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CHAPTER I
INTRODUCTION

The professional sequence in the usual teacher education program

exposes education majors to available knowledge in the fields of curricu-
lum and instruction, child growth and development, and the organization
of education in ;he United States and has peripherél concern for evalua-
tion, audio visual matgrials and_techniques, educational philosophy and
history and usually culminates in stpdent teaching.

Such curricular arrangements assume that the education student

will transfer the talk about education to his teaching. As LaGrone

points out, however, "The recent research in teachingkapd work in theory |

indicates that this is an extremely difficult task and that an assumption f

of this magnitude is more likely to be false than true."l

What seems to be needed is an "integrative stem'" which will enable

teacher educators and their students to wed theory and practice. This
study is an effort to determine whether the technique of simulation meets

that need.

I. STATEMENT OF THE PROBLEM

Broadly stated the purposé of the study was to‘(l) examine the

training technique of simuiation in‘order to judge‘its effectiveness for

Ty lyerbert LaGrone, "A Proposal for the Revision of the Pre-

‘ service Professional Component of a Program of Teacher Education"
(Washington, D.C.: American Association of Colleges of Teacher Education,
1964), p. 63. : - :

i | 1
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presenting critical teaching probiems and (2) determine whether or not
exposure to sim:lated critical teaching problems has any observable

effect on the participant's teaching behavior.
II. ANALYSIS OF RELATED STUDIES

Literature on Simulation

Simulation may be defined as the creation of realistic models
to be operated by partieipants in order to provide them with problem-
solving experiences related to their present or future work. Such game
experiences require each'participant to make decisions based upon previous
training and available information. After decisions are made, the partici-
pant is proVided with an oppbrtunity to see and/or discuss one or more

possible consequences that may result.

The use of simulation in training‘is not new. The technique
probably is best knewn from the.use of the Link Flight Trainer developed
during World War II. Since that time, flight'trainers have become in-
creasingly sophisticated.v For example, Eastern Airlines empleys a simu-
lator of the Boeing 727 jet which is married to a digital-type electronic
computer.

Other areas of the business sector have made sizeable investments
in simulatinn as a tra1ning device. The American Management Association
has developed and refined a "Top Management Decision-Making Game" while
Harvard University has created a "Harbits Company" wherein future corpora-
tion vice presidents practice "constructlve failure " In each case the

technlque allows partic1pants the luxury of making professional errors

without the often harsh real-life consequences.

2
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In education, simulation seems to have been first employed success-
fully in programs of driver training. One such example is described by
Richards.

The driving compartment of an automobile is duplicated.

. .. It is a single unit which is equipped with an acceler-
ator, brake pedal, steering wheel, gear shift, directional
signal, horn button, light switch, headlamp. . . . All of
these controls are electronically connected to the master

unit so that the instructor may record on a continuous score
card, the action of the controls. . . .

Driving situations to which the students react are flashed
on a screen in front of the car simulator. The motion picture
film confronts the students with such operations as steering
through complicated situations, parallel parking, etc. . . .2
Guetzkow has produced simulation materials which appear to be
promising for teaching basic concepts of balance of power, sovereignty,
and international law.3 Using these materials at Lawrence, Kansas,
Cherryholmes has involved college preparatory students in a six-week
simulation game in international relations. In this project three stu-
dents are assigned to each nation occupying positions of Central
Decisioanaker, Chief Diplomat, and Military Advisor. These roles are
defined as follows:
The Central Decision Maker has the final authority to
determine the policies of his nation. The Chief Diplomat is

the only official who may conduct oral negotiations with
other nations, and the Military Advisor is responsible for

2william T. Richards, "Simulation: What Is It and What Does It
Offer?" Wiscoosin Journal of Education, April 1964, p. 12.

3Harold Guetzkow (ed.), Simulation in Social Science Readings
(New Jersey: Prentice-Hall, Inc., 1962). .




maintaining the military posture of his nation and for
‘'securing accurate information concerning the military
strength and intentions of other nations .4

As a result of the actual gaming run in the spring of 1963, stu-
dents were exposed to the realities as well as the concepts of military
aggression, collective security, United Nations, balance of power, isola-
tionism, and postwar settlement.

In the late 1950's, University Council for Educational Administra-
tion in its Development for Criteria Study, simuiated the administrative
position in the public elementary school.? The simulation materials,
through films, filmstrips, tape recordings and printed material introduce
each participant to Jefferson Township and the Whitman Elementary School.
Following orientation, each participant assumes the role of Marion Smith,
principal, and attacks problems like the following directive which appears

in his in-basket.

Dear Marion:

I thought you should know that at this time of the school
year, it is customary for our principals to encourage member-
ship in the Jefferson Teachers Association.

I hope that you will plan to stress the activities of the
Association, devoted to the welfare of our teachers and con-
cerning itself with many of the problems faced in the teaching
situation.

I look forward to your cooperation in this matter.

E. Andrew Donnelly
Superintendent aof Schools

4Cleo Cherryholmes, "Developments in Simulation in International Re-
lation in High School Teaching," Phi Delta Kappan, January 1965, pp. 227-31.

. 5John Hemphill, et al., Administrative Performance and Personality
(New York: Teachers College, Columbia University, 1962); University Coun-

cil for Educational Administration, Simulation in Administrative Training
(Columbus, Ohio: The Council,1960.

4




Presently the University Council for Educational Administration
is expanding simulation materials for wider use in administrator training.
- Of the simu1ation materials available in education, these materials .seem
to have had the greatest use and impact to date.6

A more recent application of simulation is in the work done by
-Kersh and his associates at Oregon who have constructed a "classroom
simulator."’ In this project, multiple projection techniques are used to
present participants with episodes occurring in Mr. Land's sixth grade.
The participant reacts to each episode and in turn is shown a possible
consequence of his decision as another short film projects the pupils'
predicted reaction.

Simulation materials have been developed by Dunlop8 at The Uni-
versity of Missouri for use in counselor training. Participants in this
game play out the role of the guidance counselor at Middle Strata High
School. The incidents faced by the simulated counselor are typical of
the kinds of duties counselors actually perform. To aid the "counselor"

in reaching decisions, grade point averages, master schedules, and

behavioral journals are made available.

bMorris J. Weinburger, "The Use of Simulation in the Teaching of
School Administration'" (unpublished Doctoral dissertation, Teachers
College, Columbia University, 1965).

"Bert Y. Kersh, Classroom Simulation' A New Dimension in Teacher
Education (Training Research Division, Oregon System of Higher Education:
Title VII NDEA; .1963). .

8Richard_s. Dunlop~andkBen C.inntergarat, "The Counselor's Week:
A Simulation Program for Counselor Trainees" (Kansas City: The University
of Missouri, 1966). (Mimeographed.)

e e e e ek .
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9

Pierson and Sherts’ of San Diego County Department of Education

have produced the Life Céreefggame for use with sixth grade students. The

game is described as an‘activity which reqﬁires pupils to simulate some of
the decisions a person would need to make as he'progressed‘through school,

prepared for a job, and entered mafriage and»family life. The purpose of

the game is to give pupils Some understanding,ofveducétional and career
choices and to provide them with experiences in planning for their own
future.

Underlying the use of simulation is the hypothesis that ffansfer

of training occurs, i.e., that practicevin sdlving life-1like problems of

flying or making executive decisions should have a positive effect upon

one's behavior on the job.',This hypothesis is supported in some measure

e

in several studies made in the aircraft industry and in education.l0
Further analyses of‘the above studies using simulation in education
reveal the following:
Kersh found that students who underwent simulation training were

ready to assume full responsibility during student teaching up to three

9Glen Pierson and Garry Sherts, Life Career Game (San Diego: San
Diego County Department of Education, n.d.).

10g;ichard W. Bishop, "Questions and Answers about Driving Simulator"
Safety Education, December 1964, p. 9; Robert B. Hayes, '"Simulation in
Driver Education,'" N.E.A. Journal, April 1965, p. 58; Bert Y. Kersh,
Classroom Simulation: Further Studies on Dimensions of Realism (Training
Research Division, Oregon Systems of Higher Education: Title VII NDEA,
Project 5-08480, 1965); Charles W. Vlcek, "Assessing the Effect and Trans-
- fer Value of a Classroom Simulator Technique,'" (unpublished doctoral
~dissertation, Michigan State University, 1965); Weinburger, loc. cit.
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weeks earlier than a control group not having such training.11

Vlcek found that simulation increases the participant's confidence
in his ability to teach.12 Weinberger reported that participants felt
their behavior on the job was modified positively as the result of the
simulation experience.13 In addition these studies indicated that par-
ticipants considered the simulated experiences stimulating and highly

motivating.

Literature on Critical Teaching Problems

A second and complementary concern of the study was to identify
critical teaching problems which in turn, would be simulated. A review
of the related literature revealed that although numerous follow-up

studies of teacher graduates had been conducted, most were simple surveys

so limited in number of respondents involved or by procedures employed that

they offered little guidance or assurance. A few studies, however, are

worthy of being reported.

Teachers in Wey's 1nvestigation14 reported eight problem categories

in the following order of severity discipline, adjusting to deficiencies

in school equipment and materials, adjusting to additional non-teaching

duties, providing for individual differences motivating, keeping records

and reports, methodology of teaching, and relations with superordinates.

11Kersh, loc. cit.
12Vlcek, loc.'cit.

13Weinberger, loc.»cit.
- lhyerpert W. Wey, "Difficulties of Beginning Teachers," School
Review, January, 1951, pp. 27- 32. o
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Lambert's teachérs reported problems in keeping records and re-

pbrts, finding out about and using special services of the school, under-

‘standing school goals, planning for and working with exceptional chil-

dren, discipline and underétanding and using courses of study and curricu-
lum guides.15

| In a more recent stﬁdy,-Piperl6 enumerates teaching problems in
three broad areas--diagnosis and remediation of learning difficulties,
discipline, and evaluation. Problems in the last two studies were not
reported by weight. |  ‘

When comparing the results of séﬁdie; such as the above, it is ob-
vious that lack 6f agreement exists in termiﬁoldgy’which inhibits
generalization by an investigator. However, it is clear that discipline
is reported as a problem in each study. It may also be said withvsome
assurance that aspects of "methodqlogy“ (e.g., motivation, diaénosis, and

remediation) and providing for individual differences are difficult

_problems for teachers.

It is of interest to note that in the majority of the problem

areas identified by teachers, little, if any, help is provided in the

usual pre-service programs. The help which is provided is rarely problem-
centered since problems generally are not the whetstones of teacher educa-

tion classes.

15Sam H. Lambert, "Beginning Teachers and Their Education,”
Journal of Teacher Education, December 1956, pp. 347-61.

l6Evelyn Piper, "An Evaluation of.the ﬁndergréduéte Elementary
Education Program at the University of Oregon Based on the Opinions of
Graduates" (unpublished Doctoral dissertation, University of Oregon,
1960) . '
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III. STATEMENT OF HYPOTHESIS

Since it can be assumed that teachers face identifiable teaching

problems and that these problems may exist at least in part because
teacher education courses are not able adequately to present students
with such problems, it is suggested that these problems be identified
and simulated for presentation to would-be teachers to determine what
effect, if any, the presentation of critical teaching problems and the
subsequent analysis thereof has upon teaching behavior.

The hypothesis to be tested is stated as follows:

If student teachers are given pre-service opportunities to en-

counter, analyze, and attempt to solve identifiable critical
problems of beginning teachers

(C1) then, such problems will be less numerous than if they
are not so encountered;

(C2) then, general teaching performance will be improved;

(C3) then, they will develop more positive feelings toward
persons and concepts related to such problems;

(C4) then, they will be more confident as student teachers;

(C5) then, they will be able to assume full-time responsi-
bility for student teaching sooner.

IV. DEFINITION OF TERMS

Several terms need to be defined as they are used in the study.

Critical teaching problems are those teaching problems submitted
by the first year teachers which were found to be statistically signifi-

cant.

First year teachers are those who submitted teaching problems

they encountered during their initial year of teaching using a

9

. R T EARTAR AT IR {5 kb e e




| | vk Ay

self-report instrument.

Simulation is defined as a life-like program used to present
critical teaching problems to the beginning teachers.

Simulated classroom was that fifth-grade classroom which was
created in order to provide a setting wherein the critical teaching prob-

lems would be reproduced through simulation.

10
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CHAPTER II
METHOD OF ATTACK
I. SAMPLE USED FOR DETERMINING CRITICAL TEACHING PROBLEMS

The initial phase of the study was concerned with the identifica-
tion of critical teaching problems. It was decided that such problems
would be sought.from first-year teachers since their problems most likely
would be related to omissions or failures of the pre-service program gnd
beginning teachers would have had less time to find adequate solutions for
them.

The sample chosen for the study was not randomly selected from
the population of first-year teachers. Instead of a random selection of
first year teachers, ﬁhe sample was comprised of the 1964 graduates of
the State University College at Brockport, New York. The results then
should not be generalized to the population of first year teachers. Such
a procedure w;s employed since the later experiment would be conducted
“with pre-service students in that institution. It was assumed that the
1964 graduates were not significantly different nor was their preparation

different from the expefimental group.

For a chronology of a few of the early activities undertaken in

the study see Appendix A.

II. INSTRUMENT USED FOR DETERMINING CRITICAL TEACHING PROBLEMS

In order to determine the problems perceived by State University

College at Brockport gréduates, an inventory was devised based upon




1

2

earlier work done by Dropkin and Taylor,™ Smiley and Sprague,“ and

Seymour Lemeshow.3 The Perceived Problem Inventory or PPI (see

Appendix B) contained 117 items categorized into seven areas as fo}lows:
discipline, evaluation, methods, parent relationms, persongl, planning
and materials, and routines. The items were arranged in random fashion.
Test-retest reliability of'the’instfument when used with a graduate
class of education students was .96. |

The "Perceived Problems InVentnry“ (PPI) was mailed May 1, 1965,
to the 282 elementary and:secondafy:SChOOl education majors who had
~ graduated in June of 1964. 'The.feSpondents, therefore, had'neéfly com-
pleted one year of teaching in public schools largely in New York State.
One hundred sixty-three replies or 58 percent of fhé queéfionnaires were

returned in time for the necessary subsequent analysis.
III. ANALYSIS OF PPI
The original four-point scale on the PPI was reduced to a two-

point scale (probleanb proBlem)nto compensate for possible respondent

IStanley Dropkin and Marvin Taylor, "Perceived Problems of Be-
ginning Teachers and Related Factors," Journal of Teacher Education,
December 1963, pp. 384-90.

, 2M’arJorle B. Smiley and Arthur R. Sprague, Professional Diffi-
culties of Beginning Elementary School Teachers as Seen by Elementar
School Principals, Study No. IV (New York: Office of Institutional Re-
search, Hunter College, November 1957.

f‘3Seymour Lemeshow, "Teacher Operational Problems Identification:
Problems Questionnaire Raw List" (New Jersey: Jersey City State College,
July 1964).




reluctance to admit the degree of SeVerity of problems. Results were
placed into problem and,gg_gﬁgﬁigﬁycategories and subjected to chi
square analysis, as shown by Table I. Significance is reported at the
.01 level.

In all, thirty-two problems were significant at the .0l level.
When an agithmetic weighting method was applied to the significant
problems, using the four original PPI scale units the order of problem

difficulty resulted which is shown in Table II, pages 21-22.
IV. PREPARATION TO SIMULATE THE CRITICAL TEACHING PROBLEMS

One of the major difficulties in simulating the problems from PPI
problem statements was determining what the expression of each problem
meant to the respondents. ‘qu example, what specific incident in the
teéching day was related to "invoIVing many children in group dis-
cussion'? The project staff sought the help of classroom teachers when-
ever some doubt existed over the possible meaning of such problem state-
ments.

No attempt was made to present a problem in any special way;
rather, each problem was reproduced uSing the most effective technique--
either 2s a filmed incident, a role playing situation or a written inci-
dent. 1In all, ten critical teaching problems (10, 18, 31, 42, 48, 50, 76,
79, 85, 91) were best suited for filmed'incidents, five (5, 22/30, 38, 67,
90) were developed for role playing, and sixteen were prepared as written
incidents. Two problems, 22 andm32,‘"ngf knowing how to evaluate my

objectives" and "judging children's progress in terms of my aims and

13




TABLE I
CHI-SQUARE TEST

Reported Problems . —

1.

10.

11.

PO Sl L

home or leaving for home.

materials.

achievement.

Not really iiking kids,

discussions.,

area being studied.

‘C”iticized by parents.

about students.

Maintaining order during field trips.

2 Signifi-
: o S g
. 1 1 canced
Having children follow routines for entering
and leaving the classroom when coming from :
1.09 No S
Lacking enthusiasm for a subject. 53.10 S
Needing help in selecting instructional
21.84 S
Working out a daily schedule. 4.09 No S
- Discussing with parents their children's '
21.00 S
bxplaining my grading system to children. 10.19 No S
Having students see relationship betwaen un-
desirable behavior and the consequences. 33.66 S
77.39 No S
Managing the distribution and ceollection of .
materials, paper, milk, etc. 27.77 No S
Involving meny of the children in group
35.73 S
Finding films and film strips related to the
15.64 S
Getting students to do homework, 32.69 S
29.50 No S
Collecting anecdotal background information
- 1595 No S
4.53 No S
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TABLE I (continued)

o ‘ . X2 4+ S2  Signifi-
Reported Problems : L 1 1 cance
16. Unhappy teaching’ in lowér socio-economic

district, . 4 40.27 No S
17. Keeping pupil attendance recdrds accurately. 6.90 No S
18. Not knowing what to do with students who finish 84.91 S

early.
19. Finding out about radio and T.V. programs re-.

lated to daily classwork of my children. 1.02 No S
20. Planning and executing useful field trips. 1.79 No S
21. Bothered by parents telephoning. 36.47 No S
22. Not knowing how to evaluate my dbjéctives. 8.86 S
23. Students not respecting me. ‘ 35.45 No S
24. Disturbed by school regulations. 1.23 No S
25. Ordering, securing, and accounting for

supplies and equipment. . 7.43 s*
26. Too much stress on grades for motivation. 16.89 s*
27. Integrating A-V materials into the lessons. 1.07 No S
28. Working out details of assembly programs. 3.04 | No S
29. Talking with parents I wish to contact. 6.58 No S
30. Judging children's progress in terms of my.

aims and purposes. 27.50 S
31. Having children maintain quietAwhiIe working

independently. 48.38 S
32. Feelings of insecurity. | . .23 No S
33. Managing the transition from one acfivity _

or subject to another. ' 47 No S




TABLE I (continued)

X2
x2 + §2 Signifi-

Reported Problems 1 1 cance
34. Relating the subject meaningfully to children. 25.83 S
35. - Finding appropriate reading materials for 21.65 S

readers one or more years below grade level.
36. Finding out what content I am supposed to

cover in my grade. - .05 No S
37. Establishing a rapport with parents so that

they will provide information candidly and

without embarrassment. 1.63 No S
38. Feeling uncomfortable about giving failing

grades. 36.64 S
39. Finding ways to integrate isolated, disliked

children in group activities. 46 .06 ¥
40. My feelings being hurt by criticism. | 3.10 No S
41. Organizing an orderly procedure for chil- |

dren to hang up their wraps. 45.22 No S
42. Not knowing how to deal with reading

problems. 55.46 S
43. Being unable to complete a lesson. .11 No S
44 . Helping parents understand the reporting

- system of my school. 2.74 No S

45. Involvir.- pupils in self-evaluation. : 18.93 S
46. Knowing how to hold student conferences. 2.16 No S
47. Unhappy about teaching at this present

grade level. ~ 26.50 No S
48. Unhappy with routine classroom bookkeeping. 9.50 S
49. Being afraid to teach controversial subjects. 6.88 No S
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TABLE I (continued)

= - _— - - .- .- __________________________________________________ - __ - ——
2 .
2 X 2 signifi-
X° + S
Reported Problems 1 1 cance

50. Having work for some children while I am working

with other groups or individuals. 32.87 S
51. Difficulty in identifying those who need re-

medial help. .82 No S
52. Feeling unpopular as a teacher. 26.52 No S
53. Not wanting a certain student in my class. 1.84 No S
54. Formulating questions that provoke discussion. 3.49 No S
55. Needing to know how to organize a unit of work. 2.31 No S
56. Identifying children in need of psychological

testing or counseling. 1.31 No S
57. Having difficulty with grouping. 1.72 No S
58. Having activities ready for children's rest

time periods. 11.21 No S
59. Bothered by frustration in my personal life. 8.73 s*
60. Not really knowing how to teach. 19.96 No S
61. Unhappy about teaching slow lsarners. 3.07 No S
62. Difficulties with organizing supplies and

~ materials. - 3.26 No S

63. Introducing a new topic and obtaining high
64. Obtaining the materials for making my own

teaching materials, e.g., construction paper. 4.84 No S
65. Having difficulty preparing lesson plans. 20.28 No S
66. Conducting an interview with a parent. 1.24 No S
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TABLE I (continued)

=
9 X 2 Signifi-
_Reported Problems | X1 + 8, cance
67. Having trouble interpreting children's
capabilities to parents. 17.50 S
68. Handling cliques in the classroom. 2.31 No S
69. Not being accepted by my colleagues. 78.09 No S
70. Handling children in passing in hall from
room to room. 8.73 No S
71, Differentiating instruction among the slow, ‘
average and gifted children in class. 21.84 S
72. Constructing bulletin boards. | | .001 No S
73. Finding out what the objeétives of educa-
tion are for my grade. 2.93 No S
74. Helping a student with a destructive home
situation. 49.67 S
75. Being:able to prepare classroom tests that
are valid. = : o 35.70 S

76. Handling children's aggressive behavior : |
toward one another. 41.75 S

77. Feelings of inferiority. _ 19.50 No S

78. Organizing procedures for moving as a class ,
from place to place. 10.76 No S

79. Students not willing to work. 94.83 S

80. Finding materials with which to prepare , . 1.02 No S
simple science demonstrations.

8l1. Lacking understanding of my subject(s). .18 No S

82. Explaining my techniques of teaching to parents.  11.84 No S

83. Interpreting the results of standardized tests. .08 No S




TABLE I (continued)

. Reported Problems X% + ST cance
84. Handling children who waste school materials. 1.01 No S
85. Being impatient with my students. 18.94 S
86. Teaching in an area for which I am un-

prepared. 1.37 No S
87. Unable to operate A-V equipment. 19.50 No S
88. Parents complaining about homework assign-

" ments. 37.35 No S

89. Getting parents to take an interest in

their children's behavior. 30.12 S
90. Telling parents that their children have

problems. 28.36 S
91. Handling the constantly disrupting child. 84.27 S
92. Being unable to tolerate student errors. 4 .84 No S
93. Having difficulty with written communication. | 14.59 No S

94. Finding out about community resources that
I can use in my teaching. .38 No S

95. Finding out what content children in my ,
class covered last year. .50 No S

96. Being troubled with parental complaints. | 35.09 No S
97. Using test results and anecdotal information

in working with individual children. 3.92 No S
98. Needing more understanding of student be-

havior. ‘ 2.84 No S
99. Being unable to adjust to certain ethnic groups.  64.44 No S
100. Using the committee method with children. 3,25 No S
101. Not understanding the value of a plan-bdok. 41.47 No S
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TABLE I (continued)
xz + 82 Signifi-

Reported Problems 1 1 cance
102. Enlisting parent aid for activities such as

trips, making costumes for a play, or class

mother. P 49.69 No S
103. Being required to grade on a curve. 40.86 No S
104. Working with overly dependent children. 4.03 No S
105. Bothered by feelings of loneliness. 44.75 No S
106. Having difficulty with oral communication. 14.88 No S
107. Planning segments of work for a week or

longer. ' 34 No S
108. Having a distaste for grading papers. 30.28 S
109. Being afraid of some of my students. 81.39 No S
110. Bright students make me feel uncomfortable. 56.27 No S
111. Unable to maintain pupil interest. 1.84 No S
112. Lacking know-how for pupilnteécher plaﬁning. .016 No S
113. Having trouble contrblling class. 3.52 No S
114. Inability to keep up professionally in my

field. 3.69 No S
115. Not being prepared to teach under newer

instructional organization (e.g., team

teaching) . | . 6.92 No §
116. Having difficulty organizing my work. 2.9 No S
117. Feeling nervous when supervised. | 13.90 'S

—— ——————————————————————————— — ]

86.64 needed for significance at .0l.

