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CHAPTER I 

INTRODUCTION 

A basic problem in teacher education has been to 

produce realistic learning experiences that involve pros

pective teachers in the processes and problems encountered 

in the teaching profession. Early in preparation for 

teaching, prospective teachers have been exposed to prin

ciples of learning but have been given a limited oppor

tunity to reinforce their knowledge and to apply principles 

of learning to real classroom problems. Later, when par

ticipating in student teaching, prospective teachers have 

been confronted with classroom situations such as dis

ruptive talking, student inattentiveness and complaining, 

and have been unable to recognize basic principles of 

learning which would have guided their action in handling 

such situations. 

Hoover (1:459-60) recognized that problems of main

taining effective class control are even more acute today 

than they were two or three decades ago. In attempting 

to manage a class effectively, beginning teachers espe

cially have been prone to seek quick solutions to disci

pline problems. They reasoned that if this one problem 

could be worked out, their chances of survival were 

assured. \Vhile this reasoning process may have been valid, 

classroom problems have generally been considerably more 
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complex. Hoover (1:4^3) emphasized that today, most edu

cators have accepted the well established proposition that 

classroom problems are caused; that the school experience 

must be adjusted to fit the child. Hoover endorsed the 

philosophy that the guiding principles for effective moti

vation and instruction are essentially the same for effec

tive discipline. 

College professors have attempted to involve pros

pective teachers in the application of learning principles 

basic to motivation and classroom management through dis

cussions and role plays. However, as Hoover (1:90) sug

gested, usually the college professor^s only frame of 

reference has been his own or his student teacher*s ex

periences. The prospective teachers have not been able 

to identify with the teacher*s role in such experiences. 

They were still the students. 

Another problem facing educators has been to find 

ways to involve students in application and analysis of 

principles of learning through means that would include 

the consequences of decisions made. In his address to the 

American Association of Colleges for Teachers, Woodruff 

(2:31) stated that teachers may activate decision-making 

behavior by learners by any of four means, the second of 

which was simulated situations, when they are effective. 

Simulation has received considerable investigation 

as a method for bringing reality into the classroom. 
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Kersh (3) has investigated the effect of size and nature 

of simulated incidents on the development of problem 

solving ability. Broadbent and Cruickshank (4) have 

studied the effectiveness of simulation for presenting 

critical teaching problems of student teachers. Twelker 

(5) has been interested in a variable called "density" of 

instruction. He defined simulation as a "means of pro

viding opportunities for students to integrate a number 

of different objectives at one time in a lifelike con

text." (5:9) 

Each of these major studies of simulation in teacher 

training has been focused on student-teaching in the first 

year of teaching. The major emphasis has been placed on 

exposing prospective teachers (involved) to simulated 

situations and testing their ability to re-establish an 

atmosphere for learning. Training has not emphasized 

attaining principles of learning at the lower levels in 

the cognitive domain. Could simulation be a more effective 

method for teaching principles of learning than it has 

been in the past? This, and related questions, stimulated 

the undertaking of this study. 

Need for the Study 

The nature of problems perceived by student teachers 

has indicated that students preparing to be teachers have 

needed specific experiences that would have trained them 

in analyzing problem situations and applying principles 



4 

of learning taught in the first education course in order 

to solve classroom problems. In addition to meeting the 

needs of prospective teachers, the value of having identi

fied significant problems would be magnified if a success

ful method can be found for training prospective teachers 

to manage problems which prevent or break down an atmos

phere for learning. These two basic needs for research 

in the area of simulation training in teacher preparation 

and specific needs reported in the review of literature 

justified the purpose of the study. 

Statement of the Problem 

The major problem of the study was to investigate 

the use of simulation in teaching selected principles of 

learning to prospective teachers enrolled in the first 

home economics education course at Texas Tech University. 

Questions related to the problem were: 

1. What are the major problems confronting home 

economics education student teachers? 

2. Which principles of learning appear appropriate 

for solving specified problems? 

3. Are certain personality factors related to 

students' cognitive attainment of principles 

of learning? 

4. What relationship exists between students* 

cognitive attainment of principles of learning 



lows: 

and grade point average, credit hours completed, 

and completion of educationsl psychology? 

Purposes of the Study 

The underlying purposes of the study were as fol-

1. To utilize findings from previous research re

lated to problems of Texas Tech University home 

economics education student teachers. 

2. To select principles of learning that appear 

appropriate for meeting specified problems of 

student teachers in home economics education 

at Texas Tech University. 

3. To develop behavioral objectives relating class

room problems and principles of learning. 

4. To develop and utilize video taped simulations 

for teaching selected principles of learning 

to prospective teachers in the experimental 

groups. 

5. To compare simulation with a conventional method 

of teaching. 

6. To develop and administer an objective test to 

the experimental and control groups to measure 

prospective teachers* attainment of principles 

of learning at all levels of the cognitive 

domain. 



Hypotheses of the Study 

The study was undertaken to test the following null 

hypotheses: 

1. There is no significant difference between the 

mean scores on the objective test of students 

in the experimental and control groups, 

2. There is no significant difference between the 

mean objective test scores of students who had 

completed a course in educational psychology 

and students enrolled in an educational psychol

ogy course, 

3. There is no significant relationship between 

second-order factor scores on the Sixteen Per

sonality Factor Questionnaire and the subjects' 

scores on the objective test, 

4. There is no significant relationship between 

the subjects' mean over-all grade point average 

and the mean objective test scores, 

5. There is no significant relationship between 

the mean of students' total semester hours com

pleted and the mean scores on the objective 

test. 

Scope and Limitations 

The population of this study was limited to home 

economics education majors enrolled in the first home 
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economics education course, Philosophy and Principles of 

Vocational Home Economics, during the spring semester, 

1970, at Texas Tech University. Data were tabulated only 

for students who completed the instruction and testing. 

The classroom situations presented through simu

lation emphasized only overt student behavior which the 

prospective teacher must handle. Training in the first 

education course does not attempt to equip prospective 

teachers with psychological concepts necessary for ana

lyzing high school students* problems which may have stimu

lated their overt behavior. Video-taped simulations of 

classroom problems were limited to those developed by the 

research team of Bell, Bourland and Fry. The type of class

room problems used was limited to those Bell (6) found to 

be significant problems of home economics education stu

dent teachers at Texas Tech University. 

Principles of learning included in instruction and 

testing were limited to principles included in Watson*s 

What Psychology Can We Trust? (7). The investigator recog

nizes the fact that managing classroom problems involved 

both the cognitive and affective domains when utilizing 

principles of learning. However, this study was limited 

to the measurement of cognitive attainment by the students. 

Instructional facilities were limited to those available 

for use by the department of home economics education at 

the time scheduled for the classes to meet. 



Personality variables were limited to second-order 

factor scores from the Sixteen Personality Factor Question

naire. In addition to these personality factor scores, 

independent variables were limited to the instructional 

method, students* grade point average, total semester 

hours completed by students, and students* completion of 

educational psychology. Statistical analysis of the data 

dealt with group scores rather than individual scores. 

Definition of Terms 

The following terms were defined in relation to 

their application to this study: 

1. Principles of Learning—Psychologically sound 

statements that can be made about learning and can be true 

regardless of the situation. 

2. Simulation—A re-enactment of a real classroom 

problem to involve the participant and require him to re

spond, employing specific principles of learning. 

3. Video-Taped Simulation—Simulated classroom 

problems recorded and played on a video tape recorder 

allowing the instructor to replay incidents, to be selec

tive in presenting classroom problems, and to provide a 

visual frame of reference for students involved in the 

instruction. 

4. Prospective Teachers—Students enrolled in the 

first professional course in home economics education at 
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Texas Tech University. Emphasis is placed on developing 

a philosophy of education, an understanding of the voca

tional homemaking program, formulating instructional 

objectives and generalizations, and studying about teach

ing techniques. Home economics education students involved 

in the study will be referred to in the study as prospec

tive teachers. 

5. Experimental Group—Two sections of prospective 

teachers enrolled in the first home economics education 

course. These two sections were scheduled back-to-back. 

For the purpose of instruction, they were combined to form 

the experimental group. In regular class instruction, 

these were each taught by different instructors. 

6. Control Group—One section of prospective 

teachers enrolled in section three of the first home eco

nomics education course. Philosophy and Principles of 

Vocational Home Economics, taught by an instructor other 

than that of the experimental groups. The methods used 

for teaching principles of learning v;ere selected by the 

instructor and did not include simulation. 

7# Sixteen Personality Factor Questionnaire— 

A factor standardized personality questionnaire, developed 

through factor analysis, and designed to measure the major 

dimensions of human personality comprehensively, in young 

adults and adults from sixteen or seventeen years to late 

maturity. 
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Basic Assumptions 

The following assumptions underlying this study 

were based upon the findings of research in the areas of 

principles of learning, simulation, and development of 

objective tests. 

1. Principles of learning can be taught at each 

level of the cognitive domain through use of 

simulation. 

2. The earlier students learn to use principles 

of learning to manage classroom problems, the 

more effectively they will use those principles. 

3. To solve more complex problems, a prospective 

teacher must be able to formulate higher order 

principles 

4» Simulation can establish a common frame of 

reference for students and the teacher when 

learning to allow specific principles of learn

ing to operate in the classroom. 

5. The extent of a student*s ability to use his 

cognitive attainment of principles of learning 

to solve classroom problems can be measured by 

an objective test based on the instructional 

objectives. 



CHAPTER II 

REVIEW OF PREVIOUS RESEARCH 

AND RELATED LITERATURE 

To meet the purposes of the study, a review of pre

vious research and related literature in the areas of 

problems of student teachers, simulation, principles of 

learning, and objective test construction was essential. 

The contents of this chapter report the major findings 

from the literature and research reviewed. 

Problems of Student Teachers 

Findings from Bell*s (6) study indicated that stu

dent teachers have feelings of inadequacy when faced with 

real problem situations in the classroom. Twelker (5) 

reported that although educational psychology and methods 

courses have attempted to teach prospective teachers the 

skills that may develop an atmosphere for learning, stu

dent teachers have been unable to transfer principles 

into a functional form to solve problems which occur. Two 

major investigations of specific problems perceived by stu

dent teachers have been conducted. 

Bell (6) investigated problems perceived by co

operating teachers and student teachers in home economics 

education at Texas Tech University. Over 100 problems were 

listed on a questionnaire and mailed to the student teaching 

11 
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centers. Fifteen problems perceived by student teachers, 

significant at the .01 level, have been listed in Ap

pendix A. Broadbent and Cruickshank (4) conducted an 

investigation to determine problems perceived by 163 first-

year teachers. Of 117 problems included on the Perceived 

Problems Inventory, thirty-two were significant at the .01 

level. Problems found to be significant in both of these 

studies reported have been starred in the list of problems 

(Appendix A). 

Simulation 

The definition of simulation has encompassed a 

variety of meanings and applications. Monroe (S:2) reported 

that for a time the term simulation meant "deception" or 

"misrepresentation." Today, the term has been applied to 

a variety of technical activities in which models of real 

situations have been created for the purpose of testing 

or teaching. Simulation has been based on the philosophy 

of "let*s try it out and see what happens." (̂ :2) 

Cruickshank (9:23) defined simulation in education as 

the "creation of realistic games to be played by partici

pants in order to provide them with lifelike problem-

solving experiences related to their present or future 

work." Jerry (10) recognized an important aspect of simu

lation in relation to the preparation of teachers. She 

reminded educators that simulation is simply an added tool 
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or a refinement of old techniques used in teaching. To 

her, "simulation teaching meant the reproduction of a 

situation or set of circumstances to which the learner 

must respond by making a decision or by taking action." 

