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CHAPTER 1
THE PROBLEM

Introduction and 3acksround

Learning a forelgn language requires the learner
to acquire a new set of psychomotor, llngulstic, and'OOgni-
tive language skllls. The learner must learn a new set of
physical movements and habits for speech, & new systeﬁ for
understanding and generatlng structures, and a new verbal
and conceptual vocabulary. ‘

Asher indicates that the léarning of a forelzn
langzuage is 2 total physical and meatal activity.l Tae
learner must be actively involved in learning to produce
correct speech sounds'and correct lanzguagze forms and
structures. .He must be actively lnvolved in learning to
hear and understand the language'he 1s learning. In order
to establish the new psychomotor, linguistie, and cozaltive
habits, the learner must be actively involved in practice.

This kind of active. language learning requires a
teacher who can gulde learnlng in these actlvity processes.
In order to do thls, the forelgn language teacher must have
a broad background in theory from various fields. Tae
teacher's tralning must include theory and principles from



_ 2
linzulstics, psycholozy, and pedazogy. More'ihportantly,
the teacher must be zble to put igto practlce the varlous
theorles and princliples he has learned. He must be able
o bridge between theory and practice. Therefore: tﬁe
most important part of the forelgn language teacher's
training is the prectice which provlides the reality for
transferring theory into practice. This practicum is, how-
-ever, the most difficult part of his tralining to arrange.

A variety of practicum possiblilities exists within
the framework of forelgr language teacher education Pro=-
grams. The practlcum activities can be very simple and
lmitatlve or they can be highly complex situations in
actual classroom teaching. Some teacherltraining activi-
tles are included in the professional education courses on
the college campus; others must be conducted in the field
in actual classroom pituations. A suggested sequence of
activities based on Andrews! model is the following:

1. exploratory observétion in e foreign 1anguagé
classroom,

2., assisting the forelgn language classroom teacher,

3. peer teaching,

4. mlicro~-teaching,

5. slmulation,

6. bit teaching ln a foreign language classroom,

T. team teachlng in a forelgn language classroon,

8. student teaching in a foreign languege classroom.2



The sequence of sctlvities is presented grapnically in

Mlgure 1.
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He must have.a working knowledge of lingulstic
principles and how they can be applied to language learning,
and, specificallf,.the application o linguistieé to the
relatlonshlp between the learner's natlve lanzuzaze and the
language he is learning. He must know the forms and fune-
tions of the two languages' sound systems and grammatical
systems., |

In addition to thé psycnology of learnlng, the
teacher should have akknowledge of general pedaQOgieal
Prineclples; and also, a knowledge of specliic pedagoglcal
techniques and stratezles for effective language teachlng.

Tor the forelgn language teacher, the practicum
must provide the transitlon from theory to application in
practice. Slnce the teacher must gulde the learner
through & serles of psychomotor, linzgulstic, and cognitive
learning activities; the practicum is an essential part pf
the forelgn language teacher education program, utilizing
both vicarlous and direct teachlng exveriences.

' A majoxr problem ln providing direct experiences,
such as those previously listed, is the current shortage of
forelgn language classrooms, and the lack of an adequate
corps of well-trained supervlising teachers. At the same
time, controlled vicarious experlences such as peer

teachlng and micro-teachlng are not adequate in themselves,



Merefore, this study proposes the use of simu~
lated classroom sltuations and teaching problems commonly
faced by neophyte'foreign lanzuaze teachers as an additlon-
al instructlonal technique by which students are posed with
real-1llfe problems in controlled situations, as a bridge
between theory and practice. Activity-speciflic problems
result when ectlvlity or drill exerclses bréak down and may
be caused by such things as the use ofy

1, ambiguous or unknown lexical items in practice
activities,

2+ 1inadequate presentation of certain types of
material or activities,

3. conversation activities lacking directlon.

In some areas of training, such as the milltary,
and business and industry, the use of simulation has vro-
vided a useiul set o experlences whlch nelp to relats
theory to’ practice in a realistic way. The simulated
experiences do not tzke place In the actual situation, but
in a model or facsimile of it, such as 2 mock ailrplane
cockplt, or a simulated board of directors meeting.

Tne use ol simulatlon techniques has also been
found to be useful in educetion. Teacher training pro-
grams can adapt theoretlcal bases, tralning technlques,
and other aspects from the military, business and lndustry,

" and even from space-sclence technology. Simulation can
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provide realistic situatlons for teacher tralning, without
having to use overcrowded school classrooms which are cone

stantly in use es laboratorlies for teacner training.

Statement of the Problenm

In forelgn langusge learning, there are specific
types of learninz problems which are generally described
‘as teacher-caused problems. Ironicelly, most beginning
foreign language classes, which really need the most
skllled teachers, are tradlitionally assigned‘to inexperi-
enced beginninzg tezchers. Informatioﬁ recelved from
teachérs, colleze supervisors and student teachers indicetes
- the need for additlonal skill training in the use of tech-
niques in foreignh lanzuage teacher preparation programs.
Effectlive use of svecific teaching technlgues requlires
skllls such ag:

1. the ablllty to be aware of, and to ldentify
speciflic teaching problems,

2, the 2bility to assess a teaching vroblem and
determine i1ts probable cause or causes,

5. the a2bllity to develop a teaching strategy ifor
solving the problemn,

4, the abllity to evaluate the consequences of such

a course of actlon or strategy.
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These skllls requlre a real situation with a real learnlng
problem in a real schbol gsetting. Such situations are not
possible for large numbefs of students in teacher education
programs. ,

The use of slmulation allows teacher education
students to see teaching problems develop, allowling thém
to analyze problems and to discuss reasons for their
occurrence, all on campus under controlled condlitions.
7itha such simulation exercises hopefully students can.
develop their own éolutions to the problems, based on thelr
readlng, classroom theory and presentations, their own.ex- :
perience and intultion, and on thelr observation of class-
roon teachers.

The purpose of thls study 1s to lnvestigete the
feasibllity of using simulation technlques for tralning
students in foreign language education programs. More
specifically, the purpose is to investigate_the use of
simulation for training students in the use of specific
teaching skills and techanlques in solving pupll learning
problems in the acquisition of cognitlve and psychomotor
skllls necessary for learning another language.

Questlons to investlgate are:

1. Is simulation a useful technique in foreign
languagze teacher tralning for dealing with
actlvity-speclilec teaching problems?

2. QCan the abllity to identify and solve specific

types of teachling problems be lnecreased through
simulation?



3. Is 1t feasible to lnclude simulation as an
integrel part of a foreign language education
program in terms of tlme, cost, and staffing?
The word feaslibllity as deflned in the Random

House Dictionary of the Engllish Language indicates that

something is capable of being done, effected or accom=-
plished.d The word feasible refers to the ease with which
spmething can be done, and implies a high degree of desira-
bility for dolng 15,4 The purpose of thls investigation
is to conduct a pilot study to determine the feasibility

of developlng and iﬁcorporating a simulatlion exercise as
an integral part of a forelgn language teacher educatidn
preservice program. The study 1s not an empirical study,

but rather a descriptlve study.

Review of Releted Literature

There are many definltlons of simulation, all of
which have 2 speclflec appllicatlion in some area of lnstruc-
tion ox training. However, slmulation itself is a fac=-
simile of a real sltuation, a representation of realliy,
or a model or mlcrocosm of reallity. _

Rice states that simulated-slituation, problem-
solving tasks have been uged in many tralning programs in
order to make thé tralning more effective and 1ife-like.,?
Slaulations haye been used in driver education, pllot
training, trainlng for military operatlions, sports, and

many other areas of instructlon and training. iWynn polnts
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out that in pilot tralning and driver education, simulatlon‘
is a non-dangerous device which allows tralnees the oppor-
tunity to work at solving. speciflec probvlems without fear

of meking lrreparable or costly mistakes.® Bogniard states
that simulation provides a means for identifying problems,
and for developing alternate potentlal solutlons to the
slzulated problems.7 Broadben‘b8 and 3usnell9 both indlcate
that simulation is an intermediate stage between theory and
practice. The modes of presenting simulations are nmany.
They nay be presentéd by video or audlo tapes, fllmsg,
wrlitten scripts or desgriptions, role-playlng games, oOr
even the play store concept used these many years in ele-
mentary school classrooms. Activity types of simulations
can be seen in football scrimmages, war games, SPy games,’
buslness and education "in-baskets," and more recently
Abrahemnson and Denson report simulation technlques used in
medlcael training.1© .

Cherryholmes reports that in the last decade two
periods of research and development in educatlonzl games
and simulations have appeared. One period dealt with simu-
latlons of international relations. These simulatlons were
éenerally 1mpreésionistic and subjective. The second, and
more recent stage, since 1962, is based on new kinds of
games which are tested ln the classroom. There are more
objective research findings 1ln reference to this latter

perlod of simulations in education.!! As a teacher
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tralning tool, simulatlon has not been used extensively,
and there 1s little research information pfior to 1965.

One of the early and outstanding projects ln teacher
training simulatlon is Xersh's at the Center for Teachlng
Research, Oregon System of Higher Education.!2 fThe program
conslsted of a serles of filmed incldents whilch prospebtive
teachers attempted to resolve. O0f crucial importance to
the student was the fact that he did not have to face the
real situation, but rather a facsimlle. If he made a mis~
take, he could pra&tice and improve hls problem-solving
techniques, |

Another situation involving simulation in teacher
training was conducted by Sweeney in order to lnvestigate
the effects of concurrent and sequentizl patterns of micro-
simulation ln sclence and soclal studlies methods classes.
The study was concerned with the problem of transfer from
theory to practice in the classroom. The results reported
indicated that micro-simulation plus interaction analysis
gave the best results.!3 |

A study on the feasiblllity of using simulation
techniques in home economics teacher trainliag was conducted
at The Ohlo State University in 1968 by Bognlard. The
devices used were videotape recordings, role plays, case
studies, written problems in classroom management, and com=-
" munication problems between teacher and student. The

results indlcated that the simulatlion experliences were
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effective a2s a replacement for a part of the student
teachling experience.'4

Hancock, in his 1970 study at The Ohio State
University, also indlcetes that students react positlively
to simulation, and that it is e satlsfyinz experience as
well as useful in deallng with problems of 1ndiv1dualiéing
instruction.!5

in othexr literature, Crulcksnank and Broadbent
indicate that there is economy of time, improvement in
teaching skills, iﬁcreased motivation and e decrease of.
anxiety on the part of the trainee ln teaching situatidns
where simulation is employed.!8» 17

7ith these flndings, 1t seems reasonable to assunme
that although-there is as yet no research evidence on the
effectiveness of simulated activity-speclfic or technique=-
speciflc teaching situations in foreign languaze teacher
tralning, 1t should be an effective tool for prevaring
forelgn language teachers. Ryan states that since 1t 1s
impossible for the student teacher to meet gll possible
teaching problems during his student teaching experience,
sinulation can be used to present him with a wide range of
life-like teaching situations in a short period of time.!8
Wynn hypothesizes that a valuable outcome of the use of

slmulation may be the development of new technliques and

strategles,!9
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.With the placement of student teachers becoming
more and more difflcult, simulation can provide a variety
of experiences whlch might not be encountered 1f the indi-
vidual teachling practicum must be reduced in order to
place all student teachlng candidates in actual classroom
situations,

A more comprenensive review of literature will be
‘presented in Chapter II of the study. Additional findings
will be reported on the use of simulatlion in task-specifle

applications in trainlng and instruction.

Deflnltlon of Terms

In order to clarify the meaning of some of the
topics which will be discussed in the study, some important
terms will be defined in this section.

Activity. A forelgn language classroom activity
ls one which centers on specifiic learning situations, such
as learning dialog lines, practicing a grammatical point,
using conversation patterns. An activity l1ls usually shoxri,
seldom over ten minutes in length.

Activity-specific. PTor thils study, activity-

specific is defined as relating to a particular type of
ectivity as defined above. Speclfic exercises and activi-
tles can be ldentifled as generally common to the teaching

of listening skills, speaking skills, reading skills, and
writing skills.
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Leerning problem. A learning problem is a situa-

tion in vhich pupll learning 1s impeded or becomes con=
fused or nonproductive due to the teachlng act itself.

Methods course. For thlis study, the methods

course l1s the basic undergraduste Spanish methods course,

Education 5408, at The Ohlo State University. ,
Pupil. A pupll as deflned for this study is a

learner of a foreign language in e secondary school.

Slmulated situation. A simulated sitﬁation is a

contrived and staged forelgn language classroom situatlon
developed for the purpose of presenting a speclfic teaching
problem in a specifle activity. |

Slmulation. Although there are many varied defl-

nitions of simuletion, the definition for tne purpose of
this study is that simulation is a reproduction of a real
situation in the sense of belng a model or mlicrocosm of the
real world of forelgn language learning and teaching.

Student. 4 student as defined 1n this study 1ls a
tfainee in forelgn language education; that 1s, = prospec=-
tive foreign language teacher. |

Supervising teacher. A suvervising teacher 1s a

forelzn language teacher who works with and supervises a
student teacher in his classroom. He 1s also called a : .-
cooperating teacher. =or purposes of this study, the

terns are synonymous.
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" Teachingz problem. A teaching problem is defined

as a breakdown iln s teaching-learning situation due to
teacher faillure to facilitate pupil learning in a specific
learning sltuation.

Teachlng strategy. A teachlng strategy is that set

of total, planned procedures for conducting a specific .
forelgn languaze learning activity which will facllitate
‘pupll learning of a particular skill or behavlior of a

cognltive or psychomotor nature.

General Assunptions

Evidence from literature on simulation suggests the
followlng general assumptlons related to the use of simu-
lation in teaching learning:

1. Instructional simulatlons canr bring about observa=-
ble changes in teachling oehaviors.

2. Teachers can be made more aware of pupll learning
problems through various instructional strategies.

3. Simulation 1s useful as an instructional device
for lmproving teacher awareness of classroom
problems.,

4, fTransfer of learning from a simulated situation to

a real one ls possible when the learning is done

in a conscious, gulded program.
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6.
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Simulations are highly motivating and produce a

great deal of involvement on the part of the

participants.

Teacher effectiveness can be observed and measured.

Tnese general assumptlons are supported by the literature

to be reviewed in Chapter II.

Specliiic Assumptlons

The development and use of simulations as an

instructional device for thls study rests on the followlng

assumptions:

1,

3

4,

Sveciflc types of teachlng problems can be observed
and ildentlfled.

The identificatlon and solution of speciflc types
0f teaching problems can be facllitated by personal
experience and guided instructlon.

Gulded practlce lmproves the development of spe~
ciflc teaching strategles and techniques in
teachers for application 1ln sveclflic teaching
sltuations.

gertain teaching strategles and techniques facill-
tate learning more than do others, and these can

be identified.
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5. The goals of forelgn language education programs
Include the effectlve use of speclfic teachling
techniques by teacher trainees for facllltating
more effectlve learning.
6. Responses on evaluation instruments are usually
accﬁrate and truthful within the perceptlon of the

respondent.

Linltatlons of the Study

Although the concept of using simulation in forelsgn
language teacner education as a useful lnstructlonal médium.
can be applied at all levels, this study is a feasibility
gtudy for invesitlzatling the use of actlvity-sveciflic simu-~
lation as an integral part of a pre~service foreizn lan-
guage methods course, speciflcally for instruetion in
identification and solution of speclfic types of teachlng
problems. The teaching of culture 1s not included in
order to limlt the study to problems of language skill
acquisition.

The study population was composed of pre-=service
prospective teachers of Spaanlsh in secondary schools. The
barticipants had no previous teaching experience. They
were students enrolled in the basle Spanlish methods course,
Education 5403, at The Ohlo State University durlagz rall
quartexr, 1971.
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The general purpose of the study was to investigate

the use of simulation for fraining prospective teachers to
improve thelr skiils in ldentifyling and solving épecific
types of teaching problems. The problems which were the
basls for the slmulation exerclse were those reporited by
supervising teachers, and college supervisors as most per-
sistent problems faced by student teachers. They are
activity~specific teaching problems in the cognitive and
vsychonotoxr domalns.

Concommitant with the purpose of the study were the

followling objectives:

To provide opportunitles for students to develop

and increase:;

a. the abllity to identlify and solve specific
teachlng problens,

b. the abillity to develop and evaluate alternate
teaching strategles in solving teaching
problenms,

c. self-confldence in the abllity to deal with
teaching problens.

Procedures for tane Stu@x

A simulation model was developed following the
steps suggested by Cruickshank and Broadbent.ao Activity-

specific teaching problems were identified by means of a



18
questiohnaire directed %o supervising teachers, student
teachers, and college supervisors.

Simulated materlals based on the reported problems
‘Were developed and staged for video and audlo tape presen=
tation. The materlials wére fleld tested and modifiled
before implementation in the methods course. A total of
ten simulated siltuatlons were developed for the éimulétion
‘exerclse.

The slmulation exercise, which was lncorporated
into the methods course as an integrel compohent, consisted
of individual simuletion activities snd zroup discussion of
elght selected simulated sltuations. The group discusslon
sezment of the exerclse consisted of three two-hour
sesslons.

Results were obtalned by use of a pretest-posttest
procedure, a self-conildence report and a satlsfaction
report to determine whether the purposes of the study had

been met.

Orzenizatlon of the Study

Chapter I glves the general background f;r thé
study., It includes a statement of the problem and defl-
nitions of important terms. Theoretical bases, assumptions,
limitatlons, and procédures are indicated. The chapter ends

with a descriptlon of the orzanlzatlon of the entire study.
Chapter II reviews llterature pertinent to the study.
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chgpter III pregents the development, implementation, and
evaluation of simulation materlals used in the study.
Chapter IV is devoted to the presentatlion of the results
of the study. Chapter V contains a summary of the study,
and concluslons drawn f{rom the results, as well as the
implicationé of the study and suggestions for further

investizatlon.
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CHAPTER II
REVIEW O LITERATURE

Forelzn language teachlng has moved away Ifrom the
teaching about language to teachlng the language ltself for
comnunication. Thls performance approach %o the learning
of forelgn languages has caused many changes in the method-
ology of foreign language insfruction, and thereby many
changes in the training of forelgn language teachers.
Forelgn language teacher tralning 1s becoming more and more-
performance-~oriented. This phenomenon can be observed in
the literature: Politzer lntroduced the concept of mlecro-
. teaching in forelgn language teacher tralning at Stanford,‘
Wolfe conducted 2 study at The Ohlo State Unlversliy to
determine the effects of micro-teaching and team teaching
in forelgn language teacher training. He repofted that
micro-teaching was the most important experience reported
by the methods students.2 Performence~oriented language
lezrning requires performance-oriented lanzuage teaching.

All the performance actlivities required to provide
en adequate preservice teacher tralning program cannot be
conducted in mlcro=-teaching and team teaching situatlons

in the fleld in forelgn language classrooms. One possible

22
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golution-would be %o make use of simulatlon as an alterna-
tlve approach for providing the practice laboratory experif
ences. This chapter will review literature on simulation,
and on the uses of simulatlon 2s an instructional device
in teacner tralining. A brief background description of
silmulation wlll precede the discusslon of uses of simula-

" tion in tralning situations.

