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ABSTRACT

AN EXPERIMENTAL STUDY OF THE RELATIVE EFFECTIVENESS

OF CLASSROOM OBSERVATION AND SIMULATED TEACHING

IN AN INTRODUCTORY EDUCATIONAL

PSYCHOLOGY COURSE

By Gerald L. Hershey

The purpose of this study was to compare experimentally

the effects of classroom observation and simulated teaching

experiences in a six-credit introductory educational psycholo—

gy course.

Two-hundred and eighty students who enrolled for their

first professional education course in the College of Education

at Michigan State University were randomly assigned to ten

sections taught by five different instructors. Each instructor

taught two sections, in one of which a clasSroom observation

procedure was used and in the other a simulated teaching pro-

cedure. Thus, the effect of instructor personality was counter-

balanced.

Students in the two treatments were exposed to many of

the same kinds of experiences during the ten week term. For

example, all the students were exposed to the same lectures,

demonstrations, films, hour examinations, and written assign-

ments. The differences occured in the nature of a particular

supplementary experience designed to provide some application

of psychological principles.
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Students in the Classroom Observation Group observed in

public school classrooms for a maximum of once a week for eight

weeks in varying amounts of time from 30 to 180 minutes per

observation. Students in the Simulated Teaching Group met with

their classmates in groups of from four to six outside of class

and participated in a simulated teaching experience in which

one of them took the part of the "teacher" who taught an actual

lesson for 20 to 60 minutes while the remainder of their class-

mates took the part of the "pupils."

At the end of the term the following criterion instruments

were administered to all students:

(a) Course Grades

Consisted of scores on written assignments, hour examin-

ations, quizzes, and the final examination.

(b) Final Examination

Consisted of 100 multiple choice items, 75 of which were

applicational in nature and 25 of which were related to know-

ledge of fact or content.

(c) Minnesota Teacher Attitude Inventory

An objective test designed to predict the type of teacher-

pupil relations teachers will maintain in the classroom.

(d) Career Plans Questionnaire I

A 10 item objective test designed to measure an individual's

degree of motivation for teaching as a future career.

(e) The Redwood School Test

A 110 item objective case study test of a one room school

designed to measure the ability to apply psychological prin-

ciples.

(f) Course Evaluation Scale

An objective scale designed to measure the relative degree

of satisfaction or dissatisfaction with various aspects of

the course.
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Analysis of Variance, chi square, and t test statistical

techniques were used in analyzing the data. The results of the

analyses were as follows:

(a)

(b)

(C)

(d)

(e)

No significant differences were found between the two treat-

ment groups on any of the following criteria: course grades,

final examination, Minnesota Teacher Attitude Inventory,

Career Plans Questionnaire, The Redwood School Test, and the

Course Evaluation Scale.

Although the method of teaching had no significant effect,

the effect of the individual instructor was marked. Some

instructors had a significantly greater effect on students'

career plans than did other instructors. Furthermore, the

degree of satisfaction with the course was related to which

instructor a student was assigned.

Students in the Classroom Observation Group reported that

the observation experience was the most beneficial of all

experiences in the course; contributed greatly to their

growth as future teachers; affected their attitudes about

teaching as a future career; and was helpful in terms of

understanding the concept of individual_differences and

principles of classroom disCipline.

Students in the Simulated Teaching Group reported that the

simulated teaching experience was most helpful in terms of

understanding principles involved in the teaching of con-

cepts and skills and was helpful in learning how to state

teaching objectives in behavioral terms.

Irrespective of the group to which they were assigned,

females scored higher than males on courSe grades, final

examination, Minnesota Teacher Attitude Inventory and the

Redwood School Test.
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CHAPTER I

THE USE OF CLASSROOM OBSERVATIONS IN COLLEGE

COURSES IN EDUCATIONAL PSYCHOLOGY

INTRODUCTION

College courses in educational psychology have been the

focus of criticism for a number of years. One of the most fre-

quent complaints has been the failure of such courses to rekfie

theory to practice. As a means of attempting to bridge this«gap

educational psychologists have turned to one of the oldest

techniques in teacher education: classroom observation.

There is substantial evidence in the current literature

to show that classroom observation is being widely used in

educational psychology courses. The use of this technique

has been primarily justified by surveys which consistently

indicate favorable impressions by both teachers and students

about the worth of the observation experiences. There are

virtually no experimental studies which indicate the contri-

butions of classroom observation to the goals of educational

psychology courses. The need for experimental research in

this area has recently been voiced by a number of professional

groups and by educational psychologists. It is the purpose of

the present chapter to develop each of the above statements

which attempt to provide some background for the present study.



CRITICISMS OF EDUCATIONAL PSYCHOLOGY

COURSES IN TEACHER EDUCATION

Educational psychology, under various titles, has been

a part of the curriculum of teacher education in the United

States since its early beginnings (15, 52). Since its intro-

duction as one of the basic courses in teacher education

programs, it has undergone periods of criticism. Some of

these criticisms concerned such things as the proliferation

of educational psychology courses (28, 41), textbooks used in

courses in educational psychology (4, 9, 17, 26), and the

academic emphasis of course content (53, 61).

One of the most frequent and persistent criticisms of

educational psychology courses, however, has focused on the

lack of integration of psychological theory with the actual

application of this theory to classroom practice. For exam-

ple, a number of writers have criticized the course for such

reasons as: isolating their work from the practical aspects

of the classroom (28), the failure to make the course functional

so that students can apply psychological principles to a par-

ticular situation (27), and emphasizing the factual aspects

of the material (46, 62).

This criticism has recently been summarized by a group

of leading educational psychologists as follows:



College courses in educational psychology as con-

ceived in the past have sometimes fallen short of being

a determining influence in the professional preparation

of teachers. The major reason for this failure is

that we were thinking in terms of college courses

rather than of a professional program. As with

many college courses, the objectives of the typical

educational psychology course were primarily fact-

ual. The then current explanations of learning

were presented and measurement procedures were

taught, but scant attention was given to the prob-

lems that students were to face later as classroom

teachers. Despite what we knew about the limitations

of transfer of training, we often taught as though stu-

dents would automatically transfer to their own teach-

ing the knowledge they had acquired in the markedly

different setting of the college classroom. It is no

wonder, then, that there was little relationship

between success in college courses in educational

psychology and success in classroom teaching. (47)

The criticism of the failure of educational psychology courses

to relate theory and practice has lead educational psychologists

to search for techniques which might assist in achieving this

goal. One of the traditional methods used in teacher training

institutions has been classroom observation. There is evidence

that educational psychologists have adopted the use of class-

room observation as one of the means of relating theory and

practice.

HISTORICAL EMPHASIS ON CLASSROOM

OBSERVATION IN TEACHER EDUCATION

Classroom observation is perhaps one of the oldest tech-

niques used in the education of teachers. Written reports of

observations by prospective teachers date back to 1788 (40).



In 1841 classroom observation was included as part of the pro-

gram of the first state normal school in the United States (52).

Numerous reports of observation programs have been reported in

the literature. For example, in 1867 at Westfield, Massachu-

setts, a school of observation was opened and operated for 13

years (65). At Bridgewater, Massachusetts, the primary grades

of the town school had been used for observation by the normal

students since 1880 (66). In 1870 the Michigan Board of Educa-

tion arranged for observation at the Ypsilanti Michigan Normal

School (67). One of the most diligent efforts in observation

took place at Oswego, New Yerk where in 1861 a model school

used exclusively for observation purposes was in operation for

a number of years (22).

In 1859 at the First Annual Convention of the American

Normal School Association a resolution was adopted which called

for the establishment of schools of observation in connection

with normal schools (68). In 1926 the American Association

of Teachers Colleges (69) adopted a standard of teacher prepara-

tion which called for teachers colleges to maintain a training

school for purposes of observation, demonstration, and super-

vised teaching.

In a series of studies from 1900 to 1930 it was shown that

professional courses that utilized classroom observation and

demonstration had become an increasingly important part of the

curriculum. In 1900 these courses constituted one-third of the



professional offerings but, by 1930, they constituted about one—

half of the courses (16, 24, 33, 64).

CONTEMPORARY EMPHASIS ON CLASSROOM OBSERVATION

IN TEACHER EDUCATION

There is evidence in recent years to suggest that class-

room observation is becoming an even more integral part of the

professional preparation of teachers. Rather than increasing

the number of "observation classes" p§;_§eJ the trend seems

to indicate a closer relationship between observation and pro-

fessional education courses. For example, Williams (70) in a

study of 128 state normal schools, found the most frequent

pattern of classroom observation to be in combination with

professional courses. In 1948, Flowers (25) also found that in

a survey of 242 teacher training institutions over three-fourths

included observation experiences with professional courses. In

anotherstudy of state universities, Michaelis (43) found that 68

per cent of the teacher training divisions required classroom

observation prior to, and in addition to, student teaching.

Today, the importance and role of classroom observation

in teacher education seem to be expanding. In 1948 the American

Association of Teachers Colleges (now the American Association

of Colleges for Teacher Education) adopted, among other recom-

mendations, a series of principles governing the development

of professional laboratory experiences. These were defined as



"all those contacts with children, youth, and adults (through

observation, participation, and teaching) which make a direct

contribution to an understanding of individuals and their guid-

ance in the teaching-learning process:” (5). Included among

these principles were the following:

Principle I: The particular contribution of profes-

sional laboratory experiences (including student

teaching) to the education of teachers is three-

fold: (1) an opportunity to implement the theory

and to check with the student his understanding of

the theory in application; (2) a field of activity

which, through raising questions and problems helps

the student to see his needs for further study; and

(3) an opportunity to study with the student his

ability to function effectively when guiding actual

teaching-learning situations.

Principle II: The nature and extent of professional

laboratory experiences should be planned in terms

of the abilities and needs of the student and should

be an integral part of the total program of guidance.

Principle III: Professional laboratory experiences

should provide guided contact with children and

youth of differing abilities and maturity levels and

of differing socio-economic backgrounds for a period

of time sufficient to contribute to functional under-

standing of human growth and development.

Principle V: Professional laboratory experiences

should be cooperatively developed by the student and

his advisors. Adequate supervision and guidance

should be provided through cooperative efforts of

laboratory and college teachers.

Principle VI:, Professional laboratory experiences

should be integrated with other phases of the student's

program. Professional education is the responsibility

shared by all members of the faculty, each contributing

to the maximum development of the student as indi-

vidual, as citizen, and as member of the teaching

profession. (6)



Five years later Lindsey (3) surveyed current professional

literature and doctoral studies, and compared reports from col-

leges which prepare teachers, in order to ascertain what

changes had occured in programs of teacher education with re-

spect to the utilization of direct experiences. She concluded

that the evidence clearly indicates:

(a) There has been a significant increase in provi-

sions for professional laboratory experiences

throughout the four years of the college program.

(b) A greater number of institutions provide oppor-

tunities for prospective teachers to observe and

participate in activities in the total school

and in the community.

(c) Provision for direct experiences made chiefly

through work in educational psychology and meth-

ods courses with very limited opportunitites

in subject matter courses.

From the foregoing statements it appears that classroom

observation is playing a more and more significant role in the

"foundation" courses in education; particularly educational

psychology.

THE INCREASINGLY IMPORTANT ROLE OF CLASSROOM

OBSERVATION IN ATTAINING THE OBJECTIVES OF

EDUCATIONAL PSYCHOLOGY COURSES

In 1953 a committee on Educational Psychology sponsored by

the National Society of College Teachers of Education (48) pub-

lished a Guide for Instructors in which they set forth the ob-

jectives of educational psychology:



(l) The study of educational psychology should develop

the student's interest in people, both children

and adults, and help him to understand them.

(2) The study of educational psychology as part of a

teacher education program should have a favorable

effect on the attitudes, behavior, and psychologi-

cal understanding of students in both personal and

professional relationships.

(3) The study of educational psycholoqy should enable

the student to use the body of knowledge that is

derived from research studies in this field and

that help explain the ways in which learning oc-

curs.

(4) The study of educational psychology should im-

prove the effectiveness of the prospective teach-

er's ability to learn.

(5) The study of educational psychology should foster

the student's appreciation and understanding of

research in education.

One method through which these objectives might be attained

is classroom observation. This is substantiated further in

this volume when methods of instruction are discussed. Here

the section, "Learning from the Study of Children," focuses on

observational and participatory experiences as fulfilling all

the criteria for judging methods of teaching (49):

(1) Does the method promote a clear understanding of

cause-and—effect relationships in human behavior,

especially with reference to the fundamental con-

ditions of learning?

(2) Does the method equip the student with adequate

techniques for the study of individual children

and groups of children in educational situations?

(3) Does the method develop attitudes of respect and

concern for all the children who may come under

the student's influence and guidance?



(4) Does the method help the instructor and the student

to identify strengths and weaknesses, accomplish-

ments and failures, and thus provide a sound basis

for next steps in learning?

(5) Does the method promote in the student a degree of

self-understanding relative to the sources of his

attitudes toward children and their education and

the possible modification of these attitudes.

(6) Does the method harmonize with the methods recom-

mended to the students?

The report also includes a number of illustrations of in-

novations in teaching methodology in educational psychology and

related courses (50). Of the nine programs discussed in this

section, eight of these include observation or participation

experiences as an important aspect of the innovation. For

example, at Sarah Lawrence College observational studies and

case studies are given an important place in the development

of theories of learning, which, in turn are applied to typical

learning situations.

Other reports from teacher education institutions indicate

that the trend to use observation in introductory educational

psychology and related courses is increasing (6, 17, 31, 53,

57). Stiles, Barr, Douglass, and Mills (58) summarize the

trend in this manner:

Indication of the increased interest in including

first-hand experiences for prospective teachers as

part of regular college courses is even more evi-

dent in professional education courses . . . . In

courses in educational psychology and in child

growth and development, provision is made in many

colleges for the readings and class discussions to be
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interspersed with visits by the students to schools

to observe the activities and reactions of children

and youth at different levels of maturity.

From the literature it would appear that in order to help

relate theory to practice, classroom observation in many dif-

ferent forms is becoming an integral part of courses in educa-

tional psychology. Other than the faith that classroom obser-

vation will aid in achieving the objectives of educational

psychology courses, what research evidence exists which eval-

uates the contributions classroom observation has made to the

professional preparation of teachers?

THE SURVEY APPROACH IN THE

EVALUATION OF OBSERVATION PROGRAMS

By far the greatest proportion of research methods util-

ized in the evaluation of observation programs can be classi-

fied under the heading of "surveys," "questionnaires," or

"opinionnaires." Thus, the primary basis for the continued

use of observation programs in teacher education has been based

primarily on subjective data.

The most frequent procedure in using the survey method

is to expose a group of students to an observation situation

and then to ask them how they felt about this experience. For

example, one of the earlier studies to use this procedure was

as part of a course in observation and participation at Ohio
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University (42). In this survey, Myers presented a series of

eight multiple-choice and essay questions to a group of 445 ele-

mentary education students who were taking or had taken the

course, "Observation and Participation." In the report, the

replies were summarized and examples of some of the responses

to the essay questions were given. The majority of the students

felt that the course in observation and participation helped

them understand teaching problems in other courses they were

taking.

In an observation-participation program at North Texas

State College, 49 students volunteered to observe and partici—

pate in elementary classrooms in a first term sophomore course

in elementary education (30). During a six week period the

students worked with the pupils and teachers in a variety of

17 different experiences. An opinionnaire on the value of

the experience was administered to the students and individual

reactions were recorded. Again, the subjective statements

were extremely favorable toward the experience.

One of the most extensive voluntary programs of observa-

tion and participation began in 1938 and is still in opera-

tion at the College of Education of Ohio State University (11).

Termed, "The September Field Experience," students voluntarily

work in public schools during the first two or three weeks in

September, prior to the opening of the University. The students
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serve as non-paid staff assistants in return for the oppor-

tunity to observe a school open and organize for the year's

work. During September, 1950, nearly 400 students partici-

pated in over 200 schools in ten states. Subjective written

reports and questionnaires have repeatedly shown favorable

responses to the program.

At the University of Wisconsin, a questionnaire used with

1,038 students in the College of Education who were taking

or who had taken education courses showed that students en-

dorsed most highly those courses in education which empha-

sized methods of teaching and which provided for laboratory

experiences in which observation and participation were in-

cluded (56).

In another recent report on reactions to an observation

program in a course on principles of secondary education in

which students observed two hours a week for a semester, it

was found that 90 per cent of the students ranked the observa—

tion experiences as the most valuable part of the course (14).

This same type of evaluative method, together with the

extremely favorable ratings of such experiences, have been re—

peated in a number of similar studies (12, 13, 23, 34, 51, 55,

60). While no specific survey studies of observation programs

in relation to educational psychology courses p§£_§e_were lo-

cated in the literature, with the exception of an unpublished
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report in which a one-day, observation field trip was ranked

by students as the outstanding feature of an introductory

educational psychology course (32), there is no reason to be-

lieve that the overwhelmingly positive reactions to observational

experiences would not also be found in such courses.

THE NEED FOR EXPERIMENTAL RESEARCH IN

EVALUATING THE CONTRIBUTIONS

OF CLASSROOM OBSERVATION

As with many techniques used in teacher education pro-

grams, the majority of the evaluative research on classroom

observation has been of the survey type. The lack of experi-

mental research in many areas of teacher education has been

pointed out by several educational researchers. For example,

Stinnett and Clarke (59) state that:

In spite of increasing criticism of the nation's

procedures for the education of teachers, partic-

ularly in relation to the role which teacher educa-

tion plays in determining the character of curricu-

lum and method in the elementary and secondary

schools, there has been remarkably little basic re-

search in teacher education during the past decade.

A number of professional education organizations have

made lists of needed experimental research in the area of

teacher education. Included in these are usually several

references to the need for experimental studies of class-

room observation programs (1, 2, 4, 8). Such research topics

as the scheduling of observations in relation to student
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teaching, the length of observations, and the values of

observation in relation to professional education courses

have been cited.

Individual writers also have emphasized the need for re-

search in this area (21, 71). Andrews (10), for example, in

discussing experimental programs of laboratory experiences,

concludes his article with the following observation:

In an area as important as the laboratory as-

pects of teacher education, it is a tragic fact that

significant research findings are practically non-

existent. Indeed, the term "experimental programs"

must be used very loosely in this connection. The

pioneering has been done, and innovations are spring-

ing up everyWhere, but the job of scientific evaluation

remains relatively untouched.

In 1959 Lindsey, Mauth, and Grotberg (35) pointed out that:

Specific questions on selection and organization

of (observation) experiences and the guidance of

learning must be answered through experimentation

with alternative procedures of programs, any one

of which may have potential for helping future

teachers develop necessary abilities. Such experi—

mentation with alternatives is common in teacher

education. What is lacking is systematic gathering

and validation of data on results of experimenta-

tion.

Thus, there appears to be a prevailing interest and ex-

pressed concern for the need for research in this area. The

question might be raised as to why, with all the recognized

need for research in this area, there has been practically no

attempt to do experimental research.
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SOME REASONS FOR THE LACK OF RESEARCH IN THE

EXPERIMENTAL EVALUATION OF PROGRAMS

IN TEACHER EDUCATION

A number of possible reasons have been expressed for the

lack of systematic research in teacher education. Among these

would be included the lack of trained personnel in research

methodology in teacher education institutions. Another impor-

tant reason, up to very recently at least, has been the lack

of adequate computing facilities to allow an individual to

attempt realistically to undertake the types of experimental

research which need investigation.

In the article, "Neglected Areas in Educational Research,"

Carroll (19) points out some additional factors which account

for the lack of research:

You will see that what I call "neglected areas"

in educational research cannot be described as

"off-beat" or highly original topics which nobody

appears to have thought of, but problems so persis-

tent and fundamental that everybody is at least

subconsciously aware of them.

Then why have they been neglected? They have

not been completely neglected, of course; there

have been numerous studies which could be called

relevant to these areas. I call them neglected

chiefly because educational research workers have

thus far not been able to mobilize the resources

and talent required to provide satisfactorily com-

plete answers. But they can also be called "neglec-

ted" because certain habits of thinking and research

procedure have deflected investigators from making

direct assults on them.

