DOCUMNENT RESUHNE

‘BD 129 803 : SP 010 518

AUTHOR Shearron, Gilbert F. '

TITLE Developing and Improving Instruments for Measuring
the Competence of Preservice Teacher Education
Students.

PUB DATE 11 Aug 76

NOTE 23p.; Paper presented at a Conference on Competency

Based Teacher Education in Special Educations
Competency Assessment (New York, August 11, 1976)

EDRS PRICE MF-$0.83 HC-$1.67 Plus Postage. . v

DESCRIPTORS Formative Evaluation; *Measurement Techniques;
Performance Based Teacher Education; *Preservice
Education; Student Teachers; Summative Evaluation:
*Teacher Behavior; *Teacher Education; *Teacher

Evaluation

ABSTRACT

This paper focuses on the development and/or
improvement of instruments that can be used to measure the competence
of preservice teacher education students. A number of questions need
to be considered before making decisions concerning the development
and improvement of such instruments: (1) At what level of specificity
are the competencies to be measured stated? (2) In what context
(symbolic, simulated, or work) is the demonstration of the competency
to be measured? (3) How often and at what points are preservice .
teachers to be measured? (4) Who is to be involved in measuring the :
performance of preservice teachers? (5) Will the measurement of
competence be formative, summative, or both? (6) How much time will
be required for measurement? and (7) What is to be neasured? The :
instruments -now-—-available—tom behavi iaii O—two =
categories: (1) instruments used by school systems to rate .persomnnel :
and instruments developed by colleges and universities to measure:
performance in student teaching; and (2) instruments that have been
constructed primarily for use in research. K Four types of instruments
suggested for measurement of preservice teacher competencies
discussed are: systematic observation; rating scales, interviews, and

teacher products. (HMM)

e 4 3 e e e e e 2 2 2 e 3 2 e e e 3 3 3 3 e e e e 3 3 e 3 3 A e 3 5 3 e Ak s e e 3 e e ke ke e e 30 e e e e sk e e e e o e ke e sfe ke e e ok ek e ok ok

* Documents acquired by ERIC include many informal unpublished *
* paterials not available from other sources. ERIC makes every effort *
* to obtain the best copy available. Nevertheless, items of marginal *
* reproducibility are often encountered and this affects the- quality =*
* of the microfiche and hardcopy reproductions BERIC makes available *
* via “he ERIC Document Reproduction Service (EDRS). . EDRS is not *
* responsible for the quality of the original document. Reproductions *
* *
* *

‘supplied by EDRS are the best that can be made from the original. .
e e e e e e e s e s ol o e e s o e o sk e e e oo e oo sl e o o e e o sk o e ofeol e e o e ke e ool ol sl o ok ool o o ook ok ok



A

Developing and Improving Instruments fortMeasuring
the Competence of Preservice Teacher Education Students

ED129803

—n e o S e e eimen e e s ——

Gilbert F. Shearron
Division of Elementary Education
College of Education
The University of Georgia
Athens, Georgia

Prepared For A Conference

U.S. OEPARTMEN

Lo PeTEd Ll g L i EDUCATION EWELFARE —
. NATIONAL INSTITUTE OF
Competency Assessment EDUCATION

THIS DOCUMENT HAS BEEN REPRO- !
K ODUCED EXACTLY AS RECEIVED FROM
THE PERSON OR ORGANIZATION ORIGIN-
ATING IT. POINTS OF VIEW OR OPINIONS
STATED DO NOT NECESSARILY REPRE- .
SENTOFFICIAL NATIONAL INSTITUTE OF
" EDUCATION POSITION OR POLICY.

Sponsored By. ) N T,

The University of the State of New York
The State Education Department
Office for the Eddcation of Children
with Handicapping Conditions

‘August 11, 1976

1

SPu0 57

ww

Aruitoxt provided by Eic:



—-—ry

Developing and Improving Instruments for Measuring

the Competence of Preservice Teacher Education Students

‘The measurement of competence is perhaps the most difficuit
task f. .i by developers and implementers of Competency Based
Teacher Education (CB?E) programs. Thié paﬁér“étﬁé$§£s“£;7£5¢usm
on only one phase of-the assessment problem, the development
and/or improvement of instruments that can be used in the measure-
ment of the competence of preservice teachef education students.
The paper does not deal with the affective area of teacher compej
tence. The.paper does nét deal with the problems of researching
teacher effectiveness nor does it deal with the philosophical
issues of the desirability of a data base before proceeding with
the measurement of competence. | X \

)
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The term measurement can be defined as fa pﬁocedure where
}

numbers are uniquely assigned to entitiesﬁlPErsﬁns, other organ-

— isms_objects ctatomans
ST 1-5% 5 - ement

we are concerned about is the méasurement of the perfofmance of
people and the assignment of some sort of value to that perform-
ance. Assessment and evaluation are broader terms. Measurement
is often considered as a part of assessment and evaluation.

