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ABSTRACT

8
\ This stud{ was desianed to detemine whether a proqgram of

Guided Scelf-Analysis (GSA) would effect siqnificant chanaes in the
verbal behaviors of student teachers. Secqndly, it examined the ex- 4
tent of attitude chanqe in student teachers over the treatment pbriod,
as measured by the Minnesota Teacﬁer Attitude Inventory (MIAL)S
Finally, the s tudy attempted to examine the relationships between
initial scores on thd MTKTA total of-Aimensional. and the amount of
change in verbal behavior after the GSA proqram, 1n order to determine,
1f possible, the pred1ct1ve validity of ‘the M1nnesota Teacher Attitude
Inventory (MTAI). o N |
| The research was conddcfed du%iﬁq a three-month’ student teaéhihq
- practicum during Janu?ry.,february ahd:MarCh;,]9?]. Twenty stuﬁent
teacaers. reqisteﬁgd jn the Profess1onéT’Dip1oma, After Deqree program
1A Elementary Edbcat16n at the University of Alberta . were involved in
the study: They were random]y assiqned to an exper1menta] s¢hool (12
students) and to a control schoo] (8 students) for ‘the duration of the
project, The samp?e was drawn from 36 volunteqrs out ‘of a tOtal ofu8
students negistered ‘In the PD/AD ﬁrogram. ‘* . ',‘
, | Each subjact completed the Minnesofh Teacher Att1tu¢e Inventony
_(MTAT) aad was videotaped at the beqdnniﬂq and.at t ‘and ?f the threes - "~'?

[

month P"OJGGt - L '. .I’?-"‘Vf“’ o ‘-"-‘ S 'v’.. ‘/
A number of other means was ewp10yed to oath&r additlpﬂgl‘fgﬁ : |
ﬁ&ionnetiéﬁion the two groups of student tnacﬂprs. Bpgh aroups’ 6§da1nted g
the Persenﬂ Ogtt ammmmm (,Q) at{ m%t;at - an 1nstrmn\‘ |

* v 0 e e
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designed to obtain information on the individual characteristics of &he

subjects. At the conclusion of the praject, each subject turned in a

Log Baok in which personal reactions to the project had been recorded.
Each subject also completed a ﬁa1f~hour taped interview»concerninq his
todyy involvement in the project. Both groups completed the Genoral

Questionnaire, designed to solicit their opinions on a variety of.

e e i e

topics, such as, student teachina, cooperating teachers and schools,

LY

faculty conéu]tants,.and the PD/AD program. The experimental sub1ectQ~
completed th€“§§&4!; tionnaire, developed to collect information on
their reactions to thev§§ﬁ_proqram in particular. The §§§~work-sheets
ysed by these individuals were also co11ected

The study revealed that experimental subject:.tra1nod in GSA
modi fied certain verbal behaviors sianificantly. They decreased thefr

"

use of Information Questions and increased their use of Leading and

. Prabing Questions to a's1qn1f1cant degree. They decreased their use

of C!osure Responses s1gn1f1cantly A s1gn1f1cant difference between

the two groups was revealed on the three indices used in the program -

”Question Index, Response Index, end General Index of Interactfon,

Signifibant»differehces between the two ghoups were reveated

~for one of the four attitude variables used in‘the study. Sign1f1cance
'”leveﬁs were not attained for the major attitude variabls - total score .

~ on.the MTAL -

»

* No significant re1at1onsh1ps were reported between 1ﬂ1t1al at-
t1tyde scores on- the MTAI and verbal behavfor chaﬂgg‘scores specified
4 fnschedules A and B : L Uy

N°

;."

,’w
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P In yeneral, 1t(cou1d be coﬁc]uded that training in RSA wag
effective in helping student tcachers to modify'their verbal behavior .
.1‘; in specified ways. Such programs do not appear to hayg too much af-
i : fect on the attitudes of those using them when the MTEI is the cri-
. teriqh measure. . Fu;thermore, the MTAI did not appear ‘to be a worth-

while predictor of later success in using GSA schedules.
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CHAPTER I

A Y

* INTRODUCT I'ON

The major 90;? of any teacher education program is to pro-
vide the schools with an adequate ‘supply of individuals trained to
carry out the tasks ?f education effectively. Unfortunately, until
the -last>ten or fifteen years, little emphasis has been placed upon
the basic component of the educat1ve Process - teather—pupi] inter-
action. Teacher effectiveness studies have been generally concerned,
at one time or another, with prediction and product considerations.
They have seldom focussed on.th0§é.ﬁfoéess skills related to verbal

[ ]
interaction between the teacher and the learner.

' Teacher education programé have prepéred.teachers for that
vita{'confrontation of minds largely by structuring a variety of

. in~school e;;eriences, var1ous]y called ‘practice teaching . ;tudent
’\each1ng , Oor '1nternship Cons1derable controversy has sur-~
rounded the proportion of the student teacher's time that should be

devoted to clinical experiences within the schools. Internship pro-

*

grams, for example, in some universities may recommend that students
.ébend more time 1n‘the-sc50015 than on campus. “As early as 1909,
Srowanniversfty had 1n1t1ated an 1nternsh1p program Gardner (1969)

, reported that 1nternsh1p programy became quita popular during the Da«»
pmssion ‘when school tmsteo‘ and other. govammnt officials saw .
1nterns us sources of cheap labor. Too often, internship programs
became merely devices to shorten teacher training programs with 11ttle ’

' : | \L&

b



preparation for the interns, followed by virtually no contact between
the university and the students in the field.
In recent years, renewed interest in the concept of training

by internship has been characteriqfd by careful p]annind and implemen~

tation.. Tha internship component'forms 4n integral part of the

B P

overall program (Corman. 19645 Allen, 1966; Horowitz, 1967).

However carefully these 'student teaching' experiences have
been organized, little emphasié has been placed upon the 'content’
of such experiences. Students are admonished to ' get out there and
teach". Considerable information is provided to them in the fonn of
ngrmative mqgels of behavior and prototypes of the‘ideal teacher,
but virtually none of their trafning fecuses on the ﬁé$1c unit of
communication between teacher and pupil; That very verbal exchange
between two people, so exemplified in the Dialogues of Plato, is
virtually ignored in most tegcheb training programs.

Flanders, Bellack, and Taba have all underlined the‘ihportance
-of research in the area of teacher-pupi] 1nteract1on so that new modes
and strategies for classifying, measuring and ult‘ma;p1y. changing '
Spec1f1c verbal behaviors of fndividuals are possible (Amidon and
snnon, 1968). I | :

An 1nd1w1dua1 provided with\a technique for coding his own o
behavior. has a se’lf»analysis str\tegy which would permit .him to
mllect and analyze and then wnmze feedback 1nformation, He e
,.4 could then formulate and initiate more approprfata sets of verbal
bahanrs. | ’ | |

, . M . :
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Amidon and Simon (1965), in a review of the research in the
fleld of interaction ana]ysis; provide evidence that a teacher can
.modify his verbal behaviors to some extent if he is provided with a
aeans of objectively monitoring them and if he is given some norma-
ﬁtive framework against which these behaviors cap be examined. Research
has shown that these behavior changes can be’;0 stryctured as to en-
hance pupil Yearning (Taba, 1964; Furst, 1967). Wilk and Edson (1963)
eﬁtéb]ished tenuous links between interaction analysis training
procedures and certain\personaTity variables, Thus;lit‘maj bé
important to investigate this rélationéhip further wiﬁh a view to
determining which kinds of individuals benefit most from specific\‘
training in strategies designed to promote changes in an individual's

y
system of expressive behavior.

Guided Self- Anal,ysis'

4

Oh yad $ ome- power the giftie gte us

To see purselves as ithers see us' )
It wad frae mony a blunder free us
And foolish nog{on.

-
+

Robert’ Burns y

A technique recently developed (Parsons and Sm1tH: 1968)
provides the teacher with "a means of extending Eeﬁp the coqn1t1ve
structure of the teaching/1earn1ng process and the reperto1r& of
teacMng bé’nviors (B1rch }969 p. 2)," The techn1que labelled
Guided Self-Analysis ( GSA), provides a framework in which self~analys1§
-of verbal behaviors ns recorded on -videotape can be effected by 8,

' teachcmpamcipant T’W ana‘lysis seneraes feedback 1nfonnat1on "‘4

*&

N
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. related to the teacher's verbal behavior and its ef gct‘on the
Y \» ’

pupils.

\

A series of four schedules, each focussing on,a di frefent

set of behaviors, can be used to quide the Equher's 1e1f~ana]ysis
experience. ‘Thé proqraﬁ is presently being extended by the authors.
Each schedule highlights a manageable number of verbal behaviors,

never more than five, so that the teacher can mﬁre easily code and
guﬁtéquent]y modify each behavior at the apbrnpriate time. The
“schedules are designed'{o assist the teacher in developing a cumulative
profile of his verbal behavior. Self~confr6ntat1oﬁ via v?&eotape can

-

be rather easily accomp]ished 1n the privacy of the’ part1t4pant s

‘,

own classroonm, thereby remov1n9 the anxiety provoking threat of third‘
party e:légatjon. ‘)\f :
Each schédule provides considerable 1nterpret1ve4n3ter1a1
which includes a variety of verbal behavior patternsvbased upon the -
parficu]ar‘d&haviors presented in that schedulé. After coding his
own behavior, the teacher is directed to exam1ne theswgtyp1ca1 con-
f1gura¢10ns.v He then 1s expacted to assess his own behaviprs in
__15139_and to provide some concrete examp]es of how he 1ntdhds to
: modify these behaviors which he Nis perceived as 1nappropr1ate.' Further
J%deotap1ngs enable him to re-code his performancq 50 that he can |
| measura the extent and diractmn of" changes 1n his behnvior. '_
' PO ‘ . o R . u
p vyose‘of the Study ' © ‘
- This' study had thme major pnrpoges, Fi rst, 1t pttempted te

detamine ubather tha M M:MQ%"" "‘1

Tt e

m;:; aigniﬁcam; x:hangesy o
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econdly, the study

in the verbal behaviors of student teachers.
examined the extent of change in the attitudes, measured by the

. ’
Minnésota Teacher Attitude Inventory (MTAI), of thode student teachers N

- participating in the project. Thirdly, the relations ip between

certain attitudinal patterns of subjects and their y
changes was examined with a view to the. utilizatfon of all or.part of
the MTAL ﬁp predict which individuals would tend to benefit from a

GSA training program to the greatest extent. _ 4 .

Need for the Study

‘ determine for whom H: {s most efficient. We shou]d attempt to’

v g .
Teacher behavior 1s such an important factor in what pupils

learn that more and more emphas1s 1s being placed ypon classroom re-
search. The classroom has become the educational laboragory of

today (Medley and Mitzel, Tgf

1970), - } “ . S

63; Jackson, 1968; Adams and Biddlg,

Guided Self- Analysis s deve]oped by Parsons, is a strategy
des%ned for use by the teacher in the ¢lassroom, Mo)re research into
its ffect1veness as a means of modifying verbal behavior in order ‘.

to enhance - pupn learn1ng s essential, qthemgre it }# not \_/ !

suff,cient to determ1ne whether the technfque is" efficient, but to

Wentifx 1nd1v1duﬂs for whom GSA -1s not a worthwhﬂe strategy.

Smategies. such as GSA, 1nvo1ve cmsiderable ﬁnancicl p’utlays at '

the ougqt gnd therefore, gregt care should ‘ba taken to offer such - -

pmgrqm cqapomnts iny to thosé whe cnuld benefit from'them, - g
Tbe pnrpose of thistytqu, clready stated. is to determ1ne | | ;ﬂAl'Pg

. ¢ _v', - " ' . . B 1 . R "
T 4 “’ \'\“q' ) PR ' o vt . ' {‘ I r3 ‘ W
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ey
~ whether GSA is an effective stra%egy in behavior chdnge gnd also to

develop a predictor based upon attitude factors whffh could serve to
indicate those individuals who would benefit most from training

programs in §§ﬁ_tecﬁn1que§.

Limitavions
 The present study was'11m1ted to an investigation of verbal

behaviors and teacher attitudes of elementary student teachers regis-

tered in a-one-year program for degree holders at the University of

A(gerta ¢ . " -

Furthermore, the sample was restricted to those from the
”»

*program who ;olunteered.' Random assignment to experimental and
control groups then took place,

| The complexity of organization required for such a project
made it almost mandatory to lTimit.geverely the size of the‘samele.

The short period of school time a]]otﬁed {o the project -

about 25 teaching days ~ imposed further constraints on the full

implementation of the experimenta] traatmen: ' ‘\* 'i'
. Definitions | ,,
The following terms are used extensively throughout £his
dissertation and are defined as follows: :

1, Guided Self-Analysis (GSA) 1s a system, . devetoped by
Pargzns (1968), in nhich the teaeher 1s trained to code. £
e: analyzg, and modify qertain verbgi tgaching behavioﬂs. "

‘ A set of guides (Schedules) anahles the teacher to dq




o

of thedspecific”Qerb$1Abehavigrs included in each

-

his own enalysis and interpretation of a videotaped
sequence of teaching behaviors. |

The present study utilized the first two schedules

(A and B) from tth\eaching for Inquiry Program.
Schedule A is entit]ég.Qqestioning Strategies; Schedule

B is entitled Response Patterns. A detailed explanation

o

schedule is included in Appendix A. ~ o )

gggigg'is'the acfivity in which the teacher engages )

while viewing Q,Videotape of himself. He categ:§\2es

his own ta]kA;ccorqing to the ceiteria 1aid down in

each of the sqhedu1és:' ° ' .

Generaily, attftudés are defined as re]ati§e1y enduhdqgk'

organ1zat1dn§§ws beliefs around an object or situat ‘*o .
ol .

neSQtﬂ'TeaChe‘r‘ Attijtude Inventbr‘y (MTAI) are the majow‘ o

. .
e

focus of attention.

" .

Verbal_teaching behaviors refer to a number of dependent

o A NN gl
disposing "td respond in some preferential magger § ° °*
o e 10 vl gy
. eacm 1968, 4. 449). In the present study att1tﬁdg§ .‘ *

" towards children and teaching as measured by the Min- ‘* A

»

Q,

variables which are included fn the Guided Self-Analysis

 Schediiles A.and B, - Questions, for example, arg .

categorized as Rhetorical, Information, Leading; ?hd |

B A

o |

e .

- Probing in Schiedule A, Other 6SA variables are described
. o ‘/ . o HT'\ - E Ll"

v
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CHAPTER 11
BACKGROUND OF THE STUDY e
This chapter is congerned with a consideration of the fol-

lowing areas: (1) an examinatién of the principles upon which the

Guided Self-Analysis technique {is based; (2) a review of a number

of studies related to verbal behavior nhange with special emphasis~

on the Birch (1969) study; (3) a short nesume of the evolution of

the use of videotape as a feedback mechanism in é variety of fields;-

(4) .a review of the research in which the Miﬁnesota Teacher Atti- 55'

tude Inventory has been used to measure nttitude change in both .\ '

pre-service and in- service teachers exposed to var1oui treatment

prpgrams;'(s) an examination of cgrta1n selected studies in which

the MIﬂthas beén.used.as a predictive instrument. The rationale
- for the presenti,s}tudy is founded unon certdin t_heoretjca} principjes

and e_mpirica1 f‘indingsy"these five sources.’

. oo
' v 3 .
3 . . . ) oy !

Y, ,Cogn1tive Mgp_- L o

. Tolman (1948), a fie]d t.heomst, ufntended that human‘“i'earnmg :

was cqnsidergbly mnre than the strengthen ng or weaken1ng of R
: L ' R
o ‘sﬁimu]ﬂs-response connections. He he'ld that human ’learning could

. be 11kened to the establishment of cogn1t1ve maps 1n ;he brann. The

— ’»process begins vith: the mdwi dual be*ma bombarded vm:h stimuh‘

i ...the nervnum system respondins by fntaring ont certain stfmu]‘i nnd
R ’5accepi1n9 others.‘.Tbe 1ngomnn9 ﬁmpu1§%5 afe ;hen "°rked Qv“r d"

LT 'f;‘ R
e I Y : ;
: ) r ‘ RN
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a kind of 'cent L control room' and structured into a tentative,

./‘ ' .
cognitive map '/ the environment. Maps of this sort, then, are re-
sponsible for d termining‘and 1nitiat;hg human response. Hé.furthér ;
theorized that some maps were wider %nd more cdhprehehsive than .
others, and tﬁ%t the more comprehensiﬁ% the map, the more jt permits By

var1at1ons Wn response. |
. Thenstructure of these maps depends to a great extent on
both persoﬁa1 and environmental factors. Personal factors, or in-
-terna] stimuli, 1n1t1ate cognitive changes when there is a blockage
of want s%v&.mfactions Whethpr the resultant changes are adaptlve
9r not depﬁcds ubon the strength of the want and the accuracy with

wh1ch the | 1ockage to the goal is perceived. Information, or ex-

)

i ternal st1mdf§, is angxher major factor in 1n1t1at1ng cognitive
f chapge. - Howé\vgrﬂ s1nce the individual is selective in attending to

ﬁ new 1nformation,\mera eXposure to stimuli is not a guarantee of

[
.

‘\ cogmtive éhhng% The\ tndividual's feeHngs and emot1ons and atti-
”\
Q tudes may;Act to\ﬁrevent any substantial change. The degree and

b
‘ wb@nner of éhange}m the cognmve systexqs is also due to the
i ch&‘fcteristjcs of systems eready ex1st1ng in the m1nd. Broader

N .

or. mbre coﬂpl%\pre-exist1ng mapa are. far mere 1nmune to change e

| ythan narrow ar, ngplist1c systems..“ - ~~'%'i,.“i" ‘ f“‘k '. L };\ 

o ff_ f= GSA, gs q‘%bchnique aimed at effeeting changes 1n an 'Q "ipgll.
AN o > 1 A . .

o jindivﬁdua%*s x ;féuh.é behayior, fogusesﬁon prov}ding 1nformat1on
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béhaviors.

- Cognitive Dissonance

Regardless of the§Qegree or manner of cognitive change, the

" -
"

direction of change seems to be such as to approach a more con-

" \ ‘
sonant structure. Social psychologists (Newcomb,\ 959; Festinger,

\which have as their common

1957) have developed theoretical models

goal an explanation of the mind'g striving "for internal consistency
~ within the cognitive.map (Birch,v1969,'ﬁ. 24)." To introduce in-

formation (external stimu11) into the cogn1t1ve structure which is

dlscrepant w1th cognitions already 1ntegrated into the ex1st1ng map,

Itends to produce a state of d1sequ111br1um or dwssonance. fhe ' !

indi?idua] will initiate a series of at®® pts to removevdisgonance'

by somehow reconci]ing the new information to the existiné map.‘ These

attempts may, of course, resu]t in distortion of the new 1nfo atwon.

It cannot be assumed that 1nformat10n will u]timately changﬁ Eres»

sive behav1or. “In a study des1gned to examine the e fecté of’ N ¢
\'evaluat1ve feedback frqm pup11s +to thejr. teacher§. age (1963, pq 174)

“fpresented a seriés of eight a]ternative actions*Whichecould be

,j'l'taken by teachgrs in thel!ace of such feedbacks. *he aiternatives*

- . were taken from Newcnmb (1959) and‘adapted s \ vgws;;._.v'f ff_ ¥fj1ﬂ-j£;;ﬁ 

1 Influencing pdpils toward’




& "““ ﬂso thﬂ Loﬂtﬁxt{:ﬂ \whiﬁh the expeﬁem _Qccurs.-, In his.§tudyv

2.. Changing his own o}ientaéion towa d,the‘behaviors;.'
'gi:e., adopting the same attitude toward the‘benavior;
as‘he perceives the pupils to have; ‘
'3fi(bgn1t1ve1y disiorting the pupi]ki orientation; i.e.,
reinterpreting his pérception of his pupils' or1en£a~

tipn so that it beq&q;:more like his own; .

~!"A “4, Modifying his attracthon towards the pupils; i.e.,

" 1iking them less; :
-'5.. Modifying fris jddément of his‘an attractﬁvenessltOTthe
pupils; ie., feeling that tqe’bdpi]sy11kelhim“1ess;
6. Modifying his onn evaluatioh gf"himse]f; i.efa.likingv'” . "‘; y
‘ himself less; . = = B ) e 1?:* A;;'éf
7. Modifying his jydgment o%wthe pupi]f' eyg]ugtion of |
themsﬁlveé;-i.é,, perceiving the pupils to Tike them-
selves less; ;4 | é; \. . ' Jﬁ“ '
8 Tole ‘ting the assymetrx w1thout change. | |
A]ternat1 es (1) and (2) or spme combination of these two ' i -‘7
responsgs appear'to be most worthwhwle in terms of their positive . ﬂ?‘? »3‘
and des;rab]e att ibutes with rFferen£e to mod1f1cat1on of behavior;i'l | ':
+ That any of the other alternatwes cotﬂd b, nctivated (mder’lihgs ; : ,{‘; :
 the, extreme 1mpbrtance of. carefm 1,);, < ,trpmng the content of the j’ SR

mf,‘omation presented to: }he tegcher, 1\ts manner pf prgsentation ,

h




SRV

¢ L
®o be by thelr pupils. !
&i‘ The deqree of dissoﬁance created in a giyun situation is
bxhgtt]y related to the individual's pe:coptlon p(*the importapce
s ';‘ ;\

of the dissonant cognitions. Information. in the. form of feedback,
which indicates to a teacher that he is consisteq@1y performing in

ways destined to have detrimental effects on cﬂnfhren would credie
much more disequilibnium than o{her _More pertpheral h1ts of in-
formation, Furthermore if these?pe%c?piions c*ﬁe some doubt upon
the accqracy of that teacher's perceifhd sff}{wMaqa, extreme dis—
comfort can be created. It 1;-of paramount iMporgqnce that some ,
ppsitive intervenYion take place at that crucia} point or the
individual's behavfor may tend to deteriorate further. For example,
- one of Gag;'s alternatives described the teacher liking herself
less. [t becomes imperative, then, that any protedure wh1cq has as
1ts‘90al the creation of disequilibrium must include positive and
readily accessfble behaviors which the subject cd}zrt fo so that

equ111br1um s’ restored with as 1ittle delay as ppss1b1e

Self-Image and Identity Theory

é .
The congcept of cogn4t1ve chqnggayﬁ ely related to what
{ e
we have already referred to es the 1nd1v”‘i’dual s self-image. Wal-
lace (1967) postulated that ond's self-1maqe or 14en:¥y may be

AN

seen as g ggg , or fearad Real 1den;1q‘ B

uhich an tndhndual tru!y believes Mmsq :” "This 1is
wiatl an." Ydea) identity s the mst" mfe that the
P~ o
s . .o ‘ T o
f T ) . : | B ‘ ; ﬁ’#y
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individual can conceptualize, e¢.q., "This is what I'd like to be."
feared idontiiy is the least desirable state that the individual
can conceptualize, e.q., "This is what 1'd least like to be." Just
as an individual wiTl strive to attain a bé]anced state in.his cog-
nitive structures, he will also strive to narrow the gap betwéen
h;s real and fdeal identities and to widen the discrepancy between
his real and feared identity. His perceptual 'filter' or 'net'
wH‘I s.‘eek information ttvt'wil? be consistsrlt with this dual goai.
Any technique designed to change established behavior must be car-

ried out in a carefully structured and Supporfive environment to

avoid creating adverse discrepancies among identity aspects.

Guided Self-Analysis

Guided Self-Analysis has been described (Birch, 1969) as
an, intervention technique aimeJ.at effecting changes‘in‘a teacher's
cdgn1t1ve map as well as 1n-his system of expressixe behavior. By

' N
means of videotape, vivid and indisputable feegback 1ﬁS?rmat1on is

made available to the SubJeCt who 1s pb ded with t cessary
téchn1ques~to analyze, characterize andq$:{erprgthis own' verbal
behaviors, %slf~ana]js1s s carried out in.a clearly delineated
context 6%»the professional image. The subject observes dis-

orepancies between his actual behaviors and those characterized a$ .

"wideal”. Ideal behavior in the context of the Guided Self-Analysis

.. [ - : . + 1 “
program (Scpedules A and B) ts characterized by a move away from

question-response sequences described as jnformationnsceking and

.
I
LIS . . . g -
. .
]
' J
. 3
3



and extending respons».l As his awareness of these qaps is

hetghtened, dissonance is engendered both within his cognitive map

and his system ofaexpresghve behavior. Moreover, the disequilibrium
"

affects the balance between these two systems. The tension thus

N .
created leads the subject to carry out certain modifications in his

behavior that wil{ tend to narrow the gap between his observed behaviar

and what he has been trained to accept as ideal behavior.

Repeated ex;;osures to this t)};‘of structured self-
confrontation will, it {is hoped, reinforce the desired behaviors
and extiaéuish those that have been perceived as undesirable. Pro-
files of behavior ﬁtructured during the first self-analysis serve as
personalized reference poin{s against which subsequent behavioral

constellations can be compared and be observed as narrowing the

discrepancies btheen real and ideal behaviors. Thus, the cognitive

map undergoes a series qf reintegrations accompanied by a series of.

concomitant refinements in the system of expressive behaviors. The

entiré-process becomes self-reinforcing since each‘reintegratioh of

the,iogn1t1ve map produces a different perceptual set within‘the subject

w4 :

making him increasingly more sensitive in his verbal exchanges with

ﬁupils. The posit1§e reactions of pupils will reinforce the teacher's

nguiy acqlired behavior, tend to" enhance his perceptions and thus
lead to further modifications in the cdgnjtiva map.

L
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Attitudes and Verbal Behavior

GSA aims at creating dissonance in an individual's cognitive
map via self-confrontation and self-coding. Information is then pro-
vided which the individual can process in order to reintegrate his
cognit1¢é structures and, consequently, to modify certain express{ve
behavjzrs'1n specific directions.