(10:^2) 

History of Simulation 

One of the major techniques used in military train

ing since the first war fought has been simulated war 

games (11). Targets for rifle firing made in a shape which 

simulated the contour of a man were the first forms of 

simulation. In recent times, the word simulator has more 

commonly been associated with a single set of equipment 

which could by itself represent to its operator a very 

large portion of the situation required in the use of a 

weapon system. Seated in a covered cockpit, the operator 

of such a device carried out nearly all of the activities 

required in a real airplane (11). 

Simulators have not always assumed the form of hard 

equipment. Important tasks of navigation and intelligence 

interpretation have been represented by simulated maps or 

aerial photographs (11:224)- The task of providing nev/s 

coverage in a form conceivable to the public has prompted 

the news media to use simulated models of the moon*s sur

face to illustrate the events which have occurred on recent 

space flights. 
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Perhaps the most sophisticated simulation tool yet 

constructed has been a computer controlled manikin de

veloped by the University of Southern California, a device 

known popularly as "Sim One" (12:55). A plastic skin 

resembling that of a real human being in color and texture 

has given Sim One quite a life-like appearance. Sim One 

has been given the configuration of a patient lying on an 

operating table, left arm extended and ready for intra

venous injection, right arm fitted with blood pressure 

cuff, and chest wall having a stethescope taped over the 

approximate location of the heart (12:55). The physio

logical responses to what was to be done to "him" were in 

real time, and occurred automatically as part of a com

puter program. 

Descriptions of Simulation Designs 

Gagne (11) reported that simulators have been de

signed to represent military tasks within all of the 

following categories: procedures, motor skills, identi

fications, conceptual tasks, and team functions. As in 

military training, civilian education has two major 

stages: a stage of initial learning and a stage of final 

consolidation (linking together principles) and maintenance 

of skills (11). Gagne (11:239-241) emphasized that the 

use of simulators is frequently what makes the difference 

between a really competent technician (or teacher) and 
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one who has acquired only "book-knowledge" or "theory." 

In reference to military training, he concluded that the 

practice of skills, procedures, and decisions that put 

"knowledge" into practical action could be most effectively 

carried out in a situation which represents the real situ

ation, that is, in a simulator. 

Characteristics of Educational 
Simulations ~" 

Monroe (8) compared simulation to children's play as 

they pretend aspects of their present or future life experi

ence. In contrast, childhood games provide little more than 

social experience while educational simulations have been 

designed to achieve specific objectives in the areas of com

munication, problem solving, scientific inquiry, information 

management, or decision making, Monroe (8:2) stated that 

four principal characteristics were to be present when simu

lation was used as a tool in training. First, it started 

with an analogous situation. Second, simulation provided 

for low risk input. Third, it fed back consequences sym

bolically. Fourth, it was replicable. 

Numerous advantages of using simulation materials 

have been listed in the various literature on simulation 

reviewed in this study. In relation to this study, the 

advantages of simulation over other learning experiences, 

including student teaching, were that simulation: 

stimulated interest and motivation in learning 
and encouraged subjects to behave as they might 
in reality; 
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. permitted the learner to profit from mistakes 
that might be disastrous on the job; 

. provided the subject with concepts, models, or 
other information which could not always be pro
vided in an actual situation; 

. bridged the gap between textbook learning of 
theory and the operational real-life situation; 

. delimited the "it depends" escape by the presen
tation of detailed information pertinent to the 
problem; 

. permitted deliberate omission of unimportant as
pects of an operational situation; 

offered the student an opportunity to alter his 
behavior as a teacher in view of the feedback 
he received; 

. offered the student an opportunity to build his 
own strategies of searching for cues that sig
nalled a decision-making process on his part; 

Allowed solutions to be derived in an intellec
tual rather than an emotional setting even though 
simulation involved the student emotionally; 

provided an extremely useful research medium for 
collecting normative data on behavior and per
formance in identical situations (3, 4, 5). 

Related Research 

In professional education, simulation materials were 

first introduced to establish a common setting wherein the 

problem-solving behavior of administrators performing 

paper-and-pencil, in-basket tasks could be analyzed (9:24). 

The next major application of simulation to education in

volved student teachers. In 1963 the National Defense Ed

ucation Act provided research funds for the Oregon System 

of Higher Education under the direction of Kersh (3) to 
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measure technical effects of the size and motion of simu

lation materials on the learner. 

Kersh*s study (3) had as its primary purpose the 

development of principles and skills required in the pro

duction of classroom simulation materials in order to pro

mote the student teacher*s ability to detect, to diagnose, 

and to resolve teaching problems. A secondary purpose was 

to detennine the need for "realism" in the simulation pro

cedures used in teaching. Variables controlled in the 

simulation were the size and motion in projected images. 

Kersh patterned his simulations after Rvans' Theory. 

Ryans treated the teacher as an information-processing 

system which received information, evaluated, made decisions 

on the basis of information, encoded messages for the stu

dents, and transmitted the messages using the appropriate 

communication channels. The immediate purpose for which 

information was processed by the teacher system was to 

facilitate the pupils* acquisition of knowledge, under

standing, and attitudes (13). In short, teacher behavior 

could not be described or prescribed independently of pupil 

behavior. 

Also using Ryans* model for developing simulated 

models, Twelker (5:41) made the following statement. 

In terms of Ryans* model, student teachers have 
little opportunity to learn how to discriminate be
tween (and evaluate) cues that are the basis for 
decision making and cues that represent problem-
free activities. Also, the student teacher has 
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little opportunity to practice responding to these 
situations, making decisions, and considering the 
possible consequences' of his action. 

In the simulated experiences tested by Kersh (3), a 

teacher trainee was presented with problematic situations 

through one of four modes; large moving pictures, small 

moving pictures, large still pictures, or small still pic

tures. After reacting to classroom students* behavior, the 

trainee was shown how the children might have reacted to 

the alternative manner in which he handled the situation. 

Analysis of data revealed a statistically insignifi

cant difference between small, still, and moving projections 

tested (3:51)' The less realistic small projections were 

the most effective. Kersh interpreted the reason to be that 

the learner was more relaxed and could be more analytical 

in his thinking before a less realistic, small-sized screen 

(3:51). 

Closely related to the Kersh study was T̂ velker's test 

of "Successive vs. Simultaneous Attainment of Instructional 

Objectives in Classroom Simulation" (5). His was a study 

of an interesting instructional variable called "density" 

of instruction, which referred to the number of objectives 

or learning functions that could be covered in instruction 

at any one time. 

Emphasis was placed on problem identification, re

sponse flexibility, and consequence prediction by the 

teacher trainee as a representation of the trainee's 
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utilization of standards for teacher behavior. Eleven 

standards for teacher behavior developed by Kersh in 1963 

were used in three training modes; (a) four at a time (the 

simultaneous mode), (b) two separately and two together 

(the combination mode), and (c) one at a time (the suc

cessive mode) (5:10), 

After viewing a filmed problematic episode, the sub

ject was required to: 

(1) identify salient cues that signaled the prob
lem (discrimination of cues), 

(2) enact a number of alternative responses to the 
situation, so he could have an opportunity to 
try out a n\iraber of different responses (re
sponse flexibility), 

(3) predict accurately the consequences, i.e. sub
sequent behaviors of pupils in response to 
each of the alternative responses (prediction 
of consequence), and 

(4) identify from a list of standards of teacher 
behavior those that constituted the most ap
propriate response for each episode (knowledge 
of standards) (5:11). 

Twelker (5:11) felt that practice of these learning 

functions in a simulated classroom would result in: 

more rapid identification of crucial cues, there
by enabling the prospective teacher to be more 
able to "nip" the problem in the"bud": 

• awareness of a greater number of alternatives 
(optional responses) to problem situations; 

increased accuracy of prediction of the conse
quences of the various alternate responses; and 

• increased ability to select and enact the most 
effective responses based upon viable standards 
of teacher behavior. 
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Instruction of the experimental group provided the 

simulation of a single class of pupils. Presented to the 

teacher trainee were printed descriptions of the school 

and community, cumulative record files describing the stu

dents, and sound and motion pictures showing children in 

a nvimber of problematic situations. Twelker used instruc

tional response sheets (5:105) and prompting questions at 

each stage of problem solving (5:71). 

Recalling that Twelker was studying the density of 

instruction through simulation, the conclusion that the 

simulation was found to be a more efficient method of 

training, as determined by statistical analysis, may be 

timely. The basic difference in the instruction used by 

Twelker (5) was that the volume of specified knowledge and 

skills needed by teachers was increased. 

Another government sponsored study of simulation was 

conducted by Cruichshank and Broadbent (4). Ten of the 

thirty-two problems of beginning teachers identified in Phase 

I of the study were developed into filmed simulations. 

The study was conducted to determine (1) the effectiveness 

of simulation for presenting critical teaching problems 

and (2) the effect of exposure to simulated critical teach

ing problems on student teachers (4:1). 

Two samples of forty participants were selected 

randomly from education students at the State University 

College at Brockport, New York. In general, five objectives" 
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were developed for the simulator experiences (4:40). 

to enable each participant to assume the role 
of Pat Taylor, a beginning teacher; 

to provide each participant with professional 
materials normally available to teachers; 

to expose participants to critical teaching 
problems through simulation; 

to provide participants with opportunities to 
analyze and solve the problem; and finally, 

to provide opportunities for participants to 
project and react to each other. 

To achieve these objectives, Broadbent and Cruick

shank trained the experimental groups through simulation 

in lieu of their first two weeks of student teaching. Con

trol groups went as scheduled to their student teaching 

assignments. 

Broadbent and Cruickshank (4:43) also relied on 

Ryans as a model for their problem analysis Incident Re

sponse Sheet which required the student to define the prob

lem and the task, retrieve and integrate appropriate in

formation, consider alternative solutions and predict their 

consequences, and select one alternative as the "best". 

Following independent problem solving, using the 

response sheet, participants in groups of four interacted 

for fifteen minutes to each other*s solutions, sometimes 

using role play. Forty-five minutes was allocated for 

participants to react to the problem as a group. The 

group often chose or was directed to engage further in 
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role play in response to group discussions (4:43). 

Based on the analysis of data collected through 

numerous instruments, simulation training proved to be at 

least as effective as an equal period of student teaching 

in the areas of student change, confidence, teaching behav

ior, and the amount of time needed to assume full teaching 

responsibility as a student teacher. The students who 

underwent simulator training experienced significantly 

fewer teaching problems, as reported by their supervising 

teachers, than did the control group students (4:102). 

In a discussion of the development of the simulator, 

the investigators reported that the use of videotape re

corders proved to be a great aid in producing satisfactory 

incidents with a minimum of time and expense. Broadbent 

and Cruickshank (4:92) described the usefulness of video 

taping simulated incidents in the following manner: 

The use of the camera as a representation of 
the teacher*s view of the situation presented 
many difficulties, but appeared to provide the 
realism required to insure involvement in simu
lation. 