More relevant to the particular problem of experimental

evaluation of classroom observation, however, are the inherent
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difficulties in experimentally studying the effectiveness of any

type of training program. Some of the difficulties inherent in

the evaluation of the professional education of teachers are

presented in the form of questions by Lindsey, Mauth, and Grot-

berg (36) as follows:

1. What is the criterion against which to evaluate

(or judge) the effectiveness of the professional edu-

cation programs?

2. What kinds of evidence should be admissible to

support conclusions on the quality of teacher behavior?

3. How can a cause-effect relationship be estab-

lished between certain experiences in the preser-

vice professional education program and the student's

behavior in the classroom with children or youth, with

his peers in the school building and in the profes-

sion, and in his community living?

4. What kinds of provisions must be made in staff

time and preparation to permit the needed emphasis on

research and experimentation?

As a result of the many inherent difficulties involved in

doing research in the area of evaluation of teacher education

programs; of untrained individuals in the area of research

methodologY: and the lack of facilities, the experimental eval-

uation of such programs as classroom observation has practically

been non-existent. There are, however, a few recent studies

which indicate that the situation may be changing.

EXPERIMENTAL RESEARCH IN THE EVALUATION OF

OBSERVATION PROGRAMS

The contrast between the number of survey and experimental

studies in the evaluation of observation programs is striking.
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In fact, only two experimental studies were located which had

some bearing on classroom observation.

One of these was a study conducted by Cox (20) in which

he attempted to determine the attitudinal changes of teaching

candidates that resulted from laboratory experiences when these

experiences were a feature of a pre-student teaching course in

human growth and development. The specific problem of the study

was as follows: "to determine the direction and extent of changes

of attitude toward children during the period of experimenta-

tion as measured by the Minnesota Teacher Attitude Inventory;

and to ascertain the relationship between these objectively

measured attitudes and empirically measured appraisals as de-

termined by the prospective teachers."

One hundred twenty-two students enrolled in the course

were randomly placed in an experimental group, in which they

were assigned to children and youth organizations of the com-

munity, and to a control group in which they merely attended

class. The Minnesota Teacher Attitude Inventory was adminis-

tered to both groups before and after the experiences. In ad-

dition, a subjective measure of attitudes toward the community

activities was obtained for the experimental group.

Cox's findings included:

1. The gain from pre-test to post-test scores on

the MTAI was significant at the .01 level of confi-

dence for all groups.
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2. The experimental groups did not show a statisti-

cally significant gain over corresponding control groups.

3. The subjective measure (written account of how

they felt about experience) of the experimental groups

indicated that there was considerable personal value in

these experiences.

One of the interesting aspects of this study is the discre-

pancy between the lack of measured change in student's attitudes

and their favorable subjective impressions.

Similar findings were revealed in a recent doctoral disser-

tation (54) where an attempt was made to determine which of three

different pre-student teaching experiences best prepared the fe-

male elementary student teacher for her full term of student

teaching. During fall term, applicants for winter term student

teaching were randomly assigned to three groups. The first was

a reading group in which students did independent reading, and

the second an observation group in which they observed in an

elementary classroom for three hours a week for a term. Students

in the third group were enrolled in education courses in the Col-

lege of Education.

Thg Minnesota Teacher Attitude Inventory and The Purdue

Teachers Examination: figw;;.gg§gh, were administered to all

students at the beginning of the program; during the first

week of student teaching; and during the final week of stu-

dent teaching. In addition, each student in the three groups

was interviewed twice during the fall term of 1959 and was

asked to submit a written evaluation of her experiences.
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The results indicate no significant differences in mean

scores on the MTAI among any of the three groups on any one

of the three occasions when it was administered. No signifi-

cant differences were found between the three groups on mean

scores on the Purdue Teacher§.Examinatign_on the last two

administrations of the test.

The subjective written reports and interviews, however,

indicated that all members of the observation group felt that

they were better prepared for student teaching than were stu-

dents in the other two groups. In addition, 28 of the read-

ing group students expressed the opinion that they were not

as well prepared as the students in the classroom observation

group.

Thus, in relation to an observation experience, there

again appears to be a difference between the opinions of stu-

dents and their measured attitudes and analyses of teaching

practices.

One of the most significant and extensive beginnings

in the realm of stimulating experimental research in the eval-

uation of observation programs is reported in a recent book

by Lindsey, Mauth, and Grotberg (35). The report includes

the procedures of a group of professors in education and re-

search from three colleges and universities (Ball State Tea-

chers College; Northern Illinois University; and Teachers

College, Columbia University).
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The purpose of this study is stated by the authors as

follows (38):

It is proposed that a selected group of institu-

tions actively engaged in the preparation of teach—

ers combine their efforts in a cooperative action

research program to investigate the essential charac—

teristics of effective preservice undergraduate ed-

ucation of teachers.

The general method of the study followed the steps used in

action research: (a) defining problems faced in a specific

situation; (b) setting up testable hypotheses relating to the

solution of these problems; (c) determining procedures for

testing hypotheses; (d) gathering data as a result of testing

procedures; (e) analyzing data for testing hypotheses; (f)

drawing conclusions relating to improved ways of meeting the

defined problems; and (g) taking action on the basis of the

conclusions drawn.

While no specific experimental research findings are pre-

sented, a number of very significant contributions are made

which, in a sense, open the way for more experimental studies.

This has been accomplished by the study and identification of

some basic and central variables involved in the evaluation of

laboratory experiences. For example, as a result of the study

a number of instruments were developed which may measure some

of the objectives of laboratory experiences. These include an

information test on human growth and development; a situation

test for measuring attitudes; an instrument for measuring
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understanding and the use of principles; an instrument to des-

cribe student behavior in real situations; an instrument to

describe a laboratory experience; and a guide for interviewing

students.

The value of such a program in the area of stimulating re-

search activities is reported by all three of the institutions

concerned. In one case an actual research design was developed:

As a direct outgrowth of the project and in recog-

nition of continued need for working in the area of the

relationship of laboratory experiences to courses in

growth and development, two experiments are being

designed for next year. They will be conducted by

members of the research team and organized to get

at the variable of laboratory experiences. We want

to know what laboratory experiences contribute to

the specific goals of the course as agreed on by

the project members. An instructor in the elemen-

tary and one in the secondary sequence will each

have two sections of the respective course. In one

section, laboratory experiences will be part of the

course as before. In the other, laboratory experi-

ences will be eliminated until the last month of the

class. Instruments developed by the research team

will be used, with improvements that will be made

this semester, before and after laboratory experiences.

We hope to determine the value of laboratory experi-

ences as suggested by the project. (39)

COMMENTS ON SURVEY AND EXPERIMENTAL

TYPE RESEARCH

While surveys, questionnaires, and opinionnaires serve use-

ful functions in noting trends, determining present day prac-

tices, making administrative decisions, etc., they do have defi-

nite limitations. Travers (63) discusses some of these as follows:
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Surveys are conducted to establish the nature

of existing conditions . . . The survey method re-

presents research at a primitive level. It builds

a body of fact that is usually of only local sign-

ificance. The facts thus collected may contribute

to the solution of immediate problems, but rarely

do they develop a body of knowledge that can be

used in solving future problems. Thus the tech-

nique tends to be a one-shot method.

Another major disadvantage of the survey method is that

it does not allow one to determine any cause and effect rela-

tionships. In addition, there is no control of the extraneous

variables which may tend to influence results. For example,

in a number of the survey reports of observation, the students

who volunteered for the program were those who did the observa-

tions. The fact that they volunteered may have been related

to their favorable impressions.

Experimental research, on the other hand, has certain ad-

vantages over the survey method. Primarily it allows the ex-

perimenter to make observations from which attributions of

causality can with some degree be made. Woodworth and Schlos-

berg (73) point out some of the characteristics which make

experimental research so effective:

An experimenter tries to control the conditions

under which an event occurs. If he succeeds in doing

so, he has certain advantages over an observer who

simply watches the course of events without exercising

any control.

1. The experimenter can make the event occur when he

wishes. So he can be fully prepared for accurate

observation.
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2. He can repeat his observation under the same con-

ditions for verification; and he can describe his

conditions and enable other experimenters to du-

plicate them and make an independent check on his

results.

3. He can vary the conditions systematically and note

the (concomitant) variation in results.

Modern experimental methodology and statistical theory al—

low one to study and analyze a number of different types of

variables at one time. There are certain requirements, how-

ever, which must be met in order to take advantage of these

advances in methodology and theory. Some of these are:

(a) Randomization of subjects to the particular treatments

involved in the study.

(b) Control of conditions of the experiment and variables

(usually by randomization).

(c) Replication of the treatments, where possible, in order

to get a more accurate measure of the treatment effects.

As can be seen, none of the above conditions are found

in the survey type of research. Thus, the findings of this

type of research are limited, and they usually cannot take

advantage of the recently developed statistical methods which

can aid an experimenter in answering a number of relatively

complex questions.

The present study was designed to take advantage of the

power of experimental research through the use of the prin-

ciples of randomization, replication, and control.



10.

11.

12.

24

REFERENCES

American Association of Colleges for Teacher Education.

First Yearbook. Oneonta, New York: American Associa-

tion of Colleges for Teacher Education, 1948, p. 148.

. First Yearbook. p. 200.
 

Seventh Yearbook. Oneonta, New York: Amer-
 
 

ican Association of Colleges for Teacher Education,

1954, pp. 112-115.

Seventh Yearbook, pp. 45-49.
 

American Association of Teachers Colleges. School and

Communipy Laboratory Experiences ig_Teacher Education.

Oneonta, New York: American Association of Teachers

Colleges, 1948, p. 7.

. School and Communiteraboratory Experiences
 

ig_Teacher Education. pp. 7-10.

Association for Student Teaching. Improving Iggtruction

ig_Profe§sional Education. Thirtyegeventh Yearbook.

Cedar Falls, Iowa: Association for Student Teaching,

1958, pp. 55-59.

Association for Student Teaching. Functions 2; Laboratory

Schools ig Teacher Education. Thirty-fourth Yearbook.

Lock Haven, Pennsylvania: The Association for Student

Teaching, 1955, pp. 145-149.

Anderson, G. Lester. "Educational Psychology and Teacher

Education," The Journal 9: Educational Psychology, 40:

245-284, May, 1949.

 

Andrews, L. 0. "Experimental Programs of Laboratory Ex-

periences in Teacher Education," The Journal 9;

Teacher Education, 1:265-266, December, 1950.

. "School Exploratory Experiences for Prospective
 

Teachers," Educational Research Bulletin, 29:147-157,

September, 1950.

Ayer, Adelaide. "Learning Educational Principles Through

Experience," Educational Administration and Super-

vision, l7:357-362, May, 1931.





13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25

Ballentine, I. "Non-Credit Classroom Experiences for

College Freshman and Sophomores Pre-Teachers," Junior

College Journal, 29:215-217, December, 1958.

Bidna, David B. and Hahn, Robert O. "Participating and

Observing," The Journal g£_Teacher Education, 10:

319-322, September, 1959.

Blair, G. M. "The Content of Educational Psychology,"

The Journal g£_Educational Psychology, 40:30, May,

1949.

 

Bolton, Frederick E. "Relation of the Department of

Education to Other Departments in Colleges and

Universities," The Journal 2: Pedagggy, 19:137—

176, July, 1907.

 

Bruce, William F. "The Relations of Educational Psy-

chology with General Psychology," The Journal 2:

Educational Psychology, 40:261-266, May, 1949.

. "The Relations of Educational Psychology
 

with General Psychology," p. 262.

Carrol, John B. "Neglected Areas in Educational Re-

search," Phi Delta Kappan, 42:339, May, 1961.

Cox, Dan. ”An Objective and Empirical Study of the Ef-

fects of Laboratory Experiences in Education Courses

Prior to Student Teaching," The Journal 9§_Exper-

imental Education, 29:88-94, September 29, 1960.

Curtis, Dewight K. "Preservice and Inservice Education

of Elementary and Secondary School Teachers," The

Revue 9§_Educational Research, 28:212, June, 1958.

Dearbcrn, Ned. H. The Oswego Movement 513 American Educa—

tion, 1925, p. 15.

Dove, Pearlie Craft. "An Exploration of Planned Observa-

tion-Participation Experiences Prior to Student

Teaching in Conjunction with Children's Literature,"

Edggation§1_Admigistration and Supervision, 44:27-

36, January, 1958.

Edmonson, J. B. and webster, H. H. Policies and Curricula

9; Schools 9; Education ig_State Universities. U. 8.

Office of Education, Higher Education Circular No. 30,

Washington: Government Printing Office, August, 1925, p. 24.

 

 



25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

26

Flowers, John G. and others. School and Community Labora-

tory Experiences lg Teacher Education. Oneonta, New

YOrk: American Association of Teachers Colleges, 1948,

p. 65.

 

Freeman, Frank S. "The Need to Define and Re-Orient

Educational Psychology," The Journal 9; Educational

Psychology, 40:257-260, May, 1949.

Fristoe, Dewey. "Coordination of Laboratory School Prac-

tice and Educational Theory in Teacher's Colleges,"

Educational Administration and Supervision, 25:280,

April, 1939.

Gates, Arthur I. "The Place of Educational Psychology in

the Curriculum for the Education of Teachers,"

Twentieth Yeagbook. Oneonta, New YOrk: The National

Society of College Teachers of Education, 1932, p. 24.

. "The Place of Educational Psychology in the
 

Curriculum for the Education of Teachers," pp. 23-24.

Griffiths, Nellie L. "Some Pre-Student-Teaching Exper-

iences," Educational Administration and Supervision,

35:485-489, December, 1949.

Klausmeier, H. and Swanson, D. "The Development of a

Functional Course in Educational Psychology for

Teachers," The Journal 9§_Educatlonal Psychology,
  

41:449-472, December, 1950.

Krumboltz, John D. "Informal Report of a Research Study

in ED 200," Unpublished Mimeographed Paper, College

of Education, Michigan State University, 1961.

Kruse, Samuel A. ALCritigal Analysis 2£_Principle§_9£_

Teaching a Basic Course lg_Teacher Training Curricula.

Contributions to Education, No. 63, Nashville,

Tennessee: George Peabody College for Teachers, 1929,

p. 62.

Levine, Madeline S. "Extending Laboratory Experiences,"

The Journal 2; Teacher Education, 9:379-382, December,

1958.



27

35. Lindsey, Margaret; Mauth; Leslie; and Grotberg, Edith.

Improving Laboratory Experiences lg Teacher Educa-

tion: A Cooperative Action Research Study. New YOrk:

Bureau of Publications, Teachers College, Columbia

University, 1959.

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

36. . Improving Laboratory Experiences lg_Teacher

Education: A_Cooperative Action Research Study,

pp. 18.-190

37. . Improving Laboratory Experiences lg Teacher

Education: A Cooperative Action Research Study,

pp. 236—237.

38. . Improving Laboratory Experiences lg_Teacher

Education: .5 Cooperative Action Research Study,

p. 59.

39. . Improving Laboratory Experiences lg_Teacher

Education: A Cooperative Action Research Study,

pp. 25-260

40. Luckey, G. W. The Professional Training gf_Secondary

Teachers la the United States. 1903, p. 37.

41. Mac Donald, Manley E. "A Catalog Study of Courses in

Psychology in State Nbrmal Schools and Teachers Colleges,"

Educationgl Administration and Supervision, 13:272,

April, 1927.

42. Meyers, Alonzo F. "The Course in Observation and Partici-

pation and Its Relationship to Courses in Principles

of Teaching, Methods, School Management, etc.,"

Educational Adminlgtration and Supervision, 14:404-412,

1928.

43. Michaelis, John U. "An Overview of Teacher Education in

State Universities," Mimeographed report, Berkeley,

California: University of California, May, 1948, p. 49.

44. Monroe, W. S. (Editor). Encyclopedia 9; Educational

Research. New York: The Macmillan Company, 1950, p. 348.

45. . Encyclopedia 9: Educational Research, pp.

380-381.



46.

47.

48.

49.

50.

51.

52.

53.

54.

55.

56.

57.

28

. Encyclopedia 9; Educational Research, pp.
 

380-381.

National Society of College Teachers of Education.

Educational Psychology lg Teacher Education. Ann

Arbor, Michigan: Craft Press, 1953, pp. 1-7.

. Educational Psychology lp_Teacher Education,
 

. Educational Psychology lg Teacher Education,
 

pp. 51-53.

. Educational Psychology lg_Teacher Education,
 

pp. 57-75.

Newell, Clarance A. and Byrne, Richard H. "Field Ex-

periences in Education," The Journal 9: Teacher

Education, 10:435—438, December, 1959.

Norton, Arthur 0. "The First State Normal School in

America," The Journals 9§_Cyrus Pierce and Mary

Swift, 1926, p. 53.

Ogilvie, William Kay. "An Analysis of the Organizational

Patterns, Purposes, and Content of the Introductory

Course in the Pre-Service Professional Education of

Teachers," Studies lg_Educ§tion, Thesis Abstract

Series, Bloomington, Indiana: The University Press,

pp. 222-227, 1956.

Sinclair, William Ward. .Ag Analysis g£_Three Pre-Student

Teaching Experiences lg the Preparation pf Elementary

School Teachers. Unpublished Doctoral Dissertation,

East Lansing,Michigan, College of Education, Michigan

State University, 1961.

Smith, W. Virgil. "The Function and Value of a Demonstra-

tion School," Elementary School Journal, 29:267-272,

December, 1928.

Stiles, Lindley, J. "Attitudes Toward Education Courses,"

The Journal gf_Teacher Education, 10:182-188. June, 1959.

Stiles, Lindley; Barr, A. S.; Douglass, Carl R.; and

Mills, Hubert, H. Teacher Education l§_the U, s.

New YOrk: The Ronald Press, 1960, pp. 230-259.





58.

59.

60.

61.

62.

63.

64.

65.

66.

67.

68.

69.

29

. Teacher Education i the g, §,, pp. 239-240.
 

Stinnett, T. M. and Clarke, Charles M. "Teacher Educa-

tion Programs," Encyplopedia‘gf Educational Research.

New York: The Macmillan Company, 1960, p. 1461.

Toulouse, Robert B. "Providing Essential Experiences in

Teacher Training," Educational Administration and

Supervision, 37:436-440, November, 1951.
 

Trow, William Clark. "Educational Psychology Charts a

Course," The Journal 9£_Educational Psychology,

40:285-294, May, 1949.

. "Educational Psychology Charts a Course,"
 

pp. 369-370.

Travers, Robert M. W. .53 Introduction §g_Educationa1

Research. New York: The Macmillan Co. 1958, p. 231.

Ullrich, Felix H. "The Status of Professional Training

in Educational Psychology," The Journal 9: Educational

Research, 27:200-206, September, 1933.

Williams, E. I. F. The Actual and Potential Use 9:

Laboratory Schools lg State Normal Schools and

Teachers Colleges. Contributions to Education,

Number 846, New YOrk: Bureau of Publications,

Teachers College, Columbia University, 1942, p. 5.

. The Actual and Potential Use p£_Laboratopy
 

Schools lp_State Nbrmal Schools and Teachers Colleges,

p. 6.

. The Actual and Potential Use 9£_Laboratory
 

Schools lg State Nermal Schools and Teachers Colleges,

p. 7.

. The Actual and Potential Use 9£_Laboratory
 

Schools lp_State Normal Schools and Teachers Colleges,

p. 10.

. The Actual and Potential Use g£_Laboratory

Schools lp_State Normal Schools and Teachers Colleges,

p. 12.

 



70.

71.

72.

73.

30

. The Actual and Potential Use gf_Laboratory
 

Schools lp_State Normal Schools and Teachers Colleges,

p. 109.

. The Actual and Potential Use pf Laboratory
 

Schools lg_State NOrmal Schools and Teachers Colleges,

pp. 228-229.

welfle, Duel. "The Sensible Organization of Courses

Educational Psychology," American Psychologist,

11:437-445, October, 1947.