Problems identified with asterisks are significantly not problems,
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TABLE II
SIGNIFICANT CRITICAL TEACHING PROBLEMS REPORTED BY WEIGHT
Problem Problem- - '
Order Number ‘ _
by Weight from PPT | | Critical Teaching Problem
1) 91 Handling the constantly disrupting child.
2) - 79 - Students not willing to work.
3) 42 ‘Not knowing how to deal with reading
problems. '
4) 74 _ Helping a student with a destructive home
situation.
5) 18 ~ Not knowing what to do with students who
finish early.
6) 108 | ‘Having a distaste for grading papers.
7) 31 " Having children maintain quiet while
working independently.
Integrating the isolated disliked child.
9) 7 o Having students see relatibnship between
undesirable behavior and the con-
sequences.
10) | 71 Differeﬂtiating instruction among the slow,
average and gifted children in class.
'11) 11 | Finding films and film strips related to
the area being studied.
12) - 89 Getting parents to take an interest in
their children's behavior.
13) 76 | Handling children's aggressive behavior
toward one another.
50 ' Having work for some children while I am
working with other groups or individuals.
15) 35 Finding appropriate reading materials for
readers one or more years below grade
level.
5 Discussing with parents their children's
problems.
T
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TABLE II (continued)
]
Problem Problem : S '

Order Number
by Weight from PPI Critical Teaching Problems
17) 2 Lacking enthusiasm for a subject.
90 : Telling parents that their children have
problems. -
19) 38 Feeling uncomfortable about giving failing
grades.
20) 3 Needing help in selecting instructional
materials. |
21) 12 Getting students to do homework. ]
30 Judging children's progress in terms of
my aims and purposes.
23) 10 InvolVing many of the children in group ?
discussions. j
| : |
24) 117 Feeling nervous when supervised. i
25) 48 4 Unhappy with routine classroom bookkeeping. 4
26) 34 Relating the subject meaningfully to :
children. '
27) 29 | ‘Talking with parents I wish to contact.
45 Involving pupils in self-evaluation.
29) 85 , Beihg impatient with my students.
75 Being able to prepare classroom tests that
are valid.
31) 67 | Having trouble interpreting childrumn's
capabilities to parents.
32) 22 Not knowing how to evaluate ﬁy objectives.
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objéctives" were combined since the statements did not appeer to be sig-
nificantly different in meaning. 'Itvwas decided to simulate each problém
as it might occur in a fifth grade. Fifth grade was selected becéuse it
was an intermediate grade and because ten-year-olds would be able to role

play parts for the filmed incidents.

V. SELECTING THE SCHOOL DISTRICT SCHOOL AND

CLASSROOM TO BE SIMULATED

Since the‘simulated problems were to occur in a life-like setting,
a school district had to be created. To invent a completely mythical-
school with all the detail necessary was considered beyond the scope of
the project. Instead it:ﬁas decidéd to'ad;pt alreal school and real

school materials .to the purpose of the study. The following several cri-

teria were established  in order to guide the search for a school which

was to serve as the prototype:

1. The school was to be located in a middle claés community but
one which contained families from a cross section of socio-
economic and ethnic backgrounds.

2. The;sqhool was to be in a school system which provided a good

 educational program and service for children.
3. The school should be located in a vital and growing community.
4. The school should be in a district which drew on both rural
and urban-like areas. |
5. The school should be considered a '"good school' by the com-

munity and by school officials of other communities.




6. The school and community should be relatively easy to disguise.
7. The school should be in district where a high level of
morale existed.

The identity of the particular school selected is.unimportant to
the study and is best not revealed since the problems simulated had no
direct connection with that particular school, its program, parents, or
pupils. Rather the simulated criticai téaching pfoblems could and do
occur in any school setting. The proBlems Qéré imposed on that school
only in order to carry out the study. From this point on the school will

be referred to as Longacre.
VI. PREPARATION OF SCHOOL BACKGROUND MATERIALS

It was felt that several kinds of background materials were needed
as follows: (1) those which would provide the participants with an intro-
duction. to the school community and the Longacre School, and (2) those
which would be available and useful to a teacher at Longacre in coping
with the.critical teégﬁiﬁg problems. .. In both cases it was important
that the materials provided useful information which might be drawn upon
in order to facilitate later decision making. Also, the material, in a
sense, had to present a school and school district philosophy within
-which each participant could wonk‘comfortably.. Finally, the materials
needed to be constructed in such a way that they would help each partici-
pant to feel as if they were direqted to him thus facilitating role

assumption.

Information about the school community was collected from a number

of sources including among others brochures developed by the town
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government, a school district report prepared as part of a high school

‘accreditation study, and a brochure prepared for recruiting teachers.

Among the significant poiﬁts'to be conVeyed'aBout the commﬁnity

and the school district were the following:

‘1.

The town of 70,000'é1tizens was the fastest growing'in the

‘ county.

The town was located between a large industrial center with
many educational points of interest and a rural area of
isolated farmlands.

Most of the town's inhabitﬁnts commuted to wofk in the nearby
city. |

The school system was growing rapidly'in order to keep pace
with town growth.

The town‘contained people from a‘variety of national and re-

ligious origins.

. ' The citizens had gfeat faith in the school system and had high

educational aspirations for their children.
Money was made available to the schools in order to provide
good teachers and to make instructional materials and services

available.

The above information was woven into the script (see Appendix C)

for a filmstrip of twenty-seven frames. The filmstrip was called

- "Spotlight on Education in Monroe." Pictures were taken by members of

the project staff and a member of the Instructional Materials Center at

State University College at Brockport. Some pictures were provided by
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the school district personnel office from a file used primarily for
recruitment. of teachers. A magnetic recording was made narrated by the
simulated school district superintendent, Dr. Raymond Black.

A similar filmstrip (Appendix D) with a narrative by the simulated
principal, Frank Jones, was made to present information about Longacre
School. The 50 frame filmstrip "Welcome to Longacre School" contained
the following information:

l. Longacre is a A00 pupil K~6 school. ‘ f

2. Longacre is located in the oldest section of town in a

densely populated neighbcorhood.

3. Only limited bus scheduling is needed since most children live
* : ~ within walking distance of the school.

4. Many of the children lived in homes where both parents work.

5« Longacre teachers are urged to provide many child-directed

activities such as group projects, discussions, etc.
6. The school district provides special teachers to provide
instruction in art, vocal and instrumental music, library and

physical education.

7. Longacre also has diagnostic and remedial personnel in psy-
chology, speech, reading, health and dentistry.

8. A school supervisor is assigned to work with teachers to im-
prove instruction.

9. Enrichment activities are scheduled for the children after school.

10. Parents give the school strong support and have high interest

in the school program.-
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The second categéry of background materiais has been identified as
those items which would be available and useful to a teacher at Longacre
in solving the critical teaching problems. These materials normally form
the most important part of a teacher's professional classroom file.

Cumulative record cards were constructed for a classroom of
thirty-one children. 1In actuality, data about real children in a real
classroom were used but changed significantly to insure tﬁe anonymity of
the children and their families. Each record card contained the following:

1. Family data and home conditions

2. Attendance informatidn

3. Test data

4. Child's picture

5. Final report card marks in grades 1l-4

6. Remarks made by teacher following parent-teacher conferences

7. Teacher remarks regarding unusual or significant behavior

8. Child's special interests and outside activities.

Get_acquainted cards were intended to serve as a quick referencé
for getting to know the students. They contained name, address, telephone
number, age, special classes (e.g., orchestra), a brief comment by last
year's teacher and the achievement record of that chiil in several sub-
jects at the close of fourth grade.

Two sociograms were made in the classroom representing the simu-

lated classroom. One asked the children to "Name three children in your
classroom whom you would most like to sit next to." The second requested,

"Name three children in your classroom whom you would least like to sit
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next to." When the sociograms were given to the participants Qhey were
told that:they were always current for each problem. Obviously that
would not be the case in reality but no alternative seemed feasible.

Faculty Handbook of the school which was simulated was revised
in order to become the handbook employed at Longacre. It contained the
usual faculty roster, special'subject schedules, and rules and regula-
tions which were intended to guide behavior of teachers and students as
well as to provide information of a more routine nature. |

The Curriculum Handbook was an adaptation of the real one employed
in the district which served as the prototype. It contained suggested
learning experiences for children in gr#des K-6 in the academic areas.
It was not unlike typical courses of study available in most progressive
school districts.

The Pupil Personnel Services Manual also was adapted. It defined
the roles of such special professidnal people as school‘social wotkers,
psydhologists and others who were availabie to assist teachers and stu-
dents in the district.

The Audio Visual Manual which contained a listing of records, film-

strips, film and slide sets was used with few changes.

The class roster was composed which contained the names of the

thirty-one children in the simulated classroom.
Finally, a name tag using the name Pat Taylor was made to be placed
on the desk of each participant. The name Pat was selected so that either

" a male or female could assume the role of the beginning fifth grade

teacher at Longacre.




VII. DEVELOPING THE FILMED CRITICAL TEACHING INCIDENTS IN

THE CONTEXT OF THE LONGACRE SCHOOL

Although scripts had been written for the ten critical teaching
problems to be presented on film, no one yet had been assigned to play
roles in those visual problems. Subsequently arrangements were made for

children and teachers in the Campus Demonstration School of the State Uni-

versity College at Brockport, New York, to participate in the filming. It
was decided that television would be used initially to produce video
tapes of each problem and then to convert the tapes to 16 mm. film. The

use of video tape provided great flexibility and enabléd the staff to

L e

make maximum use of time and materials. The college had had considerable
experience in using this medium and the children had been in front of
television cameras cince they had entered four-year-old nursery school
there. They had no difficulty assuming the role of students in Pat °
Taylor's fifth grade. On the average, four hours of rehearsal and actual
filming went into the construction 6f each'filmed incident. Since

different children participated in different incidents this did not

disrﬁpt the ;lassroom learning environment as much as one might expect.
In all.the filmed incidents, children continued to work on their school
studie- while the incidents took place.

Three of the ten %ilmed incidents were of teachers in the Long-

acre School. Enough teachers who in the past had enjoyed working with .

television as a medium of instruction were eager to participate. These
incidents varied in length from less than one minute to ten minutes with

four minutes being the approximate average time.
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VIII. DESIGN FOR THE STUDY

In order to test the hypothesis and projected consequences, the

following randomized control group pretest-post test design was employed.
R 0p X 02

R 03 04‘

The X or treatment used was the simulation experience henceforth
referred to as the simulator.

Since the experimental design was to be employed twice, in the

fall and later in the spring, two samples of forty participants each were

selected randomly from the two pools of elementary and early secondary
majors attending State University College at Brockport, New York. One
pool from which forty students were selected was made up of those students
who would be eligible for student teaching in September 1966. The second
pool was composed of students who would be student teaching beginning
February 1967.

Twenty students from each sample were assigned randomly to experi-
mental and control groups respectively. (A complete list of experimental
subjects is contained in Appendix E.) Comparisons of grade point averages
were used to assure randomization. On this criterion there eas no signifi-
cant difference among the groups. All participants later wefe randomly
assigned to supervising teachers who would work with them during student
teaching. |

‘Generally both fall and spring’experimental groups reported for
simulation training in lieu of their first two weeks of student
teaching. Control groups went as sche&uled te their student teaching

assignments. The experimental groups reported to a specially
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prepared room at the Campus Demonstration School in Brockport. A dia-

gram of the room is presented in Figure 1.
IX. ESTABLISHING THE ASSESSMENT SCHEDULE

In order to test the hypothesis and the foll)wing consequences
several instruments were obtained or constructed.

Consequence 1 that # reducinn in problems would occur was
examined using the earlier described Perceived Problems Inventory--
PPI (Appendix B).

Consequence 2 that general teaching performances would improve

was measured using the Classroom Observation Record--COR and the Stu-
dent Teacher Evaluation Report--STER (Appendix F).

Consequence 3 that participants would develop more positive

feelings was measured using specially prepared semantic differentials--
SD (Appendix G) and the Minnesota Teacher Attitude Inventory--MTAi.

Consequence 4 that participants will be more confident as

teachers was determined by employing a Confidence Scale--CS (Appendix

H).

Consequencé-S.that participants would assume fullftime re-
sponsibility for student teaching sooner was examiﬁed using a card--
AFR submitted by the supervising teacher indicating the date when the
student teacher did or cou}d havg assumed full responsibility for the
classroom. |

General reaction was obtained to the simulator using the

Reactions to Simulator Training--RST (Appendix 1), and the Perceived
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Standard film screen

Table with 16 mm prOJector, filmstrip machine, and
tape recorder e

Observation room separated by special ?lass (=mw~way
mirror)

‘Microphone hooked-up with observatlon room

Tape recorder in observation room
Participant's tables: four partic1pants per table

FIGURE 1

SIMULATOR ROOM
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Effects of Simulation ’l’utnfnb Questionnaire~~PBST (Afwdndh: J), and
an intexview schedule,
N ihg.above 1nstrﬁmants were used on the schedule:presented. in.
Figures 2 and 3.
X. INSTRUMENTS

Aside from thée -!erceiv;a Problem Inventory, whose development was.
described earlier, no new {natruments wuée developed by this prdjecto
Efxisting ins&ﬁxﬁéﬁés or adaptations théreaf were used to test the
hypotheses, N |

ry--PPI (see Aﬁﬁéﬁdix B).. The develop-

ment of this lnstrdméh: frd;s existing ‘{.naﬁéuunts and research and itd
validati:émsar.:gcdéecrtbhd«hghuer. The instrument iis-ted 117 persistent
problems of teachers with a fd‘ixr-péint scale placed opposite each itei
5o that respondenta could itidi,c::ate to what ‘d;egree they considered that
ltem to be a’ pto‘olaa | :

Llassroon ubsngu:gg &gor&né&. T'he."é‘i‘asaroom Observation
Reéord from Ryan's Teachér Characteristice Study was -udap.ted to this «
study by deleting the first four items concerning the behaviav of
pupila.4 This was done in the bglief thct student teachera do not
significant:ly i.nﬂuence the classroqn climate nor are classroom
teachers objective enough o rate these factots in their Gwn clasi-

rooms. The glossary was an integtal part of each instruméent and teachers

, 4pavid J. Ryans, qh&fﬁcté§¥§tics.bffTéhchers (WaShingtong D.C.:
American Council on Educatiom, 1960), p. 86.
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were trained in the use of this instrument. A six-point Likert-like
scale was used for each of the remaining eighteen pairs of adjectives
with an N available for behaviors that could not be observed. Use

of the N was greatly discouraged during the training session.

Student Teacher Evaluation Report--STER (Appendix F). This

instrument is used by the‘State College ét Brockport to evaluate the
students at iﬁe completion of each quarter of student.teaching. The
supervising téaphgf‘is asked to rate the student from 1 to 5 for each
of fifteen charécféfis#ics or abilities. Such items as voice, plan-
ning, questioning]and vitélity are included. For the purposes of

this study only the summary marks -(PTI),- as awarded by the supervising
teacher and the'ofg;campﬁé supervisor, were used as a measure of over-

all success during studentiteaching. During the second quarter when

some of the students were assigned to the Campus School, cnly one

mark was assigned since there were no off-campus supervisors.
Semantic Differentialé--SD (Appendix G). A set of twelve
semantic differentials was assembled and placed randomly in an instru-

ment labeled Adjective Scales and prefaced with instructions.5 The

concepts used were: methods of teaching, supervisor's visit, my
first year of teaching, supervising teacher, teacher, Pat Taylor, re-

lationship with parents, student teaching, discipline problems, myself

~as a teacher, pupils, and classroom bookkeeping. Each concept had

sixteen adjective scales of 9 points each, One pair of adjectives each

3¢c. E. Osgood, G. J. Suci, and P. H. Tawnenbaum, The Measurement
of Meaning (Urbana: University of Illinois Press, 1957).
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was selected because it yielded high on one of the three dimensions of

meaning: evaluation, potency, or activity.

Minnesota Teacher Attitude Inventory--MTAI. The MTAI was used
to measﬁre changes in the student teacher's attitudes toward youth.6
This 150 item standardized inventory is published by the Psychological
Corporation and has been widely used in research on teaching and
teachers.’ |

Confidence Scale--CS (Appendix H). 1In his evaluation of Kersh's
simulation, Vlcek developed a confidence scale.® Elements of this scale
were used in developing a new ccnfidepce scale based on the thirty-
two persistent problems of beginning teachers.. Student teachers were
requested to place an X before very confident, confident, uncertain, or
very uncertain in order to express their feelings about each of the
problems. |

Assumed Fuil Responsibility Card--AFR. The simple report
illustraﬁed in Figure 4 was used to determine the number of days each
student required before he was able‘to take the role of the teacher in

the classroom.

GW. W. Cook, H. Leeds, and R. Callis, Minnesota Teacher Atti-
tude Inventory (New York: The Psychological Corporation, 1951).

13, w. Getzels, and P. W. Jackson, "The Teacher's Personality
and Characteristics,” in N. L. Gage (ed.), Handbook of Research
Teaching (Chicago: Rand McNally, 1963). :

8Charles W. Vlcek, "Assessing the Effect and Transfer Value
of a Classroom Simulator Technique!*' (unpublished doctoral disserta-
tion, Michigan State University, 1965).
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My student teachev

assumed full responsibility for the class

(as student teacher) on

(ate)

Signed

FIGURE 4

ASSUMED FULL RESPONSIBILITY CARD

Reactions to Simulator Training--RST (Appendix I). In order to

obtain a general reaction from the simulator participants an 'instru-
ment was developed that contained three sections. The first section
asked thirteen questiohs concerning the student's reaction to his emo-
tional involvement, assessﬁent of the value of the experience, and
suggestioﬁs concerning various aspects of the simulator. The second
part asked the student to write a brief paragraph about how he felt
about his simulator experience, and the third a free response section
that asked how he felt the simulator might be improved

Perceived Effects of ngulation Training--PEST (Appendlx J)
A series of six questions that sought to get the student teacher (or
former student teacher) to express hlS oplnions and state his experi-

ences concernlng the effects of the s1mu1ator on his teaching were

compiled to:form this questionnaire.
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Interview Schedule--At the completion of the first simulator,
graduate students from the University of Rochester interviewed the stu-
dent teachers involved using the following list of questionms:

1. Please describe and evaluate the discussion leaders'
techniques.

2. Do you believe that the particular discussion leaders had a
special effect in this experience or would the experience be basically
the same with any discussion leader?

3. Please describe the physical set-up of ﬁhe room and its
effects on your performance. Do you have any suggestions?

4. Please evaluéte the amount and type of work required in this
experience.

5. How would you evaluate the scheduling and pacing of this
experience.

6. Do you'beliéve you were somehow fortunate, unfortunate, or
somewhat different because you were selected to participate in this
experience?

7. 1In what ways did the simulator effect you personally?

XI. WORKSHOP TO INCREASE INTER-RATER RELIABILITY

In order to acquaint the participating supervising teachars with
the design of the study, to provide them with general instructions and
to give them specific traiﬁing to use the Classroom Observation Record,

an all day workshop was held (see Appendix K) .both for the fall and

spring experiments.




After a general orientation to the project, supervising teachers
were given extensive opportunities to observe and to discuss teaching
behavior via video tape and to use the COR to assess it. Efforts were
made to improve inter-rater reliability by discussing the categories of
the COR and the actions of the filmed teachers. At the conclusion of
the day a final inter-raterAreii;bility test using the COR was made
using a new video taped teaching episode.

Descriptively, it can be reported that the supervising teachers
trained as observers were in high agreement when assessing the final
teaching episode using the COR. Although ié was possible to assess the
video taped teacher on a Likert-type scale from 1-7, on most of the
eighteen variable continua, the raters were highly clustered within two
scale points.

Table III shows the result of the second training session.
Thirty-eight supervising teachers were trained, howeﬁer, four left early

and three COR's were discarded as unusable.
.XEL. THE SIMULATOR

In general the objectivés of the simulator experience were:
(1) to have each participant assume the role of Pat Taylor, a beginﬁing
fifth grade teacher at Longacre School in the Town of Monroe; (2) to
provide each participant with professiohalSmaterials normally available
tc teachers; (3) to expose participants t6 critical teaching problems
through simulation; (4) to proVide participants with opportunities to

analyze and solve the problems; and (5) to provide opportunities for
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RESULTS OF SUPERVISING TEACHER TRAINING IN USING

TARLE III

THE CLASSROOM OBSERVATION RECORD

e ——————

....- Highest Percent
Rating - Two- Scale Responding
Variable Range® .-:.Point Cluster in That Cluster

1, partial-fair 4-6 5-6 93.54

2. autocratic-democratic 4-7 6-7 87.09

3. aloof-responsive 5-7 5-6 96.77 ’

4. restricted-understanding 4-7 6-7 67.74

5. harsh-kindly 5-7 5-6 93.54

6. dull-stimulating 5-7 5-6 96.77

7. stereotyped-original 5-7 5-6 96.77

8. apathetic-alert 1-7 5-6 96.77 |

9. unimpressive-attractive 1-7 5-6 96.77 ?
10. evading-responsible 5-7 6-7 - 80.64 i
11. erratic-steady 5-7 5-6 96.77 !
12, excitable-poised 4-6 5-6 93.54

13. uncertain-confident 5-7 5-6 90.32

14. disorganized-systematic 5-7 5-6 96.77

15. inflexible-adaptable 5-7 6-7 83.87

16. pessimistic-dptimistic 5-7 ‘5-6 87.09

17. immature-integrated 4-7 5-6 80.64

18. narrow-broad 4-7 6-7 77 .41
-—

2 (Possible 1-7)




participants to project and to react to each other. This section is con-
cerned with a description of the above activities.

The simulator began on Monday morning9 with an orientation which
gave attention to attendance and hours (alternative daily schedules are
in Appendix L), physical setting, and the relationship of the simulator
to the student teaching experience.%%At mid-morning the orientation to
Longacre School and Monroe was begun? This included the use of the
filmstrips and distribution of the background materials--cumulative
records, faculty handbook, etc.

The early afternoon was used to study the teacher materials and
to discuss the school and community. The first problem was presented
at mid-afternoon.

Throughout the simulator Dr. Donald Cruickshank, Dr. Frank
Broadbent, and Mr. Roy Bubb concentrated on the following tasks:

(1) keeping the general schedule for the two weeks‘jAppendix M),

(2) providing background material as previously deséribed, (3) in-
troducing critical teaching problems, (4) acting as non-participants
in problem discussions, and (5) keeping the discussion moving.

Some elaboration of the directors' tasks is necessary. Only
one director worked with the experimental group at one time. The
general schedule involved working toward the solution of an average of

four problems each day with approximately one and three-quarter hours

devoted to each. After the problem was presented, participants were

9Both experimental and control groups were pretesting the
precedirg Friday. See Figures 2 and 3, pages 34 and 35.
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given forty-five minutes to react independently using an Incident
Response Sheet (Appendix N).

The rationale for problem solving contained on the sheets was
suggested in part by work done by Ryans.10 It included (1) defining
the problem; (2) defining the task;‘(3) retrieving appropriate informa-
tion (searching background material, selecting, deciding), reintegrating
information (summarizing, synthesizing, recombining); (4) considering
alternative solutions and predicting their consequences; and (5) se-
lecting one alternative as 'best."

Each incident Response Sheet contained six to ten guiding ques-

~ tions selected and/or adopted from a larger and more inclusive potential

list (see Appendix N).

Following independent prob'em analysis using the Incident Re-
sponse Sheet, participants in groups of four interacted for fifteen
minutes to each other's solutions sometimes using role play.} In the
remaining forty-five minutes allocated for problem analysis, partici-
pants reacted to the problem as a group. The group often chose or was
directed to engage further in role play at that time.

‘The same procedure was employed for the analysis of all thirtyr ﬂ
one critical problems. However, in se#eral cases (incidents 2, 3, 29,
34, 45, and 75) problems were introduced at the end of the day and |

assigned for analysis. Such incident:s were referred to as 'Take Home

David J. Ryans, '"Teacher Behavior Theory and Research: Impli-
cations for Teacher Education," The Journal of Teacher Education,
September, 1963.
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Problems" and were so assigned in order that participants would have

additional time and resources for problem solving.
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- CHAPTER 111
RESULTS

This chapter.is dividea‘into two sectioms. Tﬁe first section
presents data derived from testing‘five projected consequences stated
within the general hypotrhesis. (See page 9.) A second section con-
tains data which reflects the simuiation participants' personal reaction

to their involvement in the simulator.
I. TEST OF HYPOTHESIS (CONSEQUENCE 1)

The ﬂypothesis stated that, if beginning teachers are given pre-
servicé opportunities to encounter identifiable problems of beginning
problems will be less numerous than if they are not so encountered. To
test Consequence 1 both field test groups (Group I--Fall Semester group
and Group II--Spring Seméster group) reacted twice each in a self-
report fashion on the PPI making a problem--no problem response to each
of the 117 items.

