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FOREWORD

The module development technology described in this document
has evolved as a result of experience gained by program staff in
the i_jevelopment'of The Center's 100 Performance-Based Teacher
Education Modules 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 educators, and over 2,500 teachers in training.
iqoduic 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 ,Tuality standards of the published version of The Center's
PBTE modules.

The handbook is intended for use in developing instructional
modules for additional professional competencies needed by
Leacners in specific educational settings but not included in The
Center's 100 PBTE modules. Further use of the handbook is intended
in t:e development of individualized performance-based modules for
other edu2ational professionals and Para professionals. Module
format an:I procedures 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 handbook goes to members of The Center's Professional Devel-
opment in Vocational Education Program staff: Karen Quinn,
Program Associate, for writing the major portion of the final
version of the handbook; James B. Hamilton, Program Director;
Robert E. Norton, Associate Program Directcr; Glen E. Fardig,
Specialist; and Lois G. Harrington, Program Associate, for their
assistance in planning and reviewing the final version of the
handbook and for their contributions in development of the module
fo=t and described herein. Acknowledgement is due
also to Anna M. Gorman, James B. Hamilton, Lois G. Harrington,
and Curtis R. Finch for their contributions to preliminary working
versions of the handbook.

The Center is also grateful to the National Institute of
Education (NIE) for sponsorship of The Center's PBTE curri
deveLol3ment effort (of which this handbook was one prods: L

1972 Ihrough its completion. Appreciation is due also ie

former Center staff members and the site coordinators, teaen
educators, ar' teachers from the many developmental and test
sites whose Dperation made The Center's PBTE curricula develop-.
ment effort 1 this handbook possible.

Robert E. Taylor
Executive Director
The Center for Vocti,-,-
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OVERVIEW OF HANDBOOK

This handbook has been written to assist persons involved in

writing p.-rformance-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 handbook has

been written based on certain assumptions concerning your situa-

tion and needs. First, it is assumed that you are, in fact,

involved in a PBTE program, that you have some knowledge of PBTE

concepts and materials, and that a decision has been made to use

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.

1,"
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The third assumption is that the module development proce-

dures (the writing, review, editing, typing, and printing respon-

sibilities and process) have been worked out, and you are ready

to begin writing a PBTE module (see Figur.! 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 docu-

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 Vocational Education

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

Resource Person Guide to Using Performance-Based Teacher
Education Materials

Guide to the Implementation 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.

2
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COMPONENTS OF A MODULE

A standard module format has been developed for use in writ-

ing The Center's PETE modules. Following this format, or an

adaptation of it suited to your needs, will free you from many

routine decisions .end 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-

sidered.

Each CVE module contains the following components, in this

'order:

Title page

Introduction

"About This Module" page which lists--

objectives

prerequisites, if any

resources needed

numbers of the performance elements (competencies)
covered

Series of enabling learning experiences

Final experience

"About Using The Center's PBTE Modules" page which includes--

organization of modules

procedures for using modules

module terminology

levels of performance for final assessment

3



Title Page

The title gage should identify (1) the title of the module,

(2) the module category 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 help the teacher achieve. (See Sample 1.)
SAMPLE 1

Direct Field Trips
MODULE C-1 OF CATEGORY CINSTRUCTIONAL EXECUTION
PROFESSIONAL TEACHER EDUCATION MODULE SERIES

The Center for Vocatioial Education
The Ohio SI,tt, Umvers,ly

KEY PROGRAM STAFF:

James B Hamilton Program Director

Robert E Norton Associate Program Director

Glen E Fardig Specialist

Lois G Harrington Program Assistant

)(Wen M Quinn Program Assistant

Copyright 1977 by The Genes for Vocational Education The Ohio State Urtve,
sdy 1960 Kenny Road Columbus Onio 43210

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. (4041
542-2586
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Following are guidelines for writing a title page.

The module title shold clearly state the overall
competency the module is designed to cover; that is, it
should describe what the teacher should be able to
upon successful completion of the module (e.g., Direct
Field Trips).

The title should be stated in performance terms, using
an action verb (e.g., Direct Field Trips, 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 Plan,
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 the module Direct
Field Trips is "While working in an actual school
situation, direct field trips").

The title page should give identifying information
which locates the modules within the total series of
modules available (e.g., Direct 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 whether 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 responsible 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 study

or curriculum guides can indicate what students
should be able to do when they the prcgram
or complete a particular course. However, as you
plan the 'mils and lessons which make up the
course you are teaching, you will need to be able to
translate this information into precise statements
describing the knowledge, skills, and attitudes you
want your students to achievein other words.
you will need to be able to write student perfor-
mance objectives.

In some cases, student performance objectives
will already have been written for the course you
are teaching. In that ease, 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 in writ-
ing student performance objectives for your voca-
tional program which spell out for you your stu-
dents, and prospective employers e;cactly what is
expected of students in that program In addition.
it will give you experience in sequencing student
performance objectives to ease student learning

Following are guidelines for writing the introduction.

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 intig-frated in Sample 2

6



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 it 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 p. 65; do not use the intro-
duction as a glossary.)

O Keep the introduction relatively short (around 300
words is 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 you are saying and arouse the teacher's interest
in the subject.

7



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 PETE 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 gives information unique to each module. You may

wish to design your own for -mat 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

prerequisites, if any, for 'completing the module

resources needed to complete the module

"performance element number(s) covered by the modui-
(if applicable)

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

The Center's modules.

1 ,7
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SAMPLE 3

ABOUT THIS MODULE

Objectives
Terminal Objective: In an actual school situation, intro-
duce a lesson. Your performance will be assessed by
your resource person, using the Teacher Performance
Assessment Form, p. 43 (Learning Experience IV).

Enabling Objectives:
1 After completing the required reading. demonstrate

knowledge of the elements of an effective lesson
introduction (Learning Experience I)

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

3 In a simulated classroom or laboratory situation. in-
troduce a lesson (Learning Experience III)

Prerequisites
To complete this module, you must have competency in
d /eloping a lesson plan If you do not already have this
competency, meet with your resource person to deter-
mine what method you w,11 use to gain this skill One
option is to complete the information and practice ac-
tivities in the following module

Develop a Lesson Plan. Module B-4

Resources
A list of the outside resources which supplement those
contained within the module follows Check with your
resource person (1) to determine the availability and the
location of these resources, (2) to locate additional ref-
erences in your occupational specialty. and (3) to get
assistance in setting up activities with peers or observa-
tion, of skilled teachers. if necessary Your resource
person may also be contacted if you have any difficulty
won directions or in assessing your progress at any
time

Learning Experience I
No outside resources

Learning Experience II
Required

A r'acher experienced in presenting lesson intro-
ductions whose performance you can observe and
critiqiie If a teacher is unavailable. an alternate
activity has been provided

A resource person to evaluate your competency in
critiquing 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
critiquing that teacher's performance
Videotape equipment for viewing a videotaped les-
son introduction.

Learning Experience III
Required

2-5 peers to role-play students to whom you are
introducing a lesson and to critique your perfor-
mance in introducing a lesson If peers are unavail-
aole. you may present your lesson introduction to
your resource person

Optional
A resource person to evaluate your competency in
developing a lesson plan
Videotape equipment for taping viewing, and self-
evaluating your presentation

Learning Experience IV
Required

An actual school situation in which you can intro-
duce a lesson
A resource person to assess your competency in
introducing a lessor

This module Covers peclormanCe element number 100 from Calvin ,)
Cotrell er al Model Curricula for Vocational and Technical Education
Report No V (C dumbus. OH The Center for Vocational Education The
Ohio Site Uneversity 1972) The NM elementS in this document form t
research base fOr au The Centers PETE module developmeei

For information about the general organdatiOn of each module general
procedures for their use. and terminology which is common to all 100
modules See About Using The Center's PETE Modules on the inside
back Cover

9



Following are guidelines for writing the About This Module

page.

