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\\ | | ABSTRACT o
L | E \\ | ::
The major purpose of this study was to investigate teachers'
cognitive processes during instruction in order to categorize~andm
‘deSCIibe the bellefs, principles, rules and other.factors.(such as f

e0010gical yariables) that influence teachers' behavior during the ;

interactive-phase‘of teaching. A sécond purpose of this study was to
investigate the content of the information teachers process during
instruction, while a third purpose of the study was to analyse the |
' effectiveness‘of the introspective‘methodology used\in this’project.

This study was based on a framework which assumed that tedching
4 Q. ! '
is a complex process: and that all facets of a teacher's behaviorx:

including mental processes, need to be investigated if one is to fully ‘

l

understand teacher behavror B\ third assumption underlying this study

is that research into teaching should take place in naturalistic: \

] . - . \

‘settings.

| Nine teachers, three from each\of grades one, three and six
were involved in the study. The teachers came from three different
schools. | »

Stimulated recall methodology was used to gather data concern—

A\

ing teacher’%houghts that were consciously processed during instruction.

Low inference observation data were also: gathered to assist with

>

interpretation of the intrOspective daba ‘ (‘
|
The findings from this study indicated that the nine teachers

consciously processed during instruction a great variety of beliefs
. \

that guided their interactive behavior. All teachers expressed beliefs
| ,
concerning their roles as teachers, the genbral classroom behavior of

pupils, and beliefs associated with how children learn and remember.

AY i
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. The data suggest that thf teachers in this study were
influenced é&, and used three interrelated groups of principles /namely
educational psychology principles, general pedagogical principles and’
principles associated with Yeacher classroom style. The psychdi::ical

principles referred to by. Qhe teachers in this study reflected t

- ' hi

o

practi al application of their beliefs concerning how children learned.
‘The findings in this.study suggest that classroom rules, grade
level and subject area did not have a pervasive influence‘upon the

teachers‘-behavior However, two other magor sets of variables

appeared to influence the behavior of the teachers Ecological <

‘variables appeared individually and collectively to.influence teacher

A

instructional téctics and lesson organization and at times mediated

. the influence of teacher held beliefs concerning teaching and learning.

T

S

The other major variable that influenced teacher behavior was termed

~d§g§yncratic.intrusion and représented a dimension of the teacher's
— personallty or value system. |

The teachers in’ t&}s study showed marked similarities con-~
cerning their styl?s of 1nformation.processing and the content of the
information they processed. The maJority of the teachers thoughts
were concerned with: instructional tactics, perceptions and interpret-
ations;of‘student classroom behaviors and information about student
cognitiveaandAaffective;Sharacteristics. Relatively few thoughts were
related to lesson objectives or content. = |

All teachers in this study indicated they were.consistently
aware of aspects of their own behavior in the classroom and the
influences of some of this behavior upon their pupils.

~The stimulated recall procedures used in this study appear
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Chapter I.

" INTRODUCTION AND STATEMENT OF THE PROBLEM

4

Background to the Study

During the past two decades the study of teacher and pupil

overt behaviors in natural classroom settings has contributed much to

13

the knowlﬁdge of what {teachers and pupils do in classrooms (Dunkin &
Biddle, 't974; Nash, 1976 Rosenshine, 1971) Researchers are increas-
ingly entering classrooms to investigate various aspects of classroom
life in order to better understand teaching and learning. Nuthall
(1974) emphasized the importance of this trend in classroom research by
pointing»out that, "unless we have a'clear picture of the‘way classroom
teaching operates, experimental studiesimay Eistort the nature of the
situation and provide misleading results” (p. 2). Shulman (1977) has
also said that uhat teachers do and think in the classroom, is the
- baslc source of information we have on what teaching is\about. |

. - A B

Along with the*increasing emphasis on research carried out'in
naturalistic settings has come the realization that classroom life is
characterized by many 1nteracting, complex phenomena Jackson (1968),
Smith and Geoffrey (1968) Du.nkin and Biddle (1974) Sutton (1975), and
' Delamont and Hamilton (1976) have all discussed the complexities of .
classroom life and have stressed that many variables must,be taken into
acéount when attempting to understand teacher and pupil behavior in
classrooms and when attempting to establish correlations between

o

process and product.



prinarilf co centratea“upon the observable behaviors of both teachers
and pupils. order to gaiher data, large numbers of classroom.

, observation systems have been developed., \In their anthology, "Mirrors
‘for Behavior III " Simon and Boyer (1974) outlined 99 classroom
observation systems, while Rosenshine and Furst (1973) referred to 121
observation systems. The use of . these observational systems has \\
contributed signifioantlj'to,understandings of classroom life. |

et
However, this research has so far basically concentrated on. observable

te;cher behsvior. The dimension of teacher behavior that.deals with
- how teachers think, that Is.plan, nake decisions and judgements, and
(the-underlyiné beliefs and princinles that inflnehce these. processes,
has been a relatively neglected research tradition. This has lead -
Ponell.(1977) to emphasiZe that, "The pilcture of teacHing is more
’complete in any case, when it incIudes information from multiple

s
/

sourcés and perspectives" (p. 27).

Need for the-§§u@y

o The need to investigate teacher7oognitive processes has been

_ meneioned intermittently in the literature on teaching. )There is, .

b however, an increasing’awareness %hafiresearch ivto'the mentaI lives
.‘of geachers'can contribute to a fuller undersfanding“of teaching.

This interest has been motivated by the assumption that what teachers

_do is influenced by what' they think. Since Gage (1963) declared thati
"the programs that teachers carry around in their heads need analysis"

.(p. 132) there\has been an increasing realigzation of the. need to

investigate teaskers mental life during the various phases of teaching;



Smith th deoffrey (1968) have Rpinted out thati
ERE I I

Teaching must be seen. as an intellectual cognitive process.
What goes on in the head oT the teacher is a critical ante-
¢cedent of what he does. The'way he poses his problems, the
kinds’of goals and subgoals he is trylng to reach, the
alteréatives he weighs as he circumvents obstacles and
barriers, the momentary assessment of potential rewards and
costs are aspects of teaching which frequently are lost to
thé behaviorally oriented empiricist who focuses on what the .
teacher does, to the exclusion of how he thinks about '
teaching. (p. 96)

Walberg (197?) has also pointed out that questions about
teacher thought processes "have been neglected in research on teaching
and must be taken into accougt for a. comprehensive analysis‘of class-

* room 1earning" (p. 33)~ while Marland (1977) h}s stated:

»In research on teaching there 1s increasing recognition that
teacher cognitions are an important mediating 1link between 9\ ‘

. curriculum intent and classroom practice, between antecedent *

"~ and consequential evefits in the classrooms, pr between what is,
at one moment in the classrqom, and what comes next. (p 3) 7

A recent impetus to r@search into the mental life of teachers
has been given by Shulman and Lanter (1977) iho -stated thats

. Much more needs 'to be known about the mental ‘1ife of teachers.
Teacher behavior is recognized.as an important factor in
“teaching and learner outcomes, but how teachers behave and
what they do is directed in no small measure by what they
think.- It is the relationship between thought and action that

* becomes the critical issue in research.on tedaching. (p. 44)

e

Purpose of the Stugx ;

During the past five years the increased éﬁphasis in. investi-

- gating teachers' mental 11fe has focused upon: four main areas (Clark &
©

Yinger, 1977)" A handful of studies so far reported have .concentrated °

“ay

on teacher thought processes during lesson planning, for example,

i

Taylor (1970) and Zahorik (1975). A small number of studies have

focused upon teacher judgement, forlexample, Anderson (1977) and
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. - and Petersb (1976), and Marland (19772):

implicit theories, conceptual or belief systems about teaching, what

e 2

Shavelson, Cadwell and Izu (1977), while an equallv smalfinumber of
studies have concentrated upon teacher interactive decision making, for

example,\Marx and Peterson (1975), Morine’ and Vallance (1975) Clarkn

AN

A fouxth area of study intqyteachers' mental life has investi-

_ gated how teachers' implicit theories, rules, beliefs; and principles

\
influence their behavior during the interactive phase of teaching

;t appears that few studies have investigated this area Among “the

_ reported studies are those by Bussis, Ghittenden and Amarel (1976),

. Duffy,(1977), Barr and Duffy (19?8), and Marland (1977). Because much

of the Judgement and decision making that -teachers carry out stems
from their interpretation of their experlences (Clark & Yinger, 1977,

Wagschal, 1969), it is important to sfudy how teachers conceptualize .

Y

and make sense of thelr teaching world What personal perspectives,

o)

- ) R

principles of learning, motivation, child~growth and development rules

and other factors (such as ecological variables) guide teachers .
behavior during the interactive phase of teaching?

. ‘An understanding of what beliefs, principles and theories -
i;fluence tgacher behavior and how they 1nfluence that’ behavior, is
basic to an un erstanding’ “of the complexitie§ of teaching Further—

more, and in particular, as the majority of teacher education programs

in North America»include core courses in'educational'psychology-

" (Englander, 19?6) and this core component‘is supported by the American

Association of Colleges for Teacher Education (1971), it is significant
for teacher education, a.nd teaching, ‘that efforts are made to asceﬂ

what psychological principles and beliefs the classroom teacher

.
5



processes in the interactlve phase of* teaching.

Gage (1963) has pointed out that there is a need for the

teacher to‘applj-psychological‘concepts'and principles in the class-

room.

He suggested that educational psychology can assist teachers to

understand how pupils learq. as well as guide the‘teacher in his

interactive beéhavior in the classroom. Cage\stated:

S

Teachers need to know how children learn, and how they depend
on motivation, readiness and reinfdrcement. But . . . teachers

similarly need to know how to teach--how: to motivate pupils,

assess thelr readiness, act on assessment, present the subject,
maintain discipline, and shape a cognitive structure. Too
much of educational psychology makes the teacher infer what

he needs to do from what he is told about learners and

_ learning. (p. 133).

However, despite the wildespread teaching of, and . support:farthe

various components of educational psychology, few studies have-directly~

¢

investigated the teacher's use of ps&chological principles during the

interactive phase of teaching. Nuthall (1970) has stated

As far as this inter is aware, no one has attempted to make
explicit the concepts of learning which the skilled teacher
uses as he panipulates the discussions that enliven the  work
in.his classroom. How is he interpreting the responses from
his pupils? What are the signs he makes se of in determining
the course of his actions? It is in the answers to these
questions that the eXplanation of cause and effect in class-
room discussion must lie. (p. 28) .

Winne and Marx (1977) have been critical of "traditional"

research efforts into teaching that have’§9ugqt to establish a network

of .causal paths among a variety of variables. They stressed that,

"Little emphasis has been placed on how teachers gather and process

data which gulde teaching practice, Enuﬂ . . rarely have studies

'characterized or described teaching treatments'or”studente,in terms of

what is known about human learning" (p. 668).

If teacher thinking and.teacher.behavior are guided by sets of
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‘beliefs, theoriés and principles, then as Clark and Yinger (1977)
\ X _ . pab i

pointed out, "More research is reduired»On the relationship between - -

teacher implicit: theories and teacher perceptions, information
S

processing, and behavior" (p 301)

I

Therefore, the maJor purpose of this'study”was to investigate,

. categorize and describe teachers' use of beliefs, principles, rules

a

and other factors (such as ecological variables) that influence their -

behavior during the interactive phase of teaching.
!

The second magor purpose of the study, which is composed of

1 '

. several sub- urposes, was designed to build upon the work of Marland -

1,

(1977) and follow up issyes ralsed in his study When‘onenanalyses

the field of instructional theory, writers such as Carroll (1963,

Bruner (1966), Searles (1967), Strasser (196 ord (1973), and
Bloom (1976) have to varying degrees placed emphasis on what De Vault
and Kr1ewa11 (1970) describe as the four magon components involved in
any classroom instruction: (a) the content, (b) the instruction, (c)
the-teacher, and (d) the fearnert If one is guided by the assumption :

}A' that what teachers dobis influencedoby vhatvthey;think and know
‘(Sea.rvl’e.s, 1967} Shulman & Lanier, 1977; Strasser, 1'96\7'), then it.1is
imperative that all aspects of teacher information processing be
investigated in order to_contribute to instructional'theorv:b As

Marland (1977) has pointed out,‘"further research needs to be
conducted to identify some of the more common features of teachers’
interactive information processing” (p. 239). Therefore, the second
major purpose of-this study~was to investigate the content of the |

information teachers process during the interactive phase -of teaching,

and explore teacher cognitions about lesson obJectives, content
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instructional strategies, information about pupils and any general
phenomena about teaching that 1s utilized during the interactive phase

of teaching. : - 1 _ v |

2
Kol

® The third maJor purpose of this study was to analyse the

effectiveness of stimulated recall as a research tool when used in

naturalistic settings.. Few studies have used stimulated recall in

- \ . .
naturalistic settings (Clark & Yinger, 1977; Marland, 1977), and its

potential weaknesses and strengths need to be ascertained if research
is to benefit from the "wisdom of the practitioner" operating in a

naturalistic environment. 7
: { . i

‘ _ : 3% ‘

\ ‘ Research Problems ; -

N\

=™

' S -
The purposes of this study have been formulated in the

following specific problems
1. What categories of beliefs, principles, rules and other
factors influence teachers behavior during the interactive
phase of teaching'P |

2. When and how do these beliefs, principles, rules and other -

A

factors 1nfluence'teachers behaviors during instruCi%cﬁ?
——— /
3. What is the content of the information/teachers process
during the interaetivé phase of teaching7

- e

,4 j/ﬁee’/érade level, subgect area or lesson mode influence
the content and style of,teachers information processing?-
5. What are the strengths and weaknesses of stimulated recall

methodology when it is used as/é research tool?

v



Significance of the Study

\

\{During the past 20 years, the increasing amount of edﬁcational
‘ research that has focused upon the classroom, has done sp with the
major purposes of unaerstanding teaching behavior; and the complexity
of the classroom scene, so that ultimately, teachipgllea;ning
grocessés can be improved. | X

The importance of this gtudy is five-fold. First o% all, the
study could increase the preéently meagre body7of knowledge gbout
teaching. By moving}akay from a "surface level” understanding of
teaching and inv?stigating teachers' cognitive processing, teadhng'
insfruptional begavior may be further understood, with the poténtial
“for improving the teaching-learniég process.

