ED 042 717

AUTHOR
rITLE

INSTITUTION
SPOHS AGENCY

RUREAU NO

PUB DATE
CONTRACT

NOTE

AYAILABLE FROM

EDkS PRICE
DESCRIPTORS

IDENTIFIERS

ABS1aACT

DOCUMENT RESUME
24 sp 004 163

Schalock, He Del; And Others

Notes on the Design and Development of Instructional
Systems, Appendix I. Vol. II, A Plan for Managing
the Developnent, Implementation and Operation of a
Model Plementary Teacher Education Program.

Oregon Coll, of Fducation, Monmouth.

Office of Education (DHEW), Washington, D.C. Bureau
of Rlesearch.

BR=9-0506

Feb 70

OEC-0-9%-47050€~-4025(010)

15p.

Supt. of Docs., Governrment Printing Office,
Washington, D.C. 20407 (HF5.87: M72/v2, Appendixes

A-P, $2.25)

EDRS Price NMF-20.25 KC-$0.8°%

Behavioral Ohjectives, Cognitive Objectives,
Educational Developwent, #*FEducational Objectives,
*Effective Teachinyg, *Flenentary School Teachers,
Instructional Programs, Learning Experience,
*program Development, *Teachet Education, *Teacher
Education Curriculun

CETEM, *Conmprehensive Elementary Teacher Fducation
Models

Six specifications are described as factors

influencing the foram and content of instructional systems. They are
1) that the program shall develop teachers' ability to bring about
selected objectives, and shall bte judged effective to the extent that
such coapetencies are realized; 2) that the ability to bring abont
selected objeciives of the schools shall be demonstrated under both
sisulated and real-lifa educational settings; 3) that the teacher
education program shall be derived systematically from the outcores

desired from the schools; u)

that instructional experiences shall

occur vithin the context of an instructional system; 5) that the
demonstration cf mastety of the knovledge, skills, and sensitivities
required for cospetence can be independent of situation, but the
demonstration of competence aust always be situation speclfic; 6)
that each instructional systea should be designed to maximize the
personalication process. General steps to be followed in the design
and developrent of instructional systeas are outlined, and exaaples
of some of the forms which learning experiences might assune are
provided. Related documents are SI 004 155 to SP 00u 167 and sp CQu

164 to SP 004

166,

(1B4)



U T OLPARTMENTOF MIA'TH. EDUCATION
& WELFARE

OFFICE OF EOUZATION
THIS OOCUMENT HAS BEIN REFPUDUCED
EXACTLY AS RECEIVED FROM THE FERSON OR
ORGA'RIZATION ORIG'NATING IT POINTS OF
YIEW OR OPINIONS S$1ATED DO NOT NECES
SARILY REPRESENT OFFICIAL OFFICE OF EDU-
CATION POSITION TN POLICY

APPENDIX 1

N
—
N
A
<t
o
(o]
(W)

NOTES ON THE DESIGN AND DEVELOPMENT OF INSTRUCTIONAL SYSTEMS

H. Del Schalock
Teaching Research

Robert E. Albritton
Victor E. Lund
Oregon College of Educatfion

Marilyn Smith
George Peabody College




NOTES ON THE DESIGN AND DEVELOPMENT
OF INSTRUCTIONAL SYSTEMS

As used in the proposed program an instructional gystern is an em-
pirically developed aat of learning experiences which biring about a
given competency for a given set of prospective teachers with a given
degree of relfability. Included within an instructional system are
learning experiences that lead to a mastery of the knowledges, skills,
and sensitivities that are thought to be prerequisite to the ability to
bring about a given educational outcome, and practice ir the integration
of these knowledges and skills until there is evidence that the desired
outcome can in fact be achieved. As such, an instructional system is
always organized around a desired educational outcome and may include
learning experiences of any and all kinds, for example, lectures, small
group discussions, reading, observation of films or real-life settings,
simulation or micro-teaching expexiences, practice teaching with feed-
bark, etc. Also, as a means to the personalization of instructional
experiences, all instructional systems are designed with multiple entry
points and multiple paths to pursue, thus pemitting students to enter
at levels commensurate with their backgrounds and ~rogress through them
at a rate and in a manner that is commensurate with their learning style.