This page should be written last, after you have 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.

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

Objectives

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 the
terminal and enabling objectives.)

List the terminal objective first, then the enabling
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

Keep prerequisites to a minimum.

List only those competencies that are essential to the
successful 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.)

As illustrated in Sample 4, other 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 gain the skill(s) if
necessary.

10



SAMPLE 4

Obviously, the introduction grows out of your
lesson plan for the day, so no one formula for
introducing a lesson can be given. If this lesson is
the beginning of a unit on "Getting a Job," for
example, you might not need to spend a great deal
of time relating this lesson to past classroom ac-
tivities.' However, you would want to provide a
clear transition from the previous unit. On the
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
impact on how you will introduce each lesson.
The introduction, like the lesson 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.2 The introduction that worked beautifully in

To gain skill in densloping a unit t I instruction yOu may wish to refer
to Module B-3 Dere/op a Unot of Insfrucr on

2 To Vain skill in determining the needs and interests of your students.
you may wren lo refer to Module B-1 Determine Needs and Interests of
Slut/oral!

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.

It is 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 possible solutions to an au-
tomotive design problem. Then, you state that the
.bjective 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 prereQ.uisite competencies as competencies, not specific
modules (.1:!.g., "To complete this module, you must have com-
petency in developing a lesson plan"). Then, indicate the
nptims the teacher has for gaining the necessary skill(s).
iher-. ate eral ways in which a person may gain a skill,

of :lay be to complete all or part of a module
t-0:2

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

Resources

The Resources section should begin with a set of brief
directions for obtaining the necessary resources. (See
;-;ample, 3.)

The Resources section should list all the items the teacher
will need to complete the learning experiences of the
module; e.g.,

outside references
audiovisual materials

11



equipment
other materials
persons
situations

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

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

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

State the resources needed as directions to the person com-
pleting the module, not to the resource person.

In listing specific published references, give the full
citation, using a standard bibliographic form for books,
articles, etc. As shown in Sample 5, whatever form you
decide to use, use it consistently throughout the module(s)
you write.

SAMPLE 5

Learning Experience 1
Optional

Reference: Eljorkquist, David. "What. Vocational
Education Teachers Should Know About Indi-
vidualizing Instruction." Columbus, OH: The Center
for Vocational Education. The Ohio State University,
ERIC Clearinghouse on Vocational and Technical
Education. 1971. ED 057 184
Reference: Weaver, David H. "Individualizing In-
struction: A Return to the One-Room School-
house?" Business Education World. 55 (Novem-
ber/December 1974): 5-7.

Learning Experience III
Optional

Reference: Lewis. James Jr.. Administering the In-
dividualized Instruction Program. New York, NY
Parker Publishing Co., 1971.
Reference: Kapter, Philip G. and Glen F. Ovard. Pre-
paring and Using Individualized Learning Packages
for Ungraded, Continuous Progress Education En-
glewood Cliffs, NJ: Educational Technology P ubli-
cations, 1971.
A resource person to evaluate your competency in
developing a unit plan.

If there is 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 type

12



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 II
Optional

Reference: Mager. Robert F. Preparing Ins'ruc-
tional Obiectives. Belmont. CA: Fearon Publishers,
1962.

A resource person and/or peers with whom you can
meet to analyze additional student performance ob-
jectives.
Resources (e.g., curriculum. guides, courses of
study, textbooks, etc.) in your occupational spe-
cialty from which you can obtain student perfor-
mance objectives to analyze.

1

SAMPLE 7
Learning Experience II

Required
Resources (e.g., individualized learning materials,
individual learners, teachers or schools engaged in
individualized instruction) to enable you to carry out
a personalized learning experience.
A resource person and/or peers to react to your
written report on individualized instruction

s-

When listing a piece of media 3uch as a filmstrip or
videc5tape, also list the ipvent the teacher will
need in order to use this resource. (See Sample 8.)

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.)

When peers are to critique the teacher's performance
as 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...").

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).

1.3



SAMPLE 8

Optional

A locally-produced videotape of a teacher introduc-
ing a lesson which you can view for the purpose of
critiquing that teachers performance.
Videotape equipment for viewing a videotaped les-
son introduction

SAMPLE 9

Learning Experience III
Required

2-5 pears to role-play students to whom you are
introducing a lesson and lo critique your pert°,
mance in introducinc ,on If peers are
able, you may present yuur lesson introduct.Jn to
your resource person

Optional
A resource person to evaluate your competency in
developing a lesson plan
Videotape equipment for taping. viewing. and self-
evaluating your presentation

SAMPLE 10

Learning Experience III
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

11======

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 need curing his/her actual performance. At this stage
the teacher is expected to be able to determine for him-
self/herself what resources are needed. (See Sample 11.)

SAMPLE 11

Learning Experience IV
Required

An actual school situation to which you can intro-
dUce a lesson
A resource person to assess your competency in
introducing a lesson

14



Performance Element Numbers

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 separated the general and specific directicns
for taking a module, direct the teacher at this point to
the section of the mosf;ule which explains general proce-
dures for module use. (See Sample 12.)

SAMPLE 12

This module cover. performance element number 100 from Calvin J
Cotrei, el al Model Giricula for Vocational and Technical Education
Report No V (Columbus. OH The Center for Vocational Education. The
Ohio Slate University 1972) The 384 elements in thiSatcurnont form the
research base for all The Centers PETE module citleeelopment

For information abet', the general organization of oath module. general
PrOtedlala Or 111111r use. and larrtunOlOgY which Ia common to all 100
modules see About Using The Center s PETE Modules on the inside
beck cover

15



Learning Experiences

The learning experiences are, of course, the heart of any

PBTE module. They provide the teacher with a planned sequence

f 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 teacher

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.

STATEMENT
OF

OBJECTIVE

OPTIONAL ACTIVITIES

COGNITIVE
KNOWLEDGE

VARIABLE TIME LINE

PLANNING
ACTIVITIES

PRACTICE
OR

SIMULATED
ACTIVITIES

LALTERNATE
ACTIVITIES

DEMONSTRATED
COMPETENCE

Figure 2. Typical Instructional Sequence for CVE Modules

'sr
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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.

L__

INTRODUCTION

PERFORMANCE OBJECTIVES
ENABLING AND TERMINAL

LEARNING EXPERIENCES
KNOWLEDGE AND SKILLS

FEEDBACK

F--4

SIMULATION ACTIVITIES

t

FEEDBACK

OPTIONAL
LEARNING

ACTIVITIES

OPTIONAL
FEEDBACK

ALTERNATE
LEARNING

ACTIVITIES

FINAL EXPERIENCE C

>-
C

IN ACTUAL SCHOOL SITUATION 1 12 c")

ILLSt
I FL)

I <X
T.

TEACHER PERFORMANCE
ASSESSMENT

--Imo TO ADDITIONAL
TEACHER COMPETENCIES

Figure 3. Common Pattern for Learning Experiences 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 example,

requires knowledge of several different areas (obtaining admin-

istratiiTe 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 is, 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 learning experience presents

all the basic information; the next three learning experiences

guide the teacher through increasingly more realistic applica-

tions of this information (critiluing another teacher's perfor-

mance, then sinnilating with peers, then performing the co:apetency

in an actual school situation).

18
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Regardless of the number and specific structure of the

learning experiences within a module, however, the instructional

sequence should always follow a 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 to include within it, you must keep

constantly in mind the competency you are helping the teacher

achieve.

What information does a teacher need about the'competency

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? Your answers to these and other similar questions

should shape the learning experiences and activities you design.