WOodworth, Robert S. and Schlosberg, Harold. Experi-

mental Psychology. New York: Henry Holt and Co.,

1956, p. 2.



CHAPTER II

PURPOSE OF THE STUDY

Partially as a result of the criticism that courses in

educational psychology fail to relate theory and practice, there

has been a trend toward attempting to develop such a relation-

ship through incorporating classroom observation in the work

of these courses. There is, however, relatively little exper-

imental evidence to indicate whether classroom observation

does, in fact, aid in relating educational psychological theory

to practice. From this context the need for the present study

became evident.

STATEMENT OF THE PROBLEM

It was the problem of this study, in relation to a six-

credit undergraduate educational psychology course, to deter—

mine the effects of a series of classroom observations as

compared to the effects of a simulated teaching experience on

students': (a) course grades, (b) final examination scores,

(c) attitudes about teacher-pupil relationships, (d) career

plans, (e) ability to apply psychological principles, and (f)

course satisfaction.

DEFINITION OF TERMS

The following terms are used sufficiently often through-

out the study to demand a brief explanation:

31
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(b)

(C)

(d)

(e)
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Clapsroom Observation Group. One-hundred forty-five

students who regularly observed in a public school class-

room as part of their required course work.

Observation Schools. The schools in which students in

the Classroom Observation Group observed.

Observation Teachers. Teachers who taught in the class-

rooms in which the students in the Classroom Observation

Group observed.

Simulaped Teaching Group. One—hundred.thirty-five

students who taught a short lesson to other members of

the class as part of their required course work.

Simulated Teaching Teacher. The student who was "teach-

ing" a lesson to a group of college classmates.

Simulated Teaching Pupil. College classmates who were

taking the part of "pupils" in the simulated teaching

situation.

RESEARCH HYPOTHESES

It is the purpose of this study to test the following seven

hypotheses through a research design which incorporates the prin-

ciples of randomization, control, and replication:

1. Students in the Classroom Observation Group will per—

form better in terms of course grades than students in

the Simulated Teaching Group.

2. Students in the Classroom Observation Group will per-

form higher in terms of the final examination scores

than students in the Simulated Teaching Group.

3. Students in the Classroom Observation Group will dem-

onstrate more favorable attitudes toward teacher-pupil
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relations in classroom than students in the Simulated

Teaching Group.

4. Students in the Classroom Observation Group will have

more positive teaching career-plans at the end of the

term than students in the Simulated Teaching Group.

5. Students in the Classroom Observation Group will change

their career plans more than those in the Simulated

Teaching Group.

6. Students in the Classroom Observation Group will be

better able to apply psychological principles than

students in the Simulated Teaching Group.

7. Students in the Classroom Observation Group will be

more satisfied with the different aspects of the course

than students in the Simulated Teaching Group.

DESCRIPTION OF INDEPENDENT

VARIABLES

In order to test the above hypotheses it is necessary to

use certain instruments as independent variables. These in-

clude the following: course grades, final examination, at-

titudes about teacher-pupil relations in the classroom,

career-plans, the ability to apply psychological principles,

and course satisfaction.
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Course Grades

Contributions to the final course grade come from two

sources: two-thirds of the grade is made up of grades on quiz-

zes, written assignments, and hour examinations given during

the term; one-third of the grade is made up of scores on the

final examination.

Final Examination

The final examination is given every term to all students

enrolled in the course, there being often as many as 600.

The test itself consists of 100 multiple choice questions

which are included on the basis of an elaborate categorization

of items in terms of various objectives and categories taken

from the Taxonomy gf_Educational Objectives (2). A large pool

of items are developed, tried out, analyzed, and either retained

or withdrawn. In every administration of the examination an

attempt is made to introduce new items and items that have not

been included the previous term.

Table 1 presents a summary of the total score statistics

for the final examination administered at the end of the winter

term of 1961.
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Table 1. Total Score Statistics

for Final Examination

 

 

Statistic Value

Number Taking 441

Number of items 100

Range of Scores 29-90

Median 66.20

Mean 65.36

Standard Deviation 10.46

Reliability (KR-20) . 82

Mean Difficulty Level .65

Mean Discrimination Index .35

  
Attitudes Regarding Teacher-Pupil Relationships

Attitudes regarding teacher-pupil relationship were

measured by the Minnesota Teacher Attitude Inventory (MTAI).

The MTAI was developed as an attitude scale which predicts

the type of teacher-pupil relations teachers will maintain in

the classroom. Indirectly it attempts to measure how well

satisfied a prospective teacher will be with teaching as a

vocation. The inventory consists of 150 specific attitude

statements which the student categorizes in terms of whether

he strongly agrees, is undecided or uncertain, disagrees, or

strongly disagrees. The possible range of scores on the MTAI

is from plus 150 to minus 150. Each response scored "right"



36

has a value of plus one, and each response scored "wrong“ has

a value of minus one. A more detailed discussion of the ra-

tionale, scoring, administration, etc. are to be found in the

manual (3).

In the development of the inventory, the authors devised

756 items from five areas of socio-educational literature about

children:

(1) Moral status of children in the opinion of adults;

(2) Discipline;

(3) Principles of child development and behavior re-

lated to ability, achievement, learning, motiva-

tion, and personality development;

(4) Principles of education related to philosophy,

curriculum, and administration;

(5) Personal reactions of the teacher, likes and dis-

likes, sources or irritation, etc. (3)

Validity is presented in terms of the relationship between

MTAI scores and principalsfl observers', and pupils' ratings

of teachers on the dimensions of the test, with the correlations

ranging from .45 to .49. When the three types of ratings are

combined, thus making a more reliable criterion, correlations

with test scores in three studies are raised to .60, .63 and .46.

Split half reliability is .93 and test-retest reliabil-

ities during the early professional courses, and during the

first months of teaching experience are .70.

Cronbach reviews the test and makes the following comments

(4):
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Test development of exceptional quality lies be-

hind this inventory. Publication was preceded by

patient and careful research which is well reported

in the manual. However, the research is not at

this point adequate to support wide practical use

of the test, but the research program is continuing.

Recent studies, however, have generally demonstrated some

significant relationships between the test scores and pupil at-

titudes toward their teacher (5), success in student teaching (7),

and leadership behavior of teaching candidates (8).

Career Plans

Career Plans were measured by the Career Plans Question—

naire (CPQ) (Appendix A) developed by Krumboltz (6). It is an
 

attempt to measure an individual's motivation to teach through

presenting him with a series of situations which ask him to

designate how he would react.

A number of different types of considerations in choosing

a career are included: personality considerations, ability

considerations, length of time for training, feeling toward

teaching, financial considerations, need for additional educa-

tion in order to keep the job, respect of the teaching pro-

fession by others, and marital considerations. Thus, the

test is designed to represent a rather thorough measure of an

individual's desire to want to teach and remain in teaching

under varying situations.
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The actual test consists of 10 multiple choice items which

are alternately keyed in order to reduce the probability of re-

sponse set. Each item is scored from 0 to 4 with a possible

range of scores from 0 to 40; a high score is indicative of

a high motivation to teach.

Validity of the instrument is primarily face validity at

present.

Measures of reliability include two test-retest correla-

tion coefficients (10 week intervals) of .70 (reported by the

author) and .60 in the present study. These two relatively

high correlations would tend to indicate the stability of

career plans over such a period of time.

The Ability to Apply Psychological

Principles

The Redwood SChOOl Test (RSTll was recently developed in

order to fill a needed gap in the evaluation of the ability

to apply psychological principles in beginning educational

psychology courses (1). The RST was designed to cover the

total area of educational psychology as defined by the text-

book, Psycholggy gag pp§_N§y Education, by S. L. Pressey.

The test includes information about an eight—grade, one-

room school and the surrounding community. A detailed

 

1The Redwood School Test has been deposited with the Ameri-

can Documentation Institute. Order Document No. 6251, remitting

$2.50 for microfilm or $2.50 for photocopies.
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description of five students in the class is presented including

information as to age, grade, sex, ability, and social-emotional

problems. A series of behavioral situations are included be-

tween the teacher and the pupils. Following each situation are

diagnostic and remedial questions which the respondent is to

answer. A total of 117 items are to be answered by either agree-

ing or disagreeing with the statement in terms of whether it

illustrates the proper diagnosis or remedial action.

Due to the recency of the instrument no direct validation—

al data is reported. However, the authors did include the

test in a factor analytic study of thirty evaluational tech-

niques used in educational psycholoqy courses. In this study a

factor which the authors labled "Applicational Ability" did emerge

which was dominated by the case study tests used.

A split-half reliability coefficient (corrected by the

Spearman-Brown Formula) of .76 was obtained from scores of the

280 students who took the test in the present study.

Course Satisfaction

Course satisfaction was measured by the Course Evalgation

Scale (CES) (Appendix B). The CBS is an attempt to measure

the relative degree of satisfaction or dissatisfaction with

various aspects of the course. It includes such areas as feel-

lings about class discussion, the textbook, the lectures, the

movies, and evaluation methods used.
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Responses to each item range from zero to four, with a

high score on the item indicating a higher degree of satis—

faction with that particular aspect of the course. The pos-

sible range of scores for the CES was from 2 to 54.

Validity on this scale is based on its logical content

in terms of including different aspects of the course. No

data on reliability is available.

One of the problems in administering such an instrumentis

the possibility of students faking responses because of

fear that their grade will be affected. This problem was

partially alleviated by the fact that the students were aware

that their instructor grades had already been assigned prior

to the day they filled out the CES. In addition, the state—

ment on the first page of the CES attemptsto clarify the

anonymity process used in summarizing the responses.
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CHAPTER III

SETTING OF THE STUDY

In order to more fully understand the study it is necessary

to consider its general setting. This chapter will include a

description of the course, the instructors, the physical setting,

and a description of the population and sample.

THE COURSE

At Michigan State University, "the Individual and the School"

(Education 200) is a six-credit introductory educational psy-

chology course which is required of all teaching candidates for

certification, and which is the first professional course taken

by these students. Four or more sections Of the course are of-

fered during the regular school year and summers. The only

prerequisite for the course is sophomore standing.'

The Michigan State University Catalog carries the following

description of the course:

Major psychological factors in the school learning-

teaching situation; concepts in human development re-

lated to problems in the school situation; teacher's

role in motivation, conceptual learning, problem Solv-

ing, and the development of emotional behavior, atti-

tudes and values; learning of skills; retention and

transfer; and measurement of student abilities and

achievement. (5)
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The major objectives of this course are presented in the

instructors' guide:

The central theme of ED 200 is the study of the

learning process in the school setting and the work

of the teacher in his major task of guiding learning

. . . . In the area of attitudes, it is hoped that

the course will help to develop sensitivity to the

needs and individual differences of learners in the

classroom situation, and that, in addition, students

of ED 200 will become more committed to teaching as

a profession. With regard to skills, it is hoped

that ED 200 will provide an introduction to some of

the "know-how" needed in guiding the learning of

others. (2)

THE TWO SECTIONS USED IN THE PRESENT STUDY

During the winter term of 1961 a total of five different

sections of Education 200 were offered. Sections Two (which

met from 10 to 12 a.m. on Monday, Wednesday, and Friday) and

Three (which met from 1 to 3 p.m. on Monday, wednesday, and

Friday) were used in conducting the present study.

In addition to the objectives for the course in general,

a series of specific objectives are formulated by each indi-

vidual section instructor. In Sections Two and Three, these

were included as part of the course outline presented to every

student enrolled in the two sections during the winter term of

1961:

The purpose of this course is to help you change your

behavior in ways which will make you a better teacher.

To accomplish that end you will have varied activities

to acquaint you with what is known about human growth
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and learning and how such knowledge affects your activ-

ities as a teacher. This course will be successful in

the eyes of your instructors if your future teaching

is characterized by such representative behaviors as

the following:

1. You can state a clear and consistent set of purposes

(ED 301 will help you to clarify these more later),

and you can specify which concrete and observable

pupil behaviors are indications of whether your pur—

poses are being achieved.

2. You are able to devise a series of learning exper-

iences which will enable each pupil to grow in the

direction specified by your objectives. These

learning experiences will be designed so that:

a. You are aware of the readiness of your pupils

and plan activities within the scope of their

present abilities building readiness for more

advanced activities.

b. YOu are aware of the wide range of individual

differences among pupils of the same age and

thus you plan activities so that each pupil

may advance at his own rate.

c. You know the dangers of continual failure so

you plan a variety of activities such that each

pupil has a number of successful experiences

as well as a chance to determine his own limits.

d. You know that each learning experience may con-

tribute to the achievement of a number of dif-

ferent objectives and thus you insure that

each activity does not defeat some purposes

while achieving others.

e. YOu are conscious of the impact of your own be-

havior on the learning of your pupils so you

are constantly and objectively searching for

new and better ways to achieve your purposes.

3. YOu can devise and evaluate procedures for determining

the extent to which each pupil has achieved each purpose. (3)
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The two sections used in this study were organized so that

the first hour was devoted to large group activities such as

panel discussions, "buzz sessions,’ demonstrations, and lectures.

These were held in the Kiva, a large circular shaped auditorium

with students seated at tables. The second hour was devoted

to small group discussions conducted by advanced graduate stu-

dents in small classrooms. Specifically, the two main purposes

of the second hour discussion sections were:

1. To give the student an opportunity to integrate

some of the ideas they have received from the read-

ings, lectures, observations, demonstrations, and

movies.

2. To give the student a chance to investigate some

activities and techniques in which teachers need

skill. (4)

During the winter term of 1961 there was one assigned text

for the course (1) and a series of recommended readings were

included in the course outline.

THE INSTRUCTORS

One associate and assistant professor in the Psychological

Foundations Group of the College of Education were responsible

for Sections Two and Three of Education 200 during the winter

term of 1961. The associate professor conducted the first hour

activities for the first half of the term (5 weeks) while the

assistant professor did so during the second half of the term.

Their responsibilities included planning the second hour
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activities with the graduate instructors, preparing the major

evaluation instruments, and visiting the second hour discussion

sections.

Each of five doctoral candidates were assigned one discus—

sion group in Section Two and another in Section Three. Three

of these instructors were working toward Ph. D. degrees in ed-

ucational psychology, while the remaining two were working on

Ph. D. degrees in counseling and guidance with minors in educa—

tional psychology. All of the instructors had both previous

college or public school teaching experience and at least one

term of previous teaching experience with this particular course.

Coordination Among Instructors

weekly planning meetings were held throughout the ten week

period in order to coordinate and standardize certain procedures

within each of the discussion sections. While there were indi-

vidual variations in the discussion sections in terms of method

of leading the discussions, techniques for illiciting discussion,

and emphasis on particular aspects of the topic under discussion,

the major variables involved in the study were controlled as

much as possible in each of the sections. For example, all writ-

ten assignments were assigned on the same day and were due on

the same dates; all hour examinations were given on the same
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date; the common final examination was administered on the same

date; all the major criterion instruments were given on the same

day for the morning and afternoon sections; and the topics for

daily discussion were focused on one general area.

THE STUDENTS

The Population

The population for this study consisted of all students who

might enroll in Education 200 at Michigan State University under

the general conditions which prevailed in the course during the

winter term of 1961°

The Sample

The sample used in the present study included all the stu-

dents who elected to take Education 200 during the winter term _

of 1961. This group of students was considered to be a random

sample from a hypothetical larger population of all students

who might take Education 200 at Michigan State University under

the general conditions which prevailed in the course during the

winter term of 1961.

Characteristics of the Sample

The sample consisted of 95 males and 185 females from eight

different colleges of the University. Most of the students were
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freshmen and sophomores, but a few were upperclassmen and grad-

uate students.

The distribution of male and female students can be seen in

 

 

 

 

 

 

Table 2.

Table 2. Number of Males and

Females by Section

sex 2 (lo-12 AmfeCtion 3 (1-3 pm) T°ta1

Males 59 36 95

Females 116 69 185

Total 175 105 280

    
A distribution of students by college and section is

presented in Table 3. Study of this table indicates that of

the total number of students enrolled in both sections, 36

per cent were enrolled in the College of Education, 37 per

cent were enrolled in the College of Science and Arts, and

27 per cent were from other colleges.
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Table 3. Number of Students

in Each College by Section

 

 

 

 

 

 

 

 

 

 

 

 

 

C°llege 2 (10-12 AmTeCtion3 (143 PMY‘ T°tal

Agriculture 5 4 9

Business and

Public Service 3 5 8

Home Economics 13 6 19

Science and Arts 62 42 104

Veterinary

Medicine 1 0 1

Education 69 32 101

Communication

Arts 9 2 11

Engineering 1 l 2

an-Preference 12 13 , 25

Total 175 105 280    
Table 4 shows the number of students in each section by

college class. As can be seen, one per cent were freshmen,

sixty per cent were sophomores, thirty per cent were juniors,

and nine per cent were seniors or graduate students.
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Table 4. Number of Students

in Each Class by Section

 

 

 

 

 

 

 

 

 

Class 2 (lo-12 Am)seCtion 3 (1-3 pm) T°tal

Freshman l 3 4

Sophomores 105 64 169

Juniors 54 30 84

Seniors 10 7 17

Graduates 5 l 6

Total 175 105 '280    
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CHAPTER IV

METHOD AND PROCEDURE

This chapter will include a discussion of the methods and

procedures used in the present study. Specifically, it will

present the methods and procedures utilized with the Classroom

Observation and Simulated Teaching Groups as independent groups.

It will also include a discussion of methods and procedures

followed by both groups as a function of their being in the

same course.

METHOD AND PROCEDURES USED WITH THE

CLASSROOM OBSERVATION GROUP

Selection of Observation

Schools

During December of 1960 observation arrangements were

made with the superintendents of the eight Central Michigan

chool istricts which took part in the observational pro-

gram. The schools were selected on the basis of the following

criteria: (a) no established student teaching program with Michigan

State University currently in effect, (b) accessibility to

Michigan State University, (c) willingness of the superin-

tendents, principals, and teachers to cooperate in such a pro-

gram.

52
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Table 7 presents a list of the school districts in which

students observed, together with the enrollment figures for the

elementary and secondary schools in these districts.

Table 7. School Populations of Districts

Within Which Students' Observed

 

 

 

 

 

 

 

 

 

 

 

Name of School 1 Enrollment

District Elementary Secondary

Diamondale 339 184

East Lansing 2,435 1,660

Hclt 1,407 734

Laingsburg' 377 309

Potterville 394 240

r

Sunfield 203 255

Williamston 673 486

Waverly 2,206   
*figures based on 1960~61 Enrollments

In all cases it was recommended to the superintendents

that participation in the program should be voluntary on the

part of the teachers and that, if possible, only one student
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should observe in a particular classroom at one time. In addi-

tion, letters explaining the nature of the classroom observa-

tions were given to each of the Observation Teachers (Appendix C).

Assignment of Students to Observation

Schools and Classrooms

On the first day of class, students in the Classroom Obser-

vation Group were asked to complete an gbgervation Schedule

Qggg (Appendix D) on which they designated by grade and, if

applicable, by subject area their first, second, and third

preference for observation assignment. In addition, they also

listed their first, second, and third choices for blocks of

time (two to four hours) during which they would be available

for observation.

0n the basis of each student's choice, an observation

assignment was made to one of the eight Observation Schools

in accordance with: (a) availability of transportation, (b)

availability of a class in the level or subject area designated,

(c) the amount of time each student had available. At the

secondary level, the students generally were assigned directly

to a particular classroom and Observation Teacher. At the

elementary level, assignments were made by the principal during

the first visit to the school.