The term competence can bg defined as.being qualified,
capable, or adequate. The term competency is defined by.Johnson,
Shearron, Hensel, (1974) as being a rational performance which :
satisfactorily meets the objectives for a desired condition.

There are maﬁy p;rts of a competency. Performance is an obser-
vable behavior, but it includes the manipulation of ideas and

the méking of judgements and decisions. This paper deals only
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with the measurement of the observable performance part of a
competency.

Questions to be Considered

There are a number of questions that need to be considered
before one makes decisions concerning the:development and improve-
ment of instruments for measuring the competence of preserv1ce
teacher educatlon students These questions are interrelated.
Consideration of one without the consideration of the others
will probabiy leave us with measurement devices that are not use-

ful in the real world-of a teacher education program.

1. At what ;evel of specificity are the competencies that
are to be measured stated? A major problem in measuring compe-

tence is the lack of operational definitions for the competencies

_to be measured! TInstruments designed to measure competence-

.should relate directly to the statements of competence. The more
SpelelC the competency statements, the easier the ‘task of measute-
ment. Failure to operationally define competencies leaves us with.
highly subjective measures that are no better than what has trad-
itionally been used. Considerfthe following competency statement
found on many lists of competencies. The teacher giﬁes clear
directions to pupils. What does this mean in terms of measure-
ment? The situations in which this competency might be measured
could differ significantly. For example, the preservice teacher
could be giving directions for behav1or in the classroom or the

d1rectlons could be the asslgnment of a lesson in mathematlcs
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An operational definition is needed that defines specifically.
what kind and type directions are to be measured.

2. . In what context is the deménstration of the competency
to be measurgd? fhere are a number of contexts in which compe-
tencies can be measured. Turner (1974) identifies three which
are found in many teacher education programs. | )

a. Symbolic Context. This refe;s to the college or
university context. Typically, only verbal'performance or what
the preservice teacher knows as opposed to what he/she actually
does.

b. Simulated Context. This is the laboratory context.
Films, video tapes and other kinds of aids are employed. ~ Teach-
ing is restricted to such things as microteaching. The context

1s quasi-concrete, but verbal performance predominates.

c. Work Context. This is the 'real" classroom settin
' , g

whe;e'stddenfénhave opportunities to integrate knowledge and
action. Performance "is what is meésured in this.contex;.
Shearron and Johnson (1973) divide the work context into two
parts. Part one is referred to as working with pupils in struc-
tured situations. This means that classroom situationémarer
specifically designed for the dtudent to practice and demonstrate
specific teaching skills. For example, a social studies lesson
is structured to be a question-answer situation to enable the
student to demonstrate this particulﬁr skill. The second part

of the work context is referred to as an unstructured situation.

In an unstructured situation, preservice teachers are evaluated

when they demonstrate competencies as the need for those ~

T s e b v = - 20w




competencies occur. An illustraﬁion of this is that the pre-
service teacher would use skills in classroom management as they
are needed.

The queétion 6f context is extremély important. It is much
easier to develop or adapt instruments-to-measure“coﬁpeFEHCe”in"“”””"
a structured work context than it is to develop instruments that
are all inclusive to be used in an unszrugtured work context.
Attempts to do the iatter have at least in the past often ended
up as checklists that cover everything in.a highly subjective
manner. |

Measurement in a symbolic context is the easiest and ®he
most familiar to most teacher educators. Paper and pencil tests
and other ways of“measuring knowledge do not necegsarily require
the development of instruments. The instrﬁmeﬁts developed for

- measurement in a work context can often be adapted to the simu-

lated context.