If the teacher is to learn how to demonstrate a manipulative

skill, for example, he/she needs to know and practice the steps

involved. Would it help to watch a Leacher perform such

a demonstration in the classroom? If the teacher is to develop

a brochure, he/she needs to know the k :nds of layouts and mate-

rials that work best. Does the teacher need too see some sample

brochures before tring his/her hand at it? A module which pur-

ports to help the teacher use the overhead projector to present

19



information during a lesson, but (1) never mentions how to set up

and operate the equ ;rit, 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 to 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 seed to know 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 optional activities to supplement and

enrich the 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 (o 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 useeduring

a lesson, and the next learning experience involves presenting

a lesson using oral questioning techniques, the teacher should

not be required to use the questions from the previous learning

experience. The teacher should be given a choice as to questions

he/she could us-2.

As indicated earlier, the learning experiences should pro-

vide the teacher with the knowledge he/she needs concerning the

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 is 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

experienc,2s which prepare the teacher for his/her real school

demonstration of competency. All enabling learning ' xperiences

have three sections--

Overview

Activities

Feedback



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

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 learn-

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 overviews

after the learning experiences have been written. In either case,

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

Learning Experience I
OVERVIEW

Activity

I Optional
%Activity I

Activity

After completing the required reading, demonstrate knowledge of the
rationale for, and procedures involved in, directing field trips.

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

You may wish to view the sip' tape presentat on, "Field TripsThe Use of
Community Resources."

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

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

You will be evaluating your competency by comparing your completed
Self-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.

23
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State the enabling objective for the learning experience
in performance terms. Include the condition under which
the teacher will be performing the activity, and the
activity describing 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
elements of an effective lesson introduction.

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 in the objective, as
shown in Sample 15.

SAMPLE 15 11111110-1

After completing the required reading, anatyze the cumulative records of
some hypothetical students to determine the needs and Interests of those
students.

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

SAMPLE 16
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SAMPLE 17

In a simulated classroom or laboratory situation, sumrnarize a lesson.

Description of activities.--Each activity to be performed

needs to be listed in the overview.

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.)

For required activities (and feedback), use the future
terse, "You will be...," so the teacher knows that he/
she is not expected to complete the activity at this
point.

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

Activity
You will be reading the Case Script, pp. 12-13.

Activity You will be critiquing the performer-or, of the teacher described in the Case
Script, using the Critique Form, pp. 14-17.



In 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 19r.-

Activity

11III1M

You will be reading Green, Toachr-Mede Teats. pp. 88-78.

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
MMIIMMINIEn

( references, Michaels and Karnes,You may wish to read the supplementary
Optional Measuring Educational Achievement pp. 180-194; and Multiple-Choice

1/4 Activity Questions. A Clops Look.

%so.

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

Samples 13-21 illustrate the use of graphic symbols in the
CVE modules to identify the type of activity involved (solid
arrow for reuuired activities and feedback, broken arrow for
optional items, etc.). Such symbols are not absolutely
essential; however, module users learn to recognize these
symbols and to use 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

Activity19
Activity

Alternate
Activity

tte

Learning Experience HI
JVERVIEW

In a simulated situation. direct or critique the direction of a group field trip.

NOTE: The next two activities involve role-playing with peers. If peers are
not available to you, proceed directly to the explanation of the alternate
activity below

You viol be selecting a student performance objective in your occupational
area which lends itself to the use of a oroup field trip

You will de conducting peers on the planned field tflp and ineeliiig with
them ,.ter the trip to evaluate the experience

Your performance dn-cting a group field trip will be evaluated by your
peers, using the Grout) Fold Trip Checklist, pp. 33-42

You b, r e a d , ' .j to t,dies pr 43
pod,)rmance 'he toe.... 'r-, descr:bed

15 if' -;;(nt',10 critiques 01Ihe

Y "u will 1),,,,,/,cji,,11f,g your COMPetenCy iTI critiquing Inc, teachers perfor-
mance in directing group field trips by comparing your completed
cmtictue::, with the Model Critiques, pp 47-48



Statemenr of feedback.--Each learning experience should con-

tain one or more devices to provide the user with feedback. These

feedback devices need to be listed in the overview.

* The feedback statement (s) should indicate who will be
evaluating the activity, the method that will be used,
and the titles and page numbers of any forms to 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 Analysis Form with the Model Analysis.
pp 27-28

SAMPLE 23

f--,nmetenc y ;n intrnouc:og a lesson will Cu evaluated by your peers,
nr by your resource person using the Introduction (Meekest, op 29-39

Vol :1,-ii,; 11-1(1 1 r Ilk

petiencL, ;) L(,! !A-1 teacher in

he 0101I,i L01 l 2 L, For 1..hrit 1 i nc4 experience

shoulH be presolit,.H The activities and associated

r La 1:7 11 1 o,u. ch( :klists,

t. e. whi,Th the teacher is to com-

plete (I ry th,0 the reacher be able to

work ;t_ru Ili t..h.r())1 ; 1 row 1 out :k , wit hout

t l iv!) uu t 1. ht. , checkl is ts , etc. )

r) to



As indicated earlier, the enabling learning experiences

should provide the teacher with the knowledge and practice he/

she needs 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) achievement of

the enabling 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 learning activities could be used.

Cognitive Activities

reading an information sheet contained within the
module

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.)

observing an experienced teacher perform the
competency

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

meeting with an experienced teacher or other
expert to discuss concepts, obtain specific
information, or examine materials or systems
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meeting with peers in a small-group or seminar-
type situation to discuss and explore concepts, and
share ideas and. Experiences related to the competency

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

In learning experiences in which the teacher is to practice

or apply all or part of the competency, any number of learning

activities is possible, including the following types.

Practice Activities

reacting to and/or critiquing case studies or case
scripts

critiquing sample plans or materials

critiquing videotaped teacher performances

planning in writing

performing the skill in a simulated situation with
peers roleplaying students

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

operating equipment (e.g., audiovisual equipment)

writing reports, letters, etc.

analy:ing data (e.g., cumulative records)

Selecting learning activities.--Following are some general

guidelines for selecting learning activities.

* All learning 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



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 is not enough;
carefully review the material yourself.

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

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

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

Include supplementary activities (optional) to enrich
the learning experience ?rid 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.)

Keep the activities realistic. Don't require the teacher
to write 50 true-false questions if 10 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 outside readings and other sources made it much harder for

teachers to complete the modules.) In theory, t:lis means that

everything the teacher will need in order 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 to 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 document. This has several

implications for selecting learning activities, as follows:

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 substitute.

Activities which send the teacher to outside
sources can be included as optional activities,
unlessthey 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 those occasions wheHTTis critical
that he/she check the teacher's progress or review
a product or performance. 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 handbook,

to discuss sep:1_ately 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. In addition, guidelines for writing informa-

tion sheers and self-check activities will be outlined.

Writing directions.--The directions for each activity should

be simple, clear and complete.

i3e certain that you tell the teacher (1) what tc do,
(2) how to do it, and (3) why it is being done, as
shown in Samples 24-26.

SAMPLE 24

Activity For information concerning the purpose of lesson planning, ana the major
components of a good lesson plan, read the following information sheet:

SAMPLE 25

M111=MI -1171

I
(Optional
%Activity

4ftwo

If you are interested in seeing more sample lesson plans or lesson plan
formats specific to your service area, you may wish to check one of the
following sources! inservice teachers, s resource person, a library, or a
resource center. Try to locate a variety of 'orms for .1 variety of situations.

You might also want to discuss planning guidelines with an inservice
teacher or resource person. You may wish to structure the discussion
around certain key questions, e.g.:

What basic form or forms does he or she use in planning?
Does he/she use different forms for different purposes?
How much information do these forms include?
How does he/she involve students in the lesson planning process?
How much time does he/she spend each week ir preparing lesson
plans?

