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ABSTRACT

The purﬁose of the study mas to describe and analyze the application
of a systenltic approach to the preparation of se¢andary music pre*service
teachers. Specifically, the cbje¢tives for the study included: (1)

devising a number of operational behaviars suitab]e for secondary music

subjects' use of the behaviors, (3) devising an experimental situation in
which to analyze the effects of modelling and feedback utilized in the

| treatment, (4) investigating the experimental subjects’ thﬁugﬁts concerning
the treatment, and (5) canparing.the behaviors used in the microteaching
mini-lessons to those used‘ the Melab (Music Education Laboratory). |

The last three abjectives addressed the primary purpose of the study
acquisition of the defined teaching behaviors. while the first two
objectives addressed the seeanégry purpose which was to investigate the

'direct instruction' behaviors in secondary music classes.

e,

The quasi-experimental study employed both a pre-post test design
and a descriptive section. A sample of 15 pée-service teachers; two
experimental groups; and one control group were observed in a music
laboratory situation for three hours prior to and after a treatment

procedure. The results obtained from the Quest Observation Instrument

yielded quantitative information concerning the mean score of thirty-one
teaching behaviors, the time spgnt on classroom events {.e., drill,

" instructional activities, and ciassruom management, and the frequency of
subjects' process and product questions.. The quantitative information
was gathered in three different music contexts: full rehearsals,

iy
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.sectionals and general music classé{: The %ata results produced
1nfornation!regard1ng the effectiveness of ihe behaviors, their subsequent
effect qn the classroom events, and the appropriateness of the behaviors
in different music contexts. All results were discussed in ﬁerms of

/s academic engagement times.

~
-

~ The descriptive (qualitative) section of the study included a
.-stimulated recall analysis of thé experimental subjects' thoughts regarding
the treatment process.. The treatment consisted of modelled presentations

on the thirty-one criterion behaviors and, in additiog, the two experi-

mental groups received microteaching practise on two mini-lessomrs with
" either supervisor written or verbal feedback. The %ﬁfarmatia:nt:;;ived
from tﬁe 1ﬁierv1eus was concérned with behavior chanée and planning '
processes. - In addition, thirteen behaviors (i.e., teaching style and
interaction) common to both the pre-service group and a sample of sixty
in-service teachers were compared. Taken together, the qualitative and
quant{tative data plussthe comparison to the in-service teachers, provided
a comprehensive picture of the effects.of microteaching, modelling and

feedback for the training of pre-service teachers.

Results obtained from the quantitative analysis gave evidence of

the following: (1) all groups increased the time spent on drill and
decreased the time on cléssroom management, (2) in addition to (1) above,
the group receiving verbal comments increased the time spent on
instructional activities which resulted in an ifcrease of 132 in academic
‘engagement time, (3) the control group scores which were due to the
model1ing effects, increased only drill time and decreased classroom

management time, (4) all groups changed from process to product questions

Al -
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in the post-test, (5) all groups found direct 1nstruct1on mrTbenefICHI
\

for large group instruction (i.e., full rehearsal and general music) ° v

than for small groups (i.e., Se;tianals)g

qualitative analysis gave evidence for

Results obtained from the

the following information regarding planning processes and behavior
changes: (1) when the supervisor could aid in facilitating the subjects’
1nfa%ma;ian processing, (i.e., help the Subjeéts in planning) the
observed behaviors demonstrated in the Melab teachings and the intended
behavior disclosed in the microteaching mini-lessons were congruous
(i.e., what was planned, therefore, was then actua11y taught in the

c]assraom). (2) the intended and observed behaviors whit "

congruous with the subjects' receiving written feedback éeeme{;
to inadequacies in p]anning, (3) verbal feedback was ESPECia11y va]uab]e
in atding students ta plan content structure and sequencing, and
assessing students' needs, however, few changes occurred in planning
class interactions, (4) all subjects alluded to the benefits of viewing
~modelled presentations of the behaviors, (5) feedback was only effective
if subjects attended to the significant cues presented in the modelled
episodes, however, (6) teaching style and interaction’behaviors can be
achieved through pre-service training since the group receiving verbal
comments received the same or significantly higher ratings in these t

behaviors when compared to the in-service teachers.

\

This study has demonstrated a significant relationship between
covert mental processes and Qbser;;bie behaviors and their impact on
instruction. Both overt and the relevant covert tﬁought processes must
be consciously mastered in pre-service education if effective teaching

is to occur.
vi
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CHAPTER 1
THE_PROBLEM

Introduction

Most people who enter the music educatién profession probably
ant.to be good teachers. But perhaps the most difficult barrier to
achieving this goal is the attainment of the skills necessary to teach
effectively. In order to become a good music teiéﬁer. one must learn
the skills necessary to elicit desired responses in children. Yarborough
and Madsen (1976) have advocated thatithese skills are both musfcal and
fnstructional. Brown (1975) gives the following rationale for mastering

general teaching skills:

Teaching, 1t is said, is an art and by implication, it can not
be taught. Flying jumbo jets or performing heart transplants
are also arts which bring together a wide range of skills. Yet
no flying school or medical faculty expects its trainees to
perform high level feats without first mastering the basic
skills. Teaching does have a wide repertoire ... of skills ....
In teacher education there is a temptation to sprinkle

" amorphisms of teaching in lectures and to rely heavily upon the
classroom as the only training ground. A similar approach in
fly n§ or medicine would lead to highly publicized disasters.
;Jp. ,

¥
Microteaching in simulated teaching situations has become a widely

used technique in teacher skill training. By providing student teachers
with a safe.éantfniied environment in which to practise behaviors, this
technique prepares %hem to face 'real’ situations with greater ability and
confidance. iﬂ!thinSElIiﬂ*dﬂﬂﬂ teaching encounter, a pre-service teacher .
focusses on specific behaviors while teaching a small group of pupils (5-10)
or peers acting as pupi1$ for a short period of time (10-20 minutes). He
receives inmediate feedback regarding-his performance and then reteaches

the lesson.



Several researchers, notably Brand (1977), Moore (1976), Yarborough
and Madsen (1976) and Holt (1974) have found microteaching effective for
providing training in music teaching behaviors. However, the é]éﬁéﬁts
encompassed in microteaching, ngtggiy modelling and feedback, are in need
of further investigation.

Teaching research in the past twenty years has concentrated on
teacher behaviors, instructional techniques, social climate of classrooms,
objectives and CUFricu1um'as criteria for teaching effectiveness., How-
éver, although this research has éeen ample, much of it is dubious in
methodology and its results often contradictory. Related to this issue,

Dunkin and Biddle (1974) ratse the question:

Where is the knowledge that should constitute the core of
teacher training? Where is the empirically based information
that represents the science of teaching? (p. 11)

‘ - I

More recently Anderson and Brophy (1976), Evertson and Brophy
(1976), and Good and Brophy (1973) have identified certain teaching
behaviors as being important to teaching and 1e§rniqg outcomes . These
findings have led to the formulation of several ﬁeaching models. One of
importance 1s Rosenshine's (1976) 'direct instruction' model in which
. the hehaviors are clustered around the teacher érganizing and implement-
ing instructional activities and outcomes. Although a number of studies
have supported this model for elementary mathematics and reading - _
¢1asse; (Gage, 1975b; Nuthall and Snook, 1973; Anderson and Brophy, 1976)
further research in the area of ;bprapriate cantg;t. content and grade
is needed. Therefore, the present study will investigate the effects of

¥

direct instruction in secondary music classes.



Statement of the Problem

Teacher education, both at the pre-service and the in-service
level, should adopt as primary goals the development of the
competencies needed to create and maintain the learning -

. environment, to engage pupfls in learning-related activities,
and to implement the kind of instructfon that research in-
dicatﬁs {s provided by effective teachers. (Rosenshine, 1979; .
p. 25

Within this context, the main purposes of the study are to:

1. Investigate the effects of microteaching as a training
device for undergraduat® music education students. |

2. Investigate the effects of direct instructinngﬁihaviars
used by pre-service teachers in different sgféndary music
classes. !

3. Investigate the effects of feedback modes used in micro-
teaching for training pre-service teachers in music
instructional behaviors.

4. Investigate the effects of modelling used in microteaching
for training pre-service teachers in music instructional
behaviors.

5. Investigate the impact of the feedback modes on the
‘thoughts of the preésérvi;e teachers engaged in lesson
planning.

Related to the above purposes, five research questions were asked

~in the present study:

1. How did the experimental teachers differ from the control
teachers in‘their use of the.criterion behaviors and what

were the effects of such differences on the classroom?



, To investigate the effects of microteaching, which @ansists'af
modelling and feedback, the experimental groups who were exposed to the
modelling procedures ;nd feedbacl; modes were compared to the control
group that was exposed only to modelling.procedures.

2. What were the effects of thé use of the criterion behaviors
in different junior high music classrooms?

To investigate both the effectiveness of the behaviurs and their
effect on the various music classes two comparisons HEFE'taiculateqi The
first comparison (i.e., effectiveness of behaviors) was discussed in
terms of academic engaged times for (l)lthe experimental and control
g s, and (2) the different music contexts (i.e., seétiana1s, full-

arsal and general music). The second comparison (effects of the
hehaviors) was discussed in terms of the time allotted to theé class

events (drill, activities, class manigeme?h;faf each gﬁaup;

3. What effect did the feelback modes have on the behavior
means exhibited by the two experimental groups?

To 1nvestigate the types of feedback used in microteaching the
tuo experimental groups who were assigned to either the supervisor's
verbal (Group A) or written comments (Group B) were compared.

4. Do the behavior means of the in-service teaching behaviors
differ significantly from those of the pre—serv%ce teachers?

To 1nve§tiga€;§;gg_gffects of the treatment Qn‘teaching style and
interaction behaviers (numbérs 19-31), the means common to both the in-
service Center of Research for Teaching‘(CﬁT) and pre-service teachers
were tompared. In order to investigate the effects of the treatment (i.e.,
modelling) the common behavior mean differences between the in-service

pre-test and the pre-service post-test were compared. Another comparison




between the in-service and pre-service pre-test behaviors demonstrated any

group differences.

5. How did each type of feedback affect each subject?
To investigate the effects of feedback on each subject's teaching

performance, the thoughts of the experigenia ubjects regarding lesson
planning and behavior changes were expld ’

4
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NN Outline of the Study

The present study employs a quasi-experimental pre-post test

design and a descripti;e section. Two experimental groups and one con- *
.trol group were investigated in music classrooms using a pre-post treat-
ment intervention method. Independent coders (trained observers) uséd!
an observation instrument which comprised, among other things, thirty- .
one behaviors. The pre- and post-test observation results were recorded,
analyzed and compared. The descriptive (qualitative) section of thé
study includes a stimulated recall analysis of ihe experimental subjects'

thbughts which were concerned with behavior chande and p1anﬁing processes »

Data in the study came from two sources: one from the observation
of teacher behavior in music classrooms, the other from the stimulated
recall interviews. The firSt source of experimental data recorded
teacher behaviors in three different contexts: sectionals, tullfrehearsals

_and general music. These results produced quantitative data which were
subjected to stq&ist1¢a1_an¢1ysis in an effort to understand the effects
of modelling and feedback in the treatment. A pre-post test design was
employed for all groups to investigate the basic treatment of modelling.
Further tests of significance were utilized with the two experimental
and control groups to 1nvestigaté the feedback modes. The two experi-

mental groups in addjtion to receiving the modelling treatment also

e



received either supervisor written or oral feedback during the mfcro-
teaching of a qysic mini-lesson. In addition the experimental subjects'
thoughts and\conWERts concerning the entire treatment procedure were
recorded and analyzed and resuitgg in data concerning Eehavior change
and planning processes. Taken together, the two types nf data yield a
comprehensive understanding of the effecfs of microteaching, modelling

and feedback in training for pre-serviéevteaching behayicrﬁi

Need for the Study

There are two main areas of investigation in the present study.
The primary area is concerned with the effects of modelling and feed-
back on the acquisition of teaching skills. The secondary area is con-
cerned with the effectiveness of 'direct instruction' behaviors for

teaching secondary music classes. 3

In the present study, the technique of microteaching was employed
in order to investigate.nodelling and feedback. The main components of
microteaching are described below. Borg et al. (1970) describes micro-
teaching as a three step process: (1) the learner observes a model
teaching episode in which particular skills are demonstrated, (2) he
attempts to shape his own behavior on that of the model, and (3) he
receives feedback on his performance. The model is extremely important
in Borg's definition and the present study addresses the need to
further 1nvestigate its components There is ample evidence suggesting
that the way the model is presented, the conditions for viewing, and
how the learning of a modelled event occurs is important. Bandura (1974)
defines modelled learning as a process of transfonn1ng'a modelled event
1nto’1maginal and memory codes. However, the conditions for presenting

the model led episode are in further need of investigation. Evidence is



also avaflable suggesting that not only modelling but also feedback have
important efféﬁts on the learning of skills (behaviors) and the present
study will explore both of these techniques as methods for providing
training in undergraduate teaching skillsg,
" The secondary purpose of the study was to investigate the appro-
priateness of 'direct instruction' behaviors for teaching secondary music
, classes. To investigate the appropriateness of these behaviors, it is
necessary to determine the proportion of academically engaged minutes in
the lessons taught. Rosenshine (1979) states, “student attention or
engagement is obviously necessary for learning," (p. 33} therefore,
the higher the proportion of academically engaged time in a classroom
the greater the possibility for achievement gains by the students. In
order to investigate the effectiveness of the behaviors, it'ﬁas deemed
necessary to collect student engagement times in the classroom as well
as the time spent on class events (e.g.,drill, classroom management,
etc.). In the present study, the main vehicle for investigating (the
effectiveness of) direct instruction behaviors is the proportion of

student engagement time and the time spent on class events in instru-

sampling of data results is presented and discussed for general music

i
classes.

In addition the secondary need for the study concentrates on

_{investigating student teachers' thought processes when planning for
direct instruction. During the past five years, there has been emphasis
on the ways in which teachers' process instructional information.

\ §1thuugh there have been a number of areas under investigation in

fig;;hers' thinking, the present study will focus on teacher plagging.

|
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Taylor (1970) concluded that planning should include cbntent to be
- taught and the accompanying {mportant contextual considerations (time,
sequencing and resources). Other researchers such as Zahorik (1975)
found that teachers should plan by making decfsicns about activities,
while Morine (1975b) found that decisions involving class interaction
are important in lesson planning. Since Morine found that 96% of a
teacher's thoughts are concerned with planning, it is important to
investigate the area of lesson planning in the training of education
undergraduates.
In conclusion, if how teachers behave in the classroom is directed

by what they think, it is important to investigate their behaviors and

thoughts and their subsequent effects on classroom events.

Definition of Terms

1. Classroom events in the present study are a result of class

descriptions of those occurrences in music classrooms including
drill, instructional activities, classroom management, and inter-

actions.

™y
»

Context variables for the present study consist of three teaching
settings: (1) sectional - teaching a partic;1ar division of an
instrumental group (i.e. violins, woodwinds, brass); (2) full-
rehearsal - teaching the entire instrumental group i.e., band or
orchestra; and (3) general music - teaching aspects of music other

than performance.

3. Criterion behaviors encompass all the behaviors used in the
present study -including those dealing with direct iﬁstruqiibn,

teaching style and interaction.
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Qj‘fgtfﬁﬂ;tfﬂ;tj@p is instruction that is academically focussed,

teacher directed, and use¥ sequential material. The direct
instruction behaviors (numbers 1-18) which center around efficient

classroom management skills, emphasis on task, and seatwork have

been found effective in producing achievement gains. However,

gains for the present study. In addition, the tgaéﬁyﬁ's use of
S gnm events which
included drill, instru§chna1 activities and classroom management.

-

Engagement time is the time a student is attending!!; instruction

in a particular content area. This is considered an important
variabielwhich influences student achievement.

Feedb;ck is the information a student teacher receives aFter—i
attempt to imitate modelled pattegas of teaching in a music é]éss.
Feedback was given only during the microteaching experience. The
- student teachers in the pilot study received one of three feedback

modes and those in the final study received one of two modes.

Feedback modes consisted of three modes for the pilot study and

two for the final study. For the pilot, the use of feedback
included peers (comments on each other's teaching perfgrmap;e),
forms (see Appendix C), and supervisors' verbal comments. For thé
-final study, suberviscrs',verbaI éi written cémments only wére

¥

uﬁodi):

' - 9 o : e
High inference behaviors are teaching behaviors which do not

=

1nvg1ve student-teacher fnteraction (e.g., the teacher gains atten-
tion before starting the lesson). The behaviors (numbers 1-31)



are coded in the classroom observation system (see Quest

Observation System, Appendix F) on the Likert-scale (1-5).

9. Instrumental instructional behaviors are all behaviors which
occur systematically during an 1nstruﬁenta1 music lesson and are
related to instruction (i.e., direct instruction), interaction and
teaching stjlei Such systematic fnstruction takes place in
. three stages: getting the students' attention at the beginﬁing
of the class, maintaining the students' fnterest through inter-
actfon and activities,(effectiveiy ending the class. In addition, '

generdl teaching style and interaction behaviors were also used.

10. Interactions are those teaching behaviors which are fnvolved in

verbal instructional activity with children in the Eiassrﬂcm;r The -
interactions which included queétianing, praise énd criticism-

were recorded on the Observation Instrument in two places: thé:TiHiGi
(Three Minute Dbservatién) form and the High Inference Coding Sheet

(behavior numbers 27-31), see Apperdix F.

11. Interval means are the group beﬁéviorai mean scores which ﬁave
‘been obtaiﬁed from individual data using a Likert-1ike scale on
the QUesttDSSErvit?qﬁ.1nstrumeﬁ;.

12. Lgarningris a “relatively permanent change in behavior or
behavioral potentiality that results from experience and cannot
be attributed to temporary states induced by 1llness, fatigue
or drugs." (Conners, 1978; p. 10).

13. Low inference behaviors are those found in the Instrumental

Instructional Behaviors (Appendix E) which/invoT¥

between a teacher and a sing1e'§h11di Thése behaviors are

{

10.



14.

15.

16.

11.

recorded on the T.M.0. Schedule and on the Likert scales of
the last five béhaviars of the Quest Observation System
(Appendix F). Examples of these behaviors are: (1) teacher.
initiated interactive questions, (2) pupil selection, (3)
students' correct or incorrect respanses,tand (4) praise or

criticism by the teacher.

Manhattanville (MMCP) is an approach to teaching general music

in grades one %hrough twelve based on a spiral curriculug
inter-relatfonship of musical composition concepts {.e. pitch,

form, rhythm, timbre and dynamics. MMCP activities fnclude
composing, 1istening, playing and analyzing which are developed

by using aural, dextrous and translative skills. The teaching
pratessris(i11ustrated in sample strategies which are presented

in sixéeéﬁ spirals which develop musical learning through si?i] ,
acquisition. MMCP is founded on the principles of Piaget and

Bruner; The main focus is on dﬂscovery learning which involves

i =
inductive, deductive and intuitive reasoning.

Manhattanville Model is a training program which was used in

the pilot study for student teachers in music which combines
the theory of the Manhattanville project with the advocated .
skills. -

Microteaching 1s a procedure for practising instruction

"tééﬁﬁiéugs in which the normal compiexities of the classroof ‘ e T

are reduced and the student teacher receives much feedback on

his performance. The class sfze is normally four to efght

studeﬁt& and the ,number of behaviors (skills) taught varies.

Microteaching as part of the treatment in the present study



17.

18.

19.

20.

21.

‘which demonstrates particular teaching skills; setond, the

was praciised by the experimental. subjects following behavior

Tectures and modelled demonstrations.

Hodelligg fs the process of transforming a modelled event into

one's teaching behavior. - In microteaching three stages are

elployéd: first, the learner'observes a model teaching episode
learner attempts to shape his behavior on that of the model;
and third, the learner receives feedback on his performance.
The experimental groups were subjected to all three stages,

while the control group only participated in the first 2!3.

, ‘ REX
Music behaviors include: conducting, kdﬁiledge of instruments

and other such purely musical attainments which facilitate

student learning in instrumental class situations.

Planning is ihe way in which a .teacher prepares a lesson which
systematically fncludes selecting a topic, stating an objective,
considering steps or procedures to be followed and prepariné '

instructional materials. For the present study, the teaching

f behaviors were developed to aid in arranging the classroom for

instruction using the above components.

Stimulated recall is an introspective methodology using audio

and/or visual cues to assist a subject to recall what he thought
during his teaching of a lesson. Stimulated recall in the
presént study was conducted with the experimental. subjects after

supervisor feedback was administered.

Teaching skills are a cluster of behavig?s related to teaching a

mus ic lesson and were recorded on a Likert scale by trained

12.



observers. The skills which were used in the pilot study, were
organized into three clusters based on their occurrence in

the introduction, the body or the closure of the lesson and
were sequenced. These skills included interaction and

teaching style behaviors. The skills were demonstrated by the
pre-service teachers and were then rated as to their effective-
ness of implementation.

Limitations

The major limitations of the present study are:
“The pre-service teachers involved represented a selected sample.
No random sampling techniques were used in the study.
Classroom observations were of a relatively short time period.
While essentially a naturalistic study in character, certain
observer obtrusive effects‘may have distorted the behaviors
' observed. .
The final study is limited to those fifteen Student teachers
enrolled in the 1978-79 secondary music curriculum and

instruction course at the University of Alberta.

Delimitations .

- The study is 1imited to teacher effectiveness as measured in

13,

academically engaged minutes rether thanﬂétudgat echievement. . - . ... ..



CHAPTER 11

REVIEW OF LITERATURE

Overview

The following review of literature presents the research upon
which this study is based. It is divided into three sections. The
first section, in order to investigate the secondary purpose of direct
instructional effects, explores the following topics: teacher effective-
ness, direct instruction, training methods of pre-service teachers and
te&chers' thinking. The second section, in order to investigate the
primary purpose of the training effects of microteaching, explores the
following learning concepts: psychological principles applicable to the
classroom, model1ing and feedback, and the methodologies of sequencing
instruction. Since instructional processes and learning concepts are
highly dependent on teacher planning, the third section of the stﬁdy
addresses. itself to' planning theories. Each section concludes with a

summary.

Instructional Processes

Introduction

Until the last decédc. an analytical-experimental methodology had
been the dominant paradigm in education research. Increasingly, this
paradigm has been @alled into questioh as alternate reseirch paradigms
have emerged. Concern for the teacher's thought processes is a unique
characteristic of many of the newer research models. Smith (1978b) states

that "the dominant paradigm (experimental [analytical], quantitative,

14.
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positivistic, and behavioral) has been too restrictive to cope with
ideas, problems and interests of what is called education and of people
who call themselves educators.” (p. 366). He_iuggesfs that.ethno-
graphic methodologies which incorporate teacger;‘ reflecting on their
own classroom cognitive processes would result in superior research
findings. He also recommends sophisticated analysis of dimensions

of classroom climates (i.e., observational techniques which record actual
classroom behavior as it takes ﬁiaée)g This technique is referred to as
\%\<the classroom observation investigation method in this study.

Duriﬁg the last thirty years, the views qf Bloom (1956), Guilford
(1971) and Taba (1964) regarding classroom pracesses have dominated
educational literature. Even though their theories have differed they
have all done important instructional research, as well as being
ad;;cates for systen;tic classroom observation. In addition, Dunkin
and Biddle (1974) by relating process variables to achievement outcomes, <
have concluded the following characteristics of classroom research:

1. The categories of (instructional) behaviors suggested can
be recognized in classroom processes with reasonable
degrees of reliability, albeit with a few problems in their
app1icatinn

2. The classrﬂam studies have tended to emphasize 1cuer 1evel
cognitive process.

3. Teachers can be taught to raise the level of cognitive
operations in the classroom, although this conclusion has

?ot beeg researched with respect to Guilford's categories.
p. 270

The usefulness of systematic classroom observation depends on
how the information is collected and the stance taken by the
observer. Powdermaker (1966), who is quoted by Smith (1978b) alludes

to the difficult{es of any observation method:



To understand a strange socfiety, the anthropologist has immersed
himself in it, learning, as far as possible, to think, see and
feel, and sometimes act as a member of its culture and at the
same time as a trained anthropologist of another culture. This
is the heart of the participant observation method -- involve-
ment and detachment. Its practise is both an art and a science.
Involvement is necessary to understand the psychological
realities of a culture, that is its meaning for the indigenous
members. Detachment is necessary to construct the abstract
reality: a network of social relations including the rules and
?au t?ey function -- not necessarily real to the people studied.
p. 9

The classroom observation method as advocated by Dunkin and Biddle |

(1974) and Stallings (1977) involves systematic observation of teaching

in the classroom using instruments for measuring events and interaction

k]
behaviors. The reliability of this procedure is established by observing

and measuring thousands of classrooms. They suggest that research in
many types of classroom is needed before significant conclusions can be

drawn. The present study uses é systematic observation technique in

music classrooms as an instrument for recording events and interactions.

Research on Teacher Effegttieness
Teacher'&ffe;tivene%s research,has‘resu1ted in a gradual evolution

in researchers' cogégﬁtﬁgg 6wahat constitutes effective teaching.
Effectiveness was at aﬁéfgﬁpg}perceived in relation to specific
‘persana11ty traits in the é;aehgr and research sought to fdentify

these. Later, teacher effectiveness was viewed in terms of the methods
used by the teacher and research focussed on these. Still 1atef,
effectiveness was viewed as being dependent on teaching styles (e.g, in-
direct) as reflected in permanent teéching pattesns. Most recently,
mastery of a set of competencies has been used to characterize
:gffective teaching and an emphasis has been placed on the teacher's

ability to employ these. .

6.



' Early research such as that of Barr and associates {1930)
focussed on teacher personality traits and characteristics. Since
objective instruments for measuring such did not exist, the analytical
process consisted largely of examining descriptions of teachers made

by pupils and/or other 'judges.' Scales or lists of these traits uereg
" then used to ‘rate’ teachers' instructfonal effectiveness. The weak-
nesses of this methodology stemmed from the fact that the character-
}stics listed were only those perceived to be effective; no empirical
evidence wa; ever submitted to demonstrate that teachers who possessed
these characteristics were in fact more effective than teachers who did
not possess them. The most that these lists described was a teacher
who looked effective, and the large aﬁﬂunt of research in instructional
effectiveness based on this type of methodology is therefore of question-

able value.

Beginning in the 1950's, what is called the 'methods experiment'’
became the prominent research paradigm. Typical of this research were
experiments in which two or more classes were taught by different
methods. Analysis cansistgd of comparing the mean gains in kn@wledge-
of the.classes so taught. The higher the mean gains, the more effective ‘
the instructional strategy was deemed to be. Were such an approach
effective, pre-service teachers could become effective instructors by
learning the best }methadi‘ However, the results of the methods experi-
ment were often incomrclusive and contradictory and its main weaknesses
1§y 16 thé use of the pupil rather than the teacher (or the joint

relationship) as the unit of analysis.

Because of the flaws inherent in the two methodologies, serjous

researchers began to focus on both teacher behavior and pupil learning.

~—
L
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This type of research, which was common after 1960 became known as
'process-pFoduct research,' and its methodology involved the random
observation of teacher classroom behavior to identify those behaviors
that are stable from one observation to the next and related to
educatiénal outcomes.

The development and dissemination by Flanders (1960) and others
of 'interaction analysis,' as well as éage's work (1963) have led to 2
pFﬂiiferation of process-product research studies. Rosenthal and
Jacobsen (1968) demonstrated that certain specific aspects of teé:hing
style or behavior expectations result in highePrpupi] achievement.
Rosenshine (1976) through a‘reviei of pertinent research delineated
a number of effective teaching behaviors. These behaviors will be dis-
cussed later in this section.

The last area to be discussed is competency or performance based
‘teacher education. This competency Bi%éd model for teacher education
implies that effective teachers have an extremely large repertoire of

skillg which contribute to effective teaching. Although proecess-

of expression), competency based instruction identified behaviors in
specific situatian§ (e.g., the ability to ask higher order questions).:
In the competency based model, effective instruct}an,is identjfied by
the command of a large repertoire of behaviors (i.e, skills, abilities,
cognitive knowledge, etég)} Competency based research Facussesién

this repertoire, and the present methodology of such research usually
fncludes systematic classroom observation, the identification of the
teacher's intent or purpose, and measurement of pupil learning. The

present study uses a similar competency methodology to identify specific
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pre-service teaching behaviors as measured using a systematic observa-
tion system called 'Quest' (see Appendix F), while the intents or
purposes of the teacher are explored by the use of stimulated recall
interviews. In the present study, however, measurement will be based

on academically engaged minutes rather than pupil achievement scores.

The preceding brief historical diSEussjon of teacher effectiveness
research methodology demonstrates why research, although copious, has
had such a minimal impact on teacher education. Many of the research
findings have been contradictory, largely due.the methodology or

theoretical base employed.

Process-product regsgrcﬁ does, at present, produce relfable data
concermning effective teaching. When the observers of teacher behaviors
are adequately trained to recognize specific behaviors, analyses of
observatfon have generally yielded stable behavioral differences between

effective and ineffective teachers.

&

In attempfing to define effective teaching behaviors, Medley

(1979) examined 289 studies and selected as valid only those that -
combined systematic obsérvation systems with measurement of teacher
effectiveness in terms of student gains over several months. He cens-
cluded that teachers who are observed and produce beneficial change

in pupils deserve to be called effective and the longer the period of

- observation time the more 1ikely the change was found to be permanent.

He also coacluded that in order to be useful, observation systems

{and observers) must produce a record of what is observed on which to

base their evaluation of the behavior.



Process-product research in the past focussed on teacher
effectiveness, methods, strategies, and behaviors. Now the trend has
been to identify specific parts, sequences, and behaviors in the
teaching act as process variables (e.g, questioning, soliciting). More
recently, with the researches of Medley, Flanders, Rosenshine and

_others, the historic research models encompassing general teaching
~methods (e.g., discovery method) and styles (e.g., authoritarian) have
been replaced by student and teacher behavioral models. Thus, the
most recent process-product research relies on sophisticated analysis
of teacher and student behavior in tﬁe classroom (i.e. process and con-
textual variables) in order to correlate teaching behaviors with
student achievement. The research of Nuthall and Snook (1973), Dunkin
(1973) and Rosenshine (1976) give evidence that this type of class-

room research is useful in determining teaching effectiveness.

As mentioned previously, in a major review by Rosenshine and

Furst (1971), eleven ‘promising' process variables were identified

as effective. Table 1, following, lists these variables.

Direct Instruction

Direct instruction is the name given to the 'model’' which emerged
from Rosenshine's later (1976) studies in which he retained only four
of his original eleven 'promising' variables. These four were found to
produce copsistent results: opportunity to learn, tgsk orientatiﬂn,
direct questioning and criticism. The first three relate to positive

achievement, while the last one frequently produced negative results.

20.
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A SUMMARY OF ROSENSHINE'S INITIAL TEACHING VARIABLES

Rosenshine & Furst, 1971, 1973

Rosenshine, 1976

1.

10.
1.

Clarity

Variabflity

Enthusiasm

Task Oriented

Student Opportunity to Leamn

Criterion (content covered)

Teacher Indirectness (use of
Student Ideas)

Criticism
Use of Structuring Comménts

-Types of Questions

Probing

Level of Difficulty of In-
struction.

A

Some +ve* but low correlations;
may not be an important varfable
at the elementary level.

-ve* (however, may be important
in some contexts).

contradictory: an “"ineffective"
variable.

+ve, but non-significant; only
used 1n one study (since 1973).

significant (+ve) variable.

&nive trend.

negative trend.

used only in 1 study (non-signi-
ficant).

consistently +ve for factual
questions, mixed for higher level
questions.

no correlation.

inconsistent.

*(+ve) = positive; (-ve) = negative

Based on Rosenshine's (1976) findings, the direct teaching model has the

following characteristics:

e -

~4
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Time is structured by the teacher and a large portion of the
time is spent on academic skills. There is a predominance of
seatwork in academic related tasks. Materials are sequenced
into small steps. -

’ : .
g%estions are narrow, direct, usually with a single answer,
and structured to obtain a high percentage of correct amswers.

Teachers or materials provide immediate feedback using praise
and acknowledgement of student answers.... Correct answers
are followed by another question and incorréct answers are
followed by the teacher giving the answer.

Students work in small or large groups supervised by the
teagher for instruction or for seatwork. There is little free
time or independent unsupervised activity.

There is less off-task student behavior. This may occur because
of the systematic, structured, supervised setting and management
system. (p. 12-13)

The main components of Rosenshine's (1979) instructional model
are: (1) The teacher is the prominent féature since he sets the goals,
structures the behaviors, and communicatés these éxpectatians to th?
students. (é) The time available for instruction is increased because
studerfts who have been told the direction in which they are going, how
long they have to complete a given task, and the expected results will
work more efficiently, thus leaving the amount of material covered in
the hands of the teacher. (3) The pacing is continuous, the coverage -
of the content is extensive, and the performance of the students is
monitored. (4) The teacher chooses instructional materials 5g1ted:tc
the pupils' level, and (5) formulates que:;ions at a low-cognitive
level sqQ that students can produce many correct answers. (6) The
fnteraction between teacher and pupil is structured but»nét
authoritarian. (7) Feedback is given iomediately to the students and
1s}academ1cally oriented. (8) The goal s to move the students through

a sequenced set of materfals or tasks. .



Several studies have supported the general effectiveness of direct
instruction while at the same time exploring some of Rosenshine's vari-

ables.

In the Texas ;ffectiveness studies by Anderson and 8rophy (1976)
a set of guidqunes was developed consistingtof twenty-two behaviors
4for teacher management of elementary reading group instruction. Sixteen
of these behaviors were related to the organ{zation ;nd management of the
whole group while the remaining six behaviors were concerned with
teachers' responses to individual student answers. An experimental group
was instructed in these behaviors while a control group was not and the
mean scores of each group on each of the behaviors were compared and
signficant differences attributed to the treatment. The researchers
concluded that the treatment improved treatment teachers' behaviors,
butvthe results also demonstrated that ﬁot all components of the treat-

ment were equally successful.
)

The Texas team (Anderson, Brophy and Evertsoﬁ. 1977) replicated
the above study using junior high school studenté and attempted “to
identify classroom processes and teacher sharacteristics which are
sjtuation spec‘lfic.’; (p. 2). This time, the researchers looked for
behaviors which were: (1) varied across'sectiéns of the same subject\
matter,” (2) varied across subject matter, and (3) appeared to be
affected by individual student variations across two differeﬁt classes
and teachers. The research team concluded that:»(l)vdirect teaching
behaviorﬁ are more successful for large group instruction.than for
small group instruction; (2) a sustaining or probing effect for

questioning prddutéd greater results, even though there was litdké

difference in the amount of interaction that took place; (3) junior high

AV
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schoo! mgthenatiss teachers were more 'business-like' and more authori-
tarian tﬁan were English teagﬁers since the latter tended to show mﬂre.
tolerance of student opinion, use more praise, and ask more opinion
‘questions than the mathematics teachers; and (4) the student behaviors
were stab!é across the two subjects.

Conc1usiéﬁs from the Texas effectiveness studies (Anderson, Brophy
and Evertson, 1978) for elementary classes included behaviors which were
effective in low socio-economic status (S.E.S.) classes, but less so in
high S.E.S. classes. Thej found 'direct’ tea;hing behaviors (e.g.,
efficient classroom maﬁagemeﬁt skills, emphasis on task, seatwork, et;_)
to be effective in producing gaiﬁs, especially in early elementary and

low S.E.S5. classrooms.

In comparing ;he above results with the results of the early Texas

study in elementary classrooms, Anderson, Brophy, Eyertson (1977) con-

clude: (1) indirect teaching behaviors are more effective at junior

high school level; (2) instead of age level or grade level detéﬁﬂiniﬁg ~

the teéching behavior iariabies at the junior high school level, the
teaching behaviors are dependent upon only the subject matter; and (3)
since student behaviors for the most part rémained stable across
subjects, it would appear that student characteristics do not determine
teaching behaﬁicrs,in-thesé classrooms. |

. , , \
Another stugy which supports similar findings on subject matter
& ’

effects was conducted in England. Eggleston et al. (1976) found that

there was a dominant teaching style (i.e, direct teaching behavior)
among teachers.in secondary school biology, chemistry and pﬂ}sics.
Anderson, Brophy ;nd Evertson (1977) indicéte the-need for replication

of this type of study.
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It is possible that subject matter determines teaching style,
or that the individual's personality determines his college

- major, what subject he will teach, or perhaps, the situation
is exglained by some interactions of the two explanations

“(p. 8

From the above studies, it can be concluded that subject matter
determines teaching behaviors in secondary school classes. The
following studies deal with the types of direct instructional behaviors
involved in teqching ﬁusic classes (i.e., generic [stylistic behavi@rsj»

or specific [subject.re1ated]);

Few studies deal with music and generic teaching behaviors.
Moore and Kuhn (1975) in a series of six studies examined thejeffects
of different training techniques on different pre-service music
education classes. Subjects for the study were elementary music
education students enrolled in either a course of Basic Musictanship
. or one in Basic Musicianship and Music Teaching Skills. The students
in the latter course rated higher in teaching effectiveness than those
in the former. In a later study, ﬁbore (1976) found that studenﬁ
teachers who received feedback through videotape And forms on the skill

of reinforcement during microteaching rated higher on their final

teaching performance than the control group which received no feedback. -

Moore (1976), Yarborough and Madsen (1976), Thomas (1970), and Erbes
(1978) state the need to define further the integral behaviors needed
in the teaching of music.

o The present reéea}chér'wf11 consider bdfh‘genéric and sbécifiﬁ
musfc'behhviors in her study. The rationale for this is based on the
finé}ngs cited above; as well as the researcher's own ideas and experi-
encé. Direct instruction, 1nterdcfion, and teaching style behavjors

(see criterion behaviors, p. 9) constitute the components of the

e
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researﬁh?r‘s model for teaching. Since direct instruction behaviors are
based on the ability to plan adequately, teacher planning will also be

investigated.

| Training Methods for Pre-Service Teachers

This seétian presents the rationale for using microteaching, feed-.

back and modelling for tra%ning students in, education. In this context,
the Manhattanville Model (see p. 11) was used in the pilot study, and

the Instrumental Instructional Behaviors (see p. 10) in the final study.

Drew (1974) found the following reasons for preferring the Manhat-

tanville Music Curriculum Project (MMCP) over traditional training
approaches as a training procedure for pre-service teachers., Greater
understanding about muéic was elicited from MMCP trained teachers and
they wére also more tolerant of different kinds of music. The pre-
service teachers' techniques for performing were better and their
" attitudes towards the music program were generally more favorable.
Al though Drew's study supports the use of MMCP for training teachers,
the eampﬁnents for teaching the MMCP model need further investigation.
Therefore, in the present researcher's pilot sfudy the effects of
ﬁanhattanvi]]e were 1imited to teaching behaviors thch were investi-
gated in training pre-service music teachers.

The usefulness of micrateaghfng for training music undergraduatés
in skills has been substantiated in the following studies. Brand (1977)
investigated the effectiveness of video-viewing techniques in teaching
behavior management skills to undergraduafes by comparing, them with the
effects of traditional 1éEEUFEidi§CUSSfﬂﬁ methods. The éxpériment in-
volved fifty-two music education majors at the University of Miami

assigned to an experimental and control group. Over a five week period

26.
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the experimental group viewed videotaped bebagior problems and indivi-
dually answered a series of questions abgut them, whereas the égntrai
group participated in lectures, discussions and school observation
experiences. Both the experimental and control groups then taught
twenty minute mini-lessons to peers who identified behavior skills.

The resylts indicated that the video-viewing techniques did not produce
statistically different outcomes from those produced by traditional
lecture-discussion methods. However, when placed in an actual class-
room situation, the experimental group's management skills proved
superior.

In a study by Moore (1976), microteaching studen; teachers who
received video feedback and forms for the skill of reinfaféemeni rated
higher on their final tegching performance than the control group which
received no feedback. These studies indicate that microteaching is
-e%?éctive for training mﬁsic:undergraduates in teaching skills, that
" feedback aids fn the acquisftion of these skills, and that video-
viewing is an effective procedure for illustrating skills. The present
study devised both an appropriate set of teaching behaviors and a

satisfactory training method utilizing modelling and feedback techniques.

The set of ;eaﬁhing behaviors (i.gq strategies) were derived from
a combination of the réseargher's expe?ienegiiizgsggse?vations and also
thé research findings of Reimer (1970), Yarbaroiéh and Madsen (1976),
Hﬁorg (1976), Thomas (1970) and Erbes (1978). In addition to music
behaviors fnvestigated in the pilot study, the final study also investi-
gated direct instructioﬁaI behaviors, interaction and teaching style

- . &
behaviors (see Instrumental Instruction Behaviors, Appendix E).
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The underlying principles of the Instrumental Instructional

Behaviors are found in the 'study' section of suggestions made by
Reimer (i970)!far a performance technique which is called experjence-
study-re-experience. Interaction behaviors recommended for instrumental
classes are found in the research of Erbes (1978). He found in two
studfes 1nv91viﬁg twenty-four public school instrumental music teachers
that 87.7% of the vertfal behaviors (e.g., lecturing, informing, and
giving directions) were conductor initiated. Only 4.1% were student
initiated and most of these were short teacher-controlled responses to
teacher questions. Erbes concluded that general music teachers rated
highly by their superiors tend to be more supportive and f1gx1b1e in
their use of teaching techniques. He also indicated that music
teachers using praise, enthusiasm, clarity and encaurageme%t have
higher student achievements. Both Reimer and Erbes' suggestions for
instruction and class interactions were included and faﬁﬁuTEteq into

behaviors (i.e., strategies) for the present study.

Although not addressed in the present study, an important question
~to be answered concerns whether a teaching skill acquired during
training will persist. A study of in-service teacher training pro-
Laboratory in San Francisco usihg a mini-course consisting of three
parts: (1) fi1ms describing and {1lustrating-nine skills to be
acquiredKand three to be extinguished. (2) twenty minutes pf micro-
teachiﬁg followed by réteacﬁingi aﬁd (3) videotape replay and self
evaluation. To appraise the efficacy of thé procedures used in the
above minicourse for modifying the behaviors of certificated teachers, "
Borg made three videotapes of each of forty-eight teachers, the first |
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being made during the beginning of the course, the second shortly after
trafning, and the third four months after the course was compieted. The’
twenty-four teachers who remained in their original schools three years
after the course ended were taped a fourth time. These tapes were then
analyzed fpr the frequency with which the sk111s were evidenced in each
participant. The results indicated that three of the interactive skii1s
- refocussing, frequency of punitive teacher responses to inccrrect'
answers, and pausing - were not influenced by the training procedures.
Redirection and clarification were sustained over the three year period,
while prompting was not. Such studies c]eari} point to a strong positive
relationship between this microteaching technique and the reduction of
undesirable teaching behaviors, as well as aiding in producing desirable
behaviors. Microteaching performance, in fact, not only appears to be
the best predictor of performance in the classroom (Brown, 1975)ii but

is beneficial in changing teaching behaviors over an extended time

period.

Teachers' Thinking & .~

} The cognitime processes which determine t;a:her behavior are’not
clearly understood yet. Lanier and Floden ({977) envisage a time when
undﬁziggﬁﬂing of teacher informatfon processing will be aCh%éVEd and ﬁi1j
be found to be a determining variable of teacher effectiveness.

There is however, a danger expressed by some ressarchers i@ apply-
ing the cognitive information approach to teaching. Fenstermacher (1978)
suggesté that this danger arises Fraﬁ the assumption that knowing what
acecounts for effective teaching constitutes knowledge of how to produce

effective teaching. He believes these to be separate and only in-
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directly related mtters. If Fenstermacher is correct, caution must be
exercised against viewing significant behavioral correlations as a

structure for inferring causal relationships (outcomes).

As is well known, a causal inference cannot be made directly
from a significant correlation between two variables. The
complementary principle is, however, frequently ignored when
a-significant correlation is found; a causal relation exists
somewhere -- perhaps between the two variables or between the
two variables and a third, or any number of possibilities.
(McDonald, 1976; p. 50)

As Fenstermacher (1978) suggests, not only are the teaching process
variables (i.e., behaviors) responsible for higher student achievement,
it may be that an intervening principle (i.e. teachers' thinking) is
responsible for the correlation between the two. Other researchers
fncluding Morine (1975) allude to the importance of teache}si thinking.
Since this research and that of others supports the notion that the
teaching act is not'sblely a scientific paradign, the present researcher
stresses that teachers' thinking is such an important variable in the !
teaching act that it sr.nould be a not@worthy Epnsidératicn in. teacher
education. It is indeed an error for the researcher of teacher effect-
iveness to infer from a correlation between process-product var1ables
that one becomes an effective teacher by following rules and percepts‘
derived from that relationship, j.e.,direct theory. A close investiga-

tion of intervening paradigms (i.e., teacher's thinking) is also needed.

In order to understand the teacher's thinking process, it is
1ﬁportant to understand a]i'the following related éﬂmpcnents:

1) his goals, 2) the major characteristics of the task
environment, and 3) the transformation of that task environ-
ment into a cognitive problem space which reflects the
limitatien of his invariant information processing capabili-
ties. (Cooper, 1979; p. 6)



The following cases illustrate these components. The first year
music teachers with similar training, socid-economic background, pre-
service training, and command of the behaviors required for effective
teaching are assigned to teach in different local junior high schools.
The two schools have similar administration systems and students with
similar S.E.S. baékgrounds. The music teachers in the two schools at
the end of a university training program demonstrated effective teaching
competencies (e.g., classroom management, interactions, activities and
musicianship). However, the beginning Grade VII class of one responds
with growth in musicianship and performing ability, while that of the
other is 'putting in time.' Why the difference? Teacher expectations,
environmental.cond1t1ons and teacher decision-making actions may be the
reasons. In his extensive collation of recent teacher effectiveness
research, Medley (1977a) concluded: "somehow...we must find and use a
mode! in which the teacher's intent or purpose and the behavior of the
individual teacher both play a part in the teaching process." (p. 43).
The above example and Medley's conclusions suggest the 1mport5hce 6f
exploring the following areas: (1) the behaviors necessary to teach a
given subject, (2) the conditions under which the use~of these behaviors

is 1ikely to occur, (3) the various training situations useful for

practise of the behaviors, and (4) the effects of the teacher's thought

processes.

N »

Shavelson (1976). has doscrib‘d teaching as a "pgocess by which
teachers consciously make rational decisions with tbe'inteﬁk of
optimizing student outcomes." (p. 144). In his opinion, a teacher's
ability to choose a strategy effective for eliciting a desired student

outcome will decide the teacher's effectivene3s. While a number of

\

31.



nethodologie§ are readily available for aiding teachers in decision-
making e.g., computerized learning. programs, micratea:hing; mini-courses,
and protocol kits, the evidence about their usefulness is contradictory.
To study teachers' thoughts regarding decisions, it has been found that
questionnaires and interviews are ineffective for this purpose. How-
ever, studies such as those by Clark et al.*(1978), Marland (1977),
Cooper {1979) and King (1979) report the benefits of using stimulated

recall interviews for revealing teachers' thoughts.

Stimulated recall is an introspective methodology which employs
audio.or visyal techniques, or both, and records the subject's behavior
to help him recall the mental activities which acgaﬁpanied his behavior.
Cooper (1979) conducted stimulated recall with four teachers and twelve
pupils in Grades IV, V and VI. The majority of the thought units recall-
ed by the teachers in her study revealed a strong focus on future in-
structional tactics which suggests that planning is of major impart‘:
in teachers' thought processes and that effective teacher planning ,

decisions include ,suitable teacher-pupil interaction during instruction.