The investigators recommended that one change in 

their procedure might help to make the simulation more 

effective. The change would be to allow the instructor 

to schedule incidents according to his analysis of the 

needs of the participants. The investigators also suggested 

that the instructor might provide special assignments, 

theory sessions, or other experiences to strengthen 
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areas of weakness he found in the participants' perform

ance. In conclusion, the investigators recommended that 

simulation materials needed to be completely revised in 

order to emphasize a set of principles. 

Principles of Learning 

Broadbent and Cruickshank (4) and Kersh (3) each 

recommended that future simulation training in teacher 

preparation provide some input on the knowledge and com

prehension levels of a set of principles basic to the 

content of the simulation. Hoover (1) vividly presented 

the beginning teachers' attempt to handle classroom prob

lems as an immediate reaction to student behavior. He 

recommended that classroom problems might be dealt with 

more effectively if the teacher had a better understand

ing of the complexity of the problem, Hoover's (1:460) 

conclusion was that principles basic to solving classroom 

problems were essentially the same as those underlying 

effective motivation in instruction. The following exam

ples were some of the principles that Hoover (1:483) 

identified as having a close relationship between the 

areas of discipline and instruction: 

. Regard is more effective than punishment. 

. A clear understanding of purpose enhances 
motivation. 

. It is economical to capitalize on existing 
interests. 

. If a task is too difficult and if assistance 
is not readily available, frustration 
quickly leads to demoralization. 
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A review of the texts being used in educational psy

chology was focused on chapters dealing with learning, be

havior, or principles of learning. Although no actual iden

tification of principles of learning as such was presented 

in a collective form, lengthy discussions of factors which 

motivate and influence learning consumed a large portion of 

the texts. In general, concepts covered by the texts were: 

attitude, curiosity, imitation, maze, motivation, readiness, 

repetition, self-confidence, presentation of v/hole vs. part, 

flattery, competition, and forgetting.. In contrast to the 

other texts, Watson (7) identified and interpreted fifty 

principles of learning in a condensed paperback book, 

.Adapted forms of fifteen principles from the fifty he de

fined and described have been included in Appendix B. 

Objective Test Construction 

Increased research in the area of education has 

initiated the careful investigation of types of test items 

which produce the most reliable results. For the purpose 

of keyable responses applicable to statistical analysis 

by computer, the objective tests have become a more fre

quently used research tool (19). The term, objective 

tests, was derived from the manner in which the test was 

scored rather than the manner in which it was written (13). 
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Advantages of Objective Tests, The use of objec

tive tests has increased -because numerous advantages have 

been identified in their use (13). Objective tests are 

more easily scored than subjective tests, making them 

less time consuming, A wider sampling is permitted through 

employment of objective tests, and validity may be higher 

because of more intensive sampling. More specific and 

accurate information is demanded in objective items, re

sulting in higher reliability. Objective items do not 

favor verbally facile students, nor do they hamper stu

dents with poor handwriting. The "halo effect" is also 

decreased by using objective items. Numerous statistical 

advantages were identified also. Objective tests may be 

machine scored, item analysis may be made, and a large 

quantity of data may be collected in a relatively short 

period of testing. 

Frame of Reference for Objective Items, Evaluation 

authorities have emphasized the importance of stating be

havioral objectives before constructing any form of objec

tive test item (13,l4). A purpose of stating objectives 

mentioned by Mager (l4) was to identify student behavior 

or performance expected upon completion of instruction. 

Bloom (15:201-207) has classified behavior representing 

cognitive attainment into the following levels of learning: 

Knowledge: primarily involves remembering and being able 
to recall information. 
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Comprehension: generally called understanding; involves 
ability to translate information from one form or 
level to another, ability to summarize or explain 
it, and ability to make predictions based on the 
information. 

Application: Implies ability to use information one has 
acquired and comprehended in a concrete situation. 

Analysis: involves ability to break down a piece of in
formation (table, graph, paragraph) into its 
organizational principles. 

Synthesis: creative thinking; involves formulating a 
new hypothesis or plan of operation, and making 
new generalizations. 

Evaluation: ability to make value judgements about some
thing. Judgements are usually made in terms of 
internal consistency or external criteria. 

In addition to stating student behavior expected, Mager 

(l4) taught that objectives should include a description 

of important conditions under which the behavior will be 

expected to occur, and the criteria of acceptable per

formance upon completion of instruction. 

To measure the levels of learning represented in 

the objectives, Arny (13) recommended classifying test 

items in a manner almost identical to Bloom's (15) defini' 

tion of the different levels. Arny stated: 

An item tests knowledge when it can be answered 
on the basis of rote learning; when it demands only 
the recall of something read or heard in the course. 
Understanding involves seeing relationships of one 
fact to another or recognizing a principle when it 
is stated in different words. Application of knowl
edge involves the ability to apply what has been 
learned in new situations. (13:117) 

Criteria for Test Items. Arny (13) emphasized 

that the validity of objective test items is dependent 
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upon the development of items which measure the degree to 

which the objectives were met through the instruction 

given. If a valid test is to be constructed, it must 

measure what has been taught. Ahmann and Glock (l6) 

identified this form of validity as content validity. 

Smith and Adams (17) recommended that the teacher build 

content validity into his tests through the employment 

of a table of specifications. When the same percent of 

instruction and measurement has been designated for each 

objective at each level of learning, one has established 

content validity (17). 

Selection of Objective Items 

Two major types of test items classified by Arny 

(13) were (1) those which required the student to supply 

the response symbol, and (2) those which required him to 

select the appropriate response from a list. Multiple-

choice and matching items have been found to meet these 

classifications in the following review of literature, 

Multiple-Choice Test Items. The multiple-choice 

item has been advocated as the best kind of objective 

test item, because it can be adapted to the assessment 

of various kinds of knowledge, can be phrased in different 

ways to measure levels of ability, and can provide for 

differentiating increasing degrees of competency from 

recall through application to evaluation (l8). The main 
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advantages of using multiple-choice items as indicated 

by evaluation authorities (l6,l8,19) were: 

1. Can be used to measure the degree to which 
a pupil is able to recall the most specific 
pieces of information 

2. Can be used to measure the degree to which 
a pupil can apply the most important prin
ciple in a novel situation 

3. The problem of subjective scoring is elimi
nated and can be scored quickly and easily 

4. The problem of ambiguity that is so notice
able in true-false items is alleviated 

5. Guessing is reduced, but not eliminated. 

Matching Test Items. The matching test item in 

its simplest form is composed of two lists of terms and 

a set of instructions for matching each of the items in 

the first list with one of the items in the second list. 

The first list is called the list of premises, the second 

is a list of responses. Each of these lists may be names, 

dates, statements, or many other ideas. However, they 

should be homogeneous within a given list (13). 

Ahmann and Glock (l6) identified four forms of 

matching items. 

Perfect matching - premises and responses lists are the 
same in number and each is used only once. 

Imperfect matching - one list (response) is longer than 
the other, or if lists are of same length, some 
responses must be used more than once. 

Compound matching - two response lists and one premises list 
are used. 

Classification - response list is classifications into 
*"" which the premises could be placed. 
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Advantages of matching items recognized by evalu

ation authorities (l6,18,19) included: 

. can measure large quantities of factual 
information without requiring large 
amounts of testing time; 

can measure pupils' ability to associate 
words with their definitions, events with 
their places and dates, results with their 
cause, and concepts with their designated 
symbols; 

can measure pupils' ability to apply 
information. 

Construction of Items 

Multiple-Choice. In essence, the multiple-choice 

item consists of two principal parts: (1) the stem, which 

states the problem or asks the question, and (2) the answer 

choices, which are provided and which are known as alterna

tives or distractors. The term distractor more properly 

applied to the incorrect alternatives whose purpose was 

to "distract" from the correct response (13). Maxims for 

constructing multiple-choice items set forth by Thorndike 

and Hagen (19) and Ahmann and Glock (16) were: 

. The stem of the multiple-choice item should 
clearly formulate a problem. 

. Include as much of the item as possible in 
the stem. 

. Do not load the stem dovm with irrelevant 
material. _̂_ 

. Be sure there is one and only one correct or 
clearly best answer. 
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. Items designed to measure understandings, 
insights, or ability to apply principles 
should be presented in novel terms, 

. Beware of irrelevant grammatical cues, 

. Beware of the use of one pair of opposites 
as options if one of the pair is the cor
rect or best answer, 

. Beware of the use of "none of these," 
"all of these," etc, as options, 

. Use the negative only sparingly in the 
stem of an item. 

. Select the distractors so that all of them 
are reasonably plausible and appealing to 
those pupils who do not possess the knowl
edge demanded by the item. 

. Be certain that the length of the responses 
of the multiple-choice test item is not 
related to their tendency to be the correct 
(or best) answer. 

. Make each item independent (self-contained). 

. Avoid copied statements. 

. Avoid patterns of correct responses. 

Matching Items. Maxims for constructing matching 

items recommended by Thorndike and Hagen (l8) and by 

Ahmann and Glock (l6) included: 

. The items as a "set" should be homogeneous. 

. The number of answer choices should be 
greater than the number of problems presented 
(imperfect). 

. The set of items should be relatively short. 

. Response options should be arranged in a 
logical order, if one exists. 
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The directions should specify the basis 
for matching and should indicate whether 
an answer choice may be used more than 
once. 

Always indicate as clearly as possible the 
basis on which the matching of premises 
and responses is to be made. 

Summary of Previous Research and Related 
Literature Reviewed 

Previous research of problems of student teachers 

and the use of simulation in training prospective teachers 

has been reviewed. Literature reviewed included the areas 

of simulation construction and use, principles of learning, 

and objective test construction. The findings from the 

review of literature and previous research provided the 

foundation on which the methods and procedures reported 

in the following chapter were constructed and administered. 



CHAPTER III 

METHODS AND PROCEDURES 

Description of the Target Population 

As a first step in the study of the effectiveness 

of video-taped simulation in teaching specific principles 

of learning, the author defined the target population for 

whom the simulation was developed. The following defini

tions were made: 

1. The student was enrolled in the first home 

economics education course. Philosophy and Principles of 

Vocational Home Economics, at Texas Tech University. 

2. The student may have been enrolled in, or may 

have completed a course in educational psychology. 

3. The student was randomly assigned to either the 

control or the experimental group by the process of regis

tration. 

4. Each student was being guided in attaining the 

same course objectives by instructors with comparable 

teaching experience. 

Formulation of Behavioral Objectives 

Because the investigator had recognized the impor

tance of stating behavioral objectives, objectives were 

stated for teaching the selected principles of learning. 

These objectives stated specifically what the student would 

32 
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have been able to do when instruction and learning experi

ences had been completed. Two purposes of the objectives 

were: (1) they guided the instructors in planning and con

ducting learning experiences for the experimental and the 

control groups, and (2) they were useful in determining how 

much the student learned about principles of learning from 

the methods used in instructing the experimental and control 

groups. 

Bloom's (14) classifications of the cognitive domain 

were used to develop objectives that permitted instruction 

at each level of learning. The investigator used Magar's 

(13) programmed instruction as a guide for writing instruc

tional objectives which met the criteria he established for 

effective objectives. The follov/ing behavioral objectives 

were developed for instruction and evaluation: 

1. Given classroom situations, the student will be 

able to recognize examples of specified principles of learn

ing in operation, 

2. Given classroom situations, the student will be 

able to state the relationship between student needs and 

student behavior displayed. The relationship must be stated 

as a principle of learning, 

3. Given a classroom situation, the student will be 

able to select teacher action that promotes specified prin

ciples of learning which would result in acceptable student 

classroom behavior. 
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4. Given classroom situations, the student will 

be able to judge the teacher's action in light of prin

ciples of learning. 