SAMPLE 26

/Optional
%Activity

You may wish to arrange to meet with your resource person andlor peers
who are also taking this module. At this meeting you could (1) discuss what
you have heard or read about performance objectives, (2) attempt to
generate sample objectives for your service area that are precise, or (3)
review existing objectives to determine if they are precise and action-
oriented.
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As Samples 25 and 26 illustrate, when activities call
for interviews or discussions with other people (e:-:peri-
enced teachers, peers, etc.), the teacher should bc.
suggestions for the kinds of questions to ask or areas to
pursue during the meeting.

As illustrated in Sample 27, when 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

, Opticnal
Act.vity

"=a0s.

For further information on using role-playing activities in the classroom.
you may wish to read Clark and Starr, Secondary School Teaching
Methods, pp. 238-242; Hoover, Learning and Teaching in it,e ovary
School, pp. 314-325: and/or Maier. Solem, and Maier, The Role-Play Tech-
nique: A Handbook for Management and Leadership Practice. Each of
these sources has applicability for both secondary and post-secondary
teaching; however, the Maier et al. text should prove especially valuable to
the post-secondary instructor. The text provides complete instructions for
a number of situations involving problems and conflicts associated with
job supervision and employment 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." "The Promotion

Interview,"

If the teacher is to cr
or some written product
a hypothetical teacher)
(1) what the teacher is
base the critique on (e
study; a critique form;
what is to be done with
writing). (See Sample

SAMPLE 28

itique a case study, case script,
(e.g., a lesson plan written by

, the directions should include
to read, (2) what he/she should
.g., questions following the case
an information sheet), and (3)
the material (e.g., critique in
28-30.)

The following Case Studies ijoscribe . how three vocatic.ial teachers
trained 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 it 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 the 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 to demonstra-
tions, and because students were gradually in-

volved in performing demonstrations, he figured
that by second semester he could turn the respon-
sibility 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?
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SAMPLE 29

The following Case Script describes how Mr. Martino. a vocational teacher,
demonstrated the principle of supply arid demand to his students. With the
criteria for presenting an effe.;tive concept/ principle demonstration in
mind, read the situation described.

CASE SCRIPT
Mr. Martino is sitting at his desk, wiping his
forehead with a handkerchief.

Mr. Martino:
This heat is terrible. Its almost too hot to hold
class.

The students ind;,:ate that they more than agree
with that statement.

It s hot enough to fry an egg on the sidewalk.
bet you'd rather be drinking a can of lemonade
instead of frying eggs.

Jett:
I could go for something cold to drink. I likeyour
Idea about not holding class even better.

Mr. Martino:
IM afraid you're stuck, Jeff . .. but back to the
lemonade. I have a can 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?

Activity

Mr. Martino:
I think I can come up with one more before you
melt. You win. You know, I did bring one for.
myself. I 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 Jeff offered me?

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

Mr. Martino:
It looks like no one's going to give me more than
twenty cents. I'll give Jeff lis drink for that, and
there's one here for Ben, too. Pay up, boys! Paul,

Below is a Critique Form with questions to guide you in preparing a written
critique of Mr. Martino's competency in demonstrating a principle. Read
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 easily YES NO

demonstrated.

Comments:

2. Was the demonstration set up whew it could be easily viewed by each YES NO
stJclent?

Comments
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SAMPLE 30

Below is a Lesson Plan which is partially incorrect and/or incomplete
Based on the material contained in the information sheet, The Why's and
Ho 'at's of Lesson Planning, pp. 6-15, critique in writing this plan. It is
suggested that you critique each section in turn, indicating strengths as
well as weaknesses.

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. In many cases,
the materials can be included in the module, directly
following the explanation of the activity, as illustrated
in Sample 31.

SAMPLE 31

Assume that you will be teaching an advanced course in typewriting to the
group of students whose cumulative records follow.2 Review these rec-
r niRking mental notes as to items of significance relating to the needs
.,r,a interests of these students Em a group. After you have reviewed the six
folders, analyze In writing the needs and interestssif the class as revealed
uy the data given. Consider the students' physical, social, emotional, and
educational needs, and their personal, school, and occupational interests.
The form or system you use for analyzing and recording the relevant
information is up to you; the important considerat;on is that you identity
those individual and group needs and Interests that would be significan' if
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-
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 person.

For the content you selected, write student per'_;rmance objectives in the
cognitive, psychomotor, and affective domains. Write at least ten cognitive,
five nsychomotor, and five affective objectives, numbering each objective
for eL .4 reference during feedback. Be sure that (1) each objective con-
tains statements of performance, condition, and criterion. (2) the perfor-
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 in 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
do if peers are not available. Sample 33 illustrates a
common pattern of activities for a learning experience
in which the teacher is to plan and present a lesson in
a simulated situation.

SAM PLE 33
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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 on of your peers to assist you in this learning experience This peer
will serve two functions' (1) he/she will role-play the student whom you are
directing in applying problem-solving techniques, and (2) heishe 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
follows and think through how he/she'would answer each question. The
questions are designed to help the peer think about his her real feelings
concernino the important considerations in selecting a lob.

JOB SELECTION SHEET
1. Which is more important to you. Job satisfaction or financial rewarc

2 Would you give up evenings and weekends to get ahead in your job?

3 Are you a "team player or a loner ",

4 If your lob required it. would you move to a city far away ft me town?

5 Do you react well to fierce competition. or does it make you uri. table?

6 Would you like to own your own business? he your own boss?

7 Which would you prefer. a 9-5 time clock sort of lob or one which leaves the responsibility for
completing work (whatever the hours) up to you?

8 Which do you prefer. city living or small town life?

9 Do you need a pleasant attractive worn environment in order to work efficiently?

10 How do you react to heavy pressure', deadlines?

11 Are you willing to put on financial reward rwork your way up) or do you expect immediate returns?

vobr per'' to assume that ne she Jr1 the follow:by Problem
:,4,ation Guide the peer .n identifyic ind defining the problem to be

delermicing the factors gatheong Or identifying information
riPpc1f)(1 IO 'WIVE? the problem examining possible so utions selecting a
tentative solution and mentally evaluating the propose;' solution NOTE;
Some relevant information may be missing If so, you will need to help the
peer determine wriat other facts are needed and how these facts can be
r_tt alert
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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 is
not available to you, turn to p. 29 for an explanation of the alternate activity.

Writing information sheets.--Most modules will present the

necessary background knowledge and information concerning the

competency in the fo' _rormation sheets (usually several

pages long) include, 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,

followed by planning and practice activities. The first learning

experience in most modules will include the reading of an informa-

tion sheet, and -ation sheets may be included in other en-

abling learning experiences, depending on the terminal objective

and how you have decided to structure the learning experiences.

Thus, writing effective information sheets which provide the

knowledge the teacher needs to understand and perform the compe-

tency is a critical aspect of your module writing responsibilities.

Following are recommendations for developing such information

sheets.
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The title of the information sheet should clearly and accur-ately reflect its content. If there is more than one sheetin the module, make sure the titles reflect the differencesin content. The CVE module Direct Student LaboratoryExperience, for example, contains five information sheets,one in each of the first five learning experiences. Thefirst provides a general overview of the teacher's respon-sibilities, and is entitled "Directing Student LaboratoryExperience." The remaining four cover the development ofjob sheets, operation sheets, information sheets, and workplans, and are entitled as follows--

Developing Job Sheets

Developing Operation Sheets

Developing Information Sheets

Directing Students in Developing Work Plans

Note the difference 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 howthe teacher should go about developing various instructionsheets. Titles such as "Job Sheets" or "Work Plans" lackprecision; they fail to indicate what type of performanceis being discussed.

