
21<T 
a'-JU 

m.iaio 

INSTRUCTIONAL EFFECTIVENESS OF A PERFORMANCE-BASED 

MODULE ON INDIVIDUALIZED INSTRUCTION FOR 

A STUDENT TEACHING COURSE 

DISSERTATION 

Presented to the Graduate Council of the 

North Texas State University in Partial 

Fulfillment of the Requirements 

For the Degree of 

DOCTOR OF EDUCATION 

By 

Nadine Dixon Jenkins, B.S., M.Ed. 

Denton, Texas 

December, 1976 



Jenkins, Nadine F., Instructional Effectiveness of a 

Performance-Based Module on Individualized Instruction for a 

Student Teaching Course. Doctor of Education (Special 

Education), December, 1976, 257 pp., 10 tables, bibliography, 

265 titles. 

The purpose of this study was to determine whether par-

ticipation in an instructional module on procedures for 

individualizing instruction produced results different from 

those produced by a traditional education approach with 

respect to the performance, attitude, self-concept, and dog-

matism of special education student teachers. 

The investigation was performed in two phases. The 

formative phase consisted of a panel of experts providing 

input for revision of the module and the research instrument 

especially designed for the study. Also, a field testing of 

the instructional module was conducted for approximately eight 

weeks during the spring term of 1975, utilizing thirty-two 

teachers enrolled in a special education course. In the 

evaluative phase, the effectiveness of both methods was 

examined. A pretest-posttest control group design and a 

posttest-only control group design were used and forty-five 

student teachers were randomly assigned to the modularized 

instruction group or the resource/discussion group. A total 

of twenty-two students constituted the membership of the 



resource/discussion group and a total of twenty-three stu-

dents constituted the membership of the modularized instruc-

tional group. Pretest and posttest data were gathered from 

student teachers prior to their training and at the con-

clusion of training on the Tennessee Self Concept Scale, the 

Minnesota Teacher Attitude Inventory, and the Dogmatism 

Scale Form E. The posttest measures of teaching performance 

were obtained from the "Evaluation of Clinical Teaching Per-

formance ." 

The findings were (1) there was no significant dif-

ference between the experimental and comparison groups with 

respect to teaching-performance; (2) the experimental group's 

mean self-evaluation teaching-performance score was sig-

nificantly different in a negative direction than the mean 

self-evaluation teaching-performance score for the comparison 

group; (3) both groups had positive correlations between 

teaching-performance scores and self-evaluation scores, but 

the experimental group had a significantly higher correlation; 

(4) there was no significant difference between the experi-

mental group and the comparison group with respect to change 

in attitudes; (5) there was no significant difference between 

the experimental and comparison groups with respect to the 

degree of change in self-concept, and (6) there was no sig-

nificant difference between the experimental and comparison 

groups with respect to degree of change in dogmatism. 



Possible explanations for the nonsignificant results 

were the relatively short duration of the study which 

inhibited extensive involvement with the modularized method, 

lack of practice in the use of the observation instrument, 

lack of interrater reliability, the difficulty of altering 

affective characteristics, and the possible influence of per-

sonalities of the university supervisors and cooperating 

teachers. 
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CHAPTER I 

INTRODUCTION 

Within the past few years, concern has been generated 

regarding the ineffectiveness of special education programs. 

This concern has been precipitated by ineffective special 

education services, shortages of services and teachers, and 

the inappropriateness of some categorically-based curricula. 

Consequently, there have been professional, judicial, parental, 

and societal demands for effective and efficient alterna-

tives to traditional teacher education. Heretofore, the 

criterion for teacher certification often has been the com-

pletion of specified courses which imply teaching capabilities. 

Recent court decisions and judicial rulings have created a 

demand for demonstrated competency from all educators in the 

field of special education (25). 

This accountability of educational delivery systems has 

challenged special educators to examine more closely their 

methods of preparing teachers. Consumers and administrators 

of public school systems require that training programs 

instill greater competencies in their trainees. Consequently, 

teacher educators are continually searching for more effec-

tive educational alternatives to improve these competencies 

in prospective teachers. 



Competency-based, or performance-based, teacher education 

has been described as a potentially effective educational 

strategy that can bring about needed reforms in teacher 

education. This approach places emphasis on the demonstrated 

performance of role-derived competencies. 

Impetus for the performance-based teacher education 

movement has come from varied sources. The movement was 

stimulated by funds provided by the United States Office of 

Education for the development and evaluation of model 

performance-based teacher education programs (22). 

Another influential occurrence was the development of 

Standards for the Accreditation of Teacher Education (27) 

by the American Association of Colleges for Teacher Edu-

cation, and their adoption by the National Council for the 

Accreditation of Teacher Education on January 15, 1970. 

These Standards require that the curricula for teachers be 

designed to achieve explicitly stated cognitive and per-

formance objectives congruent with the professional roles for 

which the preparation programs are designed and the behavioral 

outcomes sought. According to the Standards, the ultimate 

criterion for judging a teacher education program is whether 

it produces competent teacher trainees who, upon completion 

of their program of study, can enter the profession and per-

form effectively (27, p. 9). 

Particular support and encouragement for performance-

based special education teacher training programs has come 



from the Bureau of Education for the Handicapped, Division of 

Training Programs, in the form of guidelines and financial 

grants (29). 

A recent national survey sponsored by the Performance-

Based Teacher Education Project of the American Association 

of Colleges for Teacher Education (AACTE) and reported by 

Schmieder (24) provides an indication of the thrust of the 

movement. Questionnaires were sent to 1,200 teacher education 

institutions; of the 783 responding, 125 indicated that they 

had operationalized the program, 366 reported a developmental 

planning stage, and only 228 indicated that they were not 

involved some way in performance-based education. 

Despite the support from governmental and educational 

authorities, critics express concern over the possible pro-

duction of mechanistic teachers, the fractionalization of 

instruction through learning modules, and the lack of 

evidence that performance-based teacher education programs 

produce more competent teachers. At present there is a 

paucity of literature supporting the effectiveness of 

competency/performance-based teacher education for prospective 

special education teachers. 

The available literature suggests that performance-

based teacher education combined with modularized cognitive 

and performance components may prove to be an effective 

strategy for the production of more competent special educa-

tion teachers. The principle of accountability requires 



responsible empirical data to substantiate or refute the 

contention that the modularized approach of the performance-

based teacher education program is preferrable to the tra-

ditional preparation program. 

Teachers' self-concepts, beliefs, and attitudes are 

significant variables in the classroom that affect their 

teaching performance and inevitably students' learning. 

Increasingly, teacher education institutions are stressing, 

in addition to cognitive and psychomotor qualities, the 

importance of cultivating affective traits in order to pre-

pare a higher quality of prospective teachers for the nations' 

schools. Therefore, the purpose of this study was to compare 

a modularized instructional method with a traditional educa-

tion method with respect to the effect of each method on the 

performance, attitude, self-concept, and dogmatism of special 

education student teachers. 

Statement of the Problem 

The problem of this study was to determine whether par-

ticipation in an instructional module on individualizing 

instruction produced results different from those produced by 

a traditional education approach with respect to the per-

formance, attitude, self-concept, and dogmatism of special 

education student teachers. 



Purposes of the Study 

The purposes of this study were (1) to determine 

whether the observers' evaluations indicate differences 

between the teaching performance of student teachers who have 

been educated by an instructional module on procedures for 

individualizing instruction and the teaching performance of 

student teachers in the traditional preparation course; 

(2) to determine whether the self-evaluations of performance 

of student teachers who have had experience in an instructional 

module on procedures for individualizing instruction differ 

from the self-evaluations of performance of student teachers 

in the traditional preparation course; (3) to determine whether 

there is a correlation between the teaching-performance 

evaluations and the student teachers' self-evaluation for 

trainees educated by an instructional module, and whether 

there is a correlation between the teaching-performance 

evaluations and student teachers1 self-evaluation for trainees 

educated by the traditional preparation course; (4) to 

determine whether the effect of the instructional module is 

different from the effect of the traditional course with 

respect to student teachers' change in attitude; (5) to 

determine whether the effect of the instructional module is 

different from the effect of the traditional course with 

respect to student teachers' change in self-concept; and (6) 

to determine whether the effect of the instructional module 



is different from the effect of the traditional course with 

respect to student teachers' change in dogmatism. 

Hypotheses 

To carry out the purposes of this study, the following 

hypotheses were formulated. At the conclusion of the study, 

I. Student teachers educated by modularized instruction 

on procedures for individualizing instruction (Group A) will 

have achieved a significantly greater mean teaching-performance 

score on the "Evaluation of Clinical Teaching Performance" 

than will student teachers educated in the traditional manner 

(Group B). 

II. The mean self-evaluation teaching-performance score 

for student teachers of Group A on the "Evaluation of Clinical 

Teaching Performance" will be significantly higher than the 

mean self-evaluation teaching-performance score for student 

teachers of Group B. 

III. The correlation of the mean teaching-performance 

scores with the mean self-evaluation scores will be positive 

for both Group A and Group B, but Group A will have a sig-

nificantly higher correlation than Group B. 

IV. The student teachers of Group A will have achieved 

a significantly higher adjusted mean score than the student 

teachers of Group B on the posttest of the Minnesota Teacher 

Attitude Inventory. 

V. The student teachers of Group A will have achieved 

a significantly higher adjusted mean score than the student 



teachers of Group B on the posttest of the Tennessee Self 

Concept Scale. 

VI. The student teachers of Group A will have achieved 

a significantly lower adjusted mean score than the student 

teachers of Group B on the posttest of the Dogmatism Scale 

Form E. 

Definition of Terms 

For the purposes of this study, the following definitions 

were formulated: 

1. Attitude—operationally defined in terms of measures 

obtained on the Minnesota Teacher Attitude Inventory. The 

inventory purports to measure those attitudes of a teacher 

which predict how well the teacher will get along with stu-

dents in interpersonal relationships. 

2. Clinical teaching—a systematized process employed 

by special education teachers that involves observation, 

diagnosis, educational intervention, and evaluation for 

individualizing instruction to meet the educational needs of 

exceptional individuals. 

3. Dogmatism—operationally defined in terms of the 

measures on the Rokeach Dogmatism Scale Form E. The Scale 

purports to measure differences in the extent to which belief 

systems are open or closed. 

4. Group A—designated as the randomly assigned group 

of student teachers who were educated by the experimental 
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treatment variable (A)—the instructional module on pro-

cedures for individualizing instruction. 

5. Group B—designated as the randomly assigned group 

of student teachers who were educated by the traditional 

treatment variable (B)—group discussions and resource pre-

sentations . 

6. Individualized instruction—a pedagogical strategy 

employed by clinical teachers to promote educational achieve-

ment of exceptional individuals. The process involves 

observation, diagnosis, intervention, and evaluation. 

7. Instructional module—a unit of self-instruction 

which systematically enables the teacher trainee to acquire 

and demonstrate the specified competencies. The module 

contained explicit specifications of learning outcomes, 

alternative learning activities, and assessment procedures. 

The format for the module was flow chart, prospectus, pre-

assessment, instructional activities, and postassessment. 

8. Modularized instruction—an instructional system 

which allow students to move through course requirements at 

the student's own pace. Course behavioral objectives, 

alternative learning and assessment activities are given to 

the student in the form of a module. 

9. Performance—operationally defined in terms of the 

rating score obtained on the "Evaluation of Clinical Teaching 

Performance." The scale purports to measure the student 



teacher's effective utilization of clinical teaching skills 

and behaviors. 

10. Performance-based teacher education—a teacher 

education approach that specifies the competencies to be 

demonstrated by the student, has explicit assessment criteria, 

and holds the student accountable for meeting those criteria. 

11. Self-concept—operationally defined in terms of 

measures obtained on the Tennessee Self Concept Scale. The 

Scale purports to measure the multi-dimensional facets of an 

individual's concept of himself. 

12. Traditional training program—defined as the exist-

ing training program for special education student teachers 

at the University of Maryland. The program consists of group 

discussions and resource presentations. The seminars were 

facilitated by various resource persons. Discussions were 

centered on the expressed concerns of the student teachers 

and not always explicitly designed prior to meeting dates. 

Limitations of the Study 

This study was limited to special education majors 

enrolled at the University of Maryland and assigned to student 

teach in special education classes the last half of the final 

semester of their senior year. However, there was no known 

reason to suggest that other special education student teachers 

would differ in significant ways from those included in this 

study. 
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There was also the limitation in that such factors as 

age, sex, experience, and the influence of the cooperating 

teachers and college supervisors were not rigidly controlled 

in the study. However, random assignment of the student 

teachers to groups distributed the effects of these variables 

randomly and equally across the two groups used in the study. 

Another important limitation is that there would be an 

unknown amount of "human error" in the ratings made by the 

cooperating teachers and supervisors. 

Basic Assumptions 

It was assumed that the ratings assigned on the "Evalua-

tion of Clinical Teaching Performance" would provide a valid 

and reliable measure of the student teacher's effectiveness 

in the classroom. It was further assumed that the cooperating 

teachers and university student teacher supervisors would be 

consistent in their observations and respond honestly to the 

specified criteria for clinical teaching skills and behaviors. 

The assumption was also made that a paper and pencil 

test would provide a valid and reliable measure of attitude, 

self-concept, and dogmatism. It was also assumed that the 

student teachers would be cognizant of their true feelings at 

the time of testing and would be honest in revealing those 

feelings pertinent to attitude, self-concept, and dogmatism. 
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Background and Significance of the Study 

Methods of instruction in higher education have been 

studied extensively over the past half-century to discover 

the most effective instructional procedure (6, p. 1). Many 

criticisms have been directed at the existing teacher educa-

tion programs. A promising viable alternative to present 

systems is the educational program known as "Performance-

Based Teacher Education" or "Competency-Based Teacher Edu-

cation," hereinafter referred to as PBTE. The progressing 

dissatisfaction with the existing approaches to teacher 

education, increased demand for relevance, accountability, 

cost-effective schooling, and availability of analytical 

tools have led to increasing consideration of performance-

based criteria for the certification of teachers (22) . The 

proponents of PBTE have advocated this type of program as a 

pedagogical methodology that can produce the needed reforms 

in teacher education. Cook (4) and Woodruff (32) both agree 

that PBTE has the potential to be a logical, rational, and 

systematic method of producing competent teachers. They 

further stipulate that with effective leadership, research 

and financial support, PBTE has the potential to revolutionize 

not only teacher education but all levels of education. How-

ever, Cook recommends that total conversion should be delayed 

until experimental research verifies that PBTE is superior to 

traditional approaches to teacher education. 
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Some critics of PBTE (3, 17, 23) contend that the pro-

gram's unproven philosophy and doctrines, its inherent 

limitations, and its mechanistic tendencies demote the 

innovative movement to a position inferior to traditional 

approaches. 

Contrary to this expressed opposition, implemented PBTE 

programs have provided substantial justification for the 

program. The evaluation of one of the first and most widely 

known PBTE programs at Weber State College was reported by 

Parker (18). The evaluative study of Weber State's 

"Individualized Performance-Based Teacher Education" (IPTE) 

after three years of operation delineates several definite 

advantages. The author reports that (1) the general program 

structure provides satisfaction for most the student's felt 

needs; (2) IPTE students can apply the competencies taught 

in the program as first-year teachers; (3) IPTE first-year 

teachers are judged to be more self-confident, adaptable, 

student-centered and capable leaders; and (4) IPTE students 

and graduates reject the frequent criticism that the program 

is "not humanistic." 

The impact of a performance-based pilot program, the 

University of Nebraska Secondary Teacher Education Program 

(NUSTEP), was experimentally investigated and reported in 

related studies by Francke and Hughbanks. An investigation 

of pupil achievement and teacher behaviors that provided a 

formative evaluation of the program was reported by Francke 
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(9)• The results indicate that student teachers from NUSTEP 

utilized their training model in their own teaching experience 

more than the traditionally trained student teachers utilized 

their training. Student teachers from NUSTEP were able to 

elicit better achievement from their pupils. There was a 

positive relationship between the NUSTEP student teacher's 

ability to produce pupil achievement and the use of the 

teaching behaviors related to the model of instruction. 

Hughbanks (12) found that student teachers utilized in 

their practicum eight of the nine behaviors which they had 

been taught in NUSTEP. Also, the attitudes of the students 

toward the behaviors taught in the NUSTEP program were more 

positive at the end of student teaching than they were prior 

to the practicum experience. Reviewing these and other NUSTEP 

studies, Sybouts (28) reports that teacher education students 

not only like PBTE better than traditional instruction, but 

also the students were considered to be more effective teachers, 

Waimon, Bell, and Ramseyer (30) investigated the effects 

of PBTE training on the performance of prospective teachers. 

The results reported by the authors suggest that the pro-

spective teachers educated this way were effective in pro-

ducing greater pupil achievement and that it does not promote 

undesirable attitudies toward pupils and teaching. 

At the core of the PBTE program is the pedagogical 

strategy commonly known as modularized instruction. Modulari-

zation allows for the facilitation of individualization and 
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personalization that teacher trainees are requesting and that 

are considered essential by educators. The effectiveness of 

teaching utilizing a modularized approach as compared to 

teaching utilizing the traditional approach in teacher educa-

tion programs has been empirically investigated and reported 

by Pope, Dale, and Merwin and Schneider. Pope (21) compared 

a program of independent study, using self-instructional 

modules, with a modified traditional classroom approach in an 

elementary education methods course for teacher trainees at 

Washington State University. The results reported a sig-

nificant difference in favor of the independent study group 

on the measure of cognitive achievement. On measures of 

teaching performance and attitudes there were no significant 

differences between the two groups. Dale (6) investigated 

the difference in achievement between those who were taught 

through use of learning modules and those taught in the tra-

ditional manner. The analyzed data indicated that students 

were able to gain as much achievement in the required course 

using learning modules as they were able to gain using the 

traditional method. Merwin and Schneider (15) found that 

teacher trainees educated by self-instructional modules 

achieve significantly higher achievement test scores and stu-

dent teaching performance ratings. Additionally, the students 

expressed favorable attitudes toward the use of self-

instructional modules. While studies on modularized instruc-

tion are inconsistent, the empirical evidence seem to 
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indicate major findings. The utilization of modularized 

instruction seems to improve the instructional quality of 

teacher education programs, promote effectiveness in teaching 

performance, and provide teacher trainees with a satisfying 

and enjoyable learning experience. 

Csapo (5) investiaged the effect of individualized non-

modularized instruction for a special education course on the 

performance behavior of teacher trainees. The results indi-

cate that individualized instruction is effective at the 

course and classroom level. A preliminary survey regarding 

practicing teachers' evaluations of special education courses 

presented in a competency-based performance,, criterion-

referenced format was reported by Wixson (31). The results 

indicated that teachers overwhelmingly favored the competency-

based approach to traditional instructional procedures. 

Shores, Cegelka, and Nelson (26) report that the spe-

cific effects of teacher behavior on the performance of handi-

capped children are largely unknown. Therefore, the authors 

recommend the need for experimental research to provide an 

empirical base for the development and validation of special 

education teacher competencies. The data resulting from such 

a study would provide the badly needed empirical platform for 

developing competency-based special education teacher educa-

tion programs. While there is an expressed need to empirically 

verify PBTE program for special education teacher trainees, a 

review of the literature failed to ascertain such a study. 
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In spite of the research findings in regular teacher 

education training programs, special education teacher prepara-

tion programs seem reluctant to implement the PBTE model. 

Prospective special education teachers are indoctrinated in 

the philosophy of individualizing instruction as a means of 

meeting the needs of exceptional learners. Contrary to this 

philosophy, teacher educators fail to provide an imitative 

model for their prospective teachers. Meyen and Altman (16) 

report that the major principles of PBTE training are directly 

parallel with the principles of good teaching that are being 

instilled in pre-service special education trainees. The 

steps inherent in development of PBTE are congruent with the 

steps inherent in developing good instruction for pupils. 

The model described by Meyen and Altman justifies the need 

for adapting alternative teacher training strategies as a 

means for providing quality education to special education 

teacher trainees as advocated for the prospective pupils of 

these teacher trainees. 

A possible explanation for the paucity of research con-

cerning modularized instruction as a means of educating 

special education trainees is the need for criterion stan-

dards for measuring the effectiveness of a program to produce 

capable special education teachers. Within recent years the 

effectiveness of teacher education programs is a frecruent 

question that has stimulated research to provide answers. 

Most educators believe that the teacher trainee's attitude and 
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personality are important criteria for teacher effectiveness. 

The results of several studies (1, 2, 10, 11, 13, 14, 19) seem 

to support this contention. 

Teacher personality is viewed as an important factor in 

the classroom. However, Shores, Cegelka, and Nelson (26) 

report that the relationship between teacher personality and 

child behavior has not been as thoroughly researched in 

special education as in regular education. Therefore, the 

authors point out that there is a need for empirical inves-

tigation of teacher personality and attitudes as related to 

classroom teaching performance. 

The results of an investigation by Dobson (7) indicate 

that the prediction and evaluation for individual student 

teaching behaviors utilizing certain psychological variables 

could be made with significant predictive accuracy. The 

author's research findings indicate that a procedural research 

model utilizing psychological variables provides a basis for 

selecting individuals with a high potential for successful 

careers in the education of exceptional children. Correlating 

training with attitude and personality, Donohue (8) found that 

fully prepared teachers expressed significantly higher self-

concepts in ability to teach and more favorable attitudes 

toward pupils than teachers partially prepared. 

Even though the above mentioned studies have described 

teacher personality and attitude as one of the most sig-

nificant variables in the classroom, other studies (2, 20, 33) 
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have validated these characteristics as criteria for a pro-

gram's effectiveness. However, major problems of relating 

teacher preparation approaches to prospective special edu-

cation teachers' effective teaching strategies and affective 

qualities remain unresolved. 

Results from all of the above mentioned studies seem to 

indicate that student teachers educated by modularized 

instruction tend to have positive self-images regarding their 

abilities and teaching capabilities. They will utilize in 

their practicum the behaviors provided for in the training 

module. Because of the student teachers' positive self-

concepts in themselves and their capabilities, they tend to 

maintain a positive social-emotional atmosphere in their 

classrooms. Not only will the student teachers' elicit 

desirable pupil achievement, but they also will be regarded 

as effective prospective teachers. Therefore, a need may 

exist to formulate a new special education curriculum to be 

planned congruent with the principles of PBTE and modularized 

instruction, and the effectiveness of the program should be 

empirically investigated and compared with the traditional 

approach. 

A review of the literature reveals no studies dealing 

with the specific concerns investigated in this study. The 

bulk of past research has excluded special education student 

teachers, due perhaps to the unique nature of their dual 

practicum experiences. Studies were examined which were in 
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part related to this research and these have already been 

cited. 

The main hypothesis of this study was that student 

teachers' changes in attitude, self-concept, and dogmatism 

are directly related to the nature of the student teachers1 

instructional experiences. This hypothesis was based on the 

assumption that modularized instructional experiences would 

elicit more significant changes in student teachers than 

would the traditional training method. If the modularized 

approach produces desirable changes in personality and atti-

tude, and if these changes promote teaching effectiveness, 

transformation to PBTE on all levels of the current special 

education teacher education program may be warranted. 
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CHAPTER II 

REVIEW OF RELATED LITERATURE 

Introduction 

A review of the literature suggests that there is a need 

and demand for the development of innovative and more effec-

tive teacher education programs. Recent developments in 

teacher education, instructional technology, and state cer-

tification procedures further suggest an increased need to 

develop and evaluate instructional modules which can be 

utilized in competency/performance-based teacher training 

programs. Increasingly, teacher education institutions are 

stressing the cultivation of cognitive, psychomotor, and 

affective traits in their programs in order to prepare a higher 

quality of prospective teachers. Consequently, the attempt 

of this study was to compare a modularized instructional 

method and a traditional education method with respect to the 

effect of each method on the performance, attitude, self-

concept, and dogmatism of special education student teachers. 

Accordingly, this study requires a thorough understanding of 

the development, meaning, organization, and evaluation of 

C/PBTE and modular instruction, as well as the nature and 

development of the above affective traits. This chapter will 

be organized commensurate with the areas germane to this study. 
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The Need for Improvements in Teacher Education 

While certain teacher preparatory institutions have been 

recognized for their meritorious educational opportunities 

and excellent instructional programs, recently the commen-

dations awarded to teacher education programs have been 

challenged (152). Dissatisfaction with existing teacher 

education programs, the effect of this dissatisfaction on 

prospective teachers, and the fact that many public school 

children are being inadequately educated are the conditions 

that have placed the entire educational system in a state of 

confustion. As Howell points out, 

The indisputable fact of large-scale failure of 
schools to engender learning in their pupils at an 
acceptable rate has led critics of education to charge 
teachers with incompetence. Rather than attempting 
to deny it, educators generally have agreed that, 
whatever the reasons for it, teacher incompetence is 
very common and that drastic measures to remedy it 
are needed (110, p. 3). 

One of the main catalysts, therefore, for revision of 

teacher education programs has been the alleged ineffec-

tiveness of public school teachers, and critics have placed 

responsibility for this incompetence with teacher preparation 

institutions. Sterling M. McMurrin, former United States 

Commissioner of Education, charges 

The blunt fact is that many of our teachers are not 
properly qualified to handle the responsibility we 
have placed on them. This is our basic educational 
problem. Many of our teachers, for instance, lack 
native talent for teaching. It is a national scandal, 
moreover, that large numbers of them are inadequately 
prepared in the subject matter that they teach, as 
well as in the elements of a genuinely liberal education. 
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This is, in my view, the major weakness of American 
Education (153, p. 6). 

Societal, governmental, parental, and professional 

dissatisfaction with the shortcomings of the educational 

system, and incompetence of the individuals responsible for 

educating the nation's youth, have intensified the demand for 

educational reform and teacher accountability. According to 

Davies, 

A large and growing number of people have lost con-
fidence in schools and colleges. They are skeptical 
about the way institutions are operated; they have 
doubts about the people who run them and they question 
the results of their effects (58, pp. 132-133). 

In an editorial debate on the accountability of and 

necessity for teacher colleges, Bausell and Moody (14) com-

ment on the primary purpose of colleges of education and 

their accomplishments. They view the primary purpose of 

colleges of education as having an effect on public schools. 

The public schools' basic function is to have affect on the 

academic achievement of their students. The progressive 

effect is from college of education to novice teacher, to 

public school, to individual student achievement. The con-

clusion of research studies relative to teachers' performance 

proficiency, their college training, and student achievement 

cited by these authors is that "teacher preparation as pro-

vided by colleges of education does not result in increased 

student achievement" (14, p. 298). 
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Teacher education is a diverse and complex enterprising 

profession that must constantly respond to changing conditions 

and challenges in order to maintain vitality and viability. 

However, observed intrinsic changes and betterment have been 

minimal. According to Gallegos (87), the extrinsic changes, 

due mainly to increased student population, have had, if 

anything a detrimental effect on programming. Whereas, in 

the past, school systems' needs have been quantitative, the 

oversupply of applicants has engendered a shift in teacher 

recruitment to a more qualitative basis. Therefore, Allen 

and Mackin stipulate that 

As a result, a competitive pressure will be placed 
upon teacher education institutions which has not 
been felt previously. In order to furnish trainees 
who can compete on the open market, teacher educators 
will have to sharpen up their programs and, in the 
majority of cases, undertake major modifications. 
Unless such responses are made, it is not incon-
ceivable to expect that other more adaptable sources 
of teacher preparation will begin to replace the 
teacher education institution (4, pp. 485-486). 

Other problems threatening the survival of teacher training 

programs are reported by Gallegos. 

In the ever-increasing demand for accountability, 
reduction in expenditures, effectivensss and effi-
cieny in educational endeavors and, most importantly, 
relevance in education, it is incumbent upon teacher-
training institutions drastically to modify present 
programs (87, p. 44). 

