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‘ . ABSTRACT ‘
Research i into the way that teachers think and subsequent verbaltzations relative to

thetr teaching isa fairly recent area of inquiry for educauonal researchers. The present

'  study is an exploratory and descriptive study i in this area of reseanch Th; major purpose

of this study was to assess teachers' abxhtres to verbalize, about their use of various

, -y - . . . L
. tea.ching ,strate'gte's. A second purpose was to discover to what extent a supervisory

- In the first phase of this study, 17 Intern Teachers and 15 Supervrsmg Teachers

| responded ‘3.the survey instrument whtch was designed to 1dennfy percepuons about the

desrrabrhty and frequency of use of various teachmg strategres T

When exammmg the responses provrdcd by the Supervrsmg Teachers and Intem

ar

Teachers, it was found that

(i) there were some dtfferences between the two group in the level of agreement
about the desrrabrlrty and frequency of use of the 54 teachmg strategres
(u) Supervrsmg Teachers rated more of the 54 strategxes higher on both the
Desrrabrhty and }requency ales than did Intern Teachers, o |
(iid) there were six of the 54 strateShathhcr the Desu'abthty Scale or the
Frequency Scale for whicH there was a staustrcally s:gmﬁcant drfference
- between the two groups, and S ; ' . S
 (iv) both the Supervising Teachers and the Intem Teachers rated the
strategles m sumlar order in terms of i unportance and frequency of use.

From the seventeen Intem Teachers responding:to the survey rnstrument, six Intern

‘was used wrth each of the six Intem Teachers to elicit verbahzatrons related to six teachmg

strategres that were selected from the survey instrument and whxch could be observed in

.

their classrooms.f This was done six times with each of the teachers. In the first three

~ iv o

-

* Teachers were selected for parttcrpatxon in the second phase of this study Strmulatedrecall -



-

- inierviews. teachers were providgd.with feedback from the resehrcher for the first thr‘ee

strategxes but'not for the remammg three In the second set of three mtemews the process n
.. was reversed: Content analysxs was performed using two techmques° a codmg procedure, -

' and a macro-analysxs These analyses revealed that: .

(1)

(n)

(iii)
. thoughts, () analyzing and evaliating thoughts, and (d) apply to futire

L

~ The methodology employed in cqmpl'eti_ng this study and the findings of this study ‘

(iv)

)

“the researchex,

I [ 3

@

provxdmgf limited feedback doubled the»amount of mlevant teacher
verbahzahons, : |

when feedback was thhheld after first bemg given the ‘Tnumber of teacher
statements remained hlgher than was the case before feedback was given by

Fal

all four "types of teacher thinking" in (a) planning thoughts, ®) tcachmg

'thoughts, showed increases in number of s;atenﬁpts when feedback was

provided. o _
when teachers verbalized abouc the use of teaching strategies in their
classroom, a "professional argot’ was absent,

when feedback was provided the teachers statements contained more

background information, they expressed "assimilation” or "accommodation”

~ofa suéfegy, they used "defensive" and "ego-enhancing” techniques to '

~(vi)

explain occurrences in the classroom, and

"reflection on action" increased teachers' awax‘ess about the use of various

teaching strategies. .

- led to the identiﬁeaﬁon of a number of ixﬁplications and recommendations for further

study.

o
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- . CHAPTER1
INTRODUCTION AND STATEMENT OF THEPROBLEM /

o :
The debate about teacher supervrsxon for evaluative or staff development purposes i y
one of the dominant issues in educauon today. Duckett (1985) in the pneface to his text /
pomts out the belief that supervision of educational personnel is crucral lf the quality of; ,
education is gomg to improve. Along with lhlS belief is the i mcreasmg demand for .
accountabthty of individuals employed in public serv1ce areas Most educators regardthe .
improvement of instruction and accountability wrthin educauon as being hi ghly desxrable B
Duckett (1985) feels that despite this general agreement among educators })roblems arise
when the discussmn turns to who will do the evaluatmg, what is the be/st/ form for the
evaluation, what should be the content of such evaluations, and wh:;t/is the best supervrsory

process to] be used o , ~
R B B v . . i B .
Edu‘catmnal theorists and researchers have been attempfing to arrive at what is the

most desirable method of approachmg the problem of teache74ccountab1hty and evaluation.
leferent mdmduals have suggested various criteria that can be employed to assess the

effectiveness of teachers schools, and scﬂool dlstnctgas discussed by McNeil ( 1982) ThlS

is referred to as process-product research. Garmen (1982) in contrast identifies other

.-

' theonsts and researche&ho have concerned themselves not with the criteria, but with the

R processes of observation And s’upervrsron of school personnel.

, The first phase of the study focused on the perceptions of Intern Teachers and
Superv1sing Teacherscon‘ceming the desirability and frequency of use of var,ious- teachin g
8 'stra_,legies _ o " | | B
, | The second phase was concemed with the effects of supemsory feedback prowded )
| to teachers and the subsequent changes in teachers verbalizing about the use of teaching

-

lqe n'



" they use in their classrooms and determme whether the

. strategies in their classrooms. This study alSo investigated the differences that exist ‘among'
teachers in the degree to which they are able to verbalize about'teaching strategies they use.
A focus of this study is on whether a supemsory process can affect teachers' abilities to

4

‘ verbahze about the teachmg process and the use of teachmg strategxes in their classrooms
STATEMENT OF THE PROBLEM _ ‘
The study had a twofold problem: (a) to commﬁe percepuons of Intern Teachers

‘and Supcncsmg Teachers on the desrrghxhty and frequency of u,se o 3 vanous teachmg

suategres and: {(b) td assess the ability of teacher.s to ver afish bout teachmg strategres whxch'

smy proccss can'affCCt thrs ‘
‘-blhty o ‘ . - , . ) » "& v ,5 St . '

. RESEARCH QUESTIONS S

- L What is the degree of agreement between Intern Teachers and Supervrsmg Teachers about

the i unportance and frequency of use of va;ous teafhmg strategles" ,

2. To what degree is the ability of teachers to vesbalize about the use of tes g strategxes in -

| the classroom affected. ‘When verbal probmg is pre;ent or absent as teachers reflect on their

3. What are the dommant types of thoughts expressed by teachers when they are encouraged _

to reﬂect on therr actrons in thexr classrooms" - - = |

- 4, What vocabulary do teachers use in describing the various teachmg strategres they employ '

in their classrooms? | . | ' |
5. In what does verbal prooing bya mediator, affect the content of teachers" verbalizatioris

about the use of teachmg strategres” | .

| 6. Are there common patterns of verbahzm\g among teachers as they reﬂect on their teachmg

i a

,in classrooms? ; ‘

7. To what degree does the process of feflection on action increase teachers' perceived



© . awareness and reported use of etfecﬁye' teachlhg smﬁgies?
' DELIMI'I‘A’I'IONS
| The study was dehmttcd in the following ways - | R
1. The.teachers pérticipating in the study-were employed by The Edrnon‘ton Public School
DlStﬂ"t in the 1985 - 1986 school term. Twenty Intern Teachers and twenty Superwsmg
Teach:rs who were 1dent1ﬁed by the central office of the school dtstnct became the
populatton for Phase I of the study. o ‘
2, ’Ihese teachers were asked to volunteer for the study and all but eight agree_d to do so.
3. The study was further delnmted in Phase II to six Intem Teachers who were selected from

\
the seventeen Intern Teachers respondmg to the survey instrument and agreeing to be

* 1ncluded in the second phase of the research. |
Ry \ 4, Six teaclnng strategies were selected for the second phase of the study based on the
: responses of the Intem Teechem in the first Rhase. L , /
LIMITATIONS =/
The following limitation‘sv may influence the fihdihgs of this research project
1. Smce the survey 1nstrument was adtmmstered to Intern Teach/ ers and thetr Superv1smg
; Teachers, they may haVe consulted with each other and thus may have affected the results
~Obtained. | _
2, Differences arnon g the respondents in their ability to recall speciﬁc events atrd in their _
abthty to bring | meamng to what was recalled may bea lrrmtatxon of this study. r .
3. The degree to whrch the research was obtrusive rather than unobtrusxve in the classroom

the degree to which he was able to establish rapport, and the extent to whtch he was able

to surnulate the teacher to verbalize during the i interview may also be a source of



hmxtattons for this study v
- 4. The researcher may not have been able to control hxs bxases in the research and this may

have had an mﬂuence on the findings.

S SIG.NIFICANCE OF THE STUDY | /
T!us two.phase study i is sxgmficant in that it was desxgned to mvestigate areas of

. concern Wthh appear to be dmectly related to each other in the areas of effecnve teachmg, iy

: superv:sxon, and teacher abxhty to verbalwe about the teachmg act!

“This exploratory and
| .descnpnve study focuses on the pcrcﬁmons and verbal descnpapm A teachers as they

L’reﬂect on the teachmg strategles they use m theq classrooms Ius pomfed out by Clarls and
Peterson ( 19“292) that: "Teacher thmkmg canhthought of as a set of modcranng

contextual factors that could mfluenoe substanually the outcorhes of teacher effccuvencss and
i \

: curnculum effecuveness studxes " - - \“\\

Itis therefore i xmportant that mearch pay more attention to teacher thou ght processes .

\

with the purpose “... . to increasé out understanding of how and why the pmcess of teachin g
*looks and works s it does.” (Clark and Peterson, 1986: 256) In order to be able.to bring
g about meamngful change in the pracucas employed by teachers and increase teacher
effccnveness itis riecessary to understand how and why teachers behave the way they do
Clark and Petetson (1986) report that the Natxonal Institute of Educauon felt that_ tlns area of
ntquufy was sxgmﬁcant as the Institute for Research on Teachmg was established in 1976 to

' encourage research in vaﬁou?‘ar@ of intcre;st, and a'mong thcsc'was tea_cher thought.
_processes.

Gnmmett ( 1981) ﬁ;els this area of i mqmry is s1gmﬁcant becausc the, \

- cognitive mformanon processing approach to teaching researchis that what
 teachers do is affected by what they think. ' As, such, this approach is concerned .
with teacher planning, judgment, and decision making, the study of teacher thOught
processes - how they gather, organize, interpret, and evaluate information and seeks
- to bring about understanding of those processes umque to humans that gmde and
~ determine teacher behavior. _
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The esent stud is im) reant-as itis aneft‘ort to dxscover, understand and
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B ‘to compare the percepuons of expenenced Supemsmg Teachers and mfxpenenced Intern
: Teachers with respect to the desn'abiﬂy and use of specxﬁed teachtng strategies This study
'also examines the abthty of teachers to verbahze about what they do in thetr classroomsand
whether or not this process could enhance teachers’ abtlmes in the area of self—evaluauon
This research is concerned thh teacher thoughts and how they provrde meamng for what
. - teachers do. Clark and Peterson (1985 255) indicate’ that this area of research is srgmficant in

that teacher " behavmr is substanualiy mﬂuenced and even deterrmned by teachers, :

thought processes " ‘ /
| The pnesent study is sxgmfica}tt in that i it examines the perc uons of two groups of
" teachers about the des:rabthty and use of teaching strategies, and secondly. investigates the - -
abthty of teachers to develop and use conceptual language whrch may assist th(em to descnbe
‘ thetr actions as related o the teachtng strategres they utthze “This study has pracucal
mgmﬁcance in that it assesses whether sttmulated recall and reﬂecuon on acuon can be used -

~in tramtng programs to encourage teachers to verbalize about thetr use of teachmg strategxes

 DEFINITIONS
In this study the followmg terms are used as defined below: ‘ . |
Content analysis: - a techmque that i ts used to analyze objecuvely the content
) | " of written ___yerbal mteracuon Holsti (1969) makes the |
RN - - point that content analysrs may be quantitative or

- qualitative.

Preactive phase: - - refers to a phase of teaching that takes place prior to

mstrucuon Itis planmng for tnstructmn

Interactive phase: o refers to-the phase of teaching during which the teacheris



.
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- interacting with students.

i

/

{
-

]

Rcﬂectiuc phase: | refcrs wa phase durmg which thc teacher is involved in

| ; '» recalhng specific occuirences, exther past or prescnt, and
) may attach some cvaluanon to them, ‘
Pxﬁjectiire phase: refers toa phase of tcachcr thmkmg dunng which the
teacher suggcsts what he oﬁhe might do in the future or
jects possnblc outcomes.. | |
. Reflection on action: ’ her thmkmg whxch occurs xmmedlatcly after the
' ’ f ‘ mteracuon phasc ’
N - - ' .
Simuluspoint: - 4, _an incident that occurred in the class is drawn to the

- teacher's attention and is used to encourage the teacher to

- expand his.or her thinking in relation to that incident.

Sﬁruu}aged recal: . a method used to help | thc subject to recall m g’rcater' detail’ —
| the occurrences obscrvcd in thc classroom In this study '
‘snmulated recall was donc by the rescarcher using

extensive notes taken dunng obscrvanon.

Probing statements: - used by thcvresearcher to stimulate the subject to explain

theinbehavior and to cncouragc the subject to provide

o . meaning for glvcn occurrences.



Feedback statements: “these are statements which provide information to the

interviewee about a teaching strategy bejng discussed. -
' 'féachin'g stxategies:., _‘ o this concept is used throughout the report to include the
“ o skill behaviors, processes, and strategies used by teachers

in the classroom.

Media.tor: ‘ .. va person actmg in the role of a mentor, helping and gmdmg
| - another through questioning techniques. The person can
be in a position of a supervisor or adrmmstrator
' 4
~ OVERVIEWOFTHESIS
This mtroductory chapter mcludes the statemcnt of the problem, the research
questions, the hrmtauons.and dclrnntauons, the significance of the study, and definitions of
~ the terms used. N ' ) _ o
Chapter 2 presents a review of literature on gre historical developmcnt of research on
teaching, on the develcpment of the scientific approaéh, and on the relationship between the
‘s_c'ientiﬁc and artistic approaches. "I'he second part of the literature review discusses
" evaluation, supervision, and teacher thinking. The discussion focuses attention on the'_
q relatienship which exists between these areas in current edpc_atio'nal practice.
| Chapter 3 outlines the methodology employed in the study. A description is .
presented of how the participating teachers were selected for the two phases of thrs‘%tudy
The chapter also mcludes a discussiomrof the methods used to analyze the data. .
Chapter 4 presents the findings of the survey of Intem Teachers and Supervising
Teachess and the comparisof}rs between the perceptions of these two groups of respondcnts. .
Ci‘hapter 5.reports on the analysis of the interview protecols on the types of teacher

thinking used by Intern Teachers.



V Chapter 6 vprescnts the ﬁndiﬁgs of the macro?énalysis of the protocols to identify
common pattclrns of teacher thinking. |
| Chapter 7 presents the summary, the conclusions and implications of the study, ané
identifies a number of recommendations for further research. |
" The Appéndix section includes the survey instrument, the interview schedule, the list
~of teaching strategies 1dcnt1ﬁcd by Project Quest, and the standard deviations for the Intern

“Teachers on each of the 54 survey instrument strategies. e



focus is primarily on the relationship between suéion'fbr ‘cff’ s ching and
research on teacher effccﬁvencss(;’[hc’ related subject areas discussed are: (a) the ‘

dcvclopmcnt of a scientific methodology for determining teacher effectiveness, and (b)

~ the combmed scientific and artistic views of determining teacher effectiveness. The

discussion focuscs on the process of supervision for effective tcachmg and cstablxshes a
1 eslal

relationship to teacher thinking. . v

HISTORICAL PERSPECTIVE
¢ Development of Scientific Methodology

The focus of ihis discussion is on how the act of teaching has been researched.
The hxstoncal development of educational research about tcachef—cffectivcncss is relevant
here as it provides a framework within which this research was formulated. During the
time period discussed there were many organizatiohal changes in education as well as
social and political changes which have inﬂuer;ced the pubﬁé view of teachers and
education, Conﬁcqucmly the main concern is on "research on teaching.”

(}ag'e (1»A972:l6)‘deﬁne‘s résearch on teachihg “.. . as the study of relationships
between variables, at least one of ‘which refers to a characteristic or behavior of a
teacher.” Gage (1978:14) defines teaching behavior as ". . . any activity on the part of
one person intcndcd to f;cilitate learning on the part of another." This definition of
tcacher behavior does not mchxdc a prc‘smpuon for what is desirable teacher behavior.

Gagc (1978) goes on to describe the act of teaching as. takmg many forms and havmg
9

*



Lo 10
many purposes whxcw dependem upon the circumstances in which it is fou ) The | oY
act of teaching can occur in an msﬁmuonal setting or any other place where mdx\nduals
communicate with each other. - | i

Consequently the study of teacher effectiveness centers on examining the vai'iables
involved in the intelncﬁen behween teachers their clients, and the environment in which
the act of teaching occurs. The environment mcludes social, orgamzanonal economig¢,
and political realmes that influence educational orgamzatxons

Karier (1982) refers to the changes which have occurred in education as being

brought about by thegevolving goals in education.
. the goals of. . . education are a composite picture of the hopes, expectanons,
and possibilities and generation has with respect to the future generation. In this
~ sense, education is a cultural renewal wMeh the economic, social,
 religious, and cultural values of one a ﬁ systemancally reconstituted for the
next. As values shift so eventually does ucational practice.
(Karier, 1982)

ive influx of people from other
. ‘This occurred because of the rapid -

At the turn of the century there was
countries and migrationnfrom rural toi
growth and influence of the business and industrial eommunity The new urban residents
had aspirations for their chxldren and the economic commumty had needs which could be -

best met by the development of comprehensxve public education systems. "The common o

+ " school movement itself spurred on by the passxons of nhtionalism and the social and

economic instability resulting fmm immigration and mdustnahzanon (Kaner, 1982: 3)

v Consequently schooling changed from a private concem to a pubhc concern m the
United States. A similar movement occurred in Canada. The state began to take a more:
aggressive and dominant role in education. _This r)creased participation led to an
awareness about the quahty of education and teachmg '

S
Establishment of Personal Characteristic

as Criteria of Eﬁ'ecuveness

Medley (1979) points out that,



. The very earliest research set out to describe thé characteristics that differentiated
more efféctive teachers from less effective ones. Techniques for the measurement
‘of mental abilities, personality traits, attitudes, and similar factors were virtually
nonexistent, and so garly tpsearchers asked pupils to describe effective teachers

they had known. _
‘There were many studies between 1900 and 1955 incorporating this strategy. The
studies consistently arrived at some factors which were attributable to the Jb!t thought of

teachers.” The six characteristics consisteritly appemGgwm

*

1. teaching shll (clear explanations, use of examples, well organized. etc.) ’ \
2. cheerful, good natured, patient, not irritable
3. friendly, companionable, not aloof L | -
4. imerested in pupils, understand them | |
S. impartial - does not have "teacher’s pet”
6. fair in grading and marking ~ *
“ (Medley, 1972:431)
The development of teacher charactéﬁstics, which were decmcd salitable for
| N t‘ca(:her‘sjo, possess, enabled sﬁpervisors to idcnﬁfy‘bétwcen who h_ad the personal
charactcriiét'ié's‘for a suitable teacher and who was lacking in these personal characft;ﬁétics.
N,,

Devclopmeni of Evaluative Checkhsts

The focus of research then Mw from personal traits to charactéristi_cs which

were considered to-be effective and relevant to the act of teaching. Thc bulk of these

studies occurred from 1920 to 1955. From these studies extensive lists of desired teacher ’

attributes and behaviors were developed. The problem with_'thcsc extensive lists was that

". . . there was nothing like perfect agx'tcfncnt’dn any of them - that s, thcre"‘Was»litﬂc o
consensus even on the areas to be rated, let alone on the behaviors impon;m in a given
“area.” (Medley, 1972:433) “Another problem was that they were developed and used by
supervisors of teachers. The lists were primarily used for evaluative purposes and were
inadequate in providing help for teachers to improve their performance. (Medley, 1972)



*
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andndngscalesdid lintle to define orclarify exactly

" whnteffective teacheuweteorw they did. These :idleswerebuedonoptmons. ‘
ere were no observations and evaluations compled |

of these characteristics or personal traits had an effect on

teaching and leaming. (Gage; 1979: 13) Soar, et al. (1983:240) notes that unil -

. the 1950's research on teaching focused orf tdennfymg those personal
characteﬁsﬁcl that seemed to disunqmsh effective from less effective teachers, not
on identifying best 8. . . . the vast majority of these earlier studies used _

' ratings as the- astre of teacher effectiveness. The validity of this.
criterion is 50 open to question . . . that no faith can be placed on-she findings of.
such studies. ‘ c
Itwasthendetemﬁnedthatme:eqeamhonteachingi'equiredtlmttheeffortsin the
search for teacher and teaching effectiveness needed to be formalimd. This led to the ‘
development of models for reseamh and better methods to be employed in carrying out that

research.

MODELS FOR EFFECI'IVE TEACHING RESEARCH
The, realization that concern about teacher personal characteristics did little 0
 define teacher effecti led to the introduction of a second variable to the search for
effective teachmg strategles Researchers started to be concemed with changes in the
amount learned by students resulting from specific teaching practices. This was the
‘beginning of the™ process- product” approach to detcmitmng tedcher effectxvcness

Coker, et al..(l980) descnbed this ds competency~based teacher effectxveness."
Tltey noted that _".;‘. the ,tencnel_' can be held accountable; and can be required to
demonstratc mastery cf a spectﬁc set of competencies (i e.. teaching beltaviors), " _

Many systematic obsexvatxon studies and reports have been undemken since 1960 o
wuh many dtfferent methods of observation betng develcpeti (Dunhn and Biddle, 1974)
The work done by Dunkm and Biddle xdenufied many desired strategtes but the umversal

A




effects could not be clearly establighed “The research isolated the variables and situpdons ‘

were contrivad to. meet experimemal requiremenu Good (1980) notes that the lack of

A umfomnly of clnssmorns and teaching styles found in theee studies? o

.‘negate the populer mlsconeeption that there are.universal forms of instmction
'thanend to work for all students across all subjects and in vjrually any school -
‘cortext. Instructional problems vary from classroom to classroom, and there gre
not universal observational sysmm‘:‘ormulu that can be used for de!erlbing
and/or. improvmg classroom ins

- ‘ (Geod, 1980:5) ™

‘_Once various strategxes were identified the problem became one of how useful was

thxs xnfonnation The notion of " mtenon became established apd was to form the buir

fora great deal of xesearch on effective teachmg This was the "analytic gpmouch " Along
with this nouon the idea of "ulnmame criterion” was generated and as a result }jsts of criteria

were developed. From the estabhshment of the criteria of teacher effecnveness models

. were developed which helped formula(e further research in the area of teacher

effecnveness

. 3

,\ Two Models for the Study of Teaching b

~ Oneof the most notable models was that of Mitzel pmposed in 1957, the o
Genemhzed Schema for Research in Teacher Effectiveness. The Mitzél model focused on
four vanables whxch he felt needed co _stldemuon in the search for teacher effecnveness

| These variables are described by Gage (1972 9)as: \ VA

‘Type I. Human charactensuts on which teachers differ and whiclf can be
,hypothesxzed to account in part, for differences in teacher effecnveness /
Type II. Conungency factors which modify and influence the whole complex of
- behaviors’ than enter into the educational process. "If Type I variables play a
cummandmg role in the achlevcment of educational objectxves, then we will be
required to replicate: studles of teacher effectiveness in a great many suuauons "

‘ Type III Classroom behaviors of teachers and pupnls



L

s

Typ/ I\> Cnterla or standards consrsung of "mtermedlate educattonal goals,

,"' ie., the/méasurable outcomes at the end of a period of instruction as drstmgurshed

PR

from “the ultimate cntenon which might be phrascd as a better world in which to

lxve v v ?\\\ : _ !
"It is through the intercession of hrs Type m vanables that Mitzel says. is the be5t

- hope ‘for rmprovement m teacher c_ffecuvenessresearch." (Gage, 1972:92) Mitzel -
. identified the classroom siuations and the interaction between teachers and students as the -

area where most research on teaching should be concentrated (Gage, 1972)

Dunlcm and Biddle (1974) developed the "Model for the Study of Classroom

, Teachmg" ‘ The Dunkin and Bxddle model has been used to classrfy the research that had -

been done on teacher effectrveness The model was developed by studying educauonal
research and its major ﬁndmgs The model was also inténded to form the basis for further

research on teachtng The model consrsts of four vanable areas and explatns the

. relauonshxp they have to each other.. These four sets of vanables are:

i "‘;'; .', ’
Lmsmlmah_es whrch are the personal charactensucs of teachers. These are’ ok

descrlbed as’ formauve experiences, trarmng expenences, and teacher properties “These

‘ variables can be identified and can be used as a basis for recrurtment and appointment

decxsrons An illustration of presage vanable wtraxts such s "authontanan behavior" in

’ the classroom. wluch can be traced back to thé formative development of ateacher.

2. Context Varjables are charactensucs to which teachers must adjust and one whxch they

, have very little control. The vanables in this area mclude puptl formative experiences,

pupil propemes, pupil socxal class, pupil abrhtles school and community variations, and

school size. As pomted out by’ Dunkm and Blddle, these vanables can be 1dent1ﬁed by

tesnng and reseamh but very seldom can they be altered by. what occurs in the teaching

’Lt
pmcess -- CL .U' S

&

l_mumabjg_s are all those thrngs that occur in the interaction between teachers and

puptls What is 1mportant is the behavror of the teacher and how it affects students

¢ ) ) g -
: . \
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learning. 'Also, the behavior of students e.ndwits impact on the behavior of teachers is

.unportant in the understandmg of the act of teachmg g@f‘ %

&Mﬂi@b_e_sm the outcomes of tcachmg wluch can involve xmmedxate leammg
outcomes or "growth" on the part of the leamer@Success in teaching can be evaluated by
measurable changes 1n student learmng or changes in amtuder about sub_]eCt matter.
Contrasted agaxnst the 1mmedxate outcomes are the "long-term effects on pupﬂs " These
are difficult to 1denufy Even more drfﬁcult 1s demonstraung the relanonshlp between the |

behavior and these long-term effects i ',', - s

Dunkin and Biddle (1974; 48) describe how the use of their odd fwad the

- -combination of vanables in 1t can be utilized to formulate studres for educanonal research.

"I'hey refer to six categones of res‘earch studres, which are:

i

‘1. the conceptuahzanon and study of the teaclung process

2. the frequency of use of various teaching processes,

3. the relationship’ between context and processes in teaching,

4.‘ the relationship oetvs'een preszlge conditions and the téaching process, » |
5. the relationship among proc within the |

classroom, and

6 the relationship between teaching proccsses and the products of teaching.