The content of the information sheet should directlyrelate to the skill the teacher is to achieve. Itshould provide the step-by-step, practical, "how to" in-formation the teacher needs to be able to understand thecompetency and how to perform it in the teaching situation(see Sample 36). This is not the time to write a highlytheoretical treatise on the subject. Give the teacherthe kinds of concrete, useful information you would wantif you were an inexperienced teacher faced with theteaching responsibility being addressed.
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SAMPLE 36

Activity For information explaining the steps involved in the problem-solving pro-
cess ana describing how to use problem-solving as an instructional
method, read the following information sheet.

DIRECTING STUDENTS IN APPLYING
PROBLEM-SOLVING TECHNIQUES

Many situations in life present problems that
need to be solved A prob'em exists in any situa-
tion in which there is a difficulty or uncertfInty
which needs some creative or logical solution

There are several approaches that you, as a
vocational teacher, may use to direct students in
applying problem-solving techniques. Although
then; approaches wilt be discussed. in terms of
the, use with groups of students. these same
tecrmiques can be adapted for use with individual
students

Step I.--The first step in problem-solving is to
determine what the problem is' and to define it
clearly In normal circumstances. one recognizes
that there is some Fort of problem and then tries
to pm it down In the classroom, the problems to
be 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 manufactured by the teacher for timely intro-
duchon to the class

There are at least three methods of identifying
problems for the class to use (1) the problem can
be brought up by an individual student who is
experiencing the problem. (2) the teacher can
Present a problem area and then draw out the
spec ,fic problem from the class by asking stu-

Step II.After the problem has been formu-
lated and deficad clearly, the class needs assis-
tance in determining the factors that are involved
in, or associated with, that problem In other

words, what
questions

FfJLr need to be
answered,
and what

further in-
formation is

needed in
what areas.

before a ten-
tative solu-
tion can be

arrived at

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 involved in the part-time
lob. and (3) his financial status in terms of meet-
ing costs involved in transportation

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

If 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
effectively mastered if treated separately), the first in-
f-Drmation sheet should provide an overview of the important
considerations 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-
.:ular aspects of the competency.
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The information you provide should be applicable to all
service 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
as you can reasonably include, as illustrated in Sample 37.
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For information about the specific characteristics of the operation sheet.

and how to develop operation sheets for laboratory use. read the following

information sheet.

DEVELOPING OPERATION SHEETS

An operation is one step in the process al

doing a complete lob. Driving to the grocery store

for a quart of milk is a lob, but getting the engine of

the car started is one operation in that lob. Each

defined operation in a trade requires some special

knowledge skill ;,.nd is usually the topic of a

lesson or demonstration presented by the leacher

When the lesson is written out, duplicated, and

given to students, it becomes an "operation

sheet." For

example, in

the owner's

'manual of

every new

automobile

there is an

operation

sheet on

"How to

Start the En-

gine Oper-

ation sheets

are appli-

cable to all

types of

teaching in which the subject matter can be

analyzed into units of performance.

The following list of examples indicates one of

the operations that would be Involved in the given

job:

Occupation Job Operation

Auto Mechanics Engine turieii,p Remove and re

place spark plugs

COStnelology Manicure Apply nail

OOlish

Agriculture Propagate trees Make a veneer

grail

Cameo, hid a lip

ia

6),1TICII

70l)

Dressmaking Make a skirt Put in a zipper

Drafting Make a working Use a compass

drawing

ON ce Machines Produce stencil Make a menu

materials

Produce aPrinting in the press

letterhead

Upholstering Reupholster a Attach the

chair webbing

Modern textbooks in the occupational service

areas are usually filled with clearly written and

well-illustrated instructions for common opera-

tions. The teacher will find it worthwhile to de.

velop or duplicate operation sheets for the classif
e the op,,ration is new or unusual, or for some

other revson textbook instruction is not

available

students need to refer to instructions fre-

quently in order to complete the laboratory

work

it is desirable lor students tit have the opera-

tion sheet in their notebooks for future refer-

ence on the job

The operation sheet should be distributed to

each student individually when he or she is ready

for it. Such sheets may be provided to students

alter a teacher demonstration in a conventional

programor may be included in learning pack-

ages or modules in an individualized vocational

program. Sample 3 is an example of a simple

operation sheet that might be used in a vocational

agriculture lab.
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SAMPLE 3

OPERATION SHEET

OPERATION LE:

PURPOSE:

CONDITIONS OR

SITUATIONS FOR

THE OPERATION:

Making a veneer graft on tree stock.

The veneer graft can be used successfully to propagate fruit trees on

stock one year old or older,

Scions should be terminal, 3 to 4 incheslong,to 1/2 inch indiameter,

Buds should be swollen, but not sprung.

A large terminal bud on scion is preferred.

EQUIF4ENT, TOOLS, .0035" vinyl film strips

AN MATERIALS: sharp knife

PROCEDURE:

PRECAUTIONS:

QUALITY CRITERIA:

1. Make a slanting cut about 2" long in side of stock so that at the

bottom the cut is '116" to rte" in depth.

2. Make an angular cut at the base of the large cut so as to remove the

piece of bark and wood (Fig. A),

3. From the scion, cut a piece of bark and wood to correspondwith the

cut in the stock, (Fig. B)

4. Fit the little tongue on the base of thescion into the notchat the lower

end of the cut on the stock.

5. Wrap the graft snugly with a strip of vinyl film, leaving the terminal bud

exposed. (Fig C) The graft should lake in 3 or 4 weeks.

A

Stock with

chip removed

8

Scion

C

Scion In place

on talc, wrapped

Exercise extreme caution when cutting the scion with the razor-sharp

knife.

1. A large terminal bud was selected for grafting.

2. Cut in stock is at least 11/2" long and '116" in depth at the bottom.

3. Cut on scion fits neatly Mfl cut on stock.

4. Graft is securely wrapped with bud exposed.
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All information should be accurate and up to date, reflect-
ing the latest and best thinking on the subject. If there
is 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

Actwity
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 inevitable part of instruction and have never
cc nsidered 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 active 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
course. A grading system is a way of recording and
reporting those judgments so that they are mean-
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.

Written Evaluatlorts

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 contend 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 grade in terms of perfor-
mance. If you feel t,1,0 I, the use of written com-
ments will allow you ti) 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
and detailed. A student who receives a "B" on a

The reading level of the information sheet should be geared
to the ability of the average pre- and inservici teacher.
Avoid abstract theorizing; educational jargon; ong, compli-
cated sentences and paragraphs; and lofty vocabulary. For
example, compare the following two sentences.

"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."
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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).

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

Avoid plagiarism.

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.

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 methods...,"
not, "There are several methods that 'can be used by you...."

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 performing 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 simplc skills, or later information sheets covering

specific aspects of the overall competency, may be followed immedi-

ately by practice or application activities.) Following are

guidelines for writing self-check activities.
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Most self-checks in the CVE modules are composed of
essay questions covering the basic concepts presented
in the information sheet. This requires the teacher
to express, or apply the knowledge in a new way.
Some self-checks include matching, multiple choice,
or completion type items, oc some other device appro-
priate for checking the teacher's grasp of cognitive
information.

As shown in Sample 39, the directions for the self-
check should briefly explain what material the teacher

being tested on, the type ofitem(s) the self-check
contains, a-id how the teacher is to respond to each
type of item.

SAMPLE 39
AMMOMMLI

The following items check your comprehension of the material in he
information sheet. Directing Studs nts in Applying Problem - Solving Tech-
niques, pp. 6-15. Each of the five items requires a short essay-type re-
sponse. Please explain fully, but briefly, and make sure you respond to all
parts of each item

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

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).