After the objectives for instruction had been 

written, the formulation of an objective measurement was 

the next procedure. Conducting a comparative study of 

video-taped simulation instruction and the conventional 

teaching method required evaluation based upon the 

reasoned analysis of sound data. 

Experts in the field of measurement and evaluation 

expressed the importance of developing objective test 

items which(measure the degree to which each student has 

attained the behavioral objectives. To provide valid 

measurement, the test developed for the study had to 

measure what had been taught as indicated by the instruc

tional objectives. Smith and Adams (l6) recommended that 

content validity be built into teacher-made-tests through 

the employment of a table of specifications. By using 

the table of specifications as a guide for formulating 

the test, the content validity of the instrument was 

established (Appendix D). 

Data Collecting Instruments 

Three data-gathering instruments were used in this 

study. They were an objective test, a student information 

form, and a personality trait questionnaire. 
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Objective Test 

Using the objectives and the table of specifica

tions as the foundation, the investigator developed an 

objective test consisting of multiple-choice and matching 

items. Selection of these items over other objective 

items was warranted by the advantages of using them. 

Those advantages recognized by leaders in the area of 

evaluation have been reported in the review of literature. 

Maxims for developing multiple-choice and matching items 

listed in the review of literature were followed as the 

fifty test items were constructed. The test was comprised 

of thirteen multiple-choice items, with four responses 

each, and thirty-seven matching items. 

The first draft of the objective test was submitted 

to two professors in the Department of Home Economics 

Education who examined the test and made recommendations 

to strengthen test items. The investigator revised the 

test which was then reviewed by additional home economics 

education instructors and one graduate student who was 

studying video-taped simulation, also. These five judges 

were asked to formulate a critique of the test with 

special emphasis on test format, directions, and test 

items. Implementing their suggestions, a final copy was 

drafted, mimeographed, and assembled. Sample items from 

the objective test have been included in Appendix E, 

Separate student answer sheets, designed to correspond 
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with the three parts of the test, were provided (Appendix 

F). 

Student Information Form 

A student information form (Appendix C) was developed 

and printed on the back of the student's answer sheet for 

the objective test. The purpose of the information sheet 

was to collect academic data, such as total credit hours 

completed, niimber of education courses completed, and 

over-all grade point average. 

Sixteen Personality Factor Questionnaire 

The Sixteen Personality Factor Questionnaire, devel

oped by Drs. Raymond B. Cattell and Herbert W. Eber (19)^ 

was selected to be used as a standardized measure of 

selected personality factors. The l6PF is a personality 

factor questionnaire developed through continual testing 

and factor analysis, and designed to comprehensively 

measure dimensions of human personality in young adults 

and adults from sixteen years to late maturity. Raw 

scores on questionnaire responses were converted to six

teen sten scores representing the sixteen primary dimen

sions of human personality measured by the instrument. 

Primary sten scores were applied to formulas and 

converted to four composite second-order scores. Al

though the second-order scores were rougher, they provided 

a capsule description of each subject's personality. 
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Descriptions of the four second-order composite factors 

have been stated below. • 

Anxiety: A high score depicted one who was 
dissatisfied with the degree to which he was 
able to meet the demands of life and to achieve 
what he desired. A low score depicted one who 
was able to achieve those things that seemed 
to him to be important. However, an extremely 
low score could mean lack of motivation for 
difficult tasks. 

Extroversion -vs.- Introversion: A high score 
indicated a socially out-going, uninhibited per
son, good at making contacts, while the low score 
indicated an introvert, both shy and self-suf
ficient. 

Tough Poise -vs.- Responsive Emotionality: 
High "tough poise" scores indicated an enter
prising, decisive, imperturbable personality. 
The low score pointed to a person more deeply 
emotionally sensitive, guided by emotions, and 
likely to show more frustration and depression. 

Independence -vs.- Dependence: High scores 
betokened an aggressive, independent, self-
directing person; low scores, a group-dependent, 
agreeable, passive personality (19). 

Multiple correlations of the selected personality 

factors have been recognized as useful in vocational guid

ance and personnel selection. "Teacher" was one of the 

vocations listed among the clinical criterion groups. 

The reliability and validity of the l6PF has been estab

lished by statistical analysis. Split-half reliabilities 

for each of the sixteen factor scales have been found to 

range from +.71 to +,93^ averaging about +,83 or +.84. 

Repeated testing and analysis has revealed that its in

ternal construction validities range from +.73 to +.96, 



38 

averaging approximately +.88 (19). 

Development of the Video-Taped Simulations 

A research team. Dr. Camille G. Bell, Miss Virginia 

Fry, and the investigator, planned and executed the process 

of developing video-tapes for simulation instruction tested 

in this experimental study. The research team reviewed 

literature concerning problems of student teachers and 

simulation systems which had been developed and tested. 

Conclusions and analyses from the studies led to the 

strategy for developing the tapes. 

Significant classroom control problems identified 

in Bell's (6) unpublished research on the problems of 

student teachers at Texas Tech University were utilized 

by the research team. Specific classroom control prob

lems chosen by the research team as important for simula

tion and production on video-tape were: 

1. whispering, 
2. working on other subjects, 
3. daydreaming, 
4. primping, 
5. complaining, 
6. interrupting class procedure, 
7. using inappropriate or undesirable language, 
8*. being inattentive, and 
9. chewing gum or eating candy. 

The first plan was to structure true-to-life inci

dents in a high school homemaking classroom. Realistic 

ideas for these incidents were obtained from letters sent 

to home economics education student teachers at Texas Tech 
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University in the fall semester, I969 (Appendix G). Class

room Situation Report Forms (Appendix H) were enclosed in 

the letters for reporting incidents which had been observed 

or experienced by the student teachers. The Classroom 

Situation Report Forms requested that the student teachers 

give a thorough description of the specific incident re

ported, including dialogue, background information about 

the student(s), reactions of the teacher and student(s), 

and analysis of the situation. By structuring incidents 

for video-taping from the experiences reported, the re

search team hoped to develop realistic simulated situa

tions . 

Of twenty-seven forms sent, twelve were returned 

with descriptions of specific classroom incidents. From 

this information and the list of significant problems of 

home economics education student teachers as reported by 

Bell (6) in 1969^ dialogues for twelve classroom situations 

with alternative teacher actions were constructed. The 

situations dealt with each of the classroom problems 

selected as being significant problems encountered by 

student teachers. 

The experimenters visited school I, a small rural 

high school with about 200 students, and directed students 

in the regular homemaking classes in assuming the roles 

in the prepared dialogues of classroom problems. The 

strategy was to bring the students to a specific point in 
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a lesson, with one student designated to disrupt class 

procedure by primping. A part of the lesson, the stu

dent behavior, and several alternative actions by the 

teacher were video-taped. The experimenters discerned 

that the simulation was ineffective for use in the simu

lation project because students were unaccustomed to being 

video-taped and overacted. Several attempts were made to 

structure incidents in the manner described above, but 

results were the same in each attempt. 

After several unsuccessful attempts to video-tape 

a life-like situation, the research team changed their 

strategy and video-taped other homemaking classes engaged 

in normal activities. Since the students were unaware 

that they were being video-taped, the result was normal 

behavior and effective video-tapes. After several inci

dents which had been identified previously as problems 

encountered by student teachers (6) had been recorded, 

the research team asked each student to repeat her action 

so the interaction between student and teacher could be 

video-taped. Some of the situations video-taped at school 

I were students' passing notes, chewing gum, being tardy, 

being inattentive, complaining, working on other subjects, 

daydreaming, whispering, and being isolated. 

School II, a large innovative junior high school 

with about 1000 students, was also visited for the purpose 

of video-taping classroom situations. The research team 
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employed the procedure described above to obtain video

taped behavior. A large group instruction session with 

about sixty homemaking students was video-taped. Two 

small group discussions were also video-taped at school 

II. Among the situations video-taped at school II, some 

were students' talking during class, talking during a 

pre-test, using devices for attention-getting, being in

attentive, and being isolated. 

The video-tapes from school I and school II were 

edited by the research team. While editing the tapes, 

the research team added audio commentation describing 

the behaviors and backgrounds of the students to help the 

viewer understand the activity. The research team decided 

to provide some normal activity without critical incidents 

to enable the viewer to become familiar with normal class

room procedure. The edited video-tapes contained approxi

mately sixteen specific incidents of positive and negative 

student behavior in sixty minutes of viewing time, A de

tailed description of the situations on the finished tapes 

has been provided in Appendix I. 

Development of Simulation Instruction Strategy 

Previous simulation research studies reported in 

the review of literature netted few significant results. 

Interpretation of the instructional strategy of the studies 

revealed that few had any cognitive input at the knowledge 
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' and comprehension levels as defined in Bloom's Taxonomy 

of Educational Objectives (l4). The research team rec

ognized that a major purpose of simulation was to provide 

a situation where the trainee could employ knowledge and 

understandings at the higher levels of learning, applica

tion, analysis, synthesis, and evaluation. Students in

volved in simulation must have attained knowledge and 

comprehension of the basic concepts which were to be used 

to accomplish the higher 'levels of learning. Therefore, 

the next step was to locate a source for knowledge and 

comprehension input on principles of learning. 

Principles of Learning. After reviewing educational psy

chology texts and literature on principles of learning, 

the research team selected Watson's (7) list of fifty 

learning principles.based on psychological concepts as 

the most appropriate source for knowledge and comprehen

sion input. Fifteen of these principles, which appeared 

to be appropriate for application to the student behavior 

depicted in the simulated video-tapes, were adapted for 

use in the instruction (Appendix B), The specific learn

ing principles selected were used as input for the instruc

tional strategy because they appeared to be appropriate 

for diagnosing student behavior as v;ell as for supporting 

teacher decisions for altering the learning atmosphere. 

Subjects in the target groups had developed some concept 

of learning principles since they were enrolled in 
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educational psychology, or had completed the course. 

Instruction of the Experimental Groups. Gagne's (20:l49) 

guidelines for teaching of principles to students were 

used as the framework of the simulation instruction. On 

Friday before the simulation instruction began, the sub

jects in the experimental groups were given the l6PF, an 

introduction to simulation (Appendix J), and printed ex

planations of the principles of learning used as input 

for training with video-taped simulation (Appendix B), 

As the first assignment, students were asked to study the 

explanations of the fifteen principles of learning, to be 

able to recognize them as principles of learning, and to 

think of at least one example of each. 

On Monday, the first day of instruction, the forty-

two subjects in the experimental group were divided into 

eight small groups. In these small groups, the subjects 

compared their knowledge and understanding of the fifteen 

principles by examining their examples of each. The in- . 

vestigator, as instructor, was centrally stationed among the 

groups. When assistance was needed, the instructor helped 

in moving discussions along and in guiding the examination 

of examples questioned by group members. 

Upon completion of the small group activity. Tape I 

was shown. The subjects were instructed to identify typi

cal student behavior present in the first part of the 

tape. Having become familiar with the students* general 
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behavior, the subjects were then instructed to identify 

classroom problems depicted in the remainder of the first 

tape. As each problem was identified, the subjects were 

to respond mentally as the teacher identified the princi

ple of learning which applied to the situation. As the 

remainder of the tape was being viewed and problem be

haviors occurred, individual subjects were asked to state 

the principle of learning involved. 