‘Morine (1976) supported the above when she discovered that only
4% of the thought processes of effective teachers are unplanned.
. Stimulated recall was used in this study to identify the .types of

planning decisions made by Grade II and V teachers. Three types of

observed: interchanges (decisions ;‘Glim to instantaneous verbal inter-.

action). planned attivities, and unplanned activities (those activities

not previously planned as part of the original activities).

Taylor (1970) démonstrated tne importance of including the content

to be taught and reiatgﬁ contextual factors (i.e., time, sequencing, and



" resources) in the planning of the secondary curriculum. Anderﬁan, Brophy
and Evertson (1977) support this view. Morine, who also cites evidence
“for the fmportance of planned instructional activities and the use of

| teaching routines, found that three stages exist in the pltanning process:
the di1emﬁa creating the need ta plan (i.e., problem finding), the formu-
latfon of a planning process (f.e., goal setting), and the fﬁplgﬁenting
process. Berliner's (1976) studies suggest the need for further study

in each of these processes. Generally, it is agreed that planning and
implementation are of paramount importance in both the pre-service and
in-service feaching experience.

There is 1ittle evidence available to suggest how music education
pre-service teachers process cognitive information about classroom
planning. Often specific technical problems in instrumental literature
'are‘the only guides for teacher p1ann1;g. Even though Yarborough and -
Madsen (1976) identified theicampanentsvaf an ensemble rehearsal as
warm-ups, musical concepts, activities for performance, and listening
these areas are not necessarily systematically planned. To date, how the
student teacher uses the above components in the planning of a_rehearﬁa]

is still uninvestigated. The present study will explore this.’

Section Summary

The¥irst section of the Review of Literature, Instructional Pro-
ﬁesses,iniistigatzd research on teaeher‘effectiveness, direct instruction
and training methods for pre¥servite teachers; and teachers' thinkfﬁg;!

In the rationale, preference was expressed for systematic
observation-in classrooms as advocated by Dunkin and Bfédic (1974) over

traditional research modes which were too restricting. Such systematic

-,
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observation {s accomplished through the use of instruments developed for -

reporting the events in the classroom observed.

An historical summary of teacher effectiveness research began
with the research done by Barr ;nd associates (1930) which focussed on
the consequences QFECEFtain teacher personality traits. Later in the
1950's, research centered on the methods experiment (e.qg., authoritarian,
direct, and indirect), where two or more methods were compared. The
research of Rosenthal and Jacobsen (1968) demonstrated that teacher
effectiveness was dependent upon teacher expectations. Latgr. studi;;
by Rosenshine and Furst (1971) interpreted effectiveness as the mastery
of competencies which relate teacher behavior to student achievement.
More recently, Anderson, Brophy and Evertson (1977) emphasized the

ability to employ these competencies during professional dectsion making.

An important instructional model to emerge from teacher effectiveﬁ
ness research was 'direct instruction.' A prototype of this model was
developed by Rosenshine and Furst (1971) which included only direct .
instructional behaviors for accomplishing specified goals. As the model
developed, it came to include such teacher centered actiyities as goal
setting, time allotment for instruction, monitoring of students' progress,
and questioning and feedback. Studies done by Anderﬁon. Brophy and
Evertson (1977) used this more highly developed model and related it to

LPUP1] achievement.

The research involving direct instruction has led to studies on
teaching behaviors needed for certain subject areas. Two such studies
were one by Eggleston et al. (1976) which explored subject and general
behaviors in secandary!scign;e and one by Moore and Kuhn (1975) which

alluded to the importance of utilizing general teaching behaviors in music.
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Procedures appropriate for training undergraduate students in

extinctions was substantfated. Feeddback¢in the present study is. con-

fined to the information a student teacher receives about how well he )
responds to the modelled behaviors and includes verbal or written comments
f f

from his supervisor. Evidence was given to support the effectiveness of

each type of feedback.

The effects of the microteaching praéess were also discussed.

. Microteaching provides classes of four to eight pre-service teachers with
a procedure for practise teaching in a variety of behaviors in which the

normal enmpIe;ities of the c1assraam'are reduced and feedback is provided
on each teacher's performance. Evfdence of immediate success for micro-

teaching in music was given by Brand (1977) and Moore and Kuhn (1975)

while Borg (1972) demonstrated its lasting effects.

There is evidence suggesting that teacher's decision-making skills
are an 1mpg?ta;t variable in teacher effettivenessi The importance of
planning decisions by teachers is stated by Zahorik (1975), Yinger (1978),
‘and Morine (1976). Morine found that over 96% of teachers' thoughts are
concerned with planning. Other researchers such as Marland (1977), Cooper
(1979), King (1979), and HaekayiifQTS) have found in teacher stimulated
reca11'1nterviey§ that teachers' thoughts are indeed gancerped primarily
with planning. Therefore, the present study will investigate pre-service
teachers' thoughts about planning by utilizing the stimulated recall

technique.



Learning Concepts

While the preceding section dealt with the instructional behaviors
confdered important for teaching, the present section will investigate
the learning concepts on which these behaviors are based, and will dis-
Cuss those applicable to the classroom, modelling, feedback, the

assimilation-to-schema concept, and sequencing instruction.

Psychological Principles Applicable to the Classroom
-~
Much has been learned about the learning processes needed to

become competent in classroom teaching. Conners (1978) identified fifty
psychological propositions relevant to classroom learning (c.f., teaching)
in the research of Wheeler (1967), Seagoe (1970), Griffith (1973),
Hilgard and Bower (1975), Nicholls and Nicholls (f975) and Bfggé (1976).
Of the fifty pﬁgpositi?ng discovered, he identified twenty as being
particularly important and urged that teachers implement these in their

teaching.

Conners' twenty learning propositions can be'app1ied to both thé
preactive and the interactive phases of teaching (Jackson 1968). The
ﬁermf'preaétive‘ denotes brief'ar detailed planning prior to 1nstructian,
while '1nteractivé‘ refers to the interaction between pupi1’and teacher
" during instructional activities in the classroom. Comners (1978), from
his review of the research cited, suggests that several of the learning
propositions are relevant for developing teacher behaviors. Watson (1960), .
Wheeler (1967), Griffith (1973), and Hilgard and Bower (1975) identified
propositfons for learning, while Seagoe (1970), Nicholls and Nichells (1975)
and Bigge (1976) applied these propositions to classragm practise. The

present study investigates preactive (behavior numbers 1-18), and inter-
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active fnstructional behaviors (numbers 27-31) using Conners'.suggested
twenty propositions.

Watson (1960) 1ists the following as propositions important for
influencing learning: active involvement of the learner, frequency of
repetition, reinforcement, generalizatiéﬁ’ind discrimination, drive con-
ditions, conflicts and frustration arising from learning, learning with
understanding, cognitive feedback, goal setting by the learner, divergent

and convergent thfnking, individual differences, developmental stage and

esteem, and group atmosphere of learning. Rosenshine and Furst (1971)
support Watson's learning propositions as being important for instruction
in the classroom.

Wheeler (1967) identifiéd a large number of inter-related psycho-
1§gicai propositions and among these were twelve whith are similar to
thaseraf Watson (1960). He states that, in the circumstances under
solely on the work of animal psychologists or learning theorists -and he
advaﬁates!the inclusion inbteacheré' instru¢tional methods of insights
from saciaI psychology, anthropology, and sociology. In summary,
Wheeler (1967) maintains tggt although much is known ébﬁUt how learning
" proceeds, there has been 1ittle attempt‘tn transiate such psychﬁiagicai

propositions into terms suitable for the practising teacher.

Griffith went further and 1dentified sixteen important psycho-
logical propositions from social psychology and sociology. 'Hg suggests
that teachers who understand thaese sixteen, plus another nineteen learn-

ing prapggitions, will be better able to devise a teaching model appro-

| priate to the changing situations in which they'Find themée?ves, .Hilgard”
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" and Bower (1976) advocate what they call a "band-aid" approach in which
psychological propositions are used to sg1ve:situatianai problems as
they ‘arise fn the classroom. Even though this view {s not generally
supported by learning theorists, Hilgard and Bower (1975) and Se;gaé
(1970) claim that working principles of operation are needed to narrow
;he gép bétween lea;ning;Fheary and instructional practice. Seagce
(1970), Nicholls and Nich§11s (1975) and Bigge (1976) applied their

“learning propqsitions to classroom teaching.

' Despite the agreement 1n neeﬁing to link theory with practise,

two main criticisms remain with the theorists and practitioners:
The teaching of educational psychology is an issue raised by
critics who have pointed out that there is little agreement on
- subject matter to be taught, that students are exposed to too
much subject matter, and theory has not adequately been linked
to practise. The second area...is the critical acceptange of
present learning theory for classroom settings....  The
critics indicate that there is a need to modify principles of
learning to account for the complexities of- human learning and
at the same time, there is the need to carry out research in
. the classrooms to investigate human learning in social settings.
¢ (Conners, 1978; p. 57) ’

Other propositions must be investigated to aid in bridging the

gap between learning theory and classroom practises.

One prevalent method which seeks to bridge the gap between learn-

ing theory and instructional practice s microteaching.

‘ Microteaching incorporates the principles of modelling and feed-
back (i.e., learning theory) and also utilizes classroom teaching epi-
sodes. It is in this context that the present study will investigate

the effects of microteaching.

-



Model1irg and Feedback

Modelling theory as expounded By Eandura and ﬂt1ters (1963) and
Bandura (1974) regards learning by observation as a process of trans-
forming a modelled event into imaginal and memory codes (i.e., when
environmental cues similar to those modelled are later experienced by
an observer, performance of the observed behavior may be elicited).
Acquisition and utilization of a modelled behavior by the observer are.
-influenced by a number of variables including outcomes rewarding to
the observer, identification with the model, attention to relevant social

~cues, and retention of the observed event.
Modelling is now regarded as an extremg\y important factor in
learning.

Rutherford (1973) studied the effects of positive reinforcement

by teachers who were trained with one of the following: (1) a combined

model and feedback intervention, (2) a model tape intervention, (3) a .

| feedback tape intervention, and (4) a control condition. He found the
combinmed model and feedback intervention to be effective in changing
teachers' behaviors, while feedback tape interve;tion was ineffective.
He attributed the success of the former_to the eliciting effect of
model viewing. In view of. the absence of an observed event with the
“feedback only" conditioﬁ. his findings suggest that it is modelling

which results in positive teacher responses in the combined model and

feedback condition. Alper é;_gl, (1972) demonstrated the need to follow -

modelling'with continuing feedback and systematic reinforcement when

the skill to be acquired is needed continuously.ahd fs complex.

There is ample evidence.gp suggest that viewing a positive model
has a desirable effect on the acquisition of a teaching skill (McDonald
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and Allen, 1967; Koran, 1968; L&ﬁger, 1969 and Alper et al, 1972).

Young (1970) studied the effectiveness of varibu; types andzadgﬁinatiéns
of models on lecturing skills. 'nis results fndicate‘tﬁat the most
.;ffective model1ing approach is a videofiped teaching episade‘featuring
2 specific element followed by similar classroom illustrations. The -
present research project Qtflizes both a modelled demonstration and a

teaching video teaching episode of teaching skills which are believed to

aid students' learning.

Thé manner in which models are presepted is also very fmpartantg
Active student participation while model viewing is advocated by Popham
(1974) and Borg et al. (1970) who demonstrated the usefulness of
students identifying and discriminating teaching skills while viewing
a model. Further evidence indicates the value of having student
teachers practise a skill in a teaéhing context simflar to that of the

model in which it was originally observed (Berliner, 1969).

Krasner and Allman (1965) suggest the use of modelling in
sequential progression. They found that modelling accelerates the
learning process and reinforces it by preventing one-trial extinction
in situations which miy produce adverse consequences. Bandura (1974)

states that:

Exposure to modelling influences has three clearly different
effects.... First, an observer may acquire new response
patterns that did not previously exist fn his behavior
repertoire.... Second, obsérvatfon of modelled actions and " -
their consequences to the performer may strengthen or weaken
inhibitory responses of observers.... Third, the behavior

of others often serves merely as discriminative stimuli for

the observer in facilitating the occurrence of previously
learned responses in the same general class. (p. 859)



In addition, Bandura (1963) emphasizes that an-abserver will fail
to acquire matching behavior if he does not attend to, reécgnize, or
distinguish tﬁe distinctive features of the model. Tﬁe learner first
needs exposure to a model of the skill's essentfa] features followed by
a study of the principles of its use if hfs behavior is to be shaped
aFtér the model.

It is geﬁera11y accepted that feedback is desirable in the pro- -

. cess of teacher training (e.g., the last phase of microteaching described
by Borg et al. [1970]). In a study by Main (1972), trainees receiving
Feedba:k'performeﬂ significantly better on the specific teaching skill

of probing than students who did not. %here is, however, considerable
disagreement regarding the method of gispensing feedback. Results from
the researcher's pi}ot study found that supervisor feedback was valued

- more highly by student teachers than peer feedback either by itself or

in combination with that of a supervisor. McDonald and Allen (1967) 1in
the skill of positive reinforcement during questioning compared simple
self feedback with videotapes to supervisor reinforcement with cue
discrimination. When thisgyﬁéii?Ear reinforced the desired behavior as
it occurred and pointed éut‘p1aces it could have been used, the traiﬁees'
performance improved significantly more than with any other mode of feed-
back. This provides further evidence that supervisor feedback is
éipetiaiiy effeetivexfcr tﬁaining in teaching skills. Oliver (1967) -
fépéfte& a'study with vocational teachers in thah some received feed-
back either from stﬁdents alone or from students and a supervisor, while
others received no feedback at all, Combined feedback did not prﬁdﬁce
any greater change than student feedback alone. This would seem to

indicate that student feedback can also be effective in improving
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teaching performance.' Yarbara;gh et al. (1978) also found student
teachers could improve their own conducting techniques by the use of
self-evaluation forms. It therefore can be concluded that forms,
peers and supervisor feedback can all be effective modes of fmproving
teaching skills performance.

Disagreement about the method of dispensing feedback is
eésentiaiiy a controversy about the effectiveness of aided versus
unaided feedback (i!éigSuDEinSDT versus no supervisor). Although
other types of aided and ynaided feedback have received attention for
a long time, it is only since 1964 that videetgpe feedback has been
used. It is generally agreed that unaided feedback is desirable in
trainin§ in-service teachers and aided feedback with pré;service
teachers. Davis and Smoot (1969) have shown the value of aided feedback
and numerous other researchers including Doty (1970), and McAleese and
Unwin (1971) have drawn attention to the desirability of aided feedback
provided by a supervisor only. Despite disagreements as to the methods
of dispensing feedback modes on the skill to be learned, research does

show feedback to have a positive effect on the teaching performance.

The effectiveness of supervisors administering feedback is well
estab1ished!by research. (McAleese and Unwinp 1971; Griffith, 1973).
Brown (1975) demonstrated that student teachers at Ulster and Stiriin§
Universities were firmly convinced on the value of supervisér feedback.
Johnson and Knaupp (1970) found that student teachers wanted qualified
supervisors, as well as opportunities for self-guided profesgional
development. Johnson and Knaupp used a factor analysis of student
teachers' responses to Likert-scale attitude instruments to indicate

that the student teachers also 1ike to share their experiences with

F
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their.peers and to have their strengths apprecfated!and-tﬁgfr fau?és over-
looked. Mafer (1958) recommends the "Listen and Tell' technique for
feedback. This procedure, which combines posftive refnforcement and d
feedback, allows students to develop their own analytical skills and

to suggest their own approaches, while also allowing a supervisor to

prompt and make suggestions.

The amount of feedback to be given still needs further investi-
gation. ODunkin et al. (1973) discovered that learning improves with the
amount of positive feedback given. Both video and audio feedback can
help the student teacher analyze his teaching episode ;nd help him
determine his behavioral success. McDonald and Allen (1967) investi-
gated the specific skill of positive reinforcement, compared modes to
feedback ranging from simple viewing of videotapes of oneself to
reinforcement by supervisors who discriminate behaviors. It was
found that when the supervisor was used, the frequency of positive
reinforcement increased. Therefore, evidence suggests that the greater
the amount and variety of feedback, the greater the improvement in:
teaching performance.

Brown (1975) found that the supervisor can accomplish much
greater improvement in trainee performance than any other feedback
because he is viewed as a faéi]itatcr of concept learning. The super-
visor helps the student refine objectives by using one or more of the
following: foﬁm5;4Explanat1;nsi peer feedback or video observations,
After he has been gfven guidance in processing feedback information,
the student teacher then can reconstruct his own performance of the

teaching behavior.



Researcﬁ evidence and'testﬂncniais fram the behavioral sciences
can be very helpful in providing notions concerning mottvation and
behavior changes (Fuller and Manning, 1973). Fuller and Manning (1973)
explain that the "feedback receiver, or person confronting himself, by
the use of forms in this case, fdentified discrepancies as a dissonance
and creates tensions, thereby acéivating a motivating force Teading to
its own reduction, i.e., change in seif-perception of behavior." {p. 470).
If the feedback is accompanied by peer or supervisor intervention, h
behavior change is more likely to occur. A study by Birch (1969) denaﬁ—]!
strates.that guided self-analysis forms using coded categories of
teaching behaviors produce significantly greater changes in teacher

behavior than self-confrontation on,videotape. Such forms facilitate

for critique-session discussions.

- In summary, the power of a good model has been sﬁbstanttated and
modelling is regarded as an important element iﬁ learning. Modelling
was described by Borg et al. (1970) as one of the basic components

of microteaching which included: (1) observing a mgﬂe]iéd event, and
(2) shaping one's behaviors after those of the modé1. In addition,
microteaching aiso includes receiving feedback on one's perfqrﬁan:e.
Mayer (1977) has demonstrated that modelling is best viewed in a hier-

archial progression from general to specific.

Feedback is .involved in the last phase of modelling and much
evidence is available suggesting its importance. While some feedback
modes are debatable, supervisor reinforcement is highly recommended.

The present study investigates the effects of both modelling and feedback

on the acquisition of speciffc teaching behaviors. . ’
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The Assimilation-to Schema Concept and Sequencing Instruction

The concept of assimilation-to-schema holds much relevance faé
educators. Its origins 1ie in the psychological study of human learning
and memory. Although modelling and feedback (dealt with in the last
section) aid in human learning, it is only by applying an understanding
éf the assimiiatien;tﬁgschema concept that one can transfer theory to
practise. -

To describe the assimiTatignéta-scﬁéﬁg concept requires that 7
the processes and-products of learning be differentiated. Mayer (1977)

describes these in the following manner:

The processes of learning are the acquisition of new material
in the learner by connecting 1t with (or assimilating it to)
some aspects of existing cognitive structure (or schema). The
products of learning are described as the newly reorganized
cognitive structure which integrates old and new knowledge

and which in turn, may serve as an assimilative scheme for sub-
sequent learning. (p. 369)

Because of the importance of the sequencing of instruction,
the processes of learning will be dealt with in this section.
| The theories of Ausubel's (1968) extension of the assimilation-
to-schema (A-S) concept, and Mayer's differentiation (as described above),
are particularly helpful in theorizing about instructional considera-

tions. Ausubel's main theories are as follows:

1. Schemata are cognitive rather than emotional or attitudinal.

2. The interactive-construct mature of the learning pvﬂcéss is
emphasized rather than the process of remembering.

- 3. Two distinct types of learning process are involved in
assimilation; meaningful learning set which refers to the
assimilation of new information to a meaningful structure
of existing experience and rote learning set which refers
to a much narrower set. (p. 370]




Subsqueaﬂyi Ausubel observed that the assini‘l‘an*t@sschm
theory takes account of three conditfons: "1) the recepéion of (in the.
mind of a responsive learner) the tnibeiizarneé materfal, 2) the avail-
ability (in the learner's mind) of a cognitive structure to which the
during learning." (p. 369). In short, rote learning requires only that
the subject's mind arrive at a receptive mental state (écnditian 1)
before a new condition is learned, whereas all three of Ausubel's con-
ditions are needed for meaningful 1earnfng,gﬁﬁruﬁn and Mayer (1972) and
Mayer (1975) distinguish between strong and weak meaningful learning
sets. Strong sets can adapt flexibly to what fs to be learned from new
experiences and ideas, whereas weak sets can only add new ideas, however
incongruously to their original strii&uresi How a strong or weak
learning set can afect the planning of instruction is discussed beidi_

In order to resolve contradictions in the findings of resed‘gh in
this area, Mayer (1977) has outlined particular learning goals and
better learning methodologies. His main findings support increased
retention in verbal learning and better transfer in genera1itaispecific.
sequencing. To support his A-S theory, Mayer recommends that subjects

be given a good general background in an area in order to be well

prepared to assimilate new specifics and to deal with future unfamiliar

experiences. Subjects who are given specific-to-general learnings, or
who have received no background preparation whatsoever will lack skills
in assimilating new material and be unable to deal with future un-
familiar experiences. An example of this general-to-specific paradigm
is the "experience-study-re-experience" procedure of Reimer (1970) in
which a pifece of music is played, highlights are identified and studied
and finally, the pfece is replayed with enhanced awareness.

A
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Yarborough, Wapnick and Kelly (1978) demonstrated the effects of
a strong meaningful set in a pre-post test experiment involving music
majors. !They used two types of feedhack in training undergradgates in
conducting techniqués. One qroup received video feedback and comments
from an experienced conductor who also modelled the correct techniques.
The other group received video feedback and used Yarborough and Madsen's
(1976) observation farms and checklists. There were no significant <A

differences when pte- and post-tests were compared. However, after

receiving conductor feedback the first group, although no better in
-canducting than the second group, improved in score preparation, eye ' i
contact, and conducting mannerisms (meaningful learning), all of which '

Erbes (1978) identified as important. This finlding demonstrates that

rote learning (e.q., canducting)'can be easily learned, but adquatg

meaningful learning requires an additional intervention method (e.g.,

ccndﬁetn; feedback). Additional support is given by other music

 ve?ba1 and meaningful learning as being important in music education.

(Yarborough, 1974, Madsen et al., 1975; Moore, 1974; Reimer, 1978; and

Moore and Kuhn, 1975).
Sequencing is important in both the modelling phase and other

instructional phases of learning. Mayer (1977) comments on the

o e et s s

importance of the position of modelling in the sequencing of learning.
Properly placed in a sequence, a mode] serves to increase learning
results, not only in retention of a new behavior, but also in a broader,
more integrated learning. The success with which this occurs fis
“influenced by both the sequencing of thé modelled event and the controll-
ing of the conditions under which it is presented. The present study

utilizes this model1ing notions of sequencing and situation control.
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(See Chapter 111).

-

Questions about the fastructional ordering of content, as opposed

- Vd
to traditional random methods of presentation have been raised by Gagne
(1969) and White (1973) who hypothesize that content should be organized

in a hierarchial progression. Gagﬁe (1969) states:

Instruction would be most effective when it begins at the most
basic capacity that the learner does not yet have and builds
progressively upwards in a hierarchy.... It is possible...to
begin with a clear statement of some terminal objective of in-
struction, and to analyze this final capacity into subordinate
skills in order that lower-level skills can be predicted to
generate positive transfer to higher-order ones. (p. 1)

This view underlies the theory presented below for teacher

education.

Learning is enhanced when goals are planned and activities are
sequenced. Morine (1975b) supports the planning of instructional con-
tent and advocates the incorporation of gdequate teaching skills for
its implementation. The planning components include the integrated
means-end goals, classroom interaction and pupil feedback. She gives
first priority to decisions involving content goals and classroom
interactions. fhe way teachers use these content goals and 1nteractfve

skills in planning helps determine their differences in decision-making.

The type of planﬂing indicated above is supported by learning
researchers. Mayer (1977) states that subjects learn by attempting

to relate new material to some-already developing cognitive structure

resulting in the formetion of new concepts.

In conclusion, the assimilation-to-schema concept is useful for
educators in aiding them in sequencing content and in their modelling
of instructional procedures. The necessary conditfons for meaningful

1earhing set are "1) the reception of the to-be learned material, 2)

e —————— ettt e

'
-— .

v



49.

the availability of a cagnitive structure to which new material may be
assimilated, and 3) the activation of the structure during léarning.“
(Ausubel, 1968; p. 369). Research indicates the particular Tmportance
of an assimilative set (condition 2) and an active learning structure
(condition 3) 1f meaningful learning is to occur; and Morine (1976)
found learning to be more likely when ggais; activities and interactive

jnstruction are effectively organized during preactive planning.

Consistent with the findings of the above research (1.e. psycho-
. logical principles applicable to the classroom, modelling and feedback
and the assimilation-to-schema concept), the present study utilizes
these concepts in formulating the treatment procedure. The section

summary following will include a summary of these learning concepts.

Planning Theories

Planning is one of the teacher's most important jaﬁsi Kounin
(1970), Gump (1969) and Doyle (1977) emphasize this fact and demonstrate
that the complexity and unpredictability of the classroom itself must

be taken into account in effective planning.

Planning in the past has made extensive use of a means-and-end
model in which pﬁeiiausiy determined abjéctivgs provide guides for
the devising of activities and strategies. Zahorik (1975) in a study
of teachers of adults, secandary school teachers, and elementary school
teachers found that although 56% use objectives in plamning, only 28% -
of thise reported objectives as their first planning decision. The
planning decision made first by the majority of the teachers studied

concerned lesson content (c.f., instructional activities).



Most recently an 'integrated means-and-end' model has been
devised in which the planning of objectives is done not only in terms
of subject content structure, but also of student preference in
Iear;;ng experiences (Zahorik, 1975; McDonald, 1976). This mﬁthod
of planning evolved with the following studies on how teachers spend
their planmning time. Peterson, Marx and Clark (1977) examined classroom
planning by studying teacher§ ‘think aloud' comments and found that:
(1) teachers spend most of their planning time structuring content, (2)

“less time is devofed to instructional processes, and (3) least time

1A

to devising the stddent behaviors they wished to evoke. Nnriné (1976)
confirmed the same results and also found that teachers paid little

sattention to diagnosfng student needs, evaluating procedures and"
developéag alternative course of action. However, all researchers alluded
to the importance of‘using student interests in the planning process.
Colbert (1979) found that teachers formulate content objectives as the

:first step on their planning. The second step she found to be the
identificatfon of pupi] activities and teaching procedures appEOpriate

. for the content objectives for a particular group of pupils. Conclusions
indicated that adequate goal setting, which involves controlling the
content and identification of appropriate activities and procedures,

better enables a teacher to control his classroom enviromment.

«

Yinger (1978) in a case study, found the components of a planning
process model to be problem finding, problem formation and implementation. )
The present study concerﬁs.itself with gathering,desériptiohs ﬁbout goal |

formulation which is a component in problem finding Since pre-service
teachers are frequently overwhelﬁed by the teaching situation and qften

do not know how to identify goals related to content, Students or class.
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Yinger (1978) and Morine (1975b) state that during the prﬂbTEﬁ.
finding stage (i.e., discovering of a suitable goal) the order of the
components is: selecting a topic (i.e., content objective), stating the
objective, considering possible steps to be fn119wed, preparing
instructional materials, ;f arranging classroom events. However,
Morine (1975b) states there isa ‘missing link' in this chain of events.
She states that classroom interaction and pupil feedback must be |
included. With such elaborated preactive planning she contends that the
teacher will be able to make decisions regarding his own behavior and
zhat aFéhis class. She also advocates that the teacher should create
connections between tﬁe instructional strategies and interactive techni-
ques (e.g., giving additional information to pupils, and commenting on !
pupils' answers) in order better to control classroom events.

Yinger (1978) suggests that the teacher gains competence from

_experience in the problem finding stage of planning. However, Mayer .

- (1977) in his assimilation-to-schema concept suggests that acquiring

this competence is possible without experience. Surely a teacher is
better able to learn planning from adequate training in sequencing
information and planning interactions than from trialsand error experi-
ences and such training will help eliminate many early mistakes being
made on the job. -

In summary, problem finding should not be left to teaching
experience alone, bup should also include consfderation of the pupils'
information syétems if meaningful learning is most effectively to occur.

The present researcher QUestiEﬂs Yinger's (1978) notion that the

pr@b]em finding stage is only attainable from experience within the

classroom. She believes, on the basis of studies conducted with learning
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and memory and the sequencing of instructfon by Mayer (1977), thax the
decfsions cannegted with this stage are subject to traintng. Although
~individuals collect and process information in different ways, it is
possible to train pre-service teachers in interactive decisfon making.

Morine (1975a, b, and 1976) and Mackay and Marland (1978) support the
in%lusicn of decision making %rﬁining during the problem finding stage
of'p1aﬁningi These canc]usiaﬁs have led this researcher to beiiéve
that training in the problem finding stage and decisions connected with

it are posstble in pre-service education.

v Morine (1975b) found that teachers produce two types of lesson
. plan: a detai]e& plan containing a crossing of interrelated events
1ﬁt1uding»abject1ves, activities, interactions and feedback, &nd a plan
mainly narrative in structure which does not include any of the above
details. She }aund tb;t the two plans reflected two different ways in
which teéchers préeess information; the dgtﬁiied one illustrated intef—
aztivé'degision'm;king which resulted in predictable events for the
classroom behavior while the short pIan did not. Morine (1975b) then
pﬁﬁpﬁseé three traiﬁiﬁg téchﬁiques for decision making in order to |
make teachers more proficient at including interaétfoné and feedback in
_ their planning. Thq;€EEhn1qﬁes are: comparing alternate procedures,
aé;ptiﬂg procedures té pupil differences. and noticing interactive
decisions. The present study will investigate the pjénniﬁg of inter-

active decisions and their effesté with pre-service teachers. Such

fnvestigation is recommended by Colbert (1979), Yinger (1978), Doyle -
(1978) and Clark (1978). | .

If how a teacher behaves in class is dependent not only upon his

actfons but also upon his thinking, it is important to stu&} both overt
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and covert gehayipés in pre-seryice education. Despite the research
difficulties in gathering information concerning teacher decision
making, which fnvolves fdentificatfon of teachers' behaviors and
their thoughts about these behaviors, this type of research is
necessary because most teachers' thoughts are still cancerned with

instruction.

MacKay and Marland (1978) and MacKay (1979a) have suggested that

stimulated recall be used for training teachers in decision making in
order for them to learn to plan gffectiveiy_ This method helps the
teacher identify his thought processes and his overt instructional
behaviors. MackKay (1979a) concludes: "there is a clear relationship
- between thoughts and classroom behavior and behavioral observation
does not, by itself, provide a complete expianation for classroom
processes." (p. 16). Although the present s tudy emp1cyedi§t1mu1ated
recall to gather planning information, the above research suggests
that teacher educators use stimulated recall as a training me thod

in preactive decision making.

‘Section Summary

Because of the close relationship between learning concepts

and planning theories, this section summarizes both.

Much has been learned about learning pﬁaéeéses which are
effective for classroom teaching. During the last twenty years,
Conner§ (1978) has fsolated some twenty such-pras§31tiaés which are
beneficial for instruction. Some researchers including Watson (1960)
have formulated psychological propositions which are important for

learning and for guiding teaching behaviors. Other researchers
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including Seagoe (1970) have applied these propositions to the ciasss
room. Although Seagoe, Watson and others have thoroughly investigated
learning theory and classroom instruction, the relating of psychological
propositions to classroom teaching has not yet been adequately
researched, and has resulted in two main criticisms. One of these con-
cerns the over—emphasjs on laboratory experimentation, uhi1e‘the other
deplores the lack of agreement among researchers as to what constitutes
a psychology relevant to classroom learning behaviors. Therefore,
research into classroom complexities and human Tearning conditions is
needed.

Modelling and feedback used in microteaching provides researchers
thh insights into the relationship between theory and practise.
Modelling research indicates tﬁat the following are important for learn-
ing: an effectively modelled event, a systematic presentation for the
modelled event, and the use of appropriate reinforcement following it.
Borg et al. (l970)vadvocate that the teacher-educator see modeliing as
a three step process: (lflihe learner observes a model teaching episode )
in which particular skills are demonstrated, (2) he attempt to shape
"his behavior on those of the model, and (3) he receives feedback on his
performance. The present study 1nvestig%}es the areas of modelling and

feedback and its effects on the learner.

To be more fully understood, modelling and feedback should be
considered in association with the individuai learner's information pro-
cessing system. Mayer's (1977) research indicated that the assimilation-
to-schema concept has much usefulness for sequencing instruction. =
Ausubel obsérved that three conditions are necessary for meaningful

learning to occur: (1) the reception of the new material by the learner,
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(é) the availability of a cognitive strueiure to which the new material
can be assimilated, and (3) the presence of an active cognitive
structure during learning. Mayer (1977) found that rote learning
fnvolves only the first of these conditions and that meaningful learn-
ing involved conditions two and three since they concern the 1;arﬁer‘s
internal state. Mayer (1977) goes on to stress the importance of
sequencing instruction in order to make conditions two and three possi-
ble. He finally prﬁﬁoses the need for planning sequential instruction

for learning (meaningful).

Classroom planning is important for the teacher and evidence
suggests that most teachers do some type of planning. Although the
'{ntegrated-means-and-end' model has replaced the means-and-end model
_in eduﬁgﬁiangl thought, both models have the establishment of goals
and subsequent strategies as their basic campéngnts! Unlike the means-
and-end rmodel, hawe?er, in the integrated-means-and-end model, the goal
decisions are made in 1ight of bctﬁ the content and the students'.

interests.

The development of the integrated-means-and-end model has led.
to preactive planning, the sequencing of information and the use of E
interaction variables. The regearches of Colert (1979), Yinger (1978)
and Morine (1975b) .support the use of this type of planning. Yinger
(1978) also lists three stages of lesson planning: problem finding,
problem formation, and implementation. The miin emphasis for the
present study is discovering how subjects plan adequate goals (i.e.,
 problem finding) since the present researcher believes this to be Ehe
‘greatest pr@b1e& area for the pre-service teacher. Although Yinger

states problem finding can be learned only from experience, the present



researcher questions this notfon. Surely teachers will be better able
to plan if they incorporate Mayer's (1977) theories gﬁiassini1ating
information and structuring materials, and Hnrine's(?1975b) findings
on interactive B]anning, |

Research supports the conclusion that the planning process is
enhanced by interactive techniques and instructional decision making.
MacKay and Marland (1978) advocate the use%ulness of stimulated recall

for this type of training.

(
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CHAPTER III

DESIGN, PROCEDURES AND ANALYSIS OF DATA

The purpose of this chapter is to describe the research design,
the sample, research questions, data sources, procedures and the analysis

used.

The Design

This research ﬁfﬂject used a quasi-experimental design, a ﬁre!
test post-test design and descriptive information. The experimental
section of the study employed two experimental groups each receiving
different types of feedback during the microteaching of a music lesson
as well as a control group which received only a basic treatment of
lectures and demonstrations. The pre-post test design was used to
fnvestigate the effects of modelling in the treatment. In addition,
tests of significance were calculated to determine the effects of
feedback. Thé qualitative (descriptive) section is a stimulated recall

analysis of the experimental subjects' thoughts about planning.

The experimental and control groups were investigated ina
natural setting (i.e., university teaching ]aﬁoratary) using a pre-post
treatment design. Fifteen pre-service teachers wefe abservéﬂ Pefore
. and after the treatment period, for a total of six teaching héurs each
over a period of three weeks (two hours of class per week). They'were
observed by coders using the Quest Rating Instrument (see Appendix F).
‘The treatment encompassed modelled presentations and demonstrations

exhibiting thirty-one teaching behaviors believed to be effective for

teaching a secondary music lesson. The experimental groups also
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" received two microteaching sessfons in which they practised teaching
the thirty-one behaviors with their peers. Two types of feedback modes
were used: one experimental Group (A) received verbal feedbac:k from
the supervisor; while the other experimental Group (B) received written
comments. The control group did not participate in the microteaching
sessions or receive any feedback. ATT groups wére observed before and
after the treatment period. All subjects were observed in two instru-
mental settings: full-rehearsals and sectionals. Some of the subjects
wére also observed during the teaching of general music. -

The lessons were observed and the behaviors were noted by
trained observers (i.e., coders) who used a reliable Qbseryaticn instru-
ment (see Appendix F). The observations yielded data re]aﬁing behavior
ratings, classroom interactions and classroom events (i.e., drill,
activities and c]assroqm management ). fhese behaviors Qere later

events. The researcher also compared similar behaviors observed in

analyzed and correlated witﬁ the recnrzid classroom interactions and
the CRT (Center for Research in Teaching) sample with those of her

pre-service sample.

- The descriptive section of the study ipﬁ]uded the pre-service
trachers' thought processes using stimulated recall. The thought pro-
cesses of the experimental subjects were 1nvest1§ated with the SRI
(Stimulated Recall Interview) technique after the final microteaching
mini-lessop. Two microteaching lessons were prgggrgd and-t;ﬁght to peers
by the pre-service teachers. The micrﬂtea:hing'ﬁiniiiessons lasted from .
ten to fifteen minutes and then éach‘subjéct wa; given feedback. After
}the first mini-lesson was videotaped, the supervisor administered either

verbal or written comments regarding the subjec;s‘ teaching performances.

!
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After the second (i.e., last) mini-lesson was videotaped a dfrected
stimulated recall interview (SRI) which investigated behavior change and
planning processes was conducted within forty-eight hours with the experi-
mental subjects. The SRI's were audio-taped and transcribed. Tﬁe data
uefe then analyzed and yielded informtion regarding subjects' thoughts
concerning lesson and behavior changes. These data also pravided a

basis for describiny the téaching behaviors and their relationships to
events in the lesson. Eight pre-service transcripts were analyzed in
order to obtain fnformation about the pre-service teachers' changed

behaviors and planning processes.

The Sample .
. Fifteen pre-service teachers enrolled in the secondary music
curriculum and instruction course at the Uriversity of Alberta took
part in the study. These student teachers had no prior classroom
teaching experience. The backgrounds of the subjects varied according

_to their major emphasis: band, orchestra, keyboard or choral; and the

extent to which they had completed their major area af study. Most

subjects had keyboard backgrounds (e.g., thirteen out of fifteen) and 7
also an orchestra or band sp2ciility, while the two remafning were a )

vocalist and.a guitarist. All but four subjects had prior experience
playing in school bands, or orchestras or both. Both the ezpefimenﬁai
and control groups attended curriculum and instruction classes
involving lectures and demonstrations. Only the experimental groups
attended the microteaching sessions.

The pre-service teachers were concurrently enrolled in the Music

Education Laboratory program and the Lurriculum and Instruction class.



The music education laboratory (Melab) is a uaékshap program in
secondary practicum. While the main emphasfs 4n Melab fs on band
performances, strings, chorus, and general music also are taught by
the student teachers. The program takes place on Wednesday evenings
and SatUPday mornings during the university year. Children are
recruited from the Junfor high schools of Edmonton and all instruction
is given by the student teachers closely supervised by professors,

graduate students, and master teachers.

Melab was administered during the period of this study by a
professor and two doctora’l stﬁdentsi These three people were joined
by several master teachers from the high schools of Edmonton. Approxi-
mately half of the scheduled teaching time of the student teachers
was supervised, The doctoral students also pariicipated in teaching

the curriculum and 1nstructian'c1assiA

CRT (Center for Research in Teaching) Project Description

In édditian to the pre*$ervice teacher sample, a CRT sample was
included in the final study for comparison with the pre-service mysic
teachers.

The CRT'praje:t was a quasiaexperimentai:researsh and deveiap§
ment study which was operated on a joint basis by the Center for Research
in Teaching and th;iEdentan Public School District. The project offereg_
research possibilities in teaching skills and behaviors. |

During the period of this study, there were three graupslinicivgd
in the project: ten research associates, sixty in-service teacherssand
fifteen coders. The research associates were ten ﬁtaff members from the

Edmonton School District who were working on a one-day per week basis
o



at the University of Alberta during the school year 1978-79. Under
the school system's program of partial/‘eaves, these people were
enrolled as special students and received course credit for their
extensive studies of the literature on teaching research. In addition,
as researchers for CRT, they conducted an in-service progra- involving
sixty teachers and assisted with the collection, analysis and reporting
of the data from January to June. 1979 (see MacKay, CRT Report No. 79-
1-3, 1979b)5 The in-service teachers were drawn‘from.thirty Edmonton
schools and were assigned to two CRT project grons called Hode ﬁ and
Mode B. The CRT in-service teachers and the researdher's pre-service
teachers were both given treatmention”certafn teaching behaviors. The
means of the behaviors common to both groups were compared ln order to
ascertain if the exit behaviors of the pre-service teachers were signi-
ficantly different from the entry behaViors ot the in-service teachers.,.
However, the treatment methods for the pre serVice and in- service |
" teachers were different. Borg et al (1970) found advantages n using

different training methods with pre- service and in- service teachers Two
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meéthods were used with therin-service teachers, one 1nvo1v1ng more teacher

interaction than the other.. One‘treatment Qode (Mode A) used booilets
and lectures outlining specific teaching behaviors; the other.(node,B)-
used videotaped presentatjons, vorksheets; rofe-playing epfsodes. and
small group discussions in addition to booklets and lectures. Pre- and’
post-treatment tests were then given to the groups to determine 1f the

treatment affected the teaching. behavfors
. A
Fifteen cert1f1ed teachers who served as coders in both the re-

searcher's study and the CRT project were trained to use the classroom
. AR Y . . ‘
observation instrument. This training involved observing tapes of

-




teaching episodes, discussing the observation and generally becoming
Eggfgiiiiar with the observation system. After gbseréing a number of sam-
ple teaching situations, the coders (in pairs) visited grade three and
six elementary mathematics and English classes. This procedure was
repeated until 76% reliability (Scott, 1955) in the use of the observa-
tion instrument was attained. The coders then visited the fn-service
. teachers for six hours before and six hours after the treatment. After
_the coders completed the pre-treatment observations, the observation
booklets which the{ had compiléd were submitted for analysis. The same

procedure was followed during the p-cstitrgamenti_

The CRT project focussed on the elementary grades in mathematics
and language arts, and in some ways resembled projects that were con-
ducted at the Research and Development Center at the University of
Texas and N. L. Gage's research at Stanford University. For the Edmonton
CRT projects, sets of teaching behaviors (see !ppendig D) which recent
literature support as desirable at the various grade levels and for the
subject areas‘éhvé1ved in tnis‘study were translated into behavioral
reconmendations and were presented to the in-service teachers.

In the CRT project, several questions were examined:

1. Can short-term training have an fmpact on the behavior of
teachers in an experimental situation?

2. Wi1l there be substantial differences in the behaviors of
the teachers:when comparing the pre- and post-treatment
)’datia? )

3_ﬁ What impact w113 thé recommended behaviors have upon pupil
achievement in mathematics and language arts at the grade
three and grade six levels?

4. What impact will a research and development project pf

this nature have upon the operatfon of both the CRT and
school district? p

-
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This particular research project was completed in May, 1979, and
the report of* the findings was completed by December, 1979. (See
MacKay, CRT Report No. 79-1-3, 1979b).

Specific Research Questions
The present study seeks answers to the following questions:

1. How did the experimental teachers differ from the control
teachers in their use of the criterion behaviors and what
were the effects of such differences in the classroom?

In order to investigate the effécts of modelling and

" feedback in the sample groups, significant differ-
ences were calculated in the means of the behayiors,
the classroom events (&Fill, activities and class-
room ‘management) and interactions used (product |
and process questions). Specifically, were any of the
vbeﬁtviors significantly correlated with the classroom
eQents? |

2. what were the effects of the use of the criterian behaviors
in different junior high music classrooms?

Ip order to investigate the effectiveness of the
'‘direct instruction' behaviors in sécoﬁdary classes,
pre- and post-test academic engagqunf times were
.calculated for the experimental and contrQl groups.
~Two calculations were performed: the first to deter-
mine the effectiveness of the behaviors and the
second, the behaviors' effect on the classroom. The

effectiveness of the behaviors was discussed in terms
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of the academic engagement times for both the experi-
mental and control groups in different music contexts.

The behaviors' effect on the classroom was discussed

v

in terms of the allotted times for the various class-
room events (fi.e., drill, activities and c]ass;ﬂcu
management) for each group. Specifically, were the
treatment behaviors effective for secondary classes and
what were the behavior effects on the different groups
and the different music contexts?
What effect did the feedback modes have on the behavior means
exhibited by the two experimental groups? |
When compared with the control group means, did the
experimental group implement the behaviors more x
effectively? How did each of the group perceive the
effectiveness of the feedback? *

Do the behavior means of the in-service teaching behaviors
differ significantly from those of the pre-service teachers?
Of the thirty-one instructional pehaviors observed,
thirteen which were common to both the researcher's

experimental and control groups and Ehe in-service

(CRT) group were campared. The campa}isan was calcu-
Tated between the in-service pre-test score and the pre-
service pre- and péét—test scafesg The latter comparison
H!g conducted to gaiher-a&ditianai information about
modelling while the former ascertained any group differ-

ences.
¥



5.

How did each type of feedback affect each subject?
What similarities ‘appeared in the thoughts of the
two experimental group members? Did the type of
feedback influence a subject's future lesson
planning? Were the results such as to permit the

* researcher to formulate decisions regarding lesson

planning for teacher education in general?

4

Delimitations of the Study

In addition to those listed on page 13, 'the final study also

includes the following delimitations:

1.

©

The final study was restricted to fifteen student feachers,
therefore reducing the generalizability of the results
obtained by statistical analysis.

Although it might have been possible for the observation
system to have examined teacher and pupil use of time in
any learning content area, this study was restricted to
full-rehearsal, sectional and general music classes.

The observation time was restricted to no more than six

" hours for each pre-service teacher.

N

The observations were made in Melab as opposed to a school
classroom. A variation of the Melab pre-service'teachinq
situation included the supervision by three facuity con- .
sultants (cf., only one in school settings).

The data obtained from the SRI's (stimulated recall inter-
views) were restricted to an analysis ofizlanning phenomena,

Planning phenomena topics'included: goals and purposes,

2%
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instructional delivery system, instructional strategies,
and content structure and sequence. The directed stimu-
1§ted thoughts of the pre-service students were confined
to the above planningltapics.

6. The interviews were restricted to the eight sybjects in -
the two experimenta;i groups. | '

Data Sources -

f
The following thirty-one behaviors relate to instructional

,strateg{es used in instrumental classes. These behaviors are concerned
with getting the students' attention and maintaining their interestg
’ The behaviors center mainly on the organfzation and_clarity of an
effective ﬁehearsaj situation which emphasizes active student partici-
'patiog in a variety of learning activities. The behagiars are cate-
gorized as specific 1nstruct1§ﬁa1, music 1pst%uctianal and 1ntera;ti§n
behaviars=and are presented below. (Note: Because of the nature of
the areas examined, many of the behaviors could also be termed instruc-
tional strategies).
I. Direct Instructional Behaviors
A. Getting ‘the Children's Attention
1. Teachers should not begin speaking to the group until
all the students are paying attention.

2. Teachers should stop speaking or 1n§trucf a cantributing
student to stop speaking until all students are paying

attention. :

B. Introducing a Lesson

3. The teacher introduces the lesson with a brief overview.
4. The teacher presents the objective or new words to be
emphasized clearly at the beginning of the band period.

&



5. After presenting the objective or new words, the
teacher has the students note them.

6. A demonstration or explanation precedes the

children's attempt to do the work. This would

include warm-up and technique exercises which help

clarify the students' understanding of the objective.

C. Presentation of Material ;

7. Teachers should present information to students in
a clear, orderly, well-organized manner. The teacher
reviews at the beginning and as needed throughout the
lesson; this supplies a review of past learning.

8. Teachers should communicate at the pupils' level of
comprehension.

9. .Teachers should use a variety of instructional
techniques -- adapting instruction to meet the learn-
ing needs of individuals.