Definitions of Simulation

The word "simulatlion" has g great number of conno-
tatlons and definitions. A number of definitions will be
presented 1n order to establish some baslc general charac-
teristles of simulatlion. Verba states that a simulation
is a model of a system.3 This is an important point of
departure for the followlng definitlons.

3roadbent describes simulation as bullding models
and having particivants operate them.4 The ilmportant impli-
cation of Broadbent's definitlon 1s that the models must be
designed for the participants to operate them.

Orulckshank's definltion 1s simllar to 3roadbent's; he
states that simulation 1ls the creation of realistic games
which provide particlpants life-llke problem-solving expe=-
rlences related to present or future work.? Dawson's defi-
nition, which states that simulation refers to the construc-
tion and manipulation of an operatlng model,6 is also very

similar to Broadbent's definition. The implication in
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these three definitions is that models for problem=-solving
must be designed so that participants can work w;thin the
model systems of reallty in working through specilfic
simulated problenms.

Yynn describes simulatlon 28 an accurate represen-
tation of a real situation.! Twelker extends that defini-
tion by stating that simulation is the assumption of the
appearance of reallty without having the reality.s These
two deflnltions emphasize that silmulation is only one step
removed from reallty itself, which i1s one of the greatest
assets of simulation.

Andrews states that slmulation presents a complete
Pleture of a complex situation whlcn requlres the particil-
vant to mzke vrofesslonal judgments and declslons by making
use oi his best understanding and principles as a basis for
choosling and designing teachlng behaviors to be utilized in
a particular teaching situation.9 This definltion indi-
cates the importance of the totallty of a2 simulated situa~-
tion, althouzh there 1s no mention of any required or
specified length for any sltuation. For this writer, the
lnplication 1s that any slmulated situation nust be =a
conplete entity, regardless of 1lts leangth.
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Historical Develoovment

Sinmulation as a trainlng device has a very long
history. The earliest form of simulated experlences 1is
reported to have been in anclent war games.*o From these
early applications modern war games have been deslgned;
business and industry have developed management training
exercises; and education has adapted the management ganes
to traln administrators.

The purpose of the business and 1ndus£ry simula-
tlons was to improve declislon~-making through the use of
controlled simulated mansgement sltuations. The use of
managenent type simulatlons in education is of recent
application. The University Councll for Zducatlonal
Administration (UCEA) first developed a set of simulatioﬂ
naterials for training elementary school principals.‘i'
The Jefferson Townshlp School District Simulation design
we.s based on business management simulations. Its purpose
was to study principals! behavior in "on the job" situa-
tlons. The most important espect of this simulatlion was
that taking on the role of a principal was a necessary
element in the simulation exercise.

Te first reported application of simulation in
teacher educatlon was Kersh's work at the Center for
Research on Teachling of the Oregon State System of Higher
Educatlon. Xersh designed and built a c¢lassroom simulaéor
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whlch has gerved as a basls for much research in teacher
education.'? Xersh hes indicated that the simulator has
value for inserviée.as well as the preservice teécher
tralnling for which 1t was desligned.

3roadbent and his staif at the State University
Colleze at Brockport, New York developed an alternate
simulation design for use in teacher education.!3 This
deslzn 18 better known as the Crulckshank-3roadbent model.

These researchers have also developed materlals for use in

teacher training lncluding the Teachinsg Problems
-Laboratorx.‘4

These projects, and other related research studles
which heve been generated from them, will be described in

a later section.,

¥on-3chool Uses of Sinulation

The non=-school applications which have had the most
impact on educatlonal uses of slmulation are those of the

military, and business and industry.

1111l tary
The millitary uses of simulation are for the most

part for training in the use of specific skills for specific
operations. However, there are some declslon-making simu-
latlons which are open-ended, more like business manage-

ment simulations., DProbably the most well-inown military
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training’ simulations are .those of pllot training,!5 and
the "overatlons room" for flizht control.!® me primaxy
function of the military applications of simulation is to
develop speclfle skllls, mainly through the use of media=-
ascendant simulations. Thls use of technology in simula-
tion has great promise for increasing reality in sinulated
situations, especlally the use of wvideotapes, audlotapes,

films, and slides for presenting simulated sltuations,

Buslness and Industgx

The rapid growth and expansion of businesses and
conpetition has forced business to examine training pro-
cedures. Management and public acceptance are foremost in
importance for success. Tnerefore, buéinesses have found
1t necessary to make thelr itralning programs more reallstlc,
more rapid, and more effective. The use of simulatlon has
increased the factor of reallity, and has provided a means
for examining specific types of problems which management
personnel constently face in maklng mlnute to minute
declsions,

The Top lManazement Decislon Slmulation, designed by

the American Management Assoclation, was the forerunner of
a great number of management declslon-meking simulations or

games.'7 The Tov :lanazement Decision Simulation simulated

a competitive sltuation involving five businesses marketing

a2 simllar product in the same area. The simulation
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exerclse compressed fhree months into a play perliod of
forty-ilve minutes. The model was designed for use with
a computer, and feedback was immedlate on declslons made
and the consequences of those decisions.?8

The importance of this zame was the reallty which
was avellable for each play perlod of the game by using the
coﬁputer to compress tine and to glve back lmmedlate Zeed-
backX data. Another important contribution of the game was
its serving as 2 model for further development of similar

simulations. Tae puroose of the Top lizhazement Declslon

Simulation is to train people in becoming more effective

business managers.

The most compléx business simuletlon 1s the con-
puter simulation game developed by the Carnezie Instltute
of Technology.‘9 The deslgn is similar to the Top ianage-

nent Declslon Simulatlon. Three groups are made up of

irom £ive %o ten particilpants to.assume roles of top
management e#ecutives in the slmulated businesses. Com-
puters provide feedback data on decision-ﬁaking. The
stated purpose for the Cernegle game was to train the
varticlpants to becoue more effective managérs by helping
them to understand the iﬁportance of lnterpersonal rela-
tlons, communication, and other concepts related to

organizetional problems.eo
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Another well-known simulation is called Venture,
which 1s designed for training in-plant managers‘rather
than top level exécutives. The problems are bhasically

the same as those in the Tov lanasement Declslon Simulg-

tlon; however, the Jenture procedure does not employ the
computer rfeedback system, but rather operates on critique
sesglons for feedback.2! The basle differences between
thls game and the ones previously mentioned indlcate that
there are many épproaches to the use of simulated materlals
in relatively simple situations or in very complex applica-
tlons incorporating complex nmedla and technology.

Although the games presented in thils review differ
greatly, thelr purpose is the same: Iimproving decision-
maekling through the use of simulated sltuations based on
real-1ife problems, with 2 feedback process for evaluating
conseguences of the declslion-making activities of the
perticipants in role-playing situations. The fact that
there are many declsion-making games in business today
indicates that the use of simulation has been found useful
for lmproving declislon-maklng processes and strategles
used by business executives.

The pusiness simulations have given information on
several lmportant concepts about simulation such as:

1) specifiic problems can be identifled, and 2) problem=
solving decision-making sltuations can be presented |

through simulation. Time and space can be compressed in
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order to expedite the learning process without loss of
realism in the sltuation. Role-playing is an effective
activity for learaning in simulated situations. Simulations
cen be very complex ox very simple, and use & great deal
of technology or little or none at all, and be effective

teaching=learnling situations.

Simulatlon in Education

4 large number o simulations have been developed
for educational purposes, based oan the Univefsity Council
on Educationzal Adminlstration slimulatlion project, which
was deslgned for developing sinulated experlences iln edu-
cat;onal admindlstratlon traialng. ilany types ol simula-
tion g=mes have been desisgned for classroom instruction.
Sinmulations have also been desligned specifically for use
in teacher education.

The {ollowlng sectlons review literature on
educatlional uses of simulation 1ln adminlstratlion and

teacher educatlon.

Bducational Adninistration

The most important early work in the use of sinmu-
lation for training admlnlistrators was the Unlversity
Qouncll on E ducational Administration (UCZA) research
project entitled the Development of Criteria of Success in
School Administration (DCS) study.22 The simulated
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Jefferson Township School Distriet was besed on e series
6f “"in-basket" problems foxr which each particilpant role~
played the part of the principal of the simulated school,
The emphasis of the UQZA project was on developling pro=-
cedures and techniques for decislion-maxing, and for a
better understanding of school administration.

An lmportant concept of simulation was required in
this exerclse: the particlpant assumed the role of the
adninistrator in the declsion-naking process. One lmpor-
tant characteristlc that makes simulation an.effective
instructlional device is the hlgh degree of involvement
on the part of the particilpant.2? The element of personal
involvenent ls present in all types of simulations. 1In
every case, the partlclpant assumes a role, and becomes
actlively involved in the problem-solving process.

Cunninghanm reported that simulations such as the
DCS provide a high degree of reality to probvlem~-solving in
educational adminlstratlon. His lmportant conclusion
based on his observatlons was that simulation ls useful
in relating theoretical princlples to practical problems.24
Tne use of slmulation for bridging between theory and
préctice ls one of 1ts most important merits as an
instructional device.

In reporting survey results on the use of the DCS,

Welnberger drew the followlnzg concluslons on the usefulness
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of simulation. The partlclpants become highly lnvolved,
Participants glve high ratings to discussion activities.
Simulatlons are adaptable. to role=-pleying siltuations. -
When there 1s no prescribed solution, there is more freedom
in individual method for approaching and solving specific
problems. Self-evaluation is made possible through com=
parison of participants' responses and discussion sessions,
Simulations broaden experlences énd increase personal intro-
spection, Theory can be applied to solving realistic.
problems. Problem-éolving exercises increase skills in
analyzing sltuations and in deeislon-making.25

Welnberger's observations are supported by results
reported in the uses of simulation in military and buslness
situations. The advantages of the use of simulation for
instruction and training will be exemined in fteacher

training applications in the next sectlon.

Tezcner Zducztlon

The use of simulation for training classroon
teachers was made possible through Kersh's development of
& classroom simulator as part of an NDZA project at the
Teaching Research Laboratory of the Oregon System of Higher
Education.25 The stated objectives of the project were:
1) to design and develop a sinulation model for tralning
prospective elementary school teachers in the ablility to

identify, assess, and solve teaching problems in the areas
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of pupll confusion, inattention, distraction, and fatigue,
and 2) to conduct en investlgation into the level of
reallty or flidellty necessary in the simulated materials,
in terms of projected ilmage size and motlon vs still
projection.a7

The sinulated model was a2 simulated sixth grade
class In a hypothetlical elementary school. The particiyant
wasg orlented to the school, the community, and to hls simu-
lated class by use of backzround information and simulated
cunulestive pupll records. |

Through nultiple projection technlques, the parti-
clpant was exposed to as many as sixty fillmed classroom
problems, one at a tlme. A4is each problem was presented,
the perticipant responded in a role play as the teacher.
The experimente; Judzed the responsg and its probable
consequences, and projected the most appropriate class
response Ifrom those previously developved as a feedback
procedure to the particlvant's proposed teacher response
to the problem situation.

The purpose of the simulation was to train the
participant to react to each situatlon in ways judged by
expert teachers to be most effective. The participant and
experimenter discussed the consequences of the participant's
responses as presented in the fllmed feedback. This part of

the simulation indicated the tutorial asvect of the exercise.
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The reported results of Xersh's expefiment indi-
cated that sinmulation did increase learning of speciflc
behaviors, and that the least realistic, or smell-still
projection mode was more effectlve than the large-motion
projection. 3ased on the results, Xersh recommended that
the use of smalle-stlll projectlion of slmulated sltuations
would make the use of simulation in teacher education more
feasible as an lnstructionel medium on a large scale. A
more important result was that slmulatlion training allowed
teacher trailnees to assume full responsibllity of class-
room duties durinz student teachlng as much as three weeks
earlier than student teachers without simulation training.28

A later study by Kersh utillzing the classroom
simulator was deslgned for using simulation as an instrue-
tional devlice for transferring theory to classroom practice
in the trainling of student teachers.?9 fThe results of tae
second study supported those of the flrst. ILlfe-size pro-
Jections were not more effective than smaller ones, and
there was not e signiflcant difference between verval and
visual feedback modes.’© fThe study vas lmportant, however,
because 1t was deslgned for actual transfer of tralning.

The Kersh simulation model has been used for other
apolications in teacher tralning. The most noteworthy is
Vlcek's investigation into the use of simulation for

training teachers in identifying and resolving problems
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prior to student teaching.’! Vleek also investigated the
transfer value of simulated experiences, and the effect
of simuletlon tralning on the particlpants! self-confidence
in ability to teach.3a

Vleek's study utillzed a two factorial design.
The experimental group underwent a nine<hour simulation
experlence while the control group only recelved an
orientation experience. The procedures of the study were
slmilar to those developed by Xersh. The results of the
study 1ndicated that: 1) sixzulation does heip in develop=-
ing effective responses to classroom problens, 2) simula-
tion helvs in developling princliples for problem-solving,
3) principles developed in simulated situatlons transfer
to student teachlng, and 4) simulatlon increases self-
confidence in the teacher trainees' abllity to teach.
However, there were negatlve results also; simulatlon did
not develop teacher awereness of classroom problems, and
sinulation experience did not transfer to student teachlng
experience.?? vylecek recoumended that it would be .worthe
whlle to classiiy simulatlion materials according to grade
levels and speclfic subject‘are.as.b'4
The importance of the results and recommeandatlions

of Vicek's study can be summarized in the following way:

1., Bxperlences in simulated problem-identification

and problem-solving slituations dld not transfer to
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student teaching, but principles which were
developed in slmulated seftings dld transfer to
student teaching sltuatlons.

2. Self-confldence ls increased as a result of
simulatlon experlence.

3. Specific simulation meterials should be classified
and designated for use at specliic grade levels,

and in sveclifle sublect areas.

Twelker, Xersn, and Pyper conducted an investigation
to determine the effect of three modes of lanstruction with
different controls of "density" in simulated expgriences.35'
The researchers examined the effect of the three modes of
denslty on transfer, and thelr effectiveness in terms of
increasing learning rates of prospective teachers. Denslty
was defined as the number of learning functlons presented
simultsneously in an instructional setting.

The project identified four imvortant learning
functions which were to be included in the simulzstion
exercise., Thnese four {unctions were: 1) identification
of problem cues, 2) selection of an appropriate response
to the problem, 3) predlction of results or consequences
of possible alternative responses, and 4) awareness of the
learning principles involved.35 The three modes of
presentation were: 1) simultaneous (all four functions at

the same time), 2) combination (two functlons togetner, and
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two separately, and 35 successive (each functlon presented|
by itself).

Analysls of the data indlcated that there was no
slgnificant difference betiwreen the modes of presentation.
However, the researchers reported that the study was only
an exploratory one and suggested investigatlon in the
affective and psychomotor domains.J7

Peaching Research's Low Jost Instructional Simu-

lation Materials Ils a vdrogrammed Xershn=-type simulatlion

wnose purvose ls to'help partlclipantis become more effective
classroom menagers and teachers ét the eleméntary school
level.38 me simulation hes an instruction vhase for
teachling princlples ol classroom management, and a practlce
phase for 2pplyinz the principles,

The instruction phase consists of using an exerclse
book and a fllm-tape presentation on an Audascan projector
for reacting to the way the simg;ated teacher handles class-
roon situatlons. =eedback 1s glven through the use of the
exerclse book which contalns written feedback information.
In the practice phase, the partliclpants' responses are
compared to previously collected expert teachers' responses.

The low cost simulation 1s a convergent applicatibn
in which the ultimate feedback lndicates the most accept-
able behavior as that indicated by expert teachers.

There 1s no research data on the effectiveness of

the low cost sinulation; however, 1t is e unique programmed
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application utilizing relatively lnexpensive materials and
low recurring costs, and not requlring the tutor or evalua-~
tor of the Xersh classroom simuleator.

Bognlard reported a study conducted at Ashland
Gollege which ilnvestlgated the use of simulatlion in a pre=-
sexrvice program for home economlces majors.39 The purpdse
of the study was to determlne the eifectiveness of simula-
tlon for teaching prinolples and skllls to prospective
home economies teachers, in detectinz, diagnosing, and
resolving teaching ﬁroblems related to pupil conrfusion,
inattentlion, distractiion, a2nd fatigue. |

The simulated problems were presented through
videotape, role-plays, and written form. The simulation
exerclse wes designed as a two=-weell experience prior %o
student teaching. 8Similar to the Xersh model, there wexre
optional solutions to each of the simulated problems, and
trained observers evaluated the particivants'! responses.
The stendards for evaluation were: accuracy of verbal
assessment, adequecy of enacted response, and efiectliveness
of the enacted response.

Bognliard reported that the results of the study
indicated that the partleipants showed an increase in their
ability to assess teaching problems, enzect acceptable re-
sponses to the problems, solve the teaching problems. The

partlicipants reported an increase in self-confidence in
teachling ability.4°
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‘Bognlard's results also landicate that simulation
is an effective learning experience within a specliile
subject area, and that simulation is & satisiying lezarning
experience. 3Bognlard's partlcipents also indicated that
simulation was nore desirable before student teaching than
during situdent teaching.’!

The two major consliderations from this study are
that sinulation exerclses can be desligned for specifile
subject area appllcatlons, and that partlicipants indlcecate
that sinulatlon is a more desirable activity'prior to
student teaching rether than during student teaching.
3oznlard's other results support previous data on the
efZectiveness of siﬁulation as an instructionel device.

A very dliferent approach to the use of simulation
in teacher education is the Orulckshank-3rosdbent simula=
tlon model., Major diflerences are: 1) "in-basket"
approach, 2) open-ended feedback system, 3) cost, and
4) 2lexiblility in use. Some of the designers' research
and other research vased on thelr model will be preseanted
in this section.

3roadbent and his staff at the State Unlversity
College at Brockpors, iew York, developed a sinmulation
exerclse for tralnlng elenentary school teachers.*2 The
slmulation exercise wes designed to be a two=-iwreek experi-
ence in a simulated fifth grade class, and based on thirty-

two crlticel teachling problems experlienced by beglnnlag
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teachers. The teaching problems were obtained by running
e survey of 163 first-year teachers. The problems dealt
with pupll behaviér, parental relation with the échool,
curriculun, teaching method, classroom management,"and
- evaluation.

Similar to the Xersh design, the particlpants
were oriented to the school end community, and more
specifically to the puplls ln the class. The critical
teachlng problems were presented through videotapes,
role-p;ays, and in vwritten form.