~
v

=

3. How often and at what points are preservice teachers to

be measured? A major problem in measuring performance by obser-
vation in the unstructured work context is controlling the

sampling of individual behavior. McNeil and Popham (1973) point

out that a major deterent to the use of rating scales is the
, 1
failure to control for sampling teacher behavior. A strategy

for sampling behavior must be developed along with the develop- ﬂ-"fﬁ
ment of instrument designed to measure performance by observation.
4. Who is to be involved in measuring the performance of

/
preservice teachers? In the preservice program there are

several categories of individuals who could be involved in the
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measurement process. The question of context is, of course,
closely related to this question. Assuming that measurement of
cémpeténce is to take place in the work context, we'woﬁld have
college and university personnel, class;oom teachers, and peers,
available to meésure the éohﬁetence of‘the preéervice student.
In the structured work context any of these three categories of
persons could be employed. However, in the unstructured work
context it would be extremely costly to involve anyone other
than the classroom teachér who would be there anyway.

| 5. Will the measurement of competence be designed to be
formative, summative, or both? This is an éxt;emély important
question to be resolved. As we shall see later in this paper,
formative evaluation, which in the'author's,view is part of a
training program, lends itself to using systematic observation
instruments that focus on bits and pieces of a teaching cbmpe-
tency. Whileisummative evaluation should consider the total
competency, fhere are some types of measuring devices which are
more appropriate for one than the other. ' | :

6. How much time will be required for measurement? A

very real problem is the amount of time required to measure
competence. In adapting or deqeloping any instruments for
measurement consideration must be given to the amount of time

involved in utilizing the instrument. In general, the instru-

mpes s T

ments will need to allow for the collection of data‘at a reason-

able rate.

7. What is to be measured? This final question is one

that cannot be answered by saying, ''we are measuring competence."
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That is not an operational statement that can be translated into
some type of action. The sub-questions that fall out of this
more inclusive one are: Do you measure every student on every
competence? Do you sample behavior in the unstructured work
context? Do you limit measurement to the strﬁeturedﬂﬁork”eop-
text? These questions need to be dealt with prior to making
decisions about the instruments needed‘to;measure‘competence.

-

What Can We Use?

There are currently hundreds of 1nstruments available to
measure teacher: behégzor Kay (1974) reports that these instru-
ments fall roughly into two types, neither of which are wholly
approprlate for measurlng the performance of preserv1ce teachers.
The f1rst type contains instruments used by school systems to
rate personnel and instruments developed by colleges and uni-
versities to measure performance in student teaching. These
instruments are very subjective because of the lack of opera-
tional definitions for the categories being measured by the
instruments. The second type of available instruments contains
those that have been-constructed primarily for use in research,
These instruments usually focus on some highly defined and very'
specific teacher behavior. These instruments can provide
evidence that preservice teachers possess specified skills in
isolation, but they do not measure the complexities of classroom
situations.

The criticism made by many that the instruments to measure

8 .
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perfbrmance Are not available is to a great extent true. How-
ever, ine AMerjaan Association of Colleges for Teécher Education's
CoMMitree ON Performance Based Teacher Education (1975) points
out thae the lagy of instruments is clearly not unique to CBTE
PXO8rayps. The committee recommends thaf it is time to spend less
time on talking apout the 1lack of cap;bility to measure teacher
peTforpnce and g put our energies on inéreasing that capability.
THe neXt section of the paper will focus on the types of
inStrygments that can be used to measure competence. Attentlon -

-

will be given tqg four types of instruments.
_ZEESQEEig Observation

Furst and H3i11 (1971) define systematic observation as a
set of procedUres which uses systems of categories to code and
t0 QUantify Clasgroom behaviors of teachers and'stﬁdents.' The
ProCedyres TeQuire that observed behaviors be coded or classi-
fied by ponevalygrive relatively objective sets of categorles
which describe specific behaviors or actionms. Most of the
syStematic obseryation instruments in use were originally de-
sighed g,r reseaych purposes rather than for evaluating and
medSuri,, teacher performance. Simon and Boyer (1974) in
M}££2£§ for 52332595 III report on 99 observation systems All
exCePt one haVe heen used for research purposes. Only twelve
instrupgpurs are reported to have been used: for evaluative pur-
poseées, ,

Many SYStematlc observation 1nstruments have become train-
ing toojg which' give information to people belng observed.

Simon ang BOYETr (1974) report that fifty-two of the ninety-nine -
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systems they report on are now being used for training purposes.
These systems provide a mirror for the prospective teacher to
obtain feedback about his own teaching behavior. This feedback
allows the student to attempt to change his own behavior as al
result of the feedback. An illustration of this would be inter-
action analysis. The student would be able to view the extent
of interaction in his/her teaching situation. If he/she was
dominating the classroom, then the preservice teacher could
modify this behavior based on the feedback from the interaétion
instrument.