Factors Influencing the ¥orm and Content
of Instructional Systems

Specification 1: that the Instructlonai program shall be designed to
develop in prospective teachers the ability to bring aboul selected
objectives of the school, and that thc program shall be judged
effective to the extent that such competencies are realfzed.l

IMPLICATIONS

1, Before curriculum development can be undertaken the objectives
of the elementary school must be specified.

2. In addition to speceifying the objectives of th2 schools the
general classes of indicators acceptable as evidence of the
rcalization of those obtjectives must be specified.

3. #tvidence must be previded ultimately that the program does

1 Competency in the realfzation of two 2lasses of educational outcomes
is to be demonstrated: the realization of desfred pupil vutcomes
(instructional managenent conpetencies) ana the realization of non-
instrectional outcomes (instructional support competencies).
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or does not prepare teachers to be able to bring about the
objectives specified.

Specification 2: that the ability to bring sbout selected objectiv.s

of the schools shall be demonstrated under both simplifed
(simulated) and ongoing (real-life) educational settings.

IMPLICATIONS

1.

Simplified or simplifiable educational contexts must be
fidentified within which instructional management competen-
cies can be demonstrated.

Real~-1life educetional settings must be identified within
which instructional management and instructional support
competencies can be demonstrated.

Specificatfon 3: That the teacher education program shall be derived

systematically from the outcomes desired from the schools,

IMPLICATIONS

1.

The first step in the derivation of a competency based teacher
education program, after the objectives of the schools have
been specified, is the identiffcation of the vonditions which
bring about the realization of those objectives., 1In the the-
ory of instructicn or "influence behavior" that underlies the
ComField model four sets of variables must always be consid-
ered in this regard: a) the characteristics of the learner
or other person in the situation to be influenced, b) the
context within which the ianfluence is to occur, c¢) the strat-
egy to be used in bringing about the influence-~-given the
characteristics of the pr.son to be i{nfluenced, the setting
in which influence is to cccur and the outcome to be realined
-=3nd,d) the content to be carried by the strategy. The in-
teraction of these variables in the teaching process have
been discussed in detail in Appendix H.

Once vhe conditfons that bring about the desired outcomes have
been gpecified (8o far as existing knowledge permils such spe-
cificatfon), the next step in program development requires the
srecification of the knowledges, skills, and sensitivitizs

that teachers need in order to create such conditions. This
class of sctivity constitutes what Gagne and others have called
a "hjeratchical" or “objective" analysis, and represents one

of the most critical and demanding tasks that face the design-
ers of a teacher education program. For a detailed discussion
of the methodology of hierarchical analysis, sec Twelker's chap-
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ter in the National kesearch Training Manual.l

3. Once the analysis outlined in (2) has been completed, it is
then possible to specify the conditfons (learning experi-
ences) by which teachers can master the knowledges, skills,
and sensitivities that are needed in order to establish the
conditions that will bring the desired outcomes aliout, As
in the case of pupil outcomes, however, specification of
the conditions that bring about such outccmes on the part of
prospective teachers is alsc limited by available knowledge.
At this point in time enpirical evidence as to the relation-
ship of a particular set of condiifons to e particular learn-
ing outcome for prospective teachers is limited, so the de-
sign of learning experfences within the tcacher education
program must of neceaesity be based upon wisdom, hunch, and
commitment to a continuous trfal and error process until an

- ceffective set of leirning expericnces has been developed.

