you might like to make. Please use an X
in giving your responses.

Excellent Adequate Incomplete Unsatisfactory

1, Did the guest con-
sultant address him-
gself to his assigned
topic?

2. Did the small group
sessions contribute
to the conference
objective?

3. What is your eval-
unation of the hours
set aside for the
conference?

4., Were facilities. ade-
aquate?

Were any of your
individual needs met
by this conference in
term of your role in
" teacher education and
preparation?

(93]

6. Comments:

Iss



TEXAS SOUTHERK UNIVERSITY
SCHOOL OF EDUCATICN

DIVISION OF FIELD SERVICES

Al ANALYSIS OF THE EVALUATION OF PARTICIPANTS IN THE FIRST

ANNUAL SUPERVISING TEACIIERS' CONFERENCE
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An Analvsis of the Evaluation of Participants in the First
Annual Suriervisinag Teachers' Conference

By Virgil C. Xenney

At the close of the First Annual Supervising Teachers'
éonference held.at 9:30 a. m., January 11, 1974 in the Home
Economics Building at Texas Southern University, the parti-
cipants were given sheets to evaluate the Conference.

Fvaluation sheets were returned by 60 or 75 per cent
of the 81 persons who signed in at this meeting.

The majority of the participants rated the entire
conference excellent for each of the five items.

Seventy-four (74) per cent of the participants felt
that the guest consultant did an excellent job on the topic
assigned to him. Only twenty-three per cent rated him in the
second highest category of adequate, and 3 per cent did not
respond to Item One.

It is interesting to note that the participants found
the small group sessions beneficial by their rating of excel-
lent by 77 per cent of them.

It was no surprise that the new facilities of the
Home Economics Building which housed the Conference received
an excellent rating by 92 per cent of the participants who
returned the questionnaires.

The conference met the individual needs of participants
and provided insights that will be useful in teacher education
as indicated by a report of excellent by 75 per cent of the group.

IToxt Provided by ERI



Table 1

tem

Sl

pPid the guest
bnsultant address
imself to the

s signed topic?

Did the small

fOuUp sessions  con-
Fibute to the con-
rence objectives?

What is your
faluation of the
urs set aside for
e conference?

Were facilities
equate?

Were any of your
dividual goals met
this conference in
rms of your role in
acher education and
eparation?

Excel. Adequ. Incomp. Unsatis.
74% 23% 0 0
77% 23% 0 0
83% 15% 0 2%
92% 8% 0 0
75% 23% 0 0

No ResponEee

3%

2%

= 60

the Evaluation Sheets.

Supervising teachers.

{
&

....81_.

of the items could have come from participants who were not

Some individual comments from the sheets will

" I wish the conference could have been held a year or two
earlier then it would have been more beneficial to me."”

"mhis has been “he most informative session I have attended
while working with student teachers,.

Really greati
information (Dr. Spanjer) gave me some relevant ideas to use”.

The participants were not asked to sign their names on

For this reason the no response to some

follow:



"I enjoyed the conference and I am sure the cupervision com-
petencies will be helpful.”

"I thoroughly enjoyed this workshop. It was very educational
and do hope they will continue throughout the future. Very
enlightening."

"Today was very well planned and most helpful."

"The conference was very worthwhile. I would like very much to
see this continued -as an annual affair."

"This was a very helpful conference. It should be of benefit

to the supervising teachers who attended. I am happy to have
been invited."

"Dr. Spanjer's address provided an excellent new slant on some
basic and verv necessary facts relevant to the student teaching
experience. His remakrs gave me an excellent quide throuah
which to evaluate my previous performance and on which to base
my future performance goals and objectives. The time, for a
change, was well spent and informative. K"

"1 have enjoved the entire program. I felt that it will make
me more aware of my job as a supervisor. Everything has been
excellent.”

"Since it was a reqular classroom day and I did not have a
substitute teacher, I would have preferred coming on a
Saturday."

"We need this kind of conference in particular or related areas
for effective nse of the time allotted for Student teaching
periods, particularly where the atudent teacher is doing "all
levels". Enjoyed this conference."

"The workshop was very interesting and informative.,"

"Well planned?! Very constructive and informative!"”

"The conference was thought provoking and should be helpful to
the supervising teacher for self-evaluatlon.

"Very informative."
"In the words of my First Graders, "Let's do it again."

"This kind of conference should be held with studeat teachers
present.”

"Continue! Rewarding! Thanks for inV1t1ng mel"
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"This is a very good beginning!' Please try to have more Work-
shops of this kind."

"I feel that they Keynote Speakers has much to offer and it was
unfortunate that he could not participate more with the small
group sessions.”

“The conference was very well planned and organized. Everv-
one was involved. Also the time schedule was excellent. It
was heartening to see a schedule so closely adhered to."

"The people at Texas Southern University were extremely help-
ful and congenial.”

"I particularly enioyed the scenarios and the practical aspects
of supervising a student teacher. Usually Workshoprs are all
theory with little practical application.”




APPENDIX F

INSTRUCTIONAL MODULES DEVELOPED BY FACULTY MEMBERS
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_TMM=305.. 04-TSU
CUNNCT NYSTEM B

TEST DEVELOPMENT

BY

SUMPTER L. BROOKS

TEACHER CORPS

SCHOOL OF EDUCATION
TEXAS SOUTHERN UNIVERSITY

HOUSTON, TFXAS 77004
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TEST DEVELOPMENT
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PROSPECTUS

Any good teacher needs to know how to develop measuring instru-
ments which will adequately assess what goes on in his classroom. A good
test has several major purposes:

| 1. It assesses student achievement,
2. It assesses teacher performance,
3. It provides a direct index of teacher ability,
4. It assesses the effectivaness of tesching
strategies, and
S. It provides feedback on the appropriateness
of instiuctional objectives.

This Module is designed to help you gain skill in developing
classroom tests which are reliable, valid, usable and discriminative.

We hope you'will find the activities interesting. There are two prere-
quisites to this Module. They are:

1. Successful comp}etion of the Introductory Module, "The

Systemic Approach to Designing Instructions (TMM-301. 01~
TSU), and |
2. Successful Completion of the Module on "Writing Bshavioral

Objectives" (TMM=-301.02-TSU),
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— BEHAVIORAL OBJECTIVES

CRrden o et i)

When you finish this Module you wiil be able to:

1. Perform a task analysis on objectives which you
have generated for your Learning Kit.

2. Determine the prerequisite behavior of iearners.
3. Determine cnabling tasks of learners.

OBIJECTIVES

4. Define and/or discuss the difference between
entry, pre-tests and pos:-tests,

5. Develop relevant test questions which menzurs
terminal behavior,

6. Develop subject outlines for your reference in
developing tests,

7. Develop specification tables for your own re-~
ference {n developing tests.

. | FRAME 1

GO TG THE NEXT PAGE.
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PRE-TLST

NOTE: If you can meet the criteria for the Pre-Test,
go directly to the Post~test. You need not
do the activities i{n this Module.

1. List and briefiy define six important steps in per-
forming task analyses (criteria = 100%)

A,

B.

C
D.
E,
F.
2. Define the following terms: (criteria = 100%)

A, Prerequisits tasks -
B. Enabling tasks -

C. Entry test -

D. Pre-test -

E. Post-test -

F. Specification tables -

G. Equivalent practice -
¥
H. Appropriate practice -
3. Write one behavioral objective and‘perform a

task analysis onit. (criteria = subjective
teacher judgment)

FRAME 2

STOPI DO NO!I O wC TIE Nl FAGT.
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TASK ANALYSIS

Have you completed the behavioral cbhjectives for the

Learning Kit which you are developing? If not, do 2o
‘now .