10. Teachers should optimize academic learning time.
Pupils should be actively involved and productively
engaged in learning tasks. gfff

4D, Music Instructional Techniques

11. Teachers select repertoire materfal which is suftable
to students' level of performance and understanding.

12. The teacher puts the highlight or concept back in the
repertoire with increased student understanding.

E. Summary of the Lesson

13. 'Near the end of the lesson, the teacher reviews the
main ideas and essential content of the lesson.

14, The teacher develops an appropriate evaluation system
either by proficiency level of perfnrmance or by
written responses to check students' understanding.

15. The teacher displays or plays the work of the students
and leaves them with a feeling of accamp1ishment

F. Praise and Critic1sm
16. Criticism should be used with discretfon and should
= include specification of desirable or correct alter-
natives.

17. Teachers should direct disciplinary action accurately.
18. Teachers should prevent misbehaviors from continuing.

II. Te;chinﬁ Style Behaviors

19. WITHITNESS: The teacher was aware of what was going
on in the classroom.

20.. OVERLAPPINGNESS: The teacher was able to attend to
more than one issue at a time.
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21. SMOOTHNESS: The teacher facilitated the smooth flow
.of the lesson or a smooth transition from one activity
to another,

MOMENTUM: The teacher's behavior maintained the pace
of the lesson.

[ ]
™~

23. CLARITY: The teacher was clear in presentations to
the class.

ch11dren

[ ]
un

WARMTH: The teacher provided evidence of “caring,"”
“accepting,” and "valuing” for the children.

26. EMPATHY: The teacher responded accurately to both
obvious and less obvious meanings, feelings and
experiences of the children.

-

II11. Interaction Behaviors

27. Many different pupils were selected by the teacher to
respond to questiqns

28. When pupils' answers were incorrect or only partially
correct, the teacher used techniques such as rephrasing,
giving clues, demonstrating or asking a new question to
help the pupil to give improved response.

29. The teacher used praise to reward outstanding work as
well as to encourage pupils who were not always able to
do outstanding work.

. 30. The teacher used mild criticism on occasion to communi-
cate expectations' to more able pupils.

3. thg pupils initiated thesynteraction, the teacher
acckpted and integrated the pupﬂ question, comment
or other contributian

%

These eighteen specific behaviors, efght teaching styles behaviors,
and five interaction behaviors are believed to promote effective learn-

“tng in an instructional situation.

r

Research Instruments

Classroom Observation System: One of the procedures of the study

. concerned the investigation of the effectiveness of the researcher's

. -

observation system. The following is a summary description of the Quest

Observation System (MacKay, CRT Report No. 79-1-3, 1979b). The data



collection device used to investigate this problem was a coding system
very similar to the one used by the Texas Research and Development S;udy
(1977) which was adapted from the Brophy-Gbod Dyadic Interaction Coding
System. (Good and Brophy, 1973; Brophy and Evertson, 1973). Both th;v
control and experimental subjects were each ob;erved for approximately
six hours using this system and the resulting classroom data were

recorded.

The'diversity of the processes occurring in the classroom
necessitated the use of several different measuring scales. The scalés’
used in the observation system focussed upon both the pupil's and the
' teacher's verbal and nqnverbal 1nteract‘en, and measured both cognitive
and affective components separately. A number of checklists, rating
scaigs and class descriptions were used to assess clagsroom behavior
in its many dimensions. Checklists were used to record the frequency
with which behaviors and types of interaction occurred during a period

of observation (see T.M.0. [Three Minute Observation] in Appendix F).

Two kinds of rating scales provided data from which the
‘observers were able to infer the degree to which a trait or attr1bd!e

was possessed by a teacher or a pupil.

Although both Tow and high inference ratings were utilized by
the ‘'observer, the latter was deemed more appropriate for the present
study. The low inference scale whicﬁ involved tallies of classroom
"~ interactions was only employed in the T.M.0. (see Three anute’bbserva-
tion, Appendix F) while the high inference scale was employed for all
the thirty-one behaviors. The latter category (i.e., high 1nferencef
t{s more descriptive than judgemental and inferentfal. In addition a

running tally of classroom activities (see C.A.D. [Classroom Activity
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Description] in Appendix F) provided a sequential diary and a record of
the time spent on drfll, activities and classroom management in the

classroom.

In addition to the systematfc ggservatfon system used by the
coders, other data sources were also used. These were: directed stimu-
lated recall techniques used to ‘determine the effect of the feedback
on each student teacher (see description below), a reliability check
on the amount and types of feedback given to the subjects, and a
validity check on the reliability of the supervisor's perception of
_the use of the behaviors. These are explained further in the Sample

‘Treatment Section. ; /;*

. , , T
Stimulated Recall Methodology: Stimulated recall is an intro-

;pective'méthodéiagy in which audio or visual cues or both are
.presented to assist a ;ubjecﬁ to recéi1 the covert mental activities
which the cues spimulated.

Bloom (1953) states that "the basic fdea underlying the method
of stimulated recall is that a subjeét may be enabled to relive an
origin&l situation with great vividness and accuracy if he is presented
with a Targe number of cues or stimuli which acc;rred during the

¥

.ortginal situation." (p. 162).

In the present research project, the stimulated recall procedure |

- L ‘ . )
involved the subjects' viewing videotapes of their most recent micro-

“teaching sessfon. Bloom (1953, 1954) discovered that ithe time lag
between the obtaining and the showing of the stimulus should be no
longer than 48-hours, Otherwise the intervi%uees would exéeriengf '
memory loss when Fe?iving the téaﬁhing experience and reca111ng what

they were thinking during the videotapeg lesson. In keeping with

%
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Bloom's findings, videotape viewings and interviews took place within

48-hours after the lessons were taught.

-

The present researchér was concerned with only the effects of the
planning and the specificity of the behavior change. Questions were
concerned with the nntfcing of the behaviars and the justification of
their usage. This is in contrast with a more global type of stimu]ated
recall where all the teacher's covert thoughts were investigated in the
researches of Caﬂners; 1978; King, 1979; Cooper, 1979 and Marland, 1977.
In addition, the interviewer for the present study was not the researcher
but another Melab supervisor. '

Because of the exploratory state of research in directed stimy-
lated recald on preactive teaching, the inexperience of the researcher
and interviewer with interview techniques, and the nature of the pﬁ;—
posed questions, a pilot study was conducted. This pilot study involved
the taping qf a former pre-service teacher teaching a band lesson in a
Junior high school classroom. Thié pre-service teacher was then shown
the tape and the researcher and the interviewer conducted the stimulated
reea11.1nterview,\ The factors considered during the pilot study were
as “follows:

1. Length of the lesson taped. 7
2. Length of the stimulated recall interview.
3. Degree of focal strength set by the intgrvieﬁerg

4. ‘Choice of m&is of queitim by the intervimr and ‘
researcher. :

5. Whether the 1nterviews were structuréd or non-structured.
The results of the pilot set the stage for procedures used in the

final study.
A P
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Background Questionnaires: Questionnaires were administered at

the begfnning of the university year to all secondary music education
pre-service teachers. The qﬁestionnaires sought mainly background
information: previous university music courses completed, courses
presently being taken, music courses completed in public schoa]z dura-
tion of private study, private music examinations completed, and pre- -
vious experience as a performer, director or teacher in school, church

or elsewhere (see Appendix Q). The information obtained from the pre-

~ service teachers‘is diséussed under results and conclusions in Chapter .
'v. along with a description of each subject's baskgraunﬁ ;nd his

individual pre- and pd;fbtest scores and his stimulated recall thoughts.

Instructional Behavior Evaluation: After the treatment, question-

naires were administered to the pre-service teachers to discover their
personal opinions about the instructional behaviors: the usefulness of
the teaching bghaviors, the lectures. the demonstrations, and the
micro}eaching. the effectiveness of the assistance given durfng the
;lanﬁ}ng of instruction, and the usefulness of the treatment to the
subject in implementing thf instrumental instructional behaviars in

"their teaching (see AppenJix P).

-

Results obtained from the questionnaires indicated that all
members of the clas§ felt that.the behaviors were useful and that the
treatment method was either good or excellent. It is of interest to
observe the relationship of the informatien given in these question-
naires to the comments made by the same subjects in the stimulated

recall interviews (for results see Chapter V).

wh



The Pilot Study »

Stage 1
The objective of Stage I was to develop a model for trafning music
pre-service teachers in the skills nee&ed to teach a lesson on principles
of Manhattanville Music Curriculum Project (MMCP). ' .
Forty pre-service t;ear;:heé who were enrolled in the University of
Alberta Curriculum and Instruction course during 1977-78 were instructed
on the principles of MMCP and later viewed demonstrations and taped
episodes of teaching situations. These demonstrations were later discussed
and analyzed with regards to the skills used. Forms for evaluation teaching

teachers at the end of the treatment.

E
Stage Il J .
1
The objective ofwftage Il was to validate the effectiveness of the
MMCP model developed in Stage I. 7 \

Validation here meant the process of making the MMCP model theoreti-

cally and operationally sound. The treatment for MMCP was presented as

evaluation questionnaire was distributed. The Instructional

abave, then a
Behavioral E

in terms of'use;fuhgss. clarity, interest level and structure. In addition,

alu;tion (see Appendix P) rated the effectiveness of the MMCP

questions concerning the strgngths and weaknesses of the treatment were
also answered. | -
Stage III
The objective of Stage III was to delineate the study sanip]esi to
) ( .
implement the treatment, and to determine the effects of the processes

used in the microteaching.
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The forty subjects enrolled in the University's Secondary Music
Method course were divided into iﬁ;ur groups: ?ne contrgl and three “experi-
mental groups (Eraupé A, B and C). ‘qﬂ groups received the tre:bent
procedure descrigid in Stage I for the MMCP constructs. In addition,
the three experimental groups p}actised microteaching two miniliessens on
the éancepts of MMCP and received one of three modes of feedback. The
seven subjects in Group A received the feedback of peers and forms; the
nine subjects in Group B received the feedback of supervisor and peers, and
the éieven subjects in Group C recefved the feedback of peers, forms and
supervisor. The egnthlrgraup did not participate in the micrnteaéﬁing and
hence did not receive any feedback!'rfhe entire treatment period lasted a

total of six weeks.

Jects were to teach a Manhattanville lesson to the Melab junior high students.
These lessons were videotaped®and evaluated by iﬁdependent judges. The
evaluation criteria was based on the number of the skills practised and the
level of proficiency attained in each skill. 1t was hypothes ized thét the -
teaching skills used in the mini-lessons would tr3§sfer to thé Melab cigssesé

Planning Wesistance was given by the researcher to any subject upon request.

A1l the videotaped Melab 1®ssons were evaluated on the Manhattanville Teaching

Form (see Appendix A).

Stage IV

The objective of Stage IV was to collect and inserpret the data.

-

The data was collected according to a post-test design'and consisted
gf ten skills which were divided into: introducing a lesson, presenting the
concept, and summanizing the lesson. These skills were evaluated on the

Eanhgt:ﬁanvﬂjg Evaluation Form (see Appendix A).




The primary aim of the study was to :maﬁ! the number af skills
used by the experimental groups with that of the control. Skill assess-
ment was rated by trained absgn'ers with an interjudge reliability of
90%. Mean comparisons tested the hypothesis: sf;tiu:’hzm;= teachers who
attend trial-teaching sessions will score significamtly higher on the
number of teaching skills than those who do not attend such sessions.

The secaadar?a*lm of the study was to investigate the effe;:ts éf
the various types of feedback used in the trial-teaching. This
involved comparing the means of both the number of skills used and the
level gaf proficiency 611 the skﬂis observed. Both sets of abservatians

"were scored as very satisfactory (3), sat'lsr'actnry (2), and unsatis-

factnry (1). Non-parametric tests were then used thmugfﬁut the pﬂat

chi, sguare to compare the significaﬁce of the number of skills used fnr

"*hypmsis one and hypothesis two, the Mann hlﬂtne; U Test to test the

Tgyel of skill pmficliency between the experimental groups for

hypothesis three, and tJme Kolmogorov-Smirnov Test to test whether thg .

Jesults from the exmrimenta‘l group were significantly better than the

F

caatrol group for hypothesis faur . ‘\

Data Analysis
Hypothesis One: There will be no sighificant di fference .between’

the number of acquired skills in the control and experimental groups.
Results: The results for hypothesis one are discussgd Under

resul ts of hypbthesis two .

[

ﬁ Hypothesis Two: There will be no significant differences betueen o

the number of acquired skins in the ;hree expgriﬁntal groups A B,

L]

or C.



Results: Thirteen subjects were rated to have the following
means: four subjects in the control recefved a mean of 4.50, three
subjects n Group A had a mean of 5,33, three subjects in Group B
received a mean of 6.33 and three subjects in Group C received a mean
score of 8.33.

Hypothesis Three: There will be no significant differences

between the proficiency level of the acquired skills exhibited by each
of the experi_menta] groups.

Results: (Mann-Whitney U Test) the decisfon to accept or reject
the hypothesis between the experimental groups was as follows: Group A

to C - reject Ho., Group B to C - accept Ho., Group A to B - reject Mo.

Hypothesis Four: The scores of the combined experimental groups

will not be signifiéintl; 'better' than those of the control group.
Results: (Kolmogorov-Smirnov Two Independent Sample Test)

The scores obtained for the experimental and control were as follows:

in the score range of 15-19 ﬁgré 2 experimental subjects and 0 control

subjects; in the score range of 10-14 were 2 experimental subjects and

1 control; in the score range of 5-9 - 2 experiméﬁta1 %ubjects and 0

control; in the score range of 0-4 - 3 experimental subjects and 3

control. Decision rule was not to reject.

Results gnd Conclusioms

The results g_f! the pilot study led the researcher to formulate
conclusions based on hna’l_ysis and observation in three main areas: :

the instructianal plan, the instruments, and’the -Féedback modes.
! : g

The information obtained from the questionnaire administered

at the end of the treatment enabled the researcher to make a number of
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conclusions: (1) the behaviafgg?;§g.i discovery - learning straéggies)
suggested in the Manhattanvil)e model were too broad to be presenteé
within the l1imited constraints of the treatment. (2) The time constraints
made it impossible for the pre-service teachers to incorporate an
adequate number of the essential teaching principles. (3) The
instructional behaviors needed for small group instruction in MMCP

were found inappropriate because of the limitations of the study.

Finally, (4) it was observed that when teachers interacted with students
(provided supportive verbal behavior, showed enthusiasm, gave
encaurigement) better student performasze in music occurred. This

" supports the research of Anderson e et al. (1977) which demonstrates

that class interactions are importa 5t for pupil learning.

Videotaping and scoring procedures in the final teaching
performance of MMCP were also ineffective. Technical problems encountered
with equipment and the fnadequate quality of the éipgs madé it

| difficult to obtain tapes displaying both pupil and teacher behavior
simul taneously. As a result, the evaluation results were often
insufficient. The method of scoring the Hanhattanv11lei1nstrument (see
Appendix A) left unanswered the questioh of what constituted an adequate
score? For these reasons, alternate observation and scoring systems

were sought.’

The modes of feedback employed in the pilot study Jed to questions
regarding the appropriateness of the experimental variables. Group C -
N which had the feedbﬂck af peers, farms and supervisor perfahned signi-
lificant]y better than Eraup A (peers and forms) and Grﬂup B (fogms and -
‘superviscr)i This fisu1ted 1n:améigu1ty as to whether thevpeers or

the supervisor were responsible for the change.



Impiications for the Final Study

The problems encountered in the MMCP teaching method led to the
formulation of a new set of instructional behaviors which are to be
found in the Instrumental Instme:tienﬂ System (see Appendix E) while
ebsefvet1en and scoring problems led to the development of the
expanded Quest Observation System (see Appendix F).

The problems eﬂeeuneered in the feedback modes and data cetlection
led to several ¢hanges. Because of the small number of student teachers
in the sample, it was decided to use two modes of feedback and the
‘final study includes a description of these. The feedback to be
received by Group A>wes videotape and verbal comments from the supervisor
while that of Group B was videatape and written forms from the supervisor.
There were four basic reasons for selecting the feedback modes outlined

above. ~

Firstly, ample evidence is available to suggest the effectiveness
of tpe supergis?r in the pre-service teeehing_experienee (Blumberg, 19?8);
however, there are practical constraints placed on how university
teacher-educators can do their work. Often they must decide whether to
give verbal er‘written feedback to pre-service teachers, both not being
possible due to monetary or time limitations. The present study can -~
help decide the relative effectiveness of these two, thus, assisting

the time constrainted supervisor to make more informed decisions.

: gﬂ .

s Secondly, from the following it is clear that written comments

(1.e., forms) are valuable,



)
...when teachers interact in a purposeful way with feedback
provided from recording techniques (i.e., forms) they are
indeed able to translate their ideas into behaviors and

thereby gain the kind of musical and academic learning they
desire (Yarborough and Madsen, 1976; p. 39)

S

used effectively are questions which the present study discusses.

Thirdly, Dunkin et

t al. (1973) have demonstrated the effectiveness
of videotaping in the student teaching experience. But whether a super-
visor should employ written or verbal comments during the video play-

back remains unexplored and forms a major part of this study.

‘Fourthly, results of the pilot study indicate a significant
difference in favor of Group B and Group C, both of which made use

of a supervisor, as cﬁggsed to Group A'Hﬁith did not use a supervisor.
#

For .the final study, the above analysis led the researcher to
speculate that subjects who received feedback consisting of videotape
and verbal comments from the supervisor, will perform better on the
instructional behaviors. The results of the pilot study indicated
that when verbal cﬂmnents'were éiven by thessuéefvisar, the ﬁreitment_'
groups pekformed more skills than the group which did not use a .
sgpervisar. From the observation results ebta{ned inxthg final StUdi

both quantitative and qualitative data concerning feedback are

-discussed in Chapter V - Qgglj§§ijvgﬁRgsu1tsg

-
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The Final Study

Prgpgrataty;Praégdurgi

This study was conducted at tﬁe Eniver%i;y of Alberta in 1978-79.
The preparatory procedures involved three steps which are outlined

below. !

" Step one of the investigation involved obtaining information
about fifteen pre-service teachers used in the study in order to
determine experimental grouping. Facts concerning previous instrumental.
experience, type and length of lessoms received, private teaching
experience, age, years in university, and per;ana'l background were
included. As well, the supervisor's teacher ratings in Melab were
sought and used. ‘ , }

Step two 1nvo1g@_the assignment of the student teachers to the
- control and two experimental groups based on a stratified random
procedure. Two main criteria were considered for the stratified
grouping. One was the amount of previous contact that the Fesearéher
had with five of the subjects and the other was the previous band experi-
ence each pre-service teacher hédi This type of grouping helped avoid
the chance that all the experienced subjects might be in one group.
An additional criterion was that the timetables of the pre-service
teachers determined when the microteaching sessions were held. Using
these procedures the sample was divided into three equal groups.

Step three involved the Melab class observations conducted by
the coders, and the subsequent re-training of these coders. The
abservat?ans took place before and after the treatment. Since the

coders had originally been trained in observing elementary mathematics



and English behaviors, they needed furthér training in observing

3 éondary msic_behaviors. This -process took two hours before the
first observation period ahd an additional hour ﬁrior to the final one.
Since the coders had been obseriing’elemeﬁtary classrooms dur!hg the
researcher's treatment, an additional hour of rebriefing on secondary
music behaviors was deémed necessary before the post-ieSt observations.
All observations were conducted in each of the three classes before and
after_;he treatment period. After the coders had completed the
observation ‘booklets, the booklets were immediately collected by the

researcher who tabulated and analyzed the results.

Sample Treatment . P

After the subjects had been assigned to the control (N§7) and

tyo experimental groups (N]=4, N2=4), all received a treatment of
‘modelled presentations on the thirty-one behaviors. These demonstrations
were centered around behaviors for intro&ucing the lesson, presenting
fnformation and summarizing the lesson. After discussing some of the
theoretical aspects of MMCP, the subjects' viewed either taped or live
demonstratioq; on MMCP lessons and then discussed their applicability
fer junior high instrumental or general music classes. Demonstrations
were presented on the concepts of canons, imitation, phrases and accents.
These concepts were taught later in the Melab classes in the post-test.
After each of the presentations, distigguished features and cues of
; the behaviors were analyzed and discussed. The control group received
“this modeTled treatment only while the two experimental groups practised
the beha;;ors in two microteaching mini-lessons and received supervisor

written of verbal comments.
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In addition a further greatment procedure which coﬁsisted of
practicing the behavibrs (i.e., miérﬁteaching) with_oniy the experimental
groups was employed. The two 'experimental gmup;s then taught two mini
lessons in which Eroup A received feedback from supervisor's verbal
comments and Group éuffﬁﬁ supervisor's written comments. Groups A and 1
B were then interviewed with the SRI technique to obtain information y
about behavior change'and lesson planning.

»  Group A students were assigned to the microteaching sessions
where they received feeéback on teaching mini-lessons. This feedback
eﬂnsisfed of videotape and supervisor's verbal comments. The micro-
teaching practise sessions were held once a week for three weeks and
every sabject conducted two mini-lessons using the treatment behaviors.
One trial was conducted at the beginning of the session and the other
at the end. In the inftial trial experience, each suﬁject was video-
taped during his presentation which was later viewed, within thirty-six
haurs; by the supervisor and subject. During the viewing of his mini-
lesson the subject received verbal feedback on his performance. The
second mini-lesson was taught later and the subject then tried thé=
suggestions made by the supervisor.

Two tests of feedback reliability were administered after the
first trial. One checked the reliability afithe'supervisnr'in assess-
ing the acquired skills, while the other checked the equality of the
feedback given to the subjects. The first test was performed by an
independent judge and the researcher who attained a reliability agree:
ment of 84% (see Chapter III Relfability Tests). The second test
was checked by an independent listener who heard the replayed feedback

tapes and checked the quality of time, content and supportiveness given
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to each subject. From the results of ‘the feedback relfability tests,

S, —

it was concluded that the feedback given by the researcher was reliable.
»

b

The last activity fqll ng the second mini-lesson of mibro-

teaching involyed a discussion with Group A subjects and the researcher

J which centered on the effectiveness of the behaviors used.

In addition,

the second mini-lesson was viewed by an independent interviewer who

used stimulated recall procedures to investigate the thoughts of each

Group A subject. The interview procedure was planned in terms of con-

tent, time and interactive directives as recommended by Bloom (1954).

These taped interviews were later transcribed and behavior changes

and planning processes were noted.

A description of each experimental

subject's thoughts is presented in Chapter V.

The following diagram is a flow-chdrt of the events for Group A.

Trial 1

Video taped
mini-lesson
presenta-
tion

(Audiotape)
Feedback
Supervisor
verbal com-

ments to
taped per-
formance

Group A

Trial II Interview
1o '
Videotaped [ I S Stimulated re-
mini-lesson | S I |4 call techniques
presenta- co with students
tion UN .
S

Two reliability checks

Group B students were assigned to the microteaching sessions amd

met an additional one hour per week for this purpose.

the feedback of videotape and supervisor's written comments.

They received

Like the

members of Group A, members of Group B also presented mini-lessons in

two trial sessfons, one at the beginning and the other at the end of

the treatment. After the inftial trial session, the members of Group B
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recetved written comments from the super—visér which des::ribed the

. effectiveness ;f the Behaviors they had used. The;sub,je‘:ts viewed thefr
videotaped performance with the assistance of TE'TESE completed forms.

.‘ This viewipg technique contrasted with Gr‘au'ip‘ A subjeéts who viewed
their taped performance with the supervisor.present. After the second
trial teaching lesson which was also videgtaped the tapes were used by
the subJect and independent 1nterv1ewér for stimu]ated recall. These
taped interviews were later transcribed and cﬁmpgred to those c:f the

-~

subjects in Group A. At the endiaf the micrﬂteaching experience, all

=

Group B members participated in a general discussion which focussed on

the behaviors used.

The following diagram presents a flow-chart of the events for

Group B.
Group B
Trial I Feedback ~ Trial 11 Interview

Videotaped Students view- Videotaped Stimulated re-
mini-lesson ing video per- mini-lesson: call techniques
presenta- || formance with |___ presenta- with students
tion supervisor's tion

written com-

ments . | Discussion

At the end of the treatment, a questionnaire f(;see Appendix P) was
administered to the subjects in all groups regarding the effectiveness
of the treatment. It is of interest to note the level of agreement X
between the subjects' written cnménts in the qﬂestinnmire and thé%rE

verbal comments given to the interviewer (see Chapter V).

Following is charted the treatment procedure for all groups (see

Chart I).

e
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Sumary of Procedures . S .

The procedures of the study discussed in this chapter and to be
pursued in further detail in the Analysis of Data, are tabulated into
éhe following apératicna1 phases.

' ¥
‘ Preparatory Phase

1. Pilot study.
2. Designing a reliable obsérvation instrument.
3. Observer training.
4. Placement of student teachers into the control and two
experimental groups. " |
5. Familiarization by the researchers with the potential pre-
»

service teachers through the study of background question-

naires, teaching timetables, and types of classes taught.

Treatment Phase

1. Designing an effective basic treatment consisting mainly
[

of modelled events (i.e., videotapes, presentation and
demonstrations).
sessions for each pre-service teacher.

3. Videcté@ing each microteaching episode.

e

4. Providing individual verbal feedbagk for each pre-service
teacher in Group A.-
5. Preparing forms for written feedback with pre-service
teachers in Group B. : //
6. édministering the feedback forms duriﬁg the previewing
/

of videotapes. .



/

<

7. Arranging the stimulated recall interview for both the )
pre-service teacher and the independent interviewer.

8.  Administering an evaluation questionnaire to al] pre- '
i ‘ 3

" service teachers.

b Y

CiSssroom Observation Phase (This involved training in the
use of the observation instrument).
v

1. Observer training in and rating of Instrumental
Instructional Behaviors. -

2. Charting the on-going processe; of the class using the
classroom activity descripiion (C.A.D.) chart.

3. Recording interaction techniques using the three minute
observation (T.h;o.) manual. v

4. Obtaining three hours of pre-treatment and three hours ﬁ;
of post-treatment data for each pre-service teacher.

5. Rebriefing the coders between pre- and post-treatment.

6. Independent 1nterv1éwer tfaining on the observation

system used.

Stimulated Recall Phase .

1. Interview pilot.

2. Designing an interview system.

3. Arranging and audiotaping each experimental subject inter-
view within 48-hours of the last mfcrﬂteaghiﬁg session.

4. Collecting the audiotapes and analyzing the results.



Summary Sectiqn

!pe presenf study employs a 5uasi-experimenta1 pre-post test
‘~desigu;;nd a descriptive section.. Two experimental groups and one con-
trol Qroup were investigated in music classrooms using a préépest treat-
ment inte}vention method. Independent coders (trained observers) used
an observation instrument which consisted among other things of thirty-
one teaching behaviors. The pre- and post-test observation results were
then analyzed and compared. . The descriptive section of the 'study in-
cludes a stimulated recall aﬁalysis of the experimenta}.subjects‘

.thoughts which were concerned with behavior change and planning processes.

The operational procedures of the study consisted of a preparatory
phase, a treatment phase, a classroom observation phase and a stimylated -
recall phase.‘&The preparatory phase 1nc1u&ed selecting the subjects,
conducting the interview pilot study, and training the observers (coders)
and the interviewer. The treatment phase consisted of designing the
observation instrument, structuring the treatment sessions, and organiz-
ing the stiTulated recall procedure. The c1as$ﬁagm observation phase
includéd training the coders in music behaviors aqg a rebriefing of the
instruments in the observation systeﬁ. The stimuléted recall phase con-

‘sisted of conducting an interview pilot, designing the questions,

o%nizing the interview and finally analyzing the data.

Analysis of Data

-

Data in this study came from two sources; one was gathered from

observations of classroom behaviors, the other was gathered during the

\‘
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stimulated recall interviews. The first source produced quantitative
data that were subjected to statistical analysis in an effort to under-
stand the effects of modelling and feedback ugsed in the treatment. As

such the independent var;ab1e were the Melab observations and the

- modelled demonstrations of the treatment. The quantitative dependent

variables included the behaviors, the classroom events, the various music
classes, and verbal or written feedback. The qualitative (1.e.,
descriptive) data came from the experimental subjects’ thought processes
regarding behavior change and planning strategies. The dependent
qualitative vaf{ables therefore includea the stimulated recall informa-
tion. Both the quantitative and qu&litative data taken together, support
the researéher's belief of a more comprehensive understanding of the

effects of feedback for training in pre-service behaviors.

The qualitative data were analyzed.under the planning phenomena
of goals and purposés. instructional delivery system, instructional
strategies, and content struc;ure and sequence. The planning phendmena
combihed with the personal phenomena (obtained from questionnaires) ™

yielded data concerning effects of goal setting and feedbacki

Raw data for statistical analysis were tﬁe interval means for
each teaching behavior, the number of minutes speni in each classroom
event, and the number of interactigns. Thése means were calculated
for the control and experimental groups in each of the three contexts:

full-rehearsal, sectibnals and general music.

Pre-post test comparisons were then employed to determine whether. . . .

significant differences occurred in the behaviors, the classroom events

(dri11, activities, and classroom management) and interactions.

el
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Correlated écares whichiwere subjected to t-tests were also conducted to
ascerta¥n the significance of differences between the CRT sample and

the present researcher's pre-service sample.

Qualitative Data

The stimulated!recai1 interviews yielded information about each
subject's thought processes rggardingipgﬁaviar change and planning
strategies. Thg_EQHNE? of conducting and analyzing these interviews
is" discussed under three headings: interview pilot, the pre-service

interviews, and the method of analysis.

Interview Pflot

Since the researcher administered the treatment procedures, it
was deemed appropriate to use an independent interviewer whom it was
necessary to #¥n in interview techniques and in the operation of the

equipment. This was done through gn interviewer training program.
: \

For the interviewer training, a junior high school band rehearsal
was taped. The band was conducted by an outside pre-service teacher
who was a student teacher in the Edmonton éatho?ic School System. The
independent interviewer then conducted SRI's with this pre;servicei
teacher which were recorded on audiotapes, transcribed into typed
copies, analyzed, and reorganized under tﬁe following pIannipg
phenomena headings: goals ;ﬁd purposes, instructional delivery system,

fnstructional strategies and sequence.



- ! ) N _ .
) From the results of the interviewer training program, guidel ines
were de&eloped for the collection of the final research data. As »
pracess of interviewer training, the fo]]owihg guidelines were formu-

Jated: r o . -

1. Videotape viewing condition. It was found. advantageous
to conduct the interviews in private carrels.

2. Chofce of audio-visual equipment. After testing 2
number of microphones, sound mixers, camera lenses and

"VTR's, those deemed most effective were chosen for use

in the research study. During the SRI, the audiovisual
equipment was operated by the 1ntervie;er rather than
by the interviewee in order to free the latter for

~ maximum concentration on recall. |

3. ‘Length of lesson taped. Since the teaching f1me for
each microteaching mini-lesson was short (ten to fifteen -
minutes in fength), it was necessary to tape the entire
lesson. h

4. Length of videotape viewed. Since the tapes were brief,
it was decided to view them {n their entirety in order
to elicit a maximum of information about each subject.

5. Length of stimulated recall interview. It was concluded

. \k that the length of each SRI was 30 to 40 minutes.

6. Types of questions set by the interviewer. The initial

interview with the outside pre-service téacher followed
" the gufdelines proposed by Marland (1977). These

question guidel ines included questions which were to be
open-ended to start the verbal exchange, probing (if

the interviewee did not give reasons for his response),
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and c]aSiFying (if the lgterviguer was not certain of

the relationship bEt’HEEﬂ’ the response and the stim;i'lus
point). For a more detailed statement of thergufdeiines.
see Harigpd and Coopgr‘s suggestion in Appendix H. Inter-
‘viewees were eﬁcau;aggd to ask the intervieyer to stop

the videotape at any stimulus point they Biéhed in order
to share their thoughts with the interviewer. The inter-
viewer always stressed that the study was non-evaluative
and the audiotapes were cgmplete1y confidential,

7. Choice of modes by the interviewer. It was found
deantagecus to sequence the suggested instructional
Behaviérs for the study. Questions concerning music
content and sequencing were asked during the interview.
AlthOugH the questions were relatively apengendedg the
recall was directed on the use of the behaviors, the
effects of feedback, and the sequencing content. Open
tybes of comments regardtng feeling, betiefs and

curriculum methods were not explored.

Pre-Service Interviews

The interview schedﬁies were developed and tested by Marland
(1977) and Cooper (1979). The SRI's goal was toiexplere the pre-service
teachers' thoughts about instructional behaviors. These interview
questions yielded information about, the following planning processes:
goals and purposes of!i;he Jesson, and fﬁitﬁtti@ﬁa'] del fvery systen,
strategies, content structure and sequence. The‘ﬁehévfars used were,
of course, affected by the type of feedback given to each subject and
the extent of his preparation. By fﬁvestigating the behaviors used,

i



the intents of the lesson, and the thoughts regarding planning,
information was collected regarding the behavfor changes for each

experimental- subject.

Method of Analysis

The 1ﬁtérviéw§ with thé pre-service teachers yielded data about .
two typeéASf phenomena: instructional and personal. Together, the two
types of data provide a comprehensive basis for assessing the effects
of feedback on planning processes.

Although lesson planning as a process was not a primary focus
" in the present study, such }nfarmatian was collected because the inteP-
view pilot study had demonstrated .that most exhibited behaviors are
intént based. }herefore. the interview questions focussed on intents.
Such intents fell under the following areas of instructional planning
processes: goals and purposes, instructienai delivery system,

instructional strategies, content structure and sequence.

. Devising a type of content analysis for microteaching resulted

n a different type of ana?ysis system. Although Cooper (1979) and
Marland (1977) had implemented a type of content analysis called SATIT: \
and found if useful .to describe teachers' information processing con-
cerning interactive thaughts, the present*re;earcher was unable to

fully apply this type of can£3ﬁt analysis. The constraints placed on ’
obtaining information about behavior change and planning processes
restricted utilizing all the categories of the SATIT system and resulted.
in using the following categories: decision-making, reflections, and

self-evaluation, the latter category being added by the present
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researcher. Although not stated as a category, musical confidence is

also discussed.
Therefore, information was collected from the pre-service

teachers' interviews under the two headings of personal phenomena and

Planning phenomena. Information was obtained from both sources to

ascertain the effects of feedback on the planning processes.

Planning Phenomedy

In the‘istimuiated recall interviews, the principle things
explored were the intents of the lesson. The intents were represented
by the planning processes of goals and intents, instructional strategies,
instructional delivery system, content stmt:turé, and seqiyence. Inform-
ation was collected perta_iningi to whether or not eac:h‘of L\ese processes
was planned. 7

Also information ﬁ:rl the planning phenomena was obtained from'the
coder's Melab observations. Pre- and post-tests determined the mean
scores of the behaviors, the classroom events (drill, activities and
classroom nﬂnégeﬂent), and interactions for each of the experimental

subjects. These mean scores were organized under the same categories

‘as the planning processes (e.g., goals and purposes, strategies, delivery

system, etc.) obtained in the stimulated recall interviews. However,
whereas the SRI's revealed information of the intents of the lesson,
the Melab ﬁbéﬂ’at‘iaﬂ revealed information about the ;bseﬂeg behaviors
of the lesson. The behavioral information obtained from the Melab

observations was categorized as follows:

1. The goals and purposes of the lesson were behaviors

numbers four and five.
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2. The instructional delfvery system of the lesson was con-
tained in four clusters of behaviors: content presenta-
tions (numbers seven and eight), beginning-of-the-lessqn
behaviors (thfee and twe}ve), criticism and praise (six-
teen, seventeen, eighteen and thirty), and lesson clarity
(twenty-three). | . -

3. The instructional strategies in behaviors dealing with
activities and demonstrations (numbers six, nine, ten and
eleven).

4. The content structure and sequence behaviors in two
clusters of behaviors: the end-of-the-lesson behaviors
(numbers thirteen through fifteen) and ggneri'c behaviors
(number tﬁenty-one~smoothness and number twenty-two-

momentum).

) \d
Investigation of the stimulated recall interviews (which yielded

informatfon concerning each subject's lesson intent), and the observed
behaviors of subjects during Melab lessons, yielded insights which were

the basis for conclusions regarding feedback effectiveness.

.Personal Phenomena

In addition to bofh his intended and observed behaviors, it was
deemed appropriate alsof to gather pefsona] information about each

subject. Information about each subject's musical and academic history

4

was gathered using a background questionnaire (see Appendix Q). Personal
. . . . f\

information collected from the stimulated recall includes the following:

Decision-making: Decisions were of two types: those made prior

to and those made during the teaching of a lesson. The former were
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planned and the Jatter were unplanned occurring either as a result of
class interactién or spontaneously during the course of instruction.

Reflection: Subject reflections were represented by content and
non-content lesson characteristics. .The first were directly related-
to lesson tasks and the second focussed on various dimensions of the
 students' interactive processes.

!{vﬂuatipn: Most of the thoughts about self-evaluation were

concerned with the subject's teaching behaviors. The types of aware-
ness involved 1n this evaluation related to one's own performance,
instructional strategies, lesson content, one's personality, appearance

and-generai teaching style.

Effects of Goal Setting

The planning of goals involves the farmu1atian of objectives,
considering possible steps to be followed, preparing instructional |
materials, and arranging classroom events. Morine (1976) states that -
planning classroom interactions is also needed. Therefore data for
goal setting for the present study are diseusse& in terms of planning
for instructional behaviors needed for adequate academic engagement

time, and substantia) class interactions. Also the effect of the
planning in terms of behavior effectiveness for each subject is
" discussed.

The first part of the daté for goal setting presents the follow-
ing results: the differences between each subject's pre- and post-test
behavior scores, the time spent on drill, activities, and classroom
management. This part is followed by the interaction mean scores (i.e.,
the number of product-or-process-questions) and'ms of the inter-



active behaviors (numbers twenty-seven through thirty-one). Finally,
the effectiveness of the behaviors as found recorded on each subject's

Instructional Behavior Evaluation Form is presented.

The discussion of the results for goal setting centered around
each subject's observed behavior effectiveness, their perceived
behavior effectiveness and the subsequent affects on the classroom
events. Discrepancies between the perceived effectiveness and the
actual effectiveness of the behaviors and the results of the classroom
events can be attributed to problems in goal setting in the problem

finding stage.

Yinger (1978) states~that problem finding fs the first step
in planning. It is here that the general task is translated
into a specific planning problem. The major process at work
in this stage is a discovery process through which the pro-
blem finding occurs. This primarily involves interactions
among the planning dilemma, teaching goal conceptions, know-
ledge, experience, and materials. (p. 27)

Effects of Feedback

The discussion for the effects of feedback was drawn in 1ight of
the fol]owing: each subject's perceived~affectiveness of the treatment
(Instructional Behavior Evaluation Form, Appendix P), the noted changes
in teaching style behaviors, and the above results of goal setting.

The conclusions based on the perceived and observed effectiveness of the
treatment for each subject and the success of goal formulation were all
used as a basis for concluding whether feedback had been beneficial for

the subject.

-



Quantitative Data

The data collected; for quantitative analysis were obtained from
the various part of the ciéssroam observation system: the classroom
activity description (C.A.D.), the low inference coding items (T.M.0.)
and the high inference behavior items. This observation system combined
instruments used in previous studies and is aimed at the specific
teacher behaviors ident1fi§d in the review of the literature. The
present section will briefly descri ,7the types af!data made available
by the observation system and the manner in which they were analyzed.

The measurements utilized in the classroom observation instrument
(i.e., classroom activity description [C.A.D.], three minute observation
system [T.M.0.] and the high inference behaviors) are described under
Researéh Instruments F§und in this chapter. |

Although studies similar to the present one include pupil achieve-
ment scores for their analysis, the present study does not and, rather, '

uses academic learning time as the data for analysis.

Method of Analysis

Data analysis took place iﬁ two pﬁases: (1) the computation of
the mean scores for the behaviors, the c1ass;§am events and. the inter-
actions which were collected by the E?ggsroom observation system, and
(2) the relating of this data to the research questiohs asked.

puring the first phase, means comparison and correlated t-tests
were computed using the following types of data (see fab!é Z)l'

H
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Means Comparison: These 1nclude_interval means and frequency

~means; the former comparing pre- and post-test scores of behaviors, the
latter, pre- and post-test interactions and the time spent on class-
room events (drill, activities and classroom management). (The
behavior means are then related to the interaction and classroom -
event time means). This analysis was computed in two stages; one for
Groups A, B and C and the other for different contexts of sectionals,

full-rehearsal and general music.

C@frel;ted T-Tests: Two types of comparisons were calculated:

one involving experimental groups and the other involviﬁg varipus
music ccnfexts - sectionals, full-rehearsal and general musjfi Pre- and
post-test significant difference; were calculated for the varfous con-
texts and groups in the behaviors, classroom events (drill, activities,

1]
and classroom management) and interactions.

The last thirteen behaviors common to the experimental groups .

- and the CRT group were also ﬁomparedg;

Research Questions

The second phase of the data analysis involved relating the
findings to the five research questions of this study. This takes
place in the sections which follow and s preceded in each case by a

discussion of the question being considered.

Question 1

The primary purpose of the study was to investigate the effects
of microteaching, consisting of modelling and feedback, for training
undergraduate music education students in a set of teaching behaviors,

Within this context, questfon 1 asks:
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How did the experimental teachers differ from the control
teachers in their use of the criterion behaviors and what
were the effects of such differences on the classroom?

To pursue this purpose the students were assigned to three groups:
Group A which received modelling and verbal feedback, Group B which
received modelling and written feedback and Group C which received
modelling only. These groups were compared on the thirty-one teaching
behaviors, the three’classroom events (drill, activities and classroom

management) and interactions. The results are prese%ted separately

Additional 1ight is thrown on question one using the same data
by computing sigﬁificant differences for the behaviors, classroom events
and interactions of each group. In addition pre- and post-behaviors.
were cafre}gted with the classroom events and interactiaﬁs and discussed

in terms of their effectiveness.. _ *

Finally a dissussigﬁ is presented which elaborates the effective-
ness of modelling and feedback used in microteaching in terms of the

écadgmicafiy engaged minutes for each group.

Juestion 2

Since the purpose of this question was to explore the apprapriateé
ness of the behaviors for secondary music classes, the present study
used tﬂé.;FEi post test design to investigate the three music con-
texts of sectiongls, fu1i-§§ﬁi§?§l1. and general music. Within this
“context, qu;stion 2 asks:

What were the effects of the use of the criterion behaviors
in different junior high music classrooms? :

The mean differences were calculated for the combined scores from
- all three groups in the behaviors, the classroom events, and interactions

in the different contexts of sectionals, general music and full-rehearsals.



HnﬁeverD since there was only a small sample selected for general music,

the results and subsequent discussigns aré restricted.

The data are presented in two phases. One set of results presents
the significant differences in the behaviors, classroom events and inter-
actions for each group. The other set presents the academically
engaged time for each context. The relationship of the behaviors, the
classroom events and 1nteractidns is discussed in relation to the number
of agademicélly engaged minutes. Conclusions are then dfawn as to the

appropriateness of the behaviors for each context.

Question 3

.Anather purpose of the present study was to investigate ;he
effects of types of feedback on the pre-service teachers' performance
of teathing behaviors. Within this context, question 3 asks:

what effect did the feedback modes have on the behavior means
exhibited by the two experimental groups? -

Two types of analysis were performed with the quantitative data.

In order to investigate the differences in the behaviors for all the
grops, mean comparisons were canduéted!i T-tests were conducted in
order to investigate the relationship of the behaviors ﬁaéthe classroom
events. The latter results are discussed in relation to the classroom
engagement times. | . . !

In addition, a qualitative analysis regarding feedback was deemed
necessary_far each group. Descriptivg analysis involved presenting the.
effects of feedback for each group. However, the effects of feedback for
each subject are pfesénted in Chapter V. In addi;ion, information from

the Instructional Behavior Evajuation Form was collected about each group's

perception of the treatmenf‘and then dfiscussed in relation to the effect

of the feedback.
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Question 4

Since there is some evidence available suggesting the teaching
style behaviors are learned only by experience (c.f., mnde111%g) the
pfesent researcher used the pre-post treatment desfgn to investigate
this fact. Within this éoﬁtext. question 4 asks:

Do. the behavior means of the in-service teaching behaviors
differ significantly from those of the pre-service teachers?

Two mean score comparisons were conducted: the first compared the
pre-test scores of the in-service teachers with the pre-test scores of the
pre-service téachEFs on the.thirteen cmﬁﬁnabehaviars (numbers nineteen
through thirty-one), while the second compared tﬁe pre-test scores of
the in-service teachers with the pastsﬁe;t scores of the pre-service
teachers. The first set of results demonstrates the significant differ-
ences between the groups before testing while the second demonstrates
the -significant differences of the‘researcher‘s group after treatment.

Differen*s can then be attributed to the treatment (i.e, modelling).

Conclusions are presented in 1ight of the planning behaviors -
(numbers one through eighteen -- Appendix E) and the effectiveness of

feedback is presented for each group and discussed separately.

Question 5

Since the effects of the feedback were important to the ﬁFesent

| study, stimulated recall interviews were conducted with the subjects of
Groups A and B which received verbal and written feedback respectively.
Information was gathered in four areas: personal phenomena, éianning

, bﬁenomena, éffe¢t5 of goal setting and gffESts of feedback. %he

analysis was generally concerened with discovering the simi1ayities which
appeared when comparing the thoughts of the two experimental groups

and how feedback influenced the subject's lesson planning. Specifically



question 5 asks:

How did each type of feedback affect each subject?

Reliability Tests

Reliability checks were conducted for behavior~pérceptions and’
the equality of the feedback administered to each subject. Both were
used to check the reliability of the feeddack given during treatment

as outlined below.

The first test examined the reliability of the present researcher's
perception of the treatment behaviors.. Behaviors of both the teacher :?ﬁ
the student were coded using the "Quest” observation system (see Appendix
F). An independent judge and the present researcher coded the thirty-one
teaching behaviors used by an outside subject teaching a Melab lesson.

In similar studies, Evgrtsoh and Brophy (1976) claimed that a reliabi-

lity agreement of 80% was acceptable.

The reliability for the behaviors wJas éalcu]ated using the inter-
coder agreement format which was highly recommended by Holsti (1969).
Since the behavior interval scale was based on a Likert scale 1-5, it
was decided to use the rules for minimal categories. That is, perfect
agreement 1s assigned the coefficient of 1.0, disagreement one step
removed assjgned 0.5, and disagreements two or more steps removed assign-
ed 0 in gssessing the reliability of each behavior. The sums of the co-

efficienty _are then divided by the total of the behaviors (for the

present study ) and the results indicate the reliabiljity agreement.

~ The ksu s indicate that all but nine of the ‘behaviors had
S
perfect agreement (a coefficient of 1). Eight of these (behaviors

number four, seven, fourteen, fifteen, nineteen, twenty-two, twenty-

o>

-~

104.



1u§i

seven and thirty) had coefficients of .5 and one had the coefficient
of 0 (behavior number eight). The total sum of the agreement was
26/31 or 84%. Therefore, 1t is evident from the result that the

researcher's perception of the thirty-one behaviors was reliable.

The other type of reliability check was administered during the
. verbal feedback stage of the study. Tapes of the first feedback
sessions for each subject were replayed and analyzed to ascertain
feedback equality. Another independent judge checked-the use of the
researcher's number of supportive or non-supportive comments given to
the subjects, the time given for each session, and the quality of the
content. The results indicated that an equal amount of support, time
and ‘content quality was administered to each subject. Since all
feedback was comparatively equal, it is possible to conclude no special

favoritisih or guidance was Jiven to any of the subjects.