A second use of systematic observation instruments in
training is that most of the instruments have been constructed
along a theoretical dimension which includes behaviors that are
thought to promote pupil learning. Many of these behaviors are
not ﬁsually found in classrooms. This then offers an opportun-
ity for prospective teachers to learn new behaviors and expand
their teaching reper%oire. Feedback is received on what behav-
ior is not beiﬁg used'as well as on what is being used (Simon

and Boyer, 1974). |
The implications of using systematic observation to measure

teaching competence are many. As has been pointed out, most of

{ .
these instruments were developed initially for research purposes.

They collect data on specific teaching skills. The data is

generally not suitable for evaluative purposes. The instruments

are appropriate for use in training programs. They can provide‘_ B

formative data on specific skills that hopefully w111 help

students change their own behav1or through this type of feedback;,‘V

.




Some illustrations of systematic observation instruments
are the Observation Schedule and Record (OScAR 4V) (Medley,
Note 1), Flanders System of Interaction Analysis (FSIA)
(Flanders, 1966), and the Galloway System (Galloway, 1968).

Rating Scales

Good (1959) defines ''rating' as an estimate according to
some systematized procedure of the degree;to which an individual
person or thing possess some characteristic. He defines "rating
scales'" as a device used in evaluating products, attitudes, or
other characteristics of instructors or learners. Rating scales
used for observation are different from systematic observation:
instruments in that they record.general impressioné as to what Af
has occurred, whereas the systematic observation instruments "{f
describe in detail what has héppened.

Rating scales are used more extensively thgn_any other A m’%%

device in attempting to measure teaching competence by observa-

tion. Often-fating‘scalés include items that are not operation-
ally deflned do not allow for proper time sampllng, and do not
have 1nterrater rellablllty ' A

Remmers (1963) suggests five‘ériteria for judging the
ppropriateness of rating scalgs as measuring devices.
1 1. Objectivity. Use of the instrument should yield veri-
fiable, reproducible data not a function of the peculiar charac-

”

teristics of the rater.

~

2. Reliability. It should yield the same values, within
the limits of allowable error, under the same set of conditions.

\
1
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test where preservice students respond to‘questionsﬂrelated-to,

10

3. Sensitivity. It should yield as fine distinctions as
are typically made in communicating about the object of investi-
gation. |

4. Validity. 1Its content, in this case the categories in
the rating scale, shquld‘be reievant to a defined area of investi=
gation and to some relevant construct.

5. Utility. It should yield relevant information and
should not be 'so cumbersome as to preclude collection of data
at a reasonable‘fate.

Figure 1 is an illustration of an all encompassing rating
scale to measure teacher competency. It deals with the intel-
lectual ability of the preservice teacher, includes personality
characteristics as well as considering teaching skills., The
rater is forcéd to respond onla five point scale. Figure 2
iilustrates a rating scale with descriptors of the compe;ency.
being measured.

The rating sca;e is probably the most useful to teacher
educators who are attempting to do both summative and formative
evaluation. It is necessary to state competencies in clear and
precise terms so that the items to be measured by the rating
scale will have operational definitions that leave little room
for disagreement. Standard procedures for establishing validity

and reliability should be used in the development'of any scales.

Interviews
A techniQuéﬂto obtain information that can be used in

measurement is the interview. ' The interview is really a verbal
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N Competercy Assessment ,,lf
NAM e oo, Date Y
SChOOL ...t Subject/Grade PP AP PR

.~ Cooperating Teacher ettt eeeeneeneeee.... College. Supervisor

.

3—This competency may be possessad by the teacher, but It was not
observed.

