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FOREWOREL

The module development technology described in this document
has evolved as a result of experience gained by program steff in
the <evelopment 'of The Center's 100 Performance-Based Teacher
Education Mcdules under sponsorship of the National Institute of
Education. Development of the 100 PBTE modules involved a sus-
tained series of development, field testing, and revision phases
with participation of 20 vocational teacher training institutions,
over 250 teacher educaters, and over 2,500 teachers in training.
#odule format and quality standards of the final published version
of the modules have been a result of these efforts. It has been
the intent of the writers to reflect in this handbook the format
and -“juality standards of the published version of The Center's
PBTE modules.

The handbock is intended for use in developing instructional
modules for additional professional competencies needed by
teac:ers in specific educational settings but not included in The
Centor's 100 PBTE modules. Further use of the hanibook is intended
in t:ne develeopment of individuaiized periormance~based modules for
other educational professionals and para professionals. Module
format ani »rocedures presented will also be helpful in the devel-
opment of technical competencies needed by teachers and others.

Special recognition for their roles in the development of
this handuook goes to members of The Center's Professional Devel-
opment in Vocational Education Program staff: Karen Quinn,
Program Assoclate, for writing the major portion of the final
version oI the handbook; James B. Hamilton, Program Director;
Robert E. Norton, Associate Program Directcr; Glen E. Fardig,
Speciralist; and Lois G. Harrington, Program Associate, for their
assistance in planning and reviewing the final version of the
hand: ook and for their contributions in development of the module
formzt and proce~e~z described herein. Acknowledgement is due
also to Anna M. Gorman, James B. Hamilton, Lois G. Harrington,
and urtis R. Finch for their contributions tc preliminary working
versions of the handbook.

The Center 1s also grateful to the National Institute of
Educition (NIE) for sponsorship of The Center's PBTE curric
development effort (of which this handbook was one produ L Oin
1972 ~hrough its completion. Appreciation is due also ae
former Center staff members and the site coordinators, teach
educators, ar ' teachers from the many developmental and test
sites whose speration made The Center's PBTE curricula develop-
ment effort | this handbook possible,

Robert E. Taylor
Executive Director
The Center for vVoc :tirm -1 . on
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OVERVIEW OF HANDBOOK

This handbook has been written to assist persons involved in
writing prrformance-based vocational teacher education modules.
You may be a teacher educator, curriculum specialist, staff
development director, or some other person with responsibility
for developing performance-based instructional materials for use
with pre- and inservice vocational teachers. You may be working
alone on this task, or as a member of a writing team. The subject
matter of the proposed module(s) may be specialized and technical,
or professional and pedagogical. You may or may not have experi-
ence with using The Center‘'s PBTE modules.

Regardless of the specific circumstances, this nhandbook has
been written based on certain assumptions concerning your situa-
tion ard needs. First, it is assumed that you are, in fact,
involved in a PBTE grogram, that you have some knowledge of PBTE
concepts and materials, and that a decision has been made to us~
a modularized approach (totally or in part). Thus, no attempt has
been made to explain PBTE or justify the use of modularized mate-
rials.

Second, it is assumed that (1) the competencies teachers are
to achieve, and the general criteria for measuring their achieve-
ment, have already been identified for your PBTE program; (2) a
need for a module or modules covering one or more of these compe -
tencies has been identified; and (3) the competencies to be
covered have been clustered under appropriate module topics.

Thus, we have not included a description of the competency iden-

tifica*ion and clustering process.
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The third assumption is that the module development proce-—
dures (the writing, review, editing, typing, and printing respcn-
sibilities and process) have beea worked out, and you are ready
to begin writing a PBTE module (see Figurw 1). Information on
PBTE concepts, the research and development process leading to
publication of the 100 PBTE modules, and the use of the modules
in teacher education programs is contained in four related cocu-
ments available from the publisher, American Association for
Vocational Instructional Materials/Engineering Center/University
of Georgia/Athens, Georgia 30602;:

Performance-Based Teacher Education: The State of the
Art, General Education and Vocgtional Education

Student Guide to Using Performance-Based Teacher Educa-
tion Materials

Resource Person Guide to Using Performance-Based Teacher
Education Materials

Guide to the Implemei.tation of Performance-Based Teacher
Education

Given these assumptions, this handbook has been designed to

provide you with specific guidelines for developing the components

of a PBTE module. Because there is no one "typical" CVE module
illustrating all the points made, a complete module has not been
appended as an example. Instead, samples from a variety of
modules are included to illustrate key points. It is also bene-
ficial to have one or more complete modules for reference, how-
ever. Modules C-16, C-8, and D-2, available from AAVIM, are

useful models to have on hand when developing a module.




COMPONENTS OF A MODULE

A standard module format has been developed for use in writ-
ing The Center's PBTE modules. Followiny this format, or an
adaptation of it suited to your needs, will free you from many
routine decisions .nd allow you to focus on the module content
itself. The format as presented here has been developed over a
period of time and after much field testing, and is known to
function well. Thus, any modification should be carefully con-

lsidered.
j Each CVE module contains the following components, in this
jorder:
e Title page
e Introduction
® "About This Module" page which lists--
s Objectives
* prerequisites, if any

s resources needed

* numbers of the performance elements (ccmpetencies)
covered

* Series of enabling learning experiences

® Final experience

* "About Using The Center's PBTE Modules" page which includes--
e organization of modules
* procedures for using modules
e module terminology

* levels of performance for final assessment




Title Page

The title page should identify (1) the title of the module,
(2) the module categcry and number, (3) the developer, and (4)
the publication date or date produced.

The title page should make the module easy to identify, and
indicate in a few words what overall competency the module is de-

signed to helv the teacher achieve. (See Sample 1.)

SAMPLE 1

MODULE

C-1

Direct Field Trips

MODULE C-1 OF CATEGORY C—INSTRUCTIONAL EXECUTION
PROFESSIONAL TEACHER EDUCATION MODULE SERIES

The Center for Vocational Education
The Ohio State University
KEY PROGRAM STAFF:

James B Hamilton Program Director

Robert E Norton Associate Program Direciur

Glen E Fardig. Speciaist

Lois G Harnngton Program Assistant

Kaien M Quinn Progyram Assistant

Copynght 1977 by The Ceme for Vocational Education The Oho State Uriver
sity 1960 Kenny Road Columbus Onio 43210

PTS T nl  ary TTYRY Tree e e e LA BN PSRN

1977

ISBN 0-914452-57-¢6

Published and distributed by the American Association for
Vocational Instructional Materials (AAVIM), 120 Engineering
Center. University of Georgia. Athens, Georgia 30602. (404)

542-2586
10




Following are guidelines for writing a title page.

The module title shov1ld clearly state the overall
competency the module is designed to cover; that is it
should describe what the teacher should be able to 4o
upon successful completion of the module (€.g., Di-ect
Field Trips).

The title should be stated in performance terms, using
an action verb (e.g., pirect Field “rips, not Recog-
nize the Educational Value of Field Trips, Or The Use
of Field Trips).

The title should be brief, conveying the intent of the
module as concisely as possible (e.g., do not say Plar,
Prepare for, Conduct, and Evaluate Individual and Group
Field Trips, even though these skills are included in
the overall competency covered by the module).

The module title and the performance portion of the
terminal objective of the module should match exactly
(e.g., the terminal objective of ti.e modulz Direct
Field Trips is "While working in an actual school
situation, direct field trips").

The title page should give identifying information
wiiich locates the modules within the total series of
modules available (e.g., pirect Field Trips is iden-

tified as C-1, the first module in Category C: In-
structional Execution).



Introduction

The introduction to a module should give the teacher an
overview of the purpose and content of the module to (1) provide

a frame of reference for completing the module, and (2) help the

teacher decide wnether he/she needs to complete the module. It

should motivate the teacher to undertake the learning accivities

of the module.

(See Sample 2.)

SAMPLE 2

INTRODUCTION

As a vocational teacher, you are responsibie for
helping your students achieve entry-level compe-
tency in the occupation for which they are prepar-
ing. Occupational analyses can reveal what these
entry-level competencies are, and courses of stucy

or curriculum guides can indicate what students
should be able to do when they lea~z the prcgram
or complete a particular course. However. as you
plan the ninits and lessons which make up the
course yGu are teaching, you will need to be able to

translate this information into precise statements
describing the knowledge, skilis. and attitudes you
want your students to achieve—in other words.
you will need to be abie to write student perfor-
mance objectives.

In some cases, student performance abjectives
will already have beern written for the course you
2re teaching. In that case, you have a responsibility
as you plan your units and individual lessons to
consider the needs, interests, and abilities of your
particular students, and to add to, delete from. or
revise those student performance objectives to re-
flect what you know about your students

Tnis module is designed to give you skill 1n writ-
ing student perforinance objectives for your voca-
tional program which spell out for you. your stu-
dents, and prospective employers e:actly what s
expected of students in that program In add:tion.
it will give you experience in sequencing student
performance objectives to ease student learning

Following are guidelines for writing the introduction.

e The introduction should include a one or two sentence
statement of the skill the module is designed to help
the teacher achieve (e.g., "skill in writing student
performance objectives for your vocational program...").

* Use a standard phrase such as, "This module is designed
to..." to introduce the skill statement.

* Explain why the competency is important to vocational
teachers (e.g., the introduction ilJTustrated in Sample 2

6 R
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states that teachers, students, and employers need
to know what students should be able to do when they
complete the program, and that student performance
objectives spell these expectations out).

Indicate the relationship of this module to other
modules and/or how 1t fits into vocational teaching
in general (e.g., in Sample 2, the development of
student performance objectives is related to occupa-
tional analysis, course of study development, and
unit and lesson planning).

If the module title contains a term which may be
unfamiliar to the teacher, or which has more than one
acceptable definition, define the term or indicate
how you will be using it in the module. Further
definition of terms specific to the competency
covered by the module should occur in the informa-
tion sheet(s) within the module. (Standard termi-
nology common to all modules should be defined in

a separate saction--see n. 65; do not use the intro-
duction as a glossary.)

Keep the introduction relatively short {around 300
words 1is probably ideal). Don't try to tell the
teacher in the introduction everything he/she needs
to know about the skill; save detailed instructions
and information for the information sheet(s).

Use the second person form (e.g., "As a vocational
teacher, you are responsible for...") to personalize
what vou are scying and arouse the teacher's interest
in the subject.



About This Module

Any module you write should provide the user with (1) general
directions for how to take a module, and (2) specific information
about this module which. the user needs to know before beginning
the learning activities,

The Center's PBTE modules provide this information in two
sections: The About Using The Center's PBTE Modules section,

which gives general directions for all modules (see p. 65 for

guidelines for writing this section), and the about This Module
section, which glvesvinformation unique to each module. You may
wish to design your own format for presenting this information,
keeping in mind the suggestions provided in these guidelines.
The About This Module page should tell the teacher at a

glance--

;terminal and enabling objectives of the module

e prerequisites, if any, for completing the module

e resources needed to complete the module

e performance element number(s) covered by the modul -~
(if applicable)

Sample 3 gives an example of the About This Module page included in

The Centerfs modules,

14
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SAMPLE 3

ABOUT THIS MODULE

Objectives

Termina!l Objective: in an actual schooi situation, intro-
duce a jesson. Your performance will be assessed by
your resource person, using the Teacher Performance
Assessment Form, p. 43 (Learning Experiance V).

Enabling Objectives:

1 After completing the required reading. demonstrate
knowledge of the elements of an effective lesson
ntroduction (Learrming Experience 1)

2 Given an actual teacher presenting a lesson introduc-
tion. or two case scripts of teachers introducing a
lesson. rate the performance of the teacher(s) (Learn-
ing Experience 1) )

3 In asimulated classroom or laboratory situation. In-
troduce a lesson {Learning Experience /).

Prerequisites

To complete this module. you must have competency in
de /eloping a lesson plan If you do not already have this
cornpetency. meet with your resource person to deter-
mine what method you w.ll use 1o gain this skill Qne
option 1s to complete the information and practice ac-
tivities 1n the following module

e Develop a Lesson Plan. Module 8-4

Resources

A Iist of the outside resources which supplement those
contained within the module follows Check with your
resource person (1) to determine the availabihty and the
tocation of these resources. (2) to locate additional ref-
erences in your occupational specialty. and (3) to get
ass:stance in setting up activities with peers or observa-
tions of skitled teachers. 1f necessary Your resource
person may also be contacted ‘f you have any difficuity
wiln directions or 'n assessing your progress at any
time

Learning Experience |
No outside resources

Learning Experience [}
Required

A teacher expenenced in presenting lesson intro-
ductions whose performance you can observe and
cntigue. It a teacher 1s unavailable. an alternate
activity has been provided

A resource person to evaluate your competency in
cntiquing the performance of an actual teaCher in
introducing a lesson

Optional
A locally-produced videotape of a teacher introduc-
Ing a lesson which you can view for the purpose of
cntiquing that teacher's performance
Videotape equipment for viewing a videotaped les-
son introduction.

Learning Experience I
Required
2-5 peers to role-play students to whom you are
introducing a lesson and to criique your perfor-
mance 1n introducing a lesson If peers are unavail-
acte. you may present your lesson introduction to
g Your resource person
Optional
A resource person to evaluate your competency in
developing a lesson plan
Videotape equipment for ltaping. viewing. and self-
evaluating your presentation

Leurning Experience IV
Required

An actual schoo! situation 1n which you can intro-
duce a lesson

A resource person 10 assess your competency in
introducing a lessor

This module covers performance element number 100 from Calvin J
Cotretl of &/ Modet Curriculs for Vocational and Technical Education
Report No v {C lumbus. OH The Cenler tor Vocational Educalion The
Ohio Slate University 1872) The 384 elements in this documenl form t*
research base I0r an The Center s PBTE module developmenl

Fornformation about the general organization of each module general
procedures for Ineir use. and terminoloQy whiCh 18 cOmmOnN 1o all 100
modules see About Using The Canter's PBTE Modules on Ihe mside
back Cover




Following are guidelines for writing the About This Module
page.

e This page should be written last, after you heve written
the learning experiences and (1) worked out the content
and wording of the objectives for each learning experience,
(2) identified the outside resources needed to complete
the activities in each learning experience, and (3) made
final decisions about the need for prerequisites.

e Writing this page, then, becomes a simple matter of copying
the needed information from the module content aad present-
ing it in a standard format as illustrated in Sample 3.

