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ABSTRACT .

Iheceo g eMperaical evidence Sy et that Studemt s, who wioy to
tatend the range of their ¢las . roop Shidle g Particapating in labora-
N -
riay need to teach lessons 1o an a. yet undetermined

tor. Trainmm

Mumbey Yabarator, settings, Fearning theory alo Suggests that

4
Stadent ooy Hrervisors would neneft trom g Anowledge ot the approxi -
Ate nunber ot porqctce lessons that should ne tiaught in each of these
SUCCe sy (Lvi}onmentally altvrvl, traininy S1tuations,

The precent Pestigation wygs desiyned (o determine the number of
Microteach les<ons with fvedba@k that 4 sample of student tecachers
would need vt teqch an «\rdvll r(; uC\“I;I\‘ two pedagogical skhille tor use
hoa laborator tramning environment | The two toaching'bchnvior<
Beres b redirecs ) and 2y J»aklx;g questions thyt require a pupil
tovtie by pherp Lot tive processes .

Twents - cven taareh yvear Bachelor of Pducation student« were

.

Jivided anmong Ve < hoo s , eidach group berny e rened randomly to either
ITeAtent G ot e condition.,  Three Crerimental groups differed
I the ruapher oy Frvroteach les<ons taupht tftvr viewing instructional
L e A N FIC ST treatment trequency <cores for rodirectid”;nd per
SCRT sCeres Cor el Jeve] questions tor each student were calculated.

ae mear Striormance change <core of cach group for each sKill was

vorrared to o determine the approximiate number of lessons necessary for
the dCuu 1tion of each criestioning ski]

mtest und analvsys of varitance were, used to analvze the ddta.

'

.

Phe calience or Practice which includes teedback (~elf-assessment and

CXATINer Critigue  was demonstrated over groups.  The studentw acquired

iv



the <kl ot gk P hgh level questions on the proctice envi ronment
t
dtter teaching one g rotedching le®oop i peld; ving teedbach on ther

pertorrig e
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INTRODUCTION TO THE STuDy

Statement of the Problem

Pvidence o accumulating ro suspest o that present procedures for

tramming ~tadent teachers in the use ot Cluassroom <hills ¥ be ina(t
Gquate oo 12705 Gall, 19705 Alberta leachers' Ae. ociration, 1973) .
1t s progeced toat more ettective -technigques for training 'studenk

mmothe u.c o of teaching shills are available tor adoption by teacher

cducation astitutions.  The implementation of these techni ques would

mmvelve o change 1n focus from more general teaching ey
tvoli s o tudents to more speci fic subskills (e, g, ng
que tirensi. Despite the experimentally established and 10giC(il]}'\[\<1’

cerved advantaces ot the available technigue ., additional research s
tecessary betore both the potential and limitations of edach ftor training
‘tudents are deterrined thoroughly.  The general aim of this thesis is
Po nvestipate one of the proposed techniques, microteaching,

teacher edication institutions and rescarchers whi}*h Incorporate
Steachang wrthin thelr training procedures, penerallv, hdve adopted
the daloratory trarning paradiem developed at Stanford University during
the mod- we bate loeo's . In implementing this model rewcarcher and

POt tntuons bk e have assumed that the paradigm s theoretica.ly sound
tor trarnang <tudents in sklill,\ to be u~ed 1n the classroom and that the
nurber of practice ce<sions necessary tfor the acquisition of a skill ma;'
be deternined artitrarily, The "consequences of accep iy these assump-

tior have been that <tudents have participated in repetitive practice

v
-



ot mu\rurvA}hxnw lescons hias been con 1dered adeqguate pruttlcé tfomn the
avdulsition ot o bl to be uved tnothe classroon. Dralect X;Xl] and «

erprrieal cvidenoe sugreste that ot raitnn students an £(W4clli11p whrlls

Por e a clansroom is a lengthy procedure and may be a®hieved through
repetitiv e practiioe anosystegatical varted lalboratory environments,
feoavond Lncreasang tne speciticity ot student l¢arning to the particular
toraaly oad presiomnses practiced in eadh traiping envirgnment, it ts

ersential o to be oaware of the approximate number of practice leéssons that

4

Students need to teach to acquire a shill for use in that specific

Trannin. vQV'runnoﬂr. the specitic purpose of this thesis, therefore,

v to determine the number of microteaching leswons with feedback that

tucent teachers will need to teach bhefore avauiring two specific skills

ter e 1 therr initial training environment .

The Traditional Means for Implementing the [nstructional

‘Episode of Teacher Training Paradigms

Pollowrny an examination of prescrvice teacher education programs
ofteres gt o resr v colleges and univer-ities, Borg et al. (19700 <upggest
that these progrars mayv be divided into three major categories. The
Leretodatesory erphasizes "curriculum content,” and involves the student
teachor o the acqui=ition of subiect matter, which he will be expected
Tootranomat oto has pupils. The second category emphasizes "professional
Lﬁoulcdpv“ and exposes the student teacher to such dreas as learning
theory o id development, and educational evaluation. The third cate-
gors whior ermphasizes 'classroom skills and behavior," attempts to train

student teachers in padagogical skills through involvement in methods



- e T aIv et 0 T U L on Rt tTNe UNvers ity
ot \berta gl o tcorporate s those throe cateyortes into gt *éacher
cducation proprar. The instructional cprede within the trainimyg paradigm

adopted by the taculty tor the parmpose ot producingy teachers capable of

successtulty amplementing teaching “trategres in oo regular classroom 4

— .
consists o three parts: 1) Presentation, (1) Practice, and (1ii) teed-

back. the means tfor impleNenting cach of the three components of this
IN~tructional episode are respectivelyv: 111 methods {curriculum and
-
Instruction) tourses and observatirons ot teachers, (1i) student teaching,
and (il supervisor feedbaok Juring student teaching. Despite the
continued implerentation of the conventional preservice teacher educattion
progranoat most colleges and universities, however, research suggests
that there hias been little change in teucher classroom verbal behavior
over u time period of tifty vears.
Hoetker and Ahlbrand (1969) indicated a
remarkable stability of classroom verbal behavior patterns
over the last half century, despite the fact that each
successive generation of educational'sthinkers, no matter
how else they differed, has condemned the rapid-fire,
auertion-answer pattern of instruction (page 163].
Gape T19700 suggests that teachers huve tallen into this rut because thev
, . . i’
are . . . imprisoned by their techn:cal poverty . . . 7" In support of

thi~ contention, the Albertan Principals' report on first vear teachers
, I I )

(1973) <uppests that many graduating teachers lack the basic skills

required tor successtul teaching. Two maror reasons for this ""technical
povert:™ among teachers are proposed. First 1y, the continued reliance

by teacher education institutions upon 1nadequate means for implementing

‘ 7
the 1nstructional cpi\‘od‘/dcscribed above. Secondly, the persistent



s

refusal of the preat miajority of t} rtutions , to simplt £y many of

“eries of interrelated

. .
the complexities of teaching 1wdolopy to
operatironally Jdetined hehud@ural~sk11!s. These &b 11w the average
. ‘\\
teacher could understand and ‘with an appropriate training program acquire.

I't s “uppested that the mears for imp "menting the instructional episode

of the training programs, each with its\global orientation toward the
]
teachine act, do not provide (1) controlled

u

teaching ~kalls, (2) adequate opportunity to acquire and develop these

presentation of specific

shills through repeated practice or (3) meaningful, objective feedback
to the <tudent to ensure.a functional understanding of each skill.
Generally, effective training in such fundamental teaching skills -as
- &
questioning and reinforcement procedures has not been provided.
! :
A survey of educational methods courses in four-year teacher educa-

tion institutions in Wisconsin (Willis, 1968) suggests their similarity

with methods courses offered to elementary student teachers at the

University of Alberta. The discussion and lecture tend to be the
principal means by which information js disseminated during these R
On-canpus courses. As g result, comments about teaching are more

abstract and general than concrete and specific. Students enrolled in

methods cour-es. tend to be exposed to

. vague generalities, such as "Individualize your
Instruction to meet each pupil's need'" rather than
[to] svstematic definition and development of specific
teaching skills (Borg et al., 1970, p.24).

Even when the teaching act is occasionally specific and concrete, e.g.,
when students ohserve instances of teaching by peers or experienced
®

teachers, the analvsis of what is perceived may be neither systematic

nor sufficiently detailed enough to provide for student understanding



of the cause etffect relationship betweern Shecifie teaching Shtlls, and
Student behavior:, [t Seems that methods coupges penerally do not pre
sent teaching as o et of int(rrrclutc«i, specifice teaching s~k Il and it
s also notic;uhle that there ‘\, little oppdrtunity tor the immediate
and repeated practice of teaching behaviors. Thus, far from developing
a f'uncm#nel understanding of essential teaching sl\ilvls and an abilit,
to reproduce them, methods courses may only pe training <tudent teachers
to talk about teaching. The second feature of the first componeﬁt of
the instructional *pisede, classroom Obscrvation, ts also limited in jts
capacity to develop a functional awareness and understanding of specific
teaching <khills,

Though occasionally scheduled 45 a requirement in methods courses,
¢lassroom observation more frequentlyv occurs spontancously during student
teaching sessions. The principle of having teaching models available for
Student teachers to observe is useful for the acquisition of speéific A
teaching shills,  Several weaknesses inherént‘in present classroqm observa-
tion programs, however, preclude the most effective use of model teachers :
(1) the quality of the mode] teachers is uncontrolled; (2) directions
indicating what g3 student teacher should observe are minimal; (3) the
opportunity to discuyss specific points of interest 5eforc, during or soon
after a lesson js usually not made available, gang (4) the variety of
lessons and teach;rs available for observation is tfrequently limited.

- .

Teacher education institutions understandably prefer to select
Co-operating teachers from the most skilled teachers available. Heavy
eénrolments in’ teacher education programs and the resultant increase in

the demand for CO-operating teachers, however, must inevitably decrease
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the number ot wkhilled teachers avar lable, Thus, manv students will he
Pluced with teachers who liack the teaching behaviors ufudontﬂ are some
tirmes recommended to observe., l;imunt also be apparent that even shilled
teachers are not dble to perform conststently at their highc&% level of
competence. ‘Therefore, student teachers under the present system will
observe varyving degrees of competence in teaching. The significance of
this tor the development of student-teachers may be seen in terms of
research which suggests that €o-operating teachers do influence the
attitudes and teaching stvles of student-teachers (e.g. Yee, 1969;
Stoller, 1904, Seperson & Joyce, 1971),

Once assigned to a co-operating teacher, the student teacher often
receives little direction as to what he shpuld observe when viewing

lessons at the school. The few directions received frequently are couched

In vague, general terms:
-

Student teachers should observe . . . the teacher's

general approach te planning, discipline, relationship

with pupils and to his general attitude toward his role

as teacher (HNtudent Teaohting Hanlock University of

Alberta, 1974, . 10).
The lack of specificity in the directions the student teacher does receive
is due in part to the complex interrelationship of numerous teaching
skills which comprise a4 teaching stvle. taced with this complexity, it
Is difficult to forecast with any sense of precision the specific skills
4 teacher will use in a classroom lesson, let alone the order and fre-
quency with which they may be used. Left without specific directions for
what to observe during a demonstwation lesson, however, the student

teacher 295 as much chance of perceiving poor teaching behaviors as he

has of missing effective teaching skills.



Given the doubt tul assumptiron that sufticient time o alwiavs avar ) -
able, the complex mterrelationship ot teachim, <kl used during a
lewson y I~o makes 1t difticult tor a teacher to discuss more than the
gonérul\mcthodology of his desson with a student-teacher prior to teach-
tny that 10:\0!1. burthermore, throuphout o lesson, i’ teacher invariably
1s concerned with the need to cover a desiymated portion of the curricu-

L3
lum.  Understandably, th. preoccupation with puptl learning distracts
.
the teacher from svstematical Iy discussing, with a student teacher, the
use of specitic pedagoyical shills, Scanty notes and impertect memories
prevent anvthing approximating a detailed analysis of teaching skills
L]

tollowing the lesson. !

With each student's assignment to a -particular teacher and only

perirodic attendance at the schools by student teachers (see following

section on practice teaching) during the week, the present system pre-

4

vents students from svstematically observing both a variety of teaching
stvles and the teaching of different subjects. The complex problems
which would be involved in scheduling model teachers for frequent and
svstematic observation would make it extremely difficult to extend the
present system to overcome this llmitafTBn\\

In addition, students faced with the need to make extra time avail-
able tor travel to and from schools would most likely find the organiza-
tion of their lecture schedules extremely diftficult. So poorly have
classroom observations and methods courses presented teaching skills to
student teachers over previous years that Gage (1970) has found it
necessary to conclude that,

Teachers are expected to rediscover for themselves the
tormylas that experienced and ingenious teachers have



dvquired over the years,  fach reneration ot teachers
henefits too little trom the thventione. ot oty prede
vexsorst Moo Little of the wisdom of the pratession
rets saved and pa.sed along tor the benefit of the

novice [p, 4957,
]

While methods courses and classroom ebservation inadequately present
essential pedagogical <skills, the sccond component of the instructional
L]

episode, student teaching, appears to ke ugsuitable for the practice of

solitary teaching <shills and for the provigion of objective feedback .