P :m’*‘.“‘
¥
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CHAPTER 1V

QUANTITATIVE RESULTS

Introduction

The following chapter presents the results of the study and
relates them to the research questions. The data were collected and

analyzed in order to answer the following questions:

1. How did the experimental teachers differ from the control
teachers in their use of the criterion behaviors and
what were the effects of such differences on the class-
room? : v

2. What were the effects of the use of the criterion
behaviors in different junior high music classrooms?

3. What effect did the feedback modes have on the behavior
means exhibited by the two experimental groups? o

4. Do the behavior means of the in-service teaching behaviors n
dtffer significantly from those of the pre-service '
teachers? g

5. How did each type of feedback affect each subject?

The results relevant to each question will be presented and
discussed separately. The results for questions 1-4 will be presenéed

"in Chapter IV and for question 5 in Chapter V.

Question 1

One of the main purposes of the study and this question was to
‘compare the effects of modelling and feedback for training under- '
graduate music education students in‘a set of teaching behaviérs_
Within this context, question 1 asks: ’

How did the experimental teachers differ from the control

teachers in their use of the criterion behaviors and what
were the effects of such differences on the classroom? ’

106.
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To investigate the effects ofmﬁng (i.e., the fndependent |
varfable), two experimental gréups and a control group were compared
using a pre-post test design. While the two experimental groups were
assigned to feedback modes (Group A - ;erbal feedback and Group B -
written feedback), the treatment (i.e., modelling) was held constant
for all grogps. The analysis for mode]]ipg included comparing the pre-
post test'means of the thirty-one behaviors, the smount of time spent
on the-three classroom events (drill, activities, and classroom
management) and the number of 1hteractions. The results for the pre-

and post-tests are presented separafETY\(gr each group and discussed,

Additional light is thrown on questian 1 by investigating the
effects of feedback and computing significant differences for the \
behaviors,. classroom evehts and interactions of each group. Signifi-
cant behavior differences which were found are also presented and
'discussed in térms of their effect on classroom events and inter-
actions. These éxperimental results are presented in Tables 3, 4 and
5. |

The effects of modelling obtained from the eomparisnn of the pre-
and post-test are also discussed in terms to the academically engaged

minutes for each grodp.

Resul ts
The results for each group'wifl be discussed in the findings of

fhe behavjors, the classroom events and the interactions.

-~

There were a number of différences in the thirty-one behaviors
for each of the groups. In Group A there were eleven behaviors which

were signtficantly different between the pre- and post-tests. Since



many of the pre-post test behaviors showed substantial differences, non-
significant 1mprovenentj;as noted on twenty-four behaviors for Group A.

_ For a more completé description of the behavior changes see Appendix K.
In Group'B, there was only one significant difference. Even though
there was ﬁon-significant improvement on fourteen behaviors, seventeen
showed decreases. In Group C, only two significant differences appear

v
and non-significant increases were noted on seventeen behaviors.
[}

In discussing classroom eQéhts, the time spent on classroom
management for all groups decreased. In Group A, however, there was
an increase in the time spent on drill and activities; in Grouwp B only
an increase in drill was noted and a decrease on act1v1t1és; and
Group €, similar to Group B, spent more time on drill .and less time on

aciivities.

In the findings for interactions, Groups A, B and C decreased
their use of process questions and increased their use of product
questfons. All groups asked the same number of questions in the post-

test.

Discussion
The first part of the discussion reveals information corcerning
the modelling effects and the findings are presented in terms of the

academically engaged minutes.

As expected, Group A, which received verbal feedback and
wodel11ng obtatned substantially more sigh1f1cint‘and non-s1gnf?1cant
behavior gafns and as such performed better than Group B which received
written feedback and modelling or Group C (control) which received
modelling and no feedback. ‘
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Comparison gffﬁrgfraﬁq,Epsthe;t piffe;gncesﬁfcr Grou

I1tems

7 kggeg greJﬁst

_Post-Test

>
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Behaviaors N

| I

S.

Di

X

S.D.

1. 9 |2.€ 1.23 23] 12 | 4.00 .85 .25 .05
2. 9 |2. 1.49 53 12 | 4.18 .87 .26 .08
3. 9 |1.6 .82 331 12 ] 3.44 1.13 .38 .02
4, 9 |2.2 1.38 521 12 | 3.60 .70 .22 .04
5. 9 |3.¢ .58 .33 12 | 3.37 1.50 .53 .04
6. 9 [3.50 1.38 .56 | ;12 | 3.55 1,51 .50 .31
7. 9 2.2 1.04 L3701 12 | 4.08 1.3 .38 * 0]
8. 9 |3.4 .79 230112 | 416,57 .16 * 05
9. 9 3.5 1.38 .56 | 12 1 4,00 1.13 .33 .56
10. 9 {3.33 1.50 50| 12 | 4.50 .s2 .15 13
1. 9 [3.62 ~ .744 .26 1 12 | 3.91 .97 .29 .10
12. 9 {3.¢ 1.195 42112 | 4.00 1.4 .50 .22
13. 9 |2. 1.23 .55 1 12 | 3.37 1.50 .53 .21
14, 9 |3.6 .58 .33 ) 12 | 3.92 1.08 ) -39
15. 9 |3. .39 .49 1 12 | 4.00 1.15 .37 £ 02
16. .9 13. 1.81 81112 | 3.90 .30 .09 .42
17. 9 |3. 1.22 .55 ]| 12 | 4.244 .53 .18 .09
18, 9 |2.¢ 1.34 50112 | 4.1 L0 .20 *04
19. 9 3.3 1.60 57112 |a.27 9 .27 .14
20. 9 13.0 1.41 .54 1 12 | 4.50 1.07 .38 Rl
21. 9 {3.3 .92 32112 | A4 52 .16 *02
22, "9 |3.2 .97 32112 [4.58 .52 .15 *04
73. 9 |3. 1.05 35112 | 4.1 67 .19 .06
n4, 9 |3. 1.4 501 12 |4.33 .49 .14 .06
25, 9 (3. 1.4 .50 | 12 |4.00 .17 .60 .3
26. 9 [3.C 1.55 .63 112 4,20 .79 .25 *04
27. 9 - == 112 ]3.10 1.20 .38 ==
28. 9 -- == 112 }3.50 1.20 .42 =
29. 9 [3.. 33 82 112 |3.83 .84 .24 .21
30. 9 -- == |12 |4.00 .14 .14 ==
3t. 9 -- == 112 fa.00 .76 .27 -

f1assroom
b, nts

5.0, S.F.

Mreill

Activitios

Classrocm
Monageient

.G9
.33

.CO

2.20

24,03
15.M

3.58

10.26
12.44

2.99
3.59

_7.48 .70

Interactions

Relalive Trequenty N

Relative Frequency

Product
Process

e —————————————i— #

35
9

38%

* - Indicates Signifiééﬁééiievelra% .05 or less.
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* - Indicates Significance level of .05 or less.

TABLE 4
Comparison of Pre- and Post-Test Djfferences for Group B
o B o Level of
[tems Cases | Pre-Test Cases| Post-Test Probability
Behaviors| N |  S.D.  S.E. Nl X s.D. S.E.
1. 9 [3.00 1.69 .60 9 |2.55 1.13 .38 .75
2. 9 |2.87 1.55 .55 9 | 2.5 1.3 .46 .42
3. 9 |2.33 1.00 .33 9 | 3.60 1.51 .68 .14
4, 9 3.62 .92 .32 9 3.28 1.60 .61 .B6
5. 9 |3.37 1.64 .55 9 | 2.50 1.38 .56 1.00
6. 9 |3.44 1.33 .44 9 | 3.40 1.52 .68 1.00
7. 9 [3.11 1.05 .35 9 1366 N .24 .25
8. 9 |[3.44 .53 .18 9 ]3.77 .83 .28 .29
9. 9 |2.55 1.33 .44 9 13.7% 1.17 .41 .09
10. 9 13.88 1.27 .42 91311 127 .42 16
1. 9 |3.12 .99 .35 9 ]14.12 .64 .22 .10
12. 9 (3.11 .93 .3 9 | 3.28 1.38 .52 .52
13. 9 |3.38 1.36 .48 9 | 3.57 1.81 .68 .75
14, 9 |3.00 1.29 .49 9 |3.66 1.12 .37 .36
15. 9 13.22 1.48 .49 9 | 3.50 1.1 .50 .77
16. 9 |2.12 1.24 .44 9 12.66 1.5 .61 .50
17. 9 |2.62 1.60 .57 9 ]2.16 1.17 .48 .53
18, 9 |2.75 1.67 .59 9 |2.00 1.16 .44 v .33
19. 9 |3.77 1.30 .43 9 |2.77 1.20 .40 .06
20. 9 [3.22 1.48 .49 9 |2.75 1.17 AT .3
21. 9-14.11 .93 .3 9 | 3.00 1.29 .49 * 02
22. 9 {3.28 1.36 .45 9 |3.00 1.22 .41 - o
23. 9 }13.38 1.36 .45 9 14,00 .7 .24 .08 >
24. 9 |3.66 1.10 .33 9 12.88 1.45 .48 .79
25. 9 |3.25 1.03 .37 9 |3.55 .88 .29 7
26. 9 [3.28 1.138 .52 9 13.33 1.36° .56 .69
27. 0 - -- 9 2.5 1.23 .50 --
28. 0 - - 9 |2.66 .82 .33 --
29. 9 [2.62 1.06 .38 9 {4.00 .7 .32 79
30. 0 -- == 9 13.00 1.16 .58 --
31. 0 -- -- 9 ]3.66 .52 “ .21 --
Classreom . ) )
Events X S.D. S.F. X S.D.° S.E. - _
Drill 17,22 3.76 2.99 21.70 7.13 2.76 A7
Activities 15.44 5.83 1.04 12.40 8.38 2.81 .28
Classroom : . o i .
Vanagenint 92.00 3.9/ 2.99 5.10 4,12 1.30 .24
Interactions N Relalive Trequency N Relative Froquency
‘ Process
' froduct
e

[ —



TABLE 5

- Comparison of Pre- and Post-Test Differences for Group C

* . Indicates Significance level of .05 or less.

Level of
Items Cases| Pre-Test Cases| Post-Test Provability
Behaviord N | X S.D.  S.§. N|] X s S.E
1. 20 }3.73 1.15 .26 17 |3.18 1.28 .32 * 05
2. 20 ]3.46 1.19 .31 17 |3.18 1.28 .32 .44
3 20 f2.28 1.12 .3 17 13.15 1.57 .44 .29
4 20 |3.00 1.36 .36 | 17 {3.35 1.34 .36 .74
5. 20 {2.33 1.49 .47 | 17 {3.22 1.48 .49 .20
6. 20 |2.81 1.38 341 17 |3.68 1.15 .3 .13
7. 20 [3.13 .99 .26 | 17 |3.57 1.09 .29 .35
8. 20 [3.23 .97 28| 17 14.00 .38 .10 *_ 00
9. 20 |2.76 1.17 .32 1 17 |3.28 1.14 .30 .38
10. 20 |3.50 1.05 .24 17 |3.58 1.06 .26 .62
1. 20 [3.80 .70 Jd6 1 17 (413 .52 .13 .30
12. 20 |3.15 .99 .22 1 17 |3.13 1.69 .44 .66
13. 20 |2.10 1.s52 .48 { 17 |2.50 1.57 .45 --
14, 20 [3.40 1.08 L34 1 17 }3.31 1.35 .34 .86
15. 20 13.26 .9 .25 ) 17 13.25 1.48 .37 '
16. 20 |3.61 .77 21 17 |4.00 .82 .23 .20
17. 20 13.70 1.06 .34 17 13.43 1.2} .30 .28
18. 20 {3.50 .9 260 17 (2.87 1.51 .39 .13
19. 20 |3.50-1.10 25 17 13.58 1.23 .30 .56
20. 20 13.35 1.34 .36 | 17 13.28 1.06 .29 .54
21. 20 |3.77 .oa .22 17 |3.86 .99 .26 .74
22. 20 [3.20 1.20 .27 17 13.87 1.09 .27 .08
23, 70 }3.35 .75 .17 17 {3.73 1.10 .28 .72
24, 20 13.47.1.07 25 1 17 13.70 1.1 .27 .56
25. 20 13.55 183 A9 1 17 1393 77 .19 .49
26. 20 [3.75 .62 8 | 17 [3.15 62 .18 -61
27. 0 -- - - 17 [3.33 1.17 .48 -
°8. 0 -— . - 17 13.20 1.20 .58 -
29. 20 |3.33 .98 25 | 17 |3.40 1.27 .40 1.00
30. 0 - .. - 17 |4.00 .50 7 -
3. 0 -- - -- 17 13.45 1.24 .43 -
Classroom
Lvents X S.n. S.E. X S.D S.E.
Iril) 20.90 12.41 2.78 22.05 8.93. 2.17 .38
Instructional
Activities | 14.35 9.91 2.22 9.17 7.74 1.80 .52
Clacsecom
anageicent | 9.00 5.91 1.32 5.23  6.22 1.50 .18
Interacticn N Taletive Frequency N  Pelative Frequency
m =
Doccess 9 12% 4 5.5% .24
Preduct 128 % "2 57.5% .18 |
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Since McDonald and Allen (1967), Koran (1968), Langer (1969) and
Alper et al. (1972) found that viewing an appropriate nnde111ng pro-
cedure of teaching behaviors 1eads»the viewer to the acquisitfdn of
those behaviors, the non-significant increases in Group C are probably
attributed to the modelling procedure used in the treatment. This
resulted in the advantggeous decrease of time spent in classroom manage-

ment, and a corresponding'increase in drill time.

The academically engaged time increased from 79% to 84% which

was nat significant for Group C (see Table 6).

The latter pal of the discussion reveals information concerning
the feedback effects and the findings are presented in terms of the

academical ly engaged minutes.

Groups A and B which received feedback (and modelling) obtained
the following results. Group A had a lirger increase than the other
- groups in the percentagg of academically engaged minutes (an increase
‘of.13z), which was reflected in Group A's increase in both drill and
activity time compared to Group B (and Group C) wﬁich increased only
their drill time. Al though the engagement times of each group were
similar {n the beginning, the written feedback received by Group B
resulted only in slight gains for them. The results of the effects
of feedback will be discussed in greater detail under question 3
and in Chapter V. -

D T e T Rt L
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TABLE 6

Average Engaged and Allotted Minutes per Group in Music for Melab Classes

Group Test Engaged Min.

Allotted Min.' Engagement %

A pre 28 3 80%
 post 39 42 933

B pre 32 4 " 78%
post 33 o 38 87%

c ' pre ST 43 79%
post 3 37 ; 843




14,

The Melab observation took place in three contexts of music
teaching (sectionals, full-rehearsals and general music). The purpose
of this question was to explore the effectiveness of the behaviors
for junior high music classes. Within this context, question 2 asks:

What were the effects of the use of the criterion behaviors
in different junfor high classrooms?

The mean score differences were calculated for the combined
scores from all three groups in the behaviors, the classroom events,
and interactions in the different contexts of sectionals, general
music and full-rehearsals. However, since there was only a small
sample selected for general music, the subsequent results and discussions

are very limited.

The data are presented in two phases. One set of results
'pPESEﬁtS the 51gn1f1caﬁt differences in the behaviors, c]assroam ev9nts
and interactions for each group. In addition, the correlation of the
behaviors to the classroom events and interactions is presented for
Groups A, B and C in Tables 8, 9, 10, 11, 12 and 13. The other set

of results presents the differences of behaviors, classroom events and.
interactions for different contexts. 'Tables 14, 15, 16, 17 and 18
present both non-significant and 5ig:1ficant differensés for these con-
texts; sectionals, full-rehearsals and general music. Finally, the
discussion of these resuIts is presented in Fe1at1nn to the aeademicai]y
engaggd minutes for each context (see Table 7, page 115). Canclusions
were then drawn as to the resu1ts of the behavinrs 1n the gruups and in

different contexts.

The results and discussions for the groups will be presented
followed by the results and discussions for the contexts.

1



115.

Group Results

From the results presented in Table 3 significant differences for
Group A were found in eleven behaviors: 1, 3, 4, 5, 7, 8, 15, 18, 21,
22 aﬁd‘zs. From the Summary Table in Appendix L, column 3, it is
evident that the use of these behaviors was accompanied by the greater
differences in process questions for Group A.

From Group B, significant pre-post differences were found in 5ﬁ1y
behavior number 12 (see Table 4). From the Summary Table in Appendix L,
column 3, it is evident that this behavior produced the greatest differ-

ences in both product and process questioning and classroom management.

For Group C, significant pre-post differences were found in two
behaviors, numbers 1 and 8 (see Table 5). From the Summary Table in
Appendix L, column 3, it is evident that these two behaviors produced
the greatest differences in the time spent on drill, activities and

process questioning.

Group Discussion

Tﬁis section will discuss the effectiveness of the teaching
behavior for junior high music classes and their effects on classroom
events.

Rosenshine's review (1979) refers to direct instruction as being
academically focussed, teacher-directed, and as using sequenced m%té}iaT.
Since there has been 1ittle research in music with this model, the
present study Tnvestfgates {ts use and effect in varfous musfc settings
(i;ei;se;tianals, full-rehearsals and general music). The behaviors

center around moving the students through a sequenced set of materials
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or tasks. The behaviar means for each group are ﬂiscussed in re1;ti;n to
the academically engagedré}mes (c.f., student achievement gains).

The differences in questioning and classroom events will be dis- |
cussed in relation to significant differences of the behaviors. This will
be followed by a discussion of the academically engaged times for each
group.

Thé greatest behavior differences on the classroom events HEFE,1P
interactions as expected. A1l groups exhibited large differences .in the
past correlation between the behaviors and the pradﬁct, process questions
or both. It seems that when there is an effective use of the behaviors
there are fewer resulting process questions as evidenced by Group A s;g:es
However, the results in this area are ambiguaus since Groups B and C
scares do not necessarily support this finding. This could have been due
to the coder's inability to accurately record the gquestions asked in the
classroom or to problems involved in the analysis.

Another expected finding was concerned with classroom events. It
is evident that when both instructional activities and drill are used in
the classroom, the student remains on task longer. Evidence indicates
that Group A which incréased both thé activity and drill tYme also had
the greatest increase in academically engaged time. It can be concluded
therefore, that even though drill is desirable in muéis classes,
instructional activities are also recommended especially in general music.

The results for the academically engaged time were at least |
.J8% of the total class time for the group's pre-test and at least B!S
for the grnup S post-test. It was also found that the higher the means
scores for direct instruction behaviors, the higher ége academic

g}

engagement time. These findings suggest that this direct instructional
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FABLE 7 :
Average Percentage of Engaged Time for Total Sample in Music in Melab Classes

t < 1 " Difference

Context € ' Pre-Test % 7 Post-Test %

Sectionals 821 782 -4
Full Rehearsal 82% 812 -1%

Gefleral Music

2 +5%
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TABLE 8

Pre-Test Correlations of Behaviors with Classroom Events for Group A
—»Be-r-' - ——— - — ‘
avior _ .
Number ICases CLASSROOM EVENTS
‘ Classroom
Behaviors {7 N Dri]l' Activities Management Product Process
1 '8 .25 .67 .57 .52 .08
2 i 8 .14 .15 .45 .62 .34
3 6 .76* .25 .25. .68 .82*
4 6 .68 .04 .45 .37 .47
5 3 1 .93 - .89 .95 .99*
6 i 7 A L ‘ .32 .38 .33 .47
7 . 8 | 12 .26 61 .23 .52
8 .7 .0 48 A .03 .34 .38
9 7 08 67% ~ J713* 42 45
10 © 8 24 22 .29 65* 53
1 8 . .34 05 .15 21 23
12 - A B 0 .53 52 .73*
13 5 E 53 68 .65 19 96*
14 4 4 .18 49 .42 42 51
15 I 8 [ 52 22 .24 67 73*
16 . 6 4 .33 22 .27 k7 ) 45
17 5 84* 15 .09 43 65
18 5 , .55 29 .35 77 79*
19 3 07 15 .38 44 60*
20 ’ 8 06 27 .30 65* 65*
21 7 60 04 .13 24 87+
22 ¢t 8 34 15 21 76* 59
23 8 | .23 23 .76% 47 28
24 7 13 07 .04 57 77
25 7 63 29 .13 19 g4
26 6 17 33 39 48 42
27 0 -- - - -- --
28 0 -- -- -- -- .-
29 4 23 43 48 67 43
30 0 .- -- -- -- --
31 0 -- -- - - --
T e ———

=

* - Indicates Significance level of .05 or less. ) » N
Note: All correlations presented are Pearson product-moment coefficients. . ..
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TABLE 9

Post-Test Correlations of Behaviors with Classroom Events for Group A

Behav1ar
Number

CLASSROOM EVENTS

1n9.

Behaviors

Drill

Activities

Classroom
Management

ol
— DD 00N O U B D~

N 00 00 O N~ 0000 00 00 00 0N 00~ S 00 O 00 Ln B 00 00 00 00 00 0% DN ~d LN ~d 0O |

igi
.46
13
.18

.33
.23
.68 ¢
.50
.43
.34
.43
.01
.27
.18
.07
.49
.32
.48
.52
.35
.37
.88*
.65*
.47
.55
.47
.46
81*
.30
14
.75*
T .32
.37
10
.20

.15
.54
.63
.66*
7
.80*
.25
A B
.38
.61*
.25
.57
.49

* - Indieates Significance level of .05 or less.
Note: All cnrrei;tions presented are Pearson pradu:t-inmint coefficients.

.



TABLE 10

Pre-Test Correlations of Behaviors with Classroom Events for Group B

—

* . Indicates Significance level of .05 or less.

Note: A1l correlations presented are Pearson product-moment coef

SR T

Behavior e DANM CYEATC
Nurber Cases CLASSROOM EVENTS
Behaviors N Drill Activities. S;isggzggt Product Process

1 7 i .07 .48 .60 .16

2 7 .42 .03 .52 .66* .10

3 8 .55 . .70* AL .23

4 7 .46 . .08 .20 .64 .18

5 8 .55 A2 .53 .78* .05

6 8 .53 .16 .69* .61* .09

7 8 .27 .25 .62* 12 .07

3 8 2 4 .51 .22 .24

9 8 .76* .04 .43 .59 .39
10 8 .56 .28 .79* .47 .08
N 7 .61 .42 .37 .36 .23
12 8- .56 .37 .73* .19 .26
13 7 .49 .08 .70% .82* .05
14 6 .30 .53 .56 .30 .02
15 8 .68* .06 .57 .76™ A7
16 7 13 .21 .4 .50 .36
17 7 .42 .18 .4 .76* .08
18 7 .3 .01 .50 .68 17
19 8 .51 .35 - .33 B1* .15
20 8 .76* .13 .59 .64* .26
21 8 .35 .26 .85* .44 .00
22 8 .56 .16 .85* . .67* .04
23 8 .54 .33 .82+ .53 .05
24 Y 8 .48 .05 .68* 67* A1
25 7 .70* .28 .51 .57 15
26 6 .59 - .46 .67 L713* A7
27 0 -- -= ' == -- -=
28 0 -- -- - -- -
29 . 7 .44 .42 .65% .46 05
30 0 -- -- -- L4 -- --
31 0 -- -- -- ' -- --

ficients.

[

120,



* . Indicates Significance Fevel of .05 or less. \

Mote:

TABLE 11
Post-Test Correlations of Behaviors with Classroom Events for Group B
= - - — — —t— — ————— |
B;ziglgr Cases CLASSROOM EVENTS )
: e ; . e Classroom " Produc . ¢
Behaviors | N {Drill Activities Management Product . Process
1 8 | .08 .09 A7 .58 .64*
2 7 .39 .07 .27 .42 .56
3 5 .28 .19 .57 .70 .96*
4 7 01 .24 .04 .78* .76%
5 6 .40 .21 .21 .52 .53
6 6 .04 .27 .22 .74* .86*
7 8 .29 .58 .13 .57 .93+
8 8 .02 .08 .02 .39 a7
9 7 .66* .87+ .05 .68* .51
10 8 21 .38 .07 .24 .48
n 7 .07 .46 .37 .08 .07
12 8 7 .01 .16 .37 .65*
13 7.1 .20 .09 .05 .16 .53
14 8 12 .14 .35 .41 .59
15 7 1 .45 .33 .47 .59
16 6 .05 .08 .82+ .06 .39
17 . 6 .57 .04 .00 .27 T
18 7 .33 .05 .07 .29 .59
19 8 .14 .25 .06 .21 .63*
20 8 .08 .30 .23 .21 .29
21 7 .10 .38 . .09 .18 .53
22 8 .04 .29 .23 .01 .41
23 i 8 1 .28 .10 .07 .36
224 , 8 .12 .01 1 .02 A R
25 My 8 | .48 .25 .32 .16 .42
26 "1 5 .82* 21 .75 .52 92*
27 6 .41 .34 .19 .28 .60
28 6 .50 .13 .23 .22 .40
29 5 .50 43 .47 .88* .28
30 5 |.56 .66 ~+d .63 .57 .56
31 5 .19 .40 .18 .50 .38

A1l correlations presented gr; Pearson product-innent sﬂgffi:i;nti‘ﬁ



Pre-Test Correlations of Behaviors with Classroom Events for Group C

TABLE 12

B;ﬁ;;;g’ Cases CLASSROOM EVENTS
Behaviors N | DrilF  Activities Sl:i;;;g:t . Product  Process
1 14 12 <12 .33 .36 .00
2 n .21 .33 57* .25 44
3 10 | .06 .38 .30 14 .00
4 10 | .15 18 .47 .04 16
5 7 | .05 .50 .03 .28 91*
6 12 39 .30 14 -..62* 10
7 10 | .18 .21 .26 - .02 .32
8 12 | .20 .24 .42 3] .29
9 g | o9 .45 .21 .04 .05
10 15 | .05 18 3 .31 .34
n 15 | .28 .01 14 .28 19
12 15 .07 .10 .23 .42% .02
13 5 | .77 77 19 109 . .28
13 8 | .30 .03 .37 .25 .34
15 12 | .25 .05 a7 .37 .08
16 10 | .06 .05 .23 .21 61%
17 8 .01 4 .84+ 19 .46
18 10 | .2 18 -37 .54% 210
19 15 .04 .06 12 .25 .30
20 1 27 .09 - .37 .08 .24
o 21 13 .03 .05 .02 .33 16
22 15 10 .07 .09 .26 .42
23 15 .49 13 .23 .04* .25
24 15 14 .05 .01 13 .30
.25 15 | .28 .06 .01 .08 .08
26 9 | 7 08* .58* .69% .74%
27 0 -- -- -- -- -
28 0 -- -- - - --
29 13 | .44 .21 .23 .39 .10
30 0 -- -- . - --
31 0 -- - -- -- -

§

- Indicate& Significance level of .05 or less.

Note: All correlations presented are Pearson product-unment coefficionts.

B T .

/1
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TABLE 13

B

Pnst Test Correlations af Behaviurs with C’Iassmm Events for Group C

Bﬁg;g;gr Cases| ] CLASSROOM EVENTS )
Behaviors N | Drill Agtivities S;ii;’;gt Product Process
1 14 | .50 14 10 67 .48
2 14 | .49 .25 .20 .65* 47
3 n 7 -68% .02 49 56
a 12 | .ea 5% .29 139 [55%
5 7 | .08 .68+ 61 RE .62
6 7 1 2 .48+ .33 .28 5%
7 12 | a3 .41 .03 .30 5%
8 13 | .48 .45 18 10 .05
9 12 | .39 B+ 53w .34 .49+
10 15 | .52% .28 64* 43 ° 49w
1 13 | .63 “a6* .44 .20 18
12 4 | .6 10 .40 .38 46*
13 10 | .4 n 45 .09 .50
14 4 | .00 12 16 .02 .38
15 14 | .45 .04 18 .23 .38
16 12 0 .36 57* .00 J54% 47
17 14 | .36 .38 .31 61* .52%
18 13 | .44 4 .36 .27 47*
19 15 | 43w .22 .25 “63* .58*
20 13 | a7 61* 19 54% 52%
21 14 .38 14 43 .36 43
22 14 | .37 .08 47w (22 .35
23 13 |} .44 .01 .36 .33 .44
24 15 | .54 .24 52w .25 42
25 14 | 39 .01 46" =524 46*
26 n .22 .38 .38 .03 .06
27 5 | .10 .81* .85* .46 .58
28 5 | .25 .36 .25 22 91+
29 9 | .05 18 .40 .38 3
30 g | .45 16 a7 41 .00
3 n .32 15 15 .30 19

- Indicates Significance level of .05 or less.
Nute AH corréhtinns presented !ﬁ PEiF!DH ﬁrudﬁl:jmt enefﬂcients

1
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model which produced sign %iéant differences in similar studies dealing
with elementary mathematics and reading classes (i.e, the Texas teacher
effectiveness studies of 1976-78) is also effective for junior high
school classes.

] x
Context Results

This section 1s divided into two sub-sections; firstly ‘the use
of the behaviors in sectionals and fuli—rehearsa?é; and secondly, the
classroom event times for each of these music contexts will be

wil) be presented and discussed.

Sectionals: From Table 17, only one significant d{fference appears
for the sectionals when comparing the pre- and post-test behavioral
scores. Also noteworthy are the non-significant changes which include
fourteanrinﬁreases and twelve decreases.

3 The academically engaged times for the pre- and post-test were
82% and 78% respectively. Although this indicates a drop of 4%, this
is not significant. Because of the high amount of engagement time for
both tests, 1t seems probable tﬁat the behaviors made little difference
in sectional classes. However, since there was a decrease iﬁitﬂETVE
behavioral scores it wotld appear that the behaviors are TESS-éfFECtivE
for small groups than for larger groups (fu]i—reheérsa1s) where no

. substantial decreases occurred.

full-Rehearsais: From Table 18, seven significant behavier -

differences are noted when comparing the pre- and post-test scores.
However, scores on twenty-six behaviors increased non-significantly and

one decreased.



The pre-post engagemént times were similar (X = 81.5%); how-
ever, all but one of the behaviors showed increases. It is evident
from these findings that the behaviors using direct instruction
principles are especially effective for full-rehearsal §n junior high
| school classes. Althougﬁ a similar finding was presented for general
music classes which also contained a large number of students, this
was not so in sectionals where a small number of students were taught.
It would then appear that the direct instruction behaviors are more
effective for full-rehearsal and general music classes (i.e., large

mmbers) than for sectionpals (i.e, small numbers).

General Music: Significant differences for general music were

not calculated since the number of cases available was below five.
However, twenty non-significant behaviors increased and only five

decreased.

Even though there was a small number of general music classrooms
observed, a number*of findings are noteworthy. The academic engagement
time substantiallx/incre)Sed in the observed general music classes and i
’there were twenty behavior ratings which showed substantial increases.
Because both the academic engagement times and behavior ratings showed
increases, it may be concluded tﬁat direct instruction behaviors are also’

effective for junior high general music classes.

Context Discussion

The above fIndings show the music séttings which produce the
greatest engagement time. This section will discuss how the classroom

evént times were distributed in each of the settings.



Drill: At least half the time was spent on drill in all the music
confexts. These results are in accordance with Rosenshine's (1979)
recommendation that at least half the available teaching time should be
devoted to drill. In addition the findings indicate that even in
sectionals and general music classes, a quarter of the time is also

spent on activities.

Classroom Management: A consistent improvement in all contexts

was the expenditure of less time on classroom management which resulted

from increased drill time.

. -
T
B x.!
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' : : - .
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N = . . ;? ¥
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Sectional Comparison

TABLE 14

Pre-Test

ﬁgstifest

of Pre-and Post-Test Differences for Total Sample

S.0. S.E.

X

S.D.

SO OO U~ O~ 00 = B — Y PO LD AN O
o2 DN'EMMMNMM@EW >

[V Y, I

SRgP

Ko« MW NEE, ]
O = L Kad

Ko foad Hondh ad fnd B Gt ond W Nnd K o nd D K B ol K ad Bad Hond ) Knd D fdr R

K
ooBOO
(=

, .37
1.29 .39

.97 .31
1.21 .36
] .52
.40
1.14 .32
.24
.42
.35
.18
.32
.43
.33
.25
]
.37

e N ol il

it e sl el el
NN R =Q08o8NIRER

— —
Lo LN
Lad N

1.14 .30

e
(I W T ]
—

L LT =]
~

W“W‘M‘W‘M‘M‘hW“W‘WM‘W\NWM“M‘W\M\M#M‘WM“WM‘MMWM‘W‘W [
-, L] L] L] L] - - L] L] ] L] L] - » » Ll L] L] - L] - L] - L] 'l L] - L] L] L]

[ R R T R p—

o e e e e e e e e vl ol

—

e e e

.38
.37 .35
.43 .45
.15 .3
.58
.07
1 .28
.26
.21 3
17 .29
.35
.78 .51
.57 47
.41 .35
37 0 .36
.03
.39 .37
.59 A4
.46
.31 .38
.27 .33
.38 .34
.98
.32
.73
.09
.35
.19 .42
.21 .37
.68 .21
.79 .25

.50
.30

.07

.09

.27

.37

.23
.33
.18
.30
.43

|Classroom Events

|

S.D.

O NSO~ O AN 00 0D N U L~ P 8~ =~ 00 00 WO 00 QO un O o ma — |
>q‘ SO NOOO o --"Om\mmmwow“‘mww —&g‘wwwu‘mmhomm |

0. S.E.

orill
Classroom
Management

20.86
10.86

6.86

6.86

. 6.46 1.67

~ 6.07 1.56

s

oo I |

31 1.08

1.70
2.22

Interactions

Relative
Frequency

Relaﬁive
Frequency

Product

43.3%
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Full-Rehearsal Comparison of Pre-and Post-Test Differences for Total Sample

TABLE 15

L

Item Pre-Test -

Behaviors X S.D. S.E. X S.D. S.E.

1 3.17  1.29 .31 1 3.25 1.07 .27

2 2.93 1.28 .33 | 3.31 1.25 .31

3 1.76 .83 .23 ] 2.84 1.35 .37

4 2.23 1.24 .34 | 3.15 1.28 .36

5 2.25 1.39 .49 | 2.70 1.25 .40

6 2.83 1.12 32 {1 3.15 1.46 .41

7 2.18 .89 24 | 3.60 1.18 .31

8 3.07 .83 .22 | 4.00 N A7

9 2.50 1.09 .31 | 3.28 .99 .27

10 3.35 .10 .24 | 3.82 .81 .20

1 3.40 .83 21 1 4.00 .93 .24

12 3.25 .78 19 | 3.73 1.33 A

13 1.66 1.1 37 1 3.41 1.51 .43

14 3.33 1.00 33 .] 3.64 .10 .24

15 2.86 1.19 31 { 3.68 1.45 .36

16 2.54 1.37 .41 | 3.84 .69 .19

17 2.63 1.29 .39 | 3.64 1.22 .33

18 2.75 1.36 .39 13.33 1.29 .33

19 13.43 1.26 .32 | 3.68 .95 .24

20 3.2 1.19 .32 3.?5 1.28 .34

21 3.53 1.06 27 | 4.14 77 .21

22 3.35 1.17 .28 | 4.06 .85 21

23 3.82 81 .20 1 4.13 .83 22

24 3.35 1.1 .27 §3.94 1.03 25

25 3.33 1.1 .29 {3.93 .68 7

26 3.54 1.37 .41 §3.92 .76 .21

27 0 -- -- 2.87 .99 . 35

28 0 -- -- 2.85 1.22 .46

29 3.00 85 .25 | 3.85 .86 .23

30 0 -- -- 3.92 .76 .21

31 0 -- - 3.61 1.33 =~ .37

Classroom Events X S.D. S.E. X 5.0, S.E.

Dril 23.23 9.9 2.41 R4.50 9.13 2.15

Activities 12.29 6.61 1.60 §6.88 in .87
Classroom ; B

Management 294 5.45 1,32 $5.17 3,03 __ .12

Interéctions N Relative N #izlative

- Frequency - Frequency

Product 59 54.1% 42 56.0%

Process 13 11.9% ]
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TABLE 16

General Music Comparison of Pre-and Post-Test Differences for Total Sample

Iten Pre-Test Post-Test

S.D. S.E.

:ttli

Behaviors X s.D. S.E.

3 1.60 .65
0 1.79 .80
.80 1.30 .58

( — .25

80 1.30 .58
.00 1.41 N
50
50

P

.58 .29
5¢ 1.29 .65
00 1.73  1.00
.50 A .50
.25 .50 .25
.25 .96 .48

55
1.52 .68
1.34 .60
1.34 .60
52 .2
.00 1.4 .63
33 1.37 .56
83 .98 .40
83 .98 .40
80 1.79 .80
P00 1.41  1.00|
75 1.50 .75
.25 1.50 .75
50 1.73 .87
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Classroom Events X S.0.  S.E.| X 5.0 S.E.
ori1 6.16 8.35 16.60  12.24 5.
Activities  [22.50 12.¥6 27.40  11.15 4.
Classroom B ) 7
Management [14.16  9.58 7.80 9.15  4.09
e oevane “Relative | Relative
Interactions | N Frequency Frequency

| =
e,

Product 76 53.9%

/6 3 , 57.9%
Process 24 17.0%

| — |
— Y
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TABLE 17
Sectional Comparison for Pre- and Post-Test Correlated Differences for Total Sample

Item Cases Pre-Test Post-Test "Probability Level
Behavior N X S.E. S.E. X s.D. S.E. (2-tail)
] 12 | 3.42 1.56 .45 3.33 1.30 .38 89
2 10 3.40 1.5 .48 3.60 1.17 .37 .73
3 5 2.00 N .32 3.20 .64 .74 .26
4 9 3.5 1.24 .4 3.44 1.24 .41 .87
5 S 3.00 .87 .84 2.90 1.60 T .93
6 n 3.55 1.57 .47 3.86 1.14 .34 .62
7 13 3.08 1.12 .31 3.88 1.16 .32 .10
8 12 3.42 .90 26 3.96 .14 .04 .04*
9 10 2.90 1.60 .50 3.85 1.20 .38 .15
10 14 3.71 w33 .35 3.85 1.23 .33 .79
1 13 3.76 73 .20 4.15 .38 .10 .09
12 11 2.82 1.25 .38 3.09 1.76 .53 .69
13 4 2.00 1.1 1 1.75 1.50 .75 .82
14 9 3.33 1.12 .37 3.17 1.54 .51 .76
15 12 3.5 1.17 .33 3.33  1.37 .40 .75
16 n 3.45 1.29 .39 3.55 1.13 .34 - .80
17 6 3.75 1.47 .60 3.66 1.75 .72 .92
18 6 3.16 1.42 .60 3.00 1.90 .78 .81
‘ 14 3.32 1.44 .38 3.57 1.39 .37 .59
i 9 2.89 1.90 .63 3.33 2.9 73 .56
_ 13 4.07 .76 ,21 3.77  1.36 .38 .52
« 22 e 14 3.46 1.31 35 3.93 1.39 - .37 - .42
23 - 14 3.7 1.07 .29 4,18 .87 .23 .26
~. 28 13 3.65 1.1 .31 3.46 1.39 .39 | .73
~.. 25 14 3.7 .99 .27 4.00 .78 .21 .34
26 8 | 3.50 760 .27 3.63 1.19 .42 .83
27 1 4.00 .00 .00 4.00 .00 .00 --
28 - .- - - - - - --
29 ' 8 3.63 1.06 .37 3.12 1.13 .40 .35
30 1 3.00 .00 -- -- -- -1 --
31 0 == == == -- -- -- -
Classroom -
Events N X s.0.  S.E. X S.0. S.E.|Probability Level
. -
orill 14 120.82 7.58 2.05 21,90 6.10 1.63 .67
Activities 14 |11.68 6.78 1.81 13.54 8.76 2.34 .59
Classroom
Management 14 ] 7.36 5.65 1.5] 3.17 3.98 1.06y  .04*
Interactions N | X S.D. S.E. X S.D. S.E.| Probability Level
Product 14 3.75 4.45 1.19 3.46 3.61 .96 | .82
Process ¢14 1.32  2.49 62 .64 .84 .23 .35

* . Indicates Significant level of .05 or less.
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TABLE 18

arison for Pre-and Post-Test

T 131,

‘Eehaviars

X

S.D.

| (Zstai1x
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R I ) . ow

i 140
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L T P T T T - w - ow oxow

[ - N N

.94
1.20
1.45
1.40

.92
.62
.01*
.002*
.02*

8
N

.0
.04*
.22
.02*
13
.18
.35
SR

07

.84
1.00
.62
.61
17
.21
.62
.55
.28

26 6 1.05 .43 .52 .21 .39

27 0 -= - -- -- --

28 0 - - -- sm- - -

29 8 3.00 .93 k1: 3.81 .92 .33 .16

30 0 == - -= -- - -= -

3] 0 - == -- == -= - = o
Classroom
Events - - -

Drill
- Activities
Classroom
Management

- N

Intg?actigns

Product

Process

* - Indicates a Significance level of .05 or less.
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Another purpose of the present study was to investigate the
effect of types of feedback on the pre-service teachers' performance
- ,

of teaching behaviors. Within this context, question 3 asks:

What effect did the feedback modes have on the behavior means
exhibited by the two experimental groups?

In answering. this question both quantitative and qualitative data
were analyzed. ngntitgt&ve results, included in Tables 20, 21 and 22
present pre- and post-significant differences of the matched behaviors,
the classroom events, aé§§thg interactions for e;ch group. In addition.
Table 23 presents the summary of grﬁuﬂs' high and low séores in the pre-
and post-test behaviors, classroom events and interactions. The
results demonstrated the effectiveness of the behaviors for each group
and conclusions were drawn as to the most effective treatment received

by each group.

The qualitative analysis is in accordance with the findings

presented in the Effects of Feedback section in Chapter V. However,
conclusions are presented here in terms of group differentes rather
than subject differences. 1In addition the discussion also presents

information from the Instructional Behavior Evaluation Form about each

group's perception of the treatment which is then discussed in relation

to the effects of the feedback.

Resul ts
In this section the pre-post test behaviors and their resulting
effects in terms of academically engaged times. are discussed. In

addition to the significant differences of the pre- and post-test scores,




~non-significant differences will be discussed. The high ratings of the
non-sfgnificant differences are scores of 3.5 or above for the
behaviors, and above the a§2rage mean scores for the classroom events
and interactions. The Tow ratings of thé non-significant differences

s:nr!s for the tﬁissrnon events and interactions.

The significant difference of the two experimental groups
differed. In Group A there were eleven significant diffe;ences, and
in Group B there was only one (see Tables 20 and 21).

The Iarge (but non-significant) differences between the two
groups also merit discussion. From Table 23, Group A received low
ratings on three behaviors in the pre-test S:d none in the post-test,
while in Group B there were two behaviors rated low in the pre-test
and nane‘in the pcst-test. However, the high rating for Group A's
post-test changed frﬂmvsix to twenty-eight, while Group B's post-test
‘highs changed from nine to thirteen. For a more complete descrigtiun
of the changes see Appendix N. ‘

There were no significant differences in the classroom events and

interactions for either Group A or Group B.

Jhe non-significant change® for the experimental groups' class-
}ﬁ@m events and interactions are as follows: Group A's,preétést scores
included low ratings in activities, classroom management and product
questions and the high ratings included drill and process questions.
Group B's pre-test scores .included low ratings in drill and product
questions and highs in activities, c]assrvoq managementfand process

questions,

134.
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ignificant Behaviors for Group

TABLE 20

Post Test

Probabi 11ty
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.56
.56
.95
.45
.00
.23
1.08
.70
.50
.68
.03
1.06
.82
.84
.20
.50
.50
A
.82
.54
.46
.53
.39
.64
.79

.05 *
.08
.02 *
.04
.04 *
.3
.01 *
,05 *
.56
.13
.10
.22
.21
.39
.02 *
.42
{09
.04 *
14
R
.02 *
.04 *
.06
.06
.31
.04 *

»

28 == — - == -- - -
29 3.50 58 .29 3.08 .63 .21
30 -- - - - . -
31 o e — == ———

CTassroom

[ Events

Product 8
Process ]
Drill 8
Activities] 8
Classroom 3

nagement

2.726
7.05
9.27
.57

.52

* - Indicates Significance level of .05 or less.
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TABLE 2]
Behavior | N ? s.D.  S.E. X  s.0. S.E. , gfii‘l,," —
1 7 12.86 1.78 67 2.64 75 .28 75
2 6 [3.00 1,55 63 2.50 B84 .34 42
3 5 12.60 .55 25 | 3.60  1.51 .68 14
4 6 |3.33 .81 i3 3.50 1.64 .67 86
5 6 [2.50 1.76 72 | 2.50  1.38 .56 1.00
6 6 |3.67 1.21 49 3.67 1.51 .62 1.00
7 8 13.00 1.07 38 3.62 .74 .26 25
8- 8 |3.37 .52 18 3.75 .89 )] 29
9 7 12.28 1.38 52 | 3.7 95 36 09
10 8 13.75 1.28 45 2.87 1.13 40 16
N 6 13.17 .98 .40 | 3.83 .4 7 .10
12 8 13,13 .99 .35 3.37 1.30 .46 .52
13 6 |2.50 .38 56 2.83 1,72 70 .75
14 6 |2.83 1.33 54 3,33 1.03 42 36
15 7 13.43 1.40 53 .21 1.41 53 79
16 5 12.40 1.34 60 3.00 1.41 63 50
17 5 [3.00 .87 83 2.40 1.14 51 55
18 6 12.83 .72 70 2.17 1.17 48 33
19 8 |3.562 1.30 36 2.29 1.17 41 06
20 8 13.13 1.s55 55 |2.50 1.07 38 30
21 7 14.42 .54 .20 3.00 1.29 49 02 *
22 8 |3.87 1.46 .52 2.69 1.03 37 09
23 8 (4.00 1.41* .50 3.87 .64 22 n
24 8 13.75 1.03 .37 2.50 1.31 .47 1
25. 7 13.29 1.1 .42 3.43 .79 .30 77
’6 3 {3.67 1.53 .88 3.00 1.73 1.00 69
27 0 — - - - - - .
28 0 - == - - - - -
29 4 13.00 .15 38 .25 96 48 79 %
30 0 - - -t - - -= ==
31 10 - -= == Bl e bl -
Classroom _ _ '
LEvents — .  — - e — -
Meoduct 814.25 4.62 1 53 4.50 - 4.53 1.60 .90 '
frocnss | 81,25 .05 .73 .25 .46 .16 .28
Drill S 13.25 8.99 3.18 _ |20.37 6.11 2.16 7
Activities] 816.50 5. 24 1.85 12.19 9.17 3.24 .28
L1 ssroom | 300,12 8,49 3.14 5.25 4.6 1.44 .23 -

- Indicates Significance level of .05 or less.
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TABLE 22
[tem Case Prg Test Pnst Test Probability Level
Eehavinr N | X s.D S.E Y s.0. S.E. 2-tail -
1 13 |14.00 1.08 .30 3.15 1.28 .35 .05 *
2 10 | 3.60 1.17 .37 3,20 1.32 .42 .44
3 6 [2.00 .63 26| 2.83 1.72 .70 .29
4 7 13.29 1.60 .61 | 3,14 1.35 51 | .74
5 3 |2.00 1.73 1.00] 2.83 .1.04 .60 .20
6 9 |3.00 1.4 .47 | 3.72 .97 .32 .14
7 8 13.13 1.13 .40 3.56 1.12 .40 .35
8 10 [2.80 1.03 .B] 3.95 .16 .05 .004*
9 7 12.57 1.51 .57 | 3.217 1.35 .51 .38
10 15 | 3.40 1.12 .29 3,60 1.12 .29 | .62
1 13 |3.85 .80 .22 | 415 .55 .15 .30
12 14 |3.07 1.14 30| 3.29 1.64 .44 .66
13 2 |1.00 .00 004 1.00 .00 .00 .00
14 8 1'3.37 1.19 42| 3.06 1.42 .50 .56
15 11 }3.27 1.01 30| 3.36 1.63 .49 .86
16 8 [3.50 .93 33| 3.88 .10 .35 .20
17 7 |13.8 1.07 .40 | 3.14 1.97 .60 .28
18 8 |3.50 .93 .33 1 2.3 1.60 .57 .13
19 15 |3.40 1.24 .32 1 3.60 1.1 .29 .56 *
20 9 13.22 1.56 .52 1 2.89 1.05 .35 .55
21 12 13.75 1.13 .33 | 3.92 1.08 .31 .74
22 14 13.14 1.35 .36 | 4.00 1.04 .28 .08
23 13 ]3.22 .64 18| 3.81 1.11 .3 72
24 15 |3.47 1.19 31| 3.73 1.16 .30 .56
25 14 [3.77 .9 24 | 3.93 .83 .22 .49
26 6 |3.67 .52 21 | 3.28 .4 7 .61
27 0 - -- -- - -- - --
28 0 -— - -- - - - -
29 + 8 [3.37 1.i8 .42 | 3.28 1.30 .46 1.00
30 0 - == = - - -- . .-
31 0 -- .- -- -- -—- -- --
Classroom
Events | _ _ —
product! 15 [ 4.27 A.25 1.09 | 2.57 3.00 .78 .18
Mececss 15 | 1.20 3.08° .79 20 .4 1 .24
il 15 K3.60 8.53 2,70 f2a1.63 8.(1 2.25 | . .38
retivitios| s 11.20° 6.66 1.72 1 9.43 7.9 1.9 ,52
Classreem |35 | 3,60 5.58 1.47 |'5.50 6.20 1.60 .18
Management

* - Indicates Significance level of .05 or.less.
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139.
The post-test nan-sigﬂificant scores include the following: for
Group B; low ratings were obtained in drill and highs in activities,
classroom management, pr@éess questions and product questions. Group
A's ratings inglude lows in classroom management, product and process
questioning and drill, and highs in activities.
In summary the largest change (from low to higﬁ or vige versa)
for Group A's pre- to post-scores occurred in activities which changed
from low to high and Efgéesirquesticﬂing which changed from high to
lTow while the largest change for Group B occurred in product questions

which changed from Tow to high.