Objectives

e Copy the wording of the objectives exactly as they are
stated at the beginning of each learning experience.
(See pp. 23-25 and p. 58 for guidelines for writing che
terminal and enabling objectives.)

e List the terminal objective first, then the enabliny
objectives.

Identify, in parentheses following each objective, the
learning experience to which the objective refers.

* In listing the terminal objective,. include the means by
which its achievement will be assessed ("...by your re-
source person, using the Teacher Performance Assessment
Form (TPAF)...")

Prerequisites

e Keep prerequisites to a minimum.

e List only those competencies that are essential to the
successtul completion of a module. For example, the
module Introduce a Lesson requires the teacher to plan
a complete lesson, giving special attention to the intro-
duction of the lesson. Thus, the teacher must have lesson
planning skills to successfully complete the module, and
this competency is listed as a prerequisite. (See Sample 3.)

e As illustrated in Sample 4, octher skills related to the
competency at issue should be referred to in the text
of an information sheet, with footnotes citing the module(s)
the teacher can refer to in order to guain the skill{(s) if
necessary.

15
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SAMPLE 4

Obviously, the introduction grows out ot your
lesson plan for the day. so no one formula for
introducing a lesson can be given. If this lesson is
the begiiining of a unit on "Getting a Job." for
exampie, you rnight not need to spend a great deal
of time rulating this lesson to past classroom ac-
tivities.! However, you would want to provide a
clear transition from the previous unit. On (he
other hand, if the lesson overlaps with the previous
day’s activities. or if students have been working
eagerly on a particular project for several days, the
motivational devices might be unnecessary, but
the “look backward” and “look ahead" might need
to be stressed.

The classroom situation, in other words, has an
impuct on how you will introduce each lesson.
Tte introduction, like the iesson plan of which it
is an integral part, should reflect: your under-
standing of the needs. interests, and abilities of
your students, your grasp of who and where they
are ? The introduction that worked beautifully in

t Yo gain skill in developing & und ¢ I instruchion YOU may wish 1o refer
o Module B-3. Deve/op a Unit of Instruct-on

2 To Qaun skifl in determimning the needs and interests of your students,
70U May wish 1o refer 1o Module B-1 Derermine Needs and Imerests of
Students .

one class may fail to motivate another class. One
class may respond well to strictly verbal explana-
tions; another may need to see a chart, picture, or
real object to fully understand a point you are
trying to make.

Itis usually advisable to involve students in the
introduction to the lesson. For example, you
could ask a student to share with the class an
experience related to the lesson objective. How-
ever, in some situations this may be unnecessary.
Consider the following example. in introducing a
lesson, you tell your students they will be working
in buzz groups on possib'e solutions to an au--
tomotive design problem. Then, you state that the

‘hjective of the exercise is for each group to
evaluate the alternatives, present their solution to
the class, and defend it. In this case, beyond ask-
ing if there are any questions, spending time in-
volving students in your introduction to the les-
son may be unnecessary. Of course, if there are
questions or confused looks. then you and your

List prereguisite competencies as competencies, not specific
modules {2.g., "To complete this module, you must have com-
fetency in developing a lesson plan”"). Then, indicate the
opticas the teacher has for gaining the necessary skill(s).
iher.- are jeveral ways in which a person may gain a skill,
of wiiz . may be to complete all or part of a module
crhering tae skill.,

Ca=

[f there are no prerequisites, eliminate this heading from
the About This Module page and move directly to the Resources
listing.

Resources

The Pesources section should begin with a set of brief
directions for obtaining the necessary resources. (See
Sample 3.) i
The Resources section should list all the items the teacher
will need to complete the learning experiences of the
module; e.g.,

e outside references
e audiovisual materials

11 1.
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e+ equipment

e other materials
s persons

e situations

e List the resources by learning experience, required resources
first, then optional resources, in order as they arise in
the learning experience.

e If there are no outside resources for a learning experience,
indicate this tc the teacher.

e Indicate clearly what each resource will be used for (e.qg.,
"A resource person to evaluate your competency in develop-
ing a unit plan"). -

e State the resonurces needed as directions to the rerson com-
pleting the module, not to the resource person.

e In listing specific published references, give the full
citation, wusing a standard bibliogrephic form for books,
articles, etc. As shown in Samplo 5, whatever form you
decide tu use, use it consistently throughout the module(s)
you write.

SAMPLE 5

/

Learning Experience |
Optional

Relerence: Bjorkquist, David. "What. Vocational
Education Teachers Should xnow About Indi
vidualizing Instruction.” Columbus, OH: The Center
tor Vocational Education, The Ohio State University,
ER!C Clearinghouse on Vocational and Technical
Education, 1971. ED 057 184

Relerence. Weaver, David H. "Indwidualizing In-
struction: A Return to the One-Room School-
house?" Business Education World. 55 (Novem-
ber/December 1974): 5-7.

/VW\/‘W"
W—\N—\/w
Learning Experience )il ' .
Optional

Relerence: Lew:s. James Jr.. Acmunistering the In-

dividualized Instruction Program. New York, NY-
- Parker Publishing Co., 1971.

Relerence: Kapfer, Philip G. and Glen F. Ovard. Pre-

paring and Using Individualized Learning Packages

for Ungraded. Continuous Progress Education En-

glewood Cliffs, NJ: Educational Technology F ubli-

cations, 1971.

A resource person to evaluate your competency in
developing a unit plan

e If there 1is a certain type of material you wish the teacher
to obtain, read, or review, but you can't specify a parti-
cular published work or definite item, simply list the typc

12
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of material, with examples, being as specific as you can,
as illustrated in Samples 6 and 7 (see items which begin
with the word "Resources").

SAMPLE 6

Learning Experience ||
Optionatl

Reference: Mager, Robert F. Preparing Ins'ruc-
tional Objectives. Belmont, CA: Fearon Publishurs,
19€2.

Argsource person and/or peers vsith whom you can
meet to analyze additional student performance ob-
jectives. .

Resources (e.g. curriculum . guides, courses of
study, textbooks, efc.) in your occupational spe-
calty from which you can obtain student perfor-
mance objectives to analyze

SAMPLE 7

Learning Experience 1l
Required

Resources (9.g., individualized learning materials,

individual learners, teachers or schools engaged in

individualized instruction) 1o enable you to carry out

a personalized learning experience.
1 A resource person and/or peers to react 10 your
written report on individualized instruction
o«

.

e When listiny a piece of media 3uch as a filmstrip or
videotape, also list the equipment the teacher will
need in order to use this resource. (See Sample 8.)

e When listing persons needed to complete a learning
activity, indicate (1) who is needed, and (2) how many
are needed, if a specific number of persons is called
for. (See Samples 9 and 10.)

e When peers are to critique the teacher's performance
a4s well as to role-play students, both these functions
should be specified (e.g., "2-5 peers to role-play
students...and to critique your performance...").

e When a learning experience requires the use of peers
(e.g., to role-play), an alternate activity is always
provided for the individual who does not have access to
peers (see p. 39 for a definition of "alternate activity").
The alternate activity may involve working with the re-
source person (see Sample 9), or responding in writing
to case study problems. The resource listing for that
learning experience should list the peers as required
resources, but should also indicate that obtaining
the help of these peers may not be necessary, depending
on which alternative the teacher chooses (see Sample 10).

b
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SAMPLE 8

Optional

Alocally-produced videotape of a \eacher introduc-
Ing a lesson which you can view for the purpose of
criiquing that teacher’'s performance.

Videotape equipment for viewing a videotaped les-
son introduc.tion ‘

SAMPLE 9

Learning Experience 11l
Required
2-5 peers to role-play students to whom you are
introducing a lesson and o critique your perfo! -
mance in introducing son. If peers are unar .l

able, you may present your lesson introduct un to
your resource person

Optional .
A resource person to evaluate ydur competency in
developing a lesson plan

Videotape equipment for tapig. viewing. and sel!-
evaluating your presentation

SAMPLE 10

Learning Experience Il
Required

3-5 peers to role-play students participating in a
group field trip, and to critique your performance in
directing the trip. If peers are unavailable. an alter-
nate activity has been provided

® When listing the resources for the final experience, list
only the situation and the resource person, not the vari-
ous materials, audiovisuals, etc., the teacher may or may
not necd curing his/her actual performance. At this stage
the teacher is expected to be able to determine feor him-
self/herself what resources are needed. (See Sample 11.)

SAMPLE 1

Learning Experience IV
Required

An actual schoo! situation v which you can intro-
duce a lesson

A resource person to assess your competency in
introducing a lesson

14
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Performance Element Numbers

e The About This Module page should indicate the classifica-
tion or listed number of the competency or competencies
(from your master list of competencies) being covered by
the module, and briefly state any other relevant informa-
tion concerning the research base underlying these compe-
tencies. It is assumed here that you are working. from a
competency list that has been previously identified. ‘

® If you have sevarated the general and specific directicns -
for taking a module, direct the teacher at this point to
the section of the module which explains general proce-
dures for module use. (See Sample 12.)

SAMPLE 12

This module covers performance element number 100 from Cain J
Cotrei ol 2! Mode! Curriculs for Vocational and Technical Educaton
Report No v (Columbus. OH The Center for Vocalional Egucation. The
Ohia State University 1372) The 384 elements 1n thi3 dRucument form the
research base for all The Center's PBTE module deveiopment

For information aboy! the general 0rganization of esch moduie. general
orocedures 10r their yse. &nd terminoioQy which 18 common lo sl 100
modules see About Using The Center s PBTE Modules on the inside
, back cover

f‘) %
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Learning Experiences

The learning experiences are, of course, the heart of any
PBTE module. They provide the teacher with a planned sequence

of learning activities designed to lead him/her to achievement of

the terminal objective--that is, designed to enable the teacher
to perform, in an actual school situation, the overall compe ~
tency covered by the module.

There are certain components which every module should in-
clude within its series of learning experiences if thz teachor
is to reach this goal:

background knowledge concerning the competency

opportunity to practice or apply the competency

demonstration of the competency in an actual school
situtation

The CVE modules follow the instructional sequence displayed

in Figure 2 in providing these three components.

OPTIONAL ACTIVITIES

PRACTICE
STATEMENT COGNITIVE PLANNING OR DEMONSTRATED
o /| KNOWLEDGE ACTIVITIES SIMULATED COMPETENCE
OBJECTIVE ACTIVITIES
\
ALTERNATE
ACTIVITIES

Y

VARIABLE TIME LINE W

Figure 2. Typical Instructional Sequence for CVE Modulas

l—
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A more detailed version of the same sequence is displayed in
Figure 3, which illustrates a common pattern for the structure of

the learning experiences in the CVE modules.

INTRODUCTION

Yy

_____ PERFORMANCE OBJECTIVES
lf“ ENABLING AND TERMINAL
|
% ! y
I
l LEARNING EXPERIENCES o OERIONAG
i KMOWLEDGE AND SKILLS < A ACTIVITIES
|
|
N | 1
| £ y |
w | Q |
2 | g | || OPTIONAL
S I FEEDBACK FEEDBACK
w [
= | 2
-— w
- |
W | &
E K ALTERNATE
2 | O SIMULATION ACTIVITIES l«— ~| LEARNING
< = K ACTIVITIES
I (o] I
> 2 |
2 | w l
15 Y |
| < |
II FEEDBACK -
I
|
[
| FINAL EXPERIENCE x
L INAL E E o w
™ IN ACTUAL SCHOOL SITUATION "’, o8
o5
w o
122
| €
TEACHER PERFORMANCE 12y
* ASSESSMENT 5

—= TO ADDITIONAL
TEACHER COMPETENCIES

Figure 3. Comman Pattern for Learning E xperiences in the CVE Modules
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The total number of learning experiences needed, and the
specific structure of each learning experience, will vary from
module to module depending on the competency to be achieved and
your best judgment as to what the teacher needs to reach the
objective.

The skill of preparing for a community survey, for examnle,
requires knowledge of several different areas (obtaining admin-
1strati§e approval, organizing a steering committee, identifying
the geographical area for the survey, etc.) and extensive planning
skills. The CVE module covering this competency contains six
learning experiences. Each of the first five learning experiences

combines the presentation of new information (cognitive) with

-

planning/practice activities (simulation). That 1g, it was felt
that the large amount of information involved should be presented
in fairly small, manageable units, with immediate application
by the teacher of the new information in each learning experience.
On the other hand, a skill such as introducing a lesson
involves a relatively small amount of background knowledge but
requires a good deal of practice if it is to be handled smoothly
and effectively. The CVE module covering this skill contains four
learning experiences. The first leariing experience presents
all the basic information; the next three learning experiences
gulde the teacher throuah increasingly more realistic applica-
tions of this informaticn (critijuing another teacher's perfor-
mance, then simnlating with peers, then performing the ccupetency

in an actual school situation).

b—
[oe]

@)

[ .



Regardless of the number and specific structure of the
learning experiences within a module, however, the instructional
sequence should always follow 3 pattern in which cognitive knowl-
edge is given first, and opportunity to apply the information
(practice the competency) is provided before the teacher demon-
strates the skill in an actual school situation.

In addition, as Figures 2 and 3 illustrate, every learning

experience, and every activity within a learning experience,

should be designed to lead directly to achievement of the ter-

minal objective of the module. This point cannot be stressed

too strongly. As you design each learning experience and select
and develop the activities tc include within it, vyou must keep
constantly in mind the competency you are helping the teacher
‘achieve.