. The concept of student teaching must main an indispensable unit

ot o thorouyh teacher trairning program, ugh exposure to a number
of co-operating teachers, the student has

«

. * L
a vartety ot teaching strategies.  legchin g
permit the student, who possessd ﬁ: o
.,

retine and develop these specitic behaviors int

and productive teaching strategies, However, the role of student

B’ teaching skills, to

'referred,~coherent

teaching as the only means by which students mav practise teaching skills
seems 111 conceived, Apart from the limitations imposed by the complex
Interrelationship of teaching skills during a thirty minute lesson and
the insufficient time available for students to teach and SuUpervisors to
consult with trainees, student teaching is plapguéd with inadequate
diagnostic and remedial techniques.

Student teaching, as Tt is implemented_today, neither alows students
to concentrate on the acquisition of a specific skill to the temporary
exclusion of others, nor permits him initially to acquire these skills
In a low threat environment. The spontaneity of classiroom interaction
and the preoccupation with student learning are just two aspects of a

lesson which prevent a student teacher from svstematically working
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through . Specitfic teaching sk until ot has been rertected, 1t wouldd
be an extremely difficult requirement , for eaanple, to expect g student
to concentrate an asking hipher CORRIEtive questian« du‘ring a leswon while
also having to uwe many other shills to rmpart lnfﬂ‘\, control the
Class, etc, Furthermore, the student would be eapected to attempt to
acquire this skill in an environment traught with potentially embarraxsing
farlure and often void of any Posttive reintorcement . Not only iy the
“tudent expected to contend with the Rv}hndnloyivul complexities of a
regular classroom lesson but he 1. permitted little timo to develop a
teaching skil].

Student teachers at present, relative to their four vears of attend-

N

INg  courses at g uiversity, spend very little time in the schools where
they hope to eventually teach, During the)r second vear, Iniversity of
Alberta elementary student teachers are required . . | to attend [an]
ass1ened “chool one dav per week for ten weeks in either term'", while in
their third year thev ", | | will be pluced 1n classrooms tor a4 minimum
ot three half-days per week in either teym 1 or term IT, plus five full
consecutive davs in the spring follow1ng tinal examinations' («fudert
N R P ~, 1974.75 p. ©). The sum total of practice teaching
In tour vears, therefore, is approximitely twenty-nine davs (excluding
holidavsy, “This tigure, however, concealx the lack of continuity which
characterizes the students! pfactice teaching experiences. Faced with
the realities of brief, separated occastons in which he has the oppor-
tunity to teach, the student teacher has litt]e scope for the development
of 4 unit of work in any subject. The content of his 'lessons is deter-

mined by the Co-operating teacher's program. Responsible for pupil



1o
]
Tearninge, the tudent techer hico Tittle time 1o by thinkine ot particy
lar aspects ot his teaching methodolopy during o tew.on.
Responsible tor the SUpervision of a proup of student teachers n
[P [ .
different <~chools it viarious times during the week | the supervising
professor, who 1« invariably distracted with teaching commi tments at
the University, frequently finds that he ;- unable to regularly observe
the scheduled lessons ot his assigned student. . | Thus, because observa-
tions of <tudent teachers' lessons are antfrequent, the supervising
4
professor's comments are:
usually wide ranging and all-inclusive . . | the
supervisor naturally tries to accomplish as much as he
can in each [session]. [n traditional tesns, this means
discussing with the tea@hdr all the problems he notices
during his visit. Anything less, he believes, would be
slighting his job. Such a shotgun approach however, is
Instructionally weak and motivationally damaging. Even
1t the teacher had the desire, he probably could not
tackle all the problems his supervisor might identit
at any one time. Discouragemert would probably be the
result (Cooper & Seidman, 1969, p. &1). .
It needs to be emphasized that the average lesson of thirty to tort,
minutes not onlv generates an unnecessdary overabundance ot pedagogical
bssues to discuss but 1t also detract- trom the time available tor the
supervisor to provide systematic and constructive teedback on the basic
teaching skills every student teacher need< to understand and acqui re
In addition, periodic observance of i student teaching various ~ubjects
in Jdifterent grades would not seem to be conducive to a svstemat:c
analvsis and guidance of that student's teaching behaviors. The limited
amount ot time ‘available for the supervision of student teachers, how-

ever, only partly determines the effectiveness of supervision. Conven-

tional methods for recording one's observations of a le<son frequently



Prevenst o sapervisor trom meaninpgtul by Coranunn e ut e he sappe tions tor

tmproving a lesson to o student teacher .

More often than not descriptions Ot the wtudent teacher's Classroom
behavior. are based upon the supervisor's notes and the student's memory
ot his pertformance ;

. . to utilize thas teedback, the teacher his to wee
himselt as somebody else has ween him, and he must relate
thewe perceptions and Judgements ta his own (McDonald 4

Allen, 1ue7).

Lo compound thas ditticulty, gt frequently occurs that the supervisor

~

and ~tudent do not whare a common perception of what was done during the
lesson, how 1t was done and what the eftects were (Mchonald 4 Allen,
197 ). 1t Student and ~upervisor, at the completion of a lesson, commence

trom thegse opposing viewpoints then it is understandable why many <tudents

’
tarl to comprehend the relevance of supervisors' comments. During a
lesson thy supervisor must concern himselt with 4 general impression of
4 <tudent teacher's performance. The pace of . the average -lesson prevents

4oconcise written analvsis ot the sequential, interrelated components of
specific teachiny behaviors or the numerous teacher-<tudent interactions.
‘ +
tonsequently, the supervisor's deseriptia) ot the lesson réter< to general
headings such as "motivation," questioning, " ”cuntrol,Q ete. Specitaic
A /
examples ot thewe behaviors are rare and because of this there can be
Trrtle meanaingt] analvsis of why particular behaviors or sequences of
”~
behaviors resulted 1n Hﬁdesxrable or desirable teacher--tudent inter-
detrons.  bven 1t supervisor feedbackh identified specific teaching skills
. 22 £
tor student teachers to acquire, studen teaching presently does not

rrovide the means by which students may practice particular behaviors.

To conclude, the means for implementing the instructional episode of

\



K

the teacher tr;hnlng paradigm adopted by the Tacaltsy of bducation at’ the
'. L T -

thuversity of Albesta, not only appear to have preoented essentigl teach

ing shills inadequately to students but also appear &: have been unable

to provide for repgtitive practice of each shill and the immediate

“

. . “ - 04
receipt of objective feedback, tollowing fach practice session. In

.
short | the means for implementing the 1nstructional episode appedr to

he 1nadequate for developing student ucqulsl\tﬂ_vn\.md functional under-

+

standing ot specitic teaching <hills,



Chapter 11

ALTERNATIVE MEANS FOR IMPLEMENTING THE

INSTRUCTIONAL EPISODE OF A TEACHER TRAINING PARADIGM

A training component proposed for teacher education programs, which

> N

may incorporate the technical skills approach to teaching, is described

» by a paradigm (Fig. 1) combining adaptations of two models proposed by
Glaser (1962) and McDonald (1965) .
‘ N

The Comp?nents of an Instructional System

?. |
The modifiq& system presented in Fipure 1 utilizes four of the five

components of Glaser's instructional paradigm (tlaser, 1962, pp. 5-21).
The first component consists of the delineation of the instructional
gouls. The student with personal experiences, knowledge, $kills and
ability then influences the system. The third componenf, instructional
procedures, is used to modify student behavior. The fourth component ,
tbrminal_performance, is assessed i1n terms éf the instructional goals.
'
The loop connecting terminal performance with instructional goals also
represents the input an ipstructof receives trom an overall evaluation
ot student pertformances during training which may assist him in restating
hiﬁ goals tor tuture implementations of e training program. The
Instructional procedure component i1n Figure 1 is a modification of
Slaser's model, being expanded to incorporate the elements of the

instructional episode proposed by McDonald (1965,

The Instructional Episode

Teaching in thisx study is considered to consist of-a repertoire of

13 7

7
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behavioral skille which may be learned and practised separately before
being integrated imto complex teaching strategies by the professional
teacher. Mchonald (1965, pp. §9-41) proposes that an instructional epi-
sode, to be eftective, needs three compohcnts: 4 response-guidance
phase, a response-practice phase and a feedback phase. In Figure 1,
these phases have been naﬁed: (a) presentation, (b) practice, and

(¢) feedback (Claus, 1968). During the presentation phase, the learner
recelves some form ot guidance on the response to be acquired. The
practice phase enables the student to repeatedly perform this response,
The feedback phase Provides the student with a means for ascertaining
the correctness of his response. The two-way link between the feedback . .

.

and practice phases is a modification ol McDonald's paradigmbﬁaThis loop

represents consecutive practice lessons and dssociated feedback sessions
(immediate or delayved). .)7-

There are various methods which could be used to imp;emenf the
thxee phases of the proposed instructional episode. The skills approach
to teacher training simplifies the complexity of teaching bv isolating

>

and defining specific teaching skills which are an integral pa;l of the
general practice of teaching., To €ncourage student recognition and
understanding of teaching behaviors, each shill ix described behaviorally.
With recognition of specific teaching skills the student is able to iso-
late those behaviors which‘comprisc cach shill and make them the focus
of training (Allen §& Ryan, 1969). Through jnvoivement in a tréining
program, which provides for cued modeled presentations ot skills and

8
opportunity for repetitive, supervised practice in low threat micrge
training situations, students will develop an awareness of the situational

'
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factors that dictate the use of a shill and the pv;ohnhlv cttects of 1ts
implementation. With continued tradning, the < tudent will be able to

,
develop control over the skill in question, permitting him to uwc¢ the
behavior in a deliberate wdy to assist student learning. Lquipped with
a repertoire,oft tvu;hjng sKkills, students, Uurlng student teaching
sessions, will be able to develop these separate behaviors into teaching
capable of successfully achieving instructional objectives.

srrateglesg

For this teacher, the teaching act involves decisions

about when and where to apply his skills. For the

individual so trained, teaching is not a series of

happenstances, but a series of professional decisions

(Allen & Rvan, 1969).
Experimental evidence, though limited, suggests that if a student teacher
AY
15 to pertorm these skills competently in a laboratory setting, he needs
to (1) observe a cued, modeled presentation of each teaching behavior
(Orme, 1966; McDonald & Allen, 1967; Claus, 1968), (2) practice each =kill
soon after presentation in a low-threat, microteaching environment

)
(Berlinet,‘}QBQ), (3) receive objective and specific feedback on his pro-
gressive acquisition ot each skhill (Mcbonald ¢ Allen, IQbf; compare
Achesbn, 1964), and (4) if necessary, continue practising the skill in
a low-threat environment with each succeeding practice session being
followed by objective, specific feedback (Fitts, 1962; Copeland & boyle,

\ : .
1973). Since the present Investigation instructed student teachers in
the laboratory use of specific teaching skills, modeling was used as a
means for presenting the critemion behaviors. The modeled skills were
3 -

practised by the experimental subjects in microteaching lessons,' while
the feedback phase consisted principally of the subjects reviewing video
tapes of their microteaching sessions, to see how closely thev had

matched the modeled beha‘wrs.
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Filmed, modeled presentations of teaching &hills have several advan-
tages ftor student teachers and supervisors: (1) the complexity of the

average lessonymay be reduced; (2% the quality of imstruction is con-
trolled; (3% tﬂé supervisor and/or film narrator cue the observer;
(4) since the film may be replayed, discussion, following the lesson,
may be conducted with reference to specific, concrete examples of
behavior, and (5) it is logistically simple to present a variety of
skills to students in this form. Firstly, with an emphasis upon teach-
Ing methodology rather than the completion of a portion of g*curriculum,
theiaverage thirty to forty minute demonstration classroom™Messon may be
simplified in term; of its length and the number of teaching ,skills demon-
: ’
Strated. To assist student concentration and interest in the skill being
%
Presented, thehlessoh time may be shortened con;iderably. The complex
interrelationship of teaching skills which characterize the average
lesson may also be substituted with gn emphasis upon a single téaching
behavior. This emphasis would have the calculated intention of enhancing
student awareness and understanding of that specific skill. Secondly,
the quality of teaching observed by the student teachers may be controlled
so that they are constantly exposed to a preferal ~tandard of instruc-
tion. While for some skills the inclusion of only exemplars may be
desired, the method of presentation is sufficiently flexible to allow for
the inclusion of non-exemplars of behavior, if it were demon§trated that
such a program would enrich the student's understanding of)the teaching
skill in question. Thirdly, both the supervisor and narrator may jointly

prepare students for what they will observe during the filmed lesson.
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This cueing before and during a lesson should ensure student observation
ot the salient aspects of the demonstration lesson.  In addition, «<tudent
understanding of why the acquisition of the modeled behavior is con-
sidered necessarv for successful teaching couldibe developed by requesting
them to read a detailed written rationale for the teaching skill prior to
the showing of the film. Fourthly, the filmed recording of the demon-
Strated_teaching skill permits the replaying of specific sections of the
lesson. Discussions following the film may, therefgre, be conducted with
reference to Spedific, concrete examples of teaching behavior. While
student misunder#tandings related to the skill may be quickly énd simply
clarified, their%funptional understanding of a teaching behavior may be
enriched through the supervisor's svstematic reference-to those s{gnifi-
cant elements ofhc]assroom interaction which precede and follow the
modeled teaching ﬁkili. Fifthly, relative to the conventional training
program, it is logistically simple to expose student teachers systematic-
ally to a variety of teaching skills. Whether the students are attending
a university or parkicipating in an extended practicum, the demonstrations
of specific skills m ¥ be brought to(the students. This arrahgement
results in a minimum bf interference with school personnel and, because
he does not have to SAend time travelling or observing lengthy lessons,

' |

the student is left with additional spare time to analyze and practice

using the modeled teach ng skill.