Attitudes, according to Schroder, Driver and Steufert (1967),
are structural variables which influence the way in which ah in-
dividual combines both external and internal information in order to
effect adaptations in his overt behavior. Attitudes, then, act
somewhat iike filters. Some are integratively complex and permit the
integration of more complex information while others are described as
concretg;‘hased on a rather narrow range of information, and are more
stable,

Attitudes appear then to be related to an individyal's flexi-
bitity in reacting to d1ssonant,1nform€i1on provided by means of
Guided Self-Analysis. The purpose of administering an attitude in-
strument such as the MTAL as part of this study is to enable the

“investigator to explore whether relationships betkeen attitudes and
verbal behayiors exist. i ”

Considerable research in the area has-ﬁlready been done and
is referred to lpter.in this study. Spegia] reference 15 made to
the use of attjtud1na1 patterns as predictolpiofvcorrgsponding

behaViofal patterns.
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Theory of Toachinlﬁand Guided
Sel f-Analysis

GSA programs are based upon a thaory of teaching in which the

linguistic behavior of the teacher is an integral component. Clarke
(1969, p. 6) defined teaching as "activities which are designed and
performed to produce change in student behavior Such activities can
be diverse, e.g., 1ecture question-answer, d1scuss1on. discovery
) or enquiry, individual assignment." Furthermore, the ]1Tguist1c
behavior of the teacher is aimed at developing and raising the
quality of pupil thinking: A ;eacher, aware of, and in coﬁmand of,
the language he uses when interacting with pupils is exefcising a
teaching function of the h1gheét order. Gagne (1965, p. 28) stated
that ". . . properly led, such discussion not only stimulates the
production of new extensions of knowledge by students but also pro-
vides a convenient means of critical evaluation and discrimination
of these {deas." e

smith (1961) included the teacher's 1inguistic behavior
among the independent variables of his pedagogical madel. "The
1ndependent variables consist of linguistic, performative, and ex-
pressi behaviors. These'sﬂaav1ors are essential e]ements of the
concebt of teaching . - . (p. 94)."

~ Guided Self Analysis is a process framework' based upon a
congept of*beach1ng 1n which a teacher's verbal behavior plays a
“major role. The system pmwdes a method of collectmg. classifying,
and ana'lxzing spec’lfic verbal. behaviprs with a view to f.\mng '

]

N .
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modi fications that will raise the levels of thinking of the pupils

involved. It is, for example, Lypically noted that student teachgrs

tend to use a high prdpdrtion of Information Quéstions. The self-~
coding procedures built into the GSA program illustrate to the
student teacher graphically the extent to which his verbal behavior
may be inappropriate to the situation. Models of normative behavior
are suppiied in the schedules and these are used to form the basis
of a.re~eva]uat10n of past performance and to provide the framework
for planning a new lesson in which the objegtive related to raising
the levels of pupil thinking may be mors;ﬁégdily realized.

The schedules (A and B) ®sed in-the present study are priaA
marily concerned wifh question/response patterns used by teachers
within the context of "1nqu1ry O|iented“ lessons. Other schedutds

have been deve]oped for the purpose of categorizing and analyzing

other teacher and pupil I1tnguistic behaviors,

Interaction Analysis Traintng

0f ‘all the systems designed as research tools in categorizing
‘and classifying the vérbal 1ﬁferactions between teachers and pupils,
the system*developed by Flanders has been most widely used (Lohman, .
1966, p. 19). The F]anderﬁ' system has been used extensively with

both ‘in-service and pre—sérbice'taachers not dply as a res apgh tool

but as an 1ntervent10n des1gned to effjst changes in the ¥ §1‘0e- '

* o

haviors of certain tndividuals,
The Flandprs' system gf Intaract?en Analysis émploys ten

oo e : N . . ' 1)

- ‘ y
4 o , " v : ' Erx.s’ .
+ ‘ * . s

-
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categories for classifying the types of verbal interaction fhat
take place between teacher and students in the classroom. These
categories are divided into three broad areas -~ Teacher *\k Student
Talk, and Silence or Confusion,
A1l verbal interaction can be placed into one of the ten:
"Flanders' categories and the observer records the verbal behavior
once évéfy three seconds, or about twenty times per minute. A} the
end of a twenty minute period of observation the four hundred tallies
are summarized by entéring the éota]s in a ten-row by ten-row matrix.
The matrix serves as a picture of the pupil-teacher inter-
actions that have tqken place during the observation period. Many
complex interp;efations can be made with each matrix whibh can be
fed back to the teacher so that he, in turn, can then attempt to;?
modify his verbal behavior, thereby moving, for example, from a
direct style to a more indirect style. ‘
Guided Self-Analysis (Schedules A'and B) is concerned with
classifying the cogn1t1ve aspects of teacher-talk. F]anhers c]as-
sifies all questions by the teacher as 4's and all pupil responses A

as 8‘5, regardless of their cognit1ve content. GSA is concerned

with teacher questions and responses as tools designed to raise the .

N
.

level of pup11 thfnk1ng.
Questions are cat;gorizad as 'Inform&t1on‘ 'L.eading' and: | ;{’
'Probing , while teacher reSponses are described. as ’CIOSure .':" |

' 'Sustn1n1n9 and 'Extending’. A high proportion of tnformntion B
questionsﬂwould é;ntribute tewards characterizing a teacher as’ beinq
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‘ind1ﬁect' ;céording to Flanders, a generally desirable situation.
But thé same high proportion of information questions in a GSA
profile might be interpreted as the teacher's lack of ability to
move the pup11s to higher cognitive ]eve]s o% th1nk1ng

Guided Self- Ana]ysis was designed primarily as a thera-
peut]c tool rather thaglé research device. However, it is a tech-
nique which provides a structured method for classifying certain
verbal behaviors as is the Flanders' technique. A knowledge of
whether ngnders' intgfgcf%bn analysis can be successfully usei to
promote verbal behaviorlchénge would provide‘some basis, however
oblique, for testing the efficacy of GSA as a worthwhile technique
for. changing verhal vehavior. With this in mind, a series of se-
lected §fud1es inyolving interaction analysis (mainly F%anders‘) is
presented for conéideration. .

Kirk (1964) selected fifteen student teachers and trained

them in the use ofwfianders' interaction ana]ysié.. A contral group

received no such training. Each participant was observed for two

twenty-minute -periods hefore and after ‘a semester of student teaching.
Results 1nd1cated that students tra1néd in interaction analysis asked
more questions. gave fewer d1rections, and 9enera11y spoke less in
the,classrgom. Kirk further found 'that the pupils of trained' stu-

dent teQChefs tended to talk more often and more spontaneously. The

,tglk patterns: of puptls were, on the ayerfige, longsgr after eprSQne

b to subdects trained in 1htaractian analysis. - g

Hongh and Ober (1967) rundomly assigned student teachera to
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f1§e treatment groups. Each group of 84 students was exposed to
different training regians combriéing human relations training And
verbal behavior trainfng. Every subject taught a simulated 30 minute
lesson and his verbal behavior Qgs categorized using a thirteen
category revision of the Flanders' system. Findings'indicated that
both groups having received some direct, 1nteracfion analysis training
tended to be classified as.general1y more indirect, Students in the
other three treatment groups, on the other hand, tended to become

more direct in their{teaching behavior.

Lohman (1966) conducted a follow-up to the Hough and Ober
stu&y with sixty étudents drawn from the origina]’samp]e. Thirty
subjects belonged to the two groups that had received some training
in interaction analysis aﬁd the other thirty be]onéed to the three
groubs that had.not received such training. All sixty subjects were
observed once again using the same 13 category system. Their verbal
behaviors haa not changed substantially from the prevfous year -~
those trained in interaction analysis were classified as {1dd1rect‘
and thOSe not so trained as 'direct’. | | 7 |

Zahn (1965) examined the effects of 1nteract10n analysis ;/"\

. training on both the verbal behav1or and’ attitudes of a group of
-%tudent teachers. COoperating teachers were asked to rate the
 student teachers at the end:of the in-school experience. Students'
tra1ned in interaction, anaTysis were not rated as more profic1e4%
than those not so trqfhed. However, a,s1gn1f1cant positive change
Jh-a,‘ttitudgsw yas' rePo;ted for 19 éf the za.yih"thegroﬁ,ﬁs p@gg,iV;ihé

{_’ . . ‘ ) . > . . o
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interaction analysis training. O0f the remaining 69 students com-
prising the,other three treatment groups, none of which received any
interaction ana]ys1s training, only 36 became more positive in their
attitudes as measured by the Teaching Situation Reattion Test ‘§§BI).
Hough and Amidon (1967) conducted a study in which the ef-
fectlveness and attitudes of a group of student teachers receiving
1nteract1on analysis training were examined. The att1tudes of
trained student teachers, as measured by the TSRT, showed s1gn1f1cant

pre~ to post-test changes in a positivé direction. The most sig-

nificant attttude changes were reg1stered by students who belonged

to the lower 1/3 on the Dogmatism Scale, indicating an.open be]ief
system. Effectiveness ratings by faculty consultants showed no "
significant difference between students who had been trained in in-
teraction ana1ysis and those who had received no such training.

Furst (1967), working with 3 groups of 10 secondary student

teachers, measured the effects of interaction analysis'traininé‘on

-

the verbal behav1ors and attitudes of these, 1nd1v1dua] Two groups
received tra1n1ng either prior to or during student teaching and a

third group rece1yed no such training. " Teachers trained in inter-

. action ana]ysis were ‘found to differ s1gn1f1cant1y in the1r acceptance

of pupil ideas and “in their reduced reJectlon of student behavior,
Furst also found a significant posit1ve changealn att1tudes as
measured by the TSRT for: students tra1ned in 1nteraction analysis
but not for, those w1thout such training o S o
Rebstoc& (1967) conducted a study in which a number of

A i - ] A .
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student JC:chers were trained in the use of the Classroom Verbal
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Behavior Log (VRBL), another technique for categorizing teachers'
verbal behaVior developed by Mork at the UnTverSity of Minﬁesota.
He also examined attitude and personality thénge% as measured by the

Study of Values, the MTAI} and the Edwards Personal Preference Scale.

. \ , )
Of twenty~two null hypotheses based on various attitude and personality
dimensions, only one was rejected. The hypothesis related to politi~

cal values on the Allport-Vernon-Lindzey Study of Values indicated a

significant positive change in this category for the control group.
This was 1nterprétéd by the 1n9estigator as a tendené}}to be mtre in-
direct on the part of the experimental subjects. Of 36 null hypotheses
related to chtﬁ@es 1h_verba1 behavior as measured by the VRBL, sé&en-
teen were rejectéd.‘ Experimental subjects weregseen to pay greater
}attentton to h1gher cognitive Tevels of thought encouraged pupils to-
talk at these levels; and utilized verbal behav1ors related to
creat1v1ty, personal involvement and positive praise, |
The studies described.in this section were included hecause

they providé evidence to 1nd19ate that trainingyin a syétem designed
to categorize teaéhetapup11 interaction. does, in many 1n§tances,
effect sign1f1cant changes ‘ip the verba] behaviors of tHe tralnées.
Moreover, in some cases, attitudes of 1nd1v1dua15 trained in such a
system have shown s1gn1f1cant positive changes over the treatment »
: ?periode The present study has the fo]lowing as twq of 1ts major ,' tf

"goals~ toameasure the changes in verba] behavior effected by GSAa ‘

to measure changes in the attitudes of the pqrticipants.

! L .‘ .
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S those without such tra1n1ng Furthe

i :
Interaction Analysis, Feedback )

“‘flhndér§3:systgm.;'ﬂe;prbvidednreguﬂar”féedback“ﬁrgmﬂtnajpgqfog‘";

. .

. i . ) i

‘ | ~

[} . " )
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in this sectijon studies, in which iwteraction analysis training
wds.augnFnted'by re%ylar feedback to the,subjectlfrom trained ob- ‘ )
servers are included.’ o
Wright (]9683, in a study sonducted at Temple University, ' .
examined the effectsiof both interaction analysis training and feed-
back on the yerbal behaviors and attitudes of in- ~service teachers.,

Ty

Twenty-eight subjects were ass1gned\to four treatments: (1) tra1n1ng

“ig Flanders' system along with regular féedback froh a trained Flan-

ders' observer; (2) training in Flanders' system along with regular
feedback by means of self-analysis of aud1o tapes ‘of selected lessons;
(3) din-service instruction in art and science along with regular
feedback from a superv1sor using a conventiona] rating device; (4) in-
service 1nstruct10n‘1n art and science along with regu]ar feedbdégxby
means of self-analysis of aud1o—tapes of selected lessons., Attitudes

were measured by means of the Teachirg Situation Reaction Test and

the Rokeach Dogmatism Sca]e. No significant changes in attitude were

qbserved over the course of th1s project, | HoweVer, groups with inter~

action ana]ysjs training were observed become more 1nd1rect than
rm‘ae the supervised groups be- ‘

came moré‘ind%rect than thope who obtatned feedback through salf-

anaTys1s. o o 1 x ‘f ) ﬂ. t ‘f.‘ S

"‘u

[l

(1969) tra1ned two grqups of student teachers 1n the . 5], 3
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the group receiving feedback differed significantly from the group

not receiving feedback. Birch (1969) concluded that,

the acquisition of specific apalytical data about one's
behavior has an effect that extends well beyond the
effect of possessing an analytical conceptualization of
verbal inferaction behavior (p. 61).

Videotape af a Feedback Mechanism ’

Studies by Wright (1968), Bondi (1969), and Gage, Runkel and -
Cnattergee (1963) have illustrated that feedback information from
varioys sources and at various points in time does generate dissonance

. within the individual often sUfficient to promote cognicive changes
and subsequent modifications to the system of expreSSive behavior,

The use of videotape recording as a feedback 1nstrument
wou]d seem to meet two important criteria w1th reference to feedback,

»*that is, 1mmed1acy and accuracy. Jhe criterion of immédiacy.permits
the proyision of feedback informat1on as close to theror1g1na1 act | X
being monitored as necessary Most other feedback systems are far
1ess ?]exib]e. The videotape prov1de$ an exact rbp]ication of the’

hy the number and range of th meras used to record the event

: ‘events as they aCtuaHy?occu«‘red pithin the l1m1tations prescmbed

.| The field of psychotherapynhms recagnized the value of this™
aeehmque }n its tranning and supervmon programs (Stnff and Rei- |
vich, 1964 Bensehoter, Eaton and Smitha 1965;‘Suess T'966) In a
mmber of’ Pmlects, resident aniﬂysts ware regularh( \n deotaped A

interncting “ﬁm‘ R‘tjent& "‘5}?1&’ Qf the tape muld then be B

vimd b,y the msident anﬁ hte egpervtsqr Some aamety was noted in

Ry R
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the résidents durihg the initial taping sessions but it soon disap-
peared. The supervisor wastfreed from having to rely on written |
notes. and memory, neither of wﬁich provided the accuracy of the
videotape. Both residents and supefvisor§ were reported toﬂfavor

,the techn1que

.Closed circuit te]ev1s1on and videotape record]ng ‘have been

) | ;éed'as therapeutic aids with mental patients. In a contrelled ex-

;j “—- pefiment,lF]oy, Chernell, and West (1965) videotapéd 80 consecutive -

7 " patients agmitted to avstafe mental 1nst%tution. Every\a]ternate
pagignt was a]]owedrto’view'himse]f‘on the initia]hfape pnd on sub-
sequent. tapings of sessions With resident therépistsv‘ ATl Sd-patients'
were then cTinicgl]y judgéd by a panel of'residents on a five point

“ch]e;_ }pé éategories Qesgribed‘fhé patients' cond1t1ons as (1)
unchanged* (2) m{nima11y‘1mproved~,(3)" moderately 1mproved, (4)

~

greatlx 1mpr0ved (5) cured A s1gmf1 cantly greater number of

s

N

pat1ents whq had viewed themse1ves on v1deotape were c]ass1f1eq as
great]y 1mproved' o cured' cOmmentmg & the value of. usmg

| v1deotape 1n behavior change projects, Grueunbeng, Liston, a d Wayne . -

(1969) §tate, oA g

He thmk the imphcamon here 1is that an mdjwdua]

g vieing himself on yideotape has the oppsrtimity to -
-+ .., distinguish the mode} he has of his own hehavior = ‘ ,
O and the reality of .his behavior and he can thus make S
‘ whatever changgs he sees fit (p 100 S “( ,
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. ¢
videotape, was deemed ‘an essential ingredient jn promoting self-
‘analysis and behavior change.

Waltz and Johnstone (19%3). in iZsimilar study, reported
that,
There are differential responses to videotaping.
It may be desirable to develop an "index of
readintss" for videotaping , . . (so that) . . .
¢ counsellors could be taped at that staqe of thq*r
preparation where they would be most able to us

the results in a positive approach to professional
.4 growth {p. 236).

l\ Their}kgntention is consistent with this investigator's
belfef that the GSA system may be more useful with certain individuals
than with others. A majbr goaj of the current study is to develop
some means of preqfcting féY whom GSA training fs most beneficial.
Microteaching, és developed by Allgn and Clarke (1967) at,
Stanford University, used videotape as the basic means of providing
feedbaék information to the pqrticipantg. Student*feachers t2ﬁ92’ :
short lFssons to small groups of pupils and their performance§ werg5
: v1deotqped. The tapes'were then repla&ed and analyzed'by the §tudent
and a su.i"grvubr,. after which the studeht workirg with a new group of
pupils, yoald re-teach the same lesson integrating as far as possible
the m*ﬁcations squiteag by the analysis. The second lesson was
also v&JQQtAped, analyzéd. and cosuipand to the first pgv'ﬂmance.
The -sequence could be Febg_a’tnd on a number of occasfons. mcrotenching
dermits the participant to focus on a rather, small, manageapl;‘w;ﬁber ’
.,of bchag'ior;s at nhy' one time. Working with a mll group of pupils
. r-wtﬁih thfntgaf loss of control from it;e student teacher's mg.,
‘ ) | . . d
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P

but sacrifices the reality of the classroom situation.

Schueler-and Gold (1964), in a report on the Hunter College
Rescarch Project, found that students who wnre.suporvised‘by means\of
kinescope recordings only, improved their teaching performances over
a group of students which was supervised by faculty consultants, and
a third drOup supervised by means of kinescope recordings plus regular
Yisits from faculty consultants. A AiStinct advantage to a program
of self-sufervision via kiﬁescope recordings was that,

| the privacy of videorecording makes it éossihle for
a teacher to review his own performance without

subjecting himself to the threat of a supervisor's
yisit (p. 364). ) . '

Classroom performance was measured by means of 0SCar, a multidimen-
s1ona1 frtrument used to categorize pupil-teacher interaction,
developed by Medley and Mitze] (i95§). =™
Johnson (1969) carried oJ% a microteaching projecs in which )
selffanalysis by means of videotapes and tra191ng in 1nte§action
anaiysis were integral parts. He used the Minnesota Teacher Agtitude
Inventory to determine the attitudinal patterns of the student teachers
participating. He rgported his major findings as follows:

‘ l.“iself-superv1s1on tends to promote indirect teaching:

2. Self-supervision tends ta promote higher scores on the .

.4 MTAI. , '
Al¥hough the findings in ﬁgmud‘::;on study wdre inconclusive, furthere

investigation into the relationship between attitudes and verbal

behaviors among individuals exposed to structured se]f-analysis treat~- .

/

ments would appear to be justified.

'
. .
’ "
-~ ' * .
« . +
~ : .
, [
. ) :
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Birch Study
Birch (1969) identificd certain components within the GSA
proccduée and attempted to fdentify the treatment effects of each of
them on thq verbal behavior of a group of pre-service elementary stu-
dent teachers. The major factors examined were: |
1. Self-confrontation by means of videotape.
2. Using a systematic coding system to cateqorize the
verbal behavior of others.
3. Self-analysis (self-coding) which included the first
two components.
The sample consisted of forty students enrolled in a Social
Science Curriculum and Instruction course at the Unfversity of Cali-
fornia. Another e1gpt students enrolled in a Social Issues course
were selected to be used as a no-treatpent contr®1 group.’ The forty
students were randomly assigned to five treatment groups:” (1) full
GSA; (2) self-confrontation w1th\cod1ng; (3) self-confrontation only;
(4) coding Jnly; (8) no treatment. These five groups were all ex-
posed to an Inquiry @rientation course.

Pre- and post-treatment ;1deo§ppes were completed for all 48

participants. These tapes Qere analyzed by a three man panel of

Judges to test the hypotheses. " Fach group received the appropriate

ik1pd of training through the period of the project during'wh1ch,th¢y

were engaged in studeﬁt teaching. Independent variables for thegstudy

were as follows# (1) Inquiry Of1entat10n course; (2) self-confron-
tation; (3) behavior codiné; (4 seifacoding} »

-
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Dependent variables were of two kinds: direct and indirect.
The sixteen direct variables were drawn from Schedules A, B, C, D.

The indirect criterion variables formed a series of six indices of

interaction derived from the direct variables: \

1. Questfoning  leading *+ probing P
strategies rhetorical + basic

2. Response extending X
strategies closure + sustaining” C + 5

3. Total qyestions + requnses Q+R_
teacher talk Tnstruction 4 discipline + other’. T+ D + 0

4. Teacher/pupil Qﬁgportion of pupil talk P
talk patterns proportion o?’%eaéher alk’

average length of pupil utterance  LNTH P
average length of teacher utterance’ LNTH T

5. General lnde& Gl1
of Interact1on

L + P C—IT§ Q 2'7"7 iLNTH P;

These s1x 1qd1rect criterion varfables wére used to test the
hypoth@ses but estimytes of .effects for all the direct variables were
obtained to assist 16\Fhe interpretation of the resultsﬂ |

Analysis of varience of the General Index of Interaction re-f
vealed a sfgn1f1cant tr Hément effect for self-coding (full GSA) at
the .0005 level. S1gn1f\cantftreatment effects for self-coding (full
ggﬁ)‘were found on the Qu stion1ng Index (p<.0003); on the Response ';
Index (p<.0186); on the Tedcher Talk Index (p<.0020), No significant -
oding were found on e{ther of the final

treatment effects for self—
two indices. No sign1f1cgnt treatment affccts were found for any

i’
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other group on any of the six indices under consideration. An
examinat1on of the observed means of various trecatment qroups on the
five other nﬁ%cas revealed that:

1. On the questioning index, the full GSA group's ob-
served mean of 1.92 was considerably greater than
the observed means of any of the other tredtment
groupiip‘se]f—confrontation and codinq, .67; inquiry
orienfatiqp course, .43; control group, .16.

2.~ On the response ‘index, the full GSA group's dbserved
mean of ,32 was greater than the obseﬁVed~means of

- the othqr groups: self-confrontation ard coding, .12;

1nqu1ry1£r1entation course, .10; control group, .06.

3. On the feac%er talk index, the full GSA group's ob-
served mean of 2.89 was greater than the observed means
of the other groups: self-confrontation and coding,
1.35; control group, .98, y

J. _ 4. On the two 1nd1ces ralated to teacher/pupil talk pat-

‘ '._ terns, there was no eviden;é‘to suggest that the full
GSA treatment group was sugerior to groups other than
' the no~tregtment control group.

Certain findings of the study h1ghlight the 1mportance|pf

Guided Self-Analysis in modifying the verbal behavior of sthdent
teachers. "
8 P GSA had an effect on the vq;&;l behavior of prensarvﬁge" '

@

intermadiate toashers.
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2. GSA seemed to affect quest1oning strategies most Qut
was also responsible for changes ih response strategies
and total teacher talk.

3. GSA was cffective in decreasing the number of rhetori-
cal and basic questions, as well as the number of closure
responses and the amount of 1nstryctional talk.

4. GSA was effective in increasing the number of leading

and probing questions, and extending responses, \

The Birch study provided evidence that GSA could effect
specific changes in the verbé] behaviors of pre-service teachers.
Birch succeeded in illustrating that Guided Se]f-Ana]ysis; taken as
the sum of 1ts parts; effects significant changes in a humber of
teaching verbal behaviors; but that the component parts, used indi-

Q
viduallf, apparently have 1ittle effect on the same vetbal behaviors.
/,A .
Attitude Change and
the MTAI

Another purpose of this study was to determiﬁe whether the

.attitudes of student teachers trained in the use of Guided Self~ '

Analysis would change significantly over the period of a s%udent
. teaching practicum. | B
Although considerable research has been carried out over the
past 20 years usipg the Minnesota Teacher Attitud g ;gventorz, only
a 1imited number of stud1es have inyolved student teachers.
In an early study, r:ams (1950) used the MTAL with a number-
of Un1versity of mnnesota student taachers. One gm@engaged in
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student teaching shoyed no significant change in attitdﬁmélover a
six month period. A\kecond qroup engaéed in course work demonstrated
a significant positive change in attitudes over a six month period.
Sandqren and Schmidt (1956) administered the'%est to 393 .
son1ors at Ball State Teachers College prior to and 'immediately
following a full term of student teaching. Findings 1nd1cated that
iboth male and female subjects registered significant and de§irab1e
attitudinal changés. Elementary candidates had higher mean scores on

the MTAI than secondary candidates both before and after the treat-

ment period. o ‘ .
Day (1959) administered the MTAI to 196 séh1ors at Fibrida

.State Un1vers1ty at the conclusion of a per1od of 1nternsh1p The

following year, 135 of them were employed as full- time teachers and

the MTAI was administered for the second time six months after the

term had beguh. A mean loss of 20 pqints on the -MTAI was registered 3

Another group of 154 séniors cbmpleted the MTAL before and after an
eight week internship, A mean loss of 4,2 Points was registered for
that group It would appear that att1tudg§ as me&gured by the MTAI

" . tend to become less pos1t1ve as studenté extenﬂ their experiences
Ac e
a [ "' ,‘ﬁ: i.