The second day of instruction focused on linking 

principles together to form higher order principles. 

Prior to simulation training, the subjects had been study

ing the relationship between concepts as expressed in 

generalizations. A brief questioning series guided the 

subjects to form the conclusion that principles of learn

ing are generalizations expressing relationships between 

student needs and student behavior or performance. This 

generalization was an extension of the definition of prin

ciples of learning given on the Friday before instruction 

began. The subjects also concluded that teacher action 

to direct student behavior must also be directed toward 

meeting student needs which had been expressed in their 

behavior. 

Having drawn generalizations basic to the next 

simulation training session. Tape II was introduced. Tape 

II acquainted the subjects with the learning atmosphere 

present in a large innovative junior high school. The 
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students viewed the first 330 feet of the tape and noted 

typical student behavior.to be encountered in the remain

der of the simulation training (Appendix I). 

The last half of Tape II consumed the remaining 

time of the second hour of instruction. Commentation 

accompanying the video projections guided the students 

in analyzing the learning atmosphere and in identifying 

principles of learning which were operating, or possible 

teacher action needed to meet student needs expressed by 

their behavior. 

Until the last day of instruction, feedback to 

student decisions was limited to the instructor's rein

forcement of workable solutions or redirection of solu

tions representing inadequate understanding of the selected 

principles of learning. On the last day of instruction, 

the subjects were divided into three small groups in v;hich 

they received feedback from each other. Each of the small 

groups consisted of a leader, a recorder, group members, 

and an instructor. The purpose of this activity was to 

guide students to the synthesis and evaluation level of 

the cognitive domain. 

Tape III included three forms of small group ac

tivities used in the large innovative junior high school. 

The three forms of small group activity were viewed in 

sequence with time for summarizing recordings allowed 

between each. The subjects were instructed to assume 
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that they were the teacher guiding the learning activity 

shown, and to record classroom problems viewed and their 

immediate decision for action as the teacher. 

After viev/ing Tape III, the subjects participated 

in small group discussions for approximately fifteen min

utes. Each group was assigned one of the learning activi

ties viewed. From notes recorded, subjects in the groups 

evaluated each other's identification of problems and 

decisions as teachers. The leader guided the discussion 

following a basic problem solving format: (1) identify 

the problem, (2) seek possible solutions, (3) analyze 

each solution, and (4) select a solution. The assisting 

instructor participated only when students were unable to 

clearly support problems or decisions with the selected 

principles of learning underlying the simulation instruc

tion. Recorders for the groups prepared a summary of 

each discussion and read their reports to the experimental 

groups combined. A few comments were made and some ques

tions were asked as the decisions were evaluated by the 

total group in the minutes allowed between group reports. 

Upon completion of the group reports, the investi

gator reviewed the subjects in the experimental groups on 

concepts taught in the simulation training. The subjects 

were reminded that the objective post test was to be 

administered the following Monday. 
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Instruction of the Control Group 

The instructor of the control group was given a 

copy of the behavioral objectives and principles of learn

ing the second week of the semester. These were provided 

as a basis for the instruction by a method other than 

simulation. Twenty-one subjects in the control group 

participated in small group activities, identified ex

amples of principles of learning, and read resources 

other than the texts used in the regular course while 

gaining cognitive attainment of principles of learning. 

These activities encompassed approximately four and one-

half hours of instruction two weeks before the instruction 

of the experimental groups. 

Collection of Data 

The objective test was administered as an end test 

to determine students' attainment of principles of learn

ing as set forth in the instructional objectives. Student 

answer sheets were hand scored by the investigator through 

use of a punched answer sheet key. Each item was worth 

one point, with the highest possible score being fifty. 

The student information form was on the back of the stu

dent answer sheet for the objective test. The form was 

completed before instructions for the objective test were 

given. 
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In order to determine personality traits of the 

students, which might have influenced their response to 

classroom situations, written or simulated, the Sixteen 

Personality Factor Questionnaire was administered to stu

dents in the experimental and control groups to obtain 

second order factor scores. 

Treatment of Data 

Complete data were obtained for fifty-nine subjects. 

Results from all data collecting instruments obtained on 

the subjects were punched on IBM cards and processed 

through the 360 computer. 

Analysis of Variance for One-Way Design, a program 

developed by Health Sciences Computing Facility, UCLA, and 

modified for the Texas Tech University Computer Services, 

was used to determine the nature of the difference between 

the experimental and control groups' scores on the objective 

test. The data processed by the computer furnished the 

following statistics: sum of squares, degrees of freedom, 

mean square for "between" groups, mean square for "within" 

groups, and the F Ratio. A general formula for computing 

the F Ratio from the above statistics was given by Downie 

and Heath (22:l8l): 

mean square for "between" groups 
^ = mean square for "within" groups 

"Table V" in Downie and Heath (22:300) was entered to 

determine the level of significance. The sajne program 
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and procedure were used to determine the significance of 

the difference between the mean objective test scores of 

students who had completed a course in educational psy

chology, as well as students enrolled in a course in 

educational psychology. 

The Pearson Product-Moment Coefficient of Correla

tion was used to test relationships stated in Hypotheses 

3, 4, and 5. The Pearson Product Moment Coefficient of 

Correlation (r), from a program adapted to the 360 com

puter by Charles Burdsal, was computed for the experi

mental and control groups combined. The program provided 

the mean, mean square, standard deviations, and the cor

relation matrix. The formula used for computing r was 

(22:84): 

r = • ^y 

i ^\ IV „2' {1 x^) {I y^) 

To determine the coefficient of reliability of the 

test, the following Kuder - Richardson Formula No. 20 

(16:296) was utilized. 

i*tt = 5̂  . 1 - E^ 
n - 1 s2 

where 

n = number of items on test 

s^ = the variance of the test 

pq = the quantity from the work sheet 

TEXAS TECH LIBRARY 
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The analysis and interpretation of data derived from 

the statistical treatments will be discussed in the follow

ing chapter. 



CHAPTER IV 

ANALYSIS AND INTERPRETATION OF DATA 

Data in this study were derived from the students 

enrolled in three sections of the first home economics edu

cation course. Philosophy and Principles of Vocational 

Home Economics, at Texas Tech University the spring semes

ter, 1970. The elimination of students through the effects 

of absences and incomplete answer sheets for the three data-

collecting instruments reduced the number of students from 

the original sixty-three to fifty-nine. 

The sample of the study was treated statistically 

as two groups. One was composed of two sections and the 

other v/as composed of one section of the first home eco

nomics education course. For identification, the two groups 

were: (1) Experimental Group, with thirty-nine students, 

and (2) Control Group, with twenty students. The data 

were treated to provide interpretation for the two groups 

within the study, with no attempt made to give interpreta

tions with respect to individuals. Data provided in Table 1 

indicate that the experimental and control groups were 

homogeneous in reference to variables measured in the study. 

Interpretation of the data was made with one purpose in 

mind; testing of the null hypotheses for which the study was 

designed. 
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TABLE 1 

DESCRIPTIVE STATISTICS FOR STUDENTS IN THE 
EXPERIMENTAL AND CONTROL GROUPS 

Variable Experimental Control 

Number of Sample 39 32 

Mean GPA 3.17 2.78 

Mean Semester Hours 
Completed 83 76 

Percent V7ho Had Com
pleted Educational 
Psychology 31% ^^ 

Mean Second-Order 
Personality Factor 
Scores 

I 5.3 5.6 

II 6.4 6.0 

III 6.5 6.1 

IV 5.6 5.6 

Mean Objective Test 
Score 32 31 

Test of Hypotheses 

The hypotheses for the study were stated as null 

hypotheses. The first hypothesis referred to the signifi

cant differences between the experimental group and the 

control group. The last four hypotheses referred to the 

significant relationships between the mean objective post 

test score of the combined groups and specified variables. 
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Analysis of Variance 

Hypothesis 1 stated that there was no significant 

difference between the mean scores on the objective test 

of students in the experimental and control groups. As 

indicated in Table 2, the F Ratio had a value of less than 

1.0. According to Downie and Heath (22:l82), when the 

value of the F Ratio is less than 1.0, there is no point 

in solving for the value because all such ratios are not 

significant. The lack of significant difference indicated 

that students in the experimental and control groups made 

comparable mean scores on the objective test. 

TABLE 2 

ANALYSIS OF VARIANCE TO DETERMINE THE SIGNIFICANCE 
OF DIFFERENCES BETWEEN MEAN OBJECTIVE TEST 
SCORES OF SUBJECTS IN THE EXPERIMENTAL 

AND CONTROL GROUPS 

Between 
Groups 

Within 
Groups 

Total 

.01 

.05 

Sum of 
Squares 

12.9548 

1866.2285 

1879.1831 

= 99.48 
= 19.47 

DF 

2 

56 

58 

Mean 
Square 

6.4774 

33.3255 

F 
Ratio 

0.1944 

Lev. of 
Sig. 

NS 
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Hypothesis 2 stated that there was no significant 

difference between the mean objective test scores of stu

dents who had completed a course in educational psychology 

and students enrolled in an educational psychology course. 

There was no significant difference between the two groups 

as shown in Table 3, because the F Ratio was lower than 1.0 

Retaining the second hypothesis indicated that students who 

had completed a course in educational psychology did not 

appear to have a significant advantage over students who 

were enrolled in educational psychology to learn the se

lected principles of learning taught in the simulation in

struction. 

TABLE 3 

ANALYSIS OF VARIANCE TO DETERÎ INE THE SIGNIFICANCE 
OF DIFFERENCES BETVJEEN MEAN OBJECTIVE TEST 
SCORES OF STUDENTS VJHO HAD AND HAD NOT 

COMPLETED EDUCATIONAL PSYCHOLOGY 

Sum of Mean F Lev. of 
Squares DF Square Ratio Sig. 

Between 
Groups 1.3495 1 1.3495 0.0410 NS 

Within 
Groups 1877.8330 57 32,9444 

Total 1879.1824 58 

.01 = 252 

.05 = 6,302 
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•' Pearson Product-Moment Coeffi
cient of Correlation 

Each of the last three hypotheses referred to the 

relationship between two different variables specified by 

the null hypotheses. A correlation matrix based on Pear

son's (r) was formed to ascertain the relationships that 

existed between the two specified variables, "Table VI," 

"Values of r for Different Levels of Significance," in 

Downie and Heath (22:306) was entered with 57, which was 

the number of subjects, minus two degrees of freedom; and, 

by interpolation, .250 was established for the ,05 level 

of significance. 

Hypothesis 3 stated that there is no significant re

lationship between mean second-order factor scores on the 

Sixteen Personality Factor Questionnaire and the combined 

subjects' mean score on the objective test. Hypothesis 3 

was retained. Table 4 presents the relationship between 

the combined mean scores of the experimental and control 

groups on the objective test ant the combined mean scores 

for each of the four second-order factors of the two 

groups, 

To interpret the data in Table 4, the authors of 

the 16PF set the meaning of "above or below average" on 

these second-order factors to be above or below 5,5 (19). 