Z. The Advantages oF P ctising a Skill in
a Microteaching Envimonment

Microteaching is bas cally a real teaching situation in which a

brief lesson is taught to small group of students. A sample of the

variable aspects of microtea hing includes the number and types of pupils,
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the lesson length and the number of re-teach lessons, Usually, the lesson

iIs of five to ten minutes duration and involves three to ten students.,

- The microteaching lesson trequently is recorded on either video or audio-

tape to provide objective feedback at the completion of a lesson,

The most significant advantages to be gained by using microteaching
lessons to practice teaching skills are: (1) the simplification of the
teaching act; (2) the opportuniEX,to practice teaching skills in a

L]
low-threat environment; (3) the opportunity to"hgage in extended prac-
tice, and (4) the quential for systematic exposure to various types of
pupils. Firstly, gg:'scaled-dowh microteaching classroom redﬁces the
complexities of the teaching act and enabfes the teacher to focus on the
acquisition of a specific skill (Allen & Ryan, 1969). Secondly, while
actively involvinﬁ a student teacher in rcal teaching, microteaching
permits the student to present his lesson in a low-threat situation.-

The experimental approach to the teaching act and the limitations placed
on the number of pupils taught and lesson‘dura;jon, each assist in allevi-
ating the embarrassing consequences often associated with methodological
errors. Thirdly, since microteaching lessons are not part of the regular
curriculum and pupil learning is not jeopardized (Allen § Ryan, 1969),

the student may practice the teaching skill until he is confident that

he has acquired the behavior for use in that particular microteaching
environment. Finally, student teachers may be systematically exposed to
pupils of varying backgrounds, intelligence, abilities and ages before
confronting large, heterogenous classes (Ryan & Allen, 1969). By

obserQing the relative effectiveness of an applied teaching skill, when

used with different types of pupils, the student teacher should develop
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his functional understanding of that particular shill,

1

Go e Adoantages F Dapernlaed Foeds cok o wd o i Yrora e
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The supervisor ot student teachers, who records their lessons on

video tape, is able to (1) obtain a complete recording of the ‘student
teacher's lesson behavior; (2) reduce: 1t not eliminate, the potential
disagrecment between himself and the student regarding the methodological
content of the lesson; (3) provide the student with a detailed analysis
of his teaching method, and (4) regularly observe a student teacher's
lessons. Firstly, with a video taped film of a lesson, one obtains a
complete record of all teaching behaviors, both verbal and non—vetbal;
This complete record of a lesson also permits the supervisor to postpone
“ .
the feedbackh session, if necessary, until a more convenient time,
Immediacy of feedback with videotaped lessons does,not seem to be criti-
cal for student learning (McDonald & Allen, 1967). ;gcondly, because
‘lessons are videotaped; the st\dent teacher and supervisor are more
likely to agree as to what teaching behaviors were uséd during a lesson,
The objective recording of the student's teaching behaviors should
reduce any tendency ftor him to rationalir:e unpleasant fsedback by assum-
Ing it was inaccurate or distorted by the supervisor (Perlberg, 1969).

Thus

2

the supervisor is able to reinforce desirable behaviors, as well

as effectively develop student dissatisfaction with undesirable behav-
iors. Thirdly, the supervisor may allude to specific, concrete

instances of teaching behavior when discussing a lesson with a student.
Because he is able to replay the lesson, in part or whole, the supervisor
may'reveal the rreceding and comsequent classroom beha:. - ‘1ated

with a specific teaching behavior. Systematic use of t° e
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should enrich a student's functional understanding of specific teaching
behaviors and thereby develop an awareness that hi- ¢lassroom behaviors,
whetho;'déliherate or unintgltionai, arce likely to ainfluence student

] ,
behavior. VFinally, it is a.éimple procedure to instruct students in the
use of video tape cqu{pmcnt. Hepcetorth, when the suporvis;r is unable
to attend a student's l§§§bn.wgf4ecordxng ot the lesson may be made by
the student. Thig recording is then available tor replay in the school
or university at a time convenient to both supervisor and student. Thus,
together, student and _fupervisor may reg?larly observe fhv student{s
lessons to ensure a<systematic and thorough analvsis of his teaching
methodology.

bespite the experimentally established and logically perceived
advantages of the above instructional episode, additional research is
necessary before both the pstential and limitations of each component of
the instructional episode for training student teachers are thoroughly
determined. .To this end, the design of the present investigzt&on holds
presentation and feedback constant wﬁjle experimentally manipulating“
practice in a microteaching environment. Commenting on the state of
knowledyge concerning microteaching, Cooper and Allen (1971) concluded,
1t is not a cure-all for the problems of teacher
education . . . . there is much that is not known about
training teachers through this method, just as there

is much we do not know about training teachers in a
more conventional manner [p. 20].°



Chapter 111

LABORATORY TRAINING MODELS AND THE NEED +FOR RESEARCH

Research findings suggest thut teaching shills may be acquired
quickly and efticiently in a microteaching setting (MCU;nuld & Allen,
1967, Borg et al., 1969, Dbavis § sSmoout, 1970, Morse § Davis, 1970).
Several more recent investigations, however, report that laboratory
sk1ll training mav not be an effective way tor teachers to learn
behaviors that are to be emploved in the classroom (Copeland § Doyle,
\

1975, Peterson, 1973). ‘The most satistactory criterion that can be
used 1n an evaluation of laboratory training programs must be their
Capacity for providing student teachers with a range of teaching
behaviors that may be used in the Claxsr;omj The results of the latter
two studies seriously question the eftrcacy ot repetitive practice of
skills an g microteaching setting as 4 means for developing classroom
skills. ‘lThe methodological consequences resulting from two assumptions,
frequently made by professionals using microteaching, make it very’
probably that student teachers practising skills in the laboratory
setting will be unable to implement those shills in the ¢lassroom,

These two assumptions are: {1) that the laborafory training model
developed at Stanford University is theoretically sound and, therefore,
1s fhe appropriate laboratory training paradigm tor student teachers
wishing to improve their classroom skills, and (2} that an arbitrarily
decided number of microteaching lessons will provide adequate practice
for a student wishing to incorporate a teaching skill into his behav-

ioral repertoire.



The Relevance of Learning Theory

l'he. ‘l.'nht)r:ut()ry trarning model developed at tanford hiveraity ) as

devcribed by Mcbonald & Allen LL969) , and 1mplicd by the «l;ﬂ\l)(n‘- of
various published research articles (Orme, 1966 ; Berliner, 1909; Claus,
1969), consists of a4 series of microteaching lessons taught over a
relatively brief period of time. FLach lesson, within this massed
practice format, is usually five minutes in length and taught to four
or five pupids. A superv;sor and recording videotape equ;pment is also
present. Several researchers (e.g. Meier, 1968; Perlberg, 1969) have
affirmed the theoretical soundness of this model. While the author is

. 1N agreement wxéh the assumption that the model appears theoretically
sound when used to trair <tudents in teaching skills for use In a

.

specific microteaching environment, he questions whether the paradignm

s

is theoretically sound for training teachers in skills to be used in

the regular classroom. Leaming theory indicates that repetitive

L

practice in a single environment, beyvond the point at which a behavior
improves, is ﬁ%@ly to result in learning being confined to that specific
environment. The principle of learning theory, most relevant to our
discussion, is taken from Logan's (1970) chapter on generalization,

discrimination and differentiation (pp. 128-133),

The Principle of Generalization

To some degree, learning is confined to both the practice environ-
ment and the learned behaviors; in this studyv, the stimulus situation
and learned responses would be the microteaching room and teaching skills
respectively, Leafnlng, however, is not totally restricted to the

original stimuli and responses. Logan presents the principle of
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generalicatron as one of the moot hawge principtes of learned behavior -
Whenever o response has been learned noone ot imatae
situation, similar stimplus sttuations will alwo
tend to elicit that respynse in proportion to their
stmilarity, and that ~timulus s)tuation will also
tend to elicit similar responses 1n proportion to
their similarity [p. 128].
One aspect of this principle, “stimulus generalization,” gsserts that
the more similar an environment is to that in which practice was con-
ducted, the more likelv that the learned behavior will occur, A second
aspect of the principle, "response generalization," affirms that whenever
the learned behavior i1tself is prevented from occurring, responses
similar to those that were'practised will tend to be emitted. 1t needs

\
to be emphasized that "both aspects ot this principle apply to all
learned habits whether they be dcquired through the process of classical,

.

Operant or instrumentatl conditioning' (Logan, p. 120},

Factors Which Increase Generalization

During practice, variation in the stimulus <etting, the response
emitted and reinforcement will increase the degree To which learning will
generalize. The range of stimuli capable of emitting a learned response
varies according to the number of stim:li to which the learned response
was originally associated. The more numerous the variations in a learned

&
.response during practice, the wider the range of behaviors acquired.
Finally, a response learned under conditions of variable reinforcement

1s more likelv to generalize extensively than one conditioned by constant

reward.

Factors Which Decrease Generalization

Two features of the training conditions which mav reduce the degree
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of generalization are the amount of reward and extended trivantng.  The
larger the amount of reward delivered during the acquivition of a behavior
the lews likely 1s that response to penceralice to oo new stimulus situs-
tion. Extending rewarded training bevond the point at which a behavior
improves results 1n less gvruLﬂlt:atlun (Logan, 1970, pp. 128-133) .

The factors influencing the increase and decrease of generalization
ot learned behavior, which have been descr;bed previously, possess

-

tmportant implications for the training of teachers in skills in the
microteaching setting. To increase the probability ot a teaching ski}l
being used in the classroom, reintorcement during feedback sessions on
microteaching lessons should be pertodically administered in small
amounts. Furthermore, once there 1s no turther tmprovement of the
learned response, tralning in the oripinal microteaching setting should
cease. Bevond this point, to enhance the trunsfﬂr potential of a
learned response, the stimulus situation in which the original learning
occurred needs to be changed. ‘The variable elements of the microteaching
setting, number of pupils, length of lesson and subject matter need to
be changed svstematically for additional training sessions so that the
disparity between the microteaching and classroom environments is reduced.
While gradually increasing the number of pupils taught and the length of
each session, the content of the lessons could range over the majority
of school subjects. " The number and character of these environmental
changes necessary to produce effective transfer of teaching skills from
the initial microteaching environment to the regular classroom, however,—
will be consigned to conjecture until experimental investigations deter-

mine the answers to these problems.
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Varred use ot practised teaching kbl dupong tricening will al.o
Foster trancter of the learned behavior to the chacvroom . Nariabi oty
ot response during CONEECUt Ve P EACt fe sesa one. could be increased by

L5
systematically changing the requirements made ot the teachers, for
example, teachers practising the shil] of ashaing high level questions
might inttially use stems ot hiph level questrons to tamiliarize them-
selves with the teaching shill. Secondlyv, with mcreased contidence,
) -~
tedachers could practise Using questions classitred according to each of
. -

the cognitive domains outlined by BRloom (1956 . Ftnally, with several .
Practice ~sessions completed, teachers mipht concern themselves with the
most ettective methods tor sequencing gquestions when teaching children,

Based on the discussion ot learning theory above, 1t <eems reason-
able to conclude that the Stantord laborator, training model used by
researchers and teacher trarning 1nstitd}1nn\, contrary to popular beliet,

Is not theoretically sound when applied to the tasieof traintng students

In <hills to be used in the claf®sroom.