The sequence of steps involved in the svstematic design
of a ComField based teacher education program is illustrated
schematically in TI'igure 1,

Step 1 Step 2 Step 3 Step 4
Pupil Condfitions that| | Competencies Condfitfons that
outcomes bring about the] | needed by lead to the
desired. pupil outcomes teachers to knowledges,
desired. provide the skills, & sen-
9 L{ conditions thatl.y sitivities teach-

bring about thg | ers need to pro-
pupil outcomes vide the condi-
desired. tions that bdbring
adbout the pupil
outcomes desired.

The goals of The instruc- The goals of The instructfonal

education tional program t.acher program withi
within the educatfon the college
schools

Figure 1. The wodel to be followed in the design of a teacher edncation
curriculun that prepares teachers to bring about the learning
outcow~s desired in pupils,

1 Twelker, P. A. Designing Instructional Systems. In Jack Crawford
(ed.) Kational Research Training Manual (2nd edition), Monmouth, Orec-
gon: Teaching Research, 1969.
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Specification 4: that instructional experiences shall occur within the
context of an "instructional system," with an instructionsl system
being defined as "an empirically developed set of learning experi-
ences that will bring about a given competency for a given set of
prospective teachers with a given degree of reliability."

IMPLICATIONS

1. Orienting experiences nned %o be developed which provide pro-
spective teachers with a referent for the desired competency,
f.e., what a given pupil outcome or instructionnl support
outcome looks llke (orienting experiences).

2. Learning experiences need to be designed and developed which
bring about mastery of the knowledges, skilln, and sensiti-
vities that prospective teachers need in order to create the
conditions that will bring about the educational outcomes
desfred (foundations experiences).

3. Learning experiences need to be designed and developed which
lead to the synthesis of the knowledges, skills, and sensiti-
vities mastered at the foundations level until competency in
bringing about desired educational cutcomes has been demon-
strated under simplified conditions (synthesizing experi-
ences).

4. Learning experiences need to be desligned and developed whirh
iead to the ability of prospective teachers to demonstrate
the cempetencies performed under simplified conditions in
real-11fe conditions (consolidating experiences).

5. Assessment procedures need to accompany each learning experi-
ence, and the nature of the assessment procedure will vary by
the kind of learning outcome to be achieved. 1In foundations
experiences assessment will focus upon efther "understanding"
of the knowledge to be geined, "mastery" of the partlcular
skill to be demonstrated, ct "reflection'" of the particular
sensitivity to be incorporated. For synthesizing expericucas
assessment will focus upon the products that derive from a
prospective teacher's behavior, that is, upon the behavior

of a pupil or set of pupils as evidence of the realizstion

of a desired educaticnal outcome or upon the behavior of a
parent as evidence of his understanding of the program in sim-
plified educational situations. The focus of assessment at
the consnlidation level is the same as it is for synthesis ox-
cept that competence is to be demonstrated in a real-life cdu-
catfonal centext.,

A relatively detailed discussion of the design of instruc-

tional experiences and the assessment of their effectiveness
appears in Appendix i,
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6. Evidence needs to be provided that each instructional experi-
ence in fact accomplishes that which it has been designed to
acconplish.

Specification 5! the demonstration of mastery of the knowledges,

skills, and sensitivities prerequisfte to competence can be inde-
pendent of situation; the demonstration of competence must always
be situation-specific.

IMPLICATIONS

1. When assessing prerequisite knowledges, skills, and seasitiv-
ities relatively "standardized" criteria cen be applied in
determining mastery, that is, a given '"level" of knowledge
or a given "degree" of mastery can be established ard used as
a standard against which to assess the performance of all pro-
spective teachers in the program.

2. Procedures have to be developed which permit the negotiation
of the contexts within which to demonstrate a given competency,
the criteria by which to be judged competent within that con-
text, and the procedures to be used in obteining evidence on
the negotiated indicators. The procedures to ve followed in
this regard in the proposed program have been outlined under
the personalization piscess fn CHAPTERS 1 and 8.