2—The /ack of this competency is sometimes evident as {s)he functions In
the role of teacher. ’

Conslder each of the following items as applylng to the student who is
seeking certiflcation as a teacher. Mark only one choice for each item by
circling the approprlate numeral according to the following scale:

5—This competency Is /requently evident as (s}he functions In the role of

E

teacher,
4—This competency |s sometimas eyident as (s)ha functions in the role of 1-The leck of this competency Is frequently evident as (s)he functions in
teacher. the role of teacher. , -

1. INTELLECTUAL

5. Is able to locate and/or devise appropriate learning

1. Possesses a preadth 8nd depth ¢! knowledge en- MBLOMiBIS. . .ooieetieteiieeerecneeesncnscoanonncenr 54321
compassing those aspects of lgarning for which cer- :
tification Is sought ... covuneny . iiuennnnnnnnn.s veess 54321 6. Can deslign and use a varlety of techniques In evaluating
the attainment of instructional objectives............. 54321
2. Possesses a knowled'ge of contemporary developments in
curriculum materials for the area(s) of certification sought 54321 7. Provides for systematic fesdback about performance on
subject-matter assigNMents ......cooeveeeenrnoenne.. 54321
3. Demonstrates abillty to determine home and community
backgrounds of pupils In order to determine (a) reasons 8. Possesses teaching skills to the extent that hel/she Is
for specific pupil behavlors (b) unique needs of learners 5 4 3 2 1 able to carry out teaching responsibilities while maln-
talning a well-roundad ilfe Styl® .........0000000.e... 5 4 321
4. Demonstrates the‘ al:}:j;v to devise -and carry out 5 2
systematic seif-evalua I T X N “(. %AKII':G KNﬁM,LEqGEMEAlN'NG?{L "
5. Possesses a li-developed hllosophy of aducatio . Is able to identify pupll's level of learn ng and to prescribe
which el she can articulate lopo(:ers?.z.......‘{....?. 4321 the appropriate "earnlnc experlences.................. 54321
' It. PERSONALITY . 2. Provides opportunity and guldance for puplls to become B
1. Exercises self-control under trying conditions (emotional independent learners.........c..cevevennieninnennne.. 54321 . i
maturity)......... TerTTirTrreceeiireneieenieee . 54 3 21 3. Communicates effectively verbally and non-verbally ... 54 321
min
2. Possesses physical stamina ..., . . .. . ...............54321 4. Is able to explaln, lllustrate, and/or clarify tasks to
3. Demonstrates in his/her rerson.l life a se'nsmvny to promote efficlency and effectiveness In learning ....... 54 32 1
community expectations In the jnterest of improved x y
eeenns .. 5. Is able to operate and use effectively appropriate hard- .
support for educstlon..........  ..... cerrereeen... 54321 Ware Bnd BOfIWAIG ...ovueueeeereeuroneooncnconnnnans 54321
. rat
‘4 .‘3",’,‘,,‘ "I“n“ ounlnleﬂ 'd"""’ aystem bywhlchllle 54321 6. Is able to organize content as necessary to assistlearners 5 4 3 21
. ity In his/he I with 54321 .

5. Damanstrates integrity r dealings with people V. CREATING A DESIRE FOR LEARNING :
6. Is willing to expend time and energy as needed in 1. Is enthusiastic about his/her subject................ 54321 -
fulfilling teaching responsibilities, . .................. 54 321

2. Uses honest and genuine encouragement to Increase .
7. Is punctual in meeting appointments and keaping ’ Pupll’s self-esteem .. .......covierernnnnenrnncennnne. 54 321 -
schedules.........ccovreniiniiy iereennrrennennnen.. 54321 ; ‘
' 3. Is an inquirer able to excite other learners............ 54 3 21.
8. Is able to establish rapport .and a professional relation- N .
ship with parents, pupils, and p“?s 54321 4. Has empathy for learners ........................... 54321
9. Earns rather than demands respect................... 54 32 1 S. Thinks creatively...........covvevunnnn. 54321 -
. Sh r the learner ... .. ............ 1 T T o N
10. Shows respect fo o | " 1. (Y, CREATING A DESIRABLE LEARNING CLIMATE
1. Demonst nse of Rumor: the abllity to laugh at . Is able to analyze of avior and predict pup )
T a8 500 T TMOT: the abllty fo leugh Bt a2 behaviors generated by It.............c..cc..uioee 54321
1. TEACHING sKiLLS ) *2. Is able to determine causes rather than mere symptoms In -
1. Maintains an effective balance of frsedom and respon- «32 Improving undesirable pupll behavlor. ... cereeeisie.., 54321
sibllity In th 8IOOM e ooty un,, ioeaneoosonnrcscoens 321 - .
billty In the clas | 3. Maintains classroom discipline conducive to learfing .. & 4 3 2 3
.l | lop both 10Ng range and short range In- } :
2 a?r:gﬂaor::l %al:::?. RN g . ” cereecrssane g vee.. 54321 4. Utllizes good housekeeping habits In care of classroom
. BN BQUIPMONE ..ot iiviuinerracrsseacncnsenneeenss 54321
. iety of Methods which promote learn- i - . .
3 l:glblo(ouseavnrYwhprolm 54321 5. Organizes and arranges classroom to promote learning - 54321 .
4. is able to develop and use realistic and well-articulated 6. Uses a varlety of motivational techniques in stimulating o
instructional objectives........... .. .....oe0uniene... 54321 pupil lnmlngacllvlllu....._'.........._............... 54321