The first observation was made aftér S'’s and C's in Group I had
completed their first quarter (one-half semester) of student teaching.
(Complete evaiuation schedules, Figures 2 and 3, are on pp.34-35.
After the first quarter of student teaching nineteen S's (who had two
weeks of simulation training in iieu of the first two ﬁeeks of student
teaching) reported an average of 48;63 problems each (possible 117).
Eighteen C's (no simulation training) reported an average of 50.55

problems per C.
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The second observation using the PPI with Group I was”made after
both quarters of student teaching had been completed. At that time
eighteen S's reported an average of 43}05 problems while seventeen C's
averaged 46.94 problems. In}both PPI self-reports of Group I, S's
perceivgd themselves as having slightly fewer problems than did C's.

The same procedure was employed with Group II (Spring group).
After the first quarter, twenty S's reported an average of 35.55 prob-
lems while eighteen C's reported an average of 27.62 problems. At the
conclusion of the second quarter of student teaching, twenty Group II
S's averaged 32.10 problems compared wifh'twenty C's 35.05 average.

In contrast to Group I results, Group II S's reported more
problems than C's at the end of one quarter of student teaching. How-
ever, by the completion of both quarters, Group II S's had reduced their
perceived problems while‘C's reported conversely that they had more
problems.v

In summary, in three of four observationms S's felt that they had
fewer PPI listed problems than did C's, Both C's and S's reduced their
perceived problems from the end of the first to the end of the second
quarter except for C's in Group II who indicated their problems had in-
creased in number.

A summary of tbe results of this use of ;he PPI is displayed
in Table'IV.

In a second.effort;to test Consequence 1, a th Square item-
by-item analysis of the PPI self-reported.responses was made at the end

of each quarter. At the end of the first quarter of student teaching,
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TABLE IV

AVERAGE NUMBER OF PROBLEMS SELF-REPORTED ON PPI BY S's
AND C's FOR EACH OF TWO FIELD TESTS

End of End of
First Quarter Second Quarter
Group I (Fall) S's = 48.63 S's = 43.05
C's = 50.55 C's = 46.94
Group II (Spring) §'s = 35.55 " §'s = 32.10
C's C's = 35.05

= 27.62

R e
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the control group self-reported the following two problems significantly
more times than the simulation gfoup:
#3 Needing help in selecting materials
#77 Feelings of inferiority.
At the end of the second quarter the differences also favored

the S group as C's self-reported the following two problems significantly

more times:
#2 Lacking enthusiasm for a subject
#88 Parents complaining about homework assignments,

When total C; + C2 item by item responses on the PPI are compared

to total S1 + S5 responses, results again favor S's. C's self-reported

the following problems significantiy more often:
#2 Lacking enthusiasm for a subject
#3 Needing help in selecting materials
#77 Feelings of inferiority
#111 Unable to maintain pupil interest.
However on two items S's self-reported significantly more often
as follows:
- #15 Maintaining order during field trips
#90 Telling parents that their children have problems.
Results of Chi Square item by item analysis of PPI responses
for both Group I and Group II are found in Table V. The same Chi
Square item-by-item comparisons were made between C's and S's in

Group IIL. At the end of the first quarter of student teaching Group
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TABLE V

SIGNIFICANT CHI SQUARE DETERMINED PERCEIVED PROBLEM INVENTORY ITEMS

AS SELF REPORTED BY STUDENT TEACHERS IN TWO FIELD TEST GROUPS

Fall Field Test| Spring Field Test

Group 1

Group II

Problem Statements

End of first quarter
of student teaching

of student teaching

of student teaching
End of second quarter

of student teaching

Combined quarters

2.
3,
9.
12,
15.
32,
36.

41.

77.
78.

88.

90.

93,

9%.
97.

108.
111.
114,

Note:

Lacking enthusiasm for a subject
Needing help in selecting materials
Managing distributions and collections
Getting students to do homework
Maintaining order during field trips
Feelings of insecurity :
Finding out what content I am
supposed to cover
Organizing an orderly procedure
for children
Feelings of inferiority
Organizing procedures for moving
a class '
Parents complaining about homework
assignment
Telling parents that their children
have problems |
Having difficulty with written com-
munication |
Finding out about community resources
Using collected information in working
with individual child
Having a distaste for grading papers
Unable to maintain pupil interest
Inability to keep up professionally
in my field
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o |End of second quarter

Q¢ |Combined quarters

|End of firéé_quarter

J

("C" means a problem for C's, "S" means a problem for S's.)




II S's self-reported the following problems significantly more times than
C's: | |

#36 Finding out what content I am supposed'to cover

#93 Having difficulty with written communication

#97 Using collected information in working with an individual
child

#108-Having a distaste for grading papers.
Conversely C's self-reported an 'inability to keep up professionally in
my field" (114).
Following the second quarter, Group II S's self-reported the
following problems significantly;more times than C's: |

#41 Organizing an orderly prpcedﬁrekfor ¢hildren

#78 Organizing procedures for money as a class

E When the data were combined, that is_Sl,+A$2 responses were com=-

| pared with C1 + C2 responses, eight group Qifferechs were noted. S§° self-
B reported the following problems sﬁgnificantly more times:

#9 Managing distributions énd collections

#12 Getting students to do homework‘

#36 Finding out what content I am supposed to cover

#78 Organizing procedures for moving a class
#94 Finding out about community resources
#97 Using collected information in work,with the individual child

#108 Having a distaste for gradingiﬁapefg.

C's self-reported "feelings of insecurity" (#32) more often.

Table V presents Group I and Group II self-report data using the

et mme—— e

PPI.
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In summary, Group I self-reports on the PPI favor S's as eight

of the ten significant problem differences self-reported by C's. How-
ever, Group II data presents an opposite picture in that thirteen of
fifteen significant differences on problems were self-reported by S's.

A third test of Consequence 1 was made by asking supervising

teachers of all C's and S's teo react on the PPI reporting the p:roblems
that they felt their student teachers had. The first observaticn of
Group I was made after S's and C's had completed their first quarter of

student teaching. At that time nineteen supervising teachers of S's

reported their student teachers had an average of 28.47 problems. Eigiteen

supervising teachers of‘C's reported an average of 32.28 problems.

The second observation for Group I requested & different group
of supervising teachers to respond on the PPI at the end of the second
student teaching quarter. At that time eighteen supervisi .g teachers of
S's reported an average of 23.89 prcblems per student while nineteen
supervising teachers of C's reported 35.68 problems per student teacher.

During both observations made for Group I, supervising teachers
of S§'s consistently reported their student teachers as having fewer
problems on the average. In addition the data reported by supervising
teachers of S's indicate S's problems were reduced in number between ob-
servations (28.47--23.89), while supervising teachers of C's seem to
indicate that their student teachers‘' problems increased (32.28--35.€8).

The same procedure was employed with the second field test or
Group II. After the first quarter, twenty supervising teachers of S's
reported 34.75 problems while eighteen supervising teachers of C's re-

ported 43.28 prcblems. At the conclusion of the second student teaching
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quarter, nineteen supervising teachers of S's reported 27,63 problems

compared with eighteen supervisors of C's reporting 31.83 problems.

Again as with Group I, supervising teachers of S's consistently
felt their student teachers had fewer problems. A summary of the re-
sults of supervising teachers' ratings of S's and C'. using the PPI
is found in Table VI.

A Chi Square item-by-item analysis of supervising teacher re-
sponses on the PPl was made in order tv determine whether any signifi-
cant differences were noted between C° and S5 on specific problems.

The first observation was made at the end of the first quarter
at which time significant differences existed between C's and S's on
six items. Supervising teachers of S's reported their student teachers
had greater difficulty with:

#12 Getting students to do homework

#19 Finding out about radio and TV programs

#49 Being afraid to teach controversial subjects

#58 Having activities ready for children's rest time

#87 Unable to operate AV equipment

#115 Not being prepared to teach und2r a new organfzaticm.

The second observation made by supervising teachiers revealed
opposite results. That is, all five significant differences favored S's
as teachers of C's reported more often than C's experienced difficulty:

#34 Relating a subject meaning fully to children

#42 Not knowing how to deal with reading problems

#53 Not wanting a certain student in my class
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TABLE VI

AVERAGE NUMBER OF PROBLEMS OF STUDENT TEACHERS REPORTED
BY SUPERVISING TEACHERS ON THE PPI FOR $'s AND
C's FOR EACH OF TWO FIELD TESTS

—__——— —_—————————————
—

End of End of

First Quarter Second Quarter

Group I (Fall S's = 28.47 S's = 23.89
C's = 32.28 C's = 35.68

Group II (Spring) S's = 34.75 S's = 27.63
C's = 43.28 C's = 31.38
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#81 Lacking understanding of my subject(s)

#114 Inability to keep up professionally in my field.
Combined data, Cy{ + C2t VS. Sit * S2t, indicated that overall, teachers
of C® reported their student teachers had more problems with:

#3 Needing help in selecting materials

#72 Constructing bulletin boards

#81 Lacking understanding of my subject

#101 Not understanding the value of a plan book.

Results of supervising teacher use of PPI for Groups I and II
are presented in Table VIIL. Similar comparisons were made oi the
Group II subjects using supervising teacher responses on the PPI.

At the end of the first quarter, teachers of C's reported their
student teachers had more problems with:

#6 Explaining /The/ grading system to children

#10 Involving children in group discussion

#39 Finding ways to integrate isolated children

#42 Not knbwing Lhow to deal with reading problems

#51 Difficulty in identifying those who need remedial help

#54 Formulating questions that provoke discussion

#65 Having difficulty preparing lesson plans

##75 Being able to prepare classroom tests that are valid

#86 Teaching in all area fcr which 1 am unprepared

#93 Having difficulty with written communication

#99 Being unable to adjust to certain ethnic groups

#106 Having difficulty with oral communication.
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Supervising teachers of S's reported (#1) their student teachers had

more difficulty "having children follow routinas."

At the end of the second quarter, supervising teachers of C's
accounted for three differences reporting that their student teachers
had more problems with:

#11 Finding films and filmstrips

#14 Collecting anecdotal information

#39 Finding ways to integrate isolated children.

Combined data for Gfuup IL C1 + C2 vs, S1 + S indicated tinat:
overall, teachers of C's reported significantly more often that their
student teachers had problems:

#6 Explaining the grading system to children

#11 Finding films and filmstrips

#24 Disturbed by school regulaiions

#39 I'inding ways to intesrate isolated children

#51 Difficulty identifying those who need remedial help
#54 Formulating questions that provoke discussion
#64 Obtaining materials for making teaching materials
#65 Having difficulty preparing lesson plans

#81 Lacking understanding of my subject(s)

#85 Being impatient with my students

#86 Teaching in an area for which I am unprepared
#93 Having difficulty with written communication

#99 Being unable to adjust to certain ethmic groups
#104 Working with overly dependent children

#106 Having difficulty with oral communication.
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Results of Group I and II super&ising teacher responses on the
PPI are reported in Table VII, pages 57-58.

In summary, both Group I and Group II supervising teacher ratings
of their students on the PPI favor S's. Although Group I first quarter
differences favored C's, by the end of the second student teaching
quarter all differences favored S's.‘ Group II data consistently
favored S's as 30 of 31 significant differences on problems were re-
ported by supervising teachers of C's. In only one case did C's and
S's differ in favor of C's.

Four efforts were made to test Consequence 1. In the first a

determination was made of the average number of problems reported by
C's and S's on the PP1., Three of the four observations favored S's
as they reported fewer average problems per subject. In addition,
average problems veported by S's diminished for both Group I and II
from the end of one student teaching quarter to amother. Although
average problems reported by C's diminished from the end of the first
to the end of the second quarter for Group I, Group II C's felt their

problems increased. Thus, on three of four observations the null

hypothesis of no differences is rejected.

The second test of Consequence 1 was an item-by-item Chi Square
of self-reports by C's and S's on the PPI. Although Group I results
favor 5's, Group II data favors C's. No consistent relationship seems

to exist and the null hypothesis is accepted.

A third test of Consequence 1 was made. This comparison was

made of the average number of problems C's and S's had as reported by
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TABLE VII

SIGNIFICANT CHT SQUARE DETERMINED PERCEIVED PROBLEM INVENTORY ITEMS AS gEPORTED
BY SUPERVISING TEACHERS OF C's AND S's IN TWO FIELD TEST GROUPS

Group 1 Grovo II
j“ Fall Field Test Spring lield Test
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\ 3. Needing help in selecting materials &
6. Explaining the grading system to chil-
dren C
N 10. favolving children in group discussion C
) 11, Finding films and filmstrips
b 12. Getting students to do homework S ‘
l4. Correcting anecdotal information C
19. Finding out about radio and TV
g programs S
24, Disturbed by school regulations C
s 34, Relating a subject meaningfully to
L children C
: 39. Finding ways to integrate isolated
= children cC 1 C C
4 42. Not knowing how to deal with reading
L4 problems C C C
49, Being afraid to teach controversial S
5 sub jects
.& 51. Difficulty in identifying those who C C
) need remedial help
[ - 53. Not wanting a certain student in
: my class C
L 54, Formulating questions that provoke
‘ discussion C C
o 58. Having activities ready for chil-
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) 64 . Obtaining materials for making teaching
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TABLE VII (continued)
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; 81. Lacking understanding of my subject C c |
é 85. Being impatient with my students i C
\ 86. Teaching in an area for which I am
il unprepared C C
! 87. Unable to operate AV equipment S
93. Having difficulty with written | A
communication ' # C C
99. Being unable to adjust to certain
ethnic groups C c
| 101. Nct understanding the value of a
¥ C
plan book
104 . Working wicth overly dependent
children C
106 . Having difficulty with oral !
communication i C
114. Inability to keep up professionally u
in my field C ﬂ
| 115, Not being prepared to teach under a 4
ﬁ new organization S H
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“Note: '"C" means a problem for C's, "S'" means a problem for S's.




their supervising teachers. All four observations were consistent.
Supervising teachers of S's reported their student teachers averaged
fewer problems. In addition, and consistent with results of the
first test of Consequence 1, average problems reported diminished for
S's from the end of the first student teaching quarter to the end of
the second. On the other hand, supervising teachers of Group I

C's reported the problems of their student teachers increased in
number. The third test of Consequence 1 rejects the null hypothesis.

\
The fourth and final test of Consequence 1 was an item-by-item

3 analysis of supervising teacher responses on the PPI in order to deter-

mine whether any significant differences existed between C's and S's |

] .~ on specific problems. Results of the test indicated that, in five of

the six observations made, $'s were reported to have fewer signifi-

e cantly different items than C's. In addition, of the thirty-two

signi” cant item differences between C's and S's, twenty-five

favored S's while seven favored C's. Results reject the null

hypothesis of no difference.

{ ' In summary, three of the four tests of Consequence 1 reject
the null hypothesis of no differences between C's and S's. The

results of these tests indicate that student teachers who receive

s =
A

exposure to simulation will perceive themselves and will be per--

o

- ceived by their supervising teachers as having fewer problems than

[ student teachers who are not exposed,
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II. TEST OF HYPOTHESIS (CONSEQUENCE 2)

A second consequence stated that "the participants' general
teaching performance will be improved.' Consequence 2 was tested in
two ways. First, performance of .'s and S's was judged during the first
student teaching quarter by supervising taachers who had undergone
training to use the Classroom Observation Record (see pages 39-40).
Supervising teachers' ratings are reported in Table VIIT.

For Group I Mann Whitney U scores indicated there were no sig-
nificant differences between S's who had two weeks of simulation plus
seven weeks student teaching as compared with C's who had nine weeks
all in student teaching.

For Group II C's and S's were different on four of the eighteen
classroom observation record scales. In each case where differences

existed they favored S's as being more fair, democratic, adaptable, and

integrated. Group II S's failed to reach an overall .05 level of con-

fidence by a very small margin (.5) since U at this level is 112.
Since only four of the thirty-six possible differences on the
scales were significant and neither of the total scale observations were

significant, the null hypothesis of no difference is accepted and Con-

sequence 2 lacks adequate support.

Consequence 2 was tested'in a second way by comparing the
"Potential Teaching Index" (a measure of how much potential student
teachers seem to possess) assigned to C's and S's by supervising teachers
and college supervisors. Comparisons were made at the end of each

student teaching quarter for both Group I and Group‘II° Mean and
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mean differences are reported in Table IX. None of the mean differences
between C's and S's was significant beyond the .05 level when tested
With a t-test: Neither supervising teachers nor college supervisors

of C's and S's differed in the potential assigned the student teachers.

The null hypothesis is accepted and no support is given to Consequence 2

by its second test. Thus both tests of Consequence 2 accept the null

hypothesis. In other words there is no support that shortening stu-

dent teaching to accommodate simulation training will improve general

teaching performance.

.

III. TEST OF HYPOTHESIS (CONSEQUENCE 3)

The third consequence stated that simulation training would
"develop more positive feelings toward persons and concepts related

to such lﬁéach1ﬁ§7 problems."

Consequence 3 also wes tested in two ways. The first test
was concerned with measuring C's and S's reactions to iwelve concepts

using an adjective scale (semantic differential) with bi-polar scales

for each concept.

All subjects took the adjective scale four times--prior to stu-

dent teaching, after the first two weeks of student teaching (after the
simulator), after the first quarter, and upon completion of student
teaching. Results of these testings are reported below in Table X

only for those items which achieved significance since reporting changes

on all 192 items would be too bulky.

Thirteen scales from a total of ten of the twelve concepts were
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TABLE X

SIGNIFICANT VALUES OF CHI SQUARE BETWEEN ADMINTSTRATIONS AND
GR™ PS ON THE ADJECTLVE SCALE (SEMANTLC DIFFERENTIAL)

—— W— —_——— e — . — ——— — ———_ _
A

cineept and Scale
(From_total 192 items)

dmin.strations Groups

cl
C2

C2 |C3 |C1 Sl [s2 |s3 |s1l}]jcl jc2 |c3 |c4
C3 |C4 JC4 }S2 IS3 |S4 |S411s1 |S2 |s3 |s4

Pupils (clear-vague)

PupLls (dirty-cLlean)

My frrst year (f teaching
(interesting-duly)

My first year of teaching
(clear-vague)

My first year of teaching
(formal-informal)

My first year of teaching
(good=~bad)

Student teaching
(chaotic=-ordered)

Discipline problems
(poLsed~excitabla)

Discipline problems
(heavy-1light)

Relationship with parents
(simple=-complex)

Relaticuship with parents
(formal-informal)

Relationship with parents
(heavy-light)

Supervisor's visit
(interesting-dull)

Supervisor's visit
(formal-informal)

Methods of teaching
(formal-informal.)

Supervising teacher
(formal~informal)

Classroom bookkeeping
(good-bad)

Classroom bookkeeping
(confident~-uncertain)

Pat Taylor (chaotic-ordered)

Myself as a teacher
(formal-informal)

—_—————— = —
_—

c2

Cl

C2

C4

C2
Cl

C4 =4
S3 54
C2
C4

C4

——— = —— l o

Note: The group that scored significantly toward the left side of the
Group Il is underlined.

scale is listed.
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significantly different between administrations or between the experi-
mental and control groups for Group I. The two groups started off
with significant differences in that these C's felt that student
teaching was more 'chaotic' and bookkeeping was more ''good.! During
the semester C's changed significantly toward feeling that pupils were
more ‘‘clear,' their first year of teaching was more 'clear," and
that discipline problems were 'heavy." The S's made no significant
changes and when compared with the control group at the end of stu-
dent teaching felt that their relationship with parents was ''simple,"
while the C's felt that their relationship with parents were more
"heavy" and the supcrvisor's visits more "interesting.'" Three
changes occurred in the attitudes of the C's after the first two
wéeks, whereas no changes were reported by the S's until the change
toward seeing supervisor's visits as'more "formal" after the first
student teaching assignment. Only eleven scales from a total of
eight concepts were significantly different between testings or be-
tween groups for Group II.

The S's started feeling that pupils were more “dirty" than
did the C's. During the semester the S's felt that students became
"clean" and supervisor's visits became more "informal." During the
semester the C's felt that their first year of teaching became more
"dull" and more 'good." At the completion of the second semester,
only one difference existed between the groups. The C's saw

discipline problems as '"heavy.' Only one significant change occurred
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|

after the first two weeks and it again occurred to the C's where

this group saw their first year of teaching as more '"formal."

Three changes occurred betweeun the groups at this time. The S's

saw discipline problems as more ''poised," relationship with parents
as more "informal." Upon completion of the first student teaching
assignment the S's thought that relationshig with parents were more
"simple'" than they did after the simulator and compared with the C's
saw Pat Taylor as less ''chaotic.”

Although it appears that those changes and differences that
were significant generally favored the simulation group, there were
not a sufficient number of changes to reject the‘null hypothesis for
either Group I or 1I.

The second test of Consequence 3 tested the changes in the
two groups’ attitudes toward youth during student teaching. Group I
subjects were asked to take the Minnesota Teacher Attizude Inventory
prior to student teaching and after their first and second experi-
ences. Group II subjects took the MTAI at these times and after the
second week, which was upon completion of the simulator for the ex-
perimental group. The results of these testings are summarized be-
low in Table XI,

None of the differences in the means of the 8's and C's are
sig.ificant beyond the .05 level when subjected to a t-test.
Differences over time within groups were also checked for significance
by t-tests. No changes were found to be significant beyond the .05

level of confidence. The null hypothesis is accepted and no support
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is given to part two of Consequence 3 that attitudes of the simulation
group would be more positive.

Since the null hypotheses for Parts 1 and 2 were not rejected,
Consequence 3 concerning the development of more positive attitudes

received no support.
IV. TEST OF HYPOTHESIS (CONSEQUENCE 4)

The fourth consequence stated that the simulation group
should be more confident as measured on the Confidence Scale. The

students completed the Confidence Scale after two weeks (at the

completion of the simulator), and at the completion of each assign-
ment of student teaching. Data received from the students are re-
ported in Table XII for Group I and Table XIII for Group II,

There were nineteen significant differences for Group I.
After their first quarter of student teaching C's became more
confident about the following:

Being at ease when supervised

Judging progress in terms of their own aims

Involving many children in group discussions

They made no gains in confidence during the first quarter
and when their confidence at the end of student teaching is compared
to their confidence after two weeks of student teachinz, significant
gains were made only in having a more pdsitive attitude toward grading
papers. Six significant changes occur:ed for the first quarter S's.

They became more confident about the following problems:
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Involving pupils in self-evaluation

Being at ease when supervised

Being patient with their students

Judging progress in terms cf their own aims

Coping with the constantly disrupting child

Involving many children in group discussions

Relating children's problems to their parents

The S's also made no gains during the second quarter. The com-
parison of their confidence at the end of student teaching with their
confidence at the completion of the simulator results in six sig-
nificant changes. The S's gained confidence in:

Handling children's aggressive behavior

Being happy with routine classroom bookkeeping

Involving student's in self-evaluation

Being at ease when supervised

Coping with the constantly disrupting child

Getting students to do homework

Comparing Group I S's and C's result in three significant
differences. The C's start out being more confident about being
happy with routine classroom bookkeeping. At the end of the first
quarter, the S's iz:el greater confidence in involving pupils in self-
evaluation. At the end of student teaching the S's express more con-
fidence, but this is significant only about being able to relate

children's problems to frhieir parents.

There were only thirteen significant differences for Group

IL. No increase in confidence resulted from the first quarter of
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student teachirg in the C's and the second quarter increased their
confidence in differentiating instruction among children in the
class. Since this gain was made because of a loss of confiderce
in this area during the first quarter, it was not large enough to
be significant for the full semester. The only gain in confidence
for the full year was in feeling comfortable about giving failing
grades. The C's made one significant gain in each quarter--confi-
dence in being able to interest parents in their children's be-
havior and in preparirg classroom tests that are valid. During
the semester they retained these two gains and added four more.
They became more confident about:

Involving pupils in self-evaluation

Integrating the isolated, disliked child

Having children do independent work quietly

Being at ease when supervised

Involving many children in group discussions

Comparing Group II S's and C's results in only one significant
difference, and this difference was that at the completion of the
simulator the C's were less confident about involving many children
in group discussions. At the end of student teaching, the S's were
slightly more confident than the C's but no difference in items is
statistically significant. |

The most important comparison is between the simulation and
control groups at the completion of student teaching. There is not

sufficient statistical evidence to reject the null hypothesis.
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Therefore Consequence 4 concerning greater confidence is not

supported.