In 1963, James Bryant Conant (47), following a two-year 

study on the education of teachers, concluded that there is 

a need for reform and united efforts to prepare better 

teachers with a desirable result of better schools. The 
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nation as a whole would benefit from such a revolution, In 

the same year James Koerner, in The Miseducation of American 

Teachers (130) provides much insight into the characteristics 

and quality of teacher education. His investigations clari-

fied certain negative forces presently affecting teacher 

education. 

Despite the need and demand for reforms, the inadequacy 

of the teacher education system has not been without concern, 

experimentation, and innovations. The legitimacy of the 

problems, the need for commitment, and consideration of a 

course of action for improvement have become a priority for 

deans of schools of education. The group headed by Dwight 

Allen formulated a seven-year strategic plan for changing 

existing teacher education programs which was endorsed by the 

Executive Committee of the National Association of State Uni-

versities and Land-Grant Colleges (NASULGC). Their concerns 

are stated by Allen and Mackin. 

Sadly, we must concur with our educational critics that 
we do have an absurdly antiquated educational system, 
unresponsive to massive social and technological 
changes, and that teacher education serves as a major 
reinforcer of the stagnation and traditionalism per-
meating this system (4, p. 485). 

The legitimacy for the deans' advocated Seven Year Plan is 

based on 

The fact that the majority of teachers today continue 
to train within the standard foundations—methods— 
student teaching framework, without options and with-
out opportunities for individualization, is an embar-
rassment to our profession and one that we seek to end 
immediately (4, p. 487). 
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The fault is consistently placed on teacher educators 

for succumbing to the status quo, and contentment to per-

petuate established programs and practices despite continuous 

stimulators for change. As a result, reforms and improvement 

in teacher education are subjects about which much has been 

said and written but little achieved. Most teacher educators 

are basically conservative in nature, and teacher education 

programs continue to be much as they were mid-century (64, 

pp. 11-12). According to Gallegos, the course of study com-

mon to many teacher preparatory institutions can "best be 

summed up as programs about educational philosophy, social 

foundations, evaluation, and audiovisual aids, with a trau-

matic, learn-by-doing finale called student teaching" (87, 

p. 4 3). Research on teacher education has indicated, 

according to Peck and Tucker, that 

Traditional teacher education, with its frequently 
lengthy stays in the semantic stratosphere, has not 
done a very effective job of developing these skills, 
particularly at the pre-service level. Accumulating 
evidence does suggest, however, that a genuine revolu-
tion in the nature and quality of teacher education is 
already visible on the horizon (167, p. 970). 

According to Cooper and Sadker (51), there is a growing 

utilization of modularization, an increase in competency-

based curricula, and the development of affective education 

components in current teacher education curricula. Contrary 

to expected reactions, many teacher education institutions 

have been conservative in their inclusion of these novel, but 

potentially effective ideas. Consequently, the overall effect 
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on teacher education has been minimal. Therefore, it seems 

that the sporadic and conservative utilization of innovation 

in teacher education indicates a lack of responsiveness to 

change for betterment. 

The mere survival and the effectiveness of teacher edu-

cation programs, as well as the competence of their graduates, 

require effective alternatives to the present monolithic 

training system. This is necessary in order to assure the 

cognitive and affective development of today's children and 

youth. 

Reform Movements in Teacher Education 

Because the improvement of public school didactics is 

dependent upon reform in teacher education, "the importance 

of the education of teachers cannot be overemphasized," 

according to Dickson, Kean, and Anderson (65, p. 1). The 

viable relationship between teacher preparation and teacher 

performance require continuous program regeneration in order 

to produce proficient teachers. Dickson, Kean, and Anderson 

support this contention when they say, 

The task of those responsible for teacher education is 
to prepare teachers able to orchestrate those variables 
so that children learn what best prepare them to 
improve mankind's relation to the world. Relevance 
requires that we continously assess the relationship 
between teachers' education and their ultimate func-
tioning as teachers. When we say those responsible 
for educating teachers, we mean everyone from the 
kindergarten teacher to the college president (65, p. 1). 

The demand for relevance, accountability, and improvement 

of educational institutions has prompted teacher educators to 
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examine their methods of preparing teachers and reemphasize 

the need for pedagogical innovations. This being so, respon-

sive teacher education programs are implementing innovative 

instructional programs which include pertinent teaching aids 

and techniques are implemented in an appended, piecemeal man-

ner. While they offer program potential, and despite their 

supplement to the present curriculum, the net result is that 

the overall program does not change significantly. Innovative 

programs must, therefore, be considered relative to the total 

programs (64, p. 13). 

The diligent and continual search for the best method 

to prepare individuals desirous of performing effectively in 

the classoom seemed fruitless until recent times. One 

solution, Elfenbein explains, resulted from 

An attempt to improve education and assist teachers 
to meet society's rapidly changing needs, educators 
are engaged in a continual search for alternative 
means to improve teacher competence. The concept of 
performance-based teacher education emerged in the 
latter part of the Sixties as one alternative way to 
prepare teachers (76, p. 1). 

Since its initial inception, the reform movement desig-

nated alternatively as "competency-based" or as "performance-

based" has acquired increasing momentum throughout the domain 

of teacher education. This innovative approach to teacher 

education has been variously proclaimed as a "potentially 

powerful educational strategy that can bring about needed 

reforms in teacher education" (146, p. 179), an approach that 

"holds promise of renovating and regenerating teacher 
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education" (109, p. viii), and "the most significant lever 

for education reform since Sputnik" (184, p. viii). 

Although the existence of the movement dates back only a 

few years, the AACTE/PBTE committee (1) view the movement as 

deeply rooted in the historic development of American teacher 

education program. The generating impetus for PBTE and 

performance-based certification has come from diverse sources. 

According to Houston (107), performance-based education and 

certification evolved as a part of a culturally-based movement, 

Accountability and personalization are two forces in American 

society that have contributed to its development. In agree-

ment with this, Elam states that "probably the roots of PBTE 

lie in general societal conditions and the institutional 

responses to them characteristic of the Sixties" (75, p. 2). 

Additionally, PBTE is considered to have evolved over a 

number of years spurred on by increasing demands for accounta-

bility, relevance, and cost-effective schooling (180). 

Regardless of the antecedents, major support for the 

movement emerged in October 1967 when the Bureau of Research 

within the United States Office of Education issued a request 

for Proposals to support the development of Educational Speci-

fications for a Comprehensive Undergraduate and Inservice 

Teacher Education Teachers (195). Nine proposals were chosen 

from among eighty submitted by universities and colleges 

indicating a willingness to become pilot teacher training 

programs (157). 



33 

In 1970/ further significant support was provided by the 

National Council for Accreditation of Teacher Education 

(NCATE) approval and adoption of new Standards for the Accredi-

tation of: Teacher Education (194) . The Standards contain 

guidelines that are essential to PBTE programs, such as 

explicit program objectives, individualized study programs, 

student involvement, field-based experiences, and evaluation 

of graduates and program. 

Within the past few years, the PBTE movement has grown 

phenomenally, and many instances of its inclusion may be 

found throughout American education (107). Evidence of the 

trend is furnished by state legislations and state boards of 

education that have adopted PBTE as a means of achieving 

accountability in their educational systems. By fall 1975, 

eighteen states had approved and implemented state plans for 

CBTE and for competency-based teacher certification (170). 

Evidence of the growth of the movement is shown by its 

inclusion in the National Teacher Corps programs, other pro-

grams and projects funded by U.S.O.E., the establishment and 

operation of national committees and commissions, and the 

restructuring of elementary and secondary school programs to 

reflect the trends of the movement (107). The impact of the 

PBTE movement, according to Elam (75) ranges through teacher 

education institutions, state departments of education, pro-

fessional organizations, and into the communities these serve. 
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Nevertheless, the PBTE development has been scattered, sporadic, 

and tentative. 

According to Burns, the PBTE movement is the focus of 

attention for many teacher education institutions. Nevertheless, 

the movement includes less than 100 pure or related projects 

(32, p. 33). The growth of the movement is still remarkable 

considering that just a few years ago "competency-based" or 

"performance-based" teacher education was not a part of the 

education vernacular. 

Because of diversified application and misconceptions, 

disagreements have arisen about what PBTE actually is. Since 

the inception of the PBTE movement, numerous definitions have 

evolved. Widely known and often quoted is that presented by 

Stanley Elam in Performance Based Teacher Education: What Is 

T^ e State Of. The Art? (75) . In August, 1971, the AACTE/PBTE 

Committee assembled a group of experts to discuss the key 

concepts underlying the movement. Elam's comments represent 

results of the deliberations of the committee. The derived 

definition includes three levels of descriptors, and the con-

sensus of what constitutes a performance-based program. 

1. Competencies (knowledge, skills, behaviors) to be 
demonstrated by the student are 
. derived from explicit conception of teacher roles, 
. stated so as to make possible assessment of a 
student's behavior in relation to specific com-
petencies, and 

. made public in advance; 
2. Criteria to be employed in assessing competencies are 

. based upon, and in harmony with, specified com-
petencies , 
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. explicit in stating expected levels of mastery 
under specified conditions, and 

. made public in advance; 
3. Assessment of the student's competency 

. uses his performance as the primary source of 
evidence, 

. takes into account evidence of the student's 
knowledge relevant to planning for, analyzing, 
interpreting or evaluating situations or behavior, 
and 

. strive for objectivity; 
4. The student's rate of progress through the program 

is determined by demonstrated competency rather than 
by time or course completion; 

5. The instructional program is intended to facilitate 
the development and evaluation of the student's 
achievement of competencies specified (75, pp. 6-7). 

Elam delineated several other characteristics that are implied 

elements and are frequently a part of the CBTE program. 

1. Instruction is individualized and personalized. 
2. The learning experience of the individual is guided 

by feedback. 
3. The program as a whole is systemic. 
4. The emphasis is on exit, not on entrance requirements, 
5. Instruction is modularized. 
6. The student is held accountable for performance, 

completing the preparation program when, and only 
when, he demonstrates the competencies that have 
been identified as a requisite for a particular pro-
fessional role (75, pp. 7-9). 

The definition is terminated with a list of related and 

desirable characteristics. 

1. The program is field-centered. 
2. There is a broad base for decision making (including 

such groups as college/university faculty, students, 
and public school personnel). 

3. The materials and experiences provided to students 
focus upon concepts, skills, knowledges, which can 
be learned in a specific instructional setting. 

4. Both the teachers and students are designers of the 
instructional system. 

5. Because PBTE is systemic and because it depends upon 
feedback for the correction of error and for the 
improvement of efficiency, it is likely to have a 
research component; it is open and regenerative. 
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6. Preparation for a professional role is viewed as 
continuing throughout the career of the pro-
fessional. 

7. Role integration takes place as the prospective 
teacher gains an increasingly comprehensive per-
ceptive of teaching problems (75, pp. 9-11). 

The PBTE movement has attracted both proponent and antago-

nist with each applying his own meaning and application. As 

the movement grows, the definition of PBTE becomes more 

nebulous. A precise definition, and circumscribed meaning, 

of the phrase PBTE are vital to productive dialogue. How-

ever, according to Cook (48) there is presently no clear cut 

single definition of PBTE which is acceptable to all educators. 

The AACTE/PBTE Committee (1) considers the use of 

modules not an essential characteristic of the PBTE approach 

but a common practice in order to facilitate the adaptation 

of instruction to individual needs and abilities. Like 

educational technology and the systems approach, modulariza-

tion is considered an enabler of competency—based instruction. 

With reference to this, and in agreement with the Committee's 

standpoint, Howsam and Houston (111) view the connection as 

a result of common association with an effective means and 

not from logical necessity. While competency-based is rarely 

considered without reference to some kind of educational 

packaging, nevertheless, modularization and competency-based 

instruction are not the same (111, p. 5). 

According to Weber and Rathbone, to be effective, a 

teacher education program should be (1) competency—based, 
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(2) regenerative, (3) personalized and consumer oriented, and 

(4) provide good models of instruction (209, p. 59). With 

reference to these four factors, the characteristics of the 

instructional module seem to be a facilitative heuristic 

device. As stipulated and described by Weber and Rathbone 

(209, p. 61), Howsam and Houston (111, p. 10), Cooper and 

Weber (52, p. 10), and Dickson and Leonard (66, p. 46), the 

principal instructional element as well as the heart of the 

CBTE program is the instructional module. 

Although the format of the module may vary somewhat, 

most modules include the following: 

a. A rationale serving two purposes: (1) to 
describe the purpose and importance of the 
objectives of the module in empirical, theo-
retical, and/or practical terms; and (2) to 
place the module and the objectives of the 
module within the context of the total program. 

b. An objective or set of objectives that specify 
the competency or competencies the student is 
expected to demonstrate. 

c. A description of prerequisites to the module, 
if any. 

d. Pre-assessment procedures—usually diagnostic 
in nature—that allow the student to demonstrate 
mastery of the objective or objectives and to 
'test out' 

e. Learning activities—various instructional options 
available to the student—that contribute to the 
student s achievement of the objective or objec-
tives . 

f. Postassessment procedures that allow the student 
to demonstrate achievement of the objective or 
objectives of the module. 

g. Remedial procedures for those students who are 
unable to demonstrate achievement of the objective 
or objectives on the postassessment (209, p. 61). 

In addition to these distinguishing characteristics, Cooper 

and Weber add a number of things about the various aspects 

of the module that should be highlighted. 
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1. The objective or objectives are made public. 
2. The preassessment provides the student with an 

opportunity to demonstrate competencies he already 
possesses and the options to bypass the instruc-
tional activities relevant to those competencies 
he has demonstrated. 

3. Both the preassessment and postassessment should 
be reality oriented, that is, the testing situa-
tion should be close to the "real thing" as is 
possible. Therefore, performance and product cri-
teria are frequently used to assess student pro-
gress. 

4. Most important, a modular approach increases pos-
sibilities for self-pacing, individualization, 
personalization, independent study, and alterna-
tive means of instruction: an obvious advantage 
(52, pp. 17-18). y 

For the reasons and advantages previously cited, pro-

ponents have argued strongly for performance-based modularized 

instruction. Their rationale for using the module as the 

basic organizing unit, as stated by Kean and Dodl are, 

1. Because they are objective oriented, modules are 
consistent with the systems approach. 

2. Because of this objective orientation, modules can 
be elevated much more easily than semester lonq 
courses. 

3. Modules are much more easily added, changed or 
discorded than courses. 

4. Because modules usually do not run a full semester 
a more flexible use can be made of instructional 
personnel and student time. 

5. More options are available to the students in the 
sequencing and composition of their curriculum. 

6. Module credit a fraction of a semester credit hour— 
can be assigned to each module and easily converted 
to the semester credit system for record-keeping 
purposes (126, pp. 40-41). 

In summary, performance—based modularized instruction 

seems to be an advantageous response to traditional teacher 

education program instructional weaknesses. While PBTE and 

modularized instruction seem rich in promise, their merits 

can be validated only by empirical research. 



39 

The Pro and Con of Performance-Based Modularized Instruction 
for Training Prospective Teachers 

The PBTE movement has stimulated a debate with proponents 

advocating it as the best means of implementing needed reforms 

in teacher education, and opponents maintaining that this 

approach is behavioristic, dehumanizing, and based upon a 

cybertic model inappropriate for preparing teachers. In 

addition, a third group are undecided, and await research 

data before taking a definite stand. Therefore, it seems 

appropriate to present some of the most controversial issues 

debated, and to report some of the results of available 

research in order to consider the effectiveness of PBTE in 

producing more competent teachers. 

The thrust for program credibility and accountability 

has spurred on the demands for teacher certification based on 

demonstrated ability to teach. Among the many educators 

advocating performance-based certification is Schalock, who 

asserts that 

The growing dissatisfaction with present approaches 
to teacher education, the availability of increasing 
analytic tools in teacher education, and the demand for 
greater accountability in education generally have 
given rise to the concept of "performance-based criteria" 
for teacher certification. In general terms, such 
certification asks that the criteria—whether knowledge 
and/or behavior and/or products of behavior—be made 
explicit, and that students of teaching be held 
accountable to those criteria (183, p. 48). 

Generally, teacher certification has been granted fol-

lowing successful completion of designated academic and pro-

fessional courses with the requirement of maintaining a 
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certain grade-average; the program culminates in a brief 

student-teaching internship. Traditionally, these factors 

have been utilized as evidence that a person is prepared to 

teach, as well as predictors of teaching capabilities. 

Recently, this practice and assumption have been questioned 

(69). Increasingly, certification agencies are shifting 

toward procedures that emphasize performance criteria to 

determine an individual's ability to perform as a teacher. 

Fred Daniel, in a paper presented at a U.S.O.E. Bureau of 

Education training session on Performance-Based Teacher Cer-

tification, stated that it is needed because "(a) It makes 

sense. (b) The public will demand it. (c) It will 

strengthen the profession of teaching" (57, p. 6). Further-

more, Schalock has delineated arguments for the adoption of 

effective performance as a basis for certification. 

1. There is logic in focusing upon what a teacher does 
instead of what he knows, believes or feels; for 
what he does is a reflection of what he knows, 
believes or feels. 

2. Since it is the teacher's behavior that is the pri-
mary determinant of teacher influence, it is 
important that prospective teachers be able to 
behave in ways that are desirable. 

3. The research that has been done on teacher behavior 
has laid out categories that are observable, mea-
surable and relatively easily mastered. 

4. Because such a focus has a good deal of common sense 
about it, and because it permits systematic measure-
ment, it provides on means for meeting the require-
ments of accountability in teacher education (183 
pp. 44-45). ' 

In consideration of the rewarding prospects of new 

accreditation, Larson declares that the promise of performance-

based certification can be summarized as follows: 
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The movement has the potential, if it is realized, for 
moving accreditation activities from a base which is 
largely one of academic form to a base of competence 
or accomplishment. More importantly, however, it has 
the potential for moving instruction and degree work 
from a base of inferred competence to a base of 
accomplishment and demonstrated competence. For a 
professional school, this is important (137, p. 21). 

Competency is the single most essential concept, the 

sine qua non of the C/PBTE approach. Hence, Dodl states that 

Competency-based teacher education (CBTE) is 
referenced to functional descriptions of its pro-
ducts. It is in the explication of teaching functions 
via specification of the necessary competencies to 
perform those functions that CBTE derives its label, 
sets its purpose, and demands performance as evidence 
of readiness to teach (69, p. 194). 

Consequently, teacher education institutions have directed 

much effort toward competency identification and specifica-

tion. This was a major endeavor, of course, because "a 

competency-based program can be no better than its compe-

tencies, for they determine the context for all else" (108, 

p. 202). Paradoxical to this statement is Dodl1s assertion 

that "probably the most persistent and pervasive problem 

facing CBTE is charges by both critics and supporters that 

the selected competencies have no validity" (69, p. 197). 

What are the essential competencies of teachers, super-

visors, administrators, asked Schmieder (184). In response 

to this concern, the AACTE/PBTE Committee states, 

One of the humiliating uncertainties that hovers over 
every PBTE experiment, however, is this: What will be 
accepted as evidence of successful performance by the 
teacher candidate? Unfortunately, we do not even have 
a satisfactory list of crucial skills and behaviors 
which a teacher must possess in order to perform 
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reasonable well to survive in the ordinary classroom 
with personal satisfaction. 

No one can provide an all purpose answer to the 
evidence question, partly because answers are situation 
specific, but more fundamentally because our knowledae 
base is too thin (75, p. 15). 

Nevertheless, various groups have hastily and hap-

hazardly developed competency lists. The results Rosner and 

Kay observe is an appalling proliferation of competency 

statements. 

Too few programs have proceeded with sufficient care 
to identify competencies which derive from clearly 
delineated conceptual frameworks about teaching, 
available research, the demands of specific public 
school curricula and goals, the experience of the 
profession, and social science theory (180, p. 294). 

Although CBTE is based on the premise that prospective 

teachers should be trained to have competencies that can be 

used most effectively in the classroom, research data 

generally do not establish a cause and effect correlation 

between teacher competencies and improved student learning 

(74, p. 39). The Multi-States Consortium on PBTE, in response 

to this criticism, reply "we cannot guarantee at the 100 per 

cent level that the competencies identified in any program are 

the ones which can facilitate pupil growth" (184, p. 26). 

With respect to competency identification, Broudy in his 

Critique of Performance-Based Teacher Education (27) alludes 

to the tenability of several assumptions of the approach and 

their consequential effect upon teacher education. He con-

tends that the adherents of PBTE movement mistakenly assume 

that the teaching act can be fragmented into discrete per-

formance and then synthesized into the whole teaching act. 
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He further argues that CBTE assumes that the performance unit 

is a matter of indifference, since the number and character 

of these units can vary from one program to another, while 

PBTE adherents (184) do not refute Broudy, they point out 

that individual competencies are only facilitators to the 

terminal objective, which is the teacher's demonstrated pro-

ficiency in being effective with pupils, with respect to the 

identification and categorization of component parts, PBTE 

proponents feel that they have a unique opportunity of 

ascertaining whether the sum of the parts does equal the 

whole 

It is not surprising that while communication about 

competencies is abundant, actual empirically documentation 

is sparce. Among the few is Franche's (83) study of Nebraska 

Secondary Teacher Education Program (NUSTEP). Several 

teacher behaviors were identified for observation as con-

sidered by the NUSTEP staff to be representative of the model 

of instruction used in the program. The study showed that 

subjects in NUSTEP demonstrated closer approximation of the 

model than did the traditionally trained group. The selected 

teaoher behaviors were learned by subjects in the NUSTEP pro-

gram to the point that they turned to them of their own 

choosing in their teaching experience. A positive relation-

ship also existed between NUSTEP students• abilities to pro-

duce pupil achievement and their use of teacher behaviors 

related to the model of instruction. In a related study 
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(112), students completing the NUSTEP program were found to 

practice eight of the nine NUSTEP teaching behaviors in their 

student teaching experience. 

Trotta (203) conducted an exploratory study on the 

relevance of a performance-based teacher education program in 

a community college; ninety-eight competencies were evaluated 

by the respondents. Micronesian student teachers indicated 

that ninety-two competencies were important to them during 

their experience. These skills were believed to have been 

used by the student teachers from 60 percent to 100 percent 

of the time they had opportunities to use them. While 

Micronesian cooperating teachers identified ninety-one 

competencies, Micronesian supervisors pointed out ninety-

five competencies that were adequately demonstrated by the 

student teachers. 

Further substantial evidence has been reported in the 

Weber State College evaluation of its Individualized Per-

formance-Based Teacher Program after three years of operation 

(165). Graduates of the program felt that they were effec-

tive in applying the competencies learned in the program. 

These competencies were considered to be those needed of 

classroom teachers as further verified by their cooperating 

teachers, school principals, and school district super-

vising personnel. No deletions of competencies were sug-

gested. However, graduates agreed that many competencies 

not presently included should be added. 
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Nash and Agne (163) state that in underplaying and 

ignoring the personal, educational, and social reform desires 

of its constituents, PBTE has done nothing more than per-

petuate the status quo. The limiting of their professional 

training to the mastery of a series of routinized and 

uninspiring tasks has omitted competencies pertinent to the 

affective domain. They claim that the PBTE program speci-

fies competencies of trivial behaviors that are easily 

operationalized, identified, and measured. Therefore, 

important higher-level learning, affective behavior, intuitive 

and measurable competencies may be overlooked or neglected. 

In a rebuttal article, Cohen and Hersh (41) state that while 

Nash and Agne are justified in their concern for changing the 

status quo, the claim that CTE supports and perpetuates the 

existing system is unjustified. Contrary to Nash and Agne's 

assertions, a competency model does not ignore affective 

objectives, but instead requires that prospective teachers 

become proficient in utilizing them (41, p. 7) 

According to White (211), the implication that PBTE is 

mechanistic and precludes innovation is unfounded. On the 

contrary, the PBTE approach is concerned with developing 

diagnostic competencies, as well as competencies that foster 

the ability to develop, improvise, modify, and redesign pro-

grams to meet the individual student's needs, thereby cul-

tivating teacher ingenuity. From the viewpoint of a 

curriculum theorist, Burke states, 
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competency-based teacher education programs can create 
a liberating environment for teacher candidates. A 
competency-based program has the philosophical aim of 
restoring the capacity to contend with the world on 
equal terms; this restoration is the overall goal of a 
competency-based education (31, p. 43). 

Several PBTE proponents (6, 103, 211) advocate that this 

approach is congruent with humanistic philosophy. Young and 

Mondframs, in their consideration of the psychological 

implication of competency-based education with regard to 

interest, motivation, anxiety, and self-concept, state 

although competency-based education involves high risks 

because of reduced teacher direction and increased student 

control, the rewards are great. This system can reduce nega-

tive psychological effects and increase learning" (222, p. 17) 

In an analysis of the original performance-based teacher 

education institution, Joyce (125) concluded that the programs 

all saw behavioristic modes of planning and training as com-

patible with humanistic and affective goals. In fact, all 

saw behaviorism as the best avenue to a more humanistic as 

well as a more efficient education for children and teachers 

alike. 

Bruce Thompson's (200) analytical account as a former 

student undergoing PBTE training testifies that PBTE is 

valuable not only because the approach effectively fosters 

professional growth, but also because it facilitates deep, 

important personal growth in the student. This facilitation 

of personal and professional growth enables both types of 

growth to support and reinforce each other• 
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In the evaluation of the Weber State College IPTE pro-

gram, students and graduates judged the learning environment 

to be non-threatening and effective as well as humane; "they 

overwhelmingly rejected the criticism of antihumanism" (165, 

p. 324). Further confirming data reported that NUSTEP has 

tended to achieve the affective objective of creating more 

confident teachers (197, p. 303). Waimon, Bell, and Ramseyer 

(205) also reported that training of prospective teachers by 

a competency-based model does not result in the development 

of attitudes that can be considered undesirable by teacher 

educators. 

The major inquiry of the McMillion's (151) investigation 

was whether or not the group prepared by performance-oriented 

methods courses would perceive their student teaching as more 

pleasant (less anxiety) than would two other groups who were 

instructed by traditional teacher education methods courses. 

All groups were administered a semantic differential test 

having "pleasant" at one end and "unpleasant" at the other 

end. Results indicate that prior to student teaching, the 

performance-oriented group viewed the concept with less 

pleasantness than did the two other groups, although not sig-

nificantly. The performance-oriented group showed a large 

gain on the mean score of pleasantness during the student 

teaching experience. 

One major complaint against PBTE is its endorsement of 

pedagogical technology in the form of modularized instruction. 
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This recent application of the principles of operant behavior 

to the development of college-level teaching procedures is an 

outgrowth of B. F. Skinner's pioneer work and the recent 

influence of F. S. Keller's personalized method of instruction 

(122). Keller (127) delineates the features of his learning 

paradigm in a manner similar to programmed instruction, which 

entails (1) self-pacing; (2) unit perfection requirements; 

(3) use of lectures and demonstrations as vehicles of motiva-

tion; (4) use of peer proctors; and (5) stress upon written 

communication; and (6) immediate feedback. in a recent review 

of the growing number of studies evaluating the effect of 

this method as an instructional device for college level 

courses, Kulik, Kulik, and Carmichal (133) concluded that 

the Keller method is as good as, if not better than, the tra-

ditional lecture approach to college teaching. 

The dependence of PBTE programs upon self-instructional 

training packages as a means of providing pre-service trainees 

with specified competencies has caused concern among edu-

cators. In response to this concern, Becker (15) has provided 

informative data from his investigation of the effects of 

three competency-based instructional strategies on the 

achievement and attitude of undergraduate elementary education 

trainees. Each of the three competency-based treatment groups 

was formulated by manipulating two instructional techniques 

commonly associated with the competency-based approach: 

personalized instruction and modularized instruction. While 
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no significant differences in student achievement or attitude 

were found and no significant correlations were discovered 

between the two, distinctive patterns of achievement for the 

various treatment groups did seem evident. Therefore, 

Becker concluded from the results of the study that modularized 

instruction is supportive of competency-based teacher edu-

cation programs. 