Both models, that of Mitzel and that of Dunkin and Biddle, emphasize that the

classroom and the interaction that takes place there are the best sources of ‘information on

-

- effective teaching. The Mltzel model was the ba515 for many expenmental studres and

much of che research was done in contnved or laboratory situations. The Dunkin and
Brddle model, however, required that the study of- teachmg be done in actual classrooms SO

to avoid somie of the dlsadvantages of controlled situations. There was a realization that

teachmg is sltuanon_ specific and that many of the differences found in classrooms could be

controlled using statistical methods, For ekample, both of these models contributed to the

: use of more "scientific” methods in the study of teaching.

kY

5
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THE SCIENTIFIC APPROACH

The emphasrs in teacher effectiveness research shifted to the classrooms where

L obscrvatrons were made using scales with a detenmned high degree of rehabxlrty

Problems encountered with many of the observauonal studies. Emmer (1972), Medley
(1972), and Adams (1972) all mentioned, (a) that there was a lack of uniformity in the
srudtes, (b) that the language used is complex and led to subtle dlfferences which made

compansons difficult, and (c) that some researchers were /- .

,' t00 quick to make generalizations about 'teaching. . o . \

A

The analytxc or scientific approach was and is still w1dely used in educauonal
research The thrust of this research is that the complex act of teaching can be broken

down mto its Mponent parts.
What is. 1mportant is the approac‘h the atternpt to analyze teaching into lmuted,
well defined, components that can be taught, practiced, evaluated, predicted,
ontrolled, and understood in a way that has proven to be impossible for teachin g
v1ewed in the larger units that occur over a period of a day, a week, or a year.
r . (Gage, 1972:16)

Wﬂonal researcher was able to perform scxennﬁcally comrolled :

'expenments He' could control and measure what occurred in re{auonshlp toa parttcular

~ variable, for a particular period of time, and in a partlcular setting. Church (1972) and )

' Ihghes (1972) \vere L engaged in studies in which tedchers were trained to manipulate I _

-

| - pamcular behavrors in expenmental lessons. . .." (Nuthall and Church, 1972) Interactlon

systems and analysrs systems were developed and used. ‘The most notable and one of the ,

] most frequently used was the interaction analysrs system developed by Ned Flanders in

‘f 1960. This system went under the name, The Flanders Interaction Analysxs Categones

- The sctenuﬁc ba31s for the observation and evaluauon of teaching had been t'umly

o estabhshed As pomted out by Nuthall and Church (1972),

. n

We have always had a large number of different ideas about how tcachersshould
behave, without any evidence that these ideas were right or wrong. Now wé have
;ooa large number of observatlon systems for descnbmg how teachers do behave

4
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without any evidence that the things we are observing are the right or the wrong
things to. observe.” B o - ]

. Scientific observation and the identiﬁczition of effectivé ieaching s&atcgics has led |
to the devélopment of teaching models, fnicrptcaching in controlled settings, and
minicourses. These have done much to generate knowledge asout the identiﬁéd desirable

: tcachihg ‘sqategiés. The introduction of 'teachcr training programs have idcnﬁﬁed strengths
and wcakncsses. The major strength was that tcacﬁers could become aware of wlhat
perceived effective praétice shoﬁld be. This is ihc process of educating teachers. A
weakness is that ", - rrﬁcrot_cachi@uﬁins teachers to pcrforrh in ways those who.are
running the program think is good. . . . Are‘;ve involved in a pméram which t;:éins rather -
tllan educatés?" (Perlberg, 1972) Thereisa dahger, gs.,pointcd out, that teaching mbay |
become too mechahistic, too programmed, and too uniform to allow for dit:fcmnccs and
innovations to exisij T’Ihyeientiﬁc approach was and is adopted by educators és a means .
to justify and reduce criticism of public educatio.n' and to make the explanation of

educational research easier.

. , Y
.. -~ =Today the better teacher effectiveness study can boast of objective low inference
' observation with documented and acceptable levels of interrater and time to time
reliability. Quantitative indices of pupil achievement have replaced intuitive notions
of good teaching, and the process-product paradigm has replaced anecdotal -
descriptions of the classroom. N : ‘
: (Borich and Klinzing, 1984)

The acceptance of the scientific method of detcmﬁning.cfféc;ivc ,téaching pfacticcs

" was governed by:-

An underlying assumption was that the efficiency of teachers would be increased
through the guidance of a supervisor who would translate aims of the school into -
- tgrms which the teachers understood, gain teacher acceptance of the aims and
objectives, help teachers adopt the curriculum in light of community and individual
factors, analyze teaching, and judge the quality of instruction and the efficiency of

the results. .
: (McNeil, 1982:20)
Many educators have found that assessing an act as complicated as téaching with '
- checklists and frequency counts as inadequate in fully desCﬁbing’cffcctivc teaching.

L

" Richer and more descriptive analy‘siS was required. These researchers and theorists refer
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to this method_of observing and eVélu'ating teaching as the "artistic approach".

THE (.ZONNBCI‘IOAN“ BETWEEN THE SCIENTIFIC AND ARTISTIC
i VIEWS OF TEACHER EFFECTIVENESS o

The amsnc v1ew of teacher effecuveness is at the opposne end of the contmuum P
from the sctennﬁc approach but does not exist in isolation fromit. The artistic view of .
teacher effecuvenesg has been developmg in the last five or six years even though the.
- debate about whether teachmg isanartora scxence began much earher 'I'he theoretical
framework for this method of observing teachers has been wntten about by Elliot Etsner.

The debate about whether teaching is an art or a science will ot be presented here.

'It is agreed by almost every writer in the ﬁeld that teaching is certamly a complex,

‘multi-faceted area of human endeavor whxch reqmres in-depth investi
Eisner (1983) makes a connecuon between the scientific and artistic approaches

He states that; -

What I think scientific inquiry can provide in education are rules of thumb, not
rules. Rules of thumnb are schematics that make interpretation and judgment more
acute. Scientific inquiry can provide frames of refefence that can sophisticate our
perceptions, not mechanisms that will control the behavmr of students, f€achers o;
administrators. -

-

The artistic view does not dtsmxss the smenuﬁc view of teacher effecttveness from
the observation antl evqluauon of teachets The artistic viewer of educauon looks upon the
scientific investigation of teaching as a method of supplymg the tools, which are the
strategies used by teachers. |

Eisner (1982) defines the artistic approach as:

. an approach to supervision that rehes on the sensitivity, perceptivityg. and
knowledge of the supervisor as a way of appréciating the sxgmﬂcant subleties
occurring in the classroom, and that exploits the expressive, poetic, and often o
metaphorical potential of language to convey to teachers or to others whowe
decisions affect what goes on in schools, what has been observed 'I‘he maJOr.
aim 1s to improve the quality of educational life in school. ‘

The dlfference between "lookmg and seeing" is crucial to the artistic view of

.
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cff&ﬁvé teaching. Looking at a teacher and a classroom is’thc.‘éc.i.en‘tiﬁé"éppfdacb; The .
practice ofteaching is bquen into its vaﬁous‘éomﬁoncnt:p}ans. and the observer ﬁses rating
' ééales and various observation iqstrufncms in order- to make judgments about what is -
occﬁn-ihg in that classro.om.‘ The artistic approach believes ih "seeing". What is the
meaning of what is going on in that particular classroom. (Sergiovanni, 1982) ﬁisncr
- (1983) points out that classiodm situations are spcclﬁc and §ci€ntiﬁc knowledge about
| .teachingvis, general in nature. The tcachcr nee&s to know how to use the m'ef;ijpﬁcal :
findings in research and be able to make a leap tb the concrete level of the classroom. The
-craft of teaéhing is ihc use of specxﬁc s&agggy to meet specific needs ﬁt a specific txme The
a7t of teaching is the desire and ability of teachers to be innovators. The craftsperson relies
" on what they already have,  built up repertoire"of usable sirategies. (Eisner, 1983)
| The combination 6f the scientific and the artistic view of teacher cﬂ'cctivené'ss isto’
establish a relationship Bcnvecn “looking and,sgein‘g_;'. Sergiovanni, (1982) makes the |
distinction that to lo“ok is to éstabiish- 7'Brﬁ.tc data';, ;;vhich is what is aétu\élly‘ happcriing in
. d;é classroom, what the observer éctuaﬁy is looking at occ’urring. The éombination of the -
- "ihcox;ieS'f about éffectivc teaching z;nd "brute data" provide the base on which the artistic |
observer works "Seeing" is the inteipretétion that is placed on the combination of the

theory data and the brute data. The "seeing” is the giving of meaning to the act of teaching

— N

in thé class.
~ Sergiovanni (1982:72) makes the connection between "brute data and sense data”

- in this way:

Brute data collection strategies, therefore, have a role to play along with sense data
strategies if a complete picture is sought. Further, since the social sy§\tcm features
of classroom life are interdependent, evaluation needs to be viewed as dynamic. A
change in.classroom practices or in the organization of instruction, for example,
influences the existing social structure and the shape and texture of the educational
program. As thest social system dimensions-change, so do the meanings

to be inferred from the brute facts of what is. . . . the pursuit of meaning is an
exercise of little value without having established as well what is, and what ought
-to be. : : '

The argument can be-made that ". . . a scientific basis consists of kncwledge of
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gular nonchance relationships in the realm of events wnh whxch the pracuce is
concerned. The relanonshxp need not be perf&t or even close to perfect.” (Gage, 1978 2
Even though many teachmg strategles have not been firmly advanced as bemg ’
04’fecuve for every teacher in every situation they can still provxde a good base for
obscrvmg teacher behavior. As Gage (1978:22) puts it, "In short, our scientific basis
must consist of established remio‘nships between variables in teaching and learning.”
(} Stodolsky (1984) states that teacher effectiveness rests on the

. assumption that the characteristics of "good" or effective teachers are known
and recognizable. Effective teaching has been conceived as generally present or
absentin a pamcular individual. . stabthty and consistency of teacher behavior is

- assumed. ] . k

»

The relauonshxp between the scientific and the artistic approach is in the use of the -
desued teachmg strategies. What is xmportant in the art of teaching is the decisions made
by teachere. Costa_.and Garmston (1985) make this point in relation to decisions that
teachers make apoét asking queStions at particﬁiér times and at-either hlgh or low inference
levels. . » '

It is the undersfax;ding of the teacher. deci‘sion'making which enables the observer
of teac_hirig to evaluate that teacher's effectiveness. Sergiovanni (1984) describes this as
“reflection of action." Eisner (1982) feels that m supervision whet the"... si;uation

means to the people who are in it and how the actions within the situation convey or create

such meaning is the phenomena of interest.”

EVALUATION SUPERVISION, AND TEACHER TH]NKING |

The problem of how to educate and re-educate teachers about the most ef;ecuve
pract:ces is of prime concemn if superv151on for the i 1mprovemem of instruction is going to
be meamngful. There is a concern that th_e act of teaching has become too concerned with

the pipccss-product variables. The human quality may be lost with an over emphasis 0

b

the scientific methods employed in the investigation and training of teachers in the é‘éa;o}f

\J
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effective teaching. Zumwalt (1982) explains that the r¢search on, process-product variables

can make teachers aware of the possible choices in instruction. He explains that the use of

.the strategies cannot be prescribed. The act of teaching is the ﬁmking of choices between

various strategies.

4

- Itis not only necessary that teachers use the cffcctiv'é stratcgic}{. butithat they be

- -aware of how and why they are using these stratcéics. The use of cffective %emhing '

 strategies needs to become internalized by teachers so that they can function without

» . 'y
concious thought being involved in the interactive phase of teaching.

- The teacher is a processor of information, a decision maker, and a planner when -

involved in interaction with students. It is necessary for teachers to be aware that teaching

isa"... process of constantly making choices about means and ends - choices that can be.

~ informed by process-prodiict research, descriptive research, intuition, and one's own

values." (Z'umwalt,‘l982:226)
There is.contrc‘)vers'y about whether the teacher is é technician or a professionzﬂ.

The debate will not be addressed here, however, an assur:ption is fmade that teachers

- should be evaluated as professionals. Soar, et al., (1985:240) notes that ". . . teachers

.

should be evaluated as professionals, not as technicians, because teachers deal with

-

complex problems."
The problem that is encountered is how to best meet the needs of the bures:« .
organization, the instructional leadership, the administrators, the teachers, and th= i\

. . ¥
of the process. The interest is to find means of:

. .. making the teacher more accountable; for others,the interest is in helpin

+ teachers meet the constant and evolving demands of classroom teaching. Whatcver
the orientation, the underlying assumption is that better teachers would mean better
schools. - : ;

(Zumwalt, 1982:215)
Itis the purpose of this second section of theliterature review to establish a
relationship between evaluation, supervision, and teacher thinking.

. .
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- - welationship to practice, provides a framework that teachers can apply to the examination of

- J - e T 22
_ * TEACHER SELF-EVALUATION =~ :

_ Gitﬁﬁ. ctal. (1984) state that, "(m:)odels' of supcrvisior; that focus on “’prcécﬁptions
for practice, even if the prescriptions are helpful,. do notreally prepare _tcacﬁérs to
consistently proﬁwte thexr own developrgent thi'ough th:olightful reflection on their work."
Gitlin, et al. (198)4) recognized that if teachers are to be truly effective they must be more
actively involved in the evaluation process. Educating teachers about strategies appears to
be insufficient if meaningful change is going to occur in teaching practices. However, -
Smyth (1985) -poims out that the o

cee inquiri,ng. mode is not part of the usual apﬁaratus of most of us; indeed, there

is a substantial body of literature advancing seemingly plausible reasons as to
why teachers, in particular, are not avid inquirers into their own professional

practice. .
Sergiovanni (1984) notes that the ". . . teacher needs to be liberated from his or her own
mcanm§fqlly "Of further sigrﬁﬁcance is the realization that any teaching perforrhancc
s;tands ';l:)nc in its own right."

Gitlin, et al. (1984:52) notes that tea‘ch‘ér ’self-e;r'aluation is possible if a

.. supci'visory process like horizontal evaluation, that analyzes intents and their

their work."

Py

~»

SUPERVISORY SKILLS IN EVALUATION
If the teacher is a poor self-evaluator, methods need to be examined where the
supervisor can assist the supervisee to become liberated from aspects of his 'work to enable

him to analyze and evaluate it effectively. The supervisor and the supervisee both have

‘one goal in mind whcn'beginning the process of supervision.

Both the principal and teacher are aware that the purpose of the interview is for the
improvement of instruction. The focus then moves from a totally judgmeéntal
process of the teacher to one in which both teacher and principal are engaged in
mutual management proCess moving toward a particular goal -‘the improvement of

instruction. - - _
" (Sadler, 1982) - -
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..+ When the individuals are involved in this type of process, meaningful
‘c‘o‘mmunication is important. It is important that a relationship be established between the
participants. If h meaningful relationship does not exist and cannot be established, then

teachers have to turn elsewhere for assistance or approval,

Teachers consistently report that their primary source of help is other teachers, and
they are critical of the amount and quaEty of assistance they receive from.
instructional leaders. When instructional supervisors lack skills directly related to
the work of classroom teachers, teachers are forced to tun elsewhere for help.
Consequently, supervision is frequently.seen as unrelated to the improvement of

instruction. )
. ~ (Alfonso, et al., 1984)
Alfonso, et al. (1984) go on to address the question of skills necessary for

competeqcy on the part of supervisors. They note that . .. itis essential that they
(sﬁpervisors) possess s:pccialiied lq19wlcdgc and skills including the skills they seek to
develop in tcéche‘fs, ...and thc. refinement of instruction rcc!uircs supervisors who are .
both conceptually and technically strong.” The supervisor must possess certain skills
which are necessary for incumbency in certain positions. 'Alfohso, etal, (1 984) identify
three skill areas that a supervisor needs to be competent in. The three skill areas for |
superyisofs are: | B | ‘
L. Technical Skills - the attainment of specialized knowledge and the ability to perform
tasks inherent for that poSition. o L
2. Humap Skilis - thc'ability.to work with and motivate others to enhance their
performance. | | ' |
3. Conceptual Skills - the ability to see relationships that are important to the”
organization. )

It is\impor‘tx.mt to note that the skills do not exist inA isolation but are tied together by,
the context‘in which they are found. The supervisor needs to spend considerable time
establishing an environment of open communication in which a process of human

interaction can occur. Sergiovémni (1984:363) notes that t_eachcrs

... need to be liberated as much as possible from the hierarchial constraints
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implicit in their role if they are to interact meaningfully. Efforts to separate
teacher from teaching helps and so does the avoidance of unnecessary technical
language in-the process.

It is desirable that the participants be open and specific about the philosophy or
agenda attached to the sWion of personnel. "A good statement of philospphy should

' . . L3 . (3 »
. provide us, either with the answers to operational questions or with the basis or criteria on

which thosé answers should be'm" (Gephart, et al., 1979) Communication about
the supervisory process and its intent is cmcml so that undcrst&ndjng is achieved by all -

¥
#

involved in the process. : e ‘ , :
The teacher needs to be involved in establishing the criteria a system of
observation and evaluation. The goals and process need to be agreed upon for

L.
"synchronicity” which is - “Swhen the participants work harmioniously toward achieving

«

their own goals and the goals of the group.” (Garmen, 1982)
Alfonso, bt al. (1984) note that: o

Whien people share a sense of purpose, work cooperatively, and have a supportive
management system, performance and productivity are enhanced. Human skills
contribute to goal attainment while enhancing the school as a human system.

If the primary skills involved are human skills, it is desirable for the supervisor to
adopt a style of working with teachers that is perceived by teachers to be nonthreatening.
Costa and Garmston (1985) identify this role as that of "mediator.” They state _;hat the

. . . supervisor, then'is a crucial mediator of teachers'intelligent behavior. To
stimulate the teachers' intelligent skills, the supervisor calls-attention to
discrepancies between intended and actual learning outcomes and poses problems
intended to invite more than memory-type response.

Sergiovanni (1984:363) states that the supervisor of teachers needs to become a

""mediator of teachers" bec_ause the

. . . teacher is dominated by a highly technical language commanded by the
~ supervisor by virtue of his or her authority role as.evaluator (where the teacher is the
object of the evaluation) or the information monopoly the supervisor possesses by
controlling the method having collected the technical data.
In self-defense, teachers seize upon technical language too, and when this
happens the process of supervision is intellectualized away in a sea of verbiage with
_neither meaning nor change likely. .
The process most commonly referred to for the supervision of teaching
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personnel, which incorporates the opportunity for the meaningful exchanges o
occur between the supervisor and the superv?see is the ‘Clinical Supervis?on Cycle.' .

If the "' Clinical Supervision Cycle" is used by supervisors to (a) help teachers to
improve, (b) encourage verbal interaction between the two groups, and (c) bring about
meaningful change, then the Pprocess needs to be understood by ;hose involved in its use.

CLINICAL SUPERVISION
 The process of clinical supervision will nobe discussed in great depth here. The

-

' supervisory process of climical s’upervisio‘h is included to highlight phases of the process
which are particularly relevant to enhancing teachers’ thinkiﬁg processes which are reflected
in their verbalizations about teaching. o )

Grimmett (1981:28) presents a model with five phases. The five phases of the

clinical supervision cycle are:

[

1. the pre-observation conference, ;
R s

2. the teaching and observation of teaching,

3. the analysis of instruction and observations,

* 4. the post-observation conference, and

5. the analysis of the data. '
. 7_—_
| It is noted by Grimmett that in order for the model to tL used effectively the
supervisor of teachers needs to have a special kind of knowledge about the, process and the -
ability to form reladonéhips which will help make the process meaningful. ‘
3

Knowledge Necessary for Supervisors
 Grimumett (1981 indicates that using the cycle is very beneficial in establisfing the
"colleagueship” }cladonship which is necessary if supervisors are going to asgist
teachers to improve. Grimmett goes on to explain the knowledge that is necessary on the

part of the supervisor to use the cycle in the most beneficial way. The knowledge areas,



- ’given by Gﬁmmett (1981:29), as

\c 2%
gtequired by supervisors are: '

L_C‘ammimm (pre-conf icesand obsetvauon phase of the cycle) The supervisor and
mesuperviseereacha tmwhatmccommmnemofthesupemseexsmtheactof

teaching The supervisee's
When the phxlosophy and practice of teachers agree, consonance is pnesent

eral philosophy should be observable in the classroom

' memm (observanon phase analysis of observations, and the
‘post-observation conference) The knowledge of the participants in the process can affcct

 the way in which an individual sees or interprets what is observed. Sug:rvisors need to

ensure that they are observing or commenting on what was agreed to in the pxc-obscrvation
conference. ‘
WWM - (post-mortem analysis) The supervisor and the '
supervisee appraise how valuable the process was and relate this to the research on effective
teaching. 4 : - '" | '

Grimmett (1981) emphasized that the general research on teachihg encompasses the
entire process. He also indicates that the supervisee has the same knoMcdge as the
supervisor. He pomts out that if teachers, whxle.mtcm:tmg with students, become too
mvolved with cons:denng vanables and altemanves for action, the flow of the lessons will
be lost and they will not achieve desired ougoomes. [Effective practices need to become

internalized by teachers.

- I_IIJI'ICI"IS ision Cel
Grimmett (1981:37) using the model "Clinical Supcrv151on and Teacher Thought
Procus" explmns the xelauonshlp between the clinical process, supervisory knowledge -~
areas, and teacher thought processcs. Teachers thoughts are involved and relevant 10 all
phases of the proccss of clirﬁcal‘supervisioh. Grimmett introduces a new phase of the
clinical suoervision pmoess which he calls the "isotopex".

%



o . Thei tsotopex isa muospecuve interview situation between a supervisor and a
supcmsee which occun immediately after the observation of teaching The i mtopex isa
brief but critical exchang&bctween the supervisor and the supervisee &signed to isolate the
“isomorphic coqﬁguranon and topological features” of the lesson j just observed.
* During the exchdnge the teacher is the initiator and the supervisor the catalyst. Itis
thc function of the catalyst to pose strmght forward questions. The purpose of the process ts
/for the supervisor to debrief the teacher about the lesson, by hang the teacher explmn fmm
his or her pomt of view what went well and what didn't go well. "The isotopex is, by
definition, a brief exchange in oxder to safeguard the dtscrcteness of the obgervation and
analysis phase of the cy:/ (Grimmett, 1981:36) Gtimmett further explams that the proccss
serves two main purposes{ which are: , | ‘
1. to broaden the data base for the subsequent apptaiSal of teaching, and
é. to focus the analysis pha”sc_ on those aspects of the lesson that are of concern to tre teacher
and are of critical importance to the evaluation of instructional effectiveness.

Grimmett (1981) cxplairts that the tnclusion of the"isotopex" aids supervisors in ™
focusing thetr attcnuon on what 15 desired from the chmcal process by teachers |
Gnmmett (1981) feels that the mclusmn of the "tsotopex will help in the establishment of
the desired rclauonshlp between the super\nsov and the supervisee.

e

Successful supervision could therefore be described as culuvatmg a “colleagueship”
N rclauonshlp, through the use of the clinical cycle, where the teacher is free to :
» attempt to improve instructional practice through innovation and the supervisor
provides formative support and advice in assisting the irinovation's ‘implementation.”
(Grimmett, 1981:28)

Garman (1982) states that "(t)hc we' of collcgmbxhty is amculatcd when we accept
the richness of our common mythology and folklorc of teaching." The aim _of supervision
and staff development is to help teachers make better decisiohs about instruction. In other
words it should appeal to, captitalizc on, and enhance teachers' thinking processes.

(Costa and Garmston, 1935:73) |
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| TEACHER THINKING ‘
Bowles (1973) notes that ". . . decision making surfaces as the major skill in this
- concept of the teachmg task and should rank ﬁrst among the priorities for skill development '

in teacher traxmng'" He ldenuﬁes seven- "decrsron pomts" in his. model The seven decision

o

poxnts are: :
" 1. gathering data, ) ' A
-2. selecting the' apprognate mformauon, : o L o
3. dispersing the information, - , - _ ' R
4. evaluating the effects, o = o < S
5. 'modifying instruction, ‘ o . o
6. maintaining a learning climate, and - ‘ , ' S
7. controllmg student behavior. ‘ .

""Ihe effecuve teacher must not only refine the decrsron makmg skrll 50 that |
synthesrs occurs 1nstantly, but must conscrously remam open, SO that adequate data are
~ injested prior to synthe81s (Bowles, 1973) Teachers make decrsrons whith are very |
e complex and at very raprd pace wh11e remmmng open 50 decrsrons can be altered or new
decrswns are made on the bas;s of new data The teacher does these thmgs in relative

1solauon most of the ume The teacher is involved in the thmkufg about what has happened
" and what wrll be changed in his or her teachmg practrce : /“ ’

Being ¢ trcal and acting in a reﬂexwe way mvolves searchmg for | meamng and"
- patterns-of thinking and acting, normaily taken for granted in acquiring,
classd’ymg and organizing knowledge about ourselves. .“ . In a word, we SR
'intellectualize’ our experience,not in an academic sense, but in terms &f developing  °
theories about our practices, questioning and reﬂectmgupon those theories, and .
formulatmg altemauve pOSSlblllthS to be tested in practice. 3 -
: (Smyth, 1985)

The teacher is an mformauon processor " who has to process a grcat dealcf

——

mformanon An understandmg of the decisions teachers makc and how they make decisions

and their abthty to verbahze about these decrslons could assist a supervrsor in' the process of

-
]

6bservmg and evaluating instruction.” ~

Gage (1978 80) dcscnbvxs as the "Imphcxt Theory of Teachmg " Gage describes
: the "Imphcrty 'I'heory of Teachmg as talcmg the form of

4
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. a hierarchially structured set of beliefs about the tproper ends and means.of
. teaching the characteristics of students, the modes of learming, and the way in
which all of these interact to govern the teacher's behavior at any, given moment.

. teachers do not have time for deliberation or elaborate reasoning processes .

they must fall back upon general prmcxples and gmdelmes that they have more or
less consiously adopted.

\
The "Implxcn Theory of Teaching" suggests that the formulanon of amtudes, fs,
and philosophies adopted by teachers, is unique to each tcacher Changes in teaching

behavior are dependent upon teachers' mdiwdual thinking processes as they are exposed to
“the envuonments,m which they, worle
The conflict between the orgamzauon and the teacher is perceived to exist at the 1evel

of thinking. Wise, et al (1984) notes that ". .. in the pure bureaucratic concepuon
- teachers do not plan or mspect their w0rk they merely perform it." | In opposition to the
_ bureaucrane view, they descnbe the professional view of teachers, where teachers are
'i‘r/wolved’in planning; evnluating, analyzing needs, assessing available resources, taking -
cognizance of the school district goals, and deciding on instructional processes, strategies. :
~ and skills. Clark and ,Yinéer (1979) describe the teacher asa ". . . processor of clinical
inforrnation a decision maker, a planner, a diagndstician, and,a probiem solver". ;

}\ ~ Thies-Sprinthall (1980:17) pomts out the need for concern about tedcher thinking for.

the improvement of i mstrucnon by stating that theory stmngly suggcsts,

-

. the quahty of how a person functions is essentially determmed by the
complex1ty of one's own cognitive structure. These assumptions are similar to
those of Piaget (1970) in suggesting the importance of cogpitive-developmental v
schemata, At higher, more complex stages of conceptual and moral development an .

- individual will function more complexly, abstractly, comprehenswehy, and 3
+' emphatically. . . _

The problems for the quahﬁed supervisor of teachers is how to move teachers from
simple to more abstxact forms of thmkmg and to be able to recogmze patterns of
Verbalizagiohs given, by teachers thatlare, indicators of growth of the individuals co‘gnitive

processes. This is necessary if the quality of instruction is to improve.