1n§i the fleld., - \ :
. h :

In a similar study Rabinowitz and Rosenbaum (1960) attgmptad
» MTAL

to measure the effect of teachiq.iéxperience on attitudes.,

was - re-administered to a number of graduates of four New York universi-!‘

ties three years S:ter gﬁnﬁuaticn. An overall decline 1n_mgan.§gores

s

from °60. 8, to 40,&7‘]

was registech. ‘Résbensés to Bbj‘nf ;héiitéms o
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changed in a negative direction from one test administration to the
next. |
" In 1967 Campbell conducted a study using the ﬂiﬁl in which

he classified 90 of the 150 items into SAcategories. These cate-
gories had been ariginally used by the te;t authors (Cook, Léeds
and Callis, 1951) to serve as the socio-educational base upon which
the test was‘constructed, The d?pensions are listed as follows, in-
cluding the number of items se]ecﬁéd by Campbell as being representa-
tive of each category: |

1. Moral Status (14)

2. Discipline (19)

3. Principles of Child Deve]opmént and Behavior (18)

4. Principles of Education (22)‘”“ v

5. Personal Reaction'(17)
Phyéica] education majors completed the MTAI before and after a "
semester‘of'siudent,teach1ng. No sibnifjcaﬁé differences between pre-

-ie’

and post-test total scores were uncovered. However, when results

on tﬁe'five dimensions were'compared by means of non- ~parametric Sign

-

- on the d1mensions cons1dered fndividually, " 'fg?-

Tests, a significant shift in attitude was reg1stered on one dimen-~

‘ sion that of Principles of Child Development and Behavior. The

shift was negative, but dtd illustrate that add1t1ona1 1nf9rmat10n

cauld be generated from the data when further ana]yses were conducted

.

Nicho1 (1969), in describing an 1nternsh1p program at McGill

k Un1vers1qy. repantad that the gota mean score on tbe MTAI for a group.
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of 18 student teachers changed significantly in a positive direction
over the treatment period (p<.01). Nichol anaiyzed the data in
terms of Campbell's dimenSions and used Sign Tests to compare the
ﬁ#e~ and post-test scores on each of the five dimensions. On three
of the five aspects the interns displayed significant positive
change; in attitude (M6ra1 Status, p<.036); (Discipline, p<.030);" '
Principles of Child Deve]Opmént and Behavior, p.<.001).

Smitﬁu(1969), in a study of another group of students in the
same internship program at McGill during its second year of opera-
tion, reported that the interns showed significant positive shifts
in attitude on the total score and that they also shifted their atti-
tudes significantly on two of Campbell's dimensions. Positive changes

in both Principles of Child Development and Brinciples of Education

were significant at the ,05 Jevel of confidence.
The findings of Campbe]1 (1935), Nichol (1968), and Smith
(1969), related to d1mensions on the MTAI provide just1f1cat10n for
researchers to continue to examine attitde change among individuals
involved in a variety of 'student teaching' activ1t1es, of which
‘ Guﬁded Se]f-Analysis is one. _ : | .

”, A number of factar analyses have been completed on the MTAL
in recent years (Horn and Morrison, 1965; Yee and Fruchter. 1971)

supporting Campbell's (1967) view that the MTAI does not measure a

'unitary attitude,

FTAI as, 2 Predictor . :

-t
-
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between the verbal behavior changes effected by GSA and certain at-
titudinal configurations based upon scores on the MTAl test adminis-
tered to all participants’at the outset of the project,| It might be
possifﬂe, then, to use the MTAI as a predictive instrument to guide (
Field Experience personnel in their seTection of individua]S'for ex~
posure'to a §§A‘treatmen£. | ]

At the University of Manitoba, Stein and Hardy (1957)
examined,'among other things, the re]at&onship between MTAT scoﬁés
and proficiency ratings of a number of e]eméntary and secondary stu-
dent teachers. Ratings were done by the pupils in the cooperating
schools. Correlations of .39 and .56 for elementary and secondary
students respectively indicated that the use of the MTAI as a pre-
dictor of teaching success might %&f‘ degree of validity. Further
research was definitely 1nd1cated

Cook, Kearney, Rocchio and Thompson (1956) corre]gted MTAL
scores of a number of teachers with ratings by pupils, principals,
and supe}v1sors.‘ The correlations, a]i'pos1tive,1¥apged fr&ﬁ .50
to .63. They concluded thgt the ﬂlﬂL‘had considerable va]iditj:aé a
predictor of ,teaching success. A further suggestiohAwas méde that

'the MTAL cou]d be uti]ized to select teachers for promot1on.

| Standlee and ngham (1959) attempted to use thevfk“:
predictor of ‘teacher effectiveness The MTAI was administered to
880 Indiana pubhc school teachers and each subJect was rated by |
]ocal administrators using a decile rating scale designed towprovfde
3 rat1ng of over~a11 teaching effectivgness,‘ The re]ationgggp betw¢en

BN

. e , B
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,study with elementary student teachers. His' flnd1ngs, too were qu1te
-tinconclusive. Batth Tyler ‘and. Michaalis falt that research 1u the areav”:;v'
*ought to be con;inued but that’ the discviminabilaty of the §¥1t9rtqn _
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the two measures was tested b} means of the chi square and a s;atis-
tically significant relationship was reported (p<.05). Teachers
registering higher scéres on the MTAI tended to be:given higher
ratings from the administrators.

Wilk and Edson (1963) attempted to rgfate certain predictor
variab]ea),sueh\as scores on tﬁe'ﬂlﬁl_and cdunse]]orsf degments,

to teaching success. They found that students scoring high on the

\ MJAI tended to utilize 'integrative' teaching behaviors in the class-

room. The students_whg.ééored low on the MTAI did not, ho&ever,
exhibit 'dominative’ teaching behaviors. |

Bowers and Soar (1962) 4n a study designed to investigate
the influence of teacher personality variab]es*on classroom 1nfer§c~

tion stated that

.*. . personality traits condition, modulate, promote

, certain responses from pupils; they activate, direct,
formulate pupil reactions in the classroom learning
situation {p. 309).

Y

‘Both Tyler (1954) and Michaé]1s'(1954) condugted similar re-

search studies 1n wh1ch each attempted to use arrays of persona]ity

;and attltude 1nventor1es to u'ldict student teach1ng success: Ty]er'

was successfu] in 1solat1ng certa1n subscales from these 1nstruments

which, differentiated between levels of teaching success although, in

- ﬁsenera1 he reported negative results. M1chae]15 conducted similar

.‘ ‘- o ., o “"
i s : . e 3 - : ,
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i .

Justiz (1968) attempted ~to develop a means of measuring
teacher effectiveness based upen the results obtained by pupiis’on
criterion 1nstruments He then sought to relate levels of effective-
ness to the attitudes of the partiCipants, a group of 17 etudent
teachers, Attitudes were measured by the MTAI. ,

The 17‘students were assigned to two senior high schools

. where they iaught two successive thirty minute Jessons in two subject
areas considered to be entirely unfamiliar both to them and to their
pupils. Pupils were assigned to the various teachers on a random
basis for both Tessons. The night before they were required.to )
teach, each student was provided With two kits containing sets of ob«

. Jectives,,related subJect matter, and practice exercises. After each

¢

1esson,‘the"pupiis were tested, under ciose supervision, w1th care-
fui]y constructed and. vaiidated criterion measares,

Each student teacher was ranked according to the mean score ‘ A
“.generated by the pupils in 'each of his groups. The twoisets of rahks
for students in each school were correiated using Spe;%%ah 's Rank-
Difference Qorre]ation methad. The corre]ations?aere found to be
significantiat the 05 1eve] of confiden!!'in both schoois. Students'
who ranked high in one area of teaching tended to rank high in the

i .

" . :} o ‘ '
| other L o \

[l

)Thﬁse same students ‘were a]so ranked according to fhei"scoresT,
on’ the ?_ﬁé,'rThese sets ofi ranks were then correiated with each of |
thﬁ tw0v54bject teaching ranks. The gorre]atipns derived were signi- o

v

ficant)at»the .5 ievei oF confidance o mm 95,"f :
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" These findinas indicate a degree of relationship between
teacher attitude and general teaéhing ability, linking affective
with cognitive role characterietics. "The MTAI, thus, appeared to
bé a reliable predigtor of the pupil~achievement-producing abilities
of senior high school student achérs (Justiz, 1968, p. 4),"

Getzels and Jackson (196B) provide a rationale for the
present study’s attempt to develop a valid 1nstrument of prediction
based upon certain personality tra1ts\;hen they state that:'

| The personality of the te her 1s i s1gn1f1cant )
variable in the classraoi. ‘ndeed,\ some would argue
it as the most significant va§1ab1e The educational |
C impact of an Ichabod Crane ora Mark Hopkins, or a
‘? ‘Mr. Chips or a Socrates, is surely not due solely to

what he knows, or even to what he does, but in a venw“ .
real sense to what he is (p. BO6N\ S

Summar.

The present study has three major puUrpoSesy.

”?effect sign1f1cant changes in the verbal b'hav1or ‘of a

“group nf student teachers. To this end, we\h$ve con-’

A\

< sidered ﬁn the present section (1) the: theoret1cal
.? framework of Gulded Se]f Anall (2) studtes 1n Wh]ch ’

\, s & V' A}

, ':~ . Ca similar tachnique of c]qssifyingcverb@1 behavior has

been used Since self—confrqntgtion bx means of v"éo
¥ tape ise an mtegrﬂ‘{’part of the GSA system,. a brie : resume

. 7‘..,"" R
NS . =

, . . . ‘. §%{
3 tﬂ *‘etemin% whéther the, atmudeg of indlvlduals traine\d o
“‘ y‘SA'fﬁangg signifignht]y-qver a peripq dgfﬁng “"’“”“ixA?:g,ﬁ;%
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D)

they use such a technique. Certain of the studies re-
Jated to the use of Flanders' interaction analysis also

, \
focussed on attitude change and were included for that -

N
purppse.‘“Furtﬁérmore; aﬁ entire sgb-&ection presented
; the major research done'with student teachers in which
the EIAL_qu the major 1nstrument
3. to determine whether certa1n att1tud1na1 patterns on the
MTAI ‘can be used to pred1ct whether certain 1nd1v1duals
‘wiH be ef1t more than otheﬁs from an exposure to a GSA
yeatment The major stud1es in which certain ﬁbr—
et sonaPity tra1ts were used as predictor variables for °
- . student teach1ng success have been 1nc1uded e A

Na1mon (1969) prov1ded an e]oquent conc]usion to the rat1ona1e

for the present 9¢udy I T ’ "

, | Psychoiomsts have demonstrated that the abi’l1t,x to d?s A

o ) criminate and categorize one's %wn hehavior i asi¢ :
@ * an ipdividual's ability to f‘u&c’;ﬂ% effectwe%‘ln his -
o :enwronment and. to 1aarn from™hig experiences™®¥ Rasearch

“° ", “.into teachihg offers mpceptuat systems that will
: o teachega.to gtscnim}nate among the wide wariety ofge- .
' haviprs whic 'pﬂy are galled. upon to perfurm in clas
SRR rooms. ‘More than. this,. reseageh into teaching. of
o "' in-seryice {and. pre-service) teachers theg.rieans-
P - they can begjh te. judge their am - ]eve, effectiveness ‘D
- .and to set new levels to he* attained Form fo]lows %?
. function in teacg g.as elsewherg, In the final anawsis, U
Cat o teacher effectiveness. depends on-the mcﬁvidual teacher SR
' o gchiev1n9‘9reater mqs ery ‘over his pwn ]1n9u1st1c pe- n
S ; hav‘ior (p, 276) S AR

g s .
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verbal teaching behaviors of student teachers trained
in the use of certain Guided Self-Analysis schedules
and those of student teachers not so trained.
There.will be po significant differences between the

L

attitudes of student teachers trained in the use of

~certain Guided Self-Analysis schedules and those of

3.0

\
student teachers not so trained.

There will be no significant positive relationships
between initial attitude scores and verbal behavior

change scores,

”



N

CHAPTER 111
DESTGH OF T STuby

Introduc tion

The purpese of the present study was to dvtvrmin; whether a
program of Guided Self-Analy<is would n?fvct changes in the verbal |
teaching behaviors and thT(ydes of a group of elementary student
teachers,

Each subject was videgtaped at the beginning and at the end
of a three month s tudent toachiné bxpcrienbn. The Minnesota Teacher
Attitude Inventory (NTAL) was also administered prior to and after
the in-scimol experience.

Subjects in the experfmental group received training in
Guidgd Self-Analysis, using Schedules A and B of the lqggi;y program.
Subjects-in the control group received no such training but met once
a_week at the university in a Seminar on Teaching ﬁroblems conducted
by the 1nvest19ato§?\‘~\,

Appropriate ana[gses of the pre- and post—v1deofapes and at-

)

titude instruments were complefed to test the research hypotheées.'

¢

Sample  °*
«  The subjects fncluded'in the study were drawn from amofrg .

he Y

student teachers enrolled in the Professional Diploma/After Degree

"(PD/AD) program for elementary teachers at the University of Alberta

during the’197091 academic year.
The PD/AD program was specifically designed to train

| .. ¥ .
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individuals who already held recognized undergraduate degrees from

o

‘other faculties or universities. The duration of the program was one

academic year ~ from mid-September to mid-April.

Reqular s tudemg, teaching activities were organized into two

~

JLhree-week ronds-~ one prior to Christmas and onc after,

Students enrolled in the proqram were required to complete
courses in Educational Administration, Educational foundations, Edu-
cational Psychology, and Curricu]um and Instvugtlon A team of
fnstructors was responsible for planning and coordinating the program
for the 96 students registered in the Elementary route.

Since the Faculty of fducation insisted that students be af-
forded the right to opt out of research projects, volunteers were
solicited for the study. Each student was asked to complete the two

preliminary "paper and pencil" instruments and at the same time in-

dicate his willingness to participate in the study.

L

The Personal Data Questionnaire designed for the study served
two major purposes. First, 1t provided information on personal

characteristics, educational background and previous teaching and

* ;,work experience of the target population. Secondly, it solicited

" the students' participation in the project (see Appendix B).

Thirty-six of the 88 students completing the questionnaire
indicated a‘w1ll1ngne§§'to part1£1pate in the project.s From that
number. subjects were rundomly assigned to two groups of tweTve -

. one experimenta'l -and one contro1 gmup The,fact that studentsnwere

asked to cheose whgthar they would parti,cipate in this project, 1[\ 0’

L

' *
:. ' * ’
-
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another ‘ktudont teaching' project, or register for 'extra' subject
area workshops caused some confusion, and the composition of the

two groups changed a number of times during the preparatory stages.
Last minute dropouts reduced the size of the control group to nine

and it was not possible at that point to find replacements. During
the course of the project another control subject was forced‘to with-
draw because of pregnancy. The final composition of the groups in the
project was 12 experimental and 8 control subjects.

& The data from the Personal Data Questionnaire are arranged in
suﬁh a way as to describe the total population available to the study
as well as the sample sub-group ~ those students who were involved in
the project (see Table I). Of the n1nety—sfx students registered in
the Regular Program, eighty-eight -completed ihe questionnaire. The"

.
data indicate that there were few differences between the sample and

\

‘.:gff: group on the various characteristics tapped by this instrument.

The sample population,had a mean age of 25.2;compared with a
mean age of 22,8 for the toté% population group. This difference was
primarily due to the fact that two of the twenty subiects in the
sample group were over forty years éf age - représent1ng a higher

, probortion of the over forty.group than wod]d have been found in the
total.group. The median age for'both groups was 22,

The sample group were all volunteers in the project, while

»

many of the total group did not vol

eer to participate. Thirty-six
" of the 88 student teachers registefed in the (PD/AD) program did vol-

unteer ard it was from that's

3

group that the sample population was

-~ L Y
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' TABLE 1
¢
. , DATA COMPILED FROM /
PCRSONAL DATA OUESTINNNALRE (PDN)
Characteristic Total Sample
Population Population
Sex Male 17 4
Female 71 16
Marital Status Sinqle ' 57 15
Married 31 5
Undergraduate The University '
Study of Alberta " 68 14
Others 20 6
0
Degrees B.A. 74 18
~Others 14 . 2
Majors " Enqlish 1 3 }
History 8 3 \
Psycholoqy 21 5
, Sociology , 20 3 \
@thers 27 6
Previous -
Experience Classroom 9 2
Other 33 8
Age Range 20-53 20-53
Mean 22.8 . 25.9
' Median 22 22
Mode , 21 21, 22
» |
i V. ‘
.ot + c®a iy
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randomly drawn. Those who refused gave the following reasons to

Justify their decision ﬁot to participate: \%?
1. prefer to take 'extra' courses (wérkshops) ......... 13
2. work outside the faculty would interfere........ el 20
3. N0 time available. .. re s i e e 11
4. other faculty commitments. v uueeer i eeennnanns 3
"5 MISCelaNeOUS FeASOMS .ttt vie et rr e ninann s 5
Instrumenfs

GSA Schedules, The theoretica];nﬂncip]és upon which GSA
is based were bresented in the previous chapter. The purposc of
‘this section is to outline the basic content and procedures inherent
in Fhe two Schedules which were designed to servé as quides for -
classroom teachers attempt1n§ to modify certain of their verbal be-
haviors. | ‘

A distinct advantage of GSA is that it permits consideration
of a limited number of behaviors at one time, never more than five. ‘
Many other schemes, originally designed as obseryational techniques,
are highly complex and require very extensive training programs. De-
signed as interyention tecﬁﬁfques GSA échedu1es are well-arganized
and simple' to fallow. Teachers are trained to analyze their own be-~ .
haviors without assistance from supervfsors to deve]op personaT pro-
files; to compare these pro?iles with a number of models fncluded 1n

each Schedule; to draw, 1nferencés'between their:teaching behaviers

. and the expected cognitive development of~the pupils; to estab]ish a

set of personaT goa]s related tg changing behaviors ‘and to pommit

[)
Ld
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themse]ves to realizing the stated aoals.
-¢.§§rch (1969, p. 46-48) presents a scheme of the basic activi-
ties endaged in by anyone following the GSA program:
A, First Guided sulf~Analy5is
1. Record on videotape self interacting with pupils
2. View videotape of self interacting with pupils
| 3. Familiarize self with éodinq cateqories
4. Analyze own behavior (identify specific behaviors,
discriminate botween behaviars in different but re-
lated cateqorics)
© 5. Sum frequencies, compute.proportionk, construct
- profiles
46. Compare profiles with interpretive figures and™ )
characterize own .teaching behavior
7.+ Make inferences about learning consequences of
observed teaching behavior | .
8. Formulate opérationa] goals and make a commitment
to échieving them.
B. Inter-taping per1oq

17, Observe pattern and flow of interaction in terms

4 of a new perceptual set which nvolves increased
awareness of pupi respanses |
3 2. Make aitempts.to modi fy Eng res;ructure‘own-behgvior
" «'," 3.. Contfnue tentatix3,re-1nfégratfon of the cogniiive : ‘,

. ' » :
map. vy | -
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C. Second Guided Self-Analysis

Reford on videotape self interacting with pupils
View videotape of self interacting with pupils
Fami11arize‘;é1f with coding cateqories

Analyze own behavior (1d0ntify specific behaviors,
discriminate between behaviors in dilferent but
related cateqories)

Sum frequencies, compute proportions, construct

profiles

Compare profiles with interpretive fiqures and

characterize own teaching behavior

Compare profiles with own previous pFofi]esF
Characterize the observed changes

Make inferences about the learning consequences
of observed changes

Formu]afe operational goals and make a commitment

to achieving them.

1

D. Inter-~taping period

The sequence of activities outlined above is made operational

in each SCheduJe‘by'means of a series of tasks which are carefully

seﬁuenced. For example, Schedule B is diyided ihfo three main parts.

- Part One includes.an introduction and a series of ten:tasks to be

. 'y . .
completed by gach teacher/observers Part Two contains a number of,

sets of workshegts-whﬁch can be used during the training sequerice

( for practice coding of demonstration filgs, video-tapes and typed

h N ad ] Y *
[FERARY NN '
LI . .
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scripts. Part Three contains a number of sets of worksheets which-

the teacher/observer can use in coding and analyzinqg_her own video-
)
taped performance, \

Following is a brief description of each of the Tasks in-

L

cluded in Part one of Schedule B:
Task One - provides an explanation of the coding categories,
Teacher responses are cateqorized as CLOSURE, VERBAL REWARD, SUS-

TAINING, EXTENDING. Several pages of concrete examples of these
‘ 4

responses follow with an explanation of each.

Task Two - provides a series of examples of coded teacher
responses. Each coded response is explained.

Task Three - provides a series of uncoded(geacher responses
which can be used for practice coding. Answers with explanations
for each responsg are included.

.Task Four ~ provides an opportunity for the teacher to code
‘his own performance from videotape. |

Task_Five - prngﬁes clear directions with which the teacher/
observer caﬁ compute the percentage of each response category on his
own tape. L "

. Task Six - %urthef d1rec§10ns are provided to assist the
teachgr/observer 1h‘comgyt1ng a Question/Resboise ratio (using data
from‘SCheduie A) which wdu]d add a further d1mensioh to his
1nformat1on concerninq his performance. A total profi]e on Questipns

. and Responses 1s then completed (sgﬁ Figure 1).
f o Task Seven - provides the teacher/observer with information

oa'
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relative to an understanding of the question/response relationship.

Task Light ~ provides a series of five illustrative Q/R pro-

!

,

files,

/
| Task Nine - provides quidelines for interpreting the '
teacher/observer's own Q/R profile.

Task Ten - teacher/observeriis posed a series.of open-ended !
questions to'assist‘ﬁim in describing his own behaviors as already
delineated and to set down in writing some specific changes to be
effec@ea in those behaviors, l

A1l schedules follow a similar pat:;rn. Schedule A is con-
cerned with Questioning patterns and cateqorizes them as‘fo1]ows;
Information, Léading, Probing, 'and Rhetorical. Schedule C classifies
teacher ta]k‘patterns ééllnstruction, C]agsroom Management, Behavior
Management, Othey Teaéher Talk. Schedule D permits the teacher/
observer to describe thi2f1ow of classroom talk"so that character1st1c

patterns may be identified. Both teacher and pupil talk is quantifﬂed

N

and compared by percentage.
The GSA Schedules are designed to be used 1nla cumulative

manner since verbal behavior in the context of the classr00m cannot
be atomized and examined c11n1ca1ly without underlining the 4mportance
of' the overa]l pattern of the discourse. " Time limitations in the
present study made it necessany to 11m1t the use of GSA Schedules - ‘ﬁt.
to the f1rst two - ngstion (A) and Response (B). L

‘ﬂh F1gures 2 and 3 graphically represent the amount and complex1ty |

offpupil thinkinq related to the k1nds of questions and response$
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used by the ‘teacher in a dyadic interaction episode.

Minnesota Teacher Attitude Investory. The NTAI developed

hy Cook, Ca]iis, and Leeds, is undoubtedly the most popuiar instru-
ment available for measuring teachers' attitudes ‘towards children.
It has a]so‘been used with pre-service teachers in d'pumber of studies.
Getzels and Jaekson (Gage, 1963a) refer to nore\than fifty studies
involving thi5>instrument. |
The MTAI attempts to measure tho;g attitudes of the teacher
which predict how well he will get dlong with'pupiis in interpersonai‘
re]ationships (Coak, Leeds, Caliis; 1951). There is some eVidence to
suggest that a significant correlation exists between the social at— .
'mosphere in the classroom and the teacher's attitude toward chi]dren .
Satisfactory and smooth teacher~pup11 reiationships should contr1bute
to the deVe]opment of an env1ronment in. which eifect1v% pupil 1earninq
is increased o .' - ‘ ':i i o
" The MTAI consists of 150 items with. which respondeﬂtsA"aqree"
Qr "disagree",- . Ttems are scored +] or ~1 depending upon whether tﬁey
ﬁconform to the acceptab]e responses determined by’ the authors Total *;ﬁ&f
scores can range from +150 to -150 the highep. scores representing -

'pOSitive attitudes and the 10Wer scores representiﬁg negative atti-

‘tudess This instrument was deveIOped by. means. of a "congurrent s
" vqlidity prQCedure“ wheraby groups of teachers ratqd as superior or "._

;finferior on. severaT criterig responded to severai series of test o ~{1:§J;

f

‘2'éjtems related to the attitudes under study. ItemS*which were con--"ﬁ*firfﬁfpjgﬁf
k“Si"?s.tern:w accepted or' reJected Qy superior and inferior teaehers 1n ol
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a dichotomous pattorn were included in the Inventory.
Arvtliability coetticient using the Spearman-Rrown plit-
halt procedure hay been reported as (93,

In this studv, the MIATwas used to determine the attitudes

of \tudvnt teachers tovard chitldeany to determine wfvthvr an interven-
"

,tion tv(hpiquv such as GSA wnuld chanqe LhEaP atih ﬂp‘; and tinally
1%
to (10tmnnm‘ whvthc' any positive .awmm\ QW between scores
AR ¢ “" ‘\'

on the MTAL and chanqes in (NMHW@WMN%M

~ In order to examine possibTRAinensions on the MTAL similar

io those gonvrnted.hy Camphell (1967), and used in studies by Nichol
(1968) and Smith (1969).»a factor analysis was carried out on the
pre-test administration of the MIAI. In order to permit the com-
pletion of a factor analysis, the instrument was administered to 154
PD/AD students registered in both elementary and secondary depart-
hents of the Faculty of Education. A complete description of the
factor analysis is contained in Chapter IV.