What information does a teacher need about the compaetency
and how to perform it? What is the best way for him/her to get
this information? How much and what kinds of practice does the
teacher need? vYour answers to these and other similar questions
”should shape the learning experiences and activitiecs vou design.

If the teacher is to lecarn how to demonstratc a manipulative
skill, for example, he/she needs to know and practice the steps
involved. Would it help to watch a sxkilled teacher perform such
a demonstration in_thc classroom? TIf the teacher is to develop
a brochure, He/she needs to krow the kinds of layouts and mate-
rials that work best. Does the teacher need o sec some sample
brochures before trving his/her hand at it? A module which pur-

ports to help the teacher use the overhead projector to present

19
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infofmation during a lesson, but (1) never mentions how to set up
and operate the equ- :nt, or (2) never explains how to select the
appropriate projection technique, or (3) never requires the teacher
to practice with the actual equipment or plan a lesson involving
its use, will be of little use tq the teacher in developing the
competency.

A related point is that the learning experiences should not
include information and activities which are not clearly related
to, or necessary for, developing the competency being addressed.
For example, the teacher who wants to learn how to develop a
promotional brochure probably does not r<ed to kriow about the
history of printing, or to be able to trace the growth of the
brochure as a public relations device down through the years,
however interesting this information might be. Simulating a mass
mailing of brochures would be busywork (but planning distribution
procedures would not be). Similarly, although photographs can
enhance a brochure, the teacher does not need to use them, or
"to be an expert photographer, to develop an effective brochure.
Thus, activities requiring their use or requiring that the teacher
have special skills would be inappropriate. (Such activities
could, however, be included as coptional activities tO supplement and
enrich Lhe learning experience.)

In designing the learning experiences, keep in mind that
the teacher should have the option of skipping a learning experi-
ence if he/she already has the knowledge or skill covered in that
learning experience. Thus, each learning experience should stand

on its own; the teacher should not be required to complete one

20
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in order to ¢io the next. The learning experiences should progress
logically from knowledge to practice to actual performance, but
should not include activities which force the teacher to com-
plete a learning experience he/she might otherwise have been
able to skip. For example, if one learning experience involves
developing a series of oral questions which could be used‘during
a lesson, and the next learning experience involves presenting
a lesson using oral questioning techniques, the teaclier should
not be required to use tne questions from the previous learning
experience. The teacher should be given a choice as to questions
he/she could us:.

As irdicated earlier, the learning experiences should pro-
vide the teacher with the knowledge he/she needs concerning the

1

skill and the opportunity to apply that information in practice

situations, and should require demonstration of the competency
under actual school conditions. The latter component 1is always
provided in the final learning experience of the module, which
must be completed in an actual school situation (see p. 56 for
guidelines for writing the final experience). The knowledge and
practice components are provided in the enabling learning
experiencos which prepare the teacher for his/her real school
demonstration of competency. All enabling learning experiences
have three sections--

e Overview

e Activities

¢ Feedback

iy
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Overviews
Each enabling learning experience in the CVE modules is pre-
ceded by an overview of its contents (see Sample 13). The over-
view should give the teacher and the resource person a quick
summary of the purpose of the learning experience and what the
teacher will be doing in completing it. It should contain--
¢ a statement of the enabling objective

® a brief description of the activities to be performed,
in the order in which they will be done

e a brief statement of the feedback technique(s) which will
be used to determine whether the objective was achieved

Some writers prefer to write the overviews first, as part
of the planning process they go through in developing the lcarn-
ing experiences. The overviews can then be used by the module
writer as a kind of outline to guide the detailed development of
the learning experiences. Others prefer to write the overvicws
after the learning experiences have been written. In elther case,

the parts of the overviews should meet the following guidelines.
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SAMPLE 13

Learning Experience |

OVERVIEW

Enabling

Objective After completing the required reading, demonstrate knowledge of the

rationale for, and procedures involved in, directing field trips.

Activity

You will be reading the information sheet, Directing Field Trips, pp. 6-15.

/’

Op* nal You may wish to view the si-*  tape presentat on, “Field Trips—The Use of
Ac: ty ’ Community Resources.”

T g
~.

Optional You may wish to interview a teacher experienced in directing individual or
Activity ' group field trips.

LT 4

P N

o,

You will be demonstrating knowledge of the rationale for. and procedures
Activity involved in, directing field trips by completing the Self-Check. pp 15-18.

ﬂeedb K You will be evaluating your competency by comparing your completed
ac Selt-Check with the Model Answers, pp. 19-20

Enabling objectives.--An enabling objective is a process—

type objective that helps the teacher progress toward achieve-

ment of the terminal objective of the module.
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e State the enabling objective for the learning experience
in performance terms. 1Irclude the condition under which
the teacher will be performing the activity, and the
activity describine what the teacher will be doing. Do
not state the criterion at this point (see Sample 14).

SAMPLE 14

After completing the required reading, demonstrate knowledge of the
slemaents of an effective lesson introduction,

e The enabling objective should reflect the type of learn-
ing experience in which the teacher will be involved. If
the learning experience is purely cognitive (no planning
or practice included), use the form illustrated in
Sample 14 ("After..., demonstrate knowledge of...").

If the learning experience combines the presentation of
new information with some sort of practice or application,

both components should be included iIn the objective, as .
shown in Sample 15, .

SAMPLE 15

i Enabling After completing the required reading, anatyze the cumulative records of
Objective some hypothetical studants to detsrmine the needs and interests of those

students.

e If the learning experience is purely ractice, indicate this
in the objective, making clear the level Of realism involved
in the practice experience. (See Samples 16 and 17.)

SAMPLE 16

Enabling Given a cass script of a teacher summarizing a leseon, critique the perfor-
Objective g mance of that teacher.
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SAMPLE 17

Enabling

R Objoctive In a simulated classroom or laboratory situation, summarize a lesson.

Description of activities.--Each activity to be performed

needs to be listed in the overview.

e The activities to be performed should be described
briefly. Save any explanations of why or how the
teacher will be doing the activity for the internal di-
rections of the learning experience, which follow directly
after the overview. (Think of the overview as an expanded
table of contents for the learning experience.)

e For required activities
tense, "You will be...,"

(and feedback),

use the future

so the teacher knows that he/

she is not expected to complete the activity at this
point.

e Give only the essential information (titles of information
sheets or other material to be read, forms to be used, etc.,
and the page numbers on which these can be found in the

module), as illustrated in Sample 18.
SAMPLE 18
Q"‘"J You will be reading thu Case Script, pp. 12-13.
14 .
Activity You will be critiquing the performaiice of the teacher deacribed in the Case
Script, using the Crmque Form, pp. 14-17.




eIn listing outside references to be read, list only the
author's last name, the name of the book, and the page
numbers (see Sample 19).

SAMPLE 19

]

Activity

Q ' You will be reading Green, Teacher-Made Tects. pp. 68-78.

e Optional activities (and feedback) should begin with "You
may wish to..." to signal the teacher that the activity
is not required (see Sample 20).

SAMPLE 20
~
/ You may wish to raad the supplementary references, Micheels anc Karnes,
Optionai Measuring Educational Achievement pp. 160-184; and Multipie-Choice
Activity Questions. A Cloge Look.

e Alternate activities should be listed after the reguired
activities. A note referring the teacher to these
activities should precede the listing of required activities
(see Sample 21).

e Samples 13-21 illustrate the use of graphic symbols in the
CVE modules to identify the type of activity involved (solid
arrow for rcouired activities and feedback, broken arrow for
optional items, ectc.). Such symbols are not absolutely
essential; however, module users learn to recognize these
symbols and to usc them in readily locating learning experi-
ence activities as they work their way through a module.

Note: The symbols used in the CVE modules were not copy-

righted, in order for module developers to use these symbols
without requesting permission if they choose to do so.
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SAMPLE 21

Enabling

Objective

Activity
s p

Activity

-~ -
!Ahem‘me

%Actxvnyg

Learning Experience iil

JVERVIEW

inasirnulated situation. director critique the direction of a group field trip

NOTE: The next two activihes invoive role-ptaying with peers. If peers are
not available 15 you. proceed directly to the explanation of the aiternate
IChvity Delow

You walt be seiecting a studant performance objectivein your occupational
area which lends itseif to the use of a group field trip

You will pe congucting peers on the planned field thp and meeting with
them after tha trip to evaluate the experence

Your performance in dirocting a group field tnp wili be evaluated by your
peers. using the Grouo Field Trip Checklist, pp. 33-42

Youwitlbe read:s gthe Cage Stiudes ppod 345 ar s WOt ng entiques of the
porformance f the teas bors dascribedd

You wili e ovaileting your competency g crihquing the teachers perfor-
mance In directing group held tnps by cormpanng your completed
cribques with tne Medel Critiques, pp 47-48

9
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Statemenc of feedback.--Each learninae experience should con-

tain one or more devices to provide the user with feedback. These
feedback dovices need to be listed in the overview.

e The feedback statement (s) shnould indicate who will be
evaluating the activity, the method that will be used,
and the titles and page numbers of any forms Lo be used
in the evaluation (see Samples 22 and 23).

SAMPLE 22

¥You will be evaluating your competency in analyzing and rewriting objec-
tives by comparing your completed Analysts Form with the Model Analysis.
pp 27-28 )

Your competency in intrguc:ng a esson will pi evaluated by your peers,
O By vour resource person using the introduction Checkhst, pp 29-39

Poliowing, tha oror by pa g oy cacih o enabiiing learning
CHPpOTTONCL, Ui Lo e 1o e complaoved by the teachoer an
achieving whe onanilng oncective for that learning expoerionce
should be present.d and oxplained.  The activities and assoclated
matorials (inforrarion cheebs, it lagne Yorms, ochecklists, otol,)

Shot ! b b niresoenteed i the order i whioh the toeacher 1s to coni-

Dlote hem, (It te ooy ioportant that the teachor be able to
work straiocht throaai ine module Qrom tront to back, without

1

Flipping back and torth to it alrections, choecklists, etol)

1 ) )
5 v/
L O
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As indicated earlier, the enabling learning experiences
should provide the teacher with the knowledge and practice he/
she nceds to achieve the terminal objective of the module--
performance of the competency in an actual school situation.
Achieving the enabling objectives for the learning experiences
should prepare the teacher for this demonstration of competency.
Thus, the activities for each learning experience should be
carefully selected and designed to lead to (1) achievenent of
the c¢nabling objective and, ultimately, (2) achievement of the
terminal objective.

In learning experiences in which you wish to provide the
teacher with necessary knowledge or background information con-
cerning the competency or some aspect of it, the following types

of lecarning activities could be used.

Cognitive Activities

o reading an information sheet contained within the
module

e reading a supplementary outside reference (e.g.,
textbooks, handbooks, state laws and other docu-
ments, equipment catalogues, etc.)

¢ locating and examining samples (e.g., sample
courses of study, lesson plans, news releases,
etc.)

e observing an experienced teacher perform the
competency

e viewing a film, filmstrip, slide/tape or video-
tape, or listening to an audiotape

e meeting with an experienced teacher or other

expert to discuss concepts, obtain specific
information, or examine materials or systems

29
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» meeling with peers in a small-group or seminar-
type situation to discuss and explore concepts, and
share ideas and experiences related to the competency

e attending and observing a school or community event
{(e.g., an opea house, advisory committee meeting,
student vocational organization contest, employer-
employee appreciation event, etc.)

In learning experiences in which the teacher 1s to practice

Oor upply all or part of the competency, any number of learning

activities is gpossible, including the following types.

Practice Activities

e reacting to and/or critiquing case studies or case
scripts

e critiquing sample plans or materials

e critiquing videotaped teacher performances

e planning in writing

e performing the skill in a simulated situation with
Peers role-playing students

* developing materials (e.g., brochures, news releases,
exhibits, handbooks, etc.) or systems (filing systems,
first aid procedures, etc.)

e operating equipment (e.g., audiovisual equipment)

e writing reports, letters, etc.

e analycing data (e.g., cumulative records)

Selecting learning activities.——Following are some dgeneral
guidelines for selecting learning activities.

° All jearning activities should relate directly to the
objective of the learning experience and to the achieve-
ment of the terminal objective of the module. For example.
any outside readings you -assign (or suggest as optional
activities) must be thoroughly checked to (1) ensure that

o
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they do, in fact, contain the information you want the
teacher to have, and (2) enable 'you to assign only
relevant sections of the material. Make certain the
reference is up to date and accurate. Looking at the
title and skimming the table of contents 1is not endugh;
carefully review the material yourself.

e Outside references, whether required or optional, should
be standard enough that the teacher will ke able to
locate them in his/her school library, resource center,
or community. »

e Use a variety of learning activities to suit a range
of learning styles and interests, and to allow for
both individual and group work.

e Provide for interaction between the teacher and the
resource person, other pre- and/or inservice teachers,
and others in the school and community.

e Include supplementary activities (cptional) to earich
the learning experience and allow the teacher to explore
a topic in more depth. These can include reading outside
references, videotaping one's performance, interviewing
experienced teachers, discussing concepts with peers, etc.
(See Samples 25-27.)

e Keep the activities realistic. Don't require the teacher
to write 50 true-false questions if 1G are enough to give
him/her the practice needed. Take into consideration the
amount of time an activity will take and the probable
availability of the resources (people, equipment, situa-
tions) involved.

The module should be as self-contained as possible. (Pre-

liminary testing of the CVE modules revealed that relying heavily
on cutside readings and other sources made it much harder for
teachers to complete the modules.) In theory, this means that
everything the teacher will nged in Qrder to complete the module
(information sheets, self-check devices, case study problems,
planning forms, checklists, etc.) is included within the module.
In practice, however, this is not always possible or even
desirable. The items mentioned above should always be included

within the module. But there will be times when achieving the
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objective will require sending the teacher tc outside sources.
For example, you cannot include all the handbooks of the various
student vocational organizations within the covers of a module
on establishing such an organization. Yet, there is no good
substitute for reading the actual documept. This has sewveral
implications for selecting learning activities, as follows:

e If the information can be effectively provided

through an information sheet, do not require an
outside reading, visit, or observation.