Table 8 summarizes the assignment of students in terms of

numbers observing in each of the eight school districts.
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Table 8. Number of Students Observing

in Each School District

 

 

 

 

 

 

 

 

 

 

  

 

 

  

Number of Students Observing

SCh°°1 Elem. J. HighLLeverliigh Total

Dlamondale 7 2 4 l3

Eapt Lansing __ly l 3 5

Helt ll 15 16 42

Laingsburg 6 27 #2 l9_

Potterville gyv I2, 9 _l3

Sunfield 4 O 6 _l9_7

Williamston l4, 9 ll 34

waverly ptl8 0 0 18

Total 63 31:7. 51 145   
Transportation, Attendance, and Procedure

at Observation Schools

The College of Education at Michigan State University pro-

vided free limousine and bus transportation to the Observation

Schools for the eight-week period. On each of the bus trips

a student was appointed to take attendance. A written record

of attendance was obtained for each observation trip and turned

into the experimenter. The mean number of observations for the

entire group was 6.5.

Prior to the first visit all students in the Observation

Group were given a sheet with suggestions for observing in

schools (Appendix E). At the first visit to the school the

superintendent or principal met the students and presented a
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brief orientation to the school and community. They were then

introduced to their respective Observation Teachers to whom

they reported directly on future observations.

METHOD AND PROCEDURES USED WITH THE

SIMULATED TEACHING GROUP

Since this study was primarily concerned with classroom

observation as a technique used in educational psychology courses,

it might have been desirable to have a control group in which

students had no additional learning experiences besides the

large and small group activities and assignments. There were,

however, a number of ethical and practical considerations which

led to the decision to use simulated teaching as an additional

experience for the students not involved in the classroom ob-

servation program.

Considerations Leading to the Use

of Simulated Teaching

The decision to provide those students not in the observa-

tion program with a simulated teaching experience was based

on the following considerations:

(a) It was not ethically justifiable to allow 135 students

to be deprived of some extra-class experiences merely for the

sake of research manipulations. Since these students were

future teachers, the present investigator and the professors
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in charge of the course felt a responsibility to see to it that

all students enrolled in the course would have some opportunity

to participate in learning activities which might aid in their

understanding of psychological principles and growth as future

teachers.

(b) Since students were generally aware that not all the

sections of Education 200 were involved in weekly classroom

observation (which required from two to four hours every week

in addition to the regular six hours of lecture and discussion),

it seemed obligatory to see to it that both groups be involved

in activities outside of class to control the amount of time

devoted to the class under both treatments.

(c) A method was sought which was as different from the

classroom observation situation as possible and yet which would

allow some coordination and control in terms of written assign-

ments. In addition, a plan was needed which allowed for the

inclusion of the major areas of educational psychology that were

to be studied in the course.

(d) Consideration was also given to a combination of methods

previously used so there could be some degree of assurance that

the students not observing would have, in fact, a worthwhile

learning experience. The evolvement of the simulated teaching

situation actually grew out of two methods which previously had

been used in this course. The first was "The Term Project" in
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which students presented a series of papers on a particular sub-

ject area as if they were preparing to teach this to a class-

room. That is, they would consider what their objectives were

in behavioral terms, how they would take account of individual

differences, how they would utilize psychological principles of

skill and concept learning, how they would insure adequate

transfer, and how they would evaluate whether they had achieved

their original objectives.

The second method from which the simulated teaching envolved

was a technique utilized by two of the instructors during pre-

vious terms. Basically, it involved having a student teach a

concept or skill to the remainder of the discussion section,

after which the class discussed what psychological principles

had or had not been employed effectively. Student reactions

to this experience were rated high on course evaluation forms

in terms of the experience "bringing to life" psychological

principles.

(3) A method was sought which also would be relatively easy

for instructors in educational psychology courses to organize

and finance. That is, an experience was needed which would

not entail all the coordination of arranging for schools and

scheduling student observation periods and which would not

entail the relatively high cost of bus and limousine service.
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Simulated Teaching Procedure

Students in the Simulated Teaching Group were organized

by section instructors into groups of from four to six members

each. An attempt was made to make these groups homogeneous

with respect to subject area or grade level of the lessons to

be presented. That is, students in the early and late elemen-

tary areas were in separate groups; while students in the

social sciences and physical sciences were in separate groups.

This arrangement was not completely possible within all the

groups due to the scarcity of students in certain areas such

as special education. The number of students in each section

was not exactly the same.

Each group was assigned a particular room in the College

of Education Building in which they were to meet for their

presentations. In addition, certain dates and hours outside

of the regular class hours were assigned for each group meeting.

Each instructor kept a record of these assigned dates and times

and made it clear that he would visit some of these sections

personally. All the instructors visited at least one of these

group simulated teaching sessions while some visited as many as

three and four.

The procedure at one of these simulated teaching sessions

was as follows:
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(a) A brief introduction by the Simulated Teaching Teacher

as to the level and subject area which he was pretending to

teach.

(b) Presentation of the lesson by the Teacher during which

the students portrayed the role of "pupils" of the particular

age for which the lesson was being taught. During these ses-

sions students freely raised their hands for questions as

they occured, and generally played the role of pupils (even

to the point of presenting discipline problems for the teacher

to handle).

(c) At the conclusion of the lesson, the "pupils" filled

out the Evalgation Check ll§3_§g£_8imulated Teachipg (Appendix

F). The purpose of this check list was to allow "pupils" to

evaluate the different aspects of the presentation in terms

of some basic psychological principles. These were given to

the Simulated Teaching Teacher by the Simulated Teaching Pu-

pils for him or her to study and hand in with the last written

assignment. An attempt was made to emphasize the fact that

these would not be used for grading purposes by the discussion

leaders, but were merely a "feedback" device for the Simulated

Teaching Teacher to use.

(d) At many of the simulated teaching sessions, verbal

suggestions and comments were also exchanged by the "pupils"

and the Simulated Teaching Teacher in terms of asking why a



61

certain method was utilized or in some cases, how the "pupils"

felt while the Teacher was presenting the lesson.

METHODS AND PROCEDURES FOLLOWED BY THE

OBSERVATION AND SIMULATED

TEACHING GROUPS

With the exception of the classroom observation and simu-

lated teaching experiences the remainder of the course proce-

dures and methods were practically identical for both groups.

Lectures

Students in both groups attended the same large group

activities during the first hour of the course. The same

activity took place in both the morning and afternoon sections.

Discussion Group Sessions

While there were differences in emphasis among the five

instructors, the general plan for the second hour activities

was agreed upon by the instructors in the weekly coordination

meetings. In general, discussions were developed on the basis

of the activity that took place during the first hour.

Assignments

A series of written assignments were developed for both

groups (Appendices G and H). These were identical except that
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the emphasis in one group was on observational data while in

the other the emphasis was on planning and teaching a lesson.

These assignments were given on the same day and the due dates

were the same for both groups.

Evaluation Instruments

The three one-hour examinations held during the term were

given on the same day for all students and were identical for

both groups.

Quizzes were not standardized within all sections. How-

ever, they were generally administered within the same week

to all students and they covered similar text and lecture

materials.

The final examination was administered at the same time

and was identical for all students.

Grading Procedure

Grading procedures were standardized for all sections. Two-

thirds of the grade was contributed by instructors on the basis

of quizzes, written assignments, and hour examinations. One-

third was contributed by scores on the final examination.
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Administration of the Criterion

Instruments

All the criterion instruments used in this study were

administered within a two day period to all students enrolled

in the two sections.



CHAPTER V

EXPERIMENTAL DESIGN

This study was designed to experimentally investigate

the effects on students of two different experiences used as

part of a six-credit introductory educational psychology

course. The two different experiences were classroom obser-

vation and simulated teaching. Five instructors took part in

the present study, each being randomly assigned to both an

observation and a simulated Teaching group.

DESIGN OF THE STUDY

The basic design of the study is a two by five analysis

of variance with two methods and five replications. The de-

sign of the experiment is presented in Table 5.

Table 5. Summary of the Basic

Experimental Design

 

 

 

 

Method Instructor

Classroom

Observation A B C D E

Simulated A. B C D E

Teaching       
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Statistical Hypotheses

Six criterion measures are used in the major analysis.

Using these measures, the following statistical null hypotheses

are to be tested:

1. No differences exist among the mean scores of the cri-

terion instruments attributable to the two different treatments.

2. No differences exist among the mean scores of the

criterion instruments attributable to the different instructors.

3. No interaction effect exists between treatments and

instructors.

The level of significance for rejecting the statistical

null hypotheses is arbitrarily set at the five per cent level.

Statistical Analysis

Analysis of 'ariance is the basic statistical tool used

in this study. Since the individual cells were unequal in

size (due to unavoidable late entries and dropouts) and since

if subjects had been randomly dropped from each cell (in order

to make the cells equal in size) a large number of subjects

would have been lost, it was decided to use a method of analysis

which involved solving the normal equations to find the least

squares estimate of the treatment difference. The formulas



66

and procedures used are reported in a statistical textbook by

Kempthorne (3).

Assumptlons Invglved. The following assumptions are invol-
 

ved in the use of this method:

(a) The observations should be normally distributed within

each cell. This assumption is rarely tested. On the

basis of the Norton Study, Linguist says (4):

In general, the F-distribution seems so insen-

sitive to the form of the distribution of

criterion measures that it hardly seems worth-

while to apply any statistical test to the

data to detect non-normality, even though

such tests are available.

This assumption is not tested in the present study.

(b) Homogeneity of variance between cells. Again, on the

basis of the findings of the Norton Study, Linguist

says that (5):

While statistical tests of heterogeneity of

variance are available, there will be rela-

tively few situations in which any such test

is required.

This assumption is not tested in the present study.

(c) Observations should be randomly selected. Students

and instructors were randomly assigned to one of the

two treatment groups. For a discussion of the random-

ization procedure see the section that follows.

RANDOMIZATION PROCEDURE

Random Assignment ovanstructors to the Treatments

The five morning and five afternoon sections were randomly

assigned to one of the two situations (Classroom Observation
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or Simulated Teaching) in the following manner:

(a) Numbers from one to five were randomly assigned to

each of the five instructors.

(b) A Table pf Random Numbers (1) was entered at random.
 

(c) One column of numbers was used for the assignment

process.

(d) The first three numbers between one and five to appear

while reading down the column were assigned a morning

Classroom Observation section (thus, an afternoon

Simulated Teaching Section) and the remaining two

instructors were assigned a morning Simulated Teaching

section (thus, an afternoon Classroom Section).

A similar random assignment procedure was used to assign

rooms to each of the five instructors.

Random Assignment of Students

to Instructors

Students registered for either one of the two sections

(10-12 a.m. or 1-3 p.m.) of Education 200 during the regular

registration period in the winter term of 1961 (January 3-5).

Prior to the first meeting of the class,students in each of

the sections were randomly assigned to one of the five instruc-

tors in the following manner:

(a) Since the last digits of each instructors' classrooms

were all different (rooms 113, 132, 224, 226, and 228)

it was decided to use these numbers.

(b) Edwards' Table g£_Random Numbers (2) was entered at

random.

(c) One column of numbers was used for the assignment pro-

cess.
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(d) In reading down the column if a four appeared first,

the first student on the class list was assigned to

room 224 (which in this case happened to be instructor

C who had been randomly assigned a morning classroom

observation section); if a three appeared next, the

next student on the class list was assigned to room

113 (which in this case happened to be instructor A

who had been randomly assigned a morning simulated

teaching section), and so on.

(e) An attempt was made to keep each discussion section

equal in number, thus when one of the sections was

filled with one-fifth of the registered students,

it was dropped from the list and the remaining students

were assigned to one of the four other discussion sec-

tions.

Dropouts and Late Entries

Once a student had been assigned to one of the instructors

he could not change to another (with two exceptions, both of

whom were students Who were repeating the course and desired to

be assigned to a new instructor). There are usually a certain

number of students who drop the course within a week after the

term begins for a variety of reasons such as course or working

schedule conflicts. Twenty students dropped the course during

the winter term of 1961, a number not considered above average.

An analysis of the dropouts was made in terms of discussion

section and instructor. Since the dropouts were equally dis-

tributed among instructors and among treatment groups, there

is no reason to believe that there is any relationship between

treatment effects and the rate of dropouts.
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Students who registered late for the course were randomly

assigned to one of the five instructors in the same manner as

the originally enrolled students.

An attempt was made to assign an equal number of students

to each discussion section. Due to the fact that notification

slips regarding dropouts are not reported to instructors from

the registrars office for two to three weeks after the term

begins.it was impossible to keep the discussion sections per-

fectly equal in size.

dents in each discussion section.

Table 6. Number of Students

in Each Discussion Section.

Table 6 indicated the number of stu—

 

 

 

 

 

 

Time A B Instrgctor D‘ E Total

AM 33 36 35 36 35 175

PM 21 20 21 22 21 105

Total 54 56 56 58 56 280       
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CHAPTER VI

ANALYSES OF DATA1

This chapter includes an analyses of the data used in test-

ing the seven research hypotheses. In addition, some subsid-

iary analyses are included relating to some specific reactions

of students in the two groups, differences between sexes on the

major criterion variables, and the intercorrelations among the

major criterion variables.

RESULTS OF MAJOR ANALYSES

On the basis of the major analyses all seven of the follow-

ing research hypotheses were rejected:

1. Students in the Classroom Observation Group will per-

form better in terms of course grades than students

in the Simulated Teaching Group.

2. Students in the Classroom Observation Group will per-

form higher in terms of the final examination scores

than students in the Simulated Teaching Group.

 

1Prior to selecting the method for analyzing the results,

an analysis was made to determine whether there were any sig-

nificant differences between students who enrolled for the

morning and afternoon sections with respect to their mean scores

on the criterion variables. The results of the t Test analyses

indicated that there were no significant differences (in all

tests the P) .30) between morning and afternoon students on the

criterion variables. Therefore, the investigator will assume no

differences between the two groups, and provision for this analy-

sis will not be incorporated in the analysis of variance method

utilized.

71
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3. Students in the Classroom Observation Group will demon-

strate more favorable attitudes toward teacher-pupil re-

lationships in the classroom than students in the Simur

lated Teaching Group.

4. Students in the Classroom Observation Group will have

more positive teaching career-plans at the end of the

term than students in the Simulated Teaching Group.

5. Students in the Classroom Observation Group will change

their career plans more than those in the Simulated

Teaching Group.

6. Students in the Classroom Observation Group will be

better able to apply psychological principles in a

one-room school case study test than students in the

Simulated Teaching Group.

7. Students in the Classroom Observation Group will be

more satisfied with the different aspects of the

course than students in the Simulated Teaching Group.

Rejection of these research hypotheses was based upon

tests of the statistical hypotheses.

Testing the Statistical Hypotheses

In order to test six of the seven research hypotheses

it is first necessary to test the statistical null hypotheses

associated with the method of analysis utilized. The three



73

statistical null hypotheses to be tested by the method of

analysis of variance used are as follows:

1. No differences exist among the mean scores of the

criterion instruments attributable to the two dif—

ferent treatments.

2. No differences exist among the mean scores of the

criterion instruments attributable to the differ-

ent instructors.

3. No interaction effect exists between treatments

and instructors.

These three statistical null hypotheses are tested sep-

arately for each of the six criterion measures. For a com-

plete presentation of the cell means and standard deviations

used in the following analyses see Appendix K.

Course Grades. Table 9 indicates the analysis of vari—

ance completed for course grades. This analysis shows that

there is no significant difference in mean scores on the

criterion of course grades attributable to the two different

treatments. In addition, there is no difference among the

mean scores of this criterion attributable to the different

instructors and no interaction between the treatments and

instructors.

Thus, on the basis of this analysis we would accept the

three Statistical Null Hypotheses. we would, therefore,

reject Research Hypothesis One and conclude that there is no

significant differences in course grades between the Class-

room Observation Group and the Simulated Teaching Group.
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Table 9. Analysis of Variance of Observation

and Simulated Teaching Groups

on Course Grades

 

 

Source of Variation df Sum Of Mean H F P

Squares Square

 

Among Treatments 1 29.37 29.37 .60 NS

Between Instructors 4 165.31 41.33 1.06 NS

Interaction 4 197.13 49.28 1.02 NS

Error 270 13,098.99 48.51

TOTAL 279

 

Final Examination. Table 10 presents the analysis for

scores on the final examination. On the basis of this analysis

we would accept all three Statistical Null Hypotheses and

reject the Second Research Hypothesis concluding that there

is no significant difference in performance on the Final Exami—

nation between the Classroom Observation and the Simulated

Teaching Groups.

Table 10. Analysis of Variance of Observation

and Simulated Teaching Groups

on the Final Examination

 

 

 

Source of Variation df Sum 0f Mean F P

Squares Square

Among Treatments 1 79.62 79.62 .88 NS

Between Instructors 4 472.49 118.12 1.14 NS

Interaction 4 362.57 90.64 .88 NS

Error 270 27,877.75 103.25

TOTAL 279
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Minnegota Teacher Attitude Inventory. The analysis of

variance for the MTAI scores appears in Table 11. On the

basis of this analysis all three Statistical Null Hypotheses

are accepted; therefore, we reject the third Research Hypothe—

sis and conclude that there are no significant differences

between the Classroom Observation and Simulated Teaching

Groups with respect to MTAI scores.

Table 11. Analysis of variance of Observation

and Simulated Teaching Group on Minnesota

Teacher Attitude Inventory

 

 

 

Source of Variation df Sum Of Mean F P

Squares Square

Among Treatments 1 2355.30 2355.30 2.82 (.20

Between Instructors 4 3339.30 834.82 .85 NS

Interaction 4 3335.50 833.88 .85 NS

Error 270 265725.10 w984.17

TOTAL I 279

 

Career Plans Qpesplpnnaire (Pogpl, Table 12 summarizes

the analysis with respect to scores on the CPQ (Post). The

first and third Statistical Null Hypotheses are accepted.

Hewever, the second would be rejected since a significant

F ratio was obtained. This would indicate that there is a

relationship between which instructor an individual had and

his career plans regarding teaching.

With respect to the Fourth Research Hypothesis, then, we

would reject it and conclude that there are no significant
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differences between students in the Classroom Observation and

Simulated Teaching Groups with respect to career plans at the

end of the term.

Table 12. Analysis of Variance of Observation and

Simulated Teaching Groups on Career Plans

Questionnaire (Post)

 

 

Sum of Mean

 

Source of Variation df P

Square Square

Among Treatments 1 51.64 51.64 1.34) NS

Between Instructors 4 340.91 85.23 2.93 P<.05

Interaction 4 154.21 38.55 1.32 NS

Error 270 7859.08 29.11

TOTAL 279

Redwood School lgsp. Table 13 indicates the analysis

of variance for scores on the RST. These results would permit

us to again accept the three Statistical Null Hypotheses and

conclude, with respect to the Sixth Research Hypothesis that

there is no significant difference in the ability to apply

psychological principles (as measured by the RST) between the

Classroom Observation and the Simulated Teaching Groups.

Table 13. Analysis of Variance of Observation and Simulated

Teaching Groups on Redwood School Test

 

 

Source of Variation df Sum Of Mean

Squares Square F P

Among Treatments 1 149.20 149.20 1.22 NS

Between Instructors 4 446.69 111.67 1.10 NS

Interaction 4 471.81 122.30 1.21 NS

Error 270 27,310.08 101.15

TOTAL 279
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Course Evaluation Scale. The analysis for scores on the

CES are given in Table 14. On the basis of the results we

would accept the first and third Statistical Null Hypotheses

and thus conclude, in relation to the Seventh Research Hypothe-

sis, that the Classroom Observation or Simulated Teaching sit—

uations have no differential effect with respect to satisfaction

with the course.

Statistical Null Hypothesis number two will be rejected

on the basis of the analysis; our conclusion is that differences

do exist among mean scores on the CES which are attributable

to the different instructors. That is, course satisfaction

is related to which instructor one has.

Table 14. Analysis of Variance of Observation

and Simulated Teaching on Course Evaluation

 

 

 

Source of Variation df Sum Of Mean F P

Squares Square

Among Treatments 1 22.56 22.56 .64 NS

Between Instructors 4 2,239.75 559.94 12.41 P<.01

Interaction 4 140.27 35.07 .78 NS

Error 270 12,180.11 45.11

TOTAL 279

 

Changes lg Career Plans. In order to test Research

Hypothesis Number Five a different statistical procedure was

employed. The problem in testing this hypothesis was to

determine whether there are any significant differences in
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responses of students in the Classroom Observation Group and

the Simulated Teaching Group to individual items on the CPQ

(Pre) and CPQ (Post).