V. TEST OF HYPOTHESIS (CONSEQUENCE 5)

Consequence 5 states that the simulation group should be
ready to assume full-time responsibility for student teaching
sooner.,

The sponsor teachers werz asked to report the dates that
their student teachers assumed, or could have assumed, full-time
responsibility (as a student teacher) in the classroom. The days
were numbered from the first day of the assignment. For members
of the simulation groups, this meant that their first assignment
was numbered day eleven since they spent the first ten days in the
simulator. In a few cases a student never assumed full responsi-
bility and therefore was assigned the full number of days he was in
the assignment.

Data received from the teachers are tabulated and summar-
ized in Table XIV.

There is no significant difference between C's and S's for

the year and only one difference, significant at the .05 level,

of 6.1 days for Group II in the first quarter which favors C's.
Therefore, the null hypothesis is accepted and no difference was
found between the groups. Simulation experience did not effectively
shorten the time students needed to assume full responsibility in
full-time, full-semester student teaching. Consequence 5 is not

supported.
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VI. REACTIONS TO §z§;;LATOR TRAINING

During the post-test session at the conclusion of simulator
I and II, members of the experimental group were asked to respond to
simulator training using an instrument called "Reactions to Simulator
Training" (see Appendix I ).

The response of the students to the question in Part I, as
summarized in Table XV indicates that the participants felt that
simulation training was very enjoyable, realistic, very helpful,
much more meaningful than lectures, and was as valuable as is the
first two weeks of student teaching. In addition, the group's re-
sponses indicate that they felt involved in the contrived situationms,
that the discussions were very valuable in developing their own con-
cepts of teaching, that the simulation experiences were very helpful
in aiding them to develop methods of coping with classroom problems,
and finally that they would recommend simulation training to their
friends.

When asked about how large the training group should be, par-
ticipants indicated that a group of six was too small and a group of
forty too large. They did not agree that the materials could be used
on a one-to-one »asis. Response from both groups of participants
appears to be very similar. The two areas where the groups differ
siightly were in appreciation of the experience (numbers 1 and 12)
and in the belief that the size of the group could be varied (numbers
9-11). It appears tnat the experience was pleasanter for the second

group and this may account for the groups' different responses on
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TABLE XV

RESULTS OF REACTIONS TO SIMULATCR TRAININSG - PART I

Simulator I Simulator II

Question Average* Range Average* Range
l. I enjoyed receiving training in the

classroom simulator. 3.7 a-b 3.9 a-b
2. The classroom simulator was realistic

"ife-like.” 2.7 a-d 3.0 a-c
3. I felt as though I was involved in

the situation. 3.2 a-c 3.5 a-b
4., The discussions were valuable in

developing own concepts. ’ 3.6 a-b 3.4 a-c

5. I believe that the simulator experi-

ence was meaningful in its relation

to real classroom problems. 3.5 a-c 3.5 a-c
6. I feel that my experience in the class-

room simulator will help me to

identify classroom problems. 3.6 a-c 3.7 a-c
7. 1 believe that my experience in the

classroom simulator has helped me

develop methods of coping with

classroom proplems. 3.6 a-c 3.4 a-b
8. The classroom simulator made the

material more meaningful than

if it had been presented in lectures. 3.7 a-c 3.9 a-b
9. I believe that the classroom simulator

experience should be provided on an

individual basis. l.4 b-d 1.8 a-d
10. I believe that the classroom simulator

experience should be provided to

smaller groups (up to six students). 2.0 a-d 2.1 a-d
11, 1 believe the classroom simulator experi- '

ence could be provided to an entire

class (40-60 students) just as

effectively. 1.6 b-d 1.9 a-d
12, I would recommend classroom simulator
experiences to my friends. 3.0 a-c 3.6 a-b

13. I believe the classroom simulator
experience was as valuable as the
first two weeks of student teaching. 3.5 a-c 3.5 a-d

! *Assume: a=4, b=3, c=2, d=l.
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these items. When asked the open-ended question, "How do you feel
about vour simulator experience?'" the reactions were varied. As
presented in Table XVI, predominant positive comments were: it was
enjoyable, worthwhile, exciting; it helped to develop insights into
teaching problems; it changed my ideas about handling teaching
problems; it helped me gain more self-confidence about teaching, and
it made me more aware that problems would be faced in teaching. Only
one general negative remark was made indicating physical, mental and
emotional exhaustion from involvement. (This might be considered a
positive comment when viewed as participant input.) This problem of
exhaustion was compounded for the first simulator because of the poor
physical conditions and longer hours. Changes in the schedule and
physical environment made for the second csimulator apparently reduced
many of the negative effects and may have allowed some students to be-
come more involved.

Tsble XVII contains the tabulated response to Part III. When
asked how the simulator might be improved, fourteen participants of the
first simulator desired a shorter day. (This simulator began at 8:00
a.m. and ended either at 4:30 or 5:00 p.m. with "take-home problems"
necessitating some evening work.) Their other suggestions were to im-
prove physical facilities as seating and ventilation, and to permit a
more flexible rather than structured time schedule for working with the
critical teaghing problems. (All problems were allotted the same

amount of time.)
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TABLE XVI

RESULTS OF REACTIONS TO SIMULATOR TRAINING - PART II

s
'
!
!
]

e e e S e e ——

Simulator
Subjects' feelings about his simulator experiences: -
| Positive
b
; l. Felt that simulator experience was enjoyable,
¥ exciting, or worthwhile. 12 11
H 2, Developed insight into problems that elemen-
{: tary teachers face. 9 3
. 3. Changed personal problem-solving ideas through
‘ simulator discussions. 8 5
4. Gained self-confidence about teaching. 5 6

5. Became more aware that problems would be faced
in teaching. 4 7

6. Developed a broader outlook of teaching. 3

7. Changed from original negative attitude toward

U —

. simulation experience to a positive one. 3 1
' 8. Simulation should benefit or be a wvaluable j
: experience for every beginning teacher. 3 5 1

9. Felt deeply involved. 3 0

10. Became more professional. 2 0

; 11. Felt problems realistic. 1 0

i? 12. Could definitely apply knowledge in classroom. 1 1

Negative

1. Frustrated and/or physically, mentally, and/or
emotionally exhausted by experience. 10 1
2. Questioned whether problem solving technique

TR

,f would be recalled when actual situation was met. 3 0
ﬁ 3. Requested shorter days, more ventilation. 3 0
i 4. Discussed some problems too long, some not enough. 2 1
?? 5. Concentrated too much on negative or unimportant

;ﬁ problems. 2 0
i 6. Needed more information. 2 0
: 7. Needed better control leader. 1 1
s 8. Too much work involved on response sheet. 2 0
: 9. Injected too much personal experience (students). 1 0
g 10. Not motivated sufficiently or not involved. 2 0

: 11. Needed better method of trainee selection to have
| | mere representative age in class. 1

o
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TABLE XVII

RESULTS OF REACTIONS TO SIMULATOR TRAINING - PART III

— ———

Subjects' suggestions on how the simulator Simulator
might be improved: I II
1. Shorten course day. 14 5

(Extend length of course) &) (2)
(More breaks, longer lunch hour) (2) (0)
2. Provide leadership who will involve all members of
the group. - 3 0
3. Provide better physical environment. 7 0
(Chairs, ,ventilation, coffee)

4. Improve technical quality of films.

5. Permit flexible time periods for differeiit questionms.
6. Provide relief from exhaustion and tension.
7
8

NN~
OO OO

Modify or eliminate take home problems.
Provide better information and identification about
children, particularly on screen.
9. Provide more information about Pat Taylor and staff.
10. Vary types of problems presented in one day.
11. Provide better and more democratic group leadershlp
12. Reduce the number of problems.
13. Hold group more to discussion of topics.
14. Cover problems more thoroughly.
15. Prepare students for strain and emotional involvement.
16. Provide more problems with children. less with
parents.
17. Have real-life actors. | | . 1

NN W
OMNNOHFHOOOO

N
oo

I

——
—
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Fewer suggestions were made by the participants of the second
simulator. These suggestions concerned shortening che day, covering the
problems more thoroughly, and reducing the number of problems. Again,
it would appear that the changes that were made in the schedule and

the physical environment reduced many of the negative respomses to the

experience,

Results of Post Simulator I Interviews

During a subsequent individual interview conducted by persons ui-

known to the participants, the following questions and comments were

presented: (1) Describe and evaluate the discussion leaders' tech-

! niques, (2) Do you believe that the particular discussion leaders had
ﬂ a special effect on this experience or would the experience be basically 4
the same with any leader? (3) Describe the physical set-up, etc., (4)
Evaluate the amount and type of work required, (5) How would you evalu- |

ate the scheduling and pacing of the simulator? (6) Do you believe you °

were somewhat fortunate, unfortunate, or somewhat different because you

were selected to participate in the simulator? Why?, and (7) In what

E ways did the simulator affect you personally? See Table XVILI, pp. 83-85,
for complete results,
i In describing the discussion leaders' techniques, participants
indicated generally that they were satisfied. Most frequent comment made
was that they felt leaders kept out of discussions therefore allowing
students to solve the problems themselves.

The group was unsure about whether or not particular discussion

leaders would make a difference in the use of the simulation materials.
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TABLE XVIII

'RESPONSES TO SIMULATOR I EVALUATION INTERVIEW

Comment Frequency
I. Subjects' Answers to Individual Questions
l. Please describe and evaluate the discussion leaders'
techniques
a., Instructor did not become involved; he let
students solve problems 11
b. Kept discussion "on track." | 6
Failed to keep all discussion on track 1
¢. Evaluated instructors as good 6
d. Unbiased and/or objective 4
e. Drew out ideas and alternatives 4
f. Informal 3
g, Kept order 3
h. Stated problem and clarified 2
i. Miscellaneous (one each; some confused formal
and informal discussion leader) 11
2, Do you believe that the particular discussion leaders had
a special effect in this experience or would the experi-
ence be basically the same with any discussion leader?
a. Basically the same 9.
b. Somewhat different 5
c. Miscellaneous (one each; some subjects confused '
formal and informal discussion leaders) e’ 11
3. Please describe the physical set-up of the room and its

effects on your performance. Do you have any suggestions?

a. Satisfactory

b. Crowded

c. Needs better ventilation

d. Chairs were uncomfortable

e. Microphone and one-way glass were minor distractions
f. Size and arrangement helped maintain informality

g. Too much sitting and lack of activity

h. Room too light to show films

i. Day was too long

jo Need larger ash trays

HFENNMNDNWWPPOYYWO
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TABLE XVIII (continued)

Comment . Frequency
4. Please evaluate the amount and type of work required
in this experience.
a. Too many take-home problems for their actual value 9
b. Fair amount 7
c. Was mentally fatiguing 4
d. Too much work 4
e. Day was too long 4
f. Interesting and valuable work 3
g. Not enough was expected 3
h. Miscellaneous (one each) 4
5. How would you evaluate the scheduling and pacing of
this experience?
a. Schedule was too strictly adhered to 11
b. Day was too long or more or longer breaks were
requested 6
c. Good schedule 3
d. Poor schedule 2
e. Good pacing 2
f. Miscellaneous (one each) 6
6. Do you believe you were somehow fortunate, unfortunate,
or somewhat differznt because you were selected to
participate in this experience? Why?
a. Fortunate (total subjects) 14
(1) Broadened outlook., made more open-minded 7
(2) Gained confidence 6
(3) General 6
(4) Learned new techniques 4
(5) Realize problems 3
(6) Miscellaneous 5
b. Unfortunate (total subjects) 3
(1) No chance to visit schools 1
(2) Exhausted me 1
(3) Missed student teaching 1
c. Not decided or neutral (total subjects) 2
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TABLE XVIII (continued)

Comment Frequency
7. In what ways did the simulator affect you personally?
a. Negative effects physically and emotiomnally 11
b. Made me more aware of problems and alternative
solutions. Less idealistic 9
c. Less home life 4
d. Made me more open-minded 3
e. Increased my confidence 3
f. Have learned to tolerate frustrations 2
g. Miscellaneous (once choice each) 4

II. Interviewer's Summaries

1.

The experience seemed to be very rigorous for these student
teachers. They were made aware of the problems and the ideas of
others and seemed to recognize the beneficial contribution of this.
But the pressures which they fel: were too great. The discussion
leaders appeared to do their job quite well. Physical set-up
shculd be improved by better ventilation.

Too little time given to very interesting subjects or ropics and
too much time given to poorer and less interesting topics.

The work day was too long for the students and the night work was
too extensive.

Too mentally exhausting.

Students disliked one instructor's method, but liked the other's
method.

Froject was very profitable, all students were impressed with
the program's open character, all were willing to answer ques-
tions readily.

Final question seemed to indicate value of project as all stu-
dents profited by being made more aware of problems they felt
they would meet later in teaching.

Most expressed concern over the length of the day, but didn't seem
abused or overworked. The problem of discussion length seemed too
prominent, not enough time was given to important issues, too much
to less important questions.

In general, program was excellent. Much enthusiasm on part of
students, one way or another they all took a stand, most students
reacted favorably of the interview.
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in general participants found the physical setting adequate but not de-
sirable, In answer to question (4), the majority of participants felt
toc muchk work was expected although seven felt the amount was fair.

\" Only three participants were satisfied with the daily and hourly

i\ schedule of the simulator. Most felt the day was too long and the

*' schedule adhiered t.o too strictly.

Sixteen of twenty participants felt they were fortunate in par-
ticipating in the simalator, two were undecided, while two felt they
either had been deprived of visiting the school in which they would
student teach or were exhausted from participation.

In response to question (7) a variety of effects were noted.
Mentiored very frequently were 'physical and emotional' exhaustion
and that the "simulator made me more aware of teaching problems and
alternative solutions.'! Three participants stated that it increased
their confidence and three others stated that it made them ''more open-
| minded."
| The summary of participants' responses made by both inter-
viewers emphasize the student's involvement and enthusiasm profit that

students ‘alt they derived from the program, and the excessive

pressures caused by the schedule and the physical environment.

VII. PERCEIVED EFFECTS OF SIMULATION TRAINING QUESTIONNAIRE

Since the responses of both simulator groups were very similer,
the two groups will be combined for presenting the results. The

thirty-six respondents' answers to each question will be found in
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Table A summary of the responses to each question
follows:

1. How valuable was your simulation experience to you
during student teaching?

Most of the responses indicated that the simulation experience
was valuable; two felt that the experience was very valuable. Several
felt better prepared. Four felt wicertain about the influence of the
simulation experience because they could not weigh their esperience
against not having the expevience. Three students felt that no benefit
resulted from the simulation experience.

Positive attributes that students saw as arising from simula-
tion included more confidence in approaching student teaching, ac-
quaintance with schrol routines and records, and knowledge of problems
and alternate ways of dealing with them. Discipline and parent-
teacher relationships were mentioned as two problems which were of
most concern,

2. How would you compare the relative values of student
teaching and the simulation experience?

While simulation was generally thought to be a wvaluable pre-
student teaching experience, most of the students felt that simula-
tion could not replace student teaching. Several of the students felt
that simulation and studént .teaching were more valuable when combined
with each other. Others felt that each experience had different things
to offer. Simulation was seen as being more inclusive of all types of
problems, allowing reflection and sharing ideas with peers, and pro-

viding for integration of theory and practice. One student felt that
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simulation was of more value than student teaching while at least fifteen
responses could be interpreted as indicating that student teaching was of
far more value.,

3. How valuable do you consider your simulation experience

as a contribution toward making your first year of
teaching successful?

Thirty-three students stated that simulation should make a valuable
contribution toward cheir first year of teaching. Two were neutral or
undecided as to its value while one felt that student teaching would make
the greatest contribution. One student stated, ''More valuable than in
student teaching. In student teaching students were influenced by the
teacher. Routines and procedures have been established. Problems which
were discussed in simulation will have more meaning when the Student can
become a teacher in her own classroom." Other reasons for placing value
on the experience were that it helped them gain self-confidence in their
ability to meet and solve problems, exposed them to alternative solutions
to common problems, helped them to develop their own philosophy, and
made them more awaie of the whole school system's operation.

4, How does the value of the simulation training compare

to other sxperiences jyou had in the Brockport teacher
education curriculum?

The majority of the students felt that simulation was superior to
and more valuable than scme or all of the education courses combined.

One student felt that "Brockport professors prepare a teacher for
teaching." Three students felt that simulation was not as valuable

as other courses because there was not the personal contact with stu-

dents. Again, five qualified their remarks by indicating that student

teaching is still more valuable than simulation.
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Students felt that for the first time they were able to tie theory
and practice together. "It was a summary of four years of teaching
training in two weeks." Elaborations were made on this interactive aspect
of simulation and the rest of the curriculum where "each does their own
job." Simulation appeared to have provided students with realistic
situations in which to apply their theory.

5. Please comment on the placement, conduct, and content

of the simulation in the light of your increased ex-
perience.

Most students answered only one or two of the three parts of this
question. Thirteen of the students made general positive comments about
the conduct of the simulator. One stated that he had changed to a more
favorable evaluation of the simulator after having completed student
teaching.

Suggestions for changes in placement were made by ten students.
Some students would like to see the simulation spread out during student
teaching. Other suggestions include making it at the completion of
college or making it longer and less intensive.

Students in the first simulator made more suggestions for im-
proving the conduct of the simulation (these suggestions were used to
modify the second simulator). Four of them suggested shcrter hours,
less rigid scheduling, improving the facilities, and having more
effective leaders. Other suggestions from both groups include separating
students during the individual response period, encouraging a more
serious approach, and having the leaders or others evaluate the responses.

Content was generally seen as good, realistic, useful, applicable,

and beneficial. There were suggestions that some problems were
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repetitious and that a few were too extreme and overly specific. Sugges-
tions were made to include more discipline and grading problems and to
add problems on flexibility of daily scheduling.

6. Did simulation training make any difference in your
student teaching?

Thirty students responded yes, four responded no, and two were un-
certain as to the effect of their simulation experience on student
teaching. Most of the responses appear enthusiastic. The most men-
tioned difference was that they felt more confident--especially in their
ability to handle problems, They felt more sensitive to the problems
and had a greater variety of approacheé available., Understandings of
school operation and procedures were acquired.

While one student stated that "in my student teaching I actually
saw the simulated problems and another felt that "many times I have
wanted to call ali the Pats together and have them work on a child in
my class," a third student felt that the experience had "no lasting
effect,”

Other comments were that they knew where to look for help and
information, could anticipate and solve situations which appeared to

be in the making, and they became more open-minded and able to become

really involved in the first assignment,




CHAPTER 1V

DISCUSSION

The purpose of this study was to 1) examine the training technique
of simulation in order to judge its effectiveness for presenting critical

teaching problems and 2) determine whether or not exposure to simulated

critical teaching problems has any observable effect on the participants'’

" behavior. To achieve this purpose, four major activities were undertaken--
1) critical problems of beginning teachers were identified; 2) a fifth grade

d teaching situation was simulated which incorporated the critical problems;

3) the effectiveness of the simulation experience was tested experimentally;

and, 4) the effectiveness of the simulation techniques was judged by sub-

jects and the experimenters.
T. IDENTIFICATION OF CRITICAL PROBLEMS

Selection of the critical problems through the Perceived Problems In-

ventory appeared to be very effective for the purpose of this study. The

-

use of descriptivé statements phrased in the teachers' words and from the

'-M‘ 2y
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teachers' viewpoints created some difficulty when the actual problem had to

be recreated as an incident. The lack of a one-to-one correspondence be-
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tween the statements and actual classroom incidents in one case resulted in

two problems being combined into one incident. Using the instrument only on

[ o i )
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first year graduates of Brockport State College, limits the generalizability

- of the results to this group or very similar groups. It is possible that

another group may have different problems and that the technique of simu-

lation may be more or less effective in dealing with these problems.
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A major weakness of the present study arose through the use of these

problems of beginning teachers with student teachers. Many of the problems
such as those involving parent conferences are not concerns for student
teachers since they do not engage in these activities. Therefore, testing
these items during student teaching was inappropriate. A follow-up study
was originally planned to compensate for this deficiency but this was not

conducted due to a lack of funds.
IT. CREATING THE SIMULATION

Producing the simulation proved to be a major undertaking because of
the need for a strict attention to details. Cooperation of public school
authorities was excellent. It appears to be an impossible task to develop
an accurate model without using an existing school system. Using a specific
school system also resulted in a limitation since the system itself could
not be so general as to not lend its characteristics to the model. The sim-
ulation model became a suburban fifth grade situation.

The use of videotape recorders proved to be a great aid in producing
satisfactory incidents with a minimum of time and expense. Use of the
camera as a representation of the teacherfs view of the situation presented
many difficulties but appeared to provide the realism required to imsure in-
volvement in the simulation. Role playing required special information
cards in order to define the incident sufficiently so that subjects could
identify the problem and have common information with which to work. Written
incidents were the simplest to produce. Use of the in-basket technique
did not appear appropriate with the role.of the teacher.

Attempts at gaming were difficult due to the nature of the problems.
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There was not a small group of correct or incorrect answers to any of the
problems. Without this small set of predictable actions it is difficult
to game. Therefore, the simulation had to be an open roie simulation de-
pending on group or trainee-instructor reaction for feedback. It would be
possible to analyze responses of students and experienced teachers to these
incidents and create a game format using these responses.

Problems of sequencing the incidents and developing a schedule for
the simulation proved to be more difficult than anticipated. The require-
ment of equal time for each incident imposed by the restrictions of the

experiment was seen as lessening the effectiveness of the material.
IIT., TESTING EFFECTS ON STUDENT BEHAVIOR

A randomized control group pre-test post-test design was employed
using a random sample of twenty experimental and twenty control subjects
each for both the Fall and Spring semesters. Negative feelings toward the
project arose because those selected had to wait until their senior year to
student teach. A few of the subjects left the college making the groups
unequal. Student teaching time was used because of the convenience of
placing the two week simulation and the opportunity to observe students in a
classroom situation.

The hypothesis that exposure to simulation training would make stu-
dents more effective as beginning teachers was tested using five consequences
during their semester of student teaching.

The results of the first consequence are the only ones that provide

statistical support for the hypothesis. Three of the four tests reject the

null hypothesis including both of those involving the supervising teacher,
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therefore, it appears that exposure to simulation may make student teachers
perceive themselves and will make them perceived by their supervising
teachers as having fewer problems than other students. For an unexplained
reason, there appears to be some other factors working in the self-report
PPI. Possibly, the better the student is functioning the more open he is
to admitting difficulties. At least this interpretation appears sensible
if it is assumed that the supervising teachers' scores are fairly accurate.
The validity of the self report for comparing groups appears to be in doubt
since either student teaching or simulation may sensitize students to pro-
blems and the student's openness may affect the number of problems he is
willing to perceive.

Instruments used in testing consequence two were possibly too broad
for detecting the effects of a two week experience on a group of twenty sub-
jects. The first test of general teaching performance was made using the

Classroom Observation Record. Groups II sS just missed having a signifi-

cantly better total score than the C° at the .05 level. The spucific items
they did not achieve significance in were not given any support by data col-
lected from Group I. Unfortunately, the second and fourth quarter super-
vising teachers were not trained in using the COR., According to the Mean

Potential Teaching Index scores given to second quarter S® the teachers per-

ceived them as having supe;ior potential to the c%., The MPTI scores showed
no significant difference as might be expected since it is in practice virtu-
ally a three point scale., It is interesting to note that college supervisors
scores are in all cases lower than the supervising teachers' and that, while
the teachers tended to rate the s® higher than the Cs, the college super-

visors rated them a little lower,
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Consequence three stated that simulation training would develop more
positive feelings and was tested using both the semantic differential
scale and the MIPI. The semantic differential or adjective scale required
a rather long time to administer, proved confusing to some subjects and
yielded no differences that could be considered significant when the test
was considered as a whole. This is evidenced further by attempts to
interpret such findings as that the C5 perceived Pat Taylor (whom they had
never heard of) as more chaotic than the SS or that there is not a single
overlap between Groups I and II for any significant item. The most
interesting finding is not that there was no difference between the
groups, but that there was no noticeable change over the semester of
student teaching.

A similar finding is shown in part II of consequence two., Neither
group makes any significant changes in their attitude toward youth during
the semester although the control group tends to become more negative.
Studies by Turnerl'postulating reality shock and by Osman2 postulating a
relationship between satisfaction and attitude change lend credibility
to the possibility that simulation may serve to '"innoculate! the student
teacher against these negative factors. The lack of specific changes on
the semantic differential also lend support to this interpretation as

does the possibility that the increase of perceived problems by SS yas

lgichard L. Turner, et al., Skill in Teaching, Assessed on the
Criterion of Problem Solving: Three Studies, Bulletin of the School of

Education, Indiana University, Vol. 39, No. 1 (Bloomington, Indiana:
Indiana University Press, January 1963).