Practice and the Acquisition pof Teaching Skills

A second assumption underlying training programs and research
studles, which implement or 1nvestigate microteaching, 1s that the
numper Ot practice sessions necessary tor a student teacher to learn a
skitl may be arbitrarily decided. The pragmatic con<sequence of this
dssumption has heen that students dye exposed to a minimum number of
practice sessions. The number of microteach lewsons taught - usual ly
two  (Allen, 19o7: Borg et al., 1ved)  pbut very occastonally the

SE€SS10ONS mav o Incregse to six (Copeland 4§ bovie, 18473 . tvidence from



both dialectical and empirical sources suggests that for a student

tei:23£_;gfﬂzauire permanently a demonstrated behuvioral\\kjll, he must
¢

be prepared to participate in 'extended practice.'  Taba (1966) stressed
that ", | | internalizing a change in fundamental orientation toward
teaching and teaching skills is a lengthy process , , v (p. 200y,

Meler (1966) suggested the need to Sverlearn new stfategies to awoid a

regréssion to less effective but more easily iﬁplementod te: ing

behaviors when confronted wlth the anxiety-produ;ing sltuation of the

regular classroom. The characteristics of the préposed phases involved
o

in the learning of psycho-motor skills (Fitts, 1962) lend some support

to the Efsertions made by Taba § Meier.

Fitts suggests, on the basis of empirical_evidence, that the learn-
ing of complex shills progresses through three phases which he terms
‘cognition,' 'fixation' and 'automation.' he progression from one
phase to the other is a continuous rather than discontinuous process.
There 1s much evidence to SUggest that cognitive processes are utili;ed
considerablyv during the "cognitive" phase. Verbal interaction between
the student and supervisor centers on the analysis of the task, descrip-
tion of the procedures and feedback on errors. This phase may last for
several hours or davs., The "fixation' phase is characterized by repeated
patterns of behavior with little likelihood of 1nappropriate responses.
Depending upon tge complexity of the tash, this phase may last for weeks
Oor months. The "automation" phase witnesses an increase in both the
speed of performanco"and‘re¢istance to stress and interference from con-
current activities (Fitts, 1962, pp. 186-189). It seems intuitively

plausible to suggest that the learning of complex verbal, teaching skills
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would progress through similar stuages, though the amount of time spent

. .
in_each stage might not correspond to the periods proposed by Fitts for
psycho-motor skills. Whatever the eventual amount of practice necessary

for the permanent acquisition of each teaching <kill, many complex skillg

of necessity would require”considerably longer training than that assumed

- ® by Borg et al. (1969) and Copeland § boyle (19733.

Theory und empirical evidence suggest that students, who wish to

. y . . . o . .
extend the range of their classroom skills by participating in laboratory
. o _
training, will need to teach lesgons in an as vet undetermined number of

.

‘

laboratbry settings. Leaming theory also suggests that students and
supervisors will need to be aware of the optimal number of practice

<
lgssons that should. be taught in each of these successive, environment-
ally altered, training situations. Access to this information is essen-
Cial, since extended training inva single environment will ' . pro-
)} . ‘
gressively [increase] the specificity of the learning to the Wparticular
stimull and responses practiced” (Logan, 1970). In other words, the
more a specific teaching skill is overlearned in a particular laboratory
environment, the less will be its potential tor transfer to the classroom.
A review of the relevant literature, however, reveals that Qgry little
replicated, experimental evidence is available to permit one to determine
the number of practice lessons a student will need to complete, before
dcquiring a particular skill for use in the initial laboratory training
environment. Since the publication of the research conducted at Stanford
Univer51€? on that institution's laboratory training model, the majority

of studies in the area of microteaching have been concerned with the

effectiveness ot laboratory training paradigms which use microteaching
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lessons for students to practice feaching shills, ‘there hn; hOOH/I!tth,
1f any, systematic experimental analysis of morc successful procedu;es
%or using microteaching to train students in the use of'classroom skills,
It is ;uggested that until such research is conducted, the most effective
use of microteaching fo; the training of teache;s may be overlooked. It
is the purpose of this thesis, therefore, to determine experimentally

the approximate number of microteach lessons with feedback that a sample
of student teachers will need to teach before acquiring specific teaching
skills for use in a five minute discussion lesson involviné five fourth
grade pupils. Once this figure has been clarified with repliqgted
results, researchers of microteaching will be ahle to make a more objec-
tive decision as to ;hen the vafiablg elements within the initial labora-
tory training environment should be altered. Additional research will
then be neces-ary to determine not only the nature and frequency ot the
proceeding training environments but also the optimal number of lessons

. . -
that students should teach in each of these settings to ensure that the

acquired skills may be used in a regular classroom.



Chapter v
‘THE SKILL OF QUESTIONING

I keep six honest Serving-men
(They taught me all I Knew) ;
heir names are What and Why and When
‘And How and Where and Who.
I send them over land and seu,
. I send them east and west:
But after they have worked for me ,
I give them all a rest.

But different folk have different views;
I know a person small —
. She keeps ten million serving-meh,
Who get no rest at all!
She sends 'em abroad on her own affairs,
I'rom the second she opens her eyes —
One million Hows, two million Wheres,
And seven million Whys!

Pudpard Kipling
The Role of Questioning in Teaching

Protessional educational thought, for many years now, has emphasized
. . . . . N\
the need for the development of school children's <kill in Creative and

-
critical thinking <Ascher, 1961: Hullfish t Smith, 1961). Piaget

-

in summarizing the purposes of education, provided a discerning rationale
for the above, proposed instructional for school programs:

The principal goal of educati $ to create men who

dre capable v doing new things, not simply of repeating
what other genergkions have done — men who are creative,
inventive, and diséoverers. The second goal of education
1s to form minds which can be critical, can verify, and

O not accept evervthing they are otfered. The great danger
today is of slogans, collective opinions, ready made
trends of thought. We have to be able to resist individu-
ally, to criticize, to distinguish between what is proven
and whiat 1< not. So we need pupils who are active, who

learn early to tind out by themselves, partly by their own



spontaneous activity and partly through material we <ot
up for them: who learn early to tell what is verifiable
and what is timpl}ithesfjrst tdea to come to them.

* (Quoted in Ripple § Rockeastie, 1004, v,

5.

-
More recently, however, Crutchfield (1972) laments the failure of the
"Q

school system to fulfil these preferable educational ohjectives:

In pursuit of this aim, traditional schoélwork has

concentrated mostly upon the simplest of [cognitive)

shills, those concerned with the sheer acquisition of

subject. matter, keTatively neplected and often ignored,

have been the higher level skills of productive thinking

.and problem solving (p. ‘189). .
Dialectical material, during the past sixty yoafs, has stressed the

- .. L

impbrtancé of teacher proticiency in the use of que%tions and questioning
Strategies (De Garng, 1911; loughlin, 1961; Zaborick, 1971). More
recently, experimental evidence suggests thit children';rhiﬂh level
cognitive sKills may be developed through the tcacher's use of high
level questions (Cole ¢ Williamson, 1973, (ole and Williamson divided
teacher questions and Pupil responses into three catcgories: (1) Cog-
nitive memory, (2) Convergent thinking, and (3) Divergent. and evaluative
thinking. Using teachers and students selected from grades twg through
six, thev found ovidencé to sugpest that the cognitive level, lé;gth and
SMutax of pupil responses are "highly contingent" upon the cognitive
level of teacher questions, Though, at present, no causal relationship
between level of teacher question and level of student response has been
estabdished, it seems probable that teacher u-¢ of high level questions
will help to Facilitétc student use of the high Tevel sKills of produc-
tive thinking and problem solving.

While a multiplicity of studies JAndicate the frequent use of ques -

tions by teachers during lessons {Stevens, 19125 Floyd, 1960;
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Moyer, 1966; Schreiber, 1967):, additional iy)wwestigations point to the

- '

disproportionate use of low‘lqvel questions (Stevens, 1912; Haynes, 1935,
Cory, 1940; Gallagher, 1965; D;vis & Tinsley, 1967) and fnordinutc
amount of teacher talk (Stevens, 1912; Briggs, 1935; Corey, 1940; Flovd,
1960). Gall's (1970) review of teacher use of questions indicates that
over the last half~century there h%s been no essential change in the
types of question which teachers empﬁasi:e in the classroom. Only
twenty per cent of teachers' questiong pro;ide an Opportunity for
students to think, Approximately sxxt) per cent require students to
recall facts and the remaining twenty per cent are procedural. Despite
the existence of methodological weaknesses in several of the reﬁorted ’
studies, the fingings of the reviewed investigations are sufficientl]®
consistent to permit the preceding generali-zation. A study by Davis
and Tinsley (1967) suggegis that the majority of quéstions asked by
Student‘teachers also focus upon factual recall. At the high school
level, more than half the questions asked by social studies student
teachers "were judged to test students' recall of facts."

Empirical evidence also suggests that teachers spend an inordinate
‘amount of time talking during lessons, thereby depriving students of
the opportunity for frequent interaction. Stevens (1812) found that
New York City high school teagherﬁ talked approx1matel\ two-thirds of
the time durlng a lesson. Flovd (1960) tape-recorded sixtv-minute
lessons in thirty elementary classrooms. A word count of teacher and
pupil talk revealed that the teacher monop0111ed seventy-one per cent of-
fhe total words recorded. Thus, it seems that pupils may be deprived of

the opportunity to develop their high level skills of productive



”l
»

~
thinking and problem solving, not only because teachkers lack cxpertise
in being able to s¥stematically ash high level questions, but also
because teachers appear to allow little time tor teacher pupil inter-
action during the average lesson.,

© It is apparent, therefore, that SCope exists in the proposed
training program for training student teachers in the use of high le;el
questions and instructional methods which will increase teacher-student
interaction. The present investigation instructed student teachers in
the use of two teaching skills: (a) asking high level questions, and
(b) rehirection——directing the same quest;on to severdal pupils. Student

teachers trained in the first skill, once capable of systematic place-

2

ment of each high level question, will have the potential to nurture

the productive thinking and problem solving skills of elementary school
‘pupils.  Ability to use the skill of redircction, while ensuring an
Increase in the proportion of student talk withiﬁ a lesson, should also
influence many pupils during a lesson, rather than onc or two, to use
creative and critical thought,

. Several studies have attempted to chuange student teacher questioning
habits by some form of training. Berliner (1965) found that sfudent
teachers enrolled in secondary education could be trained to use a higher
percentage of high level questions through the use of perceptual or
wfitten models and various practice conditions. Borg et al. (1965) used
4 training pafadigm similar te that employed in the present investigation
to train student teachers in a number of behaviors, one of which was the
skill of redirecting questions to elementary school pupils. They report

that while each cxperimental group made ''some improvement' in redirection,
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chanpe in behavior was statistically siygmitficant far two of the four

groups. These studies suggest that high levgl questioning and redirec- .

tion are trainable <hills. .
The Acquisition of Questioning Skills in a ' v N

Microteaching Environment

There is little research to which one may refer in order to deter-
mine objectively the number of five minute microteaching lessons with
teedback and involving five clementary school pupils, that student
toachers need to teach before they acquire the skills of asking and
redirecting high Level questfons for use in that”cpecffic training
environment. Studies by Borg ep al. (1969) and Berliner (1969) differed
not only in the tyvpe of stbdent teacher trained but also in method of
presenting teaching skillg, definition of the microteaching environment
in which students practised teaching skills and feedback procedures.

i -

The noticeable lack of replicated evidence Shoulg dissuade a researcher
from formulating specific conclusiony about the effects of practice
within a particular microteaching e;{\'ironmcnt.

Borg et al. (1969) used student teachere enrolled in elementary
education in a study which, along with a series of ten additional
behaviors, required the students to pra¢iisv the teaching skills of
ashing questions that require the pupil to use higher cognitive pro-
cesses and redirecting questions. Two experimental groups‘{§L\=‘lh;

N: = 15) observed both a filmed introduction to the skil[§‘§§dw; mode]

filr in which a teacher demonstrated only exemplars of thefbehpviors in
a microteaching situation. The two sk1lls were modeled in coﬁjunction

with a third skill, asking questions that call for a set of related
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tacts. tollowing an undesiynated period of time, the shbjeéts practised
the skills of redirection and asking high level quosfiun; during two
microteaching discussion lessons .