Secondly, information-géine@ from this study could be of
potential value in pre-service teaéher educafion.' Student £eachefs,
by being made aware of teachers' styles of information processing and
the contént of information»pioceésed during instruction, could gain .ﬁ%
a gre?ter understanaing of the-éompféxity of the teachéf}é role dﬁring
inst}ﬁéiion. - E o | X \;> 

Thirdly, by investigating the beliefs, rules and various types
‘of principles that guide téachers' behavior during the interactive
phase of_teaching, this study could have implications for the curricula
of teacher education institutions. o

Fourthly, this stu@y could demonstrate the potential of
étimulatéa repéil methodology for use with student teachers during

" skill training sessions and field experience sessions. The methodology

appears to offer diagnostic potential for those students who are having

N\



difficult& in t gag%rmal classroom gituation. Similarly, the method
could offer potegtlii UPnefits a[qa<dlagn03tic devlce for teachers in
the fleld who desire toianalyse and lmprove thelr classroom
perférmances. | ¢

. Finally, the expior;tory nature of thils study should generate
hypothesés that leénd 'themselves to investigation 1# further research.
Few studies have so far}investigéted teacbers' information processing
during the 1ntéractivejphase of teaching. The complexitlies of a
teacher's mental behavior during all pgases of the teaching process

offer a potentially rich source of information that when fully

investigated could contribute substantially to a theory of teaching.

Definitions of Major Terms

¢
Major terms used throughout the 'study are defined as follows.
. -<:
Other Wwajor terms used during the study are defined in context.
Belief: is the mental acceptance or conviction in the truth or

actuality of something. )

‘Content Analysis: 1is a technique used "for making inferenoces by

o

systematically ‘and objectively identifying specified

characteristics of messages" (Holsti, 1969, p. 14).

Ecological or Contextual Variables: refer to characteristics of the
teacher's working enQironment.
Dévelopment: is a relatively global term employed to include both the
| maturational and growth processes that transpire from birth to
maturity.
Growth:“refers to the physical aspects of development, but unlike

maturation, does not refer to the appearance of non-physical

-
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. capabilities.

Interactive@ refers 'to the phase of teaching where the teacher is
- involved in.instructional activity with children in the

classroom. - . | ‘ .

Learning: refers to "a relatively permanent change in behavior or

; behavioral potentiality that results from experience and

cannot be attributed to temporary body states induced by
illness, fatigue, or drugs" (Hergenhahn 1976, p. 9).

Motivation is concerned with the question of why man behaves and thef“

| particular conditions that instigate and direct behavior.

|

Presage Ygriables: refer to teacher formative experienCes qnd teacher:

! ' characteristics.

Principle: 1is a maxim, working hypothesis, or‘T%ndamentél law that a
teacher congbiously holds ;hd which exercises ; directing/v
influence on that person's classroom behavior (Marland, J977)

Stimulus Point: 1is a‘particular 1n01dent at which the videotape is

~

stopped in order to assist a respondent to recall thoughts that
occurred concurrently with the overt incident.

Stimulated Recall: is a branch of introspective methodology in which

audio and/or visual cues are presented to facilitite a
subject's recall of the covert mental activity which occurred
simultaneously with the presented cue or stimuli.

&

Thought: 1is the intellectual product or the organized views and

principles of an individual.

Qutline of the Study
. :)J‘
L . e

C This chapter outlined the theoretical background supportin5g the



study, discussed the magoﬁ purposes of the study and presented the
research questlons that guided the collection of data. Major terms -
were defined and the significance of the stud& was discussed.

Chapter II serves several purposes. It first of all describes _
suppont-for'end against the relevance of learning and developmental
" theory. for classroom practice.. Secondly, it describes studies which
have_investigeted the principles and beliefs that guide teachers'
behaviors during instruction, thirdly it outlines psychological
principles that are suggested foi teacher classroom use,’and fourthly, /}V
it describes studies of teacher thinking that have investigated 4 <;
teachers' use of principles and beliefs during instructipn. -

In Chapter III the research design, subjects involved in-the
;tudy,'assumptions, limitationgd, resuits of the'pilot study and data
coliection procedures are described. |

hapter Ii presents the development end description of the
data analysis procedures contained in the study, and the reliability
coefficients of the various components of the‘content analysis system.

.The presentation'?nd initial discussion of results is

contained in Cnapter V, while Chapter”VI contains detailed discussion
of results\eg/they relate to the research quesdons. Chapter VII
discusses conclusions, impiications and reconnéndations ior further

\
research.
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Chapter II

<

REVIEW OF LITERATURE AND RELATED RESEARCH

3 - ‘ — Overviéw

This chapter, when combined with Chapte:s I and III estabiishes
the conceptual framework for this study. Cﬁapter I has discussed the
need to investigate the principles, beliefs égd other factorsiihat
infiyence a-teacher's classroom behavior and has suggested that
analysis of a teacher's thought processeé canyprovide a viable means

for-}nvestigating the influence of'principles, beliefs aﬁd other

factors upon a teacher's interactive behavior. This chapter discusses
T N '

»

the importénce attached to educational psychology in teacher education
and the relefance of psychologicai principles for classroom practice.
A rationale is presented for the need to investiéate what principles
drgwn from educational psychology thé teacher might be using during
the interactive phase of teaching. |

‘"Chapter III completes and unifies the conceptual framework for
this study by describing stimuluated recall méthodology and discussing

the need to stuhy teacher use of princ;élgs and beliefs through

. .
———

N

introspective means.

This chapter is divided into four interrelated sectiéns.
Section one deals ﬁith the.support for and against the use of
educational psycho;ogy grinciples and‘concepts by the Classréom
teacher in the day-to:é%f intefﬁctions with his pupils.

The second section in this chapter presents research into
v

N

A
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teacher understanding and use’ of principles and concepts drawn from
"'educa.tional psychology while the third section outlines psychologica.l
principles that educational psychologists and learning theorists
consider appropfiate for use }n/the classroom context.

| The'fourth section of this chaptervpresents research into
teacher thinklng that has focused on teacher beliefs, principles and
theories that guide their behavior during the interactive phase of

~

teaching. ; o : ‘ S v L.

The Relevance of Educational Psychology
i? For Teacher Education

Educational psychology has for the.better partfof‘this‘century
been included in teacner‘education programs (Aspy, 1970; Englander,
1976; Frey & Bllis, 1966). Houever, there has never been unanimous
agreement abqpt its general content, direction;aga relevanceifor’the
classroom’ teacher. In order to illustrate the vieWS"of leading B < e
educational psychologists,and educators concerning the importence of
educational psychology in teacher edueation and its relevance for the
classroom teach@r & selection of the literature from these Writers has
been made from the past 25 years. &

‘\, The purpose Of\thls review is not to enter into a debate

concerning\the relevance of various psychological. orientations for
teacher education and the classroom teacher, but instead, to place in
perspective the views of leaders in the field concerning the relevance
of psychological prin01ples and concepts for the classroom teacher.

During the 1950 s educational psychology received strong
-support for its inclusion in teacher educetion programs A number of
-

uriters considered it the most vital- component in a teacher s education

\ ’ I 4
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and that successful use of psychological principles in the classroom
provided the basic foundatlon for teacher effectiveness. ~However,
other wri£¢?§,were'morf’6 tious in extrapolating the findings of
soge?ps§chology‘to thelclassro m scene, nhile still bther w;iters

" were critical of the manner in which educational psychology was taught

: . A . -
in colleges. . \\\' " ' AN

Spaldlng (1950) described hpw educa?tlonal ‘,psychology should
\\

X

develop. and supply the ‘basic principles which erlie and support the
.way in which the scﬁool deals with its human materi . He aiso

referred to the, fact that educational programsnmust rest.on the dual /
base of psychological and sociological principles.

5 Lyon- (1953), while supporting the relevance of education
psychology for teachers, espe01ally principles from learnlng theory,»
nevertheless p01nted out that teacher education students were exposed
' to too many /duéatlonal psychology 1deas in their training, that they
were’ expected to master generallties be}ore they have had the

experiences to understand them and that there was the need for

practical experience for psychological‘principles to be assimilated and

generallzations adequately made. ' - ' \
Skinner (1954) was also a strong supporter of educational

“psychology for teachers and discussed how learning theory could aid

the classroom teacher. He pointed out that he had found relatlvely

e
infrequent use of‘reinforCement in the classroom and ;hat the use of

reinforcement and edules.of reinforcement must become an integral

/u

vior in order to promote learnin§.

a-part of the classroom teacher's
-Symonds (1955) pointed out that education \\psychology should

be an integral part of teacher education but that it had not made the
. ,/«‘

P

7
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impéct upon classrooms £hatkit should have had. and that teachers were.

»

still placing too much:reliance upon rule of thumb methods. Symohds o

\ N ‘
exists between discovery amd practice and then-

condeaned.the lag that
illustrated\this theme b& discussing how findings from motivation can
assist’the classrgbm teééher. ‘
| Lynch'(}957) also conéidered that eaﬁgational psychology had

much to contribute to ieachéf education and that there were relevant
appiicationé 6f psychological{c&hcepts to the everyday iife of the
classroom teacher. He considered that the teacher must be w;ll
informed conéerniﬁg chiid development, learning theory, mental health:
and iﬁdividual differenceéiahd that only when psychological prihciples
are integrated into the teaéher's behavior patterns would he hafe a
face—té—féigfodifetence whicﬁ-rested upon a solid base of
”deliberative" competence dr;gn from these psychological principlés.
\ Lynch also ppinted\qut that psychoiogical.ﬁrinéiples must be shown to
have practical application and that for thélsﬁudent to integrate them
into his“beha?ior fepertoire he must be given‘éxtensive opportunities
\\“wtg integrate theofy and practice. | ; ' ) ( .

) During the 1960"s the literature generaliy supported the
ihclusion‘éf edﬁcational»psychology in teacher educapion programs. '
However, more_cautioﬁ was Béing exPressedHconcerning tﬂe relevance for

J

e of the traditional elementsof'péychology;

the cléssroom teacher of sg
In some cases researcherd were rejecting Qﬁiright.the relevance of
educational psychology fér the.claSSroom téadher: Conant (1963),
assisted by a pahel hi) eXpe?ts, carried Qut-a two year investigation
into teacher educaiion. ﬂHe and'his team visbtgd 77 institutioﬁs in 22

R o . W [
states in the U.S.ﬁ; and found that all the prdgr&ms*they examined '

-
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.
inclnded at least one course in,educational psychology. Conant pointed
out that there must be cautious use of psychological theory based on |
animal studies or on.human learning in situations that are much

simpler than‘theiclassroom and that there might be problems in the
teacher's transfer of psychological knowledge to the classroom.
‘However, Conant pointed'out in his discussion on thegyalue‘of educa—
tional psychology for teachers that teaching should be based on a study
: of how- children learn and develop.

Conant conclqded his discussion on educational psychology.by
_ ' I T
stating:

. After listening to many arguments, eliciting the opinions of
many teachers; and reading some 0f «the textbdoks used in
courses in- education,'I have.-come to the conclusion: that there
are perhaps a few principles of psychology--as well as .a
considerable amount of purely descriptive material--which aré’
relevant. They are particularly relevant to the total task of
teachers for the kindergarten and the first six grades e
I have bgen convinced . . . that for those who teach children,
psychology has much to say that ig so valuabledas to warrant

" the label “necessary," at least fgr elementary teachers.

(p. 136)

Snygg (1963) in his presidential address to Division 15 of the
American Psychological'Association strongly supported the need for
‘teachers to be well versed in learning theory that would assist them
" to predict guide and plan their teaching ‘activities. He/ was, nowerery
highly critical of S-R Theory which he considered had nozhing new to
-say to teachers. As well, Snygg reJected any reliance. upon a mlxed
conglomeration of independent principles.' He maintained that open— .
minded eclecticism ignored the fact that principles and . data dekived
from'different frames of reference are not co—existent, instead he
argued, there 1s the need to develop‘an overarcning theory:of.learnigg.

applicable to the classroom scene.
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programs. He considered the courses to be full of trivia and not

P .
related tolthe‘classroom. Shoben sunnarized his criticisms of
educational psychology by stating: — . = | '

i e A
Yet it seems abundantly clear that much of what pargdes under
psychology'sybanner in the training of: teachers ¥§/a dull
display of complicated but trivial research, formal ideas that
are cloudily abstract when perceived from the wguld-be '
teacher's angle of regard, and concepts that afe bewllderingly
femoie6§rom the galety and .sadness of the huwan condition. '
pP. 43 s

Frey and Ellis (1966) were also criticai‘of the value of some -

i educational psychology‘for the classroom teac»er. They pointed out

for teacher certification in many ofy/he states in the U.S.A. /70weverrx
/ : e

the authors also stressed that’ley:timate questions remain concerning

shouid be an inteyfal ﬁart of teacher education and that it has much
to offer the c/assroom teacher He took however, the same view as
Lynch (1952}’/and claimed that principles from. educational psychology
can onlyfhecome 1nternalized by integrating theory and practice.\
Justmaﬁ also pointed out that educational psychology principles should
not ﬁe regarded as a "bag of tricks" by the classroom teacher and that
t?é teacher must understand the dynamics of bdhavior if he is to

igttempt to modify that behavior.- Tt was also emphaslzed that the

/
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classroom is‘a social setting and £hat teaching in the typical,school

4
is not a tutorial process, it is a social process. Therefore,

laboratory derived psychological principles might need to be adapted

~'when they are applied in the classroom.

“Ausubel (1969) was not as critical .as Shoben but neverthelass
cautious in his'acceptance of the relevance ¢f educational psychology

to the-needs of thevclassroom teacher. Ausubel supported Justman when

_ he stated. : » i

Despite the fact that education is an- applied sclence,
educational psychologists have manifested a marked tendency
uncritically to extrapolate research findings from laboratory
studies ‘of simplified learning situations to the’classroom

learning environment . (p. 234) :

‘Ausubel maintained the principles that govern the nature and

"conditions of school learning can only be discovered by taking into

vaccount the kinds of learning that occur in the. classroom, as well as

thehsallent‘characteristics of the learner. He suggested that where

findings are'Borrerd.from general psycbalogy, then they must be

’ tesﬁed/f?r their applicability to the kinds of learning situations that

exist/in classrooms.