All students who took both the CPQ (Pre ) and CPQ (Post)

tests and who answered every item on both tests were included

in the analysis. The student's individual pre and post test

item responses were compared (separately for the Classroom

Observation Group and the Simulated Teaching Group) in terms

of three categories: (a) positive change in response (in

terms of being more sure of wanting to teach); (b) no change

(the individual giving exactly the same item response on the

pre-test as on the post-test); (c) negative change (in terms

of being less sure of wanting to teach). Table 15 presents

a diagram of the two by three Chi Square analysis that was

performed for each of the 10 items on the CPQ (Pre) and CPQ

(Post). For a complete set of the Chi Square analyses tables

see Appendix L.

Table 15. Chi Square Analysis Diagram to Test Changes

in Item Responses from the CPQ (Pre) to the CPQ (Post)

for Students in the Classroom Observation Group

and the Simulated Teaching Group

 

 

 

 

Classroom Simulated
Cate or of Cha . ,

g y nge Observation Teaching

Group Group

Positive

No Change
 

 Negative
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The results of the Chi Square Analyses are presented in

Table 16. The table indicates that there were no significant

item changes between the two groups on the Pre and Post test

administrations. Thus, Research Hypothesis number five is

rejected.

Table 16. Results of Chi Square Analysis to Test

Significance of Changes in Individual

Responses to CPQ Pre and Post Tests

 

 

 

Item Number df x2 P

l 2 1.72 NS

2 2 . 04 NS

3 2 .24 NS

4 2 1.76 NS

5 2 .68 NS

6 2 .76 NS

7 2 2.32 NS

8 2 .92 NS

9 2 .36 NS

10 2 . 88 NS

 

Summary of Major Analyses

On the basis of the foregoing analysis the seven re-

search hypotheses are rejected. The results did, however,

indicate that there was a significant relationship between

scores on the Course Evaluation Scale and which instructor

a student had for the discussion section. In addition, a

significant relationship was found between students' scores

on the Career Plans Qppstionnaire (Post) and the particular

instructor to which they were assigned.



80

SUBSIDIARY ANALYSES

This section includes: (a) an analysis of some additional

data which provides some information about specific areas to

which the two experiences contributed, (b) an analysis of dif-

ferences between males and females on the major criterion in-

struments, (c) intercorrelations of the evaluation instruments.

While no specific hypotheses were formulated with respect to

these data, it was felt that they may offer further insight

into the results.

Student Reports of Specific Contributions Made

by the Classroom Observations and the

Simulated Teaching

In order more specifically to assess contributions of the

classroom observation and simulated teaching experiences to

such areas as the student's growth as a future teacher, his

feelings about teaching as a future career, his understanding

of certain concepts and principles, etc., both groups were asked,

at the end of the term, to fill out a questionnaire (Appendices

I and J). Responses to this questionnaire were analyzed with

the purpose of determining if there were significant relation-

ships between the Classroom Observation and Simulated Teaching

Groups with respect to responses to the first 15 items. The

last part of the questionnaire was not used in the present study

since it was included for other purposes.
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In order to test whether there was any significant re-

lationship between those students in the two groups in terms

of responses to each item, a 2 by 2 chi square analysis was

performed in which frequency of responses in categories one

through five were combined forming a dichotomy (responses 1

and 2 versus responses 3, 4, 5) with as equal a number of

responses in each category as possible (see Appendix M).

Table 17 presents the results of the analysis.

Table 17. Chi Square Analysis of Individual Item

Responses on the Observation and Simulated

Teaching Questionnaire*

—‘ 1

2

 

‘—

——___

 

 

 

Item Number df x P

1. 1 17.27 .001

2. l 24.48 .001

3. 1 7.65 .01

4. l 6.50 .05

5. 1 10.00 .01

6. 1 20.22 .001

7. 1 1.81 NS

8. 1 31.02 .001

9. 1 9.39 .01

10. 1 20.26 .001

11. l .46 NS

12. l 2.71 NS

13. 1 4.58 .05

14. l .04 NS

l5, 1 17.72 .001

*Appendices J and K

Responses 9; the Classroom Observation Group.

More favorable responses were associated with the Class-

room Observation Group on items 1,

indicating that the members tended to feel that:

5, 6,

(a) in
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relation to all other experiences in the course, the observa—

tion experience was one of the most beneficial; (b) in terms

of their growth as a future teacher, the observation experience

contributed greatly or very greatly; (c) in terms of their“

feelings about teaching as a future career, the observation

had affected them quite a lot or very much; (d) classroom

observation was helpful or very helpful in terms of under-

standing the concept of individual differences and the prin-

ciples involved in classroom discipline.

Responses p§_the Simulated Teaching Grogp. In contrast

to the responses of the Observation Group, students in the

Simulated Teaching Group tended to respond most favorably to

items: 4, 9, 10, and 15. Responses to these items seemed to

indicate the Simulated Teaching Group felt that: (a) the

series of papers were helpful in terms of learning psycho-

logical principles; (b) the simulated teaching experience

was helpful in their understanding of how to state objectives

in behavioral terms.

Summa y. The analysis shows that there seems to be

generally different impressions of the value of these two

experiences. The Classroom Observation Group seemed to be

more satisfied with the experience in terms of its contri-

butions to their growth and career plans about teaching,



83

while those in the Simulated Teaching Group felt that the

experience helped them understand specific types of concepts

and principles in educational psychology. It is interesting

that neither of these reactions was substantiated in the

analysis of the criterion instruments.

No specific association could be determined between the

two groups with respect to items three and thirteen.

Sex Differences

No specific research hypotheses regarding sex differ-

ences were presented as a part of this study since there was

no reason to believe that there would be any differences,

and since the population of Education 200 students consisted

of both males and females. However, since both data and

a high speed computer were available to investigate these

differences, it was felt that such an investigation might

provide useful insights for those who will continue to do

studies in this area.

Genegal Sex Differences. Table 18 presents the t Test

analysis on the six criterion instruments for all females

and males in the study. Analysis of the table shows that

there are significant differences between the means achieved

by males and females (favoring the females) with respect to

course grades.
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Table 18. tTest of Significance of Difference of

Criterion Instrument Means Between All Females

and All Males

 

 

 

 

 

 

 
 

 

        
 

Criterion Females Males f

Instruments N Mean SDF' N Mean SD t

c. Grades 185 29.83 6.97 95 26.63 6.37 3.33**

F. Exam 185 68.17 10.36 95 64.52 9.25 2.56*

MTAI 185 148.67 L30.39 95 138.54 32.03 2.24*
7

CPQ (Post) 185' 30.49 1 5.30 95 30.76 5.81 -.34

RST 185’ 80.95 7.64 95 76.68 13.15 2.74**

CBS 185 35.03 7.07 95 34.60 7.48 .41

* p .05

**p .01

Sex Differences Between the Classroom Observation and

Simulated Teaching Groups. Table 19 presents the results of

the t Test analysis for males in the Classroom Observation

and Simulated Teaching Groups. The results indicate that no

significate differences exist in mean scores for these two

groups on the six variables.

Table 19. t Test of Significance of Difference

of Criterion Instrument Means Between

Classroom Observation Males and

Simulated Teaching Males

 

 

 

 

 

 

 

 

         

Criterion C. O. Males S. T. Males

Instruments N Mean SD N Mean SD t

C. Grades 50 26.94 5.79 45 26.43 6.87 .38

F. Exam 50 64.60 8.44 45 64.95 9.40 -.19

MTAl, 50 138.48 33.76 45 136.57 32.40 .28

CPQyjPost)_ 50 30.70 5.21 45 30.95 6.4) -.21

RST 50 74.46 16.42 45 79.52 7.10-1.98

CBS 50 34.l9_ 7.43 45 34.68 7.6 -.37

* P .05

**P .01
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The analysis of the significance of mean differences be-

tween females in the Classroom Observation and Simulated

Teaching Groups is presented in Table 20. Again, the results

indicate no significant differences in mean scores between

the two groups.

Table 20. t Test of Significance of Difference

of Criterion Instrument Means Between

Classroom Observation Females and

Simulated Teaching Females

 

 
 

 

 

 

 

 

 

         

Criterion C. 0. Females S. T. Females

Instruments N Mean SD N Mean SD t

C. Grades 95 29.39 7.20 90 30.33 6.68 -.93

F. Exam 95 67.56 9.79 90 68.83 10.88 -.84

MTAI. 95 153.06 y;9,04 90 4_145;12 29.78 1.84

CPQ (Post) 95 31.04 4.82 90 29.91 5.70 1.35

RST 95 80.97 7.42 90 80.89 7.93 .07

CES 95 35.05 7.61 90 35.14 6.38 -.09

* P .05

**P .01

§gx_Differences withig_§h§_§imulated Teaching Group.

Do males or females within the Simulated Teaching Group re-

ceive higher mean scores on the criterion instruments? The

analysis used in answering this question is presented in Table

21 where we find that Simulated Teaching females score signi-

ficantly higher than males on Course Grades and the Final

Examination.
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Table 21. t Test of Significance of Difference of Criterion

Instrument Means Between Simulated Teaching

Females and Simulated Teaching'Males

Criterion T S T

Instruments Mean N Mean

 
* P .05

**P .01

Sex Differences within the Classroom Observation Group.

How different are mean scores on the criterion instruments

obtained by the males and females in the Observation Group?

The analysis is presented in Table 22. The results indicate

that females performed significantly higher than males with

respect to Course Grades, Minnesota Teacher Attitude Inventory

scores, and scores on the Redwood School Test.

Table 22. t Test of Significance of Difference of Criterion

Instrument Means Between Classroom Observation

Females and Classroom Observation Males

Criterion O F 0

Instruments N. Mean

 
* P .05

**P .01
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Summary 9£_Sex Differences. The results of this subsidiary

analysis of sex differences shows that females obtained signifi-

cantly higher scores than males with respect to Course Grades,

scores on the Final Examination, scores on the Minnesota Teacher

Attitude Inventory, and scores on the Redwood School Test. In

addition, females did better on these four variables regardless

of whether they were in the Classroom Observation or Simulated

Teaching Groups. These results would indicate the need for sepa-

rate analysis of males and females in the future use of these

types of variables.

Intercorrelation of Instruments

Table 23 presents the intercorrelation between the

major criterion instruments.

Table 23. Intercorrelations of the

Evaluation Instruments

 

 

 

Variables C. Grades MTAI (3:3) (gigt) RST C. Sat. Final

Course Grades .27** .05 .004 .31** .22** .84**

MTAI .12 .13* .33** .15* .30**

CPQ (Pre) .60** .03 .12 -.08

CPQ (Post) -.02 .28** —.06

RST .03 .35**

Course Sat. .04

Final Exam.

 

*Significantly different from zero at the .05 level.

**Significantly different from zero at the .01 level.
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It is to be noted that the relatively high correlation between

the Final Examination and Course Grades is actually an artifact,

since the Final Examination was included in computing Course

Grades. The relatively high correlation between the MTAI and

the Redwood School Test is interesting, since they are pur-
 

porting to measure two different areas: attitudes and applica-

tional ability.

The intercorrelations among Course Satisfaction, and

Course Achievement are interesting; but would be difficult

to untangle. That is, one is not sure whether getting a high

grade in the course tends to make one also satisfied with the

course or vice versa.

Despite the large number of significant relationships

found among the major criterion variables, there is Still a

large amount of variance unaccounted for in these relation—

ships. This would suggest that these measures are relatively

independent in measuring different types of variables.
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CHAPTER VII

SUMMARY AND CONCLUSIONS

SUMMARY OF THE STUDY

This study was designed to measure the relative effective-

ness of weekly classroom observation and simulated teaching

experiences in a six-credit introductory educational psychology

course with respect to students' course achievement, attitudes

regarding teacher-pupil relationships, career plans, the abil-

-ity to apply psychological principles to a case study test,-

and course satisfaction.

Two-hundred and eighty students who enrolled for the course

(Education 200, the Individual and the School) during the win—

ter term of 1961 were randomly assigned to one of two groups:

the Classroom Observation Group or the Simulated Teaching Group.

Students in the Classroom Observation Group were assigned

to a classroom in one of eight school districts in Central

Michigan for a maximum of eight weekly visits, with each visit

ranging from 30 to 180 minutes.

Students in the Simulated Teaching Group met, outside of

class, in groups of from four to six and participated in a

simulated teaching experience. Here one of them took the part

of the "teacher" who taught an actual lesson for 20 to 60
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minutes while the remainder of the classmates took the part

of the "pupils."

During the term both groups of students were assigned a

series of short papers which were identical except for the

focus of attention being in one case on observations in a

classroom and in the other on preparing a lesson. In general,

all other aspects of the course were the same for both groups

with the exception of the observation and simulated teaching

experiences.

The series of criterion measures were administered to all

students at the end of the term.

The results of the present study indicated that:

(a) There were no significant differences in course grades

Abetween students who were in the Classroom Observation

or Simulated Teaching Groups.

(b) There were no significant differences in performance on

the final examination between the observation and teaching

groups.

(c) Scores on the Minnesota Teacher Attitude Inventory showed

no significant differences between students who observed

and students who did the simulated teaching.

(d) Students in the Classroom Observation and Simulated

Teaching Groups showed no significant differences in

career plans about teaching at the end of the term.

(e) A significant relationship was found between students'

scores on the Career Plans Questionnaire (Post) and the

particular instructor to whom they were assigned.

(f) No significant item response shifts on the Career Plans

Questionnaire pre-test and post-test administrations

occurred in either the observation or teaching groups.
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(9) Scores on the Redwood School Test showed no significant

difference between students who observed and those who

did simulated teaching.

(h) Students in the observation and teaching groups showed no

differences in overall satisfaction with the course.

(i) A significant relationship was found between students'

satisfaction with the course and the instructor to whom

a student was assigned.

(j) In terms of specific item responses regarding particular

contributions of the two experiences, students in the

Classroom Observation Group tended to feel significantly

different than the Simulated Teaching students with respect

to considering that the observation experience was more

beneficial than all other experiences in the course; the

observation experience contributed greatly to their growth

as a future teacher; observations affected their attitudes

about teaching as a future career; and observations were

helpful in terms of understanding the concept of individual

differences and principles of classroom discipline.

(k) Responses to individual items by the Simulated Teaching

Group showed that they considered the experience to be

most helpful in terms of understanding principles involved

in the teaching of concepts and skills and in understanding

how to state teaching objectives in behavioral terms.

(1) Females scored higher on Course Grades, Final Examination,

the Minnesota Teacher Attitude Inventory, and the Redwood

School Test. These differences were found irrespective of

the groups to which the females were assigned.

LIMITATIONS OF THE STUDY

In order to better interpret the results and implications

of this study, it is necessary to point out some of the limi-

tations inherent in the design and methods employed.
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Nature of the Course

The course (Education 200) of which this study was a part

is in some ways unique. It is a six-credit course which oper-

ates in a ten week term basis. It is the first professional

course taken in the College of Education and is required for

certification in the State of Michigan. In addition, the pro-

cedure in the conduct of the course is somewhat unusual in

that the first hour of instruction consists of large group

activities in a large circular auditorium, while the second

hour consists of small discussion groups conducted by advanced

graduate students in small classrooms.

Nature of the Sample

While there is no reason to believe that the students in

the sample used in this study are in any significant way dif-

ferent from students in other beginning educational psychology

courses in other Land Grant Universities, it must be remem-

-bered that they were not selected at random to enroll in this

course during the winter term of 1961, and they were not

selected at random from other universities.

-The fact that 66 per cent of the sample were females and

34 per cent were males, while not necessarily a limitation

in itself, is important to keep in mind in attempting to

generalize the results.
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Selection and Nature of the Observation Schools

Perhaps one of the most important limitations to consider

in evaluating the results of this study is involved with the

method of selecting the schools in which the observations

took place. As was pointed out in Chapter III, the Observa—

tion Schools were not randomly selected from a population of

schools in Michigan. They were selected primarily on a

"willingness to cooperate" basis and on their accessibility

to Michigan State University. Therefore, a majority of the

observations took place in predominantly small village or

suburban school systems surrounding Michigan State University.

Assignment of Students to Observation

Schools and Teachers

The fact that the students were not randomly assigned

to the observation schools or teachers should be emphasized.

Random assignment in these instances was not made because of

some ethical and practical problems, and also because it was

felt that each of the observation situations should fit the

future teaching needs of each student involved.

Nature of the Observation Teachers

The author of this study was told by the superintendents

and principals that teachers would voluntarily participate
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in this program. Therefore, this group of teachers may be

quite atypical in certain respects and should not be considered

a random sample of teachers.

Length of Observations

The fact that observations varied from two to four hours

a week and the time could not be controlled for all students

in the Observation Group should be mentioned. In addition,

absences could not be avoided in such a program. Thus there

were some students who observed only four times, while some

attended eight. The mean number of observations was 6.5.

Differences in Observation Classroom Experiences

Since this was a voluntary program on the part of the

Observation Teachers, no control could be exercised over the

procedures in each classroom. Thus, we find variability in

observer experiences which range from merely sitting in a

corner and observing to actual participation with pupils in

the classroom or, in some cases, the actual teaching of a

short lesson.

Time Differential Between Observation and

Simulated Teaching Groups

The fact that the observation students spent more total

hours in extra-class activities than the simulated teaching
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students may have introduced some negative feelings toward

the course in the observation students.

CONCLUSIONS

Results of Major Analyses

The results of the present study indicated that when stu-

dents enrolled in an introductory educational psychology

course were randomly assigned to either a series of weekly

classroom observation or to simulated teaching experiences,

there were no significant differences between the groups with

respect to course grades, final examination scores, attitudes

about teacher—pupil relationships, career plans, the ability

to apply psychological principles, and course satisfaction.

These findings fail to support survey studies which have

reported extremely favorable subjective feelings as to the

benefits obtained from classroom observation. In addition,

they fail to confirm the expressed feelings of a number of

different educational groups made up of prominant educators

as to the expected benefits of classroom observation in the

professional preparation of teachers. More specifically,

they do not support the expressed opinion of some educational

psychologists as to the contributions classroom observation

can.make in educational psychology courses.
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Two significant relationships were obtained in the analy-

sis, however, which indicated that career plans and course

satisfaction were related to the particular instructor to

whom the students were assigned. The significant relation-

ship found between instructor and career plans would tend to

support some theories of occupational choice which emphasize

the influence of a particular individual in the selection

of an occupation.

Results of Subsidiary Analyses

Another significant finding of this study is the apparent

discrepancy between subjective impressions of the worth of

the observation experience and the actual measure of these

contributions. Similar findings have been reported by Cox

(1) and Sinclair (2). Thus, either students are unable to

perceive or report what they have learned, or the type of

learnings that take place under observation experiences have

not been measured by the instruments used in the three studies.

There may be a factor of social desirability operating

in the subjective reports. That is, if a teacher goes

through the trouble of arranging for classroom observations

in public schools with free transportation provided, one

might suspect that the student would be reluctant to say that
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this experience contributed little to the course or to his

growth as a future teacher.

The fact that there were significant differences between

males and females (in favor of the females) with respect to

course grades, final examination scores, scores on the

[Minnesota Teacher Attitude Inventory, and Redwood School Test

scores, regardless of whether students were in the Observation

or Simulated Teaching Groups, is an interesting finding.

These differences should be investigated and taken into con-

sideration in future studies.

IMPLICATIONS OF THE FINDINGS

The implications of the findings of this study are numer—

ous. In fact they raise a number of interesting questions

that must be experimentally investigated if the contributions

of classroom observation to teacher education are to be under-

stood fully. The findings of this study and others suggest

the need for the following types of studies:

(a) Replication of the present study using the same instru-

ments and same methods.

(b) Observation studies using different types of observation

schools.