Avoid items asking the teacher to "list." The self- -check
should require the teacher to do more than copy answers
from the information sheet.
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SAMPLE 40

The following items check your comprehension of the material in the
information sheet, Determining the Needs and Interests of Students, pp.
6-12. 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.

a

SELF-CHECK
I. Why should teachers be intercctad in collecting data about students' needs and interests?

2. After examining the students' cumulative folders, you discover that thereare no scores recorded for
standardized tests nor is there any evidence of previous employment. As a vocational teacher, what
steps could you follow to secure this needed information?

3. After you have examined the information in the cumulative folder, what informal methods could you
employ to find out additional information about students' needs and interests?

4. Based on your own experience and what you now know about determining students' needs and
interests, do jou think the procedures you would use, and the information you would seek to collect,
would differ if you were teaching at the post-secondary level rather than the secondary level? Exp!ain.



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

enabling' 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 ase

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 checklisrs con-

taining the criteria against which the written product is to be

checked. Learning experiences involving performance 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:

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

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

* However, 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,
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fresh 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 (almost 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

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 Collecting data about cents' needs and

interests 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
fill in 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 what interests
them, your goal of helping them achieve entry:
level competence in their chosen occupations
will be difficult, if not impossible.

2 Since there are no standardized test scores
available, you could arrange for a meeting with
the guidance staff. In your discussion with one
of the counselors, you could indicate which
tests you would like to administer:to the stu-
dents. If you were not familiar with administer-
ing standardized tests, you could ask the coun-
selor about the tests that should be adminis-
tered, and ask him/her to administer them. You
would check to make certain the tests are avail-
able and set a convenient time for the testing.

Information concerning your students' past
employment experiences may be available in
the vocational department or from the students
themselves. This information would be vital in
helping yOu understand the students' attitudes
toward work and the type of work with which
they have had the most experience.

3. In order to clarify, verify, or update informa-
tion about students' needs and interests. in-
formal meetings could be held with the stu-
dents' parents and also with the students. Inter-
views could be arranged with students' former
teachers. Questions may be asked the stu-
dents' peers In using informal tech; iques. you

may ask questions concerning the students'
hobbies; how they spend their free time; their
relationships with employers, former em-
ployers, peers, teachers, and parents; the home
environment; and how they earn their spending
money. Checklists and questionnaires 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 attitudes toward safety, a well-
constructed checklist or questionnaire might
serve the purpose better than time-consuming
and less structured informal discussions.

4. Basically. the procedures used ant.; the types
of information collected with post-secondary
(older,'more mature) students would be similar
to those at the secondary level. However, the
emphasis you placed on certain procedures
and certain kinds of information would proba-
bly differ. You would not, for example, expect to
interview the parents of an older, married stu-
dent with a full-time job. You might well, how-
ever, want to discuss this student's needs or
interests with a career counselor in the school's
guidance service. In examining the cumulative
records of your students, you would probably
not look for anecdotal records, but you would
expect to find more information on present and
previous work experience, and you might find
transcripts from other training institutions. In
o'her words. the procedures you used and the
inrormation you collected would reflect the fact
that the needs and interests of post-secondary
students are often quite different from those of
secondary students.

AL

ti 3

49



SAMPLE 42
MINMINIMMINI1=

Compare your completed written critique of the Case Study with the Model
Critique given below Your response need not exactly duplicate the model
response: however, you should have covered the same major points.

MODEL CRITIQUE
The best laid plans of mice and Mr. Lefkowitz ott

go astray. Mr. Lefkowitz certainly was off to an
excellent start in the first part of the course. He
took one macti::-!r: at a time, explained it, demon-
strated its use. allowed practice, and required skill
to be demonstriied according to an assignment
sheet.

Using a multitude of resources and instruction
sheets. he individualized instruction and cleated a
smoothly running laboratory situation. In addition,
these activities should have prepared them to
begin to develop their own work plans. Since ev-
erything went beautifully, Mr. Lefkowitz was jus-
tified in assuming they were ready to do so.

The failure of the majority of the students to
produce acceptable work plans was caused by a
number of weaknesses in Mr. Lefkowitz'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 Theo, 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 requiring
of them.

Providing students with verbal examples of lobs
from his own 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
in the first part of the course, he dropped their use
completely during toe 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 ben prepared and distributed. If
necessary, drawing tools and other materials
needed for eveloping the plans should have been
made available.

Rather than reci;liring a totally individualized ef-
fort. Mr. Lefkowitz 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
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e In those :,ases in 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

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

MODEL CiiiIlaUE
1 YES. The lb..., of supply and deinand is easy to

demonstrate by conducting a real sale.

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

3. YES. The teacher used the uncomfortable
temperature and the students' th -stcondi-
tions they could easily relate ti 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, not the smaller demonstration
plan.

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

5. 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.

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

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

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

8. 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.

9. YES. Discussion continued throughout the
demonstration, so that Mr. Martino got con-
tinuous feedback on whether or not the claw
understood the princole. Their summary
comments provided further feedback as to
their understanding of what had been demon-
strated.

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

11. YES and NO. Mr. Martino dismissed the class
after a discussion revealed that they under-
stood the law of supply and demand in terms
of 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.

,
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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.

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).

As shown in Samples 44-46, feedback directions fo:
checklists (or any other type of feedback device)
should be written to the teacher, specifying the
checklist to be used, who is to use it, and how the
teacher should proceed.

SAMPLE 44

1 'reewoack
After you have developed your prell.nina y lesson plan, arrange to have
your resource pn.son review and evaluate your plan. Give him/her the
Checklist for Preli,nina:, Less, Plan, p. 23, to use in evaluating your

SAMPLE 45

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



SAMPLE 46

Multiple copies of the Lesson Presentation Checklist are provided in this
learning experience. Give a copy to each peer, or to your resource person,
before making your presentation in order to ensure that each knows what to
look for in your iesson. However, indicate that during the lesson, all attention
is to be directed toward you, and that the checklists are to be completedafter the lesson is finished.

If you videotaped your lesson, you may want to self-evaluate using a copy of
the Lesson Presentation Checklist.

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.

The criteria should be stated in observable and/or
performance terms. Avoid vaaue, 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 probably ideal, depending
on the scope and complexity of the objective to be
achieved or the performance being demonstrated.

If you are using a stem, use one such as "The teacher:"
or "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).

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 fine/ 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: Place an X in the NO, PARTIAL, or FULL box to that
each of the following performance components was not accomr.ished,
partially accomplished, or fully accomplished. If, because of special cir-
cumstances, a performance component was not applicable, or it 'possible
to execute, place an X in the N' A box.

Name

0..

1411110 LIMO Porso n

In demonstrating the concept or pdnz.iple, the teacher:
1. selected an exar ple of the concept which could be easily

demonstrated

LEVEL OF PERFORMANCE

.

2. set up the demonstration where it could be easi:. viewed by each
student

3. related the new concept to students' previous experiences or instruc-
Lion

4. defined terms or gave background information when necessary

5. had all materials and equipment ready for use

6. performed the steps of the demonstration in a logical order 00
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 El E

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

11. had students analyze a new situation in relation to the concept
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Every feedback device should include a level of performance
stating the standard the teacher should have reached in
meeting the objective of the learning experience, and
indicating what he/she should do if this standard is not
reached.

If the teacher is evaluating his/her own work by com-
paring his/her responses with model responses, the
level of performance should be directed to the teacher
see Samples 48 and 49) .