2Robert.,V. Osman, 'Associative Factors in Change of Student Teachers!
Attitudes During Student Teaching' (unpublished Ed.D. dissertation,
Indiana University, Bloomington, 1959).
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the result of a more open, less threatened feeling on the part of the SS.
Of course, this remains pure conjecture.

Contrary to Vlcek's3 findings, the test of consequence four that
SS will be more confident did not find any support from the data collected
on the Confidence Scale. Again, there was no significant gain or loss in
confidence over the period of student teaching. If SS did not believe that
they had specific answers to those problems, there is no reason to believe
that they should feel more ccnfident from their encounter with the simulated
incident. It may be that these findings differ from Vleck's for his students
were provided with approved solutions to their problems before they left the

simulation. In the present study, many students merely found new aspects

of the problem or discovered that the intuitive approach was not effective.

Consequence five stated that the simulation group would be ready to
assume full-time responsibilities for student teaching sooner was based upon
the findings of Kersh.* When days spent in the simulation were counted as
days of student teaching, the SS took longer during their first quarter and
for the total of both quarters. The difference was significant only for
Group II during the SS first quarter. During the second quarters the Ss
appeared to assume responsibility sooner, but not significantly sooner, than
the CS, If the ten days spent in the simulation were not counted as days
of student teaching, the S8 would have assumed responsibility sooner in

all cases and the difference would have reached significance favoring

3charles W. Vlcek, "Assessing the Effect and Transfer Value of a
Classroom Simulator Technique" (unpublished doctoral dissertationm,
Michigan State University, 1965).

4Kersh, op. cit.
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Group 1 Ss during the first quarter. It appears that adding the simulation
did not lengthen the time it took for the student to assume full responsi-
bility in the classroom. Therefore, it appears that simulation added a
new dimension to the program without interfering with the established program.
The relative lack of change between administrations for both groups
was un:xpected. Possibly the instruments were too gross for the sample
size a%d time involved or the selection of consequences was in error. It
is also possible that student teaching actually has little effect on con-
cepts, attitudes aﬁd confidence as tested in consequences three and four.
Another possibility is that the true cffect of the simulation training
will not become appzrent until the first year. While it is more likely that
the specific traceable effects will decrease over time, a generalization of
training may occur in the S5 increasing their effective anticipatory be-
havior. Smith in describing anticipatory behavior states, ''One of the most
significant indications of an effective decision-maker may lie in his ability
to identify potential situations and to develop appropriate strategies for

"> This concept

dealing with them well in advance of their actualization.
may also provide a partial explanation for the discrepancy between self
and teacher reportec problems. The sensitized person sees the possibility

of the problem before it has actually developed far enough for an observer

to notice it.

Gerald R. Sﬁith, "An Analysis of Research on Decision Situations
and Processes." Paper read at the American Educational Research Association
Meeting, New York, New York, February 1967, p. 20.
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In conclusion, the effectiveness of this simulation as tested using
the described instruments, was at least as great as an equal period of
student teaching; it did not reduce the effectiveness of student teaching;
and the S5 undergoing the simulation had significantly fewer problems as

reported by their supervising teachers than did the CS,
IV. EFFECTIVENESS AS A TEACHING TECHNIQUE

Observation of the students during the simulation indicated a very
high degree of involvement, A few unexpected things were observed.
First, the students did not identify with Pat Taylor. This fact is
corroborated by the lack of change in the concept Pat Taylor on the

S5 Adjective Scales. Second, and not entirely unexpected, all problems

do not require the same amount of time. A few incidents dragged while
discussion of others was cut off just as they were getting highly pro-
ductive. This rigid scheduling may have made the simulation less
effective. Third, after the students got into the role and understood
the routine, they were able to tzke it over themselves with the aid of
the "instructor." When the experimenter arrived late after being de-
layed in his college class, the members of the simulation had already
started on the next incident to keep with the schedule. They continued
conducting it for a few days. Fourth, initially the students wished to
be very dependent upon the instructor. It took the first three days
for them to learn that they could find no support (except in group
process) from him and run their own discussion. Fifth, group process

developed rapidly. Most of the members of the simulation had never
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worked in a group (more than an hour in a college class). Thus, working

in groups was a new experience and their increased skills an important

by-product of the experience that should have an effect on their ability

as faculty members. Sixth, closely allied to their development of
group skills was their obvious increase in ability to perceive the
problems and philosophy of others. The ability of the simulation to

develop these last two dimensions should be empirically tested as they

may be mecre important variables than those actually tested. Seventh, |
there was evidence that combining the simulation with actual field ex-
1

perience may increase its effectiveness. Parents, who have experience

with the school, and subjects who had experience teaching in Sunday

valuable resources to the group. It might be stated that they indi-

|
Schools or camps tended to add more to the discussion and proved to be 1

cated that this simulation has certain limitations in recreating

reality, While gaming might increase the reality of the simulation,

simpler and more efficient changes might include integrating field
experiences with the simulation or involving experienced teachers in
the ¢~oup. The notion of involving experienced teachers or integrating

field experience receives support from the findings of Dill and
Doppett® concerning the Carnegie Tech Management Game. They found that

players reported learning many kinds of things from their experience,

but learnirg derived more from interpersonal interactions with other

6william R. Dill and Neil Doppett, 'The Acquisition of Experience
in a Complex Management Game,'" Management Science, 10:30-46, 1963.
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players and with outside groups than from interaction with the game model
itself. Finally, there appeared to be a carryover of group techniques
and role playing into the student teacher's classes.

Reports of the students' reactions to simulation training were,
in general, very highly favorable. Immediate reactions to the simula-
tion were highly positive, with three elements being not so positive.
The students did not feel that the simulation was as real or life-like
as the experimenter had expected. This finding reinforces the observa-
tion that they did not take the role of Pat Taylor. A high degree of
realism was not actually necessary; the students learned to "play the
game." Much of the learning was interpersonal. The second element was
obvious to even casual observers. The surroundings were uncomfortable.
It b:came hot and smoky in the morning and by early afternoon the chairs
were very uncomfortable. Special care needs to be taken for members
of groups that spend eight hours in one claséroom and mostly in one
chair. The third finding was also obvious to observers. The students
were becoming physically and emotionally exhausted as the second week
started. The involvement was extremely high resulting in a great
amount of tension, as evidenced by the Bufferin bottles that appeared
on each table daily.

The interviews also reflected the students' acceptance of the
simulation on instructional technique, their exhaustion and physical
discoﬁfort.

Responses to the Perceived Effects of Simulation Training

Questionnaire tended to reconfirm the original findings. One
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difference was that three of the thirty-six respondents felt that they
gained no benefit from the experience. A new dimension was added by
students' suggestions that student teaching and simulation had differ-
ent things to offer and should be combined. Trends in the raw data
could be interpreted to support this idea of integrating student

teaching and simulation to obtain the maximum benefits of each, There

appears to be a‘discrepancy between the data received on the Confidence
Scale and that written on this questionnaire in that a majority of

students responded that simulation made them feel more confident.
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CHAPIER V

CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS

I. CONCLUSIONS

1. The major conclusion to be drawn from the initial activities
of this study is that problems of beginning teachers can be identified
which are satisfactory for use in developing simulated incidents. Minor
problems arise in interpreting the actual meaning of the statements used
on :he Perceived Problems Inventory, but use of the instrument results in
a group of problem statements that are significant and apparently stable.

2. Development of a role simulation appears to be feasible for
colleges or school districts through the use of materials modeled on an
existing situation and video tape recordings.

3. The simulation training proved to be at least as effective
as an equal period of student teaching in the areas of attitude change,
confidence, teaching behavior, and amount of time needed to assume full
teaching responsibility as a student teacher, but the students who
underwent simulator training experienced significantly fewer teaching
problems as reported by their supervising teachers than did the control
group students.

4, Students became highly involved and stimulated by the simu-

lation.

II., IMPLICATIONS AND RECOMMENDATIONS

1. Changes recommended in the developed simulator include minor

rescheduling of some incidents so that the background information that
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is needed in those incidents is more familiar to the participants and that
skills such as role playing are developed more fully prior to incidents
that require participants to take difficult roles. A revision of the
duties of the instructor or simulation director is needed so that he

can more efficiently use his talents and still not interfere with the
groups' independence. One change in this role that may help to make the
simulation more effective is to allow the instructor to schedule inci-
dents according to his analysis of the needs of the participants. He
might also provide special assignments, theory sessions or other ex-
periences to strengthen areas of weakness he finds in the participants'
performance.

A complete revision of the materials might be desirable in order
to have them emphasize a specific set of principles. In this case the
response sheets would need to be completely altered as well as the
scheduling of the incidents.

2, The placement of the simulation in the program did not appear
to be ideal. Much could have been gained if the participants had had
classroom experience. Some method of combining student teaching and
simulation so that they mutually strengthen each other should be found.

3. Since the problems simulated were those of first-year
teachers and the goal of the teacher education sequence is to produce
effective teachers, a follow-up study should be undertaken to ascertain
the effect of simulation training on the participants during their
first year of teaching. | | | |

4, A possible implication from the remarkable finding that
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student teaching did not create any significant changes in either the con-
trol or experimental groups is that new techniques need to supplement or
supplant the present student teaching. Possibilities for use in this

role are such techniques of proven effectiveness as micro-teachingl and
interaction analysis? along with specially developed simulations.

5. Other uses of the simulation materials have been explored or
suggested. Gafga3 utilized the second simulation group of this project
to investigate the effectiveness of the simulated setting to observe
student teacher behavior and concluded that: 1) behavior can be ob-
served effectively in simulated setting as later exhibited in regular
student teaching; 2) simulation does produce a change in the critical be-
havior of student teachers; and 3) the simulated setting is an effec-
tive means for observing behavior when compared to the ratings by
college professors., Simulation may provide a meané for observing
teaching behavior in order to screen, predict, or evaluate a teacher's
behavior within a specific situation.

School systems may replace the original background materials

with their own and use the simulator as a pre-school induction program

lRobert N. Bush and Dwight W. Allen, Micro-Teaching: Con-
trolled Practice in the Training of Teachers (Stanford, California:
Stanford University, 1964)

2Ned A. Flanders, Helping Teachers Change Their Behavior (Ann
Arbor: University of Michigan, 1963).

3Robert M. Gafga, "Simulation: A Method for Observing Student

Teacher Behavior" (unpublished Ed.D. dissertation, The University of
Tennessee, Knoxville, 1967).
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for new teachers. This special effort appears to be justified by the
recent emphasis placed upon the needs of the beginning teachers and the
traditionally ineffective methods with which these needs are met by
the school,

An informal study of the problems of erperienced teachers indi-
cates that the set of problems selected by beginning teachers are
similar to those of the experienced teacher, Therefore, the simulation
should also serve as an in-service workshop. It may have especial value
when used by full faculties with their own school's background material
in that they may: 1) highlight problems that require the staff's
attention; 2) provide a vehicle for integrating the school's philosophy;
3) assist the faculty in becoming a more cohesive group through im-
proved group dynamics; as well as &) improving the staff's ability to
handle selected teaching problems.

The materials may also be standardized to a greater degree and
used as a vehicle for research into teaching behavior, Although many
case studies and a Teaching Situatioﬁ Reaction Test exist for this pur-
pose, these methods emphasize the more static dimension of knowledge
rather than behavior. Borg and Silvester# have developed a similar
set of materials for this purpose using the role of the school principal.

6. Other simulatiéns need to be developed using different models

than the self-contained classroom in the suburban elementary school.

dyalter R. Borg and J., Arthur Silvester, "Playing the Principal's
Role,'" Elementary School Journal, LXIV (March 1964), 324-31.
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Particularly needed is an inner-city simulator to serve the purpose of
orienting teachers to the special needs of disadvantaged students. It

may also aid in selection of teachers for these schools. The high

school, rural school, and special school are other obvious models to |
simulate.
Simulations based on other extant simulations but quite differ-
ent than this simulator that might prove wvaluable are, for example, a
Teacher-Student Game based on the Parent-Child Game? and an Educational
Career Game similar to the Life Career Game.© i
7. A great amount of basic research needs to be done on the I

dimensions and effectiveness of simulation as a teaching tool. While

some of this research has been done and other research is presently

7

classifications for various types and aspects of simulation and gaming.

This same confusion has resulted in a less effective evaluation of the

i
|
underway, it has been hampered by a lack of satisfactory descriptive i
|

present simulation and threatens to create difficulties in helping

teachers use simulation and gaming techniques in their classroom.

5Sarane S. Boocock and E. O. Schild, Simulation Games in
Learning (Beverly Hills; California: Sage Publications, 1968).

®Ibid.

"Mevedith P, Crawford, '"Dimensions of Simulation," American
Psychologist, XXI (1966), 788-796.




CHAPTER VI

SUMMARY

Broadly stated the purpose of this study was to (1) examine the
technique of simulation in order to judge its effectiveness for pre-
senting critical teaching problems and (2) determine the effect of ex-
posure to simulated critical teaching problems on the participants®
teaching behavior during student teaching.

The study had three major phases: (1) the identification of
critical teaching problems; (2) the development of a simulated fifth
grade situation; and (3) the testing of the effects of the simulation
experience on student teachers.,

Phase one of the study was accomplished using a self-report
instrument, the Perceived Problems Inventory, with 163 of the 282 first
year graduates of the State Uhiversit; College at Brockport, New York.
A Chi Square analysis of the 117 items yielded thirty-two significant
problems.

The second phase of the study, the development of a simulated
fifth grade teaching situation and the creation of the incidents
portraying the critical teaching problems, consumed the major portion
of the efforts of the writers. A suburban school district provided the

materials which were instrumental in creating the hypothetical school

and its locale. Two filmstrips were produced to introduce the partici-

pants to the district and the school. Cumulative record cards, a faculty
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handbook, a curriculum guide, sociograms of the hypothetical class, ex-
amples of students' work, a pupil personnel manual, and an audio-visual
catalog were used to create the classroom setting. Each of the thirty-
two critical teaching problems were developed into incidents which were
presented through videotapes, role plays and written materials., A
schedule for presenting these incidents and a problem-solving method
were also developed.

Phase three invclved testing for the certain behaviors which
seemed tenable as a result of other research studies employing simula-

tion. The hypothesis to be tested was stated as consisting of five

consequences as follows:

If student teachers are given pre-student teaching oppor-
tunities to encounter, analyze, and attempt to solve critical
teaching problems presented through a simulation technique
then

(C1) such problems will be less numerous

(C2) general student teaching performance will be improved

(C3) they will develop more positive feelings toward con-
cepts related to such problems

(C4) they will be more corfident

(C5) they will be able to assume full-time responsibility
for student teaching sooner.

In order to itesti these' five consequences, a randomized control
group pre-test-pdst-test design was involved using a Fall and Spring

field test. Two samples of forty participants were selected randomly

among elementary and éarly'sécondary majdrs at State University College
at Brockport, New York. These students were then randomly assigned to
control and experimental groups. A test of grade point averages verified
the randomization. The experimental groups reported to a special room

for the first two weeks of their student teaching assignment. The
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control groups reported to their regular student teaching assignments.
Both groups were pre-tested prior to student teaching and tested again
after the two weeks that the simulation took, and at the completion of
both quarters of student teaching.

Results of these tests generally favored the experimental group
tut achieved statistical significance only for part of consequence one.
Responses from those involved in the simulation were highly favorable.

The study proved very successful in achieving its first purpose.
It was possible to identify and simulate critical teaching problems in
a manner that involved and stimulated students. The second purpose
does not appear to have such clear-cut results. Of the five consequences,
only the first--that such problems will be less numerous--received any
statistically significant support.

It is interesting to note that neither student teaching nor
simulation and student teaching combined resulted in many significant
changes as measured on the instruments used in this study. Either the
lack of power in the instruments or the selecticn of consequences may
be the cause for this lack of results. Another cause for the failure
of the experimental groups' results to achieve significance is the
fact that the simulation was based upon problems of beginning teachers
rather than student teachers., Differences may yet appear in their
first year of teaching.

Observation of the simulator, responses of participants, and
evidence drawn from experimental data indicate the possibility that

two changes might increase the effectiveness of the simulator. First,
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the simulator should be divided so that both student teaching experience

and simulated experience are used to reinforce each other. Second,
there needs to be some way to control the simulation experience and
additional information input to meet the needs of the subject. The
instructor took no active part in these two field trials. The materials
were used as a complete package using a pre-artanged schedule and se-
quence, The second group actually ran their own workshop for a couple
of days without any instructor assistance. A more active role for the
instructor as coach or diagnostician appears to be advisable.

Other uses for this simulation, such as using it to predict
success in specific situations, and new simulations that need to be de-
veioped were suggested, The practicalipy of sck ool systems and colleges
developing tlieir own simulations was demonstrated. Finally, ;he need
for more basic research into :he dimensions oflsimulation as a training
technique was mentioned.

In conc}usion, it can be said that the simulation training when
tested under the most stringent conditions was an unqualified success
as a teaching device that motivates and involves students and that, al-
though simulation was only partially successful in changing the student
teachers' behavior, it was at leas: as effective as ar equal amount of
student teaching. Changes in the materials, placement in the program
and in the role of the instructor promise to increase the overall

effectiveness of this set of simulation materials in future trials.
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APPENDIX A

A PARTIAL LISTING OF SIMULATION PROJECT ACTIVITIES ?

BY DATE OF COMPLETION




A Partial Listing of'Simulation Project Activities
by Date of Completion

Date of Activity
Completion Activity Description. Number
2- 1-65 - Develop Persistent Problems Inventory o 1
3- 1-65 Establish reliability of PPI J | 2
4- 1-65 Revise PPI 3
4= 1-65 Identify 1964 SUC Brockport graduates - 4 4
: ‘ |
4-29-65 Orient total project staff 74
5- 1-65 Mail PPI to 1964 graduates s
5-15-65 Select graduate assistant - 70
5-21-65 Send reminder to 1964 graduates failing to
respond by May 20, 1965 6
6- 1-65' Select school system for simulation | 12
6- 1-65 Select school to be simulated o | | 14
6- 1-65 Select secretary , 4 71
6- 7-65 Coordinate project with coordinator of
student teaching ' 32
8- 1-65 Analyze PPI | ‘ 7
10- 1-65 Select persistent problems for simulation based
upon PPI analysis and adaptability of simula-
| tion techniques to problem areas 8
- 10- 1-65 - Revise or make community background material
for simulated school system (including film) 13
11- 1-65 Revise or make background material (including
slides and tape) on simulated school ; 15
151




11- 1-65

12- 1-65

12- 1-65

. 1;66l;m4

5- 1-66

for 81

5= 1-66

for Sl

5- 1-66

5= 1-66
for S

5- 2-66

for Sl

5= 2-66
for §p

..5= 2-66

for Sl
5-15-66
6- 1-66

6- 1-66

8- 1-66

8- 1-66
9- 1-66

9- 1-66

9- 9-66

. R R T I e e me

Simulate pupil backgrourd material to includs cumu-
-lative records, etc. . S :

Write simulated problems
Conduct library research on simulation
Revise classroom observation record.

Select student;sagple"

‘Selecticooperating teachers

Provide meal opportunities for SE 1-SEy
during ‘Simulators '

Help SE's find housing during Simulator

Randomly assign students to SE
and SC groups '

Obtain grade point average of students

" Check .randomness of sampie .

Orient fifth graders for role acting
Prepare simulated classroom
Produce simulated problems

Develop semantic differentials to measure '
concepts held about classroom groblems, student

teaching, beginning teaching,_and self
Develop MTAI
Develop Simulator

Train experﬁmenters in trthniques of
reflective discussion .

Pretest SE and SC grOups with semantic
differentials and MTAI

152

16

11

18

33

72

75

76

34

35

36




9-10-66
for Sl

9-12 -
9-23-66

9-23-66

for Sl
10-20-66
11- 1-66

11- 1-66
for Sl

11-10-66

11-15-66

TR MR RN eppiges e L ..

Orient supervising teachers to use class-
room observation record

Conduct simulators

Post test SE group SD, CS, RS, and

interviews. Get SC group post
tests by mail

Rate students during ST using COR
Analyze results of semantic differentials

Analyze MTAI data

Obtain PPI self ratings, supervising
teacher PPI, CS, COR, STER and AFR

Analyze self-ratings on PPI.

Analyze cooperating teachers PPI's,
COR, CS, STER, AFR

153

19
83

43
21
44

52

79

80
87
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Perceived Problems Inventory

Dear Graduate:

The following problems have been reported by first year teachers.
Some of them may be problems you feel also. The intention of this check-
list is to find out in what areas our graduates are experiencing diffi-
culties so that we perhaps may be able to make adjustments in our
teacher preparation program. For this purpose, we need your help in an
honest reaction to this checklist.

 Please read each item carefully.

If you find this is a serious ongoing problem: Place an X under 1

If you find this a moderate problem: | Place an X under 2
If you find this only a minor problem: Place an X under 3
If you find this no problem at alil: " Place an X under 4 1
o
28 8 8 8
Q vl o H-—igv-i
sroles ool o0 8a
el 3%"5% @
@ al © ()
1 2 3 4
Example
Feeling insecure in teaching spelling. | X
----'.',-.""'.----'-*.?---‘----,L-‘-"'--"-,----°
List of Reported Problems ‘ .
1. Having children follow routines for
entering and leaving the classroom when

coming from home or leaving for home.
2. Lacking enthusiasm for a subject.

3. Needing help in selecting instructional
materials. :

4. Working out a daily schedule.




10.
11.

12.
1.

14.

15.

16.
17.
18.

19.

Discussing with parents their children s
achievement

Explaining my grading system to
children.

Having students see relationship between

" undesirable behavior and tlie consequences.
“Not really liking kids.

. 'Managing the distribution and collection
~ of materials, paper, milk, etc.

Involving many of the children in group
discussions.

Finding films and filmstrips related to
the area being studied

Getting students to do homework.

Criticized by'parenta.

Collecting anecdotal background informa-
tion about students.

Maintaining order during field trips;

Unhappy. teackiag in lower socio-
economic dis ict.

Keeping pupil attendance records
accurately. ~

Not knowing what to do with students whe.
finish early..

Finding out about radio and T.V. programs
related to daily classwork of my children.

a
"serious
problem

problem

problem

no

-

N | moderate

W | minor

& | problem




[y . >
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20.

- 21.

22,

23.
24,

25.

26.

27.

' 28.°

29.

30.

31.

32.
33.

34.

Planning and executing useful field
trips.

Bothered by parents telephoning.

Not knowing how to evaluate my
objectives.

Students not respecting ﬁe.
Disturbed by school regulations.

Ordering, securing, hhd accounting
for supplies and equipment.

Too much stress on grades for motiva-
tion.

Integrating A-V materials into the
lessons.

Working out details of assembly
programs.

Talking with parents I wish to contact.

Judging children's progress in terms of
my aims and purposes.

Having children maintain quiet while
working independently.

Feelings of insecurity.

Managing the transition from one activity
or subject to another.

Relating the subject meaningfully to

children.

)
(/] &
28 &8 8 §
O~ o el O
o, olw 0.0 0.0 .0
o O <) 2 0 [<)
[T ~ ol = ~
0 Q o g a =¥
1 2 3 4




35.

36.

37.

38.

39.

40.
41,

42,

43.
44,

45..
46.

47.

48.

Finding appropriate reading materials
for readers one or more years below
grade level.

Finding out what content I am supposed
to cover in my grade.

Establishing a rapport with parents so
that they will provide information
candidly and without embarrassment.

Feeling uncomfortable about giving failing
grades.

Finding ways to integrate isolated, dis-
liked children in group activities.

My feelings being hurt by criticism.

Organizing an orderly procedure for chil-
dren to hang up their wraps.

Not knowing how to deal with reading
problems.

Being unable to complete a lesson.

Helping parents understand the reporting

system of my school.
Involving pupils in self-evaluation.

Knowing how to hold student conferences.

Unhappy about teaching at this present

grade level.

Unhappy with routine classroom book-
keeping.

158
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49. Being afraid to teach controversial
subjects.
50.. Having work for some children while I am
working with other groups or individupals.
51. Difficulty in identifying those who need
remedial help.
52. Feeling unpopular as a teacher.
53. Not wanting a certain student in my:
class,
54.<'Formulating quéétidns that provoke
discussion.
55. Needing to know how to organize a unit
of work. o
56. Identifying children in need of psycho-
logical testing or counseling.
57. Having difficulty with grouping.
58, Having activities ready for children's
rest-time periods.
~ 59. Bothered by frustration in my personal
life.
60. Not really knowing how to teach.
61. Unhappy about teaching slow learners.
62. Diffiéultiés with organizing supplies
~and materials. -
63. Introducing a new topic and obtainihg

high interest.