Additionally, Alia and Hurst have investigated the 

effect of modularized instruction upon participants' knowl-

edge and attitude. Alia's (3) primary intent was to field 

test a competency-based module, Orientation to Teaching, and 

to examine its influence on participants' change in learning 

and attitude. She found that the population as a whole 

demonstrated a mean gain increase from pre-to-posttesting for 

nine objectives, and gains in seven of the nine proved sig-

nificant at the .05 level. Findings related to the second 

purpose indicated that students did show a change in attitude 

toward teaching as a career. Hurst (114) compared the 

effectiveness of competency-based learning modules in three 

classroom settings: individualized, group, and control. On 

the basis of the statistical findings he concluded that learn-

ing modules are equally effective in teaching for specific 

performance objectives and producing changes in knowledge, 

skills, and positive attitudes of teacher trainees in both 

individual and group settings. 
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^oins (91) investigated the efficacy of a modularized 

approach to human relations skill training in terms of demon-

strated skill development, changes in teacher trainee's per-

ception of self, and attitude toward modularized instruction. 

The results of the study indicated that the experimental 

group made significantly higher gains in their felt ability, 

demonstrated performance, and attitude toward modular instruc-

tion than did the control group. Similarly, Purinton (172) 

evaluated the effects of human relations training modules. 

Results obtained suggested that a modular approach would be 

an effective system for educating teachers in specific human 

relation skills. 

In Barone's (11) study of the differential effects of two 

modes of instruction on student attitude and achievement, a 

pretest/posttest control group design was used, and both the 

student and treatment were randomly assigned. Barone found a 

statistically significant change in attitude towards individu-

alized instruction within both groups. 

Davis (59) reported that there was significant difference 

at the .01 level in the total scores of the experimental groups 

on the knowledge instrument. However, it was also concluded 

that due to the lack of significant F ratios, teachers' atti-

tudes were not significantly influenced by the module. There-

fore, modules may be considered effective only as a trans-

mitter of knowledge. 

As may be expected, due to the recent reemphasis on PBTE, 

there is only a limited amount of research available with 
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respect to the effects of performance-based modularized instruc-

tion upon trainees' subsequent performance. One such study by 

Mervin and Schneider (154) engaged in a comprehensive research 

effort to ascertain the effects of a series of self-instructional 

modules. While the experimental group's treatment consisted 

of training in modules designed to develop and ask higher-

level questions, the control group's instructors employed con-

ventional classroom instructional techniques. Results of the 

study indicate that self-instructional modules do make a sig-

nificant difference in trainees' achievement and subsequent 

application of certain basic teaching skills and concepts. 

Therefore, the study produced empirical evidence to substantiate 

the contention that the utilization of self-instructional 

modules do improve the quality of teacher education programs 

and ultimately the effectiveness of teaching performance. 

More impressive are the research findings of Hamilton, 

Cohan, and Zigler. Hamilton (96) investigated the effects of 

learning modules on student teachers' behaviors and attempted 

to determine if changes in their behavior affected their 

pupils' behavior. Based on supervisory observations, multiple 

baselines, teacher and class behavior profiles, and terminal 

behavior objectives, analysis showed that the student teachers 

satisfactorily attained the criterion levels. Corroborative 

data were presented by Cohan (40). Utilizing audio tape 

recordings which were transcribed and developed into type-

scripts, information was obtained about each participant's 

verbal teaching behavior. Findings, presented for each 
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hypothesis, indicated increased repertoires of behavior and 

similarities in the dominant process, substance, and critical 

thinking teaching behaviors of most participants after com-

pletion of the module. Zigler (223) compared the effective-

ness of two types of questioning strategies self-instructional 

learning packages as training devices for intern teachers. 

One group of interns completed Minicourse Nine: Thought 

Questions in the Intermediate Grades, a system based on Bloom's 

levels of cognitive learning. The other group completed 

Questioning Strategies, a prototype based on Gallegher question 

categories. Findings applicable to teacher education indicated 

that self-instructional learning packages can be successfully 

utilized by student teachers in a field experience setting 

and that such a program with structured minicourse components 

are more effective in changing a broader range of classroom 

performance than systems limited to written material. 

Despite the favorable results of the preceding studies, 

Johnson and Bower have reported contradictory results. 

Johnson (118) compared the effects of an individualized mode 

of instruction, and a lecture-discussion method when both 

were used as an integral part of a course designed to develop 

management related teaching-learning strategies, which were 

implemented in a student-teaching experience. The effects of 

both modes of instruction upon preservice teachers1 teaching 

to facilitate self-directed learning in the classroom were 

measured. Using the Teacher Facilitation of Self-Directed 
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Inventory and the Selection of Instructional Strategies Test 

as criterion measures, no supportive findings were obtained. 

Hence, it was concluded that a learning package mode of 

instruction is equally as effective as a lecture—discussion 

method of instruction in enabling pre-service teachers to 

acquire behaviors which are facilitative of self-directed 

learning in the classroom or to master course objectives. 

With respect to the effectiveness of a Competency-Based Self-

Instructional Module for preparing pre-service teachers to use 

questioning skills in an elementary classroom, Bower (21) 

reported no significant difference in frequency of types of 

questions asked by openminded, closed-minded, and neutral 

students on the pre- and postassessments. 

The key issue concerning the superiority of modularized 

instruction or the traditional lecture/discussion method can 

be resolved only with empirical research data. According to 

Atherton (9), a review of the research evidence suggests that 

there is no demonstrable superiority of any given method over 

any other. However, researchers continue to investigate in 

an effort to identify the most effective instructional method. 

Since modularized instruction has been linked with PBTE, 

opponents are relying on the PBTE advocates to justify the 

superiority of modularized instruction. There is little 

research, and that offers only inconsistent findings. Holt 

(105), for example, investigated whether or not pre—service 

students would gain more cognitive information while developing 
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psychomotor skills when using self-instructional techniques 

as compared with those students using a traditional lecture 

demonstration method. The experimental group achieved a 

greater gain in cognitive information over the control group 

at the .05 level of significance. Therefore, it was concluded 

that self-instruction was superior to the lecture—demonstration 

method. Dean (61) compared conventionally prepared elementary 

teacher candidates and performance-based candidates on general 

teaching attitudes, attitudes toward their respective pro-

gram, observable teaching performance, and teaching success 

as measured by the achievement of their pupils. Based on the 

statistical findings, Dean concluded that the scores of PBTE 

pre-service teachers were significantly higher than the scores 

of conventionally trained teachers. Also, the scores of pub-

lic school students of both groups of pre-service teachers 

showed positive academic achievement gains. 

Partial supportive data have been reported by Pope (171) 

The purpose of his study was to compare a program of indepen-

dent study, using self-instructional modules, with a modified 

traditional method. The obtained mean scores were computed 

for both groups and treated with analysis of variance for each 

measure. The null hypotheses were retained for all measures 

of attitudes and teaching performance. However, the null 

hypothesis was rejected for cognitive achievement, with scores 

for the experimental group significant at .01 level. Similarly, 

Dals (55) compared the effectiveness of teaching utilizing a 
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learning module approach and teaching using a traditional 

lecture discussion method. However, Dale's analysis of data 

indicated that pre—service students were able to gain as much 

achievement in the required course using learning modules as 

they were using the traditional method. More corroborative 

findings of no significant difference between the effects of 

modularized approach and the traditional approach have been 

reported by Dishner (67) and Distasio (68). 

Performance-Based Modularized Instruction and Special 
Education Teacher Preparation 

Existing teacher education programs have been criticized 

for preparing students by use of training experiences related 

only superficially or not at all to what is expected in sub-

sequent teaching performance (53). According to Brown and 

Vickery, "teachers rarely teach the way they were taught to 

teach; instead, they seem to revert toward the very practices 

their education professors condemn" (28, p. 417). The result 

is often frustration, despair, and frequently abandonment of 

the profession. For this reason, PBTE advocates contend that 

their model for prospective teachers is desirable, since it 

incorporates elements that provide learnings that can be 

utilized in teaching endeavors. While these elements are 

included in the education of pupils, they are even more 

applicable to prospective teachers who have varied learning 

rates, interests, background experiences, motivational patterns, 
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a preferred learning modality, and the right to mastery of 

learning. As Hunt states, 

The training of teachers, like the education of 
children, requires adaptation to individual differences. 
Teacher trainees vary enormously in skill level and in 
personality, yet most programs for training teachers 
are designed for an "average trainee" with few options 
to accommodate trainee variation. A teacher training 
program which provides alternative experiences modulated 
to trainee differences is not only more likely to pro-
duce an efficient direct effect, but it will also be 
indirectly beneficial in providing the teacher trainee 
an experimental example of what it means by indi-
vidualizing instruction and "meeting the needs of the 
student" (113, p. 49). 

Educators of special education teachers have been for 

many years justifiably insistent upon individual programming 

for pupils in public school and changes in special education 

programs. It would seem that, philosophically, these edu-

cators teachers would welcome a system by which they could 

individualize instruction for their own students on the college 

campus. 

Based upon results of efficacy studies, Dunn (72) has 

advocated the abolition of self-contained special education 

classes, categorizing and labeling, and the categorical cur-

ricula of teacher education programs. The resulting response 

has been increased efforts to establish alternative compre-

hensive delivery systems for exceptional persons and to 

develop innovative teacher preparation programs in conjunction 

with these new programs and services (179). The growing con-

cern over the efficacy of special education for the population 

of identified exceptional individuals stimulated the return 
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of the mildly handicapped to the regular classroom, and the 

establishment of resource room available on a referral basis 

for remedial instruction (208, 212). This shift in emphasis 

to remediation based on behavioral criteria rather than 

medical diagnostic label necessitated a new and more com-

prehensive role and function of the special education teacher. 

The radical changes in public school special education placed 

exigent demands on teacher trainees to revamp teacher prepa-

ration programs to utilize special education training based 

models (38). The model being advocated is alternatively 

referred to as clinical teaching, diagnostic-prescriptive 

teaching, individualized instruction, diagnostic-teaching, 

or similar appellations. According to Schwartz (186) the 

advocated instructional system, most commonly known as 

"clinical teaching," entails (a) behaviorally-defined 

specifications of competencies to be achieved; (b) criterion-

referenced measures for assessment and proficiency; and (c) 

individual and alternative instruction as means of achieving 

pre-stated objectives. 

As perceived and reported by Meyen and Altman (155), the 

principles of clinical teaching are parallel with PBTE. The 

justification for the PBTE instructional model for exceptional 

pupils holds true for the curriculum and training model for 

pre-service special education teachers as well. The current 

thrust for the PBTE model in the preparation of special edu-

cation teachers has acquired strong suggestive support or 
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mandates form state education agencies and/or federal funding 

guidelines (217). Therefore, special education teacher-

preparation programs are being revised to conform to a 

competency-based generic format (17, 217). 

As Shores, Cegelka, and Nelson (190) point out, there is 

a pressing need for empirical evidence for developing 

competency-based special education teacher preparation pro-

gram activities. The response within the last few years has 

produced only limited research. Among the few is Wixson's 

(217) preliminary data regarding teachers' evaluations of 

special education courses presented in a competency—based, 

performance—criterion—referenced format. As obtained from 

responses of a questionnaire, the students overwhelmingly 

favored the competency—based approach to traditional instruc-

tional procedures. 

Two similar and related studies conducted at the Uni-

versity of Pittsburgh were reported by Stieglitz and Malak. 

The purposes of Stieglitz's (196) study were to develop and 

evaluate resource modules in the area of treating reading 

difficulties and to determine whether an instructional portion 

of the reading difficulties module could be effectively 

implemented in a field test situation. The field test results 

indicated that students reacted favorably to the program and 

that most of the prescribed competencies were attained by the 

students. The purpose of Malak's (141) study was to deter-

mine whether or not an instructional module developed from 
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one of the four developed modules could be implemented effec-

tively in a field situation. The results of the field test 

revealed that students were able to progress at their own 

rates and were able to work in areas of individual needs and 

interests, that a CBTE program utilizing modular design could 

be feasibly implemented, and that all students responded 

positively to CBTE. With a similar concern, Windell (215) 

developed a self-instructional teacher training module and 

tested the effectiveness of the module. The results obtained 

from the study indicated that the module produced reliable 

changes in trainees' knowledge and skills in the use of tech-

niques for determining the instructional reading level of 

exceptional pupils. Another study with a similar purpose was 

reported by Dedmond (62), who attempted to determine the 

effectiveness of an audio-assisted, modularized instructional 

design in meeting the specific performance objectives of a 

course m informal reading diagnosis and correction in the 

classroom. Students were measured on a criterion-referenced 

test before and after the treatment, which consisted of six 

audio-assisted modules and six one-hour discussions. From 

the results, Dedmond concluded that this type of instruction 

supports the thinking and contention of curriculum theorists 

that personalized, individualized, self-paced, competency-

based, modularized instructional designs represent a viable 

alternative m the search for improved methods in training 

the diagnostic teacher. 
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Similar to the present study, Drucker (70) based the 

course of study on the modularized, multi-media, and 

performance-based dimension of the Clinical Teacher Model 

and Modules developed by Schwartz. His research was con-

cerned with the evaluation of an individualized college 

course of study in mental retardation, the learning charac-

teristics of successful and unsuccessful learners, and the 

possible relationship between specific learning characteris-

tics and instructional treatments. A significant gain score 

difference demonstrated that learning did occur, and that the 

self-instructional modular process of the Clinical Teaching 

Model in an individualized course of study was a useful 

instructional procedure. 

Despite the limited number of research studies concerned 

with the effectiveness of modular instruction, and certain 

inconsistent and inconclusive findings, modularized instruc-

tional designs nevertheless appear to be a viable alternative 

in the search for improved methods in training prospective 

special education teachers. 

Need for Evaluation of the Performance-Based 
Modularized Instruction 

Rosner and Kay (180) attribute the lack of rigorous 

analytical and empirical orientation as one of the major 

unresolved issues of the PBTE movement. Iris Elfenbein (76), 

in an analysis of eighteen PBTE programs noted, that the lack 

of adequate research evidence provides little conclusive or 
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or complete data. Thus, Elfenbein recommends that program 

analysis and research are needed in order to strengthen the 

unstable philosophical and theoretical base of PBTE. Further-

more, Heath and Nielson (102) concluded from a fifty-year 

analysis of research results relating teacher characteristics 

and student achievement, that the empirical basis for PBTE 

does not exist. 

Because PBTE programs are relatively new, "the effec-

tiveness of most C/PBTE training systems have not been 

tested" (148, p. 296). The movement will constitute a sig-

nificant change in teacher education only if its proponents 

can demonstrate that it does produce more effective teachers 

(148). Otherwise, this well-conceived educational reform 

movement will be recorded in the history of education as 

another innovation discarded before sufficiently examined 

(145) . 

Obviously, the most pressing need of the PBTE movement 

is research and development (148, p. 297). In 1971, the 

Committee on National Program Priorities in Teacher Education 

was formed, and its report dealt with this research dilemma. 

Richard L. Turner (204), writing for the committee on one of 

the most complex problems confronting teacher education, which 

is the identification of criteria by which to assess the 

effectiveness of teacher trainees and teacher training pro-

grams, delineated six levels of criteria for teacher education 

which are performance- and data-based. Criterion level six 
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is concerned with the effects of a training program on improve-

ments in teacher knowledges and understandings. Criterion 

levels five and four are concerned with the effects of teacher 

training on improvement in pedagogic skills under laboratory 

or simplified training conditions. Criterion level three 

addresses itself to the effects of training on a teacher's 

behavior under actual classroom conditions. The concept of 

pupil change as a criterion of teacher effectiveness is intro-

duced at criterion levels two and one. Criterion level two 

is concerned with changes in pupil behavior that can be 

effected in a relatively short time period (one or two weeks) 

and under actual classroom conditions. Criterion level one 

is concerned with the long-range effects of teacher behavior 

on changes in pupil achievement and well-being. The funda-

mental difference between criterion levels six through three, 

and criterion levels two and one is that the former focuses 

directly on the impact of training on teacher behavior, 

whereas, the latter levels are concerned with the effects of 

teacher behavior on pupil performance. 

With respect to the major criticisms of PBTE and the 

evaluation suggestions, a crucial area for research seems 

evident. There is a need to continually monitor PBTE/ 

modularized instruction programs in order to assess and 

optimize the operational functions, and to provide empirical 

evidence of the effect of PBTE versus traditional methods on 

pre-service teachers' cognitive, affective, and psychomotor 



63 

behavior. In accordance with Turner's (204) stipulation that 

criterion level three carries the major weight in PBTE and 

certification, utilizing this upper—intermediate range, 

instead of the ultimate level, empirical data can be obtained 

about the efficacy of teacher education programs. Judgments 

about competency are based on the observable teacher behavior 

rather than on pupil outcomes associated with these behaviors. 

This criterion level is highly valuable in teacher education, 

since one may observe teachers to determine whether or not 

they exhibit the specific behaviors which a particular teacher 

preparation program claims to be producing. 

The Nature and Development of Attitudes 

The concept of attitude has been influential in the 

development of American social psychology. As early as 1918, 

Triandis reports that "social psychology was defined as the 

scientific study of attitudes" (201, p. 2). Over a long 

period of time, the term acquired various meanings by psy-

chologists and sociologists. In 1935, the most influential 

definition of attitude was given by Allport (5). He defined 

attitude as a mental and neural state of readiness, organized 

through experience, exerting a directive or dynamic influence 

upon the individual's response to all objects and situations 

with which it is related. Allport further designated attitude 

as the most distinctive and indispensable concept in con-

temporary social psychology. Despite the precision in Allport's 
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definition, there have been several subsequent approaches to 

the study of attitudes and many definitions of the concept. 

Although there are many definitions of the term attitude, 

Triandis points out two themes common to most of them: "(a) 

an attitude is a predisposition to respond; and (b) an atti-

tude is represented by consistencies in the responses of 

individuals to social situations" (201, pp. 6-7). 

A frequently quoted reference that provides clarity in 

describing the nature and components of attitudes is pro-

vided by Krech, Crutchfield, and Ballachey (132). They 

define attitude as "an enduring system of positive or nega-

tive evaluations, emotional feelings, and pro or con actions, 

tendencies with respect to a social object" (132, p. 177). 

In defining attitudes as systems, Kretch, Crutchfield, and 

Ballachey emphasize the interrelatedness of three attitude 

components: (1) the cognitive component, consisting of the 

beliefs of the individual about the object; (2) the feeling 

component referring to the emotions connected with the 

object; and (3) the action tendency component which includes 

all the behavioral readiness associated with the attitude. 

First and foremost, attitudes are learned. Emphasizing 

this point, Triandis says attitudes are formed and developed 

to understand the world around us, to protect our self-

esteem, to adjust in a complex world, and to express our funda-

mental values" (201, p. 101). Extending this further, Kretch, 

Crutchfield, and Ballachey (132) view attitudes developing in 
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the process of want satisfaction shaped by the information to 

which the person is exposed in relation to group affiliations. 

In essence, these sources of attitude formation represent a 

psychosocial perspective. According to Halloran (93), atti-

tudes develop as an individual develops in socialized inter-

action with significant others. Assuming attitudes are 

learned, it is important to realize that the early years in 

the socialization process are highly significant with the 

Principal agents being parents, brothers, sisters, friends, 

teachers, and so on (93, p. 30). 

More specifically, Triandis (201) discusses the forma-

tion of the cognitive, affective, and behavioral components 

of attitudes and their development under the influence of 

somewhat different variables. Whereas, direct experience is 

most releveant to the development of the cognitive and the 

affective components, other people (family and friends) are 

most relevant to the behavioral component (201, p. 119). 

For convenience, attitude formation and change are being 

discussed separately. But, as Halloran explains, 

It would be wrong to give the impression that forma-
tion and change are two separate stages in the lives 
of attitudes. The processes are interwoven and con-
tinuous. All the time as part of our social develop-
ment we are adopting new attitudes, modifying and 
relinquishing old ones (93, p. 60). 

Therefore, factors discussed with respect to attitude forma-

tion are relevant and applicable to the discussion of attitude 

change. 



66 

Two kinds of attitude changes may be considered. Con-

gruent changes refer to a change in the valence of an existing 

attitude in the direction to its original sign, while incon— 

gruent change is a directional change opposite that of the 

original attitude (132). The direction and degree of atti-

tude change that can be generated by information is dependent 

upon such factors as source, medium, form and content of the 

information (132, p. 269). The changing of attitudes induced 

by new information constitutes a major concern of research 

studies. Emphasizing this point Halloran states, "a popular 

approach to attitude change, well embedded in our educational 

traditions and practices, concerns the giving of information 

and providing of new knowledge" (93, p. 60). It is assumed 

that attitudes can be changed merely by providing new infor-

mation or by introducing new factors into the situation. 

Obviously, the complex process involved in attitude change 

includes factors in addition to knowledge acquisition. For 

example, as Triandis (201) explains, attitude change can occur 

by first changing the cognitive components with new informa-

tion, or the affective component can also be modified with 

pleasant or unpleasant experiences in the presence of the 

attitude object, or the behavioral component by norm change 

litigation. Attitudes can also be changed by a "fait 

accompli," which is an attitude change consistent with the 

implication of an event. It appears that with a singular 
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component change, the remaining components are likely to change 

also (201, p. 143). 

The problem of attitude change is considered "perhaps 

the most urgent psychological problem in our world today" 

(132, p. 215) , since attitudes largely contribute to man's 

motivation manifested in his behavior. Behavior often 

changes attitudes and, conversely, behavior is the result of 

attitudes (201, p. 25). This being so, with the possible 

exception of the functional and behavioristic theories, most 

theorists have attended to change in attitude and relatively 

little attention has been given to attitude formation (129, 

p. 345). A critical analysis of a number of theoretical 

approaches concerning attitude change was done by Kiesler, 

Collins, and Miller (129). They stated in their concluding 

remarks, "the problem of comparing various theoretical 

orientations is particularly difficult" (129, p. 343). it 

appears that the very existence of so many competing approaches 

and the range and nature of the disputes within the general 

field make it clear that many problems remain unsolved. Con-

sidering the dubious, ambiguous and sometimes conflicting 

nature of the research presently available concerning atti-

tude and attitudinal changes, this problem is worthy of 

additional investigation. 

Teacher Attitudes and Teaching Effectiveness 

The current emphasis on accountability has given momen-

tum to research efforts with respect to teacher's performance 
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effectiveness. Consequently, there has been a plethora of 

studies attempting to identify behaviors that constitute 

successful teaching. According to Yee, "reviews of research 

on teachers' characteristics and on the measurement and pre-

diction of teaching success have noted investigators' concern 

with teachers' affective behavior" (221, p. 151). In agree-

ment, Giebink (90) states that teacher attitudes have long 

been the object of study of those interested in understanding 

teachers and in predicting teacher effectiveness. 

Since teachers are considered to be the prime determinant 

of their classroom environment, researchers have tried to 

measure teachers' attitude toward teacher-pupil relationship 

and to identify a positive correlation between attitude and 

teacher effectiveness. If one can measure attitudes that 

are eventually related to teaching effectiveness, Giebink (90) 

contends that this measurement can be used to discriminate 

potentially effective from potentially ineffective teachers. 

A survey of the literature revealed that the most 

widely used instrument for measuring teacher attitude is the 

Minnesota Teacher Attitude Inventory (MTAI). Cook, Leeds, 

and Callis (50), authors of the instrument, purport that it 

is designed to measure those attitudes of a teacher or pro-

spective teacher which predict how well he will get along 

with pupils in interpersonal relationships and indirectly how 

well satisfied he will be with teaching as a profession. 

From an empirical standpoint, Barr and Jones (13) report that 
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the MTAI is one of the measures to which a very large amount 

of attention has been devoted. They concluded from their 

review of several studies that the MTAI is being established 

as a useful instrument for the measurement and prediction of 

teacher effectiveness. 

The basic premise of the MTAI is "that attitudes afford 

a key to the prediction of the type of social atmosphere a 

teacher will maintain in the classroom" (50, p. 4). Relatively 

high correlations found between teachers1 MTAI scores and 

various criteria measures that have provided the primary evi-

dence for the predictive validity of the MTAI have been 

reported by Callis (34), Cook, Hoyt, and Eikaas (49) and 

Leeds (138). 

In contrast to the positive relationships that have been 

reported, other studies have raised questions of uncertainty 

as to the MTAI's predictive validity. Giebink, for example, 

states that 

A large number of studies have not been able to 
establish relationships between it and other measures 
that have included some similar to or were derived 
from the original validation studies as well as mea-
sures of observed teacher behavior and of teacher 
effectiveness (90, p. 234). 

The correlated results obtained in Giebink's study were in 

contradiction to the standardization data, hence, he concluded 

that the results did not amplify the predictive validity status 

of the MTAI. Findings of other studies reviewed by Yee (221) 

also questioned the predictive validity of the MTAI. 
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In a study conducted by Siebel (191), the MTAI was used 

as one of twelve predictor variables selected on the basis 

of hypothesized relationships with eight criterion behaviors. 

Findings of the study indicated that the MTAI was one of the 

precictor variables which seemed to contribute most to the 

prediction of a particular combination of behaviors. Similarly, 

LaBue (135) concluded from observations based on MTAI scores 

for prospective teachers that the instrument could be used as 

one criteria for predicting interpersonal relationships in 

the classroom. 

The purposes of Bridgman's (25) study were to identify 

certain characteristics which distinguish teachers as a group 

and to identify the characteristics which differentiate 

between effective and ineffective teachers. Analysis of the 

data was done by three statistical techniques and twenty—two 

conclusions were reported. One conclusion stated that 

teachers with high performance ratings had higher positive 

attitudes, were less authoritarian, more creative, and had 

lower economic and theoretical values. 

In disagreement with these results, other studies have 

reported contradictory evidence. Martin (143) reports that 

several factors influenced the drawing of firm conclusions 

with respect to the use of the MTAI and the Inventory of 

Teacher Knowledge of Reading as potential screening and/or 

evaluating measures with student teachers. Separating 125 

female teacher education seniors according to their grade 
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level preference for teaching, Halverson (94) found that the 

MTAI did not differentiate significantly among the groups. 

Furthermore, the six Study of Values variables and the MTAI 

variable were not significantly related to performance success 

in student teaching. 

Irrespective of the inconsistent and contradictory 

findings, it is generally believed that the "right attitudes 

were more important than right techniques" (198, p. 3). 

Empirical research has encountered difficulty relating teacher 

traits to performance effectiveness. While research is still 

needed to provide more substantial support for this functional 

relationship, early results have provided considerable opti-

mism. The value of this kind of research as explained by 

Loree, "is designed to investigate whether there are identi-

fiable teachers' attitudes that help to explain and predict 

desirable teachers behavior may have implications for teacher 

training programs" (140, p. 108). 

Attitude Change and Student Teachers 

With regard to attitude change, teacher education is 

concerned with promoting desirable attitudes in prospective 

teachers toward themselves and their pupils. According to 

Loree (140) there are three types of attitudinal objectives 

that recur in statements on teacher education programs. 

Objectives may be concerned with the teacher's attitude toward 

(1) herself, (2) her pupils, or (3) the teaching-learning 

process. 
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Numerous research studies have reported positive atti-

tude changes for prospective teachers and as a result appear 

to effect teacher education programs, courses, and teaching 

methods. For example, Brim (26) investigated the effect of 

a teacher education program upon the attitudes of under-

graduate students toward children. The undergraduate students 

were grouped by their level in the professional program. 