By interpretation, it appeared that on the average, the 

prospective teachers tested depicted low anxiety, which by 
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TABLE 4 

CORRELATION OF THE MEAN SCORES ON THE OBJECTIVE TEST 
OF THE EXPERIMENTAL AND CONTROL GROUPS COMBINED 

AND MEAN SECOÎ JD-ORDER FACTORS SCORES FROM 
THE SIXTEEN PERSONALITY FACTOR 

QUESTIONNAIRE 

Second-Order Factor Mean r Lev, of Sig 

I, Low Anxiety vs. 
High Anxiety 5.39 -.123 NS 

II. Introversion vs. 
Extroversion 6.31 .034 NS 

III. Tenderminded Emo
tionally vs. 
Alert Poise 6.35 -.016 NS 

IV. Subduedness vs. 
Independence 5.58 -.122 NS 

.01 = .325 

.05 = .250 

definition means that they were able to achieve those things 

that seemed to be important to them. On the average, the 

prospective teachers were above average on the three other 

personality factors, which could mean that they tended to 

be out-going, uninhibited persons with decisive, interper-

turable personalities. Also, it indicated that they tended 

to be aggressive, independent, and self-directing individ

uals. 

The negative correlation for factor I may indicate 

that to some extent, the more able the subjects were , as 
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indicated by low anxiety scores, the higher their mean score 

was on the objective post test which measured their attain

ment of the objectives. Although the positive correlation 

for factor II was not significant, it may mean that to 

some degree, the less inhibited the students felt, and the 

more outgoing they were, the more correct responses they 

were able to make on the objective test. The negative corre

lations for factors III and IV may be interpreted to mean 

that, to some extent, as the subjects tended to be more 

decisive and self-directing, they tended to make lower scores 

on the objective test. A very low negative correlation on 

factor III showed a tendency of the subject whose self con

fidence built up to make a slightly less critical analysis 

of the problem. 

Hypothesis 4, 5: The fourth and fifth hypotheses 

referred to the significant relationships between the mean 

scores on the objective test and the over-all grade point 

average, and the total semester hours completed. Table 5 

shows a summation of these relationships. The fourth and 

fifth null hypotheses were retained for this study because 

no significant relationships were found between the mean 

scores on the objective post test and the specified variables 

The findings could be interpreted to mean that the over-all 

grade point average and the number of semester hours 
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completed was not related to students' attainment of the 

selected principles of learning as measured by the objec

tive test, 

TABLE 5 

CORRELATION BETWEEN SCORES ON THE OBJECTIVE TEST 
AND SPECIFIED VARIABLES 

Variable Level of Significance 

Over-all College Grade 
Point Average 

Total College Semester 
Hours Completed 

106 

124 

NS 

NS 

.01 = ,301 

.05 = .250 

Reliability of Objective Test 

• Table 6 indicates the results of having computed the 

correlation coefficient of reliability through utilization 

of the Kuder-Richardson Formula No. 20. (16:296) 

TABLE 6 

COEFFICIENT OF RELIABILITY 

Number of 
Items 2pq Standard Deviation 

tt 

50 9.0221 3.27 .1632 
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The low coefficient of reliability for the objective 

test developed for this study appeared to indicate that the 

test was not reliable. ' 

Validity of the Objective Test 

The content validity as established in the previous 

chapter was dependent on the extent to which the test as a 

whole measured pupil growth toward instructional objectives, 

and the degree to which the instructor guided the students 

in attaining the objectives. 

Item Analysis 

To gain further evidence of the usefulness of the 

test, an item analysis was performed to determine an index 

of discrimination for the test items. Answer sheets for 

the objective test of the experimental and control groups 

were arranged according to their rank order by scores. The 

top one-fourth and lower one-fourth were selected for use 

in the item analysis. In order to perform an item analysis, 

a tabulation sheet was constructed so that the following 

formula (l6:192) could be administered. 

U - L 
D = N 

where 

D = index of item discriminating power 

U = number of subjects in upper group who answered test 
item correctly 
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L = number of subjects in lower group who answered test 
item correctly 

N = number of subjects in each group 

The results of the item analysis revealed below in 

Table 7 indicated that 58 percent of the items had discrim

inating power of .20 or above. Fifty percent of the total 

test items had discriminating power of .30 or above. 

TABLE 7 

INDEX OF DISCRIMINATION OF ITEMS IN OBJECTIVE TEST 

Number of Discriminating 
Items Power Acceptability 

4 -.10 to -.99 

5 .00 to .99 Poor 

12 .10 to .19 

4. .20 to .29 

15 .30 to .39 Satisfactory 

8 .40 to .49 

1 .50 to .59 Good 

0 .60 to .69 

1 .70 to .79 

The following chapter includes a summary of the 

study. Conclusions have been drawn and recommendations for 

further research have also been made on the basis of find

ings of the study. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOl̂ IMENDATIONS 

FOR FURTHER RESEARCH 

The purpose of this chapter is to provide a summary 

of the study and to report conclusions which appeared to be 

justified by the results of the analysis of data derived 

from this experimental study. Recommendations made for 

further research in the area of teacher preparation through 

the use of video-taped simulation to teach principles of 

learning are based upon the findings reported in the study. 

Summary of the Study 

The major problem of the study was to investigate 

the use of simulation in teaching selected principles of 

learning to prospective teachers. The investigator v/as 

seeking answers to the follov;ing questions: What are the 

major problems confronting home economics education stu

dent teachers? Which principles of learning appear appro

priate for solving specified problems? Are certain per

sonality factors related to students' cognitive attainment 

of principles of learning? What relationship exists be

tween students' cognitive attainment of principles of learn

ing and grade point average, credit hours completed, and 

completion of educational psychology? 
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It was hypothesized that there would be no signifi

cant differences between the mean objective test scores 

made by subjects in the experimental groups and those made 

by subjects in the control group. It was also hypothesized 

that there would be no significant difference between mean 

objective test scores made by subjects who had completed a 

course in educational psychology and those made by subjects 

enrolled in an educational psychology course. 

Other null hypotheses were concerned with the corre

lation of mean scores on the objective test and three other 

variables; mean second-order factor scores on the Sixteen 

Personality Factor Questionnaire, mean over-all college 

grade point average, and mean of total semester hours com

pleted. 

The study was limited to fifty-nine female students 

enrolled in the first home economics education course. 

Philosophy and Principles of Vocational Home Economics, at 

Texas Tech University the spring semester of the I969-I970 

academic year. Through registration, students were randomly 

assigned to one of the two groups, referred to as the ex

perimental group and control group. 

Data for the study were secured through the aciminis-

tration of three instruments: the Objective Test, the 

Sixteen Personality Factor Questionnaire, and the Student 

Information Form. The first instrument was administered 

as an objective test to the experimental group upon 
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completion of three hours of video-taped simulation instruc

tion. It was administered as an objective test to the con

trol group the day following the testing of the experimental 

groups. The second and third instrioments were responded to 

by subjects in both groups. 

A total of seven variables, consisting of scores 

from the three data-collecting instruments were computed 

to test the significant relationships between the variables 

using the Pearson product-moment coefficient of correlation. 

Analysis of variance was used to determine the significance 

of differences between scores of the groups tested. . 

Findings of the Study 

Findings from analysis of the data were as follows: 

1. There was no significant difference at the .05 

level or less between the mean scores on the objective test 

of students in the experimental and control groups; how

ever, the experimental group performed comparably to the 

control group. 

2. The difference between the mean scores made by 

subjects who had completed a course in educational psy

chology and those made by subjects enrolled in an educa

tional psychology course was not significant at the .05 

level or less. 

3. The relationship between second-order factor 

scores on the Sixteen Personality Factor Questionnaire and 
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the subjects' scores on the objective test was not signifi

cant at the .05 level or less. 

4. There was no significant relationship at the 

.05 level or less between the subjects' mean over-all grade 

point average and the mean objective test score. 

5. The relationship between the mean of students' 

total semester hours completed and the mean scores on the 

objective test was not significant at the .05 level or less. 

6. The coefficient correlation of reliability for 

the objective test was .I632. 

Conclusions from the Study 

Based on the findings of this study as they have 

been interpreted in the previous chapter, the following 

conclusions were drawn. The investigator recognized that 

this experimental study could make no more than a relatively 

small contribution to the broad field of simulation in the 

area of teacher preparation. 

1. The low coefficient of reliability of the ob

jective test could be contributed to two factors, the 

limited number of test items for each level of learning 

as well as the homogeneous sample (22:221). 
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2. Data obtained could indicate that students who 

had completed educational psychology were unable to attain 

greater understanding of the selected principles of learn

ing than those students enrolled in educational psychology. 

3. Academic and personality variables were not sig

nificantly related to the mean scores on the objective test. 

This could possibly indicate that relationships might have 

existed between these and other variables. 

Recommendations 

This experimental study that has compared the simula

tion method and the conventional method of teaching selected 

principles of learning has direct implications for strength

ening the development of simulation in the area of teacher 

preparation. Some suggested recommendations for the future 

are: 

1. Develop an instructional package to use with 

video-taped simulations and a package teaching by the same 

objectives without using simulation, and test for the 

significant differences between the learning packages. 

2. Develop and test other objective items to mea

sure students' attainment of principles of learning. 

3. Develop an experimental study similar to the one 

reported herein, and control other independent variables, 

such as length of instructional time, number of students in 
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the instructional groups, and nature of instructional facil

ities. 

4. Conduct a comparative study of students' ability 

to learn selected principles of learning at other levels 

in preparation for teaching. 

5. Conduct a follow-up study of subjects reported 

in this study and measure retention from simulation in

struction and the conventional instruction used. 
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APPENDIX A 

RANK ORDER OF PROBLEMS OF STUDENT TEACHER 

Perceived by 
Student Teachers 

Perceived by 
Cooperating Teachers 

1. Asking questions 

2. Guiding students to 
make generalizations 

3. Taking time to relate 
subject matter to stu
dents * experiences 

4. Students working on 
other subjects during 
homemaking class 

5. Whispering 

6. Involving students in 
decision making 

7. Complaining 

*8. Students being 
inattentive 

*9. Motivating students to 
participate in class 
discussions 

10. Keeping students in
terested 

11. Choosing appropriate 
action to cope with the 
problem 

12. Daydreaming 

1. Being inattentive 

2. Whispering 

3. Guiding students to make 
generalizations 

4. Asking questions that . 
produce critical thinking 

5. Students' complaining 

6. Interrupting class pro
cedure 

7. Keeping students interested 

*8. Choosing appropriate action 
to cope with the problem 

*9. Evaluating effect of dis
ciplinary action on stu
dents 

10. Collecting evidence of 
teaching effectiveness 

11. Daydreaming of students 

12. 

13. (Students') Interrupt- 13-
ing class procedure 

Identifying causes for 
problem situation 

Chewing gum and eating 
candy 



71 

Perceived by 
Student Teachers 

Perceived by 
Cooperating Teachers 

l4. Primping l4 

15. Identifying causes of 15 
problems 

Students v.orking on other 
subjects during hom.e-
making class 

Identifying problems or 
causes of problems 

Problem was found to be significant by Bell and 
Broadbent and Cruickshank. 
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APPENDIX B 

SELECTED LEARNING PRINCIPLES 

1. Threat and punishment have variable and uncertain ef

fects upon learning. 

2. Readiness for any new learning is a complex product of 

interaction. 

3. Learners progress in any area of learning only as far 

as they need in order to achieve their purposes. 

4. Students' involvement is most likely to be highest when 

teacher-pupil planning takes place. 

5. Excessive teacher direction and over-strict discipline 

can be damaging. 

6. Very low self-concepts can be a result of excessive 

criticism, failure, and discouragement. 

7. Students think critically when they encounter a chal

lenge or problem that interests them. 