159
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64.

65. .

66.

67.

68.
69.
70.

71.

72,

73.

74.

75.

76.

‘ 77.

78.

Obtaining the materials'for making my .
own teaching materials, e.g., con-
struction paper.

Having difficulty preparing lesson plans. .

Condurting an interview with a parent.

Having trouble interpreting children's

capabilities to parents.

Handling cliques in the classroom.
Not being accepted by my colleagues.

Handling children in passing in hall
from room to room.

Differentiating instruction among the
slow, average and gifted children in
class.

Constructing bulletin boards.

Finding out what the objectives of
educdtion are for my grade. :

Helping a student with a destructive
home situation. ‘ -

Being able to prepare classroom tests
that are valid.

Handling children's aggressive behavior
toward one another.

Feelings of inferiority.

Organizing procedures for moving as a
class from place to place.

)
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79.

80.

8l.

82.

83.

84.

85.
86.

87.
88.

) 89.

90.

91.
92.

93.

94.

Students not willing to work.

Finding materials with which to prepare
simple science demonstrations.: A

Lacking understanding of my subject(s).

Explaining my techniques of teaching to
parents.

Interpreting the results of standardized
tests.

Handling children who waste school
materials.

Being impatient with my students.

Teaching in an area for which I am un-
prepared.

Unable to operate A-V equipment.

Parents complaining about homework
assignments.

Getting parents to take an interest in

- their children's behavior.

Telling parents that their children have
problems.

Handling the constantly disrupting child.
Being able to tolerate student errors.,

Having difficulty with written communica-
tion.

Finding out about community resources that
I can use in my teaching.

a.
serious
problem

problem

minor

problem

no
problem

-

a
N Imoderate




95 v‘

%.

97.

980'

99.

100. -

101.

102.

103.

104 .

105. °

106.
107.

108.

109.

Finding out what content children in my
class covered last year.

-Being troubled by parentai éomplaintsi

Using test results and anecdotal in-

'formation in working with individual
children.

Needing more understanding of student
behavior. s

;Being unable to adjust to certain ethnic .
_groups..

Using the committee method with ch11- -

dren.’

Not understanding the value of a plan-

:book

Enlisting parent aid for activities such

as trips, making costumes for a play,

_or class mother. -

Being required to grade on a curve.

‘Working with overly dependent children.

Bothered by feelings of loneliness.

Having difficulty with oral comnmuuica-

~tion.

Planning segments of work for a week
or longer..

‘Having a”disﬁas;e f.r gradiné papefs.

}Being afraid of some of my students.
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110. Bright students make me feel un-
comfortable.

111. Unable to maintain pupil interest.

112. Lacking know-how for pupil-teacher
planning.

113. Having trouble controlling class.

114. 1Inability to keep up professionally
in my field.

115. Not being prepared to teach under newer
instructional organization (e.g., team
teaching).

116 . Having difficulty organizing my work.

117. Feeling nervous when supervised.

el U
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APPENDIX C

FILMSTRIP-~"'SPOTLIGHT ON EDUCATION IN MONROE"




Slide Script for,"Spotlight'on Education in Monroe"

'Slide

1. Simulation Project

2. Spotlight on Education in
Monroe

3. Presented by Monroe Board
of Education

4. Dr. Black (superintendent)
at desk with new teachers

5. Map of Monroe

Narrative

None

None

| None

My‘name is Dr. Raymond Black. As

superintendent of schools, I welcome you

on behalf of all the professional staff
and parents of our district.

1
|
i

Last year, Mr. Smythe, our coordinator
of personnel, visited college campuses
all over the United States in search

of the best candidates for teaching
positions here in our schools. You are
among the few chosen from the hundreds
of applicants we received. This is a
credit to you, to your families, and to
your college.

As new residents of the Town ofiMbnroe,

‘we thought you might like to know some-
" thing about the community and, of

course, about our schools.

With 70,000 inhabitants, our township

is the largest, as well as the fastest
growing in the county. Belle Lake forms
our northern boundary. The lake affords
our residents with opportunities for

~ boating, swimming, and fishing. There

are several small bays and ponds along
the shoreline that abound with birds
and small game.

To our south and east is the city of
Elton, with a population of over
'300,000.
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Elton, as you may know, is an industrial

. and commercial center. Most of the resi-

dents of our town commute to jobs in the
city.

Elton has many outstanding cultural re-
sources including a world famous school
of music which is associated with the
city University. You will find that
many of your students will have visited
Elton to see the museum, art gallery and
historical places of interest.

The Town of Monroe itself from which
the Monroe Schools draw their students

"is in a ‘sprawlirng area formerly com-

posed largely of farms. Since World

War II, however, many homes have been
~built which are beginning to f£ill up

the once open fields.

As you drive through the town, you

' will see that we have many churches ---
~ and shopping plazas.

" We have a new post office on Column
~ Blvd. ¢

~And a new YMCA on Round Pond Road.

The Town Hall is located on Niagara

Road. It houses the offices of the
town government and the town police
department.

- Immediately behind Town Hall is the

~ new library. The people of Moaroe

.. are making a real effort to make our
library one of the finest in the county.

‘E'Approximately 7,000 new homes have
been constructed in Monroe in the last

10 years. This rapid rate of growth

. has given Monroe the largest population
. 88 well as area of any town in the
~ county.

With the rapid growth of population you

might suspect that our school popula-

tion is growing too. You are coxrect.
In fact the school population is
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Town residents in yard

"Success Each Day"

AV display

Nurse

Science Lesson

Group work

Listening lesson

_'.increasing at such a rate that we need
to build at least one new school each

year.

' The people of our town come from a

variety of backgrounds. They are a
blend of second and third generation
families, mostly of northern and
central European stock. . They are
primarily skilled workers. And there
are a good percentage of professional
men. Most have completed high school
and many have high expectations for
their children. Presently about 50 per-
cent of our high school graduates go
on for further education.

"As a result of these high aspirations,
. our teachers are pledged to provide

the best possible education for chil-

~dren. One of our mottos is "Provide

each child with success each day."

‘A good education costs money. It re-

quires not only the best teachers, but
also the best materials and equipment

available.

A good educational program also re-
quires a specialized supporting staff

of nurses, psychologists, soc1al workers,,
and other therapists.

You must find ways to make full use of
the materials and supporting staff that
are at your disposal to make teaching
and learning more effective.

We hope your classroom program will
provide moments of discovery and
excitement----

and opportunities to practice and learn
by working together to solve common
problems and<--~"

moments of puré pleasure and satisfaction
for children.
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24. Ceniral Office Staff

25. New Teachers

26. Superintendent
‘and New Teachers

27.

The End.

The members of the Central Office Staff

- of our school district are available to

help you in any way they can. They are
specialists in the areas of teaching
and curriculum. They, as I, want you
and your students to have a successful
and rewarding experience in the Monroe

 Schools.

You have much to do in the days ahead.

- You must become familiar with your new

building, fellow teachers, and stu-
dents. Foremost, however, you must
plan exciting and worthwhile experiences
for youngsters.

Soon you will meet with your building
principal. He will give you more

“information about the work that is

ahead. Give him your best efforts.

"Again, let me wish you well in the days
‘ahead. The problems you face will be

many and complicated, but with patience,

- understanding, and a good sense of

humor, you'll achieve some wonderful
moments for yourselves and your stu-
dents.

L o
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APPENDIX D

FILMSTRIP--"WELCOME TO LONGACRE SCHOOL"




'""Welcome to Longacre School"

Slide | , ’ j Narrétive
1 - Focus Frame |
2 | ’ Pfojeéfrldentification Frame
3 | | Welcome to iongacre School
4 4Wb1come to Longacré Schbol. I am Mr. Jones, the

principsal, and it is my pleasure to show you the
school where you will teach and to describe
some of its program.and staff.

5 Longacre is a 600-pupil school'and contains
grades kindergarten through six. The building
contains 20 classrooms, a combined cafeteria~
auditorium, a gymnasium, a library, a vocal music
room and offices. '

6 Longacre is located in one of the most densely
' populated neighborhoods in Monroe which, as you
know, is experiencing rapid growth. Most of the
houses near the school were built in the late
forties and early fifties.

7. The typical home in our neighborhood has two or
three children, In many of the families, both
parents'work.

8. | | | Due to the rapid population growth, a large
number of apartment houses are being built in
the vicinity of.the school. You may have noticed
some north of the school when you arrived.

2 - "Most of the children who attend Longacre live
close enough so they are able to walk to school.

10 | A very few children'in the primary grades who
: S ‘live farther away come to school by bus.

11 . . At Longacre; we Begin-thé school day at 8:10

with the playing of "Call to Colors" over the
public address system.
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13

14
15

16

18

19

20

to the flag.

17

~ materials and get special help in locating
21

.She is a fine person and one who will do her

In each classroom this is followed by the pledge

The kindergarten classes are on half-

day sessions. As you know, pupils at this age
enjoy discussing and sharing experiences they
have had.

We believe the most imPSrtant part of any ele-
mentary school program is rea'ing. Reading gets
underway very early in the year in our classrooms.

By the time children enter second grade, they have
learned many reading skills.

We beiievg_in giving as much individual help as
possible. Our teachers constantly are aware

of children who are encountering learning prob-
lems.

As you know, by the time children enter the
intermediate grades, they have gained skills
in communicating what they have learned to
other members of the class.

Child-directed activities are common in Longacre
and strongly are encouraged.

By the time our students leave Longacre, we hope
they have become greatly independent of reliance
on teacher direction.

You will have the opportunity to work with many
special teachers who help to enrich our program.
The librarian, Bonny Richardson, will meet your
children at least once each week in order to ac-
quaint them with library skills and to encourage
their interest in reading independently. Certain
periods are set aside each day when individual
children may visit the library to use reference

information.

Winifred Turner is our art teacher. Once each
week, she will visit your classroom with her
cart loaded with materials and supplies.

best to release creativity in your children.
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25

26

27

28

29

30

31

Annette Norgreen,. the -vocal music teacher will
have your children twice each week. She is most
willing to help you in your classroom whenever
you wish help in teaching songs which might be
related to your class work.

The children go to gym twice each week. Boys
and girls go separately. Since your children

- go to gym with Mr. Deal's class, you will want

to work out details with him. Mr. Allen
Zimmerman is the physical education teacher.

Doris Dickson conducts daily remedial reading
classes for children having unusual reading
problems. She works cooperatively with the
teachers of these children to ensure the best
possible reading program.

You will find that maﬁy of your children play
instruments in the band or orchestra. John

- Helper has had good success and we are proud

of the instrumental program at Longacre.

Joan Collins is the speech therapist assigned
to our school. She works with children indi-
vidually or in small groups in order to improve
or correct speech patterns.

An important part-time worker in our school is
Harold Kay, our psychologist. He will work

with students who may be experiencing psychologi-
cal, emotional, and personality problems. There
are students in your class who have worked with
Harold Kay in the past.

‘Our nurse, Flora Scott, is indispensable. Not

only is she skilled in the day to day first-aid
techniques, but she assists many teachers in
order to enrich the health instruction program.

The dental hygienist cleans and inspects the
children's teeth and gives instruction in their
proper care.

Our custodian is Mr. Steven Price. He sﬁpervises
the cleaning and maintenance of the building for

you. Early in the year he will adjust each child's

seat.
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37

38

39

40

41

42
43

Perhaps the most important all-around person in
our school is our secretary Alice Flack. She will
help you in more ways than you can imagine. Al-
most every beginning teacher has some need for
her assistance. '

Mr. Collura is the school supervisor. His main
function is to work closely with the staff and
with me in order to improve the teaching program.
He gives beginning teachers special attention
and will do all he can to make your first year
successful.

vAlthough you have not yet met the teachers at

Longacre, you will find them to be a serious and
dedicated group. Often they meet by grade levels
to discuss common problems and ways in which they
may assist each other. -

Off the library you will find a room containing
the teachers' professional library. Here they
have collected books of all kinds to assist them
in their teaching.

I almost neglected to mention our fine lunchroom
staff which prepares the daily lunches for the
children and teachers.

The children are fed cafteria style.

Since the lunch period is only 30 minutes,
the majority of the children remain at school.

While teachers eat their lunch in the faculty
room, a parent acts as lunchroom supervisor and
helper.

When the school buses arrive at 2:10 P.M., our
school day comes to an end for most children.

However, some boys and girls take part in after
school sports=----

---or after school enrichment classes in science.
Some of our sixth grade boys stay after school

to set up and deliver audio visual equipment for
use in classes the next day.

173

FERT L P e WRETRAT N ey T bl Ty SR ST B CROT I BN TR T o




44

45

46

47

48

| 49

50

In conclusion, I should like to say a word or two
about our parents. You will find most of them
take serious interest in the children and their
school progress. They attend our school parent
meetings and raise many excellent questions.

When you hold open house in your classroom this
year, you will find an attentive and interested
audience. In general, our parents are helpful

and most cooperative.

I know this was a hasty description of our
school. If at anytime you have questions or
problems, please feel free to visit with me.
Again, I welcome you to our staff and extend my
best wishes for a rewarding career at Longacre
School.

THE END

CREDIT TO IRS AT BROCKPORT

CREDIT TO USOE (1)

CREDIT TO USOE (2)
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LIST OF EXPERIMENTAL.PARTICIPANTS

Group 1 (September 1966)

IO-.' '..

11.
12.
13.
14.
15.
16.
17.
18.
19.

20.

Mrs. Ruth E. Beehler

Prudi Burnett
Joyce Caccamise
Mrs. Gail Dasne
Marilyn DiPrima *
Ronald Feldstein
Anna Marie Fiorica
Margery J. Griffin
Ilse Guldenpfennig
Ivylene LaMartina
Raymond 0'Dell

Mary Alice Ryan

Mrs. Jean E. McCubcheon

Richard Santelli

Thomas G. Slater

Mrs. Patricia P. Smith

Michael Telesca

June Vesa

Mrs. Virginia Welcher

Lydia Yarke

Group II (February 1967)

1.

11.
12.
13.
14.

15.

17.
18.
19.

20.
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Gerald D. Balduf

Frank P. Balonek

Marcia Ann Betlem
Kathleen L. Burns
Diane Y. Draper

Gloria Halber

- Suzanne Beth Hawkins

Evelyn (Neal) Kemp
Richard Bruce LeBeau
Gloria DeBevoise ('"J'" Donald) Mabie
Virginia (Thomas) Maher
Salvatore Massa

Elaine Ruth Royer

Linda L. Schuyler
Donald (Beverley) Sears
Vaughn L. Sheppard
Ronald L. Sodoma

Gary J. Stewart

Toni Whitten

Frank R. Zambito

*
Dropped student teaching because of illness.
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OFFICE OF STUDENT TEACHING
STATE UNIVERSITY COLLEGE
BROCKPORT, NEW YORK

STUDENT TEACHING EVALUATION REPOPT

STUDENT TEACHER , __ SCHOOL

| SUPERVISING TEACHER GRADE______ SUBJECT AREA
COLLEGE SUPERVISOR | : QUARTER: 1 2 3 4
Inclusive Dates ' This Report is Due

PROCEDURE: Please circle the appropriate numeral at the right of each
item, using, as a standard, the quality of teaching that
may reasonably be expected of a student teacher. You are

: welcome to add comments for any item. Excellent 5, Above

Average 4, Average 3, Below Average 2, Unsatisfactory 1.

I. PERSONAL QUALITIES ’
1.. Appeavance (Appropriate for the classroom,
well groomed) 5 4 3 2 1
2. Speech (Usage, enunciation, proﬁunciation) 5 4 3 2 1

3. Voice (Tone quality, modulation, flexibility,
projection) 5 4 3 2 1

4. Vitality (Mental and Physicalj (Energy,
endurance, vigor, alertness) 5 4 3 2 1

[j 5. Desire to Achieve (Conscientious, willing to

work, interested in teaching children,
professionally minded)

" A
j | 6. Personality - Social Adaptability
b
‘ (Poised, congenial, courteous, sense
of humor, optimistic)

L 7. Reliability (Does work on time; sees what
needs to be done; assumes voluntary
and assigned responsibilities)




8. Cooperation (Dependable, open minded, mature - 5 4 3 2 1
in action, profits by suggestions and
- criticisms) . o

II. INSTRUCTIONAL SKILLS

1. Grasp of Subject Matter (Accurate, significant
and appropriate knowledge, varied interests,
well informed) 5 4 3 2 1

2. Planning (Daily,‘Weekly, Unit) (Promptness,
comp leteness, comprehensiveness, \
appropriateness and utilization) 5 4 3 2 1

3. Methods and Techniques (Resourceful, effec-
tive, creative--good use of materials
and aids) :

4. Motivation and_ Summarx (Realistic, interesting -
creative) " 5 4 3 2 1

- 5. ggestioning (Pertinent, thought-provoking,
| well phrased) o 5 4 3 2 1

6. Evaluation of Material Taught (Varied types
of testing techniques, good format,

proper directions, validity, analyzes own
work objectively) - 5 4 3 2 1

7. Pupil-Teacher Relationship
(a. Develops cooperative personal re-

lations; is conscious of classroom be-

havior; maintains positive discipline;

is aware of pupil morale)

(b. Recognizes needs of individual pupils;

has sympathetic attitude towards pupils ~

problems) 5 4 3 2 1

8. Classroom Mangggmgn; (Effective organization
of routines, efficient use of time,
good housekeeping) ‘ s 4 3 2 1.

III. TEACHER POTENTIAL (Probahle teaching success and
: professional growth) < 5 & 3 2

Iv. COMMENTS: (Please add a few statements giving
additional information concerning strengths,
weaknesses and recommendations that are |
pertinent to the evaluation of this student teacher.)
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SEMANTIC DIFFERENTIALS
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SEMANTIC DIFFERENTIALS (Adjective Scales)

The purpose of this test is to measure the meaning of certain
concepts by having the concepts judged against a series of descriptive
scales. The results of this test are to be used in a study of the nature
of "meaning" and will NOT affect your grade.

Name:

(Last) | ~ (First)

Sex: ‘GM#le) (Female)

At what school level are you preparing to teach? (check only one):

Kindergarten

Primary (lst through 3rd)

Elementary (4th through 6th)

Junior High (7th through 9th)

Senior High School (10th through 12th)

DIRECTIONS FOR MAKING SCALES
On each page of the booklet you will find a different concept to
be judged and beneath the concept a set of 16 rating scales. You are to
rate the concept on each scale in order. Make your judgments on the
basis of what these concepts mean to you. There are no right or wrong

answers; all that is requested is xbu; ratinglon each scale.

IMPORTANT

1. Place your check marks in the middle of the spaces, not on
the boundaries. Not this ___ X : But this X

2. Never put more than one check mark on a single scale.

3. Be sure to chéck every scale for every concept.
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Here is how you are to use the scales:
If you feel that the concept at the top of each page is very
B Eloselx related to one end of a scale, you should place your
check mark as follows:

fair X : : : unfaif

(1)
L ]
(2]

:(ors,

fair : : X unfair

If you feel that the concept is guite closely related to one or
the other end of a scale (but not extremely), you should place 3
your check mark as follows:

strong_ : X :___weak

2(°r;,

strong .

>

: weak |

If the concept seems slightly related to oné side as opposed |

to the other side, theﬁ'place your check mark a#s follows:

active s X s s . ¢+ ___passive
: : X

active | : : s passive

If the concept seems only somewhat related to one side as

'oppOSed to the other éide (but is not really»neutral), then

" place your check mark as £ollows:

bright : : X : i :___dull.
(or)
bright s s X . .  dull

: If you consider the concept to be neutral on the scale, or

if the scale is completely irrelevant to the concept being
judged, then place your check mark as follows:

safe_ :__: : :X: : : . dangerous




strong

¢

PUPILS

weak

active

(X3

passive

clear

vague

happy,

L 14

.8

sad

simple

complex

heavy

light

skillful

..

inept

good

o8

bad

poised

*e

excitable

chaotic

FY]

ordered

attractive

unattractive

dirty

clean

confident

e

uncertain

understanding

*e

*e

impatient

interesting

dull

formal

.0

,
L]

informal
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MY FIRST YEAR OF TEACHING

light

vague

sad

uncertain

complex

impatient

clean

weak

ordered

passive

unattractive

excitable

dull

inept

heavy___ : : : : : : : :
clear : : : : ;- § : :
happy : ? : : : : :
confident : : : : :' f : :
gimple : : t : : t $ :
understanding__ : : : t : ; ﬁ :
cdirty e : t. -£~‘ :
strong___ : : : : 3 ﬁ‘ H
cchaotie s s S t
activer K : : : t t H t
attrdétive : : : : : : H t
poised__ : __: : : :' : : :
interesting : : : : H ; :‘ t
skillful R : : :‘ : : :
formal : : : : : : :

gogd : : t ; : :

informal
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STUDENT TEACHING

dull

interesting

strong

weak

:inept

skillful

formal

informal

simple

complex

happy

sad

clear

—

vague

good_

bad

active

passive

attractive

unattractive

heavy__

_light

chadtic

ordered

poised

excitable

dirty

clean

confident

ungertain

understahding.

impatient
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DISCIPLINE PROBLEMS

understanding : : : : : : : : impatient
skillful S S T R SR S S iﬁépf
chaotic___: : :+ i+ . : s ordered
; dirty S i S : cle;n
pbised : : it : s : : éxcitable
;onfident' : : : : : : : : ﬁhcertain
interesting__: _: gw ,#, . dull

.0
.0
e
.0 .
.0
.0
-0

~ heavy . light
Hfdrmai s sz s+ s sz . informal
good  : : oz oz 3 s s  béd
activé s+ s i . . " . pagsive
}sﬁrong : : : : : : : :____weak
simple : : : : : : : : c&mplex‘
clear___:_ :_ : : : . :__:___vague
| happy___: K : : ﬁ : : : sad
attractive_ : s i : s s s . upattractive
186_




poised

RELATIONSHIP WITH PARENTS

excitable

confident

uncertain

attractive

unattractive

simple

comp lex

good

bad

strong

weak

formal

informal

clear

vague

skillful

inept

interesting

dull

understanding

impatient

dirty

clean

heavy

light

happy.

sad

active

passive

chaotic

ordered
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clear

SUPERVISOR'S VISIT

confident

vague

,qncertain

understanding

impatient

simple

compiex'

“clean

difty

heavy

Iight

interes;ing

dull

happy

sad

formal‘

informal

attractive

. t

unattfactive

skillful

_inept

chaotic‘

_ordered

poised_

 excitable

strong

weak

- good

bad

active

. . . . . [ [ .
. . . . . . . .
r . + )
. [ . . . . . .
. . 9 . . . . .
. [ . . . . . .
. . . . . . . .
. . [ . . . [ .
. . . . . . . .
. . . . . . . [
. . . e . . . .
[ . . . . . . [
. . . . . ' . .
. . . . . . . .
. . . . . . . .
——p
. [ . » . . . [
. . ' . . . . .
. [ . . . . . .
. . . . . . . .
. . . . . . . .
. . . . . . . M
. . . . . . . .
. . . . . . . .
. . . . . . . .
. . . . . . . .
. . . . . . . .
. . . . . . . .
.
. . . . . . . .
. . . . . . . ¢
. o . . . . . .
. o . . . . . .
. . . . . . . .
. . . . . . . .
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active

METHODS OF TEACHING

passive

poised

*e

excitable

skillful

inept

good

 bad

chaotic

ordered

formal

informal

attractive

unattractive

strong

*e

weak

confident

runcertain

dirty

e

clean

happy

sad

understanding

impatient

interesting

.8

dull

clean

vague

simple

comp lex

heavy

light
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SUPERVISING TEACHER

.6
.
*e -

heavy__ : : : : : light
attractive__:_ _ :__:__:__:__: _:  :  unattractive
c;eag~. : : : : : : : : vague
formal __ : ; : : : : : . informal
interesting : S H : : : : s dull
chaotic : : : : : : : :___ordered
understanding : : : H ; impatient
gopd : 3 : : : bad
happy___: : : : § : : :___sad P
skillful L. : - : : :___inept . |
difty H : ; »: : : : :___clean
poised :. ; ‘:‘ it :___:___excitable !
confident H ; 2 : : H :__uncertain
active : : : : : : : paésive ;
simple__ : : : : : i _complex !
strong___: 3 : ; : ﬁ :___weak
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TEACHER

clear__ : : : : : : : :____vague
confident__ : : : : : : : :{___uncertain
gimple__ : : : : : : :___complex
understanding : : : : : : : impatient
happy___: : : : : : : : sad
dirty : : : : : : : : clean
heavy : : : : : : : ¢ light
chaotic__ : : : : : : : :___ordered
attractive__ :__ ¢ ¢ ¢ :___: __:__ unattractive
active : : : : : : : :___passive
poised_ : : : : : : :___excitable
skillful : : : : : : : : inept
good : : : : : : : i bad
formal___: : : : : : : : informal
interesting__ . S : : ¢ dull
strong___: : : SR : : :____weak
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CLASSROOM BOOKKEEPING

strong___ : : : : : : : :___weak
good : : : : : : : :___bad
poised : : : : : : : : excitable
active : : : : : : : :passive
skillful : : : : : : : : inept
formal : : : : : : : : informal
attractive__ : : : : : : : :__unattractive

interesting__ : : s S : ¢ dull
chaotic : : : : : : : : ofdered
heavy__ : : : : : : : : ligh;
happy : : : : : : : : sad
simple__ : : : : : : : :___complex
copfidgpgw_ : : : : : : : :___uncertain
clear : : : : : : .2 “;ég;é
understanding  : : : : : : : : impatient
éirty : : : : : : : : clean
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L

red e

 need

L

0 lad

attractive

PAT TAYLOR

understanding

good

simple

active

formal.

confident.

chaotic 

skillful

happy

interesting

dirty

poised

heavy

clear

e e e S S eSS t___Unattractive

: : : - : H : impatient

e e e S St _bad

: : : : : : : :___complex

i : : : : : ¢ ___passive

: Pt : : : : :___informal

: : : s R : ¢___uncertain

: : : : .. : :____ordered

H : : H : : : : inept

: : : : : : : : sad
strong___: s ¢ s s s : weak

- : R : : s dull

: : H : : : : : 'élean

et 23 excitable

: : : : : : : : | light

: : : : : : : : Vague
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MYSELF AS A TEACHER

unattractive

ordered

light

dull

informal

complex

excitable

sad

impatient

._vague

bad

uncertain

passive

clean

inept

attractive : : : : : : :
"chaotic s s o s ¢
heavy : : : : : : :
interesting : : : : : : :
formal : : : : : : :
simple : : : i : :
poised : : : H : : :
happy : : : : : : :
understanding___: : : : : : :
clear : : : : : : :
good___:__: : : : : :
confident : : : : : : :
active s s : : : : :
dirty : : : : : : :
skillful - : =« & = st
‘strong : : : : : : :

weak
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Name :

Date:

Directions:

CONFIDENCE SCALE

The following items concern youir feelings of confidence on
your abilities as a classroom teacher. Please place an X
before the word or words that best describes how you feel
about each ctatement. Be sure to check all thirty-two
statements.

l. I am confident that I can reach parents I wish to contact.