Your next task is to list the subobjectives for aach ho-
havioral objective which you have generated. This
process is called a Task Analvsis. See diagram below:

1.0
GENERATE |
OBIECTIVES AN
2%
GENERATE
SUBORIECTIVES "’\
3,00
STEPS IN ARRANGE IN
ORDER OF
ANALYSIS { COMPLEXITY \A

03

4.0
ANALYZE ;

TASKS §\\

4.1 4. 2%
PREREQUISITE] | ENABLING |
TASKS I TASKS_

FFAME 3

GO TO THE NEXT PAGE .
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. TASK ANALYSIS CONT'd

B A St et e

DEFINITION When the teacher analyzes her behavioral obiectives
in order to determine the specific kinds of tasks nocey -
sary to accomplish them, the process is called Tash

Analysis.
BEHAVIORAL OBJECTIVE
Tha student will divide three digit whole numbers with

90% accuracy.
Subobjectives: The student will—

1 Discriminate between numbers.
© 2 Write multiplication facts through 9 x 3.
= 3 Regroup whole numbers in base ten.

EXAMPLE -3 2 4 Regroup whole numbers in other hases.

& wp 9. Addwhole numbers in base ten.
8 ¥ 6. Add whole numbers i1, other bases.
& 7. Subtract whole numbers in base ten.

8 M:'tiply whole numbers in base ten.

(Yo}

Estimate the numbers of factors one nurmber

has {n another.

10, Write left over digits i{n the form of proper
fractions.

11, Reduce fractions to their lowast terms.

12, Write froction eQuivalents.

13. Divide one digit number.

14, Divide two cdigit numbers.

Enabling
Tagks

e —— . "

GO TO THE NEXT PAGE.
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- LR ANARRIR.CONLD

A Task Analysis means to analyze behavioral objeciives
for specific kinds of tasks which are necessary to ac-

complish the objective. These specific tasks are
called:

SUBORJECTIVES.

REVIEW There are two kinds of Subobiectives:

1, Prerequisite tasks— the behavior which the
learner must bring to the learning set.

2. Enabling tasks-— the behavior which the

learner will acquire in route (o the behavioral
objective.

FRAME 5

STOP! DO NOT GO TO THE NEXT PAGE.
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FILM #5
ANSWER SHEET

APPROPRIATE PRACTICE

In performing a Task Analysis your subobjectives will
fall into four categories:

1, Equivalent practice,
2. Analogous practice,
3. TIrrelevant behavior, and

4, Prerequisite tasks.

DIRECTIONS
Category #3 should be avoided at all cost.
Follow the direction on the tape and complete the
exercise below.
1. A B
2. A B C
3. A B C
4. A B
PRACTICE :
5. Yes No
ACTIVITY I _
6. Yes No
7. Yes No
8. Yes No
9. Yes No
10. A
B
11. A
N
B




P

12. A B

13. A B - C
PRACTICE

14, A ‘B C
ACTIVITY 1

15, A B C D
CONT'd '

16.

17.

18.

19. Equivalent practice

Analogous practice

FRAMLE G

STOP! Tx NOY GO "{'Cé;‘fHE NEs N L



PRACTICE ACTIVITY II
A X TN LA MR L L

Below is a diagram which includes the steps involved

DIRECTIONS in performing a Task Analysts.

Fill in all stebs'. |

PRACTICE

ACTIVITY 11

{

o

;

Below i{s a behavioral objective which will evaluate
DIRECTIONS your skill in performing a Task Analysis. In the
- spaca2 provided below, list as many subobjectives as
you can. Avoid irrelevant tasks.

1. .The learner will demonstrate that he can cross

the street on the appropriate signal light by
responding correctly to a simulated signal light

GO OF TO THE NEXT PAGE.
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in a classroom situation with 100% accuracy,
Subobjectives:

PRACTICE

Prerequisite Tasks
~3

ACTIVITY 11 9.

CONT'd ' 10,

Enabling Tasks

~ — FRAME 7

P Ty g—— P CNIRE) =
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STOPl - DO NOT GO T%é THE NEXT PAGL.



DEVELOPING TEST ITEMS

Good test items have the following characteristics:

1. Reliability—
2. Validity—
3, TUsability— |

4, Discrimination.

As a classroom teacher you are basically concerned
with the following kinds of tests:

TEST , 1.
GENERAL 2.
INFORMATION

- 4,

Entry tests—measure pfereQuisite behavior.

Pre-tests—measure terminal behavior prior
to instruction.

Post-teSt-'-measure terminal behavior following
instructions. '

Discrepancy assessments—tests which are
given at certain critical points which determine
where a student is in reiation to the desired"
terminal behavior.

In developing test items keep in mind that they
should be:

1. Patailel,
2. Equivalent, and/or

3. Appropriate.

FRAME 8

NS

GTOP! DO NOT GO TO THE NEXT PAGE.
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"FILM #7
ANSWER SHEET
PRACTICE ACTIVITY Il (EVALUATION)

——

DIRECTIONS Follow the directions on the tape and complete the
exercise below: '
1"
2.
3.
4 A B C
) A B

~ PRACTICE

6 A B

ACTIVITY III
7 - A B
8.
9.

- 98 -



10.

il A B
PRACTICE 12. A B
ACTIVITY III 13. A B
CONT'd 14.

15. A B

16. A B

FRAME 9
.

STOP! DO NOT GO TO THE NEXT PAGE.
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- POST-TEST

NOTE: This Post-test is to Be completed on your own.

When you have finished, touch base with your team
leader for feedback.

1. Do a Task Analysis on each of the behavior ob-
jectives which you have generated for your
Learning Kit by analyzing them into equivalent,
appropriate and prerequisite tasks.

Develop test items which measure the following
student behavior:

A. Prerequisite behavior
B. Terminal behavior.

(Make sure that your test items are parallsl,
cquivalent and/or appropriate). '

GOOD. LUCK

- 100 -
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_STEPS IN COMPLETING MODULES.

1. 0 You have just entered Module #2 on the Systemic
(Systems) approach to IDesigning Instructional
materials. GOOD LUCK, WE HC;)PE YOU FIND IT
INTERESTING.

2.0 Read the prospectus which will give you a general
overview of this module and its educational ob-
jective.

2.1 Discuss the Module with several members
of your group if you wish to.

3.0 Read the objectives of the Module: If you already
haye the skills, understandings and knowledge
.which are presented, you may wish to take a Pre-
Test.

4.0 Read the initial instructions which will identify
MODULAR the media which you need to complete this Module.

5.0 Would you like to take the Pretest? 1f so, pick
STEPS it up from the instructor.

5.1 Take the Pretest and return it to the in~
structor.

5.2 If your score is satisfactory, exit from the
Module at Step #12.

6.0 Attend Seminar if you do not wish to take the Pre-
Test or if your score on the Pre-Test is unsatis-
factory. The activities will help you past the
Post-Test.

7.0 View Film Strip #3: W. James Popham, "Selecting
Appropriate Educational Objectives," Vincet As-
sociates, Los Angeles: 1967. (See answer sheet
on page 10 of your Workbook.)

8.0 Read the taxonomic classification on pages
7-9 of your Workbook.

9.0 View Film Strip #4: "Establishing Performance
~ Standards," Eva L. Baker, Vincet Associates,
Los Angeles: 1967. (See answer sheet on page
12-13 of your Workbock.)