SAMPLE 48

LEVEL OF PERFORMANCE: Your completed Self-Check should have covered tht same major points as
the model 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.
8-12 or check with your resource person it 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 some points or have questions about any additional points you made, review the material in
the information sheet. Demonstrating Concepts and Principles. pp. 6-12, or check with your resource
person if necessary.

off the resource person, peers, or teacher are completing
a chc-:klist, the level of performance should be directed
to ail 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 a NO. or
PARTIAL response, the teacher and resource person should meet to determinewhat additional activities the
teacher needs to complete in order to reach competency in the weak area(s).



Final Experience

Every PBTE module should conclude with a final leaning

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 to this

point should have been designed to prepare the teacher f_or his/

her demonstration 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 taking the other learning experiences.

(See Samples 51-53.)

The final experience has three sections:

Statement of the -terminal objective

Brief description ofthe activities to be performed

Feedback in the form of '',Teacher Performance A3sess-
ment Form to be co7Ipleted y., the resource person



SAMPLE 51

Learning Experience IV

Terminal
Objective

Activity

FINAL EXPERIENCE

While wol xing in an actual school sttuathn,' 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

involving students in planning field trips to achieve identified student
performance objectives
making or helping students to make all necessary arrangements
orienting students to the trips
involving students in evaluating and summarizing what was achievedby 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 sixweeks).

As you complete each of the above activities. document your actions (in
writing, on tape, through a log) for assessment purposes.

Arrange in advance to have your resource person review your documenta-
tion and observe at least one 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 comoetent in directingheld trips.
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Following are guidelines for developing the componcnts (Thf

the final experience.

Terminal Objective

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

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 is 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 communi!ly. 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.)

Include the condition under which the teacher will be
performing the final experience. 'For 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). In 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 good deal of the experience
outside of the school or classroom. If the objective
involves a specialized activity such as advising a
student vocational organization c,r coordinating coopera-
tive education, the condition should reflect this (e.g.,
"While working as a teacher coordinator in an actual school
situation...").

Activities

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

Generally, a single activity, in which you 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.



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,
orgFnizing 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-
Lies 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).
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SAMPLE 52

Learning Experience IV
FINAL EXPERIENCE

Activity

In an actual school situation,' use conferences to help meet student
needs.

As you fulfill your teaching duties, use conferences to help students who
are in need of assistance w.lh personal or personal- social problems, and
edu;ational and/or vocational planning. This will include

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
preparing for the conferences
conducting the confarencee
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
weeks).

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

Arrange to have your resource person review your documentation.

Your total competency 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 needs.



Whenever the
lesson, spec
Besting that
resource per
presentation

SAMPLE 53

fin,1 experf.ence involves presenting a

ial directions should be included sug-
the teacher submit his/her plans to the
son for approval prior to the actual
and assessment (see Sample 53).

Learning Experience lit
FINAL EXPERIENCE

Terminal
Objective

Ac'iivity

In an actual school attuatIon,* demonstrate a manipulative skill.

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

selecting, modifying, or developing a lesson plan which includes
detailed plans for presenting such a demonstration
locating and/or developing &II necessary eguipinent end materials

e preparing the physical setting for the demonstration
presenting the lesson to the class

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

Arrange in advance to have your resource person observe your lesson
presentation.

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

Based upori the criteria specified in this assessment instrument your
resource person will determine whether you are competent in demonstrat-ing a manipulative skill.

'Fa. a Oefinoton of &dual sch001 silUah On. fee the .hatC beck coy".

6 '



Feedback/Teacher Performance Assessment Form

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).

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 documentation. In some
cases (e.g., a lesson presentatiOn) only an observation
will be necessary. In 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
bark; on w.ich to assess the teacher's competency,

The Teacher Performance Assessment Form should follow
t'ae final experience page immediately.
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SAMPLE 54

TEACHER PERFORMANCE ASSESSMENT FORM
Introduce a Lesson (C-10)

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

Na,',

Dale

Fiesourcf. Peru,.

LEVEL OF PERFORMANCE

During the introduction, the teacher:
1 stated specifically what the objective(s) of the lesson was in

terms of student behavior

2 explained why the objective(s) was important in terns of
student needs ri

3 identified 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)

6 used motivational and or attention getting devices

7 provided opportunity for student response and partiCiPa-
tion

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

9 used instructional aids

was enthusiastic

LEVEL OF PERFORMANCE: All items must receive N A GOOD or EXCELLENT responses. If any item
rece, 'es a NONE. POOR. or FAIR response, the teacher and resource person should meet to determine what
o.dd,t,onal activities the teacher needs to complete in order to .?each competency in the weak area(s).
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The TPAF should include all the essential criteria the
resource person should be looking for in the teacher'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) thekey steps and procedures involved in performing thecompetency which you have presented to the teacher in
your information sheets and other background informa-tion, and (3) the criteria you have listed in anyprevious checklists contained within the module.

The TPAF should not list any criteria not previously
presented to the teacher. Similarly, the teacher
should have had a chance to practice or in some way

any performance called for in the TPAF.

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 checklistshould be reasonable (between 10 and 35 items), and(3) the stem used, if any, should focus the attention
of the evaluator on the performance.

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

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).

The level of performance should clearly state how well
the teacher must perform, and what to do if this levelis not reached.
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About Using the Center's PBTE

As indicated in the discussion of the About This Mo(:.l'ile page,

p. 8, any module you write should provide the teacher with in-

structions concerning how to use a module. In addition 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

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

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

a section defining the Levels of Performance for Find'
Assessment
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SAMPLE 55

ABOUT USING THE CENTER'S PBTE
MODULES

Organization
Each module 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
experiences, 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 terminal objec-
tive in the final learning experience. The final experience
in each module always requires you to demonstrate the
skill in an actual school situation when you are an intern,
a student teacher, or an inservice teacher.

Procedures
Modules are designed to allow you to individualize your
teacher education program. You need to take only those
modules covering skills which you do not already pos-
sess. Si:nilarly, you need not complete any learning ex-
perience within a module if you already have the skill
needed to complete it. Therefore, before taking any
module, you should carefully review (1) the Introduction,
(21 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 decisions:

that you do not have the competencies indicated,
and should complete the entire module
that you are competent in one or more of the en-
abling objectives leading to the final learning ex7
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, make 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-
peat the experience, or (2) complete (or review) previous
sections of the module or other related 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 help 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 Situation ... refers to a 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 M an actual school
situation. If you do not have access to an actual school
situation when you are taking the module, you can com-
plete the module up to the final learning experience. You
would then do the final learning experience later; i.e.,
when you have access to an actual school situation.
Alternate 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 Speclatty ... refers to a specific 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 suprixt-
mint and enrich the required items in a learning 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 enrolled and
receiving instruction in a secondary or post-secondary
educational institution.
Vocational Service Ares . . refers to a major 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 is 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 ability to perform it.
Fair ... 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 perform this skill in an
effective manner.
Excellent .. The teacher is able to perform this skill in a
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 of 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

key rules and items about which there are frequent questions. What-

ever is 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 procedures for writing, reviewing,

revising, editing, typing, and printing the mouule(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 responsj'dlities.

Sample 56 is an example of one such flow chart used by the CVE

staff in developing the PBTE modules.

Finally, module quality is a key concern. One way to ensure

module quality is to develop a checklist covering the criteria
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SAMPLE 56

1

Illustrations

2

Reading Check

3

Service Area
Check

Title Check

5

Media Review

MODULE

8

Prepare
Refinement
Materials

10

Alternate Review Team Member

REVIEW TEAM

18

Galley Check

(KR)

16

9

Review of Test Data
Refinement Decisions

(team)

11

Module Refinement
KQ'

LH

KR

I
12

Editorial Check
KQ
LH
KR

13

Review by Teacher Educator
JH
RN

GF

Final Check of Copy

(team)

(DP)

15

Prepare Copy for Printer

(LH)

17-19

AAVIM
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each module component, and the module as a whole, should meet.