(c) Studies which systematically vary the types of classroom

experiences. For example, a comparison between students

who merely observe a class with students who actively

participate with pupils.
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(e)

(f)

(g)

(h)

98

A comparison of classroom observation to other types of

classroom procedures (e.g. term papers, movies, class-

room teacher and pupils visiting a college class for a

demonstration, etc.).

Studies of classroom observation using different types

of instruments which may measure other factors involved

in observation experiences (for example, a test to

measure possible changes in self-concept in relation to

the role of being a future teacher).

Studies to investigate the discrepancies between actual

versus perceived learnings in observation experiences.

Studies which systematically vary the time of observa—

tions (in terms of hours and weeks) in relation to other

aspects of educational psychology courses.

Studies which investigate sex differences in terms of

performance in educational psychology courses.
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CAREER PLANS QUESTIONNAIRE

Directions: In the following questions you are asked to give

your reactions to some situations that frequently occur. Five

alternatives are presented for each question. You must choose

the ONE which most closely states your decision. Sometimes

you may feel that none of the alternatives say what you would

do: sometimes you may think some combination states your posi-

tion better. However, pick only the egg which most closely

states your opinion. Obviously, there are no right or wrong

answers. Give your own personal reaction as you honestly see

it at the present time.

1. What is your intention toward becoming a teacher?

a. I have definitely decided I want to be a teacher.

b. I probably will want to be a teacher.

c. I don't know whether I want to be a teacher or not.

d. I don't particularly like the idea of teaching, but

it's something to fall back on.

e. Only if all my other plans fell through would I

actually consider teaching.

2. Suppose one of your professors tells you that you do not

have the right kind of personality to be a teacher. How

would you react? .

a. I'd probably agree and change to another field.

b.. I'd be disappointed and begin looking for some other

field.

c. I don't know what I'd do.

d. I would reconsider teaching as my career, but would

probably continue in it.

e. I would be all the more determined to enter teaching.

3. Suppose that your test results showed that you had the

aptitudes and abilities that would practically guarantee

that you would be highly successful in any occupation

you entered. What would you do?

a. I would still plan to be a teacher.

b. I would probably go into teaching, but first I would

want to consider some other possibilities.

c. I don't know what I would do.

d. I would probably decide on some other occupation that

would give me more of what I wanted out of life.

e. I would definitely choose some other occupation.
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It has been proposed that, since teachers must be skill—

ful in so many areas, the teacher training program should

be five years instead of four. If such a law were passed,

how would it change your plans?

a. That would be the last straw--no teaching for me.

b. A law like this would probably convince me I should

change fields.

c. I would seriously reconsider my career plans but would

probably continue in teaching.

d. I would dislike spending an extra year, but I would do

it to become a teacher.

e. I would welcome the extra year as an opportunity to

prepare myself better for my teaching career.

Suppose that you actually become certified as a teacher.

You are looking for your first teaching job. There is an

over—supply of teachers in your specialty, and the only

teaching job you can find would require you to teach a

subject that you don't like even though you had some

training in it. What would you do?

a. I would take it anyway, hoping I could move into my

own specialty when a vacancy occurred.

b.” I would take it, but only on the condition that I

could move into my own specialty within one year.

c. I don't know whether I would take it or not.

d. I probably would not go into teaching if I had to

teach a subject I did not like.

e. I would refuse to teach a subject I did not like for

even a short time, so I would find some other kind

of work.

Imagine now that you have actually become a teacher and

have been teaching for a year or two. You have just been

offered an attractive position with a substantial business

concern. would you change jobs?

a. Yes, even if I had to take a slight salary cut.

b. Yes, but they would have to at least equal my present

teaching salary.

c. Yes, but only if they paid my $1000 per year more.

d. Yes, but only if they at least doubled my present

teaching salary.

e. No, I don't think I'd change jobs for any amount of

money.
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Imagine again that you have actually become a teacher. Your

school board suddenly requires that all teachers must get a

Master's degree (45 credit hours) within the next five years

or be fired. What would you do?

a. I would have wanted to get the Master's degree anyway

to improve

b. I would probably go ahead and get the Master's degree

so I could remain in teaching.

c. I would try to find another school system that did not

make this requirement.

d. I would continue teaching for the five years and then

take another kind of job.

e. I would resign as soon as I could find a decent job in

some other field.

Suppose you become a teacher but find your salary is inade—

quate to maintain the standard of living you want. What

would you do?

a. I would take the first decent job I could find that

paid more money.

b. I would probably begin looking for some other kind of

job with better pay.

c. I'm not sure what I would do.

d. I would try to find a part-time job after school hours.

e. I would make some sacrifices and go without some of

the things I wanted to continue teaching.

Suppose you become a teacher but after a few years discover

that your best friends in other occupations seem to have

less respect for you because of your occupation. What

would you do? '

a. I would stay in teaching and find other friends.

b. I would probably stay in teaching but try to win their

respect in other ways.

c. I would become less happy with my teaching and consider

other job possibilities.

d. I would probably change jobs if I could find one more

similar to the jobs of my friends.

e. I would definitely get out of teaching.
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(Females only answer question 10F. Males only answer

question 10M.)

(Females only answer.) Suppose you become certified to

teach and soon after graduation you get married. Your

husband earns a comfortable income and does not care one

way or another whether you teach. What would you do?

a. I definitely would not want to teach.

b. I probably would not teach unless we very much wanted

the extra money.

c. I don't know whether I would want to teach or not.

d. I would like to teach for just a few years until we

started our family.

e. I would definitely want to make a career of teaching

except when our children were young.

(Males only answer.) Suppose you become certified to

teach and soon after graduation you get married. Your

wife happens to come from a prosperous family of consider-

ably more wealth than yours. Her father offers to take

you into the family business and let you learn it from

the ground up. Your wife wants you to do what would make

you happiest. What would you do?

a. I would jump at the chance to learn the business from

the ground up.

b. I would probably start out in the business to see how

well I liked it.

c. I don't know What I would do.

d. I would like to start out in teaching although I might

change my mind in a few years.

e. I would definitely plan on a teaching career.



APPENDIX B

COURSE EVALUATION SCALE



112

EDUCATION 200

COURSE EVALUATION

This evaluation will have no relation to your grade in

‘the course. In order to keep your replies anonymous and

still make a thorough evaluation of the course, these replies

will be taken to the Bureau of Educational Research for sum-

marizing. The replies will be coded with a number and this

first sheet will be torn off. Your instructors will not see

your evaluation with your name on it. Feel free to answer

the questions frankly and honestly.

Name
 

Student Number
 

Time of Lecture Class: AM

PM
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Section A

COURSE EVALUATION SCALE

ED 200

This scale is designed to help your instructors in eval—

uating the effectiveness of instruction in this course. Your

response will have no bearing on your grade. In order to be

of maximum value, you are asked to be sincere, honest, and

objective in your answers.

Please choose the alternative which best completes each state-

ment for you. Cirele the letter in this booklet, and mark the

appropriate space on the answer sheet. Some questions which

ask for your free response should be answered in the space pro-

vided in this booklet.

1. As far as class participation is concerned, I would have

liked to participate

a. much more.

b. a little more.

c. no more than present.

d. a little less.

e. much less.

2. As far as the time devoted to discussion in the course, I

would have liked to have spent,

a. much more time on discussion.

b. a little more time on discussion.

c. no more nor no less time in discussion.

d. a little less time in discussion.

e. much less time in discussion.

3. As far as the information in this course is concerned,

a. I think it will be very useful in my future teaching.

b. I think it will be somewhat useful in my future

teaching.

c. I am not sure whether or not it will be useful in my

future teaching.

d. I think it will be of little use in my future teaching.

e. I think it will be of no use in my future teaching.

4. My general attitude toward this course is that

a. I am very glad I took the course.

b. I am glad I took the course.

c. I am neither glad nor sorry I took the course.

d. I am very sorry that I took the course.

e. I am sorry that I took the course.
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I feel that the objectives of the course have been

a. very well met.

b. well met.

c. satisfactorily met.

d. poorly met.

e. very poorly met.

The textbook, Educational Psychelogy by Cronbach, has

helped meet the objectives of the course.

a. very well -

b. well.

c. in an average manner.

d. poorly.

e. very poorly.

What do you like or what don't you like about the textbook?

I felt that the lectures were

a. very valuable.

b. valuable.

c. average.

d. of little value.

e. of practically no value.

What did you like or dislike about the lectures?

I feel that the movies were

a. very valuable.

b. fairly valuable.

c. about average.

d. of little value.

e. of practically no value.

Which movies do you remember as being most helpful?

Least helpful?

How well did the examinations measure your knowledge of

the facts and applications to be gained from this course?

a. very well.

b. fairly well.

c. about average.

d. poorly.

e. very poorly.

How can the examinations be improved?
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Considering all the ways that were used to evaluate your

performance in the course, how well do you think the system

as a whole measures your attainment of the class objectives?

a. very well i

b. fairly well.

c. about average.

d. poorly

e. very poorly

How could the grading System used in this course be

improved?

How valuable were the short quizzes?

a. very valuable

b. valuable

c. about average

d. of little value

e. practically no value

HOW could the quizzes be improved?

How valuable were the written Reports and all the activity

connected with it.

a. very valuable

b. valuable

c. about average

6. of little value

e. of practically no value

What suggestions would you give for making the written

Reports more valuable?

During the first-hour meetings in the Kiva, what type of

activity best helped you in attaining the objectives of

the course?

a. straight lectures

b. demonstrations in which the whole class partiCipates

c. instructor-led class discussions

d. movies

e. demonstrations involving only a few students directly

but observed by others
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In question l;_above, what was the second most helpful

activity?

a. straight lectures

b. demonstrations in which the whole class participates

c. instructor-led class discussions

d. movies

e. demonstrations involving only a few students directly

but observed by others

What suggestions can you give to improve the first-hour

meeting?

How valuable were the activities planned and carried out

for the second-hour class?

a. very valuable

b. valuable

c. about average

d. of little value

e. of practically no value

What suggestions would you give for improving the second-

hour activities?

When your second-hour class had class discusSions, how

valuable do you think they were?

a. very valuable

b. valuable

c. about average

d. of little value

e. of practically no value

What suggestions can you give to improve the second-hour

class discussions?

What constructive suggestions can you make which would

help improve the quality of future ED 200 classes? Any

ideas as to types of class activities? Anything else you

think we should know?
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College of Education

Michigan State University

East Lansing, Michigan

December 28, 1960

Dear Sir:

In an attempt to help beginning elementary education students

discover what school children are really like, we would like

to try out a plan allowing them extended observations in actual

classroom situations. Students involved in this plan would be

mostly sophomores taking their first required course in educa-

tion, ED 200, The Individual and the School.

For the Winter Term we are attempting to make plans for a

series of short (two to three hour) weekly observations of

classrooms in the communities surrounding Michigan State uni-

versity. The purposes of this unique observational experience

are as follows:

Elementary Level

(1) To observe the same children over a period of time to

note readiness for various classroom activities.

(2) To allow students a chance to observe how individual

differences appear as the class moves into different

areas.

(3) To observe problem solving behaviOr of a group of

children over time.

(4) To note differences in children in a variety of play,

learning, and social types of activities.

(5) To identify themselves with the many roles a teacher

has to play in the daily classroom activities.

(6) To appraise their own motivations and attitudes toward

teaching in light of this experience.

In conclusion, we are asking your cooperation in allowing a

few of our students to make visits to some of your classrooms

.during the Winter Term (January 6 to March 14) on a trial basis.

we would hope that such observations would not interrupt your

program in any way.

Your consideration of this matter would be greatly appreciated.

Sincerely,

Gerald Hershey

Assistant Instructor of Education .
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College of Education

Michigan State University

East Lansing, Michigan

December 28, 1960

Dear Sir:

In an attempt to help beginning secondary education students

discover what school children are really like, we would like

to try out a plan allowing them extended observations in actual

classroom situations. Students involved in this plan would

be mostly sophomores taking their first required course in

education, ED 200, The Individual and the School.

For the Winter Term we are attempting to make plans for a

series of short (two to three hour) weekly observations of

classrooms in the communities surrounding Michigan State Uni-

versity. The purposes of this unique observational experience

are as follows:

Secondary Level

(1) To observe individual differences in students during

actual classroom activities in the subject matter

area in which they plan to teach.

(2) To observe problem solving behavior of a group of

students over time.

(3) To see how students handle different units of course

materials in a particular subject area.

(4) To identify themselves with the many roles a teacher

has to play in the daily classroom activities.

(5) To appraise their own motivations and attitudes

toward teaching in light of this experience.

In conclusion, we are asking your cooperation in allowing a

few of our students to make visits to some of your classrooms

during the Winter Term (January 6 to March 14) on a trial basis.

we would hope that such observations would not interrupt your

program in any way.

Your consideration of this matter would be greatly appreciated.

Sincerely,

Gerald Hershey

Assistant Instructor of Education
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ED 200 OBSERVATION SCHEDULE CARD

Name (Print)
  

Last First

Student No. ED 200 AM PM
 

Discussion Leader
 

Level and Subject Area I wish to observe:

(for example, Kindergarten, 3rd grade, 10th grade math,

12th grade science.)

GRADE SUBJECT AREA

lst Choice
  

2nd Choice
  

#RD Choice
  

On the reverse side please please indicate your schedule (Place

course numbers in the squares.)

List below your lst, 2nd, and 3rd choices for weekly class ob-

servation. §e_sure to pick times Where you have at least

3 to 4 hours available at one time.

DAY HOURS

lst Choice
  

2nd Choice
  

3rd Choice
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Winter 1961

SUGGESTIONS CONCERNING OBSERVATIONS IN SCHOOLS

Next week you will begin a unique experience in your

development as a professional teacher. For many of you this

will be the first time you have returned to a public school

since you were a student. Therefore, you will be viewing the

classroom from an entirely different perspective--that of a

future teacher who will one day be at the head of a classroom.

The College of Education feels that a series of weekly

observations such as these should be an extremely valuable

learning experience for students enrolled in ED 200. Thus,

arrangements have been made for weekly classroom observations

in several schools in the surrounding area. For many of

these schools this will be the first time that students from

Michigan State University have visited their classrooms over

such an extended period of time.

Permission to visit these schools was granted by the

school administrators and teachers with the conviction that

such an experience will aid in the development of better

teachers. In turn, they have asked us to discuss with you

a few reminders to help make the experience rewarding for

everyone concerned:

1. A visit to a school is a "dress-up" occasion.

2. All school records are absolutely confidential.

3. Observers are requested to be in the classroom at

the start of the class period. Back-of-the-room

conversation should be avoided. (Note: Bus schedules

may necessitate late arrival and early departures

from classrooms; be sure and enter and leave quietlyJ

4. Hasty generalizations concerning what is seen are

to be avoided.

5. Observers should refrain from critical remarks while

in the school.

6. Names of teachers and schools should be omitted in

observation reports (both oral and written).

7. While in the school, observe conduct which is befit-

ting a representative of Michigan State University.

8. Smoking and gum chewing are not appreciated in public

schools.
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Buses and limousines will leave promptly at the times

indicated on your observation assignment sheets. Students

are urged to board the buses and limousines 10 minutes prior

to departure for role call and last minute announcements.

Your assignments will stay the same throughout the term

and you should plan to meet the bus or limousine at the same

time and place every week. The first scheduled bus trip is

Monday at 8 AM (January 16) and the last day of observations

is scheduled on Thursday, March 9.

On the first day of your observations you will be shown

to your particular room: thereafter you are to go directly

to that room.
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ED 200

EVALUATION CHECK LIST FOR SIMULATED TEACHING

Teacher Date

Pupil

 

 

Now that you have devoted a large portion of the term pre-

paring your lesson, you are ready to actually begin teaching

to a group of your classmates. While you are doing your

teaching, your "pupils" will be reacting to your lesson in

terms of trying to help you become a more effective teacher.

Specifically, they will be attempting to provide you with some

"feedback" regarding specific portions of your lesson.

The following Check List will be filled out by your "pupils

during and immediately after the presentation of your lesson.

They will then be handed over to you to be used and included

by you in your own final evaluation paper (Myself as a Teacher,

due March 6). These evaluation sheets are for the benefit of

you, the teacher, and will in no way influence your grade. It

is thus, for the benefit of all concerned, that each "pupil" be

as objective as possible in filling these out.

 

Par-

PART I--OBJECTIVES Yes . No

tially
 

1. What are the main objectives in this lesson?

2. Did the teacher accomplish these objectives?

3. If you were a "real pupil" in this class, ho+

would your behavior have changed as a result

of this lesson?

PART II--TEACHING CONCEPTS

1. List the major concept or concepts that were

emphasized during the lesson.

2. Do you have a clear idea of these concepts?

3. Did the teacher attempt to determine

readiness?

4. Did the teacher build and maintain interest

during the lesson?

5. Did the teacher give an opportunity to

apply the concepts to an unfamiliar problem?

6. Did the pupils have an opportunity to gain

"realistic" experience with the new concepts?

7. was an opportunity provided to encourage

pupils to ask questions and make trial

interpretations?

8. Did the teacher use a "whole-then-part" plan? L
     



127

PART III-~TEACHING SKILLS

Did the teacher:

Attempt to determine readiness?

Attempt to build interest?

Make you aware of cues to which you should

be sensitive?

Provide opportunity for feedback and

correction?

Provide for you to evaluate your own

performance?

Provide for you to describe the process?

Use reinforcement to desired responses?

What type?
 

PART IV--TEACHING FOR TRANSFER AND RETENTION

l.

2.

What relevance does the unit have for pupil

behavior outside the class?

was this pointed out to the class?

Did the teacher:

Draw on pupils' past experience to make the

transfer of this lesson clearer?

Provide pupils a chance to practice many

desired responses?

Provide pupils an opportunity to state the

desired principles?

Attempt to insure that pupils saw the appli-

cation outside of class?

Attempt to prevent prior misconceptions or

biases from making it more difficult to learn

the desired response?

Allow for review of material?

Make provision for differences in rate of

learning among pupils?

 

Yes

Par-

tially

No
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PART V--EVALUATION OF TEST ITEMS

Is the stated purpose of the

test item also one of the

purposes of the course?

To answer the item correctly,

must the pupil make one or

more of the types of

responses listed in the course

objectives?

If a pupil incorrectly answered

this item, would you say he

probably had not achieved one

of the aims of the "course"?

Does this item really measure

something important and worth

while?

Does the test question make it

perfectly clear what is

expected?

Does the test question require

the pupil to make some appli-

cation rather than repeat

memorized words?

 

Multiple

Choice

#1 #2 #3

Essay

 

 

Yes

Partially

No

Yes

Partially

No

Yes

Partially

No

Yes

Partially

No

Yes

Partially

No

Yes

Partially

No
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ED 200

First Written Assignment

Specifying Objectives Based on Classroom Observation

Next week you will be observing a public school classroom

for the first time as part of your sequence of learning exper-

iences for ED 200. In order to help you better understand the

particular classroom which you will be observing the remainder

of the term, we would like you to consider such questions as

the following: What types of objectives would you feel are

important for a class such as this? How would pupils act if

you were successful in attaining these objectives? How would

they act if you had failed? In the observations you have made

thus far, what types of objectives does the teacher seem to be

teaching for? What types of pupil behavior indicate she has

(or has not) accomplished these objectives? (Cite specific

incidents where possible.) Use the following outline:

1. Briefly describe the setting: Type of school, grade

level, subject matter, type of pupils.

2. State some of the long range objectives you feel are

important for this type of class. List some of the

ways pupils would be expected to behave (things they

would do or say) at the end of the class if these

objectives had been attained.

3. On the basis of your observations thus far, what are

some of the short-range objectives the teacher seems

to be working for during the particular time you

have observed her class? Are they related in part to

the long-range objectives you have listed in part 2?

If so, how? If not, what other types of long-range

goals might she be working toward?