Tﬁe support for educational psychology in teacher education and

_the relevance of educational psychology principles for the classroom

teacher has continued to be discussed in the 1970's by educational
psychologists and teacher.educators. | |

| In 1971, THe American Association of Colleges for Teacher Edu-
catio; (AACTE) pubfished a an ‘set of standards for the evaluation of
teacher educationiprograms. The criteria focused on five instructional

components basic to any teacher education programs (a) general studies,

(b) content for the teaching/speciality! (¢) humanistic and behavioral,



'kd) teaching'andylearning theory, with laboratory and clinical.

experience, and (e) the practicum. '
.When discussing teaching and learningftheoryiuith laboratory

and clinioal experience, the AACTE stated: .
There is a body of knowledge about teaching and learning that
should be the basis for effective performance. . If teaching is
to be mowe than a craft, teachers need to understand the
theoretical prineiples which explaln -what they do. For this
reason, the study of teaching and learning theory is included
as part of the professional studies component. (p. 5)

_ Flanagan (1970) in his pr\esidential address ‘to Division 15 of
the American Psychological Association, pointed put that while
educational;psycholbgy had contributed to* classroom learning, "a
survey of what is known and how this can be applied in the\classfoom
suggests that much more research is needed and that the major break-
throughs are/r\~the future” (p. 1) ‘

s Humphreys (1970) illustrated an orientation that had developed
during the 1970' s,.that is, he discussedvand described several
principles of classroom learning he considered would lead to more
effective instruction. In doing so, he Claimed that the principles
were worded differently from other prin01ples of learning and were
immediately applicable to classroom problems. The principles Humphreys

discussed dealt with: (a) exposure to cugriculum experiences, (b)

motivation, interest.and incentive, (c) the importance of academic
?‘ability—et intelligence, and (d) teaching met.ods or learning situ-

tgations.

Combs (1972) supported andrempha§ized/thé”iﬁportance of psycho-
. LN
logicalhprincipleSLfor successful instruction. He was,lhowever,

critical of some origptations in educational psychology in teacher

VRN s

education. Combs maintained that courses in human growth and

-
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development were designed to teach students about children instead of
helping teachers to understand children. He further pointed out that

in most col eges, educational psychology was still based,almost .
‘ 1."’
exclusively on\stimulus response schools of thoughts, which were no

longer'adequate.for classroom use. Combs maintained that no teacher
education institution could afford to base its functions on a si"ie -
psychologyﬂand he strongly suggested that 1in order to~humanize teacher
education and the public schools, an alternative or additional subject:p
humanistic psychology, was needed. It wds argued by Combs;that this
psychology should be a perceptual psychology capable of pr&ducing
sensitivity, empathy and capacity for effecﬁive interaction.%"

| Browne (1971), when analysing teacher’education in England,
stressed that educational»psychology must gé an integral part of
' teacheyfeducation.“ He was supportive of the fact that educational:
.psychology\courses had become" much more sensitive to research findings
that help the teachtand how children learn and develop. |
-However, he pointed out that educationalﬁpsychology*conrses~w 4%4Kﬁ}—————
yet sufficiently linke he classroom to give the practitioner the
assistance that he should be getting from the discipline.‘__

Another British educationalist, Wilson (1975) when discussing
educational theory and the preparation of teachers maintained that
-educational theory was in its infancy. However; he also pointed out
that the teacher s role is complex apd that while style and methods of
being a teacher are inevitably a quction of the teacher as a person,
nevertheless, to operate intelligently and successfully as a teacher
in a complex situation ‘there is a:need to understand people ""He s

Cne

- suggested that educational psychology (among other disciplines) can e

~
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asslist the teacherlto mdke ‘sense of his role. It was suggested that
theuteachef should have personal knowledge of $uch matters as the
psychological needs of children and précondifions for learniné.
Not all educational psychologists and educatioﬁéiists in the
1970's have endorsed the application of psychologicalmprinciples in
, : .
thelr present stage of development for use in the classroom. .

McKeachie (1974) maintained that the laws ©f learning, such as

reinforcément, were inadequate in their present form when applied to

human cognitive “learning. He maintained that some of the problems in

&4

trying to apply the laws of learning to educational situations have )
beeﬁ associated with failure to take aécounthof differences between
huméns and animals and fallure to take account of important variables
controlled in laboratory situations that interact with independent

variables in the classroom.

" McKeachie did not go so far as to reject traditional

‘principles.of'learning entirely. He suggested that teachers cannot use

the principles as they presently stand and that, for example, when one

“conslders reinforcement,, it éhould be considered in conjunction with

motivational constrﬁcts, In othér words, he suggested that ‘reinforce-
ment has begn too simply conceptualized and generalized about. It
Was élso suggesfed that the effect of knowledge of results is also
clarified 1f one introduces motivational éonstrubts. If the teacher
hopeé to use reward or knowledge of iésults to affect human learning,
then he needs to know something about what expectancies of reward fhe

learner brings;to the situation,’ both in terms of the incentive value

of the reward and the learner's estimate.of the probability of

PARERA
achieving the reward.

2%
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McKeachie maintained that when the laws ofr}earning ave
modified to take accouglm;f the fact that classrooms are composed of
‘i/human individuals who have different ﬁackgrounds, needs, Qrives and
abilities, then these laws can be apple? to the complexities éf human

2

'1earning in classrooms. e ;

Ehélander (i976)}éupported McKeachie by maintaining(that
edﬁcational psycholody C;ggot assist the classroom teacher if it
qontinues to rely on the findings of;research which is conduéted
primarily in the laboradory, particularly if the subjects are not
hﬁmah. He\maintained that the laws of learning,”which~have ;een with
us for 75 years, have not been effectively translated into educational
practice..

Englander suggested Ehat there is a need to fodus<on‘the
néture of individuals beg@use classrooms are full of individuals. He
further‘§ugéesfea that research should focus on the act of tgaébing,
or at leaéf on the teaching-learning paradigm'énd that‘edhcational
- psychology should be integréted with and nét isolaﬁéd from the other
componentghof teacher education progranms. |

Phillips (1976) in a éomprehensiyevanalysis of the contri-
butions of psychology to education supported the position of McKeacBieg
and Englander when she pointéd out that res€arch results from the
'1aboratory are not always useful or directly applicable to thé class-
room, and that therelis a need fo carry‘out rgsearch in the classpoom

28
scene.

. Elkind (1976), a theoretician and researcher in the field of
human growth and development, reporfed a recent.experience where he

bec&meﬁa school principal and found initial difficulties in relating

-
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theory to practice. After a year in the classroom Elkind made several :

conclusion§. First of all, he emphasized that child development on
, - ol _
the practica plane can provide teachers with developmental perspec-
tives and with methods and techniques for assessing the child's view
of claséroom realities. Secondly, El 1nd discovered he knew‘little o
about human learning and that himan learning was intricate and compl }
N ) .
He'summarized his perceptions by stating, "if what children do in
school is complex, what teaéhers do is even more so. I was constantly
amazé@ at the multiple skills teachers acquired and employed with such
finesse" (p. 56).
Elkind found his teachers were particularly good at observing, o
could tell when children "were fooling around" or were having difficulty
o ~ s ’
with a task and knew how they should be helped. He also found Tt his
- :
teachers knew the children's idiosyncrasies very well, could anticipate
and abort difficulties and knew the curriculum so théy could apportion
it in the "right dosage" to'the pupills. {
Elkind concluded his discussion by making some pertinent
comments about learning after his first year as a school principal:
There is a lot to- be learned about. learning in the classroom.
I believe that it is difficult, if not impossible, to under-
stand the kind of learning that goes on in schools on the basis
of simplified learning models. As in the case of curriculum
a "~ content, school learning is not of the same order as the
. learning studied by experimental psychology. It is much more
cumulative and multi-faceted than the learning explored in the
laboratory. If we want to have a learning theory that is

applicable to the schiool, then we may have to begin with
naturalistic observation in classroom settings. (p. 56)
o v .

-

Content of Educatiohal Psychology éoﬁrses

v

+ A number of eduéational psychologists Have viewed the state of
- . ) .
the discipline from a different perspective by carrying out content

L
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< .
analysis of texts used in educational psychology courses.

> Nunney (1964) surveyed trends and maJor emphases in educational
psychology textbooks from 1948-63. He was attempting to ascertain
what was considered the core\bf educational psychology that was
regarded as essential for most teachers in training during the period
1956-63 and then to compare his findings with surveys im:the past in /
order to determine trends in the period 1948—63. l k

In carrying out his survey, 11 basic texts were chosen and a

documentary frequency was conducted tracing 61 topics which were Lo

identified through the review of the indices of the 11 texts. The

importance attached to the major areas, as judged by the average

T -

percentage of space devoted to them in the 11 textbooks, was as folloWs: .
(a) learning--50%, (b) human growth and development—-25%, (c) person-
ality and adjustment--15%, (d) measurement and evaluation--6%, and
(e) techniques and methods in educa}ional psychology--4%.

Nunney found that there had been some fluctuations in the
importance attached to’;ﬂarningotheory. For example, it was rated .
first in importance in 1948, third in 1954 and first again in the
period 1960—63,./He concluded that there was a need for much basic
researchdto determine which elements or areas are crucial in teacher
education’.. |

© Yee (1970) reviewed 10 “Introductory books of readings in an
attempt to identify the core ideas and authorities in educational
psychology. In these books he found 416 articles written by 315
authors} Only 56 authors,placed articles in“more_than:one book and
only 32 articles were repeated. In the preface of most books, the

editors claimed they had selected representative, superior authors



25

. e . . L] ’ .
:j}ﬁ{": ot : ' . g
“%md works. Yee concluded, "There are many spokesmen and little agree-

ment on what content is mést relevant for the area . . . . Certainly

there are few authors that are fecognized as universallépokesmen for

psychology" (p. 5). ‘ . &
'> Englander (1976) found support for Yee's conclusions in an
analysis of 10 textbooks in educational psychology. Forty seemingly

common psychological concepts such asireinforcement,ydevelopmental
i h )

tasks in education, and self-concept were identified’' by a general

summary of’ the varjous indices. Each of the texts was then reviewed

‘to identify the extgnt to which ﬁhe respective authois fbcuseQ%on the
.céncepts in quéstion. At that time (1970), no ‘text was found to’
contain more than 26 of the 40 concepts. One text iqcludeq only seven.
"The texts also varied in the extensiveness of their treatment of the |
| various concepts.
Englander in an attempt to find out what was happening in
courses in educational pSychologyksent a que;tionnaife to 55 members of

the Midwest Association“of-TéacH\rs of Educational Psychology. The

respondents were asked to rate each of 75 concepts on a one-to-four

scale as follows: . \ o e
Ignored: irrelevant or too complex. (1) ~\\\\‘\\\\\
Acquaintance: something to be recognized.. (2)

T*‘~‘\~\\\\$gggg?ehended: full knowledge of various faqets. (3)

——

Fundamentaif\xﬁéivasive\@gdg}7for teaching. {4)

—

In éddition, each respondent was asked to indicate if ;Ehdégfé
were expecﬁéd to operationalize the concep;, that is, eipré#s itJ
behaviorally as a competency or a sub-part of a compéténcy; Bach of
the cogcepts was‘found in some current text, none was inélpded in all

"
[



texts, and no teit covered'all concepts.

o Twenty-four members,representing a variety of institutions‘
responded. dnly one mailing was»s nt. Big Ten state universities
with a loné history of teacher education from six states nere‘includedf
Ihe‘results showed the same diveréity evident in the textbook studies.

The results of the survey shoned that behavior modification wae‘

not ignored by any respondent. Every other concept wasfregarded as
fundamental by some respondents and ignored by others. -
‘\\ "~ The concepts that received the most attention were as follows,
w1€h (M) representing the mean score for each concept on a four point
scale\\\ln development, it was readiness (M = 3.04) and Piagetian
. stages ehyF.B-OO)- In personal pupil characteristics, it was intrinsic- o
extrinsic motivation (M = 3.08), self-concept (M = 2.96) and level of
aspiration (Mai 2.96)., ¥n the teaching-learning process, 1t was
operant conditioning (M = 3.33) and discovery learning (M = 3.33).
In classroom management, it was behavior modification (M = = 3. 50) and
~ interpersonal communication (M =3.13). In measurement, it was
performance objectives (M 3, 13) and learning for _mastery (M = “.O).
These data do not tell us what ought to be taught, only that which

allegedly is taught Englander p01nted out that either way+,there""ﬂ~/f’”ﬂﬂ

existed a laméntable situation : £ ac er education.

Analysie-of the literSture\reviewed\in this section indicates
‘that during the 1950'5 educational psychology w\s strongly supported as
_an integral part of teachgr education and was considered necessary for
the effective functioning of the, classroom teacher. There were few

criticisms directed at the irrelevance of educational psychoiogy for

\
N\



the classroom teacher, the maJor criticisms centred around poor
college teaching ‘and . the fact that theory was not always integrated
with practice.

1

The 1960's say the continued support for educational ~
psychology in teacher education courses. However, acceptance was not
as uncritical. or:unqualified as in the 195035. Educational
psychologists and educationalists in general were becoming increasingly
critical of the practice of extrapolating laboratory findings to the
classroom scene and the lack of research in actual classrooms that

" attempted to"find:out how humans learned. The complexity of human

- learning. was- being increasingly stressed along with the need to
\ consider the characteristics of the learner. .

The 19720's saw. the continued support for the relevance of

princ1ples from educational psychology for the classroom teacher.

However, criticisms of traditional educational psychology have become

more w1despread with 1ncrea%ing doubts being expressed concerning the

relevance of many. accepted educational principles fo “classroom~
scene, The critics of learning theory"reiterated the themeshof the
1960's and have emphasized the problems of extrapolating from the |
laboratory situation to the classroom. They p01nted out that most
research in learning has been carried out with animals, in 31mplified

sltuations and on a one—to—one basis and that when, extrapolating

findlngs to the classroom one is then dealing w1th complex beings who

are operating in a social setting. However, writers such as McKeachie -

pointed out that with adaptation and flexible interpretations in their
use many traditional psychological principles can have relevance for

,the classroom and guide teachers in their interactions with pupils.