Very Confident

Confident

Uncertain

Uncertain

2. I am confident that I can introduce a new topic and obtain high

interest.

Very Confident

Confident

Uncertain

Very Uncertain

3. I am confident that I can help students with destructive home
situations.

Very Confident

Confident

Uncertain

Very Uncertain
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4.

~will teach

I am confident that I can handle cnildren s aggressive behavior
toward one another. <

Very Confident

Confiuent

Uncertain . .

Very Uncertain

I am confldent that. I can be enthusiastic about each subject that I

Very Cdnfident

Confident

Uncertain

Very Uncertain

I am confident that I will not feel uncomfortable about giving
failing graces.

Very Confident

Confident

Uncertain

Very Uncertain

I am confident that I can help students see the relationships between
undesirable behavior and its consequences.

Very Confident

Confident

Uncertain

Very Uncertain
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8. I am confident that I can cope with students who are not willing to
worl.

Very Confident

Confident

Uncertain

Very Uncertain

9. I am confident that I can interpret children's capabilities to
parents.

Very Confident

Confident

Uncertain

Very Uncertain

10. I am confident that I know how to discuss a child's achievement
with his parent (s). '

Very Confident

Confident

Uncertain

Very Uncertain

11. I am confident that I can differentiate instruction among the slow,
average, and gifted children in class.

Very Confident

Confident

Uncertain

Very Uncertain
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12. I am confident that I can help children with reading problems.

Very Confident

Confident

Uncertain

Very Uncertain

13. I am confident that I can be happy with routine classroom book-
keeping. ‘ C -

Very Confident

Ccnfident

Uncertain

Very Uncertain

14. I am confident that I can involve pupils in self-evaluation.

Very Confident

Confident

Uncertain

Vary Uncertain

15. I am confident that I can integrate the isolated, disliked child
into classroom activities.

Very Confident

Confident

Uncertain

Very Uncertain
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16.

17.

18.

19.

I am confident that I will have a positive attitude toward grading
papers. .

Very Confident

Confident

Uncertain

Very Uncertain

I am confident that I can evaluate my objectives.

Very Confident

Confident

Uncertain

Very Uncertain

I am confident that I have the skills necessary to have children main-
tain quiet while working independently.

Very Confident

Confident

Uncertain

Very Uncertain

I am confident that I can have work for some while I work
with other groups or individuals.

Very Confident

Confident

Uncertain

Very Uncertain
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20.. I am confident that I will be at ease when supervised.

Very Confident

Confideht

Uncertain

'Very Uncertain

21. I am confident that I will be patient with my students.

i Very Confident

Confident

Uncertain

Very Uncertain

22. I am confident that I know how to judge children's progress in
terms of my aims and purposes. |

Very Confident

|
Confident i

Uncertain

Very Uncertain

23. I am confident that I can cope with the constantly disrupting child.

Very Confident

Confident

" Uncertain

Very Uncertain

24. I am confident that I know what to do with students who finish early.

Very Confident

Confident

- Uncertain

Very Uncertain

frrmer e
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25. I:dm‘¢onfidéht that I éah involve many children in group discussions.

Very Confident

Confident

Uncertain

Very Uncertain

26. I am confident that I can find reading materials for readers ome or
two years below grade level.

Very Confident

Confident

Uncertain

Very Uncertain

27. ' 1 aﬁ'cOnfidentﬁthat I can prepére classroom tésts that are
valid.

Very Confident

Confident

Uncertain

Very Uncertain

28. I am confident that I can relate subjects meaningfully to
children. ‘ ’

__ Very Confident

Confident

Uncertain

Very Uncertain
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29. I am confident that I can relate to parents that their children
have problems.

Very Confident

Confident

Uncertain

Very Uncertain

30. I am‘coﬁfidént that'I can select instructional materials.

Very Confident

Confident

Uncertain

Very Uncertain

31. I am confident that I can interest parents in their children's
behavior. ‘

Very Confident

Confident

Uncertain

Very Uncertain

32. I am confident that I één'get students to do homework.

Very Confident

Confident

Uncertain

Very Uncertain
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REACTIONS TO SIMULATOR TRAINING

This instrument is an attempt to determine your attitude toward your class-
room simulator experience. Feel free to express your feelings toward the
experience. :

I. Please read the following statements about the classroom simulator
and state your feelings about each statement by checking (V) each
statement below that expresses your sentiment.

l. I enjoyed receiving training in the classroom simulator,

a. Very much so

b. Somewhat
c. Not particularly

d. Not at all

2. The classroom simulator was realistic--"life-like."
a. Very realistic

b. Realistic

c. Not particularly realistfc

d. Not realistic at all

as though I was involved in the situation.
a. Very involved

p. Involved

c. Not particularly involved

NI

d. Not involved at all
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The discussions were valuable in developing my own concepts.
a. Very valuable

b. Valuable

¢; Not particularly valuable

d. Not valuable at all

o believe that the simulator experieuce was meaningful in its

relation to real classroom problems.

a, Very meaning

b. Meaningful

c. Not particularly meaningful

d. Not meaningful at all

I feel that my experience in the classroom simulator will help me
identify classroom problems.

a. Very Helpful

b, Helpful
c. Not parricﬁlarly helpful

d. Not helpful at all

I believe that my experience in the classroom simmlator has helped
me develop methods of cOping with classroom problems.

_a. Very helpfu1

b. Helpful
c. Not particularly helpful |

d. Not helpful at all
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8. The classroom simulator made the materi«l more meaningful than if
it had been presented in lectures. . : :

a. Much more meaningful

b. More meaningful
c. Less meaningful
d. Much less meaningful
9. I believe that the classroom simulator experience should be pro-
vided on an individual basis. :
a. Strongly agree

b. Agree

c. Disagree

d. Strongly disagree

10. T believe that the classroom simulator experience should be provided
to smaller groups (up to six students), .

a. Strongly agree

b. Agree
c. Disagree
d. Strongly disagree

11. I believe the classroom simulator experience could be provided to
an entire class (40 to 60 students) just as. effectively.

—
>

Strongly agree

b. Agree

c. Disagree

| vas A Astea |
o

Strongly disagree




12. I would recommend classroom simulator experience to my friends.

a. Strongly recommend

b. Recommend
c. Advise against

d. Strongly advise against

13. I believe the classroom simulator experience was as valuéble ds the
first two weeks cf student teaching.

a; More valuable

b. Of equal value

c. Somewhat less valuable

d. Not valuable at all

'II. 'Please write a brief paragraph about how you feel concerning your
- simulator experience. If more space is needed, use reverse side
- of page. ' ' I : . '

III. Please write.a'bfiéf_pafagraphiaboﬁt how you feel the classroom
simulator might be improved.
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PERCEIVED EFFECTS OF SIMULATION TRAINING

QUESTIONNAIRE

Name: . . . . Date:

Directions: Please answer the questions below in such a way that you evalu~
ate your simulation training in respect to what lasting effects it had upon
you and not in respect to how much you enjoyed it, were inconvenienced by it,
or other such criteria concerned with emotional reactions to the experience.
Expand upon your answer if you believe it will aid either in evaluating
simulation training cr can give further insight into how this training has
an effect or fails to have an effect on your ability as a teacher.

l. How valuable was your simulation experience to you during student
teaching?

2.. How would you compare the relative values of student teaching and
the simulation experience?

3. How valuable do you consider your simulation experience as a contribu-
tion toward making your first year of teaching successful?




4. How does the value of the simulation training compare to other experiences
you had in the Brockport teacher education curriculum?

|

R

5. Please comment on the placement, conduct and content of the simulation
training in the light of your increased experience.‘

6. Did simulation training make a difference in your student teaching?

No_____ Yes

o o e i

Please explain:

B e DTSRV c
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TABLE XIX

RESPONSES TO THE PERCEIVED EFFECTS OF SIMULATION
TRAINING QUESTIONNAIRE

%

1. How valuable was your simulation experience to you during student
teaching?

Simulator I

Uﬁcertain if beneficial.- Did give me more confident feeling.

a,
J] b. Little effect. Couldn't identify with Pat Taylor.
H: c. Extremely valuable. Gave me self confidence; exposed me to
alternative courses of action.
. d. Better prepared me for a more realistic approach to student
z teaching.
e. Can't really say. More broadminded; realized many sides of

the problem.

Worthwhile. It helped to solve many problems in student teaching.
I do not believe the simulation effectively helped me solve them.
Helped me realize that problems weren't unique,

Confident feeling. Simulation is one step up the staircase of
good teaching.

Developed more patience towards the active child.

Somewhat valuable. Introduced coming problems and solutions,
Moderately helpful. Developed insight into problems and how to
deal with them. '

Somewhat valuable. Received idea of what to expect.

Similar problems arose and recall of simulation helped.

Discipline problems have shown up; it was helpful in this respect.
- Most valuable in regards to parent conferences, discipline and
routine management.

Difficult to say.

It was valuable in that it was the first part of my college educa-
tion that related directly to things I would have to do while
teaching.

iy Lt
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Simulator II

——t
sy
o

It was valuable to me especially in the elementary school because

it gave me a confidence that I didn't have before the simulator.

b. Most of the situations that we had to cope with in the simulator
were not present in my student teaching experiences. I had no
field trips, no irate parents, etc. Therefore, the direct carry-
over between the two was not vory great.

c. I felt that my simulation experience was helpful during my student
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TABLE XIX (continued)

M

teaching, but I think that it will be very helpful to me during my
A first year of teaching.

d. I felt more sure of myself when I went student teaching. I also
realized the value of the curriculum guide, and other books I
received when student teaching.

e. It gave me a lot of confidence for my first student teaching
assignment. It acquainted me with some of the materials (cumula-
tive records, etc.) that I might be using.

f. It was valuable in that after I had done something the wrong way,
I could always think back to what we had discussed during the
project. At the time, I was involved in the incident, I did not
stop to think about what the "books' tell you to do.

g. The simulation program made me conscious of the many problems that
could confront a beginning teacher. It gave me an insight into
the many and varied experiences that a teacher faces during a
school year.

h. T think it helped me in student teaching by giving me a different

" outlook on the problems we studied as it actually came up. I was
more understanding.

i. It helped in that when situations, which were discussed in the
group, arose during studen: teaching I immediately thought of
various approaches or other ways of thinking. 1 felt more in-
formed when discussing problems with my co-op teacher.

. I was not consciously aware of its being a great help to me;

o that ie I never had a problem in student teaching when I could
look back to the simulation experience and find an answer. Per- |
haps it was more help to me in a general way than I realized.

k. I didn't feel that the simulation project helped me very much.

1. I had much more confidence in approaching handling of disciplinary

' problems that arose since having had the chance to discuss with
others different courses of action, and by having to zctually
think about what my courses of action would be.

m. I feel that my simulation experience was valuable due to the

- direction which it provided for me in a lateral scope in the
- field of education.

n. I found myself thinking about how some of the other kids might
have handled certain problems.

o. The simvlation experience gave me a lot of confidence for student

A teaching that I would not have had.
p. I felt it was very valuable in preparing me for student teaching.

' q. I knew where to look to find answers to problems, cumulative
' * " records, etc. I realized that other people had the same problems

‘that I faced. - | - '
" r., Not very valuable during student teaching.

8. It was valuable in the way that it provided the experience of dis-

- covering what others would do in certain situations.

N
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TABLE XIX (continued)

%

2, How would you compare the relative values of student teaching and the
simulation experience?

Simulator I

a. Student teaching more valuable. Simulation provided valuable in-
sight into problems and approaches for solutions. Student teach-
ing provided valuable practical experience. Simulation in an
undetermined quality; real problems faced only in own classroom.

b. Not closely related. Simulation, one picture, Student teaching,

. different.

c. Student teaching more valuable. Simulation good preparation for

student teaching.

d. Student teaching actual, real experience, most valuable. Simulation
is valuable, should be mandatory before student teaching.

e. Together student teaching and simulation gave me more confidence
for next year.

f. There was quite a lot of difference between simulation and actual
teaching.

g. Practical experience of student teaching is more valuable than
the theoretical solving in simulation.

h. Student teaching is far more valuable. Simulation cannot equal

student teaching.

i. Simulation helped noticeably. It should be lengthened.

j Student teaching is very valuable, real situation.

k. Student teaching is absolutely necessary; much more so than
simulation. Simulation provides good insight. Both are good
testing grounds.

1. Both are valuable.

m. Simulation is preventive medicine.

n. At times simulation was more beneficial. Criticism from peers
was helpful. Student teaching provided only limited experience
in actually solving problems.

o. Both were good. Simulation should be longer. Student teaching

could be cut a bit. "Real" students proved to be more human.
P. No basis for comparison. There is no substitute for actual

experience. Simulation might enable student teaching to be cut.
q. Simulation is as close as one can get without being involved.

Simulator II

a. The values of student teaching relative to the encountering
and solving of problems greatly outweighed those encountered
in the simulatioun experience which would be evident.
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C.

TABLE XIX (continued)

I found that many experiences I had in student teaching were
simular to experiences in the simulator.

I think that the actual student teaching experience is much more
valuable because you are dealing with live people and you can't
pretend that they will behave the way that you want them to.

Real students often react to a given situation in a manner totally
different to the way you would have wanted or expected.

I feel that the simulation experience was very valuable, but yet
student teaching more valuable. I am glad that I took part in the
simulator but feel that the time needed for it should not have

‘been taken away from my student teaching first quarter.

On the whole, I feel that the simulation helped me to realize -
what to expect while student teaching. Something, for example,
parent conferences I wasn't as involved in as I would be as a
first year teacher. Therefore, I feel the experience will have
much more value not just in student teacuing.

Some of the incidents in the simulation experience were not as

‘realistic when in front of a classroom. Some of the incidents

were the extremes of cases which in student teaching (in the real
class situation) never happened. In student teaching, you don't
have time to analyze the different courses of action you'd take
if and when the situations arose as in the simulation you have

“the” time to think over what might be the best possible course of

action. In student teaching, you are dealing with the students

“directly and have contact; however, in the simulation, you're

working with children on tapes and on films which gives you no
contact and makes the situation one-sided and impersonal. I feel
that the simulation project would be more valuable if the cases
and situations were more realistic.

I think student teaching was far more valuable to me; only once
in student teaching did I ever meet a problem exactly like the
ones we had during the simulation project.

The simulation program gives a more inclusive experience to the
student teacher as I don't think any student teaching situation
would have all the varied experiences that were thrown at us
during the simulation. The only thing the simulation lacked was
actual classroom experience.

The simulator was good but you need the actual experience to
test your opinions and techniques. It narrowed the gap between
theory and the actual classroom behavior. It gave a warning.

"1 do not feel that there is a substitute for student teaching

-

presently; value-wise, the simulation experience does not hold
a candle to student teaching. It was a great transitional period
from classroom to student teaching. It gave us many things to
watch for in student teaching thus making student teaching even

" more valuable.-
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TABLE XIX (continued)

m

k. I think studénf teachiﬁg is a much more valuable experience. The

number of problems presented in the simulator was, of necessity,
limited. Also, the simulation of an experience is never quite
the same as the experience itself. Of course, the simulator did
have the advantages of creating the opportunity of discussing
solutions to a problem, but even then the problems weren't
generally ''solved."

1. I feel that student teaching is more valuable because it is a

- real situation.

m, They both had great values. Student teaching gave the oppor-
tunity for trying out procedures discussed in the simulation
experience. The student teaching, with actual class procedures,
seemed more concrete and realistic.

n. In evaluating relative values of student teaching and my simulation
experience, I'would say that a strong correlation exists in the
practical and realistic situations which I met.

o. They are not comparable. One is actual experience and the other
hypothetical. Both are needed to help you understand problems
you meet.

P. I feel that they were both a great deal of help in making me a
better teacher.

q. I feel that the simulation project gave me an insight into
teaching. The simulation project gave me a chance to collect my
knowledge and put it to practical knowledge before I entered the
classroom.

r. The simulator gave you ideas! And background. In student
teaching you could try these ideas and concepts and see what
really worked best for you.

s. I think buth experiences will help you with your first year of
teaching.

How valuable do you consider simulation as a contribution toward
making your first year of teaching successful?

Simulator I

a. More valuable than in student teaching. 1In student teaching
students were influenced by the teacher. Routines and pro-
cedures have been establiShed Prcblems which were discussed
in simulation will have more meaning when the student can become
a teacher in her own classroom.

b, Simulation experiences should have been more realistic and more

on major problems. However, it should contribute to making more
successful teachers.
c. It is valuable and will definitely help me in my first year.
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TABLE XIX (continued)

This simulation experience exposed me to problems and has given
me many solutions or alternatives. : :

Can't say without the experience.

Can't answer definitely. Simulation was worthwhile toward teach-
ing and life. It will be more beneficial .in my classroom.
Simulation will be extremely helpful. It provided background for
solving problems.

The awareness of potential problems will be valuable. I believe
that the simulation of a teaching experience has more application
to a first-year teaching experience than to student teaching.
Simulation is just one step. Its greatest value was instilling
positive attitudes of ideas and searching for an answer.

'L It made me confident‘that I will be able to'pandle first year
_problems.

Difficult to say, but am more aware of problems.

Moderately. It helped me to learn skills such as parent-teacher
conferences, getting and using materials, It helped me to de-
velop ideas, convictions, and a philosophy.

I consider the simulation experience valuable. It makes a new

teacher aware of problems. It helps you to meet problems with

success and gives a feeling of self-confidence.

 Simulation was a tremendous opportunity. It will be valuable

toward making my first year successful.

A valuable, worthwhile experience in handling discipline,

parent conferences, and reading groups.

Became aware of many problems which I might be faced with. Can
cope with them better because I have discussed them; I know some
methods which might receive good results.

I imagine it helped; simulation problems were met ‘in student
teaching. I thought more about solutions.

Most valuable--the most important perhaps learning not to take the
attitudes, etc. of the students personally. It will serve as
great moral support.

Simulator II

I think that it will help me a great deal towards problems in my
first year experiences.

Again, I say that the opportunity to discover what others would
do in a certain situation has its lasting effects upon me.
Insofar as I intend to teach on the junior high level in math, I
do not expect to run into a great deal of. difficulty with field
trips, grouping or collecting milk money. But I might con-
ceivably run into some of the other situations.

I feel that the simulator project gave me a chance to face many

of the problems I'll meet in my first year. I feel that the
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TABLE XIX (continued)

ﬁ

project gave me confidence in handling these problems and to
others that might arise.

It helped me realize the value of many types of literature first
year teachers receive. It gave me confidence in applying for a
job and talking intelligently to the interviewer. I also think it
will help me to solve many problems that first year teachers have.
If student teaching were eliminated and first year teaching ex-
perience coming directly after simulation, I feel simulation is
more valuable (confidence, acquaintance with materials and tech-
niques for specific situations--parent conferences) than it is
with student teaching as the intermediate step. It does help one
to analyze and evaluate situations more orderly, organized and
effectively. It makes one aware of some possible problems to be
faced. Simulation also contributes to cooperation among people--
a carry-over for cooperation with faculty and other school per-
sonnel. :

I think that it will undoubtedly be of some value; how much at
this time I don't know, but those two weeks were by no means
wasted.

Now that I have completed student teaching, I feel the simulation
program was very valuable. It really gave me a better understand-
ing of how a school system operates, and the many problems and
experiences of a beginning teacher than did my student teaching
experience where I was involved with just my '"teacher" and the
class. The teacher was a buffer that we didn't have in the
simulation program where we were the teacher.

I believe it will be much more practical next year than it was

in student teaching. I learned or acquired many theories to apply
in these different instances. I honestly feel I will benefit from
the simulator just by the outlook I have on these problem areas.
Presently this is difficult to measure because I don't know how
successful I would be without it. I think my student teaching ex-
perience will be the greatest contribution to any success I have
as a teacher.

It's very difficult to answer a question which calls for a projec-
tion of that type. I hope it will be valuable. There are, how-
ever, a great many problems which connot be answered by a simula-
tion of any experience. There are not only many problems, but
many variations of one problem.

Simulation did help me in finding permanent records forms. I
know what to look for in these records.

The simulation experience was very valuable in preparing me for
problems which may arise. I feel now that I have a more definite
idea of the courses of action I would take in many possible arising
situations and much more confidence towards taking such actions.

F—
—
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How does the value of the simulation training compare to other experi-
ences you had in the Brockport teacher education curriculum?

.simulation.

TABLE XIX (continued)

As a contribution toward making my first year of teaching success-
ful, I feel that my simulation experience has presernted the basic
and numerous situations which will arise and, also, some realistic
solutions. . .

I will not look at a problem from one point of view but from
twenty or more. _

I think it was very valuable because it defined many problems that
I would not have been aware of otherwise. It gave me many ideas
as to solving these problems, also.

I feel the simulation project was very valuable in helping me
prepare for my first year by presenting the problems of a teacher
that I did not realize even were there.

Just that I have many different ideas on how to handle different
situations,

Very valuable,

Simulator I

It was more valuable than the sum total of education courses
because it was the practical application of the theoretical

and factual material. It was a chance to participate. Simulation
made problems to be faced in student teaching more vivid and
realistic. The exchange of ideas and probable solutions was
most beneficial and valuable.

Student teaching was by far the more valuable.

Simulation was more valuable. It was practical and directly
related to teaching.

Simulation was more beneficial than all the education courses,
except the teaching of reading. ,

On equal basis. What we didn't get in education courses (actual
problems, cumulative records, various viewpoints) we got in

Worth more than most of the education courses. it should be put
into the actual curriculum. ,
Simulation produced a greater degree of involvement. It provided
opportunity to test my ideas and opinions. It gave me greater
insight into teaching than any other experience. Simulation
served to draw together information gathered from other courses.
Student teaching is still more valuable. |

About the same value as other education courses. Covered material
which had not been covered in other education courses, therefore
simulation is unique in itself.
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TABLE XIX (continued)

w
i. Not as beneficial as other courses because no physical contact with
children was involved.

jo Simulation is far more valuable than some education courses.

k. Simulation comes next to student teaching. Education courses
tend to be idealistic, simulation realistic.