® Limit required outside readings to those essen-
tial to achieving the objective, or those of
such exceptional value that an information sheet
paraphrasing the content would be a poor substitutc.

e Activities which send the teacher to outside
sources can be included as optional activities,
unless_they are essential to achieving the
Objective.

¢ Whenever an activity requires the use of peers
(e.g., to role-play students during a simulation
activity), provide an alternate activity which
does not require their involvement (see p. 39
for guidelines for writing alternate activities).

® The resource person will always be involved in the
final experience to assess the teacher's competency.
Try to limit his/her involvement prior to the final
experience to thosce occasions when 1t is critical
that he/she check the teacher's progress or review
a product or parformance. If it wculd be helpful,
but not essential, to include the resource person in
a learning activity, suggest an optional activity
involving his/her participation.

Having selected the activities to include within the learn-

ing experiences, you are ready to develop each activity. It

would be impossible, within the intended scope of this handbnok,
to discuss sepziately and in detail all of *the many types of
activities suggested thus far or included in the CVE modules.

However, some general guidelines for writing the directions for
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various types of activities will be given, with samples illus-
trating key points. 1In addition, guidelines for writing informa-
tion sheercs and self-check activities will be outlined.

Writing directions.--The directions for each activity should

be simple, clear and complete.
e e certaln that you tell the teacher (1) what tc do,

(2) how to do it, and (3) why it is being dcne, as
snown 1in Samples 24-26.

SAMPLE 24

Activity For information concerning the purpose of jesson planning, ano the major
components of a good lesson pian, read the following information sheet:

SAMPLE 25

If you are interested in seeing more sample lesson plans or lesson plan

P formats specific to your service area, you may wisn to check one of the
following sources: inservice teachers, & resource persorl, a library, or a
Optional resource center. Try to locate a variety of ‘orms for 4 variety of situations.

Activity You might also want to discuss planning guidselines with an inservice
teacher or resource person. You may wish to structure the discussion

" around certain key questicns, e.g.:

e What basic form or forms does he or she use in planning?

e Does he/she use different forms for different purposes?

¢ How much information do these forms include?

e How does he/she involve students in the lesson pianning process?
e How much time doés he/she spend each week ir preparing lesson

plans?
SAMPLE 26

- A You may wish to arrange to meet with your resource p2rson and/or peers
I who are also taking this module. At this meeting you could (1) discuss what
Optional you have heard or read about pertormance objectives, (2) attempt to
Activity generate sample objectives for your service area that are precise, or (3)
review existing objectives to determine if they are precise and action-

ﬁ' orientad.

[
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e As Samples 25 and 26 illustrate, when activities call

for interviews or discussions with other people (experi-
enced teachers, peers, etc.), the teacher should bc given
suggestions for the kinds of questions to ask or areas to
pursue during the meeting.

* As illustrated in Sample 27, wher recommending outside

references as optional readings, tell the teacher what

to look for in the reading, and why it is suggested he/
she read the material.

SAMPLE 27
r

For turther information on using role-glaying activities in the classroom.
you may wish to read Clark and Starr, Secondary Schoo/ Teaching
Methods, pp. 238-242: Hoover. Learning and Teaching in the ws.oigary
School, pp. 314-325; and/or Maier. Solem, and Maier, The Role-Play Tech-
nique: A Handbook for Managem=ant and Leadership Practice. Each of
these sources has applicability for both secondary and post-secondary

A Opticna! teaching; however, the Maier et al. text should prove especially valuable to
Activity the post-secondary instructor. The text provides complete instructions for

a number of situations involving problems and conflicts associated with

p - a job supervision and emzloyment conditions in general. The situations are

carefully described and the roles to be played are developed in detail
Sample titles of the role-plays included are “The Frustrated Supervisor.’
“The Use of Office Phones.” “The Problem of Overtime.” “Tne Promotion
Interview.”

» If the teacher 1is to cfitique a case study, case script,

or some written product (e.g., a lesson plan written by
a hypothetical teacher), the directions shoulci include
(1) what the teacher is to read, (2) what he/she should
base the critique on (e.g., questions following the case
study; a critique form; an information sheet), and (3)
what is to be done with the material (e.g., critique in
writing). {(See Sample~ 28-30.)

SAMPLE 28

The following Case Studies uascribe how three vocatic.al teachers

Activity trainad and/or used students as tutors or as presenters. Each case study is
followed by some key questions relative to the teacher's performance.
Read each case study, and critique 1t in writing using the questions as
guides.

CASE STUDIES
Case Study 1:

Mr. York relied very heavily on the demonstration
method as a means for presenting information
since his course involved a lot of manipulative
skills. Initially, he presented the demonstrations
without any student assistance. Later in the term,
he would use the three-step approach: (1) he
would first perform theé operation and tell what was
occurring; (2) he would then have a student per-
form the operation while he (Mr. York) told what
was occurring; and (3} he would then have another
student both perform the operation and tell what
was occurring.

Because of this perpetual exposure fo demonstra-
tions, and because students were gradually in-

volved in performing demonstrations, he figured
that by second semester he could turn the respon-
sidility for presentir. * demonstrations completely
over to the students. For the first demonstration to
be presented during the second semester he
picked two students. He gave them an outline of
the necessary steps involved in the skill, and
turned them loose to plan, prepare, set up. and
present their demonstration on their own.

How effective is Mr. York's training program? How
effective is the use of student presenters for the
second semester? In what ways could his system
be improved?

T 10
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SAMPLE 29

Activity The following Case Script describes how Mr. Martino. avocational teacher,
demonstrated the principle of supply and demand to his students. With the
criteria for presenting an effective concept/principle demonstration ir
mind. read the situation described.

CASE SCRIPT

Mr. Martino is sitting at his desk, wiping his
forehead with a handkerchiel.

Mr. Martino:
This heat is terrible. It's almost too hot to hoid
class.

The students inc.ate that they more than agree
with that statement.
It's hotenough to fry an egg on the sidewalk. I'l1
bet you'd rather be drinking a can of lemonade
nstead of frying eggs

Joft:
I could go for something cold to drink. | like your
'dea about not holding class even better.

Mr. Martino:

I'm afraid you're stuck, Jeff . . . but back to the
lemonade. | have acan right here I'd be willing to
part with . . . for the right price. Which of you is
interested in cooling off, for say. a dollar?

Mr. Martino:
I think | can come up with one more before you
melt. You win. You know, | did bring one for
myself. | sure hate to see the rest of you go
thirsty. . . .

As Mr. Martino continues to produce cans of
lemonade, the students offer lower and lower
prices. Juan buys another for sixty cents. Jeff of-
fers him twenty cen’s if he can find just one more
can. .
Ben, would you pay more than Jetf offered me?

Ben:
Rats, Mr. Martino. All I've got 1s twenty cents. |
sure could use a drink of something right now,
though.

Mr. Martino:
Itlooks like no one’s going o give me more than

twenty cents. I'll give Jeff iis crink for that, and
there’s one here for Ben. (00. Pay up, boys! Paul,

WW

Below is a Critique Form witn questions to guide you in preparing a written
critique of Mr. Martina's competency in demonstrating a principle. Read

Actimity each question and indicate, by circling the YES or NO, whether Mr. Martino
accomplished each item. Briefly explain your responses in the space
provided for comments below each item.

CRITIQUE FORM

1 Did Mr. Martino select an example of the principle which could be earily YiES NO

demonstrated.

Comments:

2. Was the demonstration set up whero it couid be easily viewed by each YES NO

student? .

Comments




SAMPLE 30

Below is a Lesson Plan which is partially incorrect andior incompiete.
Based on the material contained in the information sheet, The Why'’s and
Hovr's of Lesson Planning, pp. 6-15, critique ‘n writing this plan. It is
suggested that you critique each section in turn, indicating strengths as
well ag weaknesses.

e If a teacher is to use particular materials in completing
an activity, he/she should be told what these are, where
to locate them, and what to do with them. 1In many cases,
the materials can be included in the module, directly
following the explanation of the activity, as illustrated
in Sample 31.

SAMPLE 31

I3

Assume that you wiil be teaching an advanced course in typewriting to the
group of students whose cumulative reccrds foliow.? Review these rec-
¢ *ds, making mental notes as to items of significance relating to the needs
id Interusts of these students as a group. After you have reviewed the six
folders, analyze In writing the needs and interests.of the class as revealed

Activity vy the data given. Consider the students’ physical, social, emotional. and
educational needs, aid their personal, school, and occupational interests.
Ti:e form or system you use for analyzing and recording the relevant
information is up to you; ths important consideration is that you identify
those individual and group needs and Interests that would be significan* :f
you were teaching this class.

¢ In other cases, the teacher will be given directions to
obcain the necessary items on his/her own, with assistance
from the resource person if needed (see Sample 32).

SAMPLE 32

Select resources in your occupational specialty which will provide voca-

Activity tional program content information for knowledge. skill, and attitude types
of performances. Resources could include curriculum guides, courses of
study, textbooks. or task analyses. The resources you select should cover
all domains. If you need assistance in finding resources. contact your
resource parson.

For the content you selected, write student per’srmance objectives in the
cognitive, psychomotor, and aHfective domains. Write at leasttencognitive,
five nsychomotor, and five affective objectives. numbering each objective
for e. »y reference during feedback. Be sure that (1) each objective con-
tains statements of performance. condition. and criterion. {2) the pertor-
mance is stated precisely. and (3) the condition and criterion are realistic
When writing the cognitive objectives, include at least three objectives
which call for more than mere recall.
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® The directions for practice or simulation activities in-

volving role-playing with peers should indicate (1) how
many peers are needed, (2) whether peers need a certain
background (e.g., persons who have taken the same module;
persons 1n the teacher's own service area, etc.), (3)

what the peers will be doing (e.g., role-playing students;
evaluating the teacher's performance), and (4) what to

d> 1f peers are not available. Sample 33 1illustrates a
common pattern of activities for a learning experience

in which the teacher is to plan and present a lesson in
a simulated situation.

SAMPLE 33

Deect o student porformand e ote e o your o auiatinng specialty
AL, sonch cauld be acheved atleast partall, by a manmpulative skl demon-

» Stratine ginareal world Stuation you startw.ran objec tive aned then select
the most approprate matonals and or e hing metharts o the practice
Stuabion however vou aeed 1 select an obyacttve that lends tself to
Ademonatrating o mampuiative skl
v
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®* Generally speaking, your directions need not give exten-
sive explanations of the roles to be played by peers,
because they will usually be asked only to pretend to be
students while the teacher teaches. However, when the
activity involves a more complicated or unfamiliar role,
you will need to structure the peer's role and carefully
explain how to proceed, as illustrated in Sample 34.

SAMPLE 34

Ask ont of your peers to assist you in this learning experience This peer

Aclivity will serve two functions' (1) he/she will role-play the student whom you are
directing n applying problem-solving techniques. and (2) he/she will
evaluate your performance. To help this peer develop his/her role, have the
peer read through the 11 questions on the Job Selection Sheet which
tollows and think through how he/she’would arniswer each question. The
questions are designed o help the peer think about his, her real feelings
concerninc the important considerations n selecting a job.

JOB SELECTION SHEET

1. Which 1s more important 10 you. job satisfaction or financiat rewarc 2
2 Would you give up evenings and weekends to get ahead n your job?

3 Areyou a “team player or a loner °

4 1f your job required 1it. would you move 1o a city far away fr 0 me tfown”?
5 Do you react well to ierce competition. or does it make you ur:. © able?
6 Would you hke to own your own business”? be your own boss”?

7 Which would you prefer. a 9-5 time clock sort of |0b. or one which ieaves the responsibiiity for
completing work (whatever the hours) up to you?

8 Which do you preter. city iiving or gmall town hfe”
8 Do you need a pleasant attractive work environment :n arder 1o work efficientty?
10 How do you react 10 heavy pressure? deadhinps?

11 Are you witling to put nff hrancia! reward (work vour way up) ordo you expect imrediate returns”?

A VOUT BREC IO ASSUMe thal ne she o quoived in the following Problem
’ adudaton Guule the peer dentiftyin and gefiming the protiiem to be
suved  determining the taclors gathenng or adentifying information
neeaed 10 selve the problem examining possible so utions selecting a
teatabve solution and mentatly evaluatng the proposed solution NOTE:
Some relevantinformation may be missing if so. you will need to help the
pesr determine wnat other tacts are needed and how these facts can be
‘o ated

PROBLEM SITUATION

You have rust graduated from hgh - hoo' The work surroundings ook quite comiortable
Rave heen olered two s Gee o g g Dnce there are no windows  the NOISe from the
NUIME SOWE G ane o g ATEREY VIV IS beavy oty trathic and the sinoke frum the nearby
AWy CHOIGHPG Wie B g st
"
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e If peers are used in a required activity, an alternate
activity must be provided for those teachers who cannot
locate peers to work with. You can handle this in one of
two ways. If the resource person can reasonably act as
the "audience," the directions can simply suggest this
alternative to the teacher, as illustrated in Sample 33.
If involving the resource person would be difficult or
ineffective, a separate alternate activity (usually
critiquing or reacting to case studies Or case scripts)
should be provided. A note (see Sample 35) directing
the teacher to this alternate activity should precede the
directions for the role-play activity.