3. Frovisfon must be made tor the demonstration of a given com-
tency within a aunber of situations (the range and the focus
of such situations may be arbitrarily established or may be
negotiated with each student in relation to each competency).

Specification_6: each instructional system shall be designed so as to
naximize the personalization process.

IMPLICATIONS

1. Eech leatning outcome to be realized within the program, that
is, each prerequisite knowledge, skill, and sensitivity to dbe
mastered for each competency to be demonstrated, is to have
multiple learning experiences designed to lead to its reali-~
zatior.. (The numdber of options should be limited only by the
resources avajlable or the ability to generate thenm.)

2. Multiple assessment procedutes are to accompany each learning
expetience. For foundations experiences thtee levels of mas-
tery indication are to be provided for each experience:

- knowledge indicators: an cmphasis on recall and/or the
ability to recognize information;
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3.

4,

i

2,

4.

- comprzhension indicators: an emphasis upon translation,
interpretation and/or extrapolation;

- commitment indicators: an emphasis on the student's
feellngs atout that which is being mastered or his will-
ingness to engage in the experience which pertains to {t.

The specific set of indicators to be used as evidence of com-
petenc. at eithz¢ the synthesis or the consolidation level
arc negotfaled at the time of competence demonstration.

Extensive and long term fupervision are required within the
Clinical ard Intern settings.

Each instructional experience needs to be designed with mul-
tiple entry points and with the capability of assessing in-

dividuals who wish to engage in a learning experience to de-
termine their level of entry.

Procedures must be developed which permit the by-passing of
learning experiences which lead to kwowledge or skill or
sensitivity or competency which a prospective teacher already
possesses, and which permit recycling within a given instruc-
tional experience or a given instructional system until the
level of mastery or competency desired or needed is gained.

An infoimation storage and retrieval system must be developed
which permits a student's performance in relation to any given
learn!ng experience to be catalogued and available upui call
by the student or othete at subsequent points in time.

Generalized Steps in the Design and Development
of Instructional Systems

Specify the objectives of the elementary schools and the
clasces of indicators acceptable as evidence of their reali-
ration (see Specificatfion 1 above).

Specify the conditfons which will bring the objectives of the
school about and the knowledges, skills, and sensitivities
needed by teachers in order to create such conditions (see
Specification 3 above).

Specify the conditions which will lead to the m2astery of the
knowledges, skills, and sensitivities (see Specification &
adove).

Specify the classes of measures to be used in obtaining the
indicators acceptable as evidence of the realization of echool
objectives (see Specification 5 adove).
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5. Develop prototype instructional systems and measures on the
basis of the designs outlined in (3) and (4).

6. Conduct a ''try out" or informal field test of the prototype
material,

7. Analyze the data that derives from the try outs and redesign
the instructional and test systems in light of that data.

8. Conduct a formal field test with the instructional and test
materials. -

9, Recycle the design-development-field test process until thére
is evidence that the fnstructional system brings about the
outcomes expected from ft with given kinds of students at a
given level of reliability,

Hamreus has discussed thf process of instructional systems devel-
opment in considerable detail” and depicts the process schematically as
shown in Figure 2, Figure 3 represents another schematic of the process.

Comments on the Design and Development
of Learning Experiences

As Indicated previously the concept of an instructional system as-
sumes multiple learning experiences for each sub or criterion outcome
expected to derive from the system, and it assumes that these cxperi-
ences will take a wide variety of forms. l.isted below are some of the
forms which learning experiences might assume in relation to the various
levels of iratructional experience appearing within a given syatem.