GO TO THE NEXT PAGE
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Prospectus
-WRITING BEHAVIORAL OBJECTIVES

Prospectus:

municated by a statement describing a proposed change in a le_zarner: a
statement of what the learner is to be like v_vheﬁ he successfully com-
pletes a learning experience. It is an explicit description of the ovért
. behavior pattern which the teacher w.ants the learner t6 be able to demon-
strate. Clearly defined objectives have several advantages:
1. They are intimately related to all other phases of the
teaching model—entering behavior, preassessment,

instructional procedure, and performance assessment.

2. They make it possible to evaluate the degree to which
the learner is able to perform in the desired manner.

3. They make it possible for the student to evaluate his
own progress at any place along the route of instructions
and enable him to organize his own effort into relevant
activities.
The degrée to which you are successful in becoming an excel- -
lent teacher will depend largely upon your ability to transmit skills and

knowledge to others through sound behavioral objectives. The purpose

of this Module is to help you develop skills in writing behavioral objec~

tivas.
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BEHAVIORAL Upon completion of the materials and learning ex-~

OBJECTIVE perience in this Module you will be able to, in
your subjeci--matter area, writec at least one be-
havioral olijective in the lower and higher orders
in each of the three taxonomic domains using
Mager's three components.

Enabling Cbhjectives:

The enabling objectives for this Module are
as follows:

1. The participant identifies given words
as those words which are "open to
many interpretations" or those which
are "closed to many interpretations.”
(90% accuracy)

TASK

2. The participant successfully identifies

in given objectives the three compon~
ANALYSIS ents as described by Mager (1962).
(100% accuracy)

3. The participant identifies given objec-
tives as behavioral or non-behavioral
in regards to Mager's three components.
{90% accuracy)

4. The participant classifies given objec-
. tives into taxonomic categories of cog-
nitive, affective and psychomotor as
identified by Bloom (1956), Krathwohl
(1964) and Kapfer (1971), respectively.
(90% accuracy)

5. The participant classifies given objec~
tives in each taxonomic domain as be-
.longing to the lower or higher order of
categories. (90% accuracy) .

Prerequisite:
The only prerequisite for this Module is that
you are a pre~- or ingervice teacher who arc

desirous of improving your teaching skills
-or writing better instructional objoctives.

FRAME 2.

o ' GO TO THE NEXT PAGE.
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INITIAL INSTRUCTION

In order to use this Module as it \&as designed you
will need:

1. This Workbook.

2. Film Strip #3: W. James Popham, "Selecting |
Appropriate Educational Objectives," Vincet
Associates, Los Angeles: 1967. '

3. Film Strip #4: "Establishing Performance
Standards," Eva L. Baker, Vincet Associates,
' Los Angeles: 1967,
GENERAL '
‘ 4. Reel-to-reel tape recordings which accompany
Film Strips #3 and #4 above.
INSTRUCTIONS

5. A reel-to-reel tape recorder.

6. A film strip projector.

NOTE:
You should first attend an Orientation Semi-~

nar on Writing Behavioral Objectives. See
your instructor for a date and time.

FRAME 5

STOP! DO NOT GO TG THE NEXT PAGE.
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_PRACTICE ACTIVITY I

Now let's see how well you can identify the three
basic components of behavioral objectives. Exam-
DIRECTIONS ine each of the fcllowing statements; then, under-
: line the "terminal behavior" with a single line, the
“"conditions" with a double line, and the "criteria"
with a wavy line as shown by the example below.

EXAMPLE:

In a classroom situation the student will be
able to tvpe a letter in block form w"if'gB'ﬁ?”
g —— vpe - — - o " A ety

eIrTor . :
Pt ey

1.

INSTRUCTIONAL -

OBJECTIVES
3.
4.
5.

Given a list of spelling words following
instruction, all students will be able to
spell at least 90% of the words correctly.

Given a list of the U.S. presidents, the
student will be able to underline those
presidents who were in office during
World War 1I, without error.

Following instruction, the student will
demonstrate interest in creative writing
by voluntarily writing at least one es~-
say which has not been assigned by the
teacher,

Following classroom demonstrations by
the teacher the student will be able to
list at least three examples of Newton's
first lew of motion. '

Given a list of countries and principal

natural resources, the student will be
able to match them with 80% accuracy.

FRAME 4
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PRACTICE ACTIVITY II

DIRECTIONS

PRACTICE
ACTIVITY

Below is a list of objectives which will test your
ability to discriminate between behavioral and
non-behavioral objectives. Identify them ag fol-
lows:

B = Behavioral N = Non-bshavioral

In the space provided below the objective, giva
reasons for those objectives which you identify
as non-kehavioral (No conditions, no criteria, no
terminal behavior, or terminal behavior not stated
as action verbs.)

1. When given a paragraph in
Spanish the learner will tran-
slate it into English without
aids and with no more than
three errors.

2. Outside the classroom and
with the use of adeqGuate ref-
erences, the learner will he
able to write an essay describ~
ing the events leading to the

"~ civil war. Successiul achieve-
ment will be determined by the
‘subjective judgment of the
teacher.

3. When given a list of problems
of the form

AX2 +BX +C = 0

the student will understand how
to solve them without error.

4. Given a protractor and a straight
edge the students will be able
to draw a right triangle, and iso-
sceles triangle, and an equilat-
eral triangle without error.

/o7

GO TO THE NEXT PAGE.



PRACTICB 5. Given the test scores of thirty

ACTIVITY : students the learner v:ill under-
m stand how to calculate the
mean, median, and standard
CONT'D deviation.,
FRAME 5
IO R N :

STOP! DO NOT GO TO THE NEXT PAGE.
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PRACTICE ACTIVITY III

Below is a list of objectives which will evaluate
DIRECTIONS your understanding of the taxonomic classification
of behavioral objectives. Classify each as follows:

C = Cognitive A = Affective P = Psychomotor

1. The learner will demonstrate that
he appreciates classical music
by voluntarily attending at least
two concerts 0fclassical musicwith-
in six weeks following instruction.

2. When given a diagram of an as-
sembled distailation unit, the
student will be able to duplicate
the arrangement. without error.

PRACTICE 3. Following three weeks of physical
practice the students will be able
ACTIVITY - to run the 100 yard dash in no

more than thirteen seconds.
v

4. The learner will demonstrate his
interest for Texas History by
voluntarily reading at least two
books during the semester which
have not beenassigned by the
teacher. The books will be on
Texas History.

S. The learner will be able to solve
eight out of ten three-digit multi-
plication problems in thirty minutes
or less. o

FRAME ©

STOP! DO NOT GO TO THE NEXT PAGE.
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BEHAVIORAL DIMENSION: VARIABLES

Bloom (1956) and Krathwohl (1964) have further divided the
behavioral domains into hierarchical variabl:s. These
variables progress from simple to complex aund are stated
in their hierarchical order of complexity.

Below -arelthe subdivisions into which each of the taxo-
nomic domains has been divided.'

1. Cognitive:

KNOWLEDGE - The learner recalls and recog-
nizes events and facts.

COMPREHENSION - The learner interprete, tran-
slates, or paraphrases materials.

APPLICATION - The learner transfers learned
materials to new situations.
BEHAVIORAL
ANALYSIS -~ The learner breaks complex meater-
DIMENSIONS ials into component parts.

SYNTHESIS ~ The learner combines elements to
form a more complex whole.

EVALUATION - The learner makes judgments
based on a given set of criteria.

2. Affective:

RECEIVING - The learner is aware of or i{s pas-
sively attending to certain stimuli.
5 ,
RESPONDING -~ The learner reacts to certain
stimuli.