Brim concluded that (1) the population when viewed as one 

group or when divided into five subgroups, showed a sig-

nificant change, a more liberal position in attitude toward 

children; (2) student means on the MTAI were higher with each 

level of progression through the undergraduate teacher edu-

cation program; (3) students completing the program showed a 

much higher mean MTAI score than those entering the program; 

and (4) the greatest amount of change occurred early in the 

teacher education program. Jacobs (116) investigated the 

changes in attitude at the initial and final phase of pro-

fessional teacher education program. The Survey of Teaching 

Practice was administered to 1,007 students, 550 of whom were 

enrolled in initial professional education courses and 457 in 

the student teaching semester. Significant findings indicated 

that students in the initial professional education courses 

moved away from more rigid and formalized attitudes toward 

more liberal and democratic points of view. However, the evi-

dence pointed out that trends toward more democratic responses 

were reversed by the student teaching experience. Additionally, 
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McCullough (147) and Avery (10) have both concluded from 

their respective studies that different training program 

methods do have some effect on changing the attitude of 

teacher trainees. 

Following a review of several studies that demonstrated 

college courses and teacher education programs can affect 

changes in the beliefs of students, Loree (140, p. 110) 

asserts that caution is in order in interpreting the various 

studies of positive effects of teacher education program 

upon MTAI scores. It may be that students in their teacher 

education programs discover the beliefs of their instructors 

and their high scores reflect their improved perception of 

acceptable beliefs rather than that of personal conviction. 

In a MTAI study by Callis (33), students in teacher education 

programs were first told to deliberately try to obtain as 

high a score as possible and secondly were given the standard 

instructions. Callis drew the conclusion from the obtained 

results that the MTAI is only slightly susceptible to faking. 

In a follow-up study by Rabinowitz (174), Callis1 results 

were not confirmed. Instead, the college students in the 

Rabinowitz*s study markedly altered their scores on the MTAI 

when they were given explicit instructions to stimulate the 

attitudinal orientation of particular types of teachers. 

Teigland (199) found that the positive attitude change 

group scored significantly higher on a measure of willingness 

to conform and received significantly higher grades than did 
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the negative change group. The findings suggest that factors 

other than actual attitude change might be reflected in 

change on the MTAI usually attributed to the effect of pro-

fessional training. Therefore, Teigland concluded that the 

MTAI might not be a valid measure of attitude resulting from 

academic training, but rather reflect the influence of other 

factors common to the classroom experience of students. 

While several studies have investigated and reported 

that attitudes can be formed or modified by informational 

input, another facilitative aspect of attitude change has 

been the student teaching experience. One particularly note-

worthy study on change in teacher attitude as related to 

training and experience has been documented by Callis (33). 

His analysis of the effect of training and early experience 

revealed that a majority of the attitudes were not affected 

significantly by training or experience. In explanation, 

Callis states that the attitudes measured by the MTAI are 

rather well formed by the time a subject enters pre-professional 

training and are influenced to only a minor extent by training 

and initial teaching experience. However, there is a select 

group of attitudes that are affected significantly by train-

ing and yet another group that is significantly affected by 

experience. With a similar concern, Muuss (162) investigated 

the differential effects between being a student enrolled in 

a sequence of educational courses and being a beginning 

teacher as measured by the MTAI. Three test administrations 
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followed the structure of the program; before and after the 

academic program and at the end of a four and one half month 

internship. During the academic program, the MTAI scores 

significantly increased. In contrast, attitudes declined 

during the internship. Therefore, Muuss concluded that the 

findings support the contention that training increases 

while experience decreases MTAI scores. An earlier study 

with contradictory findngs was reported by Sandgren and 

Schmidt (181). They studied the direction and extent of atti-

tude change toward children and school work made during the 

period of practice teaching. The investigators found the 

mean score for the 393 student teachers to be 42.6 on the 

inventory prior to student teaching and 54.33 at the termi-

nation of the experience. The increase in scores was sta-

tistically significant. They concluded that the MTAI norms 

showed that training increases MTAI scores and experience 

decreases them? therefore, student teaching should be con-

sidered as training rather than experience as MTAI scores 

were increased during student teaching. 

In addition to the findings of the preceding studies, 

Troisi, Dutton, and Day found significant attitudinal changes 

of student teachers in either a positive or negative direction. 

Troisi (202) investigated the relationship between student 

teachers' objectives for student teaching and the student 

teachers' achievement of these objectives and attitudes 

toward children's behavior. He found that the student-teaching 
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experience significantly increased the student teachers' MTAI 

scores. On the other hand, Dutton (73) found that significant 

changes occurred in a negative direction toward children on 

the MTAI during student teaching. While 22 percent of the 

cases showed a positive gain, the other 78 percent changed in 

a negative direction. In a more extensive study, Day (60) 

studied two groups before and after the initial teaching 

experience. The first group consisted of 196 college seniors, 

who were administered the MTAI immediately upon completion of 

their teaching internship in the public schools. One year 

later a follow-up study was conducted on the interns who 

were employed full time as teachers and the remainder who 

were not teaching. An examination of the test results for 

the teaching group revealed a mean loss of 20.0 after the 

first six months of teaching. An examination of the test 

results for the non-teaching group revealed that a mean loss 

of only 1.5 occurred. The second group of students were 

administered the MTAI prior to and at the completion of their 

internship. A mean loss of 4.2 was obtained for this group. 

Additional corroborative findings have been reported by 

Lipcomb, which were partially confirmed by Frank and com-

pletely contradicted by McDonald. Lipscomb (139) explored 

the attitudes of student teachers in elementary education 

before and after student teaching in an effort to determine 

whether attitudinal change had occurred, as measured by a 

situational teacher attitude scale especially designed for 
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this study. The results indicated that a significant change 

occurred in the expressed attitudes of student teachers dur-

ing their student teaching. Frank (84) studied attitude 

change during student teaching to assess the degree and 

direction of attitude change and possible predictability of 

subsequent changes. Findings indicated that there are atti-

tude changes measurable in degree and direction during stu-

dent teaching. The primary purpose of McDonald's (149) study 

was to determine the relationship between changes in feelings 

of competency to perform specific student teaching skills and 

changes in attitudes toward children and school work that 

took place during the student teaching experience. A non-

significant relationship was found between changes in feelings 

of competency and attitudes. 

There is the general feeling that the cooperating teacher 

is the most relevant influential variable within the student 

teaching experience. According to Yee (220, p. 327) the 

influence exerted by cooperating teachers surpasses the 

effect of all methods courses. Consequently, the influence 

of supervisors and cooperating teachers on change in attitudes 

of student teachers has been studied by numerous investigators. 

Scott and Brinkley (187) reported the mean attitude change of 

eighty-two student teachers as influenced by their super-

vising teacher. From an analysis of differences in pre— 

student teaching and poststudent teaching responses, the 

authors concluded that student teachers who had lower initial 
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MTAI scores than their supervisors showed a significant 

improvement while students who had a higher initial MTAI score 

than their supervisors did not change significantly in their 

attitudes during student teaching. Dutton (73) has also 

reported on the influence of the supervising teacher on stu-

dent teachers' attitude change. Dutton found that fifty-

two of the ninety-one student teachers had higher scores on 

the MTAI than their supervising teachers, four had the same 

score, and thirty—five had lower scores than the supervising 

teachers. Of these thirty-five student teachers with initial 

scores on the MTAI lower than the supervising teachers there 

were twenty-one who changed in a negative rather than a posi-

tive direction. Therefore, the findings of the study show 

attitude change of the student teachers in the direction of 

supervising teachers regardless of initial scores. 

Yee (220) tested the hypothesis that cooperating teachers 

3 significant influential source on student teachers. 

The attitudes of 124 student teachers and their 124 cooperating 

teachers were measured by a modified version of the MTAI. The 

results showed that the attitudes of the student teachers 

toward young people generally reflect the predominant influ-

ence of the cooperating teacher. However, the findings of 

Horowitz's (106) investigation do not substantiate the claim 

that cooperating teachers are influential in bringing about 

the changes in attitude toward teaching on the part of the 

student teacher. This led Horowitz to suggest that there are 
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influences other than the cooperating teacher causing changes 

in student teachers' attitudes. 

Dahl (54) investigated changes that develop in classroom 

behavior and attitudes of student teachers toward pupils, as 

well as the realtionship of student teacher attitudes toward 

pupils and classroom teaching behavior with the same charac-

teristics of the cooperating teacher and/or university super-

visor. He found that student teachers do change their 

attitudes toward pupils but the direction of the change varied. 

He also found that the attitudes of the cooperating teacher 

and/or university supervisors toward pupils did not necessarily 

influence student teachers' attitudes in the same direction. 

In an attempt to explain the discrepancy between the 

various research findings, Campbell (36) investigated the 

dimensional attitude changes of student teachers. The MTAI 

statements were categorized and placed into five dimensions. 

No significant difference was found to exist when the total 

MTAI attitude score of the pre-student teaching was compared 

to the post-student teaching attitude score. However, when 

the five dimensions of attitude scores were treated by the 

analysis of variance technique, a significant response was 

found between the five dimensions. 

While the results of some of the preceding studies sug-

gest that attitudes can be altered, there are still a number 

of other studies that report contradictory findings. Zupp, 

Johnston, and Fogelberg all have investigated attitude shift 
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in student teachers in different programs and report no sig-

nificant findings. In a study conducted by Zupp (225), the 

findings indicated that the student teachers who participated 

in the TEAM student teaching program did not exhibit a sig-

nificantly greater degree of change in their attitudes than 

did the student teacher who participated in the traditional 

program. Similar findings were obtained by Johnston (122). 

He found no significant difference between scores obtained 

on the MTAI by students enrolled in the traditional program 

and scores obtained by students enrolled in the experimental 

Pilot Participation Program. Fogelberg (82) compared how 

attitudes toward teaching, as measured by the MTAI, and 

expressed feelings of competence regarding selected teaching 

techniques develop as a function of two student teaching 

plans: team and individual. No significant difference was 

found in the development of attitudes toward teaching between 

students in the two groups. 

Generally, the evidence reported implies that student 

teachers' educational experiences are important in promoting 

the development of desirable affective behaviors. Although 

the evidence of the effect of teacher education on student 

teachers' attitudes was inconsistent and inconclusive, more 

conclusive evidence would probably find that desirable atti-

tudes are often altered with profitable instructional and 

classroom experiences during student teaching. Khan and 

Weiss (128) have stated that despite the pessimistic view of 
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research on affective response; it should be emphasized that 

this is a relatively new area in educational research and 

practice. "It may also be equally true that the instrumental 

and quantification procedures in the study of affective out-

comes are perhaps more complex than they have been in the 

study of cognitive outcomes" (128, p. 789). 

Teacher Attitudes and Special Education 

Special education programs are undergoing vast changes 

in types and delivery of services to exceptional individuals. 

As a result, teacher education programs are developing and 

implementing new training models commensurate with the 

innovative trends. As teacher education programs modify and 

innovations are put into practice, it seems imperative that 

their effect on prospective teachers' attitudes be investi-

gated. The major thrust on research using the MTAI has been 

aimed at investigating attitude changes of regular classroom 

teachers. Validating this point, Zucher and Meyen report 

that "although the attitudes of regular classroom teachers 

have been the focus of considerable research, comparatively 

little has been done to investigate the attitudes of teachers 

of exceptional children" (224, p. 94). 

Perhaps the reason for the paucity of research can be 

explained by Zucher and Meyen (224) from their investigation 

of the attitudinal stability of teachers of exceptional 

children. In summary, the results indicated high stability 



82 

over the five-year period and no geographic differences in 

attitude were found. The stability findings were consistent 

with those reported for regular class teachers and allow 

generalization to special education teachers. 

Willman (213) compared the needs, attitudes, and interests 

of groups of prospective special education and elementary 

teachers. The findings permitted the generalization that 

prospective special education teachers are more child-oriented 

than subject-matter-oriented. Another conclusion was obtained 

from Elswick's (78) investigation on the effect of the stu-

dent teaching experience toward teaching and attitude toward 

exceptional children of elementary and combined elementary 

and special education student teachers. Field data were 

gathered from seventy student teachers, using the MTAI and 

the Attitude Toward Disabled Persons Scale. The absence of 

significant findings of the effects upon attitude toward 

teaching and toward exceptional children was noted. 

The purpose of Cleveland's (39) study was to investi-

gate certain effects of the student teaching practicum on 

the attitudes of student teachers preparing to work with the 

retarded. Statistical analysis indicated that change in 

attitude toward teaching occurred during the actual experi-

ence of student teaching. However, significant results were 

not obtained for change in preference for working with the 

retarded as a function of practicum experience. 
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Jacobs (115) compared the attitudes of teachers toward 

teaching, toward the educable mentally handicapped, and toward 

their ability to teach these pupils in public school settings. 

It was hypothesized that teachers who have positive attitudes 

toward teaching will also have positive attitudes toward 

educable mentally handicapped and their ability to teach them. 

The hypothesis was rejected since a significant correlation 

was not obtained. 

Teacher attitudes as an identifiable affective trait of 

effective special education teachers has also been investi-

gated. One such study was conducted by Johnson (121) who 

attempted to identify the personal characteristics of effec-

tive teachers of educable mentally handicapped students. 

The effectiveness of the MTAI as an identification device 

was also investigated. The sixty subjects of the study were 

teachers of educable students who had been designated by 

their supervisors as effective teachers. On the whole, 

little positive objective evidence for identifying effective 

teachers of slow learning but educable students was found. 

Furthermore, little value appears in the use of the MTAI for 

identifying effective teachers of educable mentally handi-

capped students. Similarly, Moody (158) investigated the 

general problem of predicting teacher effectiveness of special 

education teachers. Results indicated that there was no sig-

nificant relationship between supervisor's ranking of teachers 
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in terms of teacher effectiveness and teacher scores on the 

MTAI and the Teacher Perceiver Interview Guide. 

There appears to be evidence from past research to lend 

support to tha assumption that favorable educational methods 

can modify teacher's attitudes. Based on this assumption, a 

monumental research project was conducted by Haring, Stern, 

and Cruickshank (97). The general purposes of the investi-

gation were (1) to influence attitudes and understandings of 

teachers toward exceptional children; and (2) to assess 

change in attitudes, understandings, and personality charac-

teristics resulting from the workshop. In synopsis, the 

results of this study indicated that (1) teachers from the 

four schools increased significantly in information about 

exceptional children as a result of the workshop; (2) per-

sonality structure for the total group did not change as a 

result of the workshop; and (3) modifiability of attitudes 

was obtained more readily for some areas of exceptionality 

than for other areas. 

The Nature and Development of Self-Concept 

Any thorough account on the historical perspective on 

self~thought would certainly trace its genesis to the Hindu 

scriptures in the first century B.C. (134, p. 1). According 

to LaBenne and Greene (134), from the earliest context of 

religious thought there is evidence that man was curious 

and sought to understand the underlying etiology of his 
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behavior. Even the most primitive religions considered man 

to be governed by an inner regulatory agent, variously 

referred to as "inner agent," "soul," "nature," "will," and 

other similar appellations (134, pp. 1—2). These early meta-

physical conjectures were gradually rejected and replaced 

with more scientific formulation of the "self" construct. In 

1860, the establishment of American psychology as a recog-

nized discipline and as a science has been designated a major 

catalytic resurgent for the self-concept construct (134, 

p. 2). The contemporary theorizing about the self—concept 

derives from William James1 voluminous writings in "The 

Consciousness of Self" which generally states that a person's 

self "is the sum total of all that he can call his" (117, 

p. 291). Despite the possibilities offered by James' defi-

nition of the self-concept construct, a considerable amount 

of time lapsed before the concept was given serious recog-

nition as a basic analytical tool by the behavioral sciences. 

Since that time, increasing significance has been attributed 

to the concept of self as an important dimension in the con-

trol of human behavior; in fact, "to state that it is a 

prime factor controlling all human behavior is not over-

stating the case" (134, p. 18). 

Accompanying the diverse self—concept theories are 

innumerable terms, definitions, and interpretations of this 

internal frame of reference in human behavior. Each "self" 

theorist has introduced and utilized his preferred jargon to 
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include one of three meanings: (1) a dynamic process, (2) a 

system of awareness; or (3) an interrelated process and 

awareness (134, p. 2). 

Self-concept is generally referred to in professional 

literature as a psychological construct and is inferred from 

observed or manifest behavior. Formally defined, "self-

concept is the person's total appraisal of his appearance, 

background and origins, abilities and resources, attitudes 

^nd feelings which culminate as a directing force in 

behavior" (134, p. 10). 

Evident in the writings of phenomenological theorists 

is the recurring theme that "all behavior, without exception, 

is completely determined by, and pertinent to, the per-

ceptual field of the behaving organism" (46, p. 20). According 

to Combs, a leading phenomologist, the self is composed of 

thousands of perceptions varying in clarity, precision, and 

importance in the person's peculiar economy (45, p. 39). 

Literally interpreted, each individual has numerous ideas or 

concepts of self and the intention of behavior is self-

perpetuation. The following is Rogers' explanation of self-

concept and self-percept. 

The self—concept, or self—structure may be thought of 
as an organized configuration of perceptions of the 
self which are admissible to awareness. It is com-
posed of such elements as the perceptions of one's 
characteristics and abilities; the percepts and con-
cepts of the self in relation to others and to the 
environment; the value qualities which are perceived 
and associated with experiences and objects; and goals 
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and ideals which are perceived as having positive and 
negative valence (176, pp. 136-137). 

From a comprehensive perspective, the dynamics of the 

total self can be described with tertiary components. The 

three major components have been designated by Woolner (218) 

as the global self concept. Woolner explains 

It consists of the traits, attributes, and limitations 
the individual assigns to himself (his self-concept); 
the individual's evaluation of himself (his ideal 
self-concept; and how the individual perceives what 
others think of him (his other self-concept) (218, 
p. 971). 

Spears and Deese (193) contend that much research implicitly 

or explicitly has treated self—concept as a unitary or global 

phenomenon. They suggest that the prediction of behavior or 

ps^formance cannot be based solely upon whether the specific 

self-concept is a meaningful sub-class of or pertinent to the 

feelings of general self-competence. Gerben (89) contends 

that 3. person s self—description will consist of a large 

number of different concepts that have little or no relation-

ship to each other. Schultz and Wolf (185) refer to the 

multiple self-descriptions as the specificity notion of self-

concept . 

While it is the generally accepted opinion that an indi-

vidual's self-concept is learned (42, p. 53), the point of 

age range of onset of this process is debatable. Combs and 

Snygg (46, p. 132) suggest that before a child is born he has 

already begun to make a differentiation about himself and the 

world he lives in. Since the onset of the development of the 
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self-concept begins early in life, much theoretical emphasis 

is placed on the accumulation of social interaction with 

other individuals. As Combs states, "the self-concept we 

know is learned. People learn who they are and what they are 

from the ways in which they have been treated by those who 

surround them in the process of their growing up" (42, p. 53). 

According to Gerben (89) the appraisal received from 

others is particularly powerful in the molding of the self-

concept; in essence, a person's conception of self depends 

to an important degree on how he perceives himself in 

relation to others. This has been referred to as the "other 

self by Woolner (218), and termed the "self-image" by Krech, 

Crutchfield, and Ballachey (132). 

According to Anderson, "the first year of life is the 

most important, each succeeding year becoming less important, 

until the self-image is essentially completed before ado-

lescence" (7, p. 7). On the contrary, Combs and Snygg claim 

that people are "continually discovering and rediscovering 

themselves from birth to death" (46, p. 134). An individual's 

self is constantly being modified. Initially, parents are 

regarded as the significant others affecting a child's self-

concept, later his teachers and peers share the role of sig-

nificant others (134). 

For the most part, individuals develop adequate and 

positive self-images. Since the "self" is a dynamic internal 

frame of reference, then the motive behind all behavior and 
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the prime purpose for its existence is for maintenance and 

enhancement (46). Designated as the self-perpetuating effect 

of the self-concept, Combs describes its function as corroba-

tive and supportive of the already existing beliefs about 

self that tend to reinforce its own existence (45, p. 44). 

This circular effect of the self-concept functions both 

positively and negatively. Inherent within the social inter-

action milieu of significant others, an individual develops 

self-conceptions of being liked or not liked, worthy or 

unworthy, accepted or unaccepted, successful or unsuccessful. 

Explaining this situation Dumas stresses that "success or the 

perception of success breeds success. Failure or the per-

ception of failure, likewise, breeds failure" (71, p. 275). 

The individual's "real" self perception is commonly 

related to and compared with the individual's perception of 

what he would like to be. As discussed by Krech, Crutch-

field, and Ballachey (132), the difference between the two is 

a measure of adjustment or maladjustment. They state that 

while a small gap between the "actual" self and the "ideal" 

self picture enhances an individual's sense of self-esteem, 

conversely, a big discrepancy diminishes self-esteem (132, 

p. 83). The interrelatedness of positive and negative effects 

as well as the real and the ideal self images are crucial to 

an individual's performance in any life endeavor, especially 

in the academic milieu. 
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Student Teachers' Self-Concept and Teaching Effectiveness 

The goal of every teacher education program is to pro-

duce competent prospective teachers. In order to plan and 

implement such programs, knowledge of what constitutes effec-

tive teaching is a necessary antecedent. Diligently, edu-

cators have expended much effort in identifying competencies 

of effective teachers. According to Hamachek, "probably no 

issue in education has been so voluminously researched as has 

teacher effectiveness" (95, p. 341). Commenting on the 

evasive solution to this enigma, Biddle reports that "the 

problem of teacher effectiveness is so complex that no one 

today knows what The Competent Teacher is" (16, p. 2). 

Combs (43) declares that despite the millions of dollars 

as well as the man hours donated to research on this problem 

over the past fifty years, the results have continued to be 

frustrating and disappointing until recently. The unanimous 

failure of educational research to isolate or identify any 

common trait or practice that can be attributed to proficient 

teachers is in itself significant. These research findings 

verify the uniqueness, the individuality, and the personality 

features of good teachers. Furthermore, Combs states that a 

good teacher is primarily a unique personality. If good 

teachers are unique individuals, we can predict from the 

start that attempts to ascertain common uniqueness would be 

unlikely to get results. Since, "the behavior of a teacher, 

like that of everyone else, is a function of his concept of 
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self" (44, p. 24); then it seems logical that a good and 

effective teacher is basically a good person. In agreement, 

Hamachek states 

In the broadest sense of the word, good teachers are 
more likely to see themselves as good people. Their 
self-perceptions are, for the most part, positive, 
tinged with an air of optimism, and colored with tones 
of healthy self-acceptance (95, p. 345). 

On the other hand, "the characteristics that distinguish the 

•lowly assessed' teacher group suggested that the relatively 

'ineffective' teacher is self-centered, anxious, and 

restricted" (95, p. 345). in essence, good or effective and 

bad or ineffective teachers can be differentiated on the 

basis of personal characteristics. In agreement, Bossone 

asserts that if the teacher is to be an effective and ade-

quate educator he must view himself in an essentially posi-

tive way (20, p. 91). 

Viewed as a member of the helping profession, Combs 

defines the effective teacher "as a unique human being who 

has learned to use himself effectively and efficiently to 

carry out his own and society's purposes in the education of 

others" (44, p. 8). That is, the teacher learns to use him-

self, his knowledge, and resources as an effective instrument. 

In contrast to the traditional structured and mechanistic 

teaching approach, this method is considered the humanistic 

process of teaching. 

Recent trends have been directed toward providing pro-

spective teachers with experiences that will enhance them 
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psychologically in order that they will become more effective 

teachers. Dandes (56) empirically investigated the relation-

ship between psychological health and the attitudes and 

values of teachers as related to their effectiveness. He 

found that a large component of what makes an effective 

teacher seems to be the degree to which he is psychologically 

healthy, or self-actualizing, or fulfilling his unique human 

potential. Similarly, Breiter (23) investigated the measure 

of self-actualization of student teachers with their class-

room effectiveness. However, unlike Dandes, Breiter's study 

did not find a relationship at an acceptable level of sig-

nificance between The Teacher Performance Inventory, a mea-

sure of teacher effectiveness, and a measure of self-

actualization . 

With respect to the relationship between the self—concept 

of prospective teachers and their performance, Garvey (88) 

has contributed a significant report. Performance criteria 

was a letter grade given by two supervisors which was also 

the basis for designating the high group from the low group. 

As measured by the Tennessee Self Concept Scale, there was 

significant difference between the low and high student 

teachers on seventeen of the twenty—nine self—concept scores. 

Passmore's (166) study obtained similar positive supportive 

findings. She found a significant difference between the 

upper and lower thirds of student teachers on the Total Posi-

tive Score of the Tennessee Self Concept Scale when grouped 
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according to teacher effectiveness ratings. Using a similar 

apprach, Hatfield (100) compared the self-concept of student 

teachers who were rated as superior as assigned by two col-

lege supervisors and two cooperating teachers with the self-

concept of those student teachers rated as inferior. The 

findings indicate that one factor in successful student 

teaching might well be the adequacy of feelings that the stu-

dent has about himself as a person. A similar study that 

provides supportive data was reported by Picht (168). She 

found low correlations, significant at the .05 level, between 

self—concept and the five criteria from the supervising 

teachers' ratings, and two criteria from the college con-

sultant ratings. However, she concluded that the selected 

variables did not statistically predict performance effective-

ness. 

In the preceding review of research, the student teachers' 

overall performance evaluations reflected inconsistent find-

ings. Fitts (81) suggests that the inconsistencies are due 

to a lack of agreement regarding ideal teacher behavior. 

Therefore, consideration should also be directed at research 

studies dealing with specific aspects of student teacher 

behavior. One example is Seidman's (188) exploratory study 

of the relationship between student teachers reported self-

concept to their direct or indirect teaching behaviors. 

Scores obtained from the Flow Chart, an interaction analysis 

system for a measure of four types of teacher-student 
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interactions, were correlated with the Total Positive Score 

of the Tennessee Self Concept Scale for fifty student 

teachers. The derived correlations were "Eliciting, -.285 

(p= . 05) ; Managing, -. 345 (p= .05); Listening, .086; 

Teacher Talk, -.381 (p= .01)" (81, p. 51). Essentially, the 

significant correlations indicate that student teachers with 

high self-concepts tend to use more indirect teacher behavior 

and talk less than student teachers with low self-esteem. 

While the preceding studies seem to conclude that a large 

part of what makes an effective teacher is based on psycho-

logically healthy self-concepts, contrary research findings 

have been reported by Firestone (80). His study concentrated 

on whether significant differences existed between student 

teachers' self-concept and effectiveness or non-effectiveness. 

A t—test used to test the difference between the two means of 

the effective and non-effective groups with respect to their 

self-concept showed no significant differences. 

In general, there appears to be a rather definite 

relationship between self-concept and student teachers' 

performance. Making reference to this point, Hamachek con-

cluded from a review of several research results directed at 

investigating teacher ineffectiveness and their behavior that 

In essence, I think the evidence is quite clear 
when it comes to sorting out good or effective from 
bad or ineffective teachers on the basis of personal 
characteristics. Effective teachers appear to be 
those who are, shall we say, "human" in the fullest 
sense of the word. They have a sense of humor, are 
fair, emphathetic, more democratic than autocratic, 
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and apparently are more able to relate easily and 
naturally to students on either a one-to-one or group 
basis (95, p. 341). 

Changing Student Teachers' Self-Concept 

Increasing evidence regarding the importance of the 

self-concept has led educators to advocate that "it should be 

the purpose of teacher educators to produce people who have 

positive self concepts" (18, p. 9). In agreement, Combs 

states that "a program of teacher education that has not 

affected its students in personal ways has failed its mission" 

(44, p. 80) . 

Based upon his research findings, Dandes (56) recommends 

that teacher education curriculum should be modified to 

incorporate experiences that will aid potential teachers to 

actualize themselves more fully. Furthermore, he suggests 

that innovative programs should be evaluated with respect to 

the way they enhanced or decreased the psychological growth 

of the prospective teacher. 