Orienting Experiences

Orienting experiences are intended to provide a set of referents
as to the outcomes that are to be derived from engaging with the systen.
Thie includes criterion competency as well as mastery of the knowledges,
skills, and sensitivities pterequisite to that competency. As such they
provide a basis for negotiation and decisfon making between ctudent and
sponsor, and a point of orientation for both as a stud~it moves through
a system. 1In contrast to all other classes of learninp experiences that
appear within an irstructional system orienting experiences do not con-
tain indicators of mastery. Exanples of orienting experiences fnclude:

Hamreus, D. G. 1Instructional Systems Development. 1n Jack Crawford
(ed.) Natjonal Research Training Manual (2nd Edition), Munmouth, Ote-
gont Teaching Research, 1969,

151



Specify
Objectives

Q) Indicators
of Their

Realization

Construct

(3) | Performance [N
Datermine Heasures

Enabling
(2) Objectives &
Ind{cators of

Their Maf%egz

[

~

Specify
(4) Instructional
System
Designs

—

I'roduce
{5) Instructional
Prototype

4

(6) Conduct (6a)
Try-out of

b

L

Prototype

o

L
e
Analyze Analyze
n Try-Out (72) L

._.~__J~;}__.__._ Resulte
Hodify
® Prototype

(Bracketed numbers
(9) Recycle tepresent stages)

Figure 2. Major stages {n system d
instructional systems.

152

esign for developirg validated




aat3def

-qo [euoTs3 saanseam
-ponpa a2yl UOTI31ITID
3o uotlezy D1310%ds uworlen
~-[e31 2y3 03 -31s Aydde pue
St 22U3dPLA] dor2a9p ‘u8Tsag

(o1)

P S

adustaodya

Suruxeal yoes jo
3aed se papnidoul
9IF SIUIWSSISSPE
2ourmIOII3I

“{9) uTr pai23sew
S3USLRTY Iyl

70 Uor3eagasur a3
03 pEST Yotym

_ sadudraadxa Jur
-uxeay Lidde pue
doTaasg *uStsoq

()

*U0TITTRO) 300 241 £q pasodoad meiBoxd uor3zednpo
I3YDEI] AIBIUIWITS 9Y3l Jo uorledjidde pur JudmdoTaaap ‘udysap ay3 sopInd vyl Tep0W@ YL

aat3dafqo

dul 30 uciiez
-ITeax aul 03 sT
aouaptaR Juruiea
-qO0 ut pasn aq

& — — — — = —— 53 sa1 <am 13

Iouatxadxa
Sutuxeay
. ydea jo 3xed se
Pa2rnIduY 3xe
saanseam 31s933
3sod § 3xg - (¢)
Ul PI3TFIIUIPT
SIVIWIT2 2y3
30 ZIa3sew ay3
d 03 PE3aT YoTuMs
« sadu9tiadxs Buy
-uzeatr A1dde puwe
dotaaep ‘u8isag

(9)

~193ds uoryeniTs
9yl £3y109dg
(6)

Py
§

{

aaT309fqo aua

3O uor3zEBZYITEOX
9yl JO IDVIPTAD
se aTqeidaooe
SIOEDIPUT DF3
-1d3ds uotraeniys
aya L3yoadg

(8) -

P3ITSID I3WOIINO
ay3 moqe Zuraq
IEY] SUOTITPUOD

3yl 3Ieoad
031 Sspoa3u
1ayoeal e
€ 63TITATITSUSS
pue SITEIS
‘3Bpataouy
ay3 £3109dg
. )

& -

<

e wwr A o ——

DAXTSAP
amoOd3ro
TeuoI3Iednpa
du3l anoqe
8utaq eyl
SUOTITPUOD
2yl £371dads
)

°¢ @anf1y

aatIdalqe

9Yyz 3Jo uorleZTIY
-e3x1 2yl o3 S°®

oouaprad Bur
-uTE1qO UT pASN
9q 031 53insePaT

O sasseTd

ay3l Azroadg

(£)
~

|
aari29f{qo

ay3s 3~ uoll
-BZTTeax U3
3O 22UapPTAd
- —— — «~ = sp arqeidodde

SI03¢DTPUT

jo s3sseid 0

Y3 A3toads

<«

(2)
2

_
!
!
|

uoT3IEdNpad

AxejuawaTo

woxy

PIXTSIAP

2Woa3INo

ue £3yoadsg
49)

O

Aruitoxt provided by Eic:

E



- Sensitizing Experiences: contact as an observer with a variety
of alternative learning contexts. Notes, logs, or diaries may
be kept on the observations for later use.