SAMPLE 35

NOTE: The following activities involve role-playing with a peer. If a peer I1s
not available to you. turn to p. 29 for an explanation of the alternate activity.

pevs

Writing information sheets.~-Most modules will present the

neccssary background knowledge and information concerning the
competency in the fo- +..formation sheets (usually several
pages long) includer within the module, with optional readings,
observations, discussions, etc., suggested to supplement and en-
rich the learning experiences. As illustrated in Figures 2 and 3,
the module learning sequence presents cognitive background first,
tollowed by planning and practice activities. The first learning
experience in most modules will include the reading of an informa-
tion sheet, and ir ~:ation sheets may be included in other en-
abling learning expcriences, dependiné on the terminal objective
and how you have decided to structure the learning experiences.
Thus, writing effective infogmation sheets which provide the
knowledge the teacher needs to understand and perform the'compe—
tency 1is a critical aspect of your module writing responsibilities.
Following are recommendations for developing such information

sheezs.




e The title of the information sheet should clearly and accur-
ately reflect its content. If there is more than one sheet
in the module, make sure the titles reflect the differences
in content. The CVE module Direct Student Laborat:ry
Experience, for example, contains five information sheets,
one in each of the first five learning experiences. Thoe
first provides a general overview of the teacher's respon-
sibilities, and is entitled "Directing Student Laboratory
Experience." The remaining four cover the development of
job sheets, operation sheets, information sheets, and work
Plans, and are entitled as follows--

Déveloping Job Sheets

Developing Operation Sheets

Developing Information Sheets

Directing Students in Developing Work Plans

Note the dirfference between the last title and the pre-
ceding three: the last information sheet conc.rns help-
ing students to Plan their work; the others discuss how
the teacher should go about developing various instruction
sheets. Titles such as "Job Sheets" or "wWork Plans" 1lack
Precision; they fail to indicate what type of performance
is being discussed.

The content of the information sheet should directly
relate to the skill the teacher is to achieve. It

should provide the step-by-step, practical, "how to" in-
formation the teacher needs to be able to understand the
competency and how to perform it in the teaching situation
(see Sample 36). This is not the time to write a highly
theoretical treatise on the Subject. Give the teacher

the kinds ofr concrete, useful information you would want
if you were an inexperienced teacher faced with the
teaching responsibility being addressed.
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SAMPLE 36

Activity For information explaining the steps involved in the problem-soiving pro-
cess ana cescribing how to use problem-solving as an Instructional
method, read the following intformation sheet

DIRECTING STUDENTS IN APPLYING
PROBLEM-SOLVING TECHNIQUES

Many situations In life presznt problems that
need 1o be solved A prob'em exists in any situa-
ton 1in which there i1s a difficulty or uncertdinty
which needs some creative or logical sotution

There are several apuroaches that you, as a
vocational teacher. may use to direct students in
applving probieni-solving techniques. Although
these approaches will be discussed in terms of
their use with groups of students. these same
tect-rmques can be adapted for use with individual
students

Step !.-—The first step in problem-solving 1s to
determine what the problem 15 and t¢ detine 1t
clearly In normal circumstances. one recognizes
that there 1s some sort of problem and then tries
to pinitdown Inthe classroom, the problems to
te discussed are very often real problems
selected specifically to meet the needs of the les-
son or the unit being taught Problems may also
be manutactured by the teacher for timely mtro-
duction to the class

There are at least three methods of identifying
problems for the classtouse (1)the problem can
be brought up by an indwidual student who is
experiencing the problem. (2) the teacher can
pres»nt a problem area and then draw out the
specific problem from the class by asking stu-

®e s e 28 e e s s s ss st s et sass es sea

Step li.—After the problem has been formu-
lated and defirad clearly, the class nzeds assis-
tance indetermining the factors that are involved
In, or associated with. that problem In other
words. what

questions
need to be
answered,
and what
further in-
formation 1s
needed in
what areas.
) o before a ten-
f\ ¥, SN tative solu-
oy - L) tion can be

} arrived at?

/S
%

In Sean’s

case. he
would need
information on (1) the availability, feasibility. re-
liability. and cost of each of the following types of
transportation: bus service, car pool. buying a
car. riding his bicycle; (2) the exact days. hours.
and wages that would be invoived in the part-time
job: and (3) his financial status in terms of meet-
ing costs involved in transportation

A T

if the module is to contain one information sheet covering
what the teacher needs to know, it should include both a
general overview of the entire subject, and specific in-
structions concerning all essential aspects of the skill
to be achieved.

1f you are taking a more cumulative approach to presenting
the necessary information (e.g., the overall competency
involves several fairly distinct skills which can be more
n~ffectively mastered if treated separately), the first in-
formation sheet should provide an overview of the important
consliderations involved in the competency. Additional in-
formation sheets should then assume knowledge of this basic
information on the part of the teacher, and expand on parti-
sular aspects of the competency.



e The information you provide should be applicable to all
Sservice areas, unless you are writing modules for one
service area only. This does not mean writing in generali-
ties, however. Provide specific, concrete examples drawn
from a variety of service areas, and as many actual samples
asS You can reasonably include, as illustrated in Sample 37.

(S
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Actwity

For information about the specific charactaristics of the operation sheel,

and how to develop operalion sheets lor laboralory use, raad the folfowing

information sheel

SAMPLE 3

OPERATION SHEET

DEVELQPING OPERATION SHEETS

An “operation 15 one slep i the process of
doing a complete ab. Driving to he grocery stare
foraquart of milk 15 job. but getting the engine of
the car started is one operation in thal job. Each
‘| defined aperation in atrade requires some special
| knowledge .ir ski'f 2nd 15 usually the topic of 3
lesson or demonstration presented by the leacher

When the lesson 1s written out, duplicated, and
given o students, it becomes an “operation
sheet” For
example, in
the owner's
manual of
gvery new
automobile
there is an
operation
sheet on
"How to
f Start the En-
} gine " Oper-
ation sheets
are appi-
cabletoall i
typesol !
teaching in which the subject matter can be
analyzed into units of performance.

The following list of examples indicates one of
the aperations that would be involved in the given
job:

Occupation Job Operation
Auto Mechanics ~ Engine tunewwp  Remove and re-
place spark plugs
Cosmetalogy Manicure Apply nail
‘ potish
Agncuiture Propagate trees  Make a venger
grah

Carpentr, Bud a Ly 2wl cymmen
ol “allers

Dressmaking Make a skirt Putin a nppar

Drafting Make a working  Use a compass
drawing

OMfice Machines  Produce siencil — Make a stencl
matenals

Printing Produce ¢ Ink the press
allethead

Upholstarnng Raupholster a Attach the
chare wehbing

Modern textbooks in the occupational service
areas are usually filed with clearly written and
wellillustraled instructions tor common opera-
tions. The teacher wil find i worthwhile to de-
velop or duplicate operation sheets for the class
(f=

o the ap.ration is new or unusual, or for some

other reason lextbook instruction 1s not
available

» students need 1o refer to instructions fre-
quently n order to complete the laboratory
work

o 1tisdesirable lor students b have the opera-
tion sheet in their notebooks for future refer-
ence on the job

The aperation sheet should be distributed to
each student indidually when he or she s ready
for 1t. Such sheets may be provided to students
alter a teacher demonstration in a conventional
program—or may be included in learning pack-
ages or modules in an individualized vocational
program. Sample 3 15 an example of a simple
operation sheet that might be used in avocational
agriculture 1ab.

OPERATION TI1LE:
PURPOSE:

CONDITIONS OR
SITUATIONS FOR
THE OPERATION:

EQUIFMENT, TOOLS,
AN MATERIALS:

PROCEDURE:

PRECAUTIONS:

QUALITY CRITERIA;

Making a veneer graft on tree stock

The veneer graft can be used succassfully to propagate fruit rees on
stock one year old or older,

Scions should be terminal, 310 4 mcheg long. %!to Y2 inchin diameter,
Buds should be swollen, but not sprung.
A Targe terminal bud on scion is preferred.

0035" vinyl film strips
sharp knife

1. Make a slanting cut about 2" long in side of stack so that at the
bottom the cut is 1" to ' in depth,

2. Make an angular cut atthe base of the large cut so a5 to femave the
piece of bark and wood {Fig, A), |

3. From the sckon, cut a piece of bark and wood to correspond with the
cut in the stock. {Fig, B)

4. Fitthelittlatongua on the base o the scion inta the noth atthe lawer
end of the cut on the stock. j

3. Wraptheqraftsnuglywithastripofvinyl fim leaving the terminal bug
exposed. {Fig. C) The graft should take in 3 or 4 weeks,

T

A 8
Stock with Sclon Scion In place
chip removed on stock, wrapped

Exercise extreme caution when cutting the scion with the razorsharp
knife.

1. Alarge terminal bud was selected for grafting,

2. Cutin stock s at least 11" long and 'he" in depth at the bottom.
3. Cut on scion fits neatly in* cut on stock.

4. Graft is securely wrapped with bud exposed.
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* All information should be accurate and up to date, refloct-

ing the latest and best thinking on the subject. 1f there
1s more than one way to handle a particular teaching task,
for example, or a range of opinions on the subject, the
teacher should know this, and be given the opportunity to
make his/her own judgments (see Sample 38).

SAMPLE 38

Aclivity

For information about why grades are used and the different systems used
to determine student grades, read the following information sheet:

GRADING STUDENTS

Perhaps, you have always thought of grades as
an inavitable part of instruction and have never
ccnsidered why they are important or useful. As a
student, you may have thought of grades only as
something to anticipate or to dread, depending on
your own innate abilities and the amount of study-
ing you did for a particular course. As a prospec-
tive teacher, you may view the giving of grades as
just a time-consuming task that's part of your job.
Grades do have a vital and activé role in the in-
structional process, however, and they have many
basic functions.

Grading Systems

Grades represent judgments which a teacher
makes about students’ achievement of the pe--
formance objectives and specific criteria of a

Written Evaluations

While few schools have a formal grade report
which provides for extensive written comments,
there is no reason why you cannot use written
comments as a supplement to the normal grade
report. Many teachers conten that a primary pur-
pose of grading should be the transmission of
information. They feel that traditional grades
transmit almost no information because they do
not explain the stud :nt's grade in terms of perfor-
mance. If you feel t.i.s .. ., the use ©f written com-
ments will allow you 1> explain why the student
received a particular grade and how the grade
should be interpreted. if the grade report form
does not include space for written comments, you
can attach a separate written evaluation to the
grade report.

Although written comments require a consider-
able amount of teacher time, they are very helpful
and worthwhile to students and others interested
in student achievement because they are specific

course. A grading system is away of recordingand  and detailed. A student who receives a "B" on a
roporﬂngthosejudgmentssothattheyaremepn- B R R A
ingful to others. You should not select a grading
system arbitrarily, but should consult school ad-
ministrators, teachers, employers, and students to
determine what type of grade reports they need.

L~ ——— L —_—1__—

e The reading levei of the information sheet should be geared

to the ability of the average pre- and inservice teacher.
Avoid. abstract theorizing; educational jargon; .ong, compli-
cated sentences and paragraphs: and lofty vocabulary. For
example, compare the following two serntences.

"In the case of the situation as related to the field
of education and the educational « ndeavor, present-
day circumstances and other aspects make it apparent
that conditions within this environment are governed
by factors of a serious nature."

"The schools are in trouble."

44



The first sentence takes 39 vague words to say what the
second says simply and clearly in five words. Many voca-
tional teachers are drawn directly from industry, and have
been out of school for several years. Use simple, clear
English (but don't talk down or condescend to your reader).

* Information sheets should be tightly organized, not rambling
(writing an outline first can help).

e Rreak the key concepts and procedures into subsections,
with clear headings (see Sample 38).

e Avoid plagiarism.

e Resist the temptation to quote authority or fill the in-
formation sheet with "impressive" footnotes; ycu ire not
writing a term paper or journal article.

¢ Set up rules for spelling, punctuation, grammar, and the
meaning of terms; decide on the form you will use for
headings, samples, footnotes, etc., and then follow these
rules consistently in any information sheets you write.
This is particularly important if. different persons have
responsibility for developing modules or various sections
of a module.

e Write to the teacher (say "You need to..."); use the second
person form as much as possible.

®* Avoid the passive voice; say "You can use several methnads...,"
not, "There are several methods that ‘can be used by you...."

e The information sheets should be free of any racial or sex
bias or stereotypes. Examples and illustrations should re-
flect the wide range of students and teachers in vocational
education.

Writing self-checks.--Information sheets providing an overview

of the basic concepts involved in performinyg the competency should

be followed by a self-check activity to ensure the teacher's

comprehension of the material before he/she attempts to practice

or apply the teaching skills involved. (Information sheets cover-
ing relatively simplz skills, or later information sheets covering
specific aspects of *he overall competency, may be followed immedi-
ately by practice or application activities.) Following are

guidelines for writing self-check activities.

45




e Most self-checks in the CVE modules are composed of
essay questions covering the basic concepts presented
in the information sheet. This requires the teachcer
to express, or apply the knowledge in a new way.

Some self-checks include matching, multiple choice,
or completion type items, Or some other device appro-
priate for checking the teacher's grasp of cognitive
information.

e As shown in Sample 39, the directions for the self-
check should briefly explain what material the teacher
iz being tested on, the type of item(s) the self-check
contains, a1d how the teacher is to respond to each
type of item.

SAMPLE 39

The following items check your comprehension of the material in the
information sheet. Directing Studrnts in Applying Problem-Soiving Tech-
miques, pp. 6-15. Each of the five items requires a short essay-type re-

sponse. Please explain fully, but brieflv, and make sure you respond to alt
parnts of each item

+ The self-check should be comprehensive, covering all the
key points presented in the learning experience.

e The items should not require obvious, rote responses, but
should require the teacher to comprehend, apply, analyze,
or evaluate the knowledge important to achieving the
competency (see Sample 40).

e Avoid items asking the teacher to "list." The self--check
should require the teacher to do more than cOpy answers
from the information sheet.

7
o
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SAMPLE 40

_rhe following items check your comprehension of the material in the
information sheet, Determining the Needs and Interests of Students, pp.
~12. Each of the four items requires a short essay-type response. Please

explain fully, but briefly, and make sure you respond to all parts of each
item. .