While self theorists have speculated that changes in the 

external milieu do not usually alter the self-concept markedly, 

increasingly, research is demonstrating that changes in self-

concept do take place. Efforts directed at enhancing the 

self-concept of prospective teachers have been concerned with 

the effect of academics, teaching methodologies, total pro-

gram, and student teaching. Generally, the results have 

shown that changes can occur and feelings of adequacy can be 
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improved. Among those whose findings would suggest that a 

relationship between student teaching experiences and posi-

tive self-concept change exists are Garvey (88) and McFarland 

(150). Further corroborative data were obtained and reported 

by Brann (22) . He investigated the effect of teaching self-

evaluation procedures on the self-concept of student teachers. 

The statistical analysis of the two groups on pre- and post-

test scores found the derived F value was significant at the 

.05 level of significance. 

In a study conducted by Lantz (136), student teachers 

rated themselves, most other elementary teachers, and the 

ideal elementary teacher prior to and immediately following 

their student teaching experience. The student teachers' 

mean scores for self-concept, and mean scores for concepts 

of other elementary teachers both changed significant at 

the .05 level. The mean scores for ratings of concepts of 

ideal elementary teachers also changed significant at the .05 

level. Therefore, Lantz concluded that student teaching 

experience not only results in quantitative changes that may 

be measured, but also qualitative changes related to self-

concept and concepts of others. Dumas (71) also found that 

student teachers improve positively their perceptions of self 

during student teaching. Moreover, he reported that student 

teachers working with "slow learners" revealed positive 

changes in their self-concept. In a study conducted by Shaw 

(189), it was ascertained that significant and important 
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(desirable and/or undesirable) changes in self-concept occur 

as a result of various types of field experience including 

student teaching. 

Additional nonsignificant findings with respect to 

student teachers' self-concept change have been reported by 

Schall and Burgy. Schall (182) studied the effect of student 

teaching program upon self-concept and attitude toward teacher-

pupil relations of twenty-one prospective teachers. Changes 

in self-concept and attitudes were determined from pre- and 

posttest scores and statistically analyzed by a one-way 

analysis of variance. From the findings of the analyzed 

data, it was concluded that the Allegheny College Off-Campus 

Student Teaching Program did not generate a significant change 

in self-concept. Burgy (30) also found no change in student 

teachers' self-concept during the student teaching experience. 

Miller (156) explored the relationship of student 

teachers' role expectations prior to and following their stu-

dent experiences and changes in their self-concept. Using 

related t-tests to test the hypotheses at the .05 level of 

significance, the study revealed no single or clear relation-

ship. Additional nonsignificant findings have been reported 

by Walberg (206) and Walberg and others (207) . Both studies 

dealing with the effects of student teaching on self-concept 

indicated that significant declines in self—ratings occurred 

during student teaching. Similar findings were also reported 

by Mason (144) . He ascertained that there were no statistically 
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significant differences in the self-concept changes in stu-

dent teachers who were assigned to teach in elementary schools 

with a high percentage enrollment of minority, educationally 

disadvantaged children and those student teachers assigned to 

schools with a low percentage of educationally disadvantaged 

children. 

While some of the findings of the preceding research 

revealed that student teaching experience can and does facili-

tate the improvement of one's self-concept, other studies 

imply that the self-concept of student teachers cannot be 

changed. Change in self-concept seems to be contingent upon 

the effect of significant others, experiences, and/or 

approaches designed to augment the student teachers' self-

concept as well as performance. 

Fitts summarizes the varied and inconsistent research 

findings as follows: "Attempts to enhance the self-concepts 

of teachers are sometimes successful, but often fail. It is 

rather evident, however, that successful job performance 

improves the self-concept of student teachers and teacher 

aides" (81, p. 61). 

Self-Concept and Special Education 

For the past few years controversy has been prevailing 

with respect to the desirability of categorical labels and 

placement of exceptional persons into segregated special 

classes. Those opposing these traditional procedures claim 
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that such practices have a debilitating effect on the social-

personal adjustment and the self-concept of exceptional indi-

viduals . 

According to Andrews (8), a tendency toward self-

devaluation is an almost inevitable outcome for persons with 

physical, mental, and emotional disabilities due to their 

limitations which impede accomplishments of expectations 

imposed by societal and educational environments. The result 

is often failure and under such circumstances the development 

of positive self-attitudes becomes extremely difficult. 

A considerable amount of research on the relationship 

of the self-concept to school achievement has been devoted to 

the under-achieving student. Among the available research 

are the corroborative research findings of Fink (79), Bruck 

and Bodwin (29), and Bodwin (19). Their findings indicate a 

positive relationship between educational disabilities and 

inadequate self-concept. 

In a study by Wilson (214), the relationship between 

teacher self-perception and the self-concept of disadvantaged, 

pre-school gifted children was investigated. On the basis of 

their performance on the TSCS, teachers were grouped as high 

or low self-perception teachers. Experimental group I was 

comprised of disadvantaged pre-school students assigned to 

the low perception teacher, the second group of students were 

taught by the high self-perception teacher, and the third 

group was the control. The data obtained from both measures 
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of self-concept indicated that there does exist a relation-

ship between teacher self-perception and the self-concept of 

disadvantaged, pre-school, gifted children. 

In a study by Yamamoto and Wiersma (219), the relation-

ship between student teachers' attitudes towards the phys-

ically and mentally atypical persons and towards themselves 

and reality in general was explored. Yamanoto and Wiersma 

concluded that there are correlations among rejection of 

self and rejection of atypical persons, even though the actual 

complex relationships among attitudes toward self and various 

others are far from explicit. 

With reference to self-concept, teacher training, and 

exceptional children, Delp states "the more the teacher can 

feel this measure of success, the more she will be able to 

do for herself and her students in the proper development of 

mental health in the classroom" (63, p. 149). 

The Nature and Meaning of Belief - Disbelief Systems 

According to Rokeach (178), all of a persons's cognitive 

systems are organized into two interdependent parts: a 

belief and a disbelief system. 

The belief system is conceived to represent all the 
beliefs, sets, expectancies, or hypotheses, conscious 
and unconscious, that a person at a given time accepts 
as true of the world he lives in. The disbelief system 
is composed of a series of subsystems rather than 
merely a single one, and contains all the disbeliefs, 
sets, expectancies, conscious and unconscious, that, 
to one degree or another, a person at a given time 
rejects as false (178, p. 33). 
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The entire structure of a belief-disbelief system consists of 

variations along a continuum from open to closed. More com-

prehensively, Rokeach (177) describes the three major 

dimensions of a person's beliefs as a belief-disbelief 

dimension; central-peripheral dimension; and a time-

perspective dimension. 

In line with the above considerations, the construct of 

dogmatism has been introduced and formally defined by Rokeach 

as 

(a) A relatively closed cognitive organization of 
beliefs and disbeliefs about reality, (b) organized 
around a central set of beliefs about absolute 
authority which, in turn, (c) provides a framework 
for patterns of intolerance and qualified tolerance 
toward others (177, p. 195). 

The basic characteristic underlying the extent to which 

a person's system is open or closed can be defined as 

The extent to which the person can receive, evaluate, 
and act on relevant information received from the 
outside on its own intrinsic merit, unencumbered by 
irrelevant factors in the situation arising from 
within the person or from the outside (178, p. 57). 

In this sense, dogmatism is an ideological cognitive 

defense against objective and social reality. The openness 

or closedness of the cognitive organization is characterized 

in the following manner. 

The more open one's belief system, the more should 
evaluating and acting on information proceed inde-
pendently on its own merits, in accord with the inner 
structural requirements of the situation. 

Conversely, the more closed the belief system, 
the more difficult should it be to distinguish between 
information received about the world and information 
received about the source (178, p. 58). 
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Rokeach (178) has theorized that open-minded persons are 

more capable of perceptually synthesizing new beliefs into 

new cognitive systems, or reorganizing old beliefs into new 

beliefs, than are close-minded persons. As Mouw points out, 

Rokeach has "offered the trait of dogmatism as underlying 

dimension in the development of personality, ideology and 

cognitive functioning" (160, p. 365). 

Rokeach (178) has proposed that all belief-disbelief 

systems serve two opposing sets of motives simultaneously 

governing a person's behavior. Functioning dually is the 

need of the cognitive framework to know and at the same time 

the need to resist the threatening aspect of reality. An 

open system is the result of the predominant function of the 

cognitive framework in the objective assessment of knowledge 

and the absence of threatening defenses. Conversely, as the 

need to defend against threats becomes stronger, the cog-

nitive need to know will lessen, resulting in a more closed 

belief system. 

In essence, Rokeach (177) has formulated a theoretical 

conceptual model of the dogmatism construct and three highly 

interrelated variables: closed cognitive systems, authori-

tarianism, and intolerance. In order to measure dogmatism, 

Rokeach (178) developed the Dogmatism Scale to assess indi-

vidual differences in the extent to which belief systems are 

open or closed. It was Rokeach's (178) intent to formulate 

a theory of dogmatism as an alternative to Adorno's theory of 



103 

authoritarianism, especially since the measured perspective 

of the Fascism (F) Scale was limited to right authoritarianism 

and right tolerance. Dogmatism, as measured by the Dogmatism 

Scale, measures (in addition to general authoritarianism and 

general intolerance) the openness and closedness of belief-

disbelief systems. In accordance with his original intent, 

corroborative findings (169) have indicated that the Dogmatism 

Scale is a better measure of general authoritarianism than 

the California F Scale. 

Dogmatism and Student Teachers1 Performance 

It would seem that the degree of open— and closed-

mindedness is a major determinant of, and closely related to, 

student teachers' performance effectiveness. According to 

Weir (210), an open mind is essential not only to learning 

but to teaching as well. He asserts that "insofar as the 

teacher keeps himself open to the alternatives present in the 

experience of his students, he enhances his own potential for 

professional and personal effectiveness " (210, p. 431) 

Rokeach s theoretical framework of dogmatism has received 

much empirical attention, but only to a minimal degree as it 

relates to teaching performance and student teaching success 

(120). This is unfortunate, especially since in an analyses 

of 209 rating scales, Barr and Emans (12) found open-

mindedness to be an important personality characteristic of 

an effective teacher. 
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Based on personal experiences and observations, Soder-

bergh concluded that "some veteran public school teachers 

are excessively, and for the most part, unwittingly, dog-

matic" (192, p. 245). Empirical research was generated in 

an attempt to prove or disprove Soderbergh's speculations. 

Rabkin (175), for one, found that experienced veteran 

teachers did not score significantly higher on the Dogmatism 

Scale than novice teachers. On the other hand, Wittner and 

Webster (216) have ascertained that the amount of teaching 

experience and dogmatism are not significantly related, how-

ever, dogmatism did tend to increase with experience. Heikken 

(104) replicated the study of Wittner and Webster and obtained 

significant results in agreement with the findings of the 

earlier study when the study sample was combined with that of 

Wittner and Webster. Moreover, Frumklin (86) found that 

dogmatism appears to be a function of the level of education 

achieved by individuals. That is, as students advance in 

college they become less dogmatic. With respect to teacher 

education students, findings reported by Cappelluzzo and 

Brine (37) revealed that prospective teachers as a group are 

neither more or less dogmatic than the general university 

students. The prospective teachers of this study sample were 

found to be more dogmatic than were the in-service teachers 

studied and reported by Rabkin (175). 

With particular refernce to dogmatism and student 

teachers, Ager (2) investigated the relationship of openness 
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or closedness of one's belief—disbelief system to the verbal 

behaviors of student teachers, as measured by Flanders' 

Verbal Interaction Analyses System. Since only one of forty-

three relationships was significant, he concluded that from 

a statistical viewpoint, dogmatism does not relate to the 

verbal behavior of student teachers. Similarly, Hart and 

Brown (99) compared student teachers low in dogmatism 

matched with high dogmatic student teachers; no statistically 

significant differences were found between the two groups in 

accuracy of judgment. They found no statistically sig-

nificant differences among the teachers low, medium, and 

high in dogmatism with respect to accuracy of judgment of 

values held by students. 

Several studies have investigated the relationship 

between dogmatism scores and performance ratings given to 

student teachers. These investigations are based on the 

assumption that open-minded student teachers would tend to be 

rated higher in performance, hence, more effective in problem 

solving situations than the closed-minded. The primary pur-

pose of Johnson's study (120) was to determine whether there 

was a significant relationship between student teacher's 

dogmatism scores and a measure of their success in student 

teaching as rated by college supervisors. Analysis of the 

data indicated that supervising teachers tended to give 

higher ratings to student teachers who were closer to the 

closed-minded end of the continuum. On the other hand, no 
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significant relationship was found between student teacher 

dogmatism scores and ratings of success as determined by 

college supervisors. Nevertheless, the findings imply that 

more dogmatic student teachers receive higher performance 

ratings. 

Using a different approach, Kopper (131) compared 

pupil evaluation of the effectiveness of student teachers and 

cooperating teachers with dogmatism. She reported that 

personality factors and demographic variables were sig-

nificant predictors of pupil evaluations of teacher and 

student teacher effectiveness while dogmatism appeared sig-

nificant for the student teachers only. 

Using the Rokeach Dogmatism Scale scores as a basis 

for grouping student teachers into three levels, "closed-

minded," "neither open- nor closed-minded," and open-

minded," Calloway (35) investigated the relationship between 

the expressed difficulties of student teachers and their 

degree of dogmatism on a time interval basis. Using a two-

factor analysis of variance with repeated measures, Calloway 

concluded that the three dogmatic groups of student teachers 

differed significantly on the means of composite scores for 

"intensity of difficulty." Also, a significant difference 

was found over the four time interval testings; both time and 

dogmatism were found to operate independently as they affected 

the criterion variable. 
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Markowitz (142) studied the relationship between the 

belief systems of 106 prospective teachers and their per-

formance in student teaching. The lowest quarter was referred 

to as the open-minded group, with a mean dogmatism score of 

119.70. He designated the upper quarter as the closed-minded 

group, with a mean dogmatism score of 174.42. Performance 

was evaluated by the use of the Classroom Observation Record. 

No significant differences were found between the mean obser-

vation ratings for the open- and closed-minded groups. 

Therefore, he concluded that open-mindedness or closed-

mindedness of prospective teachers appears to have no sig-

nificant bearing on the effectiveness with which they 

function in student teaching. 

The inconsistent, inconclusive research findings cast 

doubt on the popular opinion of many educators that open-

mindedness is a highly desirable characteristic of the effec-

tive teacher. A plausible explanation for the inconclusive 

research with respect to dogmatism as a variable in the 

prediction of student-teachers1 performances has been offered 

by Johnson (120). He explains that possibly more dogmatic 

persons may actually be more effective in the role of stu-

dent teachers. Nevertheless, most educators believe that 

"the importance of open-minded for tasks involving personal 

interactions, leadership, and social understanding seems 

incontestable" (119, p. 224) . 
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Changing Student Teachers' Belief—Disbelief Systems 

Educators would probably agree that open—mindedness is an 

important personal characteristic to be considered by teacher 

education programs as they prepare prospective teachers. As 

Johnson states, 

With the emergence from the behavioral sciences 
of the relatively new concept of "open- and closed-
mindedness,11 what seems to be a productive new 
approach to the training and placement of prospec-
tive teachers has also emerged. Teacher education 
institutions are concerned with the development of 
creative, mature and productive individuals who are 
"open" to their experiences and free to grow in 
directions that will lead to most effective teachinq 
(119, p. 224) . 

Recent research has been directed at student teachers1 

change in dogmatism during the practicum experience as a result 

of the effect of the experience itself, the influence of 

supervisors, and/or the influence of instructional practices 

provided during the experience. One such study was conducted 

and reported by Freeze (85). The purpose of his study was to 

explore the relationship between open-mindedness in student 

teachers, cooperating school supervising teachers, and col-

lege supervisors. Changes in open-mindedness of the student 

teachers were assessed as a function of the relative degree 

of open-mindedness of the two supervisors. The results pro-

vided clear evidence that the change in the degree of open— 

and closed-mindedness was seen as a function of the degree of 

dogmatism of the supervising teachers. Although changes in 

openness were in the predicted direction, no significant 
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positive changes occurred for the student teachers. Since 

this study demonstrated no significant positive changes in 

student teachers' openness scores, it was believed that a 

follow-up study might find different results. A follow-up 

study was conducted by Elliott (77). A major conclusion of 

the study was that significant negative changes occurred in 

the openness of the student teachers during their student 

teaching experience. The changes were significantly related 

to the openness of the cooperating teachers but not to the 

openness of the college supervisors. Unlike Elliott's 

research findings, Hayes (101) found that college super-

visors have about as much influence on student teachers as 

the cooperating teachers. However, like Elliott, he found 

that student teachers tended to gravitate toward their 

cooperating teachers' dogmatism scores. 

Johnson (119) discovered that the increase or decrease 

change in the degree of student teachers' open- and closed-

mindedness may be a function of the degree of dogmatism of 

their supervising teacher. Especially interesting was the 

finding that students who scored higher than the supervising 

teacher on the pretest of dogmatism did not show as signific-

ant mean shift as did the group which scored lower initially. 

Corrobative findings have been reported by Quinn, but con-

tradicted by Oswald. Quinn (173) reported that student 

teachers tend to move in the direction of their cooperating 

teachers on their posttest dogmatism scores. Contradictory 
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results have been reported by Oswald (164). On the basis of 

ranked dogmatism scores for the supervising teachers and the 

student teachers, Oswald tested the relationship between the 

levels of dogmatism of students and supervising teachers and 

change in attitude during student teaching. Oswald concluded 

that there is no relationship between levels of dogmatism of 

student and supervisor teacher and change in attitude. 

Similarly, Morfield (159) examined the relationship between 

the level of dogmatism of student teachers and the extent to 

which student teachers modeled their verbal behavior after 

that of cooperating teachers. Dogmatism was measured by the 

Rokeach Dogmatism Scale; verbal behavior was analyzed by 

means of the Verbal Interaction Category Scale (VICS). 

Modeling was measured in terms of the difference between stu-

dent teachers' scores and the corresponding cooperating 

teachers' scores. The results were interpreted to be that 

high dogmatic student teachers modeled the classroom verbal 

behavior of the cooperating teachers significantly more than 

did low dogmatic student teachers. 

Bremer (24) investigated the possible changes in dog-

matism and beliefs about teacher classroom practices during 

the student teaching experience. It was found that no sig-

nificant changes occurred in student teachers' dogmatism as 

related to the grading system or the dogmatism of the stu-

dent teachers' cooperating teachers. Also, unlike other 

studies of student teachers, Bremer utilized and reported 



Ill 

data for special education student teachers. He found that 

elementary and special education student teachers as a group 

were less dogmatic and in higher agreement with "experimen-

talism than secondary student teachers. 

Much in contrast to the common reported findings that 

student teachers' teaching style and dogmatism changes are 

related to the cooperating teachers' influence are the research 

findings of Muto. Muto (161) studied the relationship between 

teaching styles, dogmatism, and attitudes toward children and 

school work of student teachers and cooperating teachers. 

Analysis of the data revealed that there was no significant 

evidence to indicate a relationship between the student 

teachers' teaching style change and their performance on the 

Rokeach Dogmatism Scale. The results of the study also indi-

cated no significant relationship between student teachers' 

teaching style change and their cooperating teachers' per-

formance on the Rokeach Dogmatism Scale. 

An investigation of the effect of educational programs 

and practices was the main concern of a study conducted by 

Greene (92) . He used 116 elementary student teachers and 66 

elementary education juniors to compare the effects of student 

teaching field experiences and methods courses on students' 

attitudes, values, and dogmatism. He reported that although 

not significant, change in open-mindedness was greater for 

the field experience student teachers than for students in 

the methods course group. Greene explained that the 
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non-significant correlations are indicative of the many other 

variables involved in the student-teaching process. 

McFarland (150) investigated the effects of training in 

interpersonal communication group work on dogmatism for an 

experimental group of student teachers. He found a sig-

nificant decrease in dogmatism immediately following the 

training, but the decrease did not persist throughout stu-

dent teaching. 

Hart (98) studied the openness of elementary teacher 

education students and the influence of Flanders1 training 

technique on the openness of the student teachers. During 

the student teaching experience, the experimental group 

studied Flanders' System of Interaction Analysis while the 

control group met to discuss topics important to student 

teaching behaviors. The findings of Hart's study indicated 

that while changes in openness between the experimental 

group and the control group occurred in the expected direc-

tion, they were not sufficiently large enough to be sta-

tistically significant. 

Summary 

This study was based on the assumption that the enhance-

ment of student teachers' teaching effectiveness depends on 

improvement of their performance, attitude, self-concept, and 

dogmatism through an efficient instructional method. It was 

further assumed that modularized instructional experiences 
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would have a more significant effect on the above variables 

than would the traditional training method. The chapter, 

therefore, reviewed pertinent literature with respect to the 

meaning, organization, and problems of C/PBTE and modularized 

instruction. While rather extensive, this section was deemed 

essential for understanding the need for empirical research 

m view of the limited and contradictory available research. 

The nature and development of each personality charac-

teristic and its relevance to student teachers' teaching 

effectiveness were next reviewed. Again, the results of the 

literature indicated contradictory findings. 

This study was also based on the rationale that if the 

modularized approach could produce desirable changes in stu-

dent teachers' attitude, self-concept, and dogmatism; and if 

these changes promote teaching effectiveness, the C/PBTE 

modularized approach could be advocated as an effective 

training method. Therefore, research endeavors designed to 

effect change in each of the characteristics were also 

reviewed. These results were also found to be contradictory. 

After reviewing the literature, it is evident that as 

yet no definitive consensus exists as to the effectiveness of 

instructional methods in producing effective teachers. 

Although, research in the areas of training methods and per-

sonality characteristics were extensively reviewed, it is 

apparent that the contradictions and inconsistencies of the 

studies reviewed indicate a need for more research. Thus, 
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more conclusive research findings with respect to the effec-

tiveness of training methods to produce desirable changes in 

performance and affective characteristic could be considered 

worthy research contribution. 
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CHAPTER III 

METHODS AND PROCEDURES 

Introduction 

A review of the literature suggests that there is a 

need for the development of innovative and more effective 

teacher education training methods. Furthermore, due to 

recent developments in teacher education programs, federal 

guidelines, state legislation, and certification mandates, 

there has been an increased need to develop and, subsequently, 

to test the effectiveness of the newly instituted performance-

based modularized instructional method. Accordingly, the 

purpose of this study was to compare and evaluate a performance-

based module of instruction and the traditional manner of 

instruction with respect to the effect of each method's influ-

ence upon participants' affective and performance measures. 

The methods and procedures used to assess the two teacher 

training methods of instruction are presented in this chapter. 

The main features of the research methods and procedures for 

this study are organized and presented in accordance with 

the following subheadings: (1) Selection of the Subjects; 

(2) Description of the Clinical Teaching Practicum Module and 

the Student Teaching Seminars; (3) Description of Instruments; 

(4) Procedures for the Collection of Data; (5) Procedures for 

Analysis of Data; and (6) Summary. 
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Selection of the Subjects 

Permission was obtained from the Acting Chairperson of 

the Special Education Department, the Special Education 

Field Coordinator, and the Acting Director of the Office of 

Laboratory Experience at the University of Maryland to use 

the student teachers enrolled in EDSP 349—Student Teaching 

of Exceptional Children for a comparative study of an 

instructional module for clinical teaching and the traditional 

training approach. 

Subjects for this study were special education student 

teachers at the University of Maryland. A total of forty-

five individuals did their student teaching in special 

education classes during the second eight weeks of the semes-

ter. Because of the dual certification in elementary and 

special education, these student teachers had completed the 

first half of the semester student teaching in an elementary 

classroom assignment. The remaining eight weeks of the 

semester were spent in a special education classroom place-

ment. The forty-five student teachers to be included in 

the study were randomly assigned to an experimental or com-

parison group by using a table of random numbers. Twenty-

three of the forty-five student teachers were randomly 

assigned to the experimental group, while the other twenty-

two were assigned to the comparison group. 
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Description of the Clinical Teaching Practicum Module 
And the Student Teaching Seminars 

The present emphasis on noncategorical resource programs 

for exceptional individuals has prompted a reorganization of some 

special education teacher preparation programs. Based on the 

recent demands for a transition in special education teacher 

preparation, an instructional module for clinical teaching 

was developed. Several techniques were employed in identi-

fying the elements to be included in the module for clinical 

teaching. First, an extensive examination and direct 

acquaintance with the cross-categorical professional program 

in special education for prospective teachers at the Uni-

versity of Maryland provided essential information for the 

content of the module. The transitional trend emphasized 

in the program's objectives was directed at educating pro-

spective teachers to be competent in designing individualized 

instruction for exceptional learners based upon educational 

needs. The second contributing factor with respect to the 

specified elements in the module was a set of outlined 

specifications for the generic special educator at North 

Texas State University—Special Education Competency-Based 

Program. This conceptual model provided the developmental 

instructional sequences for the elements to be included 

in the module. Third, an extensive review of the litera-

ture from the fields of teacher education and special 

education was undertaken. 
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The preliminary draft of the module was submitted to a 

six member jury panel representing authorities on modularized 

instruction, clinical teaching, and the field of special edu-

cation. Three members of the jury panel were special education 

faculty members from North Texas State University, and the 

other three members were special education faculty members 

from the University of Maryland. Their specific purpose was 

to provide recommendations and revisions for the module. 

Primarily, each member of the panel of experts provided 

information which aided in modifying the preliminary draft 

of the instructional module. The recommended revisions from 

the panel of experts, individually and collectively, consisted 

of (1) means of making the module logistically feasible, 

(2) additional instructional activities and materials, and 

(3) suggested rewording to increase clarity and communication. 

Overall, the revised changes were minimal. The content, 

format, and auxiliary features of the module were considered 

by the panel to be appropriate. Since more information than 

just the judgments of experts was needed to determine whether 

or not the instructional module would facilitate learning, 

field testing was utilized to help accomplish this purpose. 

The module was field tested on a group of elementary, 

secondary, and special education teachers who were enrolled 

in a special education course offered by the University of 

Maryland—University College. The thirty-two teachers enrolled 
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in this course were taught by modularized instruction. 

Specifically, the module for clinical teaching procedures 

was the main educational strategy for the course. About the 

middle of the semester, the teachers provided an evaluation 

of the module on the "Evaluation of the Instructional Module" 

form that was developed for the Special Education program at 

North Texas State University. The tabulated field test 

results are included as Appendix A. The analyses of data 

from this pilot study were utilized as input for the revision 

of the module. The results of the field test revealed that 

a competency-based module could be efficiently implemented. 

For the most part, the field test participants' written and 

oral evaluations and reactions to competency-based modularized 

instruction, and the Clinical Teaching Practicum Module in 

particular, were positive. As a result of field testing 

the module it was found that (1) participants reacted 

favorably toward modularized instruction, (2) the module 

was considered an enjoyable and effective device for devel-

oping an understanding of procedures for individualizing 

instruction, (3) participants progressed through the module 

at different rates, and (4) most of the competencies were 

attained by the participants toward the end of the field test. 

On the other hand, due to the inconvenience of being an 

off-campus course, all of the instructional materials 

identified in the module were not readily accessible. There-

fore, a main concern in the revision was to make the module 
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more self-contained, mobile, and the instructional materials 

readily available. Overall, the data reported by the teachers 

during and at the end of the field test were a valuable 

source of information in modifying the modules. Data thus 

obtained were utilized to modify the delivery system of the 

module in an effort to increase its instructional effectiveness 

The input from the panel of experts as well as the 

results of the field testing were incorporated into the final 

revision. The final revision was done in accordance with all 

accumulated information obtained during this formative evalu-

ation. The positive evaluations from both field test par-

ticipants and panel members led to the conclusion that the 

instructional module was adequately developed and could be 

efficiently implemented. 