Personal Data Questionnaire. This instrument was designed
: Y atre

especiaMy for the project and included information on personal charac-
tef?stics. educational background, previous teaching or other wo}f
experjence. The last two 1tems solicited.the student's participation
in the éroject, directing those who refused to {ndicate reasons for
their decisfon. A copy of the PDQ will be found in Appendix B.
GSAAQ‘estionna1re. At the end of tﬂe project each experimental

subject completed a 24 item open-ended questionnaire related speci-

fically to the GSA Program (Appendix B).



’

' 4
.(@uuwy\[(luvutionnairp. ALl <ubjects, both expertmental and

control, completed a gquestionnaive related to s tudent tpgchihq,

cooperating ﬂghéul\(hnd teachors, faculty consultants, and the PD/AD

]
program.  Part One of the quutionnni‘v was to be answered onoa four
part Likert-type scale - ctrongly dicagree, disaqree, aqree, x"mnqu

aqree.  Part Two was open-ended and permitted the students to indi-

cate criticisms an woll as offer their own recommendations for im-

proving the ovornll training program (Appendix B).

Log Books. tach participant was asked to kelp an ongoing
record of his experiences throughout the projeét and these were
turned in at the end of the project.

Intervicws. A one-half lhour taped intérview was completed

with each participant at the conclusion of the project. The inter-
wiew was designed as a follow-up to both the GSA and General' Ques-

tionnaire which were administered several days earlier.

Equipment

Videotape equipment as used for two major purposes: (1)
to collect samples of verbaj behaviors of the participating students
at two points in time - prior to Ehe project and at its completion;
(2) to permit the experimental subjects to complete § GSA program
in which videotape played a ﬁ;Jor role.

. _ The 'Tdentape #guipment and technical usista@ were sSup-
plied by the Audiovisual Medfa’ Centrie of} the Faculty of Education.
The \lTR‘package' consisted of an AMPEX VRS]OO viéeoﬁapo recorder’
mounted on the lower sh;ﬂ of a moveable stand.’ On the top shelf

»

.
. N ’
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of the stand a 272" monitor was mounted (General tlectric #27A2).  One
inch MPY X 161-60 magnetic tapes were used throughout the project.
Each tape was capable of holding b()lni}n:toﬁ of both admlnl and picture,
A Sony CVC 2T00A camera was used, . .
| tach taping session required the nuttiqg up of this equipment,
The average time for va(h set-up was estimated at between H and 7
minutes., IFiqurv A <hows a typical classroom with the equipment ar-

: \
!
ranﬂqﬁ;\.Al] pre- and post-test VIR's were completed wigh the assistance
' -

v

d
Y \: \
of personnel from the Audiovisual Centre, The exporimonth] subiects

were given a one-hour trainina period in the use of all the eauipment

for recording and‘viowinq. With assistance from the project director,
stuydents completed their own videotape recordinas. A minimum of dif-

ficulty was encountered after the first few sessions., In fact, at

one point, an entire fifteen minute VIR was completed by a frade Five

pupil. .

Sound problems, which had been anticipated from the oqtset.
were partially overcome by usina a highly sensitive ‘studio"nﬁcrophone
in place of the small 'neck' microphone usually used with such equip-
ment. The use of a "mixer" would have permitted the utilfzation of.
both microphones, this enhancing the audio portion of thé VIR's.

Throughout the project a room equipped with a complete play-
back unit was reser;ed at the University., This pemitted students
to anélyze completed tapes either at the cooperating school or-on the

campus, whichever was more convenient. Schedules were prepared al-

lowing them to complete these:tasks in thé late afternoons or in the

-

; ]
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Figure 4
TYPICAL CLASéROOM SET-UP FOR VIDEOTA?ING LESSDNS. RWE

Microphone

{;; Videotape recorder and monitor, (2) Camera, Y
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evenings four days per week,

Fach experimental subject was isqued with his owp personal
one-hour AMPEX tape on which was dubbed a copy of the pre-test
lesson and on which he recorded the next three prepared lessons,

' L)
A1 pre- and post-test tapes were held on a separate set of tapes
for later analysis by the ohservers, "

Treatment

Both aqroups of studégﬁ teachers, pZPurimnntn1 qu rontrni,
were assfaned to two elementary schools undermtho juriﬁd¥ctioéaof the
Edmonton Public School Board for a student teachidg practfum extending
from early January until late March. Durina Januar;hgﬁﬁ/;ebruary.
the studqui?Spent every Tuesday an® Thursday mornina at their co-
operating school. Foé the first three weeks in March, they were as-
siqned to the same school for five full days éach week. The total
in~school experience for each participant was 23 full days.

A11 subjects completed the Minnesota Teacher Attitude Inven-

tory at the beqinning and at the end of the project.

#

Fifteen 61nute videotapes of each participant, both experi-
7 mental and contro] were completed by techn1;aans from the Audio~ |
Visual Division at the beginning and at the end of the project

The experimental aroup trained themse1ves in Guided Self-
Analysis. They learned to v1deotabe themselves, to code,'analyze.
and 1ntegpret specific verbal behaviors with a view to modifyinq
them. Twd GSA schedules (A and B) were used by the participants.

The project director~was available ‘at all times to assist participants

¢ ‘ o J T B
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in the use of technical equipment and GSA sehedules, but the major
emphasi‘ on independent activity. The emphasis on self-training
by the experimental subjects was to determine whether the (SA

e séhndulos were sufficiently well prepared to permit their effective

use under minimal training conditions.

anﬁgpﬁ_QfVngboﬁgpyd.[g;ﬁonﬁ.l The subject matter for the
lessons used by the subjects in their videotapings was optional.
Some curriculum arcas lend themsolves wmore aasily to A question/response
format than others. However, the realities of the 1n-sch60]‘orqéniza-
fion made it difficult, if ngt impossible, to select a specific subject

" b . .

ared fow all fpg/sfﬁdents i@’that comparisons between performance could
be more readily carried out é\\a later time. Students had to be pre-
pared: to adapt &hemse]ves to the school environment into which each was
placed. Lessons,,then, were prepa?ed in a wide ranqe of curriculum
areas by both control and experimental subjects. The only constraint
laid on the format of the lesson was that it use a question/response
pattern. Lessons were b]anned in the following areas: Social %tudies,
Lanquage Arts, Reading, Arithm¢t1c and Science, Student teachefs
were assiqned, most often in pairs, to cqoperating teachers ‘the .
Grade Two through Grade Stx level$ in the following manner: Experi-

‘)‘;fﬂ.) b )
mental Schogl: Grade Three - one pair of student teachers, Grade

. S ! '
Four <"one student teacher, Grade five -~ two pairs of student teachers,

Grade Six - two bairs and a student teacher; Control School: Grade

Two ~ one patr of student teéchers. Grade Three - one student teacher,

Grade Five -~ one pair of student teachers, Gbadé $1x - three student

L
N . "
L I . a I
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teachers.

[ach experimental subject followed a similar sequence in
the GSA proqgram:

1. Completed a 15-minute videotaped lesson,

2. Analyzed the tape using Schedule A,

3. Analyzed the tape using Schedule B,

4. ’Preparud and. taped another 15.-minute lesson,

5. Analyzed the second tape using Schedules A and B,

6. Repeated the sequepce.
The experimental subjects completed four 15-minute videotapes during
the project and apalyzed three of them according to Schedu]o§‘A and
B.. The fourth téﬁe was completed at the end of the student teaching
period and held for analysis as post-test data. |

Con droup subjects were not exposed tp the GSA proqrém
at any ti;e durinhg t&e project. However, in an attempt to offset a
possiblé Hawthorne effect, this qroup participated in an on-campus
one hour sem1nar'each week conducted by the project director. The
seminar focused on practical te&chinq and planning problems encoun-
tered by the members 6f the group during their 1n:;cﬁooT experience.
Care wag exercised to avoid‘diécussing topics related to the GSA
program during these sessions, §onfko1 subjects were permitted tb.
view their initial videotape oncé‘with no.comment‘from the project
director. The nature of the project made it necessary for the director
tb spend ﬁ&re time 1n the gxper1men§a1‘school than 16 the control

school. Hoheyer. none of the control‘students indicated any awareness

)
a
- ' R R
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of such disparity in supervision.

selection of Schools
A certain number of schools under the jurisdiction of both

. _ a
Edmonton school boards, Public and Catholic, was allotted to the

PD/AD program for student teaching projects. it was decided to avoid
Open-Area schools for the project because the technical difficulties
related to videotaping might be even more serious in such larae areas.
Schools had to be Targe enough Lo accepl as many as twelve student
teachers and this criterion eliminated a number of swaller schools.
The two remaining schools were randomly assigned as the experimental
and control schools. Both principals agreed to participate in the
project ahd they and theﬁr étaffs cooperated who]e—hearted]y through-
out. Schoo] A (experimental) was situated in a ]ower middle income
area of Edmanton - a rather socially homoqeneous popu]at1on The
school was large with some 600 pupils in twenty classrooms. School
B (control) was situated in a simitar sogio-economic area but bordered
on a rather-affluent section from wh1ch(1% drew about 20% of its popu-
N

lation. The smaller school was part of a larger complex -~ a Junior

High Schooi. Both schools were similar in their general orfanjzation.

- LY

Inter-~ and Intra- Observer : ,
ReTTabiTTty \

Each pre- and post»test vidéotape for both the experimental

and contro1 subjects was retained for analysis at, tgé conclusion af
,the proJect Each tape was analyzed using GSA Schedules A and B by :

two.observers,a'the project director and h1s*&1fe, an‘e;perienced'

1
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’

elementary school teacher. The observers trained themselves using
the materials supplied in the GSA manuals. Practice codings were com-

pleted using several videotapes completed by experimental subjects

during the project.
‘ - s : :
Inter-observer reliability was ascertained for each coding by
the two ohservers Q!’hn Scott's coefficient (1955). Conventional
reliability indices are based upon the assufption that all categories
contained in a certain dimension have an equal probability of beinq
used by one or both observers. In most behavioral research studies

L3 <
using categories of behaviors to be observed and coded the data are

likely to be distributed unevenly across categories. Scatt's co-
efficient.( ) was especially designed to correct for "the number of
cateqories:in the code, and the frequency with which each is used

(Scott, 1955, p. 323)." The formula for deriving the coefficient is

as follows:

M = Po -~ Pe

T “Pe

where Po equals the percent of agreement between the two
observers coding the same material; and Pe equals the .
gorcent of agreement between the same observers that could
e eapected by chance. Pe is calculated by summing the
" squares of the averages in each category and dividing by
100. 'Po 1s calculated by subtracting the sum of the dif-
ferences befween the percents assigned to each category
. by both observers fromp 10Q.. ' :

Tables 11 and IT1 11lustrate examples of Scott's cogefficient
of reliability with Schedules A and B. Table IV 1ists all the inter-
observer coefﬁicients for every one of the 20 pre-test videotapes for

poﬁb GSA Schedules A and B. The coefficients for Schedule A rarige

’
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INTER-OBSERVER RELTABILITY COEFFICIENTS

SCHEDULE 'A’

QUESTIONING STRATEGIES '

Cateqory " Observer . Difference Avéraqe Ayeragg?

(%) (%) (%) 100

A B
Rhetorical 07 07 00 - 07 .49
Information 80 82 , 02 81 67.24
Leading 13 1 02 12 1.44
Probina . 00 00 00 . 00 ,00
. .

Total 100. 100, 04 100 69.17

V ‘:’..N .
& - .Po - Pe 100-4) ~ 69.17 26.86 _

T 100 Pe Lrao*—s 6917 87

3086

—T
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TABLE 111

INTER-OBSERVER RFLIARILITY COEFFICIENTS
SCHEDULE 'B! |
RCSPONSE STRATEGIES

e e el o mere i o

Category Observer Difference Average ﬁxﬁpqggﬁ

(%) (%) ()

— . e ¢ s . Ay - ———————e
[}

Closure 57 54 03 - 56 3].56 "
Sustaining 29 32° 03 : 30 C 9,00
~ Extending 4 14 00 14 1,96

’.
Total 100, 100, - 06 100 42.32

¢
K

CPo_-Pe _ (100-6) - 42.32 L5680
T T00TRe T OI00 AR 5765 -~ -f

.

n
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TARLE TV
INTER-OBSERVER RELTABILITY

COLFFICIENTS FOR PRE-TEST VIR's

Scott's ‘ , Scott's
Tape No. Schedule . Coefficient  Schedule Coefficient

o 4 o it A e e o o o . S R e B8 Ly e ot e e om s 1o P a4 — —

001 I B ' 1.00

- 002 - .94 o B 1.00
003 94 B .94
80 _ .90
93 h 1,00

A
A
A
004 A
005 A
006 A 81 ‘B .81
007 A .84 R | 1.00
Aooé A .87 . B 1,00
- 009 | A .60 B
1010 A .63 . B - S N
A 97 B " .95
A
A
A
A
A

£ =2 B l 92

.80 B | .85

& on
012
013 ;
014 .83 B 1.00
015
016 ;
.07 R .84 B »
ms . A .8 B 1.00
: .
B

.80 B . T3
65 °

019" L' AT .. .68
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[}

° '
from .73 to 1.00. Eight of the twenty tapes yielded 1.00 coefficients

of reliability. Table V inclutdes all the inter-observer coefficients
for the 20 post—teét videotapes. The coefficiengs for,SchedQ]e‘A
range from .69vfo 1.00. Seventeen of the coefficignﬁs equal'or'exceed
.80. For Schedule B, the coef}icients range from .76 to 1.00. Eleven
of the twenty coeff:k1ents were/} 00. The forty tapes Qere analyzed
vl&”& random order subject to _the restr1ct1on that once a tape was
." se]ected all the episodes on it were comp]eted at that time., Tapes

! held from one to four 15-minute seqmehts.

. \ LI N
In order to determine each observer's consistency in coding
y ¢

the tapes, two tapes were randomly selected for recoding after approxi-
mately two weeks had elapsed. Table VI indicates the intra-observer
reliability coefficients derived. A1l four coefficients exceeded .80,

Observer B had a higher consistency record than observer A, the project

director.

Data Collection

\erbal Behaviors. The two fifteen-minute yideotapes completed

fo¥ eqéhiprerimental and control subject were used to test the re-
.'seaa’ﬂﬁﬁxﬁotheses re]ated to verbal behavior., Eleven’ criter1on vari- -

ables were derived “from both’ GSA Schedu]es A and B as fo]lows* ' o
Schedu%e A ‘
o Rhetorica1 quest1ons

2. Jnfomatmn questwns“.. , ‘ B .
3. '_Leading q,ues;iohs |

‘ 4.. Probiﬁg‘quegtiong‘ S '.  ,“br - S ﬁ“~'

\



TABLE V

- INTER-ORSERVER RELIARI LITY

\

COEFFICIENTS FOR POST-TEST VTR's

o N ~S_'-c.ott's T Scott's
“Tape No."' Schédule C’ogﬁﬁcient Schedule | Coefficient -
001 A .89 B ® 1.00
002 A .92 B 1.00
003 A 75 J .00
004 A .83 ﬁﬁ | 91
005 A ",80 B 1.00
006 P .96, B N .88
4007 A 100 B 1.00
008 A .93 *\B | 93
009 p ® .88 B 1,00
010 A | .89 B LR .93
on A @& b B 1.00
012 A 88 B 1,00
013 Y -9 B . 1.00
s A 91 B 11,00
s A. /T B | ;95
06 N ] B BT
e A 95 B 92
. ) X DO
ECIEY A .94 B .76
020 AL S8 . B N0
e : . ——— ket
?;fif”» o - '5“ “¢ R
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» .
& IABLE VI
-~ SELECTED INTRA-OPSERVER RELTARTLETY
COLFETCTENTS FOR ORSIRVEPS "A' AND R N
l AN
" I . ,'\ .
Tape Nu. Schedule Ohgerver Scott's Coofficient
007 (pre-) A A .87
. 014 (post-) - ‘R ' A ) .84
009 (pre-) A R .94
019 (post-) B : R .97 !
‘.,V..‘r,_- e v e e e e o e oA - e - .. - [P - LAl " © e e
4
)
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Y. Question Index 1 tp

o
Schedule B \
6. Closure responses
7. Sustaining responses
8. Ixtending respomaes

9. Response Index s + e
s

~
-

Sc ‘h.(“d_ukl o _l\_gnd» B:

10. General Index ~I t H) , s te

11. Verbal Rewards (Schedule R)

Attitude Data. A factor analysis was completed using one
hundred fifty-four PD/AD students rcy1ﬂtered at the Faculty of ELduca-
tion in efither the elementary or the secondary programs. Three dimen-
sions were uncovered and used to test the research hypothesg;’fogether
with the scores on the total MTAI - a total of four criterfon vari-
ables. The cr1t§ﬁ1on var1ables were derfved from the ‘pre-test “d];

he tmm hypothesis, while both

ministration of the MTAI in tﬁtiﬁ

pre- and post- test scores .were u

.

-

Analysis of the Data ., _ = -y
De nt Variables. Depéndent wriables used in the study

were of two kinds: (1) the eleven pﬂterton urhb’leJ derfved from

‘the GSA schedule§ were used %0 te;t hyg"ptme; 1%and 3; (2) the
-~ four _]'_Al xcm-ns. total and dimensional, served as ¢ependent vari»

plcs in mthm hypomses 2and3. -

.,

s
R 2
.,
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Kdvpnmlvnt Var mhl(\ The independent. varfable in the present
study was t\n Guided Selt-Analysis program to which the experimental

. )
qroup was Oxpoxod during the treatment perviod.y

Statistical Procedures
pjpgnﬁjpnsfof‘ﬁhgvM]ﬂJ. A factor analysis of the MTAL was
completed using the D.L.Haﬁ. Program entitled "Factor Analysis Using
Hotelling's Method" (Fact 03). The proaram is~cecommended for use’
with larqe ddté matrices required whoh usiné a test w1th 150 1t¢ms
A

11ke the MTAL. Fact 03 provides both an unrotated factor matrix, as

well as a Varimax rotation.S\

\
it wii necessary first to test for initial differences between the

groups on each of the5ér1terionavér1ab1es, both attitude and verbal.

behavior.: A t-test program (Anov 10) was used. Both-hypotheses were .

“then testeé by means of the %ame t-test program, usjnq';he chanqe
.scores for both the verbal behavior and nttftude variahle?? Uhere ,
initial siqnificant differences ex1sted an analysis cﬁ‘covariance

‘ (Ancov 10) was used. - -
" The final hypothes1s 3.0, was tested by ;omplet1nq a series
f rank- order correlation coefficients between fnitial scores on the

., MTAI dimepsions and the eleven verbal behayior varfables in the GSA

ngrm‘ ) ) A - .. oY
- 3 vl ‘ ! N
”
. LN
a \.
- * { .
% [y 1} e t IS [
. ¢ ~
@ . P . R .- [ » ’

Testing Hynotheses. “To test hypotheses 1.0 and 2.0 (n. 39,40)

' )
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CHAPTER 1V
. \ f
' FACTOR ANALYSIS OF Tt MIAL

An extensive review of the ]itnratui:n:7X§ted to the experi-
mental use of the MTAL with pre-service and service teachers has
rafsed a number of questions about khe instrument.  "Amonq the ques-
tiors posed arc: What psycﬁo]oqica] factors do‘thn attitudes repre-
sent? To what extent are the results due té response sets? How
liable is the Inventory 4o fakina? (Gage, 1963, p. 517).»

A large number of studies have attempted to n@asure the
extent of attitude change over a period Jf time during which some

rt of treatmen% has been adninistered to the exnerimental subjects.

’;MTAI. a test comprisbd of 150 1tems, yielded only « single score,
and more often than not, sianificant differences were not obtafned 1n‘\

research studies, The belsef that the MTAi was comor1sed of- a number

of factors. rather than Just one prappted certain researchers to S
'l

onalyze the items by factpr anﬂytic or other means (CampneH 1967

L)

Horn and Morrison, 1965; Yee and Fruchter, 1971).* A number of re-~ ..

_ searchers: gvho were unable to report sfanfficant differences when the

single, total score was used, dfd report s1gn1f1cant di fferences 'ty
dimensional m‘ factor'scorqs (Nichol 1968 Smith, 1969). - Both these
studies used the five fa;tm fsolated by _ Camobel T 1n 1967 who had
conten;hd that ttn7 A did: not.measure a sinqle generalized attit.ude
»1nvowinﬁ tm cxtreéles - ‘democratic at one end and autocratic at
the othﬁr/ o o

v

. * * " -
' M o
i W . .
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L 3 | .,
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Prompted by these carlicr investigations, the tont. study
concerned itselt with completing a factor analysis of the MTAT with

154 education students at the Unlvﬂr Aty of Alberta.

Farlier Analyses |

Campbe 11 (1967) fdentificd five dimensions within the MTAL
by examinihq and categorizing each item. From the 150 items, he
assigned ninety' ftems to five different factors or dimcnﬁioﬁs which
he then labe1]edl(Appondfx ). Both Nichol (1968) and Smith (1969)
incorporated Campbell's dimensioés 1Hto their studics and réported
significant findings (see Chapter 11). ‘

Horn aqigMorriéon (1965) had carlier addeessed themselves tdn
the same problem and statod that "from a theoreti%al point of view
"more than one dimgns?on 15 nocessary to describe the ways ﬁx\vhich
teachers or1ent to a classroom situat1on (p, 118)." They selectj’

)

. sample of 306 subjects, of whom 226 were education students at the

‘ Un1vers1iy of Denvez nd the rema1n1'nq 80, ware education students at.
Nest Texas ‘%tate Unfiy rs‘ity The emmrical- scoMng key, developed 4

- tu‘the authors of th II_T (Cook et al, 1951) and cr1t1dized by Qaqe -
‘553a). was discarded, Instead, values rang1nq from 1 V. 5 for

each of the 150 res;‘onses were used, the higher values be1nq pssiqned

*

to fbonses related to 'anti- democrat.ic' sor 'autocratic' at tudes.

l’iw ctors were isolated and Mentiﬂe (Append1x Ch -

L3

'Yee and Fruchtér (1971) conducted 2 simﬂar 1nvest19a 1on :

0
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.

wore scored usina a new loqical scorinq key developed©hy Yeeldnd

Kriewall (1969), Scores ranged from a most favorahle response to a
least favorable response i\e.:'r?, 1, 0, -1, -2, Varimax rotated .
solutions were specified for 8, 7, 6, 5, and 4 factors, and cxamina-

tion indicated that the five factor rotation produced the most

suitable solution {Appendix ). . IR

The Present Study “LA

The 154 §ets of responses to the MTAT used 1n:the present ,
study were scored using a logical scorimg key similar to'th? one’ cz
adopted hy Horn and Morrison (1?65)." Vq]ues ranainq'from 5 through 1
were aésiqned to each item, the higher value heinq as§1gned.frnm the
‘strongly aqree' or the 'stronqly aisaqree' positioﬁ denendiné'ubon
its relation to ‘dqmocrhtic' or 'non-democratic' attitudes, e.q., .

19, Pupils have it too easy in the ﬁbdern world.”

strongly agree agrae undecided disagree strongly disagree

Mm@ m w0
1. Most children are obedient. : “1 ‘ '
/ stron?1§1agree agree undecided disagree Etronqu disagree
e W e @l m

The factor: analysis was ‘com 1eted using the "Pact 03" program
designed spec1f1calfy for use with laxge &ata matrices required for :
ol 11ke the MTAI' (150 ftens). Varinax ‘rotations for 7, 6,5, 4,
3 factors wer‘ speciﬂed The best #tion pnss‘ib1e appeared t
- .‘ ‘mult when the !}rsi three factqra from Q Varimx rotaﬂon camng

I ?m factors ﬁel’saconsidered.v A futgr‘ léadig;q eutofﬁ point of,,

4 ,.,;‘ v . 5

. '
» . : . . . ‘s . .
T o ? . , [ yeo " .
PR s B ! N i

‘S P Y - R
»"' '\5"4-#‘» D C L h ) .. i »
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A5 was used to eliminate items loading on more than one factor., The
Ah cuto‘f“point Teft the fouxth factor“with only one item (#103)
and the fifth factor with only two items (#4 and#98). Thus, it was

decided not to consider labelling and using either of them in the
study i
| Table VII includes eiqeﬁzva]ues, percent ﬁ%'cmnmon variance,
and percent of total variance for each of the five fackhrs resulting
from the varimax rota£10n.

1‘l The féctors are described in Téb]es VIIL, IX, ;nd X. Fxamina-

tion of the items resulted in the three factors being labelled as

follows :
Factor 1 - The Importance of Discipline and Contro)
| Kgg m{ tion of Children
" Factor 11 - rn or Lack ‘of Concern for- the Needs - .-

dnd Interests of Children

)

Factor III -

Favorable versus Unfavorable Opinions

about Children

] (L. e,

‘ Factgr"l - RN . i
- The Im Lkporianbe of-D1scf$€§ne and ‘Control fn»the Education of Children

.