I3 S

B N

, ,' 2

vV, . inkin

Gnmme,tt and Houscgo (1983) descnbe four leveIs of concepmal functronmg for

‘ teachers and places them in an organizational context. They have adopted their miodel from
- ‘work done by Schroder and Harvey'in 1963 Gnmmett and Houscgo descnbc the four

‘ levclsas A
Level I - there is dependence of thought :
~ -'there is undifferentiated, poorly integrated thought -

- the thought is dependent upon externally prescribed criteria «
- thereare stable, unilateral conditions for supervision ~ .
- the sUpervxsor adxmmsters rewards and pumshments

Level T - = - there isa negauve dependence; : o

- the thought patterns.are similar'to level one " .

- there are strong téndencies to"avoid externally prescribed crftena‘
there are high levels of negativism -,
supervisors are inconsistent - o =
supervisors have excess:vely high expectanons about performance :
supervisees sec themselves in a no win srtuanon

» o . [ PR

Tevel I there is & condmonal dependence of thou;,ht

conceptual functioning is more highly differentiated and integrated -

.+ - = persons see themselvds more asy ausal agents in attaining rewards and-
.+  punishments

-- there is a perception of mutual dependency

- the individuals, are influenced by thé thoughts of others - not byrules .:

- the supemsor gives feedback and dtrects expenmentauon

i

- Level IV - - there mmterdependence of thought ' Lo

- the supervisor actively encourages experimentation
. - there is an orientation toward information sharing - .~ '
- the individuals wlt autonornous-and interdependent thou ght pattems
. --the mastery of p emsrs‘%mportant . ‘

~ - the methods and approaches to problem soTvm g are varied and adapuve. a

w®

- Joyce aﬁShowers (1980) 1dent1ﬁed at four 1evels of teacher cogmuve functromng

Thc four levels they tdentu"'ef‘ yre
o L Awareness
2. Concepts and Orgam@bd Knowledge
| 3. Pnncxples and Skills ‘
4 Appltcatton and Problem Solvmg - @f"
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Joyce and Showers note that if teaching is going to improve then teachers must first,
become aware of what they are doing. The next step is to become familiar with the xfcscarchk
about effective teaching. The third step is to practice and develop skills in the concious use
of the strategies. Costa and Garmston (1985) state thatif -
. . . ateacher can easily understand new information based on existing knowledge
(assimilation); then there is no problem or challenge. If however, the teacher cannot
- assimilate the new information, that information must be processed, more
information collected, and the- ultimate resolution tested for its fit with the teacher's
‘ reali;y_,(accommodation),- e o o '
L. Tcachei's, using the acquired skills in an unconcibus way, need to be able to appfy
them tb the classroom situations. This is nédessary so they are more able to cope ﬂwith' the
l complex problems of teaching. Joyce and Showers (1980) notes that improvement in

instruction, which will have an impact on education, can only occur after the fourth level has

been reached by teachers. !e
~ If new teaching behaviors, skills, tompetencies are passed on effectively to
‘ teachers, then it would appear that -the-job coaching and support provided by
the clinical supervisor could help ®i¢tiers, who experiment with different -~
instructional behavior not to be pressed.back to existing patterns of teaching.
o . (Grimmett, 1981:27)

-

If a desirable method to help teachers to achieve Level IV is thro_ugh the .'process of

-

r
clinical supervision, it would seem that supervisors need to be mor’aware of teacher

A\l

. thinking processes. Sadler.(1982:7) notes that one

. . . of the most important areas in the appraisal interview is that which focuses on *
the actual needs of the teacher; for,.unless a principal knows what it is that motivates

a teacher to move toward doing a better job, he cannot offer resources and support,  °
or training. =~ = ‘ :

g

Teachers, through a process of "reflection on action", can, with thoughfful

supervisory help, be involved in analysis and evaluation of his or her own wotk. ,

/ Teacher Decision Making

- Costa and Garmston (1985) indentified four phases'of teacher decision making.
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1. Planning (preaetive ;tage}
2. Teaching (interactive stage) _ |
3. Analyzing and Evaluating (reflective stage)
4. Apply to future situations (projective stage) |
) Costa and Gaxmstbh explain that the planning or p;'eactive stage incorporates all -
those decisions that are made prior to instruction. Teachers are involed in designin gthe
lesson choosing materials, and,planning the most sultable course of agtion. .

’I'he teacher or interactive stage incorporates all those decxsmns that teachers make

. while in their classrooms interacting with the students. The teacher is under considerable

pressure to make decisions at a very rapid rate, perhaps not always having the time to

process all information so that suitable decisions are made. Informatien is beihg
, e .

. processed fromn observation and recall and then action is being taken.

Analyzihg.and evaluating, the reflective stage, occurs after the interactive phase. It

© requires that the teacher reflect tlpon and judge his or her own performance recalling relevant

informatioh. Smyth'(1985:9) notes that being

cntxcal and actmg in a reflexive way involves searchmg for meamng and
pattems of thinking and acting, normally taken for granted in acquiring,
classifying, and organizing knowledge about ourselves. Examining teaching this
way frees us intellectually, not only from the domination of others, but from the
dommauon by forces (we) do not understand or control. :

’ 'I'he teacher then needs to apply this information to future snuanons, the prOJecuve

stage. This is to correct problem areas or to carry on with techmques that are judged to be

hxghly effectxve for that teacher. The quality of instruction should improve as the mdmdual .‘
teacher is building a knowledge base of elther successful or unsuccessful practices.

The main problem is how to stimulate the teacher to analyze and evaluate for

. themselves. As indicated earlier, teachers are a group of professionals that don't do this

well. If the supervisor adopts the collegiai, professional relationship, th‘e'possibilit‘y of

teacher self-evaluation is more likeiy. Grimmett (1981) feels that the inclusion of the
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"isotobé)'c" phase would enhance the pr6ccss in the clinical supervision cycle and hé_lp ,
increase a teacher's ability in the area of sglf-;v—aluaﬁon. Te'achcr'thinking is summarized by

~ Eisner (1983:9) as being what

. . . skilled teachers require . . . to recognize dynamic patterns, to graspthe
meaning, and the ingenuity to invent ways to respond to them. It requires the ability
to both lose oneself in the act and at the same time maintain a subsidiary awareness'
of what one is doing. Simply a discrete set of skills ensures nothing,

SUMMARY -

In summary, this chgpier started with a discussion of the dcvcloprhcht of the
scientific methodology to supcwiﬁory and evalyative practices. The discussion then '
reviewed the development of models for e&ué;ationai research and briefly discussed some 6f
.the significanit findings as related to effective tea;:hing practicés in séhools.‘ It was from this

process that various effective strategies have become known. It was noted that research is
: ) e

. still proceeding in this area.-
A brief review was done on the devélopment of the érﬁétic approach to supervision.
A relationship between the artistic model, as described by Elliot Eisner, and the scientific
model was e§tablished. The art%stic approach énempts to get meaning from the act df .
‘ teaching by using the scientific data, "brute data", as the basis in fonnuléting the
interpretatic,f)’r‘i so'.“,that "meaning" is derived from the process. |
o The éhapter also dealt w1th supervisory concerns in the process of e,va.iuatihg and
A interpreting what is being doﬁe in classrooms. The literature on the subject appears to agree
that if instruction is going t§ improve and students are going to gain, then, not only do
- teachers nce;d- to adjusi and t6 learn new strategies but so must supervisors. "In short,
.teachers, develop when supervisors are dévelopin g, and students learn when teachérs are
leamning." (Grimmett and Housego, 1983) L g
| Buildinng the, skills necessary for both-supfrvisors and the supcrvisoés requires that a

special relationship b established between'the two groups where neither is dominant.
\ .

n
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It was also pointed out that both parties need to be knowledgeable about the vocabulary and
: processes involved in working to improve ‘insu'u.ction. . .
_ The literature indicates that if teaching is toyi'mprove, then teachers need to learn to
function at higher levels of cognitive ability. It has been noted that making teachers aware of
the decisions they make in the classroom, and ha§ing them reflect about their eir teaching, cah

~ only enhance theu' learmng In tlns way they begm fmicuonmg at higher cognitive levels

: The "assimilation" or "accommodanon" of the new teachmg strategles is also part of this

, cognitive process.

| The literature rev1ewed has an 1mportant bearmg on this study in that the srudy was

an effort to understand more about teacher thinking processes and to discover what types of
teacher thinking are most prevalent in the statements made by teachers Th1s study examined
whether teacher tlunkmg, as reﬂected in their verbalizations, changes as the intensity of

| ',supemsory feedback increases or decreases related to specific tcachmg strategles The

abilities of teachers to reﬂect on their actions and.the patterns of thinking found in their

.verbalizations were alsd examined.



CHAPTER3

_ METHODOLOGY OF THE STUDY

This chapter describes the methodolgy \ised in the two phases of this descriptive and
quasl-expenmental study. The purposes and design-of the survey mstrument (Appendxx A)
are explamed The selection and method of approachmg the pamcxpatmg teachers is
dnscussed. ‘The characteristics of the participating teachers are given in this chapter. The
deVeiopmeht of the Interyiew Schedule (Appendix B), is discussed and a rationale pLesented
for the selection of the items that are used. The characteristics of ﬂac six Intern Teachers are
provided as well\as a‘de'scription of the Interview Schedule and the procedures followed
durmg the mtemewmg phase of this study. A brief descnptxon is given of the checks
undertaken to ensure coder reliability. The two pilot tests are also descnbed The analysis of

the data from the survey instrument and the interview protocols i 1§ discussed.

RESEARCH DESIGN

Phase 1 of the current study utilized a descriptive survey instrument. Phase 2of
this eurrent study is described as quasi-experimental following a one grodp counterbalanced
design. Figure 3.1 is an illustration of/the pattgr_n which was followed with the six Intem
Teachers during the observation and intexZView'phase of this study. The treatment in this
research was providing and withholding feedback ir; order to detemﬁne whether the
provfsion of feedbackvwould affect the content of tea/cher VerbalizatiOn§ while discussing a
specific teaching strategy. It wa: also the purpose of the research design to determine ifa 4

higher level of ability to verbalize about the specified strategies would be evident when the

feedback was thhheld as compared to the verbauzatxons that were glven before feedback ‘
- 0

. was provided.- ¥ v

@

35 | | e
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Figure 3.1 RESEARCHDESIGN

o ’ Interview ’

: 1 2 3 4 5°6
Smategies 1,2,3 X0 X0 X0 X0 X£O X0
Stategies 4,56 %0 X0 X0 XO X0 X0

O'- Observation, X, - With Feedback, X; - No Feedback, , |

SURVEY INSTRUMENT V

The researcher dcsxgned a fifty-four item survey msm]x;rxent that was used to -
dctcn:mnc the level of pcrccptual agreement among Intern Tcachers and Supcmsmg Teachers
about the desirability and frequency of use of specified teaclfing strategjeé. Two responses
were requcstcdfoi' each of the 54 items on ‘{hc survey instrument. The instrument iQenﬁﬁéd .
the participants' perceived level of ‘a’c‘ccptam/:e ofa st.‘ated‘strategy‘and enabled the researcher
. to make comparisons between the pexce;;tions of experienced Supcms;.ng Teachers and
inexperienced Inter Teachers. The rated importance of each of thg specified strategies was |

_also investigated. The survey instrument also provided informations which was useful in '_

' dctcrmininguwlﬁch strategies would be identified and used in the second phase of this study.

DESIGN AND CONSTRUCTION OF THE INSTRUMENT
The itegns appearing on the Survey were primarily based on effective teaching
reséarch carried out by MacKay (1979). In the MacKay research, 25 of the 26 Strategieé
‘which wcrc identified as bcing cither highly desirable or desirable for a teacher to posscs;_s
were used to formulate items for ihc, survey instrument and difectly reflect that research. (seé
Appendix C) The items on the survey instrument were of three sorts. These are:
1. itemns takén from the MacKay report; '

2 iterns that are a modification of the MacKay iterhs;
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and

3. iterns obtained from a project report completed by Ingraham (1983).

Al 54 items on the survey instrument were classified by formulating a category into
which a group of strategies could be categorized. This was done to facilitate snalysis and
dxscussxon of the results. \ , |

The survey instrument was designed with each item being prefaced by, "The teacher
should.. . " Each teacher was asked to respond to each i item from their personal point of
view. Theywere asked to rate each strategy as to its desirability and to reflect on the
frequcncy of that items use in their teaching. Both the Desirability Scale and the Frequency
Scale had 5 possible response categories of the Likert-Scale format.

The survey mstrument was pretested using graduate students at the University oty

i Alberta The survey instrument was also rev1ewed by an employee wnh the Edmonton
Public School District who does exterisive work with Intern Teachers prowdmg inservice
‘ training on Effective Teachmg Followmg the pxlot-test suggested changes were

mcorporated into'the final survey 1nstrumem. -

SELEC'I'ION OF THE PARTICIPANTS
The study used Intern Teachers and their Supemsmg Teachers who were employed
in The Edmonton Pubhc School District in the 1985 - 1986 school term. Restncnons were
placed on the selection of the’ pamcnpams as consxderable demands were being placed on
Intern Teachers for nesea;ch purposes.

»Asa reseit the se!ection of the participants was not random. The Edmonton Public
School bistrict provided é ﬁst of individuals who could be used in t.his current study. These
- individuals were approached by sending them a letter along with the survey instrument
inviting thexr pamcxpauon (Appendxx A) A total of 20 Intern Teachers and their

ki

- Supervising Teachers were approached to pamolpate in Pha&oﬂhls current study.

v



| 38
Rationale for the Selection of Partici .

Intem Teachers were eelecwd for three reasons. It was felt that,
1. they had all just recently completed university training,
2. they were all having their first full time teaching experience, and
3. the Imera Teachers migﬁt have time during‘the day when they would teach and it was
followed by a peciod of time that might be convenient for interviewing in Phase IT of this
,, study This proved to be the case in three of the i mtemew situations. .

'nxe Supervising Teachers were selected as they had elther identified themselves or
had been wcnnﬁed as havmg characteristics that would make them suxtable supervisors of |
Intern Teachers. They also may have some more time available to them for the completion of

the survey instrument.

-+ The ‘iﬁitial‘ request that was made of the 40 possible participants, brought 25
completed survey instruments. A follow-up letter along with another copy of the survey
instrument was sent to the 15 teachers that did not respond to the hﬁﬁal request. A further 7
completed survey insgruments were received. A total of 32 of a possible 40 survey
inst.mments‘were completed and retnrned. An 80 percent return was considered acceptable
and no further follow-ups Wcm done

Of the survey instruments vetumed 17 were from Intern Teachers and 15 xere from
Supcmsmg Teachers. A descnpnon of the Intem Teachers and the Supemsmg Teachers

who completed the survey mstrument is ngen in Table 3.1.

ANALYSIS OF THE SURVEY INSTRUMENT DATA -
The survey mstrument returns were analyzed to 1dent1fy what differences in
&

peroepuons exxsted between Intern Teachers and Supervising Teachers. This was done by
comparmg the means of the xesponses on the Desn'abxhty and Frequency Scales for the two
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' 'groups‘ | /

A two tailed analysis of variance was completed on the data obtained. The data were
analyud to see if thm was a stansucally significant difference in the reponses at the .05 and
01 levcl of sxgmﬁcance The strategies were clustered into groups where a relationship was
seen to exist between the strategies. The Ingraham (1983) pm)ect was used to guide thxs
process. The results are repB;ted in Chapter 4.

The standard deviation t‘or the Intern Teachers rcsponscs were also examined and
served as the basis for dctcrrmnmg the strategies that were used inthe dcvelopmcnt of the
Interview Schcdulc Thc standud deviations are reponed in Appendxx D.

INTERVIEW DESIGN
v The six strategies that form the basis for the i interview schcdulc were amved at by
analyzmg the standard deviations for each dcsxrabxhty response given by the Intern Teachers
on the survey instrument. (Appcndlx D) The items selected for the interview also had to be
observable s&atcgics. | S | |

The Interview Schedule was pilat tested with an experienced Grade 6 teacher
employed by The Edmonton Public School District. Thc teacher was observed and then
interviewed 4 times. The impressions of the t%::ﬁout the relevance of the Interview //
Schedule items and the timing of the observation intcmews were dxscussed The -

Interv1cw Schedule was evaluated and some alterations were made as a result of thc pilot

process.

DESCRIPTION AND SELECTION OF THE SIX INTERN 'I'EACHERS
Thc‘six Intern Teachers were approached as a result of their responding to the .
© survey instrument. They were selected on the t;asis of a willingness to participate in the ’
research. One Intemn Teacher was approached on the basis of being ’a male teacher. Thﬂ

characteristics of the Intern Teachers participating in the observation - interview phase of this
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(able 3.1 DESCRIPTION OF THE RESPONDENTS TO THE

SURVEY INSTRUMENT
o Intern Teachers Supervising Teachers
1
Teacher training ;- . -mean of 4.5 years -mean of 4.5 years
Teaching Experience -at the time of the " -mean of 13.5 years
- current research they ’ x
had been in classrooms
for 5 months. 2 had
substitute taught the
_previous year. ‘
Sex -14 females, 3 males -10 females, 5 males
GradéA ignment -0-K 1- k/l ,
. ¥ - 3-1 2-1
2-12 2-2
1-2 e 1-3/4
4-4 2-4
1-4/5
5-5 1-4/5/6
1-6 - 2-5/6
1 - Special Education 1-5
1-6 .
1 - Special Education
Total 17 15
Classification -16 Generalist Classroom -12 Generalist «
: Teachers Classroom Teachers
1 Special Education 2 Classroom and ™
L _Administration
Teacher " -15are currently &g -3 are currently
Effectiveness - 27afe not taking it taking -
Training 9 have taken it

o

3 have never taken




5. Of tre Intern Teachers S w

~ During the final interview the pamms anits were also asked, as part of Question 7, to express

, 41
current study is as follows: .

1. Of the Intern Teachers, 5 had 4 years of umversity tra;mng

2. Of the Intern Teachers, 1 had § plus years of university training. N |

3. The distribution of grades being taught is, 2 in Grade 1, 2 in Grade 1-2 splits, 1 ina
‘Grade 4 class, and 1 workmg with a group of 10 Grade 5 students. _

4, Onc',;} the Intern Teachers had taught the pnmous year as a Substitute Teacher for The
Edmomon Public School Districy

»

pating in Effective Teacher Training with The
Edmonton Public School Dis 1 Teacher had no experience with Teacher

Effectiveness Training.

INTERVIEW SCHEDULE

~ The mtcrvxcw schedule was established to be mutually convenient for the lmern

Tca@rs the Supcmsmg Teachers, and the researcher. The interviews were approkunatcly '

20 - 25 minutes in durauon thncver possxblc the interviews were held one, week apart.
Each parucxpant was observed and interviewed six times. The total number ot' observations
and interviews don® in this current research was 36. The classroom obscrvanons varied in
lcngth from 25 minutes to 1 hour? During the classroom obggrvations thc researcher made

extensive notes paying paxncular attention to'stimulus points related to the six items on the

 Interview Schedule. ‘ ‘ | -t

;  INTERVIEW PROCEDURES
The mtervxew consxsted of 7 itents. Thc first 6 items on the Inpmcw Schedule
were based on thc companson of thc standard deviation of dcsxrablhty ratings among the

Intern Teachers. The seventh question is general and was asked at the end of each interview.

\

their feelings about some of the as

"

of the current sméy and their participation in it.
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Durtng the ﬁrst 3 mtervrews the parucrpatmg teachers were encouraged to verbahzc

-about the firstd items on the lntervrew Schedule by the researcher respondmg to thetr
'cornments wrth probing remarks feedback ‘about thé strategy, or by asldng a questron
- related to specrﬁc snmulus points noted whrle observrng in the classrooms Deﬂmtmns of

these responses is given in Chapter 1. The secbnd 3 items dunng the i mtemews were simply

asked as quesuons with no feedback ftom the tntervrewer For the second setof 3. p
e

= mtervrews the order of the quesnons was reversed The last quesuon of the Intemew

| ‘Schedule remamed constant: throughout and was used to evaluate the wrlhngness on the part =

»

- of the Intern Teacher to contmue pamcrpatmg in the research and\was used to obtain data

‘ _"nelevanttoResearch Questron7 o o

e All evaluauve or Judgmental stateﬂpents about the qualrt:y of the teachmg orthe

s

atmosphere in the classroom were avorded by the researcher. It was not the purpose of this

‘research to evaluate the teachers abthttes or their effecttveness

P

L ANALYSIS OF THE PROTOCOLS » _
The analysrs of Phase 2 of. thrs exploratory and descnpnve sfudy is quantttatrve and : : :i.. '

' qualttattve Much of the evaluatton of the protocols is based in the mterpretatrons of the

researcher after exarmmng the p% The protocols were aly analyzed usmg criteria

_ establrshed by Costa and Garmstom (1985) Holsn (1969) rcy:ommends that whgn
‘quahtattve methods ang used in content analysis thata quantrtauve methods also be employed o
| ‘.“to guide the hrgher mference analysis ‘The four coding categories used are gtven below and
- a brjef descnptron of each is presented. The ﬁndmgs of thrs method oﬁqﬂlysrs aré ‘

reported in Chapter 5.

Qﬁﬂ_ﬂanmng_(mmp_am These are verbahzauons that erther dJrectly or

indirectly relaté to the preacuve phase of the teachmg process 'I‘hese are thoughts whrch L

»'envrsron or descnbe an mstructronal technrque that was to be used in the observed lesson

o These thoughts could be related to curnculumé a strategy, or about hovu the teacher planned

. "e“‘ : N ) S : . ' V\
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| S A,

(to deal with a particular problerqD : ‘ | ' ey Ty
wmhmmm These are verbahzauons that are related to what the B

’ . teacher actually did or said wlule interacting wnth the students in the classroom.
Mﬂmngmﬁ_&mgwam These are verbalizations that
indicate that the teacher can analyze what they did in the classroom. ‘Some of these thou ghts
reflect on past occutrences or historical knowledge about what has happened in the past. The

' teacher is‘. involved in 'self-evaluation about what was done in theblassroom during the '
§ ~interactive phase. 'I'he teacher makes comparisons between mtended and actual occurrances.
ﬂ, | m&_—wm These verbaltzatrons refer to what the teacher rmght
" do in the future The teacher triakes an hypothesrs about an outcome if something different

_had been done. e teacher makes a commitment about changing strategtes employed in the

- class.

CODER RELIABILITY |

uate level students i in attendance at the Umversny of Alberta parucrpated in

e§tabhsh1ng the code‘r rellabthty level of the current study They were gtven brief i instruction

' about each of the categones and the rules that were esta 1shed for codmg purposes. They

‘;were asked 16 code g§0 lines of a protocol. The results were then compared to the ¢odes v
asmgned by the researcher Thts was done by tabulaung the totdl number of responses that

‘were in agreement in relatmn to the total number of codes where agreement was possrble

C. R _Coding Agreements
’ Possxble Number of Agreements

., .

A percentage of agreement was then determmed. Lai (1979) states that a "rule of thumb" is ‘ .' ,,,1
that coder rehabthty is acceptable if it is at or exceeds 70 percent. The coder rehabxhty for this

Tt
.,’

current study was calulated to be 80 pefcent - E o

i
- -
N .
.



| MACRg-ANALYSIS OF PROTOCOLS
- The protocols contam a vast amount of mformauon dtrectly and 1nd1rectly, related to .

tlus exploratory and dcscrxptrve Study It 1s for thxs reason that in order g dcal with the -
complexity of the protocols and for the purposes of this study that the macro-analysrs of the i

protocols would best serve the purposes of tlus study The macro-analysrs of the protocols

is drrectly related to the stated reseal’bh questton, 4- 7 as stated in Chapter 1.

@ The process that was establlshed fog thts purp se was to go thr0ugh the protocols

strategy by strategy and trace any information that was deemed to be relevant to the Research

Quesuons The mformanon from each teacher was then compared to the other teachers’

' verbahzatxons on the same itern and then comparisons were made between the teachers to see

if any patterns of verbalizations formed a pattem of teacher reﬂecuon on acnon It was felt

that this m@thod would enable the researcher to notice srmrlanues and differences throughout

S

the process. The results of tlus analySts are given in Chapter 6.

( SUMMARY‘ » h
To hsummanze, the data’ ct)llectmn for the present study was done in two parts.” For
the first phase, the survey mstrument was completed by 17 Intern Teachers and 15 ‘
Supemsmg Teachcrs 'Rte mearts of the lntem Teachers and the Supervrsr g Teachers were
o

analyzed to detcrmme if there were dxfferences in the percepuons for Intern Teachers and the

2 Ml’l-' q‘
Supeiv,isf 1e hers o't’mcemmg the desrrablhty and use of 54 different teaching strategles

A two-tmldaanalysxs of vanance was done to determine if the drfferences were staust:tcally

srguﬁcant The standard devrauons for Intern Teachers on eac(l'i:trategy on the Desirability

' -v ‘Scale served as the basrs for the selecuon of items on the Intcme\# Schedule.

The second phase of the current research was @emed with the abrhty of teachers

to verbahze about effecnve teachmg strategres Protocols of the interviews with the six

' Intem Teachers were transenbed and then analyzed usmg two methods The first ana1y51s

" useda codmg method and was quanutauve in nature. A coder reliability raung was
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~ established for this method. The results o"f this coding are reported in Chaptcr 5 along with a

S

. drscussron of the results. A . W

'In thc second analysrs of the protocols, the rcsearchcr cxammed them for rclcvant

mformauon based on Ehc i ‘_ ?(:, __'j;scarch questions. Compansons were made on how thc
by
.aﬁ \ '@su strategies in the drffcrent feedback situations. The

Intern Teachers respon
results of the second method of analysxs are rcported in Chapter 6.

The conclusxons, 1mphcat10ns and recommendauons for the study were derived

from the findings and. are reported in Chapter 7.
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- FINDINGS FROM THE SURVEY INSTRUMENT “

In this chapter ﬂme findings are réported to answer Research Question 1 ‘Which is:;
1 Whatis the degree of agreement between Intern Teachers and Supenqsmg
Teachers about the desuabrhty and frequency of use of vanous tcachmg
sn'ategres? - | , _
The findings arereported in 5 sections. The 54 items appearing on the survey | ‘ F
instrument were categonzad'lchlusters The cluster categories chosen were:

1 ClassroomClmﬁte,Su'ategres - o I

2 Classroom Interacuon Strategies . o \ |
3. Student Manageh;ent Strategies . .& | \

‘ ) . ‘ ‘ & o \ )
4. Instructional Organization Strategies . A4 \ .®

5. Student Evaluation Strategies

- Strategies which had a level which was etatietically significant at the .05 and .01

ey

: level'after the analysis of variance were noted in each of the clusters. As indicated on the

tables, comparisons were made between Intern Teachers and Super\nsm g Teachers both for
(a) how desuable they percelved each of the strategres to be and (b) how frequently they felt
they used these strategies in their teachmg |
: Compansons were made usmg thnee d1v1srons of agreement. These drvrsmns ‘were

' estabhshed to facﬂuate dxscus!uon of the degree of agreement in perceptmn between Intern
Teachers and Supervising Teachers on the desuabxhty and frequency of use of each stated
strategy. The divisions of means selected are: |

1. .00-.10 _(ngh Agreement)

2. .1 - 49 (Moderate Agreerhent)

| | 46



48 were in the moderate agreement range on both the Desirability and Frcquency Scales ,

3. .50 plus:“ (Low Agreement)

For some of the strategies there were high levels of-

. agreement between the two groups in terms of desuabrhty or frequency In some cases the

level of agreement was moderate and in other cases the level of agreemem was low between

Intern Teachers and Supemsmg Teachers

- The responses to the 54 strategtes wrthtn each of the ﬁve clusters were also

. compared to determine similarities and differences in rating by the Itttern Teachers and the

Supervising Teaehers. ;IJ’he ratings were based on:the resp‘onses given by the Intern Teachers

- on the Desirability Sc;ie. 'Comparisons were made to determine the Supervisiné Teachers’ -

- rating of each strategy in relation to the Intern Teachers' rating on the Desirabilty and

Frequency Scales.