4. On the basis of your observations thus far, cite some

pupil behaviors that you have observed which seemed

to indicate to you that progress toward some of the

long and short-range objectives is or is not being made.
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. ED 200

Second written Assignment

Teaching Concepts and Skills

in Classroom Observations

Thus far, you have thought about some of the broad objec-

tives toward which your observation class is working. YOu have

also had the opportunity to observe instances of classroom

behavior which would suggest whether progress toward these ob—

jectives was being made. The achievement of these overall

objectives will generally involve the teaching of some par-

ticular concepts and/or some specific types of skills.

For example, if you are observing a class in biology and

one of the overall objectives appears to be the development

of a broad understanding of the functioning of the human body,

one of the important concepts that the student will have to

comprehend might be the idea of "body metabolism." In addition,

skills such as learning to dissect a frog or the proper use of

a microscope would also be necessary in order to attain this

objective.

The purpose of this paper, then, is for you to begin think-

ing about ways to approach the teaching of concepts and skills

in the type of class in which you are observing. Use the fol-

lowing outline.

I. Restate briefly (or attach) the overall objectives

mentioned in your First written Assignment. What

types of concepts and/or skills will the student

have to master in order to accomplish these objec-

tives? List them and tell why you feel they are

necessary for the attainment of those particular

objectives.

II. Describe in some detail the steps by which the

teacher helped her pupils master some of these con-

cepts and/or skills. Observe the-way in which the

pupils responded. Relate your observations to what

you are learning in class and textbook. The fol—

lowing questions should be helpful:

A. For both concepts and skills.

1. How did the teacher determine the readiness

of students to learn?
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How does teacher get students to respond in

the way she desires?

How do students respond to these techniques?

Describe how pupils respond after the teacher's

use of positive reinforcement, punishment, and

negative reinforcement?

How does teacher maintain students' interest

in the concepts or skills she is trying to

teach?

How does teacher provide for individual dif-

ferences in rate of learning? How do students

respond to these procedures?

concepts:

What techniques does teacher use to develop

precision in the meaning of concepts? Give

examples.

Are pupils encouraged or discouraged from

asking questions, making trial interpretations.

revising earlier ideas? What kind of questions

do they ask? Give examples.

How does teacher help to move pupils to a

deeper level of understanding? Does the

pupil ever use a new principle or concept in

solving an unfamiliar problem? Give an

example.

What opportunities do pupils have to gain

realistic experience with new concepts or

skills?

Do pupils draw up and state explicitly the

new principles they have learned? How did

the teacher arrange this? Give an example.

How is new material organized into appropriate

segments? Whole-then-part? How meaningful

and appropriate was the "whole"1x>the pupils

readiness?

Skills:

How did the teacher make pupils aware of the

cues to which they should be sensitive?

How did the teacher help in providing feed-

back and correction?

How were pupils trained to evaluate their own

performances independently, i.e. to provide

their own feedback and correction?
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How much practice was alloted to learning

this skill?

HOw were the practice periods spaced?

Describe any demonstrations that were given:

To what extent did pupils describe what the

demonstrator was doing?

To what extent did the demonstrator correct

pupil errors?
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ED 200

Third Written Assignment

Classroom Observation

Insuring Transfer

and Retention

New that you have thought about some of the objectives,

concepts and skills involved in your particular classroom

observations, we are ready to consider the problem of whether

any of these things are being carried over into the daily

lives of the students and whether they tend to retain some of

these concepts and skills once they have learned them.

It is nonsense if a child spells "receive" correctly in

school but misspells it when writing a thank-you note at home.

In your observations you should pay particular attention

to the way in which pupils learn so that they will retain their

new responses and be able to use them appropriately in the

future. YOur textbook, outside readings, and class discussion

contain many points you should consider in observing how

children remember and transfer new learning. Here are some

questions that will help you organize your observations:

1. What relevance does the material have for pupil be-

havior outside of class? What will a pupil do or

say outside of class as a result of what he learns

in class?

’2. What past experiences of pupils (or what other illus-

trative materials) are used to make some main point

clear? Give examples.

3. How are the activities planned to provide pupils

with a chance to practice many desired responses,

e.g., better work habits, working with others,

emotional control, parliamentary procedures, good

English usage, better reasoning processes, etc.

4. How does each pupil have an opportunity to state the

desired general principle himself?

5. What attitude are pupils developing toward the work?

- ‘Why?

6. What observable pupil behaviors have you noticed

which indicate that transfer has (or has not) occurred?

Give examples of how the teacher helps pupils see

applications outside the class.

7. What opportunities are provided for pupils to see

applications in increasingly varied and complex

situations?

8. What pupil misconceptions, biases, or prejudices have

you observed which make it more difficult to learn?

Give examples.
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Is there any way that pupils use learning curves--

or otherwise compare their own performance with their

previous performance and get goals for future per-

formance?

What things do the pupils overlearn? How is this

achieved?

How are reviews spaced over a period of time? What

new ways are devised to review old material?

wa is interference minimized?



136

ED 200

Fourth written Assignment

An Achievement Test

-YOu must now devise a procedure to find out how well

pupils learned to make the responses they were supposed to

have learned. Although many procedures are possible, a

written test is one of the most valuable and popular evalua-

tion devices. '

Specifically, you are asked to devise three "multiple-

choice" questions and one "essay" question to measure the

important objectives of the unit you are either teaching or

observing. Follow these suggestions in devising the items:

1. State the specific objective that you want that

particular item to measure. (Naturally, this

should be related to one of the major objectives

you had listed previously.)

2. Think of some situation in the life of your pupil

where he will be called upon to make the response

you consider desirable.

3. write up this situation in a test item form. In

the essay question, the pupil should then have to

make the desired response. In the multiple-choice

items he should have to discriminate between the

desired response and plausible but wrong (or less

desirable) responses.

4. Loosen up: Be flexible: Creativity is called for:

5. As you devise each item, consult the Check List for

Evaluating Test Items to make sure the items meet

all the standards.

6. The following item is illustrative of the desired

format for a multiple-choice item:

Purpose of test item #1: To measure if students

have learned that unreliability of scoring essay

questions is the chief reason for their diminished

use.

Item £1. During a parent-teacher conference a

parent says to you, "I don't see why you teachers
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don't use essay questions any more. In my day we

used to spend all day writing answers to questions

like 'Discuss the reign of King Henry VIII.'" What

would be the most accurate reply to this parent?

A. "It would take too much time for teachers to

score."

B. "Pupils who were fast writers had an unfair

advantage in tests of that type."

C. "Teachers are able to 'play favorites' and uncon-

sciously give the best grades to the pupils they

like."'

D. "Essay questions tended to encourage cheating

because the fewer number of essay questions would

be remembered and passed from class to class."

*E. "The same essay answer would receive different

grades from different teachers and from the same

teacher at different times."

The essay question must be accompanied by the complete

directions for scoring. This means that you must state

how much credit you will give for each of the specific

type of responses you desire and give a sample answer

for each.

Example Form for Essay Question:

Purpose of test item #2: To measure if students can

apply the definition of learning to a concrete situation.

Item #2: On September 14 you taught your class that

Albany was the capital of New York. What procedure

could you have used to show that a pupil in your class

had learned this fact on September 14?

Answer to Item #2:

Give 2 points credit if student's answer indicates a

procedure for identifying some change of behavior before

and after the September 14 experience.

(A sample answer worth 2 points)

*Correct~response
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"On September 13, I asked Johnny what the capital of

New York was and he replied, 'I don't know.‘ On Sep-

tember 15, I asked the same question and he replied,

'Albany.'"

Give 1 point credit if student's answer indicates a

procedure for identifying any observable behavior

following the September 14 experience but neglects to

indicate change.

(A sample answer worth 1 point)

"After teaching my class, I would give a test and

ask, 'What is the capital of New YOrk?‘ If most of

the class wrote 'Albany,‘ I would know they had learned."

Give 0 points if student's answer fails to specify a

procedure for collecting a sample of their behavior.

(A sample answer worth 0 points)

"If they knew the capital of New York was Albany."

The preceding was simply an example of the format of how

your essay question might be constructed. Naturally your

question will be much different and will measure your own

objectives. Just be sure you include specific sample answers

to illustrate how you would score possible answers.
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Check List for Evaluating Test Questions

 

Max.

for

yes

Multiple

.choice

#1 #2 #3

say

 

1. Is the stated purpose of the test item also

one of the purposes of the course?

 

2. To answer the item correctly, must the pupil

make one or more of the types of responses

listed in the course objectivee?
 

3. If a pupil incorrectly answered this item,

would you say he probably had not achieved

one of the aime of the "course"?
 
 

4. Does this item really measure something

important and worth while?
 

5. Does the test question make it perfectly

clear what is expected?
 

6. Does the test question require the pupil

to make some application rather than repeat

memorized worde?
 
m

For Multiple-Choice Questions Only

7. Is one and only one alternative clearly the

“beet" or "most correct" answer?
 

WOuld the incorrect alternative seem

plausible to a person who has not yet

attained the specific objective measured

‘ by this item?

8.

 

9. Is the correct alternative roughly the same

 

length as the incorrect alternatives?

10. Is the item written so pupils do not receive

an unintended clue from either the gramma-

tical structure or dependent alternative?
 

For Essay Question Only

11. Have the ideas for which credit will be

‘ given been specified in advance?
 

12. It is clear how much credit each type of

 
 

Have expected illustrative answers for

regponse will receive?

3.

3 various degrees of quality been provided?    
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Fifth written Assignment

Classroom Observation Group

Myself as a Teacher

Now that you have been observing a classroom for several

weeks, it is time to attempt a synthesis of your varied ex-

periences and feelings during this period. Some of the pur-

poses of this final paper are:

a.

e.

To assist you in thinking about this observation

experience in terms of what effect it has had on you.

To assist you in citing instances of behavior which

helped bring to life some psychological principle or

principles we have discussed.

To help you better understand yourself as a future

teacher.

{Rathink about ways you might have differed in teach-

ing such a class as you observed.

fk>note your feeling toward pupils in the classroom

and their behavior.

In general, we hope that this final paper will allow you

an opportunity to do some serious thinking about your own

feelings toward teaching as a future career.

NOTE: All four previous written assignments are to be”

handed in with this final paper and will be retained by your

instructor.

I.

II.

Cite examples of situations that occurred during your

observation experiences which you felt illustrated

some psychological principles that you have learned

and which seemed most meaningful to you.

Do you feel that some of the overall objectives listed

in the first written assignment have been met or par-

tially met during your period of observation? What

behavioral changes in these directions have you noticed

from your first to your last observation?
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VI.

VII.
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If you were teaching the class you observed, how

would you have taught the class?

HOW did you feel about the teacher you observed?

How did you feel about this type of school and

community?

How did you react to the pupils you observed? How

did they react to you?

How has the observation experience influenced

your feelings about teaching?



APPENDIX H

SIMULATED TEACHING GROUP SERIES

OF WRITTEN ASSIGNMENTS
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First written Assignment

Specifying Objectives for Simulated Teaching

The first step in planning the lesson you will teach is

to state your purpose. What do you hope to accomplish? How

will your pupils act if you are successful? What pupil

behaviors will tell you that you have failed? Use the follow-

ing‘outline:

I.

II.

III.

IV.

Describe the setting in which you imagine you might

be teaching. Type of school. Grade level. Subject

matter. Type of pupils.

State some of the long-range objectives you might hope

to accomplish in the year or semester that you

ordinarily would have. That is, list some of the ways

your pupils will do or say things differently at the

end of the term.

State a few objectives you can reasonably hope to

accomplish in 30-40 minutes of class time. That is,

list those things you would want your pupils to say

or do at the end of these 30 or 40 minutes that they

do not say or do now. Be sure that these short-range

objectives are consistent with (though only a small

part of) the long-range objectives listed in Part II.

HOw would you know if you were unsuccessful or par-

tially unsuccessful in accomplishing your objectives?

That is, what might your pupils do or say that would

indicate they had not changed their behavior in the

desired direction?
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Second Written Assignment

Teaching Concepts and Skills in Simulated Teaching

Now that you know what objectives you are trying to accom-

plish and can state some illustrative behaviors related to

these objectives, you are ready for the next step. In this

paper you are to describe the way in which you will help your

"pupils" learn the concepts or skills they will need in order

to accomplish the overall objectives. Specifically, you are

asked to develop a tentative lesson plan accompanied by explan-

ations of how your proposed teaching methods are consistent

with what you have been learning from class and textbook.

The following outline will suggest some of the things you

will want to include:

I. Restate briefly (or attach) the objectives you wish

to accomplish (from the First written Assignment).

What concepts and/or skills will the pupil have to

learn in order to accomplish these skills? List them

and tell why you feel they are necessary for the

attainment of those particular objectives.

II. Outline the steps you will go through to help your

pupils learn one or two of the concepts or skills.-

Try to pick something you can hope to accomplish at

least partially in 30-40 minutes. As you outline your

, procedures, explain how they are consistent with what

you are learning in class and textbook. The following

questions should be helpful:

A. For both concepts and skills:

1. How will you determine readiness?

2. HOW’Will you build and maintain interest?

3. Howwill you get your pupils to begin making

the desired responses?

4. What type of consequences do you plan to provide

for desired responses? For undesired responses?

5. Howwifll you provide for individual differences

in rate of learning?

B. For concepts:

1. How will you insure that pupils develop precise

meanings for concepts--neither too inclusive

nor too narrow?
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How will you move pupils to a deeper level of

understanding? What experience will they get

in applying a new concept or principle to an

unfamiliar problem?

What opportunities will pupils have to gain

"realistic" experience with new concepts or

skills?

Will pupils have an opportunity to state expli-

citly the new concept principle or conclusion

that they have learned?

What provision are you making to encourage

pupils to ask questions, to make trial inter-

pretations, and to revise earlier ideas?

How meaningful is the organization of the new

material to the pupils at their level of

readiness? Are you using a "whole-then-part"

plan?

skills:

HOw will you make pupils aware of the cues to

which they should be sensative?

How will you provide feedback and correction?

HOw will you train pupils to evaluate their own

performance independently, i.e., to provide

their own feedback and correction?

HOw much time will you allot to practice on the

skill?

How will practice be spaced (ideally)?

In your demonstration how will you provide for

the pupils to describe the process?

How will you correct any errors in their

description?
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Third Written Assignment

Insuring Transfer and Retention in

Simulated Teaching

New for a most crucial question-~What can you the teacher

do now that will insure that your pupils will remember and

apply their new responses appropriately in other situations?

It is nonsense if a child spells "receive" correctly in school

but misspells it when writing a thank-you note at home.

In your simulated teaching you must teach in such a way

that your "pupils" will retain their new responses and will

use them appropriately in the future. Your textbook, outside

readings and class discussion contain many points you should

consider in planning to teach for transfer and retention.

Here are some questions you will need to consider in your

planning:

1. Does your teaching unit have any relevance for a pupil's

' behavior outside of class? What will he say or do

outside of class as a result of what you plan to teach?

2. How will you draw upon pupils' past experience or

provide lucid illustrative material to make the point

clear?

3. How are the activities planned to provide pupils with

a chance to practice many desired responses, e.g.,

better work habits, working with others, emotional

control, parliamentary procedure, good English usage,

better reasoning process, etc.

4. In what ways will you get pupils to state the desired

general principle themselves?

5. What are you doing to help students develop favorable

attitudes toward the work?

6. What ways are you using to insure that pupils see the

applications outside of your class?

7. What opportunities will you provide so that pupils may

see applications in increasingly varied and complex

situations?

8. What prior misconceptions, biases or prejudices may

make it more difficult for your pupils to learn the

desired responses?

9. Is there any way in which learning curves could be

incorporated in setting goals for each pupil? If so,

how?

10. How will pupils have a chance to overlearn the crucial

points?



11.

12.

147

How would you plan reviews over a period of time

so that key ideas were reviewed in new ways at

properly spaced intervals?

What steps can you take to minimize interference?
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Fourth written Assignment

An Achievement Test

YOu must now devise a procedure to find out how well

pupils learned to make the responses they were supposed to

have learned. Although many procedures are possible, a

Written test is one of the most valuable and popular evalua-

tion devices.

Specifically, you are asked to devise three "multiple-

choice" questions and one "essay" question to measure the

important objectives of the unit you are either teaching or

observing.— Follow these suggestions in devising the items:

1. State the specific objective that you want that

particular item to measure. (Naturally, this

should be related to one of the major objectives

you had listed previously.)

Think of some situation in the life of your pupil

where he will be called upon to make the response

you consider desirable.

write up this situation in a test item form. In

the essay question, the pupil should then have to

make the desired response. In the multiplewchoice

items he should have to discriminate between the

desired response and plausible but wrong (or less

desirable) responses.

Loosen up: Be flexible: Creativity is called for:

As you devise each item, consult the Check List for

Evaluating Test Items to make sure the items meet

all the standards.

The following item is illustrative of the desired

format for a multiple-choice item:

Purpose of test item #1: To measure if students

have learned that unreliability of scoring essay

questions is the chief reason for their diminished

use.

lpem £1. During a parent-teacher conference a

parent says to you, "I don't see why you teachers
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don't use essay questions any more. In my day we

used to spend all day writing answers to questions

like 'Discuss the reign of King Henry VIII.'" What

would be the most accurate reply to this parent?

A. "It would take too much time for teachers to

score."

B. "Pupils who were fast writers had an unfair

advantage in tests of that type."

C. "Teachers are able to 'play favorites' and uncon-

sciously give the best grades to the pupils they

like."

D. "Essay questions tended to encourage cheating

because the fewer number of essay questions would

be remembered and passed from class to class."

*E. "The same essay answer would receive different

grades from different teachers and from the same

teacher at different times."

The essay question must be accompanied by the complete

directions for scoring. This means that you must state

how much credit you will give for each of the specific

type of responses you desire and give a sample answer

for each.

Example Form for Essay Question:

Purpose of test item #2: To measure if students can

apply the definition of learning to a concrete situation.

Item #2: On September 14 you taught your class that

Albany was the capital of New York. What procedure

could you have used to show that a pupil in your class

had learned this fact on September 14?

Answer to Item #2:

Give 2 points credit if student's answer indicates a

procedure for identifying some change of behavior before

and after the September 14 experience.

(A sample answer worth 2 points)

 

*Correct'response
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"On September 13. I asked Johnny what the capital of

New York was and he replied, 'I don't know.’ On Sep-

tember 15, I asked the same question and he replied,

'Albany.'"

Give 1 point credit if student's answer indicates a

procedure for identifying any observable behavior

following the September 14 experience but neglects to

indicate change.

(A sample answer worth 1 point)

"After teaching my class, I would give a test and

ask, 'What is the capital of New YOrk?‘ If most of

the class wrote 'Albany,' I would know they had learned."

Give 0 points if student's answer fails to specify a

procedure for collecting a sample of their behavior.

(A sample answer worth 0 points)

"If they knew the capital of New York was Albany."

The preceding was simply an example of the format of how

your essay question might be constructed. Naturally your

question will be much different and will measure your own

objectives. Just be sure you include specific sample answers

to illustrate how you would score possible answers.
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Check List for Evaluating Test Questions

 

Max.

for

yes

Multiple

.choice

#1 #2 #3
 

1. Is the stated purpose of the test item also

one of the purposes of the course?

 

2. To answer the item correctly, must the pupil

make one or more of the types of responses

‘ listed in the course objectives?
 

3. If a pupil incorrectly answered this item,

would you say he probably had not achieved

one of the aims of the "course"?
 

4. Does this item really measure something

important and worth while?
 

5. Does the test question make it perfectly

clear what iefiexpected?
 

‘ 6. Does the test question require the pupil

to make some application rather than repeat

memorized worde?

 

 

For Multiple-Choice Questions Only

7. Is one and only one alternative clearly the

____:peet" or "most correct" answer?
 

8. WOuld the incorrect alternative seem

.plausible to a person who has not yet

attained the specific objective measured

by this item?
 

9. Is the correct alternative roughly the same

length as the incorrect alternatives?
  

10. Is the item written so pupils do not receive

an unintended clue from either the gramma-

tical structure or dependent alternative?
 

(For

hl. Have the ideas for Which credit will be

Essay Question Only

 

given been specified in advance?