Discussion

The discussion of modelling for question 1 also gave the results.

for feedback (see p. 106). The findings indicated that Group A which

received verbal feedback, had more significant differences (i.e.,
eleven) in the behaviors than Group B (i.e.,one) which received
written feedback or Group C (control) which rgceived no feedback. In
addition, the results indicated that Group A was also better in that
the amount of academic engagement time was higher than in Groups B
and C. Group A also increased their activ{ty and drill time, while

Group B and Group C increased the drill time only.

From the above findings, it is evident that the behavior changes
led to more activity time and fewer process questions for Group A
while more product questions helped lead to the changes incurred by
Group B.

The stimulated recall interviews yielded infsrmgtian regarding

each subject's perceptions of feedback. Following 1s a discussion of the



similarities of these feedback perceptions found in Chapter V: Effects of
Feedback. o

Post Hoc Analysis

A11 Group A members believed that the behaviors were helpful in their
teaching and their ggliefs were supported. Positive resu1t£ were nat;d
on nearly all the behaviors which in turn produced advantageous results
in the classroom (i.e¢., more time on drill and activities and less time
on classroom management). All but one subject found that the verbal
feedback aided them with lesson planning. The one exception beiiéVed she
only benefited to a limited degree. For further information regarding the

_effects of feedback see Chapter V.

A11 the Group B members also believed that the behaviors were helpful
in thetr téaching but Melab observations of their teaching performance
indicated that this was not so. Many behaviors were rated low after
the treatment and as a result many inconsistent findings were noted in
the classroom events (i.e., more drill time and less activity time).
Because of the decrease in performance in the behaviors, evidence was
presented indicating that Group B subjects had a problem with
- planning. In addition, all had problems identifying With the cues
provided in the written feedback. For further 1nf§Fmaticn regarding the

behaviors, see Appendix E.

]mi
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Sfnce there is séme evidence available suggesting that teaching
style (i.e., behaviors 19-26) and interactions (i.e., behaviors 27-31)

are only learned by experience, (c.f., modelling treatment) the present

researcher investigated this area. Within this context, question 4 asks:
\

Do the behavior means of the in-service teaching behaviorsri
differ significantly from those of the pre-service teachers?

Two mean score comparisons were conducted; the first present®d in
Tables 24, 25 and 26 was the pre-test scores of the in-service teachers
compared to the pre{test scores of the pre-service teachers on the
thirteen common behaviors (numbers 19-31), while the second presented in
Tables 27, 28 and 29 compared the pre-test scores of the in-service
teachers to the post-test scores of the pfe-service teaeher’s;. The first
set of results compared the significant differences between the groups
before testing while the second demonstrated the significant differences

for the researcher's pre-service group after treatment. In addition

~._ Tables 30 and 31 present the summary of both group comparisons.

- T e
e

= om ;7 ~ _ B _ _
"ngnc1usions for the effectiveness of the teaching style and
interaction behaviors were presented in light of the planning data
results (behaviors 1-18). In addition the effectiveness of the feedback

was presented for each group and dfscussed separately.

Resul ts

141,

The first set of results indicates whether the CRT random gr@qp,»lrh‘k

of teachers is signifiéantiy different from the researcher's pre-service
sample. To fnvestigate this question, the pre-test results of the CRT °

sample are compared to the pre-test results of the researcher's sample.

g —
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From Table 31, evidence is presented that the CRT {n-service
'sample and the researcher's pre-service sample are generally the same
since there were few significant differences when the groups were
cﬁﬁpired; Group A demonstrated two significant differences, Group B
one, and Group C two.

The last set of results give evidence as to whether the CRT
in-service pre-test behavior scores are significantly different than
the researcher's pre-service post-test scores. The results demonstrated
the @ffectiveness of the treatment (i.e., modelling). This comparison
gave evidence to a number of behavior mean differences. Before dis-
cussing these differences, it is important to note Gfﬁué A, B aﬁd C's
differences. In comparing the groups pre- and post-test scores on
the thirteen behaviors, Group A improved substantially on every

. behavior except one, E;aup B decreased on every behavior except one,

while Group C did not change their behavior scores.

In the post-treatment comparison, Group A's ratings on the A
behaviors included ten higheri two the same, and one lower than the
CRT pre-test scores. In Group B all behaviors exEEpt‘une were rated
lower than the CRT scores. In Group C all except one of the behaviors

were below the CRT sample.

In summary although Group A increased (not in all cases signi-
ficantly) on neiriy all behaviors, because afzghe smallness of tﬁe
‘ sample. only five of the:q behaviar differences were significant
Grﬂup B's perfbrwunte declined on most of the behaviors and of these
differences six were significant. Group C remained unchanged; heuever,
when compared to the CRT pre-test, nearly all E;ﬁuﬁ C scores were
below the CRT means (one significantly low) and one exception being
significantly high.
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ITEM

TABLE

30

A Summary Comparison Between

Scor

CRT Pre-Test

(Total Sample)
Pre-Test

Group A
inst-Tgst

Group B
Post -Test

e and Researcher's Post-Test Score

Group C :
~Post-Test ;

X

X

X

19
20
21
22,
23
24
25
26

K1
28
29
30
3

4.13
3.98
4.13
4.08
4421

¢

i -
;
. 4.25

»

igt

B

.62*

k2

.68*

3,

O S

.00

' 3.83
3.81
3.93*

3.42%

1
} X
}ir B
| 2.68
2.50*
3.00
2.68*
3.87
2.50%

2
2.66*
3

Wk

.00

3.60

3.70

* - Indicates Significance level of .05 or less. .

»

[
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Discussion .

From both the review of 1iterature on teacher effectiveness and
. ‘\5
the high pre-test scores of the thirteen behaviors of the fn-segyice
teachers, it can be concluded that the behaviors dealing with teaching

style and_ interaction are important in teaching.

Since thé pre-treatment results for all groups were nearly the
same, evidence was given to substantiate the equality of the groups
in the pre-test. However, in the post-test, several differences appear.
Group A's scores were higher on nearly every behavior except two when
compared to the CRT in-service pre-test scores, and Group B and Group
C's behav1of scores were lower on_a]i behaviors. This gives evidence
as to'the effectiveness of the verﬁal feqdack treatment for
Group A which also received high ratings in the planning behaviors
(ﬁumbers 1-18). A number of studies give evidence that feaching‘sfyle
and 1qteraction behaviors can'only be learned from experience during
the first years of teaching; however, the results for Group A indicate
that these behaviors can be e(:gctively learned before éntering the
teaching field. In conclusion, it may be that effective planning
results in better teaching stylé and more effectivé classroom inter-
actions. Ih'addition.'microteaching using modelling techniques and

verbal feedback is an effective technique'for training both teaching - .

style and .interaction behaviors.

R
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TABLE 31 -
A Summry Comparison Between
Total CRT Pre-Test Score and Researcher's Pre-Test Score

- . ’ I—
ITEM (Tota?agample) Group A Group B Group C :
Pre-Test Pre-Test Pre-Test Pfg! est .
Behaviors X ‘ —.X 1 X T » T | ﬁ#
19 4.13 3.31 3.62 3.40%
20 | 3.98 3.00 3.12 3.18
21 | 4.13 3.42 412 3.76
22 } 4.08 3.37 3.87 3.13%
23 i 4.21 3.31 4.00 | 3.93 i
2 j 3.9 3.42¢ 3.75 3.46 |
25 ; , 4.01 3.57 3.28 % 3.66
26 | 3.89 3.00* 3.33 | 3.88 g
27 4.31 4.00 0 0 =
28 3.85 0 0 0
29 L $3.59 3.50 2.57* 3.30 |
30 3.31 0o 0 | 0 g
3 . 4.04 0 0 - . 0

* - Indicates Significance level of .05 or les}s-.-’

-



CHAPTER V R

QUALITATIVE RESULTS

Introduction

THe gurpgse of this chapter is to answer question 5 which
. asks:
How did each type of feedback affect each subjeét?.

Since ascertaining tﬁe effects of feedback for each subjeét was
the primary aim of question 5, stimulated recall interviews were con-
ducated wiéh the members of Groups A and B which respectively received
verbal and written feedback.

The results are presented in terms of p1ann1hg phengmenarand
personal phenomena. A discussion of these results is presénted in the

Effects of Goal Setting and the Effects of Feedback sections.

For the planning phendhena, the stimulated recall interviews
5

explored the intents of the lessons. These intents were represented

strategies, instructional delivery systems, and content structure and
sequéﬁce. Both the intended and observed behavior calculations used
these same categories for analyses. Observations for the pre- and
post-tests resulted in mean scores on thirty-one behaviors, time ’
durations for classroom events (drill, activities and classroom manage-

. ment) and the number of interactions for both experimental groups.

From the stimulated recall, tnformation was collected concerning the
intended behaviors of teaching, while in the Melab observation, informa-
.tion was collected concerning the observed behaviors of teaching.
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In the personal phenomena information, background was collected

about each subject's musical and academic history (see Appendix Q).

In addféion 1nfan§atiaﬂ was collected from the stimulated recall inter-
views about: decision-making which involved interactions and instruc-
tional methodology, reflections which arose from the subject's intro-
spection concerning the events of a ]esi?ﬂi and self-evaluation which

was‘ganceﬁﬂgd with personal teaching behaviors.

The Effects of Goal Setting are discusted in 11ght of the
results obtained from the planning phenomena and personal phenomena,
which include the time spent on classroom management, drili ind
activitigs! and the amount of class 1nieract1an. Finally, discrepancie?
between the perceived effectiveness and the actual effectiveness of the
behaviors resulting‘in certain classroom events are also discussed in

terms of goal setting.

discussed in light of the results of goal setting problems, the teaching

%

style behaviors (numbers 19-26), and the perceived effectiveness of the

treatment (Ihstrgctiopai Behavior Evaluation Form, Appendix P). The

findings of the preceding are discussed in terms of the effectiveness of
the feedback:(verbai or written) for each subject.
Chapter V presents a summary of each of these findings for each

subject and concludes with a post hoc analysis.

L]




DENIS

The data results are presented in the areas of planning phenomena
and personal phenomena, and are discussed in the sections on éffects of

Goal Setting and Effects of Feedback.

Planning Phenomena l

The stimulated recall interview reveals the following about Denis’

prepared and unprepared activities.

In the planning of the lesson, Denis was effective in setting an
objective for the class a:d demonstrating it. He wanted the students to
notice certain melodies in the music and he demonstrated these by ptaying a
record of the melodies he had selected. The instructional delivery
system waS‘unprépared. however, as demongtrated by the fact Denis was not
élear whether he wanted the stud;nts to talk about melodies or play them.
The sequence of the lesson activities was alsd unprepared as demonstrated
by the fact that he‘assumed that the students could play the complete
melodic line without rehearsing its various subsections or phrases. When
questioned, Denis was even unsure about the length of the melodic line,
and about the types of rhythmic notation and the key he wanted pupils to
use. His explanation of what comprises a melody reflected confusion
about the difference between a thematic unit and a melody. D?cisions made
during the course of the lesson were unplanned. That this was SO was
dononitrated by Denis' lack of directions for a new student who arrived in
the class. In organizing the performance of the students' melodies, Denis
didn't plan the delivery system for the students; as was demonstrated by
the students' arguing about who was to play first, what he\would play, and

who the leader was to be. Even though there was confusion as to how to
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perform the melody, the specific right and wrong composing techniques
were not discussed. Denis did manage to praise and reward student's

efforts.

Denis’ égiatatiun of the lesson consisted cfuref1ectians on the
instructional strategies He employed and his own teaching ability. At'
the end of the lesson, he stated that he was not sure whether, after the
students had played their melgdies, they really had heard them or whether
they were merely improvising. Recalling the teaching strategies he used,
Denis stated that he would use the same objective again but that he would
change the‘praeedure:far deveIaging it. He also stated that he didn't |
. know how much the students were aceampIishiﬁg and be?iéved that if he
were better organized he would be able to indigate each student's
accomplishments to the class.

The observations méde by the code}s in the Melab lesson indicated

the f911nw\ng changes in Denis' teaching performance. .

In_the formation of goals and objectives, for sectional and general
music classes, Denis rated below average (2.5 or below) in.the pre-test,
_ whereas, in the full-rehearsal, he was average. He -improved to above
average (above 3.5) in both sectionals and full -rehearsals post-tests;
and even though below average in the general music post-test, he did
successfully formulate a general music goal whicﬁ had not bgenrattempied o
in the pre-test. He was not successful in having the students¥%ate the
objective fn'any'of the classes.

In his instructional delivery system, the following changes
occurred. In both the pre- and post-tests, Denis scored tow on the begiﬁﬁingﬁ

of-the-lesson behaviors. He had difficulty gaining the students' attention
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in all of the classes. However, what was presented in the lesson was clear
and organized and was at the level of the students' comprehension for both
the pre- and post-tests. In the use of disciplinary techniques, Denis
scored low in both the pre- and post-tests in using criticism, directing
disciplinary ac;ion accurately, and preventing misbehaviors from cantinuing.
He improved in his use of criticism in sectionals but not in full-rehearsal
or general music, although in the latter, his presentations to the class

improved.

In instructional strategies, the following changes were observed.
Denis successfully explained the objective in the full-rehearsal and
sectionals post-tests despite being unable to do so in any of the pre-tests.
However, he did not succeed in optimizing. the use of the academic 1e;rn1ng
time in the post-test even thoygh he was moderately successful in selecting.

material suitable to the students' level of understanding. He

the pre-test.

In organizing the content and sequence of the lesson, the following
changes were observed. In the sectionals and full-rehearsals pre- and
post-tests, but not in general music, Deﬁis‘successfu11y put the objective
back at the end of the lesson. He reviewed the main ideas of the lesson
in tﬁe sectionals and full-rehearsals post-tests but not in the pre-tests.
However, he failed to review any of the mainiiaeas in the general music pre-
and post-tests. He developed an appropriate student evaluation system for
the sectionals and full-rehearsals post-tests despite his failure to do so
in the pre;testsi He successfully left the students with a feeling of

accomplishment in the sectional post-test but not in efther the sectional



or full-rehearsal pre-tests. His overall smoothness which was facilitated
by the smooth flow of the lesson was successful in the full-rehearsal

and sectional pre-tests but not in the sectional post-test. He mgintained'
the pace of the lesson in the full-rehearsal and sectional pre-tests but
not in the post-tests. He‘maintained the pace in the general music post-

test despite not doing so in the pre-test.

In his use of interaction behaviors, Denis rated low in his

interactive techniques in the prei>and post-tests for all classes.

In summary, the coders' observations of the Melab lessons reévealed

the fqollowing about Denis' teaching perfdrmance:

1. His demonstrations were clearly presented.

2. He Sucﬁes;Fu11yx(disp1ayed improvement) fcrmu1ated goals and
objectives in class. |

3. He was successféi in implementing instructional strategies.

4. He demonstrated both successes and failures in content

structure and sequencing information.

5. He was unsuccessful in calling the class to attention before
r
_ teaching.

- 6. He failed to attend to disciplinary problems effectively.
7. He was unsuccessful in ﬂptimizing the use of academic

learning time in any of-the classes.

Several items in Denis' personal background are of importance. He
was a third year student at the time of the present study, ﬁad completed

most of his music requirements and was currently enrolled in education



coursiiz He had studied piamo for eight years and had passed the Western
Boa;& Grade VIII piano examination. Even though he had not been enrolled
in public school music he had participated as a pfanist in several
ensembles and bands.

A number of items are of importance in benisf decision-making pro-
cesses. There was a discrepancy between his interaﬁtive and instructional
decisiogs, the former beiné'unplanned while the latter were planned. In-
teractively, he had not thought of using the students' ideas and/or
experiences in developing the objective at the beginning or evaluating it
at the end of a lesson, nor of using the students' ideas for developing a
melody during a lesson. ﬂouever. in planning the fnstructiona] decisfons,
he selected a l1istening example for the béginning of a lesscﬁ, and decided
that the students would produce pentatonic melodies with a given time
signature at any tempo a student wished. Therefore, even though the content

definition had been decided, Denis did not plan its sequence.

On reflection, Denis remarked on a number of important items. He
noted the differences between’teaching’in the microteaching situation
with peers and with junior high children. Most of h1; reflections were
self-evaluative. He concluded that he woulﬁn’t change the lesson
objectives but would change g¢he procedures for developing them. He didn't
_think that he was succesﬁful in using students' ideas for developing the
lesson. He also indicated that the use of pbsitive reinforcement would
have he]hcd.the,students to feel successful at the end of the i;ssag;

k3

)

Effects of Goal Setting

In Denis' use of the behavioks cited above, the following classroom
‘ .
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effects were noted. In all classes, he increased his time in drfll but
activities. However, the biggest change in teaching was a substantial
decrease in the amount of time spent on classroom management in all
classes. The most consistently used interaction (except in full-rehearsal)
were product questiuns af which considerably more were used in the pre-

test than in the post-test.

£
The Instructional Behavioral Evaluation for Denis indicated that he

found the treatment behaviors "most effective" for selecting instructional
strategies and conducting small group act1v1t1e§_ He gave no indication
about suc§é55gs and failures in other areas of p]anningiaﬁd implementat fon

| of instruction (see Appendix P). Denis, who was in the group that received
lower ratings in the post-test, obtained thése lower ratings despite his
perceived effective use of the behaviors (i.e. successes and failure in
content structuring and sequencing). These had the disadvantage of resulting
" in less time spent on classroom.drill and activigjesg Because of his
behavioral inconsistency and its resulting harmful effects, it is Evident

that Denis had praﬁiems in goal setting.

In discussing the appropriateness of the behaviors, Denis found they!
Qere effective (a rating of 1 or 2) in their underlying pringﬁpiesi c]ariéy,
usefulness, interest and structure. He Tndicated that he Té;rngd a great
deal in the lectures, in the microteaching situations, and when implementing
the behaviors in the Melab classroom. He stated that, while the -

behaviors developed an approach to teaching in general, he would have
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preferred examples more specifically related to ®eaching secondary
music. ' X

Denis concluded that the treatment was beneficial (a rating of 2).
Denis' teaching performance demonstrated the following stylistic changes.
He scored low in overlappingness, (being able to attend to more than one
issue at a time), and in withitness (being aware of what was happening in
the classroom), while in the post-test he displayed higher ratings in
warmth and empathy for his pupils. He was moderately able to motivate
the pupils in both the pre- and post-tests.

In summary, even though Denis stated‘thét the treatment behaviors
and the written feedback were helpful in his teaching, the results indicate
the opposite suggesting that the goal setting problems led to iqwer
behavior ratings which in turn produced naniadvan%égecus results in
classroom events. Denis' case is representative of a finding common to
ali subjects in Group B -- problems PeTating to goal setting can be

attributed to the treatment (i.e written feedback).given.

MARGARET
The results are presented in the areas éf planning phenomena
and personal phenomena, and are discussed in the sections on Effects of

Goal Setting and Effects of Feedback.

Planning Phenomena

The stimulated recali interview of the microteaching lesson revealed

that some of Margaret's activities were prepared and others were not.



In planning for the microteachfhg 1€;§§n, Margaret had prepared
an objettive (i.e. accent) to be demonstrated to the class. She had
decided to count aloud the meter of her musical example to demonstrate
its accenis to the class, without their participation. Her reftections
focussed on how her interactions with her peers would have been different
had they been with children. She then played another record with a
differeﬁt accent pattern but being unable to find the grooves she wished

]
to use, she settlkd for another section that demonstrated her point less

16}.

adequately. When questioned to assess her understanding of musical accents,

v‘~'§ . - . - )
no content confusion was apparent since she was able to devise an effective

review of the content covered.

In the middle of the lesson, it had been Margaret's intention to

lead the students to discover accent through the use of rhythm instruments

and through directed questioning. But when they became confused she
immediately changed her instructional approach and began giv1ng more
direction. The students then played their compositions and Margaret
commented on them: At one point, she led a student to understand the
difference betw;en an original and an aecented version of a melody by
having him alter the original accentuation (an interactive decision on

Margaret's part). She stated that she had problems formulating process

questions which she solved either by answering them herself or by turning

them into open-ended comments. She used the question "what did you
(the student) do?" very often. '
At the end of the lesson, Margaret found that she had forgotten

to make a tape of the students' compositions so she decided igstg:d to
Vd

sing a number of selections and ask questions about her use of accent.



That the sung examples were spontaneocus was evident from the fact that
one particular example introduced a crescendo effect which could have

- confused the class. She ended the lesson by saying, "yeah, that's right"

and then dismissed the class.

In summary, Margaret was prepared to state-and demonstrate the
_ijective! Her instructional deiive;y system was unprepared as deron-
strated by the fact that she had to clarify her directives in order to
assist students in discovering accents on their own. The fact that she
used instruments, questions and examples indicated that the instructional

strategies were planned. Margaret prépared a satisfactomy definition of
accent but did not preparetan effective sequence for teaching it.

The Melab coders’ observation indicate the following changes in
Margaret's teaching performance.

In the formulation af goals and purposes, Margaret was successful
(a rating of 3.5-4.5) in the sectional ﬁreitest but nnéx‘q\the post-test.
In the full rehearsal pre-test she was moderately successful (a rating

of 2.5-3.5) and very successful (4.0-5.0) in the post-test. .

In her instructional delivery system, although Margaret was

unsuccessful at bringing the class to attention in the sectional pre- and °

post-tests she was only moderately successful in the full-rehearsal

pre- agd post-tests.  Although moderately successful in clearly presenting
the information at the students' level of comprehension in the sectional
and Fu]isrehearsai pr;stest, she was more successful in both groups in

the post-test. She improved and was successful in her use of prafse and -
criticism in sectional post-tests but not in the fu11srehearsgi post-

test. In both groups she had problems directing disciplinary action

£
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A

"
accurately and preventing misbehaviors from continuing but she was
successful in maintaining clarity in her presentations in both the pre-

and post-tests.

In the instructional strategies she used, Margaret displayed a
number of changes. In demonstrating the lesson objective in the sectiaonal
pre-test, she was very successful but not (a rating of 1) in the post-
test. In the full-réhearsal, Margaret was fnitially moderately successful

but was very successful (a rating of 5) iﬁ‘the post-test. Margaret

sdtcessfully used a variety of learning activities in the pre-test for '’

~ both types of classes but did not optimize the learning time in the full-
rehearsal post-test. For the pre- and post-test in both classes, she
selected material which was appropriate to the students' level of under-

standing.

Y

In structuring and sequencing the content, Margaret was moderately
|
successful in developing an appropriate evaluation system for theé
sectional pre-test but was below average (below 2.5) in the post-test;

for the full-rehearsal, she was moderately successful at first but more

L]

successful in the post-test for both classes. She;;as successful ine

ﬁafntaining a smooth flow to the lesson in the pre-test but not in the

a

post-test. The pace of the lesson was rated lower in the post-test for

both groups.
In summary, the Melab observations reveal the FQ11oﬁing about

Margaret's teaching performance:

~~

1. Margaret's success at formulating goals and purposes changed
from the pre- to the post—tesis! She was successful {n the

sectional pre-test but unsuccessful in the post-test. In’
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full-rehearsal shg'was initially successful but was more
successful  in the post-test.

2. She was unsuccessful at bringing the class to attentfon in
the sectional pre- and post-tests but was moderately
successful in full-rehearsal.

3. Margaret was clear in her pre- and postitest presentations
to both types of classes.

- 4. Her use of praise, criticism and disciplinary actians

varied in effectiveness in the pre-tests and post-tests.

5. Margaret was moderately successful in her use of instruc-
tional strategies in both classes but did not optimize the
amount of learning tiée in the fui]—rehearggT post-test.

6. She rated low in the post-tests for both classes in
dEVéicping an appfﬁpéiate evaluation system and maint&ining;
a good pace for the Tesson. However, she was more success-

~ful in developing an evaluation system for the sectional
f post-test. |

Personal Phenomena

Margaret's personal background contains several items of importance.
She was a fourth year university student, had completed all her music re-
quirements and was enrolled mostly in education courses. She had spent
six years in schaq} music programs playing clarinet and french horn. At
the University of Alberta, she took voice lessons and directed and per-

formed in bands and choirs.
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In Margaret's decision-making processes, those involving inter-
actian§ and instructional strategies are important. On a number of
occasions she made planned decisions regarding instruction. For exajpiei
she decided how to, demonstrate accents and how she was going to haverthé
students discover their qualities. She also decided to question the
students at the end of the lesson to discover how well they understood o
accents. Her interactive decisions were not as numerous as those made
about instruction as evidenced by her having a student replay his com-
position with accents added at certain points in order té notice the —
change. |

There are several items of importance iﬁ discussing Hafgaret‘s
‘understanding of content structure and sequencing. Margaret was secure
in her unQE?standing of content structure, but not in its sequencing.
Asked why she didn't teach normal musical accentuation; she stated that
it had previously been covered. She did not know how much content to
cover in a lesson and asked what level of understanding uas»att,ﬁnabie
by junior high students. |
-

"1 Haégaret's “reflective thoughts” weré mainly self-evaluative. She
had noticed that certain notes in her singing were flat and that she
answered too many of her own questions. She did not feel good about her
teaching performance in general. - She p?npainted,her faults in question-
ing, taikin§ too much and nervousness, and wés displeased with her
sequencing and conteat coverage.

‘ \ 4

Effects of Goal Setting

In Margaret's use of the treatment behaviors, the following class-

&
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room events and their effects are important. " In sectionals, her drill
time remained unchanged but the time spent on activities decreased in
the pré- and’post-tests. The result was a doubling of the amount of
time spent on classroom management. In the full-rehearsal, the drill
and activities time was uncﬁanged but the time spent in classroom
management increased.

Margaret's intgractians included an above averagé number of ques-
tions in full-rehearsals but an average number in sectionals. A1th§ﬁgh she
asked questions in both the pre- and post-tests, most of those asked in
the former ﬁere-graduct questions Hhi]é thnSe in the latter ue;e mainly

process questions. In full-rehearsals the reverse was true.

that Margaret thought the treatment behaviors were effective (a rating’

of 4 or 5) fnassisting her to select goals and objectives, develop in-
structional strategies, organize classroom discipline, develop materials

and actfvities, plan with other;. and dgvelap'ﬁracedures and evaluation
techniques. ‘She also stated that the behaviors were especially effective .
for mptivafing students, conducting small group activities, giving
directions, questioning and responding, and utilizing audio-visual

equipment.

Margaret was in experimental Group B which received written feed-
back and like the others in that g?%uﬁ.’had inconsistencies in her
‘performance of the behaviors which diminished her general teaching style
in the post-test, especially in sectionals. This diminution produced
negative results in the classes'she taught, 1;§..hcre time in classroom

management and‘little incréase 1@ time on drill or activities. Even
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though she indicated she believed that the treatment behaviors were

helpful to her, the results indicate the opposite. Because of her .
H

behavioral inconsistency and its negative effects on classroom events,

it is concluded that Margaret had problems in goal setting.

Effects of Feedback
In her discussion of the effectiveness of the treatment behaviors,
Margaret indicated that they were effective (a rating of 1 or 2) in their
underlying principles, clarity, usefulness, interest and structure. She
Yindicated that she had learned a great deal (a rating of 1) in the
lectures, the microteaching sessions, and .in her use of the behaviors in
Melab. She believed the‘strucEU?ed plan of implementing the behaviors
during the microteaching lessons to be especially valuable but that more
than the three week treatment period was needed for practising the
behavior—sf '*rgiret stated that, all things gcnsidered. the instructional

treatment was excellent. "

g The general characteristics of Margaret's teaching follow. She

had average scores (a rating of 2.5-3.5) on withitness in the sectional

and full-rehearsal pre-tests which fell to ;einﬁ average in the post-

tests. Her overlappingness scores were high in the pye-tests for both
types of class but became low in the post-tests. In her ability to ¢
’ motivate the students, she‘attained high scores in both music classes .
i the pre-tests but low in the post-tests.” The scares»att;innd in A _i;

warmth and empathy also drﬂpped in the post-tests.

In summary, even though Hargaret beifeved that the treatment

behaviors and written feedback were he1pfu1 in her teaching, the resu1ts



168.
fndicate the opposite. It would appear that problems in goal setting
led to lower ratings in the use of the teaching behaviors and produced
negative effects on classroom events (e.g., too much time was spent on
classroom management). Problems related to goal setting are attributed
therefore to the treatment effect of written feedback.
REINER
The data results are presented in the areas of pianning phenamena
and personal phenomena, and are discussed in the sections on Effects of
Goal Setting and Effects of Feedback.
Planning Phenomena
‘ I

The stimulated recall interview of the microteaching lesson

reveals that some activities were planned and others were not.

Ié the planning of 1essaniﬁﬂg1ner was effective in presenting an
objective for the class and demonstrating it in a variety of ways. How-
ever, in demnnstréting tge concept of "melodic imitation,"” Reiné% didn't
understand the content structure and demonstrated felodic and rhythmf@
variation instead Of{i!itﬂtiﬂﬂ; Even after the interviewer explained

the diffﬁ;enﬁe between variation and imitation, Reiner sti]l'fai1ed to
understand. He made use of a student's idea by asking him a question
J )
_and suggesting that he demonstrate his answer. These 1ﬁtgractive

decisions occurred at the beginning of the lesson.

‘ ‘During| the middle part of the lesson, Reiner divided the class

k|
H

into groups-and instructed each group to compose an example of imitation.

In one group, he asked a student to start a theme to he immediately
‘ » . | S

F



imitated with similar ideas by two other students. He asked the students
not to verbalize their thoughts about imitation but to demonstrate them
directly in performange. The students couldn't do this and in order to

avoid confusion, Reiner asked them to play a two measure melody which he

later asked them to extend to six. This was a decision based on . an inter-

action between himself and a student. Reiner apparently intended to
develop some type of evaluation since he made a tape of the student's
composition. However, he found that he had not left sufficient class time

to ana1yzé the taped compdsition.

In summary, Reiner had'planngd the lesson goals and purposes and
decided on the tyﬁe of delivery system (mode of presentation) to thé
class. The fact that he did not anticipate some problem demonstrated
that not all of his instructional strategies were planned. There was
1ittle evidence that he had adequately planned the content structure of
musical imitation. Often his content sequencing decisions were;bised

4

on spontaneous interactions with the students.

The observations made by the coders in Melab indicate the follow-

ing changes in Reiner's teaching performance.

In the forﬁulat1on of goals and objectives, Reiner was mndergteiy
successful (a rating of 3.0-4.0) in presenting an objective to the class
in the pre-test; however, he was unsuccessful in the past:tesé as
ev‘éﬁ:ed by his failure to define the objective or to have the students
note it either in full-rehearsal or sectional. No pre- post-test Qaneraf

music compd?isons are available for Reiner.

Reiner demonstrated many behavior changes when the pre- and post-

test results of his delivery system were compared. Although he was
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successfﬁl (a rating of 3.5 or above) in bringing the class taAattentian
in the pre-test, he was not in either the sectional or ful%irehearsa1
post-test. In the sectional pre-test, he presented the infarmatfcn‘
clearly but did not do so in the post-test. He was, however, able success-
.fully to communicate at the pupils' level of comprehension in both the pre-
and post-tests. Although Reiner successfully used praise, criticism and
disciplinary action in the sectional pre-test, he\dié not succeed in déing
so in the post-test, and in the full-rehearsal pre- and post-tests, his

presentations were clear.

In instructional strategies, the following changes were observed.
Although Reiner successfully demodstrafed the objectives in the full-
rehearsal and sectional pre-tests, he’did not do so in the post-tests.

He remained average (2.5-3.5) in his use of instructional activities T 4
both full-rehearsals and sectionals: He was successful in optimizing the
pre-test learning time for both music contexts but for only the full-
rehearsal in the post-test. Even though he did not select material at
the students' level of understanding jn the pre-tests for either of the

music contexts, he was successful in the full-rehearsal post-test.

‘In the area of content structure and sequence, the foiioﬁing
changes were observed. In the sectionals, Reinérvnas mod ratgﬁy success-
ful in developing a pre-test eva]uafion system; however, In the post-test
he was less successful (2.5 or below). He was extréméiy,ruccessfui at
developing an appropriate fu]l-rehearéal evaluation system in the post-
test although not in the pre-test. He did however, ieave the studzzfs
with a fbeling f accomplishment in the sectional pre- and post -tests but
did not success‘lly do this in the sectional pre-test. Reiner was very

successful (a rating of 4.5 or above) in facilitating a smooth flow of
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events in the sectional pre-test but was not in the post-test.
he was very successful in this behavior in both full-rehearsal pre- and

post-tests.

all timed in all classes.

3

In summary, the Melab observation revealed the following about

Reiner's teaching performance:

1.

o

diminished:betueen the pre— and pcstﬁtests, whereas, in
sectional and full-rehearsal pre-tests, he successfui]y
_presented the objective and had the students note {it; he
did not do so in either of the post-tests.

Refner was inefficient at briﬁging either class to
attention in the post-test, although he was able to do
this in the pre-test. |

Reiner ﬁstentiy communicated at the stude-nts' level
of campréhensign and presented demonstrations clearly

to all classes.

His system of disciplinary techniques changed between
the pre- and post-tests. A1¥ugh he_ was sué&sfui in
the use of praise, criticism;xana disciplinary action in
the sectional pre-test ;nd the full-rehearsal pre- and

post-tests, he was not in the sectional post-test.

. QIn content structure and sequ!i: , variations were

observed between Reiner’'s pre— and post-test scores.
He was successful in optimizing academic learning time

in most classes. - . ’

However,

He was successful at maintaining the pace of the lesson at

mn.
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"1ncrused the amount of drill time and décreagiihe amount of time

Personal Phenomena

Several items are important in Retner's personal background. He
was a fourth year student who had completed his music courses and was

taking courses in his minor, German, as well as Melab. He had been

Board( clarinet examination. He had taught himself piano and plaﬁd in
various stage, concert énd dance bdnds. He also had a variety of

experience singing in choirs.
3

Reiner's decision-making processes involving interactions randg
1nstruct1c:n are important. His decisions involving interactions affected
the instructional delivery\ system he used. For inﬁtance. in presenting
"the students' imitation exam;ﬂes he had one stuient play the first two
meafures which the other students then elaba‘ﬁteﬁf Although the content :
structure appeared planned, wheén questioned, hg did not supply an
adequate definition of "melodic” imitation." His plan to present the
content was successful but upon reflection h@ concluded that he had
lectured too much and it would have been bette® to have more class

involvement. He also questioned the amount of praise he should use with
the class. . ®

Effects of Goal Setting

Fa

Refner's use of the varfous behaviors described fmmediately above, -
had th¥ following effects on classroom eventds In the 'séci:fanﬂs. he

devoted to activities and classroom mfnagement. ‘The t*lme Reiner spent in

classroom management and in drill and activity time varied in both music .
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contexts. He used interactive questions infrequently in both contexts

in the pre- and.post-tests.

The Instructional Behavior Evaluation (see Appendix P) indicated

that Reiner believed that the treatment behaviors were effective (a rating
of 1;ar 2) in assisting him to select goals and objectives, develop in-
structional strategies, organize classroom discipline, develop materials
and ac;ivities, plan with others, develop procedures and evaluation
techniques, provide an appropriate atmosphere for students, motivate them
and conduct sm§l1 group activities.

Reiner was in Group B which received written Feédback; and like
the other members of that groyp, was inconsistent in his behaviors which
were geﬁeraiiy lower in the post-tests. Reiner's variations in classroom
events resulted from his incqﬁsi;tent use of the behaviors and because
of these circumstances it can be concluded that Reiner had prgBTEms in

goal setting in his teaching. .

Effects of Feedback : ‘ '

In discussing thé appropriateness of the suggested instruﬁttaﬁal
behaviors, Reiner indicated that the behaviors were effective (a rating
of 1 or 2) in their underlying principles, clarity, usefulness, interest

~and structure. He indicated he had learned a great deal (a rating §i 1)
in the lectures and from implementing thg‘behaviars in the microteaching
sessions in Melab. He believed that the treatment and the written

- feedback were helpful in his teaching. However, his belief may have been
‘mMistaken since both his behaviors and classroom event times were rated

below average after the treatment. Pfob1em§'re1apdng to goal setting
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LORI

———

The data results are presented in the areas of pJanning phenomena
and personal phenomena, and.are discussed in the sections on Effects of

Goal Setting and Effects of Feedback.:

Planning Phenomena

The stimulated recall interview of the microteaching 125599'

In planning for the microteaching lesson, Lori prépared an
ebjectivé and presented it in a demonstration. She provided a review of
what had been accomplished at the last lesson and had the students note
the objective whicﬁilgs “"canon.” She sequenced the concept by going
from motives, (by Tisténing to a record) to phrases (by singing "Raw,
Row, Row Your Boat") and finally to canon. Instead of presenting her
examples for canon, however, she presented imitation of phrasing
instead and was unsure where and why she used it. She kept the class
~ involved in her examples during the demonstrations.

In the middle of the lesson, Lori explained taxthe class what she
had hoped to a;eampiish the day before by having thém compose a-shor; _ o
piece. She then asked them to add to their compositions a canon’which
they had just fmpf@v{sed on rhythm inst;umentsi

\ For tﬁe end of the lesson, she played the compositions bggk to.
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"the class on tape and checked their understanding of canon by question-
ing.

In summary, Lori was prepared to state and demonstrate the
objective. She was unprepared in her instructional delivery as evidenced

by her unsureness about which sub-concept should be presented. The

strategies were planned as evidenced by her selection of the 1istening

and sfnging examples, her taping the compositions and her askiné
evaluative questions. However, there was much confusion about content
structure and its sequencing which tended to produce an erratic flow of

classroom events.

The observations made b} the coders during the Melab lesson for
the present study indicated the féllowing changes in Lori's teaching

performance.

In the formation of goals and purposes, Lori was successful. (a
rating of 4.0) in esﬁblishinq éhe objective in’any of Rhe: pre- and post-
tests. In having the students note the objectives for full-rehearsal
and general music, Lori was unsuccessful (a rating of 2.0) in the pre-
test and very successful in the post-test. (Note: only pv{—test scores

‘are available for sectionals and only post-test scores for geneéral music).

In her instructional delivery system, Lori was successful in
calling the class to attention 1h the general music and full-rehearsal
post-tests. ‘Shc was moderately successful in the sectional and fun;
rehearsal pre-\test in her use of praise and directing disciplinary
action accurately; but she was generally less successful (a rating of

1.0 in criticism) in the full-rehearsal and general music post-tests.



Lori was successful in giying clear presentations to all classes in both
the pre- and post-tests.

In the instructional strategies used, Lori was successful in
demonstrating the objective in the full-rehearsal and sectiona) pre-tests
and improved to very successful (a rating of 5.0) in the full-rehearsal
post-tests. Lori was moderately successfﬁ? (a rating Qf 3.0) in using a
variety of instructional techniques in the sectional and full-rehearsai
pre-tests but was very successful with only the classes who took part in

the post-tests.

In structuring and sequencing thejcontent, Lori was generally
-successful in the end-of-the-lesson behaviors fn the pre- and post-tests
for all classes. The only exception was in putting the objective back
in the repertoire where Lori was moderately successful n the pre-tests
and improved in the post-tests in all classes. However, she was less .
~successful in smoothness and momertum in general mésic and full-rehearsal

1{

post-tests.
. o T~
In summary, the Melab observation revealed the following about,
Lori's teaching performance:

1. In setting goals and purposes, Lori was.generally success-
ful in the pre- and post-tests for the cl;sse; te§ted;
2. In Lori's instructional delivery system sh"uas success- N
% ful 1n calling the classes to attention in both the pre- h <_MK'E
aﬁd postitests ferla11 classes. She(was less 5uccessfu1 |
in the general music and full-rehearsal post-tests, ng!
ever, 1n her use of criticiéi_ She uaiﬁsuccessfui iﬁ

giving clear presentations to the class in the pre- and

[
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post-tests for all classes.

. 3. In the use of ‘instructional ét??%égies; Lori remained
successful in demonstrating the objective to all
classes. She impfbved in her uée;ﬁf iﬁstructinna[
techniques.’ 7

4, In structuring and sequencing :antEﬁt,'Lnri remainéd
generally successful in all classes in the end-of-the-
lesson behaviors. However, éhe was less successful in
the general music and Full—rehé?hsai post-test on -

>
F =

smoothness and momentum.

Personal Phenomena

Severa1 items are important in noting Lori's personal backgrpund
Lori was a third year studen)ose ma jor was English and whose minor’
was music. She had taken only a few music courses and was current]y ‘
enrolled in music curriculum anéeinstructian courses and English courses.
She had studied privately for ten years and had.passed a Erade VIII piano
examination. She had not had any expérienee in school music, ensembles

or large instrumental groups.

Two areas are of interest in Lori's decision-making processes,
her class interactions and her instructional strategies. Decisfons about
content struéture were planned as gvidenced by her éEQUencing motive,
phrase and canon at the beginning of the lesson. However, in concept
sequencing, she'waf uncertain of the content goals fer phrasing, which
she explained in a confused manner, and melody and its sequencing. How-

ever, her instructional strategy of singing "Row, Row, Row Your Boat" as



L]

- . =

an aid to the understanding of phrasing was planned. Most of her in-
terattiv decisions were spontaneous and,intended to correct her teaching
mistakes,<§itl of her corrections:were self-initiated.

_In summary, Lori was insecure {n her undérstandiné of the content
structure and its sequencing. As a consequence of her over reliance on
an advisor's explanation ﬁhi;h she inadéquatej; unders tood, éﬁe usedrthe
concepts of motive, phrase and canon incorrectly resulting in problems of

sequenciQg, especially in the case of "canon."

Effects of Goal Setting

The fallowing effects of the behaviors previously described, are
important for é1assraam evenfs. Ih the full-rehearsal post-test, Lori
increased the drili time and decreased the time spent if activities. In
the full-rehearsal, the time spent on classroom management was halved in
the post-test. In general music about three-fifths of the time was spent

on drill and the \remainder on activities. Very little time was spent on

classroom manageplent in the general music post-test and sectional pre-

test. Lori asked ten product questions in the full-rehearsal prertest
as compared to four jn the post-test. However, in the geﬁerai music
post-tesy seven process quéstions were asked. Lori was effective (a

rating of 3.0-4.0) in asking a variety of students to respond to questions,
in giving clues which improved responses, and in accepting students'

compents and ideas. .

Lori was in the group which received written feedback on their

behavior. From the stimulated recall information, it is possible to

infer that Lori could plan lesson objectives and activitias. However,
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she was uncertain about how to'preétﬁt iqfonﬁhtion to the students and
about concentrating in the helab observations, and even though favorable
effects were noted in the classroom‘events. i.e, little time spent in
classroom management and much time in activitfes and drill, these ratiags
were similar in both the pre- and post-tests. It is evident therefore,

that Lorj had problems in goal setting.

Effects of Feedback .

In discbssing the values of the treatment behaviorgé Lori'iike
all of her Group B colleagues indicated that the behavioré were efféctive
(a rating of 1 or 2) in their underlying ;rinciples, clarity, usefulness,
interest and -structure. She indicated that she had learned a great deal

"from the lectures and in practising the behaviors in the microteaching
sessions and in Melab. She suggested that the‘greatest strength of‘the
treatment was in the written feédéack, that using peers in microteaching
was les§ effective than using children and that more planning aids should

be included- in the microteaching sessions. A1l things considefed, Lori 4

‘believed the treatment to be excellent.

o There were‘stylistic changes in Lori's teaching performance in
the following‘behaviors. Lori was rated.lower (from 4ﬂ5-3.5) in withit-
ness, persu;si;eness and overlappingness in the general music and full-
"rehearsal post-test. Her warmth and empathy in all classes remained

the same.

That Lori did not benefit as a result of the treatment was

evidenced by: o - .
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1. Her p;ablens.nith goal formulation as revealed in )
the stimulated recall interview.

2. Her ratings (3.0 or Tower) in most of the planning v
behaviors (#1-18) rated the same or lower in the post-

test.

8. Her overall teaching style, the ratings for which

decreased. ,

4. Discrepancies which existed between in;;pded and

H

observed behaviors (i.e. intents of midroteaching and

. observed Melab Behaviors). /
‘ |
! B
TOM .
’4‘{‘

The data results are presented in the areas of planming phenomena
and personal phenomena, and are discussed in.the sections onsEffects of

Goal Setting and E‘cts of Feedback.

v =

Planning Phenomena

The stimulated recall interview of the microteaching lesson

revealed that some activities were prepared and others were not.

In planning for thé‘mi:rnteaghing lesson, Tom prepared an abject;;e
and demonstrated it to the class. He decided that the class and he would
work together on the “accent" concept and that they would first compose
a piece of music without accents and then add accents. He decided not to
involve the class in the ﬁrgéeniétign of the cbjectfve but r;ther to p1ay 
examples of it on his trumpét@ The examples and the delivery system for

this activity were planned. However, after the first example, the class
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members asked some unanticipated questions. As a result, the lesson went
\1n a direction different from that which Tom had planned.

fhe middle of the Tesson was originally planned to.include class
iintéragtion with Tom as he demonstrated the different effects of accents
on musicj However, as the class increasingly asked questions, Tom found
himself introducing the unintended concepts of rhjztiﬁn, bars and crescendo.’
He ended the mfiddle of the lesson by playing gxamatés_cangsentf in
different kinds of music and explaining tﬁei; effectsiaﬁ‘the class.