CLASSROOM‘CLIMATE STRATEGIES |

On Table 4.1 none of the thirteen stratcgles had a statistically s1gmﬁcant dtfference
after the analysis of variance at elther the 05 or the .01 level of s:gmﬁcance

Table 4.1 shows that there were six strategies out of thtrteen that had a high level of
agreement en the Desirability.Scale. There was two strategies on the Frequency Scale with a ,
high level of agreement between Intern Teachers and. Super\rising Teachers. Strategies 3 and
19 had high levels of agreement on both scales, while strategies 34, 43, 44 and 51 had
moderate levels of agreement on the Frequency Scale. k

There were five strategies on the Desiratbility Scale which had moderate levels of

- agreement between Intern Teachers and Sgpervising Teachers. There were nine strategies

with moderate levels of agreement on the Frequency Scale. Strategies 28,32, 39, 40, and

Strategies 6 and 47 both had mean dxfferences in the low agrcement range on both
the Desirability and Frequency Scales.
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_ Table 4.1 o

- DIFFERENCES BETWEEN PERCEPTIONS OF
- INTERN TEACHERS AND SUPERVISING TEACHERS
~ ON CLASSROOM CLIMATE STRATEGIES .

" Process, Stratcgy. or Skill - Desirability =~ Mean Diff. IFrcqm-,ncy Mean Diff,
The teacher should.,,  Intern Teacher ntem
19. communicatc'onalevel 4.00 4.00 00 400 4.00 .00
students are able to ' ‘ :
understand.

43. show that the teacher  3.94 4.00 - 06 388 400 = .12
cares, accepts, and v ‘ ‘ ‘ .
values students. _ , v

3. be aware of possible *© 3.88 *3.86 .02 3.86 02
dlsrupuons even when
working with other -
students. :

44, rcspond accuratcly to 3.83 393 .10 371 392 .21
to obvious and less
obvious feelings, .
meanings, and cxpcnenccs :
of students.

40, be aware of what is 378 393 .15 38 400 - .18
going on in the , - : ‘
entire class. . . :

28. know the level of 3.67 379 12 368 3.92 24
ability and attention ’
span of each student.

51. provide immediate 3.67 379 04 - 371 385 .14
feedback on student work. , - .

34, have high expectations  3.33 336§ .03 347 392 45
- for the achievement of
all students in the class.

39. be able to attend to 3.29 357 28 331 361 .30
more than one issue , - o B
. atatime. ‘
48. have expectations 3.17 350 . .33 340 3.67 .27
consistent with . -, : .
curriculum objectives.

¥ 32, contentrate on'one ~317 292 25 324 3.36 BNV
task at a time, L - : :

¥4
Continued Over.



Part B

- Table 4.1’

49

Process, Strategy, or Skill Desirability
Ihe teacher should...  Intern Teac

Mean Diff, Frequency Mean lef

‘ her Intern Teacher - .
6. concem themselves 1.7 53 " 3..33. 2.50 .83
mainly with the academic ‘
- needs of the students. '
. . -~ P . . '
47. treat all students 2,12 1.42 .70 271 150 1.21
the same regardless ' , ‘

of ability.

n - l . l . I l . ’ ’
* Indicates Significant Difference atthe .05 level.
t the .01 level.

ok Indicates Significant Difference a

4 - Highly Desirable, 3 - Desirable, 2 - Somewhat Desirable, 1 - Neither Desirable

nor Undesirable, 0 - Undesirable.

13

Erequency Scale |
4 - Several Times a Day, 3- Gnce a Day, 2- Oncc aWeek, 1 - Once a Month !

0- Infrequently or Never - ¢°"

1
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CLASSROOM INTERACTION STRATEGIES "
On Table 4.2, Strategy 50 on the Frequency Scale showed a statistically significant
difference between Intern Teachers and Supervising Teachers at the .05 level of signiﬁcanee.
Strategy 27 on the Frequency Scale showed a statistically significant difference afterthe
| analysis of variance at the .01 level of significance. / “ | |
- Ofthe nineteen strategies in this category, four strategies had a i\igh level of
agreement on the Desirability Scale. On the Frequency Scale three strategies ﬁad a higli level
| of agreement between Intern Teachers and Supervisihg Teachers. Stritegies 10 and 31 were
in the‘ high agreement range on both of the scales. Strategies 22 and"26 haci mean differences
in the moderate range on the Frequency Scele Strategy 35 on the Frequency Scale had a
Desirability Scale score in the moderate agreement range. |
Tlnrteen of the nineteen strategies had moderate levels of agreement between Intcm
Teachers and Supervising Teachers on the Desirability Seale. Twelve of the nineteen
strategies had mdderate levels of agreemem on the Frequency Scale. Su-etegies 9,11, 17,
20, 27, 30, 45, 52, and 53 agpcared in the moderate agreement range on both the Desxrablhty "
and Frequency Scales. Strategies 16 and 50 on the Desirability Scale ‘were in the moderate
range but the Frequency Scale score was in the low agreement range. Strategies 22, 26, and
35 were dxscussed above . |
There are two strategies whxch fad low levels of agreement on the Desxrabxhty Scale. -
There are four strategxes on the Frequency Scale which had low levels of agreement.
‘Stlrate'gies 4 and 37 had low level scores on both the Desirability and Frequency Scales.
Suategies 16 and 50 on the Frequency Scale had Desirabili‘ty‘ Scale seores in the
 moderate level of .agreemeht range bet\&een Intern Teachers and S‘upervising Teachers.

&

o STUDENT MANAGEMENT STRATEGIES

Of the seven strategies on Table 4.3, strategy 1 on'the Desirability Scalehada -

statistically significant difference after the analysis of ‘variance at the .01 level of signiﬁcance.b .



Table 4.2

DIFFERENCES BETWEEN PERCEPTIONS OF
INTERN TEACHERS AND SUPERVISING TEACHERS
ON CLASSROOM INTERACTION STRATEGIES

51

Proccss, Strategy, or Skill

'10. move around the room

Desrrablhty

394 400

and montior student work

and demonstrate awareness

of whatall ,students are
domg.

22. be clear, precise, and
- well organized when
giving directions.

27. use a variety of
instructional techniques

to meet needs of ;;udents

35. use Tephrasing, gﬁhg
clucs, or ask new o
questions to elicit

‘a response.

31. use praise to reward
outstanding work as well
as encourage lower
achieving students to
do better.

52. refer new cohcepts
to concepts already
lcar’hcd by students

20. give feedback when it
~is’convenient to do so.

26. use an experience,
hands on approach for-
students.

36. use an appropriate
mixture or high and
low order questions.

30. make an appropriate
. selection of students
to answer questions.

Continued over.

394 400
389 4.00.

389 3.71

3.83 3.85

3.78- 393

378 371

378 371

3.67 379

341 323

Mean Diff.

Frequcncy Mean Diff.

Intern Teacher

06

.06

A1

18

02

A5

07

A2

18

400 4.00 .00

14,

347 392

454+

388 3.85 03
394 400 06

341 3717 36

394 383 A1

3.18- 431 13

365 392 27

375 345 30
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Process, Strategy, or Skill Desifability Mean Diff. Frequency Mean Diff,
_Ih:_mnhmgn.uld...___lmm_tmhn Intern Teacher

1.00*

50. receive external 333 3.07 26 271 1.1
supervision with the
aim of improving
instruction.

* 11. deviate from designed - 311 2.69 42 3.00 2.54
lesson plans when the ‘ .
opportunity arises.

9. let the flow of the a1l 263 48 306 264
.. lesson respond to -
unpredictable occurrances.

45. maintain thepaceof =~ 3.06 346 - = 40 3.38 375
.the lesson.. , ’

16. receive supervision for  2.88 3.08 20 219 131
for evaluative purposes. ' '

53. follow designed lesson 278 3.15 37 335 346
plans. ‘ _

17. keep the giving of 2.65 3.00 35 3,19 3.08
directions to a minimum_. :

37. use mild criticismto 2,06 1.29 71 23 131
communicate expectations ‘
to more able students.

4. use lecture, superviscd 183 129 . 54 244 191
study, and factual ’ .
questions as much as
possible.

A

é .

46

42

37

.88

!

A1

82

53

) n l . I . I ]~ l .
* Indicates Significant Difference at the .05 level:
** Indicates Slgmficant Difference at the .01 leyel.

4 - Highly Desirable, 3 Desuable, 2 - Somewhat Desuable, 1- Nelther Desu'able
nor Undesirable, 0 - Undesirable. :

Frequency Scale '
4 - Several Times a Day, 3 - Once a Day, 2 Once a Week, 1 - Once a Month,
0 - Infrequently or Never.

>4



' Table 4.3
DIFFERENCES BETWEEN PERCEPTIONS OF
INTERN TEACHERS AND SUPERVISING TEACHERS
ON STUDENT MANAGEMENT STRATEGIES

Process, Strategy ‘Shll Desirability Mean Diff.  Frequency Mean Diff.
mmw Intern Teacher ==

5. prevent rmsbehavxor 394 400 .06 389 3.62 27
from continuing so’ ‘ ‘ '
other students are not
affected.

8. handledisruptionsin 372 3.86 14
a low-key manner. :

e

3.79 A5

49. encourage studentsto 3.61 377 : 16
: be resonsible for
having all necessary
materials at their desks.

3.67 15

E

46. be able to obtain 339 2.83 .56 375 3.25
compliance from thc ' :
students.

1. use a system of nxfes 3.29 3.86 AL 3.69 400 - 31
- that allows students to -

attend to their needs. . ’

atténd to their needs
independently.:

7. direct discipline at 2.65 336 71 33] 315 L6
guilty students only. , -

23. allow students to 265 2.00 65 394 400 06

The higher mean score is underlined.
* Indicates Significant Difference at the .05 level.
** Indicates Significant Difference at the .01 level.

4 - Highly Desirable, 3 - Desirable, 2 - So&ewhat Desirable, 1 - ’Neithcr Desirable
nor Undesirable, O - Undesirable. "

Frequency Scale
4 - Several Times a Day, 3 - Once a Day, 2 - Oncc a Week, 1 - Once a Month,
0- Infrcquently or Never.



Scale had a significant dxfferqpcc after the analysxs of variance

scales. Stran:gles 2 md 42 on the Desxrabﬂxty Scale had Fi . \

‘the modemtc agmement level on the Desu'abxhty Scale.

- ‘ | S cs 54
One of the seven strategics 'had a liigh level of agreement on the beSirabﬂity Scale.

On the Frequency Scale one strategy had agjigh level o"’fdgreemem between Intern Teachers

and Su&msmg Teachers. Strategy 5 on the Deslrabnhty Scale had a Frequency Scale score

in the moderate agreement range Strategy 23 on the Frcqucncy Scale had a Dqsxrabxhty

Scale score in the low agreement range.

¢

Strategies 8 and 49 had scores in the moderate lchl of agreement betwcen Intcm

: Teachcrs and Supervising Teachers on both the Desuabdxty and Frequency Scalcs “Three

stranegies, 1,5, and 7 had Frequency Scale scores in the moderate level of agmcmem rangc.
but 1 and 7 had Desxrablhty Scale scores in the low level of agrcement mnge Strategy 5 was
discussed above. . 4 «

There are four stratcgles with low levcls of agrecmcht on thc Dcsyahhw Scalc One
strategy appeared on the Frcqucncy Scale i m the low level of agrecmcnt m@g‘\ Stratcgz' 46

o 'u

Table 4.4 presents the ten Stratcg'xes in tlns category. S fi

moderate agmcmcnt range. Stratches 15, 33, and 41 on y Scalehadsgoje@*m
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. ‘ Table 44
. - DIFFERENCES BETWEEN PERCEPTIONS OF
INTERN TEACHERS AND SUPERVISING TEACHERS
ON INSTRUCTIONAL ORGANIZATIQN STRATEGIES *

Process, S&itegy, or Skill Desirability = Mean Diff. 'mFte,quenqy Mean Diff.
‘ : , : ’ tern Teacher !

24, makesure thatall 394 400 .06 394 400 .06
smdentsarehstemng - — P
" before begmnmg lesson. « :

. Biommizetecasso 372,400  28* 324 311 83
A mcreaseleamm(umc ‘ : . :

~" 41, ensurethatthelesson  3.61 3.86 25 365 369 = .04
, has a smooth flow. o e

. 2. provide interesting 361 371 .10 3.00 346 46
- material for more able B
’ students when they havc :
.completed work. o

is. uscastandardsignal 361 350, . .1 *° 38 379 Y, 03
_ to start the lesson. L ' L

12. explain the purpose of 3.50 3,85 - 35 324 385 T 61**
-+ each lesson. , ‘ ‘ '

38 usemethodsthatmeet 333 329 . 04 241 250 09
the needs of the - _ . ,

- ~ majority of students.

29. organize theclassin . .3.00 3,21 21 253 318 .62
small groups so students L '
_can share and help each
other.

33, require more able 217 2.00° 17 241.250 - 09
students do more work. )

42.,organize the class in 128 129 ° 01 200 158 42
traditional row patterns. . E -

Thelhig - TS underlined -
* Indicates Significant Difference at the .05 level.
** Indicates Significant Difference at the .01 level.

\v - .
4 < Highly Desirable, 3 - Desirabl€;, 2 - Somewhat Desirable, 1 - Neither Desirable «
nor Undesirable, 0 - Undesirable. )
y - 4-Several TimesaDay, 3 - Once a Day, 2 - Oncc a chk 1-OnceaMonth,0- “*

¢ Infrequently or cher

f
i
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er strategies on the Desu'abthty Scale had scores in the moderate agreement range
" There afc two strategles oﬁthe Freque cy Scale whxch had scores in the moderab}evel of

- agreement range. Strategies 12, 13 and on. the Desrrabrhty Scale had scores on the =

Frequency Scale which were in the low agr

4 nent range. Strategres 15, 33 and 41 on the

, Desxrabthty Scale had hrgh agreement scores on the Frequency Scale. /
Thene ‘were no strategies on the Desrrabrhty Scale w1th low agreement scores

| between Intem T eécrh“rs and Su;e:wsmg Teachers There were three strategres on the

Freque“ncy Scale that had a mean Memnce at the low level of agreement The stxategxes <
" were 12,13, and 29 and were discussed above T R > :

STUDENT EVALUATION STRATEGIES

- i

e ;' 0 Ol' the ﬁve student evaluatron strategres on Table 4. 5 strategy }l on the Frequency

ScaIe had a stanstlcally srgqﬁcant dtfferencaaﬁcr the analysrs of 3 vanance at the 05 lgvel of

mgmﬁcance E : / ' - ‘
't

_ On the Desuablhty Scale one strategy Wg‘eement between Intern
Teachers and?Supervrsmg Teachers On thel-(requency Scale, two strategres had a high level

of. agreement Strategy 18 ‘was in the hrgh agreement range on both scales On the -

‘

, Frequency Scale, strategy 54 had a AE; lgvel of agreement but on the Desuabrhty Scale it

v

“had a low level of agreement - _
._"-‘; : E Two of ﬁve suategles on the I;esuablhty Scale had moderate levels of agreement
E bctween Intem Teachers and Superwsmg Teachers One strategy on the Frequency Scale
" had a moderate level qf agreement Strategy 25 is in the moderate agreement range on both’

-

scales S trategy 14. on the Desxrabrhty Scale ! was in the moderate range whlle on the ’

Frequency Scale it was in the low range of. agreement Lo '
\”& - i3

- On the Desu'abthty Scale two strategles har/low level of agreement Two
.hstrategles had low levels of agreement on the Frequency Scale. Su'ateg? 21 has low levels of

agreement o botl‘r scales Strategres 54 and 14 were drscussed above
. © ‘ _

e
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INTERN TEACHERS AND SUPERVISING TEACHERS .
ON STUDENT EVALUATION STRATEGIES . '
Proccss, Strategy, or Skill Deslrablhty " Mean'Diff, Frequc‘ncy " Mean Diff. -
, acher Intern Teacher
18. use students daily work 3. 56 m .08 371 3.62 - .09
as most important for ‘ ' ‘
 diagnostic and evaluanve
purposes , 4 ’
- ,; 425 usetestresultsto | 294 2.64 30 247 223 24.
B 'motivate, guide, and ) :
‘ / direct student learning. __ / Co : y
21. depend on self-developed 2.94 2.36 / S8 265 200 . . .65
. mastery tests in making .
decisions about student /
: lcamm'g ’ / _ B ;
— 14. useexternal 206 221 415 82 146 .64+
standardized tests to o | IS
determine whether N Y
- material has been - ,
. adequately covered / :
54. ‘feel that matcnals CooLn l3 i .68 1,40 1.33 .07
otHer than tests are . / - S
- of'secondary importance. © - / '
‘The higher mgm’ score is underlined. L " '
* Indicates Significant Difference at the .05 lcvcl

. e Ind1cates Slgmﬁcant Difference at the .01 level:
ilil

nor Undesirable, 0 - Undesirable.

- .
-4 - Several ;%Elmes aDay, 3 - Once a Day, 2- Onde a Week, 1 - Once a Month

0 Infrequently or Never..

Ce

4 - Highly Desirable, 3. Desuable,2 Somcwhat Desxrable 1- Nelthcr Dcslrable
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‘ LEVELS OF AGREEMENT - L=

Table 4.6 shows the numbcr of respprﬁes whxch fell into each categofy of mean

difference on the Dcsuabthty Scale and the Frequency Scale. :

“Tavic46. COMPARISGNS OF LEvEts OF AGREEMENT BETWEEN
‘ .. INTERN TEACHERS SUPERVISING TEACHERS
- ON'THE 54 STRATEGIES

- ' B L
0.0 . 11-49  50plus
, High “Moderate Low N
vCALES ° Agreement Agreement‘? Agreement \‘, -
Desirability 16 28 10
~ Frequency R 28 13

Theré were 16 of the 54 strategies that had high levels-of agreement on the
Dosirabilitsfs'éalei““()n‘ﬂﬁf"muency Scale there were 13 strategies with high levels of

agreement e . ) o

~ " Inthe moderate range of agreement betwé%ﬁthe tWO groups, there were 28 strategles
on the Desuabthgvacale and 28 strateg1es ‘on the Frcquency Scale |
" Of the 54 strategles that had low levels of agreement, 10 strategies were on the

Desirability Scale and 13 strategies were at the low level of ‘agreement on=the Freqt‘iency
Se'ale.’ - B / ‘ .‘ v |

| The strategtés whlch were rated as havmg a dxfferent levels of agreement, in
companng the percdpuons of Intern Teachers and Superwsmg Teachers, on the Desu'abxhty
Scale and FrequencP' Scale were noted. The number of 1nc1dences of agreement or

of the two groups vanous teachmg strategles

dxsagreement betwj:n the two groups mdxcates that there CXISted dlfferences in perceptrons

B Even though many of the strategles on the survey instrument indjcated dlfferences in
percepuons between Intern Teachers and Supervrsxng Teachers on the mean scores, the

analysxs of the va,Llance d!d not generate manyéhat 'were stausncally different after the



' ' I
,\ , r} | Y
analysrs of vanance Survey Instrument responses were recetved from 17 Intern Teachers
and 15 Supervising Teachers This small number of participants in thts study may ,havc
influenced the number of s_trategxes that had 4 statistically significant difference afterthe
analysis of variance. ; . | | |
The analysis of the variance indicated that ,strategy 1 was signiﬁcantly. different
_ between the two groups at the .01 level of significance. Strategy 13 had asigniﬁcant
difference after the analysis of variance at the .05 level of significance on the Desirability
Scale. | | , .r _ S .
On the Frequency Scale strategies {2 and 27 showed a stadstically Signiﬁcant
dtfference after the analysis of vanance at the .01 level-of §xgmﬁcance Strategtes 14 and 50
had a statistically srgmﬁcant dlfference at the .05 level of significance. -

. STRATEGY RATINGS .
Comparing the mean differences between the Intcm Teachers and the Supervxsm g
- Teachers on their responses to the items on the Survey Instrument it is noted that of*thc 29
(1) "Classroom Climate St:tategles" the Superv1smg Teachers rated el ght of the
- thtneen strategles higher on the Desuabthty Scale and nine of the tlnfteen o
strategles higher on the Frequency Scale R e
(id) - "Classtoom Interaction Strategtes" the Supervtsing Tcachera rated "’ten ;)f 'the
nineteen strategtes htgher than % the Intem Teachers on the Desxrabtl’tty Scale

: .and nine of the mneteeng‘__ - tegtes htgher on the. Frequency Scale.

i ' Lo
. (i)  "Student Management Strategles" the Supervising Teachers rated ﬁve of the o

1.

seven strategtes htgher on the Desu‘abthty Scale and two of the sevcn win

| strategles higher on the Frequenc?‘jsﬁle than did Intem Teachers.. » g

» .

(iv) Instructtonal Orgamzauon Strategies”, the Supemsmg Teachers rated seven

-

‘of the ten strategxes higher on the DeStrabtltty Scale and eight of the ten |
strategtes htgher on the Frequency‘Scale than did Intern Teachers
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v | ~ (v) "Student Evaluation Strate‘gies", the Supervising Teachers rated two of the ﬁve |
- strategies higher on the Desirability Scale and one of the five strategies higher
;«5 . TR *on the Frequency Scale than did Intern Teachers. - .
o In nfost of the remaining cases, the Intern Teachers rated the strategies htgher than
dld the Supervrsmg Teachers » ‘ = ‘
The Supemsmg Teachers rated 33 of the 54 strategres htgher on the Desrrabtluy
- : ; Scale thanyggd the Intern Teachers. On the»Frequency Scale the Supervxstng Teachers rated
729 strategios Of the 54 strategies higher than did the Intern Teachers. The Supervising
ﬁffeach& scored more of the strategies higher on‘both the Desirability Scale and the..
Frequency Scale. The strategy cluster where this was most evident was in the "Instructional
@rgamzatton Strategies". The reverse was the case in the "Student Evaluatron Strategres" ‘
) where the Intem Teachers scored more of the strategles hrgher than d1d the Supemsmg
'Iﬁeachers Co I . - ',, "’

. ~ When exarmmng the order m whrch the Intem Teachers and the Supervrsu;f’ 5
Teachers rated the 54 strategres on the Desrrabthty Scale and the Frequency Scale it is noted

SN at: o
| 4‘:';_‘.“ (i) Infour of the %ve clusters, the two groups rated the same stl'ateg}; f'lrst on
- both the Desirability and Frequency Scales. In the "Student Management |
7‘ o Su‘ategres the two groups rated Strategy 5, " Bprevent misbehavior from
:‘; ‘ ' contmumg $o other students are not affected”, as bemg first on the Desirability
o - Scale, however both groups rated Strategy 23,". .. allow students to attend

, to thetr needs mdependently ﬁrst on the Frequency Scale even though 1t was
| rated as bemg between "Somewhat Desrrable and Desirable” on the |

Desirability tScale.

(ii) The Intern Teachers and the Supervising Teachers were in'cIQSCr agreement

when rati"n’g the 54 strategies on the Desirability Scale than.on the P
Freqhengy Scale. For each of the scales, differences between the two groups
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in the average ratings for these strategies were small,

(m) In four of the five strategy cluste;s, the Intern Teachers and the Supervnsmg

Teachers agreed on which strategy was least desirable ineach ' — -
‘category. On threedof the five clusters of 'strategics the two groups agreed on
the strategy they used least frequently. |

2
s

SUMMARY .

* After the analysis of the Survey Instrument data, it was found that;

by

(1) For 16 of the 54 strategies there were htgh levels of agreement between Intcm
Teachers and Supervising Teachers on the Desirability Scale and for 13
strategies there were high levels of agxeement on the Frequency Scale, for 28
strategles there were moderate levels of agreemsnt on both scales, for 10
strateglcs there were low levcls of agreement on the Desxrabthty Scale and for
13 strategies there low levels of agreement on the Frequency Scale.

(ii) - Supervising Teachers rated 33 of the 54 strategles higher than did the Intern
Teachers on the Desirability Scale, and they rated 29 strategies higher on the
hmquency Scale.

(iii) - The analysis of variance revealed that there were six strategies for which

were statistically significant differences between the two groups
~ eitheron the Desirability or the Frequency Scales, -
(iv) Of the SD( strategies with.a stausucally srgmﬁcant difference, the Suﬁsmg
Teachers rated ﬁve of the six strategtes higher than the Intem Teachers on

either the Desuabthty or Erequency Scales.

."\

group were. deemed ummport&nt by the other Also, the 1mportant &ratépcs -
- were reported as berng used Jmore frequently by both groups and those *

? . . v oo +-
PR
0“ . a8 - "
: I
e
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; strategies that were rated low in importance were also rated low in terms of

L .
- frequency of use.

Itis mferred from the above ﬁndmgs that the more expenenced teachers perceives

vanous tcachmg stratcgles as bemg effective in a greater variety of environmental situations

than does the less experxenced teacher ‘This observation is probably reflected i in the number

of strategies whxch were given more positive ratings by the Supervising Teachbrs The

Intern Teachers were expenencmg their first teaching assxgnment and consequently may not

have percexved some strategies as bemg desu'able for use in other teachmE situations. The \

have a more extenstve repertoire of strategles ‘they employ in their teachmg
The rankings for each of the 54 strategtes that had been rated by the Supemsmg

Teachcrs and the Intem Teachers were very similar. However, there were a numbex of

exceptions with the most notable of these being Strategy 11, ". . . déviate from the designed .

| 'lesson plan when the opportunity arises" and Strategy 9,". .. let the flow of the lesson .

respond to unpredictable occurrences." Both of thessstrategies were given higher ra'ting’s by

the Intern Teachers. The Intern Teachers' more positive ratmgs of these strategies may be

‘L

due to recently completed umversny training or teacher effectiveness tratmng being taken in

\ the Edmonton Public School District at the time of the study.