The student teachers' lessons involved tour to etght pupils and
lasted five to ten minutes. The feedbach sessions consisted of each

.

student twice reviewing each lesson alone with an observation form which
tocused his attention on the three skills just practised. The time
lapse between each lesson was not mentioned. The dependent variable was
the subject's observed change in behavior on twe fitfteen-minute
Videotapes recorded in a classroom with the student's entire class,
One tapce was recorded before, the other following the experimental
treatment. Of the two groups referred to above, one improved signifi-
cantlv in the <kill of redirection while the other made a positive but
nonsigniticant change in this behavior. No =ignificant gain in the use
of high level questions for either group was recorded.

tontrol tor grade level of school pupils is not mentioned in the
Bory study rcforréd to here.  <Children's rcasoning abilirties, between

N

the ages of five and twelve, are continually maturing. Mager (1960)
found that adequate explanations of a phenomenon by school age children
become more common with an increase in ape. Ervin (1960) reports that
few grade two and three children were able to discover the principles
governing the flexibility of a rod. Reasons tor immature patterns of
thinking by vounger children have included: an undue dependence on
perceptual data, a tendency to ?ocus upon only one significant aspect
ot a complex stimulus situation (Piaget, 1945), and limitations of

immedtate memorv or of attention (McLaughlin, 1963). Taced with



tllogical thought ‘p.ltterns and Timited memory ability, teachers of lower
prades may experience more ditticulty in attempting to constant ly and
systematically <timulate children with high leve) questions., |t is
possible that the extraneous mftluence of prade level, to some unknown
degree, depresscd the pre- and post-treatment pertormance scores for
teachers of lower grades. It is not possible, theretore, fo; one to be
certain about the reasons for the statistically insignificant change 1M
the skill of traming high lefel questions within each group ; insufficiept
opportunity to practise the sKill, the contfounding influence of grade
level taught, or a combination of these methodological inadequacies, are
each valid reasons which may be udvanced as explanations for the
unexpected result,

Berliner (1969) used high level questions s the dependent variable
in a <tudv involving student teachers enrolled in secondary education.
Berliner was investigating, experimentally, the effects of systematically
varyving the methd'.of presentation and practice conditions. The results
pertaining to one experimental ETOUp (n = S| possess some tentative
implications for the present study. FPrior to a laboratory practice
IGS*OA, thege subjects were exposed twice to a perceptual model of the
skill (exemplars only) and concomitantly cued with comments recorded on
an audiotape. The content of each of the three microteaching lessons
used to train the student teachers was of their own choice, tasted five
minutes and involved four pupils of the same prade level. Feedback
immediately followed each lesson and comments recorded on an audiotape,

2 4
®cre used to direct attention to the form ot question asked. The gﬁéire
/

. ; . . . /
training sequence was completed in one hour and twenty minutes o/ the

/
s



same Jday. The experimental group (r.e. NOo. D) mimirtested g statistic-

ally signific Rncrease in high level questions, from nineteen per cent
-

to tiftyv-one pé+Acent over the three microteachine lessons,

Varrability between the two reviewed <tudics on many sigmiticant
variables precludes a meaningtul comparisen ot their results., Some of
these important variables were: the tyre ot student teacher tfained,
number of teaching skills modeled, frequency with which these skills
were presented to the students Juring traiming, length of microteaching
tessons, number and grade level of school puptls involved in each lesson,
subject taught by <student teachers and feedback procedures,  The fact
that the review of the 1969 studies by Borg et al. and by Berliner

' 4

directs one's attention to only general and very tentative suggestions
concerning the eftfects of practice on the acquisition of spegific teaching
shills 1n a particular microteaching environment precludes the delineation
of directional hyﬁothcses tor this thesis, Borg et al. (1969) suggést
that the skill of redirection may be acquired quickly. That students
needed to teach onlv two microteaching les.ons betore being, able to

‘ . .
improve their use of redirection in the regular classroom suggests that
this <kill mayv be acquired for use in a specitic microteaching setting
during four practice lessons. Berliner's (1969) Imvestigation suggests
that the skill of asking high level questions also may be acquired, for
use in a particular microteaching environment, by student teachers of
secondary school pupils, during four practice lessons.  Because they
teach vounger pupils, student teachers enrolled 1n elementary education

may require additional practice lessons before acquiring the skill of

asking high level guestions.
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A distributed rather Ihﬁn massed practice design, however, mav
compensate fof this hypothesized restraining influence upon the student
teachers' rate of learning. By making more time uvuilab;e for lesson

-’y
preparation, a4 training program %hich incorporated distributed practice
should assist the teacher of elementary school pupils to thoroughly
plan his/her questions to ensure that each lesson's questions will cue
the pupils adequately and évoke the desired level of response.  Finally,
since the skilT of asking high level questions is to be used in this
thesis, the review of the study by Horg et al. (1969) suggests that the

grade level of the school pupils involved in microteaching lessons needs

to be controlled. ' .

(3



Chapter Vv
HYPOIHESLS

The hypotheves for the present studyowere drafted with the intention
that the investipation provide answers to three questions:  (a)  [id the
entering behavior of the experimental wrld control proups tor each
que;tinnxng <kl ditter signiticantly? (b)) Lid the experimental treat -
ment significantly improve subject pertormance n hoth teaching skills”

)
(¢} What 1~ the approximate number of le<<ons that the ~ubjects must
tedach 1na specitic microteaching environment before they acquire each

' .
questioning <ki1ll tor u-e ”l that pr;m}ice setting”

The hyvpotheses tnvestigated through the present ~tudy were:

AR T S PSR '

L. tor each experimental and control yvroup, there will be no S1s-
niticant difterence between pre- and post-te-t mean ~cores tor the skills
of (a) redirection and (b) ashing questions that require pupils to use

~ higher cognitive processes.

: *. The mean performance pre-test ~cores ot cach proup of subjects,
tor the <kills of 1a> redirection and (h) asking questions that require
pupils to use higher cognitive processes~, will not difter signiticantly,

3. The mean pertformance change -~core~ of cach experimental group, AN

tor the skills of (a° redirectiog and (b) as<kinp questions< that require

{

|

puplle to use higher cognitive procr?;es, will not difter significantly.
A

(2]
el



AN Chapter VI
EXPERIMENTAL PROCEDURE AND DESIGN
|

Description of The Sample

The experimental subjects were twent.-seven pre-service, fourth
vear B.ld. student< enroflled in a special tull-vear course which com-
- e . . : : .
prised two practice-teaching sessions and a serice~ of separate nstruc-

tional sequences cach offered by a l‘ruh'\\nx‘ trom one of four depart-

ments:  bducational Psvchology, Fducational toundations , Llementary ,
//'\\\
Bducation and tducational Administration, | the ~ubjects were permitted

to select one of tive schools i which they would tultil their si1x weeh

practice teaching irements during the months of February and Mar¢h,

1975, To acquain ccts with the concept of microteaching, each

111 of reinforcement in two microteaching
bl

student practised
lessons, during the first practice teaching <es<sion 1n November, 1974,
: I

Lach of the five groups of subjects was assigned randomlyv to either a

. .
treatment or control group. Since the subjects were not selected

randomlyv | the Y- test for k- independent samples tpegal, (1956, p. 175)
wias used to test tor signiticant differences betu $ groups on poten-

. - ; ) ’ -
trally confoundiny vartables (Yable 1), (he proups were found to diffter

. . . :
\'1;:n1f‘1c;mtl§ on only one vartable, level of sSupporting i1ncome.

e Y
4
va
Study Procedure .
Crleremaoryr et w0 Practice, in tre corm of microteaching
(1 .

lessonx, was the experimentally. manipulated variable.
\\
e \
: o \ .
*Additional classes, related to each student's subject area and
quite separate from the core course, were al<o attended by the <tudent
teachers., __

‘\\\ 10
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TABLE |

Comparison of Five Groups on Potentially Coqgoundinq

. Socioloqgical and Descriptive Variables

2

] A% 'ro

7oy
Sa

41

R AT T 2 T ST R T R R TN T T IRy R W T Fra-x Tz o

Ape rangpe:
Sex,
Number of vounger brothers

Marital status |

Residence rat home or awaw

and sisters

from home)

Level of supporting income (if Iiving ut home,

father's income was used).

trade point average

<. (5>

Total weehs of practice teaching

Total weeks practice teaching: tourth grade

bd

.02

*Not osignificant at (05 level.



Dependert variad le

The dependent variable, recorded on two five minute video tapes, was
cach subject's performance in the teaching shills, redirection and asking
questions that require a pupil to use higher ‘.@nitive processes. One

lesson was recorded prior to, the other following, the experimental
treatment. \ g (b

Y

Frterin: fekavt. p

Twenty-seven student teachers were pre-tested during the first week

e .

of practice teaching, in a microteaching lesson which consisted of a five
N ' -
minute discussion involving five grade four pupils. No specific instruc-

. . 4, - . . .
tions to guide their teaching behaviors were circulated.

- 7
Instruc "cna broce dures

The questioning skills developed by Boryg et al. (1970q) were taught
by means of a filmed presentation. The skills were described in an

’

instructional lesson which included illustrative film clips showing
teachers using the desired questioning behaviors. A handbook was given
to each subject describing the rationale (Borgvet al. 1970f, pp. 47-457).
Immediately following the instructional film, the subjects were exposed
to a second film in which a model teacher illustrated the questioniag
skills (exemplars only) in a microteaching situation. Subjects were
required to identify thé occurrence of each skill on a check list (Borg
et al., 19706, p. 58). In a replay of'the model film the subjects were
given an oppertunity for checking their responses. The subjects were
then instructed to prepare a microteaching lesson in which each could
practise the sl\i.llls described in the instructional and model films. Each

." .
group of subjects was exposed to the films the dav preceding their first



..

microteaching Mssog.,

Miceroteaching T -
Each videotaped microteach lesson consisted of a five minute discus-
sion involving five'grade four pupils. Groups of pupils were rotated so

that subjects did not teach the same group twice.

Feedback .
Feedback consisted of each subject immediately reviewing the lesson
on viéeotape. While self-assessment (skill rating forms were used by each
subject [Borg et al., 39708, pp. 62 and 64]), constituted a major portion
of the thirtyv minute feedback session, the-experimenter-trainer, following
the first lesson, assisted each subject in identifying the teaching skills.
A structured ve}ba] guideliné suggesting how students might use high level

questionj/{o teach a concept was provided during each feedback session,

Subrects did not receive feedback on their final microteaching lesson.
. x

w
£y r&'*‘. 1l @il comtrol arours
The three experimental groups differed in the number of microteach

.

lessons taught after viewing the instructional films. ~The interval

between each lesson was twenty-four hours.

'y - taught two microteach lessons n =4
Lz - taught three microteach lessons n =6

@] .
Ey - taught four microteach lessons n =6

'

Groups €, and Co controlled\for the possible confounding influence of

time and practice teaching. %

C1 - Control for time. Subjects received a training sched-

ulé identical to 41 except that the interval between lessons was forty-

eight hour:. ' ] n==6
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C> - Control for practice teaching. Subjects viewed instruec-

tional films but did not teach practice lessons. n==6

Final aqssecsment
. "
The post-test for the groups E,, E,, F;, and Cy, cﬁhsistef of the

. o -
final microteaching lesson. At the tonclusion of six weeks, when these

four groups had taught their final microteaching lesson, the subjects of

C2 were post-tested.

Wuanti fleation of duta

Two raters independently #nalyzed the pre- and post-test tapes for

each subject and obtained a frequency score for the questioning skills

of redirection and asking questions that require pupils to use higher

cognitivc’processqs. Protocols for each student teacher were compared

. 3 TR
P oo
unfamiliar with the amount, of training each £roup received. -In cases of

RIS, -
. ™ . .
after each {3‘\#’ *lesson was coded by the experimenter and a person
.
dispute, the tape was reanalyzed. Inter-rater reliability was calculated

on the basis of six five-minute sequences and was .91 for the skill of

redirection and .95 for the skill of asking high level questions. For
b

this study, it way decided t\obtain a skhill trequency score for
subject rather than a functional analysis of his/her teaching behavior.
Though the latter type of analysis is undoubtedly important, it is

reasoned that student teachers must first be able to perform a particular

-

teaching skill before‘concerning themselves with such essential, but
initially distracting problems as, the correct placement of a high level

question, or®%‘whether or not redirected questions involved volunteers or

non-volunteers.,

(1) Teacher questions were divided into two categories (Appendix A):

~



(a)

Questions that require recall of

tactual information by the

pupil (low level qucstions) .,

(b) Questhons that require the
information in some way (high lecvel questions).

factual

Since frequency of teacher questions varies

o

pupil to use or manipulate this

in each lesson, it was neces-
N

sary to convert lesson totals for each type of qUéﬁtion to a figure which

N -

would be comparéble with sfms;gf totals for additional lessons, including

those of other teachers.

therefore,

. Bl
To facilitate comparison between lessons,

scores for each type of question werc converted to a perceént -

age of the total number of questions asked.

(ii)

Redirection occurred when a single question was directed to

more than one student (Appendix B).

(iii)

.performances of the experimental and control groups.

S

- summarized professional educational thought on the issue of change scores:

Mean difference scores were used in the study to compare the

)
Claus (1969)

The unreliability of change scores has been discusse‘,by

Lord (1963) who cites two
erro
effects (see also Bereit
1963) . “If two measurements
lated, their difference has. a sPaller variance than if
they were independently related.

studies of change:

major sources of confusion in

rs of measurement and regression

er, 1963, and Webster § Bereiter, .,
N

-

This variance, however,

is almost allegrror and it is in this sense that a dif-

ference scére. is unreliable,
is unreliable due to regression toward the mean of the
It is. therefore difficult to

group.