VALUING - The learner voluntarily displays
behavior consistent with a single
belief,

ORGANIZATION - The learner is committed to
a set of values as displayed by his
overt behavior.

GO TO THE MiXT PAGE
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BEHAVIORAL
DIMENSIONS

CONT'D

CHARACTERIZATION - The learner's behavior is

_consistent with his philosophy
of life.

3. Psychomotor:

FREQUENCY - The number of times the learner
performs a motor skill.

ENERGY - The amount of power the learner needs
to perform a motor skill.

- DURATION - The length of time the learner en-
gages in a motor skill.

You are not expected to memorize the above classification
of variables in the behavioral domains. They are only pre-
sented here to help you get a better picture of the taxo-
nomic classifications of behavioral objectives.

Take a few minutes and read the list carefully; don't worry

about minute details. You will be requested to make refer-
ence to the list later in this section.

FRAME 7

GO TO THE NEXT PAGE.
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HELPFUL ACTION VERBS

Below is a list of action verbs in each taxonomic domain.
If necessary use these lists in generating the objectives
for your self-instructional package. You are not restricted
to only the use of the words presented here: the list is not

all inclusive. It is only a suggested list to heclp you get
started.

COGNITIVE ACTION VERBS:

counts discriminates distinguishes
names solves identifies
states classifies locates
completes compares measures
lists defines . orders
constructs demonstrates predicts
evaluates analyzes synthesizes
AFFECTIVE ACTION VERBS:
asks chooses selects
holds sits erect uses
ACTION . serves qualifies questions
generalizes integrates organizes
VERBS plans modifies relates
follows initiates proposes
helps reads alters
PSYCHOMOTOR ACTION VERBS:
assembles wraps weighs
manipulates mends mixes
builds cleans fixes
locates makes paints
stirs starts grinds
catches hits bats
designs dismantles drills
FRAME 8

ﬂ

STOP! DO NOT GO TO THE NEXT PAGE.
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ANSWER SHEET
FILM STRIP #3

“Selecting Appropriate Educational Objectives. ™

DIRECTIONS Unless you are told to do 6therwise, circle the correct
answers in cach of the questions below.

1, A B
2 A B
3. A B
4. A B
5. A B
6. A B
7. A B
8. A B
9. A B

10. Label each as follows:

C = Cognitive A = Affective P = Psychomotor

-.__..A —

__B __D
11. C A P
12, C A P
13. C A P
14. C A P

GO TO THE NEXT PAGE
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15. L H

16. L H

17. L H

18, L H

19. c L
A H
P

20. c L
A H
P

21, C L
A 1
P

22, c L
A H
p

FRAME 9
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ANSWER SHEET

FILM STRIP #4

"Establishing Performance Standards."

1. A B

2. | Yes ___  No__
3. Yes_ ~  No____
4, Yes_ = No___
5. Yes No

6, The minimal level of performance is "

7. Yes No

8. The minimal level of performance is "

9. Yes No

10. The minimal levelvof performance is "

11, Yes No
12. A B C

13. Y B C
Label the examples' in No's. 14 and 15 as follows:
S =Student C =Class N = None
14. A C |

avm—— crmmes—

B D

GO TO THE NEXT PAGE
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3.

POST-TEST
(10 minutes)

List the three Taxonomic Domains as identified by Bloom
and Krathwohl.

List the three components of behavioral objectives as de-
scribed by Mager.

A.

B.

C.

In the space provided, identify the following words as (Q)
open to many interpretations or (C) closed to many inter-
pretations: '

A. Write F. Believe

B. _ Know G. " Compare
C. - Recite H. Appreciate
D. Solve I. Identify

E. , Understand J. To group

In the space provided, mark the following objectives as (B)
Behavior or (N) Non-Behavioral. :

A. Outside the class the students will write a
scholarly five page essay on the rise and
fall of the Roman Empire from a sociologi-
cal viewpoint. They will use the appropri-
ate footnotes and bibliographies. Accept-
able performance :will be determined by
the Subjective ;.dgment of the teacher.

GO TO THE NEXT PAGE
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B. The students will learn the preamble to
the United States Constituticn.

C. g Given the dimensions, the students will
be able to compute the areas of squares,
triangles and circles (problems, paper
and pencil only) - 80% accuracy.

. The students will demonstrate an appreci-
ation for miodern art.

E. The students will tyve, error iree, on a
standard typewriter a fifty word paragraph

S. 1Inthe space provided label the following objectives as being
(C) Cognitive, () Affective or {Q) Psychomotor:

A. The students will demonstrate their appreci-
ation for classical music by attending at
least four of eight concerts of classical music

B. In class the students will be able to write
a three page essay on the dangers of water
pollution via Iron'Sulfate, as advocated by
the American Dental Society, without the
use of outside material, in a period of 30 -
minutes. '

cC. The students will demonstrate their ability
to throw a softball with accuracy by throw-
ing a standard 12 inch softball through an ~
automobile tire (7-75:15) suspended three
feet from the ground at a distance of 32
feet with an accuracy of 70%.

D. The class will demonstrate their acceptance
of the rule "quiet while others speak" by
not talking during any of the two minute
speeches given by the 15 members of the
class.

E. ) The students will be able to solve 4 out.of
' 5 linear equations in class, without tha aid
of outside material, in one hour.

GC TO THE NEXT PAGE
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F. e class will demonstrate their ability
in the use of the Australian Crawl, by
crawling at least 100 yards in a period
of 2 minutes.

In your subject~matter area, write one behavioral objective

in each of the three taxonomic domains using Mager's three
components.

FRAME 11
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E

PROSPECTUS

Who teaches? Wno learns? What content is taught? How is content
taught. These four questions can be said to account for 997 of ali the argu-
ment, discussion, controversy and legislation in the nistory of educational
endeavor. The first chree questions are usually answered in varying degrees
by state and federal legislature, and, to some extent, by professional
teachirg and sexvice organizations. The fourth question, however, is always

one in "open season."

Wherever professional educators, parents and students
gather, che merits of teaching "methods" are heatedly discussed.

This {s a cluster of instructional modules which has been specifically
developed to help pre-service teachers find answers to the many questions
relative to the how of teaching. You will find solutions to such questions
a3 ... Is thure a way to design effective instructions that can be used on
an individual or group basis ...Can this be accomplished without taking a
digpropuritlonate amount of teaching time...How can I be assured that my
students have ledrned what I have planned for them to learn...How can 1
srovide Jor inddvidual learning rates and styles...How can'I make my instruc-
tions 1le¢ss dry, more stimulating and more human? It is believed that the
systems approach will provide some very meaningful answers to you. This

module is the introductory module to the cluster, It is specifically de-

sigred to help you grasp an understanding of what the systems approach to

O
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sesigning Justouccion 18 all about.
You will be introduced to the basic philosophy and a basic teaching

moduel which wiil be used tnrcuyghoutr this cluster or modules. The modules

incinded in Liiin clusger are:

. - R -
V) Tntroductory Module
Y

.wricing Benavioral Opbjectives
3)  Seiccting Content
L)Y Tesr Development
57 Derermining. Strategies
b} Flow Charting
7} Validation and Ravision
Good luck with the macerials which are present in this cluster. We

are pulling for jyour teaching success all the way.

b of Mavott,

Sumptﬂr Brooks

- 124 -
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STEPS IN COMPLETING THE MODULE

1.0 You have just entered the introductory wedule on the Systemic {(systems)
approach to Designing Instructional Materials. GOOD LUCK; WE HOPE YOU
FIND IT INTERESTING.