2
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Finally, content analyses of texts used in educational
psychology courses' served to emphasize some of the uncertainty that

pervades the field of educational psychology in its search to become

w\\morf\relevant for the classroom teacher. The content analyses cited

in this\review indicatedthatthere/is little agreement on what content
. : T - : ‘ —
is most relevant for the classroom teacher.

(ﬁﬁ ‘MResearch into Teacher Use of Psychological Principlas
o s -/
Despite the wide acceptance of educational psychology as an

i T

/;///”integral part of teacher education programs, few studies have investl— ‘

A
¥

:gated the relevance teachers attach, to. prinoipﬂes and concepts drawn

from educational psychology, and even fe\\r\studles have focused upon
\\\

teacher use of educational psychology principles in the various phases
) *

of teaching: The few studieStthat exist in this area are characterized
by small and in most cases, unrepresentative samples, appear to orly
approach the periphery of the'problem ahd present conclusions based

PN

upon too little evidence. . \\

Frey and Ellis. (1966) investigated teachers' perceptions of
their undergraduate training in educational psychology and the values
they attached to educational psychology as practising classroQ
fegéhers. The population in the study comprised 162 te%?hers (73
elementary and 99 secondary) who had a range in teaching experien%e

. ot
from 2 to 20 years. 5

The results of the study lndicéted that both elementary and
secondary‘teachers attached considerable‘lmportance to the value of a
knowledge of educational psychology‘'and considered that the content of

educational psychology did have much to contribute toward making

@



teaching.Fffective. The subjects rank ordered ‘the following five
/ .

areas as being most important for teaching: (a) emotional-social

\

development, (b) motivation, (c) learning theory and the general nature

29

of learning, (d) attitudes and character formation, and (e).intellectual.

developnentj 2 ;

Elementary and secondary teachers were generally consistent in
their ranklng except that the elementary teachers rated the study of
motivatlon and attitudes,and character formation as being less
important than did the secondary group. Both groups were in agreement
when ranking mefital health, retention'and.transfer of training,‘and
physical maturation lowest among the"areas.Of study in,the field of
educational psychology. .

| While the teachers supported the value of educational
psychology for the classroom teacher, they were, however, highly
critical ‘of their undergraduate educational psychology courses and
considered that the quality of‘instruction was poor, that theory was
not‘related to practice, that the Sequencing oi the_courses did not
relate‘to»field experiences and that some of thevareas of,study“were
not applicable~to[teaohers. ' | |
- Jackson (i968) reported‘éeneralized findings of teachers'

preactive and interactive classroon behavior based on his obseryations
of . three teachers forﬁalmost‘a-year, four teachers for a period of two
yearsvand his intervfewing of 50 naster teachers.

Based upon his observations and interviews, Jackson- argued
that learning theory is of less potential value to the practising
educator than is commonly assumed. He maintained that despite over

~

half a century of'researchgand the development of severalbsophisticated
/ . . . . .



- theories, the teacher's classroom activities have been relatively
unaffected by what the learning theorist has to say. _

Jackson. pointed out that the failure of learning theory to -
transform the teacher 5 @prk has\been widely discussed in educational
psychology circles and that three explanations are generally offered
to account for this failure ‘

_ .1. There is the view that the learning theorist s findings are not

eas1ly extrapolated to human learning because it is based largely

-

on the study of lower forms of life such as rats and pigeons It

&
is argued that humans are more complex, and therefore, their

behavior is governed by a different set of laws than those designed

[Ea!

to account for the learning of other species.

. .
-

2. There are differences in the complexities of learning tasks.’
According to this view, the learning theorist S knowledge applies
chiefly to the acquisition of 'simple skills and the attainment of
artifieial obgectives Jackson suggested that many educators would

& 1nsist that such knowledge has little to say about skills and under—
standings that are complex and personally meaningful to the 1earner

. 3. There are differences between the controlled environment of the
- laboratory ‘and the 1nteractive complexity of ‘the ¢lassroon. In*the
1aboratory, the observer typically observes phenomena ‘under
unnatural conditions while the teacher often has relatively little
.control dver ‘many of the variables impinging upon his workA
KJackson discussed two more zeriables that he considered placed

constraints on the teacher making more use of learning theory in -

the classroom than he apparently does -

~

{ oo e

4. The teacher is generally working with a group of students and this

pLY
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‘ seéial character of the classrbom adds omplicatihg dimensiof to

the ﬁeacher_g\york that could account for his 1limi
learning theory as a guide to action.

Jackson pointed out that‘the learning theorist typically works

-

with one subject at a-.time and that é%eﬁ when the teacher is
a . - . ‘ N

working with an individualvpupil‘theAteacher,is“deeply immersed in
the social network of the classroom.  Jackson maintained that at

sucn moments (which he claimed are frequent in most classreoms)
the teacher's knowledge of learning theory is an unlikely source
of help. However, he did not indicate why tﬁiy_is so and gave
" no indication why a teacher cannot be making useﬁof princ1ples from

learning theotry in such a-situation. f _ \\\*ax\\ -

5. 'Jackébn maintained that when one cons\ders/t?e total range of the

“w teacher's activities and the amount of timeNhe spends doing
.varieus things then one is "Zed to wonder whether the teacher's
primary concern is learni after all"l(p; 161). Jackson o

&

elaboratéd upon thii pofnt by stating that in the lower grades
, the'teacher's concern appears to be more activity— ///4_

especiall

~ oriented fthan learning-oriented and that the teacher's energiee
. are fec sed on achieuing and maintaining student .involvement in}
osen task w1th‘the consequence that during interae%ion,

,the7 task, Wi ' :

learning "is at the -periphery of his attention, rather than at/the

focus of his vision"|(p. 162). 1In continuing his discussion/on

this'Point, the autior claiked that teachers understand thé overall
relationship betwger their daily activities and the achievement of
educational ends, but in their moment-by-moment decisions the

-
~

details involved in tne jrocess of learning are not uppermost in



their minds. . ' E |
. Jackson concluded his discussion on the‘relevance_of learning
theory for -the classroom teacher bilstating:
/fpolnt~rs’siﬁily that teaChers are only indirectly concerned
 ——%ith the detaild of the learning process, even though a vague
understanding of the process may be foumnd to underlie their
immediate actions. As they have developed to date, most

learning theories contaln more information about the learning
process than the average teacher wants, or needs to know.

(p. 16%) _ . & Y
' Feldhusen (1970) described how in an effort to assess students'
views of their needs as prospective. teachers and their vieWS of ideal
1nstructlon in educatlonal psychology courses, a simple questionnalre
was developed and“administered to a sample of 188 students at the
Univer51ties of Wisconsin, Illin01s and Purdue.

The sample cons1sted of 127 graduate students and 61 under~

R ‘graduates, 124 women and 64 men, 99 secondary majors or teac@ers, Lg - hfg_I
elementary maJors or teachers, and U4 who were in such areas as ;
guidance, counselling, speech therapy and/regedial reading. A total '-' .

: of 119 subjects had teaching experience while 69 did not.

The data weTe gathered during a universlty summer session and
the fall semester. To preserre anonymity the'three.universities were
simply referred to as X, Y and Z. " |

The results of the study indicated that the students in all -

three schools saw the need for educational psychology courses to bej

g

relevant to the needs of the classroom practitioner. This need was

Ay

streSsed by 75% of the students at school X, 50% at school Y, and 45%

% at school z, Mhen the subgects were asked to list the content areas

that. should be included 'in educational psychology courses,,the results

'indiCated little agreement. The topic, "learning theory, processes and

.
.-
\ ' i
.
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principles" asa category was given by 60% of” the students at school X,
34% at Y and 48% at Z. Other high categories at one or more of the
schools were: (a) "discipline,” Kb) "creativity and problem solving,"
(c) "mental hygiene," (d)\"individual,differences;" (e) "testing,” and
(f) Vinterpersonal.relations." 0 | | |

—\ The results of this study should be treated with caution for .
several reasons. First of all, the'respondents were all enrolled in ..
an educational psychology course when they completed the questionnaire.
One must query. whether the subgects responses were conditioned by
their concurrent and preceding experiences in‘the course Secondly,'“;i
it appears that the results were somewhat confounded by the presenced

of undergraduate and graduate students in the sample as}well as by the

Py

‘-.experience differential It is possible that many of the graduate
students had a preceding undergraduate course in’ educational psychology
and experience in teaching, against whicl®the value of the course
could be judged. . - -
. ‘Aspy (1972)Tinvestigated‘the relationship between teachersﬂ
| {knowledge of facts’about learning theory and Zaﬁ classroom behaviors
described by Flanders' interaction analysis category system, and (b)
levels of - interpersonal functioning as assessed by Carkhuff's scales

for empathy, congruence and positive regard. ’ 4

The subJects in the study comprised 50 volunteer elementary

,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,
—— e DIy,

.1 teachers. Reading lessons were audiotaped and analysed using Flanders '
interaction “category system and the Carkhuff scales and the teachers
completed a test on learning theory. «, ‘
Data from the study indicated little stat:i‘stical correlation

‘between teachersf knowledge of learning theory (based on a chapter test
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in a manual aecompanying a popular educational psychology text) and

& - ‘-

their classroom 7éhavior acoording -to the measures used to evaluate

each. The relationship between their factual knowledge and classroom

»

performance, as measured by Pearson s r, was found to range between .
o

-0.27 and 0.22, with only one .correlation (-0.27, student responds)
significant ‘at the .05 level.

As y concluded that the findings supported a widespread belief
that univ rsity teaching of learning theory did not make much A
differenée in teachers classroom performances

/Leeds University Institute of Education (1974; made a detailed

study jover two Years' in order to gather the views of practising .

‘ teachers on teacher education and its relevance for their work in the

fie%d. A random sample of approximately half of the primary and
se%ondary schools in the school Jurisdictions served by”Leeds
Upiversity Institute ‘of Education was chosen The Institute received

a 42% questionnaire return Of those who replied 87.2% of the primary»
teachers and 80.9% of the secondary teachers consldered that the
professional educational courses gave too much emphasis to theory which
included psychology, philosophy, sociology and the student s major area

of specialization. However, this report'emphasized that both Primary

-and secondgry teachers did consider psychology "useful" but that it

needed to be made more relevant and related practically to the

“classroom.

‘

Goodlad, K1®in-and others (1974) carried out a study to build

a plcture of classroom”life from kindergarten to-third'grade. One - .

" important focuélof the study was to ascertain to what degree the

ANRN
!
classrooms were innovative.

/ ‘. -
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The project team observed in 158 classrooms of‘67 schools in
.26 school districts. These were almost entirely in b§ around the major
‘ cities of 13 states and includ;d a nation—wide geographip spread
Findings and generalizations for the study were based on 150 of the 158
classrooms. T ' _ iy |

During theistudy observers gathered data from three sources::

(a) interviews with teachers, (b) interviews with principals, and - s, -

te.

(c) observation of classroom activities using a checklist method. This
"Instrument for Study of Childhood Schooling" has two parts. Part One
is used to gather School Information and Part Two is used to gather
Classroom Information. ‘One aspect of classroom life focused on was
instruction. Goodlad and Klein's observers" looked for and later :
.'analysed: (a) Modes of Instruction,/fﬁ) Role of Teacher(s), (c)/Role
of Learner(s) (d) Domains of Instruction (Cognitive, Affective,
'Psychomotor, Performance), (e) Level or Range of Instruction, (£) Use
‘of Learning Theory (Teacherruse of: (1) Motivation, (2) Reinforcement,
(3) Knowledge of Results, (4) Degree ‘and Type of Learner Involvement
in Planning, Implementing the Program, (5) Opportunity for Transfer)
(g) Evaluation of Instruction (Frequency, Means),/and (h) Degree and
Success of Individualization‘in VariouS‘Areas of the Program.
. By using this checklis§3nethod the researchers sought to
'identify use of tnpse principles of learning and teaching which they
assumed were taught in edgcation courses and carried to some degree by
teachers into the classroom. When ‘the data were analysed, the
researchers "were unable to pull out of the material pieces of data to
suggest that principles of learning were be ng used extensively and
effectively as teaching tools"-(p. 83).

Y

iq ’ . .\ I
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The researchers found 1little evidence of teacher use of
extrinsic motivation and found that praise and verbal rewards (positive \\, \
reinforcement) often werq perfunctorily given and not clearly designed
to attract a child's attentlon to the close relationship between his
effort and some goal or model. While the researchers saw little
appllcation of learning principles in any specific sense they reported

observing substantial supportive behavior on the part of teachers,
"In general they were rather warm and encouraging, apparently seeking
. p .

to establish rapport rather than to create barriers or gulfs between
pupils and themselves" (p. 84),
Goodlad Klein and others emphasized quite strongly their

findings concerning teacher use of principles from learning theory by
rd

stating:

We conclude, then, that the teachers we observed either by
deliberate intent or a naturally positive attitude toward
children, tended to support their pupils through encouragement
and warmth in their overt behavior. . But Wwe.must conclude, also,
that most of them appeared to be unaware of the learning:
AN principles provided by psychologists, saw little use for themn,
‘ or simply were unable to put them to use in teaching. (p. 84)

N : o . R

Section Summary

- When one considers the emphasis given to educational.psychdlogy
in teacher education, and when one considers that schools are concerned
with the promotion of learning, then the few‘studies that have investi-
gated directly or incidentallivteachers' classroom use of principles
drawn, from educational psychology is rather disquietingf When one
analyses the few studies presented in this review the\situation is even

more alarminé. Only two of the studies indicated_that the researghers

entered classrooms. Jackson reported on the time he spent in
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classrbéoms and generalized about teacher non-use of psychological
principles without supporting h;s_conclusions with degcriptive or
"hard data." Goodlad and Klein'g Bbservers were looking for some
specific psychologicél principles using a checklist format. They spent
only 45 minutes in each classroom, had né familiarizatioﬁ period in
the clasé}oo@ and had an extensive checklist with which to work.
Neither Jackson's nox Goodlad and Klein's study gave opgrational
definitions of the principles they weré investigating, nor did there
™~ appearjﬁo be efforts to move beyond the surface level of ;nstruction
in orde%;to invéstigate "deeper meanings" in the teacher%h interactive
5éhavior§?' i v v C e

-\ - S N

[

Sdme of the other studies reviewed suffer from methodolégiéal
- . 3 ) - ‘ ¥
problems and their.findings should be viewed with caution. For '

A 3 :
example, Feldhusenbiad a "mixed"*ﬁ.gflation which cduld have cenfounded

" his results, while.

spy tested '-f' ubjects' knowledge of principles W
from learning theory by giving e  ;test from a textbook manual ﬁhich
dealt wi ﬁonly ‘one chapter in the textbook.

if one is to discover if teachers use principles from
educational psychology, how they use them, and when they use them, then
there is the need to enter classrooms, operationalize definitipns and

N G

penetrate below the surface level of teacher behavior. '

Educational- Psychology Principles T
Applicable to the Classroom

'

There has been an increasing trend fordwfiters in the field of
educational psycholbgy} and'espébially in the area of learning theory,

A .
to 1list and discuss principles drawn from .gducational psychology that



.all "schools™ would consistently agree. The 50 propositions are =~

Y . )
the claSsroom teacher can apply in both the preactive and interactive
phases’of teaching.u A noticeable“theme is that the principles cited

are beiné drawn from a variety of theorists and researchers with

different orientations.