The instructional module was designed in accordance with 

the following sequenced format: flow chart, prospectus, pre-

assessment, instructional objective, instructional activity, 

enabling objectives and enabling activities, and a post-

assessment. The module as an instructional system was designed 

to facilitate the teacher trainees in obtaining the compe-

tencies of clinical teaching. The designated clinical 

teaching competencies were designed to enable a teacher trainee 

to work effectively with exceptional learners in the class-

room. In essence, the competencies entail the demonstrated 

ability to observe and diagnose, then develop, implement, 

and evaluate educational intervention plans for individual 
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pupils. The module was designed to produce teacher trainee 

competencies in individualizing instruction and concurrently 

produce gains in the academic and social behavior of excep-

tional learners. Individualized instruction was the emphasized 

process for both the teacher trainee and pupil. The module 

was considered vital to the student teaching program, because 

the ultimate criterion that can be used to evaluate a pro-

spective teacher's success is the produced behaviors of her 

pupils in the attainment of pre-specified academic and social 

goals. The instructional module provided for self-pacing, 

personalization, individualization, independent study, alter-

native modes of instruction, criterion-referenced evaluations, 

and procedures for regeneration. In particular, the instruc-

tional module educated the student teachers to be able to 

produce academic and social gains of exceptional learners 

by presenting a six part program on (1) Clinical teaching 

concept, (2) Demonstrated knowledge of learning disabilities, 

(3) Assessment of learning disabilities, (4) Formulation of 

individualized intervention strategies, (5) Implementation 

of intervention strategies, and (6) Evaluation of interven-

tion strategies. 

The instructional module for clinical teaching was 

developed to be used as the independent variable (Treatment 

A) with the experimental group of student teachers. The 

other group constituting the comparison group members were 

instructed by the traditional seminar discussion method 
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(Treatment B). Every attempt was made to differentiate 

between the presentation of treatment A and treatment B to 

the student teachers. Furthermore, diligent efforts were 

employed to present both programs to student teachers with-

out introducing a "Hawthorne effect" to the treatment variables 

A letter was mailed to each student teacher indicating 

their seminar meeting dates. One letter was mailed to mem-

bers who had been selected for Group B informing them of 

their seminar dates. A different letter was mailed to members 

who had been assigned to Group A indicating their seminar 

dates. The members of the groups, the supervisors, nor the 

cooperating teachers were informed of the difference between 

the groups. Student teachers were not allowed to attend a 

seminar other than the one specified in their letter. 

The student teachers assigned to the comparison group 

were given four dates for each seminar meeting to be held 

approximately every two weeks. The seminars consisted of 

presentations and informal discussions which reflected the 

concerns of the student teachers. Throughout the semester, 

there were no formal training in clinical teaching performance 

strategies. Consequently, student teachers in Group B were 

allowed to develop competencies from incidental learning and 

suggestions from cooperating teachers and supervisors. It 

is important to note that all of the student teachers were 

exposed to most, if not all, of the competencies delineated 

in the Clinical Teaching Practicum Module during their 
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previous special education courses at the University of 

Maryland. However, the clinical teaching module was utilized 

with Group A to measure its effect as an educational method 

and to provide theoretical and practical reinforcement on 

clinical teaching skills during the student teaching exper-

ience. 

In particular, the seminars for Group B consisted of 

the following: 

1. March 21, 1975 

Seminar Facilitators: 

Discussion Topic: 

Assistant Professor of 
Special Education, Univer-
sity of Maryland 

Lecturer of Special Education, 
University of Maryland 

Behavior Management and 
Psychoeducational Programming 

April 4, 1975 (A holiday break which varied for the 
school systems, therefore, only those student 
teachers not on holiday were required to attend.) 

Seminar Facilitators: 

Discussion Topic: 

April 18, 1975 

Director of Personnel, 
Prince George's County Schools 

Director of Career Placement, 
University of Maryland 

Lecturer of Special Education, 
University of Maryland 

Career Orientation 

Seminar Facilitators: Lecturer of Special Education, 
University of Maryland 

Visiting Cooperating Teacher 
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Discussion Topic: Teacher Made Aids, Community 
Resources and Pertinent 
Classroom Problems 

4. May 2, 1975 

Seminar Facilitators: Audio-Visual Instructor, 
University of Maryland 

Lecturer of Special Education, 
University of Maryland 

Discussion Topic: Demonstration of the use and 
operation of audio-visual 
media 

The student teachers assigned to Group A, the experi-

mental group, were introduced to the module at their first 

seminar meeting. After becoming familiar with the module 

and its program, each student teacher was assisted in formu-

lating a performance contract. A contract designated each 

student teacher's entry point into the module and subsequent 

instructional steps. The students were given a recommended 

time schedule for the completion of stages in the module, 

but, for the most part were allowed to pace themselves in 

working through the module. At least one seminar was scheduled 

every two weeks for facilitation, evaluation, and feedback. 

There were also individually and/or group arranged instruc-

tional or supplimental activities as specified in the module. 

Specifically, the seminars for members of Group A 

consisted of the following: 
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March 14, 1975 

Seminar Facilitators: Doctoral Candidate—Special 
Education, University of 
Maryland 

Lecturer of Special Education, 
University of Maryland 

Seminar Topic: Clinical Teaching Model in 
Theory and Practice 

\9-15 (PP t i o n a 1' o n lY those student teachers 
not on holiday break were required to attend.) 

Seminar Facilitators: 

Seminar Topic: 

April 11, 1975 

Seminar Facilitators 

Seminar Topic: 

April 25, 1975 

Seminar Facilitators: 

Seminar Topic: 

Director of Personnel at 
Prince George's County Schools 

Director of Career Placement, 
University of Maryland 

Lecturer of Special Education, 
University of Maryland 

Career Orientation 

Lecturer of Special Education, 
University of Maryland 

Coordinator of Special Field 
Experience, University of 
Maryland 

Assessment of Learning 
Disabilities 

Instructor of Special Education, 
University of Maryland 

Resource Classroom Teacher 

Former Principal of Special 
School and presently Student 
Teacher Supervisor 

The Resource Room and the 
Clinical Teaching Model 
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Upon completion of the instructional module each student 

teacher in Group A evaluated the module on "Student Evaluation 

of the Instructional Module" form that was developed by North 

Texas State University Special Education Competency-Based 

Program. A copy of the form is included as Appendix B. 

Included as Appendix C are the tabulated results from the 

student teachers' evaluation of the instructional module. 

Permission to Use Instruments 

Prior to the start of the study, letters were written 

requesting permission to utilize the Tennessee Self Concept 

Scale, the Dogmatism Scale Form E, and the Minnesota Teacher 

Attitude Inventory as research instruments. As specified 

m the letters, the instruments were to be administered to 

student teachers and the results utilized in a doctoral study 

conducted at the University of Maryland with the authorization 

and supervision of the Acting Chairperson of the Special 

Education Department. Written permission was obtained to 

utilize the Dogmatism Scale Form E from Milton Rokeach, 

author of the instrument. As the instruments were not to 

be incorporated into the final published copy of this study, 

written permission was not necessary for the other two instru-

ments . 
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Description of Instruments 

Evaluation of Clinical Teaching Performance 

To measure the performance proficiency of the student 

teacher's utilization of clinical teaching skills and behaviors, 

a five item, five category Likert-type rating scale was con-

structed. A copy of the "Evaluation of Clinical Teaching 

Performance" is included as Appendix D. It was considered 

necessary to construct an instrument after an extensive search 

failed to locate an instrument considered adequate for the 

purposes of this study. An analysis of the results obtained 

from administration of the scale was utilized to determine 

the performance proficiency level of each student teacher 

for each of the five variables of clinical teaching. The 

overall ratings were used to determine the degree of pro-

ficiency for each student teacher with respect to clinical 

teaching. Two raters for each student teacher evaluated the 

student teachers at approximately the same time during the 

semester. The designated raters were the cooperating 

teachers and university student teachers' supervisors. The 

student teachers also provided self-evaluation of their 

effectiveness in individualizing instruction. Raters were 

given instructions in the use of the rating scale, but they 

did not know whether the students were members of the experi-

mental or comparison group. 

This measurement instrument was based on the five 

variables of clinical teaching presented in the instructional 
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module. The content validity of the instrument was assured 

through the use of panel of "experts." The panel consisted 

of three faculty members from the University of Maryland 

and three faculty members from North Texas State University. 

The specific purpose of the panel of "experts" was to deter-

mine the extent to which the items on the rating scale were 

congruent with the intent of the scale. Acceptance of the 

items by all members was interpreted as verification that 

the rating scale had content validity. 

The reliability of the instrument was determined by 

Kuder-Richardson Formula 20 for a measure of internal con-

sistency of the rating scale (12, p. 368). Because there 

are five response categories, each with an assigned weight, 

the individual item variances were computed and their sum 

was substituted in the formula. An obtained coefficient of 

.80 was hypothesized to be an acceptable indication of 

reliability. The actual reliability for the instrument as 

obtained from a computerized program for the Kuder-Richardson 

Formula 20 was .8939. Therefore, since the items on the 

instrument had a relatively high intercorrelation with each 

other and are measures of much the same attribute, it can be 

concluded that the instrument had internal consistency, or 

homogeneity, or scalability (12, p. 368). 
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The Minnesota Teacher Attitude Inventory 

After a systematic and prolonged investigation of atti-

tudes toward teaching, Cook, Leeds, and Callis (10) presented 

the Minnesota Teacher Attitude Inventory (MTAI) which pur-

portedly predicts how well a teacher will get along with 

pupils in interpersonal relationships, and indirectly how 

well satisfied he will be with the teaching profession. The 

authors' investigations indicate that the attitudes of 

teachers toward children and work can be measured with high 

reliability, and that they are significantly correlated with 

the interpersonal relations found in the teacher's classroom. 

The MTAI is a self-administering inventory of 150 attitude 

statements for which the subject records his response to each 

item on a five-point continuum. The items of the MTAI dis-

criminate sharply between the teacher who has and the one who 

does not have the ability to interact positively with pupils. 

There are no "right" or "wrong" answers, but agreement or 

disagreement with the specific attitude statements. The 

possible range of scores is from plus 150 to minus 150. 

The Manual (10) cites a validity coefficient of 0.63 

computed for Form A using a multiple correlation between the 

scores on the test and three criteria: principal rating, 

pupil rating and expert rating. The split-half reliability 

is reported to be 0.93. Cronbach (11, pp. 798-799) reports 

that on retest, scores are only moderately stable if teachers 

are exposed to significant experiences. For short term 
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prediction one can expect better reliability results. The 

normative data are based on a random sample of diverse groups, 

and norms are reported for percentile conversion for groups 

of distinct types. 

The Fourth Mental Measurements Yearbook (4, p. 797) lists 

nine studies, The Sixth Mental Measurements Yearbook (6, pp. 

940-943) lists 146 studies, and the recent edition of Tests 

in Print (7, pp. 240-246) terminates the list with an addi-

tional 228 studies using the MTAI. Arnold (2, pp. 797-798) 

and Cronbach (11, pp. 798) in their initial review of the 

MTAI both considered the Inventory a promising tool for 

research on teacher success. The MTAI is widely used, and 

the published form (Form A) of the Inventory has been sub-

jected to several tests of validation and fakability. Con-

sequently, the MTAI is considered the appropriate data-

gathering instrument to obtain an expression of attitudes 

from the subjects; especially since these measured attitudes 

can help determine how satisfied a person will be in teaching, 

as well as the type of social-emotional atmosphere that the 

teacher will provide in the classroom. 

The Tennessee Self Concept Scale 

For an appraisal of self-concept, the Tennessee Self 

Concept Scale (TSCS) (13) was another standardized instru-

ment used in this study. The TSCS was developed by William 

Fitts and associates to be used as a measurement criterion 
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for research in obtaining measures of the many facets of 

self-concept. Early developmental work on the TSCS began in 

1955 and the instrument was extensively edited. Clinical 

psychologists were employed as judges to classify each item 

as to its appropriateness with defined constructs. The 

final items selected for the Scale were those that elicited 

perfect agreement from the judges. The items were tested 

over a period of years and validated on individuals of known 

background. The norms for the Scale were established on a 

large sample of people from various sections of the country, 

representing all social, economic, intellectual and educa-

tional levels. 

The TSCS consists of 100 self-descriptive statements of 

which ninety assess the self-concept and ten assess self-

criticism. The subject marks his response for each item on 

a five-point continuum designated on the answer sheet. 

There are two forms of the scale: the Counseling Form 

and the Clinical and Research Form. Both forms use exactly 

the same test booklet and test items. The Counseling Form 

was used in this study. The instrument is applicable for 

use with a wide range of psychological adjustments from 

healthy to psychotic. The Counseling Form provides data for 

fourteen facets of the self-concept. The Total Positive Score 

is considered the most important single score, since it 

reflects the overall level of self-esteem. Therefore, only 

the Total Positive Score was used in this study. 
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The test-retest reliability coefficients for all major 

scores, on both forms, were reported to be mostly in the .80 

to .90 range (13). The Manual (13) indicates that several 

scores from the TSCS have high correlations with other repu-

table measures of personality function: Taylor Anxiety 

Scale, Cornell Medical Index, and the Minnesota Multiphasic 

Personality Inventory. 

The Personality Tests and Reviews (3, pp. 147-148) lists 

thirty studies. The Seventh Mental Measurements Yearbook (5, 

pp. 364-366) lists an additional eighty-seven studies, and 

the recent edition of Tests in Print (7, pp. 498-500) termi-

nates the lists with an additional seventy-nine studies on 

the TSCS. Suinn (17, pp. 367-369) states in a review of the 

instrument that TSCS offers great potential as a promising 

clinical instrument. He reports that the TSCS ranks among the 

better measures combining group discrimination with self-

concept information. The supportive experimental data on TSCS 

reported by Passmore (15) and Garvey (14) provide further 

justification for the instrument's credibility. The potential 

that this instrument has for deriving a measure of self-

concept seems to justify its use in this study. 

The Dogmatism Scale Form E 

As a fourth instrument, the Rokeach Dogmatism Scale Form 

E (16) was utilized with the written permission of the author, 

Milton Rokeach. This instrument was used to obtain a measure 

of the individual differences in openness and closedness of 
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belief-disbelief systems. The Dogmatism Scale has gone through 

five editions. The successive and continuous revisions were 

done for refinement in theoretical formulation and increased 

reliability. The final form, Form E, contains the best forty 

items taken from Form D. 

The Scale is scored by the method of summated ratings; 

scores can range from 40 to 280. A high score is indicative 

of dogmatism, a closed system of belief; a low score is indi-

cative of an open belief system. The subjects indicate 

disagreement or agreement with each item on a scale ranging 

from -3 to +3, with the 0 point excluded as a forced response 

method. Agreement with the statement is scored as closed, 

and disagreement is scored as open. 

Rokeach (16) has reported scores obtained for all forms 

of the Dogmatism Scale for seventeen groups and the range in 

reliabilities. Reported scores obtained for Form E from 

eleven groups show reliability coefficients ranging from 

0.68 to 0.93. 

In view of Rokeach"s experimental data, supported by 

the additional studies of Ager (1) and Cappelluzzo (9), the 

use of this scale as an instrument for this study seems 

appropriate. 

Procedures for Collection of Data 

All special education student teachers attended a meeting 

on the last day of their elementary education internship to 
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receive necessary information and instructions for their 

forthcoming special education assignment. During this 

meeting, pretest data were obtained by administering the 

Minnesota Teacher Attitude Inventory, the Tennessee Self 

Concept Scale and the Rokeach Dogmatism Scale Form E. Prior 

to receiving the test materials, the student teachers were 

assured that the test results would in no way affect their 

course grades. It was explained that the instruments were 

being used to learn more about the student teachers and their 

student teaching experience. The student teachers were 

encouraged to respond freely and honestly and were assured 

that all test results were kept confidential. No time limits 

were set for the tests, but encouragement was given for 

self-pacing. No explanation was made concerning the nature 

of this study. 

During the student teachers' experiences in the special 

education classroom, their cooperating teachers and university 

supervisors observed their performance continuously. While 

the forty-five cooperating teachers were able to observe 

daily, the eleven university supervisors made from four to 

six scheduled visits. Since these are the individuals who 

were most familiar with the student teachers' performance, 

they were considered the best sources for providing a mea-

sure of the student teachers' performance. Therefore, at 

the beginning of the semester all supervisors and cooperating 

teachers were contacted and asked to evaluate the student 
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teachers' performance for the University of Maryland— 

Special Education Department. 

The instrument was presented and explained to the 

university supervisors during one of their supervisor's 

meetings held during the middle of the semester. A copy of 

the instrument along with a pre-stamped self-addressed 

envelope was provided to each supervisor to be given to each 

cooperating teacher. The supervisors were also provided a 

copy of the instrument to be given to their student teachers. 

The supervisors were instructed to explain the use of the 

form to the student teachers and the cooperating teachers 

during separate personal conferences. All supervisors were 

instructed to present the form to the student teachers and 

the cooperating teachers at approximately the same time during 

the semester. The supervisors were instructed to have the 

cooperating teachers return the completed form in the pro-

vided envelope by a specific time. The supervisors were 

also asked to inform student teachers to bring their completed 

form to their last scheduled seminar. The supervisors were 

given a date to have the form returned to the University of 

Maryland. Numerous personal and telephone contacts were 

made to insure the timely and proper execution of the forms 

bY the supervisors, cooperating teachers, and student 

teachers. 

At the end of the semester, all student teachers attended 

a meeting to complete the Minnesota Teacher Attitude Inventory, 
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the Tennessee Self Concept Scale and the Rokeach Dogmatism 

Scale Form E. In addition, student teachers submitted a 

self-analysis of their performance in the practicum experience 

on the "Evaluation of Clinical Teaching Performance." 

Two experimental research designs were utilized in this 

study. First, a pretest-posttest control group design was 

used, diagrammed as follows by Campbell and Stanley (8, p. 13) 

with a slight modification: 

R2 °1 XA °2 

R2 °3 XB °4 

1*2 = random assignment 

0^ and 03 were pretest measures on the Minnesota Teacher 

Attitude Inventory, the Tennessee Self Concept Scale, and the 

Rokeach Dogmatism Scale, and 0^ were the posttest measures 

on these instruments. The modification of this design was 

the inclusion of a comparison treatment and comparison group, 

instead of lack of treatment for a control group. Treatment 

XA w a s t*ie education °f the experimental group (Group A) 

utilizing the instructional module for clinical teaching. 

Treatment was the education of the comparison group (Group 

B) by means of the traditional training course. 

According to Campbell and Stanley (8, p. 13) the pretest-

posttest control group design is the one most frequently 

utilized in research requiring a true experimental design. 

In this study the design has an added advantage in that the 

comparison group activities were specified, therefore 
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evading the undesirable uncertainties concerning the inter-

pretations and contributions of the experimental treatment 

which is usually not evident with a control group. 

The authors further state that this design controls for 

all of the seven rival sources of internal invalidity. The 

conditions they designate under which extraneous variables 

are controlled are adhered to rigorously in this study. The 

subjects obtained from a specified population were randomly 

assigned into two groups. All subjects were administered 

three instruments and tested together prior to their student 

teaching assignment. The subjects were not informed as to 

whether they were members of the experimental or control 

group. All of the members of each group shared the same 

intrasession history. The experimental group was educated 

by an instructional module for individualizing instruction. 

The comparison group was educated by the traditional course 

method of informal discussions and resource presentations. 

All subjects were retested together at the termination of the 

semester with the same three pretest instruments. 

The analysis of covariance was the statistical procedure 

used to test the significance of the differences between the 

two groups. This statistical procedure controls for a 

concomitant variable, as recommended by Campbell and Stanley 

(8, p. 23). The analysis of covariance, when used with this 

research design, utilizes the pretest scores as the covariate, 
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and the procedure usually is preferable to simple gain-score 

comparisons. 

The second experimental research design was the posttest-

only control group design, diagrammed as follows by Campbell 

and Stanley (8, p. 25) with a slight modification: 

R2 XA Ox 

R2 XB °2 

R2 = random assignment 

0^ and C>2 were the posttest measures on the "Evaluation 

of Clinical Teaching Performance" for the two groups included 

in this study. The modification of this design was the 

inclusion of a comparison treatment and substitution of a 

comparison group for the designated control group. 

The posttest-only control group design is the third of 

the true experimental designs. All internal-validity condi-

tions of the preceding design are also controlled with this 

design. All subjects were randomly assigned into two groups. 

There was no need for a pretest of the student teachers1 

teaching performance, so with the absence of measurement of 

the effects of pretest, this design seems to be the most 

appropriate design for this study. The instrument was 

completed by student teachers, their college supervisors, 

and cooperating teachers near the end of the semester. The 

statistical test for this design was the t-test, and as 

stated by Campbell and Stanley (8, p. 26), it is optimal for 

this design. 
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Procedures for Analysis of Data 

At the end of the study, the pretest and the posttest 

data for the Minnesota Teacher Attitude Inventory and the 

Tennessee Self Concept Scale were carefully handscored 

according to their respective manual instructions. The Dog-

matism Scale Form E was scored according to Rokeach1s instruc-

tions presented in his book, The Open and Closed Mind (16). 

The data from both research designs were compiled, 

tabulated, and reported. At the termination of the semester, 

all data were entered on key-punch worksheets, and then 

punched into cards for automatic data processing at the 

Computing Center of North Texas State University. 

The common usage of a rating scale is to present a group 

of observers with a scale that they must respond to at a 

given time. A question that arises concerns the degree of 

agreement on the independent recorded responses for all the 

observers. Interrater reliability was utilized to determine 

the correlation of agreement for the observers on the "Evalu-

ation of Clinical Teaching Performance." The null hypothesis 

of agreement by chance was tested using Pearson product-moment 

correlation coefficient. If the null hypothesis is rejected, 

the conclusion can be made that the observers have dis-

criminating agreement that is not due to chance. 

Hypotheses I and II were tested to determine the sig-

nificance of the difference between the means for the 
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experimental and comparison groups. Each hypothesis was 

tested by use of a one-tailed t-test. Each hypothesis was 

tested at the .05 level of significance. 

Hypothesis III was tested using Pearson product-moment 

correlation procedure. The hypothesis was tested at the 

.05 level of significance. The interpretation of the corre-

lation coefficient was facilitated by the use of the coeffi-

cient of determination. The significance of the differences 

of the correlations for the two groups were tested by Fisher's 

transformation. 

Hypotheses IV, V, and VI were tested using the analysis 

of covariance. The respective pretest scores of the 

Minnesota Teacher Attitude Inventory, the Tennessee Self 

Concept Scale and the Dogmatism Scale Form E served as the 

covariate measures and the respective posttest scores as the 

dependent variables. The results of the analysis were 

expressed in terms of F-ratios. The F-test for the analysis 

of covariance statistically tested for differences between 

the adjusted means of the posttest. The posttest was adjusted 

on the basis of the covariate measure. Each hypothesis was 

tested at the .05 level of significance. 

Summary 

This study was conducted in order to determine the 

differential effects of two modes of instruction on student 

teachers' performance, self-concept, attitude, and dogmatism. 
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This chapter, therefore, initially presented a discussion of 

the two teacher training methods. The investigation was 

performed in two phases. The formative phase consisted of 

a panel of experts providing input for revision of the module 

and research instrument. Also, a field testing of the 

instructional module was conducted for approximately eight 

weeks during the spring term of 1975, utilizing thirty-two 

special education teachers enrolled in a special education 

course. In the evaluative phase, the effectiveness of both 

methods was examined. A pretest-posttest control group 

design and a posttest-only control group design were used 

and forty-five student teachers were randomly assigned to 

the modularized instruction group or the resource/discussion 

group. A total of twenty-two students constituted the 

membership of the resource-discussion group and a total of 

twenty-three students constituted the membership of the 

modularized instructional group. Data were gathered from 

student teachers prior to their training and at the conclu-

sion of training on the Tennessee Self Concept Scale, the 

Minnesota Teacher Attitude Inventory, and the Dogmatism Scale 

Form E. 

Analysis of covariance, the one-tailed t-test and the 

Pearson product-moment correlation method were used for tests 

of significance. 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

Introduction 

The data for the study were collected and analyzed 

according to the procedures discussed in the preceding chap-

ter. The purposes of this chapter are to present, analyze, 

and discuss the findings of the study. 

In order to test whether the groups were significantly 

different from each other as postulated in Hypotheses I and 

II, t-tests for independent means were used. The Pearson 

product-moment correlation coefficient was the statistical 

technique used to determine significance of relationship 

between the variables referred to in Hypothesis III. The 

remaining Hypotheses, IV, V, and VI, were tested by using the 

analysis of covariance. 

The statistical computations necessary to test the 

tenability of the stated hypotheses of the study were per-

formed at the North Texas State University Computer Center. 

The research hypotheses were stated in the null form for 

statistical treatment. The .05 level of significance was 

arbitrarily selected as the level at which the null hypo-

theses would be rejected or retained. Each null hypothesis 

is presented along with the data and related findings. 
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Additionally, other pertinent data and interpretations are 

also presented. A general synopsis of all data and findings 

is presented at the end of this chapter. 

Presentation of Data and Findings 

Null Hypothesis 1̂  

Null Hypothesis I states that there will be no sig-

nificant difference between the mean teaching-performance 

score of student teachers educated by modularized instruction 

on the "Evaluation of Clinical Teaching Performance" and the 

mean teaching-performance score of student teachers educated 

in the traditional manner. In order to test this hypothesis, 

the average performance score for each student teacher was 

derived by averaging the ratings submitted by the university 

supervisors and the cooperating teachers. Table I contains 

the mean scores, the standard deviations, the degrees of free-

dom, Fisher's t-test value, and level of significance of the 

t-value for the two groups on a measure of teaching per-

formance . 

The results of the t-test as presented in Table I reveal 

that the obtained t-value of -.4141 is not great enough to 

be significant at the .05 level. Because there was no sig-

nificant difference found between the two groups on per-

formance scores, the null hypothesis of no significant 

difference was retained. 
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TABLE I 

MEANS, STANDARD DEVIATIONS, DEGREES OF FREEDOM, AND t-VALUE 
FOR RATINGS OF STUDENT TEACHERS' PERFORMANCE 

Group Mean 
Standard 
Deviation df t-value 

Experimental 
(N = 23) 

20.04 3.36 
43 -.4141* 

Comparison 
(N = 22) 

20.45 3.29 

*Not significant at the .05 level, 

Null Hypothesis II 

Null Hypothesis II states that there will be no sig-

nificant difference between the mean self-evaluation teaching-

performance score of student teachers educated by the modularized 

method on the "Evaluation of Clinical Teaching Performance" 

and the mean self-evaluation teaching-performance score of 

student teachers educated in the traditional manner. The 

mean self-evaluation teaching-performance scores, standard 

deviations, the degrees of freedom, Fisher's t-value, and the 

level of significance of the t-value for both groups of stu-

dent teachers are presented in Table II. 

The obtained t-value, -1.99, is significant at the .05 

level, but the difference between means was not in the pre-

dicted direction. Thus, on the basis of the findings, the 

original hypothesis cannot be accepted. 
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TABLE II 

MEANS, STANDARD DEVIATIONS, DEGREES OF FREEDOM AND t-VALUE 
FOR SELF RATING OF STUDENT TEACHERS' PERFORMANCE 

Group Mean Standard 
Deviation 

df t-value 

Experimental 21.26 2.24 
(N = 23) 

41 -1.99* 
(N = 23) 

41 -1.99* 
Comparison 22.60 2.13 
(N = 20) 

* e -i "»4- 4- V» /-> f \ 1 ATTA 1 

Null Hypothesis III 

Null Hypothesis III states that there will be no sig-

nificant correlation between the teaching-performance scores 

and the self-evaluation teaching-performance scores for the 

respective groups of student teachers educated by the modu-

larized method and student teachers educated in the tra-

ditional manner. In order to test this hypothesis, the 

Pearson product-moment correlation procedure was utilized to 

obtain the degree of relationship between the variables. The 

statistical significance of each correlation coefficient was 

obtained by a test of significance using the distribution of 

t. The significance of the difference between the two cor-

relations was tested by Fisher's zr transformation. The 

variance interpretation of the correlation was obtained to 

indicate what part of the variance in the first variable is 

attributable to the variance of the second variable. The 
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correlation coefficients, levels of significance, Fisher's z, 

and the variance interpretation of the correlation coeffi-

cients are summarized in Table III. 