Comments, including your recommendation, or lack of it, and the evid.nce which supports it:

, . Figure 1
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the comoetencies they are attempting to demonstrate: A problem
with the interview technique is in communication from the inter-
viewer to the respondent and back again. A situation needs to
exist where openness and honesty make answers eoﬁe easily. The
place of the"interview in measuring competence is in the author's
opinion an opportunity to check out other sources of data
(e.g., rating scalee). One illustration of the interview tech-
nique being used to determine competency in beginning teachers
is in Dekalb County, Georgia (Note 2). The interview is only
patt of an evaluation effort with beginning teachers. The inter-
.view precedes classroom observations where rating scales are also
used to measure teacher competence. Figure 3 illustrates a
structured interview instrument. s

Interv1ews cannot serve to evaluate the total competence

of a preservice teacher. However, they do provide another source

of data that can be part of a measurement effort. It would be

necessary to have an"interview instrument such as the one dis- "

played in Figure 3 that would provide structure. It would also
be necessary to have a procedure for assigning some value to the
answers obtained in the interview. |

Products {

Products, things preservice teachers make such as lesson
plans, and anecdotal records, are another source of data that is
often overlooked in assessing the cobpetence of teacher education
students. The Oregon College of Education's program (Schalock
Kersh, Garrlson 1976) uses ratlngs on the products of a. pros-«

pectlve teacher's behavior as one of five different sources of

L b i
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PBC/SS Project
TEACHER INTERVIEW/QUESTIONNAIRE

- COMPETENCY IV - The teacher develops instructional plans for . :3
promoting achievement of the specified ob- b
jectives,

YES MO b

1. Do you use varied materials and equipment in
your class? :

a. Explain how you organize and use materials
and equipment, during your class.

2. Do you use materials for:

a. ‘remediation

b. development
c. - enrichment

3. Do you use evaluation techniques other thaw
written tests or questions? e.g. oral quesrions,
large or small group discussion,

a. Please describe. .
COMPETENCY V - The teacher utilizes resource material.
YES NO

1. Do you have materials for student .enrichment.or .. .
projects?

a. Describe

2., Do you encourage students to use the Learning
Resources Center?

a. Explain,

Figure 3%

*Adapted from Teacher Interview/Questiounaire used by the Dekalb
County, Georgia Performance Based Certification/Supportive
Supervision Project. ' B
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data in arriving at judgements about competence. Two of their
competency clusters rely on the ratings of products. These
competency clusters are: Planning and Preparing for.Instruction;
and Obtaining and Using Pupil Outcome Information. The pro&ucts
that serve as a basis for judgement for the first competency

are instructional plans. The products that are used to deter-
mine competence foi the latter competency;are summaries of

pupil outcome data, accompanied by interpretations of those

data in terms of contributing factors and implications for the
next steps. An illustration of a form to meésure a product is
found in Figure 4. A five point rating scale is used to é

evaluate the lesson plan presented in that figure.

Products like intervigws cannot give a complete picture of
coﬁpetency. They do, however, provide a very concrete source
of data. The lesson plan, for instance, is something tangiblé;
it can be considered in terms of predetermined specifications
and a value assigned.” Measuring the value of products: requires
that a structured form be developed. Usually products that are
rated unsatisfactory are returned and not accepted until‘they |
are satisfactory. Thus, the rating scale of'products is proba-
bly formative when ratings are funsatisfactory and summative when

they are satisfactory.



LESSON PLAN EVALUATION FORM

Student’s Name Lesson Number

Have the evaluators that check your plan initial each of the items listed that mects with their approval. If the treat-

ment of an item is thought to be outstanding, have the evaluator draw a circle around his or her initials. Be sure to attach
this sheet to your lesson plan.