- Contact Experiences: the student engages learners informally
in a variety of learning contexts. Informal contact may include
discussion, impromptu interviews, chit chat, spontaneous partici-
pation with pupils in learning experiences, etc.

- Clerical Aides: the student participates in a school for an
academic quarter as a clerical aide. In this role the student
will perform the duties and carry out the responsibilities of
an ajde, as defined by the school in which he is working defines
the function of an aide. He will also receive the remuneration
ovdinarily accompanying the work of an aide. Generally speaking
the duties and responsibilities associated with a clerical aide
include the preparation of teacher-leader materials; scoring
test materials; recording grades; maintaining attendance rec-
ords; etc.

Foundations Experiences

Foundation experiences are designed to develop master: of a unit
of knowledge or a conceptval framework, or a specifir skill or set of
skills; or a particular sensitizity or set of sensitivities that are
related to the performance of a given competency. The defining feature
of founda~ions experiences is that each knowledge or skill or sensitiv-
ity is lecarned relatively irdependent)y of other knowledges, skills,
and sensitivities, and without regard to their overall synthesis.
Foundations experie¢nces are developed around the five sets of variables
postulated to intaract in the instructional process: instructional
strategy, instructional content, learner characteristics, setting char-
acteristics, and ouvtcome.

Foun'iations experiemnces always involve two major components: a)
learning activity that has that which Is to be mastered imbedded in
it; and b) an assessment proceduie which will provide evidence of the
level of mastery obtained. The learning activities may take any form,
for example, reading, discussinr, observation, type scripts of class
sessions, case studies of situations in the classrooms, slide/tape
presentations, video tapes, audio tapes; movies, role playing, micro-
teaching or episoc: teaching, programmed learning materials, etc. As-
sessment procedures make use of the full range of measurement method-
ologies available to the behavioral sciences,l but all take one of

For a comprehensive review of measurement theory and procedures from
the point of view of systems -lesign and development, see Schalock,
H. D., Measurement. In Jack Crawford (ed.) National Research Training
Manual (2nd Edition), Monmcuth, Oregon: Teachirg Research, 1969,
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four foci: knowledge, compreheasion, demonstration or commitment. As
indicated previously :nowledge, as used in the present context, refers
primarily to recall or recognition; comprehension to translation, in-
terpretation or extrapolation; demonstyation to the performance of a
given skill at a given level of proficiercy; and commitment to how a
student feels about that which lie has mastered and his willingness to
utilize that knowledge, skill or sensitivity in his subsequent teach-
ing.

Synthesizing Experiences

A laboratory experience is designed to bring about a synthesis of
the knowledges, skills, and sensitivit{ies mastered in the foundations
experiences, The ultimate objective of the synthesizirg experiences
within a given instructional system is the demonstration of the compe-
tency for which the instructional system was designed, that is, a dem-
onstration that a teacher can bring about a given educational outcome.
As indicated previously the theory of instruction on which the program
rests assumes that this involves an appropriate mix of instructional
strategy and content with learner characteristics, setting characteris-
tics, and out-ome to be obtained, Learning experiences are also de-
signed to bring about partial synthesis, that is, the synthesis of two
or more of the sets of variables that need to be brought together to
bring about a given out~ome. Examples of partial syntheses include the
ability to vary instructional strategy by learner characteristic {inde-
pendent of instructional setting or content); learning to vary content
by learner characteristic (independent of instructiunal strategy or
setting characteristic); learning to match strategy with learner char-
acteristics, and setting characteristics (ignoring content).