’
-~

SN This factor had 37, 1tems"with pbsitive factor loadinqs ranqinq
fmm 45 to 66. Of thé 31 statemenﬁ. three were framed *posi&1ve '

'languaga. (#ﬂ 1-5 93) whﬂe the rest (28) were neqative or crithm
=

statemeots Thg MTA] 15 a combtnation of bo.th pasﬂzive and negatlm
‘ .statgments.od\gremﬁt with’ ° pns1t1va statement and ‘d1s2 ’ ) gt .y;it’h i

npgmw 1tems yfeﬁ ﬁigher séore£ than the mveytﬁpr g, - Th@,i gg,
- * ! s ., ’ . - ;"1;,?“;

B . » M 4 3 tr
T : ,-ﬁvvwfd g L 'A.t S R E JURtRs
‘ R T IR | I IR Y S MY AN S
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TABLE V]

VARIMAX ROTATION FOR FIVE FACTORS

' Factor Factor Factor Factor Factor
1 2 3 4 5
\ Jrae kA

Eigen values

Pércent of
Common Variance

Percent of
Total Variance

)

. 156,904 12.419 8.028 5.781 5.033

33,720 26.331 17.022 12,256 10.670
10. 603 8.279 5.352 3,854 3.355

T e o . e s e
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TABLE YIII

FACTOR 1. (Bailey)
THE IMPORTANCE OF DISCIPLINE
AND CONTROL IN THE [DUCATION OF CHILDREN

.~ Factor Iteg% ‘ ‘
o ¥ Loading Nurmtifr - MTAI Statement /
.66 86 ' ~If a child wants to speak or to' leave his
: seat during the class period, he should
- always aet permission from the: teach?
.63 50 -7 Teachers should exercise more authority
: over their pufils than they do.
.61 35 ' Discipline im the modern school is not,
o ‘ as strict as it should be.
.61 84 A teacher should not tolerate use of
) - slang expressions by his,pupils.
.60 126 - Children today are given-too much freedom.
.57 a7 The child must leapn that,"teacher knows,
; best".. .
.57 2 . Pupils t learn.to respect teachers if
" for no Jc@r reason than that they are
> . teacher
.56 13 ) The first lesson a child needs to learn ’
' . ‘ * s to obey the teacher without hesitation.
.56 709 - | " Young people nowadays are too frivolous.
.56 115. r Classroom rules and requlations must be
, ‘ *considered inviolablg.
. . .55 80~ . Children nqwadays are allowed tao much
L - freedom in sghool,
.55 85 . ‘\\\\ The Eh11d who micbehaves should be made
: - . \_.to feel quilty and ashamed of himself.
.54 15 \Jhere is too qreat an emphasis upon.
_ ~— \keeping order" in the classroom,
58 95 'CAildren should not expecs talking
L S "privileces when ‘adults wish- to.speak, m
» 54, ngT———— -pyp11 found writing obscéne notes shou1d
. SR L ' e"geverely pun&&he . .
N R v [ child should e ¥abght . to obey e .
L O it without question. ' '
: 53 w 49 | A tdacher /shoyld not be expected to be
R S - sympdthet{c towards'truants, . . S
. .53 57 8. . Many|teaghéis are not severp enwa!‘ in .
S U 'th@i dealinds with pupils. '
N = 6~ e ThemaNds tee?much leniency todax in the |
TR 1} 0 of, children, LR
. ‘ ,\ i A‘..l \,“ . “ . ..A, : EE
T H . “ ; :
" el ) . 3 . W . oA
N e A RECRTRULE RS S
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TABLE VIII (continued)
Factor I tem . : '
Loading Numbers , ﬂTAI Statement -
.53 121 It isn't pract1cab]e to base school work
. upon children's jinterests.
.52 56 . At times it is pecessary that the whole
: class suffer when the teacher is urable
ttf identify the culprit.
.51 102 Whispering, should not be talerated.
51 108 “Lack of application" is probably one of
. the most frequthcduses for failure.
.50 64 The scHdol 15 often to blame 1n cases
of truancy.
.49 19 Pupils have it too easy in the modern school. *
.49 75 No .child should rebel against authority. ,
.49 110 As a rule teachers are too leniept with oy
their pupils. Yo
47 82 Universal promotion of pupils lowers i// .
achievement standards. .
.46 1 Unquestioning obedience in a childdis 5
) not desirable. s ;ﬁ%‘jw
.46 93 Children should be qiven more fre&dom RET) T
: . in the class than they usua1]¥ get, Y AT
.45 52 The low achiever probably is not workinq " 7

hard énough and app1y1nq himse]f uf"#]Q

o Jg’ %/ R
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‘ J
TABLE . .
FACTOR "1 (Bailey)
" CONCERN OR LACK OF CONCLRN 4
FOR THL NLLDS AND INTLRLSTS OF CHILDRLN
!
s WU - I S g =
Factor Jtem :
Loading - Number- MTAI Statement ' . '
.65 144 Teachers can be in the wrong as well as
pupils.-
.62 129 A child who bites his nadls needs to be
. <o . . . shamed, *
162 4 132 Children just cannot bpe. trusted,
.61 : 145 . Young peuple today art just as good as
' . these of the past generation,
.59 119 A teacher seldom finds ch1]dren really
enjoyable.
.59 147 pupil has the right to disagree open]y
) * - ith*his teachers.
s .59 149 One should not expect pup1]s to eanf
' o | : school.,
S7 124 ‘Children are usually too inquisitive.
.55 122 It is difficult to understand why some
‘ - children want’to comé to school too eqr]y
o e in the mornigg before opentngtine.
+ .65 131 There is, no Wxcuse for the extreme
sensitivity of some children, ]
.54 e aﬂk " Children have no business asking ques-
o k.. ~ tions about sex. Y
b2 .o v 133 .Children should, Re' given reasons for the
‘ « O i restrictions placgd upon’thenm .
Y 13 1 ' -fidost pupils are not 1ntereste3‘1n ]ea-r‘n«‘_ i
, S ng. _ w
S 138 . - It s usually the' u,interesting and dif-
o e 7 ficult subjects that will qa the pupil )
. ! L AR the mosg goed. - e L
C A9 T L ey 4#5-  Childvren-should. bé &l o
TR coo M e the r exe(:utmn of 18arnin |




a * 1ABLE X
FACTOR 111, (Bailey) -~ |
3 ' ' FAVORABLE VERSUS
! - UNFAVORABLE OPINIONS ABOUT CHILDREN
e e
Factor . Ttem ' - ,
Load‘g + Number MTAl Statement, : ,
.60 ’ 24 Too fany children nowadays are al-,
S . lowed to h‘Ve thedr own way.
.54 o~ - 116 Most pupils have too easy a time of
: it and do not learn to do real work.
.52 . 61 Children are ‘usually too sociable in
N ' the classroom.
AR . 23 ' Most children do pot make an adequate
N ‘ effort to prepare their lessons.
A7 : 63 . Too much nonsense qoes on in many
, C cTassrooms these days.
45 36 Most pupils lack productive imagination.
45 . Children usually have a hard time
‘ “1' following instructions.
' ‘ . ' !
L3 1o



‘factor I1.- - S

“A . L
-Concern or Lack of (oncern for the Needs and Interests - of Children

80"

a~

loading on this, factor, whether positive or negative, are largely con-
cerned with di%cip]?ﬁe or ¢ontrol - a central preoccupation of teachers
L]

who see the school as a custodial institution charged with the educa-

tion of an essentia]]y unresponsive clientele, The factor appears to

.

T€1s factor cons1stod of 17 items with pos1t1~e factor 1oad1nns

‘ranging from .47 to .65, Five items were 1nd1cat1ve of aRroqresswe _

“orientdtion (#71, 133, 144, 145, }47) and the rematnder cou]d be

deicriﬁed as evidencing a traditiondl bias. The majority of the items

‘ »,',sgemed td be related more to pupil needs and intérests than to discipline.

‘Facto‘r‘ 111 - ; T ' : t

1 e

lJ

Favorab]e Vkrsus Unfavorable 0p1n10ns{about Ch11dren

- The 7 1tems in this factor had pos1ttve 1oad1nqs ranging from {f

Kﬁ'to 60 AN statements were ohrased in negat1ve terms. The thrust

of the factor was to*prov1de a basis for 1ndicat1ng favorah)e ior un-

favorable opinions about ch11dren. The gpntent of the 1tems hiqh- |
]1ghted 1nadeuuac1es in ch11dren, rather, than emphas1§jnq concern for s

diqt\b11ne or control ne?ds or 1ntevests. “‘, E U S

b4 .

ﬁhm‘Tar1tx,Amohg the Factors R ) ;:a’ - - ,,.:, T',@f}
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Factor One from 4he present study shdred f1fteen of its
thirty~one items with comparable chtors from the 0ther,styd1es (see
Table XI). Factor Two shared e]even»of seventeen jtems with fagtors

from the other stuqies (see Table XI1). The 'third Factor was unique
‘ . ) . L ] ' s
from the othey studies in that no items were common, although the

P
.

-~ #Mother studies did shane items (see Table XIII)

J*c: , An exam1nat1on of the first three factors in the Hprn and

' Morrison (1965), and the Yee and Fruchter (1971) studies indicated
B
“that each of the three factors were re]ated to .a k1nd of trad1t10n~ G

L

~ alism' described by Ker]1nqer (1967) The other two factors in both Qﬁw,
e

, stud1es seemed to fit 1nto°Ker]1nasr S proqress1v1sn1{ dimension.
”‘4\ . . ~ s' N

Ker11nger hypothes1zed that educat1ona1 attitudes co sisted of twd’

v

bas1e d1mens1ons rather than the idea nhat they "forn a-bipolar’ conT ‘

. A |

N t1nuum “(p. 203) " The three factors descrmbed in' the present study
: f

LA

- seemed to fit 1nto Ker11nqer S f1rst d1mens1on 1éav1ng no factors S

for 1nc1u51on into a second dimansion o L,

h

B The sma14 size Qf the samp?e (154) xhe present study .nd

. the fagt that. 1t wes dnawn from a number of sources e. Qes ﬂ~‘

- and secondary programs may have contrih?&ed to the lnebilitvk

- . [ L n Lo ! I/
. 1solate f1ve factprs f\”:' s '; ‘1** ,~_ “f _;/'

{

,easwonaIAghbe nséfu? to Speak of the MTAI as. measurgng e»swnhga tra1t
1t wil) then“h$4~§ce§sary,to racoqnize thut severaﬂ laggely indepens~
| i | 7}3?vsqore obtélnéh b

b I'!'v'
O

Al’

""" dgpt resoonse tonsistenest'YV : 4
v aﬂﬂ this deyigfn(p'r125) n- ;Q; A f‘ﬂi";

» v .
. .“u ‘l‘
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- TABLE X1
SIMILARITY OF FACIORS -
FOR
CAMPBELL . HORN AND MORRTSON, YHE AND FRUCHTER, BATILEY
First Dimension) , "
( I \'4
‘ ‘ ' -\Horn and Yee and
Campbe11 Morrison ¢ Fruchter - Bafley
_ (F2) (F1) (F1) ()
No. of ftems 19 o 20 31
e e = e e _.__;’_ e e e et e o o __.7.,,.._.-,- . _! e _~“_“_____._‘ R
Conimon ftems 13 - - 13
: 15 - - 15
- 19 19 : 19
- ' 21 i 21 -
- 23 23 -
N , - 24 24 -~
35 T3k 35.. ! .35
- - 50 C - ~ 50
: - - 52 52
| - 57 - §7
' - -, 63 63 -
~ ., 65 65 -
- - 75 75
- 76 ¢ 76 76
/ ., B 80 ' 80 80
, - ) 92 92 -
. : - 102 - - 102
: 04 s 04 - - -
. N -~ . 109 109
110 1o . No -
, - M6 116 -
118 ~ - 118
<A 126 . 126 126
-k - T — —r
. 1
. R .



TABLE X11

SIMILARITY OF FACTORS
\ FOR ~
CAMPBELL, HORN AND MORRISON, YIT AND FRUCHTER, BAILELY
(Second Dimension)

- Horn and Yee ‘and |
. Campbell Morrison - Fruchter ~  BRailey
L (F3) o (F2) (F2) (F2)
No. of items 18 23 15 17-
Common 1{tems Co- - 99 99
o ‘ R 119 . 119 119
Yo - 122 -~ - 122
, - 124 124 124
131 . - 131 131
128 128 ~ L -
. ‘ - 132 132 132
- - \ 133 133 ° -
P - 134 \ 134 134 ‘
-~ - 137 . 137
- - 144 © 44
- - ;Z? 149 149



.(\
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r
TABLE X111
SIMILARITY 0OF FACTORS
FOR o
CAMPBELL, HORN AND MORRISON, YEE AND FRUCHTER, BAILEY
(Third Dimension)
‘ Horp and Yee and
Campbell Morrison Fruchter Bailey
(F1) - (F3) ' (F3) (F3)
No. of 1items 14 22 JRFR ¥ 7
R B J . ', T A
Common 1tems <. 13 K .-
' 47 DY 47 , -
] . . R
72¢ ° 72 72 -7
- ‘ 85 85, N
‘ - & " 88 . BQ_ -
~ 103 103 -
Y N
~ 115 115 -
-~ . 129 129 -
T T .
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Yee and Fruchter (1971) indicated that “the MTAIL continges
to be a popular research and scronn1nq too], and the factors found
in the study provide oppo:tun1ty fov qreater specificity 1n oonsider1nq

teacher attitudes (p. 131)."

+#
The present analysis of the MTA has qenerated three dimen-
,

il

s1ons or factors in addition to the total MTAI score whose construct )

validity has been described as uncertaln The hypotq?ses could then

be tested using four variab?es rather fhan one.



‘ - ' ' ?
A Lo
. | {‘ ﬁ%ﬁ' &
CHAPTER V ¢ A
A Y “ &A‘

, PRESENTATION AND ANALYSIS OF THE DATA -, .

The present study examined the effects of Guided Self- & ﬁ
,Ana]ys1s on the verbal teach1nq behav1ors and attitqdes of a number
of student teachers. The chapter is divided inte two‘kect1ons (}3 "..k
the presentation and ana1ys1s of the statistical aéié (2) the "P {Q”

presentation and analysis of data from other sourcﬁn ) ~ v ‘

Y

Statistical Findings and Analysis | ’ o . 4 &

Risk Level. An alpha level of 0.05 was se]ected tQ test z?g
three research hypotheses containgﬁ in the present study o =

Hypothesis 1.0. There will be no significant dffferehces
between the verbal teaching hehaviors of stydent’ feachers
trained in the use of certain Guided Self-Analysis schedules
and those of student teachers not so trained. o

In order to test for initial d1fferences between the qroups on the

A

eleven verhal behavtnns ‘a series of t-tests was completed, A sign1~
ficant initial difference at the .003 tavel was reported for the / .
. category labelled Extending Responses (Tab\e XIV) S1nce both the .
ReSponse Index and the Genera1 Index of. Interact1on 1nc1uded Extend1nq
'RQSponses as an 1nteqre1 sqmponent it wn% dec1ded'€b‘test the hy-

| pothesis for all three verhhiea us!ng an\anﬂysis of eovariance pm-
gram (ANCOV 10).  The other, ight variabies were mm\w means of 4
saries of. t»t.ests (ANOV )0), ,Resmm’ fnr the elewm variahlas' ure Téw
,. ported 1n Tables xv And SWI,“ tho ERAA |

Signmcmit al fferences bem}i ‘the
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| 'j_ ‘n :‘~. .
f“*,ﬁff/.P<“q$ e

2N
) TABLE Xfv ) (
" T-TESTS BCTWEEN PREMEST SCORES FOR
EXPERIMENTAt AND CONTROL GROUPS ON ELEVEN (11)
VERBAL BEHAVIOR V/\RIABLES
Expeki—-ﬁ ‘ “Efperi-
mental Control tal Control
Mean Mean .Dev. St.Dev. DF t p:
Rhetorical ‘ : . ‘
Questiops 6.50 71.62 4,58 5.60 18 -0.49 .62
lnforﬁation : | T .
Questions 70.25 58.25 ]3.45 20.28 18 1.9 .12
' Leadiﬁq ' o , '
Questiong‘ - 15.33 27.?3 15,17 19.03 18 -1.60 .12
Probing . ' “fﬁ \
“Questions 7.58 5.63. ‘}“B.GQ . 5.45 18 ‘0,57 57
Question 4 / 5
: Index : 271.92 391.50 173.1? 266.87 18 . -1.22- .23
Closuré \ ) ‘ ' . =
Responseés 76.75 1.75 "11.30 12,45 18 , 0,93 °,36
Sustaining - o . )
Responses . 25{42 O 19.60 10,27 - 8.4 18 0.66 .51
i ' » , ? ‘ .\ ‘.' L : . ‘
Extqndigz/f S , L,
ResponseS . 0,83 RN .89 ~ 7,98 ""18  .3,38 .003
V v e » h e e .i » .
¢ Response ‘ K | . T |
N\Indgx ' 235.75 292,26 118,30  194.71 " 18‘~¥‘;Q!81 AZ
" General Cow T Lo -
Pndex ' 5607.67 . 696,25  220,4 402 6 18 -1 33_ W19
S , j 0
( Verbﬂ o : L
. vRewards' 18,83 ';j,lﬁ,.,ﬁz N 13 68 .
L5 x‘ ‘ ' ‘b ' " ‘) ‘vg n‘.“"\". "-
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TABLE XV = 3
1+ -COMPARISON OF PRE- TO POST-MEAN DIFFERENCE .
' SCORES BETWELN THE EXPERIMENTAL AMD CONTROL, GROUP
ON THREE (3) OF ELEVEN (11)PEASURES OF VERBAL BEHAVIOR
Criterion  Source ' DF . MS ADJ..F. P
i \ Yo . -
. . Group 1 31.60 3.23 .09
Extending A _ ‘ A 4’
. Responses ' S ! - .
VWithin 17 . 9.78 - ' .
o L. ' *
' Group ] » 86193.38 . 4.62 .05
.Response o
Index . . ‘
- Within 17 . 18671.64 -
~ Group 1 1578661.00 - - 15.35 . .001"

General, : . ’ .

Index of ’ '

Interaction Co

- Within 17 102817.56
T ‘ | s
* a ' " ’ r
p<.08 L i .
[ ] ".
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TABLE XVI |

~ COMPARISON OF PRE- TO POST-MFAN
OIFFERENGE SCORES BETHEEN THE EXPERIMENTAL

89

AND CONTROL GROUP ON LIGHT (8) MEASURLS OF VERBAL BEMAVIOR *

e —— e

SN
p<. 05

N Experimen- Control
tal Meah Mean '
 Measures Difference S.D, Difference S.D. t p
Rhetorical /- .
Questions ~1.25 4.85," -4.00 6,44 1.09 .29
Inzjlmatiqn . . .
Questions -20.67 23.36 20,75 22.21  -3.96 0009
®_

Leading®W ! ‘ -
. Ouestions 7.83 12.92 ~15.00 22,32 2.90 0009
Probing , L ' *
Questions | 14.42 15,58 ~0.88 1.72 2.55 7 .02~

) . -
Question i - v . ' *
Index ¥7.25  96.62 19702+ 306.82  }.57 002
Closure ! ' - . .
Responses .-6,58 16.05 8.00 12,22 -2.32 .03
’Susta1n1ng. b o , ' : . . J
- Responses 2.7 14,01 -0.88 8,17 0,65 .52
.o ' ¢ . ' . .
" Yerbal . ‘ , . .
Rewards "A1.42 15.85 ~3.62 ]]ﬂfﬁ 0.33 .74
- ' L - DA
¢ Ld

Al



. (,, In genera], student teachers tend to use a'hwgh prOporkion of Informa-

w

L 7 [
v . Nyt
ST ' )~ S

T

- . ~ \
¢

group were revealed for seven of the eleven variables. In every in-

stance, the significant difference favored the eXperihenta] group:
Hypothesis 1.0 was accepted for Rhetorical Ouestions Sustaining- Re—
sponses, Verban.Réwards Extendlnq RESponSES; and rejected for Response
Index, General index of Interaction, Information Questions, Leading

“

Quest1ons, Prob1nq Quest1ons. Ouestion Index C1osure Responses.
Discussion ( " d_’,',‘ |

The experimental group, trained in the u¥e 4f GSA Schedule
A,_were significantly diffenént from the untrained control group at
the conc]usion of the_Broject on four of the five question variables.
The experimental qroup decreased its use qf Information que;tlons

‘while the control qg.hb 1ncreased its use of that type of que€t1on. e

tion questiaons in which pupils merely regurgitate infnrmat1on prov1ded
earlier by the student teacher or drawn from their nnn&ixnerience, Foy
a.learning encoynter to remain on such a 1evel ahd not move to more

.» complex modeg of thinking, may be unproductive on a hab1tnal bqs1s.
~ The teacher, aware of q’h1erarchy among ‘the types ‘of questions must
structure h1s-questions 1n related sequences 1n an attempt to induce
the pupil to h1gher forms of tﬁ1nk1nq, 'GSA mugt not be seenbmerely

LI

as a method of 1ncreas1ng and dacreasing types Qf questions usgg 1n a .,
quantitativs sense, on\y. The sequences must ba carefullx relatqd to [

achiave~the stated objectives of the pragram.,=n L '!'~~* . ‘f~"}

Emeﬂmntal subjects, 1ngreused thein use of Pmpi?@ a d Leadinq

~ 0

‘lmstiwpﬁsnmmmy (Table xvz) The Quest‘ion {ndex xhich shm - e




- o spoqses s%gnfficaptly (Taple xxl) ' They increased their qse 0@

r A o
(O 7 - 9t
overall relationship 3etween ']oYer: and 'Eigher' forms of pue§tion—
ing ihproved significantly for, th experimental QroUp It wou]d
appear that use of Sgﬁgdulz A by the experimenta] subJects was a
rather successful method of mod1fy1ng Ltheir verba] quest10n1ng be-
~ havior in 'desirab]e' d1rect1ohs:@ Those. without traifing tended to
continue using Information queitions thr%ughout_}he 1esspns aod 19;
"npred the more sophisticated types altogether, Indeed, they in-
creased their use of Information questions and decreased‘fheir use ' (/\
of Leading gnd Probing que%tﬁons; Theruestion Index’for the contnol
"proup also dropped over the treatment period. I

The basic response variables included in Schedu]eiﬁ are -

Closure responses, Extending responses and Spstaining responses. As
in Schedule A, an index is used to chapacterize the oyeréf?'re]dtionq
ship between 'closing’ and ‘exténding' response patterns,‘”Schedu]e B
variabies. are related to'those of Schedu1e'A in that a téacher~pupii
1pt¢paét50mLSppuence contafns teacher questionspnd teacher respopses.\‘
For a teachgr to move the pupil tz higher levels qf'thﬁpk1ng by his

. quest1ons, he must be prepared ta sustain and extehd the dialogue by
\....

means qf appropriate responses. To c]os& off the pupil aftep 8 s?ngle

informat1on type exchange breaks thediequence with that pup11.. The s Y
‘teacnar should attempg tq contyﬁue the dialogue by us1ng Susta1n1ng |

-~ and Extending responses. ig@ﬂ?ng and probing questions. P ~"f;t !-gf'
. ' The.gxper1mental subjscts reduged their us¢ of Clepuré re~, SR

. Sustaining and ﬁxtendmng resppnsegagput pot signé&icgntlx (Tphlé’xv,‘}““*

b ' o L S .»«'; 5
3 A . Co 2 T yin e




Question\a:f Response indices 1n this study showeh a significant dif-

as: we1l a the ™. ogper indices- (QUEStion Index ‘ang Response Index) (f'{

» . ‘,~//» \
o | . ‘ )

\ . A ° \ R \ ! 92

' ' - .
XVI). The large decrease in Closure responses aceounted for the sig-
nificant. 1mprovement 1n the Response Index for the exper1menta1 ‘group.

Schedule B did not have as much measurable, effect on -the verbal be-’

haviors of the exper1m4lka1 subJects as was evident in Schedule A,

The réﬂat1ve 1ack .of success with Schedu]e B may have resu]ted

., from the students unfamiliarity with the 1mpl1cations of response

,‘behav1or as opposed to the1r knowledge of the 1mportance of var1ety

in quest1on1ng behavior. They appeared quite ma#%exed by d1rect1ves

encéuyag1ng them to sustain and extend pupils through their responses.

‘ They seaneg\conv1nced that khe best 1esson is characterlzed by scat-

ter1ng questhns across a group of pupils 11ke ‘buckshot. While they

/Were prepared to alter the cogn1t1ve comp]ex1ty of the1r questions,

4 they were loqthe to remain with one student 1ong enough to comp]ete

a total sequence. To do otherw1§$ May hara been cons1dered undemo-

' craats | }f_ o o '.

Tne General Index of Interaction (GII) which combined the 3
’ﬁ ;
ference (h 001) at the conclus1on of the project 1n favor of. the ex~ ~,

-,‘ni"

per1mente %noup (Table Xv),: 1§pe Genere] Index of Lnteractiqn (GII), :

| ."1.\

“are. uSefu}mdn‘;gg'tne1n1ng because(xhey pruvidk gros, mQQSures which




| o
Whi]e Verbal Rewards are meftfioned in Schedu]e B of the GSA 1\
prograw, they are noqalnc]uded as 1ntegra] components’ of the schedu]e
because they are.not’viewed as relat1ng to cognitive response pr0r .
cedures but are seen as affect]ve' responses more apprOpr1ate to
other methods of werbal behaV1or categor1zat1ons, such as. Flanders .
They were.1ncluded 1n-this study to exgmine the effect of a GSA
program on the proportion of Verba] Rewards used before and after
such training. _ The. reSZSES (Table XvI1) 1nd1cated no significant dif~a - K
‘ .“terenées between the groups on this variable.
Hypothesis 2.0. There will be no significant dlfferences '
7%Efﬁe_itf7?33es of student teachers trained in tife use of
certain Guided Se]f—Ana]ys1s schedules and student Qeachers |
not so traiped. ' o Co

<
In order to test far 1n1t1al dlfferences between the groups on each
of the four criterion attitude variables, a series of tatests was
‘ YU ’ ‘ . ‘
completed. No 'significant differences were revea1ed (Tqble{:ll).
| i

The test of hypothesis 2.0 was comp]eted then by us a \

z

6er1es of t- tests (ANOV 10) Hypothe$1s 2.0 was accepted an three | a o
,‘ttitude variables.‘ Total MTAI‘ Ba11ey Factor 1 and Ba11ey Factor -““';' ' -
It was reqected for the fourth warfable (P<.02) Bai]ey FQCtor \ |
3(Tab1g;xvm) ST O -. ‘;' o

. . ¢ | i v B : B e -
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o A TABLE XVII
LY ‘ ‘
. T-TESJS BETHEEN PRE-TEST SCORES FOR \
' EXPERTMENTAL AND CONTROL GROUPS ON .
.~ FOUR (4) ATTITUDE VARIABLES
- 'R C . \
Variable Mean Mean St.Dev, St.Dev. DF t. . p
1 Total MTAI - 63.58 66.50 18.69 24.24 = 18 & -0.30 (.76 -~
 } . N ' .
2 Bailey : L t ' |
. Factor 1  24.67 25.87 3.70 3.83 18 -0.70 .48 }//,
3 Bailey * St C : y
Factor 2 ' 11.42 7.25  6.44. 5388 18 _ 1.46 .15
4. Bailey . R R | )
Factor 3 B.92 1e.12 ., 1.8 ,1.89. 18  -1.60 .]5
* (ros»ﬁ ‘ A
P S .r'- * _ "'@
C | S R “ . ‘
- ) AL N € ) S
k\‘ - - ‘4 | " .