TABLE III 

CORRELATION COEFFICIENTS, FISHER'S Z, AND COMMON VARIANCE FOR 
COMPARISON OF STUDENT TEACHINGS' PERFORMANCE RATINGS 

WITH SELF-PERFORMANCE RATINGS 

Group r t z Common 
Variance 

Experimental 
(N = 23) 

.5834 3.26* 

1.05*** 

.3403 

Comparison 
(N = 20) 

.3148 1.38** .0990 

*Significant at .005 level. 

**Not significant at .05 level. 

***Not significant at .05 level. 

With twenty-one degrees of freedom, the t-value for the 

experimental group's correlation was 3.26, which is sig-

nificantly greater than the required value of 1.72 at the .05 

level of significance. Actually, for a one tailed test, the 

obtained correlation, .5834, was significant at the .005 

level. On the other hand, the correlation coefficient for 

the comparison group was not statistically significant. 

The significance of the difference between the two cor-

relations was tested using Fisher's zr transformation. The 



171 

obtained z value of 1.05 was not great enough to be sig-

nificant at the .05 level. Therefore, there was no sig-

nificant difference between the two correlations, even though 

the experimental group had a significant correlation and the 

comparision group did not. 

With respect to the interpretations of the correlations, 

the experimental group had a common variance (r ) of .3403, 

while the common variance for the comparison group was .0990. 

That is, for the experimental group, 34 percent of the 

variance of the performance rating is predictable from, or 

associated with, the variance of the self-evaluation ratings. 

However, for the comparison group, only 9 percent of the 

variance of the performance rating scores is common variance, 

leaving 91 percent of the total variance unaccounted for. 

On the basis of the analyzed data, Null Hypothesis III 

was retained. While each group showed a positive correla-

tion, the difference in correlations was not found to be 

statistically significant. 

Null Hypothesis IV 

Null Hypothesis IV states that there will be no sig-

nificant difference between the adjusted-mean posttest 

attitude score of student teachers educated by the modularized 

method and the adjusted-mean posttest attitude score of 

student teachers educated in the traditional manner. In 

order to test this hypothesis, group means based on pretest 
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and posttest scores for the Minnesota Teacher Attitude Inven-

tory were compared. The pretest and posttest group means, 

the adjusted means, and the pretest and posttest standard 

deviations for the experimental and comparison groups are 

shown in Table IV. 

TABLE IV 

MEANS AND STANDARD DEVIATIONS FOR THE EXPERIMENTAL 
AND COMPARISON GROUPS ON THE VARIABLE OF 

TEACHER ATTITUDES 

Group 

Mean Standard Deviation 

Group 
Pretest Posttest Adjusted Pretest Posttest 

Experimental 
(N = 23) 68.17 62.95 57.27 23.18 30.72 

Comparison 
(N = 22) 56.50 45.90 51.85 33.83 44. 30 

Each group revealed a decrease from pretest to the post-

test. The experimental group had a decrease of a little over 

five points, whereas the comparison group had a decrease of 

approximately eleven points. The standard deviations for the 

groups indicate that score variability, both on the pretest 

and posttest was considerably less for the experimental group 

than the comparison group. At the end of the study the scores 

for the experimental group became more heterogeneous as evi-

denced by the difference between the pretest and posttest 
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standard deviations. The comparison-group scores became more 

varied than the experimental-group scores, as revealed by the 

pretest and posttest standard deviations. The pretest stan-

dard deviation for the experimental group and the pretest 

standard deviation for the comparison group indicate more 

variability in the pretest scores of the comparison group. 

The experimental group's posttest standard deviation was 

30.72, while the comparison group had a posttest standard 

deviation score of 44.30, a difference of about fourteen 

points, indicating that the comparison group had more score 

variability than the experimental group on the posttest. 

The adjusted-mean scores, derived by the analysis of 

covariance, for the experimental and comparison group were 

57.27 and 51.85, respectively. To test the significance of 

the difference between the adjusted means an F-ratio was 

obtained. The analysis of covariance data for the two groups 

on the Minnesota Teacher Attitude Inventory is presented in 

Table V. 

The F-value of .5036 shown in Table V is not great 

enough to be significant at the .05 level. This means that 

the adjusted means of the posttest scores of the groups did 

not differ enough to be significant. Therefore, the null 

hypothesis is retained, and it can be concluded that the 

experimental group did not show significantly higher change 

than the comparison group with regard to teacher attitudes. 
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TABLE V 

ANALYSIS OF COVARIANCE DATA FOR THE COMPARISON OF SCORES 
ON THE MINNESOTA TEACHER ATTITUDE INVENTORY 

Source of 
Variance 

Sum of 
Squares 

df Mean 
Square F P 

Between 316.39 1 316.39 

Within 26386.74 42 628.25 .5036* .4818 

Total 26703.13 43 

*Not significant at the .05 level. 

Null Hypothesis V 

Null Hypothesis V states that there will be no sig-

nificant difference between the adjusted-mean posttest self-

concept score of student teachers educated by the modularized 

method and the adjusted-mean posttest self-concept score of 

student teachers educated in the traditional manner. 

The pretest and posttest mean scores, adjusted mean 

scores, and the pretest and posttest standard deviations 

obtained from the Tennessee Self Concept Scale are presented 

in Table VI. 

The pretest mean for the comparison group was much lower 

than for the experimental group, a difference of about seven 

points. The groups had nearly equal posttest mean scores on 

self-concept measures. The experimental group had a decrease 

in posttest mean score of approximately eleven points, whereas 
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TABLE VI 

MEANS AND STANDARD DEVIATIONS FOR THE EXPERIMENTAL AND 
COMPARISON GROUPS ON THE VARIABLE OF SELF-CONCEPT 

Group 
Mean Standard Deviation 

Group 

Pretest Posttest Adjusted Pretest Posttest 

Experimental 
(N = 23) 

370.65 360.00 356.51 18.24 38.05 

Comparison 
(N = 22) 

363.86 360.40 364.04 31. 36 42.50 

the comparison group had a decrease in posttest mean score of 

a little over three points. While the comparison group had a 

smaller decrease in mean posttest score, the group's initial 

mean score was considerably lower than the pretest mean score 

for the experimental group. 

The standard deviations for the groups indicate that 

score variability was much lower for the experimental group 

than for the comparison group on the pretest. The difference 

between the pretest standard deviations was a little over 

thirteen points. On the posttest measurement the experi-

mental group scores were considerably more heterogeneous than 

on the pretest. The comparison group's standard deviation 

also increased noticeably. The difference between posttest 

standard deviations was a little over four points. 



176 

As shown in Table VI, the adjusted-mean score for the 

experimental group was 356.51, while the adjusted-mean score 

for the comparison group was 364.04, a difference of 7.53. 

To test the significance of the difference between the adjusted 

means an F-ratio was obtained. The analysis of covariance 

data for the groups on the Tennessee Self Concept Scale are 

presented in Table VII. 

TABLE VII 

ANALYSIS OF COVARIANCE DATA FOR THE COMPARISON OF SCORES 
ON THE TENNESSEE SELF CONCEPT SCALE 

Source of 
Variance 

Sum of 
Squares 

df Mean 
Square F P 

Between 626.19 1 626.19 

Within 39001.06 42 928.59 .6743* .4162 

Total 39627.25 43 

* Not significant at the .05 level. 

In the comparison of mean differences for the experimental 

and comparison groups, as shown in Table VII, an F-value of 

.6743 was found. The obtained F-ratio is not significant at 

the .05 level. Hence, on the basis of the data the null 

hypothesis is retained. There was not a significant dif-

ference between the adjusted posttest means of the experimental 

and comparison groups. It was, therefore, concluded that 

there was no significant difference between the experimental 
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and comparison group with regard to the degree of change in 

self-concept as measured by the Tennessee Self Concept Scale. 

Null Hypothesis VI 

Null Hypothesis VI states that there will be no sig-

nificant difference between the adjusted-mean posttest dog-

matism score of student teachers educated by the modularized 

method and the adjusted-mean posttest dogmatism score of 

student teachers educated in the traditional manner. In 

order to test this hypothesis, pretest and posttest group 

mean scores for the Dogmatism Scale Form E were compared. 

The pretest and posttest means, the adjusted means, and the 

pretest and posttest standard deviations for the experimental 

and comparison groups are given in Table VIII. 

TABLE VIII 

MEANS AND STANDARD DEVIATIONS FOR THE EXPERIMENTAL AND 
COMPARISON GROUPS ON THE VARIABLE OF DOGMATISM 

Mean Standard Deviation 
Group Group 

Pretest Posttest Adjusted Pretest Posttest 

Experimental 
(N = 23) 

119.13 118.60 119.61 25.64 26.82 

Comparison 
(N = 22) 

121.86 127.95 126.89 26.92 31.72 

Table VIII indicates that the experimental group and com-

parison group had similar pretest means. The experimental 
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group's posttest mean score and the comparison group's post-

test mean score reflect a difference of 9.35. The experimental 

group's posttest mean score was adjustedby .53 points, while 

the comparison group's posttest mean score was adjusted by 

6.09 points. 

The pretest mean standard deviation scores for the 

experimental and comparison groups indicate a difference of 

1.28. The posttest standard deviation for the experimental 

group and the posttest standard deviation score for the com-

parison group indicate a difference of about five points. 

On the posttest measurement, the experimental group exhibited 

a slight increase in score validity of 1.18 points, while 

the increase for the comparison group was 4.80. 

The adjusted mean scores for the experimental group and 

the comparison group were 119.61 and 126.89 respectively, 

indicating a difference of 7.28. To test the significance of 

the difference between the adjusted means, an F-ratio was 

obtained. The analysis of covariance data for the two groups 

on the Dogmatism Scale Form E are presented in Table IX. 

The F-value of 1.2492 shown in Table IX is not signifi-

cant at the .05 level. This means that the adjusted means of 

the posttest scores of the groups did not differ enough to be 

significant. Therefore, the null hypothesis is retained, and 

it can be concluded that the experimental group did not have 

a significantly greater change in dogmatism than the comparison 

group. 
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TABLE IX 

ANALYSIS OF COVARIANCE DATA FOR THE COMPARISON OF SCORES 
ON THE DOGMATISM SCALE FORM E 

Source of 
Variance 

Sum of 
Squares 

df Mean 
Square F P 

Between 593.91 1 593.91 

Within 19968.50 42 475.44 1.2492* .2700 

Total 20562.41 43 

*Not significant at the .05 level. 

Additional Findings 

Interrater reliability was tested to ascertain the cor-

relation of agreement for pairs of observers on the "Evalua-

tion of Clinical Teaching Performance." The null hypothesis 

of no significant agreement or agreement by chance was tested 

using Pearson product-moment correlation coefficient. To 

obtain an estimate of the interrater reliabilities on the 

instrument product-moment correlations were made pairwise of 

professional evaluations and self-evaluations of teaching per-

formance. Comparisons were made between Raters I and II, 

Raters I and III, and Raters II and III. Raters I were the 

eleven supervising teachers, Raters II were the forty-five 

cooperating teachers, and Raters III were the forty-five stu-

dent teachers who made self—evaluations. These comparisons 

are summarized in Table X. As shown in the table, the cor-

relation coefficient for the performance ratings given by the 
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supervisors and the cooperating teachers was .5146, which, 

with a t-value of 2.71 and twenty-one degrees of freedom, was 

statistically significant at the .02 level for a two-tailed 

test. The variance interpretation of the correlation coef-

ficient indicated that 26 percent of the variance of the 

supervisors' ratings is predictable from or associated with 

the variance of the cooperating teachers1 ratings. 

The correlation coefficient for the performance ratings 

given by the university supervisors and the student teachers1 

self-evaluation was .4160, which, with twenty-one degrees of 

freedom and a t-value of 2.12, was statistically significant 

at the .05 level for a two-tailed test. The variance inter-

pretation indicated that 17 percent of the variance of the 

supervisors' ratings is associated with the variance of the 

student teachers' self-evaluations. 

The correlation coefficient for the performance ratings 

given by the cooperating teachers and the student teachers' 

self-evaluations was .6427, which, with twenty-one degrees of 

freedom, was statistically significant at the .001 level of 

significance for a two-tailed test. The variance interpre-

tation of the correlation coefficient indicated that there 

was a 41 percent association between the variables. 

As indicated in Table X, the correlation coefficients 

for the comparison group's three pairs of raters were .4102, 

.2667, and .2912, respectively. The t-value, 2.00, for the 

supervisors' ratings compared with the cooperating teachers1 
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ratings was significant at the .05 level for a two-tailed 

test. The variance interpretation was 16 percent association 

between the two correlated variables. On the other hand, the 

supervisors1 ratings and the cooperating teachers' ratings 

with the student teachers' self-evaluations yielded t-values 

of 1.18 and 1.28, respectively. Both t-values with eighteen 

degrees of freedom were found to be nonsignificant at the .05 

level for a two-tailed test. The variance interpretation for 

the supervisors' ratings with the self-evaluations was a 

7 percent association and the variance interpretation for the 

cooperating teachers' ratings with the self-evaluation ratings 

was an 8 percent association. Therefore, there was an unex-

plained variance of 9 3 percent and 92 percent for the respec-

tive correlations. 

Most of the correlation coefficients reported in Table X 

must be considered to be low. Thus, interrater reliability 

in the study generally is poor. In another reliability 

study of performance-based evaluation instruments conducted 

by Petery (30), the correlation coefficients between appraisals 

of three rater groups (student teachers, field associate 

teachers, and university field coordinators) ranged from .36 

to .74. These results are similar to those of the present 

study with correlation coefficients ranging from .27 to .64, 

a range difference of approximately .38 and .37 points respec-

tively. 
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In order to have confidence in the scores obtained from 

the observation instrument developed for this study, relia-

bility as an instrument was ascertained. Internal consistency 

or item reliability which assessed test homogeneity was 

determined by Kuder-Richardson formula 20. In essence, a 

relatively high correlation for each item with every other 

item on the instrument indicates that the instrument has 

internal consistency. The relatively high reliability coef-

ficient of .89 was a statistically significant indication of 

the test's internal reliability. 

All student teachers completing the instructional module 

were asked to evaluate it by filling out a questionnaire. A 

copy of the tabulated results are contained in Appendix C. 

Twenty-one of the twenty-three student teachers completed the 

questionnaire and all or most of the questions asked were 

answered. The analyzed data revealed that the student 

teachers using the instructional module held a generally 

favorable attitude toward the modularized approach. On the 

whole, the group found the module to be an enjoyable and 

effective device for reinforcing clinical teaching skills. 

This finding corroborates past studies by Goins (13), Malak 

(23), Merwin (27), Stieglitz (39), and Wixson (44), that also 

found students' evaluative opinions of PBTE modularized learn-

ing to be an enjoyable and effective educational device. 

A further indication of the experimental group's posi-

tive attitude toward the modularized instructional method is 
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reflected in their desire to utilize the modularized method 

in their teaching practices with exceptional children. 

Sixty-seven percent of the student teachers indicated a posi-

tive desire to utilize the modularized approach in their 

teaching, 19 percent wrote positive comments and then indi-

cated an ambivalent commitment, and 14 percent did not favor 

utilizing the approach as a part of their teaching. 

On the narrative evaluations, criticisms of the modu-

larized approach were not apparent. The respondents found 

the module thorough, extensive, useful, and more than adequate 

for their present need. The few shortcomings discussed by 

the students were weaknesses characteristic of this module 

rather than the method of modularized instruction. There-

fore, based on this information, it is anticipated that 

generally favorable student reactions would result from fur-

ther utilization of modularized instruction. 

Discussion of Findings 

The results obtained from testing the tenability of the 

hypotheses formulated for this study indicated that partici-

pation in an instructional module on individualizing instruc-

tion and a traditional education approach had no significant 

differential effect on the performance, attitude, self-concept, 

and dogmatism of special education student teachers. While 

the findings of this study have been contradictory to some 

related studies (3, 6, 12, 18, 22, 27, 35, 43), they have 
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been consistent with other similar studies which have found 

no significant differences. Among the latter studies are 

those of Dale (4), Dishner (5), Johnson (17), and Pope (31) 

on modularized instruction; Ferrance (10) , Johnston (19), 

Mason (25) , McCullough (26) , and Zupp (45) on attitude; 

Burgy (2), Ellerman (9), Malone (24), and Schall (36) on 

self-concept; and Bremer (1), Elliott (8), Kinard (20) , and 

Oswald (28) on dogmatism. 

Since evidence of prior research in this area of study 

was limited, the present study was conducted to provide a 

more substantial empirical research base for innovative PBTE/ 

modularized programs. In doing so, several variables were 

utilized to validate the effectiveness of the PBTE/modularized 

approach. The generating thrust for the performance variable 

of the present study was the emphasis of the PBTE movement on 

performance-based certification (15), and Popham's (32, 33, 

34) numerous research results which have demonstrated that 

performance does have potential as a teacher education pro-

gram evaluation technique. Of particular importance, Levine 

and Sharp (21) demonstrated the utility of the teaching per-

formance test as a summative evaluation scheme for validating 

the effectiveness of performance-based programs of teacher 

education. 

The present study utilized a modified performance instru-

ment designed especially to ascertain the effectiveness of the 

PBTE/modularized instruction in promoting student teachers' 
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effective performance with respect to individualizing instruc-

tion in special education resource classrooms. The obtained 

mean ratings on the peformance instrument (used by the super-

visors and cooperating teachers) yielded no significant dif-

ferences between the two groups of student teachers. A 

possible explanation for the nonsignificant findings of an 

empirical measure of classroom behavior on an observation 

instrument is discussed by Webb and Brown. 

Much of the reliability and validity of these systems 
depends upon the observers who use them. Data are as 
precise, accurate, and valid as the observer who col-
lects them; thus, trained observers become of major 
importance in the systematic observation of classroom 
behavior (40, p. 197). 

It was not possible to provide practice sessions for the 

observer/raters in the use of the performance instrument in 

the present study. Therefore, it is possible that the 

observers may not have been in agreement with respect to the 

recording of identical behaviors. Therefore, a probable 

cogent reason for the nonsignificant results is the observer/ 

rater's lack of adequate practice which inhibited sufficient 

expertise in the systematic, objective, and uniform use of 

the instrument. In fact, the relatively low interrater 

reliabilities support this view. 

Self-evaluation is regarded as a trait of a teacher who 

will become successful and move into better positions, and is 

a facet of student teaching that will primarily determine the 

success of the experience (38). Furthermore, according to 
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Selakovich (37), self-evaluation by student teachers is based 

on the assumption that the answer to effective teaching may 

lie within the teacher himself. Perhaps the student teacher 

is his own best critic. The present study was based upon the 

premise that an understanding of one's own adequacies and 

inadequacies will result in actions initiated to reinforce 

desired behaviors or change those behaviors that are con-

sidered ineffective. On the basis of this assumption, student 

teachers provided an evaluation of their teaching perfor-

mance . 

The significant results in a negative direction for the 

experimental group may be an indication of more critical self-

analysis and a more realistic evaluation which reflected 

insight and understanding of their classroom behavior with 

respect to individualizing instruction. This candid intro-

spection by the student teachers was not anticipated in terms 

of the degree to which the students subjected themselves. 

The lower self-evaluation for the experimental group perhaps 

occurred because the group members profited more from the 

instructional module on individualizing instruction than the 

comparison group did from the traditional method. This was 

particularly evident in view of the fact that the experimental 

group had a more critical and reliable assessment of their 

strengths and weaknesses. In a similar study, Johnson (17) 

also found that participation in modularized instruction did 

not generate a tendency to report oneself as increasingly 
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engaged in behaviors which were facilitative of self-directed 

learning. 

This interpretation is further substantiated by the 

results of the interrater correlation coefficients and the 

correlations of the professional evaluations with the self-

evaluations for each research group. For each set of paired 

raters in the experimental group there were low positive 

significant correlations, but the correlations for the set 

of raters for the comparison group were all lower than those 

for the experimental group and only one of the correlations 

was significant. Moreover., the experimental group had a 

significantly higher positive correlation between the mean 

teaching-performance scores and the mean self-evaluation 

scores. On the other hand, the comparison group did not 

have a significant correlation between these evaluation 

variables. 

Empirically, these findings corroborate results reported 

by James and Weiss. James (16) found that student teachers' 

evaluations of their student teaching-performance is, 

in part, the same as their cooperating teachers' evaluation 

of their performance. In a rather extensive research effort, 

Weiss (42) investigated the extent of agreement among student 

teachers' self-ratings, cooperating teachers' ratings, uni-

versity supervisors' ratings, building administrators' ratings, 

and classroom pupils' ratings of student teaching performance. 

After the data were analyzed the findings showed that there 



189 

were no significant differences among all ratings by the five 

evaluators when individual means were compared, based on all 

factors. However, on a partial comparative basis disparity 

in agreement was evident. 

Like the cooperating teachers and the university super-

visors, the student teachers did not receive any preliminary 

practice in the use of the instrument. For the experimental 

group, the statistical finding of the self-evaluation was 

significant in a negative direction, which can be interpreted 

as an indication that the instructional module on indivi-

dualizing instruction promoted more critical and realistic 

self-analysis with respect to clinicial teaching skills 

needed in the special education resource classroom. There-

fore, on the basis of these data it may be concluded as Webb 

and Nolan state, "in a nonthreatening situation and in con-

junction with other evaluative procedures, we feel that self-

ratings are a valuable adjunct to improving and evaluating 

teaching proficiency" (41, pp. 42-43). 

Another possible explanation is the difficulty in modi-

fying affective characteristics after they have become 

relatively stable. Based on the data analyzed in the present 

study there were no significant differential effects found in 

student teachers' attitude, self-concept, and dogmatism during 

the student teaching experience, supporting the contention 

that these affective traits are relatively stable by maturity 

and that changes in the external environment as an eight-week 
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student teaching and instructional experiences do not alter 

these affective characteristics. Several studies were cited 

in Chapter II that also found no significant changes in 

affective traits during student teaching. Among them were 

Burgy (2), Malone (24), and Schall (36) for self-concept; 

Zupp (45), Johnston (19) for attitudes; and Oswald (28), 

Kinard (20), and Elliott (8) for dogmatism. 

The nonsignificant findings of the present study also 

suggest that factors other than the instructional experiences 

may have influenced changes in the affective characteristics. 

Therefore, the Minnesota Teacher Attitude Inventory, the 

Tennessee Self Concept Scale, and the Dogmatism Scale Form E 

may not be valid measures of changes on attitude, self-

concept, and dogmatism as a result of the effect of the edu-

cational experiences, but rather they may reflect the 

influence of other factors common to the classroom experiences 

of the student teachers. The decrease in posttest mean scores 

for both groups on attitude and self-concept measures and the 

nonsignificant dogmatism scores suggest the possibility that 

changes could be the influence of the supervisors and/or the 

cooperating teachers. While still a controversial area of 

study, several studies (6, 7, 8, 9, 11, 14, 18) have provided 

clear evidence of the relationship of the change in student 

teacher personality to the personalities of their super-

visors and/or cooperating teachers. Similar studies (7, 8, 

10, 26) involving student teachers also found a shift in the 
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negative direction for affective characteristics. Note-

worthy for these findings is that the change was a shift in 

the direction of the personality of the cooperating teachers 

and/or supervisors. Like these studies, the present study 

found at the end of the student teaching experience a nega-

tive shift in attitude, self-concept, and openness. While 

the negative shifts do not appear to be statistically sig-

nificant, the nonsignificant results obtained on attitude, 

self-concept, and dogmatism measures may be due in part to 

the influence of the university supervisors and/or cooperating 

teachers. 

It should also be considered that the shift in means for 

both groups may be a function of the pretest scores for the 

respective groups. That is, the change in scores may be due 

to regression toward the mean of the group. However, in the 

present study, such a possibility was eliminated by the sta-

tistical control of the influence of the pretest on the post-

test. 

On the basis of data analyzed, the short duration of the 

student teachers' educational and practicum experiences may 

not have provided an adequate amount of time to promote 

changes in broadly defined global affective traits as atti-

tude, self-concept, and dogmatism and the classroom per-

formance of student teachers. In a related study conducted 

by Patschke (29) on the effects of modularized instruction, 

it was concluded that training of a short duration (e.g., 
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eight weeks or less) cannot be expected to affect broadly 

defined, global personality traits, and classroom teaching 

behavior. Therefore, based on this corroborative finding, 

it seems that an eight-week participation in an instructional 

module was not extensive enough to promote significant 

changes in the performance and affective variables utilized 

in the present study. Each student teacher participated in 

the instructional module for approximately an estimation of 

35 to 40 hours. Individual differences varied the amount of 

involvement, therefore, the extensiveness of participation 

varied from one individual to another. However, the instruc-

tional objectives and activities were designed to involve the 

student teachers for a minimum of 30 or 35 hours. Con-

sequently, the extent of involvement varied with a minimum of 

30 or 35 hours of self instruction and approximately 280 

hours of field-based experiences for the application of the 

skills and behaviors learned in the module. 

The nonsignificant findings of this study may be attri-

buted to a combination of the factors and conditions pre-

viously discussed. 

Summary 

This chapter discussed the results of this study. The 

findings were: (1) there was no significant difference 

between the experimental and comparison groups with respect 

to teaching-performance; (2) the experimental group's mean 
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self-evaluation peformance score was significantly different 

in a negative direction than the mean self-evaluation per-

formance score for the comparison group; (3) both groups 

had positive correlations between performance scores and self-

evaluation scores, but the experimental group had a sig-

nificantly higher correlation; (4) there was no significant 

difference between the experimental group and the comparison 

group with respect to degree of change in teacher attitudes; 

(5) there was no significant difference between the experi-

mental and comparison groups with respect to the degree of 

change in self-concept; and (6) there was no significant 

difference between the experimental and comparison groups 

with respect to degree of change in dogmatism. 

Additional findings reported were interrater reliabili-

ties, reliability for the performance instrument, and par-

ticipants' evaluations of the module. 

Possible explanations for the nonsignificant results 

discussed were the relatively short duration of the study 

which inhibited extensive involvement with the modularized 

method, lack of practice in the use of the observation instru-

ment, lack of interrater reliability, the difficulty of 

altering affective characteristics, and the possible influ-

ence of personalities of the university supervisors and 

cooperating teachers. 
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CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS 

In this chapter an overview is presented in summarizing 

the problem, procedures, and findings of this study, con-

clusions drawn from the findings, and recommendations gen-

erated by this research. 

Summary 

The problem of this study was to determine whether 

participation in an instructional module on procedures for 

individualizing instruction produced results different from 

those produced by a traditional education approach, with 

respect to the performance, attitude, self-concept, and 

dogmatism of special education student teachers. 

The research hypotheses formulated for the study were 

stated as follows. 

1. At the conclusion of the study, student teachers 

educated by modularized instruction on procedures for 

individualizing instruction (Group A) will have achieved a 

significantly greater mean teaching-performance score on the 

"Evaluation of Clinical Teaching Performance" than will the 

student teachers educated in the traditional manner (Group B) 

2. At the conclusion of the study, the mean self-

evaluation teaching-performance score for student teachers 
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of Group A on the "Evaluation of Clinical Teaching Perfor-

mance" will be significantly higher than the mean self-

evaluation teaching-performance score for student teachers of 

Group B. 