8. Retention and utilization of knowledge can be promoted 

when the experience can be related to the student's life 

9. There are specific stages in individual development 

during which certain capacities for behavior appear. 

10. Response to any school situation is different for each 

individual. 

11. The right size of group for any activity depends on the 

maturity of the individuals, the nature of the activity, 

and the goals of the individuals and total group. 
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12. Students learn at an early age that peer approval is 

important. 

13. Students learn much from one another. 

14. In most school classes, one to three students remain 

unchosen by their classmates for friendship. 

15. Leadership qualities vary with the demands of the 

particular situation. 
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• 1- Threat and Punishment have variable and uncertain ef

fects upon learning.-

Psychologists have found that a behavior which is re
warded or reinforced is likely to recur. Punishment 
has not proven to be the opposite of reward. Punishment 
and threat can also cause a behavior to recur; hov/ever, 
under some circumstances, they can cause a student to 
avoid a situation and prevent further learning. 

2. Readiness for any new learning is a complex product of 

interaction. 

The following factors may interact to affect readiness: 

a. The student's degree of physical and mental maturity. 
b. The student's belief that the learning will be use

ful for himself in his world. 
c. The student's background in the knowledge required 

to accomplish the nev/ learning. 
d. The student's degree of confidence in accomplish

ing the learning. 

A teacher should be alert to all of the above factors 
and keep them in mind when planning programs and diag
nosing student reactions. 

3. Learners progress in any area of learning only as far 

as they need in order to achieve their purposes. 

Students usually want to meet their immediate needs. 
but many times will only do well enough to "get by. ' 
It is the teacher's responsibility to help students 
to recognize possible future needs as well as immediate 
ones. The teacher can help the student to see that 
many generalizations and concepts can be applied to 
future as v/ell as present problems. 

4. Students' Involvement is most likely to be highest when 

teacher-pupil planning takes place. 

When students have a hand in selecting and planning 
learning experiences, they develop more initiative and 
self-direction. The process may be slow and frustrating 
to the teacher at first, but continued student planning 
in the framework of specific objectives can become 
polished and rewarding. 
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D.ne 5- Excessive teacher direction and over-strict discipl 

can be damaging. 

Too much teacher direction and discipline can damage 
the teacher-pupil relationship and can cause students 
to react in a number of ways. 

Greater permissiveness 
and freedom can result 
in more: 

a. 
b. 
c. 
d. 
e. 
f. 

initiative 
creativity 
self-confidence 
friendliness 
curiosity 
originality 

Over-strict discipline and 
teacher direction can result 
in the following reactions: 

a. apathetic conformity 
b. anxiety 
c. shyness 
d. hostility 
e. rebellion or defiance 
f. blaming others 
g. increased dependence 

on teacher 
h. general resentment 
i. avoidance in varying 

degrees 

6. Very low self-concepts can be a result of excessive 

criticism, failure, and discouragement. 

The student who cannot please his teachers, parents, or 
peers, is likely to dislike school, himself, and his 
world. The more failure he experiences, the more he 
expects it, and he soon ceases to attempt success. 

7. Students think critically when they encounter a chal

lenge or problem that interests them. 

Critical thinking involves discovering and experiment
ing with appropriate solutions to the challenge as 
understood by the student. All the "preaching" in the 
world cannot force a student to think critically. 
The student must be concerned with and interested in 
solving a given problem. 

8. Retention and utilization of knowledge can be promoted 
when the experience can be related to the student's life. 

Students remember best the knowledge which agrees with 
what they believe; which is learned in a situation much 
like that in which it will be used; and which is learned 
immediately preceding the time v/hen needed. The 
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"teachable moment" is when learning is needed for a 
specific, immediate task. Motivation is strongest 
and forgetting is less of a problem. 

9. There are specific stages in Individual development 

during which certain capacities for behavior appear. 

The manner in which these capacities are then recog
nized and cultivated sets a pattern for behavior which 
is highly resistant to change. If these capacities 
are not utilized when they appear, they are not likely 
to develop later. Havighurst has called these capa
cities "developmental tasks." The teacher should have 
a basic knowledge of the developmental tasks of her 
general age group so that she can plan learning experi
ences and handle student behaviors in a way that will 
help her students to accomplish the tasks. 

10. Response to any school situation is different for each 

individual. 

Each individual's reaction to a situation is a result 
of many factors. A few of these factors are as follows: 

heredity 
physical maturity 
intelligence 
motor skills 
health ^ ^ 
experiences with parents, siblings, peers, teachers 
attitudes 
motives 
drives 
tastes 
fears 

11, The right size of group for any activity depends on the 

maturity of the individuals, the nature of the activity, 

and the goals of the individuals and total group. 

Films, speakers, lectures are appropriate for large 
groups. Working, interacting adolescent and adult 
groups seem to function best with five to eight mem
bers. At the elementary level, discussion groups are 
best if there are only three to four members. If the 
group is much larger, some members will not have a 
chance to participate. If a group has a common goal, 
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the members work together more cooperatively than if 
the members are in competition with one another. 

12. Students learn at an early age that peer approval is 

important. 

Conformity is a strong force during adolescence. Teen
agers are uncomfortable when they disagree with their 
peers in opinions, appearance, or possessions. They 
are particularly conscious of conforming to the stand
ards of their own group. 

13. Students learn much from one another. 

Adolescents are most likely to listen to one of their 
own group rather than a stranger. They knov; each 
other and can communicate through shared experiences. 
The teacher who understands this principle, recognizes 
that group interaction is much more profitable than 
"teacher talk." 

14. In most school classes, one to three students remain 

unchosen by their classmates for friendship. 

Many times these "isolates" are unpopular with their 
teachers, too. Being unchosen and unpopular tends to 
make undesirable traits even more pronounced. The 
teacher can be a person who seeks out those good traits 
which V7ill help the "isolate" to be accepted by the 
group. 

15. Leadership qualities vary with the demands of the par-
ticular situation. 

A good leader in student council may or may not be a 
good leader in a discussion group, in a research 
project, in a camp counseling situation, or in a church 
group. Leadership is not a general trait. In group 
discussion, there may be several leaders for differ
ent jobs; but no one leader is necessarily required. 
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APPENDIX C 

STUDENT'S ANSVJER SHEET 

Name 

l^st First Middle 

Social Security Number 

Classification T̂otal Hours Completed_ 

Over-all Grade Point Average__ 

Education Courses Completed 

Course Numbers 

Work Experience Involving Teaching 

Husband's Occupation 

Type Position Ownership 

The purpose of this test is to measure the degree to which 
you understand the principles of learning as they function " 
in the classroom. Scores on this test will in no v/ay af
fect your grade in this course. These test scores and any 
other data collected as a part of this research v;ill be 
held in strictest confidence. 

The following pages are the answer sheets for this test. 
All answers must be marked on the answer sheet. The ques-
tions are stated in a separate packet. Do not mark answers 
on the pages containing the questions. The test questions 
and answer sheet are divided into three parts to help or
ganize your thoughts. 

Begin the test when the instructor announces "it is time to 
begin the test. 

When you have completed the test, turn both the questions 
and answer sheet upside down on the desk and wait for the 
teacher's instructions. 

If you have any questions nov/ or while taking the test, 
raise your hand and wait for the instructor to come to you. 
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APPENDIX D 

TABLE OF SPECIFICATIONS FOR 
OBJECTIVE POST TEST 

Objective K C Ap An Syn E Totals 

1. 6̂  14^ 20^ 

2. X X X 24^ 24^ 

3. X 14^ 10^ 20^ 44^ 

4. X X X X X 12^ 12^ 

Totals 6io 2 8 ^ 10^ 44^ • X 12^ 100^ 
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APPENDIX E 

SAMPLE ITEMS FROM THE OBJECTIVE POST TEST 

Instructions: The following items measure onds understand
ing of principles of learning which operate in student 
classroom behavior. Read each statement carefully and 
check the letter on the answer sheet that represents the 
correct ansv/er. Each numbered item has only one ansv:er. 

2. In planning to correct or alter student behavior in the 
classroom, the teacher recognizes that both teachers 
and students have values. While values may give direc
tion to behavior, values are not: 

a. reasons for behavior 
b. guidelines by which each viev/s behavior 
c. acceptable criteria for evaluating behavior 
d. enduring the slow to change regardless of teacher 

action 

4. At times students indicate a lack of concern for the 
topic under discussion by asking irrelevant questions. 
One day a boy who frequently asked questions slowly 
raised his hand. The teacher replied, "Yes, Joe, do 
you have a question or comment about family goals? 
"No, I don't," he remarked, "but I was wondering, what 
do you think would happen if Texas had a state income 
tax?" 

The teacher recognized that the student no longer felt 
the need to achieve the purposes of the lesson. In 
responding to the situation, the teacher would most 
likely re-establish a purpose for the student's pro-
gressing in the learning activity if she v/ould regard 
the question as: 

a. a question asked to test the teacher's intention 
to stay on the subject 

b. a legitimate question, but should be dismissed as 
though it were inappropriate . .̂  

c. an inappropriate question asked out of curiosity 
because the student related state goals to family 
goals 

d. a legitimate question that needs to be redirected 
by briefly relating it to the subject 
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14. Learners are most likely to participate in learning 
activities which are: 

a. challenging and nev/ to them 
b. planned cooperatively with the students 
c. presented creatively by the teacher 
d. planned carefully by the teacher 
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Situation 

A home and family living class is composed of bovs 
and girls. VJhen the class was ready for meal preparation, 
the teacher told them to divide into five groups with one 
boy in each group. A quick evaluation of preparation 
activity in the first lab revealed that a few students were 
doing most of the work. 

Instructions: Match the principles of learning to each 
teacher action that would allow it to operate in the lab 
experience. 

Principles of Learning 

a. Students learn much from each other. 
b. The size of the group influences the success of group 

activity. 
c. The nature of the activity influences the success of 

group activity. 
d. Goals of the individuals (group or individual centered) 

determine hov; much each group member will do and learn. 

Teacher Actions 

36. The teacher created sm.aller groups by asking inactive 
students to go to the dining room and role-play serv
ing the meal being prepared. 

37. The teacher moved from one kitchen unit to another 
asking students who -̂ere just v:atching to explain v/hat 
the others v/ere doing and followed the explanation 
with probing questions. 

38. The teacher asked students who were working to let 
someone in his group who was not busy to take over his 
job. The students were to remain with the new vjorker 
and help answer questions or offer suggestions. 

39. The teacher asked nonparticipating students in each 
group to prepare a brief summ.ary of v;hat members of 
their groups had learned from the lab and to share 
their discoveries in the large group evaluation 
session. 
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40. The teacher developed more activities by asking in
active students in each group to prepare a written 
summary of nutrients they v;ould receive from the foods 
they would eat in that lab experience and V7hich foods 
supply each nutrient. 

41. The teacher might stop all action and explain that 
this lab has enough work for everyone to have a job, 
so each group should divide the work equally among 
its members. 
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APPENDIX F 

STUDENT'S ANSWER SHEET 

PART I PART I I I 

A B C D 

1. 
2 . 

3 . 
4 . 

. 5 . 
6 . 
7 . 
8 . 

9 . 
10. 
1 1 . 

PART I I 

12 . 

1 3 . 
14 . 

1 5 . 
16 . 
17 . 
18 . 

19 . 
20 . 
2 1 . 
22 . 

2 3 . 
24 . 

2 5 . 

2 6 . 
27 . 
2 8 . 