Nt

Atgthe end of the lesson, the class members had égmpesed two

compositions, ong with accemds’, and the other without. 'In the ensuing

=

evaluation, Tom did most of the talking le@ving the students' ideas

. .

unexpressed. One of the few interactive decisions which did occur resul ted
from Tom's questioning 4 student in order to divert him from disturbing
the class. At the beginning of the 1essan; Tom belfeved that the class
understood his definition of accent, but at the end, he realized that

they didn't. He attributed this lack of understanding b@éh to his

definition and to his method of presentation.

H

In summar;,!Tam prepared, stated, and demonstrated the objectives.
However, he had nét planned interactions priar to the beginning of tﬁe
class. The instructional strategies were planned as evidenced by his use
of varied demonstrations and his having the class compose two pieces of
music. However, the instructional delivery.was unplanned since Tom had

not intended to complicate the ideas of accents by using terms like rhythm,

bars, and dynamics. His recognition that he had wandered into the use of

these terms demonstrates that he was secure in his content structure and

its sequence. After the lesson, he enquired about how much a junior

f
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high class could grasp about accents.

The coders observations®n the Melab lessons for the present study

indicate the following changes in Tom's teaching performahce.
, »
)

In‘the formulation of goals and purposes, Tom was unsuccessful  as .

1

-

demohstraied by,thé fgjlﬁthat he did not define goals in either the full-
* rehearsal or seé;ional pre-tests. However, he was very successful (4.0~
5.0) in doing so in the sectional post-test and was moderately successful

in full-rehearsal (2.0-3:0) post-test.

h »
"In his instructional delivery system Tom wag not stccessful in

calling the class to attention in the sectional or full-rehearsal pre-
tests amd-post-tests. Tom remained clear in his presentation and communi- ‘
cated successfully (3.5-4.5) at the students' level of comprehension in

both the full-rehearsals and section%ls pre- and post-tests. Tom was

unsuccessful in the sectfonal pre-test in his use of praise, but in his

use of critic{écfuas successful in both the pre- and post-tests. . He
. failed to direct disciplinary actions correctly in the pre-test for both

classes but was successful especially in full-rehearsal in the post-test. _;*,\\
Tom was successful in maintaining clear presenpations to both classes in

both the pre- and post-tests.

In the instructionél strategies used, Tom was very successful in
presenting demonstrations to the sectionals in pre- and post-test. How-

ever, he was unsuccessful in presenting demonstrations in the full-

rehearsal in both. In his use of activities, Tom did not use a variety -éf

of techniques in either full-rehearsal or sectional pre-tests Qnd was
very successful in the sectional post-test. He remained average in the

full-rehearsal. Tom kept the students actively involved and productive
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in both the full-rehearsals and SECtiDn31S'PF§!‘éﬁd post-tests although

he was more guCﬁESSFuT at selecting repertoire at the students' level of .
understan?ing for the se€t?ana1 pre-test than‘he was in the full-rehearsal
pre-test. Hé was very successful (4.0-5.0) in the post-tests for both

¥
classes.

In sttgcturiﬂg'and sequencing the content, Tom was successful in
putting the objective back in the repertoire at the end of the lesson,
reviewing the main ideas, and leaving the students with a feeling of
accomplishment in the sectional pre-test but not in the post-test. He
did however, develop am appropriate evaluation iéstem in both the
sectionals and full-rehearsals pre- and post-tests. In the fuilsrehearsa1
pre-test, (even more so in the post-test) Tom was successful inrputting
the objective back in the repertoire, thus increasing his underétand1ng
" and leaving the students wiﬁh a feeling of acccmp1tshﬁent_ He also was

successful in providing a review at the end of the lesson in the full-

rehearsal post-test although he 'had not been in the pre-test.
\
In summary, the Melab observations revealed the following about .

- , ' \
Tom's teaching performance: \
1. He was successful in estab1\shing an objective in the post-
test but not in the pre-test.
3
2. Although he was more suc@essf&] in calling the class to
\
attention in the sectional pos}*test than in the pre-test,

he did thisiSuccesgfulij in th% full-rehearsal pre- and

,,,,,, e ey r e R .

post-tests. |

‘ |
3. Tom was more successful at using praise, criticism and
directing disciplinary action acturately in the post-

-
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tests than he was in the pre-tests for both classes.
4. Tom was successful in giving demonstrations to both
classes in the pre- and post-tests. However, even though
he did not use a variety of activities in the pre-test
for either class, he-did so successfully in the post-
test. He kept the students actively involved in both *
classes in the pre- and post-tests.
5. Tom was successful in developing an eyaluation system
for both classes in the pre- and pnst—tests. but in the
*f“i> latter he also supplied the students with a review of
the lesson's main ideas.

H

Personal Phenomena

Several items are important in Tom's personal background. He was:

_a fourth year student who had completed all his music courses and was
currently enrolled mainly in education courses. He had taken high school
mosic courses for four years and studied privately on the trumpet and
piano. He also had considerable experience as a trumpet performer in

school and professional groups.

‘and instructional strategies are important. He had decided to present the

objective “accent" and to demonstrate it to thg class. Because he had
planned his instructional decision, he Ead available numerous examples
to present. . He also decided that he would tell the students that they
would be expected to compose two compositions. When he strayed from his
plan he made tge insﬁructinnai decision to return to his original plan.

Decisions involving interactions were unprepared however, as demons trated

-
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by the fact that Tom had not aﬁticiﬁateg any difficult questions from
the class. He a;sa found 1t diFFi§u1t‘te fnzpuiate process questfons as
demonstrated b;;ghe féct that*he used expianﬁiians instead of questions
at the beginning of the lesson. An unprepared Qgﬁisian about the '
delivery system occdrred‘uhen Tom did not anticipate that the students

“would know what rhythm was and [1] just assumed [that] they could knew."

Tom, like the other mémbers of Group A, was secure in his under-
standing of content and also in its sequencing as demonstrated by his
avoidance of diversion into the areas of rhythm, bar and dynamics. He

stated “my initial concept of teaching the Tesson was a very simplistic

a

e NETPretation of what an accent was, but the students kept asking all

. complicated questions.” He also told the interviewer that
Mough he could discd%s accent in detail with his peers, he would not
be able to Ec‘sa with a Grade VII class. This again represents an
instructional decision on his part. |
Tom's "reflective thoughts" were concerned mainly with the pre-
sentation and the justification of the content. He statéd that "he felt
the way to teach accents wasn't in a- (microteaching) class like that but

in a piece of music when it happens.” The only comment mentioned during

reflection on his own teaching performance was "the lesson was pretty .

good enter‘; nment, eh?"

Effects of Goal Setting

Tom's use of the above behaviors had the foflowing effects on
classroom events. In the sectional post-test he more than doubled drill

time while he decreased the time spent on activities. Very little time

&
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was spent in classroom management in the sectional pre- and post-tests.
In full-rehearsal the drill time was increased and activities time was

decreased resulting in less time spent on classroom magagement.

Tom's 1nteractjons in the sectionals were mainly process augstians
in the pre-test and product questions in the post-test. In the full- ) :
rehearsal pre- test he used more product questions and fewer in the post- |
test. He was also successful in asking many students to respond to
questions in the sectional post-test. He was'not successful in giving
clues to students tovaid them in answering questions in the post-tests

of either class, but was successful at accepting and integrating their

comments.

The Instructional Behavioral Evaluation (see Appendix P) indicated

that Tom thought the treatment behaviors were effective (a rating of 1 or
2) in assisting him to select goals and objectives, to develop instructional
strategies, to organize classroom discipline, to develop materials and
activities, to plan with others, to develop procedures and evaluation
techniques, to motivate students, to conduct small group activities, to
give directions, question and respond, and to utilize audio-visual equip-

I
ment.

Tom, like the other members of Group A which received verbal
comments, improved his performance in the ‘teaching behaviors. This improve-
ment advantageously increased the amount of drill time and din full-
rehearsal decreased the classroom management time. Tom believed that'the
behaviors were helpful to his teaching performance and the results indicate
that this was so. Tom had few problems in goal setting as a result of the
effective use of the behaviors and their beneficial effects on classroom

events.
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-Effects of Feedback'

1

Tom, like the other Group A members, %ndicated that the instructiopal
behaviors were effective (é rating of 1 or 2) in their ﬁn?erlying principles,
clarity, usefulness, interest and structure. He indicated that he had
learned a great deal (a rating of 1) in the lectures, the microteaching
sessions and in using the behaviors in Melab apd, that the treatment was
especially valuable in'developing Tesson "organizational '¢skills. He
perceived that teaching one's peers in mi;roteaching is difficult and that

all groups in the study would have benefited from verbal feedback.

Tom's teaching performance demonstrated the following stylistic
behavior changes. He was above average in withitness, persuasiveness,
and overlappingness for both classes in the pre- and posi-tests. Hi; scores
on warmth End empathy were also above average for both classes in the pre-

tests, improving in segtionals while staying the same in full-rehearsal.

In summary, Tom believed that the teaching behaviors had helped his
teaching and the above observations indicaée they did have a positive effect
on his overall teaching style. It would appear that the treatment assistance
to Tom in goal setting improved his teaching style and performance and led

to desirable class events.

RENATE

a
The data results are presented in the areas of planning phenomena

and personal phenomena, and are discussed in the sections on Effects of

Goal Setting and Effects of Feedback.
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The st1mu1ated recall interview of the microteaching lesson

revealed that some act1v1t1es ware prepared and others were not.
,g .

In the planning fer the micrateaehing lesson, Renate had prepared
the objective "phrase" and demonstrated it to the class by writing the
word "phrasef on the board and explatining §t; She‘theﬁ%éresented éxamples
of phrase§ by using a recording. In order té control discipline at this
p;int, she said "excuse me" to the class and waited to get their attention.
She told the class to hold up their hands every time they heard a new
phrase after the recording had Eegyn‘and to stop putting up their hands
at the beginmring of the interiudéi‘ When the class continued to put their

hands up during this interlude, Renate decided to ignore the fact.

In the middle of the lesson, she asked the class to compose a
“phrase" in order to improve their understanding. - She correctly assumed
that -the students knew which notes to use, their values and the tempo'
To make sure that this was so, she asked a student to descﬁibe them to
ghe rest of the class. Renate taped the compositions and at the end of
the lesson she played them back and questioned the students in depth to
check their comprehension. Near the end of the lesson, shé repeated
without elaboration the definition of “"phrase" to remind the class of
her original intent. She told the interviewer th‘i student ability to
demonstrate and verbalize a phrase would be taken as evidence that they
understood. -

In susmary, the stimulated recall interview revealed that Renﬁte
was prepared in her goals and purpose, that the instructional strategies

were planned and that the content structure and 1ts sequencing were Secure.
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The coders' observations in the Melab lessons for the present
study indicate the following changes in Renate's teaching performance.
In the faﬁﬁulatian of goals and purposes, Renate was moderately

In the full-rehearsal, even though she didn't present an objective in

the pre-test, she did so Successfuilyrin the post-test. -

In her instructional delivery system Renate was Uﬁabie to bring
‘the class to attention in the sectional pre-test, although she was very
successful in the post-test and in the full-rehearsal pre- and post-tests.
Although in sectional pre-tests she successfully presented information
clearly to the students at their level of comprehension and was even
more succéssfu1 in the post-test, in the full-rehearsal, she was un-
successful (2.0-2.5) in the pre- and post-tests. Renate very ngcessFuTiy
used praise and criticism and directed disé1p11nary actions accurately
in the sectiana1 pre- and post-tests. However, in the full-rehearsal

 pre-test she was unéuccessfuiibut was very successful in the post-test.

In her instructional strategies, Renate was Successful at giving
a demonstration in the sectional pre-test but not in the post-test. In
‘- full-rehearsal pre- and pastateéts. she failed to present a demonstration -
successfully. In the full-rehearsal and sectional pre-tests, Renate
was very successful at using a variety of instructional techniques, keeping
the pupils actively involved, and selecting material appropriate to the
stﬂdents‘ level Qf performance and was even more successful in the post-

tests. -



", In strucfuring and content, Renate was successful in putting the

objective back in the lesson, reviewing the main ideas, developing an

appropriate evaluation system, and leaving the students with a feeling of

~ accomplishment in the‘sectianai pre-'and post-tests. In the full-
rehearsal pre-test, she had problems with both these behaviors but was

very successful (4.0) in the post-test. ..

ﬁiq summary; the Melab observations revealed the fallbving!abbut

Renate's teaching peﬁarﬁaﬁce.

1. She was moderately successful in presenting the objective
‘4  to the class in the sectionals and full-rehearsals pre-
and post-tests. - ) 7
2. Generally her instéuztiana1 delivery system improved “as
she successfully brought the class to attention in the
sectional post-test and even more successfully used
praise and criticism and direéted discipline accurately
in the full-rehearsal past test.

on the use of 1nstruct1ana1 strategies. Renate was success-

] at using a yariety of techniques, keeping the students

}'1nv91ved and se]ecting reperta1re at the students' 1eve1

' of farﬁince for bataf;1asses in the pre-tests and-even
ﬁoriigﬂtéessfuT in the post-tests.

-
4. 1In the structuring of c,'ten; and sequenéiﬁgi Renate

successfu]ly ended the sectional prEi and post tests jsssff
v T
lessons. In the full-rehearsal, shg?ggssaﬁsﬁCCessfui 1n

the pre-test and very sficcessful in the post-test. Her
smoothness and momentum were more sucéessfui in the

sectional post-tests.

190.
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Persqnal Phenomena

Several items are important in Renate's personal background.
Renate was a fsurth year student who had completed all her music courses
and was cutrently enrolled in education courses. She had studied pianos
privately and passed the Royal Conservatory Grade VII examinatisss_ -She
“had been enrolled in school bands for four years on trombone. She had a
“variety of perfqrﬁ;hcé experiences as & ptanist,.singer, trombonist aﬁd

N

choir director. \

In-Renate's decision-making processes; those involving interactions
"&n& instructional strategies are important; Renate made a number of inztf
Lstruttiona1 decisions. She formulated an acceptable definition for
""phrase" and "motive" and selected récordings to demonstrate her ideas.

She also decided on the procedure the class would use to show her that-
they could 1dentify a motive (i.e. holding up their hands). Renate also ;.
made a number of interactive decisions as demonstrated by the fact that

she waited for the class to return to attention=before playing the record,
ignored students who held up their hands at 1napproprihte ‘times and :

ignored irrelevant student comment at the end of the lesson.

Renate's 'reflective thoughts' were concgrned:main}y with cépteﬁtt X
structure and with defending the instructional strategies she used.  One
instructional decision that she made was demongtrated by her reviewing i
at the end of the lesson the definition of phrase and motfive. This’reviea
demonstration was alsg based on an interaction which had occurred in the. .
"class. She ref?ected'a1so on the value of having the students demaﬁstrate~ o
and'verbalize their understanding of the meaning of the objective. Shg '

stated that “playing and analyzing the taped compositions, pointed out
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exactly whether or not the students were using the motive and whether or
not their piece of music was a phrase." She had few critical reflections

- on her performance.

Effects pf Goal Setting

Renate’s use of the above behaviors had the following effects on
classroom events. In ;ectienals and full-rehearsals, Renate increased
her drill time and sperit.at least half the available time on activities
(she had spent none in the pre-test) therehy reducing by half the time
spent on classroom management. [n her interactions in both classes,
Rgnat, used fewer questions in the post-tests than iﬁgthe prg-iests. Only
three of these questions were asked in the sect{andi post-test and none
in the full-rehearsal post-test. In the sectional post-test (but not
for the fullsreheirsal)i Renate se]eeted.a variety of students to respond,

gave them clues for answéring the questi s dnd accepted their comments.

The Instructiona] Behavior Evaluation (see Appendix P) indicates

that Renate believed the treatment behaviors to be effeﬁtive.(a‘fating of
1 or 2) in assisting her to seiect goals and objectives, develop materials
and activities, plan with others, develop procedures and evaluation ;
techniques, motivate students, conduct small group activities, give
difeétions, formulate questiens and Fesponses, and utilize audio-visual
equipméﬂt! | !

Renate was,.in the group who FEteiVEd’VEfbilﬂfeédbacijh her beﬁaiiar. )

N

" From Renate's stimulated recall

3ntervi3ﬁ;”it is evident that she was able
i‘;’tétadeqhétéiy plan a lesson. This is confirmed by the results obtained from

a :thg coders which also indicaﬁe that she improved in planning béhavtprs (M-



- 193.
18). The use of the teaching behaviors also produced desirable results
in the classroom i.e. more time was spent on actfvities and/or drill
and less time on classroom management. Therefore, since Renate could
develop an adequate plan and could effectively use ft, it can be con- -

cluded that she had few problems with gaai setting. No discrepancy
“existed with how Renate herself viewed the behaviors and her success

*

at using them.

Effects of Feedback

Renate,‘iike*the other Group A members, indicated that the treat-
merft .behaviors Qe#e effective (a rating of 1 or 2) in their underlying
principles, clarity, usefulness, interest, and structure. She stated
that she had 1earned»§ﬁgreat deal (a rating of 1) in the 1ecturés and in
practising the behaviors in microteaching and infﬂelgé. Renate believed
that the feedback she had received during the treatment and the chance
for her to analyze her teaching shortcomings were valuable. Sheg?e1ieved
that the treatment should have been gifen edrlier in the year andp all
things considered, she believed it to be excellent.

Renate's teaching performances demonstrated the fc1?§uiﬁg styTisfic
in the sesiiana] pre- and post-tests but low scores in the full-rehearsal
pre-test. This 1§£ter improved to above average in the post-test.

Renate was rated above avgrééé*in persuasivefess in the sectional pre-
and post-tests. However, in the f;J"éﬁhEEHET pre-test she was pelow
ayerage aTthaugh she improved to above average on the pést-te;t. She

obtained high scores on warmth and empathy in the sectional pre- and
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post-tests, low in the full-rehearsal pre-test and average in the full-
rehearsal post-test.

In summary, Renate's teaching style improved geaéra]iy, especially
in sectionals. She indicated that the behaviors aided her in working with
resulted in her having little trouble with goal setting which helped her
teaéhingvstyie and produced desirable events. It can be concluded that

the verbal feedback was very beneficial for Renate’'s teaching performance.

The data results are presented in the areas of planning phenomena
and personal phenomena, and are discussed in the sections on Effects of

Goal Setting and Effects of Feedback.

Planning Phenomena

The stimulated recil1 interview of the microteaching tesson
revealed that some activities were prepared and atﬁers were not.

For the microteaching 1essaﬁ, Larry planned to present the
objective "canon" followed by a recorded demonstration. At the beginning
. of the lesson, he explained "canon" and told the class that they were
going to sin§ canons rather than play instruments. That Larry's under-
standing of canon was secure was demonstrated by the fact that in his
recorded example, he directed the students' attention to the voices in
which each entry was performed. He then questioned them as to which
voices were used in the recording and he showed them the canén entrances

on a transparency which he had prepared. He then asked them questions



about the choral section and its canonic entries.

¥#

In the middle of the lesson, Larry had the students sing the
canon first in unison then as a canon. He then summarized what the class
had just done. He decided to use a record of a Teleman canon to demon-

strate how canons were used in another era of music.

that could be sung in canon.” The class realized that "Jingle Bells*
could not be so sung since the harmony was inappropriate but that "Row,
Row, Row Your Boat" could. He then concluded by having the students sing

another round which he had put on a transparency. *

In summary, the information for the stimulated recall interview
reveals that Larry had planned his goals and purpose, as well as the : ‘
delivery system he was going to use, and that he had directed his use of

interactions according to his original intent. His content structure and

4

sequencing were well organized.

The observation made by the Melab coders for the present study
indicate the following changes in Larry's teaching performance.

In the formulation of goals and purposes, Larry was unsuccessful
(a rating of 1) in having the students note the objective in the
sectional and full-rehearsal pre-tests, very successful (a rating of 4)
in presenting the:objective in the sectional post-test and successful

'

(a rating of 3.5-4.0) in the full-rehearsal post-test. . \

In his instructional delivery system, Larry failed to call the
class to attentfon in either the full-rehearsal or sectional pre-tests,

although he was very successful in doing this in the sectional and
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moderately successful in the full-rehearsal post-tests. Larry failed to
present information clearly at the students' level of comprehension in
the full-rehearsal and sectional pre-tests, however in the full-rehearsal
post-test, he was very successful and in the sectional, successful. In
his use of criticism, praise, and in directing disciplinary actions
accurately, Larry was unsuccessful in the prei£25t for both classes and
very successful in the post-tests. Larry was unsuccessful in giviﬁgia
clear presentaticn to the class in the sectional pre-test but very
successful (a rating of 5) in the post-test. In the full-rehearsal, he

improved (a rating of 2.5-4.0) in his clarity.

In the use of instructional strategies, Larry did not use
demonstrations in sectional pre- and post-tests but in the full-rehearsal
post-test he was very successful at doing this. Larry was unsuccessful
at using a variety of techniques and keeping the students involved
product1ve1y in the sectional pre-test but was very successful in the pasti
test. He did, however, successfully select material appropriate to the
stddents' level of performance in the sectional pre- and post-tests. He
failed to select repertoire material which was at the students' level of

performance in the full-rehearsal pre- and post-tests..

*
E

In structuring and sequencing the content, Larry did not use any
of the endiofstheiieéson behaviors successfully in the full-rehearsal
or sectiopals but was very successful in the sectionals and average in

the full- rehearsa1 post-tests. In .both classes, Larry was only average

®in the pre-tests at ma1nta1n1ng smnnthness and momentum in the lesson

but was successful (a rating of 4.5-5.0) in the pastatests_

]xﬁ
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In summary, the Melab observations revealed the following about

~Larry's teaching performance:

1. In setting goals and purposes, he was very successful in
the post-tests while he was unsuccessful in the pre-tests.

2; In his instructional delivery system foribath classes,

7 Larry was unsuccessful at calling the class to attention,
being clear in his presentation, and directing disciplinary
action accurately in the pre-tests, but was successful in
the post-tests,

3. In his use of instructional strategies, Larry becgpe very
successful in using a variety of techniques andiizeping
the students productively involved in the post-tests of
both classes.

4. In structuring and sequencing content, Larry was successful
in developing an evaluation system and leaving the class
with a feeling of accomplishment in the post-tests for
both classes. , : : S

5. Larry became very successful on smoothness and momentum

in the post-tests for both classes.

Personal Phenomena ‘ |

Several items are important in Lar%y's personal background. He
was a fourth year student who had completed all his music requiremEﬁts
and was currently enrolled in music options and education courses. He
had studied piano, flute, saxophone, voice and organ privately and had

passed RoyaTECDnservatary Grade X piano and Grade IX organ examinations.

a



He had been in school music programs for three years and had experimces
as a choir director, organist, private teacher and dance band director.
Two of Larry's decision-making processes are important: those
involving class interactions and those fnvolving instructional strategies.
Most of his decisions uére instructional. When asked about his instruc-
tional strategies, he said: "by using a record, the students are getting
aural experience and by showing a transparency, the students are getting
pictorial exﬁerien:e;“ He also explained that he had used another demon-
stration record tp expose the class to two different periods of music.
His interactive decision to have the class answer questions rather than
telling them about the singing section of the first record was caused by
a student's noticing a vocal aspect of the music. His other interactions
were p]anned e.g., asking the class which instruments were playing in
the first recording and having them suggest songs which could be sung as
canons. In summary, most of Larry's decisions were planned and instruc-

tional.

Most of Larry's 'reflective thoughts' were concerned with pijﬁning,

procedures and class ‘experiences. He indicated that using a number of

activities was helpful far planning in genera1 music but that he had not
tried this with pgrfarming groups. He used singing successfully in the
string class apd stated that he thought song types would be a good topic
for general music. His reflections contained some self- evaluations as

demonstrated by the fact that!hg had provided a review for the classr;nd
was glad he had a pen suitable for the transparency. He also reflected

that he would 1ike to have had more training in strings before graduating.
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Effects of Goal Setting

Larry's use of the above behaviors had the following effects on
classroom events. In the sectional post-tests, Larry decreased the drill
time and increased the activity time which resulted in no time being spent
in classroom management. In the full-rehearsal, Larry gﬁ;reased the
amount of drill time and maintained the same activites time thus decreasing
the amount of time spent on classroom management. Larry asked only three
or four questions in the pre-tests for both classes and even fewer in the
post-tests. However, as many pupils were selected to respond, he gave
clues for improved responses and he accepted students' comments or ideas.
Lii;]e evidence was available from his performance to suggest the relative
importance of process and product questions.

The Instructional Behavior Evaluation (see Appendix P) indicates

that Larry thought the treatment behaviors were effective (a rating of 1

or 2) in assisting him to select goals and objectives, develop instrggtionai
strategies, organize classroom discipline, develop materials and.act\glzieS}gffﬁ'
plan with others, develop procedures and evaluation tec?n{ques. motiV'ﬂ;;ff
students, conduct small group activities, give directions, fe%muTate

questions and responses, and utilize audio-visual equipment.

“Larry was in the group which received verbal feedback. From the
stimulated recall, it was evident that Larry was able to plan adequately.
The ‘coders’ scores indicate that he became effective in the use of planning
behaviors (#1-18). "The effective use of these behaviors resulted 1n an
'advantageaus increase in drill and/or activities and a corresponding
increase in classroam’managementi- Because of the consistent effectiveness

of the behaviors and the resulting advantageous classroom effects, it can

~



be concluded that Larry had few problems in goal setting.

Effects of Feedback

In discussing the appropriateness of the suggested behaviors, Larry
indicated that they were effective (a rating of 1 or 2) in their under-
I;ing principles, clarity, usefulness, interest and struﬁturi. He also
said that he had learned a moderate amount (a rating of 2) in the lectures,
the microteaching sessions, and from using the behaviors in Melab. He
vsuggested tife strengths of the treatment were in the use of audio-visyal
equipment and in inviting'student’participatisn but,believed that the
maﬁeria? presented during lectures should have been more complex. He
suggested that he needed %@re preparation in rehe;rsai techniques. He

7

considered the treatment good (a rating of 2).

Larry's teachﬁng performance demonstrated the following stylistic

changes. He was rated low in withitness and overlappingness in the
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sectional and full-rehearsal pre-tests but was rated high in the post-tests.

He was rated average in per5uasivene§s in both sectional and full-rehearsal
pre-tests but high in both classes in the post-tests. He was also rated
average on warmth and empathy in the pre-tests for both classes but was
high in the post-tests.
- That Larry benefited from the verbal feedback was demonstrated by

the fact that:
1. His teaching performance as observed during thé_stimuiated :

recall interviews was evidence that he had planned well.
2. His teaching performance generally improved in the past: &~

tests on the treatment behaviors.



LILLIAN

The data results are presented in the areas of planning phenomena
and personal phehomena, and are discussed in the sections on Effects of
-7

Goal Setting and Effects of Feedback.

Planning Phenomena

The stimulated recall inter&iew for the microteaching lesson

revealed that some activities were prepared and others were not.

In planning for the microteaching lesson, Lillian presented the
concept of "phrase"” by explaining it. When questioned about the quality
of her explanation she stated that she was “just sort of giving the
cognitive concept of what it was by comparing a paragraph to a song and
d phrase to a sentence.” However, investigation of Lillian's thought
processes revealed that while she was teaching, she was thinking of many
other things associated with‘phrases that she did not mention to‘the

class. , | .

After her explanation, she then told the class to think about
spring and to compose an accompaniment that would be appropriate for a
song about that subject. However, she had not decidéd'upon an adequate
instructional stategy to help the class later to develop a short melody
about spring. Al sﬁe told them was to use the pentatonic scale. She

‘

gave no direction as to time signatufe and duration.

In the middle of the-lesson, Lillian carelessly told the students
to add words to their spring melodies, to notate them and to write the
words below the notes. This led to much questioning about her objectives

by the class.} When questioned in the stimulated interview about her

S
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casual manner she stated, "see, I didn't have to tell them to do it;
they were doing it anyway [because they were her peers].” In her
exoneration of her perfafmance she draw attention to the novelty of her
choice of the "spring" theme and pointed out her use of simple vocabulary
rather than complicated explanation in class.

After the students had played their compositions without words,
Lillian asked a student to explain his composition in order to check his
understanding of the pitch relationships. At thefeﬁg of the lesson,
Lillian asked the class to lengthen the melodies they had written and
add additional words to complete the song. Again, she had not planned the
strategy for this activity. After the class worked for a while, she asked
them if they uﬁdersto@d what was meant by “phrase," the class nodded and

the lesson ended.

In summary, the information from the stimulated recall interviews
reveals that Lillian had planned the goals and purpose for the lesson,
but had failed to develop strategies. In her delivery system, she had;
planned to explain the term “phrase” and to ask ery few questions. Upon

reflection, Lillian seemed secure in the content structure but not in its

sequencing.
L J

The observations made by the coders in the Melab lesson for the pre-
sent study indicate the following changes in Lillian’'s teaching performance.
In the formulation of goals and purposes, Lillian was very success-
ful in the sectional pre-.and post-tests. HNowever, in the full-rehearsal
pre-test she was below average'but became very successful (4.0-4.5) in

the post-test.

®»
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In her instructional delivery system, Lillian was moderately ,
successful in bringing the class to attention in the sectiaﬁﬂ"and full-
.rehearsa1 pre-tests remaining unchanged in the sectional post-test but
!impfnvfng to very successful in the full-rehearsal. In both classes,
Lillian was moderately successful in presenting information to the students
clearly at their level of comprehensfon in the pre-tests and became very
successful in the post-tests. She was very successful in using criticism
and praise appropriately with both classes in the pre- and post-tests.
However, in both groups, she was only moderately suc:essfui in the post-
tests in directing diSC1p11ﬁBF? action accurately and preventing mis-
behaviors from continuing but sﬁe became very successful in the post-tests.
In her use of clarity, she improved (from 3.0-5.0) in the sectjanais and

she remained successful in both the full-rehearsal pre- and post-tests.

In the instructional strategies she used, Lillian was very Su'-ﬂ—
ful at giving demonstrations in the segti@;ai pre- and post-tests. However,
in the full-rehearsal she was only moderately successful in the pre-test
although very successful in the post-test. In her use of activities,
keeping the students productively involved, and selecting repertoire at

the students 1level of comprehension, Li]Jiap was successful in the pre-

and post-tests for both classes.

In structuring and sequencing the content, Lillian was moderately
successful using all of the end-of-the-lesson behaviors apprapriate1; in
. the full-rehearsal and sectional pre-tests. However, in the post-tests
she was successful only tn developing an evaluation system and leaving
the students with a feeling of accomplishment in the full-rehearsal and

1n reyfewing the main ideas of the lesson successfully in the sectional.



Lillian was only average in the pre-tests fof“ﬂasseﬁ at maintaining

smoothness and momentum in the lesson but was very successful in the post-

tests.

In summary, the Melab observations reveal the following about

Lillian's teaching performance:

1i

B ™M

In the formulation of goals and purposes Lillian was

successful in both the sectional pre- and post-tests but

improved substantially in the full-rehearsal post-test.

In her instructional delivery system, she was very success-

ful in calling both classes to attéﬁ??gﬁ\qet only moderately
successful in the sectional pre-test. In both groups, she
became very successful in directing disciplinary actions
accurately and preventing misbehaviors from continuing in
the post-tests. She was successful in her clarity with
both groups in the post-tests although having been only
moderately successful invthe sectional pre-test.

In structuring and sequencing content, Lillian was un-
successful in seagenﬂing all of the end-of-the-lesson
behaviors in the pre-tests for both groups but in the post-
tests was successfuT in developing an apbrapriate evalua-
tion system!and in leaving the students with a fée]ing of
accomplishment.

Lit1ian became very successful in her smoothness and

_momentum in the post-tests with bOth groups. - e e e e



Personal Phenomena

There are several items of importance in Lillian's personal back-

groundi She was a third year student who had completed her music re-
quirements and was currenfly enrolled in music options and education
courses. She had studied piano privately anq passed the.Grade VII Royal .
Conservatory piano examination. Although she had not been enrolled in
secondary music programs, she had directed, accompanied and sung in many

choirs. She was currently teaching piano and theory privately.

In her decision-making process, two areas are of interest: that

involving class interactions and that involving instructional strategies.

There were numerous occasions whén LiJ]ian‘s instructional strategy
decisions were poorly formulated as when she stated the definition of
phrase instead 6f rambl1ing 6n the way she did, and that she "should have
- developed a procedure to help the class develop their short phrases into
whole songs." Lillian's initial insecurity about the sequencing of the
. content created-difficultiesffor her development of strategies as she

taught, but once sﬁe had a chance to reflect on what had happéned in
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class, she demonstrated competence. One of her few interactive decisions

involved her having a student explain dhy-he had used a certain note in

his composition. l_

Most of Lillian's thoughfé'wtre self-evaluative and all concerned -

instruction. Many comments dealt with appropriate strategies which

should have been used 1n.the lesson. Speaking of one of these, she said; ‘

"I should have had the student compose, three more phrases and‘thenvg%y to
join them to a whole soag and have theldfhgr students put up. their hands

at the end of the phrase."” When askéd about the content structure of
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“phr;sgs,“ she seemed séé;rg about the context in which she had presented
the concept and_aisé in which direction the discussion of the concept '

was leading. ‘Even though she acknowledged that the instructional

strategies she used were faulty, she insisted (correctly) that her delivery
system of simplifying the Tanguage and using the “spriﬂg" theme was

=

effective.

Effects of Goal Setting

Lillian's use of the,abGQE behaviors had the following effegts on
classroom events. In the sectionals, Lillian increased drill time and
maintained the same activities time thus decfeasing the amount of time
spent in classroom management. In full-rehearsal, she doubled the drill
‘time, and decreased the activities time, thus increasing the time spent
in ¢Tassroom management from zero to five minutes. Lillian asked four
a questions in the sectional pre-test and four in the post-test. In the
ful1-rehearsal pre-test, she did not ask any questions but asked seven
product questions in the post-test. In the post-tests for both!clgsses,
Lillian was successful in asking a number of different students to.
respond, in giving clues to fmprave responses, ahd in acéepting students'
comments and ideas. (Unfortunately this data was not cuTiecf&d in the

pre-test).

‘The Instructional Behavior Evaluation (see Appendix P) indicates .

that Lillian, unlike her Group A_peeré who they rated higher, thought

the treatment bghaﬁia?s were moderately effective (a rating of 2 or 3)

in assisting hér to select goals and objectives, in developing instruction-
al strategies, in organizing classroom discipline, 1n developing materials

and activities, in planning with others, and in developing procedures and



evaluation techniques. She also believed that the behaviors aided her
slightly (this too was lower than her peers' rating) in motivating
students, conducting small group activities, giving directions, questioning

and responding, and utilizing audio-visual equipment.

Lillian was in the group which received verbal feedback. The
researcher observed in the feedback sessions that Lillian was more con-
cerned with her appearance than with the behaviors she was displaying.

- Fuller ahd Manning (1973) found this ‘novelty' effect is present with many
teachers who are young, attractive, verbal, intellectual and social as was
Lillian. The researcher observed that in discussing instructional
activities, Lillian was defensive about her behavior during feedback. This
led her to express contradictory views abaut thé behaviors in the stimulated
interview and her behavior was observed to reflect these contradictions.
This in turn produced inconsistent effects in the Melab classes. Confusion
was noted concerning content sequencing in the stimulated recall as
demonstrated by the fact that Lillian éuntinua]ly changed goals within
class activities. This reflected a lack of clarity about goal formaﬁi@n
and the activities needed for attaining them which indicate problems in

goal formulation.

Effects of Feedback

In discussing the appropriateness of the suggested behaviors,
Li111an indicated that they were only slightly effective in their under-
lying principles, clarity, usefulness. interest and structure. She
indicated that she had learned a moderate amount (a rating of 2) in the
lectures, the microteaching sessions, and as a result of using the

behaviors in Melab. (The other subjects had given these a rating of 1).

E?C

i)



She found the feedback sessions to be helpful for lesson planning but
believed that the lectures and niérﬂteaching sessions were too rushed.
She suggested that the researcher in future provide typed lecture notes
for the students. A1l things considered, Lillian believed thg instruc-

tional mode' to be good (a rating of 2).

Lillian's teaching performance demonstrated the following
stylistic changes. 3he rated only average or below on the behaviors of
withitness and overlappingness in the pre-tests for both groups but
became very successful in these iﬁ the post-tests. She was only moderat-
- ely successful in persuasiveness in the pre-tests for both groups but
became very successful in the pos§;£€§i§f§ The behaviors of Qarﬁth and
empathy rated above averag; for the pre- and post-tests for both classes.
It is evident from the following summary that Lillian benefited only to

a limited degree from verbal feedback.

1. The problems associated with content sequencing and in-
structional decisions indicate that she had problems in
goal formulation. |

2. Her teaching performance on most of the behaviors im-
proved except for those dealing directly with instruc-
tional strategies.

3.' Because her use of the behaviors was not c@nsigtentlg
effective, both negative and positive effects'oﬁcurred
in the classroom events, while in sectionals it
increased. = w

4. Some contextual cues prevented Lillian from benefiting
completely from the treatment as evidenced by her

mentioning that the treatment was too rushed.



5. Another area in which this treatment resulted in im-

provement was in her overall teachin§ style.

Post Hoc Analysis

The effects of feedback were presented in two sections: the dis-

cussion for each subject was presented in this chapter, Effects of Feed-
back, and the discussion for Groups A and B was presented in Chapter IV -
) <

Question 3. However, a related question of interest is:
P .

. What factors seem to comtrol behavior in each subject?

-

To answer this question, a short summary of each subject's planning

processes is discussed below.

Denis: In the section Effects of Goal Setting (in this chapter),

evidence was given indicating that Denis had problems with goal setting
which %ere attributed to his unplanned delivery system and content
sequencing in his lessons. In addition, teaching style behaviors were
rated lower in the post-test for the Melab lesson whigh in turn produced
adverse results in the classroom. The researcher attributes this failure
of goal setting to Denis not attending to the relevant cues provided in
the modelling prgcedure and his lower scores on withitness in his-in-
struction. His lack of attention to modelling cues is reinforced by tﬁe‘
fact that he did not answer the evaluation questions involving modelling
techniques at the end of the. treatment. in addition, he failed to attend
lectﬁr!s.on several occasions and needed rcninding}aéaut the microteaching
times. His unawareness of the happenings in class was demonstrated by
the fact that all his interactions with thg pupils had been unplanned;

“he had not used students’ 1deas‘1n cTass.,ind iR the stimulated recall
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interview, he noted that he had not used praise with the students. In
conclusion, Denis' unorganized patterns of behavior in the classroom can be
attributed to his not attending to both the modelling cues present in

lectures and the student cues present in his teaching.

Margaret: From the Effects of Goal Setting discussion, evidence

was presented indicating that Hargaret'had problems with goal setting which
were attributed to her planning processes of interactions. Although
Margaret acted upon student interactions, she had not previously made any
decisions about class interactions. As a result, the lesson often took off
on tangents that Margaret had not anticipated. In addition, even though
there is evidence to suggest that Margaret did sﬁffieient]y attend to the
model11ing procedures used in lectures, she did not respond adequately to
written feedback. However, all evidence indicates she would have responded
to another type of feedback since she did try to implement all the
behaviors suggested. Fuller and Manning (1973) suggest if feedback is
accompanied by peer or supervisor intervention, behavior change is more

1ikely to occur.

Reiner: From the Effects of Goal Setting discussion, evidence was -

presented indicating that Reiner had problems with goal setting which were
evidenced by his unplanned content structure and sequencing. Even though
Reiner was an excellent musician, he had problems with his understanding
of musical content. As a result, he Faifeé to sequence concepts or
activities in directions which his pupils could understand. That Reiner.
did attend to the modelling cues presented in the treatment was reinforced
by the fact that he indicated he had learned a great deal in this area at

the end of the treatment. As in Margaret's case, perhaps verbal feedback



could also help clarify certain misunderstandings that Reiner had about
music concepts. In conclusion, Reiner's inappropriate teaching
behaviors stemmed from his lack of understanding of musical concepts and
his inability to attend sufficiently to the cues provided in written
feedback.

Lori: From the Effects of Goal Setting discussion, evidence was

presented indicating that Lori had problems with goal setting which can
be attributed to her uncertainty about content structure and sequencing.
In her instruction, Lori was effective in her demoﬁstratinns, strategies,
and deiivéry system in both Melab pre- and post-tests. Lori's major
subject area was English which can account for her uncertainty in the
music area. Because of her content and structure uncertainty her class
momentum and smoothness behaviors were rated low. In addition, Lori did
not attend to the written cues provided in the feedback since many of
her behaviors were rated lower in the post-test. However, all evidence
indicates that if verbal explanation could have been given to afd her
understanding of certain music concepts, she would have attained higher
scores. In conclusion, most of Lori's inappropriate teaching behaviors
resulted from her lack of musical uﬁdersiandiﬁg and the ineffectivengss

of written feedback. : 5;

.
Tom: From the Effects of Goal Setting discussion, evidence was

presented indicating that Tom had few problems in the planning process of

goal setting. Tom's decisions dealing with content, sequencing, strategies

and delivery system were planned even though his interactions were un-
planned. However, since he seemed secure in his lesson planning,:hg was

able to employ satisfactory strategies during unplanned interactions. In

7
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addition, he seemed very secure about his content structure which he
sétisfactori]y justified during the stimulated recall interview. Since
the behaviors and ciassraomj§QEﬁt times al} improved from the pre: to
the post-test, it is possible to conclude that Tom had few problems in

on the behaviors and classroom events, it is evident that the verbal

feedback was beneficial to Tom.

presented indicating that Renate had few problems in the planning process
of goal setting. In addition, her decisions involving instructions and
interactions were p?annéd, as were her prior goals, strategies, delivery
systems, and content and sequencing. With the high ratings on the
behaviors, Renate also obtained desirable results in the classroom events.
From her statements regarding the benefits of verbal interaction between
the supervisors and peers (indicated on the evaluation form), it is
possible to conclude that Renate's behavior change and adequate p1anningi

resulted from this interaction.

Larry: From the Effects of Goal Setting discussion, it was con- -

cluded that Lérry had few problems in the planning process of goal
setting. He adequately planned his goals, strategies, delivery system,

i content and sgaueneing, In addition, his decisions regarding instructibnal
| methods and interactions were also appropriate. Since all ratings on |
behaviors and classroom évents were considerably higher in the postitegg,m
" it can be concluded that verbal feedback aided Larry in his planning 'i'f
processes and his behavior changes. However, it is of interest to natg;

that Larry believed the treatment to be good (a rating of 2). This

L



suggests that even though Larry's behavior change was advantageous for
the classroom, he stated that he considered behaviors unrelated to the

treatment to be more desirable (e.g. high school band techniques).

Lillian: (A unique case) From the Effects of Goal Setting dis-

cussion, evidence was presented that Lillian had problems in goal
formation. Problems in thi§ area added to Lillian's inability to plan
adequately; she did not plan appropriate strategies or goals in her
lessons. Evidence also indicated that Lillian had problems associated
with relating the modelling cues presented during the treatment. How-
ever, despite these problems associated with planning and modelling,
Lillian improved satisfactorily on most of her behaviors and also
improved her classroom managenment time. However, there were inconsist-

encies noted in Lillian's instructional strategieé and classroom event!
times. It is therefore evident framith;se findings that Lillfan's
béhavior changes were only affected by theiverbal feedback to a, limited
degree; also, evidence suggestsﬁthat Lillian did not attend to the

modelling cues and the verbal comments, offered by the supervisor. One

reason for Lillian's limited performance is offered by Bandura (1974) who

refers to the limited acquisition of modelled behavior if a subject does
not identify with the model. In addition, Lillian's defensive behaviors

- may have a psychogenic base.
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CHAPTER VI

CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS

There are two main areas of investigation in the present study:
the primary area is concerned with the effects of microteaching, using
model1ing and feedback, on the acquisiton of teaching skills; the
secondary area, with the effectiveness of ‘direct instruction'

behaviors for secondary music classes.

The findings reported above (Chapters IV and V) support tenta-
tive conclusions. Results for the main area of investigation are
»
summarized and described below under the headings: Microteaching,

H@de11ing, and Feedback.

In the secondary area the meth@dszfar invegtigating the effects
of direct instruction on the children are firstly, a.campi1atian of the
time spent on the various class activities in instrumental full-rehearsal
and sectional music classes, and secondly, the percentage of engagement
time. The findings for this part of the 1%vestigatian are summarized
under Direct Instruction below.

Investigation of the pre-service teachers' thought processes
in planning for direct instruction are also summarized as part of the
secondary purpose of the study. The findings for this part of the

investigation are summarized under the headings of Direct Instruction

and Planning Processes. '
Conclusions

Conclusions are presented under the following headings: Micro-
teaching, Modelling, Feedback, Direct Instruction and Planning Processes.
214,



Microteachin

The results are based on information obtained from the experi-

mental and pre-post test investigations. Analysis of microteaching

suggested that it seemed an effective procedure for training in

teaching skills.

1.

[

A1l eight subjects in the experimental group benefited

in the actual classroom setting by having practised and
received feedback on teaching behaviors in a simulated
class setting. The advantages of using microteaching
(practising behaviprs in a small class setting) was noted
on the evaluation, and all subjects also demonstrated
improvement on behavior ratings in the post-test. This
appears to support previous research that practising
behaviors and receiving feedback enables students to
learn and transfer teaching behaviors to actual classroom
settings.

It seemed evident that sequencing lesson behaviors from
beginning-to-end and subsequently practising them in
succession enables skills to be effectively dealt with
during micrﬁt&achiﬁg since the results revealed higher
ratings in all skill categories. Therefore, it was

found that classifying the behaviors into the following

areas enables better student learning: Ezginning;afathe!

. Jesson behaviors, middle-of-the-Tesson behaviors, teaching

style, and interaction behaviors. From this.it appears

that the earlier research, in which there was no behavior

only a few behaviors, was faulty.

sequencing and the success of microteaching was limited to -~

-

-
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3. Prior to the present study the effectiveness of micrg!
teaching using direct instruction behaviors had been
established for elementary mathemati¢s and reading classes;
however, this study found microteaching with direct
instruction also appropriate for training music teachers
in instructional behaviors, as evidenced b; the experi-
mental groups' increased class engagement times. This
finding tends to indicate that mathematics and reading
teaching behaviors are similar to music teaching behaviors
in that the goals are formulated and Ieﬁrning outcomes

are obtained by repetition and drill.

Model 1ing

Both the observed obtrusive effects in the classroom and the
analysis of the SRI (stimulated recall interviews) content (i.e.,
restricted to planning) preclude the drawing of generalizations beyond
the pfgaservice teachers involved in the present st&dyg The pre-post

test design and the lack of a control situation are additional limi-

"tations in the modelling treatment. The following conclusions, there-

fore, must be regarded in 1ight of the above qualifications.

1. The differences between the pilot and the final study
training procedures suggest that modelling-intended
teaching behaviors are desirable. It was found that
when the supervisor ﬁﬂdeiied the behaviors in
succession and in contexts similar to those in which
the} wéfe tp be presented, theisubjects obtatined higher
behavior ratings. This findigg is in agreement to

earlier findings in modelling.

-
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Similar research relating the benefits of model identi-
fication have also been substantiated in the present
investigation. T%e subjects' evaluation statements
indicate their positive assaciétian with the model
(supervisor) and the SRI yielded information regarding

the behavior change benefits incurred from this
association. |

Earlier research confirmed the advantages of using peers
as models of appropriate behaviors; however, this was

not substantiated in the present study since the pilot
fiﬁdfngs reveaied that the group using peer and supervisor
modelling had no-greater behavior gains than the super-
visor only group.