Followlng the presentation of the simulated
problem, the particlpants completed & response sheet on
which they responded to gquestions dealing with ldentifica-
tlon of the problem, analysis of causes of the probdlen,
suggested solutions, and comments on the problem. After
‘the individual completed the response sheet, engaging in
small group discussion sessions permitted the participants
to share thelr ldeas, solutlons, and comments on the
problem presented. |

The f£inal phase of a simulated problem situation
wes the large group dlscussion in which the small groups
presented thelr analyses and comments for discussion by
the total group of participents. The use of group discus-
slon for developlng pedagoglcal priancivles was an important

element of the simulation exerclse.
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"Broadbent observed that the student participants
and the objectlve observers revorted favorable reactlions
to the simulatlon exerclse. He concluded that the moti-
vation, involvement, and speclficity of problem areas
provided by simulation can be useful in other applications
in teacher education progrems.43
Encouraged by the success indlcated by this type
-0f simuletion szpproach, Crulckshank and Broadbent revised
the simulation exercise and developed a simuletlon exerclse
whose purpose was to investlgate the use of SImulation as a
technique for presenting critical teaching problems, and
for examining the eifect of simulatlon training on subse-
quent teachlng behavlor.44
Tne selectleon of the critical problems, and the
procedures have previously been descrihed. Tanirty~-one
problems were presented through videotapes, role-plays, or
written forms. The simulated class was a hypothetical
fifth zrade class. The simulatlion exerclise lasted for
two weexs, with four problems presented and dlscussed each
day. ZEach problem tookx approximately one hour and forty-
five mlnutes to complete. The first heli~hour to forty-
five minutes was spent on independent probdlem-solving
activities by each particlpant. The remalnder of the
allotted tlme was spent in small and large group activities.

Feedback was obtained through group diécussion sesslons.
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The goals o0f the (Orulckshank-3roadvent study were:
1) increase participants' skills in ldentifyling classroom
problems, 2) lncrease varticipants' skills in locating and
using pertinent resource materials, 3) develop a wider
range of response categories by paritlcipants, 4) provide
group feedback, and 5) provide practice opporitunities in
speclflc teaching aotivities.45

In order to determine the effectiveness of the
slmulatlon exerclse as an instructional device, a five-
part nypothesls was‘tested. The hypothesls stated that
the use of simulation in pre-student teaching problen- '
solving situations would produce: .1) a decrease in the
number of simllar problems for the participant, 2) an
improvement in student teaching performance, 3) more posi-
tiﬁe student feelings toward concepts related +to simulated
problems, 4) ilncreased studeat selfi-confldence, and 5)
earlier assumption of full student teachlng responsibili=-
ties.40

The hypothesis was tested by forming two groups of
teacher tralnees randomly assigned to control and experl-
mental groups. The students in the control group were
Placed in thelr student teaching assignments. The experi-
mental group received a two-week simulation experience in
place of the first two weeks of studeat teaching.

The researchers reported that the results favored

the experimental group, although only the decrease in
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number of problems sectlon of the hypothesis was statis-
tically sligniflcant. The first purpose of the lnvestiga-
tion was successfully achleved: particlpants can ldentify
critical teachlng problems in & manner that involves and
stimulates them.47 fThe researchers also suggested that
the lnstructor or slimulation director must be an actively
involved leader and reéearch person.48 A final conclusion
‘indlecated that although simulatlion seemed to be only
partially successiul in changing teachlng behavior, 1t
was at least as successful as an equeal amounf of student
teachling experienoe.49 This observatlon supports the
Rexrsh statement; although Oruickshank and Broadbent are
not as posltlve as Kersh in thelr concluslon, 1% 1s an
important finding.

A later revislon of the Crulckshank-3roadbent
simulation materiels was made by COruickshank, Broadbent,

and Eubb, which is called the Teaching Problems Labora-

tory.50 1The videotaped incldents were produced as 16 mm.
sound-color film clips. Changes were also made in the
wriltten materials.,

Several research studies have been made following
the Orulckshank-Brozdbent model. Some of the most perti-

nent researcn willl be presented.
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" Gaffga utilized one of the field trisls conducted
by Orulckshank and Broadbent in ofder to test a get of
fourteen hypotheses to answer three basic quéstions:
1., Was subject behavior in the simulation consistent
with subsequent student teacplng behavioxr?
2. Does simulatlion experlence change subject behavior?
5. Is evaluation of a student's behavior in a simu-
lated situatlon a better predictor of student
teaching periormance than ratings typlcally glven

by college professors?d!

Gaffze's reported results indicated that subject
behavior in 2 simuleted sltuation weas consistent with

subsequent student teaching.se

The results also indicated
that simulation does produce a change in teaching behavior,
and that evaluation of behavior in simulated situations is
a better predictor of periormance than collegze professors!
ratings.53

The me jor Importance of Gafiga's study lies in the
reported transier due to slmulation experlience. Since a
primary purpose of simulation ls to provide a link between
a practlce situation and 2 real one, this reported trans-
fer of tralnlng supports the oft-suggested transfer wvalue

of simulation. Another lmportant conclusion in Gaffga's

study was the predictive value of simulation evaluation.
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" yenditti conducted a study also based on the
Qruleckshank=3roadvent model, for the purpose of preparing
teachers to work in desegregated schools. Partlclipants
aésumgd the role of a fifth grade teacher and engaged in
problem=-solving actlvities pertelning to problems of =a
raclally lntegrated sehool 9%

The simulation was designed to provide sinulated
situatlons in pupil behavior, individualization of instruc-
tion, teacher-pupil relations, curriculum change, 2nd
selection of lnstructional materials. The purpose of the
study was to cause lnservice facultles to address basle
issues,

The eleven critical problems were presented through
£ilm, role-plays, and in written Zorm.55 vVenditti-reported
that the slmulztlion was an effective ilnservice lnstruction-
2l devlice, and that partlcipants become highly involved
with the simulated situations; they interact more honestly
and sensitively, and engage in constructive problem=~
solving.50

Venditti's results support previous research
findings on the involvement of the participants, and the
effectiveness of simulation. In addition, the study 1is
important beceause it reports on the inservice application
of simulation in teacher tralning, a use not previously

reported.
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" In another study to investigate the effect of simu-
lation on transfer of learnlngz, Ryan tested the use of four
instructional modes combined with simulated sltuations in
order to deﬁermine which of the four treatmenié wasg the
most effective In increasing the transfer of learning of
principles of educational psychology to problem-solving
tasks.9T

Ryan's results indlcated that simulation wes
effective for creating realistic problem-solving situations,
and that as students increase practice in problem-solving
situations, thelr skills in solving problems 1ncrease.od
Ryan also reported that allowing students to select a mode
- of instruction combined with simulation practice was effec-
tive in increasing transfer of learning.2?

Ryan's filrst conclusion supports previous Ifindings
on the reallty provided through simulation. Her second
conclusion which states that increased practice in simu-
lated situatlons increases Skills sugzests that simulation
may be nore effective as the number of problems in the

simulatlion exercise 1s lncreased.

Torelgn Lansuaze Educatlon

As recently as 1970, Hancock reported that no
foreign language teacher education programs using simu-

lation had been reported in the literature.so This wrlter
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has found only Hancock's study dealing specificelly with
forelzn language teacher edqcation.

Eancock's purpose.was t0 investigate the use of
simulation as an lanstructionel device for sensitizing
orospective forelgn language teachers to probleas of
individualized instructlon. Eis speclflic questions asked
whether: 1) sinulatlon was a ugeful technlque for training
forelgn languege teachers, 2) individualized instruction
was a problem which could be dealt with through the use of
simulatlon, and 3) fhe use of simulation in foreign lan-
guage teacher tralning was feeslble in terms of time, cbst ‘
end direction,b!

Hancock developed a set of simulated problems on
attitude, motivetion, and discipline, based on a survey of
student teachers and recent graduates in forelgn language
education at The Ohlo State University. The problems were
presented throuzgh azudlotape, tape-slide, and written form.

The simulation exerclse was designed to help the
partlelipants to reach four specified behaviorel objectives:

1. to identiiy and indicate problems of attitude,
motivatlon, and discipline,
2. to indlcate probable causes of the problems,

3. to develop alternative solutions to the problems,
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4, to identify specific clues which aided the
particlpant in understanding individual pupils
in the prbblem siltuations.

Hancock's procedural model was similar to the
Orulckshank~Broadbent model. The seven-hour sinmulation
exerclse was undertaken as a part of a French methods
course, and consisted of a serles of seven incidents deallng
with problems of attitude, motivation, and dlscipline.

Hancock reported that: 1) simulatlon is a useful
technlque in foreign languege teacher training, 2) individ-
uzallzed instruction is a probvlem area which can be dealt
with through simulation, and 3) time, cost, and direction
are not prohibitive.52 Hancock also reported that sinu- .
lation was & satisiylng experlence, and observed that the
partlelpants were highly involved in the problem-solving

sltuetions.

Sumnary

This chavtexr has vresented é review of literature
on the uses of simulation as an instructional device. The
wide range of applicatlons indicates the dliverse areas in
whlch simulation has been reported to be an effective in-
structional medium.

Some lnmportant considerations about simulation

have heen presented.
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' Simulation desizns have shown that speclfle

teachlng problems canh be identiiled.

Sinulation training promotesgs transfer of learning.
Simulation provides a setting for unlting theory
and practlce.

Silmulation practice can modify teaching behavior.

‘Simulation can be used to teach principles, pro-

cedures, and cognltive meterials.
Simulatlon shows promlse as a device for pnredictlion

of behavior,

Speciiic adventages of simulation are reported

taroughout the literature. Some of the most often reported

advantagzges are:

1.

2.

3

4,

Simuletlons are relevant because they are based on
models of real problem-solving situations.
Simuletions permit the participant to be himself
and test hls own attitudes, values and skills in
classroom situations,

Simulations are psycholozically engeging; particli-
pants get highly involved.

Simulations allow paxrticlpants to become actively
involved in decislon-naking situations which

provide some form of feedback.
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‘Simulations provide highly structured and cone-

trolled sltuations for limlting the nuaber of
independent variasbles in e gliven problem situatlon.
Simulatlons are economical in terms of staffing,
and substitution for direct laboratory experlences.

Sinulatilons are effective for preservice and in-

service teacher training.

Slmulations are safe; simulatlon practice is less
frustrating than actual teaching experlence.
Simulatlons are eifective; simulatlons are as
effectlve as tradliitional instructlon.

Simulation experiences are personally setlsfylng

to the participants.
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CHAPTER IIX
METHOD AND PROCEDURES

Thls chapter presents a discussion of the pro-

cedures followed in developing, implementing, and ¢ raluate-

ing the simulatlon exercises used in the study. Limited

‘assistance in the form of comprehensive guldelines 1is

avallable to those interested in designing simulation

models and developling materials for use in simulat:l.ons.1

Therefore, the writer followed the (ruleckshank-Broadbent

model for déﬁeloping simulations which suggests the

follovwing steps:

1.
2.
3.

4,
5.
6.

Define the instructional problem;

Speclfy what 1s to be learned in behavioral terms;
Determine the approprlateness of simulation as the
instructlonal technlque;

Develop specifications for the simulation;

Develop and try out the prototype; and

Modify.2

Following the steps suggested above, the writex

developed ‘the total simulation exerclse as well as each

glmulated situation for the exercise. The development of

the materlal is detailed below.

56
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Defining the Instructlonal Problem

A survey of iln-service teachers of foreign
language conducted at The Ohio State University in 1968
had shown that methodology was one of the problems con-
slstently reported. Therefore, there was indlcation of
need for study in the area of methodology in foreign
language teacher education.'
| An initlal list of possible problem areas for -
prospective teachers was developed by the wrlter. This
1list contalned only teaching problems in beginning for-
elgn language classes because a new teaéher is seldom
given a third or fourth year class. Thls observatlion
was supported by other college supervisors and supervising
teachers,

Flrst-year language materlals were examined to
obtaln information on kinds of language learning aétivi-
tles the teachers would most likely be expected to teach.

Several well-known texis in use today in language
teaching were examined for the purpose: g;gg,3 Learning
Spanish the Modern Wax.4 El Espaliol al Dfa.® fThe writer

also examined several methodology books, including
8

Rivers,6 Grittner,7 Dacanay,  for psychological,'linguism
tlc and pedagoglcal implications in foreign language

teaching.
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The cursory examination of the texts and method=-
ology books lndicated that the five baslc areas of concen-
tration at beginning'levels are listening, speaking,
readling, writing, and culture. Within these flve areas
there 1s generally a heavy emphasis on:
1. teaching baslc materlals, such as vocabulary
and pronunciatlon,
2. teaching grammar: form and meaning,
5. using conversation techniques,

4, testing.

In additlon, the writer consulted the course of
‘study used 1n the methods course (540B) to determine
whether the areas presented in the methods course corre-
sponded with the text materlals previously mentloned.
This comparison dld indicate that indeed the forelgn
language activitles found in text materials and the activi-
tles practiced in the methods course were similar.?

Therefore, based on this observation, and on the
writer's experlence as a classroom teacher, supervisor
of student teachers, and methods instructor, the writer
developed a questlonnalre in order to assess more acou=
rately the specific areas within methodology which con=-
cern supervising teachers, student teachers, and college
supervisors of student teachers. The guestionnaire was .

made up of thirty-three ltems in five general categorles:
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1. teachling basic materials,
2. teaching grammar, 7
3. use of conversation stimull,
4, evaluating pupll performance,
5. t%teaching culture. .
A copy of the questionnalre is contained in Appendix A.
The purpose of the questionnaire was to obtain
data on the types of problems which the three groups
reported as of most common occurrence. This information
would later be used %o develop the simulated activity-
specific situations for the simulation. |
The questionnalire was dlistributed to a cross-
éection of supervising teachers in and around Columbus,
Chlo. The same questionnalre was glven to a group of
college supervisors of student teachers, and to a group of
student teachers in forelgn languages at The Ohlo State
University during the Spring quarter, 1971. Based on the
results of the response, a set of most commonly reported
problens was developed.
Table 1 presents the ltems reported by the three
groups of respondents as the most persistent problem

areas.
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TABLE 1

MOST PERSISTENT PROBLEMS EXPERIENCED BY
STUDENT TEACHERS AS REPORTED BY.
SUPERVISING TEACHERS, STUDENT
TEACHERS, AND COLLEGE .

SUPERVISORS .
' (N=27)
~ REPORTING GROUP
Supervising Student College
Teachers Teachers Supervisors
ITEM (N=15) (N=6) (N=6)
I. Teaching baslc
materlals;
1. Teachling pro- :
nunciation. 0 0 4
2. Teachlng '
vocabulary. .9, 4
3, Sentence length. 0 0 6
5. Teachling for ) |
comprehension. 11 4 4
II. Teaching grammaxr:
2. Teaching meaning. 12 4 4
5. Use of moving ' | '
slot drills. 0 5 6

6. Use of transfore .
mation drills. 0 6 6

T. Teachling contrasts
wlthin the language. 9 5 | 6

8. Teaching contrasts
between English
and the forelgn
language. o 4 6

9. Presenting grammar :
generalizatlons. 0 0 6
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TABLE 1--Continued

ik — pwa——
— -

REPORTING GROUP

Supervising Student College
Teachers Teachers Supervisors
I TEM (N'Tél, (N=56) {N=b) .
III. Use of conversatlon

stimuli:

1., Use of directed
dialogs. 11 5 4

2. Supplementing
dlrected dialogs, 11 5 6

3. Uslng dlalog
adaptations. 12 5 5

4, Supplementing
dialog adaptation
materials. 14 5 6

5. Using personalized ,
questions. 9 0 4

IV. Evaluating pupil
performance:

1. Testing
pronunciation. 9 4 6

3. Testing listening
comprehension. 14 4 6

4, Testing correctness
of language usage. O

6. Testing writing. 0 0 4
V. Teaching culture:

1. Teaching songs,
poetry, etc. 0 6 0
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TABLE 1--gontinued

REPORTING GROUP

Supervising Student College
Teachers Teachers Supervisors
ITEM (N=15) (N=6) (N=6)
2. Use of culturally
authentic '
materials. 9 6 4

3. Teaching differ-
ences between
American and
foreign culture .
patterns, 0 6 6

The wrliter declded that a problem would be con-
sldered important Af two-thirds of the group resﬁonding
repoxrted 1t as a perslstent problem for studenf teachers(
Therefore, examlnlng the responses of the supervising
teachers (N = 15) in frequences and percentages, it was

found that they reported twelve items as persistent:

Itens
I. 2. teaching vocabulary 9 (67%)
5. teaching for comprehension ; 11 (T4%)
II. 2. teaching meaning 12 (80g%)

T+ teaching contrasts within the
language 9 (67%)
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' The student teachexr group (N = 6) reported sixteen

persistent problem areas:

Ltens
I. 2. teaching vocaﬁuléry 4 (67%)
5. teaching for comprehension 4 (67%)
II. 2. teaching meaning 4 (67%)
5. use of moving slot drills 5 (83%)
6., use of transformation drills 6 (100%)

T. teachlng contrasts wlthin the
language 5 (83%)
8. teaching contrasts between English

and the foreign language 4 (67%)
III. 1. using directed dialogs 5  (83%) .
2. supplementing directed dlalog ; '
materials 5 (83%)
3. using dialog adaptations | 5 (83%)
4, supplementing dlalog adaptation ' '
| materials " 5 (83%)
IV. 1. testing pronunciation 4 (6T7%)
3. testing listening comprehension 4 (67%j.
V. 1. teaching songs, poetry, etc. 6 (100%)
2. use of culturally authentic materials 6 (100%)

3. teachlng differences between American

and foreign culture patterns 6 (100%)
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The college supervisors (N = 6) reported twenty-one

areas as persistent problems:

Ltems
I. 1., teaching pronunciation 4 (67%)
2. teaching vocabulary 5 (83%)
3. sentence length 6 (100%)
5. teaching for comprehension 4 '(67%)
II. 2. teaching meaning 4 (67%)
5. use of moving slot drills 6 (100%)
6. use of transformation drills 6 (100%)
T. teaching contrasts within the .
language ' 6 (100%)
8. teachlng contrasts between English ' ‘
and the foreign language 4 (67%)
9. presenting generalizations 6 (100%)
III. 1. using directed dlalogs 4 (67%)
2. supplementing directed dlalog
materials 6 (100%)
3. using dlalog adaptations 5 (83%)
4, supplementing dialog adaptation
materials 6 (100%)
5. using personalized questions 4 (67%)
IV. 1. testing pronunciation 6 (100%)
3. testing listening comprehenslon 6

(1007}
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" testing correctness of language
usage 6 (100%)
testing writing 4 (67%)

use of culturally authentle
msterials 4 (67%)
teaching differences between American ' »

and forelgn culture patterns 6 (100%)

By comparing the frequency of response for each

group on the most persistent problems, it can be seen

that the most commonly reported problems by all three

groups are:

1.
2,
3.
4,
5.
6.
T
8.
9.
10,
11,
12,

teachling vocabulary

teaching for cdmprehension

teaching meaning in grammar

use of moving slot drills

teaching contrasts within the language
uslng directed dialogs

supplementing directed dlalog materials
using dlalog adaptations

supplementing dialog adaptation materials
testing pronunciation“

testing listening comprehension

use of culturally authentic materials

These areas seem to have face valldity as problems

for forelgn language teachers.



_ 66
The twelve areas indicated by the three groups
were examined for:

1. Problems which can be dealt with in & methods
course.

2. DProblems which can be considered as types of
common teachlng problems faced by foreign language
teachers.

3. Appllicability of simulation technliques for
working with the teaching problems.

In order to check the problems reported, a work-
shop group of forelgn language teachers at The Ohlo State
University durlng the summer of ?971 also examined ‘the
questionnalire and they reported results similar to those
of the previously mentloned groups. The workshop teachers
aléo examined the slmulation scripts and dramatizations
and reported them as realistic. Thls workshop group rep-
resented teachers of Spanish from all areas of Ohio and
with teachling experience at all levels in foreign lan-

guage teaching.