Iists of educational psychology principles are drawn from

seven writers in the}field and are briefly discussed and then

: ¢
summarized in figure format. . .

o

The. authors in' their respective discussions concerning the use

of the principles they cite generally agree upon several points

There 1is agreement that the principles should not be used in isolation,

»that they can be a guide to action and decision making, that ntii an

overall systematic tbe?ry'of application or instruction is developed
S

to complement theories‘of learning, then the principles can prov‘de a

- .bridge etween 1earning theory and rule of thumb approaches t0 methods

courses found in some teacher eddcation prOgrams and that there is the

\

need for tontinued research in the ‘classroom in order to develop

_ theories of instruction as well as of human learning. ' -0

Watson (1960) maintained that despite the many differences

among psychologists, there are a number of 1mportant psychologlcal

prin01ples which are w1dely accepted and which teachers can use w1th

-

confidence. Watson llsted 50 propositions, which he considered

important for education and with which he considered psychologists of .

-

presented in 12 classifications: Nature--Nurture; Learning Process;

Maturakion Life Tasks; Individual Differences; Levels of Challenge;.

‘Teaching Method; "Discipline" and Learning, Group Relations; ngJect

Matter; Attitudes and Learning;. Social Stratification aggﬁEvaluatlon.
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In presenting the 50 propositions within these 12 categories
Watson reminded the reader that in no science are truths established
beyond the po551b111ty of revision and that hecause psychology is a_ .-
young science new.facts.are constantly accunulating/in;psychological
research that will doubtless introdacefsone’oualifications, modifi-
cations or contradictions'tohwhat‘is presently accepted as fact.

Wheeler (1967) has presented a list of 12 principles uhich he
considered most learning investigators would agree upon.' While giving
credence to the importance of these princrples Wheeler presented his //
llst with certain qualifications. He pointed out that the teachlng—”
learning process takes place within a particular kind of organizational‘-
irameWOrk and that the teacher should not rely on educational practice
or the work of animal psychologists or'learning‘theorists alhne‘but
~ should consider data from social psychology} anthropology and sociology.

Wheeler emphasized two other points concerning the application
of learning theory to the classroom. First of all, in the school
setting, learning always takes place within a socio-cultural matrix and
:anyﬁprinciples‘of learning which may be derived from individual
psychology must generally be applied within large or .small group
situations Secondlyy it waslnaintained by Wheeler that, although a
good deal is kngwn about how learning proceeds, there has been little
attempt by learning theorists to translate their findings into terms
’ishitable for the practising teacher However, despite these diffi-
culties and the controversies apparent in learning theory, there are
some statements abqut the process of learning on which agreement -is
likely. The 12 "principles” outlined by wheeler'are listed below.

s
1. Learning is an active process in which the learner must be involved.




e

2;,,Learﬁiﬁézproceeds more effectively if, as well as being an active
/ . . . .

participant, the "learne‘r ‘understands vhat he is learning. *
37 Learning ﬁs considerably affected by individual gpals,'valués .
and motiVes. ‘fb |
b, Frequent repetition of’resp0nse to a class of situations is
important in learning ‘skills.
:'n" 5;'~Immed1ate reinforcement promotes learning Coénitive'feedback is

most effective ‘when time—lapse is

7. Behavior is a function of thellearper's perceptions.
8. Similar situations may elicit different reactions from different
learners. R

‘ 9. When transfer does occur, it is usually much less than peoplé
VELY: \ :

. think. What there is may be attributed to similarities between .

the tasks involved. Both‘likénesses Between situations and

O

-~ possibilities of transfer should be peinted out specifically.
- ' L S -
10. Group atmosphere affects both learning product and accrued

satisfaction..

&

11. Individual differences affect learning. VSuch differences are
both biogenic and soéio—cultural
k 12. All 1earn1ngs&are multiple. Though focus may be on one particular
. (desired) outcome, other learnings take place 51multaneously.

Seagoe3§1970) in a text wHich spe01flcally related learning

c, ‘J *z

theory to claggroom practices, listed under the heading "Implications
. ’v! »
- of Psychology_of Learnlng for Teaching," 38 conclusions concerning .

\.{}
learning which she considered the classroom teacher snonld-take acCount

ATH



yof. Seagoe pointed out that these conclusions were.based upon
accepted principles of learning. The majoggprinciples,that Seagoe
referred to included pupil involvement in-goal setting, providing fox

. individual differences, ‘recognizing the need for motivation, providing
cognitive‘feedback and reinforcement,wtaking account of thé'importance
of ‘group atmosphere in learning, providing meaningfulness'in learning;‘v

~making sure there is the active involvement-of therlearner in the

learning process, presenting opportunities for learner involvement in

‘problem solving, and p 'mﬁﬁays to assist retention and general—

. N . Aads
ization of learning. SRR
e . :

Seagoe, throughout her text demonstrated through practical
classroom application all- the prin01ples outlined above. \

Griffith (1973) stressed that a teacher must be familiar with
‘principles derived from the fields of psychology, soclal psychology and

| sociology. He pointed out that an understanding of psychological w

prin01ples that can be applied to the teaching learning process assists

teachers to see and move beyond the superfic1al aspects of teaching to
the conceptualizations which give direction and'rationality to their
efforts. Griffith suggested that teachers who have a;ffirm'g'rasp of .
psychological principles are not working in a theoretical vacuum and
can devise teaching methods in conformity with the principles hecause
they have guidelines for invention and criteria for assessment.

Griffith discussed in detail 16 principles from learning,
developmental and motivatlonal'theory and listed 19 others from these
areas, as well as from social psychology and sociology, that influence

learning in the classroom. It was stressed that the'list was not

intended to be comprehensive but was’merely illustrative of a far

v



greater Nunber of'principlesfvhich have a bearing"on-teacﬁing and
learning. ' o 7_ Rg oo RN

The maJor principles that Griffith referred to included the
recognition of individual differences, . the active: involvement of the '
learner in the learning, the need for repetition, the value of
‘motivation,-the need to provide for meaninéful learniné, the awareness”

of factors that influence retention ‘and forgetting,{the value of

refhforcement, an understanding of self-concepy/maintenance and ~

ennanCement transfer.of training,'readin
”understanding of whole versus part. learning "
’ Hilgard and Bower (1975) discussed the application of learning
'theory principles in the classroom and emphasized that there are-

problems involvedixlbridging the gap from the laboratory to the class-

- &

room. They reJected the-“medicine cabinet" view that the‘researcher k
can,dispense aids to solve thewpﬁbblems of the teacher; "when a’
problem arises;'the teacherﬂqan take‘a !psychological principle’ from
the cabinet and apply it like a bandage or an 01ntment to solve the
educational problem" (p 607f 1t is suggested,‘instead that in order
to move soundly from basic research to practice, fbere is the need fqr
a theory of application (a theory of instruction) t& complement the
theories of learning. | A\ .

_ . However, while Hilgaxrd abd Bower did not support the "medicine
‘cabinet" view of application they claimed that the direct application
of knowledge from the laboratory to the classroom is not to be
Lentirely rejected because: | .

i 1, Often laboratory. knowledge can assist one to understand what some .

of the important variables and influences are even before they



have been formulated into prescriptive form.

2. A skilled teacher may better’comprehend why some practices work

and others do not.because of his vauaintance.with basic learning
. - . / —

principles. A}“»/// .. :

,'3. Principles from learning theory canlpermit a better analysis of
teaching by p01nting out where to look and what to expect.

- Therefore, in accordance with the three points made above,
Hilgard and Bower have listed 21 principles which they considered »
would be accepted by psychologists from various.theoretical
orientations They have listed eight-"principles" emphasized within
S—R _theory, six "principles" emphasized within cognitive theory and
| 'eight “principles" from motivation, personality and social psychology.
A1l the»"principles sted are included in the lists cited earlier in
??his section For\example, the importance of the active involvement
of the learner in the task, the need for frequency of repetition, the
importance of motivation, the importance of reinforcement and cognitive
feedback, of learning with understandlng, and the maintenance and
enhancement of the student's se%f—esteem are all listed and‘briefly

discussed by Hilgard‘and Bower. . -

S~ T
4

-

Nicholls. ‘-‘and Nicholls (1975) also discussed the. application of
psychological principles to the classroom and pointed out that an
 understanding of these principles could assist teachers to see what nay
be relevant to pupil learning when they carry out their analyses of the
bteaching learning situation Theiauthors suggested that an under--
standing of psychological principles could assist teachers in creating
..successful learning 0pportunities and devising assessment techniques

Nicholls and Nicholls discussed 26 psychological propositions

~ ! . . R
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which they then summarized into 13 major principles. The authors

' emphasized that the list is ngrely sug;Zstive and is not alljinclusivef

>

‘ o ‘ -
Again principles dealing with social climate, memory, transfer{‘_;ﬁ

)

,readiness, attention, motiyation, reinforcement, discovery;learning’and

recognition of pupils'’ stages.oﬁ development;were‘listed.

.Bigger‘ (1976) 'discussed in dét_ail 14 pripciples of learning
that he claimed are commonly accepted by modern psychologists regard—
less of the school of psychology with which they identify themselves.

The author maintained that the principles‘presentéd“were close to

'classroom practice in the sense that they provided”rather specific

d¥rectives to teachers and thus formed a bridge between the relatively

&y,
abstract nature of much of learning theory and the largely "how—to do-

-

it" emphasis that could be found in many educational ‘methods courses.

%

Bigge reiterated the warning of Hidgard gnd Bower that despite the use ‘

-of these principles, there should not be the neglect df "system o

building." The author also agreed with Hilgard and Bower that there
is a need to recognize a "working principle" level of operati\n, which
has immediate applicability in practice. '

s

- * Bigge, when Presenting his principles, pointed out that they

thad been selected from a wide range of literature, were not an

inclusive listing of working principles of learning but were samples

. of the more usefuL, generalized statements that are supported by the _

%

research and conclusions of, reputable %ducational psychologists.

. : Principles discussed.dealt with motivation, Jpupil selection of .
goals, readiness for learning, the nature and role of practice part
versus whole learning, retention, meaningfulness in learning, reinforce-

ment and repetition. - . N o

*

P



<

Summary . of Pringiples“lnfluencing learning . : j

i » The principles listed and discussed by the sevén writers have

heen summarized in Table 1. The number of principles—cited ranged

- [ ]

»

~from 12 to 50, therefore to illustrate any commonality between the
lists only those principles cited at least -twice have been included.p\
It ‘must also be pointed oyt that most of the writers considered thelr \\\
lists to be bt all inclusive and in some cases as being merely
illustrative of the types offprinciples that are of value to the
vclassroom teacher

~ Finally, it should be stressed that this summa.ry does not
illustrate agreements and disagreements between educational psycho—
logists concerning principles of learning, it merely’serves_to -
indicate‘the types of principles that writers, especially those in the 0

last six years, have considered relevant and important for guiding

teacher behavior in the classroom.

o -~ -

Research on Teacher Thinking in the Area of )
. Beliefs, Principles and Theories : ‘
. »‘-; ")"“\ N \\ AN . ! .
: fgf There has been. iﬁcreased interest w1thin the last five years \
A -

o

\/ ' ‘ ’
. " T L}
. i . e

~

concerning teacher information processing. This research has been
based. on the assunption that what teachers do is affected by ‘what they
think. Research into the mental processes that'underlie behavior has
laréely reliedvupon-teachers' self;reportS‘ # their thought processes
which have been elicited using questionnair:;j\interv1ews, "thinking
out loud" techniques and stimulated recall methodology.

7

Research into.teacher thought processes has concentrated upone‘
A / —_ ,

three main areas: teacher planning, teacherfjudgezgytmand teacher
. . . 4 v

e
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) Hilgard Nicholls
. - and and
Watson Wheeler Seagoe Griffith Bower Nicholls Bigge -
Principles - 1960 1967 1970 . 1973 1975 -1975 1976
Active Involve- . . _ : .;
ment of Learner X 5;\ : X X X - -X Xy
Frequency of ' o ' "
Repetition X X X X O
Reinforcement X X X X X X X
Generaligation -
and ’
Discrimination X X X X X X X
N ov\'eltyw@d; - -
Modelling X X X
Drive Conditions X X X X X X X
Conflicts and
Frustrations "
Arise in
Learning -X X X
‘The Organization . =
of Knowledge : , X X - X X X
(“v " . Q ;
Learning with ’ ‘
Understanding X X X X X X X
\ Cognitive :
\Fegdback X X X X X X X
"Goal Setting .
by Learner X X X X X X
Divergent and
Convergent
Thinking X X X X X X

Table 1 -

Principles Influencing Learning .