TABLL XVIT]

COMPARLISON OF PRE- 1O POST-DITFERINCE SCORES BETWELN THE
EXPERIMENTAL AND CONTROL GROUP ON FOUR (4) ATTITUDE VARIABLES

\\ bxperimental.
Grp. Mean

Contrql
Grp. Mean
Difference

-7.75

~4.12

1.50

-1.62

e

5.10

2.56

-0.44

2.48

.07
.16

.66

r
.02

Measures Differeonce 5.0,

Total MTAI 9 .33 21.81
2 Bailey

Factor 1 ~1.00 4.67

“Bailey )

fFactor 2 0.58 4.19
4 Bailey

Factor 3 0.92 - 2.02

: :
*p<.05 (f 'k~/(
. \/ . . ‘ X

[N o



variable for the exprimental group while aNdecrease was vecorded by
the control Yropp, This could be interpreted \as a move towar&**
‘democratic' attitudes for tﬁglg;porimontdl group and as a move to-
wards ‘undemocratic' or 'traditional' attitudes for the control group,
Each of the items in Factor Three (Table X, p. 79) Wd:ﬁ;ouched in
terms critical of child;en. “The items in this factor appeared ta
"hang togethar' better than‘the;{teﬁs«io either of the othé} factors
‘(Tab]es Vlli, lX.'p.?G»?R). d .. *

A number of factors md}.havc contributed to such a dfffer~
gnce between the groups on this attitude variable. First, the G5A
program may have provided‘a structure that not only helped them
modify.their verbal behaviors but also tended to.make them more .
tolerant and understanding of childreh as well., To achieve a measure
of control over one's lingutistic behavior would certainly tend to add
to one's self-confidence. And self-confidence in a teacher tends. to
reduce tensgbns between him and the pupils permitting hih to relax,
become more positive, and enjoy his relations with them.

'The school enviromments in which the project was carried ouﬁt
were more dissimilar than was originally anticipated. The control
school did not fave a full-time superv?sing principal. _The grade
six teacher who doubled as the assistant principal, was in charge on |
a reieased«t1me basis; The principal's office was in the main
building across the yard. Of necessity, discipline was entrusted to
each teacher and‘some.were more strict than othérs. The student

teachers assigned to the control school‘expgrienc more problems

-~
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with discipline than theid counterparts in the experimental school.
This fact may~have accounted for an obvious deterioration in the
attitudes over the trcatmenl period, as evidence by their post-test

MTAL scores and by their personal comments in the Log B&ks and in

' N

the‘taped interviews, One particular control student experienced
considerable difficulty in controlling his pupils and had a nunber
"«0f clashes with the tooperatinb teacher. His unhappy experiences
‘ were constantly communicated to the 6ther students, many of whom
became somewhat discouraged.
The experimcngd] school, on the other hand, was housed in a
single building with a resident, full-time principal assisted by a
released-time assistant principal. Discipline both iﬁ ahd out of
the classrooms was more uniform and this had the effeet of diminishing
the student teachers' anxieties with reference to pupil control.
#”'  Future studies should take into account the effects of dif-
fering environments on student teacQgr performanee and att?iudes by
taking the necessary steps to control these variables. A plan to
assign part of the experimental group and part of the control group
to each school *hqd to be abandoned due to a lack of videotape equip-
Tent. : " . o, ‘
;t is also Iikely.zhat the qoﬁtrol stbdentslwere aﬁgre of
_ th§1r role 1n'the project since they knew that a éecona group was using
‘2 GSA program at -the same tine. .
The short duration of the project may have also been a factor

that prevented greater attitude changes from occurring. A year-long

" L]
" .
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project 43nkod with a course comporient in GSA techniques would have
been more appropriate. . .
Hypothesis 3.0. There will be ho ;1gnificant positive re-
1a%733§ﬁﬁﬁf1ﬁnwuen initial attitude scores and verbal be-
havior change scores,
In order to test this hypothssis the experimental subjects were
ranked on (1) the initial scores on the four attitude Qariables:
Total élﬁl, Bailey's Factor One, Two, and Three; and (2) the change
scores on each af the eleven verbal behavior variables. Each atti-
tude variable was comba:ed by means of series of rank-correlations,
to the eleven verbal behavior variables (Tables XIX, XX, XXI, XXII).
Since none vf the correlations was significant at the .05

level, the hypothesis was upheld.

y

Discussion

While none of the correlations was significant, it was noted
that (1) most correlations related to Questioning technﬁques were
negative, -and (2) moséléorrelations rgladﬁd to Response techniques
were positive. In Table XIX, where the MTAI total score was compared
with the eleven verbal .behavior variables, positive correlations of |
.57, .35, .52, .54, and”.14 were recorded for Closure réspoﬂses,
Sustajning responses, Extending responses, Response Index, and
~ General I;dex (wh1cﬁ_1ncludes a Respense compongnt). .Negagive cor-
r§1at1ons of .2I;A132. ;24‘ .02, .29, were recorded fér“RhefoQ}ca1
questions, fﬁgzhnation questions, Leading quasf}dné. Probing ques-
~ tlons, and Question Index. A similar pattern gns\exhibitéé. with

[
¢ )

. T



TABLE XIX

RELATIONSHIP RETWEEN THE INITIAL ATTITUDE
SCORES (TOTAL MTAL) AND VERBAL REHAVIOR CHANGES
‘ FOR THE EXPERIMENTAL GROUP

— S e s it nm e b b A A Tt s o am b ————— e ey

Verbal Behavior Variable Spearman r
- . 1 — -

Rhetorical Ouestions L . .21
Information Questibns | ~.32
Leading Nuestions ~. 28
Probing Ouestions . o -.02
Question Index ‘ :, n ~.29
Closure Responses ‘ \.» +.57
Sustaining Responses ' R 4,35
Exténd1ng Responses S +,52
Response Index +.54
General Index of Interaction +.14
‘Verbal Rewards Lo .26
None .of the correlations was 4 o

significant at 'the .05 level
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TABLE XX
RELATIONSHIP BETWCEN THE. INITIAL ATTITUDE
SCORES (FACTOR ONE) AND VERBAL BEHAVIOR CHANGES
- FOR THE EXPERIMENTAL GROUP

o '
L]

Verbal Behavior Variable Spéarman .r
“Rhetlor‘icﬂ O(A‘éstions A ‘ , - ) ~-.55

* Information Nuestions o l ".'.19
Leadir}q Questions ' a ' 7:.07
Probing Questions B 12
Question‘lndex ¢ ~ 23 r
~Closure Responses ‘ ﬁ‘ ‘ - +.30° *
Sustaining Responses ‘ ~.26
 Extending (#sponsef "’ +.30"
Response Index " ' ' : +.33 -
'Eiene‘ral Index. of Interaction L Lo +04
Vérbal Rewards . | +~.03 .

— - — - 1

None of the dorrelations was  , . - | .

- significant at the ,05 level o S
. ol - . k | , . !



TABLE XXI

. o
RELATIONSHIP BETWEEN THE INITIAL ATTITUDE
SCORES (FACTOR TWO) AND VERBAL BEHAVIOR CHANGES

FOR THE EXPERIMENTAL GROUP

f

10

!

——mee s :
Verbal Behav1or‘Variab1e‘, Spearman r
Rhetorical Ouestions -, 24
Information Questions ~.03
Leading Questions -.06
Probing OQuestions g +.12, .
Question Index .00
~ Closure/Respanses +,38
\\\\\i\§g§fain1ng Responses +.09
iﬁ‘ Exiénding Responses b +.28 »_u'
 Response Index “ ‘ +.41,
Gén&ra] Index of Interaction, +.02
- *®

y‘ Verbal Rewards

None of the correlations was
significant at the .05 level

.
3
. ,@‘ .
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_ TABLL XXIT - o

RFLATIQNSHIP'BETHEEN THE .INITTAL ATTITUDE
‘ SCORES (FACTOR THREE) AND VERBAL BEHAVIOR CHANGES
. FOR THE EXPLRIMENTAL GROUP -

AL

Verbal Behavior Variable . Spearman r
Rhetorical Questions o 4.30

Information Questions . L e +.05" \
Leédiﬁg (uestioans . ’j _A—‘.O]

Probing Ouestfons ' ’ | +.09 -

QUesti‘on Index - . Ve b ) . H,'03 \
Closure Responses S - * +.03

Sustaining, Responses " . -+.22

Extending fie}éonses AN - ~,08

“Response Index . o . ~ -.08

Cé’nera] Index of Interaction " B +.23

Verba% Rewards ) ‘ ~ 17

None of \the o) r’e'ﬁ‘tions ‘ , .

signifigant, at\the 05 lewvs | S -

~

»
\—‘
>
T
»
1
-

> r
-
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some exceptions, dh the three other sets of corre]atiens. Had these
correlations been sigqificant at the .OSﬁleve], it would have indi-
cated the possibility that knowledge of how an.1nd1vidual performed
on an attitude score (MTAL) would yield information on how he couid
be expected to modify his Rehavigr in a GSA pfogram. The fact that
the corre]at1qps for Schedule A were negatlve and for Schedule B
were positive, posed a further prob]em Was the variable content of
Schedu]e A more cognitivp and of Schedule‘B more affective? Perhaps
$he high att1tude individual would tend "to be more supportive of
pupi]s and e;t cut them off as much (closure), thus opening up the

possibility for an increase in sustainfng and eXtendiﬁb responses,

For egample, Subject 002, who ranked low on three of the four attitude

variables, also ranked low on the response variables (Table XXIIIL‘lh
i

An examination 6T Table XX111 suggests that subjects who ranked h
on the MTAI did not necessarily rank high (or'1ow) on‘the verba) be~

havior variab]es‘ o ' "y

While the data were not s1gn1f1cant statiqtfﬁally, further

Q

\‘ﬂﬂVest1gat1on of the pattern shou]d be undertaken

€

§gmmary of Statistical F1nd1ngJ

A

‘ Hypothesis 1.0 was designed to test the effectﬁveness of'twq t

\
,.‘ifhedules (A, B) from the GSA program on the question-response be-"

havior of student teachers. Signifiegnt differéncea (Tables xv,

A‘XVI) between the trqinad expertmental group ‘and fhe'untraTned control_

;‘grOup were nepqrted on seven of 11. yariablesq Experimentel subJects

T \s“',q'. s : A

L

?'q
LI ¢
By
[ "‘Ax
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achieved better results with Schedule A.on questidning behavior*t%an
‘an Schedule: B which was concerned with response behavior.

Hypothesis 2.0 was designed to measure the exteéz of attitu.p
change, as migsured by the MTAI, in the GSA trained experimentai sub-
jects (Table XVIII}. Of the four attitude variables used, a sianifi-
cant difference in favor of the eiperimeqtaf group was reported for
one - Bailey Factor 3. ‘Examination of the  data indicated that the-
significant difference was, due as much to a decrease in scares for the
control gvaup as tonan increase in scores for the experimenté]'qroup.

Hypothesis 3.0 was designed to examing thé reiationshiﬁf be-
tween -initial MTAI scores gpd verbal behavior change scores. No o
significant correlations were reported. (Tables'XIX, XX, XXI, XXII).
It was noted, however, that the corre]a{ions between attitudes and -

.
questioning behavior were generally negative, while the carrelations

fugxwgen"atti udes and responge behaviors were, for, the most part, . .
positive. // - C e '

. ' ‘ h » '
-Data from Othqj/gources : ' . . | 3 )

In der to supplement the statisticai ﬂatf coilected through-
Out the préject it was decided to gather reievans information in a-

) number of osher ways. First a Generai Ouestionnaire was administered

' /s
tp all experimenQA1 and controi subjects at tha conciusion of the pro-
,fjéct,‘ Second a GSA Q“@§t1°ﬂ041re was administered to the axperimentai
5“”“" °“]Y~v TPW ea& participant was’ gngouraded. to. keep a !:29. o

Book where day«by-@ay impressions and rgactigns cmﬂd be recorded

,v‘A;J [ »i

‘FS'“rt:h, aacb exaariméntai subjeet was asked to turn in theamts qf\.*‘use.d‘!
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L g ‘ | | | ) /
", 'sheets from the GSA schedules. Finally, a half-hour interview was

-~

erd with each participant to sum up his qenera] react1ons to the ex-
/fr

ience. Appendix B intludes a copy of each of the’ quest1onna1res A .

I

*

“ fumber of Student Prof1]es have bgen included based upon the data ass

/;semb1ed during the ent1ae project, both statistical and non-statistical.

1
'f‘ -Gengral Questionnaire‘ This" instrument was des1Qned to. e11c1t

f
if studenp}teacher reaction to a wide range of topics related to the teacher
. @ducation pr09ram in general, and their student teachihq experiences in
! \
‘particu1ar Since the prOJect under study was seen as a component of

{

"_; the entire e1gh§ -month ‘PD/AD proaram, it was fe]t 1mportant to examine
i

!

}\._student op1n1ons of and attitudes toward the rest of the components.
‘ %}&‘! ! The quest1onna1re consisted of two parts: Part A included 18

$
instatementg des1gned to elicit student reaction to a number of th1nqs

A
\ ‘,‘A .w

Nsuéh as the.cooperating schoo] and- staff, the cooperat1ng teacher, the

facdlty consultant, d1scip11ne in the c]assroom, the PD/AD program. They
} ,ware expected to respond in the fo:>§

l

{ (Zx iagree, (3) disagree (4) strongly disaqree. Space: was prodee\\ ’.
f forheach 1tem tq perm1t the reSpondent to modify h1s rasponsee Part B

_—\
wing manner: (1) stronq]y agree;

ing
\

uded thr&e 0pen-ended questions designpd to solicit student opinion
\qu participation 13‘moniter1n9.thg PD/AD program. The respondent : :
| aéged to 115t the ‘three - least and mast va]ugb]e acﬁﬁ§1ties in the pr
grﬂm*‘and to make three sppcﬁfic recommendatiqns for 1mprovements.,

}ujkdéﬂ*f~ "; A
S Pa

Responses tp these 1tems were callgpsed into two ‘7f§3;;rq
\ tf and disa;ree,-and Nerg recorded fbr the potal qroupx
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the experimental sub-qroup gnd the ,control sub-aroup (\eb1e XXIV),'
. - -
Discussion ' .

Item 1: Two half-days per week were inadequate for the pur-

poses of this prOJoct » |

" About 2/3 of the parttcipants aqreed with this|item. .Cghmgnts
indicated .that continuity was lacking in the1r assaqned»

teaching tasks due to the Vednesday gap betﬁggn thﬁ two teachfnq -
days. It would have been preferab]e to schedule two successive
half-days, accord1nq to the students

Item 2: These act1v1§‘e§ better Bre%gred ne. to assume ful]
control of the class in Ma:;)a P

Most stuJentsWthat the student teaching expemences
in January and February bettgr prepared them for the final

three-week round in'March. The experimental group wWere mare

* *  positive in their assessment of these actwmes than the

© control group, however. ‘

¢
tem There was a LOd w,orkmg re1at10nsmp h)gtween the

o student tgghers and the schOol staff,: AR

The e was genereﬂ agreement that the student teachers estab- o

h,shecl a good workmq re]atmnship w1th\the staffs Qf the

v W R B ) R Sk
: - . e :‘., Wy

,: cooperatinq schon?s . {fg’;“; S ~,f‘V?g;;f




108
~ TABLE XXIV ‘ |
 GENERAL ou&s%IONNAiRE (PART A)
COMPARISON OF THREE GROUPS - TOTAL, EXPERIMENTAL |
. AND CONTROL ~ BY PERCENT OF AGREEMENT AND DISAGREEMENT
Total Group 7", Experimental Group .Control Group
' Agree %bi§adree\' ‘Agreq& bisagree . Agree ’ Dis?gree‘
1. 65 - 35 66 34 70 30
2: 8 15 © 100 00 . 65 B,
3. 90 10 2 .08 8 T
4. 95 05 Lo 08 10 00 °
5. 15 . 85 B [ 84 s 88
6. 05, 95 08 92 ,.“ 00 4gy;, 1@?:;
7. 60 40 .. 67 33 a0 e
8. 8 4 15 B S T
9. T 25 . 80 20 67 33 .
0. 4 s5 . 08 9 . , 100 ° 00
M, % 10 100 00, <;\.,90 . .ﬁo L
2, 70 a0 ": - 7 ',-33.* s 75 m zS . ﬁ
B R A T :
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Ltem 5 and Ttem 6: The cooperating teacher over-supervised ;-

the student teacher, Studvnt trachers were aiven too many

respons ih1]\tins by thn cgquuntan teagher,
Student teachers did not agree that they had been over-

supervised by their coopor@finq teachers, nor did they feel |

N | - 119**‘////
~ that they had been qgiven to many responsibHities too early.

K
Jtem 7: The ngnﬂrat1nn teacher was an excellent model for

S U 4 S B 8 MRS LL SN
' '"the studenU t@ e ’i' g“ ) ' .

Sixty ;;rcont 7ﬁéee¢ /ﬁbt‘tho cooperating teacher Wﬁ% an ex-

ce1]ent model. There whs some difference qf opinion in the

responses of the two sub-qroups. Only 40 of the control

subjects saw théir cooperatina teachers as ideal. fPerhaps T

agreement levels+would have beer highar had a word other than

"excellent" been used to dualify “model".

»

4

Item 8: The cooperatina teachai assisted the student teacher

with concréte suqqestions

J‘

Students were qenerally sagis led that the cooperating teachers

assiszed them with concrete suqqestions.

ffg\
.‘ ’b' kY
and accurate , M““ N

ltem 9: The tp teacher's evaluatibn was both fair

P

Three- qugrters of them felt that the cooperating teacher $
evaluation was fpir and aqgurat‘ JThﬂ control group d1ffered

v
:' .a\-B,

somowhat from the

agreement with tﬂj : 3
N
r,&. AT

.
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Ltem 100 Discipline in the cooperating school was a problen.
An examinatihn‘of the total qroun's response to this item in-
dicated that 45" aqreed that discipline was a problem in the
cooperating school, while 557 disaareed. A look at the results
for the sub-qroups indicated an interesting divergénce of *
opinfon. The experimental subjects disagreed (927 -~ 8%) with
the statement, while the control subjects agreed (1007~ 00").
fbviously the control subjects perceived that discipline was

a focal problem for them and %hat their gerformance was af-
fected. The researcher would have to concur with the students'
assessment. The control school was indeed a much more un-
structured environment and offered:a far wider range of man-
agement problems than did the experimenta?} school. The struc-
ture imposed on the studen.t teathers' planning by the GSA

schedu]es may have been responsible, to some extent, for the

fact that ‘the experimen;d[b;rdug experienced fewer disciplinary

problems than the cont:;T\arnua_durlnq the project., v
Item 11: The cooEérat1ng teacher should participate in the

evaluation of the student teacher.

Both qroups generally aqreed that the cobperating teacpgr had

e to play in ghe evaluation of student teachers.

‘ f%em 12: The faculty consul:ept assisted the student teacher

L'}

with concrete suqgestions. ‘ -

Although buth groups agreed with this statement, a smallep.

proportion of expeéimental.qybjects than cbntrol subjects

C““r) -  , )

. [
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e faculty consultant did not observe the student

teacher often enouyh. » ~
Student teachers on the who]oawore split 60«40 on this item.
Even those who thouqht there had bedn enouqh visits indiéated
that these wenf rathbr-"hit or miss affairs". The exnerimen—
tal students were more critical on this fssue than the control
students. ‘

N

Item 14: The faculty consultant had a clear understanding of
of the school fviroment and problens.

Eighty percent of the experimental qroup agreed that the
fou1ty consultant "had a clear understanding of the séhoo]
environment and problems" while only 507 of the contro1‘qroup'
- agreed. The control group had difficulty with discipline and
were not using G3A, two factors that could have contributed ‘

to their more critical attitude towards the faculty consul-

tants.

Item 15: The faculty consultant should partfcipate in the

evaluation of- student teachers. ®

¢

Most subjects agreed with the statement, but they were less
. .

unanimous than they had been-when reacting to the cooperating
teacher's role in evaluation (Item 11).

Item 16:" The PD[AD;program should be extended to 12 or 14

months, t
Opinion was split on this item with 65% of the experimental
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'uhgvxt\ and 507 of the (onttn] subjects amrecing,  Sixly per-
cent of the combined quoun agrend with the ('(mr!‘ht of a Tonger
proqgram, ﬁ |
Iﬁgmr[ff The PD/AD proavam successfully hridges the anp be
tween “theary"sanid "practice”. |
Twa out of three students felt that the program did not snc.
cessfully tyidqe the ”fDOOFV/pPA(tirO“ qap.  The students are
emphasizina, therefore, that the proaram must not only he
lonqer (Item 16), but that it should be altered considerahly.
Item 18: The present proaram is too demanding of atudents,!
time and efforl.
Sixty percent Qf the students did not aqree that the program

was too demanding., Those who felt that the demands were hiah

often chmplained that assignuents vere routine ‘busy-work'.

Part B. This section of theé Gengral Questionnaire included

three open-ended questions as follows:

b}

between the :xperimentai géohp‘s raspdn ‘ th -of the control

1. L1st the three most valuable activities in the PD/AD

. Program. (Table xxv)
2. List the three least valuable activities in the PD/AD

Proq:am. (fable XXVI) |
3, Make three spacific recdﬁ%qndations for chanqe in the
. PD/AD Proqram. (Table XXVII)' : % ’
This section includefl the cenepal react1ons of all twenty

Distinctions
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TABLE XXV

™~

GENTRAL OUFSTIONNAIRE (PART B)
MOST VALUABLE. ACTIVITIES IN TNF TCACHFR FDUCATION
PROGRAM AS IDENTIFIED BY EXPERIMENTAL AND CONTROL SUBJECTS

Selected by Selected
Activity : : Experimentals o by Controls
. (/12) (/8)

- Early Class Observation 5 . 2
Microteaching 4 3
Student Teaching | 2 6 8
Curriculum Workshops 6 5
GSA Program . 6 N/A

Caurse Hork (Various) 5 5

et sttt e e
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TABLE XXVI

14

GENCRAL OUESTIONNAIRE (PART B) o
LEAST VALUABLE ACTIVITIES IN THE TEACHER EDUCATION
PROGRAM AS IDENTIFIED BY EXPERIMENTAL AND CONTROL SUBJECTS

¢ i

\Selected by Selected

Experimentals . by Controls
Activity (/12) (/8)
Ed. C.I. 402-404 6 7
Curriculum Workshops 3

{

Course Assignments | 5 1
Course HWork (Various) 4 3
Microteaching 2 1
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e
) TABLE XXVII
GENERAL QUESTIONNAIRE (PART B) .
RECOMMENDATIONS FOR CHANGES TN THE TEACHER EDUCATION
PROGRAM AS IDENTIFIED BY EXPERIMENTAL AND CONTROL SUBJECTS ‘
. 4 Selected hy : Selected
. Experimentals . by Controls,
Activity o | (/12) , (/8) - |
- T
More comprehensive ,
Curriculum Workshops 2 - ' 3
Extended Student - : )
Teaching Activities 4 ' 5
Guided Self-Analysis 4 N/A

—

-

*
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group were noted where wide variation occurred. /

Discussion
There was i? response to the first question an expected empha~-:
sis on the importancé of student teaching. Students were quite con-
cerned thowever, with the quality of4§uch expérience and called for
careful pkénarat1on by the university and the schools. They were very
much concerned with establishing criteria foﬁ‘the selection of co-
operating teachers and fachlty consultants and showed considerab)e
Adnterest in returning to more objective.nnd traditional methnds of
evaluating student teachers' perfonmanCe. ‘They were almost unanimous
in their rejection of large-group instruction situations, preferring
fne‘snﬁjlen“group seminars. They did feel that instructors should be
y ]encnuraged to teach nore'and'to discuséi]eés.rindicating perhaps a
growing disi]]usionment with the current emphasis on group discussion
as a cenfral teachingstraféqy.‘ Students’.ghowed considerable interest
in activities related to both }heory and practice, such as micro-
teaching, G3A, audfo-visual techniques and‘curricu1um workshops. |
' The student. teacher's traditional disenchantment with the
‘theoretical aspects of teaching was ‘less pronounced with this group
than had been the cqse with earlier groups polled in a similar manner.
(Ba11ey, 1970).  Although they cal]ed faor more stnxent teach1nq they
also recommended extand1ng the. length of the program from 8 to 10 or
I'; 14 months. - Tha experimental group offered 3 Ntder variety of recom-' :
mendat1ons for improvamens than did the control grnup They also ‘f*‘?{

| f11sted a w1der nange Qf “mest. valu¢ble“ qnmpnnents in the iinﬁtf:» o iy

. { e = . R IR (P o
b .‘) : ‘o ’ T ‘_’ . < ,:\.* Al o AN ’ 'r{ :"iv)!’%':‘ . ] u‘ 9‘:., ‘ ERRLR C 5""':T\¥M‘f‘?.§‘ I“, ) T " £ §ﬁ
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question and a smaller range of "least valuable" aspects of the PD/AD 3?

program.