Speclfylng What Is To Be Learned

in Behavlioral Terms

The objectives determined for the instructlonal

value of the simulation exerclise were:
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"After participation in the simulation exerclse,
the student wlll show an increase in:
a. ‘the abllity to
(1) ldentify specific types of teachling
problems, |
(2) suggest probable causes for the problems,
(3) develop specific teaching strategles for
teachlng the problem activitles;
b. self-confidence in the abllity to:
(1) identify specific types of teaching
problems,
(2) suggest probable causes for the problems,
(3) develop specific teaching strategles for
teaching the problem activities.

Completion of these objectives would be determined by
means of a simulatlion pretest-posttest, and a participant
self-confidence report. These instruments and procedures

are detalled in the evaluation section.

Determining the Approvriateness dr

Simulation as the Instiructlonal

Technigue

Simulation has been reported as a successful

technique in training for skills, and for training
teachers in the affective domain. It is hypothesized



that simulation technlques can be useful for training

forelgn language teachers in speciflc areas, and for

68

developlng thelr self~-confldence in dealing wlth specific

types of forelgn language learning problems.

allows for the presentatlon of real problems to prospec-

Simulatlon

tive teachers in a non-threatening manner, but one which

involves them lntellectually as well as practically.

The writei followed the steps suggested by

Twelker in determining the appropriateness of simulatlon,

€.

1. sinulatlons are appropriate when
objectlves emphaslize emotional or
attitudinal outcomes;

2. s&lmulations integrate affectlve
and cognltive behavior;

3. slimulations initiate sustained
learner activity and motivatlon,

4., when the objective is to represent a
social or man-plus-machine system in

such a way that the learner must interact

with it, the system wlll react to the
learner's moves, and the learner can
discover the effectives of alternative
declslons, simulation 1s useful.

5. Slmulations, in which a high degree of

commitments may he introduced, are useful

when emphasis is upon incorporation of
the hehavior desired withln a personal
domain of the learner;

6. simulations provide an interest-
sustalning mode that 1s particularly
useful for exercising behavior,.
particularly under a variety of
contexts;
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‘T« simulatlon is a most powerful means
of placlng a learner into a deslred
"set" or "perceptual frame'" to
sensitize and direct him.10
Presenting situatlons to prospectlive forelgn
language teachers for ldentification of teaching problenms
related to specific teachlng strategles and/or techniques
should lncrease thelr abillty to identify the problems
and tq develop speclflc strategles for solving the proﬁlems,
las well as to develop the self-confidence in these same
abllities, The simulation exercise will allow the parti-
clpants to utilize different ways of loocking at problems
and of solving them. Hancock lndlcates that these varied
exerclses should make the prospectlve teacher more flexlble

and aware of an increased number of cholces for his own

behavlior as a teacher."

Developling Speclflcations

for the Simulatlion

It 1s important to conslder that simulatling
specific teaching acts samples only a small portion of
rossible teaching actlvities. However; using simulation
technlques is useful in the transfer of training and
ability to deal in different ways with given situations.12
It is also important to note that the type of teaching
sltuation 1s more important than the specific instance

which 1s simulated.
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In performance~orlented methods courses, the
students are usually taught a specific technique orx
strategy for a particular teaching activity. However,
the method prescribed may not be the best for each
individual student. The problem is then, not one of
applylng a glven strategy, but one of solving a teaehihg
problem due to the teacher's inability to facilltate pupil
learning. Combs reports that the helping professlonms,
including teaching, are all dependent on ingtantaneous
reactlons, and that.effective teachlng or effective
helping 1s dependent on how the teacher or helper uses
himgelf 13
The twelve problem zareas indlcated as most persls=-
tent by the three groups of respondents to the question-
nalre served as the basls for the set of simulatgd situa=
tions to be incorporated into the methods course. Ten
sltuatlons were simulated. They fell into the areas of:
1. teaching vocabulary,
2. teachlng grammar,
3. use of pattern drills,
4. conversatlon actlvitles,

5. evaluation.

The pupll volunteers were elghth and ninth
graders with varying degrees of proficlency in Spanish.
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The actual vlideo-taping took place after school
at the cooperating school in an actual foreign language
classroom. The teacher had previously been glven the
wrltten scripts to examlne and to practice with the
volunteexr puplls so that the group could practice as
much as 1t felt necessary prior to recording the lncldents.
The actual recording tlme was less than two hours for the
four video~tapes, including practice, taping and re-taping
when necessary. Some of the %taped incldents were done at
least twice due to &1ff1culty in keeping to the script,
elther by the teacher or the pupils, or due to modifica=
tlons suggested by the teacher, the investigeator-recorder,
or the puplls. Each incldent was designed to run less
than three minutes. It was found that the total time
necessary for practicing and recording each lncident once
was not ln excess-of fifteen minutes,

The video-taping was done with a Sony shoulder-
pack video-recorder, on one-half inch tape. fThe Sony
shoulder-pack unit was used since the forelgn language
education department had it available, and because the
video-tape was compatible with a playback unit also a
part of the departmental equlpment. In addition, slince
the equipment was portable, it was a simple procedure to
move the equipment to and from the school for the recording

sessions.,
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Preparation of Simulatlion Secripts

Specifically, the ten problems An order of presen=-

tation were:

1. teaching new vocabulary,

2. use of vocabulary,

5. use of repetition drills,

4, teaching a grammar concept,

5. use of pattern drills,

6. within-language contrasta,

T« directed diﬁlog activitles,

8. dialog adaptation activities,

9. +testing speech production, .

10. testing listening comprehension,

A script was developed for each proﬁlem, based on
convefsations with teachers, teacher educators, and on
personal expérience in workling with student teachers.
Some of the items selected were items which had been
observed and suggested by supervisors of student teachers;
others were taken and adapted from wvarlous high school
' texts, according to the writer's own experilence with
student teachers,

The scripts were examined by various foreign
language teachérs, college supervisors, and a senlor
professor in PForeign Lenguage Teacher Educatlion at The-

Ohlo State University. After suggested modifications,
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the sceripts were prepared for simulation. Seript and
incldent descriptlons for sample lncldents are ilncluded
in Appendix 3. Fbur of the scripts represented in Appen=-
dix B were video-taped, three were audlo-taped, one was a
comblnation audlo-written sltuatlon, and two were left as
wrltten incldents. The simulations were done 1n Spanish
in order to provide specific teachling problems within a
specific language. ZEach simulated incident contains only
one speclfic teéching problem. In some 6;ses the problem
was made more 6bvious, in others, 1t is more subtle and

requlres deeper analysls.

Preparatlion of the Simulatlion Tapes

The vlideo-tapes were made posslible by enllsting
the ald of a volunteer supervising teacher and a group of
pupils from her various classes. The teacher and pupils
in the simulated class graclously volunteered to particl-
pate in the dramatlization of the scripts. The volunteers
were told the purpose and design of the simulated inci-
dents.

The total cost involved for preparing the video~
tapes was minimal since the forelgn language education
department had all the recording equipment necessary. The
only actual cost was a five-inch reel of half-inch video
recording tape: $10.47. Total costs are discussed in

Chapter IV.
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As previously mentioned, the video-tapes were not
done professionally, and they were deslgned only as a
- prototype for use In forelgn language teacher educatlon
programs. With favorable results from their use, pro-
fesslonal video-tapes could be prepared with the same
purpose and design.

The audlo=-tapes were developed and evaluated in
the same manner as the videdltapes. Practlice time and
procedures were very similar %o those for the video-tapes.
In thls case also, ihe total cost was minimal, requiring
only a five-inch reel of audio-tape, cost: $3.75. |

The wrltten incldents were developed in the same
way as the video-tapes and the audlo~tapes, with the
exeeption that they were left in script f9rm.

Background Data Information

on the Slmulated School and Class

Since most of the graduates of The Ohlo State
University Foreign Language Educatlon program seek employ-
ment 1n the local area, the wrlter selected a local sub-
urban school as the model for the simulated school and
classroom setting. It 1s an average nelghborhood school
in a large midwestern c¢lty. The school has a population
of a wide range of raclal, ethnlic, and economic back-
grounds. This type of school was selected for various

reasons: one, 1t 1s more typlcal of a situation in which
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most of the students will do thelr student teaching; two,
it 1s more typlecal of a situatlon ln which a new teacher
will seek and most likely find first employment as a
teacher; thlrd, general behavior problems are not proble-
matlec, Therefore, teaching problems can be seen in terms
of faecilitating pupil learning processes in specific kinds
of language learning situations, and fourth, there was
excellent cooperation from the school administration, the

staff, and the puplls toward the project itself.

Participant's Manual

In order to make the simulatlon component as com~
plete a unlt as possible, a participant's manual was
developed. A copy of the manual is in Appendlx 0. The
manual contains orientation information for the teacher
trainee, background information on the simulated school,
slmulated class, and slmulated sltuation, and speciflc
information on procedures for the particlipants to follow
in doing the slmulation exercise.

In the manual, 1t is stated that each situation is
typical of certaln teaching problems encountered by
teachers, but that not all teachers solve the problems
in the same manner. However, experience is usually the
most important asset in any situation, The participants
are instructed to read the background information before

doling the actual simulation exercise for each situation.
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They are further instructed to attempt to identify the
teachlng problem as quickly as possible in order to simu-
late the reality of a classroom situatlion. The manual
contalns a schedule of organization, presentation, and
sequence of slmulated situations. In addltion, the
manual contalns suggested theoretlcal as well as language=
specific readings for completing the simulated exerclse.
“ Finally, there ls specific background information for each
simulated situation. With the manual and the video=-tapes,
the audio-tapes, and written scripts, the simulation

portlon can be programmed for individualized instruction.

Simulation Incldent Report ¥orm

The purpose'of the incldent report form is to
provide basic gulding questions for the participant during
the individual simulation activities. The incldent report
form was adapted from Hancock's.!'4 It poses six questions
which are desligned to foeus the participant's attention
on a specific problem sltuation. The inecldent report form
also serves as a basls for the small and large group
discusslon sessions.

The design of the simulation exercise provided
for the use of the incident report form in three phases
of the exercise: 1) for pretest-posttest data, 2) for
initial individual problem-solving actiﬁities, and 3) for
follow-up individual problem-solving activities after the
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group discussion sessions. The purpose of the last phase
wag to permit the participant to adapt group reactions
to the problem in developing his own strategles for iden-
tifying and solving each speciflc problem presented.

A copy of the Simulation Incident Report Form is

in Appendlx D.

Evaluation Instruments

The effectliveness of the simulation exerclse was
to be determln ed by use of: 1) a pretest-posttest com~
parison, 2) a participant self-confidence report, and

3) a participant satisfactlon report.

Pretest-Posttest

The pretest and the posttest procedures consist
of presenting two pre-~selected simulated situations as a
pretest and the same two at the end of the simulation
exerclse as a posttest. The pretest and posttest items
were two of the ten previously prepared simulation situa=-
tions, One vlideo-taped situation and one audio-taped
sltuation were selected for this éegment of the evaluation
of the simulated experience. The video-taped situation
was & vocabulary actlvity; the audlo-taped sltuation was
a directed dialog activity. Script and background desg-
oriptions are in Appendlix E.
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The Simulation Incident Report Form was used for

collecting participants! pretest and posttest responses.,
The report form was described in a previous section.

The evaluation of this portion of the exerclise
was subjectlive and inferentlal; however, its purpose was
to dlscover any actual change in the students' ability to
deal wlith the types of problems selected. This was then
examined along with the student self-eonfideﬁce report to
see whether there 1s any observable difference between
vhat the student actually did, and what he felt that he
could do. |

The following set of criterlia for evaluating pre-
test and posttest results was selected, and are stated
here as objectives:

The participants will lncrease in ability to:
1. identify the simulated problem as an activity=-
specific pupll learning problem,

2. analyze causes of the problem as teacher-oriented,
3. develop teaching strateglies for immedlate problem
solution by providing for increased teacher-

gulded pupil activity, |
4, develop long-term teaching strategles for

solving the simulated problem by developing

specific lesson plans with instructional and

pupll objectives,
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5. self-confldence in belng able to cope with the

problem,
6. respond posltively to the realism of the

sltuation.

Simulation for Forelgn Lanzuage Teachers .

Satisfaction Report

In order to obtain the students' reactions to the
use of actlvity~specific simulated situétions as an instruc-
tional device, a filfteen~ltem satisfaction report waa'con-
structed. The areas of concern within the report were::
procedures and materials, instructional effectiveness for
identifying and solving activity-sﬁecific teéching
problems,

Satlsfying In the present study was taken to mean

that the participants were comfortable wlth the exerclse
and found the process personally and profeslonally satls=-
fying. '

The Simulation for Foreign Language Teachers

Sdtisfaction Report appears in Appendix r.

Simulation for Forelgn Language Teachers

Self-Confldence Report

In order to assess whether the prospective teachers
felt the expected positive change in self-confidence, a
self~confidence report was devised. 7The report consisted

of ten ltems, which were to be answéred in terms of
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whether the simulatlon exercise was helpful or not in
increasing self=-confldence for dealing with activity-
speclfic teaching problems.

Por thls study self-confldence wag taken to mean

that the participants felt that after the simulation exer=-
clse they were more confident in their ability to deal
wlth situations such as those presented., A copy of the

Simulatlon for Forelsgn Language Teachers Self-0onfidence

Report ls reproduced in Appendix G.

Developing and Trying Out the Prototype

This study vigws the use of simulation as an
integral part of the foreign language teacher tralning
program, deslgned to replace one week of micro-teaching.
Therefore, the total tlme devoted to the group discusslons
of the slmulatlon exerclise wag set at six contact hours
over a period of three consecutive days. The slx-hour |
simulation time block was consldered as roughly equiva-
lent to three micro-teaching sessions. The time involved
in individual simulation activities preceding the group
discussions was deslgned to take the place of lesson
planning and preparation time which would have been
necessary for the three-~day mlero-teaching experiencs.
The pretest and posttest were also included in the six-
hour time block.
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| " This simulation exercise as a part of the
methods course-ﬁas designed as an open~ended experience
which draws on the experlence and training of the teacherx
trainee both in general pedagogy, and in specific peda-
gogy as applied to teachlng forelgn languages; and 1%
provides & bridge between theory and practice in terms of
pregenting speclfic teachling problems which are drawn from
- reallity.

Feedback in the lnstructlion phase of thls simula-
tion comes from the group discussions and group response

to the Simulation Incidént Report Form.

The procedures for implementlng the simulatlon
exerclises were: orlentation, instruction, and evaluatlon.
The slmulatlon exercise included:

1. an orlentation for using simulation as a learning
device, and background information on the simula-
tion situstlion,

2. pre-simulation test,

3. simulation exercise with elght speciflc problems,

4, poste-simulation test,

5. post-simulation confidence report,

6. post-simulation satisfaction report.

The steps for the simulation instructional phase

are described below:
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1. Réading backgfound data in the participants!
manual.

2, Individual work with each simulated situation.

3. Particlpant reactlon reported on the incldent
report form.

4, Small group discusslon on each incident, Four
participants 1ln each group. Discussion usually
lasted from ten to fifteen minutes.

5. Large group dlscussion for reporting from each
small group, and for interactlion beﬁween the
groups, in terms of discussion, clarification,
observatlions, evaluation of strategles, etc.

6. Second incldent report based on experience gained
from group discussions and evaluation, with a
speclflic aim being a more specilfic description
of the problem, and a more specific and detalled

strategy for solving the problem.

The proposed use of simulation technlques was to
be open-ended with no prescribed set of most acceptable
courses of action, either for problem identification, or
for problem solution. The value of verbalization during
problem solving has been reported to be high, especially
in the area of rationale for problem=-solving strategiea.'s
Therefore, the group discussions were a major part of the

slmulation exercise.
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McKeachie!® indicated that the laboratory method
of teaching assumes that first-hand experience and manip-
ulation of materials or events is necessary for learaning
certain conéepts. He stated that from the standpoint of
theory, the activity of the student, the sensi-motor
nature of the experience, and the indlvidualization of
laboratory type lnstructlion should contribute positively
to learning.

Gagné has indicated that evidence suggests that _
problem-solving alds in achleving higher order prlncipleé
and that it produces an effective capaclity which 1s well-.
realized over considerable periods of time.!7

The total simulated experlence component for the
methods course was comblned into a complete unlt for trf-
out in another methods course. The methods course se=
lected was Spanish methods, Education 616B, which is the
sequel course to Education 540B, the course for which the
silmulation component was deslgned. The reason for trying
out the simulatlon component in 616B was that the students
in 616B had already undergone the entire sequence of 540B
acti%ities, including the programmed actlvitles component,
mlcro~teaching, and team teaching. In addition, several
of the 616B students ﬁere involved 1n student teaching.
This was an asset since they could determine the applica-

bllity of the simulated sltuations for student teaching.
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Therefore, i1t was assumed that these students were in a
better poslitlon to comprehend the situations and to eval-
uate the program for use in a methods course, based on
thelr own experlence. The purpose of the try-out was to
answer the following questlions:
1. Are the gimulated materials applicable in a
| methods course, as reported by the students?
2. Uhat modiflcations must be made in the materials:
2. partic;.pant 's manual
b. background data for incldents
¢c. individual incldents
d. video-tapes, auﬁio-tapes, written séripts
8. incident report form
5. What modifications must be made in procedures fof
implementing the simulations as an integral part
of a methods course?
a. orlentation
b. indlividual preparation, viewlng, ete., and
completing procedures indicated in the inci-
dent'report forms
¢. discussion format: small and large group
(1) size
(2) time
(3) purpose

d. sequence of presentation of simulated
situations
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e; plecement of the simulatlon component in the
methods course;sequence '
f. total tlme involved
(1) days.
(2) hours
4. VYhat modiflcations must be made in the evaluation
instruments?
8. pretest--postiest procedures
b. self-éonfidence report

¢, satlisfaction report

Modlfyin

There were few changes indicated as necessary in
the materials. In the particlpant's manual, a need was .
lndicated for greater detail in participants' procedures
in following through the steps of the simulation exercise.
Therefore, a modlification was made in the orleantation
portion of the manual. Background dats for the individual
situations was deemed sufficlent with few minor clarifi-
catlons. Video and audlo-~tapes were considered adeauate,
as were the wrltten scripts.

In the area of procedures, one modification has
already been indicated: a clarification of procedures
in the orlentation. Discussion time was found to be more
than necessary. Therefore, rather than the fifteen

minutes earlier specified for small group discussion, the
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'time was éhortened to ten minutes. The large group dis-
cussion and evaluatlon session was reduced also from
fifteen ninutes to ten.

Evaluation 1nétruments were found to need clarifi-
cation. The satisfaction report and the seli-confidence
report were both re-written. No other modifications
were indlcated as essentlal, and the simulation component
which was trled out in Education 616B was then used as an

integral part of Educatlon 540B.