As in the casc of foundetions experiences synthesizing experiences
contain both learning and assessment activities. In "learning," activ-
ities assume one of three forms: symbolic, simulated, or real-life.
Symbolic learning forms include case studies, type scripts, cumulative
folders, tes* results for individuals and class groups, etc. Simulated
learning experiences include role playing, slide-tape or film or video
tape presentaticns ¢f classroom situations, etc., Real-1life learning
experlences include micro-teaching, episode teaching, bit teaching or
tutoring situations. Assessment takes one of four foci: analysis,
syntl.e3ig, application, and commitment. As us2d in the present context
analysis refers to the ability of a prospective teacher to identify dif-
fering characteristics within a given situation that call for differen-
tial response; synthesis refers to the ability of a student to make al-
ternative responses to the situation in light of its differential demand
characteristics; and commitment refers to the student's feelings about
that which is being required of him and his willingness to utilize that
which 1s being synthesfzed in his future teaching.

As in the case of foundations experiences the full range of measure-
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ment methodologies available to the behavioral sciences will need to
be brought to bear in order to effectively assess the ability to per-
form partial or complete synthesis. To insure the generalizeability
of a given competency it must be demonstrated under a variety (sample)
of conditions,

Consolidating Experiences

A consulidating experience is designed to lead to the ability to
demonstrate a given competency within the constraints of an ongoing
educational setting. This requires the demonstration of the competency
under a variety of instructional settings, thus allowing sampling across
a wide array of student characteristics, instructional conditions, and
variations in a given outcome. In addition, consolidating experiences
require that the prospective teacher be able to diagnosc the extent to
which he has been successful in bringing about the desired outiome and
provide alternative modes of operation if a desired outcome has not been
achieved,l

As with the foundations and synthesizing experiences consolidating
experiences consist of two parts: learning experiences and assessment
procedures. While some symbolic and simulated instructional materials
may be used in bringing about the consolidation of competency, the bulk
of the learning experiences will be centered in the orngoing teaching-
learning process. As such, procedures must be utilized for purposes of
assessment, feedb.uck, etc. which can mirror that which has transpired

1 oOperationally consolidating experiences may involve the synthesis of
two or more competencies demonstrated under simpiified conditions since
the level of generality of the competencies that can be demonstrated
under such conditions is limited due to the constraints of time, etc.
It is not possible, for example, to demonstrate competence in ''getting
children to be able to read" under simplified conditions. Rather a
variety of "lower level' competencies will be demonstrated within the
clinical setting which are prerequisite to the overall competency of
reading ability, for example, the mastery of word attack skills, vocab-
ulary, the differentiation of vowels and consonants, etc. Alszo, some
competencies may be encountared in the Intern phase of the program that
will not have been encountered previously. When this {s the case all
components within an instructional system, that is, orienting experi-
ences, foundations experiences, and synthesizing experiences as well as
consolidating experiences, will be engaged in while the student is serv-
ing as &n intern. A number of instructional support competencies are
expected to be handled in this way, for example, competence in research
on or evaluation of instruction, competence in instructional materials
design and development, and competence in interpreting school programs
to parents.
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in the instructional setting. Toward this end video tape and extensive
observational records will come into play.

Consolidating assessment will be made at four levels: diagnosis,
prescription, implementation, and evaluation. Within the present con-
text diagnosis refers to the ability of a prospective teacher to iden-
tify the critical elenents operative within a given situation; prescrip-
tion to the abili.y to specify the instructional strategies and content
appropriate to Lthe situation; implementation to the ability of a pro-
spective teacher to make an appropriate mix of strategy and contrnt to
bring about the desired outcome; and commitment to the feelings which
the prospective teacher has about that which has been performed and his
utilization of it in his future teaching. Because the assessment of
competence requires the assessment of the products that derive from the
prospective teacher's behavior all of the measurement methodologies
available to the behavioral sciences must again be brought into play.
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