GSA Questionnaire. At the conclusion of  the project each ex-
perimental subject was asked to copplete an open-ended instrument en-
titled GSA Ouestionnaire. Twenty-~six questions were prepered (see‘
Appendix B) to determine the recactions ef the experjmental subjects
to the various components of the GSA program itself and to a number
of other environmental factors. )

The general reactions to the G°A nroqram are presented in the
present section, '

Subjects were virtually unanimous in their belief that the
GSA program had helped them to enaiyze tnein verbal behavior much .

.more'cl%se]y& Awareness ranqged from a realization that some of thm‘
had developed annoying speech habits, such és "wh! uh! uh!" to an
understanding of ihe extreme importance of 'sequencing' in teacher-
pupil questioning dfaloques. | | |

Mast students admitted to certain fears of various elements
in the GSA program. The videotaping equipment 1tse1f was quite cum-
bersome and students received only about one hour of instruction
prior to the project However, few felt that the equipment was any
real impediment once they and the pupiis were used to it The presence
of the VTR equipment and an operator was expected ‘o be quite un-
lsettiing to the pupils but in most instances, such was not the case.
Chiidren seemed to be affected 1n the early tapings but as the novq‘}y

wore off they viriuaity ignored the entire production.
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The Scheduies themselves weré rather massive and tended to
frustrate the sfudents in the early stages of the projeét. Schedules
could have been simplifikd by sepdrat{ng th? material into a series of
1dent1caf but shorter booklets. ‘ah |

The students’ reac!1ons to the 1n1ﬁi§1 self-taping were quité

. varied. Many of them felt that they tended toxdominafe the lesson
often ignoring the contributions made by pupils. A 1ack_of planning
of the Quest{onihg strateqies was clearly noted by all thg'studenfs.

A number of voice and physical idiosyncracies seemed to 1mpress'the
‘students. "i'never réalized my voice was so high", said one, "I

kept playing with my hair. Do I do that a1i the time?", asked anothey.
"It was awfui! I cut fhem off left and'right, didn't 17", commented

a third. | |

The needs of the pupil and the'}mportance of praqper plapning-

 were emphas1zed almost universally.

AN the students felt that more traiming prior to such ‘pro-
jects would be benef1c1a1 _Practice codings were recommended.

The tasks 1nc1uded in each Schedule wera considered adequate
by all the reSpondents although most felt that completing them satis-f
fact0r11y was often oneyous. Students found that se1f~cod1ng was 1n—.

| terést1n94 although oné des¢r1bed_thg}agt1v1ty as frustrat1ng and un-
‘rewarding B | "

- -Planmning for explicit behavior changes as demanded in the

‘ f1na1 Task for ench Schedu]e presented problems for some, Although -

| " s, rel ativeTy easy to identify the faults, coce then, and deveop.
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profiles, the job of determining specific plans for changing certain

behaviors was difficult and led to a certain amount of discouragement

and annoyance when the planned changes did not materialize in subse-

A}
]

quent codings.
Every student indicated a desire to try the GSA program

again if the opportunity arose.

Student Profiles

Using data from Table XXIII and Appendix D, as well as from

other sources, such as log books, ‘interviews, questionnaires, and

worksheets, an attempt has been made to construct, a number of profiles
/

that might y1e]d further insights into the types of PD/AD students in-

P

».volved in the GSA progect

‘ I'SubjectYOOZ. This individual ranked low on three of the four attitude
scores and it was obsérved'that 1n the classroom he was always rather
brusque, demand1ng, and strict with the pupils, He clashed early ahd

a often with his cooperating teacher whose mode ®of classroom management
was similar. to his own. He worked hard at student teaching and GSA
but was so cr1t1ca1 of his own and the pup11s performance, that 1m-

provemelt in 'GSA was spotty\\ . . -

4

Subject 012, This 1nd1vidua1 ranked high on three of four attitude
variabtes, and also ranked h1gh Qn nine of the e]egen verba] be-

‘ haviors. A reai showmnn, ‘he was completely reléxéd wi&h the ch11~

'*‘ dren “and they always responded eﬁgerly Perhaps the 1oose, cq:fﬁ-

fi-\\‘§;t and empathic student can best benefit fr 7

) Tote i .
. o . - RS . \
. R ; . ) . '
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pr?grams, sihce he may be more willing and able to adapt his behaviors.

Subject 005. This student ranked around the middle of the group on
the attitude variables, but ranked in the top half on'ten of e]even

verba] behavior variables, He was a well-motivated, hard worker from .

/

- a centra] European background and the f1rst in that family to com-

p]ete a un1vers1ty degree. Introspective and self-critical, he was

still able to ma1nta1n a hea]thy attitude towards the difficulties

1nherent in such proqrams o ~

L}

~ Subject 003. This subject ranked very low on three of the four atti-

‘.'ﬁhe exper1menta1 group over the treatment period, Eac subject was

. r.__Swnner' of FindinL from )

by the pupils, the schoo], the §__,proqram, and the Faculty of Euu—

‘cat1on‘ S SR

tude variables, but had the largest change in score over the periodl

of thel§§A_program. His performance on the GSA variables was rather .

poor, due perhaps“tb'his‘apparent 'fear' of the children., As the

~ preject proqressed,‘he began to relax and his performance might have

showQLcon51derab1e 1mprovement had the proqram been extended for

several more weeks, He did not talk to anyone very much, but his

.

log book was bulging with introspective) witty, and cutting remarks

. abqut life in general and the Faculty of Education 1n particular,

. anglg§jgg: No clear pattern of perfonnance e erged for

a atudy by h1mse1f h1s performance affeqted by his ow personal1ty,

[} . : \ . . \ . R . ,‘
R . .

et Sourtes
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prospective participants in the'project It provided much general
'1nformat1on on the persona]: academ1c,1@nd work bacquound of each
part1c1pant. That kind of informat{on he]ped considerahly in under-
- standing and_accounting for.the.béhavibr of individuals at various
stageshgf the projéct.

2, The‘Gené.a1 Questionnaire was designed to elicit the

opinions of the participants on a wide variety gf topics related to

the teacher education progrém they Were then experiencing. The two 4
groups differed in their responses on a number of jtems. On items

7, 8, 9'fe1ated t6 the coopg;ating teacher (Table Xva).tHe‘exper1~
mental squec£s'were more positive in their responses than bhg\59nr/f\‘*“/
trol subjects. Item 10, related to discipline, indicated a wide di-

- vergence of opinfon between the groups - on]y 8% of the exper1menta1
grotp saw it as a problem, while: 100% of the contro] -group 1dent1f1ed
discipline as a pmob]em. ExPEr1menta1 subjects were much more con- N
vinced that the PE/AD proqram bridged the theory- pract1ue gap than
their contro] counterparts .

b L '
3. The GSA Questjpnnaire was. used exclus1ve1y w1th the ex-

.

perimental. subaects and provaded definite 1nsfghts 1nto the students

| difficult1es in deallng w1th sugh proqrams. Such feedback also as-

A

;s1sted tne researcher in ana[yzlnq the spec1f1c and general reactions

[ . ) 1‘

’Of the Partic1pan§s to the _ji_ PngPaMG fn5.; R '; o :513;;$f

Al gnd experimental ’@t ‘"e °°mP1et10n of the.PPOJth uas'really de- j" €75f"’i
'K' *‘g””d t° ‘3‘ w a"’ ‘°°Sﬂ ends - to givg the, student and. thﬁ‘Rroaecﬁ “‘
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director a chance to discuss general issues in teacher education,

their involvement in the ‘project, their plans for the future, and

"the like. The interview shed further liqht on the reaction of par-

ticular students to the experience they had recent]y shared and on ) !

their -responses. to the various questionnaires they had comp]eted .
5. The participants, experimental dnd control, were asked

to keep a Log Book in which their experiences and their reactions to

them could Be_recorded.' ﬁo specific format was given for the. subjects o

to follow but they were ukged to be as candid in their comménts as

they wished. The Logs wére turned in a$ﬁgbe domp]gtion of the pro- | )

ject, They'proved worthwhi]e‘dn providing more.comp1ete-insiqht into

the prob1ems and frustrat1ons the student teachers encountered in the

" many aet1v1t1es that were assoc1ated d1rect1y or 1nd1rect1y with the

A e
“ . ! .

project.

. 6. Student Prof11es for several of the experimental suﬁ?écts

were written up to- draw together data from all sources with a view
'
to bringing the study to a pﬁrsona]ized lﬁvel at some- po1nt Att1~

tudes are he]d by peop]e and verba] behav1ors and thetgunod1f1ca~

tion depend upon the extent to wh1ch 'peop1e can be tauqht strate—‘.

ages for chqnge.

g Resume of the F\ﬂding;

‘ §f17 i;, Yerba] BehaviorS,‘ Dne Qf-the majpr aims of the study wg&
RO ,u‘,, g

'Ytgrmlné whether the GSA pragram epuld ;ssast spudent teacher§
T»he




\\}

¢ 123
. ' ' ( N L‘.
treatment perfod.  Students usina Schedule A on Questibgine strateqies
were successful in significantly medifying their behavior on four of

[

the five variables: Information Ouestions, Leadina Questions,
Probing Ouéﬁtions. andz

on the Ouestion Index. They also chanaed siq-
nificantly on the General Index of Interaction (GII) -~ a variable
derived from both question and response schedules. Significant dif—
ferehces were reported between the qroups on Closure Responses, and
on the Response Index.

Students reported a renewed interest in and awafeness of their
use of lanquaae in the teaching act. GSA provided a focus for their
attempts to improve thetr 1nd1v1dual performances. Without so&e'sort
of framewerk students tend to concentrate their efforts on very
broad areas, like qenera1 appearance and manner, clézsroo; manaqement
and planning - areas that are often just too comp!Ex to deal with all
at once. N o ¢ rb ] -

Attitudes, A second ‘major qoal of the study.was to determine
whetﬁar atf1tudés.-as measured Sy’the‘ﬂlﬁl, changed siqnificantly for
students who were unagrgoinq training in Guided Self-Analysis. A sig-
- nificant difference between the qroups was reported for one of the
four*“ffh.titﬂde variables. The short duration of the ptoject b‘robab] y
had a@;pmct on the outcome as did the imitations of the testing
1nstr§mn£ ftsalf and the small size of the sample.

. It was noted from she total MTAl score‘s. pre~ to post-
that agpaﬂmntﬂ subjncts tended to increase their scores while
ddntrol subjects tended to decrease their scores. Mta qathered

*

.
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from the General Questionnaire indicated that the cooperating schools
may have contributed as much to that phenomenon as any other single

' ]

factor, - Fvery control subject considered 'discipline' a problem,

while only one experimental subject rated it as such. Control subjects
were generally more critical of their cooperating school, teacher,

gpd faculty consultant then their counterparts in the experimental pro-
gram.” These attitudes may have been due to the fact that the control
school was considerably less structured than the experimental school,
as earlier noted.

A third major goal was to 1nves}1qate the pred1ét1ve_va]idity
of the MTAI To-vmat extent were attitude sc;?bs related to hehavior

P8 B S

change? Had significant positive correlations been reported in the

L

test of hypothesis %:0. theyﬂIAl could then have been deemed to be a
possible predictQ(fof positive chanae in verbal be;;vior. Howeve;,
s1qce no such significant rela£1onsh1ps wére recorded, it was 1moos;
sib]e to conclude that the MTAI could be used to predict success in

the use of GSA techniques. )

Other Data. Data gathered from a number of sources were used

in th& study. These sources were as follows: Personal Data Ques-

tionnaire, General OuestioRnaire, GSA Ouestionnaire, log books, work-

[

sheets, taped interviews.

}he data gaihered from these varied sources have been ea
thrpughout the study to assist thetfesaarchex in a number of Ways:
(l) to provide information on the persona) background of the part14

cipants. (2) ‘to examine their attitudes towsrds the cooperating

'
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school, the cooperating teacher, the Faculty of fducation, the faculty
consultant, the PD/AD program, the GSA project and a number of other
related aspects.

In the General Ouestionnaire respondents indicated their dis-
satisfaction with the PD/AD program iﬁ qeneral, and with the theoret}~
cal, coursework components in particular. They sought a reorqaniza-
tion of the program to-provide more time for student teaching, schoo]
observation, curriculum workshops, and training in teaching techniques
by means of microteachina, GSA, and other simulation exﬁériences.
Students were driven to harsh criticism not so much by a 'theory'
versus 'practicé' dichotomy but by their fear that in a short, eight
month course they would not be ready to take on the onerous task of
teaching children. Several of them recommended eéxtending the program
far sgvera] months Eo.make it po§s1b]e to satisfy the need for pro-
viding a theoretical foundation and for expapding those program com-
ponents more directly related to thé act of teaching.

The GSA Questionnaire provided specific feedback on the GSA

program itself. Informatfon was also collected on a wide range of

topics, from general r?act1ons to the total exper1ence to the com-

plexities of using video-taping equ1pment

n

Stunent recommandations fell into three broad cateqories -
GSA Schedu1es pre~-training, and technical equipment. |
1. GSA Schedules should be simplified. Jhey would appear i
.1355 imposing 1f extra worksheets weré deleted and kept

¢

elsevhere. I L ’
Y , . .~ - .
g
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2. Pre-training should be mandatory and include practice
coding in qroups and more extensive experience handli&q:
the technical equipment. .

3. The videotapina 'packaae' should be simplified by using
the new portable cameras and videotape recorders. Ihé
audio portions of most tgpes were sub-standard and more
sensitive microphones should be incorporated into the
program. ‘ ‘

In general the participating students found the experience

timulating and expressed an interest fin part1c1pat1hq further in
such projects. .



CHAPTER VI

¥ SUMMARY, CONCLUSIONS, IMPLICATIONS

AND RECOMMENDAT TONS

* The purpose of this chapter is fourfolh (1) to sunmarize

the study, (2) to present certain conc]u%1ons based upon the find-
(3) to indicate the implications for GSA proarams in particu-

lar, and for teacher training proarams “in qgeneral, and (4)'A£6 make

recommendations for further research. .,

Summary of the Study |

(liThe purpose of the study was to determine whether a proqram
of Guided Self-Analysis would effect §}qn1ficant chandes in certain
verbal behavior and attitude variables of a group of elementary stu-
dent teache§s; and if so, whether it would be possible to associate
maximal beneficial change with initfal scores or. selected MTAL fac-
tors. o . .

. Twenty student teachers in' the Professional Dipﬁoma/After
Degree program for e]ementary.te&chers at the University of Alberta.
participated in the study which was carried out during the 1970-71
academi%\year | | ' e

Students were randomly assiqned to .two gropns - twelve to

~ the experimental group and eight to the con!ro1 group, Tha experi-

mental subjects used the GSA train1ng Schedules A and B during the
"f"f‘_“_,t so that

project. They were trqgaad to use video&aping e_mj
they could iake thﬂr own tapes for anﬂysis with the _& scmduhs.
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The control subjects did not have access to the GSA schedules and
were not trafned in the use of videotaping equipment. They met requ-
larly QUrinq the project with the director during which general peda—
qoqical-theories were discussed and specific problems examined.

Each group was assigned to a cooperatihq sthool over a three-
month period. Twenty-three days were devoted to student teaching.

Prior to the start of the brojéct. all participants dompleted
two questionnaires: (1) the Personal Data Ouestionnaire, PDO,

(2) the MinMysota Teacher Attitude Inventory, MTAI.} At the end of
the treatment period, each participant completed the MTAI a second
time, campleted the General Ouestionnaire, handed in a personal Log .
Book, and taped a half-hour interview with the project director.
Experimental subjecs completed the GSA Questipnnaire as well.

A factor analysis of the MTAI was completed in order to deter-
mine whether it was uniFdimensidngl or, as the research suaqested,
mult1;d1mensjona1.

Three hypotheses were desiqmed to measure:

L]

1. signfficant cﬁanqes in. the verbal behaviors of the t
sxperimental group as cbmpardﬁ%ﬁith‘the eontro]'grodb;

2. significant changes.in the attitudes of the exberi-
menta1‘group as cpmpared w1thlthe control group; |

3, the extent to'which 1nit1a1 attitude scores re]ate to
verbal behavior changes. and can therefore be used as

predictor§ of success in GSA tra1n1nq. .

BN Tha data gathered from other. squnces. such as queationna1res.
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log books, and 1nterv1ews were outlined awg discussed in the orevious

chapter. These data served to prov1de the conﬁ‘xt for Such a project
_in that they shed 1ight on the partitipants and the environments 1in
which they studied and completed the\pﬁ%Ject - the.Faculty of Fduca-
‘tion and the cooperating schools. The GSA Questionnaire and the work-

sheets and to some extent, the loa books and 1nterviews, contributed

more directly to the GSA program in all its ramificat1ons The General.

Questionnaire was. designed to provide«information on the environments

for the project namely the university and the cooperatinq schools, The

log books and interviews added a further dimen31on to this aspect of

the study. : N

-~

Conclusions |
| The fof]owing conclusions must be exémined wighin the'lfmita~
tions of the present stddy They may on]y be qeqeralized tq the ex-~
tent that cenditions and procedures are repl1cab1e.
. ‘1. Students traiﬁld to use-GSA schedule A are able to‘de~
creqse the1r us& of lnfqrmat10n~quest10ns and 1ncrease
| | their use of Lead1ng and of Probing questions signifi-
ML Qf cantly. The1r ngstjonalndex scores also increased
\sign1f1cant1y r‘M

2. Students’ tra1ned to use GSA schedfh B are able to de-

_ . craagz their: use of C1osure Res Fes sign1f1cant1y
e The Response Index also improves siqnificgntly
e ”_ 3 Students trained ta use GSA schedu}gs A and B nre ahle

J_JW W 1n|ragsg s1gn1f1cant1y their Ganergl Indax of

i . ‘ . . ; «
) e . * .
¥ : . . . B N
E .o ' »» .
. [ R . . L]
I : s b . .
e )
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Interaction, a measure combining Question and Response
behavior. ; I o
4. .Students not trained.to use the GSA schedules are not able
to modify their verbal behaviors in the same direction as
.those trained in ggﬁ; ‘Moreover, they may tend to increase
their use of Information questions and gggggggg_théir use
of Extending résponses. |
Xffﬁ. Training in the use of GSA schedules appears to have little
significant effect on the attitudes, as measured by the
MTAI of student teachers, " ’
6. Scores on the MTAI, both total and d1mens1ona], tend to
increase over the treatment period for those trained 1n
GSA, while the scores for thase not so trained tend to
decrease, |
7. There does not appear to be any significant, positive.
relationship between scores on an attitude inventory
~ (MTAI) and future succeés in thsmoIificqtion of speci-

fic verbal behaviors by student teaéhers.

L)

Ljﬂications _ R

The f1nd1nqs of this study suqqgst a numbgr of 1mpl1cat1ons

.for the education of student teachers and fog the deveIOpment and

mod1f1cat10n of GSA techniques. , g _ ‘ ,
1;‘ GSA training shouldoqontfﬁue to be tested in order to -
e establish its validity in the trqininq of student |

teachers. | | e
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2. The GﬂA-prnqram requires more extensive pre-fraininq in
the use of the %CQOHU]OK, than was done in this study.

3. GSA schedy]es musg\hnlmodifiad and simplified in order
to avo{d intimid3ting the user by their sheervhu]k and
complexity.

.4. Teacher education programs should be mhdifiod in such
a way as to permit the inclusion of complete trninfnﬂ
components,.such as GSA and Microteachina, when they
have been va]idhted throuqh research. \

5. The stud; yielded'no evidence to support the contention
that the MTAL is a worthwhile instrument for predicting
those stud%nts who wouldiﬁonﬁfit most fr0m a GSA prouram
Further investiqaiipn using the MTAL as a predictor ﬁhou]d
be undertaken in the future, |

6. .The desfrabi\ity of having a\pred1ct0} instrument that

could be.USEd to detgnnine thchrstudents would henefit

from GSA tra1hinq, suggests that instruments -other than

the MTAI be examined he Teacher Situation Reaction -

- Tast and the Dogmatism_Scale .have both been used in con-

nection with studies of feachers' verbal behavdofs, but

not as possible predictive instruments.

Recommendations for Future Reséarch

1, A sﬂuﬁy slmwlar in desiqn to the present ane 1s suq-.
‘ gbsted 1n wh1ch the. amount of time. devoted f? prfor_
tru1n1ng in the use of GSA schedules is increqsed
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considerably, the lenqth of the treatmgnt period is
exteﬁded and in which experimental and control subjects
are in the same schools !

2, A study simitar in desian to the present(ne, with the
modifications mentioned in (1) is suggested in which
the experimental and control qroup would be Sé]ected

- from a population of in~service teachers (a) with

fewer than five years of teacﬁfnq‘ekperience and, (b) .
wifh more than ten years of teaching experience,

3. A study similar to'the present one, with the mqdifica-

tions mentioned in (1) is suqgested. The Nogmatism Scale

wouTd: be used in addition to the MTAL so that the “open"
and "closed" mind syﬁdrome cou]d.be 1inked to the ability (/,~
to modify verbal behaviors. |

4, A study similar 16 design to the preseﬁt one, with the
modifications mentioned in (1) is suggested n which a
‘second| experimental ﬁroup would be random!y selected and
be asgisted in their GSA activities by the cooperating !
teach¢r or by the *acu]ty consu]tant //‘ [ | ? , </

5, A study s1m11ar in des1qn to the prasent one ‘with tﬁ!.
modifications mentioned in (Wﬁ 13 squested where subv
jects, both experfmenta] and control, wou1d teach the "

'same lessons to similar groups so that student ach1eve-

“m~w_,,nmuu;;xuxu1 be re1ated to chanqes 1n verbal behav1or due

1o esA"@cminmg g

| {GQ: A series of factor analytic studies of the MTAI should be

’ . . f
* ! N N : N
T h . N i‘ i .\ .
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Acomp]efed with larger popu]at{ons from (a) elementary

- education students,‘(b) secondary education students,
ic) infservice teaghers wigh fewer than five years of

teaching experience, and (d) in-service teachers with

more than ten'years of teaching experience.
f

Despite a half century of research and the developbment
of several sophisticated theorjes, the teacher's
classroom activities have been relatively unaffected
by what the learning theorist has to say (Jacksons ﬁ
1969, p. 159).,

Concluding Remarks

{

"§1he present study has beia carried out in what Jackson called
"the more or less chaotic conditions under which learning normally
takes place (1969, p. 159)," To have contro1]ed the conditions more
st¥ngently might have resulted in a more impressive 113? of signifi-
cant changes, However, tethniques desiqned to assist the teacher in
a1ter1ng his vErba] behav1or shou1d be validated ﬂnder everyday con~
d1tions or they may be of limited usefulness to him, C]assroom~re— B
search, theﬂ, must sacrifice to a considerable extent the controlled
enviromment of the Taboratory, 50 that the" researcher can observe the

phenomena undfnatural conditions. This typé.of research beset

as it 1s with diffrcu1t1es in controllinq extraneous eXperiences may -

" yet prove to be ‘the most productive ‘and practica] means of test1ng the

'va11d1ty of new teach1nq methods and techniques.

-t
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GSA_CRITTRINY VAPIARLFS

Schedule A - Questioning Strategies

Rhetorical: Ouestions which teachers do not intend or allow
pupils to answer,

Information:  Questions which ask pupils to identify and describe:
(a) Objects, qualities, actions and relationships
previously observed, read or discussed (in-
formation recall).
(b) Objects, qualities, actions and relations ob-
\ . served {n immediate experience.

Leading: Questions which quide or “clue" pupils to the desired
answer, or to appropriate means for determinina the
answer,

Probing: Ouestions which ask pupils to:

(a) Generate concepts, principles, or rules which
explain relatfonships among units of 1‘nformut1‘o'
(b) Apply known concepts, principles, or rules to
the analysis of new information,

Other: (uestions not directly related to development of the
ideas under consideration.

Schedule ‘B -~ Response Patterns A

Closure: A response which has the effect of cutting off a
pupil's current line of thinking.

Verbal ‘

Reward: A response which indicates to the pupil that his

* =~ answer has merit and contributes to the proaress of

the lesson.

. Sustaining: ' A respongg which maintains the level of pupil thinking.

Extending: A response whicgyraisgs the level (complexity) of
. pupil thinking. F .

) -
L] . . , »
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PERSONAL' DATA QUESTIONNATRE

Name: = . _Mae: .
Address:_m_q@m___’_~_ﬁ__-_v L o _ Sex: e
Ident. No.: Marital Status:

Degree already held:

Major Subject: (3 or more courses) 0

Faculty: '

Name of granting 1nst1tu§ion:

No. of. years of university education:

(count present year as one full year).

Teaching Experience: (full or part-timé/specify length and typg)

' 1

R

Other Work Experience: (exclude summer employment/specify lenqth
‘ ) and type)

-

)

Are you prepared to particwpate in a 'student teachinq project tq be
carried out dur1nq the Second Term? YES ( )i NO ( ). -

If you answered 'NO' to the previous question would you p]ease
indicate reasons for your decision? / .

[
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GENLRAL Qe STIMINATRE
NAME

A number of statements related to your recent inggchool activities
during January, February and March, are included, ~ You may Stronaly
Aakee, Agree, Disaqree, or Stronaly Disagree with any itep by placing
a check mark in the appropriate space. In addition, some space has
been 1?ft for you to qualify or elaborate any of your responses.