Implementation

The simulation exe;cise was deslgned for use as an
integral part of the methods course, The specific simu=-
lated situations were based on the actlivities specifled
for inclusion in the methods course, and on materials and
activities found in first level textbooks and materials
for use in secondary school forelgn language classes. In
addition, they were selected because the writer had obe-
served that most student teachers and beginning teachers
usually are assignéd to first year classes. It is a rare
instance in vhich a novlice teacher 1s assigned to an
advanced level class.

Based on McKeachle, a basic assumption in the
implementation of thls exercise was that the student must
have had at least a minimum amount of direct experience in

teachlng in order to identify with the reallity of each



87
sltuation which was simulated.'® Another reason for in-
cluding the simulatlion éxercise in the methods course was
based on Bognlard's results, indicating that her particle
pants felt that the slmulation exerclse was bettexr placed
before rather than during student teaching.'g

As reported by DelLorenzo, the methods course
included two weeks of micro-teaching and an additional
week of team teaching.20 fTherefore, the writer proposed
substituting a simulation component for one week of micro=-
teaching, and designed the simulation compohent to replace
the second week of micro~teaching, which generally occurs
during the sixth or seventh week of the ten-week course.
Therefore, the simulation component was placed immedlately
after micro-teaching. The next direct experlence is team=
teaching, which usually follows miero-teaching. This
writer agsumed that mlcro=-teaching would provide adequate
direct experience for the student to be able to partici=-
pate fully in the simulatlion exerclse. He also assumed
that a six contact~hour simulatlon experience over a
three-day period, with student preparation and total
immexrsion in the simulation, i1s adequate for preparing the
student to cope wlth unexpected and unforeseen problems,
This writer felt also that based on the theoretical back=
ground of the methods course, gnd its performance-oriented
application in peer-teaching, micro-téaching wae a useful

experience for leadlng into simulation. In micro-teaching



88
studenﬁs have the possiblllity of working with real puplls,
using real materlals, and in proper sequence over a perlod
of several days. Simulation ls proposed as an experience
whlch i1s one step nearer reallty.

The participants in thls simulatlon study were
students regularly enrolled in Education 540B at The Ohlo
State Unlverslty during Pall Quarter, 1971. Thls course is
prerequlsite to Education 6163, and student teaching. The
total number of students was fifteen. Thlrteen were
female, two male. This was the first methods course in
teaching Spanlsh for all the students involved.

The Instructional procedure consisted of three
phases: 1) the individual student doing the simulation
viewlng, reading or llistening, and responding to the 1nci-
dent report sheet, 2) group discussion of problem identifi~-
catlon, of proposed strategles for teaching the actlvity, |
and 3) the individual student completing a second incident
report sheet following the group dlscussion session.

The lnstructlional procedure of the simulation was
devised to provide practice in problem-solving*and to
develop self-confidence in the ablility to ldentify and
solve technlque~-gtrategy-speciflc problems in foreign.lan—
guage teaching sltuations. The activitles of the instruc-
tlonal phase included identifyling a specific preblenm,
considering factors whlch preclpitated the problem, and
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develo?ing individual alternate strategles for solving the
problem. The theoretical model for the instructional
rhase of the slmulation is presented in PFlgure 2.

A total of elght simulated sltuations were selected
for use in the exerclise. The simulation exerclse provided
for individuallization in the first phgse by permitting the
students to view, listen to, or read.the material for each
simulated situation as many times as necessary to ldentify,
assess, and solve each problem. This further provided for
indlvidual background and experlence to be an important
element in problem identification, and problem solving,
as well as the speclficlty of the proposed teachling strat-
egiles developed. Slince the students had particlpated in
a programmed segment of the methods course, they were ex-
pected to undertake the individual viewlng, listening, etec.
and the completlon of the incident report form as pre-
requisite to the group discussion. '

The second part of the instructlonal phase was the
small and large group discusslon sessions. These, because
of their nature, required the attendance of all particl-
pants at specific hours for a discussion of specific
problems. Thls was considered as important as the first
phase, especlally since all students could have dlrect
involvement in analyzing approaches to problem-sclving of
very speclfic and typlcal problems faced by beginning oxr

student teachers.,
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| ‘The students were advised to try to develop ways
of solving the problems in the most personally adequate
and self-satisfying manner since there was no one correct
solution t0 any glven .problem. The small group discussion
for each simulated incident was limlted to ten mlnutes
since in the try-out sesslon ten minutes proved ample time
fof dlscusslion of skiil—specifie teaching problems. The
large group discussion and evaluation sesslons were also

linited to ten minutes for the same reason mentlioned sbove,

Evaluation

Following the entire simulation exercise, the
partlclpants were given a posttest, previously described.
The pretest had been conducted as the firgt activity of
the simulation exerclse. Particlpants also completed a
post-simulation self-confldence report, and a post-simula-
tion satisfaotlon report..

The results of the pretest and posttest, as well
as the results of the self-confidence report and the satis-

faction report will be consldered in detail in Chapter IV.

Summary

This chapter has presented the gulding questions of
the study and the procedures followed in implementing the
study. The three phases were: developing the materials,



implementing the program, and evaluating results.

analysis of results is presented in Chapter IV.

The

92



93
NOTES T0 OHAPTER III

1. HanOQCk, P 64.
2. Orulckshank and Broadbent (1970), p. iv.

3. A-IM Spanish Level I (Second Edition), (New York:
Harcouri, Brace and Worlkd, lac., 1969).

4, Learning Spanish the Modern Way, Second Edition,
(New York: NcGraw~Hill Book Company, 1967).

5. El Espafiol al Dfa, (Boston: D. O. Heath and Company,

6. Wilga M. Rivers, Teaching PForelgn Language Skills,
(Chicago: The University oE Chicago Press, 1968).

7. Frank M. Grittner, Teaching Foreign Languages, (New
York: Harper & Row, 1969). .

8. TPe R. Dacanay, Techniques and Procedures in Second
Lanpguage Teachling, (Dobbs Ferxry, New York:
GeeShz “TubIioetions, Inc., 1967).

9. William E. De Lorenzo, "The Performance-Oriented
FPorelgn Language }Methods COourse: A Partlally
Programmed Approach,”" (unpublished Ph.D. disser-

tation, The Ohlo State. University, 1971),
pp. 83-87,

10. Paul A. Twelker, "Designing Simulation Systems."
Educational Technolozy, (October 1969), p. 68.

11, Hancock, DP. T4.

12. Charles W. Vlcek, "Asgessing the Effect and Transfer
Value of a Qlassroom Simulator Technique,”
(unpublished Ed.D. dissertation, Michigan State
Universlity, 1965), pp. 5-6.

13. Arthur W. Combs, "The Human Aspect of Administration,"
Educational Leadership, (November 1970), pp. 198«99,

14, Hancock, pp. 178-82,

15. Robert M. Gagné and E. 0. Smith, Jr., "A Study of the
Effects of Verbalization on Problem 301v1ng."
Journal of Experimental Psychology, 63 (1962),

PP. 12-18. ‘ .




16.

17,

18.
‘9;

20'

94

W. J. McKeachle, "Research on Teaching at the College
or University Level." g%ndbook of Research on i
Teaching. Edited by N. L. Gage. (Chlcago: Ranh
McNally and Qo., 1963), p. 1144,

Robert M. Gagné, The Conditions for Learning, (New
York: Holt, RInshart, and winstom, Inc., 1965),
P. 164,

McKeachle, p. 1144,

Jane N. Bognlard, "The Development and Use of Simula-
tlon Techniques in a Pre-Service Program for
Student Teachers," (unpublished Ph.D. dissertation,
The Ohio State Unlversity, 1968), p. 35.

De Lorenzo, p. T78.



CHAPTER IV
RESULTS OF THE STUDY
Thls chapter presents the results of a study
utllizing activity-specific simulated materials in a
forelgn language methods course, including the findings
related to each of the three fundamental questlons of
the study. |
1. Is simulation a useful technique for training
foreign language teachers in dealing with
activity-speéific teaching problems? |
.2« Can the abllity to ldentify and solve speclfic
types of problems be enhanced through simulationf
3. Is it feasible to include simulation of problem
situétiona ag an integral part of a foreign lan-

guage teacher education program in terms of time,

cost, and staffing?

Sinmulation: A Useful Technique for
_ Iraining Foreign Language Teachers?

Is simulation a useful technique for the
tralning of foreign language teachers in
skill-activity-specific teachling situations?

95
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1. Do forelgn language methpds students show any
difference in performance in pretest and posttest
sltuationg?
2. Do forelign language methods students respond in a
positive way to the use of simulatlion in a forelign

language education tralning program?

The results of the pre- and post simulation evalua-
tion are reported in Table 2.. The criteria for evaluating
the participants' responses were previously described.in
chapter III. Baslcally the eriteria stated that the parti-
cipants would increase thelr ability to: 1) identify |
problems as pupll learning problemé, 2) analyze causes as
belng teacher-oriented, 3) develop teachlng strategles for
immediate problem solution, 4) develop long-term teaching
strategles for problem solutlon, 5) self-confidence in
deallng wlth teaching problems, 6) indicate the realism of
the problem situation. The pre-simulation and the pogte

simulation reports were indicated on the Simulation Inci-

dent Report Form, and analyzed by the lnvestigator and a

senlor professor of the Foreign Language Education Depart-

ment.

Discussion

The pre-simulatlion and post-simulation results do

indicate that simulation 1s a useful technique in the



RESULTS OF PRE- AND POST SIMULATION REPORTS ON TWO SIMULATED PROBLEMS

TABLE 2

(w=15)
Problem T Problem II
Pre~ Post- Te~- POSt=- Total

ITEM Test Test Change Test Test Change  Change
1. Identification of the problem.

Learning 5 10 $5 9 4 -2 +3

Teaching 6 2 -l 5 5 0 -4

Materials 2 1 -1 1 2 $+1 0

Other 2 2 0 0 1 $1 +1
2. Identification of cause for the

problem.

Pupil 5 1 -4 0 1 +1 -3

Teacher 8 14 $6 . 10 12 $2 $8

Materials 0 o 0 4 1 -3 -3

Othexr 2 0 -2 1 1 o -2
5. Immedlate teachlng strategy.

Pupll activity 9 11 +2 0 3 +3 +5

Teacher Activity 5 1 i 8 8 o -4

Change materlials 1 0 -1 5 1 -4 -5
4. Reported confidence 1n dealing

with the problem situation. :

Yes ' 3 11 $+8 5 8 +3 +11

Most likely 12 4 -8 10 6 -4 =12

Not likely 0 0 0 0 (0] 0 0

No 0 0 0 0 1 $1 +1



TABLE 2--Continued

It
i
{

Problem I Problem II
Pre= PosSt— Pre- Post- Total
ITEM Test Test Change Test Test Change -Change -
5. Mini-lesson for teaching in the
problem situation. ,
Very Good 2 9 +7 1 0 -1 +6
Good "2 4 +2 3 9 +6 +8
Fair 9 1 -8 T 5 -2 -10
Poor 2 1 -1 4 1 -3 -4
6. Problem reported as realistic.
Yes 15 15 0 15 15 0 0
No 0 0 0 0 0 0 0

86
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preparation of forelgn language teachers. In Table 2,
post=simulation results show that Item 1 (I&enti;ication
of the problem)‘reflects an lncrease of three participants
 for both problém sltuations in identifying them as pupil
learning problems. Item 1 also shows a decrease of four
in the number of participants reporting it as a teaching
problem. The data indicates that there is an lnerease in
the partlcipants'! abllity to identify learning problems
in activity-specific situatlons.

Itemn 2 (Identification of cause for the problem.)
has a reported increase of elght participants identlfylng
the cause as belng teacher-orlented.

Solutlons to the problems are more direct and
specific in the post-simulation reports. Item 3 (ImmediQ
ate teaching strategy.) has a reported increase of five
participants in pupll actliviiy strategles. Item 5 (Mini-
lesson for teaching inm the problem situation.) has a
reported lncrease of slx participants in Very Good mini-
léssons. and an increase of eight in Good mini-lessons.

The paiticipants also reported a post-simulation.
increase in self-confidence in dealing with teaching
problems. Item 4 (Reported self-confidence in dealing
with the problem situation.) had a reported increase of

eleven in the Yes category.'
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Reallsm was reported positively. Item 6 (Problem
reported as realistic.) showed that all of the prdblem
sltuatlons were reported as reallstlc by all the partici-
pants. There was no change in particlpants! repoxrting
for this ltem. | .

In order to obtaln the students' reactions to the
use of activity-speclfie simulated situétions, a satig-
factlon report was comstructed. (See AppendixF.) The
areas of concern within the report were:; satisfaction
with the simulatioﬁ nmaterlals and procedures, and satis-
factlion with the instructional effectliveness of'simulafion :
for identlfylng and solving activity-specific teaching
problems. The reported reactlons are presented in
Tables 3 and 4.

An anelysls of the results reported in Tables 3
and 4 indicates that ln general the participants were
satisfied with the simulatlion approach. The ltems with
the highest mean were numbers 2 and 12. Although there
were several litems which were reported by several partici-
pants as Hot Satlsfying, no items were often reported as
Not Satlsfylng.

For further analysls of the responses, the satis-
faction report résponses were exemined in the form of
welghted means, and ranked order. Thls was done in order

to observe whether the responses for each item were in
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fact moré positive or more negative. Table 4 indicates

the results in terms of welghted means and rank order.

TABLE 3

STUDENT SATISFACTION RATINGS: SIMULATION
ACTIVITY, MATERIALS, AND PROCEDURES

(¥=15)
RESPONSE CATEGORY
Not Not Very Rather Very
satis~ Satis- Satlis- Satis-
ITEM faectory <factory factory factory
1., Total time involved
in the sinulation
exerclse.. 1 2 6 6
2. Practicality of the
simulated eplsodes. o 1 4 10

3. Applicability of simu-
lation 1in teacher

tralning courses. 0 1 6
4, Individual activities. 0 2
5. Group discussions. 1 3 3 8

6. Comparison of simula-
tlon with miero-teachlng

or team=-teaching. 1 1 8 5
T. Practicallty of

readlings. 0 3 9 3
8. Applicability of

readings. 0 3 9 5

9. Teaching problems
- presented. 0 1 5 9

10, Simulation exercise
materlials: video, ete. O 2 6 7
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TABLE 3==(Coniinued

RESPONSE CATEGORY

Not Not Very Rather  Very
Satig= Satls=- Satls=- Satlg-

ITEM factory factory factory factory
11, Participant's Manual. 0 1 6 8
12, Reality of simulated

situations, 0 0 6 . 9
13. Procedures involved in
the simulation exerclse. 1 3 6 5
14, Increase in the ablillty
to deal with teachling
problems. 0 1 8 6
15. Over-all experience. | 0 |
TABLE 4
WEIGHTED MEANS AND RANK O® STUDENT
SATISFACTION RATINGS: SIMULATION.
ACTIVITY, MATERIALS, AND. PROCEDURES
(N=15) '
RESPONSE
CATEGORY ! Total Weighted
ITEM 2 - Welghted Mean Rank
1. Total time in-
volved in the
simuzlation :
exerclse. 1 4 18 24 47 3l 11.5

2.

Se

4,

Practicality of
the simulated
epiaodes. 0 212 40 54 3.6 1 .5

Applicability of
simulation in ' ‘ :
teacher training. 0 218 32 52 345 4,0

Individual activity. O 4 21 24 49 3.3 T4



TABLE 4--Continued

103

RESPONSE _
CATEGORY! Total Welighted

ITEM ' 1t 2 3 4 Welghted Mean Rank
5. Group activities. 1 6 9 32 48 3.2 10.0
6. Comparison of simu-

lation with micro=-

teaching or team

teaching. 1 224 20 47 3.1 11.5
T+ Practicality of

readings. : 0 6 27 12 45 3.0 14,0
8. Aplicability of

readings. Q 6 27 12 1"5 300 1 4.0
9. Teaching problems

presented. 0 215 36 53 3.5 4,0
10. Simulation exerclse

materials. 0 418 28 50 3.3 T4
i1. Participant’s '

manual . O 21 8 32 52 3 05 4 «0
12. Reallty of simulated

situations., 0O 0 18 36 54 3.6 1.5
13. Procedures involved

in the simulation

exerclss. 1 6 18 20 45 3.0 14.0
14, Increase in the

ebility to deal with

teaching problems. 0 2 24 24 50 3.3 7.4
15. Over-all experience, O 2 24 24 50 3.3 T.4

1

1=sNot Satlisfactory
2=Not Very Satisfactory
3=Rather Satisfactory
4=Very satisfactory
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Discussion

| The ltems which received the highest over-all
rating were lten humber 2 (practicality of simulétion),
and itém number 12 (reality of simulation). Their welghted
mean of 3.6 falls between Rather Satlsfactory and Very Satis-
factory. These ltems were ranked 1.5. The lowest welghted
mean (3.0) and lowest rank (14.0) were reported for items
7, 8, and 13, ' '

In answér to the poslted questlon of whether
methods students react favorably to the use of simulatlon
as an instructlonal device, the answer must be that they
do feel that it 1s a satisfying experlence. Table 4 indi-
cates that the positive responses far outwelgh the negative
responses.

The ltems which received the lowest ranking were
numbers 7, 8 (readings), and 13 (procedures involved in
the simulation exercises). |

Four items were selected for determining partici-
pants' over-all reaction to the simulation: numbers 1, 2,
6, 15; The results of these items are presented below,

Reactlions are stated both in weighted mean and rank.

Welghted
—Mean  Rank
Item 1: Total tlme involved in the

simulation exerclse. 3.1 11.5

Item 3: Applicability of simulation in
teacher tralning courses. 3.5 4.0
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Welghted
Mean Rank
Item 6: Comparison of simulation with
mlcro-teaching, team-teaching,
or student teachlng. 3.1 . ..11.5
Item 15: Over-all experience. 3.3 T4

The over-all mean satlsfactlon for these items was
3.2, From the responses 1ndicated for these items, 1t can
be concluded that the simulation experlence was a satig=-
factory experience for the participants.

In addition, three other ltems were examined for
participants' reactions to the simulgtion exerclse as an
instructional device. These were items 2, 7, 8, 9, 12, and
14,

Welghted
Mean Rank
Item 2: Practlcallty of simulated
episodes. ' 3.6 1.5
Item 7: Practicality of readings. 3.0 14,0
Item 8: Applicablllity of readlings. 3.0 14.0
Item 9: Teaching problems. 3.5 4.0
Item 12: Reality of simulated situations. - 3.6 1.5
Item 14: Increase in ability to deal with |
teaching problems. 3.3 T4

The results of this section indlcate that the
particlpants did report the simulation to be a satisfying

instructional device.
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Flve items were examined for responses to the
_mechanics of the simulation exercise, These results for

items 4, 5, 10, 11, and 13 are presented below.