3. At the conclusion of the study, the correlation of 

the mean teaching-performance scores with the mean self-

evaluation scores will be positive for both Group A and 

Group B, but Group A will have a significantly higher corre-

lation than Group B. 

4. At the conclusion of the study, the student teachers 

of Group A will have achieved a significantly higher adjusted 

mean score than the student teachers of Group B on the post-

test of the Minnesota Teacher Attitude Inventory. 

5. At the conclusion of the study, the student teachers 

of Group A will have achieved a significantly higher adjusted 

mean score than the student teachers of Group B on the post-

test of the Tennessee Self Concept Scale. 

6. At the conclusion of the study, the student teachers 

of Group A will have achieved a significantly lower adjusted 

mean score than the student teachers of Group B on the post-

test of the Dogmatism Scale Form E. 

It is the consensus of education experts that student 

teaching is the single most important factor in the pro-

fessional preparation of prospective teachers (1, 3, 4, 5,). 

Therefore, it should be the most meaningful experience to the 

interns themselves (5), as well as the opportunity to apply 
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most of the knowledge and theory that have been acquired (3). 

However, Oestreich (4) states that if student teaching is as 

important as it is generally agreed to be, a thoroughgoing 

reexamination of procedures and practices is very much in 

order. According to Campbell (1), an analysis of professional 

literature revealed numerous reports on the value of the stu-

dent teaching experience, but few studies were reported in 

which objective measures were employed to evaluate the stu-

dent teaching program or experience. Furthermore, the recent 

thrust for improvements in teacher education have placed much 

emphasis on field practicum experiences. Such specific 

training has been identified as appropriate for PBTE (2). In 

consideration of these and other theoretical and empirical 

implications, the present investigation examined the effect 

of two different instructional methods with respect to their 

effect on student teachers' performance as they worked in 

special education classes, as well as changes in attitude, 

self-concept, and dogmatism. 

The instructional module developed specifically for this 

study was designed to facilitate student teachers' acquisition 

of competencies in procedures for individualizing instruction 

and application of their knowledge and skills as student 

teachers. The specified competencies entailed the demon-

strated ability to observe and diagnose, and then develop, 

implement, and evaluate education intervention plans for 

individual pupils. The instructional module provided for 
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self-pacing, personalization, individualization, independent 

study, alternative modes of instruction, criterion-referenced 

evaluations, and procedures for regeneration. 

After the preliminary draft of the instructional module 

was formulated, copies were submitted to a well qualified, 

six-member jury panel representing authorities on PBTE/ 

modularized instruction, clinical teaching, student teaching, 

and the field of special education for expert analysis and 

recommendations. In compliance with expert opinions, the 

module was revised. Then the module was field tested on 

thrity-two special education teachers enrolled in a special 

education course. Their written and oral evaluations were 

also utilized in the revision of the module. The positive 

evaluations received from both the panel members and field 

test participants led to the conclusion that the instruc-

tional module was adequately developed and could be effi-

ciently implemented. 

The sample utilized in the investigation consisted of 

senior students who were enrolled as special education stu-

dent teachers in EDSP 349—Student Teaching of Exceptional 

Children during the 1975 spring semester at the University 

of Maryland. The sample was further limited to those indi-

viduals who did their student teaching in special education 

classes during the second eight weeks of the semester. Of 

the forty-five student teachers included in the study, 
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twenty-three were randomly assigned to the experimental group 

and twenty-two were randomly assigned to the comparison group. 

The comparison group of student teachers attended four 

scheduled seminar meetings held approximately every two weeks. 

The treatment for the comparison group consisted mainly of 

demonstrations, resource presentations, and informal dis-

cussions which reflected the concerns of the student teachrs. 

The experimental group received the instructional module on 

individualizing instruction instead of the traditional seminar 

approach during the treatment period. Student teachers were 

directed to use the module as a learning resource guide or as 

a student teaching self-instructional course syllabus and to 

individually work through the module commensurate with their 

student teaching practicum responsiblities. The student 

teachers were given a recommended time schedule for the 

completion of the specific objectives and suggested activi-

ties in the six parts of the module, but the responsibility 

to pace themselves and complete the activities was left 

to the students. At least one seminar was scheduled 

approximately every two weeks for facilitation, evaluation, 

and feedback. There were also individually and/or group 

arranged instructional or supplemental activities as speci-

fied in the module. A major difference between the two 

groups can be attributed to the absence of any planned semi-

nar discussions related to clinical teaching skills and 

behaviors for the comparison group. 
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In order to ascertain the effect of the two instructional 

methods on student teachers' classroom performance an instru-

ment entitled the "Evaluation of Clinical Teaching Performance" 

was developed. This teaching performance rating instrument, 

a five-item, five-category Likert type scale, was specifically 

developed to obtain quantitative information pertinent to the 

student teachers' proficiency performance in their application 

of individualizing instruction. The content validity of the 

instrument was assured through the use of a jury panel of 

six well-qualified members. Their expert analysis of the 

instrument's content and construction was utilized to estab-

lish validation. As a result of their evaluations, appro-

priate edition and revisions were made. The relatively high 

internal reliability coefficient of .89 for the instrument 

was obtained by Kuder-Richardson Formula 20. 

Two raters for each student teacher provided an evalu-

ation of teaching performance on the instrument at approxi-

mately the same time during the semester. The designed 

raters were the student teachers' respective cooperating 

teachers and university supervisors. Student teachers also 

provided a self-evaluation of their performance with respect 

to individualizing instruction. 

Three psychological instruments were administered to the 

student teachers in this study. Each instrument was selected 

to measure specifically the three aspects of research con-

cern: teacher attitudes, self-concept, and dogmatism. The 



205 

instruments used were the Minnesota Teacher Attitude Inven-

tory, the Tennessee Self Concept Scale, the Dogmatism Scale 

Form E. The data were collected through the administration 

of the three instruments to all subjects by a single person 

during sessions at the beginning and at the end of the stu-

dent teaching assignment. 

Two experimental research designs were utilized in the 

study for collection of the empirical data. First, a pretest-

posttest control group design was used. Pretest measures were 

obtained at the beginning of the study on the Minnesota 

Teacher Attitude Inventory, the Tennessee Self Concept 

Scale, and the Dogmatism Scale Form E. Posttest measures 

were the respective responses obtained on the same pretest 

instruments administered again at the end of the student 

teaching assignment. The second experimental research design 

was the posttest only control group design. The posttest 

measures were obtained from the "Evaluation of Clinical 

Teaching Performance." Evaluative data were provided by stu-

dent teachers, their cooperating teachers, and university 

supervisors. 

The pretest-posttest data obtained were analyzed by 

analysis of covariance in order to determine the sig-

nificance of changes in the expressed attitude, self-concept, 

and dogmatism for both groups of student teachers. Pretest 

scores were used as the covariate measure and the posttest 

scores as the criterion. 
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Posttest-only data obtained were analyzed by the t-test 

in order to determine the significance between the experi-

mental and comparison groups. Each statistical technique 

employed was tested at the .05 level of significance. 

Findings 

In accordance with the hypotheses formulated for this 

study and statistical analysis of the data the following 

findings were obtained. 

1. There was no significant difference between the mean 

teaching-performance score of student teachers educated by 

modularized instruction on the "Evaluation of Clinical 

Teaching Performance" and the mean teaching-performance score 

of student teachers educated in the traditional manner. 

2. The mean self-evaluation performance score for stu-

dent teachers of the experimental group was significantly 

different in a negative direction than the mean self-

evaluation teaching performance score for student teachers 

of the comparison group. 

3. There was a positive correlation of the teaching-

performance scores and the self-evaluation teaching per-

formance scores for each group of student teachers with a 

significantly higher correlation for the experimental group. 

4. As measured by the Minnesota Teacher Attitude 

Inventory, there was no significant difference between the 

adjusted-mean posttest attitude score of student teachers 
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educated by the modularized method and the adjusted-mean 

posttest score of student teachers educated in the traditional 

manner. 

5. As measured by the Tennessee Self Concept Scale, 

there was no significant difference between the adjusted-

mean posttest self-concept score of student teachers educated 

by the modularized method and the adjusted-mean posttest 

self-concept score of student teachers educated in the tra-

ditional manner. 

6. As measured by the Dogmatism Scale Form E, there 

was no significant difference between the adjusted-mean post-

test dogmatism score of student teachers educated by the 

modularized method and the adjusted-mean posttest dogmatism 

score of student teachers educated in the traditional manner. 

Conclusions 

The conclusions which follow were drawn on the basis of 

the analysis of data collected to ascertain the differential 

effects of participation in an instructional module on indi-

vidualizing instruction and a traditional education approach 

with respect to the performance, attitude, self-concept, and 

dogmatism of special education student teachers. Subject to 

the limitations which were basic to this investigation and 

the findings presented above, several conclusions were drawn. 

1. Participation in an instructional module on proce-

dures for individualizing instruction as used in the study 
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will not yield more effective student teacher performance 

than the traditional approach used in this study. 

2. The self-evaluations of student teachers educated by 

the modularized method used in this study tend to correlate 

more highly with observers' evaluations than do the self-

evaluations of student teachers educated in the traditional 

manner. 

3. The effect of participation in an instructional 

module as used in this study is not superior to the effect of 

participation in a traditional training course with respect 

to student teachers' change in attitude. 

4. The effect of participation in an instructional 

module as used in this study is not superior to the effect of 

participation in a traditional training course with respect 

to student teachers' change in self-concept. 

5. The effect of participation in an instructional 

module as used in this study is not superior to the effect of 

participation in a traditional training course with respect 

to student teachers' change in dogmatism. 

Recommendations 

On the basis of the findings of this study, the following 

recommendations are made for future research: 

1. Further research should be conducted to determine 

the effects of participation in modularized instruction at 

other teacher education institutions. Other studies undertaken 
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to replicate this study should include larger samples and 

additional education majors. 

2. Longitudinal studies of the effects of modularized 

instruction on student teachers' teaching ability should be 

conducted. 

3. Future research investigations should be directed 

toward determining the cause and effect relationship between 

pupil achievement and student teachers' conformity to the 

teaching behaviors representing the model of instruction. 

4. Additional studies should be conducted to ascertain 

the direct and indirect influence and specific effects of 

cooperating teachers and university supervisors on student 

teachers' affective characteristics. 

5. Future research on the effectiveness of modularized 

instruction should make use of other instruments for the 

measurement of teaching performance and affective variables. 
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TABULATION OF RESPONSES FOR FIELD TEST PARTICIPANTS' 
EVALUATION OF THE INSTRUCTIONAL MODULE 

Criteria 
Number of 
Responses Number of 

Comments 
Yes No 

PROSPECTUS 

1. Does the prospectus give 
you a clear statement of 
why the module is impor-
tant to you? 

2. Does the prospectus give 
you an adequate overview 
of the material to follow? 

26 

26 

INSTRUCTIONAL OBJECTIVE 

1. What is the instructional 
objective of the module? 

2. Is the objective stated in 
terms of behavior expected 
of you? 

3. Are the objectives more 
than subject matter to be 
memorized? 

4. Did the objective seem 
appropriate for you? 

5. Did you have the pre-
requisites (background) 
for this instructional 
module? 

22 

25 

20 

0 

4 

13 12 

FLOW CHART 

Is the flow chart helpful 
in describing the process 
and alternative options 
which you have to follow 
in completing the module? 21 
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Criteria 

Number of 
Responses Number of 

Comments 
Yes No 

FLOW CHART (Continued) 

2. If you had been unsuccessful 
in completing the modules, 
was the procedure clear for 
repeating the module or for 
recycling through parts of 
it? Specify points in the 
flow chart which were con-
fusing, please. 16 

PRE-ASSESSMENT 

1. Is the pre-assessment con-
sistent with the instruc-
tional objective? 

2. Does the pre-assessment act as 
a diagnostic instrument which 
identifies modules or elements 
which you may option out of as 
well as those which you need 
to develop the required pro-
ficiency? 

3. Does the module provide for a 
procedure for administering, 
scoring, and returning the pre-
assessment to you? 

(NOT APPLICABLE) 

ACTIVITIES 

1. Are the activities consistent 
with the objectives? 26 

2. Do the activities reflect a 
variety of instructional modes, 
so as to respond to your indi-
vidual learner characteristics? 26 
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Number of 
Criteria Responses Number of 

Comments 
Yes No 

ACTIVITIES (Continued) 

3. Is needed material readily 
accessible and clearly 
identifiable? 19 

4. Do the activities utilize 
learning time efficiency? 2 3 

5. Are the activities appropriate 
to your individual learner 
readiness and background? 2 3 

POST-ASSESSMENT (NOT APPLICABLE) 

1. Does the assessment process 
adequately measure the objec-
tives of the module? 

2. Does the post-assessment tap 
more than just knowledge 
abilities, i.e. did it tap 
your ability to perform a task 
or demonstrate a skill? 

3. Is any knowledge, skill or 
behavior asked for in the post-
assessment that was not included 
in the module? 

GENERAL QUESTIONS 

1. Was this instructional module 
worthwhile in learning acquired 
compared to the time and effort 
required of you? 22 1 0 

2. How many students that you are 
now teaching will you be able 
to help more because of what 
you have learned in this in-
structional module? 14 
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Criteria 

Number of 
Responses Number of 

Comments 
Yes No 

GENERAL QUESTIONS (Continued) 

3. As a teacher do you accept the 
definition of aptitude as the 
length of time taken to 
develop knowledge, skill or 
behavior to a specified level 
of proficiency when the 
instructional setting is 
optimal? 15 

4. Does the instructional module 
allow for individual dif-
ferences in rates of learning? 25 

5. Does it make sense to you to 
allow a student the time he 
needs to master a concept 
which is a necessary pre-
requisite for subsequent 
learning before he is asked 
to move to the next level? 24 

Do you believe that your pre-
sent system of instruction 
allows for the variability of 
time that individual dif-
ferences in rates of learning 
requires? 

Would you like to use the 
instructional module approach 
in your teaching? 

What topics, information, or 
issues would you like to have 
developed in instructional 
modules for use in your in-
service training program? 

14 

20 

10 
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SPECIAL EDUCATION DEPARTMENT 
UNIVERSITY OF MARYLAND 

STUDENT EVALUATION OF THE INSTRUCTIONAL MODULE 

The following questions are designed to assist you in evaluating 
the instructional module you have completed. While each question can 
be answered either yes or no, the reasoning behind your answer provides 
the real basis for improving the module. Please offer comments, criti-
cisms, suggestions for improvement, etc. in the space provided at the 
right of the page. The questions are grouped according to elements in 
the module: prospectus, instructional objective, flow chart, pre-
assessment, activities, and post-assessment. 

CRITERIA CIRCLE ONE COMMENTS 

PROSPECTUS 

1. Does the prospectus give 
you a clear statement of YES 
why the module is im- NO 
portant to you? 

2. Does the prospectus give 
you an adequate overview YES 
of the material to follow? NO 

INSTRUCTIONAL OBJECTIVE 

1. What is the instructional 
objective of the module? 

Is the objective stated in 
terms of behavior expected YES 
of you? NO 

3. Are the objectives more 
than subject matter to YES 
be memorized? NO 
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CRITERIA CIRCLE ONE COMMENTS 

INSTRUCTIONAL OBJECTIVE (Continued) 

4. Did the objective seem YES 
appropriate for you? NO 

5. Did you have the pre-
requisites (background) YES 
for this instructional NO 
module? 

FLOW CHART 

1. Is the flow chart helpful 
in describing the process 
and alternative options YES 
which you have to follow NO 
in completing the module? 

If you had been unsuccess-
ful in completing the 
module, was the procedure 
clear for repeating the 
module or for recycling YES 
through parts of it? NO 
Specify points in the 
flow chart which were con-
fusing, please. 

PRE-ASSESSMENT 

1. Is the pre-assessment con-
sistent with the instruc- YES 
tional objective? NO 
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CRITERIA CIRCLE ONE COMMENTS 

PRE-ASSESSMENT (Continued) 

Does the pre-assessment 
act as a diagnostic in-
strument which identifies 
modules or elements which 
you may option out of as YES 
well as those which you NO 
need to develop the 
required proficiency? 

3. Does the module provide 
for a procedure for ad-
ministering, scoring, and YES 
returning the pre-assess- NO 
ment to you? 

ACTIVITIES 

1. Are the activities con- YES 
sistent with the objectives? NO 

2. Do the activities reflect 
a variety of instructional YES 
modes, so as to respond NO 
to your individual learner 
characteristics? 

3. Is needed material readily 
accessible and clearly YES 
identifiable? NO 

Do the activities 
utilize learning time Y E S 

efficiency? NO 



220 

CRITERIA CIRCLE ONE COMMENTS 

ACTIVITIES (Continued) 

5. Are the activities 
appropriate to your YES 
individual learner NO 
readiness and back-
ground? 

POST-ASSESSMENT 

1. Does the assessment process 
adequately measure the YES 
objectives of the module? NO 

2. Does the post-assess-
ment tap more than just 
knowledge abilities, i.e. YES 
did it tap your ability to NO 
perform a task or demon-
strate a skill? 

Is any knowledge, skill 
or behavior asked for in YES 
the post-assessment that NO 
was not included in the 
module? 

GENERAL QUESTIONS 

1. Was this instructional 
module worthwhile in learn-
ing acquired compared to YES 
the time and effort required NO 
of you? 
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CRITERIA CIRCLE ONE COMMENTS 

GENERAL QUESTIONS (Continued) 

How many students that you 
are now teaching will you 
be able to help more be-
cause of what you have 
learned in this instruc-
tional module? 

3. As a teacher do you accept 
the definition of apti-
tude as the length of 
time taken to develop YES 
knowledge, skill or be- NO 
havior to a specified 
level of proficiency when 
the instructional setting is 
optimal? 

4. Does the instructional 
module allow for indi- YES 
vidual differences in rates NO 
of learning? 

Does it make sense to you 
to allow a student the time 
he needs to master a concept 
which is a necessary pre- YES 
requisite for subsequent NO 
learning before he is asked 
to move to the next level? 

6. Do you believe that your 
present system of instruc-
tion allows for the vari-
ability of time that indi- YES 
vidual differences in rates NO 
of learning requires? 
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CRITERIA CIRCLE ONE COMMENTS 

GENERAL QUESTIONS (Continued) 

Would you like to use 
the instructional module YES 
approach in your No 
teaching? 

What topics, information, 
or issues would you like 
to have developed in 
instructional modules for 
use in your in-service 
training program? 

Additional comments 

Courtesy of: North Texas State Univ. 
Special Education Program 
Denton, Texas 
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TABULATION OF RESPONSES FOR STUDENT TEACHERS' 
EVALUATION OF THE INSTRUCTIONAL MODULE 

Criteria 

Number of 
Responses Number of 

Comments 

Yes No 

PROSPECTUS 

2. 

Does the prospectus give you 
a clear statement of why the 
module is important to you? 

Does the prospectus give you 
an adequate overview of the 
material to follow? 

21 

21 

INSTRUCTIONAL OBJECTIVE 

1. What is the instructional 
objective of the module? 

2. Is the objective stated in 
terms of behavior expected 
of you? 

3. Are the objectives more than 
subject matter to be memo-
rized? 

4. Did the objective seem 
appropriate for you? 

5. Did you have the pre-
requisites (background) 
for this instructional 
module? 

19 

19 

17 

2 

4 

19 

FLOW CHART 

1. Is the flow chart helpful 
in describing the process 
and alternative options 
which you have to follow in 
completing the module? 18 
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Number of 
criteria Responses Q f 

Comments 
Yes No 

FLOW CHART (Continued) 

2. If you had been unsuccessful in 
completing the modules, was the 
procedure clear for repeating 
the module or for recycling 
through parts of it? Specify 
points in the flow chart which 
were confusing, please. 18 2 1 

PRE-ASSESSMENT (NOT APPLICABLE) 

1. Is the pre-assessment con-
sistent with the instruc-
tional objective? 

2. Does the pre-assessment act 
as a diagnostic instrument 
which identifies modules or 
elements which you may option 
out of as well as those which 
you need to develop the 
required proficiency? 

3. Does the module provide for a 
procedure for administering, 
scoring, and returning the 
pre-assessment to you? 

ACTIVITIES 

1. Are the activities consistent 
with the objectives? 21 

2. Do the activities reflect a 
variety of instructional 
modes, so as to respond to 
your individual learner 
characteristics? 20 
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Criteria 

Number of 
Responses Number of 

Comments 
Yes No 

ACTIVITIES (Continued) 

3. Is needed material readily 
accessible and clearly 
identifiable? 

4. Do the activities utilize 
learning time efficiency? 

5. Are the activities appro-
priate to your individual 
learner readiness and back-
ground? 

17 3 

19 2 

17 

POST-ASSESSMENT 

1. Does the assessment process 
adequately measure the objec-
tives of the module? 

2. Does the post-assessment tap 
more than just knowledge 
abilities, i.e. did it tap 
your ability to perform a task 
or demonstrate a skill? 

3. Is any knowledge, skill or 
behavior asked for in the post-
assessment that was not included 
in the module? 

(NOT APPLICABLE) 

GENERAL QUESTIONS 

1. Was this instructional module 
worthwhile in learning acquired 
compared to the time and effort 
required of you? 

2. How many students that you are 
now teaching will you be able 
to help more because of what 
you have learned in this 
instructional module? 

16 

20 
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Responses , 
Criteria 1 Number of 

Number of 

I 
Comments Yes No Uncer-

tain 

GENERAL QUESTIONS (Continued) 

3. As a teacher do you accept the 
definition of aptitude as the 
length of time taken to 
develop knowledge, skill or 
behavior to a specified level 
of proficiency when the 
instructional setting is 
optimal? 13 

4. Does the instructional module 
allow for individual dif-
ferences in rates of learn-
ing? 19 

5. Does it make sense to you to 
allow a student the time he 
needs to master a concept 
which is a necessary pre-
requisite for subsequent 
learning before he is asked 
to move to the next level? 20 

6. Do you believe that your pre-
sent system of instruction 
allows for the variability of 
time that individual dif-
ferences in rates of learning 
requires? 16 

7. Would you like to use the 
instructional module approach 
in your teaching? 14 

8. What topics, information, or 
issues would you like to have 
developed in instructional 
modules for use in your in-
service training program? 
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SPECIAL EDUCATION DEPARTMENT 
UNIVERSITY OF MARYLAND 

EVALUATION OF CLINICAL TEACHING PERFORMANCE 

Student Teacher: 

Social Security Number: 

College Supervisor: 

Cooperating Teacher: 

School: 

Grade/Subj ect: 

Instructions: Please mark the rating scale for each performance 
statement with the symbols (+, •, x, -) according to the following 
criteria: 

(+) Demonstrated outstanding competency 

(>/) Demonstrated satisfactory competency 

(x) Demonstrated unsatisfactory competency 

(-) Competency not demonstrated 

The five areas of clinical teaching (or diagnostic-prescriptive 

teaching) skills and behaviors that are considered essential for 

effective performance are: 1) demonstrated knowledge of exceptional 

learners; 2) assessment of learning disabilities; 3) formulation 

of educational intervention plan; 4) implementation of educational 

intervention plan; and 5) evaluation of intervention plan. Please 

evaluate the student teacher's performance for each of these. To 

the extreme right of the performance profile are the numbers 1 2 3 4 5, 

Circle or mark the number that best represents your evaluation of 

the student teacher's performance. Use the following scale: 

(5) Excellent performance 

(4) Very good performance 

(3) Average performance 
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(2) Below-average performance 

(1) Unsatisfactory performance 

Your ratings of the student teacher on the "performance statements" 

(+>/x -) will guide you in determining the "clinical teaching" 

variable score (1 2 3 4 5). 

PERFORMANCE PROFILE 

I. Performance Statements 

The student teacher demonstrated the competence to: 

1. Recognize abilities and disabilities of exceptional 

learners. 

2. Systematically observe and identify learning problems 

3. Develop and construct anecdotal records 

4. Specify instructional goals based upon observations and 
pupil's educational needs. 

5. Analyze and synthesize information in pupil's school 
records 

6. Select appropriate subject and/or skill area for 
remediation based upon observations and other pertinent 
data. 

I. Clinical Teaching Variable 

DEMONSTRATED KNOWLEDGE OF EXCEPTIONAL LEARNERS 1 2 3 4 5 

II. Performance Statements 

The student demonstrated the competence to: 

1. Construct or obtain pre-assessment related to the educational 
needs and characteristics of exceptional learners 

2. Construct pre-assessment with appropriate content, items, 
sequence and expected criteria 

3. Administer test with appropriate materials, instructions 
and environment 
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II. Performance Statements (Continued) 

4. Score test with proper criteria, record test results 

and determine pupil's strengths and weaknesses 

5. Interpret diagnostic findings for educational implications 

6. Describe the strengths and weaknesses of the pre-

assessment tool 

II. Clinical Teaching Variable 

ASSESSMENT OF LEARNING DISABILITIES 1 2 3 4 5 
III. Performance Statements 

The student teacher demonstrated the competence to: 

1. Generate a terminal behavior objective(s) for selected 
subject and/or skill area commensurate with pre-
assessment results and instructional goals. 

2. Write specific behavioral objective(s) that are related 
to the terminal behavioral objective 

3. Sequence pupil behavioral objective(s) in an attainable 
progression 

4. State behavioral objectives in measurable and observable 

terms 

5. State behavioral objectives with conditions for performance 

6. State behavioral objectives with expected level of 

achievement 

7. State behavioral objectives in explicit terminology 

8. State behavioral objective congruent with expected 
pupil performance (cognitive, performance, affective) 

9. Communicate Objectives and their significance to pupils 
10. Generate educational tasks for each specific behavioral 

objective 

11. Sequence educational tasks in proper order 

12. State sequential steps for the attainment of educational 
tasks 

13. Delineate observable pupil behavior expected for performance 
of tasks 

14. Design educational tasks congruent with the characteristics 
of pupils 
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III. Performance Statements (Continued) 

15. Formulate educational intervention plan congruent 
with the pre-assessment needs, stated behavioral 
objectives, and educational tasks 

16. Construct individualized educational plan for each 
pupil with appropriate instructional methods, 
activities and resources 

17. Specify the rationale for pupil learning character-
istics in the selection and design of educational 
intervention strategies 

18. Provide for alternative instructional methods, ac-
tivities and resources 

19. Provide for a variety of instructional systems 
nd resources 

20. Provide for constant feedback and revision of the 

elements of the educational intervention plan 

III. Clinical Teaching Variable 

FORMULATION OF EDUCATIONAL INTERVENTION PLAN 1 2 3 4 5 

IV. Performance Statements 

The student teacher demonstrated the competence to: 

1. Implement educational plan with exceptional learners 

2. Create a physical environment that is conducive 
for learning 

3. Organize efficient utilization of materials and 

equipment 

4. Present lesson at pupils' level of performance 

5. Reinforce pupils' responses and achievements 

IV. Clinical Teaching Variable 

IMPLEMENTATION OF EDUCATIONAL INTERVENTION PLAN 1 2 3 4 5 
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V. Performance Statements 

The student teacher demonstrated the competence to: 

1. Construct and/or obtain post-assessment instrument 
which is directly related to the behavioral ob-
jective and educational intervention plan. 

2. Administer post-assessment score 

3. Score assessment, record test results and interpret 

findings 

4. Chart pupils' daily academic gains 

5. Compare achieved performance level with expected 
level of achievement 

6. Analyze effectiveness of the educational intervention 
plan as a facilitator of learning 

7. Identify adaptations needed in the educational inter-
vention plan 

8. Revise educational intervention plan for the improve-
ment of pupil and curricula performance 

9. Encourage pupils to practice self-evaluation 

10. Communicate to each pupil an evaluation of his/her 
performance 

11. Elicit responses from pupils which indicates their 
attitude toward the lesson presentations 

V. Clinical Teaching Variable 

EVALUATION OF INTERVENTION PLAN 1 2 3 4 
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