Bandura's theories for modelling appear to be benefjcia1
for training teaching behaviors since all subjects obtained
ﬁehaviar gains. This procedure includes: exposing the
skill's essential features, studying its principles, video-
viewing with active student participatiohi and practising
the skill inizﬁteaching context similar to that which was
demonstrated. |

It appears that when the behaviors to be learned are

nume rous agé complex, both modelling and appropriate feed-
back may be needed for significant behavior changes.

Group C, which received no feedback, did gg;pnbtain the
behavior gains achieved by Group A and Group B. However,
when inappropriate (written comments) feedback is uged;

it appears that modelling only is more effective since

Group B (written comments feedback) behavior scores in
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some cases declined, whereas Group C (model1ing with

no feedback) stayed the same.

All:graups Peceivéd adequate modelling and this produced
beneficial class changes in Melab in each case. All
Qfﬂupﬁ ipc;é§§§g the time spent on drill, and decr;ased
ci;ssraom management_timeg This again appears to supﬁart
the notion of usingvan appropriate mﬁdei?ing procedure

in order to change behavior.

7

The results are based on data obtained from the experimental

and SRI (stimulated-recall interviews) investigations. Feedback 1is

desirable when the skill is complex and is to be meaningfully learned

 {see page 45),

1.

Group A which received appropriate feedback imirnved
on twenty-four behaviors (eleven significantly) and
as such was better than Group B and Group C who o

exhibited fewer behavior increases. This -supports

" the desirability of using supervisor verbal feedback

rather than supervisor writtgpifﬂmments;
That the supervisor's use of verbal comments facilitated

the learning of planning processes is evidenced by the

- fact that all members of Group A appeared to have fewer

G
problems with goal setting, and they appeared betté¥

organized in content éirueture, procedures, and sequencing.

"It appears that when subjects had an opportunity to dis-

cuss planning procedures (Group A) fewer problems resulted,
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. as-oppose& to those who did not have this opportunity

(Groups B and C).

Given approprfﬁte (i.e., verbal) supervisor feedback, pre-
service teachers‘g§monstrated poSitive behavior changes

and more effective teaching style, produced more
'academically engaged minutes in their classes and dis-
played the ability to plan moré adequately.

In support of earlier research in this area, the use of
direct instruction feedback had the greatest affect on

phe time spent on aétiVities and the number of product
ngstions useé.in classroom interactions.

S;pervisor's verbal feedback appeared to be especially
valuable in qidingvpre—service teachers to plan adequate
goals and strategies.} With written feedback, the super-
visor could not help the subjects to plan adequately in

the followinb‘areas: content structure, content sequencé,
interactive decisions, goals, str Jies, delivery system
-and student needs. These resulfs .ar to be new findings '
in this area. _

Pre-seryicé teacher perceptions regarding the adequacy of
feedbaék are not always correct. ' Both experimental groups
Selieveq’the feedback they received was beneficial, but

this was not correct. Group B (written comments), showed
. substantial decra;és after feedback on teachirg style . ... ... .
behaviors, whereas Group A (verbal comments) scores increased

on the same behaviors.



7. Although supervisor feedback was advantageous in al}ing
in interactive decisions (see page 52), the fact that
only one of the éxperimental subjects seemed to be able

to plan interactive decisions, supports similar findings

as to the benefits of using other types of training

devices (e.g., microteaching).

Direct Instruction

The results concerning direct instruction behaviors for differ-
ent music contexts were obtained from both experinentgl and pre-post
‘test investigations. The Melab observations revealed the following
infcr%atign about the use of 'direct instruction' behaviors for
secondary music classes.

1. As with Rosenshine's (1979) findings, the present study
also found that subjects who obtained high ratings on thej
instructional behaviors also obtained high teaching
style behavior ratings and high class engagemgnggtimes;
Since Group A had the highest ratings in all three
L categories, it may be that teachers who exhibii'Supgrinr

JLéggfﬂJ instructional’ and teaching style behaviors do, indeed,

produce higher class engagement times.

™

The high class engagement time results suggest that half
the available class time should be spent on drill, and
one quarter of the time on activities, and that product
questiéns. praise and feedback shouid be used. Theée

appear to be new findings in music classes.
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That the behaviors seemed more effective for large
g;?oups_ than for small gf-aups was evidenced by the
fact that in the full-rehearsal and general music
classes subjects demonstrated significantly more
behavior increases éhan in the sectfonal classes.
This finding agrees with Eﬂseﬂszine‘s (1977) finding
that direct instruction is more effective for large
groups than for small groups. The goals for large
group instruction coincide with 'direct instruction’
teaching‘in that the purpose of both is mpving the
students as efficiently as possible through the
materials.
Unlike the Texas Junior High Study, Evertson and Brophy
. (1978), the present study did not find that sqézgjﬁed
questioning (i.e., process questions) produced any

substantial differences iniclass engagement times. In

fact, in the case of Group B*Eghgre more. process questions

|
were asked, the class engagement times were relatively

Tow. ' It may be that in instrumental music classes, the
time spent on drill and activities is more advantageous
than time spent in question and answer DETistg

The most successful pre-service music teachers (1.e.
those having ‘the highest behavior ratings) were similar
' to the Texas study Junior high mathematics teachers in

.that both were found to be business-11ike and authoritarian.

-The commonality of the subject matter between music and
"mathematics (i.e.,lesson pacing is continuous, more home-

work [practise] is assigned, development of skills is

221.
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important, teacher demonstrations are important) may
account for the similarity between both groups of
teachers.

6. Similar to findings on direct instruction in other
conte?t areas, the present study found the high pro-
portion of class acti#ity time and the use of product
questions (c.f., process questions) advantageous for
music classes. ' _

7. Information obtained from the evaluation questionnaires
revealed the following about the behavior beliefs of
the experimental subjects. All except two of the sub-
jects indicated the behaviors to be-very useful for
instruction in selecting goals and objectives, organi-
zing classroom discipline, deveioping materials and
activities, motivating students, questioning and res-
ponding, utilizing audio-visual equipment, planning with
others, and developing ;valuat1on techniques. A1l but
one subject 1ndicated‘xhe behaviors to be especially
valuable for selecting instructional strategies and con-

ducting small group activities.

Planning Processes

Information obtained from the stimulated recall interviews with
the pre-service teachers revéaled descriptions about instructional kg
planning. |

1. "In accordance with Fuller and Manning's review (1973) on
the iension;équil1bi1ization theory (i.e., self-evaluation

causing enough dissonance to warrant change), the subjects
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supervisor (verbal feedback) were better able to plan
adequate goals, strategies, delivery, content structure
and sequence. The subjects who were not given this
opportunity (written feedback) encountered goal setting
problems in one or more of the!abave planning areas.

The present study found that with the aid of verbal

behaviors were congruous. However, when ﬁr’ittenr feedback

was used this was not the carse. In fact, it was found |
that significantly more planned behaviors were actually
implemented in Group A (verbal comments) than in the

other groups.

The subjects who had fewer problems with planning also
obtained higher teaching style ratings, whereas Group B

and Gréup C subjects who had problems in planning were

rated lower on the same teaching style behaviors. It

may be concluded therefore that planning and teaching

style behaviors are directly asso:iatgd: . -
It was found that subjects who viewed their video -  (»
teaching performances subsequently improved in fomu’!;t;ng
instructional decisions, but not in decisions regefding
inte?actions.' It would appear that another mé%hod is
recessary for providing adequ;te training for decisions
1nv01ving'interactiaﬁsf : | |
Subjects seemed better able to judge their own instruc-

tional behaviors when they viewed their own teaching l

performance and compared their performance to the model
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demonstrations presented in lectures. Again, this rein-
forces the importance of model demonstrations in aiding '
the change process. |
The stimulated recall interviews were especially helpful

in aiding subjects to isolate particular weaknesses
encountered in their planning of content structure,
sequencing; stfategfes, or goals.

The present study also found that most of the pre-service
teachers' pfoblems in planning were concerned with content
structure, sequencing and assessing student needs. These
findings appear to be new in this area.

A1l except one of the subjects who were given verbal feed-
back seemed to have meaningfully (see page 45) learned their
behaviors since there were subsequent increases in each of
their teaching style ratings. However, in Lillian's case,
the behavior seemed only to be rote learned possibly due

to planning problems. Even thugh hervteaching style‘
behaviors were rated higher in the post-test, her incon-
sistent instructional behaviors produced |ower academic
engagement timeslfor‘the class. It éppears that when

behaviors are rote learned (e.g., Lillian's case), the

- effects are not favorable. This seems to be a new finding

in this area.



Implications and Recommendations

The results of the present study\ have implications and suggesi::
recommendations for teacher education, in-service education, and other
areas of research. The Hmi.tations.involved in this study, namely the
small number of subjects, the 1imited number of observations, the
selected number of interviews, and the random selection of lessons,
preclude the drawing of generalizations beyond the pre-service teachers
involved tn the present study. The effects of the coder in the observed
classroom, the relationship of the interviewee to interviewer, and the
coder's perception of in\service and pre-service teaching behaviors,
may have singly or conect'\vely served to generate anxiety or produce

concern regarding teaching $trategies, discipﬂne. or control.

Therefore, the following conclusions must be regarded in the

Tight of the above limitations.

~

¢ »

Teacher Education

1. The use of the 'direct instruction' model is beneficial
for training in music teaching behaviors for secondary,
general music and full-rehearsal classes.

2. The 'direct instruction' behaviors are important for
keeping classes on-task for longer periods of time.
These findings on the positive relationship bem
behaviors and student on-task time provide useful in-

“fon-nation not only for praétitioners .1n teacher |
education, but also for music educators as well.

3. The SRI's revealed valuable information about the sub-
Jects' intended behaviors, instructional decisions and

A
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s@lf-evaluation. This information was valuable in
assessing the subjects' information processing system
and in determining their teaching actions.
4. The stimulated recall interview was wery effective for’
revealing information about the pre-service teachers': .
(a) intended behaviors
{b) bianningyéonstructs |
(c) decisions regarding instruction

(d) criteria for self-analysis

In-Service Education

Borg (1970) and Young (1980) have alluded to the importance of
different training procedures with pre- and in-service teachers. Young's
description of in-service education includes, among other things, im-
provement in the professional knowledge and skills of a teacher. He
advocated research in the areas of adylt learning, change processes,
and helping relationship and allydes to the importance of these for
successful training in in-service echation. Since the present study is
concerned with the change.process and teaching skills (pre-service and ’
in-service), the following 1mp11catioﬁs,are noteworthy.

1. Although microteaching was appropriate for the training of
‘preeservice teachers, this method of aided feedback (i.e.,
supervisor) is not recommended for the training of 1in-
service teachers. Other training methods recommended
for in-service teachers include role-playing, videotape
discussions, problem situation denﬁnstrations and practical

presentations.
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2. Teaching style behaviors and interaction behaviors can be
improved through in-service programs. Although these
behaviors pre-suppose knowledge characteristic of experi-
enced- teachers, the CRT results revealed that they improved
iignificantij with training.

3. The results of the CRT Quegf Project provide evidence of

significant relationships between teaching strategies and

pupil achievement. , (See MacKay, CRT Report No. 79-1-3,

1979b).

- ¥

Areas of Research

The results of the present study have a number of implications

for stimulated recall and music education studies.

1. S;iiyig;ed Recall Studies: Since few studies have in-

s

v!stigated pre-service teachers' infum;t,igﬁ processing
'« 8uring planning, it is suggested that further studies
“are required to investigate (1) variations in teacher
planning sty1e§ of information processing, and (2) the
content of the information they process. This type of
investigation should address itself to the following
needs : v _
ja) The need to refine further the videotaping progeg!res
©, S0 as to capture both the teacher and pupil verbal
‘classroom interactions.” In additfon thére fs a need
for further refining of the content analysis procedures
so as to interpret the nuances of teachers' descriptions '

of content characteristics.

PSR
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(b) The need for longitudinal studies to gather data
conceming teacher information styles in music.
Also in depth case studies dealing with how
teachers process this information in variaus>-usié
classes would be valuable. ’ %

(c) The need to conduct stimulated interviews with
mﬁsic teachers'in different classes and to explore
in-depth relationsh1p§ of planning to the instruc-
tional process. '

(d) The need for further investigation into teacher
self-monitoring whiﬁh Good and Brophy (1973) found
to be one 1nd1cat9r of teacher effectiveness.

Music Education Studies: As one of the few research studies

on pre-service music teachers' behavior énd planmning thought

processes, the present study offers insights into teaching

behaviors which are effective for secondary music teaching, -
amd gives some evidence indicating how pre-service teachers
formulate and implement these behaviors. The ri;hness of
the data and the exp) ora.tbry nature of the study have
revealed a number of prDSpezfive research directions.

{a) There is a need for case studies which examine the
relationship between teacher understanding of music,
teacher objectives in music education, ané inter- .

~ active decision making. ;

(b) Therdii: a need for longitudinal studies which

 examine pupil and teacher perceptions of the instruc-
tionﬂ. processes in music, and their respective aware-

ness of lesson objectives.

.

{
l
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(©)

(e)

(f)

(g)

There is a need for studies which provide evidence

of significant relationships between behaviors and

other phenomena in music;instruction and pupil

achievement, engagement times or other product

measures.

There is a need for more refined research techniques

for time on-task studies which, with the aid of

stimulated recall, would investigate pupil information
processing for a specified duration in music classes.

There is a need to investigate further pre-service teachers'
thought processes, be]iefé, and principles during music
instruction.

There is a need to refine further the specific bthgiars
needed for teaching different music contexts. It is
suggested that music pre-service educators further refine
the content of the music to be taught before applying the
appropriate teaching behaviors. 3
There is a need to investigate the effect of direct |
1nstructian in different music classes with different

kinds of students. The question still remains: for what

educatiénaT nutcames‘and forruhat kinds of students is

direct instruction more effective?
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Appendix A

'Manhgetanville Teaching Evaluation Form-

-

Student's Name: Evaluation:

Satisfactory
Satisfactory
Unsatisfactory

Very

INTRODUCTION | 1. How effectively did the teacher's method
of introducing the lesson help students
become interested in the main body of
the lesson?

2. How well were the goals set for the
total class group?

3. How effectively did the teacher give
guidelines or cues in the introduction

~yhich ware help

lesson?

o ' 4. How effective was the relationship or
o , connection between the introduction and
the body of the lesson?

BODY 5. How effectively was the tontent related
to the aims and teaching method of MMCP?

=
1

6. How effectively were the teacher's questio
answer discussions in promoting discovery
learnings by the students?

7. How good were the personal relations
between the pupils and the teacher?

8. How well did the teacher vary the kind of
participation required by the pupils?

9. How effectively was the ending of the body
related to the closure of the lesson?

CLOSGREv 10. How well did the teacher round off the
lesson by summing up progress and display+
ing the work of the groups?

To satisfactorily complete this sessfon, a student must
gain a minimum of 6/10. :
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.composer's plan or

Cycls 1.

The quality or color of sound, the tllbfi. is a major factor

in the expressivensss of music.

The timbre may be shrill, inm-

tense, dulcet, silvery, nasal, smooth, bright, or dull. Choos-

ing the timbre which best expresses what the composer has in
mind is one of many decisions which he must make vhen creating

msic.

The degree of loudness or softness, the

. volums or the dynamics of the sound, also
mist ba determined by the composer. '
Music may be loud, forte (f), soft, pianc
(p), or medium-loud, , matso-forte (mf).
The volume of the music or any one part
of the music will affect the total ex-
pressive result.

rom!

The plan, ths
shaps, the ordasr,
the form of a pisce
of music is ancther
determination made
by the ocomposser.

\

PITCH

" The comparative highness or lowness

of sounds is also determined by the
composer. Initially, his choices
will deal with sourfds of indefinite
pitch such as those produced by a
triangle, a cymbal, a drum, etc.

In such cases, highness or lowness
often depends on preceding and/or
following sounds. (A cymbal sounds
low after a triangle but high after
a large drum.) -

form refers to the
aural design, the
vay the sounds are
put togethar. The

fora is based on
his expressive intent.

Tempo is that characteristic of music wvhich
makes it appear to go fast or slow. The pulse
is the underlying beat (sometimes not heard

) but only sensed) that may help to creats a
feeliny of motion in music. These itams are
the choice of the composer.



* Cycls 1.

The degres of loudnass or scoftnass,
the volume or tha dynsuics of the
sound, will affect the total ax-
pressive razult.

Using ths entire class as performars on &EEE instruments,
voluntser students will conduct #n explorakory improvisation
to {nvestigats the effects of: wounds used singly. sounds
used in combination, and dynamics. It is suggestad that be-
fore the improvisation ths voluntear conductors chooss 1 or
4 students vho will play singly whan directed. Conducting,
cues for antrances and exits should also be established.

Tapa the sxploratory lmmiuuani for immediats playback

and evaluation. Discuss all parcaptions verbalized by the

students. Extend the discussion by including the follewing
. quastions:

Now 4i4 volums or dynamics affect tha total result?

Can all of the object instruments be heard at sn squal lavel

of volume vhen performad in a group. '

Groups consisting of 4 or 5 stuodents will plan an improvisa-
tien. Focus attantion to the quality of sounds used singly,
:ha qulity ﬁz -eu'nl- unﬂ Ln ﬁn!bimﬂm. uﬂ the n;ﬁiiiﬁ

plece should ;J.-B be & concern.
Following & short planning and practicing parisd (showt 10
ainutas), each group will perform the improvisatiom for the
class.

tion. Discuss students' cosments as me nlﬂ;: to the L-—
provisations. Extend the discvszion by focusing attantion on
the feollowing questions:

What degree of loudness or softness was used sost frequestly
by the parforming groups?

Pid tha Lgmintlam have an ovarall -h;p- or design?

_ﬂn the discussion by introducing forte (f), piamo (p),
and messc-forte (af). 1n listening to the recorded exasples
uk -:ﬂnu to idantify the dynamic level used mowt fre-

Did you get any mu-.ica’ ldesr fron this éailsruuan that you
sight bs abls to use?

Sugpastad Listaning Exasplas: )
Parads = Gould, Norton); Columbia CL 1531}

= Te Deum, Judax Crederis - Berlies, Nector; Columbia ML 4897 B
= Prélude )} 1'Aprip-nidi d'un faune - Debussy, Clawde; Lendon LS 503
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Appendix D
Project Quest: Teaching Strategies

Behavior Management and Classroom Discipline

R¥ 1.
R 2
R 3
-

R 4
R 5
R 6
R 7
R - 8
R 9

R 10.
| :students are paying attention

Teachers should use a system of rules dealing with
personal and procedural matters.

Teachers should prevent misbehaviors from contfnuing.
Teachers should direct disciplinary action accurately.

-

Teachers should move around the room a 1ot (monitoring

éeatwork).

Teachers should handle disruptive situations in a low

key manner (non-verbal, proximity, eye contact).

Teachers should insure assignments are interesting and

'wprthwhile when children work independently.

’
¢

Teachers should use a system of rules which allow pupils

to carry out learning tasks with a minimum of direction.

Teachérsvshould optimi;e academic learning time. Pupils
should be actively involved and productively engaged‘in

learning tasks.

Teachers should use 3 standard Signal to get students'’

- attention,

Teachers should not begin speaking to the group until all

Instructioral Methods

R' ]lc

Teachers should use a. vajiety of instructional tcchniquos- .

adapting instructions to meet learning needs.



Lo

Teaching Style

= R 16.

14.

r.ciass. , . L e

Teachers should use a system of spot-checking assign-
ments. e
Teachers should relate mathematics games and in-

dependent activities to the concepts being taught.

Teachers should use techniques that provide for the
gradual transition from concrete to more abstract
activities.

Teachers should use an appropriate mixture of high
and low order questions.

=

#

- Teachers should be aware of what is going on in the

classroom.

Teachers should be able to attend to more than one

. 1issue at a time.

Teachers should facilitate the smooth flow of the
lesson or a smooth transition from one activity t5
another.

Teachers' behavior should maintain the pace of the
lesson.

Teachers should be clear in presentations to the

!

J

Teachers should be able to ‘motivate children.
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R 22. Teachers should provide evidence of “4ring,”
“accepting,” and "valuing"” of the children.

R 23. Teachers should respond accurately to both obvious
and less obvious meanings, feelings, and experiences

of the children.

Questioning and Feedback

R 24. Teachers 'should select many different pupils to respond

AN

to questiohs;

R 25. Teachers should use techniques such as rephrasing,
giving clues, or asking a new question to help a
pupil give an improved response when pupils' answers
.are incorrect or only partially correcta

R 26. Teachers should use praise to reward outstanding
work as well as to encourage pupils who are not always
able to do outstanding work.

R 27. Teachers should use mild criticism on occasion to
communicate expectations to more able pupils.

R 28. Teachers should accept and integrate pupil initiated '
interaction such as questions, comments or other

contributions.

L

*R - Research ,
E - Edmonton practitioners
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Appendix E

Instrumental Instructional Behaviors

The following thirty-three behaviors deal with 'direct teaching’
principles in an inStrumental music rehearsal. The behaviors in this ™

instructional guide are concerned with getting the students' attention

and maintaining the students' interest through the use of pupil-teacher
interaction. - The behaviors center mainly on the organization and
clarity of an effective rehearsal situation based on active student
participation wherein small gfoupg and individuals are engaged in a
variety of learning activities. The behaviors are outliined in both
general instructional behaviors and specific mu#ic behaviors, and
are presented in a lesson format below.

1. Direct Instruction Behaviors

A. Getting the chi]dren:s attention.

R* 1. Teachers should not begin speaking to the group
until all students are paying attention.

R 2. Teachers should stop speaking or instruct a con-
tributing student to stop speaking until all
students are paying attention.

. B. Introducing a lesson.

R 3. The teacher introduces the lesson with a brief
overview.

OR* 4. The teacher presents the objective or new words
to be emphasized clearly at the beginning of the
band period.

R 5. After presenting the objective or new words, the
teacher has .the students note them.

OR 6. Teacher gives a demonstration or explanation pre-

‘ ceding the children's attempt to do the work.
This would 1n;1ude warm-up and technique exercises
which help clarify the students' understanding of
the objective.

C. Presentat1cn nf material. ! N

R 7. Teachers should present information to students in
a clear, orderly, well-organized manner. The '



II.

R 9.
R 10.

teaé*%r reviews at the beginning and as needed
throughout the lesson; this supplies a review
of past 1earn1ng.

Teachers should- conmmmicate at the pupil's level
of comprehension.

Teachers should use a variety of instructional:
techntques -- adapting instruction to meet the
learning needs of individuals.

Teacher optimized academic learning time. Pupils
should be act1ve1y involved and productively
engaged in learning tasks.

D. Music instructional techniques.

OR T1.

OrR 12.

Teachers select repertoire material which is suit-
able to students' level of performance and under-
standing.

The teacher puts the high11ght or concept back in
the repertoire with increased student understanding.

E. Summary of the lesson.

‘R 13.
R 14.

Near the end of the lesson, the teacher reviews the

"main ideas and essential content of the lesson.

The teacher develops an appropriate evaluation
system either by proficiency level of performance
or by written responses to check students under-
‘standing. R

‘The teacher displays or plays the work of the

students and leaves .them with a feeling of
accomplishment.

F. Praise and cr1t1cism

R 16.

R 17.
R 18.

Teaching
R* 19. -

QR 2'0.’

® 2.

Crit1c1sm should be used with discretion and should
include specificat1on of desirab]q or correct alter-
patives.

Teacher directed disciplinary action atcurately
Teacher prevented misbehaviors from continuing.

Style Behaviors

WITHITNESS; Teacher was aware of what was going on
. in the classroom.

‘OVERLAPPINGNESS; Jeacher was able to attend to more

than one issue at a time.

SMOOTHNESS: Teacher facilitated the smooth flow of
the lesson or a smooth transition erm one activity
to another. ) .
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’

QR 22. MOMENTUM: Teacher's behavior maintained the pace
of the lesson.

QR 23. CLARITY: Teacher was clear in presentations to
the class. .

QR 24. PERSUASIVENESS: Teacher was able to motivate children.

QR 25. WARMTH: Teacher provided evidence of “caring,"”
% ' "accepting,” and "valuing" of the children.
mR

26. [EMPATHY: Teacher responded accurately to both
. obvious and less obvious meanings, feelings. and
experiences of the children.

1I1. Interaction Behaviors

QR 27. Teacher should se]ect many different pupils to res-
pond to questions. -

QR 28. Teachers should useg techniques such as rephrasing,

: giving clues, or asking a new question to help the
pupil to give improved response when pupil's @mswers
were 1ncorrec5 or partially correct.

QR 29. The teacher used praise to reward outstanding work
- as well as to encourage pupils who were not always
able to do outstanding work.

QR 30. The tea¢her used mild criticism on occasion to
C - communicate expectations to more able pupils.

When pupils initiated interaction, the teacher should
accept and integrate interaction such as pupil's. .
questions, comments, or other ‘contributions.

» - . P N . N PR . PO L A L T RT

) *R - Jlgsoarch
- .OR - Ottolene Ricord (present researcher) OO

QR - Quest Research
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Appendix F

A joint project of the Centre for Research in Teaching and
the Edmonton Public School Board. Vinter 1978-1979.

e oo

Booklet Identification Mumber:

School

Month,  Day, Yoar.

Numpver of children
enrolled

Main Subject Content of
Observed lLesson

Number of children present
during observed lesson

Potal Class Duration g

Start time

Finish time
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1.D.

No.
HIGH INFERENCE CODING SHEET

Teacher used a system of rules dealing with personal and

1.
: procedural matters. 7
1 2 3 L 5
L | | | | _ -
‘ Low MED HIGH Not Obteerved
2. Teacher prevented misbehaviors from continuing.
1 2 3 L 5
L i | N I | - —
LOW MED HIGH N. O.
3. Teacher directed disciplinary actlon accurately.
1 2 - 3 b 5
L 1 | I I - —
Low MED HIGH N. 0. '
4, Teacher moved around the room a lot (monitoring seatwork).
1 2 3 b 5
L | | I 1 —
LoW MED HIGH N. O. .,
5. -Teacher handled disruptive situations in a low key manner
~ {non-verbal, proximity, eye contact)
1 2 3 4 5
| | ] 1 N ,
LOW MED HIGH N. O.
6. Teacner insured assignments were interesting and worthwhile
while children worked independently.
s v i f 3 L" 5
L | i I | _ .
ov - MED HIGH N. O.
7. Teacher used a system of rules which allowed pupils to carry
out learning tasks with a minimum of direction. '
1 2 3 L 5
L 1 l | | -
Lov MED HIGH N. O.
8. Teacher optimized academic learning time. Pupils were
actively involved and productively engaged in learning tasks. .
1 2 - ? 4 - 5
1 N ] —
Low . MED HICGH N. O.
7. Teacher used a standard sigral to get students' attention.

1y 3 4 5 ‘
lf— — S—— J:; ——— l i - — - ——
Low YED HICH N. ©.
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tzanaitian from eaner-tn ﬁﬂ ROT e ahittact activities.

5
L, L o ) I J

|

N l\ HED ’ HIGH N. 0.

1.0, NO- 5
10. Teacher did not begin speaking to the group until all
students were paying attention. .
1 2 3 4 5
l | I SR I | ,
IDH MED HIGH" N. 0.
11. Tegch%: stopped spegklng/ingtructing until all students were
paying attention. 7
1 2 3 L. 5
l, = 77‘1_“;, — l l ,l —— =
. Low ~ MED I-IIGH N. G.
12, 'Teacher used a variety of instructional techniques aiapti.ng
instruction to meet learning needs.
1 2 3 4 5
| 1 i SO N _
LDH MED HIGH N. O.
13, T-g.che: aneauflgad quantity and qunlit.y of Hﬁrk in
2 3 4 5
1 | i | —
35! MED HIGH N. 0.
14, Teacller u;ed,; ;yata- af lpateahigkmg assignments.
n 5 ;
LDU }@ HIGH N. O.
» (De ot complete until last minute,) '
15, Tga:her related math games and independent activities to the
concepts being taught. - .
1 2 3 . b 5
!’ S ———— l’ - l = l = 7" a - :
LOW MED HIGH N. 0. g
—_— - - A —
- * (Do not complete until last visit)
16. Teacher increased the amount of written work so that pupils
did some writing every day.
1 2 3 b 5
- l _
B -+ Low MED HIGH. N. o
170 Taachgr used. tachniQue,‘ that provide xthe gadual




l;., HP
18. - Teacher used an appropriate nixture of high and low order
+ Qquestions.
1 2 3 4 5
l 1 L L Jd
LowW MED HIGH N. O.
19. Teacher was aware of what was going on in the classroom.
1 2 3 b 5
L | 1 | 1
~ Low MED HIGH N. O.
T :
20. Teacher was able to attend to more than one issue at a time.
- 1 2 . 3 L 5 :
- L 1 1 1 1

7 MED HICH N. 0.

i

21. Teacher facilitated the smoofh flow of the lesson or
a smooth transition from one activity to another.

1 2 3 L
L | L1 % :
LowW : MED ‘ HIGH N. O.
22. Teacher's behavior maintained the pace of the lesson.
4 1 2 3 T4 5 . L.
| | - ! 1 1 .
ow . MED HIGH N. 0.
o -
23. Teacher was clear :n presentatio&s to the class.
: 1 2 3 5
L | | | |
LOW MED HIGH y N.O.
v F Y .
24. Teacher was able to motivate children. NS
1 .2 3 b 5
L | | | |
LOW MED HICH . N. O.

"y Y

25. Teacher provided evidence of "carin. "accepting , and
“valuing” of the chiidren.

1 2, L 5
W R S B
Low ©, MED HIGH N. O.

26.. Teacher responded acourately te both obvious and less

obvious meanings, feelings, and experiences of the childfénk,

1 2 3 - 5
L 1 i

1 -
oo oW © MED HIGH 1llio.

'y

.
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I.D. NO- -

NEW HIGH INFERENCE VARIABLES

Note: For the following items, please use the five-point scale to
indicate how freduently the behaviors occurred during the

;;§; Many different pupils were selected by the teacher, to respond
/ to questlona,
1 2 3 4 5

Y N S -

MED HIGH N. O. .

2 When pupils' answers were incorrect or only partially correct,
the teacher used techniques such as rephrasing, glving clues,
or asking a new question to help the pupll to give improved
response.

1 2 3 b 5 . ,‘
_ I R A —
F MED HIGH N. O.

s

9 The teacher used pralse to reward outstanding work as well
as to encourage puplls who were not always able to do
outstanding work.

1 2
!177 :I,,, ——
LOW

:?
—_l l___
MED HIGE ~ N. O.

J; The teacher used mild criticizm on occcasion to communicate
expectations to more able pupils, o
1 2 3 b 5
L1 1 3 9
Loy MED N. O,

2, When pupils initiated interaction, the teacher accepted and
integrated the pupil question, comment &Y othér contribution.
' 1 2 3 b 5 .
N L | L | |

Low '~ MED * HIGH N. O.




1.D., NO-

INSTRUCTIONAL MATERIALS INVENTORY

(to be completed during the

Check Af item was used during observed leason.

CAMES, TOYS, PLAY EQUIPMENT

B puizles. gu?;
C] story books |

D animals, other nature objects

D other

INSTRUCTIONAL MATERIALS

[] text

| worksheet
charts
pictures

film

Loooul

filmstrip — e -

other _ o B - _
A. V. SQUIPMENT . - -
CJrov. - ] -
D record piayer 77 ; "
[] cassette tape player . - -
E:] overhead pro jector | _ 7 .
B other - T B - -

0o0ooo o

N

000

children's own graiucﬁ
display

other displays for
children

magatines

achlevement chart

sink

arts and crafts materials
blackboard

feltboard

easel

other (please specify)
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Appendix 6

Guidelines for intervieuee

In the stimulated recall session with the student or teacher, the
role of the interviewer is to assist the student or teacher to recall and
verbalize the coJert thoughts and feelingS experiented during the lesson
which has been videotaped. To fécilitate as complete, and as accurate

recall as is possible, the interviewer must: .

- try to establish a relaxed, friendly, supportive atmosphere prior to,

and during the interview; .

- try to facilitate and encourage self-discovery; it is important for
the interviewee to believe that he/she is capable of telling about
inner processes without the interviewer telling the interviewee what

they were;

. - avoid making interpretations of, and judgements about, what appears on
videotape;'ask ques tions requirihg"elabofqtion or clarification, but

avoid questions inswerable by "yes" or "no“;

- a&sume a respectful set towards the student or teacher and the video-
taped material; communicate to the interviewee that he/she is being

taken very seriously;

.

- keep the student's or teacher's attention focussed on thexT.V. image;
refrain from unnecessary activity, as such activity may actul'ly inter-
fere with recall;

- encourage the interviewee to|talk; don't have the student or teacher

become so engrossed in listening to you that the person forgets what .

he/she is reliving; the interviewee is the authority - you are that



person's interested student; .
L ﬁi: . . v . . A L .
- be,pat\ent; give the interviewee a chance to become ipvolved in re-

1iving the recorded lesson;
- immerse yourself in the interviewee's communication rather than try- 4

-

ing to figure out what to say next;
- keep the student's or teacher's discussion focussed on what transpired
in the actual videotaped lesson and, in particular, on the student's

or teacher's covert-thoughts, feelings, and the sources of these;

conscious decjsions and reasons for making those decisions;

- ask probing questions to facilitate maximum disclosure by the student

or teacher e.g.

What were you thinking, feeling at that paint?

) ..Why do you say, do....?
Did you have any reasons for saying, doing....?
Did you understand what the teacher was sayiné. doing....?
" What did you think the teacher was wanting, thinking,....?
Can you recall any ather kinds éf thoughts you had?
Were there any fantasies (day-dreams) going thraugh your m;nd?
. MWas there anything that you did not want to happen?

Was there %Sything that‘yau wanted to do at that time?

Note: Questions should be brief and should create an intense awareness
in the student or teacher of him/herself. Avoid questions which

are suggestive of, or imply criticism, incredulity, disagreement,

A

heS

disapproval, etc.

- check frequently that the student or teacher is differentiating bgtueen~

interactive thoughts and feelings and those subsequently Fgrmed.;!
¢ a
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. APPENDIX H
MATERIAL TO BE PRESENTED TO, AND DISCUSSED WITH
THE INTERVIEWEE (TEACHER)
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Appendix H .
_Maferial To Be Presented To, And Discussed With
The Interviewee (Teacher)
(Taken from Marland, 1977 and Cooper, 1979)
. »

Introduction

During the past ten years “Teaching" has ré%eived increased emphasis
from educational researchers. A number of researchers have maintained
that research into teaching can only take place iﬁ the classroom and
that through cbservétien of the teacher's overt actions 1nforw§\{an can

be gained that will assist in the development of theories of instruction.

276.

However, taxmnre fully deve%ap theories of instruction and improve teacher

education §ﬁd school curricula, researchers have also postulated the=need

to understand teachers' thought processes.

Objectives of the Research ' -

At the present time very 1ittie is known about teachers'’ thouéht
processes during instruction. These processes are the focus of interest
of this research project. The objective af this research is to find out
what information teachers use during instruztiqpi why they use this
information and how the§ process this information. The decisions

teachers make and the reasons for those decisions is of special interest.

_How well the lesson was taught is NOT the focus of the interview.

k3

Role of the Teacher/Interviewee
The method used in this research project, to obtain data on teachers'’

information pracessingiduring instruction is called "stimulated recall.”



Asking teachers to recald after a lesson tﬁgsz;aughts andkfee1ings they

experienced whilst actually teachingrthe lesson has not prﬁ;fed very
satisfactory. Recall of thoughts and feelings is facilitated when
teachers are shown.a videotape of the Ylesson. Seeing events in the

hence the

lesson on videotape helps to trigger or stimulate recall
»

term “stimulated recall.” oy

Whereas it is possible to have people in some professions "think
out’ Toud" about their professional duties because they are not inter-
acting with other people, it is not possible to do this with teachers
because it would interfere with the instructional process. |

We know that the mind works faster than the voice. As teachers

5

interact with children in the classroom they:

- become aware of many more classroom events than can be inferred
from their verbal and overt non-verbal ‘behavior;

- react to classroom events intellectually and emotionally in
ways which even the‘mast,perceptive observer could not detect
because they are internal. Many reactions, interpretaticns and
diagnoses of pupil behazipr are not revealed to the observer.

- make numerous decisions about what to do and say next or at
some future point in the lesson, or what not to do or say.
The alternative courses of action considered, the reasons for
the final choice of action are frequently not declared or-
revealed; -the observer is not privileged with this "inside"
knowledge and with the various rationales used to make decisions.

* use many rules, principles and instructional strétegies that the

observer is not aware of.

T



|

As Ehe teacher rglivgg the lesson by viewing the viEgatape. he/she

is invited to provide a detailed account, to talk aloud, about:

(a) thoughts, feelings, moment-to-moment reactions;

(b) conscious chaices (i.e., when you chose to do or say one thing

rather than other things, or when you chose to say or do nothing),

the alternatives you cons Mered before making a choice, and the
! s oo
reasons for choosing to do or say that-particular thing.

‘ -

Note: 1. You may stcﬁiiﬁd start the ;éﬂe as often as you wish.
2. The interviewer may also stop the tape on some occasions

to ask you if you can recall your théugh;i, feelings,

reactions, etc. in relation to certain classroom events. -
3. The interviewer's role t$ simply to assist you to recall 5

what you thought and felt during the lesson.

4. As you view the tape you will probably form new impres-

sions of the lesson and of [events which occuPred during *ij:':

said or done. Try to distinguish during the interview
between the thoughts and feelings you had dgring the
lesson and those you had after the lesson of when watching
Ehe,videntape; ensure that the interviewer is aware éf

the distinctions too. |

If you have any questions, the interviewer n{l] be

pleased to discuss these with you prior to the interview.

thé lesson, and think o therzthings-thgi you might have ’

278.
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. ~ Appendix I
StimNated Recall - Practical and Technical Considerations

Rapport.” In order to maximize the completgness with which the sub-
ject will report his thoughts the researcher must take positive measures
7 to establish rapport based on communicated authenticity, regard for the

other person and empathy:

- opportunity should be taken to engage in socfial inter-
action so that the researcher is perceived as an
interested colleague; '

- anonymity must be guaranteed and the subject assured
that no administrative use will be made of the video-
tapes of ~the lessons or the audiotapes of the stimulated
recall interviews;

- the broad objectives of phe study should be made known to
the subject to reduce the danger of his constructing his
own theory about the researcher's intentions and so. dis-
torting data, for , .

...if not told, [subjects] may construct their own
theory about the interviewer's intentions and

could respond accordingly in ways which may distort
the data, and subvert, unintentionally, the investi-
gator's purposes (Marland, 1977:tp. 40).

- assure the teacher that the researcher is not being
evaluative either of the lesson or of the reported
" thoughts.

L]

Familiarization. ' The familiarization period should include the

following strategies: o

- the researcher should be introduced to the class and .
" his role explained;

- the researcher should seek to gain acceptance of his
presence in the classroom;

- the researcher should familiarize himself with the
classroom routine, teaching styles and management ,
techniques of the teachers to provide a context within .
. which to identify stimulus points; .

)

L



- introduce the videotaping equipment into the classroom \
in order that the teacher and pupils become accustomed
to it. Several lessons should be videotaped and
opportunities provided for the teacher and puptls to
view themselves on television. In filming lessons for .
this purpose care should be exercised to ensure that all S
pupils are included. For the teacher, the significance
of this step lies in the reduction of the tendency re-
ported (Fuller and Manning, 1973) for people to concen-
trate initially on physical characteristics whep first
viewing themselves on film. This step should be in-
corporated to enhance the likelihood that in the stimu-
lated recall sessions the teacher will focus on teaching
behavior and not on physical cues;

-"to facilitate subsequent description of stimulus points,
or to permit the tracing of change in the selection of
stimulus points note the VTR counter number at each stop.
Explain thHe need for this action (in terms that do not
jeopardize the study) so that the swbject is reassured
that no manipulation is taking place, and that what he
is reporting is of paramount interest, i.e.,while noting

. these details the researcher is still 11sten1ng to what
is being said. This-understanding should be established
in the familiarization period. v

In order to maximize the accuracy andipcmﬁieteness with which

fhoughts are reported:

- establish rupport with the teacher and conduct the inter-
views in a non-evaluative, non-threatening environment;

- observe a comprehensive period of familiarization in order
to lessen observer obtrusive effects and the tendency for
subjects to focus initially on physical characteristics;

- conduct all stimulated recall interviews within 24-hours
of the videotaping of the stimulus lesson.
) [ ]

Equipment

VIR - for stimulated recall interviews, the VTR that takes
half inch reel-to-reel tape 1s preferable for this
- mode) permits instant stops at specific points.

TV Monitor - a small (11") monitor represents a convenient
size for the monitoring of film quality during
filming although it is small for class viewing
during the familiarization phase. This dis-
advantage is offset in the stimulated recall



views

session due to: .
- 1) the ease and comfort of viewing,
2) ready access by both the researcher and
teacher to the monitor's controls,
3) the sense of intimacy and privacy it
affords. This is significant in main-
taining rapport.

Microphone - a cordless or wireless microphone offers
advantages over a directional microphome in
that it records all teacher speech irrespec-
‘tive of teacher movement or the nature of =»
the verbal interaction.
Audio Recorder - a cassette recorder offers portability and
mobility during the stimulated recall inter-
view.

Stimulated Recall Interviews

Strategies. In setting up and conducting stimulated recall inter-

the following strategies are recommended:

- Before engaging in stimulated recall, study protocols gen-
erated by other researchers who employed stimulated recall
methodology in order to gain greater competence with, and
sensitivity to the technique.

- Conduct a pilot study, reviewing the audiotapes of the
interviews to:

1) refine questioning techniques,
2) identify interviewer bias.

- Also have a third party review the recordings.

Hold the stimulated recall sessions in a quiet location free
from interruption. This is important if the teacher is to
relax and feel free to recall and report “...the most private
of his thoughts...." (Bloom, 1953; p. 162). :

- Arrange the equipment as indicated in Figure 1, with the
teacher located in front of the monitor for ease of viewing.

i



Figure 1:

L , Tab\le\ ‘ ', ;

T T o]

Lrecorder j - (VTR | Monitor | o

3 i
L Microphone * R J

r-Iin-esearcher:-) r Teacher
- -

Arrangment of Equipment for Stimulated Recall Sessions.

With this arrangement, the controls of the videotape
recorder (VIR) are convenient to both researcher and
teacher so that either can stop the replay. To enable
the reseapther to monitor the tape recording of the
intervi , place the tape recorder unobtrusively beside
the VTR w the extension micorphone located in front
of both the researcher and teacher. This will enable the
researcher to monitor:

1) that it was operating,

2) the volume level,

3) when the end of the tape was approaching.

o
Data lost through a maifunctioning recorder cannot be
regained.

[

- At the commencement of each interview:

\

1) engage the teacher in general conversation in order
to establish a relaxed atmosphere.

2) reiterate the objectives of the study to reduce the _
danger of the teacher constructing his own theory
about the researcher s intentions and so distorting
data.

3) outline the rationale for using visual and auditory

g stimuli to facilitate the reliving of the lesson.

4) stress the need for complete and accurate recall and
ask the teacher to:

a. indicate when he can not recall the thoughts
that occurred at a particular stimulus point,

b. differentiate between thoughts which occurred
during the lesson and those which occurred sub-
sequently.

5) ask the teacher to concentrate on the videotaped
replay in order to "relive" the lesson, and recall
thoughts, feelings and reactions that were experi-
enced during the lesson.

283.



6)

10)

1)

b L)

remind the teacher that the interview will focus on
the microteaching trial teaching events that occurred
during the lesson. Given the objectives of the study
and the decision as to how focussed the questioning
is to be, encourage the subject to identify stimulus
points at which to stop the replay in qrder to recall
his interactive thoughts. Explain thafl the inter-
viewer will also identify stimulus S. .

It should be noted that Kagan (Marland, 1977; p.~
284) claims that: '

4 What little is gained by having the

'inquirer stop the tape is lost in that

the inquiree loses some sense of control-

in being the ultimate interpreter of his/

her own experience.
explain that the role of the researcher is to assist
the teacher to recall and articulate thoughts and
feelings as accurately and completely as possible.
Stress that the researcher is not being evaluative of !
either the lesson or of the reported thoughts.
guarantee anonymity and the confidentiality of the
session.
build on the rapport established in the familiariza-
tion period by attending to the affective dimensions
such as respect, understanding and interest. Faciliti-
tate self discovery by adopting an unobtrusive role;
pose open-ended questions when teacher statements
require elaboration or clarification. Leading quest1ag§
or evaluative statements should be avoided.
in order to describe the stimulus points at which the
videotape was stopped by either the teacher or the

‘researcher, record the counter number at each stop.

This will enable the researcher to review the tape
and identify specific details relevant to the stimulus
point.
when the subject is recalling his thoughts pay close
attention to what is being said to:
a. assure him of the value and importance of
his statements,
b. determine which of the many aspects of the
statement require follow up questions.

|
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APPENDIX J a
EXAMPLE OF STIMULATED RECALL INTERVIEW TRANSCRIPT
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Append ix J'

Example of Stimulated Recall Interv}eq Transcript

I:* Just talk into it whenever you have something to say.

' T:* Yecch, is the tape running? Do you want me to leave
it runn1ng all the time? .
I: Yeah. Okay, you set the machine. : R
) o - , i ,
Preserts I: Are you going’to ask me a question?
Objectives o
. VIDEO:

I: Why didn't you ask someone what an accent was?

Instructional ;T:  Why didn't I ask them what an accent was?
Decision

S
.

| o , ,
| Instead of telling them.

|

{T:  Uhmm, I don't know. I never thought about it. I just
told them. It never occurred to me. =~

L .
VIDEO: ' .
Iz Do you think they knuu what you meant? “
. T: Beg your pardon?
Delivery 7 7
Sys tem I: Do you think they knew what you meant by no accents?
Questioned - ) , , o 7 .
T: No. Well at that point I think I thought that they
‘ knew what | meant, but I discovered they didn't.
[I: Oh, Okay.
ff: But if they were Grade VII's they would've known, they
, ‘ would've known. It's just that they were thinking of
Reflective too many other things as you'll see, they get started
Thought - asking all sorts of complicated questions.
Instructional -
Strategy I:  Laugh.
. T: Asking me to redefine accent, which was very difficult *
s to do. After saying it one way.
' E 4
. I:  wWhat about the instruments?

T: Well, that's how things det complicated).Mere, you See.
I wnu]dn t think that Grade VII's would think of things
1ike that.
*Interviewer '
*Teacher (Subject 1)



Demonstrates
on trumpet.

Interactive
decision
difficulty.

-

<

Purpose of
Goal Setting
not secure.

‘No overview
Jn intra.

{

Intro.

Content
structure
‘secure.

Laugh.

Okay when that's playing back, what are you thinking
of doing next? Like when you hear them.

I'm thinking of what I'm going to ask them, how to
comment on what they're hearing.

~1: So you're trying to formulate a question.
_'T: Yeah.
VIDEO:
I. Okay, were you never talk about bars before, why are
~ you talking about them now? N
T: Uh.
I: {Laugh) Is that part of your lesson?

BE No, No. This djdn 0 anywhere where ] wanted it to
from here on. \ . 'y

I: Okay, well then Wﬁéﬁ‘y%u started did you give an over-
‘view. Did you sort of say, 1ike I heard you say at the
beginning, "Today we're going to talk about accents.”
Well having talked about accents, that was it. That

L was your lesson.

T: No.

I: Well, what was it?