2.0 Read the prospectus which wiil give you a general overview of the
module and Zts educational obiecctives.

2.1 Discuss the module with several members of your
group if you wish to. (Optional). _—

3.0 Read the objectives to the module. If you already have the knowledge,
skills and understandings which are presented, you may wish to take
the pretest.

4,0 Read the initial instructions which will identify the media which
you need to complete this module.

w
<

Would you like to take the Pre-Test? If so, pick it up from the
inscyuctor.

5.1 Take the pre-test and return it to your instructow.

5.2 1f vour score 1s satisfrcotory, exit from the module;

if it is net satisfactory proceed to the next step (6.0).
6.0 Review the slide presentation labelled "The Systemic approach to
Designing Instruction!! The activities will help vou pass the post-
test.

7.0 Do all activities in the workbook when you are referred to them
by the slide presentation.

8.0 Take the Post-Test.

8.1 If your score is satisfactory exit from the module.

8.2 1f your score is not satisfactory do the related
remedial exercises.

8.3 See your iastructor for point of reentry. -He may

or may not wish for you to take the Post-Test for
the second time.

9.0 Exit from the module. You have met the required competencies.

O
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BEHAVIORAL GEBEJECTIVES

Upon completion of this module vou will be able

s AT R AT .
BEFAVIORAL ro list the Lompong“M\ of a simple system & of the

AR YT AT .
UBJECTIVE Teaching Model used in this cluster with 100%
aceuracy.
ENABLING TASKS
You will be a2ble to: ] 5
L. Fill in all of the components in a Simple
Systems medel. /
2. List at least five (5) examples of Natural
Systems.
3. List at least five (5) examples of Synthetic
S tEAHQ.
4, TList examples of all of the component Dartb
ACK of an Educational System.
ANALYULS c

5. Differentiate between educational goals
and instructional objectives.

6. Fill in all of the component parts of the
teaching model used in this cluster; "The
Systuemic Approach to ae31bnlnglnerucL10vs.

7. Write brilef defiﬁitionc of each of the
components parts’ reorascnbed in the tegchlng
model used in this cluster.

PREREQUISITES

Tre only prerequisite for this module is that
YyOUu are a pre or in~service teacher who are
desirous of improving your teaching skills In
designing instructional materiuls,

FRAME 1

r
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-
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5
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TNTITYAL

INSTRUCTIONS

INITIAL

INS

e
1A -’.IC

TIONS

IN ORDER
YOou

i)

O

4,

5.

WULLONERD:

This

workbook

TOTHIE MODULE AS

T WAS DUSIGNED

A cassette tape labelled "The Systemic
approach to Desisning

A slide tray
The Systemic
tions."

=

cassetie

A

.

ot

label
Approa

ed
ch

2
L

"™Module 1 —
to Designing

tape recorder

An Ektagraphic slide projector

nstructions.”

Instruc~

Make sure that you have all cof the materials.

~

Place tha Ektagraphic slide tray on the pro-
jectoer
Pilace the cassette tape, with Side I up, inte
the cassette tape recorder.
v THEN
I
fYou have all the Start the tape record-!

necessary contents

e

bemn = et e mrrmamn

tious.

iag and fellow

instruck

i

I

|
|
!
|
{

Something is missing

USRS |

Touch base
instructor
location.

with vour
to find itg

FRAME 2
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PRACTICE

ACTIVITY I

PRACT CE
EXAMPLES OF
SYSTEMS

In the space provided below, list five (5) ex-

amples each of Natural Systems and Syntretic
Systems. '

Natural Systems:

NOTE: Take three (3) minutes and discuss
your answers with your nearest neighbor.

If there is any discrepancy in your beliefs,
call the instructor.

FRAME 3
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ANSWERS TO ACTIVITY I

Below are some examples of narural and Sfynthetic
DIRECTTONS Systemg, See how these comparce with vour examples.
Y HA S s 4
If there are discrepanies call vour instructor.

Natural Systems:

1. Rivers of the U.S.
wET e At 2. Mountains of the U.S.
gigﬁifzb OF 3. Any animal
) " 4, Any plant
5. OQOceans

Synthetic 3Svstems:

. Interstate Highways

. Bell Telephone Network

. irrigation ditches of a farm
. Municipal government

. An automobile

LoD o

IF THEN
| A
¢ « o m s s - P
. You are satisfied with thel testart your slide 3
i five examples which you | presentation
! Zave
_a
i o
i You could not list five ! Go back now after having
1 - i g
b examples for both Natural i i read our examples and com—
it and Synthetic Svstems : ¢ plete vour examples. Then
i p J ' [ o -
i i { restart the slide presen—
1 X
i { tation.

FRAME 4

‘Stop! Do Not Go to the Next Page.
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PRACTICE ACTIVITY II

DIRECTIONS

PRACTICE
ACTIVITY 1I

™~

(RN ]

Below is a diagram of a simple system; €111l in its [our (&)
component parts.

o

Do ot oo

ml;mu‘u-nl
—
-L. ance

Baccosntmsres v o mirrf

PR

In the space provided below list the component parts of
an educational system and give examples of each.

T

. ' FRAME 5

Go to the next page and check your answers.



ANSWERS 70

ACTIVTTY

1T

e s e

1
I
%
N A

H
]
INPUT ==} PROCESS

QUT

ye)

U

=3

SRS PN N

EDBACK

o
¢

3

”,wﬂ,uwu{J

2. Input Conditions
a. Educational
b. Students
¢. Resources
d. State and National regulations, etc.

3. Process Conditions

a. Teaching methods

b. Teacher-Student interactiom

¢. Teacher-Student-Material interaction
d. Content sequence, etc.

o~

Output
a. Comrunication skills
p. Citizenship
¢, Vecational skills
d. Phvsical health. etc.

O
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PRACTICE ACTIVITY III

DIRECTIONS In the space below write five (5)
‘ wishes relative to your children's
welfare. WMake sure that they are
complete sentences.

1.
2.
PRACTICE
ACTIVITY T1II
3.
4.
5.

FRAME 7

Stop: Do Not Go to the Next Page.
Restart your presentation when ready.
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EDUCATIONAL GOALS V. INSTRUCTIONAL GBJECTIVE

Educational goals an

¢ instructionsl obiectives
are both statements cof

ilearning ouvtcomes:

EDUCATIONAL
GOALS
Educational goals are general statements
of educational intent. The "action verbs"
which describes the behavior of the learner
in educaticwnal goals is usuaily vague, general

.

s
and open to menv interpretations. ¥For example:

To understand To believe
To have falith in To have concern
To appreciate To know

EXAMPLES OF EDUCATIONAL GOALS:

1. The student will be abla to apply the
basic principles of mechanics.

2. The students will know the rrinciples of
atomic energy. :

In the two examples above the "action verbs”
are:

1. To apply, and

2. To know

The verbs arc vague; they do not express overt
behavior on the part of the learner. There~

fore, they are best suited for educational
obiectives.

Go on te the Next Page
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EDUCATI

ONAL GUALS VS. INSTRUCTIONAL Q2JECTIVES (COXNT'D)

~

Instructional ob4activus are generated frum
educational geals. Mmlectives, Lhe*"oru aiffer
from goals in their degree of specificicv: they
are clear, Qxy}lfl? . measurable and obtainable
through instruction, objectives which have the
above characteristics and wnich simultaneously
focus on the tevminal behavior of the learner

are behavioral objectives. The "Action Verbs"
used in writing instructional oblectives express
overt benavior which is oobcrvable. Tor example:

To recite To identify
To walk To select
To control To write

EXAMPLES OF INSTRUCTIONAL OBJECTIVES:

1. The student will be able to list threce examples
of Newton's First Law of Motion.

2. The student will be able to draw the atomic
structure of the first 25 elements on the
periodic table.

The action verbs in the above rwo examples are:

1. To iist, and
2. To draw

These are cexpilicit and observable and ara, there-

fore, bast suired for instructiocnal objectives.