+

SELF-CHECK

1. Why should taachers be interccted in collecting data about students’ needs and interests?

2. After exa_mining the stu_dents' cumutative folders, you discover that there are no scores recorded for
standardized tests nor is there any evidence of previous employment. As a vocational teacher, what
steps could you folinw to secure this needed information?

3. After you have examined the information in the cumulative folcer, what informal methads could you:
employ to find out additional information about students’ needs and interests?

4. Based on vour own experience and what you now know about determining students’ needs and
interests, do you think the piocedures you would use, and the information you would seek to collect,
would differ if you were teaching at the post-secondary leval rather than the secondary leve!? Expiain.




Feedback

Each enabling learning experience should include immediate

feedback to enable the teacher to check his/her progress before
continuing. The type of feedback device used will depend on the
enabliﬁg’objective for that learning experience and the nature of
the learning activities.

Learning experiences requiring the teacher to "demonstrate
knowledge" of the basic concepts involved in the competency, for
example, should give feedback in the form of model answers to
self-check questions. If the teacher is asked to critique a case
study or case script, a model critique should be provided as feed-
back. Feedback on written plans, reports, etc., can be provided
either through model plans and reports, or through checklists con-
taining the criteria against which the written product is to be
checked. Learning experiences involving performarce of a skill
(e.g., presenting a lesson to peers in a simulated situation)
should provide checklists containing the performance criteria to
be used in evaluating the teacher's performance.

Following are guidelines for constructing feedback devices:

e Model answers, critiques, plans, etc., should
present all the key points the teacher should
have included in his/her written response.

e The model responses should not include new infor-
mation or understandings which the teacher could
not be expected to have based on the learning
activities thus far.

® Hlowever, in writing model responses, do not simply
copy material from the information sheets or refer-
ences. You want the teacher to do more than parrot

facts; thus, your model responses should reflect real
comprehension of the material. Additional insights,

48
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fresn examples, etc., should be included to reinforce
the key concepts for the teacher. Your responses,

then, should be more detailed than you expect the
teacher to give (almast like "mini-information sheets"),
and the directions for the feedback device should re-
veal this to the teacher. (See Samples 41 and 42.)

SAMPLE 41

: .Feedback
,

Compare your written responses on the Self-Check with the Model An-
swers given below. Your responses need not exactly duplicate the model
responses: however, you should have covered the same major points.

MODEL ANSWERS

1.

Ccllecting data about sid rents’ needs and
interasts Is necessary in instructional planning.
For example, this information can help
teachers plan lesson activities that will motivate
students, reach them at their level of ability, or
filiin gaps in their educational background. etc.
Students have individual needs which must be
met in different ways. Without information on
what your students need and wha: interests
them, your goal of helping them achieve entry-
level competence in their chosen occupation$
will be difficult, if not impossible.

tion about students’ needs and interests. in-
formal meetings could be heid with the sty-

dents’ parentsand also with the students. inter-

views could be arranged with students’ former
teachers. Questions may be asked nf the stu-
dents’ pears i1 using informal tech:; ques, you

may ask questions concerning the students’
hobbies; how they spend their free time: their
relation=hips with employérs, former em-
ployers, peers, teachers, and parents; the home
environment; and how they earn their spending
money. Checklists and questionraires also
could be constructed and administered to the
students in situations where more formal
data-gathering methods seem necessary. For
example, if you were planning a unit on job
safety. and you wanted to get an overall picture
of class artitudes toward safety, a wel-

2. Since there are no standardized test scores constructed checklist or questionnaire might
available, you could arrange for a meeting with serve the purpose better than time-consuming
the guidance staff. In your discussion with one and less structured informal discussions.
of the counsslors, you could indicate which Basically. the procedures used ana the types
tests you would like to administer.to the stu- of information collected with post-seconday
dents. If you were not familiar with administer- (older’more mature) students would be similar
ing standardized tests, you could ask the coun- to those at the secondary level. However, the
selor about the tests that should be adminis- emphasis you placed on certain procedures
tered, and ask him/her to administer them. You and certain kinds ot information would proba-
would check to make certain the tests are avail- bly differ. You would not, forexample, expectto
able and set a convenient time for the testing. interview the parents of an older, married stu-

Information concerning your students’ past dent with a full-time job. You might well, how-
employment experiences may be available in ever, want to discuss this student's needs or
the vocational department or from the students interests with a career counselor in the school's
themselves. This information would be vital in guidance service. In examining the cumulative
helping you understand the students’ attitudes records of your students, you would probably
toward work and the type of work with which not look for anecdotal records, but you would
they have had the most experience. expectto find more information on present and

3. Inorder to clanfy, verify, or update informa- previous work experience, and you might find

transcripts from other training institutions. I
o*her words, the procedures you used and the
inrermation you collected would reflect the fact
that the needs and interests of post-secondary
students are often quite different from thoge of
secondary students,
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SAMPLE 42

Compare your completed written critigue of the Case Study with the Modet

Feedback Critique given below. Your response need not exactly duplicate the mode!

response: however. you should have covered the same major points

MODEL CRITIQUE

The best laid plans of mice and Mr. Lefkowitz oft
go astray. Mr. Lefkowitz certainly was off to an
excellent start 11 the first part of the course. He
took one mach.~¢ at a time, exptained it, demon-
strated its use, allowed practice, and required skill
to be demonst-ined according to an assignment
sheet.

Using a multitude of resources arid instruction
sheets. he individualized instruction and ¢ieated a
smoothly running |aboratory situation. In adcition,
these activities should have prepared them to
begin to develop their own work plans. Since ev-
erything went beautifully, Mr. Lefkowitlz was jus-
titied in assuming they were ready to do so.

The failure of the majority of the studen:s to
produce acceptable work plans was caused by a
number of weaknesses in Mr. Letkowitz's plans for
the second part of the course. First, he moved too
quickly from simple operations directed entirely by
the teacher to overall work plans developed on a
completely independent basis.

He should have started by giving them teacher-
prepared work plans Ther, he might have asked
them to develop work plans cooperatively with
him. Finally, he could have nad them develop in-
dependent plans This sequence would have pre-
pared students better for the task he was requinng
of them.

Providing students with verbal examples of jobs
from his owr experience might have been a good
idea if those jobs represented Jobs currently re-
quired In the real world of work. However other
examples should have been provided also. He
should have had visual displays showing com-
pleted plans and completed jobs that students
could have examined.

Furthermore. although he used resources well
'nthe first part of the course, he dropped their use
completely during tne second part. He could have
provided students with a variety of resources
which could have helped them in selecting an ap-
propriate job. determining the operations in-
volved, and developing adequate plans. Informa-
tion sheets explaining how to develop work plans
could have also b>en prepared and distributed. If
necessary. drawing tools and other materials
needed for "jeveloping the plans should have been
made availavle.

Rather than requiring a totally individualized ef-
fort, Mr. Letkowitz could have provided some time
for group discussion. brainstorming. or interac-
tion between small groups of students. These ac-
tivities could have eliminated problems. increased
progress, and promoted creativity

/ 1~
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* In those _ases 1in which some or all of the teacher's
answers should match the model response exactly (e.g.,
when the self-check includes matching or multiple-

choice type items),

the feedback directions should

clearly explain what is required, as shown in Sample 43

SAMPLE 43

points.

Compare your completed written critique of the Case Script with the Model
Critique given below. Your circled responses should exactiy duplicate the
model responses. Your written comments need nct exactly duplicate the
m>del comments. however, you should have covered the same major

1

MODEL THITIQUE

YES. The la~ of supply and de.nand is easy to
demonstrate by conducting a real sale.

YES. Since the demonstration involved the
whole class as a part of the sale, ali students
could see what was going on.

- YES. The teacher used the uncomfortab'e

temperature ar.i the students’ th “st—condi-
tions they could easily relate to—in order to
demonstrate the principle. He did not tie the
principle into past and future learning. nor
indicate why they were studying the principle.
However, th's could be a function of the total
lesson plan, "ot the smaller demonstration
plan.

YES. sr. Martino helped students arrive at
their own definition of supply, demand. com-
modity. and equilibrium. He also had instruc-
tion shests containing those definitions pre-
pared for the class.

YES. The materials in this example were noth-
ing more than a few cans of lemonade. a
chalkboard, a flip chart, and some instruction

sheets. The graphs were prepared and hidden’

on the flip chart ready to use.

YES. The demonstration was conducted in an
orderly, coherent way so that students were
gradually led to discover the law of supply and
demand.

YES. Since student participation was essential
in this demonstration, Mr. Martino was con-
stantly observing students—their comments,
questions, and other reactions. The nature of
his direct questions to various students indi-

10.

cates that he v.as very aware of how well stu-
dents were following the demonstration.

- YES. Mr. Martino summarized key points

throughout the demonstration. At the conclu-
sion, when he said, "Now let's go over what
we've learned once more." he involved stu-
dents in summarizing the demonstration.

. YES. Discussion continued throughout the

demonstration, so that Mr. Martino got con-
tinuous feedback or whether or not the clase
understood the princ'sle. Their summary
comments provided further feedback as to
their understanding of what had been demon-
strated.

YES. Mr. Martino used graphs drawn on a flip
chart as an instructional aid to illustrate the
point of equilibrium.

- YES and NO. Mr. Martino dismissed the class

after a discussion revealed that they under-
stood the law of supply and demand in terms
oi the lemonade demonstration. However,
evidence of whether a principle has been un-
derstood comes from knowing whether a stu-
dent can apply it in a new learning situation.
Mr. Martino could have offered another ex-
ample and let students analyze it in terms of
the principle.

However, as they were leaving, he asked them
to “think of other situations we can apply the
law of supply and demand to.” Perhaps in -
subsequent classes, he will ask the students to
analyze one of these situations in relation to
the principle.




e Feedback for practice activities involving the devel-
opment of plans, reports, analyses, or some other
written product should be in the form of model re-
sponses if there is really only one way to respond
or work with the data given. T

e If there is more thar one way the teacher can respond,
a checklist of items he/she should have considered,
or criteria the product should meet, should he provided.

® When the learning activities involve performance
of a teaching skill, feedback should be provided
through a checklist to be completed by the peers
Or resource person for whom the teacher has demon-
strated the skill (see Sample 47).

e As shown in Samples 44-46, feedhack directions fo'-
checklists (or any other type of feedback device)
should be written to the teacher, specifying the
checklist to be used, who 1s to use it, and how the
teacher should proceed. T

/\ After you have deveioped your prelining y lesson plan, arrange to have
(Fo@dback h your resource paison review and evaluate your pian. Give him/her the
l \ Checklist for Preliinina:, Less. Plan, p. 23, to use in evaluating your
“ work.
——

SAMPLE 45

Feedback After you have constructed your completion test items, use the Checklist
for Completion Test Items, p. 29, to evaluate your work.
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SAMPLE 46

Multiple copres of the Lesson Presentation Checklist are provided in this
learning experience. Give a copy to each peer, or to your resource person,
Feedback before making your presentationinorderto ensure thateach knows what to
lookforinyouriesson. However, indicate thatduringthelesson, aliattenticn
is to be directed toward you, and that the checklists are to be completed
after the lesson is finished.

Optional Hyouvideotaped your lesson, you may want to self-evaluate using a copy of
Feedback the Lesson Presentation Checklist.

s The checklist itself should include all the essential
criteria the evaluator should be looking for in the
product or performance. All items should relate di-
rectly to the objective the teacher is to achieve.

e The criteria should be stated in observable and/or
performance terms. Avoid vacue, fuzzy items, and
items which call for a simple "yes" or "no" answer
(unless you are, in fact, checking for the presence
or absence of something).

¢ Keep the checklist to a reasonable, manageable lenyth.
Between 10 and 35 items is preobably ideal, depending
on the scope and complexity of the objective to be
achicved or the performance being demonstrated.

¢ If you are using a stem, use one such as "The teacher:"
Ooc "During the introduction, the teacher:" or "In demon-
strating a concept or principle, the teacher:" to focus
the attention of the evaluator on the performance (see
Sample 47).

® The checklist directions (as opposed to the feedback
directions) should be written to the evaluator, indi-
cating the rating scale (level of performance) to be
used, and how to use it (see Sample 47).

e As shown in Sample 47, when peers or the teacher are to
do the rating, use a modified (e.g., NO, PARTIAL, FULL)
rating scale. When the resource person is to evaluate,
use a scale which allows for finer discrimination (e.g.,
NONE, POOR, FAIR, GOOD, EXCELLENT) to allow the resource
person to make the more sophisticated judgments of which
he/she is capable (see Sample 54).
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SAMPLE 47

CONCEPT/PRINCIPLE DEMONSTRATION CHECKLIST

Directions: Fiace an X in the NO, PARTIAL, or FULL box to indice:. that Name
each of the following parformance components was not accomp.ished,
partially accomplished, or fully accomplished. If, because of sp<.cial cir- Ome
cumstances, a performance component was not applicable, or ir possible

to execute, place an X in the N‘A box. Resource Person

LEVEL OF PERFORMANCE

Y4
~O
)
)
Ty,
20,

In demonstrating the concep\ or principle, the teacher:
1. selected an exar:.iple of the concept which could be easily
demonstrated ... ... ... . ..., ..., e e

2. set up the demonstration where it could be easi!, viewed by each
student ... ... e . . .

3. related the new concept to students’ previous experences or instruc-
tion ... ...... ... P e .

4. defined terms or gave background information when necessary . .
5. had all materials and equipment ready for use .. . ..

6. performed the steps of the demonsiration in a logical order

7. observed students to see that they were following the demonstration

8. summarized key points during the demonstration or at the conclusion
of the demonstration ............... ... . ... ... ... ... ...