- a .
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Principles 1960 1967 1970 1973 1975 . 1975 197
Individual . .
Differences X X X X X X X
Developmental ;
Stage and. : < ¥ . ,
Influengggww”* X x/u XF X X
u..\.\.\.\.\H“.,u«-" /
Learning is J
Culturally J .
Relative X X X X
Anxiety Level X X
" Motives Differ. } e /
for Individuals .X X X X X X X
Self-Esteem X X X - X X
- Group o .
Atmosphéig ‘ .
of .Learning X °X X X X
All Learnings . \-
% X :

Table 1 (Continued)

vk

.LA '
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Watson Wheeler.Seagoe Griffith Bower Ni

—

Hilgard Nicholls
and and

cholls Bigge

are Multiple




interactive'decision making. Investigation into what beliefs,

principles, theories and otherbfactors influence teacher planning;

judgement arid decision making has been relatively neglected. .Four

- studies reviewed in this area serve to illustrate the importance of
beliefs,'pninciples and theories as determinants of action, how little

is known about them and their use, and finally the potential values to

3 hbe gained by conducting research into teacher thinking. | ;

. Bussis, Chittenden and Amarel (1976) carried out indepth |
interviews (lasting approximately two and a half hours) ‘with 6 . -
teachers involved in an "open education"_approach to instruction. The .
purpose of their study was to investigate the’ intérnalized under— ' </’—f///
.standings and constructs that influenced the teachers behaviors in the
classroom~ Jhe guiding assumption underlying this progect yas that
internal mental processes, for example, understandings, beliefs and

values, are'maJQr underlying determinants of behavior and of the : o
environments that people create for themselves and th0se around then.

| When analysing the data Bussis and colleagues constructed .

several codingvschemes that represented a blend‘of.theoretical
rationale and empirical information. The -first area reported on-in the
study Was, teacherS"undérstandings of curriculum.  When interpreting .
the teachers understanding_of curriculum,- the researchers grouped the
teadhers into four groups that were characterized by different
"curriculum construct systems. * Group one, which comprised 12%3?f the
teachers had "grade—level facts and skills" as the dominantupriority, -
with little evidence of innovation in the surface curriculum from what

. the teachexrs had previously practised. Group two which comprised 22%

of the teachers had "grade -level facts and skllls":as the dominant:. - \; ’

s .



priority, however, there was qgnsiderable evidence of change and experi—
mentation with the surface curriculum. With group three, (39% of the
teachers) "grade-level facts and skills" was an expressed priority, but

“not the dominant'priority. These teachers described a surface

curriculum that previded many opportunities for children to experience
rioh and interesting content. )
/’ )

“Group, four comprised 25% of the teachers who showed little

P
Fihliand
-

evidence of preoccupation vith “grade—legel facts and skills." This -,
group,'as did groub three, provided opportunities for the chi}dren to
experience a potentially rich surface curriculun.

The s%cond area Bussis, Chittenden and Amarel investigated was

: teachers understandings of children. Ihey)summarized~their analyses 3

Ty

of perceived qualities under three headings: (a) needs and feelings, R
(b) interests and choice, and (c) social interaction among children.

R}
The ‘analysis of perceptions of children's needs and feel1ngs yielded

: four patternseof coding that characterize.differences »1 orientation
C”. )

-

among teachers. The four. groupings are 'outlined below: . ﬁ
1.- Needs and feelings are only remotely perceived and lack reality K
s (ZO% of the teachers). ‘ |
2. Needs and feelings are perceived as real and their expression.as
'vdesirable, but they are also seen to.be in conflict with learning
(15% of the.teachers). | |
"3.. The expression of needs and feelings is‘seen as a necessary context
for learning (32% of the teachers). “
L, ;The expression of needs and feeiings is.seen as integral,to and

inseparable from the learning process (33% of the teachers)

.The third area investigated by the researchers related to



o B . “ 50
teacher perceptions of -children's interests and choices. Bussis and
others pointed out that learning guided byvchildfenﬂs intereeoe and.
choice of activitles and experiences is a core conception of the
philosophy of open education and is, as well, a complex concepﬁlonfl
W?en analysing the data in ghis section, the researchers ain gro?ped

N ' 3
thelr teachers according to four orlentations. _ R

N
N,
N

N ~ Orientation A teachers.(ZO%) talked very little about
2 ' \
children's interests or choices except when they responded to specific\\

questionsmaboﬁflthese.topiCS. This g@dﬁp of teachers tended to equate
children's interests according to sex-rol&stereotype.
Orientatioh B .teachers (30%) while showing some diversity,

~ : ¢ \ “

nevertheless, did share two characteristic beliefs."Firsf of all, they

believed that worthwhile learning did occur when ohildren pursuéd their
owocinterest;.- However, choice was pot»considefed in oore areas and
was restricted to "enrichment" work only. »Secondly, this group equaﬁed
| student interest in an activity with positive effect. This group
focused the magorlty of their remarks on group characterlstics but were

more sensitive to individual pupil's interests than Group A.

Orientation C teachers (22%) differed‘from Orientati“;fi

teachers in two major aspects. These teachers considered 1nterest

,\'

core as well as electlve subJect areas. They also tended tov
intérests as being more mapipulable by the teacher an& more‘susceptible‘f

s e S '
to influence by external’ stimuli such as peer pressuﬁe f'»the attract-- S

'&7haent - T

iveness of materialsu This group also tended to accep:

‘interests at\g\\e value and took the opportunlty to'&(éggﬁe in{éreetémo’

] ‘41'*

I
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involved identifying and stimulating interests. The teachers in

'reciprccity as what

*

4

furthﬁipa student's skills in reading and mathematics. These teachers\‘
focnsed on what a'child was‘interested in end did nht ascertain why he
exhibited this interest. \'

Orientation D teachers (28%) assumed that interest was a quality
shared by all children, a.nd that there was continuity and resilience in

these interests. These teachers considered that pégt of - their role
§y

Orientation D also considered -children's interests as integral to

learning; but at the same time, thése teachers realized there were

ongoing experiences of t pupils.

ea investigated by Bussis and others dealt.with
) ; : _
al interaction. The researchers defined ) /

The fourth
reciprocitydand\so
e learn from each other. The teaghers were
grouped'into four ori tations concerning their beliefs about the role
of soclal interacti among,children. _

1. 1Interaction generallg not*perceived"as‘significant‘}or learning
(18% of the teachers). | ( |

2. Interaction perceived as'ﬁotent%%lly interféring with learning
r , &
(5% ofjﬁe teachers? -

3. Interaction perceived as: children "instructing" one another or as
learning socially accepted norms (37% of the teachers)

4, Interaction perceived as rec1procity, as a process of learning-—
either cognitive or personal social or both (40% of teachers) |

Bussis and others concluded their dlscussion of teachers" ' \

bellefs and conceptions about children by stating:



N,

* ’ 3

“/\-«K
. ' . - I < - ‘ ‘) -
The conceptions of children that teachers hold are pedagogical
in nature, fusing a view of learning and development with a
~ view of instruction. The teacher observes and learns about
children from a vantage point that is necessarily distinct:
from those of- the parent, the paedlatrician, the testmaker, or
the research psychologisg. Inherent in each of these points
. of view are constraints and responsibilities that affect how
' children are perceived and that shape ideas about learning and
: development., (p. 111) :
- i;he51ck (1977) carried out an ethnographic'Study in order to
describe and explain a teacher's classroom perspective. In this study,
perspective referred to a combination of beliefs and behaviors which
were composed of definitions of situations, actions and criteria for
making Judgements This perspective, then, was a reflective and
socially derived 1nterpretation of an individual's encounters with his
env1ronment which then servedasza basis for the actions the individual
performs. It was suggested by the investigator that thls perspective
enabled the teacher to make sure of hls or her classroom world,
interpret it, and carry out his actions within it.
P " When gathering data, the researcher oﬁgerved one teacher over
fia seven month period took extensive field notes and recorded inter-
views with this teacher. The data were analysed: regularly on a weekly
basis in order to discover any patterns,'relationships, or character-
"istics of behavior which suggested the need for further investigation.
) A final analysis was completed follow1ng the field work.

Janesick concludad that the perspective of the teacher she
studied indicated a COncern for creating a stable and cohesive group,
and maintaining that group in order to facilitate the achievement of |
stated classroom goals. T?ls group perspéctive led the teacher to

focus on various componeénts of group life which reflected his per-

spective.. For example,'the teacher provided leadership in the group

\

T
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and modelled behaviors which_reflected“his major goals of cooperation
.ol , , ‘ \ S
- and respect. The teacher also involved the puplls in many group

activiﬁies

Marland (1977) investigated teachers A tive functioning

during the interactive phase of teaching pect of the investi- 7

gation focused on overarchingvprinciples which exerted a pervasive
influence on a teacher's classroom~behavior.,AMarland maintained that

1

The principles that were revealed bylteachers under conditions
of .stimulated recall gave meaning to teaching behaviors many
of which, to the uninitiated observer, would have seemed like
capricious acts or things that a teacher did on an impulse or
a whim. (p. 216-217). . \
(. 'Five general teaching principles were discussed by Marland:
; (a) the principles of compensation, (v) the principle of strategic
. leniency, (c¢) the principle of power sharing, (d) the principle of
- progressive checking, and (e) the principle of suppressing'emotions..
. The pfiﬁciple of compensation was used more frequently by the
T first grade(teachers. The use’of the principle involved the teacherp
compensating-the shy, low ability.and culturally impoverished childrenu
' for'any disadvantages they may be-experiencingi.'The teacher made
certain these pupils had frequent opportunities to answer questions :
and participate in all classroom activities ~

The principle of. strategic leniency is a special application
or extension of the principle of compensation ¥hen applying this
pfinciple)the teacher took note of children'who needed special
attention, was lenient indapplying classroom rules to them and

tolerated minor interruptions and unacceptable movement around the

.classroom In other words, the teacher tended to favour alleged

| s .

: disadvantaged children by "bending rules.



—
The principle of power sharing involved ‘the teacher using the
informal peer structure of the class in or@lr to exert her own
influence oni the class. The teacher rewarded the acceptable behavior
of pupils who.Were considered class leaders inwmhe expectation that
their influence would assist her in the process of classroom management.
In this sense then, she was sharing with the ‘informal power structure

\ . - .

of peer influence in the classroom, hergoﬁn,responsibility to influence

patterns of behavior in the classroom. ‘

| The principle of progressive chegiing was invoked b& one
Jteacher and involved her continuously in interrupting and cheching'on,'
the progress of low ability children during seatwork as well as giuing
them encouragement. The teacher was intent upon identifying any work
problems encountered and also kas'attempting to provide stinulus
variation to children with short attention spans. . °§i

The principle of‘ suppressing emotions involved the teachers

in suppressing their feelings, especially when they were under stress.
The teachers adhered to this prin01ple on the assumption that if

.4, )

they were noisy, then this would have an influence upon the pupils and
A -

make classroom management more diffieult. This principle uas often

used as a management ‘strategy and the teachﬁgﬁﬁunﬂﬁ.remaln quiet and

™

calm in an attempt to restore order. L ::(”’vv Lo
" The principle of suppressing emotions was also uied to-protect
the self—concept of som& students.t Teachers at times appeared
’reluctant to criticizevthe incorrect responses of sgme students who
were enthusiastically involved in the lesson. Toravoid crfticism
.teachers used innuendo or did not prov1de direct feedback.

Duffy (1977) and Barr and Duffy (1978) reported on d longitudinal -

-»



study of teacher beliefs in theﬁgontent area of reading in elementary

schools. When the studynwas/initially conceptualized it was for the :

_: purpose of investigating what conceptual or belief systems teachers

possessed (especially about reading) and if they existed, whether the"
systems influenced instructional patterns and ultimately the rgﬁding
growth of pupils. ;; \‘ -
Duffy -and colleagues developed a Prop0sition Sort Instrument

consisting of 36 propositions.» Qhe exercise was administered to 350
teachers ayd 37 who indicated they had strongly -held beliefs about
reading were given a variation of Kelly's Role Concept Repertory Test
(REP Test) as a reliability check, _ . s

- In a{later phage of the study 11 teachers who were either ‘
selected using the Pr0po§ition.Sort and thre REP Test or nominated on
the basis of their reputations were to.bevobseryed BSWtimes.'~Duffy
wrote that in 1977 each of,the'll.teachers had“been observed 10 times.
‘The observations were carried out usingvethnographickfieldvnotes and
pre— and'post—observation interviews were used to determine the extent

to whieh the teachers instructional behavior reflected their con-~ '

ceptions of reading.

55

When results were analysed it was found that eight of thevii nAL

teachers .evidenced strong belief patterns on both. the Pr0pos1tion Sort

and the REP, Test with two reflecting a structured (basal/linear skills)

view, five reflecting an unstructured (natural language/interest/,t.
: © N o
'integfated whole) view and one refleeting a combination of both. of

the remalning three teachers, oneateﬁﬂed tg have an unstructured view,

o

but it did not represent a strong pattern, while the other two teachers

had no discernible pattern of beliefs.

-



As the study progressed, Barr and Duffy Treperted Eﬁ;t data from

the case studies of the 11 teachers led to conceptual shifts in the

D

project. The researchers found that teachers reflected a combinationb
of views rather than a single one, that they did not always make

conscious and reflective decisions and that there was not a linear .

>

'relationship existing between teacher conceptions and teacher behaviors

1]

The conceptual shifts were, therefore made in order to match the project

‘with the reality of the classrooms

Barr and Duffy reported some promising findings from the ¢ se
studies. They reported that teacher belief systems are more complex

than initially realized and are multidimensional. That is, beliefs

e e

‘about one aspec} of : instruction may not. predict~beliefs about another
: ("?V‘K

' W'aspect | sﬁe,eﬁdly, they stated that bel'iefs influence teacher selection :

of instrﬁbtional materials and the way help is given to pupils during
reading, and thirdly, that there. are: institutional and classroom
chaiaoteristics which mediate the influence of beliefs " For example,

1t was found that time schedules, required testing, class composition

. ‘and constraints on materials influenced the complete operaticnalizing

- Section Summary

g

of’ teachers beliefs in reading instruction v, . : fi

-
. . ' .

@

o

The fowr studies rev1ewed in this section have emphasized the
importance of teacher held beliefs, principles and constructs as
determinants of action., |

These studies have revealed -some generalized principles held by
tgachers that relate to classroom learning and child development They

t
‘indicate clearly that teachers belief systems are complex and that

;
¢ .
By
5
Je
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teacher beliefs, principles and constructs, and how they'influence"a

teacher attempts to operationalize thelr beliefs and principles

influenced by the environment io which they work.

What is significant, however, is how little is known about

-

. ’
teacher's behavior in the classroom. A

- Chapter Summary

. This chapternhas focused on four main issues. It has

‘reviewed the literature over the past 25 years-that has7discussed the

-~

~

irelevance of educational psychology principles for the classroom

~‘teacher. Secondly, it has presented research findings concerned with

teachers use and understanding of educational psychology principles
Thirdly, this chapter has outlined psychologioal principles that -
educgtional psychologists and learning theorists consider relevant Ds
for nse in the classroom. Fourthly} the final section;of this chapter
summaiized research into teacher beliefs, principles and theories’

considered to influence teacher behavior during the interactive phase

of teaching.