It can "be concluded that even though there were some dxfferences in: the mean scores

of Super‘xsmg Teachers and Intem Teachers, the s1m11anty in the rankmgs of thexr responses

"mdxcates that the dtfference pe?cepnons between the Intern Teachers and the Supemsm §..

envu'onmental expenenccs whtle tcachmg, o

#mmng in teacﬁeri effechveng

i

.' ﬁndmgs also lead to the conclusion that the more expenenced Superv:smg Teachers probably

R

B




" CHAPTER S
. QUANTITATIVE ANALYSIS OF THE INTERVIEW PROTOCOLS

é"\.l .

3 ‘ o
.« In"this chapter, the'ﬁndlhgs are reported to answer Research Questions 2 and 3,
which are" S . A
2. To what degrec is the ability of teachers to verbalize about the use of teaching
stratcgtes in the classroom affected when verbal probing is present or absent as
teachers reflect on thetr teaching? . {
3 What are the dommant types of thoughts expressed by teachers when they are

.encouraged to reflect on their actions in their classrooms?

) The findmgs reponed are based on the analys1s of the interview protocols The
protocols were coded on a crltena estabhshed by Costa and Garmston (1985). The four
categones used for the codmg are: -

1. Planmng (preactive stage)
7o ‘Teaching (interactivc>tage7\/ |
. 3. Analyzing aiid Evaluating (reflective stage)
B 4 Apply to Future Situations (projective stage) -

"The int’eryiews were transcribed and the above mentioned categories were used to
code the teacher comments. Itis rewgmaed that "lumping” was a factor in this study, in that
- broad rather than more speciﬁc sub-categories were used. Thus the four tt’tain categories .
were not subd1v1ded The purpose of the coding to identify trends if any, in the thmkmg

S that occ,urred Thc system used met lhlS need. The raw scores for each stxategy were

- complled for the mtemews and are reported in Figures 5.1 through 5.12.

| In the first three interviews researcher feedback was given for Strategies 1, 2, and 3.
In th;e'first three mter\news the Intern Teachers were not glven any feedback nor were

63
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probing statements madc by the rcscarchcr in relation to. Stratcgtcs 4, 5 and 6. In the
remaining three mtcmcws rcsrcarchcr feedback was. provided for Strateg1es 4,5,and 6 but

-+

_ not for Strategies 1, 2, and 3 , }
Compansons were made between feedback and no feedback sxtuanons
Comparisons were also made on the typcs of teacher tlunkmg identified it the mtcrvxew

protocols.

_STRATEGIES 1,2, AND 3

In the first three interviews the.six-lntcxnv'feabhers were provided thh feedback *
"'statemcnts. pmbihg remarks and stimulus)points for Sti'ate'gies'l 2,and 3 to éncourage
tcachcrs to expand their thmlcmg as related to a specxﬁc strategy. As shown in Figures 5. 1
‘ through 5.6 the ability of teachers to recall sﬁecxﬁc information about what occurred in the
. classrooms and to be able t0 analyze and cvaluate what occurred rclatxve to the strategles
being discussed appears to have been greatly cnhanccd by thc teachers receiving fcedback
from the researcher. . |

When researcher feedback was w1thhc for Strategles 1,2,and 3 the ablhry@wthe 3
Intern Teacher to verbalize about these stratcgles, revealed the following:

(1) For Code 1, planmng thoughts, a decrease in teacher verbahzatxons occurred in
thirteen of the posmble eighteen interview snuanons For two snuanons there |
was no mcrease nor decnease in the number of rcspon&%én thxs category. For
three of the elghteen situations there was.an mcrease@ &e amount of

" verbahzauons when feedback was withheld.
) . (ii) For Code" 2, teachmg thoughts, a decrease in t@?h"" verbalizations» occurredin -
~ fifteen of the cighteen tntcrv_iew situatiotts. Fo; three of the eighteen situations
there was an increase in the amount bf vetbalizations when feedback was s
withheld. .

(iii) For Code 3, analyzing and evaluating thoughts, a decrease in teacher .

i



Flgurc 5. l COMPARISONS BETWEEN FEEDBACK AND NO FEEDBACK
INTERVIEWS FOR TEACHER "A" ON STRATEGIES 1,2,AND 3

L
Ki

Strategies ;, 2, and 3 had Researcher Fécdback in Imcryicws 1,2, and3

Code # e ‘ - 6

1 Cdokkkg .
Al

2 ****************t******m****t***w**t**#39
AMAAMAAAAAAANAAY() g

3 *******#*****t#t******************#************************t60
AAANAAAAAAAAAARAAAAAAAANAAAAAAAAAAAS]

4

*1

1 ***************“**18
IAMRAAARAAR N
2 **********************22
ANMAAAAAAAL () .
3 ***********************************************47
ANAAAAAAAAAAAAAAAAAAAAAAAAASY, :
4 Hokekk g
ANAAAAAAR

1 Ly v

Y |

2 Aotk ok ok klololollok ok dokokokok 33
AAAAAAAAAAAAA ] 4

3 **********************************34
AMAAAMAANAAAAAAAALG

4

0 : _

/\M3

_* Number of responses given in Feedback Interviews ~
A Number of responses given in No Feedback Interviews

Codes 1 - Planning Thoughts, 2 - Teaching Thoughts, 3- Analysxs and Evaluanon
Thoughts 4 - Apply to Future Thoughts
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‘Figure *COMPARISON BETWEEN FEEDBACK AND NO FEEDBACK
INT.VIEWS FOR TEACHER "B" ON STRATEGIES 1, 2, AND 3
Strategies 1, 2nd 3 had Researcher Feedback in Interviews 1,2,and 3 /
Code # - ' ' - (
1 ekdok : . A
Al ; )
2 ARk R ROK oKk ok ko dok k37
AMAAAAMAMAAAAAAAAAAY § -
3 tmqvu******m*ttt*t**********t********38
AMAMMAAAANAAAAANAAAAAAAAAAAAATSD
4 *1 ‘
A :
P o«
Codet’ I .
1 ok bkl ok ok | ) : . -
AMAAAAAAAAAT 2 .
2 t*********f**************zs
AMAAAAAAG
3 ‘tt*it*********#****lg
; AAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAAA43
o | | |
‘l‘ S- 3 ! - [!an . Q . i ! C! ]]
Code # . '
1 R bk ok sk kkkok | €
AMAAAAAAL ()
2 t*****t***#*********t****ft*#*******36'
AAAAAAAAAAAAAAAAAAAAAAAAAAAAAzg
3 ***#*********#*****************************************ﬂ:&***60
AAAAAAAAAAAAAAAAAAAAAAAAAAAAAAA31 -
4 kw3 E ‘ .
AAAT

* Number of responses given in Feedback Interviews
" Number of responses given in No Feedback Interviews

Codes 1 - Planning Thoughts, 2 - Teaching Thoughts, 3 - Arialysis and Evaluation
Thoughts, 4 - Apply to Future Situations .

Lol



Figure 5.3 COMPARISION BETWEEN FEEDBACK AND NO FEEDBACK
| INTERVIEWS FOR TEACHER "C" ON STRATEGIES 1, 2, AND 3

67

Strategics 1,2, and 3 had Researcher Fe?dback in Interviews 1, 2, and 3.

Code #

1 b
0 .
***#****#*****************26 :
AAAAAAAAAAAAAAAAAAAAAAAAAAAA28 —_—
***********#*****##*********‘**#v33
AAAAAAQAAAAAAAAAAAAAAAA23A"‘_,
#*2
Al

& w N

Code # _ _
l *t#*****g " » !
AL
****#***8
AAAAAA6 . 1
********************20‘
”AAAAAAAAAAAAAA14
: *#*3
AAAA4

& W oW

S . Wi 50 g e Cl
Code #
1 -0
AND .
*********#*******************29
AAAAAAAAAAAAAAAAAAAAAAAAAAAA28
**********ﬁ*****16 sgi.'
AMAANAG e
*1
0 - (

& w [ 8

* Number of res] responses given.in Fccdback Interviews.
A Number of responses g1ven in No Feedback Interviews.

Thoughts, 4 - Apply to Future Sntuanons '

Codes 1 - Planning Thoughts, 2 - Tcachmg Thoughts 3 - Analysis and Evaluauon .



Figure 5.4 COMPARISONS BETWEEN FEEDBACK AND NO FEEDBACK

INTERVIEWS FOR TEACHER "D" ON STRATEGIES 1,2, AND3

: —
Strategies 1, 2, and 3 had Researcher Feedback in Interviews 1,2, and 3.

¥

s l !l']‘l c"nl .
Code #
1 0.
A ",y ]
2 t*tt#t*t&#tatlttt##t*t*tt*26 Q
AMAAAAAAAAAAAAAAAAY |
3 LI L L L T
AAAMAAMAAAAALY
4 0o
AMAY A
1 ttttt#t#ttbll
AAA3

t*#t***##**‘##*t##ls
AAAAAAAAAAAAAAAAAI?
&#***#*#***###***17
AAAAAAAAAAAAAAAAAAAAZO
Ll LS Y

AAA3

o> W [ 8]

1 kARG
0. -

2 el il LEL L SO IS LTy S

AAAAMANMAANAAANAAY |

3 Lok kR ook k) | o

jAAAAAAAAg

4 0

0
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‘«tverbafxzanons occurred in seventeen of the elghteen une vi '

.For one of the erghteen interview srtuanons there was an incregse in the amount - .
: of verbahzauons when the feedback was wnhheld S f

(iv) For Code 4 apply to future srtuauon thoughts a decrease in teacher

- verbahzatrons occurred in six of the erghteen supanons’“'For fouﬂf t&‘ - E ?";
. eighteen srtuauons there was no increase. nor decrease in tfe' nu *o lhachbr ,‘._': =
: L verbalizanon‘s JFor erght of erghteen mtervrew srtuanons there ' ( o
‘ o was a small increase m the amount of verbahzauons when the feedback was-
e wrthhelﬂ by the researcher o e :?,": R S

Ln summary, the abtlmes of the Intem Teachers to recal’:l plannmg thoughts (Code 1) Lo
x_.' e does not appear to have been greatly affected by researcher feedback bemg wrthheld | .
L Provrdmg feedback appears to enhance the teachers abrhues to, verbahze more on "teachmg ,
(Code 2) and"‘ﬁ.nglymng and ev ' : dughts" (Code 3) as there weré?onsrdgable ¥ |
,' mcreages in thes? tw atego#es%\’hen feedback was wr held the teachers abrlmes to

s/ {

: 'verbahze therr thc? its related to "appl’it to future srtuanQﬂs" (Code 4) was not greatly :
, affected. y '

T ’s‘.’“

e X STRATEGIES45AND6 S t |
B ‘In the second set of three mteMews, the researcher provrded the Intern Teact‘nrs‘ s
. R & & c
- with feedback, probrng statements, and snmulus p mts for Strategres 4, 5 and 6 The -

o .

: “. "l.results are sumrn’banzed in: Frgures 5.7 through 5. 12 Compansons were made between the :A

. : feedback and 'no feedback i mteerCWS on the lnumber of verbahzatlons whrch ‘were codg:i ‘mtg? i

' - .cach of the four thrnkmg categones The eodmg of the i u;,temew )toc élsmve‘alﬁg}h’ »
,rfollowmg BN e , R , IR A g :
| o | (1) For Code ‘p{/anmng thoughts the number of verbahzauons;‘és"_ven by t "e gpg:% b ‘-E
g, \v‘ P Intern Teachers increased in thmeen of the ejghteen mtervrew srtuauonswhen SR

A S ﬁfeedback was provtded on: thcse three strategreﬁ Fer three of the erghteen B v; #

\ L o, . e : . . , r
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IN’IERVIEWS FOR TEACHER "A" ON STRATEG]ES 4, ,5 AND 6
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Fxgure 59 COMPARISONS BETWEEN FEEDBACK AND NO FEEDBACK
INTERVIEWS FOR TEACHER poy ON STRATEGIES 4 5,AND 6.
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L ~ situations the number of verbalizations did not increase nor decrease when the

~ feedback was added. For two of the etghteen smﬁuons there was a

&' m in the number of verbahzauons WﬁlCh were coded as planning
’ g ‘g:ouﬁzs when feedback was added by the nesearchcr

)} Forcode 2, teachittg thoughts, the number of verbahzauons glvetny the six

I r;‘ used by the researcher.
. e ;m For Code 3 analyzing and evaluatmg thoughts. the number of verbahzauons

. given by the six Inte'm Teachers increased in seyenteen of the eighteen

g ",' " ' . interview situations. For one of the elghteett situations there was a decrease in

N M"f'j%‘m " * .the number of verbalizitions that were coded as analyzmg and evaluating

RTINS DI . ,Jthoughts Whemfeedback was added by the researcher. - ST
- 1"(.ﬁ/) 'For CodeA apply to£uture situation: thoughts the number of verbalizations
; G '(“' B ‘mcreased in ten of the elghteen interview sttuauons For twoef e

eighteen interview situations the number- of verbahzauons m'}ﬂter increased nor i
R decreased whett feedback by the researcher was added to the i mtemews For
| six of the eighteen situations there was adecrease in the number of'In‘tem ) '
Teacher verbahzattons about these strategies when feedback was added by the’ |
tesearcher | _ , | ‘
In summary the number of verbahzauons that were glven by the Intem Teachers in
thediscussion of Strategles 4,5, and 6 greatly mcreased in the second set of three interviews
where feedback. stimulus pomts and probmg remarks were added by the researcher. For
codes 1, 2, and 3 the number of situations where there was an 1nc§ease in the amount of

:verbahzauqns that were glven by the sut Intem Teachexs was considerable. For code

>

“apply to ftttum sntuauons" there were mcreases in the number of thoughts however th
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extent oﬁffe numbef of ”S'ituauons where the increase occurred was not as great asin the other

#

o thmkmg categones ‘
. : 5
w.

L * “TYPES OF TEACHER THOUGHTS
&@

.

number of teacher thoughts comparing feedback arid no feedback responm in

o™

oy
w\)‘

the unervrews as related to each of the six strategies is shown in Table 5.1. A companson T

was made to dctermme what percentages of the thoughts given in the m&rvxews were a result

of the feedback or lack of feedback. Thrs was done to determine what effect provrdmg

feedback, probmgstatements and snmulus pomts have on the abrhty of teachers 10 verbalrze ‘

* about the teachmg stra‘tegres used.

. -*

R

.

Table 5.1 - NUMBER OF TEACI-IER THOUGHTS IN FEEDBACK

AND NO FEEDBACK INTERVIEWS

L]

-

Of the 4,169 thoughts expressed dunng in the 36 interviews, 2, 679 or 64, 3 percent

were given in the feedback situations. Of the total number ofuthoughts expressed in the

mtemews, 1,490 or 35.7. percegt were given by the six Intcm 'I‘eachers when there was no

‘ feedback, probmg statements, or snmulus by the researcher.

Table 5.2 presents theae same data by percentage for each strategy.

Strategies a2 3 : 4 5. 6 total
 Feedback 513 379 422 ° 488 498 . 379 2,679 .
NoFeedback 4334 277" 311 225, 173 171 1,490
S - : '
- ' @ ‘ . \ . . ‘
A TOTAL 4169 -

o,

{
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Table 5.2 - PERCENTAGE CHANGES IN TEACHER

mlntemewsld wd3 60 8 | 8 R 26 3l
L _Intcmews4 5.and6 40 @2 a2 68 74 69

Y

"
b

»

- * The perceiitage decrease in tcachcr vcrbahzanons back in the first three 1+

interviews for Strategles 1 2,and 3% nS?eedback in the bad dﬁ;e interviews wés :ét\'aé N
.dramatxc as the percentage increase in vgrbahzanons for Stra Ssu::é
*feedback to feedback added during the second set of three interviews, For example, for
Stratsgy 1 the difference betwcen feedback and no feedback'?s 20 pcrcent( whercas for
strate 4 where the order was reversed, the difference was 36 percent
_* Table 5.3 compares the types of teacher thmkmg that was done for the fccdback and
« - .nO feedbag_:k sRuations combined. Approximately 9 percent of the verbalizations related to - '
. planning;nearly 45 percent nplgged to tc_achi;)g-thou_ghts; about 44 pm;erit rclat_;zd to analyzing |

'

* and evaluating; and the remainder, refated to application to fumre“situations.

. Table 53; *ENTAGB OF TYPES OF TEACHER 'I'HINKINGINTHE
- *; INTERVIEW PROTDCOLS,
Code 1 (Planning) < : ,s.%qav ‘
. ‘ -.. CodeZ(Teachmg Thoughts) | 44.8% . ‘
C T Codes(m‘falymgand Evaluating) $36% ot
: | - Code4 (Apply to Future Sxtuauons) | 3.0% . | }9'
.

cs45 and Gfromng v e
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In summary, in terms of frequency of mention, the most prevalent types of thinking
done by the Intern Teachers during (fte interviews were as follows: (a) Code 2, teaching
thoughts (mteracnon thoughts), (b) Code 3, analy,mg and evaluatmg (reﬂecnvc thoughts).
(c) Code 1, planning thoughts (ptea tive thoughts), and, (d) Code 4, apply to future smxatton '
or (propcnve thoughts). . } '

»

[l

A breakdown of each type * teacher thmkmg by feedback and no W
situations is provided-in Table 5.4. "

S~

(™

Table 54 - PERCENTA‘BE OF TYPES OF TEACHER 'rmm(mc m
EEEQBACK AND NG FEEDBACK INTERVIEWS L

1

)
. . a ‘ ’ j—-‘\
Feedback 70% © 63% 65% 53% S
NoFgedback ~ 30% 3% 35% a%
— S A =

! ’

. As mdxcated in the tablc, the numbers’ of teacher’ thoughts cxpmssod was htghcr in
"°all four categones whcn feedback of various kinds wag provided by the researcher. Thc -

greatest dxffcrcncg‘i()%) Occurred in Code 1, planning thoughts, between fobdback and no .

fcedback situations. For Code 3, analyzmg a&td c\qaluatton thoughts. there was thc socond .

' grehtest difference (30%) bétween the feedback and no feedback i mtcmcws For Cod

Hteachmg thotights, the, thlrd hxghest diﬁference (56%) bctwccn no fecdback andy
s1tuanons was evident. Thc lowcst dtffcrcncé (6%) betwcen no feedback and "
5 RN R S N

situatlons was foand for Code 4, apply to future su*uanons SR
SUMMARY |
In this c.haptcr, compansons were madc bctwecn feedback an ck Q

interviews related to four categories of teacher thmkmg. In the first three interviews

\ »Q . . " \\‘



T -
Ay y : :
P TN S . Y. . T

résearcher feedback was gwen for Strategies 1, 2 and 3 and feedback was withheh GOl
Strategies 4, 5, and 6. Researcher feedBack was given on Strategies 4,5,and6
remaining three interviews bt was withheld for Strategies 1, 2, and 3. During
the respondents were asked to reflect on each of the six stranegies selected fort ¢ study
. Fu'st. changes which occuned as a result of the different feedback situations were
noted. The sntuanons where changee in teacher thinking d1d not conform Jo the patteni of
‘ ) mqeases-or decreases in verbahzanons were pointed out. Second, an dnalysxs of the nur‘nber
| ; of Mthoughts related to each of the six strategps was pn:sented. The pementages were
" .establix:d for each of the code categoncs used, compansons ‘between feedback and no 4
J feedback sxtuanons were, made and discussed. .

\,‘ - From th. analyms of the data nelevant ©, Resean:h Quesnon 2,it was found that

36:

(1) ’I‘he inﬁemews genemed 4(169 coded teacher verbahz;nons. of wln_cﬁli 3
~ percent were glveg by the respo hen feedback was being provided by -
' . the B¥earcher. Of the total num jteacher thoughts, the remainder 35.7 .
) . percentwere given when no feedback was bemg provided by the researcher. .

(u) The number of verbahzauons given by the s1x Intcm Teacher;B!tween the
feedback and no feuiback mtennews, remained )'ugher on Sn'ctegxes )y the’
" use of mxld cnncxsm, (2) pace of the lesson, and (3) awareness of what i is:

occurring mthe classroom »‘Jhen the feedback was thhdrawn t.han

3 :
‘%n SR mma'l mbahgg& ‘ onSu'ateg:esﬁ) keepmgdu;ectxons toa oy
paBie \ Tk LT
St L

-

ununi (5’ du'eéung discxphne, and (6) askmg students to respond to
questlons, before fwdback was provxded

R Y .
. # AR
* G . b
¥ . By

PR . In response to Rescarch Quesuon 3 it was found that: .

v | (m) The types of teacher thinking all showed increases in thé number of teacher
. verbalizations when the feedback was added, with Code 1, "planning
bemg the most affecwd ,ggcond was Code 3, "analyzing and
: hird, was &5 :2 “teaching thoughls" and founh was
| , Sy

[ ! . ®
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L@ s
" Coded , "apply to futre situations’"" . "

| (w) ‘The types of teacher thoughts whxch wem verbahzed more frequently as the
- . teachers xeﬂected on the acuons were‘ (a) teaching thoughts (44, 8%), (b)

! analyzing and evaluating thoughts (43.6%), (c) planmng thoughts (8.6%),

and (d} apply to future situation thoughts (3. O%)



' MACRO ANALYSIS OF PROTOCOLS

o | IDMHQ.EPH“" "c -
. . o BRI ‘ : : ‘ s 5
. ,\ : The second phase of the analysrs ot”the mtemew protocols is reported in this’ |
'j qhapter The precedmg chaptet reports on the ﬁrst phase Wthh was pnmanly quantltauve

B The second phase, Wthh is reported in this cllapter was matnly quahtauve and reqmred tftat

I

R vhlghen(mferencesbemademthe anaflysmof the protocols . ?‘ o

The macro-analysrsof t,he protocolswas completed,to answer the followmg research

quesuons s L . ‘;.'f S ‘ ‘ |
| ‘_4 What vocabulary do teachers use 1n descnbmg the vartous teachm g strategtes »
; they employ i thelr »lassrooms" R L o
5. In what ways does verbal probmg by a medrator affect the content of teachers
,verbahzauons about the use of teachmg strategres" B i |
6. Are therc common pattems of verbahzmg among teachers as they reﬂect on thetr
‘ teachmg in classroorns" _ » | |
7. To what degree does the p%c\ess of reﬂecuon .on acuon mcrease teachers
’ percerved awareness and reported use of effecuve teachmg strategxes"
'_ | vTo obtain data for Research Questlons 4,5, and 6 tlu: protocols were exammed in -
 four secuons The sections were '

P

- L The first, dxscusses strafegles 1 2 and 3, where feedback was provtded to the Six. lntem )

v

” Teachers in the ﬁrst three 1nterv1ews _ ) ‘
2. ’I'he second dlscusses strategles 1 2 and 3 where no feedback was prov1ded by the -
i researcher in the second set of three i interviews. . | e
L 3 The thlrd discusses stmtegxes4 5 and 6 in the ﬁrst three mtemews where no feedback
. bemg provxded by the researcher B “

84
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“,‘ 4 The fourth, dtscusses strategles 4, 5 and 6 where feedback was provrded in the second

set of three mtervrews ‘ - .
SR ,q Research questton 7i lS addressed usmg data og/tamed from the conéludmwmarks
n ”r"nade by Teadhers in response to questton 7 orr the Intemew Schedule, ich was:
How are you reactmg to the process of belng observed and then mterwewed" Dd
' | you feel that the strategres bemg.drscuss/ed are relevant to your teachmg" Do you
Q o think the thmgs that we are dxscusstng have had any mﬂuence on your teachmg"
.'I'he methods used in the macro-analysrs of the protocols is more artxst1c than - |
smenuﬁc Compansons between these tw”o approaches were provrded in Chapter 2. The ‘

_ coded analysrs reported in Chapter 5, /and research quesuons 4, 5, and were used to @pde

\ P

suggcmd by Holst: (1969) and Ersner (1933) \. .

» »the content analysrs for the relevant mformatton in the interview protocols Thts meThod was

Teacher comments frorn/ the protocols are 1dent1\ﬁed by teacher letter codes, the

) mtervrew number and then strategy number For example TB 2.4 1dent1ﬁes teacher B

: /
‘ mtemew 2 and strategy 4. -/

s

o K P In the analysrs of the interview protocols there were some nqtable sumlanttes and B

R »‘ o dtfferences in the way sbrne of the srx Intem Teachers responded to the strategres from the
‘ \ | %,Iﬁtervrew Schedule The feedback probmg remarks and stimulus points referred to: by the
. \ o researcher alsoehcfted dtfferent responses from the teachers The extent of the statements
G \\ ' made by the six lhtem Teachers vaned accordlng to the amount of feedback that was gtven

\ by the researc‘)ter and the content of the: lesson observed Itis de that some teachmg

LN

. : \\ strategles were more apphcable to drfferent lessons observed and therefore affected the extent -

s

A - v
\of the teaéhers statements related to those strategles ‘ » e

/" FEEDBACK INTERVIEWS, STRATEGIES 1 iz AND3
\ In the first three 1nterv1ews, researcher feedback probmg remarks and sttmulus

/poﬂilts were used to encourage the respondentS’ to expand thetr thmkmg for Strategy 1, the

A

‘.



use of mﬂd crmcrsm, Strategy 2, pace of the lesson, and Strategy 3 awareness of what is
occurnng m the classroom | o
' L
S I ]-n !I ' Ell.lljc..l. ‘\ ‘ |
' In the i mtervrews the teachers responded to.the strategy of "mild crmcrsm" in

©

‘, drfferent ways The uunal responses of the stx Intem Teachers ranged frcm not admrttmg 5
- that mild crmcrsm could be used effecnvely with small chxldren to an tmmedrate response of -
o v acceptance of the strategy and admttting that lt was bemg used i in their classrooms Three of ‘
._ the teachers wanted to put what they consrdered to be more attractrve labels on the |

termmology "constructxve crmcrsm" "helpful hints", and "gutdance" They explamed thetr o

- choices as folloWs S .

TA.1.1 - becauSe to me construcuve crmmsm is one thrng, you re dorng somethmg,
L but domg it ﬁ’or a purpose\L ' o
N

TB.1.1 - - "I; dontlcno(v if Iwould cal it criticism thatI used, it was just helpful hmts“‘ P

”' fTC 1.1 - ,"I dontfeel I actually crmcrzedthem .1 guided them." - .
| Three teachers did accept the strategy as being effective. They were able to prowde :

aratronale for its usemtherr c°lassrooms B o _ S

3

T~ -TD.l.-l - "Cnttcxsm, I think Sometimes I use it with the more able students because you . .

.

Eay -+ know that they aré able to do more thmgs and they can sometimes handle
- \ - crificism, better than the others and it will have miore affect on therh."