T: That, that was my introduction to my lesson. Saying
we were going to talk about accents. Letting them
know what we were going to do. The lesson I followed

, was the one outlined in the, in the....
r'I: Yeah, okay and the next part of the lesson outline
| there is to have them compose this piece, without
‘ accents. A _

_I: Did you feel you had given them a lesson overview. Like,
did you show them in the beginning you were going to
talk about accents and then talk about how that related

. to whatever it does relate to. Let's assume you went
" into bars. Accenting the first beat of every bar.

T: I, no, I never intenfed to get into, into bars.

I: Okay, so it's a digression, but um, let me rephrase

© that. Did you give them an overview of the lesson?

287.



Interactive T:

decision un-
planned.

Instruction T:

decision.

lesson
activities.’

I:

|

;
T
Middle of l?‘

288.

well, I think, I think I gave them an overview of .
what | intended to do. But it didn't go that way.
They started asking all sorts of questions that I
wouldn't expect 1ike a Grade VII class to ask.

Wwhat's the difference between.an overview and an
introduction?

. Well, I would think an overview would give them a
:general idea of everything we planned to cover.

Okay.

thought so. [ said that we were gonna, we
Bonna cover accents and how ithey influence a
How accents can change a piece of

Okay.

VIDEO: (Commént while video playing).

T:

Explain
accents and
rhy thmn.

[ ]
'

LB
.

—
o

-4 |

Why did you say that?

: I, 1 don't know.

‘everything they say?

H uh- hllﬂ. ‘= Y

e )

I was stalling for time.

Laugh. .

Laugh.

No, that's not true, it just happened.

Okay. You said "Accents give us rhythm, you seé!“

What were you thinking just
saying it would be enough?

Probably it's. a verbal t¥k.

Or you didn't feel it needed explanation? |

No, it's probably a verbal tick. Ig\;‘?{gmy

something I say, 1ike some people say, M after

;
X

N

. | didn't, I never thought of saying it, I, I dtdn'‘t ~ - ==~

mean anything by it. I just said it.
Yeah, but okay do you go on here to explain rhythm?

Um,” I can't remember.

Okay, let's play (it further).



VIDEO:

.
N

i

Now, you didn't. Okay.

was?

>

Were you, were you thinking
when you mentioned rhythm that they knew what rhythm

that.

Yes, 1

So they would make the connection between accents and

Uh, yeah. 1[I never sisppeﬂ to think if they would know

Just assumed that they

)

(Video sound not working).

Okay so you're giving them more information on different

Interactive . , ) ,
decision on |T: Was I thinking that I mentioned rhythm?
delivery think I would be thinking
system un-
planned. I: Okay. -
T: 'Hithout. without ...
[
IT:
rhythm.
T: 7
— what rhythm was. [ guess |
would know
_ VIDEO:
Goes off on |. ¢ "
tangent. I: Oh, we've got a blank.
Explaining T: What happened to the Sound?
more about [E:
accents. kinds of accents, right?

Inst?uction-[T:

al decision.

u&
T:
I:
T.
Action by T
demonstrat-
ing tape
accents in
text. -
. I:
T:

Uh, hum. Yeah. I was trying to get back to my original

lesson.
Yeah, for sure.

Laugh.

Were you ca]ling all three of thase markings, a:cent

markings?

Yes.

And | taped my horn here and I try and demgnstrate if

the sound is (really rela

good demonstration out of prime texti.

playing a note doesn't re

tive),..

a]iy..‘:

. which

With these different accents...?

wasn't a very

. 1ike just

Yeah, it doesn't really say much about it. If you

don't hear it in a phrase,

back on).

it means.

. ’1 ‘

33’

ideo sound coming
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Interactive
decision -
for disci-
pline.

Content
sequencing
secure.

Reflective
idea on

" interactive
decision.

VIDEOD: -
: Did you hear that klinking in the background?
:T: Uhm;, humm. ~__
.'1: But, why didn't you do some@Ning about it? .
T: 1 did, 1 asked her a question and she stopped.
1: Okay™ |
iT: Laugh.
‘I: Okay.
VIDEO
(?; Okay, why did you pick variance?
iT: It was a word that popped into my head, (laugh).
I: What about breéthing? Did you ever consider that?
- .T: Breathing.
1: Ye;%. or do you consider the breath suaparteas a

function of articulation? In other words,... if you
give more air, you can, you can, you can have the...

(Hold) without be covered under dynamics. Under Loud.

Dkay.

Wouldn't it?

Yeah, well it depends what instrument you're on.
Yeah.

Blow ﬁarder you get...

Well this whole accent thinking get very complicated.

" You see it was getting very complicated here.

Laugh, yeah.

: “My 1nitial concept of teachtng the lesson was a very

simplistic interpretation of what an accent was, but
they kept asking all these... complicated questions.

Okay, now, when they were asking those, did you feel..

uh, thr? by having to answer them or...

-,



Content
structure
questioned
as far as
delivery
system,
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-

Yes, yes because ] knew it was taking me away from
my first simplistic ...

Yeah.
Definition of accent.
Okay, is that...

In fact 1 was having to...

4

Yeah.

Almost contradict myself...
Is that because you're own definition of accent is not
that secure?

Uh, that. No. ‘Well perhaps, perhaps in part, because
I wou1d find accent a hard thing to package into 2
definition.

Yeah. - =

Uhm, I could talk around accent for a long time, at a
level with these people, that uereaignpst talking up

here.
L }
Uhm, humm. 1

Uh, like to packyge it for a Grade VII class ina
lesson 1ike this| I, I'd have a hard time doing it {f
they start asking me questions and didn't just accept
what I said ise”this is what an accent is.

Okay, how is, how does acceptance lead to understanding?

How does acceptance lead to understanding on their part? -’ <:

Yeah. ' . LT
About accents? _ 7;%;:—4

Think of Grade VII's.

Uh, well the acceptance of what, what they're accepting
is true about an accent. It might be simplistic and ¢t
might only be one part.

Whole certain facts and obeyance until it gets into
larger... )
Yeah, yeah sort of 1ike the way you teach lots of things,
you know little increments at a time,
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1: Yeah.

Reflection on |T: And as they learn more of the music, becausé, personally,
instructional I feel the way to teach accents isn't in a class like
delivery. this. It's in a piece of music when they happen. Like,
imitation. Listen to someone who does it correctly.

‘r.:r"

Okay.

o

Am 1
~ I: Yeah, okay, that's all. Let's get on with this.
- VIDEO: g
N L. ﬁ & T: Laugh.
No self- .
E“‘Uﬂdﬂgﬂ 'T: What a way to come back from reading week.
at en o
~except I: Onh, that was it. -
~T: Yeah, thank goodness.

I: Laugh. Oh that was terrific .

- -

- IT:  Laugh. Pretf;ngggi entertainment, eh?

li: Yeah i

EE At b St T M G D . s ey o S T R -ail;
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Appendix K
© !(Question-1) Behavior Affects of Modelling .

As indicated in Table 3 siggificant differences were noted only in .

,'gieééﬁ separate behaviors. Both the pre- and post-test scores have been
‘ indjtaieii However, since the fregdencies are low the discussion of the
di%fereE§ES‘in,statistiaal terms is followed by a general discussion which

5

: ’ . e : ,
focusse$ on the results and theiﬂfEffEets.
- S

L

; Twenty-four of the-tea;hing behaviors shawe%)mean increases for

_ Group A. Aithoﬁg&fﬁhgreiyere si;niffiant differéﬁces in_§1even behaviors:

2 (teashef‘bgginﬁ-speakéng when a1l pupils are payingijttent%an), 3 '
(teacher introduces the lesson with brief overview), #4 (emphasizes objective),
#5 (teacher has students note objectives after presenting them), #7 {presents

£

information clearly), #8 [communicates at the pupils' level of comprehension),

#15 (displays students' work and accomplishments), #18 (tea;her prevents mis-
“Yehaviors from continuing), #21 (smanthness)? #22 (momentum), and #26 (empathy),
no conceptual pattern emerged. | /7

However, looking at general scores, the Group A subjéctg began the
lesson and introduced éhe lesson objective much more e%fective]y after the
treatment than before. Likewise, the behaviors centering around the use of
activities, optimizing agadem1§‘1eérning time, and selecting suitable
repertoire were more effectively implemented, as were the end-of-the-lesson
behaviors which deal with a review being presented and the pre-service
teacher leaving the pupil with the feeling of accomplishment. Scores also
!1mprﬁved on behaviors based on praise and criticism, i.e,, ﬁFft;Eme used
with discretion, discipline directed accurately, misbehaviors prevented from

continuing and praise used as specifiea11y as possible.



The next cluster of behaviors is composed of generic teaching principles
(#19 - 26) which are referred to across grade level and subject matter. The
preﬁservigg teacher scores all showed increases which imply that 1f a lesson -
is argaﬁ;zeds the overall teaching style improves. The style elements include
pacing the lessaﬁ. a smooth flow of events, a clear presentation, abflity to
motivate children, attending to more than one issue at a time, offering‘a warm
accepting "atmosphere far‘;q11dren, and responding to feelings of children.

Finaliy; the last five ;e;avicrs deal with interaction (only coded in the
pcs%steatmenf) and were effecti€ely implemented as evidenced by all scores being
above 3.5 except for one score (éehavigr #27) which was below 3‘5. This result
indicates that the teacher: rephrased and gave clues to élieit improved . fﬁg
responses, used praise appropriately, gave mild criticism to more able pupils,
and responded accurately to pupils‘ responses. Although no scérgs were avail-
§b1e for the pre-test, information on pre-test interaction can Eﬁﬁqptained
- from Table 3 and the following discussion.

The types of questions asked during the lesson for both the pre- and
post-test were mostly product questions. This is in agreement with Stalling
and Hentzell's (1978). study which cites evidence for the frequency of factual
single-answer questions which ére Dasitivéiy related to achievement 1in direﬁtr
teaching for skill subjects (i.e., music, math and reading). Group A tended
to ask more product questions in the post test (35 compared to 21 questiaﬁs)
and fewer process questians‘(zs compared to 9 questions). The next sections
will discugs classroom events and class interactions. |

" Classroom events are categorized into drill, activities and class-

‘room management. Instructional activities are the basic structural units -
for classroom action and are téacher directed. They have an important
function in the teacher's planning decisions (Doyle, 1977). Drill 1s that

element in the lesson that is consistently repeated. Classroom management



is the form of activity used to ;ecure attention and to maintain order
- (Gage, 1963; p. 3).

The time spent for teaching the lessons was approximately forty
minutes for the sectionals and full rehearsals and fifty minutes for the
general music classes.  Rosenshine (1979) cites evidence for the number
of academically engaged minutes and the amount of content covered as
being important for gains in pupil achievement, a2 point of view
supported by this study. ‘

The amount o; time spent on drill in Group A lessons increased
from 19.11 minutes to 24.08 minutes. Since a concert date had been pre-
viously set for the week following the observations, tﬁere is a natural
tendency to increase the time spent on drill. In addition, h;;everi the
subjects also increased the amount Bf“time spent on instructional
activities for the pupils, an increase from nine minutes to fifteen
minutes. Due to the increased time spent on drill and instructional
activities, the time spent on classroom management decreased from 6.88
minutes to 3.58 minutes. Therefore it can be concluded that the pupils
spent more academically engaged minutes in the post-treatment lessons.
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Difference of Means

This discussion will center around the changes found in teaching be-
haviors, classroom events and interactions. Only one significant differ:‘
ence was noted and since the sample number was low, it is appropriate to
1imit the discussion to general differences in the means. Conclusions
will be drawn from the results of the teaching behavigrs and the effects
on the classroom events and class interactions.

Of the thirty-one behaviors noted, only fourteen behaviors improved
while one remained constant. Contrasted with Group A who improved on’
twenty-four behaviors, it is important to note that this group was nat as
effective in changing their teaching patterns. ‘

The behaviors centering araund the presentation of lTessons (1i.e.
ibehaviors fl - ]é) showed marked variation between pre- and post-tests.

In the beginning-of-the-lesson, only two behaviors improved: intr;ﬁgcing
the lesson with a brief overview and presenting the lesson objective.

The behaviors associated with calling the class to attention and the .

- Students' noting the lesson objective were less effective in the post-test
than in the pre-test. The middle-of-the-lesson behaviors all improved as
the Subjetts preseqted the information to the pupils in a clear, orderly
maﬁner, communicated at the pupils' level of comprehension, used a variety

of instructional techniques, and selected repertoire material which was

suitab1e to the pupils' level of performance and understanding. The end-of-

the-lesson behaviors also showed 1mprnvewents as the subjects, after study

of remedial materials, returﬂed to the orig1na1 repertoire with increased

understanding, reviewed the main,ideas of the lesson, developed an appropri-

ate evaluation system for use at the end of the lesson, and left the pupils

A"

P
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with a-feeling of accomplishment. However, the praise and criticism
behaviors did not show improvement. Criticism was used with discretion
and included some correctAalternatives.

Ultimately, since some discretion was penl;ittgd iri the pre-
sentation of the lesson, the net result on the generilrteaching style
was one of regression. The(behaViors having to do with withitness,
smoothness, overlappingness, momentum, and persuasiveness were all
behaviors which showed a defrease in their effectiveness of implementa-
tion. Only the behavior of warmth showed improvement and the behavior
of empathy stayed about the same.

The teaching periods of the music lessons were forty minutes for
the sectionals and full rehearsals and fifty minutes for the general )
music classes. Colbert (1979) cited«e;idence that a teacher is better
able to create and control the behavior setting of her classroom if
She considers both the instructional activities, and teaching routines,
which includé both teaching pro;edures and general classroom management,
Etrategies. The present study fnvestigates considerations 1n;alviﬁg
classroom management, drill and instructional activities. E

‘ The amount of time spent‘on drill for Group B increased from 17.22
minutes to 21.70 minutes. The time spent on instructional activities
decreased, however, perhaps due. to the pressure of ;he approaching
concert. The most important finding was that the time spent on classroom
managaneﬁt decreased from 9.00 minutes to 5.10. Apparently, less time
was spent.ob classroom management events with the shbj;cts in Group B,
when more time was spent oﬁ drill._:gywever. the decreased time spent on

instructional activities needs further explanation since research indicates

directed instructional activities contribute greatly to pupil achievement



gains (Chapter V). v

The teacher-student interaction is displayed in both the last five
behaviors, and the relative frequency percentages of the product and
process questions asked by the subject during the teaching of the lesson.
Although no pre-scores are available, Group B subjects tended to use
praise and criticism appropriately in their interactions and also accepted
pupils' questions and comments as évidenced by the mean scores of 3.00 or
above for the last three behaviors. Like Group A, most of Group B's
questions;were prnduct orientated in that they were direct, single-answer,
and factual. This was true during both the pre- and post-test observation
peridds. There was a notable increase in the percentage of product
questions asked, from 47% to 60%. The number of process qgéstions“
decreased from 21% to 13.8%. It can be concluded that the treatment was

effective in helping Group B interact with more product questions.
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This discussion will center around the teacher behavior changes, the

apanges in the classroom events (drill, activities, and classroom manage-

nand the changes in the class interactfons resulting from the
teacher¥s use of behaviors. Since the number of observations was small,
and only two significant correlations exist (#1 and #8) the genera)
difFerencé% of the means will be discussed rather than only the significant
differences. From this discussion, céi\clusions are ifrawn regarﬂing the
teaching behaviors and the subsequent effects on the classroom events and
interactions. ‘

Of the thirty-one noted behaviors, only seventeen improved in Group

C. By comparison, Group A increased in twenty-four behaviors and Gra

in fourteen behaviors. Of the three, sherefore, Group A was th mo
effective in changing their teaching patterns.

The behaviors fall into two categories: bemaviors involved in pre-
senting a lesson and generfic teaching behaviors. In presenting the lesson,

Group C subjects were not effective at calling the pupils to attention,

but they did effectively introduce the lesson with a brief avervieﬁ,
presented an objective, and had the pupils note that objeciive.. On these -
three behaviors, there were increases in the mean scores for the subjects,
The middle-of-the-lesson behaviors all showed an increase. The subjects
wérexeffective at demonStrétiﬁg the objective to be learmed, presenting
the information in a‘éixgr orderly manner, communicating at the pupiils’
level of cumprehension and using a variety of instructional techniques,
thus making better use of academic learning time and the carefully

selected repertoire méteria1; The endgef!thEaiessaﬁ bekaviors all

>



decreased in effectiveness of implementation i.e. the objective was not

put back in the rep2ft$ire with increased understanding, no evaluation
system was developed and the work of the pupils was not displayed. However,
6roup C subjéct; were effective in their use of criticism and praise, but
they were not as effective in directing disciplinary action or preventing
nisbgh;§iars from continuing.

With the exception of numbers 23 and 26, the generic teaching
behaviors all were implemented with increased effectiveness. The subjects
showed iﬁcreases in withitness, smoothness, momentum, persuasiveness and
warmth. Haﬁé?g;ixtpe behaviors of clarity and empathy remained unchanged
“in their effectiveness of implementation, possibly due to existing
disciplinary problems.

The behaviors dealing with interaction-all showed high means
ranging from 3.20 to 5.00. Even though no comparison is available
directly with the pre-test scores, the subjects were effective 75% of
‘the time in se1ezﬁiﬁg many different pupils to respond to questions, in
staying with a pupil longer toobtain a correct response, in appropriate
praise and criticism and in acceptance and integration of pupils’
questions or ccmments. | |

The time spent in teaching the music classes was forty minutes for
each of the sectionals and full-rehearsals and fifty minutes for each of
the general.music classes. The amount of time spent on drill for Group C
increased from 20.9 minutes to 22.0 minutes. The time spent on in-
structional activities decreased, haﬁeve%, from 14.35 to 9.17, probably
due to the pressure of the c0ﬂce?ti As in Group B, the most pertinent
finding was the time. spent nn-ciassr;am management wh1§h decreased from

9.00 minutes to 5.23 minutes. While less time was spent on classroom
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mghagement, more was spent on drill which caused diséipiine problems
during the administration of the post-tests. The causes of the discipliine
problems and their in%iuencevan correlations which exist between the
behdviors and the events of the classroom were discussed in Chapter vI.

The last five behaviors and the total number (i.e. frequency
percentages) of the prodyct and process questioﬁs describe the interactions
in the classrooms observed. Although no pre-scores were coded, Group C
all the interaction behaviors (i.e_,Pehaviors #27 - 31) effe&fiveiyg These
behaviors include the selection of ménx pupils to respond, the instigation
of a sustaining effect withrpupi]s, the use uf'appropriate praise and
criticism and the acceptanée of pupils' answgrs>and responses. It is of
interest to note that in Group G, the number of pfﬂduct questions dropped
dropped from 29 to 4 questions. The relative frequency was not noticeably
changed, however. Perhaps the presence of discipline problems associated
with the_éaststest scores could account for the subjects gskiné fewer

questions.

Summary of Resuits

L

The significant differences noted in the groups were as follows:
Group A obtained eleven significant differences when the pre- and post-
test scores uére compared. Graﬁp'B Sbtained one significanf difference,
and Group C obtained two. | |

'Gehe?a11y speaking, however, Graué A improved theik performance B
on twénty-faur behaviors, vhi]e Groups B and C improved on fourteen and

seventeen behaviors, respectively. o~



The most ngtmrthy improvement in classroom events occurred in
classroom management at which all groups spent less time. Group A
increased the time spent on drill and activities. Groups B and C
spent Tess time on activities and more time on drill.

The classroom interactions included the following results. A1l
groups de;:reased their use of process questions.. Groups A and B in-.
Ergased the frequency p;fﬁentage of product questions, while Group C
stayed approximately the same. Both Groups A and B asked approximately
the same number of questions in total, while Group C asked substantially

fewer,
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Appendix L

Question 2) Correlated Behaviors for Groups

" .

In the following section, the correlations of the behaviors to %he
classroom events and interactions for all groups will be discussed. The
results of the correlations are found in six pre- and post-test tables for

- each group. Three sub-sections ui]l'discuss the results for each group.

&

This sub-section includes a discussion of ‘the pre- and post-,
correlations for Group A (Tables 8 and 9). ;

Pre-Test: Three gehaviars correlate with drill in the pre-test for
Group A.i These are numbers 3, 6, and 17 which state respéctively: the
teacher begins the lesson with a brief overview, the teacher gives a’
demonstration of explanation, and the teacher directs disciplinary action
accurately.

A behavior which correlates with activities in the pre-test is
number 9 which states that the teacher use a variety of instructional
techniques to meet t'hg learning needs of t;te pupilé_

Three behaviors which correlate with classroom management in the pre-
test are numbers 7, 9, and 23.ﬁhfch state respectively that: thé teacher
presents the information in a CTearzand organized manner, the teacher uses
a variety of instructional techniques, and thé teacher is clear in
presentations to class,

Féur behaviors which correjate Qith product questiehing in the ére* o
test are numbers 2, 10, 20, and 22 whicﬁ staée respectively: the teacher
stops speaking until all pupils are paying attention, the teacher optimizes

academic learning time, the teacher attends to more than one issue at a2
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time and (monentum) the teacher's behavior maintains the pace of the
lesson. o . |

Eleven behaviors which correlate with process questioning in the pre-
test are numbers 3, 5, 12, 13, 15, 18, 19, 20, 21, 24 and 25 which state
respectively: the teacher begins the lesson with a brief overview, the
teecher has the students netate the objective, the teacher puts the high-
light or the objecgive b?ck in the reperto1fe with increased understanding ‘
at the end of the lesson, the teacher reviews the essential content of
the lesson, the teacher displays the work of students and leaves them with
s feeld g;?f 1¢§oap1ishnen£. the teacher prevents misbehaviors from
continuingwithitness, overlappingness, smoothness, persuasivene;s, and

wannth

Post-Test: Behavior number one correlates with drill 1n/&he post-
test in Group A.. This behavior states that the teacher begins speaking to
the group when all students are paying attent1on ®
i _Four behaviors correlate witq‘izetructional activities in the post-
test for Group A, numbers 18, 19, 24 and 27 which state respectively: the
teacher prevents misbehavjors from continuing, (withitness) the teacher
is aware of:whax was going on in the classroom, peréuasiveness, and many
different pupils are selected by the teacher to respond to questions.

Two behaviors correlate with classroom management in Grqup‘A in
the post-test, numbers 12 and 27 which state respectively: the teacher
puts the highlight or\objective back in the repertoire with increased
understanding at the end of the lesson, and many different pupi1s are
selected by the teacher to respond to questions

Seven behaviors correlate with product questions for Group A in the

post-test, numbers 4, 5, 6, 8, 10, 22 and 3l‘wh1ch state respectively:



the teacher prEsEﬂés the objective to be emphasized, hgs the pupils
notate that objective, proceeds by a denbnstration or exp1anatiaﬁ of
that objective, communicates at the pupils' level of camprehensfon.
optimizes academic learning time, momentum, and teacher integrates pupil
initiated interaction.

Five behaviors correlate Qith process questions in the post-test
for Group A, numbers 1, 19, 24, 25 and 29 which state respectively: the
teacher introduces the lesson with a brief overview, withitness,
(per;ugsiveness) the teacher 1s'éble to motivate the children, warmth,
and the teacher uses praise to reward outstanding work or to encourage

other pupils.
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Group B
This sub-section dincludes a discussion of the pre-and post-test

correlations for Group B (see Tables 10 and 11).

Pre-Test: Four behaviors correlate with drill events in the pre-
test for Group B. These behaviors, numbers 9, 15, 20 and 25 state
respectively: thg teacher uses a variety of instructional iechniqugsg the
teacher displays the work of the students and leaves them with a feeling
of accomplishment, overlappingness, and warmth. j

There are no behaviors which correlate with 1nstructﬂanaf activities
in the pre-test ?Dr Group B. N

!Eleven behaviors which correlate with classroom management in the pre-
test are numbers 3, 6, 7, 10, 12, 13, 21, 22, 23, 24 and 29 which state
respectively: teacher fntroduces the lesson with a brief overview, a
the teacher presents information to pupils in a clear and organized manner,
the teacher ensures that pupils are actively involved in learning tasks,
the teacher puis the objective back in the repertniré with increased |
understanding, the teacher reviews the main ideas at the end of the lesson,
smoothness, momentum, clarity, persuasiveness and teacher uses praise
to reward ag well as to encourage pupils.

Tﬁe1vé behaviors which correlate with product queséiaﬂs in the pre-
test for Group B are numbers 2, 3, 5, 6, 13, 15, 17, 19, 20, 22, 24 and
26, which state respectively: the teacher stops speaking until all students
are paying attention, the teacher introduces lesson with a brief overview,
the teacher has students notate the objective, the demonstration precedes

the pupils' attempt at the objective, the teacher reviewsthe main ideas



near the_mdiof the lesson, the tea;her :jisp]:yé the work of t,hQ '
~students and leaves them with a f;eiiﬁg of accomplishment, the teacher
directs disciplinary action ;ccuratETJ, withitness, overlappingness,
(momentum),..the teacher's behavibr maintained the pace of the lesson,
persuasiveness and empathy. | , :
There are no behaviors which correlate with process qugstfoﬂs in
the pre!te;t for Group B.
Group B.
Two behaviors correlate with the drill post-test for Group B.
Thése are behaviors numbér 9 and 26 which state respestivé]y: the teacher
uses a variety of instructional techniques adapting instruction to meet

learning need, and (empathy), the teacher responds to the experiences

of children.

A behavior which correlates with activities in the post-test is
number 9 which states that the teacher uses a variety of instructional
techniques adapting instruction to meet learning need.

A behavior which correlates with classroom management in the post-
test is number 16 which states that the teacher uses criticism with
discretion and shQZId include some specification or desirable alternatives.

Four behaviors which correlate with product questions in the post-
test are numbers 4, 6.55 and 29 which state réspg;t1v31y: the teacher
presents the objective that is to be emphasized at the beginning of the
Yesson, teacher presents a demonstration which precedes pupils® attempt
to do the work, teacher should use a variety of instructional techniques,

and the teacher uses praise to reward outstanding work or encourage

other pupils.
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Ten behaviors which correlate with process questions in the post-
test are numbers 1, 3, 4, 6, 7, 12, 17, 19, 24, and 26 which state
respectively: the técher" begins speaking when all students are paying
attention, the teacher introduces the lesson with a brief overview, the
teachez presents the objective that is to be emphasized at the beg‘inning
of the lesson, a demonstration precedes the children's attempt to work
;t the objective, the teacher presents information in a clear and
organized manner, the teacher puts the objective back in the re‘ir—e

with fncreased understanding at the end of the lesson, the teacher
directs disciplh?ary action correctly, (wiﬂ;hitness) the teacher is
aware of what is happening in the ciassm}f;"(beréuasiveness) the teacher
is able to motivate children, and (empathy) the teacher responds to

meanings, feelings, and experiences of children.
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Group C

In the following sub-section, a discussion of the pre- and post-
test correlations for Group C will be given (see Tables 12 and 13).

Pre-Test: There are no behaviors which correlate to drill in
the pre-test for Group C.

A behavior which correlates with instructfonal activities for Group
C is number 26 which states that the teacher respond to feelings, meanings,
and experiences of the pupils.

Three behaviors which correlate with classroom management in the
pre-test for Group C are behavior numbers 2, 17 and 26 which state
respectively: the teacher stops speaking until all students are paying
attention, the teacher directs digsipjiﬁary ac}ion accurately and
(empathy) the teacher responds accurately to mez;ningsl feeltngs, and
experiences of the children.

Five behaviors which correlate with product questions in the pre-
test for Group C are numbers 6, 12, 18, 23 and 26 which state respect-'
ively: a demonstration precedes the children:s attempt to work at the
objective, the teacher puts the abjectfye back in the repertoire with
increased understanding at the end of the lesson, the teacher P;EVEﬁtS
misbehaviors from cantinuing. clarity, and the teacher responds accurately
to meanings, feelings and experiences of children.

Three behaviors which correlate with process questions in the
pre-test are numbers 5, 16 and 26 which state respectively: after.
presenting the objective, the teacher has the students note it, critfcism
is used with discretion and should include desirable or correct alterna-
tives, and the teacher responds accurately to meanings, feelings, and

experiences of children.



Post-Test: Following is a description of the post-test results for
Group C. - ) |

Efght behaviors which correlate with drill in the post-test are
numbers 1, 2, 8, 10, 11, 15, 19 and 24 which state respectively: the
teacher begins speaking to group when all students afe'paying attention,
-the teacher stops speaking until all students are paying attention, the
teacher communicates at the pupils' level of comprehension, the teacher
ensures that pupils are actively engaged in learning tasks, the teacher
selects repertoire material which js suftabte f@é the students' level of
comprehension, the teacher displays the work of the students and leaves
them with a feeling of accomplishment, (withitness), the teacher is auarer
of what is happening in the classroom and (persuasiveness), the teacher
is able to motivate children. : z j

Nine behaviors which correlate with activities in the post-test are
numbers 3, 4, 5, 6, 9, 11, 16, 20 and 27 which state respectively: ‘the
teacher introduces the lesson with a brief averview, the teacher presents
the objective that is to be emphasized at the beginning of the lesson,
after presenting the abjeﬁtive, the teacher has the pupils note it, a
~demonstration precedes the pupils' attempt to perform the objective, thel
teacher uses a variety of instructional techniques, the teacher selects
repertoire material which is suitable to the pupils' level of perfaﬁmancé
and undEfstihd*ﬂg, critdcism is.used with discretion and should include
alternatives, (GVEF]éﬁpingﬂéss), the teacher {s able to attenﬁ to more than
one {ssue at a time, and many different pupils are selected by the teacher
to respond to questions.

Six behaviors which correlate with classroom management in the post-

test are numbers 9, 10, 22, 24, 25, and 27 which state respectively: the
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teacher uses a variety of instructional techniques, the teacher ensures
pupils are actively invoived in learning tasks, (momentum), the teacher
behavior maintains the pace of the lesson, (pegsuasivgﬂgss), theiteaeher
is able to motivate the pupils, (warmth), the teacher provides evidence
eflcaring and accepting the pupils, and many different pupils are selected
by the teacher to respond to questions. ’ |

Seven behaviors which Eorreiéte with product questions in the post-test
are numbers 1, 2, 10, 16, 17, 19 and 20 which state respectively: the |
teacher begins speaking to the group when all stydents’are paying attention,
teacher stops speaking until all students are paying attention, the teacher
ensures pupils are actively engaged in learning tasks, criticism is used
with disEEetign and includes some desirable alternatives, the teacher
directs disciplinary action accurately, the teacher is aware of what is
happening in the classroom, and (ayeriapgingness), the teacher is able to
attend to more than one issue at a time.

Fifteen behaviors which correlate wifh process questions in the post-
test are nuwber§ 1, 2, 3, 4, 6, 7,9, 10, 12, 17, 18, 19, 20, 25 and 28
which state respectively: the teacher begins speaking when all students.
are paying attention, the teacher stops Spéakingvuntii all students are
paying attention, the teacher introduces fhe lesson with a brief overview,
the teacher presents the objective that is to be emphasized at the
beginning of’ the lesson, a demonstration precedes the children's at-
tempt to work at the objective, the teacher presents information to pupils
in a ciear and organized manner, the teacher uses a variety'of tnstruc-
tional techn}ques aéapting instruction to méet learning needs, the teacher
ensures pupils are actively engaged in'TEarning tasks, the teacher puts
the objective back in the repertoire with increased uﬁderstanding at the

end of the lesson, the teicher directs disciplinary action accurately, the



teacher prevents misbehaviors from continuing, (withitness), the

. teacher 1s aware of what {s happening in the élassroom. (overlappingness),
the teacher {s able to attend to more than one issue at a time, (warmth)..
the teacher provides evidence of caring and accepting the pupils, and when
pupfls' answers were incorrect, the teacher uses techniques to help

pupils give improved responses.
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Appendix M .
(Question 2) Correlated Behaviors and Contexts

Conners (1978) cites evidence that contextual variables within
subject areas or lesson modes do not have any pervasive influence upon
teachers' behavi&rs, However, Conners did mention the need for further
investigation in this area. The present study will investigate the
validity of his theory by comparing the mean scores of the teaching.
behaviors in different music contexts.

“The pre-test scores show variations in their means. Low scores are
those under 2.5 and high scores are 3.5 or above. The lowest scores found
in the pre-test results are found in the full-rehearsal and general music
where. a total of three scores for each are below 2.5 (see {abie 19 for
‘behavior numbers). These behaviors center around the middle of the lesson.
The highest group of scores is found in sectionals where a total of 18
scores are 3.5 or above (see Table 19 for behavior numbers). These
behaviors cluster around the three facets of presenting a lesson and include
the teaching style behaviors as well. Twenty-one high scores were also
found in general @usic (see Table 19 for behavior numbers).

Post-treatment scores ﬁheued substantial increases in all music con-
texts. Significant improvement was especially noted in full-rehearsal and
general music classes. In the full rehearsal, the number of low scores
decreased from three to zero, while the number of high scores increased
from three to nineteen. In sectionals, high score behaviars increased
ffém eighteen to twenty-two. In general musicjiiaw score behaviors
decreased from three to zero and high scores increased from six to twenty-
one. In summary, general music and f611srehearsal displayed the greatest

number of significant differences, and all of these were positive.



318.

In comparing the means of the behaviors in the various music con-
'texts notable pre- and post-test score increase or decrease is defined
as a variation of .5 or more in the mean. In sectionals (Table 17) mean
scaéés on eighteen behaviors increased seven notably, and ﬁine decreased.
Only behavipr number 8 (i.e., should communicate at pupils’ ieve]) showed
a significant increase. In the full-rehearsal (Table 15), of the
twenty-seven scores in which increases were noted, seventeen were notable
(i.e., behavior numbers 3, 4, 5, 7, 8, 9, 10, 11, 12, 13, 15, 16, 17, 18,
- 21, 25 and 29. Ié general music (Table 16) of the twenty scores fn which
increases were noted, fifteen were nataﬁTe‘(i.ei,behavior numbers 1, 3,
5,6, 7,8,9,12, 13, 14, 15, 22, 23, 26 and 29). Only six means in

general music displayed a decrease. In summary, post-test scores

in sectionals (i.e., 12 behaviors in total). Perhaps these behaviors for
sectionals which involve only a small group of pupils, are not as .
effective as teaching behaviors for larger groups. The effect of the above
bepaviors on the events of the classroom (drill, activities, classroom

management) and class interactions will be discussed in Chapter VI.

Summary of Results

This section discusses the results of the classroom events in each
music céntext.

Rosenshine (1979) found in effective teaching half the available time
should be devoted to drill. The findimgs of the present study confirm
Rosenshine's view that at least half of the avaiIabiE-teathing time was spent

on drill in each music context. Additional findings indicate that in sec-
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tionals and general music, a quarter of the time is speﬁt on instructional
activittes.

A diffecence between the pre- and post-test scores which is con-
sistent for each muéic context was the expenditure of less time in class-
room managemeht. This agrees with Rosenshine (1979), who found favorable
evidence for the use of direct teaching behaviors.

The time spent on instructional activities in the post-test_in
sectionals anq general music increased, while full-rehearsals decreased.
This decrease was probably due to tﬂe pressures of the advancing concert
which was scheduled for the next week. However, Group A, in spite of the
imminent concert, increased the amouﬁt of time in instructional activities.

An important finding is that since the time spent on drill in
.general music increased (by approximately 1/3) there was a decréase 1n'thg
amount of time spent on classroom management. These findings agree with
Gagne and Briggs (1974) who cite evidence that an increase‘in the use of
drill will produce a decrease in the amount of time spent on disciplinev

in the classroom.

»
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Appendix N
(Question 3) Correlated Behaviors and Feedback Effects

" Group Comparisons

Comparisons of the means for Groups A, B and C are found in Tables 20
'21 and 22. A summary of the results for the Groups is found in Table 23

Context Comparisons

Differences of the means for the music contexts (Sectionals, Full

Rehearsals, and general music classes) are found in Tables 14, 15 and 16

A summary of these results is found in Table 19.

Summary of Group Results

This summary of the preceding section is in two parts: the analysis
of the group scores (Tab1e 23) and of the context s;ores‘(Tabie 19),
- The Group A scores for subjects in the pre- and post-tests include
both,significant and general differences. In the scores for this experi-
mental group, tﬁere are eleven significant differences for behavior numbers
1, 3, 4, 5, 7, 8, 15, 18, 21, 22 and 26 respectively. These_ﬁehaviors
include, calling the class to attention, fintroducing lesson with a brief
overviéw. emphasizing the objective, students noting the objective, pEee .
senting information clearly, communicating at pupils' level of comprehen-
. sjon.ldisplaying pupils' work andﬁacaampiiéhment; preventing misbehaviar§
from continuing, smoothness, momentum, and empathy. Since the entries
for each group are re1a£ivé1y small (eight or less), a comparison of high
scores and Jow scores' was performed. High scores for the behaviors fare
" means of 3.5 or above, for the ¢lassroom events and interactions aréi
scores above the total sample means. Low scores for the behaviors are
2.5 or below.iand for the classroom events apd interactions are below the

total sample mean.
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In the pre-test, Group A obtained low score ratings on three be- .
haviors and none on the post-test. They also obtafned Tow scores (below
total sample mean)1n the frequency of pre-test process questions ;nich
became high (above total sample means) in the post-test. High ratings
(3.5 or above) were attained in six beh(}Térs in the pre-test and twenty-
eight in the post test. Not only was thg amount of time spent on drill
and activities above the total sample means for the pre-test, so was ther
amuunt of time spent on classroom management for Group A, demonsirating the
need for higher behavior ratings in discipline. In the past-test, the
amount of time spent on classroom management fell below the wmean, while
that spent on drill and activities rose. For the pre-teft, the frequency
of product questions was above the totul sample mean and in the post-test,
below. | :

The Group B scores for subJe;ts in both the pre- and post-tests re-
vealed both significant and general differences. A significant difference
.was found in behavior number 21 - smoothness. General diffgrénces-were
found in the high and low scores of the behaviors, . the classroom events,
and fhe interactions. In the pre-test, two behaviars were Tow (2.5 or
below) and in the post-test, five. The amount of time spent on drill was ffﬁ i
low in both the pre- and post-tests as was the frequency of the pre-test prnduct i%
questions In the post-test however, these product questions were above ‘;
the total sample mean. .In the pre-test, seven behaviors were high (3.5

or above) as were thirteen in the post-test The amount of time spent on

activities and classroom management continued above the total sample mean X

) - Al

in both the pre- and post- tests Process question frequencies were above
the total mean for both the pre- and post-tests.
Group C scores for the subjects in the pre- and post-tests revealed

both significant and general differences. Significant differences were
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found in two behaviors: number 1 - the teacher begins speaking when pupjls
are all paying attention and number 8 - the teacher communicates at
pupils’ level of cgmprehénsi@n. ‘General differences were found in high or =
low scores in the behaviors, the classroom events, and the interactions.

In the pre-test, low scores (2.5 or below) were found in three behaviors,

in the ééstitest. in one. Avlcu score on process questions (below the

total sample mean) was noted in both the pre- and post-tests. High ratings
were found in e1;;en behaviors in the pre-test and in fourteen in the post-
test. The iununﬁ of time spent on drill, aétivitigs and classroom manage-
ment was notably high (above the total sample mean) for the pre-test
especfally in 1ight of the low scores for'drill and activities and high
scores for classroom management in the post-test. The percentage frequency

or product questions for both the pre- and pést!test was high.

Summary of Results

- )
A summary of the differences of mean scores for the music contexts i_ *,'
is fQJﬂd fn Table 19. .51nce pre- and post-test correlations were not |
analyzed in the different contexts, only QEﬂérii pre- and post-test
differences for the total sample will be discussed in the following
section.
The scores obtained in sectionals for the total sample in both the
pre- and post-test include differences in the behaviors, the classroom
events, &nd!the interactions. Two behaviors received a low score in
the pre-test and two low ratings were given in the post-test. The
time spent on classroom management and activities was rated as low on the
pre-test while classroom management and drill were rated as low in the

post-test. The amount of time spent on drill was high in the pre-test
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ghi]e the time spent on activities was high in the post-test for sectionals.
Product questions were rated as low in both the pre- and post-test while
prﬂcéés questions were rated as high in the pre-test, but were low in the
post-test.

, The scores obtained in the full-rehearsal in both the pre- and post-
test include differences in the behaviors used, the time spent on classroom
events, and the Féeqﬂen&y of interactions. In the full-rehearsaT, thFee
behaviors were\Iau in the pre-test while no low ratings were given in the
post-test. Dni; three behaviors in the preitest-coﬁéared to nineteen in
the post-test were high. In both the pre- and post-test, the full-rehearsal
time spent on activities was low, while drill was high. In classroom

management, a Jow rating was given in the pre-test as compared to a high in

The scores obtained in geaeraI‘music in both the pre- and post-tests
reveal differences in the behaviors used, the time spent on classroom events,
and the frequency of interactions. Only a few subjects obtained ratings for
" general music whereas all subjects obtained ratings in sectionals and full-
rehearsals. Of the'scores obtained, three behaviors were low in the pre-
test and none were low in the post-test. Only six behaviors were high
in the pre-test compared to twenty-one in the post-test. In both the pre-
‘and post-tests, the time spent on drill was rated as low 1n'ggneral mus fc |
and high in cIassréom nan:ggment-. A notable difference existed in
activities however, since a high score was obtained in the pre-test and
a low scsreAwas obtained in the post-test. The f;éqﬁenzy of Qrocess aﬁé

product questions was high:in both the pre- and post-tests. .
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Appendi; 0
(Question 4) Different Sample Comparisons

‘A comparison of the CRT total sample pre-test scores and the research-
er's experimental groups (E%ﬁups A, B and C) pre- and post-test scgre§ are
found in Tables 24 and 29. Since the thirteen teaching behaviors (#19 -

31) are believed to be generic in that they apply to teaching across subject
matter and grade level lines, a comparison is calculated first to ascertain
if the groups were essentially the same, and second if indeed any
differences did exist.

Pre Comparison

A discussion of the results of both groups pre-test scores follows.
The results Qf the pre-test scores indicate 951y five significant differ-
ences for all graups; In Group A, behavior number 24 - persuasiveness,
and behavior number 26 - empathy were significantly low as was behavior
number 29 - teacher uses praise to reward and encourage students in
Group B (Table 31). In Gﬁgup C, behavior number 19 (withitness) - teacher
is aware of what is happening in the é1assrnam, and behavior number 22
(m&mentum) - teacher's behavior maint;ins the pace of the lesson, were
significantly TQw, In sgﬁnary. all Qraups were essentially the same on
the pre-test.i |

Post Comparison

A discussion of the r25y1ts of the pre-test scores for the total
CRT sample and the post-test for the researcher's experimental simpie
follows. _
~ The CRT sa§p1e pre-test and the experimental post-test contain a
number of significant differences. It is important, at this time, to |
notice the differences in which the experimental groups were affected by

the treatment. In the comparison of pre- and post-scores on the 13




behaviors, Group A improved substantially on ﬁearly every item. In com-
paring pre-test and post-test scores, Group B behaviors rated lower on
evgry item except behavior number 25 - warmth, and behavior number 29 -
tefcher uses praise to reward pupils' work, while Group C's behavior
essentially did not change except for behavior number 22 - momentum.

In comparing the total CRT sample pre-test with the Group A post-
test scores, all behaviors improved except behavior number 28 - teacher's
use of sustaining questions, which was rated loweé. In the twelve
behaviors that improved, there were four significant differences. In
Group B, all the behaviors except one score were rated lower than the CRT
total sample pre-test. Six significant diffé}ences in the camparisan
were jower. In Group C. all the behaviors were rated below the CRT total

sample mean except behavior number 30, teacher's use of mild Erfiicism

on occasion to communicate expectations to pupils, which uasrsignificgntly

higher. There was one significant differencq which was lower in behavior.
number 20 (bverlappingness), the teacher was able to attend to more than

aneissue at a time.

Summary of Results

In sumna?y. although Group A improved substantjally on nearly all
behaviors because of the smallness of the sémp1e, only five of these
behaviors were significant. Group B's performance declined on most
behaviors and six of these significant differences were notably Iawer.
Group C remained essentially unchanged. However, when cgmpared to the
CRT total sample pre-test, nearly all Group C scores were below the CRT
mean except for one behavior which was significantly higher and one that

was significantly lower.

327.
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- Appeadix P

Instructional Behavior EValuatinn ( . T e

Directions: In questions one (1) through four (4), please circle an

1.

o
—_

2.2

appropriate response for each item.

To what extent did the lecture lessons embody or reflect music
instruction characteristics:

High Low
1.1 Principles 1 2 3 45
1.2 Clarity 1 2 3 4 5
1.3 Usefulness 1 2 3 4 5
1.4 Interest Level 1 2 3 4 5
1.5 Work Load 1 2 3 4 5
1.6 Effectiveness of music instruction
structure - 1 2 3 4 5
1.7 Fairness of Grading. ) 1.2 3 45

On the whole, how much do you think you learned in the lectures?

A great deal

A moderate amount

Not very much

Generally, a waste of time -

(s =y -]

2
¥

On the whole, how much do you think you learned in the practise
53551on5? (If applicable). , .

~a. A great deal
" b. A moderate amount

c. Not very much

d. Generally, a waste of time

On the whole® how. much do you think you learned in the actual

teaching of a music lesson?
]

a. A great deal

b. A moderate amount

c. Not very much-

d. Eeneraliy‘ a waste of time

Planning Instruction: Rate the effectiveness of the instructional
behaviars in assisting you in the following areas:

High Low .
- 3,1 Selecting and specifying goals, gﬁﬁ
. aims and objectives 1 2 3 45
3.2 Selecting instructional strategies 1 2 3 435
~ 3.3 Organfzation of classroom discipline 1 2 3 45
3.4 Selecting and developing materials .
2 3 45

—and act1v1tigs o1
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3. Continued: S
High Low
3.5 Coilahoratlng with others in B )
planning = 1 2 3 435
3.6 Developing procedures and rnut1nes ' 1 2 3 45
3.7 Evaluating instruction or
instructional design : 1 2 3 4 5

4. Conducting and Implementing Instruction: Rate the effectiveness of
the instructional behav1or5 in assisting you with the following areas:

4.1 Structuring/estabiishing rapport/

providing atmosphere 1 2 3 4.5

4.2 Motivating/reinforcing students:
: providing feedback 1 2 3 45

4.3 Conducting discussion/small group

activities 1 2 3 4 5
4.4 Individualizing instruction/con-

ducting individual activities 1 2 3 4 5
4.5 Presenting information/giving directions 1 2 3 4 5
4.6 Utilizing deductive, inductive thinking

or problem solving 1.2 3 45
4.7 Questioning and responding ; 1 2 3 4 5
4.8 Utilizing audio-visual equipment and _

aids 1 2 3 4 5

9. Describe what you feel to be the strong points of the instructional
behaviors based on your experience.

+

6. Descr1be what you feel to be the principal weaknesses of the 1nstruct10na1

behaviors based on your experience. )
1 . ' |

~

List some suggestions for improvement.

8.. A1l things considered, the instructional behaviorsswere: = . .- - . .o. dn

8.1 Excellent : -
8.2 Good .
8.3 Fair
8.4 Poor

(Select one of the above).

=
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Q

Background Questionnaire

Name: Y ___Sex: M F
Tast Name Given Names
University Address: :1,7:,i, _ - Phone: .

University Program This Year

University Music Courses Completed

1. . _ o
2. _ - _
3. o S

4. - .

5. - e _

Place a circle around each high schoa] grade in which you were enrﬂlled in

music.

7 8 9

Subject

Length of Study

10 n 12

Teacher's Name

What Music Examinations (e.g. Western Board) have

you passed?

Subject Institution Grade Level

t mentioned above? Explain.

Describe your experience as a perfgrmer. directnr. or teacher in schoel,

church, or elsewhere.
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