. The litefature reviewed has generally been supportive of the
importance of educational psychology for the classroom teacher.
However, during the past ten years this support has not been unqualil

fiedu and ‘in some cases, the relevance of much of educational

‘La\pszchology for the classroom teacher has been. disputed Critics of

4eduoational psychology have concentr\\ed upon two main areas. The:

!

teaching of educational psychology is an issue raised by critics who u‘f‘

have pointed out that there is little agreement on subJect matter iﬁg@

be taught that students are exposed to too much subJect matter, and

s
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theory has not been adequately linked to practice. The second area of
criticlsm deals with the relevance of aspects of educational.psychology '
for classroom use. An increasing number of writers have been critical

of the acceptance of present learning theory for use in classroom

X

settings. Thﬁ%\ oint out that principles of learning taught in

-educational psychology courses have generally been derived from )
» A\

laboratory research with non-humans, and that these principles do -not

S

~account for the -complexity of human learning in complex social
situations These critics indicate that there i1s 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-classrooms'to investigate human learning in social settings.

,Zk Few research studies have investigated teacher understanding f

and use of educational psychology principles in the classroom These
studies have generally suffered from methodological and,design prohlems | o -
‘ and in ‘most cases the investigatOrs did not enter classrooms to” gather

thelr data.A As a consequence, the small amount of research in this

area appears to have contributed little to an understanding of

_ teachers' ‘use of” educational psychology;principles in the classroom

-, ©

-

Despite the lack of research into teacger use of-educational

“

'psychology principles, there has been -a trend during the last 10 years
for learnihg theorists and researchers to 1ist principles they
consider relevant for classroom use. These principles’aeal with
';factors influencing the learning process and are considered by a

\number of wéiters’to form a bridge between-the abstrdctness of much
laboratory research and they ra¢ticalities of the classroom. -
. } - THe final section’of-the chapter reviewed studies that had

v
-

- e
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'invest;igated the beliefs and principles teachers helg;concerning
- el L

" pupils, learning, development and pedagogy ingenei‘a,}. The studies

~N

reviewed suggest! that teachers' be‘f systems are complex and that
"little is known about thede beliefs.and principles‘and how they - E i

j.nf luence behavior in _fr,hé ‘classroom. .



Chapter III

DESIGN AND PROCEDURES

The purpose of this chapter is to describe the research

design, selection-of:subjects, data sources and procedures used.

. ~ The Design
. -

Few studles have:investigated teacher information processing

using introspective methodology. Therefore, because little is known

about teacher cognitive processes and use of beliefs andtprinciples

during the interactive phase of teaching, ;his research project was

planned asean exploratory, descriptive study in a natural setting.

This study was exploratory in that it attempted to, "discover signifi-

© cant variables in the field sitnation, to'discover relations among

variables, and to lay the- groundwork. for later, more systematic and

‘~rigorous testlng of hypotheses" (Kerlimger, 19?3, P 406)

/

Smith and Meux (1963) earlier strongly emphasized the}need for

exploratory descriptive studies when they statedx

If very 1ittle is known about a phenomenon, the way to begin

‘an investigation of it is to observe and analyze the- Phenomenon:

itself. It must be observed, analyzed, and classified ‘into "
its various elements. Until the factors which are involved“&f
in the phenomenon are understood and described, theﬁe is little’
likelihood that significant corr ational predictive, or
causal studies can be made. (p. 8)

The nature of this study,. then, conforms to the research

’ tradition described by Rosenshine and Furst (1973) whe£§they outlined

the descriptive—correlational—experimental loop reseafé

pﬁa

H paradigm.

60 . , -



Through developing a descriptive system the researcher can explore for
~ sets of variables which can later be tested\for correlation with’
studentaoutcome’meaeures,‘and‘even.later still, manipulated in experi-
mental reeearchjsitnations.

Furthermore, as Marland (1977) podnted oup, "1t may be wise to
continue conducting openﬁended stimulated recall interviews wifh

teachers to see what common concerns, cognitive processes and other

phencmena emerge" (p. 224). This stance is also strongly supported by

Clark and Yinger (1977)..

The Subjects

Ninebteachere, three from each’of grades one, three and eix,.'
volunteered to participate'in the study. The subjects came from ‘three
schools of approximately the same siae; One elementar§ school in a
Jjurisdiction adjacent'to a large city provided'three/firsﬁ grade
teachers, three third érade\teachers and one sixth grade Heacher. "The
other two sixth grade teachers cane'from‘two elementary schools in a
large urban school Jurisdiction. There were eight females and one male
teacher involved in the study “ The nine teachers who participated in
the study were chosen because they were the first teachers at the
desired grade leVels who volunteered to participate ‘When selecting
the volunteers, two criteria were observed: °

) 1. The teachers had to have studied at least one educational

- psychology course in their teacher education program.

. 2. The teachers had to have at least two years teaching

experience in order to‘avcid some of the role socialization

' problems experienced by feachers in their first year of
N _ : ro
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" service (Moskowitz & Hayman, 1974, 1976).

The

2potential trends or patterns in teachers interactive
[ Y

speCific number of teachers was chosen for several'reasons.

‘In accord with the exploratory nature, of the study there

was . the need to provide enough variability in interactive .

'behaviors in order to provide opportunities for teacher

use of principles, rules, beliefs and other phenomena to

. !

‘energe. ' . o«

The choice of three'teachers for each of grade levels one,
three and six was’ considered sufficient to indicate any
hehaviors that might be associated with grade level, and
therefore suggest hypotheses to be tested in future

research.

‘The variations in behaviors from nine teachers would

NECEN

‘provide a more representative'base to evaluate the

stimulated recall methodoloéyithan=would the involvement

- of smaller. numbers ¢f teachers.

A _ Déscription of: Classes o

\practised in any of the classrooms

\

[

"g’i All

S
\ Th

between 17

and’ 29 pupils\except one sixth grade, which had 35 pupils..

The

j \t specialization. Two first grades, one third grade

classes were relatively self-contained with limited
Fa R s

A
size of the classes varied., Th;\three first grades had
d 19 pupils each, while all other classes had . between 18

classes were grouped on a variety of patterns. \Qii of the

RO



“"Selection of Qrades

’ pattern.‘ Morning sessions comprised language

findividuals. Afternoon sessions involved subject areas which incl

63

first gfade classes were heterogeneously grouped while the other
comprised all of the younger entrants to first grade. The shree grade

one classes. partly operated on an integrated day organizational

\\

ts and mathematics

where the teacher worked with the whole class, small gro

soclal studies, art, music and physical education.
- The three third grades were streamed on reading ability while

PR
the three sixth gradés were heterogeneously grpuped except for one

sixth grade which includeéd a group of "slower" readers.

Grades one, three and six were chosen for several reasons:
1. They_uere first of all chosen'because the three grade levels
represent distinct phases of a student's school career. Does the

fact‘that it was the first graders' initlal year at school, that

the third graders,wefe near the end of their careers in the junior
school and that. iMixth graders' last year in elementary

school, influence a.teacher's\cognitive processing‘in any different
-way?' » - | —
2. Do different stages of pupil physical and COgnitive development
RS .‘influence teachers' infOrmation processing in any way? For‘example, "
in Plagetian terminology, one can generalize that many of the first
o ,graders were at the intuitive or perceptual level of the pre-
f operational stage of cognitive development the -third graders . o
_m/ ' Were at the stage of concrete operaticnsw vwhile the sixth graders

_ were moving from concreteceperations to the formal operational

o



stage of cqgnitiVe development.

[
\

Selection of Content Areas

The subJect areas of language arts and social studies werejg

chosen in order:

1, To enhance'the possibility of variability in the interactions

‘between teacher and pupils. Both subject areas present a«%ide

range of "sub—areas" allowing or a yarlety of teacher-pupil
interactions.

7
/

2. To add to and widen the data‘base/éf information concerning
' AN
teachers “information processing durin§\the various phases of

instruction. ‘
_ Marland (1977) studied\teacher 1nfor:§tion processing in
language arts and mathematics. Presently work 1 prqceed;ng in the

- area of mathematics (Shulman & Lanier, 1977). Hopefully it will be

possible to compare the results of this study with Marland's work in,

language arts and from the results to deve;cp hypotheses that can be

further investigated in this subject area as well as in the field of,

social studies. : .

Collectipn of Data .

The data for this stud&uwere collected during an 11 week.
- period which commenced April, 1977 and concluded during the second

week in June.

ﬂgpeciﬁic Problemsv

In this study the specific problems that were in%estigateg

related to the follawing five najor areas:

&
.
Y




14 Whaf Catégories~of beliefs, principles, rules and other
o féctors guide teachers' behavior duriﬂl?ihe 1nteractive‘
phase of teaching? | '
What széﬁgrching-princtgles andjbeliefs influence
teachers; £ehavior during the‘interacti§e phase of
r .'&ﬁea§hing?. |
‘What general pedogoglcal principles inflﬁéncef

23

teachers' behaviox?
What principles from learning theory, motivation theory
4 and human growth and development do’teachers use during

the interactive phase of teaching? !

What classroom rules gulde teachers' behavior during

. = the iniéréctive phase of teaching? -
\\ \ What other factors influence teachers' behaviors
\ . iy { ’ o
\\ " during ‘the interactive phase of teachirig?

oL : 8
\ . 3

2.. When and how do teachgfs make use'of beliefs, principles,

gﬂq ~ rules.and other factors during the interactive phase of-

3
X \i»

1.*"j teaching? H N

i{,', o » Are teacher %eliefs 1nfﬂpenced by ecological factors?

| 3f¥; ‘ f “Are‘éertain.genefal principles used during specificv
aspects of a lesson or during particular instructional

-d,f . : modeé?“ - |
';¢:»<-Y, '7, Are certain psychaiogical principles used during
| spgcific aspects of a lesson or during particular~
ihstruptional modes?.
3. IWhat is the éénteht of the information teachers process

during the interactive phase of teaching? |



\
\

Hhat general phenomena about teaching are revealed

by content analysis of teachers' interactive thoughts7

What considerations do teachers give to obJectives,
‘content and instructional strategies during the
~interactive phase of teaching7
hWhat categories of information about, pupils do
teachers carry around in their heads? How is this
— o information used dqring interaction with pupils?

v 4. Does grade.level; subject area or lesson mode influence

Mthe content and styletof teachers' information processing?

. .f<} Do teachers at different grade levels place more
- emphasis on. content or process°
ﬁo teachers at the different grade levels emphasize
different psychological principles and general

pedagogical principles during the interactive phase of

their teaching? ’ ' ‘g (o
N . If principles are stressed are they related to 1esson
\s i i i
e mode or content area?

5.+ What are the strengths and weaknesses of stimulated recall
methodology when it is used as a research tool7
. o ;How effective ‘is the strategy of both interviewer and
respondent stopping the-videotape at stimulus points?

At what stimulus\incidentls and during what period of

the lesson are teachers unable to recall their inter-

o

-

’active thoughts?

.
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Assumptions

' This investigation of the interactive thoughts of teachers
using introspecti\ae methodology is based on f ive fundamental
Lassumptions: - ‘
1. that the interactive' thought processeps"'of tiea,chers are
| important determinants of teacher behavior duri.ng the ’
’ interactive phase of teaching. |
© 2. t‘hat teacher information processing would include :*’3 v .
information about th}e, various components ‘oi‘; . fg’)'e : f’ *‘2 s
instructional p’i‘ocess .o L ,k ot Q‘ ‘
, .3 that the sa.mple of ‘interactive thoughts recalled would be
. . representative of the. teacher s thoughts throughout the
° - particular lesson videotaped. '
. s . b that the teachers can verbally articulate their interactive
' information processing. ] | -
5. : _that the period of familiarization undergone: bygteachers
) or ﬂﬂ @’ﬁpils %nsured‘” ‘dbserved behayi@‘rs approximating %e”\ i
) - normal classroc}m behaviors
~ Limitation
uThe‘ principal limitation of the study refei‘s to the,non— i
sta.nda.rdization of variables involved in the teacher's task environment
Qb?he va:ria.tions in the spe;cific obJectives of the lessons, the \‘
content and expe:_rienoes involved, the;length of the lessons, and class-
‘ro.om o;ganizat‘ional patterns, 'militate against the generalizability of
L the results from the study B ) - . V‘ 'v - »%?.h
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» . . Summary of Data Sources‘

_ The types of data collected to answer the research questions.

¥

are outlined below. S ‘ : :

PrerLesson Interviews

A pre- lesson interview was carried out prior to the videotaping

of each of"the stimulus lessons Infbrmation from the pre-lesson

interview is used in the study to assist in the description of

teachers' covert behavior and also in the development of lesson
vignettes. The pre—lesson interviey contained information about

lesson objectives, organization, content and naterials. The pre—lesson

interview schedule is listed in Appendix A,

4

VideotapeS'of‘Lesscns

Nineteen lessons, each 30 to 60‘éinutes long, were Videotaped.,

. Each teacher (with one exception) taught two lessons, one in language

B
arts and one in social . studies - One sixth grade teacher taught three

lessons, one social studies and two language arts lessons The two -
language arts 1essons were filmed as a precautionary measure because;_
doubts were raised at the time of gathering data whether there was

v
sufficient teacher—pupil interaction in one language arts lesson

" However, both language arts lessons have proved rich sources of data

. and, therefore, have been included in thevstudy.

Stimulated Recall Interviews
<

A1l interviews were conducted within 24 hours of the filming

-of the stimulus lessons. %he interviews ranged from approximately 45

minutes to nearly two hours in duration and were al¥ audiotaped

-

D
e
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Field Notes

N R N A et e T RS o S LAY G 'vvaw May”»\ byt

] S C . - ' ’
\ : A o
Typewritten transcripts of all intervieWS Were prepared. The actual

procedures and techniques used in the stimulated recall process are

W

described later\in this chapter. . o
Ty ‘ | S
Teacher Presage Data

X

“All teachers supplied demographic data such as training,

length of teacher experience, and work involvement in the school.‘
, g Y

~

To assist in the familiariZation phase of the stuly, and in

the interpretation of the stimulated recall data, a _great variety of

’field,notes vere made.v Information included class timetables, seating

-

~plans, names'ofﬁchildren,“grouping patterns,and informatiggpabout

pupils.