Also, any one change score

estimate true change

" for each fubject from individual observed change scores.
However, where effects of Separate treatments are to be

compared, £stimates of
Lord (1963, p.

group mean changes can be used.
37) cautions, hg?pver, that "analysis of
1Tt

observed gains results in a bu -in bias in favotsgf
whatever treatments happen to be assigned to initidlly

low-scoring groups' (Claus,

1969, p. 21).

To determine the approximate number of lessons necessary for the acqui-

sition of each questioning skill,

-

in a specific microteaching environment,

the mean performance change score of each group for each skill was

are highly positively corre- -

«~°



compared. . Provided that the experimental groups' performances differed
:?

significantly from the performance of the control, C,, it w assumed

~

that a stafistically nonsignificant difference in mean behavior improve-
ment scores between two experimental groups indicated the point at which

a skill had been acquired for use in that particular environment.

Experimental Design

The ¢-test was used to test tor significant differences within each
T of theive groups while an analysis of variance was performed to test
for significant differences between the groups. Parametric tests were ©

selected as ", . | these tests are the most likely of all tests to

reject H, when Hy is false" (Siegal, 1956, p. 19). Of the five assump-

’

-

. . . . o
tions underlying the analysis of variance model and the four that under-
lie the t-test, only two assumptions common to both statistical tech-
niques may not have been satisfied completely. These two assumptions

are:

.
-

Ascwnmption, 1@ . . . the distribution of the dependent variable in the
_ population from which the samples are drawn is mormal
- (Ferguson, 1971, p. 219). 4

Acsury tiow o - . the observations must be independent (Siegal,

HE .

1956, p. 19).

Though the small n's of each group prevent a rigorous demonstration
of a lack of normality in the data (Assumption 1), there is little reason
to suspect an extreme departure from normality., Glass et al. F1972,
pp. 246-255) reviewed studies which have exir(;;H‘thg\SﬁfecfE/;f violating
the assumption of normality. Their investigation indicates tﬁat reason-
able departures from the assumption of normalitys for the two tailed #- and

F-tests may occur without seriously affecting the validity of the
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inférences drawn from the data. With regard to the second assumption,
Table T suggests that the subjects used in the present investigation may
not have been significantly dissimilar from a randomly selected group of
students .

Tﬁe Newman-—Keuls procedure (Winer, 1962, p. 80) was used to test
the significance of differences of means between groups after a signifi-
cant overa]i F. o

A Chi-square test (ANOVA 15) developed by the Department of
Educational Research, University of Alberta, was used to tést the

hypothesis:

for the groups' mean pre-treatment and mean performance change scores

for two'questioning skills,
The ''difference method" (Ferguson, 1971, p. 153) was the procedure’

selected to test the significance of the differences between the mean

M

pre- and post—treatment“ssores within each of the five groups via the

statistic:

t = £ D

nd [NED? - (ID)?] /(N-1)
o

The parameter associated with this distribution is N-1, the degree of

freedom. .

The Hartley test for homogeneity of variance was performed to test

the hypothesis:

612 6,2 ’

for each group's mean pre- anJ’post—treatment performance scores for two



questioning skills via the statistic:

n

Fmax

largest of k treatment variances

smallest of h treatment variances

The parameters associated with this distribution are k, the number of

treatments, and n-1,

(Winer, 1962, p. 93).

&

the degree of freedom for each treatment variance



Chapter VII

ANALYSIS OF THE DATA

The-following chapter consists of three sections. DPart | preseﬁts
the results of ;he between group comparisons of the mean pre-treatment
performance scores for two questioning skills using a one-way analysis
of variance. Part II presents the results of the within grdup t-tests
of significance between mean pre- and post-treatment performance scores
and the interaction effects between two questioning skills. Part II]
presents the results of the between group comparisons of the mean pér—
fqrmance change scores for two questioning skills using a one-way

analysis of variance,
L4

PART 1

Between Group Comparisons of Mean Pre-treatment Performance
Scores foreTwo Questioning Skills

ﬁsm_ﬂrhwwmmmfyofvmﬁmweinmam;mw¢mmwwnt ' ®
skiil scores

The-Chi-square test for homogeneity of variance was performed on fj
the variances obtained on the mean pre-treatment skill scores. “he
variances for each group's scores, on the skills of redirection and
asking questions that require pupils to use higher cognitive processes,
are presented in Table. II. The calculated Chi-square values for the
variances associated with pré-treatment mean scores on the skill; of

redirection and framing questions that require pupils to use highgr

mental processes were 1.76 (probability = 0.78) and 3.95 (probability

49



TABLE 11

Variances for Mean Pre-treatment Skill Score

u'ruug‘ ' N hedirection ) High Level cuestirons
C; 6 32.57 . 368.65
C) 5 17.50 106.81
E, 4 .8.25 53.52
4 6 23.87 110.45

ks : 6 14 .67 . 235.48
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:

-

=0.41) respectively. These Chi-square values are not signiticant at
’ .,. - .

the .05 level of signitficance, substantiating the assumption ot homo-
geneity ot variance among mean pre-treatment performance scores for the
two questioning skills,
Testa for sigmificant difrerence o means Sl pre-treatment
performance scorec om each of two questi o nming skills

Mean and standard deviations for the performance scores of the
five groups on the questioning skills of redirection and asking questions

’ .

that require pupils to use higher cognitive processes are presented in
Tables 1II and IV,

The ,analyses of variance for the mean performance scores on each

, ’

skill are summarized in Tables V and- VI. No gnificant differences ‘
were found, amang the five group scores, on either of the questioning
skills, at the .05 level of significance. As neither F-ratio attained

- . - - . . 4
significance, testing of differences between palrs of means was not

performed.

PART 11

Within Group Comparisons of Mean Pre- and -Post-treatment
-=-, Performance Scores and Interaction Effects
' between Two Questioning Skills
Tests fbfﬂhomogeneity of vartance in mean pre- and post-

treatment skill scores

A Hartley test for homogeneity of variance (Winer, 1962, p. 93) was
performed on the variances obtained for the mean pre- and post-treatment
skill scores, The variances for each group's scores on the skills of
redirection and asking questions that require pupils to use higher
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TABLE 11

L]

Means and Sténqard Deviation for Pre-treatment Performance Scores on the

Skill of Redirection

L e . .
g N He Standard [eviagriom :
- . . Y

C- 6 9.83 5.70

5 . N S

G 5, 7.00 . B

(B 4 5.25 2.87

b 6 5.67 4.89

L, 6 - 6.78 3.83

TABLE 1V
Means and Standard Deviations for Pre-treatme: 1 :erformance Scores on the
-
Ski11 of Asking Questiors that Requ re Fupils to Use .
Higher Cognitive Processes

i,:,:;;g,,,,,,",;&,,;,%,“,,‘&;,,gt*x,;‘4,,4,&;x,,1.;‘,,1,‘,,,L:;,:,:x‘,
SPie \ ¢ ey rrodard fevndordor
e e

- 6 23T 19..20

o 5 18.68 10.33

E 4 ‘ 24.65 , TL32

b 6 20.37 , 10.51

b 6 20.43 15. 35




TABLE Vv

-’

-~

Summary of Analysis of Variance for Pre-treatment Scores in the Skill

of Redirection

B T Tt st aaaaias e aa e a s s
LT
T, .
. . - . o . 0 AY N il
e e . g :
Jelite el s \t N .

Between Groups 80.41 4 20,10 0.98

Experimental | rror

-
w
<
| 39}
w
to
te
.
<
J
1

|

']'Otnl 530.66 26

TABLE VI
Summary of Analysis of Variance for Pre-treatment Scores in the Skill of
Asking Questions that Require Pupils to Use

Higher Lognitive Processes
ar

e i e A T

= EE: 2 xmE

P . :
RIS o M. s F ;,,ﬁ'. s P
P “‘ ":‘ -
e - > - vy 3
2 . eye £=
e = ' A’"i:x\_. G
Between troups 284,95 J "1.24’ : 0.38 :%« 2
Lxperimental krror 1160.068 22 189,12 RN R
REL bl g ‘ . . 'Y
o - . V‘g" " : q' ;
- - “ ¢ - o
Total 4445 .63 26 e ‘
A ) . .
. :

T “ ,4:‘;
. X3
Rl SR
¢
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vognitive quest yons are presented 1n lTable V[,

Appropriatd values for each Eroup on each <kill were substituted nf

L 4
the tollowing tormula:
-»
. A S
Imax = F:'_._.l_.‘i.rﬁ.e:.t - *

s smallest

None of the ten calculated Fmax values exceeded the vritical value at
the .05 level of significance, substanﬁuting thi‘ assumption of homogene-
1ty of variance among each group's pre- and post-treatment pérformance
scores on two questioning skills, Parameters, critical values of Fmax

-~

and calculated Fmax scores for each set of variances are presented in

Table VI, . K

R S A N SRR T difrererce = meqnue Jorrre- and post-

freatrment sgeres | F eqch ST G questomdn okl ls

Figure 2 and 3 show the mean number ot redirections and thgﬁan
percentage of high level questions respectively, each as a function of
pPre- and post-treatment measures and groups. There appears to be a,}nain

’

effect across all groups which shows an increase in each skill from pre-

: . ' I
to post-treatment evaluatioh. 14 ]

Means for the ‘pre~ and post-treatment scores ot the five groups on
the que'stioning skills of redirection and asking questions that require
Pupils to use higher cognitive processes uare presented in Table TX.

1El'he two-tailed z-tests for 'pre— and post-treatment mean scores on
each skill are summarized in Tables X and XI. Significant differénces
between mean pre- and post-treatment scores, at the .05 level of signifi-
cance, on the skill of redirec}ion, were found for the groups'..Cl and E,.

™.

With the exception of C2, each group's mean pre- and post-treatment



TABLE VI1I
Variances for Each Group's Pre- and Post-treatment Mean Scores on Two

Questioning Skills
/

TEEI S I AR 3 R s T e Eem o wmr oy gmzag = FEASI AT ST 3 X 5 FI r A Em T aas S amwiromeyrr Tosorox

Srcug frodlrecer !’ H7 R Level Luect ane
e Lo e o roeet

C 32.57 11,37 368. 65 ~4.5]
C: 17.50 13.50 106.81 - 451.77
t, T R8.25 ©12.25 53.52 * 69.72

I 23.87 16.57 110.45 - 473.63




TABLE VIII -

1

Summary of Hartley Tests for Homogeneity of Variance for Each Group's

Pre- and Post-treatment Mean Scores on Two Questioning Skill

1 4
S - . —-
i tYeal Value g
rew Pmaxr (L0 Friwx Profali 17 tu
hé s ki R
¢ 5 2.86 N.S.
¢y 4 1.30 - N.S
1 3 1.48 N.S
1 °
. 5 7.15 1.44 N.S
b 5 .15 1.30 N.S.
e UrT 0 o Ak Lues tngk e tnar heguwire
R Lo lTe Higner Jogntiloe fp o ocecoes
C 5 - .15 1.95 N.S.
¢, 3 9.60 1.23 N.S.
Ly 30 > 9,60 1.30 N.S.
b 5 715 1.29 N.S.
. 5 T.15 117 N.S

»
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TABLE 1Ix
Group Means for Pre- and Post-treatment Scores on the Skills of Redirec-

tion and Asking Questions that Require Pupils to Use

-~

Higher Cognitive Processes -

' hedirection - Hiah el Juestions

roig Meane Means Ce
rre roszt - 1 re ~yost
C. '9.83 10,17 27.37 30.37
Cy 7.00 13.40 18.68 54.94
L 5.25 12.25 24.65 62.53
I R 5.67 12.17 20.37 84.07

S
o
3
—
to
v
=)
te
c
£
(72}
o)
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TABLE X
Within Group :-tests of Signi?icance between Pre- and Post-treatment

Means for Carrelated Samples on the Skill of Redirection

A fEESYTIIEIETIIL i tasem: rirgmry T ErFrrozzrErazx Rt N S

DTN ' RN » . Probabi 11 ty
Ct(LCE
[ ¢}
C 5 2.57 0.14 > .20
¢y 4 2.78  5.93 < .01 > .00l
! 3 3.18 2.92 < .10 > .05
E- 5 2.57 2012 < .10 > .05
-
E, 5 2,57 3.59 < .02 > .01
TABLE XI

Within Group :-tests of Significance between Pre- and Post-treatment
Means for Correlated Samples on the Skill of Asking Questions

that Require Pdpils to Use Higher Mental Processes

e ritieal t. Prokabi lity
t(.28
s 5 ' 2.57 0.37 > .20
Cs 4 2.78 4.49 < .02 5 .01
I 3 , 3.18 16.50 < .001
- 5 2.57 7.58 < .001
S 5 2.57 6.38 < .01 > ,001




v
scores, for the skill of asking questions that regliire pupils to 18

~ﬁngher cognitive processes, differed significantly at the .05 level of

)

. [N P R . . . . v
Interactiing efleet tetweern redirect o o e pid low

stgnificance.,

catesortzation and questions that g and Goont peguire

Students to use higher mental rrocesgs

Figurf 4 presents an interaction effect between (1) redirection of
Que that require pupils touse higher mental processes (high
redlmectxons) and redirection of questions that do not require pupils
to use hxgher cognitive processes (low redlrectlons) and (2) questions
that require pupils to use higher mental processes and those that do
not requife pupils to use this level of précessing information. For
each group, the proportion of high redirections and high level questions
increases between pre- and post-treatment measures while the proportion
of low redirections and low level qQuestions decreases. The graph's
ordinate represents the probability of response which can be divided
into proportion of low and high categories of actual responses. For
example, the high and low proportions of redirection in C, pre-test are:
0.37 + 0.63. The abscissa is the independent variable Cmicroteaching
practice) as experienced by the experimental groups E;, E,, E; and the
¢ontrol group C,.