FRAME ¢
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"RACTICE ACTIVITY 1V

DIRECTIONS

- -
PRACTICE

ACTIVITY 10

This practice activity presents a list ol state-
ments which will test your abili-v to discrimina
between educational goals and Instructional {(beh
ior) objectives. Label each statemert as follow

E=Fducational Coals I=Instyuctional Objectiv

1. The student will construct an equiltateral ftriang

The student will understand the causes of the
American Revolution.

3, The studont will learn to use the osciiloscope.

4, The student will appreciate Newten's rthird law

of motion.

5. The student will discriminate hotweoen mamnals

and reptiles.

€. The student will have faith in the Dible.

. The student will erect a water cower.

The student will write an description o how
to renair a broken fan belt.

9. The student will type 60 words in one minute

10, The student will Jove the Studv of Naturc,

FRAME 10
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ANSWERS TO PRACTICE ACTIVITY IV

Yours Answers Should Be:

ANSWERS ' Educational Goals Instructional Objectives
2,3,4,6&10 1,5,7,8&9
If Then
You got at least Excellent! You understood the activity
eight correct ) perfectly. Keep up the good work. Re-
- R start your visual presentation

You missed more
than two Oops! You goofed. Go back and re-read the
section on Educational Goals and Instruc-
tional Objectives on pages 8 and 9. Then |
correct your errors. When you have finished
re-start your visual presentstion.

Gec to the next page and check your answers.
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PRACTICE ACTIVITY ¥

Below is u Diagram which will allow you to
DIRECTIONS express your understanding of what "INSTRUC-
' TIONAL Procedures' mean. Fill in the five
empty boxes on the right.

Instructional !
Procedures Mean...

PRACTICE
ACTIVITY V X

S S

2. List at least three examples for each answer
you gave for question #1 above.

FRAME 12
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ANSWERS TO PRACTICE ACTIVITY V

] o
L. | Tastructional r [ Determinavior of
i Procedures ! Mean. .. ! Stratey
g ' | = Organization of
. Grouns
Allocacion of
Tire
' Allocation of
: Space
; Selection c¢f i
:  Resources |
ANSWERS T 2. Strategies ' Croups
ACTIVIFY V a. Lecturing a. Small Groups
‘ b. Discussion b. Large Crouns
c. Demonstration c. Ability Groups
d. Field Trips d. Achievement (roups
e. Role Playing e. Age Groups
f. Simulation f. Size or Height
2. Games, etc. Groups, etc.
Resourees ‘ Time Space
2. Muney a. Large Time Blocks a. Claszsroom
. Pgrsonnel b. Small Time Blocks b. Auditoriums
¢. Eguipment ¢. Class Periods ¢. Playgrounds, etc.
d. Student, etc. d. Semesters, etc.

Go on o the next page.
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ANSWERS TO PRACTICE ACTIVITY V Cont'd.

You got at least four iGowd. Go to questic]
of the answers in “# 2 and compare your
question one correct answers wita those

‘which we have listed

{Then restart your
i s
izlide presentation

1]

1 A :

T

jYou missed more than one Correct your errors
of the answer to question by reviewing slided
#1 number 53 through

60. Then compare
your answers in
question § 2 with
those which we 1is
ed, When you are
ready restart the
slide presentation

e i At A et b e e et o+ A
s s P, = e 130 T8 e P AAL <51 R e e e

[

STOP. DO XOT GC TQ THE NEYT PAGE.
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PRACTICE ACTIVITY VI Cont'd

2. Briefly define the component parts of the
Model which you names in question # 1.

FRAME 14

GO TO THE NEXT PAGE AND CHECK YOUR ANSWERS.
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ANSWERS TO PRACTICE ACTIVITY VI Cont'd.

2. Definitions

a.

Behavioral objectives—-the performance
goals of the learmer.

Contents--subject matter to be covered
Entry behavior--prerequisite behavior
of the learner
Pre-assessment—Evaluation of the ter-
minal behavior of the learner prior to
instruction ‘
Instructional Procedures - methods, ma-
terials, and strategies used by teacher
to reach objective.

Performance assessment--evaluation of
terminal behavior of learner following
instructions.

Feedback loops=--means of collecting
data and recycling students who fail

to reach the criteria.

Entry and exit points -- points where
the students may start and stop the
module respectively.

IF

THEN

You missed none of the
steps to the teaching
model

Great. Restart your slide
presentation

You missed one or
more of the steps in
the teaching model

That's too bad. This is a
very important step. Go
back to the answers on

Page 16 and commit the steps

to memory. Then look at
their definitions on Page 17
above. Discuss these with
a neighbor if you wish to.
When you have finished re-
start your slide presenta-
tion

e e e et e s o o s o]

FRAME 15

STOP! DO NOT GO TO THE NEXT PAGE.
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POST~TEST
"THE SYSTEMATIC APPROACH TO DESIGNING INSTRUCTIONS"

1. Below is a diagram of a Simple Systems Model. Fill in the Component
Parts. (Criteria = 100%)

2. List five examples of Natural Systems. (Criteria = 100%)

3. List five examples of Synthetic Systems. (Criteria = 100%)
a.

b.
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4. List at least three examples of each of the following component parts
of an Educational System. (100%)

A. TInput
1.
2.

3.

B. Process

1.
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6. Write g brief definition for each of the components in the teaching
model in question #5, above. (Criteria = 90%)

7. Label each of the

E = Educational

The

The

The

The

The

student

student

student

student

student

chalkboard.

The

The

The

The
the

student

student

studernit

student
lathe.

learn

Goals

will
will
will
will

will

will
will
will

will

The student will
unity of man.

The student will
peems.,

ing outcomes as:

I = Instructional Objectives
(Criteria = 80%) '

grasp the significance of the Treaty of Versailles.
have an attitude favorable to English.

know six verbs.

learn the names of the common tools in wood shop.

list three major causes of the Civil War on the

know the important battles of World War I.
prefer cooking to sewing.
be able to correctly thread a sewing machine.

look as the teacher demonstrates the use of
be able to develop a sense of the cultural

list and describe the themes of four of Shelley's
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13.
14,

15.

16.

17.

18,

19.

20.

The child will develop interest in leisure sports.

The student
history.

The student

in the text.

The student
The student
The student
The student

The student
paragraph,

The student

will

will

will

will

will

will

will

will

no reference but

develop interest in the desire to learn move
describe with understanding five concepts treated

correctly solve all of the story probiems presentec.
accurately learn the best known works of Voltaire.
solve algebra probleﬁs correctly.

appreciate the key importance of algebraic approaches.
include 10 supporting facts in a written persuasive

become familiar with how to write an essay using
personal experience.

Go to the next page and check your answers.
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POST-TEST

(Answers)

INPUT PROCESS

|

——i OUTPUT

FEEDBACK

F

Natural System:

a.
b.
C.
d.
e,
£

Rivers of the U. S.
Mountains of the U. S.
Any Animal

Any Plant

Ocean

Solar System, etc.

Synthetic Systems:

a. Interstate highways

b. Bell Telephone System

c. Irrigation Ditches

d. Municipal of Federal Government
e. Automobiles

f. Airplanes, etc.

Input .