Welghted

Mean Rank

Item 4: Individual activities. 3.3 T4

Item 5: Group discusslons. Je2 10.0

Item 10: Simulation exercise materials. 3.3 T4

Item 11: Particlipant's manual. 3.5 4.0
Item 13: Procedures involved in the

simulation exercise, 3.0 14.0

The mean for the five 1tem§ was 3.3. Although the
reported results indlcate that the mechanles were generally
satisfactory, there were several low satisfaction responses
indicated. One respondent reported that he was not satis-
fied with the gréup dlscussions. From obsexrvatlion by the
writer, all participantis became very involved in the dilge
cussions. A possible reason for.the negative response
might be the same as reported by Hancock:! that the
participant may have desired a concrete solution for each
simulated problem, developed through group consensus.

That was not the purposgse of the discussions, nor was it a

usual outcome.
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Simulation: A Useful Technique foxr

Increasing Self-gonfidence of
Prospective Porelign Language

Teachers in Dealing with
" Activity-Specific

Problems?

Do prospectlve teachers feel that the simulation
experlence was useful in dealing with speclfic types of
problems?

In ordexr to assess whether the prospective .
teachers felt the expected positive change in self-confi-
dence, a self-confidence report was devised. (See Appen=-
dix G.) The report consisted of ten items, which were to
be answered in terms of whether the simulation exercise
was helpful or not in increasing self~-confidence.

The results of the self-confidence report are
presented in Tables 5 and 6. The same procedure as for

the Satisfaction Report was used for analyzing the data.

Dlscussion

Item number 5 (antlcipating and preventing possible
teaching problems) recelved only one negative response;

the other fourteen responses were in the Very Helpful

category. Only two ltems received ratings of Not Helpful.

These were ltems number 6 and 9.
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TABLE 5 |
STUDENT RATINGS OF INCREASE IN SELF-CONFIDENCE

PRODUCED BY S%MU?%?ION ACTIVITY .. .
N= :

r—
—

RESPONSE CATEGORY

Not Not Very Rather Vexry
ITEM Helpful Helpful Helpful Helpful

1. Dealing with
teaching problems of
the types presented
in the simulation
exercise. 0 1 8 6

2, Identifying speclfic '
teaching problems. 0 2 5 8

3. Providing immedliate
solutions to specific
teaching problems. 0 1 9 5

4., Awareness of emerging
teaching problems. 0 1 4 10

5. Antlelpating and pre=-
venting possible :
teaching problems. o 1 0 14

6. Applying specific
teaching technlques in
developing certaln
teaching strategles. 1 1 5 8

T. Developing varied
approaches for solving
certain types of
teachling problems. 0 1 5 9

8. The abllity to foresese
possible consequences
of specific teaching
strategles. 0 1 7 |

9, Developing a personal
teaching style. 2 - 5 . 7

10. Teaching ability in
general., 0 1 8 6
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TABLE 6

WEIGHTED MEANS AND RANK OF STUDENT RATINGS
OF INCREASE IN SELF-CONFIDENCE PRODUCED
BY SIMULATION ACTIVITY |

(N=15)
RESPONSE -
CATEGORY! Total Welghted
ITEM 1 2 3 4 vVelghted Mean Rank
t. Dealing with teach-
. ing problems of the
types presented in
the simulatlion
exerclse, 0 2 24 24 50 3.3 T+5
2. Identifying specific
teaching problems. 0 4 15 32 51 Felt 4.5
3. Providing lmmediate
golutions to specl-
fic teaching

problems, . 0 227 20 49 33 TS

4, Awareness of
emerging teachling
problems. 0 212 40 54 3.6 2,0

5. Anticipating and
preventing possi-
ble teaching prob. O 2 0 56 58 3.9 1.0

6. Applying specific
teaching technlques
in developing cer-
taln teaching
strategies. 1 215 32 50 3.3 7.5

7. Developing varled
approaches for
solving certaln '
types of teachling .
problems. 0 215 36 53 345 3.0
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TABLE 6--Continued

RESPONSE
OATEGORY! Total  Weighted
ITEM 1 2 3 4 Weighted Mean Rank

8. The ability to fore=
see possible conse-
quences of speclifilc «
teachlng strategles.0 2 21 38 51 Felk 4.5

9. Developing your
personal teaching

style. 2 215 28 47 3.1 10.0
10. Teaching ability ‘ - _
in general. 0 224 24 50 3.3 T.5

1 jayot Helpful

2aNot Very Helpful

3=Rather Helpful

42Very Helpful

In examining the data, several items relating to

the same activity will be examined together. The cate=
gorles for grouping ltems were determined to be the
following: 1dentificatlion of prqblems, solving problens,
andfgeneral value of the simulation exerclse. In the area
of identification, items 1, 2, 4, 5, and 8 were grouped
into one general category. The results of these iltems
are presented below.

Weighted
Mean Rank

Item 1: Dealing wlth teaching problems of
the type presented in the simu-
lation exercise. 3.3  T.5

Item 2: Identifying specific teachling
' problems. 3.4 4.5
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Welghted
Mean Rank

Item 4: Awareness of emerging teaching
problems. , 3.6 2.0

Item 5: Anticlpating and preventing
possible teaching problems. 3.9 1.0

Item 8: The ablility to foresee possible
—  consequences of specific '
teaching strategles. 3ok 4.5

The mean of these four items 1s 3.5. Therefore,
it can be stated that simulation 1s reported %o be he;pful
for increasing self-confidence in identifying specilfic
teaching problems. More speciflcally, Item 5 (Anticipating_
and preventing possibie teaching problems) had a mean of
3.9, or Very Helpful, and was ranked 1,0 among the partici-
pants' results. Item 4 (Awareness of emerging teachlng -
problems) had a mean of 3.6, which 1s between Rather
Helpful and Very Helpful, and was ranked 2.0.

The self-confidence.repqrt was also used to deter-
mine whether the particilpants felt that simulation was
useful for lncreasing self-confidence in dealling with
problem solution. The items dealling with solutions for
teaching problems were numbers 3, 6, 7, and 8. The

results for each item are presented below.

Welghted
Mean Rank

Item 3: Providing immediate solutions to
specific teaching problens. 3.3 T.5
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Welghted
Mean Rank
Item 6: Applying speciflc teaching
techniques in developlng
certain teachlng strategles. 3.3 7.5

Item 7: Developing varied approaches for
solving certalin types of teaching

problems., 3.5 3.0
Item 8: The ability to foresee possible
= consequences of specific teaching

strategles. 3.4 4.5

The mean for the four items is 3.4. As in the
previous section, 6ne ltem has two negative ratings, ltem
number 6. , |

The positive reactlons for these items in thie
gectlon indlcate that slmulatlon is a useful device for
increasing self-confidence in solving certaln types of
teaching problems.

Two Ltems were examined to determine whether the
partlicipants felt that the simulatlion exercise had been
beneficlal in increasing thelr self-confidence in their
teaching abllity. These were items 9, and 10. The

results of these two items are presented below.

Welghted
Mean Rank

Item 9: Developing your personal teaching
style., 3.1 10.0

Item 10: Teaching ability in general. 343 T.5
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_ ' The mean for these two items was 3.2. As in the
previous two sections, the positive responses seem to
bear out the value of simulation for increasing self=
confldence in prospective teacher tralnees. In summary,
twelve of the respondents found that the simulatlion exer-
clse was rather helpful for increasing self-confidence in
teaching, and more speciflcally, in identifying and
solving specifle teaching problems.

Simulation: Feasibility in Terms of
Time, Cost, and Staffing?

Oan simulatlon be incorporated into a foreign

language methods course within the normal

course limlts of time, cost, and staffing?

The present simulation exercise was designed for
use in the basic methods course, Education 540B, at The
Ohio State University. This course is usually scheduled
for forty class hours, in two two-hour sessions per week
over a perlod of ten weeks. O0Of the ten weeks, three weeks
are utillized for off-campus direct experiences: +two weeks
of mlero-teaching and one week of team teaching. The
actlvity-specific simulation exerclse was designed to .
substltute a six-hour simulation exerclse on-campus for a
one-week micro~teaching experiencs.

As shown 1n Table 3, twelve of the fifteen students
reported that they found the total time involved in the
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simulation exerclise elther Rather Satlsfactory or Very
Satisfactory. The investigator also observed that no
additlonal class time was necessary for lmplementing the
slmulatlion exercise. Therefore, the writer concluded that,
within the normal constraints of the course schedule, the
use of simulation as an integral part of the methods

course was a feaslble activity.

.Instructor Time

The simulation was designed to require a minimum
of lnstructor time in developing materials, or in aidlng
in the indlvidual simulatlon asctivitles, since the materlals
were already avallable, and since the students had already
uged the necessary technological alds in the regular pro-

- grammed segment of the methods course. Instructor tlme
was designed to be used for coordinating and leading group
discussion sesslons, and for providing addltional back-
ground information 28 a resource person. Total instructoer
time of slx hours was considered by the writer as within
the normal time required for ln-class activity, or for
supervision in a one-week micro-teaching activity. Con-
sequently, the simulation was considered a feasible

actlvity in terms of instructor time.

Student Time
The time required for the individual simulation
activitles was open to the discretion of the students.
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These activities weré considered by the writer to be simi-
lar in time requirement as preparation for in-class activi-
ty or for direct experlience activity. Students had been
instructed that they could take as much or as little time
as they felt necessary in order to adequately complete the
individual slmulation activity.

The total contact time in the group dlscussion
sessions was six hours, and conslidered by the writer to
fall within normal contact time in elther ln-class activity,
or in a one-week direct experience. Although there is
presently little factual data, the writer suggests that
in terms of student tiﬁe, slmulation will generally be
less time~-consuming than direct experiences.

The conclusion of the writer was that the use of-

simulatlion is feasible in terms of time.

gost

The costs for the development of the simulated

materials used in the present study are described below.

Recurring costs:

Equipment malntenance (Sony VTR unit:
deck, monitor, Wollensak 1500FS

tape recorder) $20.00



_Duplication

Incident Report Forms (300 sheets)
Satisfaction Report (20 sheets)

Self-Confidence Report (20 sheets)

Tfotal Recurring Costs

Non=recurring costs:

Equipment
1 VTR unit Sony: deck, camera, monitor
and mlicrophone, at $1250 per unit
1 portable VTR unit Sony: recording
deck, canmera, m;crophone, and battery
recharge unlt, at $1560 per unit
1 tape recorder (Wollensak 1500FS)
Video tape: 1 reel, 20 minute one-helf inch
Scotch Brand video tape at §10.47
Audio tape: 1 reel 600 foot Scotch Brand
recording tape
Duplication

20 Simulation Participant's Manual

(21 pages) at $.50 each
Simulation scripts (60 sheets)

Total non-recurring costs

116

3475
50
50
$25.55

$1,250.00

© 1,560,00

184.50

10.47

3475

10.00

1.50

83,019.72

Today, many teacher training institutlons have at

least one departmental VTR unit.

Therefore, the initial

outlay for VIR equipment for a simulatlon program is
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generaily not necessary. Audlo tape recorders can also be
taken for granted as part of a departmental set of audio
visual aids. Much electronic equipment today is solld
state or printed clrcult, so that replacement or obso~
lescence 1s not dependent on wearlng out of components.
Therefore, the high initial cost for equipment can bhe
considered & non-recurring cost, even taklng into account
depreclation and malntenance costs over & period of years.

The materials used, including the simulation
manual and wWwrlitten scrlpt material, are re-usable over a
reriod of time. It i1s not unreasonable to assume that
these materials can be used for at least four simulation
exercises Over the perliod of a year, or even more times,
before needing to be replaced. The manual and scripts,
if bound into booklet form, can be expected to last as
long as any other bound classroom materials.

Therefore, the writer suggests that the cost of
implementing a simulatlon exerclse in a methods course in

terms of equipment and materials is not prohlbitive,

Staffing ,
This simulatlon exerclse was deslgned to be an

integral component of the baslec performance-oriented
forelgn language methods course as it is currently con~

ducted at The Ohio State University. This assumes that



| 118

the instructor has a working knowledge of the operation
of both the VTR and the audlio tape xecorder.

A second, and more important characteristic of
the instructor 1s to be able to gulde prospective teachers
in problem~solving situatlions, using a discusslon approach.
At the same time, the methods instructor should be able to
proceed in a non-directive manner. |

The course lnstructor should also have some
knowledge of slmulation techniques as an instructlonal
approach. He need not be an expert in the development
and use of simulation materials, but he should have at
least a basic knowledge of the theoretical base for
slmulation procedures. As the course instructor becomes
more experienced ln the use of simulated materials, he
would likely begin to'develop materials of his own design
for his particular situation or teaching problems which
he considers of importance for his prospective teachers.

An lnereasing body of information is avalilable in
the literature on the théory and uses of simulation. and
on techniques for leading groups. Therefore, this writer
suggests that current staff members can prepare them-
gelves for guiding simulation activitlies without the
need of extensive specialized training, and that staffing

is not a pronibitive concern.
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" By summarizing statements‘on the three questions
éoncerning feaslbility, in terms of time, cost, and
staffing, the wrliter can state that simulation ls a
feaslble activity which can be included as an integral

part of a forelgn language methods course.

Summary
In this chapter were reported the results of the

‘study.

The gulding questions of the study were discussed
in thls chapter in terms of pretest-posttest results,
participant satisfactlon and increase in self-confldence,
and feaslbility was examined in terms of cost and minimunm
essential demands upon the lnstructor of a forelgn lan-

guage educatlion methods course.
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NOTES TO OHAPTER IV

1. Hancock, p. 104,
2. Crulckshank and Broadbent (1970), p. iv.



CHAPTER V

SUMMARY AND CONCLUSIONS

Summary of the Study

The purpose of the study was to investigate the
feasibility of using simulatlion techniques as an instruc-
tional device in a performance=oriented forelgn language
education methods course. The three phagses of the study
were: ‘

1. development of activity-specific simulated
materials,

2. implementation of the simulation exercise,

3. evaluation of the simulation exercise as an .
instructional medium in foreign language teacher

training.

The development of simulated materlals included
the complex problem of identifying those types of problems
whlch supervising teachers, student teachers, and college
supervisors report to ocecur most often for beginning
teachers., Thls was done by means of a problem question=-
maire.

A second lmportant stage in the development of

materials was determining which problems could be treated
121
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through the use of simulation. The materials were then
evaluated and modified. _

The lmplementation of the simulation exerclse
included the feaslbllity question, deallng with developing
procedures for using simulated materials for instructionsl
purposes. An additional aspeet which was included was the
pessibility of individualizing part of the simulation
exerclse in ofder to allow the particlpants to do the
individual tasks in a personal manner, self-paced, and
within a flexible time schedule. This segment was done in
this menner in order to allow the use of partial program=
ming techniques by.tﬁe students 1n the indlviduallzed
segment of the slimulatlion exerclse. .

The evaluation phase was an attempt to determine
whether there was an observable increase in skills in
ideﬁtifying speclflc types of teaching problens, whether
the participants felt that thelr abllity to deal with
those types of problems was enhanced by'the experlence
provided hy the simulatlion exercilses, whether simulation
can become an added tool for training foreilgn language
teachers by increasing practice in dealing with specific
teaching problem situations, and whether simulation can
be included in a forelgn language program in terms of time,
cost, and staffing. The purposes could be restated by

asking three questions:
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1. 1Is simulafion a useful technlque in foreign
language teacher training for dealing with

. actlvity-specific teaching problems?

2, Can the ability to ldentify and solve specific
types of teaching problems be increased through
the use of simulation? |

3. Is 1t feasible to include simulation as an
integral part of a forelgn language education

program in terms of time, cost, staffing?

Chapter II was devoted to a review of pertinent
literature. A study of various high school texts and
methods books indicated that specific activities in
foreign language learning and teaching are usually recom-
mended or suggested, and that there are suggested ap-~
proaches for teaching these activities.

A study of simulation literature reviewed the
varlous applications and types of simulations which are
used for cognitive and sklll development, and for dealing
with prohiems in the afféctiva area, A conclusion was
that the use of simulation in instructlion in skill-
speclfic activities in teacher tralning is as yet a new
application, and not well-defined n&r developed. However,
simulatlon does have very lmportant possibilities:' the

process appears t0 lncrease partlcipant involvement in
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problem-solving; and is cpnsidered an effectlive bridge
between theory and practice.

Simulated situation teaching problems were
developed by eliclting responses from supervising teachers,
student teachers and college supervisors of student
teachers to a 1list of pre-determined possible teaching
problems. A serles of eight simulated activity=-specifilc
teachlng problems were developed and presented to a group
of regularly enrolled students in Education 540B, the
basic Spanish methods course. The fifteen_students in the
course particlipated in the simulation exercise as a regular
part of the methods course actlvities. They practiced
ldentlfying problems related to specific activities and
teaching strategles. The problem areas included were
vocabulary, use of drills, teaching grammar concepts,
conversation, and evaluation of pupil performance.

The simulatlon exercise was designed to perform
two functions:

1. to ald the participants to increase their ability
to identify and solve speclfic teaching problems,

2. to increase the participants' self~confidence in
thelr ablility to deal with the types of teachlng

problems presented.

In behavioral terms, the participants were expected,

by the end of the simulation exercise, to:
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1. identify a specific teaching problem related to
teaching technlque or teachlng strategy,
2. indlcate probable causes for the specific problem,
3. Dpropose alternate immedlate solutions to the
speclfic problen,
4, develop a minl-lesson, complete with behavioral.
objedtives, and teachinglstrategies for teachlng
the problem activity.

-— . v

The wrlter feels that %&gsé objeectives are reallstlc in
texrms of dealing with cértain types of activity-speclfic
teaching problems which occur to many beginning teachers
and student teachers as observed by the writer and indi-

cated by teachers and supervisors.

In summary, the three phases of the lmplementatlion
- of the simulation exerclse included: orientation, instruce

tlon, and evaluation.

Conclusions

The concluslons whlch can be drawn from the
results of the study can be examined in the form of
responses to the fundamental gquestions which restate the

purpose of the study.

Is simulation a useful technique in
ToTeirn Ian%uage Teacner training for

ealing 2Ctivity=sSnecillc tleaching
pro ems?
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Simulation as an instructional device

in forelgn language teacher training

wasg reported to be a useful lnstruc-

tlonal technique.

The conclusion 1s supported by the results of the
pre- and post simulation test, as shown in Table 2. The
conclusion is also supported by the positlve responses of
forelgn language teacher tralnees as indicated in Tables 3
and 4, and by observations of methods course instructors
and the investigator during the simulatlon exerclise. The
data in Table 4 indicates that no item had a reported mean
lower than 3.0 (Rather Satisfactory). It also indicates
that the use of simulated sltuatlons was reported to be
useful in presenting practical (Item 2) and reallstic

(Item 12) teaching problem situations.

Can the ablllity to identify and solve

speclilic types of teaching vroblems be

Increased %Erougﬁ The use Of Simulatlon?
Simulation 1s a useful technlque for increasing
the ability to identify and solve teaching

problems, and for increasing participant self-
confldence also.

Simulated classroom sltuations were devisged for
teaching problem ldentification and solution.