TE.1.1 - :"There are some students wnh whom I use it and there are some w1th whom I
. my not to use it with, I ry to use prmse more." ;
TF

1. 1 R | thmk the word mild is crucial, I do use. it dtfferently thh dlfferent students "
The six Intern Teachers appeared to come to the realization that they d1d use rmld

E crmmsm in thexr teachrng as the mterV1ews continued for the next two sessrons 'Ihere was
| seme expressron, as the process contmued about what is "mild crmcxsm ". Some of the
teachers were able to make the drsunctlon at the end of the ﬁrst three i mtervrews, while others
requrred the verbal probmg by the researcher; usmg st1mulated recall and probing statements '
fo be able to- 1dent1fy where it occurred in the lesson. The frequency of the probtn g vaned

4

J
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wnh the teachers dependmg on what thetr mmal atutude was to the strategy and the types of - . ‘

\

comments they were making

‘ ‘l'ﬁ}l - Cnttctsm secms like such a negauve sometimes. It has negauve connotauons
with it so I'wouldn't - callttthat,l'wouldcallttf ‘b k. AR )

“TE31-. "Undl now,tmm'tﬁtm about it you dont reahze. somebody pomts it /
© . outtoyouw' . o /

The teachers appeared to formulate theu' own deﬁmtton about mtld cnuctsm and they

used that deﬁmuon asa basm for thetr dtscusston of the strategy. By the end of the tlurd )
mtervtew, all six teachers mchcated that the strategy Was used and they pmvxded a rattonale
-for mcorporaung tt into thetr teachmg

¢

The six Intern Teachers dtd not experience the same problem with aeceptance of
pace" asan effecuve strategy as they d1d thh "tmld crmmsm." All of the six teachers N .v
readlly adrmtted that the strategy of "pace" was xmportant in teachmg Five of the six
tea_c({rs started the remarks related to thlS strategy at the ﬁrst 1nterv1ew w1th evaluatxve ‘

‘comments,
" TA. l;i 'A-~ mxght have been a little qutc N
TB.1.2 - . '
TClz - . oty @fﬂus lesson mOVed along quite qmckly !
’I'E.l.2‘. - "I'lus momtng it felt like I rushed too much I felt myself rushmg and I tried'to -

keep myself going."

TF. 1.2’- - "Well the pacmg today could have beéen stepped up It could hive been a httle
- faster." "

’I'he teachers rccalled specxﬁc events in their classrooms that supported their initial
evaluauve statements Some of the evaluauve statements made by /t_he teachers were related

o 0 how_ they felt the students were rcactmg to -the pace-of the lesson.

- TA22- ' think it was too long for them to be sxtnng "
s J’B.3.2 -1 thtnk my pace was effecnve because nobody made any verbal comments that

PR ‘



"it'was t00 slgw or too qutck " AR ‘

" TD.3.2 - "Iwas gmng enough time for them to work on it without them getnng stuck or
SRR bored. . they were all worlnng pretty well today and got their work done RN

"TE32 - "...,alotof them were~ just dymg to have somebody else read thetr stones. 0
that is why we went into the group activity." ‘

o The swteachers 1denﬁpd events in the classroom wluch affected the pace of the
lesson, SOme requtrmg more medtator probmg and snmulation than dld others. When ,
discussmg "pat:e" teachers ellaborated on many of their comments by provrdmg a ratto'tale
for what was done in the classrooms and referred to past occurrences or the planmng of the

lessons ' e —im - _ Y [

~ . ' . p;

One of the teachers commented that the problem wrth the pace of the lesson was the s
fault of the teacher. “There was an aspect of the lesson that was not adequatelyoplanned and it
' o
affected the pace of the rest of the lesson. This teacher also provided an alternative as to how L

~ the problem might be avorded the next time. , ' . ‘ S

- 'TF.2.2 - - "Lalso have done that story wrth the other class so I didri't even really have to
: read it. Actually I did it better with the other class "

In summary, the teachers,all accepted that the pace of the lesson is important to
increase learning time by students. The six teachers gave an evaluative comment and )
‘ provtded a rationale for the occun'ences that were discussed from the classroom The -
_'teachers were inclined to relate any problems associated thh pace to vanables other than
‘ themselves The teachers felt there were ttmes when the pace of lessons was beyond the

control of the teacher

- Awareness £ Wh ‘
* The six teachers all recognized that "being aware of what s occuring in the.
classroom" is important for any teacher -Some of the teachers did conceive"‘ this strategy to
be related to other \;anables Two of the teachers referred to the plannmg phase of teachtn g

as being relevant when discussmg awareness ' \ .
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‘ One of the teachers mdxcatﬁ that, not only does the teacher need to be aware of what‘, ,
‘ the chrl“dren are domg but thé teacher also needs tb be aware of i
| TF23 - what they know and rieedtolmow " "
By having tlus lcnowledgethe teacher felt it Would moderate many ¢ of the other awareness
problems that ateacher may encounter, ' )

The teachers v wempot asinclined 0 evaluate what occurred in the classrqom or their -

7

own bebaviors in assOclanon totlus strategy One teacher noted the followmg

'l'D 2 3- .1 gotqboggq@own mause they couldn't find the information.”
| - There was evrdence of "ego-enhancrng" behavior by some of the reSpondents Ifa o
.problem of awareness ys brought to the teacher's attenuon the tendency seemed to be to
" relate the problem to. somethmgor somebody other than themselves | ‘ '
TF. 3 3- "'I'he phystcal layoums an element of awareness
The problem of physrcal layout and the limitations i 1t placed upon the teacher to monitor the
classroom was mentxoned by two teachers Two respondents felt that there was nothing they

. could do to correct thl: physwal problems because of thelrstatus as Intern Teachers. =
The teachers were all able to recall specific events from the classroom which

dem\Onstrated thar’ awareness of what was&cumng igthe class. Some of the Intern ®
- Teachers reqmred that the medtator provrde consrderable in order to bring

‘ occurrences of awareness to a point where it was felt that they were bemg fully recalled by

the teachers Some of the evaluanve statements made by the Intem Teachers were: ~

" TA.2.3 - "Well Idontknow if I catch everybodyallofthe timme. ButIthmkIcatch |
B those who want to wander around." ,

. TB.1.3 - ghad anticipated whq wasnt gomg to be able, to cut along and I c’aughf .
*. them .

‘ TF.2.3 - " "You know I had my eyes all over theclassroom 'I'hey weren't gettmg away -
~with anythmg " _

d

In summary, it was found that the statements made by the sxx respondents md1cated '
varymg degrees&)f acceptance of the three strategxes being drscussed 'l'he teachers -



LT - .
» ~

: - ' ‘ R ..
v » : L N
T &‘n oL R e . . : : PR

- demonstrated a reluctance to accept "mild cnnctsm" as desuable. but appeared o'

.

accommodate" this Strategy in the second and thmd interviews. The six teachers indicated
greater acceptance of Strategies 2 and 3 which is descnbed as "assumlptton" in Chapter 2;
\ however, they used "egOoenhancmg" statements when dxscussmg "pace of the lesson" and
- awareness of what is occtirnng in the classroom." .
NO FEEDBACK INTERVIEWS STRATEGIES 1,2, AND 3
| Durtng the second set of three tntervrews. no rescarcher feedback was provxded to
the respondents in relattomto Strategy 1, tmld criticism, Strategy 2, pace of the ‘fesson. and
Strategy 3, awareness of what is occumng in the classroom B
s 1 - The Use of Mild Crifici
" The transition from the feedbackto the no feedback interviews generated some -
changes in the responses from the Intem Teachers about the userof mild criticism in their |
’ teachmg After some of the teachers had come to understand the use of mﬁa criticism in the
ﬁrst three tnterv1ews, when the feedback was w1thdrawn somie reverted to their 1nmal

response on the strategy or mdtcated a hesrtency to accept it.

TA.4.1 - "Idon't thmkI was criticizing because . . .1 gaVe them clues."
TA.S.1
TC.4.1

"I have trouble answering this one, I think I have from day one."

"I tried to make it more positive than criticism.” S
TD.4.] - "'.It wasn't anything serious today, I gttess." |
TE®.1 -~"Oh crap, I hate thls on.e_!". | ‘ Y
' Some of the Intern Teachers indicated that they did accept the use of the strategy in
their teachmg There was also an indication in the 1nterv1ew protocols thQ couple of the.

teachers may have been over sensmzed to the sttategy

TE.4.1 - - "I guess everything I did was criticizing."

TF4.1 - ] know I did it two or three times in the class let's see if I can thmleef them
‘now. Lo

The teachers who still appeared hesrtant o accept the strategy of "mild criticism"
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TB.6.1 - "Idunkluscdnnldcnnclsmalmtoday because they were*'

.the strategy, such as "posmve "i"[neganve," "clucs," and "guiding." There were clear

: . . . . o 'l - ’ " N

-

| - Lo T g

wete able to rec’all'speciﬁc dccufrenccs at which time they felt the strategy was used. The |
' tcachem with no feedback bemg provxded. lnmted their statements to one or two occ(xrrenccs

at were related to the strategy

was uscd in particular lessons.

atsome other nmcs " . -
TB.6.1'- "I wanted to bring hun back on track and you have to be kind of gcntle You-
' don't want him to feel that what he said was stupid.” - s
- "Generally, I I'think mild cnncxsm is effecuve when they have cnough positive

TC.6.1
. experiences. They have to have some feedback as to whether they were
on target or not." - .

+ . TD.6.1 - "Iused abitof mxld cnnasm to let them know that they are capable of doing

‘better and that what they have done is not up to standard.” 0
. In summary, there was a general reluctance by the Intern Teachers to totally accept

the use of mild criticism in their twchmg The quanuty of responscs conccmmg the

recollection of specxﬁc occurrences declmcd considerably from the first set of three ,

Ve
interviews to the second. The teachers continued to md1catc a desire to put otherlabels on L

indications from two of the Inwram Teachers that they were uncomfortable in dxscussmg how

the strategy was used in thcxr teaching. All of the Intemn Teachers were able, in the course of

. the second three 'mterviews, to recall specific occun';nces when the sﬁ'at‘eg_y was used in their
. t.caching‘but the number or relevant statements was considerably lower than when the

probing was provided by the mediator. (

R

[

The six Inwm Teachcrs all mdxcaxed that thcy had no difficulty with the acceptance

of the strategy of "pace.” In,thc second set of three interviews, with no fecdback the

fteachcrs gave evaluauvc commcnts rclated tg'the pace of the lesson and occurrences m&he



classroom.

TA.4.2 - "The pace at the end was shof, but that'wa_én't really my fault."
TB.5.2 - "I think the pace was appropriate, but I don't think the kids mood was ﬁ:tﬁpg

it.” '
TC.4.2 - "I was not patticularly ﬂhappy with the first ﬁart.' it dragged on. . . so I thought
the pace'could have been a little bit better." ~
TC.62 - "Ididn't think it went super well, as well as it could have."
TEA4.2 -

"After thins‘k;i:ipver the lesson, I thought that the pace last week was too fast
and too uns tling. That was the kind of day [ had." “

TF.42 - "It was beginning to drag a little bit out there." |
- Five of the Intem Teachers indicated in their verbalizationg that some aspects of.pace  *

-

’

were beyond their control. Some of the variables they indicated as having an influence on
the pace were, (1) events sometimes arranged by the sﬁpervising teacher, (2) timetable
planning with block times not long enough to acconiniodatc certain activities, and (3) the, |

‘emotional state of the child;;.:n.
. L

TA.52 - "Rather than listen, listen, listen - they-would have been wild if I would have
given them all those ideas in a row."” ‘

TB.5.2
TD.5.2

"I don't think their mood was suitable today."

"1 didg/ spend a lot of time talking about it, the kids get tired of it." B k
TE.52 - "Wejust worked in the time we had." | '
TF.52 - “They were getting a bit fidgety.” |

‘The quantity of the fgachcr verbalizations on the strategy of pace, when no féédbzick
was being provided in the second set of three interviews was considerably lower than in the: -
first three interviéws. The teachers were able to evaluate the lesson, thcsr were able to recall
specific occurrences, and there were a few instances where they projected about how tﬁings
might have beern done différently or how they might do the same lésson differently. There
remained throughout the first and second sets of interviews perceptions by the Intern -

Teachers that "pace of the lesson” is an jmportant strategy to be employed in 'th'cifotcaching.
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Refetences were made by some of the Intem Teachers about@xables <n teaching

" which may or may nOt affect their ability to-be aware of what s occurring in the classroom.
Theae statements related to, (1) the physical layout of the classroom, (2) the type of planned

| actmty either before,. afte{ or during the lesson, and (3) the number of students in the

classroom. - \\
3

\ ' | '
TA.43 - “Ididn't have much of a chance once they moved around the room to see who
- was domg what aqd who was on the right track " . ‘

TA.S.3 - “The parutxons real}y bother me, I like to m what is gomg on."
TEA4.3 - "We had 5 students away this mdm'mg, so that makes a big dlfference

TES.3 - "Normally we would get this done in art class, byt we don't get art tomorrow
because of early ‘dismissal so that kind of screw$ it up.”

TF4.3 - "'I‘umngmtohowthehdsarerespondmgxsso'

mdxcated that awarerniess was not only rel - e mteracuon between the teacher and the

students but also in the planmn,g for that i tnteracuon .

TB.4.3 - "You prevent any serious misbehavior by having scmething for those children
‘ that finish so they have something 1o work on. You don't.want half the
class sitting there waiting quietly for the other half to finish up."

! The six Intern Teachers were able to recall specxﬁc occurrences from the classrooms

in the muemews related to "awareness " 'I'he number of the reﬂecnons was less than it was

when the feedback was being pfowded. The teachers also provided less background
mformatmn in the no feedback i interviews. The Inter_n Teachers were th inclined to
self-evaluate their performance in relat’ion to this strategy. There were staternents made by
the-teachers referring to variables of teaching that they felt wereyyond their control and that
these sometimes either positively or negatively influenced their ability to demonstrage o

awareness. There were statements in the protocols nelatmg the strategy of being aw eor

[

\ N vt ' : ' .
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| planning. line, and monitoring student work. A

o fecdback interviews.

\ S zingdwresponsesofmesixlmemehers(oSmtegiell 2,apd 3in the |
second set of three mterviews it was found that five of the wachers reverted to their origintl

reaction to Smegy 1, mild criticism. The teachers responses Y Strategies 2 md 3did not

‘Qhange a great deal, however, the number of relevant statements by the rcspondents was
considerably lower than in the first three interviews.

There were son® sitnilarities.and differences in the verbal responses given by the six B
Intern Teachers while dxscussmg the ﬁrst three strategies in the feedback and then no

Most of the teachers responded to Su_-aq:gy 1, mild criticism by attempting to define h
the strﬁnegy in terms timt had more appeal for them. AS the interview session.'v.‘prog'ressed the
teachers became more awarc, with probing by the medxator that rmld criticism was used in
classroom teaching. They were able to recall specific occurrenccs when the strategy was

employed and were able to pmvxdc a rationale for its use. This was dcscnbed as

A accommodanon" in Chapter 2.

%

R When the probing was thhdrawn in, the second set ﬁﬂrﬁgmcws the teachers had

the tendency to revert back to their initial reaction to the strategy. A couple of the teachers

indicated that they disliked and were personally un_comfonahle in ta_lkmg about this strategy.

Two of the teachers appeared to become over-sensitized to the use of mild criticism in their

{ icaching and began to see things that did not apply to the strategy. The six teaéhcrs wére able

to recall specific occurrences related to the strategy but the. numbc'r referred to was
considerably lower than i in the first set of i mtcmg,ws during whxch where probmg was
pmwdcd. : »
o
-When discussing Strategy 2, mamtaxmng the pace of the lesson, th six Intern .

Teachers all accepted that "pace” is an important strategy. This reaction continued

[}
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Muﬁhout the six interviews. In both the feedback and no feedback intervlews. the teachers

| ’mebhmueuﬂfyocmuinﬁ:ecmﬂoomrelmdmm dzeywerenblewevaluam

mepnee.mdmmh:cumdtosuggm ways m‘wlnchthe leuomorthepace might
umwmmmmmmu more smoothly. Theteachenwereinclined

| mbomypaoﬁnmimzom"m-ummcmg" methods, that is, they pointed to variables

otherthln themelmwheuevduaﬁngthepaceofthelum

When verbalizing about Strategy 3, awarenes$ of what is occurring in e
" @mmmmmud’mmzmummfmmmg Thee was
references by the teachers to other variables in teaching "ego-enhancmg," which could affect .
a teacher’s ability to be aware of what is occurring in the classroom.

A fewdf the teachers referred to other asbeca of teaching which had an affect on the
interactive phase. Seme of the teachers indicated that one had to be aware in the planning
phase as to how the children might react to certain aetxvmes. The teachers also felt that they
had to be aware of the overt'and covert behaviors and feelings of Students. The six Intern

Teachers were all able to recall specific occu'xremp,,in' the classroom when they felt the

demonstrated awareness of what was occurring.
NO FEEDBACK INTERVIEWS, STRATEGIES 4, 5, AND 6
In the first‘three interviews, researcher feedback, probing remarks, and stimulus
pomts were not used to encou:age the respondents to expand their thmkmg on Strategy 4,
keepmg dxrecuons toa rmmrﬂum, \Strategy 5, "directing dxscxphne at gmlty students(only, )

and Strategy 6, "askmg the studénts to respond to questxons »
c _ .
SI I - lg ) - DO . | ! [- . .
. The initial statements made by the six teachers related to the strategy of "keeping -

directions to a minimum" were either evaluative or the respondents were provxdmg a ranonale

for the dg'ecn?x; given in the lessoffs observed. None of the six teachers quesuoned
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 whether the stmegy was d;sinble or not desirable. There was M satements in the\ |
protocols mmndicmdmmqsmegy was hot totally accepied by the teachers.

TA.14 - “Ithink they hyve to know what the§ are doing mdmunkyoummmum
| withy ns anddaowimthmkids theymnoulwnyﬂimnins.
~ TC.14-.' "Bum\eyhnveneverdonemisbeforeandmeyneed more guidance." ]
Someoftbemnememsmndebymewachmwmevaluadveandprovideda b
v | raﬁonaleatthesamedme Some of these were: -

TA.14 - "Itrcaﬂyamoy:mwhenyouluvewnoovenhe dizectfonumn

TA24 - 1 don't think my directions are ever too much to a minimum, I have a tendency
o .wdngthemouta bit."

" TB.24 - "They were very dlrecnng because T don't think you can leam anything hke this
: any other way.

« . » TE1l4 - "Thisis hard when youdontngemeanyideu. Sometimes I think you can go
S . in the opposite dmcnonandgwememtoomanyduacuonsandmenyouhave
to go back and clarify."

In the Verbalizations, the teachers refen'ed to rules‘and rouunes which were .
estabhshed in the classrooms which they felt helpedthh this stratcgy One teacher referred

ey

to the stra.tcgy of hawné "a standard signal to begm a lwson to help wuh classroom routines
and béhavmrs

‘The six teachérs were able to recall accurately where they gave directions to the_
.entire group of students. There was little reference given 1o how they gave directions when -
_ ‘iﬁinrncting with one student or a smajl group of students. Two teachers made references to
othcr vanablcs in teachmg. for example, the ability o{ young children to listen and their
, mabxhtytodeal wuhman directions at one time, The commentsmade in the no feedback i
| interviews on this strategy dealt with the verbahzanons that tgachers made abOut thc
- “dlrecuons that were glvcn at the begmmng of the lessons. There was little reference made to--

directions that were given after the interaction with the students had started.

o | ThesuIancac%crsallmd:cmdan,weptanccof&cmtcgyof"dmcung

<



v about the class or a parucular stud :

’ feelmgs the teachers had related to the strategy it

drscrphne at gutlty students only in thexr teachmg The six respondents did recogmze that -

" there were times in their teachmg when they drscrphned the entire class. The six teachers o

were. able to recwpecrﬁc events related to when both types of dtsotplme were employed m

the lesson observed. The extent of the comments were hmrted with little:to no background

 information bemg provided by the teacher Some examples of the teachers comments were:

Ce

- rA.z.s ST dontthmkldrd anything to the enitire group.”
“TABS
' TB2.5

‘ "'I don t know, I never seem to do 1t to the group

M debOth I neferred 1o the noise leyel and 1 mdmglually spoke toa few
o students who were foohng around and annoymg each other." .

TC.I.S- - "'They have to know what is expected of them " “

U TD 1.5 - "I would rather deal w1th JllSt the students mvolved. l;d Yamer be private than -

o w1th the whole class "

' TF25 - | "Strictly at mdmduals today and then only perhaps on two occasions w1th the
e

group when we were movmg -from one place to the other "

The quanttty of the verbahzatlons grven by the six Intern Teachers related to the -

'strategy of "askmg the students to respond to questlons was lnmted The teachers were able

to no examples Where the chtldren were questloned in the course of the

| observed lesson Only three or four comments were given by each of the teachers that
R related to the use of the strategy. Two of the teachers referred to the strategy of ! grvmg clues

" to elhcxt a response from the students" and sqme: provrded some background mformatron

If. Some noted comments were: -

o

. TA.2.6 SRR | know that you are not supposed to pick klds who are not paylng attention,

but I think it brings them back qurck."

. TC.1.6 - Generally I’try to ask a vanety~of students " , »
: TD.1.6 - "IJust try to get'to as many kids'as I can and I rmght p1ck 2or 3 kids on one

questton to get different/answers."

4

TD.3.6 - "I tned to-pick everybody

TE1‘6 R | usually try to make sure that everyone gets a chance, 1f not m theJesson then

The _‘ ulk of the comments had to deal with the general

. 4



[ in the day.”

[

‘ TF.B, x 2 thought that some were listening but didn't want- to volunteer answers !

In summary the analysis of the protocols on Strategtes 4,5,and 6 in no fcedback

_ srtuatxons revealed that the six Intern Teachers were inclined to only offer a minjmum amount

- of mformatton about what occurred in the classroom The teachers were'not inclined to

selfWevaluate their actions in the classrooms. 'I'he teachers mdtcated agreement with these

strategtes and it appeared that strategtes 4,5, and 6 were etther ‘assimilated"lor _

| acqommodated" in their personal phtlosophy of teachmg When discussing Strategy 6 the

: feachers had all formulated what they consxdered to be the best strategy for use in their

md1V1dua.l situations. - _
[ ) i . . . . i
) \1 e . . . .

|

- During the second set of three interviews, researcher feedback was provided to'the .

Zrespcmdents in relatton to Strategy 4, "keepmg dtrecuons toa mtmmum " Strategy 4

drrectmg discipline at

questions." ~ /

/

The extent and thecontent of the teacher comments related to the, frategy of

| "'keepmg dtrecttons to a minimum" increased in the feedback 1nterv1ews Some of the |

teachers uuually expressed some concem that they were not saymg anythtng new in relation

-to this strategy.

/

TB.A4. 4= "Again it was jast like all'the qthers It was specific for what we had to do."

TD 4 4 | "Pretty much the same as be!bre You always come on the days when we are

domg routine work.” , ‘ -

TE44 - "Ifeel that I am not saying anything different."

The teachers were able to evalulte the directions and to relate their directions to

speciﬁc occurrences from the.lesson observed. The teachers did require sorne’probing from

the medlator in order to be able to dlacuss the strategy in more depth Sorie examples of the

o

- ’ . ;
\ : i S AN
. .

. - FEEDBACK INTERVIEWS, STRATEGIES 4, 5, AND 6 AN

ilty students only," and Strategy 6," getttng students to respond o

o
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’ TF.§.4_ - When we started on it, 1 found that the dtrections Were

| this strategy when feedback was provnded

" teat}ers evaluative COmments were:

| TA.54 - | "Actually today I thmk the dtrecttoh.g were short, perhaps 100 short " .
- TB.4.4 - "Ifelt that the students understood what and why we were dorng the activity.

So yes and no about keeping the directions to a minimum. I do think I
gave sufficient dtrecttons because they caught on immediately." B

TB.5.4 - "No the directions were not kept to a minimum today because of the nature of

the lesson but I am of the phtlosophy that you should leave some of the
lcaming to exploration.” ¢ v

TC4.4 - 'l think the dtrecuons were a bit foo long I wasn treally happy wrth the ﬁrst

part of thc lesson

TES4 - "I donttlunklwent overboard. gak the duecuons that were necessa?y for
(. them 0 complete the asSrgnment. \.

where they were supposed to . . . they had forgotten
to stop and put it on the board. and get them gomg ;

Some of the teacheﬁ indicated that m take lues from the Students about whether -

the du'ecuons need to be expan&d or left as initially grven There were references as to how

.the directions were given to the students. A few of the teachers referred to the age and ablhty
level of students as betng a controlhng factor; a few of the teachers made the reference to the

_ drfferences between written and oral dtrecuons Five of rbe achers evaluated the quahty of

the dn'ecuons grven by refernng tq the quality of the work produced by the students
- A N .

The quantity of the comments made related to thesu'a'te"gy of directing discipline at
guilty students onl'y increased considerabl»x@om the no fe ack to the feedback interviews.

The teachers were more able and more inclined to recall specific occurrences from the o

~ classroom and were more inclined to provrde background mfon'natlorr related to the use of

O

The svgteachers were not mchned to evaluate therr own performance in the use of

| thts strategy Four teachers were- able to recall where the strategy was and was not uultzed

wrtb srngle students or the entire class.. Somecomrnents tnade were:

[
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TA. 5 5- ' assumed that they were b0th gutlty, ) I sent them both out.”

\\’ ) "1 did a lot of dlsmplmmg by ,Lust callmg our thetr names or Just by lookmg
them. . .. It bothers me when they are whistling or tapping their pencils i

. trying to speak “There has to be a reason behind it. Ithink they need to r~
know that you are human and there are thmgs that bother you." ‘

?;.

"Mostly th1s mormng it was people trying to 1nten'upt me."

g
"I thinkt was one of the first times with tlus group that I didn't have to
discipline the entire . group.”

There wére references made by two of the teachers to 1nﬂuences outsnde or mstde the
clvassroom over wh1ch they felt they had no control and which were affecting how the
~students in the class were dxscxphned. This stratcgy, used by the teachers is defined as
ego-enhancmg The variables referred to were, (1) the weather, (2) the home envxronment T
of a child, (3) the general emouonal state of the chtldren and (4) the type of lesson betn g
‘ expenenced by the children. s ot : D
In summary the six Intern Teachers were more able to recall specific events reldted
to the strategy of drscxphnmg guxlty students only when probmg was provided by the 0
% researcher The majonty of the teachers indicated agreement with the strategy but also .
| mdxcated that there were umes when the entxre class was disciplined for various reasons.

' /

The teachers were nqt mchned to give comments related to ¢heir own performance in relation /

//
. . ; L
behaviors were exhibited by them while interacting with the students. The teachers also /

to the use of this strategy. The teachers were inclined to provide a rationale as to why certain

/
/

related discipline problems to inside and outside the classroom variables. / -

- Askin n toR n "in

During the feedback interviews the six Intern Teachers were able to 'ellaborate in

»

much more detail on the strategles they ernploy in askmg students toéespond to questtons

o m—

" The teachers were able to retxtll spec1fic occurrences durmg the lesson when ”they were

’

mvolved in quesuomng with the students. Some of the teachers comments were evaluatlve

about their own performance in relation to the use of this strategy. Some of their comments
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‘were: - o - L - . -
TA46 - ' "Iwas tf}’lﬂg to plck the ones I don t usually ask today

" TB.5.6 - . "Iwas getting frustrated with them because they were getung kinda antsy and
not gmng the correct answers o , _

TE4.6 - '"luy. not to seem hke I'am rushmg through their w0rk to get to somebody else
~ That is one I haven't found a cure for."