12. It is clear how much credit each type of

 

reeponse will_receive?

13. Have expected illustrative answers for

various degrees of quality been provided?      
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Fifth written Assignment

Simulated Teaching Group

Myself as a Teacher

Now that you have completed your simulated teaching

experience, you are going to have an opportunity to do some

serious thinking about such questions as the following:

Was I successful in achieving the objectives of my

lessons?

What types of changes would I make if I were to teach

this lesson again?

What,to you, were the most important psychological

principles or insights learned during this experience?

How has this series of papers and the actual teaching

of a lesson influenced my thinking about the role of

a teacher?

How has this experience influenced my feelings about

myself as a teacher?

In other words, this paper should bring together a synthesis

of your reactions and feelings toward the simulated teaching ex-

perience as perceived by you.

NOTE: All four previous written assignments are to be

handed in with this final paper and will be retained by your

instructor.

Please use the following outline:

I. General Evaluation

On the basis of your actual simulated teaching exper-

ience and the pupil evaluation sheets, comment briefly

on the effectiveness of the following and how you would

change them if you were to do this again.

Objectives

Teaching Concepts

Teaching Skills

TeaChing for Transfer

Teaching for Retention

Test Items"
U
H
U
P
U
‘
J
D
’
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III.

IV.
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What, to you, were the most significant psychological

principles or insights learned during the experience?

Tell why you felt these were significant to you?

Discuss how this experience has influenced your

thinking about the role of a teacher in the classroom.

Discuss how this experience has influenced your

feelings about you as a teacher.



APPENDIX I

SIMULATED TEACHING QUESTIONNAIRE



NAME: STUDENT NO.: INSTRUCTOR:
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SIMULATED TEACHING QUESTIONNAIRE

 

Use the attached IBM sheet for the multiple choice items and

this sheet for the written answers.

1. In relation to all the other experiences in ED 200, the

Simulated Teaching experience was:

1. The most beneficial aspect of the course

2. One of the most beneficial aspects

3. Contributed about as much to the course as other

aSpects

4. Contributed little to the course

5. Contributed very little or nothing to the course

In terms of your growth as a future teacher, the Simulated

Teaching experience has:

1. Contributed very greatly

2. Contributed greatly

3. Contributed somewhat

4. Contributed little

5. Contributed very little

In terms of helping you understand psychological principles,

the Simulated Teaching experience was:

. Extremely important

. Very important

. Of some importance

. Of little importance

. Of very little or no importanceU
'
l
-
fi
w
w
l
-
J

The series of papers completed in connection with the

Simulated Teaching experience were:

1. Very helpful in terms of learning psychological

principles '

2. -Helpful

3. Somewhat helpful

4. Not very helpful

5. Little or no help

In terms of my feelings about teaching as a future career,

the Simulated Teaching has:

1. Affected me very much .2. Affected me quite a lot

3. Affected me some - 4. Affected me slightly

5. Affected me very little
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Answer questions 6 through 15 on the basis of the following

key:

In terms of understanding concepts and principles of Educa-

tional Psychology, the Simulated Teaching experience helped

me in the following areas:

NOTE: Place answers on the IBM sheet in the following manner:

1. Very helpful

2. Helpful

3. Somewhat helpful

4. Not very helpful

5. Little or no help

6. Individual differences

7. Readiness ‘

8. Discipline in the classroom

9. Teaching of skills

10. Teaching of concepts

11. Use of reinforcement

12. Classroom motivation

13. Testing pupil progress

14. Role of the teacher

15. Stating objectives in behavioral terms

ANSWER THE FOLLOWING QUESTIONS ON THIS SI-IEIET--USE THE BACK IF

NECESSARY

When you presented your "lesson" in the Simulated Teaching

Situation:

(Time in minutes)

How many "pupils" did you teach?
 

How long were you actually teaching in front

of the "class”?

What grade level were you teaching to?

What subject were you teaching?

The most beneficial aspect(s) of the Simulated Teaching

experience was (were):
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The most undesirable aspect(s) of the Simulated Teaching

experience was (were):

Of the five papers completed during the term, which of them

helped you most in your understanding of psychological

principles, which helped you next most, etc.? (Rank the

following five papers from 1 (most valuable) to 5 (least

valuable.) '

Objectives in Simulated Teaching

Teaching Concepts and Skills

Insuring Transfer and Retention

An Adhievement Test

Myself as a Teacher
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CLASSROOM OBSERVATION QUESTIONNAIRE
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OBSERVATION QUESTIONNAIRE

NAME: STUDENT NO.: INSTRUCTOR:
 

Use the attached IBM sheet for the multiple choice items and

this sheet for the written answers.

1. In relation to all the otherexperiences in ED 200, the

weekly Observation experience was:

1. The most beneficial aspect of the course

2. One of the most beneficial aspects

3. Contributed about as much to the course as other

aspects

4. Contributed little to the course

5. Contributed very little or nothing to the course

In terms of your growth as a future teacher, the weekly

Observation experience has:

1. Contributed very greatly

2. Contributed greatly

3. Contributed somewhat

4. Contributed little

5. Contributed very little

In terms of helping you understand psychological principles,

the weekly Observation experience Was:

1. Extremely important

2. Very important

3. Of some importance

4. Of little importance

5. Of very little or no importance

The series of papers completed in connection with the weekly

Observation experience was:

1. Very helpful in terms of learning psychological principles

2. Helpful °

3. Somewhat helpful

4. Net very helpful

5. Little or no help

In terms of my feelings about teaching as a future career,

the Weekly Observation Experience has:

1. Affected me very much 2. Affected me quite a lot

3. Affected me some 4. Affected me slightly

5. Affected me very little
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Answer questions 6 through 15 on the basis of the following key:

In terms of understanding concepts and principles of education-

al psychology, the weekly Observation experience helped me in

the following areas:

NOTE: Place answers on the IBM sheet in the following manner:

Very helpful

Helpful

Somewhat helpful

Not very helpful

Little or no helpU
l
a
n
N
H

. Individual differences

Readiness

Discipline in the classroom

k
O
C
D
Q
O

. Teaching of skills

10. Teaching of concepts

11. Use of reinforcement

12. Classroom motivation

13. Testing pupil progress

14. Role of the teacher

15. Stating objectives in behavioral terms

16. On the basis of your short acquaintance with your observa-

tion teacher, in which of the following categories would

you place him or her?

An outstanding teacher

An above average teacher

An average teacher

A below average teacher

A poor teacherU
'
l
n
t
h
H

ANSWER THE FOLLOWING QUESTIONS ON THIS SHEET--USE THE BACK IF

NECESSARY
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Approximately how much total time did you spend talking indi—

vidually with your observation teacher throughout all the

observations? (Circle your answer on this sheet.)

total of 3 or more hours

total of 2 to 3 hours

total of 1 to 2 hours

total of one-half to one hour

total of 5 to 30 minutes

total of less than 5 minutesm
m
b
w
m
n
—
a

§
>
>
>
>
>

Name of observation teacher:
 

School:
 

Subject: Grade:
 

Total amount of time spent inside classroom each week (in

minutes):
 

Number of times you observed (this will not affect your grade):

 

Although the following activities were not an expected part of

the weekly Observation experiences, did you have an opportunity

to: (Please estimate the approximate total amount of time spent

(in minutes) in each of the following types of activities.)

a. Teach a lesson to the class?

b. work with a small group of pupils?

c. werk with individual students?

d. werk with your observation teacher individually in grading

papers, assisting with records, etc.?

e. Administer a test to the class?

f. Other: List any other activities with the approximate

amount of time.

The most beneficial aspect(s) of the weekly Observation experience

was (were):

The most undesirable aspect(s) of the weekly Observation

experience was (were):

Of the five papers completed during the term, which of them

helped you most in your understanding of psychological principles.

which helped you next most, etc. (Rank the following five papers

from 1 (most valuable) to 5 fleast valuable).

Objective in Simulated Teaching ___ An Achievement Test

Teaching Concepts and Skills .___ Myself as a Teacher

Insuring Transfer and Retention



APPENDIX K

INDIVIDUAL CELL MEANS AND STANDARD DEVIATIONS FOR

CLASSROOM OBSERVATION AND SIMULATED TEACHING

GROUPS ON THE CRITERION INSTRUMENTS

TABLE a:

b:

C:

d:

e:

f:

Course Grade

Final Examination

Minnesota Teacher Attitude Inventory

Career Plans Questionnaire

Redwood School Test

Course Evaluation Scale
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for Simulated Teaching and Classroom Observation

Groups on Course Grades

Individual Cell Means and Standard Deviations

 

 

 

 

Instructor

A B C D E Total

Classroom N 33 20 21 36 35 145

Observation M 29.36 30.10 27.91 29.22 26.26 28.57

Group SD 6.32 6.41 6.03 7.83 6.55 6.63

Simulated N 21 36 35 22 21 135

Teaching M 29.38 28.00 28.79 30.41 29.52 29.22

Group SD 5.70 6.21 7.60 7.70 7.28 6.90

N 54 56 56 58 56 280

Total M 29.37 29.05 28.35 29.82 27.89 28.90

SD 6.01 6.31 6.82 7.77 6.92 6.77

Table b. Individual Cell Means and Standard Deviations

for Simulated Teaching and Classroom Observation

Groups on Final Examination

 

 

 

Instructor

A B C D D Total

Classroom N 33 20 21 36 35 145

Observation M 67.27 70.90 63.86 66.78 64.00 66.56

Group SD 9.15 7.29 11.62 10.33 8.10 9.30

Simulated N 21 36 35 22 21 135

Teaching M 67.91 67.67 66.74 68.45 67.43 67.64

Group SD 7.76 9.87 12.26 11.22 10.45 10.31

N 54 56 56 58 56 280

Total M 67.59 69.28 65.30 67.62 65.72 67.10

SD 8.46 8.58 11.94 10.78 9.28 9.81
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Table c. Individual Cell Means and Standard Deviations

for Simulated Teaching and Classroom Observation

Groups on Minnesota Teacher Attitude Inventory

 

 

 

 

 

Instructor

A B C D E Total

Classroom N 33 20 21 36 35 145

Observation M 155.67 148.75 149.14 143.22 144.17 148.19

Group SD 34.29 32.91 27.30 31.95 28.00 30.89

Simulated N 21 36 35 22 21 135

Teaching M 140.57 148.89 135.68 145.86 139.81 142.16

Group SD 32.73 34.59 29.78 20.86 30.38 29.67

N 54 56 56 58 56 280

Total M 148.12 148.82 142.41 144.54 141.99 145.18

SD 33.51 33.75 28.54 26.40 29.19 30.28

 

Table d. Individual Cell Means and Standard Deviations

for Simulated Teaching and Classroom Observation

Groups on Career Plans Questionnaire (Post)

 

 

 

 

 

Instructor

A B C D E Total

Classroom N 33 20 21 36 35 145

Observation M 30.49 32.25 29.91 31.03 30.91 30.91

Group SD 5.53 3.67 4.81 5.45 4.46 4.78

Simulated N 21 36 35 22 21 135

Teaching M 31.24 32.72 29.19 27.50 29.76 30.08

Group SD 5.29 4.67 6.23 7.57 4.07 5.57

N 54 56 56 58 56 280

Total M 30.86 32.48 29.55 29.26 30.34 30.50

SD 5.41 4.17 5.52 6.51 4.27 5.18
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For Simulated Teaching and Classroom Observation

Groups on Redwood School Test

Individual Cell Means and Standard Deviations

 

 

 

 

 

 

Instructor

A B C D E Total

Classroom N 33 20 21 36 35 145

Observation M 78.52 80.40 77.14 79.89 77.43 78.68

Group SD 14.25 8.39 17.71 9.12 7.58 7.14

Simulated N 21 36 35 22 21 135

Teaching M 77.86 82.75 79.88 77.73 82.81 80.21

Group SD 6.57 8.01 8.03 7.47 5.64 11.41

N 54 56 56 58 56 280

Total M 78.19 81.58 78.51 78.81 80.12 79.44

SD 10.41 8.20 12.87 8.30 6.61 9.28

Table f. Individual Cell Means and Standard Deviations

Groups on Course Evaluation Scale

For Simulated Teaching and Classroom Observation

 

 

 

 

 

Instructor

A B C D E Total

Classroom N 33 20 21 36 35 145

Observation M 36.33 36.00 38.86 35.97 28.83 35.20

Group SD 6.83 7.73 5.09 6.66 6.94 6.65

Simulated N 21 36 35 22 21 135

Teaching M 34.81 36.58 36.09 35.50 30.14 34.62

Group SD 7.11 7.51 5.46 5.88 5.89 6.37

N 54 56 56 58 56 280

Total M 35.57 36.29 37.48 35.74 29.48 34.91

SD 6.97 7.62 5.28 6.27 6.42 6.50
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CHI SQUARE ANALYSIS OF OBSERVATION AND SIMULATED

TEACHING GROUP RESPONSES TO ITEMS FOR

CPQ (PRE) AND CPQ (POST) TESTS
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Table a. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item l_for the CPQ (Pre) and

CPQ (Post) Tests.

 

 

 

 

 

 

Type of Groups

Changes Obs. Sim. T.

Positive 31 28

No 90 74

Negative 14 19   
Table b. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item g_for the CPQ (Pre) and

CPQ (Post) Tests.

 

 

 

 

 

Types of Groups

Changes Obs. Sim. T.

Positive 24 ' 21

No 86 74

 

Negative 25 26

  
 



Table
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c. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item §_for the CPQ (Pre) and

CPQ (Post) Tests.

 

 

 

 

 

 

  
 

Type of Groups

Changes 1 Obs. Sim. T.

Positive 27 26

No 89 76

Negative 19 19

Table d. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item §_for the CPQ (Pre) and

CPQ (Post) Tests.

 

 

 

 

 

 

Type of Groups

Changes Obs. Sim. T.

Positive 30 28

No 74 71

Negative 31 21  
 



Table e.
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and Simulated Teaching Group Responses

to Item §_for the CPQ (Pre) and

CPQ (Post) Tests.

Chi Square Analysis of Observation

 

 

 

 

 

 

  
 

Type of Groups

Changes Obs. Sim. T.

Positive 28 21

No 80 74

Negative 27 26

Table f. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item §_for the CPQ (Pre) and

CPQ (Post) Tests.

 

 

 

 

 

 

Type of Groups

Changes Obs. Sim. T.

Positive 23 17

No 78 82

Negative 34 22  
 



Table 9.
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and Simulated Teaching Group Responses

to Item 1_for the CPQ (Pre) and

CPQ (Post) Tests.

Chi Square Analysis of Observation

 

 

 

 

 

 

   

Type of Groups

Changes Obs. Sim. T.

Positive 27 17

No 91 82

Negative 17 22

Table h. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item §_for the CPQ (Pre) and

CPQ (Post) Tests.

+

 

 

 

 

 

Type of Groups

Changes Obs. Sim. T.

Positive 30 31

No 67 61

Negative 38 29   



Table i.
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Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item 2_for the CPQ (Pre) and

CPQ (Post) Tests.

 

 

 

 

 

 

  
 

Type of Groups

Changes Obs. Sim. T.

Positive 26 19

No 102 94

Negative 7 8

Table j. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item lQ_for the CPQ (Pre) and

CPQ (Post) Test.

 

 

 

 

 

 

Type of Groups .

Changes Obs. Sim. T.

Positive 26 24

No 81 78

Negative 28 19   



APPENDIX M

CHI SQUARE ANALYSIS OF OBSERVATION AND SIMULATED

TEACHING GROUP RESPONSES TO ITEMS ON THE

OBSERVATION AND SIMULATED TEACHING

QUESTIONNAIRE
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to Item l_on the Observation and
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Chi Square Analysis of Observation

and Simulated Teaching Group Responses

Simulated Teaching Questionnaire

 

 

 

 

 

 

Response Groups

Number Obs. Sim. T.

l, 2 102 61

3, 4, 5 42 71

No Response 1 3  
 

Table b.

to Item g_on the Observation and

Simulated Teaching Questionnaire

Chi Square Analysis of Observation

and Simulated Teaching Group Responses

 

 l

 

 

 

 

Response Groups

Number Obs. 316775.

1. 2 101 54

3, 4, 5 43 79

No Response 1 2   
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Table c. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item §.on the Observation and

Simulated Teaching Questionnaire

 

 

 

 

 

 

Response Groups

Number Obs. Sim. T.

l, 2 67 37

3, 4. 5 77 96

No Response 1 2  
 

Table d. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item fl_on the Observation and

Simulated Teaching Questionnaire

 

 

 

 

 

 

Response Groups

Number Obs. ' Sim. T.

1. 2 82 96

3. 4. 5 62 37

No Response 1 2 
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Table e. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item §_on the Observation and

Simulated Teaching Questionnaire

 

 

 

 

 

 

Response Groups

Number Obs. Sim. T.

l. 2 96 63

3, 4. 5 48 70

No Response 1 2  
 

Table f. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item §_on the Observation and

Simulated Teaching Questionnaire

 

 

 

 

 

Response Groups 1

Number Obs. Sim. T.

l. 2 102 60

3, 4. 5 42 73

 

No Response 1 2   



Table 9.

to Item Z.on the Observation and

Simulated Teaching Questionaire
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Chi Square Analysis of Observation

and Simulated Teaching Group Responses

 

 

 

 

 

 

Response Groups ‘1,

Number Obs. Sim. T.

1, 2 74 58

3, 4, 5 69 75

No Response 2 2   

Table h.

to Item §_on the Observation and

Simulated Teaching Questionnairem

. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

 

 

 

 

 

 

Response Groups :__

Number Obs. Sim. T.

l, 2 88 37

3, 4, 5 56 96

No Response .1 2   
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Table i. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item 2_on the Observation and

Simulated Teaching Questionnaire

 

 

 

 

 

 

Response Groups

Number Obs. Sim. T.

l. 2 59 79

3, 4, 5 85 54

No Response 1 2   

Table j. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item l9.on the Observation and

Simulated Teaching Questionnaire

 

 

 

 

 

Response Groups

Number Obs. Sim. In

1. 2 64 94

3, 4, 5 80 39

 

No Response 1 2

   



Table k.

to Item ll on the Observation and

Simulated Teaching Questionnaire
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Chi Square Analysis of Observation

and Simulated Teaching Group Responses

 

 

 

 

 

 

Response Group

Number Obs. Sim. T.

l, 2 66 66

3, 4, 5 78 66

No Response 1 3   

Table l.

to Item l; on the Observation and

Simulated Teaching Questionnaire

Chi Square Analysis of Observation

and Simulated Teaching Group Responses

 

 

 

 

 

 

Response Groups

Number Obs. Sim. T.

l, 2 77 84

3, 4. 5 66 48

No Response 2 3   



179

Table m. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item l; on the Observation and

Simulated Teaching Questionnaire‘

A

 

 

 

 

Response _ Group

Number Obs. Sim. T.

1. 2 47 60

3, 4, 5 96 .72

No Response . 2 3   

Table n. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item lg_on the Observation and

Simulated Teaching Questionnaire

 

 

 

 

 

Response Groups

Number Obs. Sim. T.

1 49 47

2, 3, 4,5 93 85

 

No Response 3 3

   



Table m.

Simulated Teaching Questionnaire'
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Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item ll_on the Observation and

.-

*7

 

 

 

 

Response Group

Number Obs. Sim. T.

1, 2 47 60

3, 4. 5 96 72

No Response 2 3 
 

Table n.

to Item l§_on the Observation and

Simulated Teaching Questionnaire

 

Chi Square Analysis of Observation

and Simulated Teaching Group Responses

 

 

 

 

 

 

Response Groups

Number Obs. Sim. T.

l 49 47

2, 3, 4,5 93 85

No Response 3 3
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Table 0. Chi Square Analysis of Observation

and Simulated Teaching Group Responses

to Item l; on the Observation and

Simulated Teaching Questionnaire

 

 

 

 

Response Groups

Number Obs. Sim. T.

1, 2 54 80

3, 4. 5 88 50

 

No Response 3 5   
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