The particlpants were encouraged to analyze eﬁoh
sltuation in terms of identifying a speciflc teaching prob-
lem, and to develop a teaching strategy which they con-
sidered to be an effectlve solution for the problem. No

limit was imposed as to the correctness of a teaching
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strategy, and each participant was encouraged to develop a
éolution with which he felt comfortable and confident., The
purposes of thls type of simulation exerclse are to increase:
1) the abllity to identify specific teaching problems, and
2) the ability to develop and examine the consequences of
partlcular teaching approaches. The second of these pure
poses 1s enhanced by the opportunity to share ideas and
mutually examlne suggested teaching approaches in the
group dlscussions. |

The writer assumed that concommitant with the
abllity to ldentlify and solve teachling problems is the
increased self=-confldence of the participant to deal with
teachlng problems. The'self-confidence report results
shown ln Tables 5 and 6 do support the hypothesis that
simulation increases self-confidence in dealing with
teaching problems, Simulatlion was reported by fourteen of
the partlelpants to be most valuable in self-confidence
increase in the anticipatlion and prevention of possible
problems. (Table 5)

Pretest and posttest results indicate that the
ability to identify and to develop acceptable solutlons
for specific types of teaching problems are lncreased after
partlcipation in the simulation exercise. Some external
factors may have existed which aided in the increased
abllity to deal with the problems presented. However,

since the pretest and the posttest were separated oanly by
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the simulation exerclse ltself, a reasonable conclusion
'ds that the simulation exercise had the most effect.

Table 2 presented the results of changes in participants'
approaches to identifylng and solving teaching problems.'
Problems were more often reported as puplil learning break-
down caused by teacher behavior. Immediate solutions
suggested increases in: 1) pupil activity, vwhich was
generally lndlcated by the particlpants as patterned exer-
cises. '

According fo the participants' responses, their
self-confldence dld increase. The quélity of the mini;
lessons were generally improved as-shown by the comparison
of the pfetest and posttest results.

The problems were reported unanimously as realls-
tiec. Thls concluslion indlcates that realistic teaching
problem situations can be presented by means of simulated

situation materials.

Is 1t feasible to include simulation as
an inuegral Part Of 4 TO0rCLEn language
educati0n DLOSTram LR Lerms Of Time, COSt,
ang staffing?

Time, cost and staffing were not found to
be major problems in the use of simulated
sltuation materials in a foreign language
education program. -

With materials available, additlional demands on
instructor time are relatively small. The most noticeable

time demands would be in selection and organization of
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simulation materlals, selection of appropriate readings,
and planning time for scheduling the simulation portlon
of the program. With the baslc assumption of the type of
exercise as proposed in thls study, student time 1ls altered
slightly, slnce the simulation is substituted for a compa=-
rable time block of dlrect experience. In additlon, with
the individuel simulation activities available in a labora=-
tory situation, there 1s a bullt-in flexibllity foxr the
-gtudent's use of time.

'Staffing is a minimal problem since fhe course
instructor can staff a simulation exercise adequately. His
speciflc quallfications should include a background in the
theory and development of simulation materials. This can
be obtained by readlng materlals on the subject in any '
number of Jjournals. In gulding group discussions, the
instructor need only remember to serve mostly as a resource
person and moderator-synthesiéer. For a simulation program
such as developed for the present study, the iﬁétructor
himself should be adequate staff.

Implications of the Study

The present study wlthin 1ts three main phases of
development of materials, implementation of simulated
materials, and evaluation of results ylelds a number of

areas which merlt further development.
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Materials |

There 1s definite need for development of materials
for activity-speciflc problems at the various levels of
language instruction ln elementary and secondary schools.
At every level of foreign language instruction there are
speclfic types of problems which plague the novice as well
as the more experlenced teacher. The materials for this
"study were limlted to those of first level language study
and the baslc methods course activities based upon the
known facts of the usual pattern for studenﬁ teacher place=
ments, and staffing patterns followed by many public school
systems in the placement of beginnling teachers. Most
gtudent teachers and beginning teachers are usually placed
in beginning level classes. However, llsts of common
rroblems faced by forelgn language teachers at every level
of forelgn language instruction should be compiled.

The wrlter suggests that self-lnstruction units of
simulatlon materials be developed, and that cost factors
of varlious self-ingtruction approaches be reported. Such
packets could enhance thé application of individuallzation
of instruction for teachers or teacher trainees.

Computerized feedback based on Teaching Research's
Low Cost Instructional Simulation Materials for Teacher
Education could be an additional element in self-instruc-

tional simulation materlals. The writer suggests that
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the feedback system should provide for open-ended problem

solution as well as prescribed model solutlons.

Implementation

8. Pre-service:-=The wrlter proposes that the

question of procedures be examined carefully. This study
reports results similar to Hanoock's! in the low satis-
faction reported by the participanfs in reference to
speciflc aspects of the simulation exerclse. Open-ended
simulations appear to be frustrating to the participants.,
The frustration may be due to the participants' difficulty
in accepting the fact that each person must develop his
own éolution to specific problems.

The writer suggests than an addlitional stage in
the simulation exerclise could help alleviate this fruatra-
tlon. A speclfied number of simulated problems similar to
the one presented as the orliginal problem could be worked
out as an addendum to each group dlscussion session. In
thls way, the total group would cooperate in solving a
common problem and each individual would benefit from the
nutual experience.

b, Student teacher supervision:--It ls well known
that each supervisor evaluates a student teacher on his
particular criteria, and oftentimes a student teacher finds
that he must satisfy more than one supervisor. Simulated

materials might be useful in developing a more uniform set-
of criteria for supervision.

-
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| 'By using simulated situatlions, it might be
possible to determine uniform prioritlies ln student teach=-
ing problems. From thls could be collected lnformation on
analysis of problems and solutions to problems as deter-
mined by the priorities established. (Cooperation between
the college supervisors and the supervisling teachers wlthe
in the college aréa could develop a closer working relation-
shlp between the schools and a better personal and profese-
sional relatlionship between the people thémselves.

¢. Inservice:--Inservice simulation experlences

are desirable for instructional purposes, and should prove
to be sa%isfying to the particlpants. The wrlter observed
that Inservice teachers evaluating the materials for the
Present study became highly involved as particlpants.

A major question on effectlveness of inservice
~simulation experiences is that of exerclse format and
placément. Summer workshops and on-going lnservice weekend
or workdey applicatlons are very different, and each might
prove to have speclal mer;ts in particular situations.
Thils writer feels that the total time necessary for each
approach suggested will be found to be different from the
others.

Insexrvice appllications requlire close observation
of staffing and logistic problems. Simulation directors
are usually universlty persons, and their availabllity is

dependent on time and dlstance of the schools from the
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university center. 0Qlose cooperation between the schools
and the universitles 1s an essentlal element for inservice
application. However, with a previously developed set of
materials such as those of the present study the writer
feels that school staff can be trained to be directors for
thelr own school needs.

The writer suggests that cost studles be conducted
in order ﬁo provide useful information in the area of lmple=-
mentation of simulation experiences for single school to
distrlct-wlde applications in inservice traihlng.

4 final question of importance in the area of imple=-
mentation is that of transfer of cooperation in dealing with
simulated situations to a real sharing of ideas, techaiques,
materials, and feelings in team planning, team teaching and
in generally improved cooperative efforts. The reactlons
of partlelpants in simulatlion exerclses reported in the
literature indlcate a high degree of involvement, and that
reactlon was also observed by the writer and other observers

in the group discussion sessions in the present study.

Recommendations for Staffing

What demends are made on the person who implements
a simulation exercise? There seem to be several Aimportant
duties which must be mentioned in this respect:

1. Total course planning
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2. Planning and use of simulation materials
a. rationale
b. instructional objectives
¢. 8chedule
d. implementation

e. evaluation

The course instructor should have a knowledge of
the theory of simulation. He should be able to examine
teaching problems and determine which ones can best be
dealt with by the use of slmulated situatlons. He should
have a wide range of teaching experlences himself in order
to serve.as a resource person for the participaﬁts. He
should be able to function as a facillltator.

In addition to the usual dutles of the methods
instructor, the writer suggests that the instructor wh&
elects to implement a simulatlon exercise should have the
following capabllitles and knowledge:

1. knowledge of simulation theory,

2. broad pedagogical background,

3. wlde range of teaching experienées,

4. knowledge of student teaching and beglnning teacher
teaching problems and placement patterns for student
teachlng and first regular teaching assignments,

5. abllity to determine which teaching problems can

‘be dealt with through simulation,
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6. locating resources for developing and implementing
 simulation situations, |
7. develop appropriate readlng lists for the.problems
selected,
8. develop schedules for implementing simulatlon
exercises,
9. lead non-directed group discussions,
10. serve as resource person,
11. evaluate effectiveness of simulation materisls
in terms of.partieipants' change in behavior,

12, modify the simulation materials.

Recommendations for Furfher Study

Replication
Wlth a larger sample, the present study could be

replicated to obtain more complete data. It would also be
possible with a large sample to conduct empirical studies
for determining the effectiveness of simulation as an

instruetional medium,

Deslgn
Kersh's research indicates that reality of slze

and motion are inversely related to effectiveness of the
simulations.2 However, wiih activity-specific problems
which are based on specific strategles and techniques, size

and motlion may be of primary importance for simulation
reality.
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" There 1s a need for further research in the

effectiveness of modes of presentation of simulated
maferial, especially for situations in which activity in
progress ls interrupted by a breakdown in communication
between teacher and puplls. There is as yet no fixm datae
as to the effectiveness of video vs. audlo tapes, or
elthexr of these vs. written scripts. Further investiga-
tion should reveal which types of incidents can.be best
presented by utilizing the various media. These studles
may also provide lnformation on additional types of prob=-
lems which can be presented through simulation.

Research may be able to give guldelines or theo-
retical base for activity-speclfic simulations. By working
in this aréa, research may be able to provide addltional
Iinformatlon on the development of theorstical bases for

simulations in general.

Implementation

Implementation of simulafion falls into three
general areas: 1) pre=service, 2) supervision, and 3)
inservice, although there should be no real separatioﬁ
between the three,

a, Pre=service:--In pre-service applications,

baslc questions arise ag to most effective placeﬁent of
simulation in teacher training. Research should be able

to provide information as to effectiveness of simulation
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as part.-of an on=-going methods program as a parallel

activity. That is, can simulation be used to follow each
methods course-learning activity rather than as a complete
separate activity at some predetermined polnt in the

course? Participants'in the present study indlcated that
sinulation problems related to a speciflec learning activity
might be placed within that same learning activity sequence.
In that case, a possible sequence would be: 1) methods
instructor presentation-demonstration, 2) student demon~-
stration, 3) simulated teaching problem situation.

Another important pre-servlce question is that of
placement of simulatlon in relation to specific direct
experlences. Should activlity-specific simulations be
placed before, during, or after a specific direct experi-~
ence for most effective results? Bogniard reported.that
her participants consldered simulation more desirable
before, rather than during, student teaehing.3 Can acti=-
vity-speclfic simulations effeéfively replace direct
experliences? Kersh reported that simulation azllowed
students who had had simulatlon experiences to assume
full responslibllity for classroom teachlng as much as
- three weeks earller than those who did not have simulation
experience.4 Cruickshank and Broadbent reported that simu=-
lation was as effective as an equal amount of student
teaching.? The question of the effectiveness of simulation

vs8. direct eiperience is an important one, especially since
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off-campus direct experiences are difficult to arrange
and schedule,

Vlicek repbrts that 1n some areas transfef is

6 Further studies of a follow=up nature would be

ninimal.
useful in 1ﬁdicating whether the effectiveness of simula-
tion in a forelgn language methods course application 1is
continued on into student teaching or even in later teach-
ing. PFollow-up studies on student teachers who have had
simulation expefience may gilve evidence of the transfer
of simulation practice. Additional follow-up studies on
beginning teachers who have had and who have not had simue
lation experlience can glve long range lnformation on
effects of sinulatlon training. |

Gaffga reported in his study that simulation was
ﬁseful in predieting teacher behavior based on observation-
of behavior in simulated situations.’ Therefore, thls
writer suggests that investlgation be conducted to deter=
mine the effectiveness of activity-specific simulation for
predicting teaching behavior in foreign language classes.

b, Supervision:~=Research could indicate whether

the same simulatlon materials uséd for inmstruction in
foreign language teacher educatlion could be effectively
used for training student teacher supervisors. Since the
usual pattern in supervision includes the student teacher,

the supervising teacher and the college supervisor, the
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use of similar materials for evaluating teachlng perfor-
mance should lmprove supervislon.

¢. Inservice:=--An important question is the use
0f preservice gimulation materials for inservice applica-
tions. Can the same materlials be used for experienced
teachers and for inexperlenced students? If it can be
determined that the same materials are effective with
both groups, greater economy of time and cost would be
possible in planning, developing, implementing, and
evaluating simulatibn materials.

The area of the use of medla in inservice appli—
catlions is an lmportant one to lnvestigate. Research
should be able %o ai@ in determlning the effectlveness of
such medla as closed=circuit television, educational tele~

vision networks, video tape recording, and films.

Time

The question of the total length of a simulation
exercise needs clarification. Twelker indicates that
there i1s no definlte information on the tlme question.
He states that the length of training may be more impor-
tant than realism in reallzlng transfer from simulation
practice.8 Informatlon from the various studles reported
in Chapter II indicates that there 1s a wide range of
total simulation exercise length reported in the studles.
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The writer suggests further study ln the area of slmulation
length.

Transfer

In many school situations, forelgn language
teachers teach more than one language and/or more than one
level of a langusge. If, as this writer suggests, forelgn
language teaching strategiea and speclfic teaching teche~
niques are appllcable in the teachlng of any foreign lan=-
guage, then research could be conducted to determine the
real generallizabllity and transfer of simulation experi-
ences 1n‘one language=speclfic situation to teaching'
sltuations in other languages.

Research would also be useful in determining the .
transfer of practlce 1in actlvity-speciflec situations to
others in the affective domain and in classroom management
in forelgn language classrooms. A final, and perhaps the
most important area for study is that of determining the
transfer effect of simulation practice with skill-specific
activities to improving interpersonal relations befween

teachers and learners.
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Deaxr colleagﬁa:

I would like to request your asslistance in
collecting data by asking you to complete the attached
questlionnaire. It is relatively short, and I hope that
it will not take much of your time to complete.

The purpose of the questionnaire 1s to attempt
to assess some of the specific teachling problems which
student teachers have been observed to have in the use
of techniques and procedures in teaching forelgn language
classes. The survey was not designed for obtaining data
on classroonm management or dlscipline, bput rathexr on
those problems speciflically related to methodology in
teaching.,

The questionnalre is belng sent to persons who
are now, or have recently been, student teachers, co-
operating teachers, and college supervisors of student
teachers 1ln forelgn languages.

The results will be used as a guide for developing
materlals and procedures for those areas which seem to be
the most problematlic. These will be used in courses for
the trainling of prospective student teachers in foreign
languages., '

The results of the survey will also be avallable
to you upon its completion. Any suggestions which you
may have will also be gratefully accepted. Thank you
for your time and cooperation. .

Sincerely,

Leo J. Maclas
( Teaching Assoclate)
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A Survey of fTeaching Problems Encountered

by Student Teachers in Porelgn Language Glasses

Please indicate whether you are reporting as:
/-7 student teacher
[/ Supervising teacher
/7 College supervisor
On the scele from Seldom to Persistent, please indicate
where along the contintium you perceive the situation as a

problem for studeant teachers.
Seldon Perslstent

I. Teachlng basic materials
(dialogs, basic sentences, ete,)

1. Teaching pronunciation

2. Teaching vocabulary

3. Sentence length

4. Teaching for memory

5. Teaching for comprehension v
(neaning)

6. Other

II. Teachling grammar

1. Teaching fom
(inflection, agreement, etec.)

2. Teaching meaning
3. Use of repetition drills

4. Use of simple substitution
drills

5. Use of moving slot drills
(multiple substitution)

6. Use of transformation drills




III.

Iv.

v.

Seldom

7. Teachlng contrasts within
the language. (two forms of
to be, to have, etc.)

145

Persistent

8. Teaching contrasts between
English and the forelgn

language.

9. Presenting generalizations

10. Other

Use of conversation stimull

1. Usling directed dialogs

2. Supplementing directed
dialog materlals

3., Using dialog adaptations

4, Supplementing dialog adapta=-
tion materials

5., Using personalized questions

6, Other

Evaluating student performance

1. Testing pronunclation

2. Testlng dialog mastery

3. Testing listening
comprehension

4. Testing correctness of
language usage

5. Testing reading comprehension

6. Testlng writing

7. Other

Teaching culture
1. Teaching songs, poetry, ete.
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Seldom Perslstent

2. Use of culturally authentiec
materials

5. Teachling dlfferences between
American and forelgn culture
patterns ‘

4, Other

Please indicate other problems in the use of teaching
techniques 1n forelgn language teaching, and please in-~
clude comments and suggestions for improving and clari=-
fying the questionnaire.
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Simulation Incldent V

Teacher: Now that we have had both the preterlite and the
imperfect, we will learn to use both forms in the
seme sentence. I will give you two sentences in
the present and you will combine them in the past
using cuando.
Yo digo: Juan estudla. Yo entro.
Ustedes dicen: Juan estudiaba cuando yo entré.
;Comprenden? '

Students: si.

Teacher: ;Llstos? Juan estudia. Yo entro.

Students: Juan estudiaba cuando yo entré,

Ts: Muy blen. Yo estudio. Juan entra.
Se: Yo estudiaba cuando Juan entré.
Tos No. Yo estudiaba cuando Juan entrd. Repitan._
Set Yo estudiaba cuando Juan entrd.
Te: Muy blen. Yo escribo una carta. Mis amigoa'
me llaman.
Set Yo escribia una carta cuando mis amigos me llamd.
Tes Llamé, no. Plural, clase. Mis amlgos... zqulén
sabe?

One student: llamaron.

Tot SI. Muy bilen. jComprenden? (Students nod
agreement.) Bueno, otra vez. Juan escribe.
Nosotros lo llamamos.

Set Juan eseribla cuando nosotros lo llamaron.
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Sinmulation Incldent VI.

Teacher begins by saying:

Escuchen y replitan:

Buenas tardes, dofia Mercedes. gEsté Jullo?

(pause)

sf, debe estar en la cocina 0 en el patlo.

(pause)

iJulio, aqul estd Pablo!

pause)

Entra, Pablo! Estoy aquf en mi cuarto.

pauss)

Con permiso, sefiora.

(pause)

Cémo no,
(pause)

Muy blen.

Escuchen:

Emplecen:

Ahora vemos & practicar mds,
Yo digo: » dile "Buenas tardes." a

dice "Buenas tardes, M

Yo digo: ,» pregintale & sl estd

dice ";Esté ?

dile "Buenas tardes." a o
tpauses

i , pregintale a sl estd .
(vau ses - -

(Student response: ;51 estd "

", Betd 2"  Repite.
(gause

Todos: " Estd ?" Repltan.
(pause) ¢
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, Dregintale a sl estd .
{pause)

(Studeﬁt response: ":S1 estd ?%)
No, escucha. " Esté_ 2" " Estd ")

Comprendes? Repite: " Estd ot
pause) —

Bueno. Ahora, s Pregintale a si
es .
{pause)

%ien. ; , Dregintale a si estd .
pause) ™ — —

, dile "Buenas tardes." a ¥
preguntale si estd .
(pause) R

s dlle que sf, que debe estar en su
cuarto. . '
{pause)

(Student response: "Que debe estar en su
) cuarto.")