7 TRS6 - " was basrcally going with tle students whohad thei iands up with an -
‘ o answer, and tried to make sure that I drdn t ask the same people overand
‘over again."

i

Somc of the teachere mdrcatcd that thrs strategy was used for dxscxphne purposes or.

are not the mmn purposes for using the strategy. ’Fhe teachers mdrcated tlm \' ; ‘
formulated a phrlosophy about how to go about aslnng statk:nts to respond to qﬂesuons
~ There were a few indications that routines had been estabhsheh'or dxscussrons and
‘ respondmg to questions. The teachers also mdtcated that they do devrate ﬁorn\these routmes
when thev feel that i 1t}1s, necessary to do 50, because. (1) particular children were notpaymg ‘

\\

attention, (2) because the teachers want to check for understanding, or . Pl

.

(3) the teachers wanted to maxrmrze class participation in a certain aspects of the lessons. |

The most common method used by the teachers was to have students raise their hands to

——— | .rA

When researcher feedback was used by the researcher with Strategles 4,5,and 6 the

volunteer answers.

-number of relevant statements increased. The teachers were not as inclined to be involved in
self-evaluauon with these three strategtes as with Strategies 1 2 and 3. The teachers appear

L have assrmtlated these strategxes into thérr\phrlosophy by the statements that they initially

Kﬂ ”\3 made about them, however, when probing was prowded in the second three mterviews the
/- teachersji;i realize that they did disc#pline the entire class and they referred to varlables\over
which they felt they had little control. The six teachers had formulated a strategy on askmg .

|  students to rcSpond to quesuons, only one teacher indicated that expenmentanon was being.

' done on this strategy

q



'l‘he comments made by the six Intem Teachexs in the imtial no feedback mter\news a , -

" were limited in related to Strategies 4, 5, and 6. dg the first three 1ntervrews the te( hers -

: things and were more inclined to offer some background information as to how and,

| "fstrategy was employed in their teachmg The teabhers were not as inclined to

were mchncd to offer a minimum amount of information about what was done in the

'class_room. In most of the no feedback interviews, the teachers-only recalled one or two

 specific occurrencesvrelafed to the use of §d5ategies 4,5, and 6. .

. When the feedback was provrded in-the second set of thne mtervrews the teachers

- were more willing, wnh probing, to provrde mformatxon about how and why they did certain , |

- self- evaluatxon with Strategies 4, §, and 6as they wére w1th Strategiest72 and 3. The

teachers did dg more self-evaluation when the probing was done by the researcher : .‘( 9

- parucularly in rclanon to Strategy 6, but it was not a'dramatic i increase-and dxdn t apply to all

of the teachers

When discussing Strategy 5, "disciplining the quilty students only," some of the

teachers referred to inside and outside inﬂuences which had a influence on the way the

strategy was employed in that pariicuiar lesson.

i

- 'The teachers were able to recall specifics and‘provide a rationale in both the no

feedback and feedback 1nterv1ews The teachers drd expand therr thrnkrng«:onsxderably in

the feedback mtemews When discussing the strategies that were glven in the initial

uestiongthere were references made to other strategies not included on the Imervrew '
q gi

Schedule.

. QUESTION 7 HOW ARE YOU REAC'I'ING TO THE PROCESS OF BEING

OBSERVED AND THEN lNTERVIEWED" DO YOU FEEL THAT THE - St

»

STRATEGIES BEING DISCU SSED ARE RELEVANT TO YOUR TEACPHNG" DO _

YOU THINK THE THINGS THAT WE ARE DISCUSSING HAVE HAD ANY



- very posmve None of the paruclpatmg Intern Teachers decrded to withdraw their

: , ‘pamctpauon in thcstudy

\

Parts of Quesnon 7 were asked at the end of each mtervxew/m ‘order to be able to”

| ,“_evaluate whether the teachers were having any problems wrth their ;fartxcxpauon in the study
or whether they felt they were denvmg any benefit from then' parucrpatron in the study. The ‘

'reactron of the six Intern Teachers to thp process of being observed and then interviewed was

{

~

) One Intern- Teacher dld expenence a problem wnh some feedback grven by the

researcher in response to a question from Mtem Teacher The Intem ‘gacher, the

Supemsmg Teacher, and the nesearcher were able to have a meeting to resolve the |

tmsunderstandmg in which the Intern Teacher was given the opportumty to wrthdraw from

the study The Intern Teacher and the Supervising Teacher dccxded to continue thetr

participation in the study

" The responses from the Intern Tgachers after the first i mtervrews, ranged from, really ,

| . liking the process and not rmndmg the &usmn of the researcher into the classroom to

makmg a statement about how nervous they ‘initially felt but were glad that the interview
encouraged- them to thmk about whiat they had j just done in the classroom.
" During the six interviews, the Intern Teachers mdrcatcd,that they had spent time -

thinking about the different strategies between the interviews Some of the cdrnments wer'e°

TA.3.:l - "Iremembered that last week I didn't like how the pacmg went at all. So this

week I focused on that a little bit more. 'The interview makes you aware® .
of certain things. When we ﬁmsh Ij _]Ot down a few thmgs, like I'wish I had
done this or done that.”

o TB.3.7 - "Yes I have definitely been thmkmg about’ awareness. . .. keep them on. track

and keepmg them from rmsbehavmg "

TD.2.7v - "Ihave decrded to keep ther’ from wondenng around the room and make them

put their hands up'to stop the call outs.”
The six Intern Teachers all refetred to an mcrcased awareness about what they were

) domg in. the classroom. They also verbalized about how the stlmulated recall forced them to
, think about what they had just done in their uclassrooms and they felt that this was ‘beneficial

\ 103
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for their personal development. ; - - .

\

TB.4.7 - "I'must adrmt that I think a lot about the strategres It herghtens your awareness.
. . It heightens myself—evaluanon skills." .

TC.5.7 - “I¢'s sort of like effectlve teacher trarnmg, it sort of causes you to focus on
-  strategies more."

‘ TD?’I - "I thmk a bit more- about what I'am doing and [ find myself saymg something
‘ ‘and then thinking that was mild cnncrsm." ‘

: TE37 - thmk it's great It makes me sit down and reflect about what went on in some’

of the things that I said and did. It helps you remember what
happened It makes you aware."

i

In the concludmg interview the teachers were: asked to comment about the choice of
the strategles, the nrmng of the i mtemews, and whether the process has had any impact on

their teachmg Some responses from the teachers were:

TA.6.7 - - "The strategies are relevant. I think that someumes Iget stuck in a rut and there
" -, are somethings I will probably never change. There are things like "pace” that
- you think about a little bit more. ., . it brings to the concious exactly

what you are doing and maybe you can expand on 1t N

TB.6.7 - "I think the strategies were very good. I think that the process increases you

- awareness of different skills. . . .I can't say that they are my favorites, you
also have to be aware of your weaknesses . I'am sure that it will cause some
change.  The more you are forced to think about these things the mdre
internalized they become: . The iming was good for me."

v("

The statements given by the six Intern Teachers were smular so examples from only
some of them are mcluded here. The teachers mdrcated that they enJoyed the expenence and
that there was an mcreased awareness of various teaching strategres

Some of the Intern Teachers mentioned that they really liked the approach taken in
this study in conjunction with the Teacher Effectiveness Training they were recelvm g in their
district at the time of the research Some of the respondents felt that the two approaches o
‘working in conJuncuon wrth cach other, really helped to increase thexr awareness of the
strategies and helped them to recogmze how they were usmg the strategies in thexr teachmg

A few of the teachers indicated that they did not know if there would be adirect

2 ¢ : .
effect on how they operated in the classrooms and wanted to know.if the research process



;n\‘.

105
could be continued to the end of the school term.
It was not part of this study to determine whether any of thc stratches being

discussed were being modxﬁed by the teachers in their classrooms. There were indications in

 the interview protocols to suggest that some of the participating teachers were trying some

different approaches as a result of their parﬁéipation in this study.

SUMMARY o

It Was the purpose of this chapter to focus on the macro-analysis of the interview by

" protocols. The interview protocols were analyzed usmg the stratcgres as the basis for the

- amilysls ‘ﬁne first three interviews where feedback vaen on Stmtegles 1,2, and 3 were

analyzed, followed by the second set of three interviews \fvhere no feed\baek was ngen on I
these strategies. Compansons were then madc in the verbal statements of the Intern Teachers
in both situations.

The next section focused on Strategres 4, 5, and 6 where no feedback was 1mnally

| given m the ﬁrst three i interviews and then on these same strategies with feedback provided.

Compansons were then made between the verbal statements made by the l{xtem Teachers in

the feedback and the no feedback i mtemews

/1’
The discussion then-focused on the Intern Teachers' reactions to Question 7 on-the

Interview Schedule. ,Comparisor\s’ were made of the responses of tlie Intern Teachers to this
set of questions dealing_ with their feelings about the process used in lhe study. -
In response to Research Qucsdon 4, which it was found that the teachers, while
descnbmg their acuons in the classroom, used vocabulary whxch was not specxﬁc to teaching
or to teacher effectiveness training. | ‘
In response to Research Quesnon 5, whxch it was found whcn feedback was
provrd_cd by the researcher that: |

(i) the tcachers were able to recall more detalls about thc lesson observed,

(u) the "assumlanon or "accommodauon" of certam strategles was more evrdent

i Y4
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because of an increase in background information being given b
respondents, - '
‘ (ii) the teacBérs used more "cgb-e_nhancing" statements, o

Py o -
3y DR '
N .

(v) the teachers referred to other strategies not included in ‘hls stud , ;

In response to Research Question 6, which it was founditity,

(iv) “the teachers increased the number of self-evaluative smtgmeh

comimon patterns of thinking among the respondents. The patte; b
the macm—analysis of the ptotocols wcfekzy |
(i) the majority of teachérs indicated g reluctance to accept Strategy 1, mild -
critiéism. as being effective and used other terms to accommodate" its use in
their teaching, )
(ii) the teachers made evaluative statements about the same $trategies,
(iii) the teachers were inclined to use "cgo@nhancing" verbalizations in relation to
- some of the strategies,
(iv) the tcachers'indicated that some of the strategies Werc being "accommodated”
into their philosophy.
In response to Research Question 7, which it was found that:
(i) all of“the teachers reported an increased awareness of different teaching
strategies, | |
(_i_i) thn: teachers indicatéd that mc;' spcrit more time thinking about the use of
various strategies, o
(iii) the teachers nbteq'that'stimulated recall encourages teachers to self-evaluate

g i

their own performance,

»

. . ) . > .
(iv) ;he teachers felt that the interview process used in this study was valuable in

conjunction with the effective teacher training that most of them were

. taking, and .
2

(v) the teachers'were unable to identify any changes in their teaching practice as a



o)
result of the intemcxipns" with the researcher.

*
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CHAPTER?7 . ' v
SUMMARY CONCLUSIONS, AND nwpuc.mms ,

The recent emphasis in the research onieaching has been on proceésproduct
variables. This research has led to the acceptance by many educators of what are considered
to be effective teaching practices. The identiﬂcation bf effective teaching stmegie.s hlg leg
(a) to educational efforts with the aim is to increase teacher awar&&ss of these effective
.s&awgies and (b) to the inuoduc;ion of training programs de;ignéd to increase the classroom
use of these strategies. ‘

| Since tueha thinking isa demmimng factor in the adopuon and nnpkmentadon of
unproved classroom pracuces it becomes dmmble to have a greater understandmg of the
thoughts teachers have about me\mstrucnonal processes they use. However, teacher
thinking canhot be readily studied by direct means. Teacher verbalizations of their thought
' proccsscs serves as an indirect indicator. It is'for this reason that the focus of the present
study is on teachers' vcrbahzmg about the teaching strategies thcy use and on the degree to

which the supcmsory process can affect teachers' abilities in this area. ..

_} This quasi-experimental study was sesigned to bé exploratory and desc;'ipdve. -The

study examined the degree to-which teachers were able to vcrbalizc about the use of Sclccte(i
teaching 'Qu'ategies in their clas s. The study also mvesngated the dlffcrenccs in the
degree to which the teachers verbalized abou( these strategies, while reﬂccung on thcxr

actions, m feedbagk and no fcedback interviews.

In the first phase of the study a survey instrument, designed for this study, was used -
108 '
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© idenﬁfy differences in the pexgepdons of wachen oonceming the desimbﬂity and ﬁequency
of use of 54 mching strategies. mu'isons were made betwean the 17 responding Inten

Teachers and 15 re:ponding Supervmng hers. This information was used to select gtx
strategies for detailed examination in the phmofthe\smd*.' o -
In the second phase, six of the Integh Teachers were selected from those who

—

t and Mmyolunhtopmidpateinthe
observation and interview part of the sudy. The six Imem Teachers were observed and. .
interviewed six times each for a total of 36 observations and interviews. During the
mtaviemmelnm'l‘eachmwmubd,udngthesnmulatedmcallmethod,torcﬂecton
the lessonobservedandmvabalizeabouttﬁ“éwachihg strategies they used. In theﬁrstdm
N muemews with each Intem tha, the six respoudems were asked to reflect abont all sxx
strategiq selected for tlns study. The mediator provided stimulus pomts. probing remarks. )
and feedback statements about the first three of the strategies. The mediator provided no* -
feedback about the remaining three strategies. In the second set of three interviews the
process was revased with no feedback provided for strategies 1, 2, and 3 and dctmled
- feedback provided for strategles 4,5,and 6. ' /1 ‘
Dutmg the observation phase the researcher made extensive notcs about the use of

-the six strategies in the classrooms. These notes were the basis for the stimulus points,

probing remarks and feedback sﬁ&mn\ts used with the Intem Teachers as they reflected on -

the strategies being di,scusséd.

The purposes of the analysxs were four-fold
1. Todetmmne what differences in perceptions exlswd between Intem Teachers and
) Supcmsmg Teachels about the use of various teaching strategies and whether any

i dxffmnces were stansucally sxgmﬁcam.

2. To detemnne vduch teachmg strategies could be used~as thc basis for the interviews with

. A
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- thelntem'l‘eachem% ‘ " L : o . .o,

" vt B D

.3, To dete’rmine the degree offchange, if any, in the  types of. neacher thinldn; as idendﬁed in
the Verbaliudons of the Intern Teachers using a content analysis yrocodm | q
4. To dewrmino how the mediator feedback or lnck of feédback affected the contentof
teacher verbaliuitims in the stimulated recall sessions
, , ' FINDINGS AND CONGLUSIONS , T
In ne\newmg the ﬁndmgs and conclusions of thxs study the reader shoulM
mind the hmitauons ot' the study. namely, (1) the small number of panicipams in both phases
. of the study, (2) dlffe:ences among the teachers in thar ability to verbalize about the
" 1den{ﬁ§‘smtegm, (3) the ablhty of-the researcher to establish rapport, be unobtmswefind
stimulatn teachers® verbaljzations, and (4) the ability of the researcher to control his bxase?~
‘Because ¢ ot‘ these limitations, genmlxzmg 1o other situations must be done ‘with caution.

The findings and conclusxons appear in seven sections each headed by a research

question of the study

Analysxs of the perceptions of the Intern Teachers and the Supervismg Teachers

concermng, (a) the dwxrabxhty of each pf 54 strategies for use in their teach:(:g. and (b) how
frequently they emplo!yed each strategy in their teachmg, revealed the following:
(i) for 16 of the 54 strategies there was hxgh agxecmem between the two groups on
the Dwrablhty Scale and for 13 of them there was high agreement on the
Frequency Scale,
(u) for 28 of the strategm there was moderate agreement between. the two groups |
j = onthe Desirability Scale and also for 28 sumgusmaewasmodm |

A ,
' agreenient on the Frequency Scale; and
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At for 10 of. the strategles there wasa low levél of agreement on the Desxrabrhty
Scale and for 13 strateg;es there was low agreement on the Frequency Scale.

The 54 strategles were classrﬁed into five categones and means. computed for each

strategy The lughet mean scores for Intem Teachers and the Supemsmg Teachers were -

compared It was found that the Su TS ' Teachers rated 33 of the strategres hrgher on

the Desxrablhty Scale than d1d the Intern Teach s, On the Frequency Scale, the SupemSmg

| Teachers rated 29 of the strategres hlgher than dxd the Intern Teachers “There wason
: Desrrabtltty Scale strategy and two Frequency Scale strategles for which perfect agreement
‘ ‘hetween the Supemsmg Teachers and the Intern Teachers: exrsted The Intern Teachers
B scored 20 su'ategles lugher on the Desu'abthty Scale and 23 strategres hrgher on the
Frequency Scale than did, the Supemsmg Teachers o ‘ | | #

The data for these 54 strategies were subjected to analysrs of variance in order to
1denufy any stausucally srgmﬁcant dtfferences in means between the_ two groups It was D
found that: '~ . | | ' |
(1) ’There was no statrsucally sxgmﬁcant d1fferences between: the Intern Teachers
 and the Supemsmg Teachers on any of the 13 "Classroom Climate Strategles
| . elther for desirability or frequency | |
:L, : (lj) There were no stausucally srgmﬁcant differences be-tween the two groups on
| the 19 "Classnoom Interacuons Strategles" on the Desrra\bxhty Scale, there |
were, however stgmﬁcant drfferences between Intern Teachers and
Supervrsmg Teachers on the Frequency Scale, namely, use a vanety of
P mstructxonal techmques, and receive extemal supervision".
(m) . vThere was a sxgmﬁcant drfference between the two groups in one of seven
- "Student Management Strategles namely, "have a system of rule" on the
_ | Desrrablhty Scale, however there were no s1gmﬁcant drfferences between ?he A
_ two groups on the Frequency Scale o » , B
- (iv) There was a stauSucally significant dl{femnces between the two groups on one
1

Ry

o

T
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of the ten -"InstI'uctional Organizationf‘sziy'ategies" on the Desirability Scale that -

: bemg orgamze the class to increase learnmg time" and one on the Frequency |
Scale that betng "explam the purpose ‘of each lessé*r’t ' .
(v) There were“rro stansucally srgmﬁcant dxfferences between the two g‘roups on
the ﬁve "Student Evaluatio'n S_trategies"(on th% Desirability Scale: there was, :
- however, and signiﬁcant difference'between' the'Intern Teachers and the
Supervising Teachers on one of the strategies on the Ere_quency Scale, namely, |
"use external standardxzed tests." i .

When makmg compansons between the Intem Teachers and Supervmg& Mers
about-the orderin which the two groups rated the 54 strategies, as. to their desmxbrﬁy and .
frequency of use, it was found that, (a) the d1fferences in the ranngs ﬁve to the strategies by’ y
the two groups was more in agreement on the Des:rabrhty Scale than oq the Frequency Scale,
(b) in four of the five strategy clusters the two groups rated the same strategy first on the
scales, () in four of the five clusters the two groups rated the same strategy as bemg least
desirable on the Desuabthty Scale, and (d) in three of the five strategy clusters the two |
groups rated the same strategy as bemg used 1east frequently, and (e) the drfferences in
raungs wrthxn the clusters were not great @a—: being within the same "level of

| agreement.” | ' ' | o
- The ﬁndmgs indicate that some drfferences existed in the percepuons of Intern

Teachers and Supemsmg Teachers w1th respect to the desirability and frequency of use of

the 54 teachmg strategles Drfferences in the means were found when comparmg the

-

responses of the two groups However when the orders ratings were examined it appears )

that the d1fferences in percepnon between the two groups is not great as the order in which
the strategies were rated was similar for both groups. The ana1y51s of the variance did not

mdxcate many strategies with stansncally 51gmﬁcant differences. This may be due to the

» small number of pamcxpants used in the current study

‘ It was concluded that even though tfhere were some drfferences in the mean scores of .

\
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‘indicates that the differences in perceptions between the Intem Teachers and the Supervising

Teachers were not great. 'I'he sumlannes and dlfferences betugeen the two groups may be
mﬂuenced by 1) differences in length of téaching expenence,, (2) dxffermg envrronmental
experrences while teachmg, and (3) recency of contact with formal courses or trammg in

teacher effectiveness.

| o3
‘ Supemsmg Teachers and Intern Teachers, the srrmlanty in rankmgs of their responses

g .

© The coding of the interviews identified 4, 169 teacher verbalizations. Of the total,

 64.3 percent of the teacher thoughts were grven when probmg was bemg provrded by | the

medxator, and the remamder, 38.7 percent were produced when no feedback was being |

L]

provrded by the medlator o
It appears that teacher abrhty to provrde verbahzatxons relative toa strategy can be

enhanced if teachers are ﬁrst, provided wrth a trammg process where they are eqused to

. vanous types of pro@ng"tb—wcwase their awareness of the use of drfferent teachmg

.strategres S ' | A o <

Referring to Table 5.4, there was a considerable increase in the number of

verbahiaﬁorfs genérated in the feedback interviews as cornpared to the no feedback - -

inte‘ryiewfsg‘ All types of thrnkmg categories showed mcreased nelevant verbahzauons as
result m the mtervrew process
B (x) Of,;he Code 1 planmng thoughts generated 30 percent were in no feedback
' interviews and 70 percent in feedback i mtemews | " ‘
(u) Of the Code 2, teachmg thoughts generated 37 percent were given in the no

feedback mtervrews and 63 percent were glven in the feedback i mterv:ews

a.

(m) "Of the- Code 3, analyzmg and evaluatmg thoughts gené"rated, 35 percent were in |
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no feedback interviews and 65 percent were in fcedback mtcrvnews SR

(iv) Qiithe Code 4; apply to future sltuatxons thoughts, 47 percent were gcuémtcd

cedback interviews and 53 penccnt were in the ‘fecdback mtemews
| It is concluded that probing rcmarks. fcedback statemcnts, and sumulus pomts can
bc uscd to increase teachers’ verbalizations about the use of various teachmg ‘strategies in
their classrooms. But, morcly asking the questions as suggested by Grimmett (1983) does -
not appear to ellicit much more than a limited ;cactioft from teachers. »Questionihg techniques -
will increase the extent of the relevant information provided by the teachers in mtcrvlcw
situations. A supervisor, using prdbmg metho@ can mcncase the amount of relcvant
content in the verbalizations in (1) planmng thoughts, (2) teaching thoughts 3) analyzmg

and cvaluaong thoughts, and (4) apply to future sxtuauon thoughts

flect on their actions in'their classrooms?

After the content analysis of the interview protocols it was deteﬁnined that44.8 -

*, percent of the verbalizations reflect tcachmg thoughts, 43 8 pcrcent were analyzmg and -

»'t‘ievaluatmg thoughts, 8.6 percent were planning thoughts, and 3 0 penccnt werc apply to
future sxtuauon thoughts. |

These findings are in agreement with other sﬁ‘es done on the types of teacher
thmkmg Clark and Peterson (1986 272) report that if . . . one looks only at the studies in
which normal learners were taught the percentage of mteracu’vc, thoughts thoncd ...was
between 39% and 50%." The teéching thoughts or ihteractivo thoughts have boen found to
. bethe most prevalerit in teachers' reflections on their own teaching. Thc analyzing and
cvaluatmg thoughts are high in the present study, as most studies d1v1dc this category into
sub-categories. This was not done in this study and ‘mpmg was present as a rcsult The
"planning and apply to future situation thoughts" had the smallest number of teacher

;cr'.balizations. This finding is in agreement with Tuck\ycjl_(1980). ‘l

{
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S (¢ appears that teachers while reﬂecting on thexr teaching, are able to verbalize
thoughts related to the actof teachmg and are able to analyze and evaluate thexr use of some
strateglies they used in their teaching. '_I‘eachers are, to a lesser extent, able to prowde

verbalizations relative to "planning” and “apply to future situations.”

After the analysis of the interview protocols it became very apparent that teachers do

not use an "occupational argot" or language which is specific to the field of teaching. This
'was evxdent even though the Intern Teachers had Just completed their umversxty trammg and
* all but one was taking 'I‘eacher Effectiveness 'l‘ra1mng offered by the Edmonton Public

School District at the time of the study. One teachers of the six teachers used a very limited ~

_ amount of vocabulary that was related to teacher effeétiveness traxmng Some exaaf
teacher languagev»have been randomly selected from the interview protocols to illustrate this

point. The statements made by the teachers were:

TA23 "Iglarea lot. Iam always doing that. Sitdown. Move over. Iprobably do
that to try to get them <o quiet down " e
" TB.I -6 ~ "Tusually know the ones that wﬂl usually answer the questions. In certain -

~ lessons if I see a child who rarely answers, quite often Il pick up on that
opportunity and ask them to respond a few more times thmkmg that this might
bea toplc of interest to him."

"TC2.2° " "Yes I don't think thltt anything was too long.. Each acawty was different. ‘
: The two activitics were rising and falling, the two were similar but'the first one
was more sort of a lead to the second." . , :

TD1.2  "That was probably my fault. I was sort of playing it by ear, I wasn't sure
who was finished on the pages and that, and [ was trying to* keep ahead of
them and assxgn more wo. :

- TE4.6 = "Alotof the kids that I usually try to get to weren't here today. We ha%
. : away this morning so that makes a bxg difference. There are some of the
Itry to get to first." - \ 3 \
TF.6.6 "When I walked around the room, some kids had done the four parts and some
: - were short and had a lot of room left on the paper and were wondering what
they weré supposed to do." , .

N

D et



It would appear-that if teachers and supervisors are going 1o get the desired benefits =
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from an mtervxew or 1sotopex process the language used needs to be similar so l

communication can be honest and open and not hidden in technical terminology. The

"horizontal approach" and a collegial relationship should be established so that

communication between the supervisors and the supemsecs and its effects on evaluanon. as

described by Gitlin, et al. (1984 52) referred to in Chapter 2 seerhs to apply.

After the macro-analysm of thei mtemew protocols it became appanent that the

probmg done by the mediator had an effect on the conitent of the verbahzanons by the

teachers in the following ways

(1) The six teachers were able to.recall more detaxl of what occun'ed inthe =

;i)

(i)

"classroom, the historical background, and gpecific information about Students

that we;je related to the suategy. '

The six -teachers expressed their “assimilation” of some of the teaching

'strategxes into thelr phxlosophy by expandmg on the rationale behind certain
‘behaviors they exhtbxted ‘This is the "Implicit 'I‘heory of Teachin g" discussed
_in Chapter2. . -

The teacher began to "accommodate" certain suateglcs into their philosophy.
This was particularly ev1dent in the discussion of Strategy 1, "the use of mlld

criticism” where four of the six teachers revened to their ongmal posmon on

the strategy. ' B L :

(w) The teachers were inclined to be mvolved in ego-enhancmg" and "defensxve

thoughts by 1dent1fy1ng variables within the environment over which they had

little or no comrol They felt thls had. a negative effect Sn pamoular strategies

- in-the classroom. Ego-enhancement and defensiveness were particularly
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- evident when discussing "pace of the lesson™ and "awareness of what is
occurring in the classroom. - |
(v) The number of sclf-cvaluauve comments ﬁlcreased when feedback was
ey provndcd. The most notable change occurred on strategies 4, 5, and 6 when
\) feedback was added in the second set of three i mtemews
(vi) When fcedbaclcc was provided the Intet'n Teachers' verbalizations increased
relative to other stratches not included in this study |
In concluston, it appears that the probing by the mediator had a meamngful unpact
p on the content of the vcrbahzauons by the six Intern Teachers. It appears that whcn‘ feedback
is provided, the teachers, while reﬂecnng on their teachxng, increased mformanon about

their philosophy of teaching.