1. Educational goals

2. Students

3. Recources —Financial and Human
-4, State and National regulations
5. Needs of society '

6. Individual needs, etc.
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Process

1. Teaching methods

2, Teacher - student interaction
3. Teacher - Material interaction
4. Student - Material interaction
5. Sequence of contents, etc.

1. Communication skills

2. Citizenship

3. Vocational skills

4., Physical health

5. Worthy use of leisure time
6. etc.

6. Definitions

a. Behavioral objective —Performance goal of the learner.

b. Contents —Subject matter to be covered.

c. Entry behavior — Prerequisite behavior of learner.

d. Pre-Assessment ~— evaluation of the terminal behavior of
learner prior to instruction. N

e. Instructional Procedures — Methods matérials and strategies used
by the teacher to reach objectives. 3

f. Performance assessment - evaluation of
instruction. ) :

g. Feedback loops — means of data’collection and recycling student
who fail to reach the criteria.

h. Entry and Exit points —Points where the students may start and
stop the module respectively.

jerminal behavior foliowing

7. Educational goals are:
1, 2, 3, 4, 6, 7, 10, 12, 13, 16, 18, & 20

Instructional Objectives are:
5, 8, 9, 11, 14, 15, 17, & 19

IF THEN
{;;u met the criteria in all Excellent! You azie now ready
i questions for Module IT in the cluster.
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REMEDIATION

You Missed --
Test Item

1. Anyv one answer in # 1

2.  Listing five examples in # 2

3. Listing five examples in # 2

4, Listing three example of each
component in # 4

]
i
N !
5. Any one component part in the!
teaching model

|

6. More than one of the definitién
{

'
N

|
7. More than four of the questionus

!

You failed to meet the criteria
in one or more of the Post-Test ‘!
items and have done the remediation
on those items i

{

ERIC

Aruitoxt provided by Eic:

Test Item

li

|

[}

§

i 1. Review slides 4 - 27: then
| correct your answer
!

[}

!

2. Review slides 10-18; then
correct your answer

i 3. Review slides 19-27; then |
‘ correct yeur answers i

4, Review slides 22-28; then i
correct youtr answers ;

5. Review slides 63-70; then
correct your answers

6. Go to page 26 of youf work i
and study them

i H
i 7. Read pages 8 and 9 in your i
: workbook; then correct your !
answers -

Good. You have now met the
prerequisites for the second
module in this cluster.

See your instructor for Module # 2.
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APPENDIX G

INSTRUCTIONAL MODULES DEVELOPED BY FIFTH CYCLE TEACHER CORPS INTERNS




Module I

Objective: The student will demconstrate his knbwledge of the
Dolch Basic Sight Words (lines 15 - 17) by writing at least eight
out of twelve during class without the use of his word list.

Prerequisite: Students must have the ability to recognize and
spell the words in lines 1 - 14 of the Dolch word list.

Pre-Test: Child's ability to read words from list (Lines 1 - 17.)
Remediation:

1. tach student will read word list (lines 1 - 14) and
make simple sentences of some of the words.

2. In the event some words are action words, they will
demonstrate the action.

3. Have a spelling bee on lines 1 - 1l4.
Instructional Activities:

l. Pronounce words and spell them aloud, in a group.

2. Each child will pronounce words individually.

3. As a group game, we will make sentences on the black-
board using the Dolch words in lines 15 - 17.

4. Ask various students to spell certain words from the
list and use them in a sentence.

Post-Test: Students will write words as they are called to them
by the teacher.

Remediation: Make a cross-word puzzle of the words and let the
child solve the puzzle independently.

Module II

Objective: The students will demonstrate their knowledge of
capital letters, sentence structure, and relate orally some of
their observations or experiences.

Prerequisite:

1. Knowledge of simple sentences.




2. Knowledge of punctuation.

3. Ability to write some form of simple sentences.

Pre-Test}“‘

l. Look at picture and write three sentences about things
seen in the picture.

2. Use punctuation marks where they are needed in these
sentences.

3. Use capital letters where they are needed in sentence
structures. ’

-Remediation: (If needed) Teach students rules for capital let-
ters. Write sentences related to observation and experiences
{(field trips).

Instructional Activities: Use pictorial cards of animals, land-
scapes, activities of birds or animals, for example: landscape
containing snow, birds in activities, animal gracing, lake of
water with boat riding, and picnicking. The student will observe
pictures like these and write three to five sentences after oral
discussion alout things they see in pictures.

Post-Test: Post-test may be done orally or as a written exercise
on the chalkboard or with use of mimeographed sheets.

Remediation: Reteach beginning with capitalization and writing of
simple sentences.

Module IIT

Objective: Student will demonstrate his ability to recognize writ-
ten words by verrally identifying fifteen words out of twenty
correctly.

Prerequisite: Knowledge of alphabets and beginning sounds.

Pre-Test: Identify words; let child post flash card into pocket
chart and identify word to teacher.

Test Words
With Who Policemen Can Can't

Ride And The Mike Mary
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Jeoff ~ (Red, Yellow, Blue, Green, and Color Words)
Remediation:
Orally:

1. Let a child (a proficient one) quiz another on all 26
alphabhets.

2. Pass~out (individually) pictures with alternative P
sounds, ¥ sounds, etc., with other beginning sound
pictures they are not familiar with.

3. Give nmagazines to children and make a W chart (or any).
Find W sounds pictures and cut out and paste.

4. Cut a square of newspaper print, instruct them to
circle all W's fcound in newspaper.

Instructional Activities:

1. All activities included in remediation plus the followf
‘ing. ©

2. Tor individual seat work: Give child three or more diﬁé
ferent alphabet sounds. - (At all times a child who is
proficient can assist the other child.)

3. Let children demonstrate the word they are learning:

Exanple, Ride - Through - = Play - Acting, and have
children guess what is belng performed in relation to
‘word.

. In Tablet: Let child print word in tablet (which will
enable him to recognize alphabets which make up the
word) .

5. Teacher will write on blackboard (providing child knows
all words wused in sentence). Example: Mike and Jeff
ride--then draw and color a picture of Mike and Jeff.

Post-Test: Verbally identify fifteen words out of twenty words
correctly.

Remediation:
1. Teach the song AEC.

2. Teach sound of alphabets through animal sounds, city
sounds, etc.



J. Draw a picture to accompany particular alphabet
sound.

4. As ABC song is sung, place ABC's cards on floor, let
them step on letters. :

todule IV

Objective: Students will demonstrate their knowledge of electri-
city by being able to classify 18 out of 20 objects as being
~either conductors or insulators of electricity without any outside
help.

Prerequisite: Students must know what conductors and insulators
are in relation to electricity.

Remediation:
l. ©Show a filmstrip explaining conductors and insulators.
2. Use dictionaries to define these two terms.

Pre~-Test: intering behavior is assessed by verbal discussion of
what conductors do and how insulators effect the flow of electri-
city.

Instructional Activities:

1. Read section in textbook and outside materials of
conductors and insulators.

2. Perform experiments on electricity testing different
materials in classroom to see if they are conductors
or insulators of electricity.

a. If the light lights up after some type of material
(pencil, paper, copper wire, jewelry and what else
the student would like to try) has been connected
at points A and B that material is classified as a
conductor.

b. If the light does not come on after fdllowing the
same procedure in (a), the material is classified as
an insulator.

Post-Test: Actual classification of different materials.

paper board clip
bracelet (Radhuim electoplate) scissors



pin of glass ‘ ear-ring

pencil plastic knitting needle

ballpoint a glass

paperclip rubber band

wooden peg 6 penny nail

piece of yarn silk thread

art eraser nickle plated ring

hard rubber rod plastic ruler
Remediation:

l. Discussion of what a conductor of electricity is and
what insulators are.