. PART 111 3 ' )
Between Group Comparisons of Mean¢$erformance

Change Scores for Two Questioning Skills

<ests for homogeneity of variance in mear

ber " rmance change scores

Thf Chi-square test for homogeneity of variance was performed on the

B
bl -

»a
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variances obtained for the mean difference scores, The variances for
each group's scores, on the skills of redirection and asking questions
that require bupils to use higher cognitive processes, are presented

in Table XIl, The calauldted Chi-square values tor the variances dssocx-

)

ated with the mean difference scores on the skills of redirection and

were 3,63 (probability = 0.46) and 5,93 (probabi]ity =-0.20) respectively,
These Chi-square values are not significant at the .05 level of signifi-
Cance, substantiating the assumption of homogeneity of variance among

mean performance diffe;ence scores for the two questioning skills.

Teste fur ofgni fioant di fference o; mepe Fer chunge

Scores om oeach of tuo questioning sx7 i .

Means and standard-deviations tor the differeqce scores of the five
groups on the questioning skills of sedirection and asking questions that
require students to use higher cognitive processes are presented in
Tables XIII and XIV.

Analysis of variance for the mean change scores on each skill are
gﬁmmarized in Tables XV and X\, No significant differences were found
among the five group scores on ti® skill of asking questions that require
pupils to use higher cognitive processes.

Since the F ratio associated with the latter skill did attain sig--

nificance, the Neuman-Keuls procedure'(Winer, 1962, p. 80) was use to

test the significance of differences of means between groups. The i&&“

Neuman-Keuls comparison between ordered means js presented in Table
XVII. The differences between each of the mean change scores for the
experimental groups E1, E2 and E; and the mean change scores for the

control group C, was significant at the .05 level of %é?nificance.
7
R



TABLE XI1

Variances for Mean Performance Change Scores

-

.
TR I ISl rs s AEw L LA s s LR RN B TS R L AR R rozia L S G — 2 ‘g

.P‘\Ltt‘

*

N

hedireor ! s,

H”Ijgh Level

uestiong

64

C, 6 34,27 405.20
o 5 5.80 324.82
L, 4 23.33 20. 26
I~ 6 56.30 423.01
P 6 22,17 565,95
—— S
TABLE XII1l
Means and Standard Deviations for Change Scores
on the Skill of Redirection
ray L Mean Utandard lDeviation
Ce 6 0.33 5.85
€ S 6.40 2.41
Ey 4 7.00 4.83
E> 6 6.50 7.50
6 6.83 4,71




TABLE X1V

Means and Standard Deviations for Change Scores on the Skill of Asking

<«

Questions that Require Pupils to Use Higher Mental Processes

®FLEFLI s EIRA T EEsRTERS ta oz 2T .z Traxxa TE 2R TAIETE3 5 ki rz e pey FAEEE R WA rm xRy
irour i Hean ., Jtandard leviation
Coo 6 _ 3.00 20.13
C 5 36. 26 18.02
E, 1 37,88 . 4.50
b~ 6 63.70 20.5"

. ABLE Xxv
summary of Anatysis of Variance for Change Per Cent Scores

on the Skill of Redirection

N
¥ X'z = 22 rETT 3 o3 ox x‘x::;le;;xz&.t:;: TET Lz =23 3z oz oz.x L EE-T X gy w-xrx E oo S B
< ., N L AI/. It
Between Groups 188.32 4 » 47,08 1.58 0.22
Experimental Error 656 .87 22 29,86
Total 845.19 26

o!

I
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TABLE XxVI
Summary of Analysis of Variance for Change Per Cent Scores on the Skill
;\ of Asking Questions that Require Pupils to Use

Higher Coqnitive Processes

L:,xzxx'—‘*;‘!Ngxx,l&cer‘Uxx,xJ:x:x;x‘:x!:xx::;:;x‘:

e T
DOnre S0 :_.,'. RO . I,
Between Croups 14536.17 1 3634, 04 9.60 0.0001
Experimental Frror 8330.88 ' AN STNL 68
Totul 22867.05 20
T e
TABLE XVI]

Newman-Keyls Comparison Between Ordered Means for the Skill of Asking

Ouestions that Require Pupils to Use Higher Coanitive ®rocesses

§
EXSTX 2 o .z z2oE TE¥F T L2 opooxox I % 3 L“‘:thx‘&z: T-E X _x = Trix xr= gy x
Eo | S b Ch Co
Moans 63.70 61.93 37,88 36.26 3.00
, ——
( 3.00 | 60.70* 58.93* 34, 88% 33.20* 0.0
( 36,26 27 .44 25.67 1.62 0.0
£, 37,88 25.82 24.05 0.0
i 61.93 1.77 0.0
i 63.70 0.0
R 5 4 3 2
tritical 36 .60 33,33 30.19 24,93
Significance
. ——

[Fa]

*Significant at the .05 level.
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DISCUSSTION AND METHODOLOGICAL LIMITATIONS

N \* -~
Summary o . X \E
. ) . ’ l’ . N
he objective ot the present study was to determine the amountsof
KR
practice with feedback that students would require in a particular envi®
ronment betore acquiring spegcific teaching <skills. Specifically, with
presentation and feedback constant, subrects practised the skills of
asking hrgh level questions and redirection in five minute discussion
cluasses 1nvolving five fourth srade pupils to e~tablish the number of
microteaching/feedback le<sons that would hive to be taught to acquire
the two Skills for use 1n the training environment .

Twenty-seven tourth year Bachelor ot bducation students were divided -

among tive schools, each group being randomly assigned to either a treat-

ment or control condition. The tollowing proups were delineated:
by - taught two microteach lessons n o=
.
b~ - taught three microteach lessons n = ¢
! - taught four microteach lessons n =06

The interval between each lesson was twenty-tour hours.
i - control tor time. Subjects received a training schedule

1dentical to that of L1, except that the interval between lessons was

fortv-eight hours. n = 6
<
. - control for practice teaching. Subjects viewed instruc- -
tional films but did not teach practice leswons. - n==o
4

With the exception of the final microteaching lesson, subjects received

. teedback on their performance immediatelv tfollowing each practice session.

.
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The analvsas of the nre-treatment and poet trvjﬁmvnt microteaching lessons
provided frcquvnc‘ scores tor the"kill ot gedirection and per cent wcores
)

P
B / .
tor the “kill of ring hiph level questarons tor each student .

The hypothescs of the study were:

.

B e 2 e ®
\ ¥ : d

s . ror each experimental and control group, there will be no
Stgnificant ditterence between pre- and POSt test mean scores for the
4
Skills of () redirection and (hika\klny questions that require pupils to

% use higher comnitive processes,

<. The mean ertormance pre teet cores ot each experimental
] I

and control Broup ot subjects, tor the Shalls or oy redirection and

-
L
Y asking queations that require Pupils to use higher cognitive processes,
. " -
w11l not ¢ r¥er signiticantly.

N

3. The mean performance change <cores ot each experimental and
centrol group, for the skills of (a) redirection and (b) asking questions
. -
. i
that require Puplls to use higher cognitive Procesggs, will not differ
\
- \4 N .
slgniticantly, . .
- N .
~The r<test and PRE-WAY Analvsis of variance were pertormed on the
> :
o Xaty pertaining to each teaching <kill to test for overt ditferences

within ‘and among the groups respectively. While hvpotheses two, and

y :

© three (4) received Support in this study, there was mnsufficirent evidence
¥

to uphold hypothese< one and three (b1 at the 0.05 level of significances,

Discussion of the Results

The results of this study supgest the etticacy of microteaching with

teedhack as a means for a sample of <tudent teachers to practise the
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L

. L4
teaching skhills of ashing question- that require puprls to use higher

cognitive processes and redirection. The students quickly acquired the
skill ot asking high level questions for use In a particular instruc-
tional environment and In conjunction with the skill of redirection were
able to reduce considerably the frequency with which questions were
asked. This reduction in the number ot questions asked, however, appears
to have lett the students with insufficient opportunity to practise the
_SK1ll of redirection,
The stutistica}ly significant difference between each of the mean

change scores for fhe groups C;, Ey, E;, L. and the mean change score for
the control group C; for the skill of asking yuestions that require
students to use higher cognitive processes suggests that this‘skill may
be acqiired for use in a five minute microteaching class upon completion
of one lesson with teedback. - A trend toward a statistically significant
difference,between the‘mean change score for the group k) and the mean
change score ftor I, (Table XVI11), however, suggests that the student -
teachers' acquisition of the skill may benefit tfrom an additional
Practice-teedback sgssion. It is noticeable that of the twelve students

1N groups k- and F, only two failed to increase the proportion of high

v

~
level questions asked by more than 70%. Furthermore, at the conclusion

of the experimental treatment, the proportion of high level questions

ashed by five students was 100% while the pyoportion ¥or an additional

four students exceeded 74%. Though average per cent scores were used ‘3
for the purpose of statistical anal}sis, 1t seems that the results thus
obtained realistically portray the performance of the majority of indi-

vidual students,

’ .



Zi ™

‘6 . . 70

.

A desired effect of traihiné student teachers in the usé of high
level questions and ;edirections was,aq‘.pcrease in pupil involvement in
a lesson with a concomitant reduction in the proportion of ieacher talk.
Figure 3 indicates that as the student teéchers, in each of.the‘experiﬁ
mental groups, asked more high level questions the proportion of low

(4
level questions decreased. In addition, 3s the number of redirections
on high level questions increased, the number of redirections on low
level qﬁestions decreased. Appendix C indicates the overall effect of
these developments. Within each experimental group, a reduction in the
frequency o6f questions ;as accompanigd by an increase in the number of
redirections used by teachers.

Training in the use of high level questions and redirection for a
sample of student teachers not only appears to have increased student
involvement and decreased teacher talk dpriqg a discussion level, but also
seems to have enriched the quality of the pupil-teachegs inter,tigq.-

[ ] 8, -
While the more freq;.xent use of high level quesci"ons -retﬁp"red %'w’dértts
to manipulate informgtion, the increased use of redirection :;so encouraged

the pgpils to perform a more cognitively active role in a lesson. In most
L3

cases of redirecgion, the student was usually ubdating and changing his
answers depending on the type of information volunteered by his peeré.
’An‘upfortunate consequence of the considerable reduction in the total
‘number‘of questions asked Sy student teachers, however, was the scant
opportunity ava

.. A

o A RN S . - ¥
s ;I‘hough ﬂq‘&hta}wﬂﬁt the instruct¥bnal procedures adopted

ilable to prgﬁ;ise the skill of redirection.® '

for this study are both ef?éctive and efficient in developing the skill of
-

asking high level questions in a five minute laboratory lesson for a sample
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of student teachers (¥ables Xl,‘ X\’I),"hc results of thrs study (Tables X,
XV) also Indicate that concomitant training in the skills of asking high
level questions ;nd redirection inhibit the development of the latter
skill., A consequehce of simultaneously training thAEStudéht teachers in
the skills of ;sking high level questions and redirection was a consider-*
able reduction in the number of low level questions asked during a five
minute micreteaching discussion lesson involving five'pupils (Appendix D).
The substantial reduction ithhe frequency of low level qgestions agked
by the experimcntal subjects diminished the students’ opportunities to
practise the skill of ‘redirecting various types of questions. The
resultant effect was manifested in the between-group comparisons of the
mean peqﬁgxmance change scores for the skill of redirection (Table X\').
No expe;fmental group's performance fox the skill of redirection ﬁiffered'
< ~
significantly at the 0.05 level from the control group's (C,) performance.
While it would seem desirable to Eombrne the skills of asking high'level
questions and redirectién into a teaching strategy, the athe evidence
suggests that, when initially training the student teazﬁérs of this study
in the use of the,tdo behaviors, each skill should be solely presented

e
and practised with feedback in a microtea%?)ng setting.