9. determined students’ comprehension of the concept by some form of
feedback ............. ... P

10. used visual aids to illustrate any steps which were difficult to observe

OUd O QOoUgog g d
Oud O 0Oogadg g d
Ju0 0 gogoog o a
Oad O aoood a d

11. had students analyze a new situation in relation to the concept
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¢ bvery feedback device should include a level of performance
stating the standard the teacher should have reached in
meeting tune objective of the learning experience, and

indicating what he/she should do if this standard is not
reached.

e [f the teacher is eva.uating his’/her own work by com-
paring his/her responses with model responses, the
level of performance should be directed to the teacher
ise¢ Samples 48 and 49).

SAMPLE 48

LEVEL OF PERFORMANCE: Your conipleted Self-Check should have covered the sare major points as
the mode! responses. If you missed some points or have questions about any additional points you
made. review the material in the information sheet, Determining the Needs and interests of Students. pp.
6-12 or check with your resource person if necessary.

SAMPLE 49

LEVEL OF PERFORMANCE: Your circled responses should have exactly duplicated the model re-
sponses; your written comments should have covered the same major points as the model comments. If
you missed Ssome points or have questions about any additional points you made. review the material in
the intormation sheet. Demonstrating Concepts and Principles. pp. 6-12, or check with your resource
person if necessary.

e [f the resource person, peers, or teacher are completing
2 chevklist, the level of performance should be directed
o all parties involved in the activity (see Sample 50).

SAMPLE 50

LEVEL OF PERFORMANCE: All items must receive FULL. or N/A responses. If any item receives & NO. or
PARTIAL response, the teacher and resource person should meet to determine what additional activities the
teacher needs to complete in order to reach competency in the weak area(s).
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Final Experience

Every PBTE module should conclude with a final learning
experience in which the teacher is required to demonstrate +the

competency in an actual school situation. This is the _-ulminat-

ing experience in the module; all learning activities u: to this
point should have been designed to prepare the teacher ‘or his/
her demonctration of competency. At the same time, the final
experience should be so designed that a teacher with prior ex-
perience in performing the competency may perform the activities
and be evaluated without takiné the other learning experiences.
(See Samples 51-53.)

The final experience has three sections:
o |
o Statement of theé~terminal objective
N

e Brief description of\the activities to be performed
\\\
o Feedback in ths form of a“Teacher Performance Assess-

ment Form to ba completed Ey_the resource person

s Y A
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SAMPLE 51

Learning Experience IV

FINAL EXPERIENCE

Terinal
Objective

B

Activity

While woi xing in an actual school situatisn, direct field trips.

As you plan your lessons, decide when an individua' and a group field trip
could be used effectively to aid in meeting the lessor objectives. Based on
those decisions, direct an individual and a group ield trip. This will in-
clude—

s involving students in planning field trips to achieve idenified student
performance objectives

s Making or helping students to make all necessary arrangements

s orienting students to the trips

s involving students in evaluating and summarizing what was achieved
by the trips

NOTE: Due to the nature of this experience, you will need to have access to
an actual school situation over an extended period of time (e.g.. four to <ix
weeks).

As you complete each of the above activitias, document your actions (in
writing, or: tape, through a log) for assessmient purposes.

Arrange in advance to have your resource person raview your documenta-
tion and observe at least wne instance in which you work with students
(e.g.. when you orient students to the field trip).

Your total competency will be assessed by your resource person, using the
Teacher Performance Assessment Form, pp. 51-53

Based upon the criteria specified in this assessment instrument, your
resource person will determine whether you are comnetent in directing
tield trips.

S adefimihon of actual SChOo! SitLalnN e the insige back cover




Following are guidelines for developing the componcnts «f
the final experience.

Terminal Objective

e The terminal objective should describe in performance
terms the overall competency the teacher is to demon-
strate in tne actual school situation.

e If the module is designed to cover more than one com-
petency, you will need to examine those competencies
and the general criteria outlined for them, decide what
essential performance is involved, and state this in
the terminal objective. For example, the CVE module
Direct Field Trips 1s based on two competencies, "con-
duct field trips," and "direct students in gathering
information from sources in the community." Both
these competencies involve the teacher in assisting
either groups of students, or individual students, in
visiting sources in the communiy. Thus, the performance
was briefly and simply stated as "direct field trips,"
which conveys the essential information in action f.rm.
(See guidelines for developing the title page, p. 5, for
further suggestions.)

e Include the condition under which the teacher will be
performing the final experience. Zor example, if the
activity to be performed is sometiing that takes place
inside the classroom, such as presenting a lesson, the
condition should simply read, "In an actual school
situation...," (see Samples 52 and 53). 1In Sample 51,
the condition is stated as "While working in an actual
school situation...." This reflects the fact that the
teacher will be performing a gcod deal of the experience
outside of the school or classroom. If the objective
involves a specialized activity such as advising a
student vocational organization ¢y coordinating coopera-
tive education, the condition should reflect this (e.g.,
"While working as a teacher coordinator in an actval school
situation...").

Activities

e As Samples 51-53 reveal, there is no overview for the
final experience, nor are the activities spelled out in
detail. (It is assumed thkat if the teacher is ready for
the final experience, he/she should know what is in-
volved in performing the competency.)

e Generally, a single activity, in which vou restate or
expand on the performance portion of the terminal objec-
tive, and then lisu the key activities included in per-
forming the competency, will be sufficient.
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If (1) activities will require a certain length of time
to complete, (2) the teacher needs to document his/her
completion of certain activities, or (3) plans or other
materials need to be submitted to the resource person,

a note concerning these special directions should follow
the activities.

Special directions concerning the length of time needed
to complete the final experience will ordinarily not

be necessary when the objective involves presenting
one lesson. On the other hand, objectives involving
such activities as conducting a community survey, pre-
sent’ng a series of lessons, determining student grades,
orgs nizing the vocational laboratory, etc., obviously
require more lengthy or extensive time commitments

from the teacher. The teacher needs to be informed

of this (see Samples 51 and 52).

In cases where the teacher is involved in a wide range
of activities over time (e.g., supervising the activi-
ties of a student vocational organization), or the
activity is such that the resource person's presence
as observer/evaluator would be distracting (e.g., con-
ferring with a student on a personal problem), special
directions concerning how the teacher should document
what he/she has done are needed (see Sample 52).

Y -
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SAMPLE 52

Learning Experience |V

FINAL EXPERIENCE

Terminal

Objective

Activity

In an actual school situstion,” use confarences to help meet student |
needs. !

As you fulfi!l your teaching duties, use conferences to heip students who
are in need of assistance w.:h personal or personal-social problems, and
eduzational and/or vocational planning. This will include—
e identifying a student who needs assistance with a personal or
personal-social problem
« identifying a student who needs assistance with educational and/or
vocational planning
o preparing for the conferences
« conducting the contsrences
s following up on the conferences

NOTE: Due to the nature of this activity, you will need to have access to an
actual school situation over an extended period of time (e.g.. four to six
woeeks).

As you conduct each of the above activities, document ycur actions {in
writing, on tape, through a iog) for assessment purposes. Videotape (with
student's approval) tha confeiance involving educational and/or voca-
tional planning; and arrange in advance with your resourca person for the
kind of evidence you will need to document your actions during the
porsonal or personal-social protiem conference.

Arrange to have your resource person review vour documentation.

Your total ccmpetency will be assessed by your resource person, using the
Teacher Performance Assessment Form, pp. 37-38.

Based on the criteria specified in this assessment instrument, your re-
source person will determine whether you are competent in using confer-
ences to help meet student r.eeds.

Thogr g getin o
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e Whenever the fina! experience involves presenting a
lesson, special directions should be included sug-
gesting that the teacher submit his/her plans to the
resource person for approval prior to the actual
Presentation and assessment (see Sample 53).

SAMPLE 53

Learning Experience Il

FINAL EXPERIENCE

Terminal

Objective

Activity

In an actual school situation,” damonstrate a manipulative skill.

As you plan your lessons, decide when demonstrating a manipulative skill
could be used effectively to aid you in meeting the lesson objectives. Based
on that decision, demonstrate a manipuistive skill. This will include—

e selecting, moditying, or Jeveloping 2 lesson plar: which includes

Jetailed plans for presenting such & demonstration

e locating and/or developing cll riecessary equipment 4nd materials

e preparing the physical setting for the demonstration

e presenting tho lesson to the class

NOTE: Your resource person may want you to submit your written lessoin
plan to him/her for evaluation before you present your lesson. It may be
helpful foryour rescurce personto use the TPAF from Mcdulé B-4, Devolop
a Lesson Plan, to guide his/her evalustion.

Arrange in advance to have your resource person observa your lesson
prasentation.

Your total competency will b assessed by your resource person, using the
Teacher Performance Assessment Form, pp. 35-36.

Based upon the criteria specified in this assessment instrument your
rasouice person will determine whether you are competent in demonstrat-
ing a manipulative skili.

“For a definition of actusi 3choo! siluation. see the inside back Covar
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Feedback/Teacher Performance Assessment Form

e Feedback for the final experience is always in the form
of a checklist, the Teacher Performance Assessment Form
(TPAF), completed by the resource person (see Sample 54).

e Your feedback directions should indicate this to the
teacher, specifying the page numbers on which the assess~
ment form is located.

® As illustrated in Samples 51-53, the feedback directions
should begin with a statement directing the teacher to
arrange with his/her resource person for the necessary
observation(s) and/or review of docurantation. In some
cases (e.g., a lesson presentaticdn) only an observation
will be necessary. 1In other cases, more elaborate
arrangements for review of written documentation, visits
to facilities, listening to audiotapes, etc., may be
necessary if the resource person is to have an adequate
bacis on w.ich to assess the teacher's competency .,

® The Teacher Performance Assessment Form should follow
tae final experience page immediately.

.
r: ;
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SAMPLE 54

TEACHER PERFORMANCE ASSESSMENT FORM

Introduce a Lesson {C-10)

Nams
Directions: Indicate the level of the teacher’'s accomphshment by placing
an X in the appropriate box under the LEVEL OF PERFORMANCE head- o,
ing If. because of special circumstances, a performance component was
not applicable. or impossible to execute. place an X in the N/A box. F———

~—

LEVEL OF PERFORMANCE

Yy
A
ye]
A,

Dunng the introduction, the teacher:
stated specifically what the objective(s) of the lesson was in
terms of siudent behavior e e

2 explained why the objecuve(s) was |mpor1ant in terris of
student needs S o ..

3 dentitied what the students would need to do in order to
accomplish the objective(s)

4 related the lesson to ‘past classroom activities or to stu-
dents’ prior knowledge or experience . ... . .

5 explained how the stuoents would know when they had
achieved the objective(s) R

6 used motivational and or attention getting devices

7 provided opportunity for student respcnse and participa-
tion o

8 reacted favorably to student questions. answers. and com-
ments

9 used instructional aids

Ut 0O oo ooogd

10 was enthusiastic

LEVEL OF PERFORMANCE: All items must receve N:‘A GOOD or EXCELLENT responses. If any item
recev@s a NONE, POOR. or FAIR response. the teacher and resource person shouid meet to determine what
addironal activities the teacher needs to complete in order to feach competency n the weak area(s).
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e The TPAF should include all the essential criteria the
resource person should be looking for in the teachcr's
performance.

To derive these criteria, you will need to review (1)
the general criteria developed earlier for the com-
petency(ies) the module is designed to cover, (2) the
key steps and procedures involved in performing the
competency which you have presented to the teacher in
your information sheets and other background informa-
tion, and (3) the criteria you have listed in any
Previous checklists contained within the module.

e The TPAF should not list any criteria not previously
pPresented to the teacher. Similarly, the teacher
should have had a chance to practice or in some way
~Dply any performance called for in the TPAF.

e As indicated in the guidelines for writing checklists,
P. 53, (1) the criteria should be stated in observable
performance terms, (2) the length of the checklist
should be reasonable (between 10 and 35 items), and
(3) the stem used, if any, should focus the attention
of the evaluator on the performance.

e As shown in Sample 54, the items should be stated in
the past tense (e.g., "used instructional aids," "ex-
plained why...").

e The rating scale used should allow the resource person
to make clear judgments about the level of performance
of the teacher in performing the competency (see p. 53).

e The level of performance should Clearly state how well
the teacher must perform, and what to do if this level
1s not reached.

-« \‘E
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About Using the Center's PBTE Mednles

As indicated in the discussion of the About This Mudule page,
p. 8, any mdﬁule you write should provide the tecacher with in-
Structions concerning how to use a module. In adaition to informa-
tion unique to each module, the teacher should be given general
directions common to all modules he/she may be taking. Once you
have determined the form and content of these directions, they
become standard and are simply copied for each module you write.
The Center's PBTE modules include the following information
in these standard directions, which appear on the inside back
cover of each module (see Sample 55).

® an Organization section, briefly describing how the
modules are structured

® 4 Procedures section, which lists the options the teacher
has for completing (or not completing) a module

¢ a Terminology section, which defines the standard torms
used in all modules

* a section defining the Levels of Performance for Final
Assessment
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SAMPLE 55

ABOUT USING THE CENTER’S PBTE

MODULES

C

Organization

Each medule is designed to help you gain competency
in a particular skill area considered important to teach-
ing success. A module is made up of a series of learning
experiances, some providing background information,
some providing practice experiences, and others com-
bining these two functions. Completing these experi-
ences should enable you to achieve the terminaf objec-

.tive inthe finai learning experience. The final experience

In each module always requires you to demonstrate the
skillin an actual school situationwhen you are an intern,
a student teacher, or an inssrvice teacher.