It was found, after the macro-analysis of the interview protocols, that there were

some common patterns in some of the teachers' 'vetbalizations about the use of speciﬁed
strategies in the current study Some of the pattems cxlstcd in both the fcedback and no
feedback i interviews. | - ,

If the teachcrs were accommodatmg" the strategy, as thcy appcared to be doing
 with Strategy 1, "the use of mild crmcxsm , they were inclined to apply terms to the strategy
which enabled them to ﬁt that strategy into their personal philosophy about teachmg Some

of the terms used were, construcuve, guldmg, and "helpful hints." Thts was done by

four of the six teachers. | ~ '
» -Sqme of the strategies eliicited an evaluative statement from the tca'chers.‘ The most
notable being S‘tratcgy 2, "the pace of the lesson.™ The six teachers usually started their
.comments vcith, "I think the pace was .. .."

The teachers were inclined to use "ego-enhancing” or "defensive" verbalizations 3{;3
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when discuséing‘some qfrihe strategies. This was done by referring to outside influences |
‘ ow_:r which the teachers felt they hﬁve little or no contrgl. Strategy 2, "phce of the l'essc_m."‘
and Strategy 3, "awareness of what is occurring in the classroom" are the most notable
strategies where this type of verbalization occurred. This was done by four of the six
teachers

All six teachers cxpxesse’d agreement with Strategy 5, "direc-ti'y discipliné‘ gt guﬂty
students only," and yet thexr verbalizations included reference to where the entire groug was
disciplined at some point during the lessons. They appear to have "accommodated" this - .
~ strategy to their philosophy and yet were not utilizing it at certain times in their teaching.
They took a "dcfe;xsive" position ' when asked to exp“lain their behavior in this regard.

When the teachers were discussing Strategy 4 "keeping dxrect:an toa mmunum,
they were mclmcd to refer to directions that were ngcn to the entire class. Only after probmg
- did they provide mformaqon about quhan ges betwcén,_thcmsclvcs and individual students.

~ When verbalizing about Strategy 6, "asking students to respond to questions," the
six Intern Teachers expressed their own philosophiessabout desirable practices with this
 strategy. One of the six teachers mdlcatcd that he or she was expcnmcnung with dxffcrcnt
tcchmques related to this strategy.
— In conclusion, it appears that thefc are patterns to teacher thoughts and these patterns
are sggctimes related to the strategy that was being discussed. The above Apattcrns \n—r-erc "rlmt‘ :
cbnsistent for all of the teachers. The patterns of verbalizations were frequent enough to

suggest that they should be given more consideration when-examining teacher reflections

about teaching practices.

, After examining the teacher responses to Question 7 6n the Interview Schedule it

was found that:
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(i) allof the Iea(:hérs rcpdrtcd an 'in’c‘reaﬁed awarqncs§ of diffcrent"tehching
strategies as a result of the process, o
(ii) the Intern Tcachers verbalized about spendmg more time thmkmg about the
strategies in relation to their teaching pracnccs, : o
(iii) stimulated rccall encourages teachers to thmk about what they do and the
\ teachers felt that it was beneficial,
(iv) three of the tcachcrs indicated that they found the reflection on action interviews
| particularly bcncﬂcial in conjunctidn with the cffec_tivencés teacher training, and
(v) all six of the teachers indicated that they were not sure if their reflection on
actions was hayihg an impa;t on hcach-ér bchaviox_-; in the classroom. '
It can be concluded that reflection on action, as perceived by the six Intern Teachers,

doesv'appcar to increase thei; awareness of teaching strategies. It also increases their ability to

" v:rbaiize about the use @f those strategies in their teaching. It can also be concluded that

reflection on action as perceived by the teachers is a beneficial process. It also appears that
the teachers felt they were involved in more self-evaluation as a result of being fdrced by the
progcess to verbalize about their teaching. The teachers did not perceive that there was a direct
lmmwecn xtﬁccting on action and any changes t‘hcy were making in their teaching

. T oom

behaviors.

IMPLICATIONS FOR FUTURE RESEARCH
The present study of the perceptions and statements of teachers while reflecting on

their actions is a relatively new area for investigation. This exploratory and descriptive study

has revealed areas of interest where this research may have an impact and points to concerns

where further research could be carried out.
1.. Where differences’in perception exist between Intern Teachers and Supervising Teachers
about the &csirability and )freqixcncy of use of teaching strategies then:

(i) studies could be designed to investigate the possible causes or sources of such
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differenées.‘ ' ‘
}\ (ii) studies could be designed to investigate whether differences in perceptions
| about the desirability of various strategies are reflected in the evaluation of
teachers wheh the perceptions are the same or different from tho@e of the
| supervisors,
(idi) studxes could be completed to investigate the differences in percepnons of
supcmsors of teachers, cxpenenced teachers, and inexperienced tcachcrs, and
(iv) studies could be dcsxgncd to investigate the knowledge that supervisors
possess about differing perceptions among thos¢ they s{xpcmsc
2 Refemng to the Survey Instrument, if this study were to be duplicated, the Frequency
Scale classxﬁcauons should be altered: Some of the teachers mdlcated difficulty with this

. scale stating that some of the strategies could not be placed into any one of the categories
given. ,

3. It was found in the process of doing this research that some ot;'the Intern Teachers felt

" that they were more able to recall specific evcnt; if the interview occurred in the same = ..
location where they were observed teaching. Some of the tcachers appeared to trace their
interactions in the classroom with their eyes in the course of the interview. This is a point
that a researcher may want to consider when desngmng a study whcm stimulated recall is a
strategy employed. Tuckwell (1980) makes some rccommcndanons about the use of
stimulated recall methods that might be considered in conjunction wuh the above suggestion.
4. The observations and interviews in this study were conducted one week apart. The
teachers pafticipau‘ng in the study indicated satisfaction with the time between the
observations and interviews. They felt it left them time to reflect on their own comments
bctwéen interviews and their own teaching, Optimal time between interviews is not
established. A research design could be formulated which could provide more information
related (o this area. |

5. While th\eteachers were verbalizing about their teaching, patterns of thinking emerged
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andwere related to particular strategies. Are supervisors-of teachers able to'mgognize these
patterns when teache{s m‘%erbalizing about their tcaching? On which strategies are teachers
more likely to express verbalizqtionsg’which reflect the following:

| (i) evaluation of themselves?

* (i) "assimilation" of the strategy into their philosophy?

. .(ii_i) "accommodation” of the styﬁwgy to their philosophy?

| (iv) e'go—cnhahcing" verbalizatiohi? ‘

v) "dcfensive" patterns of t.houglm? L -
6. If teachers express an increased awamness o(;heu' use of tcachmg strategies in the |

. interview situations, i8 the increased awareness reflected in thclr teachmg practices?
R would appear from this study that there are considerable differences in the mdmdual
perceptions about the frequency of udt'o? various strategies. This discrepancy was most
notable in the interview pmtocofs where "accommodation” of thc suatégy- was cvidcm; If
teachers express that a particular strategy is part of their tcac':hing’;'to what extent is there ' "
agreement between the teachers' pcrception§ and the actual u;c of th; strategy? |

8. If teachers don't use a vocabulary specific to teaching, that is, an occuphtional argot,
could ihc wording of strategies affect teachers' perceptions of those strategies? What effects

' wduld be experienced with a Supcrvisor using a technical occupational argot as compared
“with common language during the interview process? A study incorporating the effects of
language could have a direct bcarin gon the evaluation and supcrvisiori of teachers.

9. If reflection on action is a good strategy for developing a broader knpwlcdge about the
philosophies of teachers what i unpact oould “reflection on action" have on the evaluauon and’
supervxslpn of teachers? How would evaluation and supervision practxces incorporate
personal characteristics into the evaluation and supervisory procedures used?

10. It was noted that the “reflection on action” when probing was given first appears to have -

. increased the ability of the fcachers to answer the questions when the probing was |

. withdrawn. A study could be designed to investigate. this further and determine whether this
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‘ increasﬁ%mty on the part of teachers is sustained for any léhgth of time. This finding also
has implications for the training of teachers in universities or through teacher effectiveness

training or education.

IMPLICATIONS FOR CURRENT PRACTICE ~
The findings of the current study of teacher verbalizations and their perceptions
about the use of teaching strategxes may have unphcanons for current practice. Some
posslble unphcadons are:

(i) If problems of communication exxst because of the lack of a "prolmional
argot” in the field of teachmg then it comes necessary that some steps be taken
to educate supervisors of teachem and teachers to-use a cornmon vocabulary so
that communication can be madxly undexstood by those mvolved in the field.

(ii). Supemsors need to become acquamted w1th the differences in percepuons
among those whqm they supervise. Only by knowing ttie phllosophy of each |
teacher and the strategies which can be eitner be "assimilated” in or
"accommodated td that philosophy can supervisors assist in the educatipn or
re-education of a teachers. These elements may need to be included in the
-trammg of teacher supemsors ‘

(iii) Supemsors of teachers and teachers themselves may ne to be educated about
the various strategies they employ while verbalizing about educational
practices. If "ego-enhancing” and "defensive" statements are being made
during interviews, the@ parties involved need to be aware that those strategies

*are being udlized |

(iv) Itwould seem that teachers need trmmng in teaching pracnces as well as
encouragement to expand thexr repertoires in this area.

(v) Teachers can become aware of what they do in classrooms_and can become

aware of what‘thcy do is not always in agreement with their stated philosophy
4



(vi)

In the current exploratory and descriptive study some of the findings were’

- w
¥
‘ . - ‘
,
.-

of teach practices “This too has possible implicadons for inservice

programs for teachers. |
There is a current movement jSward more intensive supervision of teaching

personnel. A finding of

i study was that teachers, by mcmasmg thcir
, Were more mﬂective of their own' performance

Consideration should be given to the advantages and disadvantages of having

teachers become introspective about their own teaching.

RESEARCHER REFLECTIONS ON THE FINDINGS .

anticipated by the researcher, while, other findings were not expected from the analysis .of

'~ the data in the two phases of this study. Some of the angicipated and unexpected results are

»
as follows:

*

(ii)

o

+ (i): The researcher and others who reviewed the survey instmmcni felt that there

would be greater agreement between the Intern Teachers and the Supervising
Teachers about the Desirability and Frequenty of use of the 54 teaching |
strategies. It is interest to note that the Supcmsm‘ Teachers rated more of the
stratcgks higher than did the Intern Teachcrs Also, of the six strategies. wherc
there was a stansucally slgmﬁcant dxffécnce, the Supcm:f»mg Teachers rated
five higher than dld the Intem Teachers. |

It was expected that the Intern Tcachcrs would be more capable of verbahzmg

- about their teaching in the no feedback situations than was found in the study

as five of the six teachers were taking Tqachcr Effectiveness Training with the

(iii)

Edmonton Public School District at the tifne of the research.
It was expected that providing feedback would enhance the ability of teachers
to express themselves about;their teachjng practices and this was found to be

SO.

. 123 .vly. )
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* (iv) Tt was expected tibat the Intem Teachers would include more ‘self:evaluau;e |
commentsyin their verbaliza&ons because of the training they were currently -
mvolved in'and because they had Just recemly complened their university
, educanon _The six Intern Teachers evalugted their performance only in relation

to a couple of the six strategies

(v) The "ego-enhancxng" and "dcfenswe" verbalizations were expected but the
commonality of those verbalizations was unexpected. -
(vi) The language used by the six Intem Teacherd to descnbe their pert'ormance in
the,classroom wis an unexpected finding. The almost total lack ofa
. "professional argot,” even though the teachers'had just recently completed their
university education and were taking a Teacher Effectiveness Training - |
~ Program, made this fuyg even more surprising.,

(vii) The ease with which

-

researcher was able to distinguish between
“assimilation" and "accomrhodation” of various strategies from the
! verbalizations. of the teachcrs was surprising. ) |
~ (viii) It was found that the "isotopex" interview as described by Gnmmett (198 l) is
not adequate to get meamngful information from the teacher about a teachmg
performance Pmbmg, feedback and stimulus poirits are necessary fro the
initial quesuons to ellicita rd!'.‘ponse with enough content to be of assistance to
eva‘luators or supervisors of ,Igachers. :
) | CONCLUDING REMARKS |
Thh: current study was inspired by the researcher’s interest in the supcr:vxsron of
thosc teachers who are workmg toward adoptmg more effectrve teachmg strategies in their
classrooms. Knowing that the'meanmgfuLsupcrvmon of teachers for the improvement of
instruction is very time consuming, i't seemed‘ logical that teachers not only need to be aware

.of effective teaching practices, but they need to constantly reflect on what they are doing and
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be able to cvaluat; thetr own perfonmnce As notcd in Chapter 2, teachers are not: good v
sclf-cvaluators This study was des1gncd to investigate what effectsa supemsmn process
* could havc ona tcachcr s abxhty to verbahzc about teaching sn'ategxes |

| As a'vesult of the treatment used, it was found that the six tcachers in the study

LR

. becamc more: mtrospccuvc about their teachmg 'I'hxs was evident from increases in the four

types of tt:at:ht:lt thmkmg exammcd, among whxc,h was one ccntral to the purpose of the

' study, nnmely, analyzmg and evaluatmg thoughts ”

tf?:',x

-
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L ~ Desirability and Frequency of Teaching Processes,

Strategies, and Skills

O ;
‘D

The followmg isa list of "teacher should" statcmcnts Ttis requested that you
respond to each item as given using your personal point of vxew

Please mdxcatc you opinion by drawing a circlg around the response you decide most
accurately reflects your feelings. Please note that there are two responses requested for each
statement. The first scale deals with whether you feed the process, strategy, or skillis —
effective in your teaching. The second scale askes that you indicate how often you feel you
‘use that item in your tcachmg ~

‘¢

D o'l-]- S ]

}H)-nghly Desxrable D- Desn'able SD - Somewhat Desxrable N - Neither Dcsxrablc ' }
-nor Undesirable, U - Undesuable

 Frequency Scale

4 - Several Times a Day, 3 About.Once a Day, 2 - About Once a Week, 1 - About Once a
Month, 0 - Infrequently.or Never.

The teacher should:

... use a system of rules that allow students to attend to their needs.

—

...provide interesting material for more able g't'udents when they have completed work.
-..be aware of possible dlsrupuons even when workmg with other students.

...use lecture, factual questions, and supcrvxscd study as much as possxblc

...prevent gnisbehavior from continuing so other students are not affected.

' . . Yy
...concern themselves mainly with the academic needs of the students..

.\‘ —

...direct disc'iplinc at the guilty students only.

..handle disruptive behavior in a low-key manner.

v 0@ N L AW D

...Jet the flow of the lesson respond to unpredictable occurrences.

10. ...move around the room and montior r student work and dcmonstratc awarcncss of what
- all the students are domg , .

11. ...deviate from designed lesson plans whcn the opportumty arises.

12. ...explain the purpose of each lesson. K )

o{ ' ' *



13.
14, ...

15.
16.
17.
18. ..
19. ..
20,
2L ..
2. .
23."..

25.
26. .
27,
28.
29.
30.
3L .

32.
33.

...organize the class to increase leaming time.

~use a variety of mstrucnonal techniques to' meet the nccds of the students.

133

use external standardized tests to determine whcthcr material has been adcqugtely
covered.

...use a standard signal to start the lesson. » °
...receive supervision for evaluative purposes..

..keep the giving of directions to a minimum. -

.use students daily work as most important for diagnostic and cvalu_ativq purposes.

.communicatc“on a level students are able to understand.

v gwe feedback when it is convcment to d¢ so. -

.depend on. self developed mastery tests in making decisions about student Ieammg
.be clear, precise, and well orgamzcd when presenting information.

allow students to attend to their needs independently.

...make sure that all students are listening before beginning instruction.

...use test results to motivate, guide, and direct\:\ student learning.

)
.use an experience, hands on approach for students.

[

...know the level of ability and attention span for each student.
...organize the class in small groups so studénts can share and help each other.

..amake an appropriate selection of students to answer questions.

use. pralsc to reward outstanding work as well as to encourage lower achxcvm g
students to perform better.

...concentrate on one task at a time,

...require that the rffore able students do more work.

. ...have high expcctatiims for the achicyemeni of all the students in the claés.
35.
36. ..
37. ..
38.

...use rephrasing, giving clues, or ask new questions to- ellicit a response.

use an appropriate mixture of high and low order questions.

use mild criticism to communicate expectations for more able students.

...use methods that meet the needs of the majority of students.-



39. ..

40.
41.
42,

45.

46.

‘47. .

50.
51
52.
53.

B

...follow. design;é:d lesson plans. -

..feel that materials other than tests are of secondary importance.

134

.be able to attend to more than one issue at a time,
...be aware of what is going on in the entire class.
...ensure that the lesson has a smooth flow. '
...organize the class in traditional row patterns. “

43. ...

show that the teacher cares, accepts, and values students.

...respond accuragely to obvious and less obvmus meanings, feelings, and cxpcnenccs

of the students

...maintain the paga.of the lesson.

...be able to obtain t:dxnpliance from the students.
.treat all students the same ‘regardless of ability.
48. ..
49. .

.have expectations consistent with curriculum objectives.

..encourage the students to be responsible for having all the neccssaty matcnals at their

dcsks

i

...receive external supervision' with the aim of improving mstrucnon

...provnde immediate feedback on student work.

...refer new, concepts to concepts already learned by the students.

ana

"
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_ INTERVIEW SCHEDULE |

The items in the Interview Schedule were selected from items on the Survey Instrument. The
strategies that were selected for the Interview Schedule had high standard deviations among
the Intern Teachers and were observable in classrooms. The standard deviations for each
strategy is reported in Appendix D. : . ;

1. The use of "mild criticism" is considered to be effective with more capable students. Do .

.you feel that you used "mild criticism" in the lesson and would you comment on its - -
effectiveness for you? \ L

) |
2. Maintaining the "pace” of the lesson’ is a crucial strategy for a teacher to employ. How

do you feel you incorporated the strategy of pace into your lesson? Do you feel the pace of
the lesson was effective? ‘

3. Teacher "awareness" of what is happening in the classroom is important for effective
teaching. Can you recall ways in which you demonstrated you awareness os what was
occurring in the classroom? Why is this strategy important? :

4. Tthas been found that student learning can increase with kecping'dir&iions toa

" . minimum. Do you feel you kept the directions to a minimum in the lesson observed?

5. Directing discipline at guilty students only is another effective practice. Did you direct

discipline at only guilty students? Did you at anytime in the lesson direct discipline at the

* entire group? o ‘ .

= 6. The last question deils with asking students to respond to questions. What methods did
you employ is asking the students to respond to your questions in the lesson observed?

7. How are you reacting to the process of being of bcmg observed and then interviewed?

Do yqu feel that the strategies being discussed are relevant to your teaching? Do you-think
the things.that we are discussing have had any influence on your teaching? -

4
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25 STRATEGIES IDENTIFIED AS BEING EFFEICTIVEIN
 PROJECT QUEST-TEACHING STRATEGIES AND PUPIL ACHIEVEMENT
(soume MacKay. 1929)
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The strategies identified in Project Quest were used as the basis for the development of many

of the strategies used on xhe‘survey instrument in this current study.

[
-

“wos o» N

10.
11.

12.
13,
14.
15.

-

Teachers shd@l use a system of rules dealing with personal and procedural matters.
Teachers should prevent misbehaviors continuing,

Teachers should direct disciplinary agtioliliurately.

Teachers should move around the

Teachers should handle disruptive situa

(momtonng seatwork). -
ina low-kcy manner (non-vcrbal

proximaty, eye contact).

Teachers should ensure assignments are interesting and worthwhile when children work

independently.

Teachers should use a system of rules thch allows pupils to carry out learning tasks

with a minimum of direction. v - o

Teachers should optimize academic learning time. Pupils should be actively mvolvcd

“and productively engaged in lcammg tasks.

Teachersshould use a standard signal 40 get students’ attention.

Teachers should not begin speaking to the group until all students are paying attention.

Teachers should use a variety of instructional techniques adapting instructions to meet -

L
learning needs,

Teachqrs should use an appropriate mixture of high and low order qucsuons
/-
Teache?s should be aware of what is going on in the classroom

Teachers should be able to attend to méﬁc. than one issue ata time. . -

4 _ . .
Teachers should facilitate the>smooth flow of the lesson or a smooth transition from one

©
5 —

activity to another. ) Tt .

|
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. 16. Teachers' behavior should mamtam the pace cf the lesson. . :

| 1‘7.. Teac'hersshculdfb'e t:lear in'preSentaliohs to the class. o

. 18, Teachers ‘should b able to motivate children. o “

- 19 Teachers should pmvrde ev1dence of "caring", "mcepmg"%d "valumg" of children.

" 26. Teachers should respond accurately to both obvious and less obvious meamngs, feeling,

4

and experiences of the chrldren | L . |
" 2 1. 'I‘eachers should select many dxfferent pupxls to respond to quesuons
22, Teachers should use techmques such as rephrasmg, glvmg clues, or aslcmg anew
. Qquestion to hplp a pupll glve an 1mproved response when pupﬂ s ansviers are mcorrect
k oronlyparnallycorrcct. TR S |
23: : Teachers should use praxse to reward outstandmg work ¢ as well asto encourage puplls
who are not always able to do outstandmg work.
24._ Teachers should use mlld criticism on oocasxon to¢ communicate expectanons to rhore
able puprls | 4
25. Teachers should accept and mtegrate puprl uunated interaction such as quesuons

t:omments or: other contnbuuons

Ty



, "+ APPENDIXD \ ‘
' STANDARDDEVIATIONS FOR INTERN TEACHERS

Q@

L
s}
o
. % -
e P
. )
-a )
. i} - - .
. b S o
Zev '
> )
.
i
.
,
.

2
~

140



141

 The following tablc prcsents the Standard Dev1auons scores for the Intern Teachers
in the Survey Instrument. These scares were used to determine the strategies that would
receive tnore indepth mvcsngauon in tHe observation and interview phase of this study.
‘The six strategies uscd to formulate the Imervxew Schedulc are underlined.

Scale:

] ) ’ e % . .

‘.. ..-use a system of rulcs - 69
that allow students to attend - o
- to their needs. o ¢ o f

2" ...provide ‘intereéting' o o 6l
material for.more able students ~ .- . - T
‘when thcy hdlve completed work

. 3. ...be aware of possible - 43
dxsruptlons even when working o :
- with other students. :

4« .use lecture, factual s _ . 1.04
—==guestions, and supervised study o
- as much as possxblg

5."...prevent rmsbehavwr from ’ 24
contmumg so other students | —-
are not affccted. “ : '

\ : & .

6. ...concern themselves mainly - 1.09
with the academic needs of the ", -
students o y S

Desii'ability :

Frequenc
Scale /y

9, X et the flow of' %c lcsson £, . 58
,-tefpond to nﬁ)prcdxctable S
‘occurrences.

10. ....move around the roomy and - 24

montior student work and ,
demonstrate awareness of what all
the ‘students are doing. '

11.. dewate from designed - | 76
lcsson plans when the - SRR :

60 .
1.00

34

79



opponunity arises.

12. ...explain the purpose of . bh O N 75

each lesson ‘ _ » B W

13. ...organize the class o . s -.46 90

increase learmng time. - ) o

o, el v

" 14. ...use external standardized ~ ") fhE 04 64

tests-to determine whether g

material has been adequately covered. "’ |

15. ..use astandard signalto - . 70 )

start the lesson. o o o

16. ...receive supervision for - ' v L1 0 1.05

evaluative purposes. e

1% keep the givingof - 100 a5 ii

..use stﬁdenis daily work .62 '. - .47 T
- most irhportant for diagnostic
d evaluative purposes.
19, .communicate on a level - v .00 -, .00 .
: _-students are able to understand. i S ’

‘20 ..give feedback when it 1s . 55 24
.'convement to do so. S - - : K
21, dcpend on self developed- o 73 1.22

mastery tests in making decisions ' . : »

. .about student learning. - o
..be clcar precise, and S - 24 59
well orgamzed when presennng L ERRE

information. v o

23. +..allow students to attend. 86 68

to their-needs independently. ‘ :

24. ..make sure thatall - 32 S 24

students are listening before ' :

beginning instruction.

25, ...use test results to ' 120 113

mouvate, guide, and dlrecta ’ ‘ :

student lcarmng

26. ,..use an cxpenencc, hands A3 81

on approach for s;gx&;nt; o . '
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27. ..use avariety of - | 32 S1
-instructional technigues tomeet .~ . : . .
the needs 6f the students.-

lcng w the level of ability s 92
and attention span for each %tudenn ‘

129, orgamze the clas§ in small - 84 | 94 '
groups so students can share and
hclp each other. ‘ )

"1 45

© 31. ...use praise to reward 38 24~
outstandmg work as well as to o
encourage lower achieving studcnts ¥

1o perform better*

32. ...concentrate on one task T 99 .97
atatime , oy

33, reqmre that the more R 1.51 1.33
- able students do more work _ : .

E 3

34. ..have high cxpectanons for 69 &h 72
the achxevement of all thc students : N : ;
in thc class. : ' . ‘ : ?

35. ..use rephrasing, giving clues, . 32 33
or ask new quesnons to elicit a - ) - '
response. : . ' '

Y36 useanappropnate mixture c 49 6l
of hxgh and low order quesnons ' :

31 . .] l » & 0 N . ‘ o . 1.(» ‘ . ] 15
i mm.ablumdcm. T

' 38 .use mcthods that meet Lhc : - .59 ‘ 45
nqeds_ of the majority 9f students. * . . _ o
39, . besbletoattendtomore . 85 60

40. ...be aware of what is gomg AP 43 | 39
on m , the entire class; S

41, .cnsure thatthe lesson .50 49
has a smooth flow. : ‘ :



42. ..organize the classin o 96
_ traditional row patterns.

43, ...show that the teacher , 24
cares, accepts, and values students.

44. ..respond accuragely to 38
obvmus and less obvious
meanings, feelings, and experiences

of the students.

45. .mainainthepace L 81

46, ...be able to obtain , o 70
compliance from the students. . °

- 47, ‘...txfeét all students the . . | 1.36

same regardless of ability.

48. ..have expectations ' )
consistent with curriculum
objectives. .

- 49. ...encourage the students . | .61
to be responsible for having -
all the neccssary materials at their desks

~ 50. ...receive external supcmsxon ~ ' 84 .

with the aim of i improving mstrucnon

51 ...provide 1mmcd1ate : 59
: feedback on student work.

52. ...refer new conceptsto 43
concepts already learned by the )
students

53. ..follow de51gncd lesson .88
plans .

54 .feel that materials 137
"other than tests are of sccondary . \
1rnportance o o A

144
1.60

33

47

45

1.20

83

39

111

47

.80

93

1.60