29 . 

30 -

3 1 . 

A B C D 

32. 

33 . 
34. 
35. 
36. 
37. 
38. 
39. 
40. 
4 1 . 
42 . 

4 3 . 
44. 
4 5 . 
46 . 
47 . 
48 . 
49 . 
50 . 

B 
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APPENDIX G 

LETTER TO STUDENT TEACHERS 

Texas Tech University 
College of Home Economics 
P. 0. Box 4l70 
Lubbock, Texas 79409 

Dear 

Having observed a week or so, I know you are anxious 
to begin actually teaching. Student teaching will give you 
an opportunity to apply methods and facts you have learned 
as well as to learn from your students and cooperating 
teacher. Best wishes for a very profitable teaching experi
ence. 

Last spring student teachers assisted in research 
identifying significant student behavior problems during 
their teaching period. These behavior problems require 
professional decision-making. In defining and rating the 
above problems, student teachers expressed the need for more 
training in the handling of these problems. The need for 
realistic learning experiences has stimulated me to con
struct fictitious role plays of the problems student teachers 
encounter. This process is referred to as simulation. 

In observing the students you are nov/ teaching, you 
have probably recognized behavior patterns that interfered 
with both teaching and learning. These specific situations 
are what I need to use as bases for simulating problems. 
V/ill you please cooperate by describing an actual incident 
with the facts included on the following page. 

All information about students, teachers, student 
teachers, and teaching centers will be held strictly con
fidential, and no real names will be used. Any information 
which you contribute will not influence your grade in stu
dent teaching. We would deeply appreciate your contribution 
to this project vjhich we believe will lead to more adequate 
preparation of our Home Economics Education majors at Tech. 

Sincerely, 

Camille G. Bell, Chairman 
Department of Home Economics Education 
enc: self addressed envelope--CLASSROOM SITUATION REPORT 



APPENDIX H 

CLASSROOM SITUATION REPORT F0R14 

1. Specific Incident Dexcription: 

2. Background of Students 

Race 

Approximate Socio-Economic Class 

Observable Acceptance by Peers: Popular 

Small Group_ 

Loner 
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Other pertinent information available to you or your 
cooperating teacher: 

3. Dialogue of the situation (exact wording if possible): 



4. Teacher's reaction: 

Verbal responses: 

Nonverbal responses: 

Observable expression of emotions: 

5. Student's reaction to action taken by the teacher; 

Verbal responses: 

Nonverbal responses: 

Observable expression of emotions: 

6. Your thoughts about the teacher's handling of the 

situation: Why do you think the situation arose? 

How could the situation have been prevented? 

Evaluate the action taken by the teacher: 

How would you have handled the situation? 

87 

This form is provided to aid you in reporting the situation 
you observe, but you are not restricted to it alone. If 
you have other comments, please include them on the back. 
Please return your report by September 19th. 
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APPENDIX I 

DESCRIPTIONS OF SIMULATION VIDEO-TAPES 

Tape I: 

First Class: 

Commentator: 

Incident 1: 

Incident 2: 

Incident 3: 

Incident 4: 

Incident 5i 

Incident 6: 

Footage 

[Students are entering class at be
ginning of period.] 

School I is a small, rural high 
school with about 200 students. 
Observe the students as they en
ter the classroom. 

You are viewing a typical homemak
ing class at the beginning of the 
class. Typical student behavior 
such as confusion, primping, hair 
arrangement, exchange of conversa
tion, and shuffling about, and 
moving to get ready for the class 
to begin may be observed. 

[Student enters, v/earing coat with 
collar turned up. She looks 
around the room, slumps in a chair 
in the corner, speaks to no one. 

Teacher conducts class discussion. 
During discussion, v/ithdrav/n stu
dent does not talk, but remains 
slumped in chair.] 

[During discussion, one student 
writes and passes notes.] 

[Another student studies another 
subject.] 

[Another student is chewing gum 
and blov;s a bubble.] 

[Withdrawn student ansv/ers ques
tion directed to her by the 
teacher.] 

[Student who is writing notes 
passes another note, and communi
cates verbally with friend to 
whom she passes the notes.] 

0 

47 

83 

125 

418 

450 

458 
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Tape I: 

Second Class: 

Commentator: 

Incident 7: 

Third Class: 

Incident 8: 

Commentator: 

Fourth Class: 

Incident 10: 

Commentator: 

[Class is discussing parliamen
tary procedure.] 

In school I, we are viewing a class 
reviewing parliamentary procedure. 
This is the first period, early in 
the morning. 

[Student is sleeping in class.] 
Notice this student who is strug
gling to keep awake; or should we 
say, she's sleeping in class. 

[Students are sewing.] 

[Student shows concern because she 
has had no time at the sewing 
machine.] 

In school I, view again this stu
dent behavior. What are some 
probable causes of this type of 
student behavior? What other ap
proach might the teacher use? 

[Teacher is leading a class dis
cussion on lines in clothing.] 

[Students are attentive and in
terested in the lesson only a 
part of the time.] 

In a small rural high school, 
school I, we are observing a 
class discussing a topic that is 
usually considered 
esting to the high 
lines and hov/ they 
appearance. As we 
few minutes, we notice that al
though students seem interested, 
sporadically, they become disin
terested in the discussion. What 
are the reasons for students' tem
porarily losing interest in the 
lesson? 

Footage 

570 

to be inter-
school student, 
affect one's 
observe for a 

613 

626 

650 

y!®5;%BB 



j Tape II: 

Large Group 

Instruction: 

Commentator: 
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Footage 

[Introduction of a learning 
package on socialization of pre
school children.] 

School II is an innovative junior 
high school with about 1000 stu
dents. You are viewing the begin
ning of a large group instruction 
in Homemaking I in which a UWIPAC 
is being introduced. There are 
sixty students in the large group, 
all of the homemaking students 
enrolled. 

The student shown here is 
teaching other students how to 
make paper flowers. She seems 
to ignore the fact that class is 
beginning. 

Observe the two students 
wearing floor length dresses. 
If these dresses were worn to at
tract attention, their behavior 
does not seem to be a novelty to 
their peers. 

[Teacher introduces UNIPAC 
and students begin to take the 
pre-test.] 

Observe the two students* 
behavior as they take the pre
test. The atmosphere is relaxed, 
and there is some talking and 
comparing of papers. 

As the pre-test papers are 
turned in, notice that talking 
increases. [Noise level in
creases. ] 

[Students begin to move 
chairs to film strip area in the 
room.] 

20 

29 

50 

105 

176 

330 

> « * » » • « im 



Tape II: 
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Footage 

The large group is used for 
learning activities in which all 
students can participate, such as 
testing, films, and guest speak
ers. The students are now moving 
to the film area. As the lights 
go out, observe the teacher's in
troduction to the film strip and 
the students' behaviors as they 
become involved in the learning ex
perience. 

Identify learning principles 
that are in operation in this 
learning activity. Is any teacher 
action needed to allow other prin
ciples to operate? 

[Film begins; students seem 
to be involved; periodically, the 
entire class laughs; talking seems 
to be mostly about the film strip. 
(End of film)] 

404 

418 

678 

Tape III: 

Small Group 

Instruction; 

Commentator; 

[Discussion of film strip and toys 
is being conducted.] 

In school II, the teacher is conduct
ing a small group discussion on 
toys. The students at the table 
shown are interested and attentive 
sporadically. 

Can you observe possible causes 
of this student behavior? What 
could be done by the teacher to in
volve the students in the lesson? 
What principle of learning would 
prompt teacher action? 

[Teacher shows transparancies 
on criteria for choosing toys.] 

113 

126 

inM 



Tape III: 

Small Group 

Instruction: 

Commentator: 
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Footage 

. , ̂  The students at the other 260 
table seem to be even less in
volved in the lesson. Can you 
see causes for this student be
havior? When attentiveness does 
occur, what seems to stimulate it? 

[Camera focuses on large Latin- 345 
American student.] 

The student shown here is not 
involved in the discussion in any 
way, and is working on other sub
jects. She shows no outward re
sponses to the learning experiences. 
What principle of learning would 
assist the teacher in analyzing 
this student's behavior? 

When the teacher instructs the ' 454 
students to look in their UNIPAC's, 
this student takes several minutes 
to respond. 

[The role play technique is being 500 
used in clarifying concepts on the 
means by which children learn 
social behavior.] 

In school II, role play is used fre
quently as a method of instruction. 
First observe, without hearing the 
dialogue, the students who are par
ticipating in the role play. They 
apparently enjoy assuming the roles 
they play. With few properties, 
they show creativity in their depic
tion of characters in a specific 
situation. 

The involvement of the other 531 
class members shows how empathy 
accellerates learning. 

Another group focused their 557 
role play on children smoking as 
an imitative behavior. 

j/em 



Tape III: Footage 

Role" play can be an excel- 6ll 
lent teaching method; however, it 

I is not successful with all stu-
I dents. [Third group will not give 

role play.] It is interesting to 
note that the other members of the 
group are looking to the student 
with the plaid skirt and "granny" 
glasses for leadership in their 
group's preparation for role play. 
It is somewhat surprising that she 
does not assume this leadership 
role as she enjoys attention from 
others as evidenced by her wearing 
a floor-length dress to school. 
Why do you think she refused to par
ticipate in the role play? 

yjm 
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APPENDIX J 

INTRODUCTION TO SIMULATION TRAINING 

Simulation is a technique to provide life-like learning ex
periences which will help the student in his present or 
future work. In the present simulation, you will view high 
school classroom procedures on videotape and make decisions 
regarding student behaviors. You will have a chance to 
compare your decisions with your peers and determine what 
kinds of reactions would be likely to result from your de
cisions. It is hoped that simulation will give you some 
insight into applying your knowledge to a classroom situa
tion. 

This brief training period in simulation will have the fol
lowing objectives: 

1. Given classroom situations, the student will be 
able to recognize examples of specified principles 
of learning in operation. 

2. Given classroom situations, the student will be 
able to state the relationship between student 
needs and student behavior displayed. The relation
ship must be stated as a principle of learning. 

3: Given a classroom situation, the student will be 
able to select teacher action that promotes speci
fied principles of learning which would result in 
acceptable student classroom behavior. 

4. Given classroom situations, the student will be 
able to judge the teacher's action in light of 
principles of learning. 

Simulation promotes a high level of learning, but in order 
for the simulation training to be meaningful, the student 
must have knowledge and comprehension of the specific learn
ing principles* which are related to handling student be
haviors. Like the football player must learn his plays 
before he can apply them in the game, so the teacher must 
know and understand learning principles before she can apply 
them in simulation or in a real-life situation. 

The learning principles on the following pages are basic 
facts about learning which you have probably learned in 

*The selected learning principles are adapted from 
Watson's What Psychology Can We Trust? 

4m 
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I Educational Psychology. Please read and "digest" each one. 
On page 1, you will find the selected principles stated in 
a condensed form with the key words underlined. On pages 
2, 3, and 4, the principles are explained in more detail 
for greater understanding. 

?y the next class meeting, write an example in your own 
words of a time when each of the learning principles was 
used well or poorly by a teacher. Think about your own 
educational experiences to recall a time when you learned 
beyond knowledge and comprehension as a result of good use 
of a principle. You may give as many examples as you can 
recall, but do give one example for each principle of learn
ing. 

Your attendance at the next class meetings is of most im
portance for your learning and the success of this graduate 
study. 

BE 