2. DLxplain why some materials (because of their composi-
tion) will conduct electricity and some will not.

3. Perform more experiments in classifying materials as
either conductors or insulators.

rlodule V

Objective: Student will demonstrate his knowledge of the basic
facts of regrouping two digits in addition and subtraction not
involving "zeroes" by being able to solve 8 out of 10 problems
without making marks or lines for counting within the regular
class period.

Pre-Test: Written test which includes regrouping of two digits
addition and subtraction problems and one and two digit problems
not involving regrouping.

Instructional Activity: Each child to complete these activities
at their own rate.

1l. Use concrete materials such as rods, beans, etc. The
child will use the objec¢its in counting and grouping
different members in the three different places.

2, Drill of basic one digit addition and subtraction facts
by memory without regrouping. (Verbal and written)

3. Use of games involving addition and subtraction ‘that is
both verbal and written. Such as math puzzles for
adding and subtraction.

4. Use of written work using symbbls——making use of regroup-
ing in both addition and subtraction.
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a. Writing math headlines, that will have students
" to make up problems of their own using, both one
digit and two digitd, regrouping in addition and
subtraction.

b. Write questioﬁg’to problems of addition and sub-
traction, thén answering their guestions using one
and two digits and regrouping.

Post-Test: Regrouping of two digits addition and subtraction
problems,

Remediation: Learning how to count with concrete objects and

grouping objects according to sequence--Learning the Place Value

. Pre-Test:
4 2 23 12 : 48 77
+4 +2 +23 +12 +48 +77
7 9 53 48 43 61
_"_5_ -'_7_ -12 -16 -14 ~-25
Post-Test:
8 9 48 75 36
+9 +9 . +56 +28 +49
.10 17 43 56. 72
-9 -3 -39 -48 ~13
Modulq,VI

Objective: The student will demonstrate his ability to write a
news article of front page magnitude by writing a report of an
event according to previously discussed criteria for news writing.
This will be done individually in the classroom without aids other
thar those in his head once the instructor has started him off.
Spelling and grammar will not take precedence over factual accuracy
and form according to previously discussed criteria. No time limit.

Prerequisite: Ability to "see" (observe), to communicate by
writing.
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ERIC

Aruitoxt provided by Eic:

Pre-Test:

The student will write a short story on somecthing that

occurred during his past life.

Remediation: If child cannot construct intelligible sentences,
work on sentence construction. Verbs, conjunction, etc. --what-
ever is missing.

Instructional Activities:

1.

2.

10.

Study parts of newspaper--contrast them.

Discuss difference between newspaper writing and short
stories.

Discuss form of front page of newspaper.

Of article itself--llow to write headlines, how to
write lead sentences, what a dateline is, what is
cutline, the purpose of pictures, the differences
between facts and opinions.

From a newspaper article which appeals to the student,

he will relay its information to the class orally. The
class will analyze if and how it answers the six basic

questions.

The child will write as many fictional news articles
as he likes (making up events, etc.).

The students can loolk at each other's articles for a
view of a variety of subjects to be seen in newspapers.

If desirahle, students can study proof-reading by:

a. as a class collaborating on various proof-readings
of their own articles:

b. as individuals, doing exercises from English hook
on proof-reading for punctuation, logic, capitaliza-
tion, comorehensibility;

c. i small grouns, discussing classmate's articles.

CGiven a camera and one shot, students can go shoot a
picture and then write an article around it.

Given various thought-provoking pictures, the students
will choose one and write a story arouné what can be
observed in the picture (he can interpret details in
his own way).
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Post-Test: llurray will write a play centering around the kid-
napping of Hixon, choose actors anl organize it in utter secracy.
During their study hall, without warning, the rest of the class
will Lecome observers of the event, when it is over, the objective
will be explained. If they have questions or wish to have a

re-run, this can be arranged. To start them oif, brief descrip-
tions of what they saw can be given by some of the "witnesses." Or,
if necessary, they can as a class discuss a good headline. If they
are still insecure, discuss the lead sentence. TFrom there, they
are on their own. ‘

Remediation: Kone necessary unless all or a majority of the
children write utterly imcompetent articles, which they will not
(knowing students). If they by some chance do, then we'll drop it
and go on to something else, such as myths, before coming back
from a less deep angle. '

#Module VII

Objective: After having rececived the sentence~making exercise(s)
the children will be expected to demonstrate their knowledge of
verb conjugation. Students will demonstrate knowledge of the verbs
was and were. Children will be given a list of sentences from
which they will select the correct verb. (Verb to be) Children
will not utilize notes and will be expected to accurately complete
15 c¢f 20 senterces.

Prercyuisite: Translated knowledge of the verb to be (Estar).
Knowledge of pronouns (I, they, we, he, it, you, etc.).

Pre-Test: Test written in Spanish~-verbs to be translated to
English. ' :

El estava

Ellos estavan
Nosotios estavamos
Ella estava

Yo estava

Instructional Activities:
1. Present mimeograph sheet with translations.
2. Teécher to'read translations--aloud.
3. . llave children read and translate phrases.

4, Pick Spanish phrases at random, ask children to read
English translation.
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5. Ask children to exchange phrases among themselves.

6. Prepare sentences utilizing these verbs--was and were.
7. Review sentences-—emphgsis on accuracy.

8. Reinforce the verb--to be.

Post-Test: To facilitate reading and comprehension I will write
test with sentences almost identical to previously prepared
sentences.

Example:

Yesterday L ' (yo estava) absent.

Remediation: Review pronouns.

Bl - - - He
Ellos - -~ - They
Yo - -~ - I

HModule VIII

Objéctive: The student will demonstrate his understanding of the
#8 by drawing a set of 8 on a piece of paper without the aid of his
teacher or of other students in the classroom. 100% accuracy.

Prerequisite: Ability to count to 7; ability to count up to 7
subjects; ability to draw up to 7 objects.

Pre-Test: Draw 7 boxes on your paper by yourself or construct a
set of 7 on your individual flannel board.

Renediation: Students will practice counting to seven with the
use of 6" x 8" cards which have numbers one through seven.

Games:

- 1. fTeacher throws cards all over room. Students put cards
back in sequential order.

2. Students hide their eyes. One student mixes cards,
another student then re-establishes the sequential
order.

3. Students hide their eyes. Teacher hides cards around
the room. Students are designated to find a specific
number and to re-establish sequential order.



. Teacher will write numbers from one to seven. She

will make deliberate errors and allow students to
correct errors.

Instructional Activities:
1. Clap to #8.
2. Count various concrete scts of eight in classroom not

on paper {(count boys, girls, chairs, chalk, erasers,
books, cards, window, etc.).

3. Students will count set of 8 which are on paper dis-

tinguishing sets of 8 from a set of another number by
circling sets of 8.

4, Students will form sets of 3 on flannel board.

5. Students will bring sets of 8 objects from their own
hone.

Post-Test: Student will draw a set of eight. This set may be
eight objects, eight dots, or eight words or the student may make
a creative drawing using the concept of eight such as an eight-
armed man or an eight—-eyed monster.

Remediation: Those students who cannot draw 8 objects or a picture
demonstarting the idea of 8 will: (1) play a game in which the
teacher sells various objects for 38 popsicle sticks. In order to
get the object, the student must be able to count out § sticks to
the teacher; (2) form sets of eight on pegboard; and (3) form

sets of eight blocks. . ' :
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