¢

SA A D SD

1. Two half-days per week were inadeauate for
the purposes of this project,

m—— e _——

2. These{%ctivities better prepared me to as-
sume Full control of the class in March.

-~

et o e e v e e i e

3. There was a good working relationship be-
tween the student teachers and the school

staff. by
¢
4.  Student teaching experiences were well or-
ganized by the school staff. o
I
. \Ja < .
5. The coeperating keacher over-supervised the <'-7
student teacher. | | ~ 7

6. Student teachers were aiven too many re-
spansibilities by the cooperating
teacher. )

!

¥ Yy

7. 'The',?operatinq -teacher was an excellent
modet’ for the student -teacher.

K

- > St

8.; The cooperating teacher assisted the.
Student teacher with concrete sugaestions.

.

e i

’
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The cooperating teacher's evaluation was
v both fair and accurate. o

10, Discip]ine 1n the cooperatina school was

a problem. , ' —
\ L \
11. The cooperating teaohen.shou]d participate

in the evaluation of the student teacher. e
12. . The faculty consultant assisted the stu--

dent teacher with concrete suagestions. i .
13. The faculty consultant did not observe

the student teacher often enouqgh. \
14.  The faculty consultant had a clear under-

standing of the school enviromment and

problems, ‘

/
16. The faculty consultant should participate )
Q in'the evaluation of student teachers. . i
16. The PD/AD Program should be extended to
i 12 or 14 months.

17. The PD/AD Program successful]y bridges the

gap between ‘theory' and ‘practice’,

- ' ‘ i ' _ :f’ﬁ‘ .

18. Thp’present Program is too demanding of )

students' time and effort, _ \ X

T - — ;; — f/ o

/
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PART B , S -

A. List the three most Qa]uab]e activities in the PD/AD Program,

[

R —_ : 1 —t

B, List the three least valuable éct1v1t1es in the PD/AD Program,

pom— ! ——— (‘

. ®

A

\d
Pa

C. = Mgke three specific recommendations for change in the PD/AD
Program. o ‘

T 7 ' |
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GUIDED SELF ANALYSIS OUESTIONNAIRE

Y

NAME
Pleasewanswer these questions on the sheets supplied, using both
sides if necessaiy Number each resgonse carefullyd

1. DQd GSA help you to analyse ydﬁr verbal hehavior? How?

2. ’Did you at any time feel threa%pned by GSA?

3. What are some of the weaknesses that GSA 1nd1cated to you
on your first videotape?

4.  Did GSA help you to eradicate any other bad habits not re--
1ated to verbal behavior? .

5. 'D1d GSA make you more sensitive to the needs of chi1dren?

6. Do the GSA schedules he]p yOu to code adequate1y or 1s more
training necessary?

7. Could the coding TASKS be improved in any ways?
8. Did you have difficulty coding your own tapes?

3. Should there have been a specific traiming proqram for coding
“in addition to the schedn]qs?

10, Did you find coding bo\?ng or interesting?

1il Was it difficult to compute the various percentaqes and
develop the various profiles? ;

”

. f

12, Did the i1Tustrative material in the later. TASKS he1p*90u .

to 1nterpret your own verbal behav1or patterns?

13. Did you have any dlffjcu]ty comp1et1ng the FINAL TASK 1in
‘each schedule? , ~ .

‘14.'.Nere you d1scourqqed or annoyed with. yourself when p1anned

changes did not come off as expected?,

186, what are your views on the technicq] aspects[of‘GSA? e, g.,
! ,éamera, mike recorder, ;mpes, etc, . . R

v~

.
3

. o .

Coa ‘ [ B o



17.
18.

19.
20,

21.

22.

23,

24.
25,

"55

Did you feel that you needed -more time to use GSA effectively?

Should GSA involve more traininh»at the University prior to
using it jn the schoals?

Did your cooperating teacher show any interest in GSA?

What are your views on

a GSA proqram involving the student '

and the cooperating teacher?

Would you involve yourself in another GSA program next year,

if one were available?

Did you get the kind of assistance fo complate the project

that you needed?

[}

.

Do you think you need to know more about how to teach before '

any kind of student teaching activity?’

Is GSA the same ag/afcroteachinq? Explain.

What was the greatest

‘annoyance' during the entire project?

<t
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[ABLE XXVITI
FACTOR 1. (Campbell)
. MORAL STATUS

- : - - . e URUNSY SR

I tem

Number | ﬁﬂﬁﬁl Statement

1o b“
M ’ ﬂ»iaathvfk Hﬁé‘ﬂ n s e b1em t |
~ ever discuss sex problems with
‘t“‘ﬂ“ :Q, Y
47 W b d mth learn that "teacher knows beot™
by - "!hi?dron “should be secn and not heard”,
bh Children are too carcfree.
/0 Dishonesty as found in cheating is probably one
. of the most serious of moral oftenses,
12 \ Pupils must learn to respect teachers {f for no
other rcason than that they are teachers.
75 No c¢hild should rebel against authority.
87 Puptls should not respect teachers any morg than
, any other adulta,
95 Children should not expect tqlking privileges
when adults wish to speak.
99 Children have no business ashing questions about
SCx.

125 | It is sometimes necessary to break promisces made
to children,

137 There s too much intermingling of the sexes 1ab

~ . extra-curricular actfvities, .

140 Tcachers probably over-emphasize the seriousness
of such pupil behavior as the writing of obscene
notes.

145 . Young people today are just as good as those of
the past gencration, .
.
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TABLE XXX

FACTOR 11, (Campbel )

DISCIPLUING ¢

S T ' i AN _’ v-"'. - oL

I tem
Nunber MIAL Statoment
3 Minor disciplinary situations should sometimes he
turned into jokes. .
/ If the teachor Yaugns with the pupils 10 amusing
classroom si1twations, the ¢lass tends to qget out
of control.
13 The first lesson a child needs to learn is to
obey the teachar without hesitation,
15 There is too great an emphasis upon “heeping
- order" in the classroom.
39 ‘ ‘To maintain good discipline in the classroom a
r teacher needs to be "hard boiled".
46 More "old-tfashioned whppings" are nceded today.
51 Discipline problums are the teacher's greatest
worry.
t0 It is easien to correct dls;:p]zne problems than
. it 1s to pr fvent ‘them, -
77 Difficult disciplinary problems are seldom tie
‘ fault af the teacher
102 Whispering should not be tolerated.
104 Teachers should consider problems of conduct more
seriously than they do.
110 As a rule ‘teachers are more lenient with their
. pupils,
118 A pupil found writing obscene notes should be
severely punished,
133 Children should be given reasons fcr the restr1ct1ons
‘ placed upon_them,
‘136‘ Afpupil should always be aware of uhat {s expected
‘of him,
<144 , Teac?g;s can be in the wrong as we pupils. ¢t
Y46 ' _Keeping discipline is not the pr t many '
kg ers ‘claim 1t to be. '
148 pupil misbehavior is done to onnoy thﬁ teacher.

L




159

~
TABLL XXX
FACTOR 111,  (Campbell)
o, ‘
PRINCIPLES OF CHIED DLVLLOPHENT /\[\H) Bt HAVIOR
I tem L
Nunber - MTAL Statement
24 Too many children nowadays ave allowed to have their
OWn wWay.
24 The boastful thld 1? usually overconfident of his |
. ability.
37 Standards of work should vary with the pupi],
40 Success 1s more motivating than failure. ,
¥ Imaginative tales domdnd the same punishoent as
lying.
43 A good motivating device is the critical comparvison
of a pupil's worh with that of other pupils.
H2 . The Tow achiever probably is not working hard
enough and applying humself,
76 There is too wuch leniency today in the handling
, of children, ‘
81 A1 Ehildren should start to read by the aqe of
: seven, : )
89 Teachers who are liked best probably have a betier
understanding of their pupils.
97 Teachers arc responsible8for knowing the home
conditions of every one of their pupils.
103 Shy pupils especially should be requived to stand
when reciting.
122 "It s difticult to understand why some children

want to come to school s0 eatly in the morning
before opening tima..

127 One should be able to get arong with almost any
child. ;

128 Children are not mature enough to make thetr own
decisions.

129 . A child wha bites his nails needs to be shamed,

131 . There 1s no excuse for the extreme sensitlvity of .

ome ¢hildren.
143 Aggressive children require the most attention.

"

|



[tem

Numbor

12
16
19
21
23

20

48

59
63

71
82
9l
92

93
105
108

121
123
135
149
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TABLE XXX
FACTOR 1V, (Campbell)

PRINCIPLES OF LOUCATION

e e e e w4 me s n e e oo e e

*ﬁ MTAL Statement \\\‘ |

Pupils should be required to do wore studying at.

hone.

A pupil's failure is seldom the fault of the teacher.
Pupils have it too casy in the modern school.

Pupils expect too much help from the teacher 1n

getting thelr lessons,

Most pupils do not make an adequate effott to
prepare their Igssons.

The teacher ts usually to blame when pupils fail

to follow instructions,

Every pupil in the sixth grade shOu]d have sixthm &

grade reading abilit!

Increased frecdom in Lho classroom (PCat(‘ confusion.

There is too much emphasis on ygrading.,

A teacher should always have at least a few faflures.

Too much nonsense goas on in many classvoums thesc

days.

Children should be allowed more freedgm in their
execution of learning activities.

Universal promotion of pupils lowers achievement
standards.

Most tegehirs do not give sufficient explanation

in th@ir teaching.

There\are too many activities lacking in academfc
respectability that are beinqg- introduced into the

Aurriculum of the modern school.

“Children should be given more freedom in the

classroom than they usually get.

A teacher should never leave the class to its

own management.

"lLack of application" is probably one of the most

.frequent causes for failure,

It isn't pracficable to base school work on
children's interests.

Children that cannat meet the school standands .
should be dropped. ‘
It 1s usually the uninteresting and difficult
subjects that will do the pupil the most good.

One should not expect puq‘ls to enjoy school.

i

-
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— TABLE XXX11

o FACTOR V. (Campbell)
P[RSONAL RLACTIONS

- e e - d - e e —
A m—— i T e s em e g e s e e e o i e e — e —————— e . e

T
[ ]
I tem
Number MTAL Statement
—- a e e e e e e
1 Most children are obedient.
5 - Teaching never gets monotonous.
6 2 Most pupils don't appreciate what a teacher
' does for thom,
25 . Children's wants are just as 1mportant as those
of an adult,
31 + Some children ash to® many questions.
54 Most children lack comon courtesy towards adults.,
67 Pupils who are foreigners usually make the
" teacher's task more unpleasant,
94 Most pupils are unnecessarily thoughtless
{elat1ve to the teacher's wishes., '
@ upils can be very boring at times®
101 ' .Most pupils are considefrate of their toachers
106 A teacher should npt be expected to do more
work than he is paid for.
107 \ There is nothing that can be more 1rr1tat1ng
than some pupils.
m ' Slow pupils certainly try onc's pat1enca
17 Children are so likeable that their shprtcomings
can usually be overlooked. .
119 A teacher seldom finds children really enjoyable. ‘
132 Children just cannot be trusted,
141 Teachers should not expect pupils to like them.
: . b A — .
¥ y A T
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TABLL XXXIT1

' FACTOR 1. (llorn and Morrison)
TRADITIONALISTIC VERSUS MODLRN BLLILFS ABOUT CHILD CONTROL

Factor [tem . -

Loading Number MTAL Statement >

7006 ‘ 110 As a rule teachers are too lenient with

, their pupils.

705 116 Most pupils have too easy a time of it
and do not learn to do real work.

703 19 Pupils have it too easy in the modern
‘school.

688 126 Children today are given too- much fluedom

. 068 76 There is too much lenfency today in the
handling of children.

. 664 ' 35 D1S£1PI1HL in the modern school is not
as strict ‘as it should be.

.653 4 80 Children nowadays are allowed too much
freedom in school.

. .608 24 Too many children nowadays are allowed
e ' to have their own way.
600, . - 23 Most pupils do not make an adequate
- effort to prepare their lessons.
.579 92 There are toa many activities lacking in

academic respectability that are being
introduced into the curriculum of the
modern school.

. 566 04 . Teachers should consider problems of
conduct more serioudfy than they do.

.565 60 Teachers should cxgficise more authority
aver their pupil an they do,

.561 57 Many teachers are not severe enough in

’ o their dealings with pupils,
. 559 63 Too much nonsense.goes on in many
' classrooms these days.

497 12 - Pupils should be required to do more
studying at home.

460 21 Pupils expect too much 1elp from the

: . teacher in getting theil lessons.
~.420 65 ‘ Children are too caref ee.
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TABLEL XXX1V
FACTOR 11.  (Horn and, Morrison)

UNFAVORABLL VLRSUS FAVORABLE OPINLONS ABOUT CHLILDREN

(

Factor ltem

Loading Numbor . MIAL Statement

L0616 /7 Difficult disciplinary prohlems are sel-

- dom the ftault of the teacher

L6106 -~ 83 Childreen are upable to reason adequately.

510 134 Most pupils are not intevested in Tearn-
ing.

. H06 94 Most pupils are unnecessavily thoughtless
relative to the teacher's wishes,

564 121 It isn't practicable to base school werk

, upon children's interests, .

Lhi4 132 Children just cannot be rusted.

.50y 124 Children are usually too TnquitaCive,

534 113 Pupils Tike to annoy the teaciler,

.h32 128 Children are not mature enduyh Lo make
their own. decisions.

/.504 ‘ 114 Children usually will not think for
' themselves.

497 30 A teacher cannot place much fatth in the
statements of pupils.

479 106 A teacher should not be eapected to do

‘ ‘more work than he is paid for.

404 22 A teacher should not bue expected to
sacrifice an evening of recrealion in
order to visit a child's howe,

.460 1n9. A teachuy seldom finds children rea]]y

‘ enjoyable.

.450 6 Most pupils do not appreciate what a
teacher does for them,

432 74 ' ~ Pupils usually are not qualified to select

3 their own topics for thehmes and reports.,

422 . 96 Pupils are usually slow to "catch on"

: to, new materials. : .
413 130 - - Children will think for thmnse1ves if
: permitted (negative). ‘
.402 - - 25 Children's wants are just as important as

those of an adult (negative)



b a e memamme e e

Factor
Loading

L3045
.. 357
L3464

344

1 tom
Number

37

38

127

164
TABLE XXXIV {continued)

MIAL Statement

. e N e B

Standards of work <hould vary with the
pupil (neqative).

Children have a natural tendency to be
unruly.

The majority of children take their
respongibil Ptice seriously (negative),
One should be able to get along with
almost any child {(nogative).

P e T T T T

el e bl e s e e



TABLF XXXV

FACTOR 111.  (Norn and Morrison)

PUNITIVE INTOLFﬁ%NCF VERSUS
PERMISSIVE TOLEPANCE FOR CHILD MISBEHAVIOR

b o oo S e e e T I T LI IO
Fac ~ Jtem
Load g Number MIAL Statement
e ek L SRt S .
660 ah : The child wha mishehaves should be made ¢
. , 6‘ to feal auilty and ashaned of himself,
.613 A7 The child must Yearn that "teacher knows:
, best."
.603 13— The first logson a child needs to learn
is to ohey the teacher without hesitation.
.584 10 It sometimes does a child nood to he’
. | criticized in the presence of other punils.
.566 69 Assiqnina additional school work is often
, an effective means of ounishment.
.560 72 Pupils must learn to respect teachers if
for no other reason than that they are
; , teachers.
.523 103 Sy pupils esnecially should be reauired
: to stand when recitina,
.A81 43 A qood motivating device is the critical
' comparison of aspupil's work with that
of other pupilf.
.A469 115 - Classroom ruldg _and renulations must be
considered invio
.AS7 129 ‘ A child who bites his nails needs Ao be
shamed,
LA4A4 - 75 No child should rehe1 anainst aythority. 5
.A36 . 86 * ' * 1f a child wants to speak or to~leave his
| ' seat durinn the class oerfod, he should
! - . always qet permissdon from the teacher.
(435 . 8 . Throwina of chalk and erasers should
| : . always demand severe punishment,
A25 28 : The boastful child {s usually overcon-
o ‘ ' - fddent of his apility. . *
" .A20 - - n : Unquestionina obedience in a ch1]d is not
;’ | . desirable (neqative),
A9 70 | Dishonesty as found in cheatino 1s prabably
Lo : _ one of the most serious of moral offenses.
M2 | A4 It {s better for a child %o.be bqshful

- than to be. “boy or q1r1 crazy." |,

" ) . . .
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TABLE XXXV (continued)
g « YU OV — e
Factor [tem
Loading Number - MTAT Statement
.407 41 Imaginative tales demand the same punish-
ment as lyina. .
. 402 2 - Pupils who "act smart" orobably have too
high an opinion of themsalpes.
397 32 - A pupil should he Feauired to stand when
reciting. ‘ .
.263 56 At times it is necessary that the whole
- class suffer when the teacher is unable
’ to identify the culprit.




Factor
Loading

AP
. Uf;“

Lbel)
bt
A

. 397

. 304
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TABLE XXXVI

FACTOR 1V, (Horn and Morrison)
I

ALOOE VLRSUS INVOLVED (SLNSTTIVLE, ‘
EMPATHLL) ATTIMIOL TONARD CHILUREN .

I tom

Nunber

PO

i
e

14

MTAL Statumtnt

LA e - . L mmm et e e .-

STow pupils cortainly try one's patichce,
s difricult tg understand why come
children want Lo*)zna‘: to school 5o carly
in the morning b®ore opening tine.

The teacher should disriqqrd the com-
plaints of the child who constantly talke
about imaginary illneuses,

Pupils who are forcigners usually make-
the teacher's task more unpleasant,

Sowe children ash too many questions.

I, the teachor Taughs with the pupils.
in-amusing' classroom situations, the class
tends to gaei aout of control, ’

Youny people are difficult to understynd

. these days. ;
‘ e
R

i
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ALLE XV

+
FACTOR V0 (Hovn and Doy oan)
[ AL AEES R A R
R L T e R B O S R N NI
Lo te o I . ,
Foo iy ey MIAL et gt
" o [ T N T AL ST
ey RN i " .
[ TR IR R R N A S A [
- g e . : .
fet t Ehtbdeon aoul Do gy oy RN
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TAng XXXVI11

FACTOR 1. (Yee and" Fruchter)

)

CHILDREN'S IRRESP”N“IBLF TENDENCIES AND LACK OF SELF- DI%CIPLIN[

Factoy Ttem
‘- Loading Number MTAI Statement
i e /J;ﬂl__..__._.;.... e e - B oy
.65 126 * Children today are aiven too much frecdom.
.61 35 ' Discipline in the modern school is not
, ‘ as strict as it should be.
, .60 80 Children nowadays are aMowed too much
. ‘freedom in school.
.59 19 ~ Pypils have it tooreasy in the modern
. " school,
57 76 There is .too much leniency today in the
handling of children.
.55 21 Pupils_expect too much helo frnm the
N teacher in aetting their lessons.
.54, 116 - Most pupils have too casy a time of
oo it. and do not’ learn to do real work.
.53 109 . Younq peonle nowadavs are too frivalous.
.51 65 Children are too carefree. :
.50 36 Most pupils lack productive imaaqination.
A9 1o _ As a rule teachers are too ]en1ent with
. their pupils. -
A7 14 Children usually w111 not think for
* themselves. :
A6 23 ' Most pupils do not male an adequate
. ) - | effort to prepare their lessons.

| A6 24 Toe many children newadays are allowed

A : ta have their own way.

N P N1 63 Too much ndnsgnse aozs on in many

[ TS ' L ' classrooms theke days. ‘

R A5 * 128 Children are not mature en@uqh to make

' . : *their own decisions.

N - B2 " The low achiever probably is not work1ng
o o C . hard enough and applying himself,
ey .44 . 54 .- ' . Most children lack common courtesy toward

‘ SR L ~adults, ,

o I /16 - . Na child should rebe1 aoainst authoritv
RN L {92 ' There are.too many activities Yacking in
po e AT ., academig, respectability that are.being

e Lo L 1ntrod1§eg into the. curriculum of the

T Cgm o mgdern chool oyt :

T . T i T P
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TABLE XXXIX . )

.

FACTOR 1I. (Yee and Fruchter) -
ONFLICT BETWEEN TEACHERS' AND PUPILS' INTERESTS

— s — . e e v o o mn. e b L e et

: *__Q_W_ﬁ,__.-_g. " . \
Factor Jtem
Loading ' Number . MTAI Statement
. ' - l
.55 149 - One should not nxpect mils to enfoy: .
’ school.
S 131 There is no excuse for the extreme
sensjtivity of some children.
,51 ' 144 . hers can be 1n the wrona as well . '
' §§§up1]s
.50 1A Tedachers should not expect Dupl]s to
' 1ike them
.49 121 . It isn't practicable o hase ;phoo] work
) . upon children's interests.
.49 132 . Ghildren iust cannot be trusted.
.48 99 ildren have no business askinn
. : - qWstions about sex.
A8 . 137 .- There is too much interminaling of the
’ sexes in extra-curricular activities.
.47 134 . Most ils arelnot interested in
’ Tearn ;o
A7 ‘ 136 . © A pupil sbou1d a]ways be fully aware of
' o _ what is expected of him. °
.46 119 i A teacher seldom finds ch11dren ﬁeal]y
‘ - enjoyable,
A4 124 Children are'usually too 1nqu1s1t1ve
.44 33 Children should be aiven reasons far
' ‘ the restrictions placed unon themé to.
A3 20+ * - A ‘teacher should not be expected
‘ , - burden himself with'a pupil’s prob1ems.
Co.e2 3% A téacher -should never acknowledde his *

. . ' - ignorance of a- topi¢ in the presence of
Fo S his pup11s.

&,

L]

e ——— R s ey ——— T ~— Sasan:
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( . TARLE X1
FACTOR 1L, (Yoo and Fruchter) ‘
RIGIDITY AND SEVERTTY 1% AR PRI,
Factor ftem ;
1 oading Number MIAT Statement
R |
T.h6 ' 13 The fiawt lesson o child needs to Tearn
- fs to obey the teachor without heditation,

o L5? 2/ A child should bo tauaht to obey an adult

' without auestion,

51 88 . Throwina ot chelk and eyacsers shopld '
' , always demand cevere punisheent,
.51 15 Clastroom rules_and reaqulatiens just te

/ consideed inviclable.

l .49 86 If a child wants to sralb or to loave
his feat durine the ¢doo4 nperiod, be
should dlwavs act paemission trom the

. teache: .
.49 118 A pupil found writina obhacene nntes
shopld be <everely puntshed.
.46 72 Pupils must dearn to resuect teachers
R if for no pther reasen than that (’my
! : are tenchotf.‘ r,

.45 85 ' The child who mish@h(‘vm thowld: bg e do
7 " ¢ feel auiTty and ashemed of nimfelf,
.44 a7 . The child must learn that “teachep knows

best."
.44 103 ™ Shy pupils esnecially should be renu1red
. to stand whén raciting, ' |
, 42 81 . AN children shoutd start to read by
. , the aae of sevep.
A2 129 A child who bites his nails nqsds to
S ! be ashamed.
* \ . ‘ . %



Factor
Loading

Y
Ll

A7

A

[ tom

2 ftumber

93
04

.- 71

717
16

53

\
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TARLE Xt

FACTOR 1V, (Yee and Fruchter)

PUPTLS INDEPERDENCE TN LEARNTNG

v

R i

\ MIAL Statement

Children should be given more treedom in
the classroom than they waaal by qet,

The scheol 1. otten to Llame in canes
of truancy., \
Chtldeen shoald be allowed more free-lon
in their oxecution of dearning activi-
ties,

Difticult disciplinery problems #ve
seldon the tault o1 (the teacher.

A pupil's fatlurt 1y seldon tae foult
of the teacher, ,
There 1s teo o h erphasts on grading.,
There is too great an chiphasis upon
"heeping order” tn the classroom. .

e N

/

(

—
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TABLE XL11

S

FACTOR V.‘ (Yoo and fruchter)

\
factor [ tem
Loadin Number
.56 . ) 101
Y 107
.49 ' 90
A4 &\ N
.44 - 113
A2 146 -

PUPTLS" ACQUIESCENCE TO THE TEACHER

e - - . - - ~ - - . B

‘E MTAl Statement

PR - e L e e a

Most pupils are considerate of their
teachers., . . /
There is nothing that can be more
freitating than some pupils.

Most pupils try to male things easlceh
for the teacher,

Most children are obedient,

Pupils like to apnoy the teacher.
Keeping discipline 15 not the probloy
that ‘many teachers claim 1§ t0 be.

e e s s e, &~ S i o e ——

—— e e e e =

-
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TABLE XLTT ]
4?) )
PRE- AND POST- TEST RAW SCORES FOR EXPERIMEMIAM
SUBRJILCTS ON TOUR /\I'I\HHHI. VARLIABLL &
| Y
_TOTAL MIAI Bailey Fofitor 1 Ia iloy Factor 2 Bailev Factor 3

Subjects Pre- Post- e Post - Pre- Post.- Py e Posts

N 1’.-'" .
) e T
001" 3 L 32 24 - 15 16 08 06
00> 53 77 24 19 06 15 09
003 2 87 20 04 09 09 N
004 63 66 28 20 - 02 02 n N
00% 64 88 o4 26 13 17 1 12
00 6 61 61 29 25 04 OB 00 T

007 57 59 18 18 o8 05 08 09"

. . r s
ooea - | 87 8 " 25 23 13 N N 10
009 62 15 . 2 22" 14 2 07 1
010 54 54 21 16 18 13 07 07

s P4 . \

011 | 96  9a 26 %4 W19 19 08 12
012 | 70 8 6 7 2 7 0 09
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