Methodological Limitations of the Study
. !';_.

Four methods adopted in the experimental procedure of the present

study: (i) non-random selection of sample, (ii) classification of

‘questions according to the level of pupil response, (iii) presentatian °

and practice of two teaching skills, and (iv) the combined role of the

experimenter as both instructor and evaluator, impose restri¢tions upgn

v ) W

<
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the degree of confidence one may place *in the results of this investiga-
.. »
tion. ) ' ey '

® e
Firstly, though subjects for this study were not randomly selected?¥

)

x? (Table 1) and pre-test (Tables V and VI) data suggest that experimental
subjects may not'have been significantly dissimilar from a randomly
selected group of students. That students did differ significantly on
one. sociological variable; however, raises th& pqséibility that some
'undetermined extraneous variable(s) may have‘confbnnaed the results.
Random selection of the sample followed by a test for s1gn1f1cigt dif-
ferences betweqp groups on possible confounding variables would help to
control this potential cause of systematic bias in experimental results.
Secondly, high level questions in this study were classified
according to whether or not a pupil manipulated his knowledge in some
manné{ before résponding to a question. An advantage of this procedure
was that the desired effect of using high level questions became the focus
of student'téacher attention. The method of coding, however, presumed
that raters -knew beforeha?d what the pupils had learned about the subject

. " S :
under discussion. Despite rater awareness of the content -of classroom-

lessons upon which m ching discubsions were based, there was

//;::::}bgglly no way of
~— .

~—

ing certain that a child in answering a question
had eithen-simply&?éﬁr duced information or inferred his answer from

3
stored knowledge, Unéer these conditions a rater sometimes experienced

- ) : »
difficulgy in accuratLly classifying questions. Though the Goding system
g 0
proved sufficiently accurate for the purposes of this thesis, future
studies which require the ckgssification of questions into high and low

categories might consider an alternative method of coding. In the

‘-
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alternative system of codln;, both the teacher's question dnd the pupil's
answer, subdivided according to Bloom's catepories Sf thinking, might be
used as the criteria for determuung the cognlt1ve level of a question.
Thirdly, combined presentation of teaching skills is not the. most
effective method for ascertaxmng the amount of practice/feedback
necessary for the acquisition of*artxcular teaching behaviors. Uncer-
tainty exists as to-whether the experimentally determined amount of
pract1ce/feedback needed to acquire a skill is a function of (1) the
number of practlce/feedback sessions, or (2) an 1nteract.10n effect with
8 second skill, or (3) a combination of the preceding possibilities.
* Future studies investigating the number o‘f practice/feedback lessons neces-
sary for the acquisition of a behav1or could overcome this problem by
_Presenting a single teaching skill at a time. . ) N
Finally, confoundlng the roles of instructor and evaluator may have
resulted ln the experimenter unxntentmn. bxasmg the results in favor
-of the irrtended Qutcomes Though the presentation and feedback formats
e hefd cmstant it is possﬂn'e.th&t the experimenter's non-verbal
\‘\.
behavior was more f’a(fiur;gble toward those groups which, accord1n#o'the
design of the study, shoﬂ% }.a‘ve stown a substamtial increase in a

teaching skill. Jor ex.ample an umﬂtentl(gl d1sp1ay of enthusiasm. by .

the exammer may have encouraged subj egs in tH!e experlh;al gro&p E, > .

. to improve their ability at asking high level questlon(, whereas a less
enthusiastic approach toward student improvement in C, may have contributed
partially to a curtailment in skill development The employment of an

hnstruct‘;r, who was unaware of the purpose of the study, to implement the

training procedures” would help to overcome this methodological limitation.
o .

.?f‘k. .
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Although this procedure should assist researchers in overcoming th&
\ -~

confounding influences that may result from comblnlng the ro}es of
-
1nstructor and evaluator in a single person, there remains the problem

of the interaction effects between the type of instructor and types of =
stu&fnts. Once replicated, éxperimental evid;nce has been used to
delineate the most effective use of m1croteach1ng for the acquisition
of specific teaching skills to be used in regulam classrooms for the
majority of student teachers, additional investigations should consi‘l&
Systematically the interaction effects between not only the type. of
student and type of instructor, but also the type of student and the
instructional procedureg} The ‘complexity and sinéleness of an individ-

y

Ll
ual's personality ensures that not all students will benefit from the

’
same instructional procedures nor from the same instructor.
”. ° N N
Conclusion \ :
Agsample of fourth year Bachelor of Edu ent teachers

practi&i the skills of stions that require pupils to use higher

cognitive processes”and in five minute microteaching discus-

rth grade pupilf. The salience of practice

&ion lessons involving fi
Y *
' which includes feedback (self-assessment and examiner critique) was
L 3 ) : e A .
demonstratedgpver groups. The temporal factor between reteach lessons

L3
: was not differentiated in comparisons between twenty-four hour intervals

and forty-éight hour intervals. Wwith completion of two microteaching
o

lessons with feedback the students had acqu1red the skill of asking high "’

level questions in the pract1c!‘2nv1ronment Once this figure has been

confirmed Wlth replicated results, rqsearchqgs of the microteaching model

m‘_”'_‘." ‘ v" 3 ’ - :



should proeeed, oh the basis of cxperlmentz&nir evidence, to alter the
trammg environment so that they mxﬁht 1nv8€>t1g.nte (n the: nature and
f?equency of the proceeding traini v1ronrfgnts, and (2) the .optimal

. number of practice lessons that stms should teach in each of these
settmgs to ensure that the skill of askmg high level questions may be2

used in a regular fourth grade classroom ‘¢,

.

R
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A

Rules Observed When Scoring Low Cognitive and

‘e

High Cognitive Level Ques tions

Questrons requiring pupils to g£ive back” tactual information without any torm

ot manipulation or Interpretation of the facts were considered low level.

Higher cog?itivo~quostions included all questions which required the bupil
to munipglute h{s knowledge or information in some manner before-respondiﬁg.;;:i>
Questions which influenced pupils to analyze intformation, to develop rela-
tionships among facts, to interpret, to suggest applications, to synthesize
facts, to evaluate information etc., were cdnsidcréd high level. Procedural

uestions (e.g. "Would vou open the door, Ylease?), not being part of the
4 £ I I g1

[ Y .
cla < discussion, were placed in neither category. General conversation not

under the control of the teacher's specitic redirecting or questioning skills

<
'
wis not recorded.

- .

An arbitrary decision wa< made regarding high cognitive level questions that
elicited low level responses. It ,was agreed that the pupil-response would

either confirm or deny the coding of the questions. That is, the inter-
actions of hoth student-teacher and pupil determined the question category.

It the question was incomprehensible, or could not be answered because the

entering behavior of a particular stpdent or students was not sufficient,
] “

-
.

then the question was automatically low because it would only elicit either

-
an unambiguous_or incorrect answer, a ves/no response, or an "I-don't-know"

response.
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‘_/
Rules Observed When Scoring the Skill of Redirection

(1) the scbqu student who replied was counted as the

tirst instance of redirection; the third student was the second instance,

eto.

(Ji) the redirection sequence was broken when the teacher
. AN

asked another guestion.

i) redirection was maintained even if the question was
extended to another pupil along with such prompts as:
"What else can you add”" "Are there any examples?"

"Can you explain further?'", ectec.

{iv) the redirection sequence was not broken if the

teacher wepeated the question, elaborated, or sermonized as long as the

question had not heen changed.

(v when something new was added to the question,

redirection was broken.

(vi1) when a teacher asked the same student to explain his
answer, this did not count as an instance of redirection. I[f a second
student asked to elaborate upon a first student's answer, it was counted

as redirection.

(vii) if the teacher returned to the original question after
‘the redirection sequence was previously broken, it was not counted as a
new question; rather, the first redirection of this repeated question was

-

counted as a redirection on the original question.
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Number of Redirections and Questions (High and Low Level Combined)

for:Pre- and Post-treatment Measures Across Groups

Vi L]
Group N Redirections Questions
pre post pre - post
-
. 6 St ol . 118 77
( 1 5 No (T 95 10
by 4 21 19 42 29
l o 34 "3 111 37
k- 6 34 -5 - 98 37
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Group

-
'] v
Frequency of Low and High Level Questions Asked by
BEach Student During Pre- and Post-test
Pre-test Post-test
Student “nw lLevel High Tevel Low Level High

ul /

level

1 S22 3 R .
2 6 9 13 8
3 16 1 N . 9 1
1 12 R Q 5
5 JINS 2 14 ] AN
( ,
6 11 ] 11 3
1 16 - 3 5
2 7 2 3 .
' 1
3 19 N - 2
! 28 D 1 6
5 Q9 3 1 3
4 . o o )
1 Q 3 3 6
2 11 2 3 4
3 8 3 2 4
4 - 4 2 2 4 P
B ]
\ (Cont'd)



. , .
(Cont ') ] : (

t . 3 [
Pre test Post test
Group Student Low d.evel Hiph tevelt 7 Jow Level, High Tevel
) X , .
N
, -
i | 12 i 0 t
i ? 8 3 0 6
-
1
3 21 0 6
9
. 1 19 N 1 t
5 19 0 | . |
(§) 9 Y 5 1
e ( : -

{ 1 S0 3 5 5
2 11 > 0 1
3 6 1 2 !
] 10 1 1 3
5 < . ] 1 9
€ 10 1 ' 0 )

e R e

L]
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5
frequency of L ow and High Redirections Performed by tach
Student During Pre- and Post-test ‘
- e
Ll‘rvrh-ut L Tost tent
Lroap Student ' Low Level Hivh Tevel Low Level High ltevel
[N ‘ ’
S \ t}
( 1 3 * o] (A N
[ ) .
¥ ! Q 3 5
3 1 1 g : boo
! 1 ‘e 3 9
* ’
. N . -
. N o (\
R t 10 | 5 1
»
N L :
N~
( 1 3( 1 3 e 11
D [ B q A
3 1 1 5 1
1 1 0 S5
it 10 3 ) 16
R R, W
I 1 1 1 3 13
. ™
o 3 " ; [§)
- \/ P
v
3 3 N S 6
1 0 [} 3 11
{Cont'd)

~



Cont'd) . s

. I're test Post te ot
-

Groap Ieudent low Level thyh Tevel low tevel Hiph leve)

. . ¢ .", D)

U l 1 e DAL a
g 11 * 0 10y
. - .
~ 3 5 N 0 0
1 0 Nl 3 10
\ * 'y t (’
. ! o ‘
LD R N 5 -
[ PO
f L e \ | -
R ¢ ¢ N - 19
N ) v ¢ 1 =5
3 ! 2 " 3 11
S (Bl 0 1o
, t i 1 0 O »
.
-
]
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A

PERSONAL DATA SHEET

NAME :
NATIONALITY :
AGE

MARITAL STATUS:

SINGLE :

Province in which you received high school education:

Grade point average at University

[

4
+

/-

MARRIED:

1973-"1:

Please check appropriate statement:

Live at home with parents or relatives:

4

lLive away from home (family):

Annual income: (If vou live at Eome with parents or
by

please use

relatives and are support e

em,

parertal income to answer question).

Greater tha

AN

Number ot brothers and sisters:

Below
$ 3,000
$ 7,000
$10,000
$15,000

g

3,000
6,000
9,000
15,000

Number ©f brothers and sisters vounger than self:

leasefspecify the amount of (practice) teaching

. r . . . . .
teaching experience outside of university requirements:

rience vou have acquired. This includes all

Please indicate as accurately as possible the time

spent teaching students at grade four level:

Please specify vour teaching specialisation(s):
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a9’

. Written Instructions Issued to Student Teachers Prior to

Commencement of Student Teaching

MICROTEACHING PLAN B

The Fehruary‘— March microteaching experiences will be used for two purposes:
| a) to’prcsont several teaching skills (using fjlms of model
teachers) and to give you the opportunity to practice these skills.

b) to collect information related to the question of whether
or not microteaching is a Suitahle.method for the training of toacher;.
Please digest the following points carefully:

1. During the first weck in the schools, each teacher will teach one
microteaching lesson.

2. Each microteaching lesson; during February - March, - will be of five
minutes duration and involve five students. It is necessary that a discussion
format be used and you should s;t rather than stand during the lesson. The
group of students to be used is listed on the time-table. The teacher for
these children (also listed) will knoQ which students belong to each group.

3. Upon completion of videotaping during the first week each school will,

in turn, view a film during a specified lunch hour (see time-table) and

then teach several microteaching lessons. The number of lessons taught by
student - teachers will vary according to the school at which you teach.

a4, The time;table for each school (excepting Westbrook) indicates that at
least one microteaching session requires thirty minutés of your time. This
additional time (following the five minute lessén) is to be used by each
student for a replay of each lesson,

5. Prior to and following the showing of the films at eaéh school, I will
hand out written material which will explain in further detail the mature of

the skills and the meth’d to be used for revising your microteaching lessons.