1. Simulation is more valuable because of actual experiences, rather
than learning ''theory"

m. The actual association with classroom problems were more valuable
than a lecture or discussion.

n. Simulation was of greater help than any other education course
taken.

0. It was a summary of four years of teacher training in two weeks.

One could finally try methods learned without losing or ex-
perimenting on a real class.

P. Should be required for all because I received more valuable
training for my profession in two weeks than any education
course has given. :

q. "Bravo - for Simulation." For once an actual feeling out of 1

1

what it is to be a teacher rather than having stories and read-
ing a book.

Simulator II

a. I think it compares as favorably or better than most of the
courses I had in 4 years of college. '

b. I believe it was much more valuable than most of my education
courses.
c. The simulator was much more valuable than most of the teacher

education courses which dealt mainly with theory. It is really
amazing how much theory must be modified in order to have any
relationship with practical application. All you learn in edu-
cation courses are the 'don'ts." Don't embarrass a child, don't
punish the whole class, etc., but they never replace these with
any better ideas. In the simulator, we dealt with real situations
not simply theory.

d. I feel that this project was more valuable than any of my previous
teacher preparation courses. I think that instead of taking time
off our student teaching, that a course should be set up and have
it mandatoiy for all. I felt it was very worthwhile and I am
glad I was asked to be in it. The only problem I didn't like
was the fact that I had to wait until my senior year to student
teach, and this made it very hard to get a job for September.

e. I wish this type of training was offered to every student in the
form of a required course. To me it was far better than some of
the required courses I took.
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f. I believe it had more value than some education courses (it brought
us closer to the school situation contrary to textbook idealism
in handling situations) and yet I feel student teaching was more
realistic than the simulation because we were dealing directly with
the students and in actual situations. Student teaching was longer
and thus enabled us to picture and handle more situations than the
simulator. I feel it helped in making us organize and be prepared
better than other education courses. It also gave us a good taste
of what hours a school day would consist of (7-8 hours/day) in-
stead of 3 hours/week of classes.

g. It was definitely of more value thén any education course I ever
had at Brockport.

h. I think it is tops in actual instruction as to what a beginning
teacher really faces during the first year. Some of the education
courses seem to skim over the surface of the business of teaching
students to become good teachers and I feel the simulation program
really got down to business and let us know what we could expect
as first year teachers. The discussions in simulation gave me
some information that I can use when I'm a beginning teacher that
I feel will be tried and tested and not just some idea that came
out of a textbook.

i. It was much more practical and useful. Perhaps it was the method
and materials because I don't feel I would have surveyed a Methods
Class in that situation for two weeks. It was much better than
participation in the Campus School where you are treated like an
alien by students and some teachers. In participation your ideas
and beliefs are disregarded. You sit in a class with no teacher
as soon as you enter and leaves a student teacher to evaluate you
and give you a grade. This is useless.

j. I think the two-week simulation experience was better in preparing
a person for teaching than any course of study. However, my other
courses of study helped make experiences in the simulation course
more meaningful. |

k. The simulation training was much better than any of the other edu-
cation courses. It seems to me that it would be a good idea per-.

" haps to substitute the simulator for one of the education courses
(for example, Foundations of Education; which didn't seem to have
a great deal of content) instead of using two weeks of student
teaching time for it. I feel strongly that the time allowed for
student teaching should not be cut into. There is no substitute
for actual experience.

1. I felt that Brockport professors prepare a teacher for teaching.
Dr. does a wonderful job of preparing teachers. He tells

" his students what to expect.

m. Definitely the best. I feel that the simulation training allowed

for more student thinking, deciding on courses of actions, was more
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closely related to teaching actual experiences and was concerned
with topics most closely related to preparation for teaching.
n. Other experiences in my education curriculum have provided a
strong theoretical background for a profession in education.
Simulation was able to place these ideas into a practical and work-
g able picture. This program also proved that a great d=al more can
be worked into sophomore participation.

) o. It ranks high. There was really not enough discussion of problems
‘; in classrooms.

P I feel it was much more valuable and practical than any education
course I had taken.

q. I feel that the project brought all other materials into a meaning-
ful experience. I learned the material but the simulation project
drew all the material together and gave some very valuable experi-

1 ence. I don't feel that the curriculum can be eliminated. I
| feel that each does their own job.
r. I think it is a more lasting effect on me. I will remember issues

; from the simulator long after I have forgotten material from my
1 education courses. You learn by doing--not watching.
8. More interesting because it was closer to the classroom and in

a way you taught yourself.

tion in the light of your increased experience.

%
5. Please comment on the placement, conduct, and content of the simula- %
i Simulator I 1

g a. No answer.
; b. It presented a more realistic way, rather than on paper or film.
c. Content was good. It was directly related to teaching experiences

in general. The placement was good. Hours were too long.
’ d. Fine. No suggestions. '

’ e. Indifference to everything except content. This was excellent,
realistic, and useful.
1 f. Simulation seems to be a very important aspect of a first year

teachers training.
g. I would prefer that it not cut into student teaching. The content

' was applicable in a teaching situation. The individual response
l situation could be conducted differently. Students should be
sepa-.ted. ‘ .

h. Make it longer, not so intensive. It should be combined with
) practical experience.

i. The problems were beneficial. The conduct of the meetings was
too rigid.

j. The placement was fine; organization was excellent and informal;
and the content was good and realistic,

k. Simulation is a good experience before student teaching. The

content could be varied. More attention given te preventive
discipline and grading. The conduct of the simulation classes.
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could be greatly improved. It should be less painful--better
facilities, shorter hours, and a more effective leader.

The simulation training added to my teaching experience. I am
more open to suggestions.

The content was good--all types of problems were presented well.
It was well conducted. The informal atmosphere created real
interest and participation.

It was a long and tiring experience. Problems were repetitious.
There were personality conflicts at times.

It was satisfactory as it was.

Simulation before experience was beneficial. Another simulation
before graduation as a refresher would be helpful.

Don't understand question.

Simulator Il

Most of it was very well planned, but catalogues and "what seems
to be the problem'" got boring.

The conduct and content of the training are commendable. The
placement, however, should, as I experienced it, be as close

to the completion of college as possible. Otherwise, I would
think there would be no carry-over.

I think that the simulator was well-placed, but from my view-
point, there was too much emphasis on irate parents. I would
hope that I would not receive such a profusion of letters my
first year..

I have nothing to say as far as the placement, conduct, and
content. I was happy with all three of these conditions, and
have nothing to say against th.m.

I feel that many problems were discussed in the two week training
period. However, one suggestion, if this was to be done again,
would like to have more problems related to discipline. I found
this a reoccurring problem.

I feel it important for a student going out to student teach in
building confidence and exposing one to what is expected and what
materials you'd run across. I would like to see more realistic
and practical situations used in this experience. Some experi-
ences were far-fetched. I feel that an air of more seriousness
might have produced more thinking on the students' part however,
some humor and eight-sidedness was good in making us feel com-
fortable and at ease in the simulator experiment. I would have
liked to have the "more experienced people" (Dr. Broadbent, Mr.
Bubb, people from Tennessee) comment and analyze the students'
decisions and evaluations, giving us an idea why and when these
decisions might or might not be practical.
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TABLE XIX (continued)

n.

O,

The project was very well arranged and thought through. I con-

It was held at a poor time for those of us who were job hunting.
It was extremely difficult to find a job because credentials were
only partly complete. The problems were very appropriate--these
are trouble spots--but they were too specific (the solutions
didn't work in every case) and they tended to repeat themselves.

sider myself fortunate to have been involved.

At the time of simulation I felt it was too long and repetitious.
But now, since I have completed two quarters of student teaching,
I think it was good, I originally felt that I needed those two
weeks in the classroom, but now I feel that my last assignment
was two weeks too long. I feel the two weeks at simulation were
of much greater benefit to me as a teacher than equal time in a

‘student teaching situation.

Conduct and,content were both very good. Perhaps you could spread
the two weeks out. During student teaching perhaps teach four
days and come in for a simulator and let the student teachers each
Friday bring in a different situation they actually faced and dis-
cuss this problem itself. It was hard for me to relate cures
without actually experiencing the cause.

I would like to see one week of simulation before the first' stu-

dent teaching experience and one week before the second student
teaching experience. The experiment was conducted well. enough--
informality was allowed to encourage freedom of exprés$ion.

The format of the simulator was, in general, good. The dis-
cussions were very inauthentic. I think it would have helped,
however, if the participants could have felt that they were
reaching some really valid conclusions. Many times.we weren't
sure whether we even were on the "right tract" or "far afield."

I didn't encounter any of the problems that we discussed in the

simulation project. ’

The relaxed informal atmosphere allowed for greater discussions
and development of ideas. The content was valuable, expecially
the role playing and group discussions. The placement by random
sampling seemed to produce students with many interesting ideas

- and comments.

Generally, my simulation training worked with depth in many
facets of teaching. I feel that very good insight was provided

© in the areas of disciplinary action and parent conferences. I

feel that a problem pertaining to the flexibility in the daily
schedule of teaching would have been useful.

It might have been better to have a session before student
teaching and one after. It would have beea good to be able

to talk about problems after you have had to face them.

No answer, _

I felt the content was excellent in that many of the problems
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in simulation, I faced in student teaching.

r. Maybe the simulator might have been more useful to me if it came
one-half way through student teaching. After it met the problems
for myself, I would have got more involved in the simulator.

s. Conduct was good because you were able to think it out logica:6ly.

Did simulation training make a difference in your student teaching?

Simulator I

a. No lasting effect° Some problems were blown up. Some were not
effectively presented.

b. I was more confident. It made me more knowledgeable about pupil
behavior and school operation.

c. Simulation eliminated an idealistic approach and prepared me for
a more realistic approach and attitude.

d. No way to compare self without simulation approach. Simulation

gave me many discipline techniques. It helped me develop realiza-
tion:that everyone has his own methods.

e. I believe it has since many of these situations occur throughout
teaching.

f. The initial help that I received was the facility in using school
resources and procedures. At the beginning of student teaching
I had better insight as to the possible sources of help and in-
formation than I would have had without simulation.

g. I don't know. Reality called for quick decisions. The time
spent on parent-teacher conferences cannot be evaluated yet.

h. I felt as though I had an edge on other student teachers because
of the confidence I went into the school with.

i. It gave me insight into the kinds of problems to expect as a
teacher. I have not needed to try them.

j. My first supervising teacher was very interested in the simulation
program. SHe wanted to know if it were responsible for my success.

k. In my student teaching I actually saw the simulation problems
walking around in front of me.

1. I went into my student teaching with more self-confidence than I
otherwise would have. I had two successful student teaching
assignments and I'm sure it was due in a small part to my
experience in the simulation experience.

m. In the city I have tried several of the suggestions that were
offered. I have run across emotional and disciplinary incidents
I wish I could have taped. Many times I have wanted to call all
the Pats together and have them work on a child in my class.

n. I was more confident in dealing with parents and did not mind
having anyone watch me teach.
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Simulation had an effect on my first assignment because it gave me
much more confidence. The problems were not applicable on the pre-
kindergarten and kindergarten assignment.

Cannot tell. ' ‘

It gave me an orientation and personal experience to relate and
lean on during student teaching. |

Simulator II

Yes. I think that it definitely helped me in all aspects of my
student teaching with confidence. '

Yes. Confidence. | '

Yes. It prepared me for problems that I would meet even though
many of them I did not encounter.

Yes. I felt that we met and discussed problems in the project
which I had met during my student teaching. Through peer dis-
cussions in the project, I was presented with suggestions on how
to handle problems, such as discipline, etc.

Yes. I feel that the simulation experience was of value to me.

I felt more confident. As far as making a difference I had
nothing previous to compare to. However, I don't know how anyone
could have stayed in the group for two weeks and not gained help-
ful advice and suggestions for student teaching.

Yes. I believe it helped much more in my first teaching assign-
ment in building up confidence in getting right into the teaching
and classroom situation. After my first assignment, I already
had the confidence which carried over from simulation and from

my traching experience, thus far. All the other values (coopera-
tion, acquaintance with materials, confidence, etc.) had I not had
the simulation experience, would have arisen during and throughout
student teaching experience.

Yes. I think it made me more sensitive to the problems. I thouvght
more about different approaches Iicould have used. It gets you
thinking deeper than if you had not been exposed to the incidents.
Yes. I think after :'lation my attitude toward student teaching
had changed somewhat I don't think I felt as inexperienced. I
had more knowledge as to the problems my classroom teacher ex-
perienced. Perhaps all this information I gained at simulation
made some aspects of student teaching seem very elementary and
Monatonous (sic).

Yes. Because I had some different methods ready to apply when

any of these problems came forth. I had a little warning of some
important problems would or could arise and I applied my plan to
prevent the problem , before it began.

Yes. Certain problems stood out (those we had discussions about).
Decisions were easier to make.
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k. (Undecided). I'm not sure what you mean by this question. The
difference with regard to how valueble it was, I tried to answer
in the first question. I might add that it did make a difference
in my first student teaching assignment in that my sponsor teacher
felt that in some areas she couldn't evaluate my teaching ability
accurately because I hadn't been there long enough. She seemed
rather disturbed that my time there was shortened by the two weeks
in the simulator.

1. Yes. Only on the permanent records, and forms. I didn't feel
that the simulation project was a real classroom situation.

m. Yes. The simulation training gave me many different variations to
try out and evaluate during student teaching. It helped me gain
more confidence in approaching and following through with pro-
cedures in student teaching.

n. Yes. I feel that my whole simulation experience was useful in
student teaching. In the initial stages, it gave me direction in
a strange school. When I took over the classroom, I was able to
anticipate and solve situations which appeared to be in the
making.

o. Yes. As I mentioned before, I was more open-minded. I was not
able to really get involved in my first assignment. I was only
there five weeks.

P. Yes. I think yes. But how can I really say because I don't know
how I would have done without it., However, I do think things
came much easier and I knew what to do and where to look.

; q. Yes. It gave me much more confidence.

: r. Yes., I felt more confident going into student teaching after

: dealing with them (problems) in the classroom rather than meeting
them in the teaching situation.

s. No. I felt it helped me pick out the problems faster but was not
able to stop them (mainly because it was student teaching).

%=

227

T TRY RS W b s L B M o T TR ST P




e T A e L we .
o, » A e N NN UG A r e cm oo

APPENDIX K

SUPERVISING TEACHER WORKSHOP SCHEDULE

\)‘ . . R T R A Bk Haes g Eatr o B B A ik




ST T TR R S T e A e e T TR TR T TR TS TR LTI e T R T T T T e

*$1-11 °"AON WOIJ wWAY) uUInlal pue
odol2Aud possaappe-3I9s @Yyl ur
sjuaumijsur 9s3ayjl ind aseald

*0os op 03 Apeax sT 10 ‘AIT1Iq
-1suodsax TInJ saumsse 13Yysea3
juapnis ‘jyoom ISITI I931FY

pie) AJTTTIqIsuodsay

Jjueysyoini) pieuoq °xq £q

SWlj-1INJ JO UOIJAUNSSYy °§ suorjisand pue syiewdsy 3ursorn 0 €

Y3/ ISQUIDAON JO YoM . 1835 £3T119eTI13d YOO 00:€
I0JUSAU] SWO[qOig poAI@adiag °g ¢§ uorssag Surureal YOO SI:Z
Y3/ 19quWIAON JO oM (*3uod) z# uorsseg Surureal JO0D OY:1
PI0O9Y UOTJPAISS(() WOOASSEID ° :2INPOYog TITI2A0ON pieuoq °IN £q swOd[aM OF:]
uorjenyeay ‘A young Q€21

¢ uorssag YOO SH 11
jeaaqg 293300 O0€:11

e ot

:aInpayos 03 st doysjyaom sTYy3z 3o 9sodand ayg

3o9foag “III :esodang ‘I

_ odotoaug passaippe-3[9S - I 1# uolssag 3urureal 0O 0011
(xopul °3TYM) WO - 1 juaqpeoaq jueij °ig
m (jlurd) 900 - 1 £q uoT3lelULTIQ JusUMIISUT OT:0T
(vouwres) ¥0D - 1 Jueysyornin
P1093Y¥ UOTIPAIISG(Q WOOISSBID - 1 preuoqg °iq £q 3o9foag o
31edg Surjey asyoeay - | 3yl jJo uorjenieagy pue udisaQ ¥ N
A103udAu] SWATqOId POATIaOIAg - [ yueysyoTniy preucq °ig £q
pIed 309f0ag ay3z 03 uorjonpoijul (Ok:6
£3111q1Su0dsax awyp3l-1Iny yo uorjdumssy - T peiuo) o4ey °i1g £q SWOOI3M 0€:6
<STeTIdIEN “Al
9961 ‘01 1oqualdag ‘Aepanjeg :aynpayos
§a19yoe9], juepnis I103 Ieurwss - 11-11 doysjaoM “°II
Suryoeway juspnis
103 aojaenb 3sat3y jyo Lep ise7 - QOI-11
TeAT1IR §,I9YydB9] JUIpni§ I03IRINWIS - 97 *p1099Y UOTIBAIIS]Q
W 1ojeinuis jo Aep 3IseT - €7 WOOISSET) 94yl JO asSn 3yl UI SIBAYOea)
: -uotjeinuig jo Lep 3IsIIJI 2sayj ureal o3l pue 3193[oag uorjenuig
: pPue TBATIIER I9YyOBd], Juspni§ [0IIUOD - ZI-6 9Yjl JO uOTIENTBA® 3yl uUr 3701 IIAYI
m doysyaom - 0O1-6 yitm saayoes] Sursiaxadng jurenboe

9961 ‘01 1oqueideg
LOEC0d9d NOIIVINWIS
dOHSYHOM WIHOVIAL SNISIAYAANS




APPENDIX L

ALTERNATE DAILY SCHEDULES




ALTERNATE DAILY SCHEDULES

Schedule for Days When "Take-Hogg Problems'" Are Assigned

8:00 - 8:30 Planning or independent study

8:30 - 9:30 Discussion of ''take-home problem"

9:30 - 9:45 BREAK

9:45 - 10:30 Problem presentation and problem solving

10:30 - 11:30 Problem discussion
11:30 - 12:30 LUNCH

12:30 - 1:15 Problem presentation and problem solving
1:15 - 2:15 Problem discussion

2:15 - 2:30 BREAK

2:30 - 3:15  Problem presentation and problem solving
3:15 - 4:15 Problem discussion

4:15 - 4:30 Presentation of '"take-home problem'

Schedule for Days When No "Take-Home Problem" Has Been Assigned

8:00 - 8:30 Planning or independent study

8:30 - 9:15 Problem presentation ana problem solving
9:15 - 10:15 Problem discussion

10:15 - 10:30 BREAK

10:30 - 11:15 Problem presentation and problem solving
11:15 - 12:15 Problem discussion
12:15 - 1:15 LUNCH

1:15 - 2:00 Problem presentation and problem solving
2:00 - 3:00 Problem discussion

3:00 - 3:15 BREAK

3:15 - 4:00 Problem presentation and problem solving
4:00 - 5:00 Problem discussion
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GENERAL TWO WEEK SCHEDULE FOR SIMULATOR




First Field Test

September 9

10

12

13

14

15

: A.M.

P.M,

A.M,

PnM-

AQMQ

P.Mt

A.M.

P .M.

General Two-Week Schedule

Plans for Simulator Program

Supervising Teachers Registration and pre-testing
Supervising Teachers Orientation
9:30 - 4:00 Math-Science Building

a) Purpose of project, hypotheses, etc.
b) Design of project
¢) Role of supervising teachers in project
--instrument orientation
" ‘--attempt to develop inter-rater reliability

Orientation

Times 8:30 - 4:30

Physical setting (Campus School)
Relationship of simulator to ST program
Our role in simulator '

Get acquainted technique

F. S,

Materials orientation

Study time

Study time
Discussion of materials
Problem #91

#12
#22/30

#35 assigned as take home problem

Discuss #35
#76

11
#71

#34 assigned as take home problem

Discuss #34
#79

#108
# 18 o
# 3 assigned as take home problem
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September 16

19

20

21

22

23

A .M.

P.M.

A.M.

PoMo .
AM.

P .M,

A .M.

P.M.

A.M.

P.M.

Discuss #3
#7 |
#10

#5
## 2 assigned as take home problem

Discuss #2
#48

#39
67

#31
#90

#45 assigned as take home problem

Discuss #45
#85

#h2

#89 :
#75 assigned as-take‘hpme:problem

Discuss.#7§“v.
138 o

#29
#117

Post-tests

234




Schédﬂie_fdfiSimulator begrém

? ‘ . N .
é ' Second Field Test N
' ~ First Week

January 30 AM, 8:30 Orientation ;
9:00 Getting acquainted
9:30 Meeting your situation
i 11:30  Lunch : -

o once v

“P.M., 12:30 Study time
2:30 Discussion of materials
2:45 Break '
- 3:00 Problem #91 Film and problem solving
- 3:45 Problem discussion
4:30 ' Assignment: study materials

aznrswnit S

- ablnnd

January 31 AM., 8:30 ‘Assign 35 :

: 8:45 #12 Problem solving

| - 9:30 Problem discussion
10:30 Break | o
10:45 #22/30 Problem solving
11:45 Problem discussion

L LA

P.M. 12:45 Lunch ;
1:45 #75 Problem solving and library research
3:30 Problem discussion ;
4:30 Assigmment: #35 and materials. |

ey

February 1 AM. 8:30 #76 Film and problem solving
. 9:15 Problem discussion. Role playing incidents
’ 10:30 Break
: 10:45 #11 Problem solving
11:30 Problem discussion o
P.M. 12:;15 TLunch
1:15 #71 Problem solving

) 2:15 Problem discussion
< 3:15 Break
] 3:45 Evaluation period
% 4:30 Assigmment: #35, materials, and as discussed




. b oA e i A Tt

February 2

February 3

A .M.

P.M.

A .M.

P.M.

8:30
8:45
9115
10:15
10:30
11:15

12:15
1:15
2:00
2:45
3:00

345
- 4:30

- 8:30

9:00
10:00
10:15
11:15

12:15
1:15
2:00

2:45

3:00

3:20 
3:50

4:30

Assign 34
Discuss #35 in small groups

‘Problem discussion -

Break o :
#79 Film and problem solving
Problem discussion

Lunch .

#108 Problem solving

Problem discussion

Break | a
#18 Film and problem solving
Problem discussion

- Assignment: #34

Discuss #34 in small groups
Problem discussion

Break '

#7 Problem solving
Problem discussion

Lunch o
#10 Film and problem solving

/Problem discussion

Break
#5 Problem solving
Role playing

" Problem discussion

Assignment: Work sheets
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February 6

February 7

AM.

P.M.

A.M.

P.M.

8:30
8:45
9:15
10:00
10:15
11:00
11:45

12:45
1:05
1:45
2:45
3:00
3:45
4:30

8:30
8:45
9:00
10:00
10:15
10:40
11:20
12:00

1:30
2:15
2:30
2:45
3:30
4:30

Second Week

Assign #3

#48 Film and problem solving
Problem discussion

Break

#39 Problem solving
Problem discussion

Lunch

#67

Role playing

Problem discussion

Break

#85 Film and problem solving
Problem discussion
Assignment: #3

Assign #45

#31 Film and problem solving
Problem discussion

Break

#90 Problem solving

Role playing

Problem solving

Lunch

#50 Film and problem solving
Problem discussion

Break

#74 problem solving

Problem discussion
Assignment: #3 and #45
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APPENDIX N

SUGGESTED INCIDENT RESPONSE SHEET




Suggested Incident Response Sheet Questions®

1. What seems to be the problem?

1“ 2. Why do you believe the problem arose?

) 3. What factors do you believe contributed to the problem?
‘ 4. What do you believe your immediate goal should be?

5. What are some alternative courses of action available to you in
. reaching your goal?

6. Which of the available courses of action would you take?

Why?

7. Communicate your decision in writing exactly as you would in
reality.

8. What are some alternative ways to prevent the problem from
- arising again?

9. What information did you find (if any) which was useful in better
understanding the problem?

| | 10. What other information would you like to have? How could
it be obtained?

*Suggested in part by work done by David G. Ryans in "Teacher
Behavior Theory and Research: Implications for Teacher Education,
Journal of Teacher Education, 3:274-93, September 1963.
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