No, no, '"Si, debe estar en su cuarte."
Repltan todos: "SI, debe estar en su cuarto.”

(Sstudent voice: Why do you use "si" some=-
times and not otheirs?) .

(Other volces: "Yes, how come?"
"I don't understand."
"Mis i1s too hard."
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SIMULATION FOR POREIGN LANGUAGE TEACHERS

Particlipant's Manual

Leo J. Macias
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"Simulation for Foreign Language Teachers

Simulation: What is 142

Simulation is g facsimlle of a real
sltuatlion, a controlled model of reallty.
Since the situation is controlled, 1% 1s not
an actual classroom event. It 1s one which
has been selected as representative, and then
rehearsed in ordexr to present a reallstic bhut
staged sltuation. Every simulated situation
represents a type of problem situation which
could ocecur in a classroom situation,

A problem sltuatlon 1ls one which causes
or allows pupll learning to stop, be made more
dlfficult, or confused, due to the teacher's
method, approach, or use of teaching matexrials.

Types of simulation presentations

Simulated classroom incldents or eplaodes
can be presented in various ways. The most
common are: fllm, video=tape, audio-tape,
written description, dramatization,

Simulated problems can include those of
classroom control, teacher-pupll rapport,
teacher-pupll Iinteraction, and skill develop=-
ment and treining in teaching technlques.

Purpose of simulatlion

Simulated situations are designed to help
the teacher, or participant, to deal with
speclflic teaching problems. The situations
can be used for helping the teacher identify
the problems, ansalyze probable causes, and
develop teaching approaches for solving the
problems. Simulation i1s also useful in
helping the teacher develop the ablllity to
anticlpate and avold the cccurrence of certain
types of teaching problems.

Slmulstion is a process in which the
teacher 1s first an observer of a situation,
and then.a particlipant in attemptling to
solve a specific teaching problem. This
process allows the individual to develop
skills in identifying and solving speciflc
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teachlng problems. This 1s done through
individual and group work and through
dliscussion. The dlscussions also provide
neans for sharing ldeas on identifylng
problems; and more important, sharing 1deas
on dlfferent ways of solving the problems.

By the processes mentioned, simulation
alds the individual in developing personal
approaches to identifying and solving
specific kinds of teaching problems.

Yalue of simulatlion

Simulation can help the teacher to develop
or lincrease:

2) the ability to identify and solve
teaching problems as they occur,

b) the abllity to anticlpate probable
. problems before they occur, and avold
them, .

¢) confidence in being able to deal with
unexpected teaching problems,

d) a personal teaching style by being
able to apply various teachlng tech=-
niques and approaches for more effec=-
tive teaching.

Application of simulation to forelgn language teaching:

Since 1t 1s impossible for a prospective
foreign language teacher to be exposed to all
the teaching problems which he might face in
the classroom, various means are used to help
prepare the teacher. These include methods
courses, micro-teaching, team teaching and
student teaching. However, none of them
can provide all the answers. Simulation is a
means for presenting representative types of
teaching problems in a limited, controlled
period of time,

The problem which will be dealt with in
this exercise concerns teachlng specifile
forelgn language activities. The simulation
will be used as a training and skill
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development process. Iach eplsode is staged;
however, the possibility of 1t occurring is
real. Each ls based on certaln types of
problems which seem to be common among
beglnning teachers.

General background information:
Situation

The setting for this slmulated classroom
is a suburban school with a school population
of some 900 pupils. The student body includes
most racial, ethnic, and economic groups.

The school can be considered an "average"
secondary school 'in a large midwestern clty.

The class-is & first year Spanish class,
The puplls are eighth and ninth graders. It
is a heterogeneous group wlth no severe disci-
pline or learning problens.

The teaching situations which you will
encounter are spread throughout the entlre
year. Therefore, read the background data
for each situation carefully in ordexr to
understand it better. Each teachlng sltua-
tion represents a type of classroom activity.

The teacher's approach or use of techniques
may or mey not be the most appropriate for
each situatlon. 7You must declde whether the
problem occurred duée to teacher technigue, or
to other causes. If the problem 1s a tech=-
nique problem, you must assume the role of
the teacher, and attempt to ldentify and
solve the problem utillizing the Incldent
Report form and format.

You will be expected to develop what you
conslder to be effective teaching strategles,
based on suggested readings and your previous
experience. Each teaching activity wlth
which you will work has been staged and con=
trolled so that you need only conslder each
situation for a teacher~related problem. Do
not concern yourself wlth personality, dlsci-
pline, or other non-teaching factors,
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Keep in mind the important outcome of
this simulation exerclse 1s to permlit you to
seek out alternative procedures for teaching
certain activities. It should help you be=-
come more aware of developlngz problems, and
increase confidence in ability to react to
teaching problems which you might encounter.

You wlll also examine the simulation
exerclse in terms of whether you consider it
an effective and satisfying approach to
working with certaln types of expected teach=
ing problems. Some of the questlions you
will be expected to ask yourself are:

a) Do I feel that I can deal better with
this type of prohlem after the simula-
-‘tlon exerclse or not?

b) Is the simulated problem atypical or
- unrealistic?

¢) Does thlis type of simulation exerclse
fit in the framework of the rest of
the methods course activitles?

d) Did the simulation exercise take any
more, or less, total time than the
other course activitles?

e) Was the simulation exercise pequnally,
and professionally, satisfying and
earlching? =

Simulation activities

1. There will be a serlies of eight simulated
classroon problems or activities. For each
one you will view, listen to0, or read the
appropriate materials. You may go over the
materials as many times as you need in
order to understand the situation, ldentify
the problem, and develop your own approach
t0 teaching the activity.

2. You will complete the Simulation Incident
Report Form for each incident, .

5. You will read the suggested materials in
order to deal more effectively with each
problem.
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You will prepare a mini-lesson of less
than three minutes duration for teaching
the simulated activity in what you con-
slder to be a more effectlve manner.

You wlll participate in group discussion
on each of the problems.

You should also keep in mind the following

statements.

a) I should be able to assess a problem,
:nd to provide a solution acceptable
o me,

b) I must be able to continue the day's
. lesson without a total loss on any.

planned activity due to some unfore=

seen problem., '

¢) I cannot anticipate all problems, but
I can anticlpate certaln types of
pProblems.

d) I may not be able to solve the problenm.
immediately, but I should be able to
solve it.

Format for completing the simulation exercise:

1.

2.

3.

4,

5

Read the background data for each simulation
eplsode before doing other activities.

View, listen to, or read the simulated
materlals as indicated on the simulation
incident information sheet.

Read materials suggested as readings. You
should read more extensively if you find
that you need more information.

Complete the lnecident report form. A
very important part of this step 1s the
minl-lesson,

Particlpate in small and large group
discussion of each problem situation.
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6. Complete a second incident report form.
This form should reflect your point of
view after the simulation exercise. It
need not be the same point of view as.
before the exercise. (lass tire will be
used only for step 5.
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Simulation Schedule

Pre-simulation assignment:

Introduction and orientation.

Read Participant's Manual background information.

Read Simulation Inclident information for
Incidents I and II.

Day t: General questions and discussion of simulation.
Group discussions on Incidents I, IX.

Day 2: Group discussion of Iﬁcidents III,‘IV. Vv, and VI.

Day 3: Group discussion of Incldents VII and VIII.

Post-simulation evaluation.
Post-simulation general discussion.
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Simulation Incldent I

Teachling vocabulary:

A. Background: The class is in the fifth or sixth
week of the first year. The form of
the vocabulary item is belng learned
in order to incorporate 1t into a
dlalog line for memory. The ltems
of food have already been learned.

B. Simulation: View video-tape clip I.
0. Readings: Rivers, Ch. 6, 2.
. : Grittner, pp. 160-73,
High school textbooks and teacher's
manuals.
D. Complete incldent report form.

E. Application: Develop a mini-lesson for teaching
the same activity.

F. Discusslion: Partlcipate in small and large group
discussion of the teaching problenm.

G. Evaluation: ZEvaluate the various proposed
approaches to ldentlfying and
solving the problen.

H. Complete the second incident report form.
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Simulation Incident IX

Teaching grammar:

A.

B.
C.

D.
E.
F.
G,
H.

Background:

Simulatlion:
Readings:

The class 18 in the early part of

the second semester. One form of the
grammar point has been learned as part
of a dialog line. The class is
learning other forms of the grammar
polnt.

Listen to audio-tape II.

Rivers, Ch. 4.
Po%i?zer and Staubach, Ch. IV: (4),
B).
Stockwell and Bowen, pp. 292=307.
High school texts and teacher's
manuals,

Complete lncldent report form.

Application: Develop a mini-lesson,

Discussion:

Evaluation:

Small and large group discussion.

Evaluate proposed approaches.

Complete second incldent report form.



162

Simulation Incident III

Teachling grammar:

A.

B.
C.

D.
E.
.
G.
H.

Background:

Simulation:
Readings:

The olass is in the latter part of
the second semester. The class has
learned the forms of the grammar
structure through dialog and pattern
drill. It is now learning some of
the uses of the structure.

View video-tape clip III.
Rivers, Ch. 6. o

Pollitzer and Staubach
Che 4 A)’ (B)
Ch. 8: D) ..

High school textbooks and teachexr's
manuals.

Complete incident report form.

Application: Mini-lésson.

Discussion

Evaluation

Complete second incident report form.
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Simulation Incident IV

Teaching grammar:

A.

B.
C.

D.
E.
.
Ge
H.

Background:

Simulation:
Readings:

The class is 1n the early part of the
second semester. The grammar polnt
has been learned in a dialog, and
has been practiced in drills.

Read written simulation material IV.

Rivers, Ch. 4,

Readings for Incldents III, 1IV.

High school textbooks and teacher's
manuals.

Complete filrst lncident report form.

Applicatlion

Discussion

Evaluation

Oomplete second incident report form.
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Sinmulation Incident V

Teaching grammar: -

A.

B.
cC.

D.
E.
Fe
Ge
H.

Background:

Simulation:
Readlngs:

The class 1s in the middle to latter
part of the second semester. The
class has studied two grammar forms
and usages separately, and now 1l1ls
using the two in contrast wlthin a
single utterance.

Read written simulation material Y.

Polltzer and Staubach
Ch., 8: (D) 2.A., 3-Ho
Readlngs for Incidents III, IV, V.
High school texthooks and teacher's
manuals.

Complete first incldent report form.

Application

Discussion

Evaluation

Complete second incldent report form.
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Simulation Ineident VI

Conversation and dialogs:

A. Background: The class is in the early part of the
first year. It has been working with
a dialog, and 1s now working with
girsonal application of some of the
nes.

B. Simulation: Listen to audlo-tape VI.
C. Readings: Rivers, pp. 167=74, 195=201,
High school textbooks and teacher's
manuals.
D. Complete first incldent report form.
E. Application
F. Discussion
G. Evaluation

H. Complete second incldent report form.



Sgeaking
A. Background:
B. Simulation:
C. Readings:
D.
E. Application
F. Discussion
G. Evaluation

H.

166

Simulation Incident VII

The class is in late first year.

The class has regularly been evaluated
on dialog recltation, and short narra-
tlves and poetry. This situation is
not atyplcal. The pupil being evalu=
ated is an average pupil, and has
volunteered to recite.

Listen to audio-tape VII.

Rivers, pp. 296-97.

Grittner, PP. 354"590

Valette, pp. 79=-10T7.

High school textbooks and teacher's
manuals. ’

Complete first incldent report form.

Complete second incident report form.
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Sinmulation Incldent VIII

Listening comprehension:

A. Background: The class 1s in the early part of the
first year, about flfth or sixth week.
The pupils are taking a tape=recorded
listening comprehension test. The
teacher has done simllar testing in
class, but thls 1ls the first tape=
recorded test.

B, Slmulation: IListen to audio-tape VIII and read
written slmulation materials VIII.

C. Readings: Rivers, pp. 295=96.
Grittner, pp. 343=-46,
Valette, pp. 48=51; 67-68.
High school textbooks and teacher's
manuals.
D. Complete first incldent report form.
E. Application
F. Discussion
G. Evaluatlion

H. Complete second incident report form.
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2.

3.

4.

5.

6.

Name

Date

169
Simulation Incldent Report Form

Problem number -

What is the teaching problem?

What do you think caused the sltuatlon to become a
teaching problem?

As the teacher, what will you do as an immedlate
solutlon to the problem? (What is your first reaction?)

If the problem had really happened to you, could you
have dealt with it effectively at the moment?

(No /7 Not likely [/ Most likely /7 Yes [ )

Anticipating a teaching problem llke the one presented,
develop a mini-lesson for teaching the activity. (Not
to exceed three minutes of classroom time.) '

Did the incldent seem reallstic to you?
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Simuletion for Foreign Language Teachers

Pretegt-~-Posttest Problem I

Use of Vocabulary:

Background:

Script:

The class 1s in the latter part of the first
semester. New vocabulary has been taught prior
t0 working with the dilalog lines. At this
point the class is learning the dlalog lines
for memory.

Teacher beglns by saying:

Students:
Tat

S8e:3

T.:

Sg,.:

Tes

S8.:

S8.¢

Escuchen y repitan: Paco pregunta, ";Tienes
mucho trabajo hoy?" Juan contesta, "No mucho.
Estoy libre por la tarde."

Escuchen y repitan por favor:
¢Tienes mucho trabajo hoy?

hoy

hoy

trabajo hoy

trabajo hoy

mucho trabajo hoy

mucho trabajo hoy

¢(Tienes mucho trabajo hoy?
5iienes mucho trabajo hoy?

Mﬁy bien. Escuchen y repitan for favor:
No mucho. Estoy libre por la tarde.

por la tarde

por la tarde



Tes
SS8.:
Te:
S.:

Ss.:

172
Estoy 1ibre por la tarde.
Estoy libre por la tarde.
{Muy bien!
How can ybu be a book in the afternoon?

(General confusion and comments.)
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Simulation for Forelgn Language Teachers
Pretest--Posttest Problem II

Conversation and dlalogs

Background:; The class is in the early part of the first
year. It is working with a dlalog, practieing
the lines for memory.

Seript:
Teacher begins by saylng:

Escuchen y repitan: Buenas tardes, dofia
Mercedes. jEstd Jullo?

Students: Buenas tardes, dofia Mercedes. ;Estd Julio?
Te: s, debe esiar en la cocina o en el patio,
S8.: Sf, debe estar en la cocina o en el patlo.
Tot Julio, aquf estd Pablo,

SSat Julio, aqui estd Pablo.

Te: Entra, Pablo. Estoy aquf en ml cuarto.
S8.: Entra, Pablo. Estoy aqui en mi cuarto.
Tot Con permlso, sefiora.

Sa.: con permiso,.seﬁora.

Tos ¢émo no.

Ss.: ¢émo no.

Tet Muy blen. Ahora vamos a practicar més,

Escuchen: Yo digo, "“Paula, dile a Mario
"Buenas tardes, dofia Mercedes." Paula dice
"Buenas tardes, dofia Mercedes,"

Emplecen: Paula, dile 8 Mario, "Buenas
tardes, dofia Mercedes," ..



Paula:
Tes
Carlota:
Des .
Dlana:

T-:

Ana:

Tes
Patriclo:
Te:

Maria:
Te:
Carlos:
- Tes .
Diana:

Ts:

174
Buenas tardes, dofia Me rcedes.
Carlota, dile & Diana "Buenas tardes, Pablo."
Buenas tardes, Pablo.
Dlana, pregintale a Ana "Estd Julio?"
1Estd Julio? ' ‘ '

Ana, contesta a Patricio, "Sf, debe estar en
la cocina o en el patio."

Sf, debe estar en la cocina o en el patio.
Patriclo, dile a Maria "Julio, aquf estd Pablo."
Julib,‘équi esti Pablo.

Marfa, dile a Paula "Entra, Pablo. Estoy
aqui en mi cuarto."

Entra, Pablo. Estoy aqul en mi cuarto,
Oarlos, dile a Carlota "Con permiso, sefiora."
Con permiso, seflora.

Diana, dile a Ana "06mo no."

Cémo no.

{Muy bienl
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Simulatlion for Forelen Language Teachers

Satisfaction Report

The purpose of this réport i1s to obtaln information on
whether you feel that the Simulatlion Exerclse was a satis-
factory learning experlience or not.

Please lndicate your reaction by marking the appropriate
square for each itenm.

Not Not Very Rather  Very
Satis- Satls- Satis~  Satlis-
factory factory factory factory

1. Total time involved
in the simulation
exerclise.

2. Practlcality of simu-
lated eplsodes. '

+ 3¢ Applicability of
gimulation in
teacher training
courses.

4, Individusl activi-
tles.

5. Group discussions.

Q00 QQ
Q00 Q0
Q00 Q0
e Q00

6. Comparison of simu=-
lztion with micro-
teachling, team=-
teaching, or student

teaching. L7 [T [T [T
T. Practicallty of

readings. L7 [T [T [T
8. Applicability of )

readings. 7 [T [T [T
9. Teaching problems. [~/ [~ 7 [~ 7 /7



10.
11.
12.

13.
14,

15.

suggestions and evalua

Simulated Exercise
materials.

Participant!s Manual

Reality of simulatl
situations. l

Procedures involve
in the Simulation
Exerclse.

Increase in abillity
to deal with teachi
problems.

Over~-all experience

Please glve your r

177

Not Not Very Rather Very
Satls= Satis- Satls=- Satig=-
factory <factory <factory factory

d

ng

DD 0 0 Q0
Q0 Q@ O Q17
Q0 Q@ 0 QQ

Q0 0 Q QQ

eactions to the report and your
tlon of the Simulatlon Exerclse.
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Simulation for Forelgn Language Teachers

Self~-Confldence Report

The purpose of thls report is to obtailn information on
whether you feel that the Simulation Exerclse has had an
effect on your self-confidence for dealing with teaching
situations.

Please lndicate your reactlon by marking the appropriate
square for each item.

Not Not Very Rather Very
Helpful Helpful Helpful Helpful

1. Dealing with
teaching problems of
the types presented
in the simulation
exerclse.

2. Identifying speclflc
teaching problens.

3. Providing immediate
solutions to specific
teachling problems,

4, Avareness of emerging
teaching problems.

5. Anticipating and pre~
venting possible
teaching problems. 7

6. Applying specific
teaching techniques
in developing certain
teachlng strategles.

T. Developing varied
approaches for solving
certaln types of
teaching probvlems. /7

T 0 Q00 QQ
1 0 0 0Q QQ
1 0 QU QQ QN
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Not Not Very Rather Very
Helpful Helpful Helpful Helpful

8. The ability to fore-
see possible conse-
quences of speclflec

teaching strategles. /7 7 | 7

9. Developlng your
personal teaching

LT
style. L7 L7 LT T
10, Teaching ability in |

LT LT

general. 7 7

Please glve your own reactlons and comments to this
report and your suggestions and evaluation of the Simulation

Exerclse.
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