EVALUATORS OF THE PLAN

' School College Content
ELEMENTS OF THE PLAN Supervisor Supervisor Specialist

OBJECTIVES

Are tht;l learning outcomes expected from the lesson clearly
stated?
Are they appropriate and worthwhile outcomes, given the
characteristics of the pupils to be taught?
Are the indicators that are to be used as evidence of suc-
cessful outcome achievement identified?
Are the procedures to be used in obtaining evidence of out-
come achievement identified?

ADAPTING OBJECTIVES TO LEARNER .
CHARACTERISTICS '

Are there provisions for modifying the objectives of the
" lesson to meet individual pupil characteristics?

SELECTING INSTRUCTIONAL MATERIALS AND
PROCEDURES - .

Are the instructional materials to be used in the lesson
clearly identified? '

Are they appropriate to the learners to be taught and the
learning outcomes to be achieved?

Arc the organizational and instructional procedures to be
uscd in the lesson clearly identified?

Are they appropriate to the learners to be taught ang the
learning outcomes to be achicved?

EVALUATION

Arc there provisions for determining where pupils stand
with respect to the desired learning “outcoimes "o the
lesson before it is presented?

Are there provisions for feedback to pupils about their per-
formance during the time the lesson is being presented?
Are there provisions for determining where pupils stand
.. With respect to the desired learning outcomes of the lesson

after it has been presented?

PLANNING NEXT STEPS

Is there some indication in the plan of what would be done
next with the pupils if the learning outcomes expected
from the lesson materialize?

Is there some indication in the plan of what would be done
next with the pupils if the learning outcomes expected
from the lesson did not materialize?

MATCHING INSTRUCTOR, LESSON AND CONTEXT

Does the lesson as planned appear to be feasible and ap-
propriate to the school setting in_which it is to be.pre-

_sented?

Does the lesson as planned appear to be feasible and ap-
propriate to the student who is to present it?

' : Figure 4
: Field Test Format2 _ ‘
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Some Tentative Conclusions

The systematic observation systems that have been developed
will continue to offer the best means of looking at teaching by
the researcher. Some of these systems offer much to the teacher
training program. They do not, however, offer a viable means
of measurihg the competence of preservice:teacher education
candidates. | |

At the present time, it would appear that the most appro-
priate instruments for measuring the competence of pre: rvice
teachers are rating scales which can be utilized to make esti- -
mates of the value of performance in the work centext; struc-mh
tured interviews which assist in Verifying what wasuobserVed in
the work context; and ihstruments (a type_of'ratingmscale) which
measures the products developed prior to or during the work
context. These data gathering devices used dollectively offer -
a greater probability of an accurate measure of competénce than

do either of the three. individually.. ..o h‘: “Tm“mgegwmﬁi

In the development of the three measures care must be taken - &

to define operationally what is to be measured.’ In the obser-:_ﬁr

vation rating scales the categ%ries to be used must be spec1f1c

and leave little to the imagination of the rater. The spec1fi-

cations for the products to be developed must be prec1se If a

lesson plan is a product, then the elements of the lesson plan

1

must be spelled out so that there is no questlon as to its

-.appropriateness. -The interview- instrument must” contain questlons

that relate directly to the competenc1es belng measured '”Effhf
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The context in which the competency is to be measured must
be spelled out. 1If, for example, the preservice teacher is‘to
be observed teaching an 1nqu1ry lesson in the structured work
context then the rating scale should be des1gned to measure
this. The rating scale should not be a general scale that at-
tempts to determine how well a preservice teacher does when
teaching a lesson. Closely related to the problem'of context
is what the instrument is designed to measure. The instruments
that are developed should be designed to measuregspecific compe-
tencies, again such as the inquiry lesson ratherjthan a general
lesson. !

Once instruments are developed, they can be improved only'
through rigorous field testing. Standard procedures for esta-
blishing validity and reliability shouid be followed. Various
time samplings should be undertaken in-order to determine what
amount of measurement is necessary in order to get an accurate
picture of the competence of the preservice teacher. - Those
that are to be used in thexmeasurement”process’need”toﬁbe**‘*“m"
trained in the use of the instruments. Interrater re11ab111ty
needs to be established as well as the amount of time requlred
to use the instruments. {

The measurement of competence will continue to be an
elusive goal. As was pointed out earlier in the paper, we need
to begin. Unsophisticated measures can become sophisticated

only if teacher educators are w1111ng to begin and to employ

PO IR TR S )

procedures that allow for continuous revision and 1mprovement

20
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