Procedures

Mcdules are designed to allow you to individualize your
teacher education program. You need te take only those
modules covering skills which you do not already pos-
sess. Sunilarly, you need not complete any learning ex-
perience within a module it you already have the skill
needed to complete it. Therefore, before taking any
module, you shouid carefully review (1) the Introduction,
(2! the Objectives listed on p. 4, (3) the Overviews pre-
ceding each learning experience, and (4) the Final Ex-
perience. After comparing your present needs and com-
petencies with the information you have read in these
sections, you should be ready to make one of the follow-
ing dec:sions:

» that you do not have the competencies indicated.,
and should complete the entire module

» that you are ccmpetent in one or more of the en-
abling objectives leading to the final learning ex-
perience, and thus can omit that (those) learning
experience(s)

» that you are already competent in this area, and
ready to complete the final learning experience in
order to “test out”

» that the module is inappropriate to your needs at
this time

When you are ready to take the final learning experience
and have access to an actual school situation, m.ake the
necessary arrangements with your resource person. If
you do not complete the final experience successfully,
meet with your resource person and arrange (1) to re-
peatthe experience, or (2) complete (or review) previous
sections of the module or other reiated activities
suggested by your resource person before attempting to
repeat the final experience.

Options for recycling are also available in each of the
learning experiences preceding the final experience.
Any time you do not meet the minimum level of perfor-
mance required to meet an objective. you and your re-
source person may meet to select activities to heip you
reach competency. This could involve (1) completing
parts of the module previously skipped; (2) repeating
activities; (3) reading supplementary resources or com-
pleting additional activities suggested by the resource
person, (4) designing your own learning experience; or
(5) completing some other activity suggested by you or
your resource person

Terminology

Actual School Siuation. .. refers to u situation in
which you are actually working with, and responsible
for, secondary or post-secondary vocational students in
a real school. An intem, a student teacher, or an in-
service teacher would be functioning in an actual schoo!
situation. If you do not have access to an actual school
situation when you are taking the module, you can com-
plete the module upto the finat learning experience. You
wouid then do the final learning experience later; i.e.,
when you have access to an actual schoot situation.
Aiternate Activity or Feedback . . . refers to an item or
feedback device which may substitute for required
items which, due to special circumstances, you are un-
able to complete.

Occupational Speclalty . . . refers to a specitic area of
preparation within a vocational service area (e.g., the
service area Trade and Industrial Education includes
occupational specialties such as automobile me-
chanics, welding, and electricity).

Optional Activity or Feedback ... refers to an item
which is not required, but which is designed to supgie-
mant and enrich the required items in a leartiing experi-
ence,

Resource Person . . . refers to the person in charge of
your educational program; the professor, instructor,
administrator, supervisor, or cooperating/supervising/
classroom teacher who is guiding you in taking this
module.

Student . . . refers to the person who is enroiled and
receiving instruction in a secondary or post-secondary
educational institution.

Vocational Service Area . . . refersto amajor vocational
field: agricultural education, business and office educa-
tion, distributive education, health occupations educa-
tion, home economics education, industrial arts edu-
cation, technical education, or trade and industrial edu-
cation.

You or the Teacher . refers to the person who 1s tak-
ing the module

Levels of Performance for Final Assessment

N/A ... The criterion was not met because it was not
applicable to the situation.

None . .. No attempt was made to meet the criterion,
although it was relevent.

Poor . .. The teacher is unable to perform this skill or
has only very limited abillity to perform it.

Falr . .. The teacher is unable to perform this skill in an
acceptable manner, but has some ability to perform it.
Good . .. The teacher is able to perforn: this skill in an
effective manner.

Exceilent . . . The teachers able to perform this skillina
very effective manner
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DEVELOPMENT PROCEDURES

To facilitate the module-writing process, and to ensure the
development of consistently high quality products, the development
procedures to be used need to be worked out in advance, and care-
fully followed by everyone involved in producing the modules.

One item cf concern is style, the form you will follow for
headings, footnotes, capitalization, samples, lists, etc. One
possibility is to follow a set of standard guidelines such as

those advocated in The University of Chicago Press Manual of Style.

Another option is to develop an in-house "style handbook" covering
kéy rules and items about which there are frequent questions. What-
ever 1s decided, the important thing is that module writers, re-
viewers, editors, and typists have a copy of these rules, and follow
them to ensure module clarity and consistency.

Another concern is t:.e process to be followed in developing
the module(s). This includes the prccedures for writing, reviewing,
revising, editing, typing, and printing the module(s). Once the
process has been worked out, it may be helpful to develop a
graphic representation (flow chart) of the process on a single
sheet of paper. This sheet can then accompany the module as it
goes through each step in the process, with the individuals in-
volved "signing off" as they complete their responsihilities.
Sample 56 is an example of one such flow chart used bv the CVE
staff in developing the PBTE modules.

Finally, module quality is a key concern. One way to ensure
module gquality is to develop a checklist covering the criteria

[
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SAMPLE 56
P_

1
Illustrations 10 |
Alternate Review Team Member
2 - T
Reading Check : 4
9
8 Review of Test Data
3 | Prepare Refinement Decisions
Service Area -~ Refinement 3 B
Check Materials (team)
4
Title Check - —
)
11
5 - Module Refinement
Media Review KQj
[ S —
KR
i
MODULE 12
Editorial Check
REVIEW TEAM KQ
[L}l e
KR
Y
13
Review by Teacher Educator
JH |
RN o
GF
16 )
Final Check of Copy 15 T
: Prepare Copy for Printer
(Leam) -+
) (LH) - _
18 (DP) e
Galley Check
(KR i
! 17-19
AAVIM
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each module component, and the module as a whole, should meet.
Modulec writers and reviewers need not actually "check off" the
items on the checklist, but familiarity with these criteria can
greatly assist them in developing modules that meet quality stand-
ards. Sample 57 1is an example of one such checklist used’by CVE
staff in developing the PBTE modules. Sample 58 1is an example of

a more general checklist which can be used to review overall module

quality, relevance, and usability.

- J
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SAMPLE 57

MODULE QUALITY REVIEW CHECKLIST

MODULE TITLE

MODULE NO.: REVIEWED BY:
Language
1. New terminology is defined in the introduction or information sheets. YES NO
2. The terminology is consistent throughout. YES NO
3. The internal directions are simply and claarly stated, and complete. Y& NO
4. Tha parformance objectives are stated in obsarvable terms. Yy *
5. The procedures describe the options available to the learner in completing the module. YEs oo
6. The activities cli r.fy what the performanca is, how to do it, and why it is necessary. YE® NO
7. The language is ,vely and interasting; not mechanical or pedantic. YE . NO
8.  Thelanguage is geared to the level of an average reader in the target audience. YE: NO
Learning Experiencas
1. Learning experiences are sequenced logically. Y& "NO
2. Learning axperiences do not ovarlap. Y NO
3. Learning experiences lead directly to competency in the performance objec:ives. YE NO
4 All required readings contribute directly to attaining the objectives. YE NO
5 All required activities contribute directly to attaining the ubjectives. YEL NO
6. When an activity may be difficult ta implement, alternate ways o’ completing the activity are grovided. YES NO
7. Opti.nal learning activities are provided to give depth, variety, and flexibility to :he learning expe. lences. Yo S NO
8. A range of activities is orovided to accommosate students of different abilities, .,eeds, and interests. Yiis NO
c. A range of activities is provided to aliow for both individual and group work. YES NO
10. Role playing activities inciude role descriptions and situations to guide anyone plaving arole outside
his/har own frame of referance. Y& NO
11 The leurning activities are variad and interesting, with a minimum of repetition from on2 le :ining
experience to another. Yo NO
12, Feedback is provided at the and of tvary learning experience. Yt NOC
Information Sheets {Criteria in the “Language’’ section apply he/e.)
1. The module is self-contained, if at all possible. YES NO
2. Information sheets contain up-to-date and accurate information. YE NC
3. Information sheets are concrete and tangible; not vague generalities or lists of Criteria; they tell "how
todoit.” NES NO
4. Information sheats are relevant to vocational education, with examplas drawn from various service
areas of vocational education. : YE’ NO
5. Selected pages of outside resources are used as enrichment and/or reinforcament activities. Ye= NO
Outside resources are not more than i0 years old {unless they are of exceptional value) YES rJ
Readings {information sheets and outside references) are complete in that they provide th.e learner
with all information needed to complate the module. YE* NG
8. Outsida references are standard enough that they should b readily available to . 1y module user. YES NO
Self-Checks, Nioda! Answers, Checklists
1. Selt-chocks are thought provoking and require application of information; not 1 ote responsas. YEL NO
2. Seif-checks comprehensivaly reflect the information provided in the learning experience. YES NO
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3. Selt checks are not obvious: they require an understanding of the knowledge important tp achieving
the competency.
4. Model answers are provided to reinforce learning and clarify concepts.
5. whackiists and assessment forms are stated in observable, performance terms.
6. Checkhists tnclude al! the criteria necessary for successful performance.
7. Checklists actually assess the learner’s progress toward the objective.
8. Checklists are of reasonable lenyth and complexity, with no more than 25-30 items.
9. Alternatives to peer evaluation are provided for those learners who cannot arrange to work with peers.
10. Each feedback device includes a stated level of performance.
11 Evaluations provide for recycling if the level of perfarmance is not met.
Media
1. The media < applicable 10 all vocational s:rvice areas.
2. The media nlustrates, clarities, reinforces, or extends the concepts intr:duced in the module; 1t dousn'!
simpiy repeat them.
3. The media ‘< realistec, +.0., the taacher, students, and real sc' ol setting are be'ievabie.
4. The length »¢ the media is reasonable (1G to 20 minutes).
5.  Thamedia i< interesting visually/aurally.
6. The medc:: 15 clear visually/aurally.
7. ¢ the meadt.: includes an ¢xemplary instructor, :he instructor:
a  relates viell with students.
ty  uses student feedback.
¢ usas media or teasching aids whera appropriate.
piesants nformation geared to the needs uf the students.
e taaches in the basis of up-to-date learning theory
The media s free fr.-m "acial and sex biss.
The medis lively and action-oriented.
10. The taform:tion is presented in a togical sequenca.
Overall
1. The modulr delivers on the objectives.
2. The modul: meets format specifications.
3. The modu'c ts internally consistent ‘ubjec:.ves. activities. feedback devices, et:. do not contradict
»ich other, tiractly or indirectly;
q. fo learnmine 2xperience other than the fina, earning experience requires performance in an actual
school situ.-ron
Lpportunity s pr'ovnded for practicing any performance which must be executed in the real worid.
6. Tha final le 'ning experience requires pertormance in an actual sckool situation
7 Tne tearnin : experiences are realistic: i.e., they do not require an unreasonable arr >int of prior knowl-
¢dge or of «+ me oi the part of the learner.
8 Implemunt..'ion of the module 1s faasible and practical, i.e., it does not require an unreasonable amaount
of thg resoi.-ce person’s time.
9 Lea-ning ac- vities. \nformarnion sheets, case studies, resources, ctc. provide equitable re, reseatation
of the varic < sarvice areas in vocational aducation.
10 MAnntrodw tory statement s provided which motivates the student by explaining why the competency
s neaded. i simply what *ne competency consists of .
11 Anantrodu: “ory statement 1s provided which places the module in 4 frame of reference with other
0. ttagin np category, and with the broad theory of vocational education.
1? Aul recessar . or desirable prerequisite competencias are listed.

s
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SAMPLE 58
PBTE MATERIALS CHECKLIST

Directions: Place an X in the NO, PARTIAL, or FULL column to

indicate the extent to which the instructional package meets each

of the specified criteria. If, because of the competency involved
or for other special reasons, a produc* (performance) criteria is
not applicable, place an X in the N/A column.

LEVEL OF PERFORMANCE

N/A| NO| PARTIAL | FULL

l. The instru iona. package is based on
one ¢cr mor. competencies identified as
important to vocational teachers. .......

NG

. The basis of competency identification
(the research method or other proce-
dures used in identifying the ccmpe-

tencies covered) is made clear..........r

2. The package was pilot or field tested

before being disseminated for use€.......

4. The target group for the package i
preser-ica and/o. inservice vocatinnal

RN w0 Y < ol

5. The content is r«~levant to the nezads
vZ vocational teacharS.. veeeeeee ...  eee.

6. The information is up to dat€e.eeeoeoe....

7. The package contains the following
basic componenus:

a. clear directi»ns for using the

8= Yo 4= T .

E. a rationale or irtroducticn
explaining the importance of the
5kill being covered...e.ceeeweececas

c. a listing of performance objectives.

d. clear, complete explanations of
the activities to be ccmpleted 1,

order to reach each objective.......

e. information sheets or reference to
a miaimal number of outside refer-
ences containing the needed infor-

317= 1 A 5 o
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10.

11.

12.

13.

14.

17.

f. devices for immediate feedback......

4y. a criterion-r-ferenced post-
assessmnent form designed toO measure
actual pPerformanCe...eceeeeeescccsses

The package also contains the following
coliponents (optional) :

a. a listing of plrerequisites.....ecee.s

b, a listing of terminology, and any
resources and materials required....

C. a8 pre-assessment deviCe..iieeeeeosees

The package either includes all neces-
sary materiels oo clearly specifies
what 1s nNeeded..cuiececessvesescsssnnssse

The package contains & variety of
realistic aCtivitieS..eeeescecssnescssas

Oppertunities for recycling activities
are ncliuded.. .. cceeeessescsssssscsssnsos

The package provides opportunities for
trainees to interact with peers,
resource person, alid others...ceeeeeeeees

Sapplementary ernrichmenc activities
are provided to meet the needs of
interested leArNerS...ceeececscesrencsoes

The package format and aActivities allow
for flexibility and thus can meet the
needs of persons with different learn-
1M SEYLlES.ivuieetosessvecssocossscsncnesns

The learning Activities are sequenced
in a logical Ordeiecesee-nosessccsnnocses

The wpackaage 1is well-produced (e.g.,
Jjoocd grammar, correct spelling, clear
layout, clean copy, neat corrections,

I o

An implementation and/or a user's guide
1s available as supportive materialS....
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LEVEL OF PERFORMANCE

N/A

NO

PARTIAL

FULL