Module 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 is an example of one such checklist used by CVE

staff in developing the PBTE modules. Sample 58 is an example of

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

quality, relevance, and usability.
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SAMPLE 57

MODULE QUALITY REVIEW CHECKLIST

MODULE TITLE

MODULE NO. REVIEWED BY:

Lan jit.ia

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 clearly stated, and complete.

Y E NO
4. The performance objectives are stated in observable terms. Y
5. The procedures describe the options available to the learner in completing the module. Y LE
6. The activities cli r,fY what the performance is, how to do it, and why it is necessary. YE' NO
7. The language is ,vely and interesting; not mechanical or pedantic.

YE NO
8. The language is geared to the level of an average reader in the target audience. YE'. NO

Learning Experiences

1. Learning experiences are sequenced logically.
YE: : NO

2. Learning experiences do not overlap.
NO

3. Learning experiences lead directly to competency in the performance objectives. YE NO
4. All required readings contribute directly to attaining the objectives. YE NO
5 All required activities contribute directly to attaining the objectives. YE;. NO
6. When an activity may be difficult to implement, alternate ways completing the activity are provided. YES NO
7. Opti.:nal learning activities are provided to give depth, variety, and flexibility to :he learning experiences. Y:- S NO
8. A range of activities is provided to accommo,.iate students of different abilities, ,,eeds, and interests. Y.1S NO
S. A range of activities is provided to allow for both individual and group worK. YES. NO

10. Role playing activities include role descriptions and situations to guide anyone playing a role outside
his/her own frame of reference.

YE. NO
11. The learning activities are varied and interesting, with a minimum of repetition from one It ::Wing

experience to another.
YS :, NO

12. Feedback is provided at the end of every learning experience. YE'. NC

Information Sheets (Criteria in the "Language" section apply hire.)

1. The module is self-contained, if at all possible.
YES NO

2. Information sheets contain up-to-date and accurate information. YE', NO
3. Information sheets are concrete and tangible; not vague generalities or lists of criteria: they tell "howto do it." E,, NO
4. Information sheets are relevant to vocational education, with examples drawn from various service

areas of vocational education.
YE' NO

5. Selected pages of outside resources are used as enrichment and/or reinforcement activities. YE'L NO
6. Outside resources are not more than 10 years old (unless they are of exceptional valuel Y
7. Readings (information sheets and outside references) are complete in that they provide the learner

with all information needed to complete the module. YE'. NG
8, Outside references are standard enough that they should be readily available to . oy module user. YES NO

Self-Checks, Mode! Answers, Checklists

1. Self -checks are thought provoking and require application of information; not rote responses. YES NO
2. Self-checks comprehensively reflect the information provided in the learning experience. YES. NO
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3. Sell checks are not obvious: they require an understanding of the knowledge important to achieving
the competency. YES NO

4. Model answers are provided to reinforce learning and clarify concepts. YES NO

5. ,hecklists and assessment forms are Stated in observable, performance terms. YES NO

6. Checklists include al, the criteria necessary for successful performance. YES NO

7. Checklists actually assess the learner's progress toward the objective. YES NO

8. Checklists are of reasonable length and complexity, with no more than 25-30 items. YES NO

9. Alternatives to peer evaluation are provided for those learners who cannot arrange to work with peers. YES NO

10. Each feedback device includes a stated level of performance. YES NO

11. Evaluations provide for recycling if the level of performance is not met. YES NO

Media

1. The media s applicable to all vocational service areas.

2. The media illustrates, clarifies, reinforces, or extends the concepts intr,,,duced in the module; it doesn't
simply repeat them.

3. The media realistec,i.o., the teacher, students, and real se! ,o1 setting are beievable.

4. The length s+ the media is reasonable (10 to 20 minutes).

5. The media interesting visually/aurally.

6. The is clear visually/aurally.

7. I' the mech.: includes an Exemplary instructor, die instructor:
a relates well with students.

uses student feedback.
c uses media or teaching aids where appropriate.
d presents information geared to the needs of the students.
e teaches 'in the basis of up-to-date learning theory

8 Tile media is free 'acial and sex bias.

9. The media lively and action-oriented.

10. 1 he inform ,'ion is presented in a logical sequence.

Overall

1. The moduli delivers on the objectives.

2. the moduli meets format specifications.

3. f he moduli is internally consistent :,,bjecives activities. feedback devices. ere. do not contradict
other, lirectly or indirbctlyr

4. learninc experience other than the fine. earning experience requires performance in an actual
school situ.:ron

5. i.}oportunitv is provided for practicing any performance which must he executed in the real world.

6. I hn final le ning experience requires performance in an actual school situation

7 The learnin ; exp2rienceS are realistic: i.e., they do not require an unreasonable an rent of prior knovv1-
oder! or or ; me on the part of the learner.

8. Implement- 'ion of the module is feasible and practical, i.e., it does not require an unreasonable amount
of rile resoice person's time.

9 l_ean:ng ac. woes. information sheets, case studies, resources, etc. provide equitable re, resemation
of the vane: service areas in vocational education.

10 %or .ntrocke 'ory statement is provided which motieates the student by explaining why the competency
i, needed. n simply what ne competency consists of.

11 An introdu; .ory statement is provided which places the module in d frame of reference with other
frf. "QS in no category, and with the broad theory of vocational education.

1? Ai: lecessa,. or desirable prerequisite competencies are listed.
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YES NO

YES NO

YES NO

YES NO

YES NO

YES NO

YES NO
YES NO
YES NO
YES NO
YES NO

YES NO

YES NO

YES NO

YES NO

YES NC

YES NO

YES NO

YES NO

YES NO

YES NO

YES NO

YES NO

YES NO

YES NO

YES NO



SAMPLE 58

PBTE MATERIALS CHECKLIST

Directions: Place an X in the NO, PARTIAL, or FUL,L 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 produc47 (performance) criteria is
not applicable, place an X in the N/A column.

1 The instru iona package is based on
one cr mor.2 competencies identified as
important to vocational teachers,

The basis of competency identification
(the research method or other proce-
dures used in identifyin the compe-
tencies covered) is made clear

The package was pilot or field tested
before being disseminated for use

The target group for the package is
preser-ic',a and/o,: inservice vooatinnal
teachers

5. The content is c,ilevant to the ne.?.ds
L.: vocational teachrs

6. The information is up to dace

7. The package contains the following
basic component;:

a. clear directi-ms for using the
packac,,

b. a rationale or is,troducticn
explaining the importance of the
skill being covered

c. a listing of performance objectives.

d. clear, complete explanations of
the activities to be ccmpleted
order to reach each objective

e. information sheets or reference to
a mi,iimal number of outside refer-
ences containing the needed infor-
maton
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LEVEL OF PERFORMANCE

N/A NO PARTIAL
delsomor

FULL



devices for immediate feedback

. a criterion-r-ferenced post-
assess,nent form designed to measure
actual performance

8. The package also contains the following
components (optional):

a. a listing uf prerequisites

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

c. a pre-assessment device

9. The package either includes all neces-
sary materiLls clearly specifies
what is neeued

10.. The package contains a variety of
realistic activities

11. Opportunities for recycling activities
are Included...

12. The package provides opportunities for
trainees to interact with peers,
resource person, and others

13. Sapplementary enrichment activities
are provided to meet the needs of
interested learners

14. The package format and ,activities allow
for flexibility and thus can meet the
needs of persons with different learn-
ing styles

IS. The learning activities are sequenced
in a logical order'

16. The package is well-produced (e.g.,
Jood grammar, correct spelling, clear
Layout, clean copy, neat corrections,
otc )

17. An implementation and/or a user's guide
is available as supportive materials....

LEVEL OF PERFORMANCE

N/A NO PARTIAL FULL