&
‘_//

The Expanded Brophy-Gogd

Teacher-Pupil Dyadic .

-Interactidn“ClasSroomﬁﬁbservation System

_it‘is possible to train coders to reach an 80% agreement criterion

trument is a SOurqe of'classroom process behayior.

N

Thié? :
It is aac prehensive low inference observation system developed by
Broph and Good (1969) and refined. by Brophy and: Evertson (19?3)
was designed'to capture-the naturally occurring sequences of teacher- .

|

pupil interaction in elementary classrooms, as well as every inter- g/h

A/"

action between the teacher and individual'students. The instrument/
{

, takes into account contextual differences and is based on real and

»
psychologically mean/\\Ehi units of classroom interaction (Br0phy &

Good, 1969, 1970; Brophy & Evertson, 1973). The authors report that

s

. 2

usﬁﬂg a strict definition of agreement

s A large number of interaction variables can be derived from
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%ures which reflect the
gather

N pupil interaction, and (v) percentage ﬁea
This instrument was used” to

qualitative aspects of interaction.
‘data concerning the overt behavior of teachers whioy/COuld be used‘to

e

Pi
P

oS

corroborate and assist in the explanation of their coVert behavior.

:™ The system is outlined in Appendix B.
Phases in the Pilot Study

'aturalistic settings
be used bg an individual

[y

Training angﬁiilot Stud
The gathering of introspective da
ills
v 1

@

o

-
o ds ﬁarious roles and associated
esearcher.‘,ﬁhen researcH is carried out by one person alone, then
be experiéﬁced in the operaﬂﬂgn

%
ok
the“use o famili Jization techniques and

there is need for the rese@rcher to

of audiovisual equipment

2'
' (a) Familiarization
a{i procedures, (d) Interviewing

(c) Stimulated rec
Transcribing;techniques

T techniques, and (
All techniques are described later in this chapter

\

¢

'equipment :
Developed with the assistance of Marland (197?)
trategies, (b) Filming techniques,
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* the firsp week belng 4 famiy

N g.*

Pilot Study Fieldwork L =

The pilot study fieldwork took approximately four weeks and
was undertaken- in order to; : ' qr'

1. Experiment with audiovisual equipment in natural settings.

2, Develop familiarization strategies.

..

-

. ‘DeveloP interviewing procedures and- technl ues. :

3.
L, Ascertain if stimulated recall methodology as suitable
?
for answerinapthe proposed research question .

! W

Subjects

]

Twa “teachers, one in eath of fifth ailél

pated in thg pilot study. ~Two weeks were sp

iis week of familiarization the

teacher and pupils were Sc:i”\ etween three and five videotaped lessons

-

'1.‘of‘"themselves in action.” R R ' f': C /% |
- ¢ ‘

After the periods of familiarization the grade five teacher

taught a la.ngua.ge arts lesson and. the w six t)eacher a social

’ studies lesson. AU )

//. .

£
ks

Results of the Pilot Study - & 7
e |

The audio tapes of the stimulated recall interviews were

iméggiately transcribed and submitted to a staff member at the v T

b University of, Alberta and two graduate students using stimulated '

research. que*Ons o o

recall methodology. This procedure was followed to gain feedback~on

o -

interviewer style and ‘the relevance of-the data for answering the

w

Niw
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results.

s R familiarization period of one week appeared sufficient. Aft;r

one week s filming the classes showed few overt signs that they
were concerned by the presence o£ the researcher and the audio-
“visual equipment. Both teachers reported feeling comfortable
teaching in the presence of the researcher and the audiovisual .
equipment ‘

2.. It was concluded that stimuﬁted recall interviews should not

vgenerally exceed one and a half hours in length Both teachers .

N

'vexpressed discomfort (tiredness) after an hour and a half

3. . .During the stimulated reca.ll interviews e«:the videotapes were

stOpped at the following stimulus poié&s: the teacher asking

,".‘éﬁjﬁ% ~ A4

‘questions, explaining to both individﬁaéf and tife whole group,
”l describing, demonstrating, using the chalkboard, using an overhead

projector, using a wall map, reading from books, istening to a

2

.

variety of =u];;il verbal beha.viors,, walking down ai% supervising,

EY

Xi
writing on the chalkboard, reviewing past work reprimanding

ch’ildren, etc .

In all cases, both teachers recalled their interactive thoughts

- that were associated with the above stimulus points .m@“

E 2

. BE
2

L, The videotape &as stopped a minimum of 25 times during both inter- -

views Teachers responded Without hesitation whether it was the i

‘interviewer or teacher himself who stOpped the videotape at a

| stimulus point.

5. Analysis of the ranscripts reveaked that the two teachers

..information proc ssing - styles showed they were consciously or ”

,MW SR SRR i
- o . Lo "dl

¢
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ty .

Ta

unconsciously using the following psychological and general

pedagogical principles: ‘ C R .

Cognitive linking; frequency of repetition' generalization “

and discrimination- stimulus variation- reinforcement

v

learning with understanding, integration of subJect areas.
~~
pacing of the lesson and motivation; concﬂbte representation

to explain abstract concepts; the importance of developing

&

the learner's self—esteem, and the importance of involving

. X .
the learner actively in tasks. ‘|v : : &

6. The transcripts revealed that both teachers closely monitored the

o iR

" %ﬁ,&clasaroom behaviors of their pupils and were cognizant of a great
‘variety of pupil characteristics. Some examples of teacher thought
in this area include the following‘ o, i'é- i

s T Because if anybodyﬁsad not finished it would probably be
him. . S g

e

T: See I almost. dread asking that girl a: question, or to ﬁ§,

: ‘2answer anything because you can't hear her at all, she
won't speak up. She does have a lot of interesting things
to say . « . . She gets her hand up and I think, no I
can't .ask her now . . . but at.the same time I want to
keep her *enthusiasm up so that maybe eventually she will
break through and start speaking louder. B

)
T I vWas specifically asking X there because he spends a lot
' of time in class playing around and he's half listening
and ‘half not and it's hard to know when he's going to:
participate in- discussion. S N
N\

T 7. The tranSCripts.revealed a great variety of information, including

the influence of contextual variables (Dunkin & Biddle, 1974) or

"ecological variables (Doyle; 1977) upon the teacher's classroom

behavior For example: o ot

o

- T3 1 could see that there wouldn' t be time to really do an
adequate job of analysing a short story on the caribou . .
. and it was the end of the day, they were getting tired
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e

"and so I felt it was a good thing“to Stop the lesson. ' \\\\
\ : When.discussing the heterogeneous nature of the group one ' ‘
teacher stated, "You have to go slow, plus you have to give some-
thing for the top people when we have discussion.. Yeu have to read_

. ovér your articles.twice_otherwiSe half the olass would never get
anything out of it." | - ! o ' ' .
When discussing being part of an open area a teacher explained,

"Well grade sixers usually like a. lot of discussion but it s very
;,hard‘tothave these good discussions in an open area situation

when sqye other group is doing an activity-oriented lesson."

y”%§$ﬁ§§‘ L Summarv of Rilot Study Results - | /

‘;‘!'4\"& L

- - .o _
:pa pilot study indicated ‘that familiarization, filming and ?////f

: stimulsgadi?ecall procedures used were appropriate for the research

prOJect Analysis of the stimulated recall transcripts revealed a

rich SOurce ‘of information about teachers thought processes The

analysis and interpretation of the tnanscripts ;evealed that teachers

~ did, whether. consciously or unoonsciously, use a variety of psycho— )

logical and péﬁagogical principles to guide their interactive behavior

‘with their pupils. The transcripts also revealed that teachers closely

e

monitored the behavior of the pupils im their classrooms, were aware

Ly

of a wide range of pupil characteristiCS and were strongly influenced

by contextual (ecological) variables in their Anteractions with thev

, students.

IR ,. | .9&
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N Secondly, the research of Jackson (1968), and Govdlad, Klein

'/ S 75

. N /
- Data Collection in the Study Proper
r L - - o

Selection of Research Methodology ' ' |

~

Stimulated recall was chosen as the major data gathering
methodology for several reasons. First of all, the reSearcher wanted
to capture the teacher's thoughts during the interac{ive phase of ~

teaching. . Stimulated recall was considered less intrusive than other .(

‘ntrospective mean% such as "think aloud techniques.

and\ others (1974) revealed that overt observation of teacher behaviors

revealed little or no use by teachers of principles drawn from edu-

y

cationai psychology The pilot research indicated that teachers did e;

process principles’drawn from educational psychology_as well as a

.variety of other beliefs and general pedagogical principles It was -

concluded, therefore, that stimulated recall was a suitable methodology

for investigating teachers cognitive processing with specific b

reference to their interactive use of beliefs, principles and rules.

. R . 13

Stimulated Recall Methodology-—An Overview

N

Stimulated recall is a branch of 1ntr05pective nethodology ih\
whioh audio and/or visual cues are presented,to facilitate a 7ﬁb3ect s
recall of the covert mental activity which occurred simultan?ously with
the presented cues or stimuli.. ' i

"Bloom (1953) stated that "the basic idea underlying the method
of stimulated recall is that a subJect may be enabled to relive an

o

th a'large,number of cues or stimuli which occurred‘duringw_he

»original situation!with great vividness and accuracy if he isﬁpﬁesented

‘Original situation (p. 162). = S : e

S



in this research project the stimulated recall procedure
consisted of showing the’ subjects vldeotaped'segmenté of -their 'kfya

o . , N o
teaching an@ asking estions about the processes of thinking'employed

during the lessonu*’The videotapes were shown to the teache{P as_soon .

as possible after thg lessons were. filma& in order to facilitate the
reconstruction of thei intellectual processes in as-much detall as
possible, Bloom (1953, 1954) pointed out that the time lag between
'obtaining dishowing\the stimulus should be no longer than 48 hours,
otherwise the interviewges experience some memory loss when attempting
to relive the o;\iginal experiences and Tecall what they were thinkin“ ,
:during the stimulus lessons that ‘were videotaped. In this research

\ q€

grogect to: minimize memory loss all stimulus videotapes were shown to

y

SN Stimulated recall as\a research tool

history'or an'extensive use. \hqyﬁver, the num e of studies using ~*i

»stimulated recall has been used is that of medica educat%on (Elstein

\\

Kagan, Shulman, Jason & Loupe, 19?2 Elstein & Shulman, 1971 and

\

'-Shulman, 1974)A A third area of use for stimulated recall has been

' in the/area of psychotherapy and therapeutic counsellor education

‘\4 .
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(Kagan, 1972, 1973; Kagan, Krathwohl & Miller, 1963; Kagan & Schauble,
1969). In ‘the field of mental health, stimulated Tecall has been
referred to as interpersonal process recall (IPR).

A variety of methodological studies have investigated the

potential of stimulatedgrecall. Krauskopf (1963) successfully used
written responses in a group situation -to investigate thought

processes of university students. Siegel, Siegel and others (1963) = & |

and Hudgins (1967) also -successfully adapt stinmulated recall to

group administration "in situ." "Hawes (1972) wséd stimulated recall
.as a proaective tool to obtain data about_ the function of verbal
interview behavior. ‘

To date,‘stimulated recall has been used with' experienced

physicians, school teachers, university students, Junior high school

students,. therapeutic counsellors and patients with mental health
a heaith .

problems So far most work with stimulated recall has occurred in \\\\\\-
~

laboratory and simulated settings, h0wever, an increasing number of
studies are using stimulated recall procedures in naturalistic
settings.: |

Those who have used stimulated recall procedures have reported
positively on its value as a research diagnostic and teaching tool,
and have commented that it has proved promising @.nd has yielded rich,
_interesting data. It has so far led.to an increased understanding of:
1. The differences between student information prpcessing duringf .

v{vdiscussion and lecture‘lessons.

2. Teacher information processing during teaching, especially teacher
'planning and. decision makdng. RS | ' . \
_3.15The information prbcessing of physicians in. diagnostic si:uations n
T - oy

Y

. . N + . *
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Finally, in the field of psychotherapy, stimulated recall has .
ﬁroved uséful for solving a varlety of,counsellor education and
téaching-learning problems and for accelefating psychotherapy with °

patients.

While so far uSéd'sparingly, stimulated recall methodologf ha
been used in a variety of research and teaching situations and has *

p:oducéd ;esearch\results that the investigators considered to be . W~

-
valid énd reliable. The use of stimulated recall to date suggests t
. , A
this methodology has the potential for imvestigating the thought
_brqcesses of subjects in a great variety of situationms..’

N

\ , i Data Gathering Phases

&

v Tbere are va.rious phases in a proaect using stimulated reca.ll |
methodoiogy 1n natural settings. The techniques; strategies and
procedures described below were developed from various sources. They
_hsve drawn upon the work<;;\§i3?§>£i?53\\195“ Cannell and Kahn (1968),
‘Marland (1977), and the researcher's OWH experiences using stiuulaﬁad

recall methodology: for over five months in‘paggszi classroom settings.

“

thmilié:iza%ion Praocedures

Initial Contact With Subjects

" As Richardson, Dobrenwend and Klein (1965) and Cannell and Kahn

(1968) point out, the initial contact made with a subject to be

< Involved in an interview situation is of extreme importance to the

;f\jASuocess-of the projeqp} The subgect s perception of the value‘if the

J'i . ) 5



prosect, the demands it wf&l make upon his time and his motivation to
he involved in, and committed to the project largel?;depend upon
‘initial contact with the researchﬁr/interviewer Therefore, in this
project, certain steps were followed during the lnitial contact
periods. First of all, the subJect§ dere given the following inform-
~ation: - -
'l.,fThe nature of the research projecttand;the value to be
f gained from it. To avold biasing the sub&ect's future
behavior, the project was descr bed in general terns.
ié. Task demands to be made upon the teacher.
3. Time demands to h: made upon the teacher7
b, Feedback to be given to thevteacher.
' 5. Guarantees of anonymltyu
" In this study, as pointed out earlier, all subjects were
volunteer teachers and upen injtial contact the project was explained
to them. The dlscusslon centred around a document written by the
researcher and adapted from the work of Marland (1977). The docunent,
-"Material to be‘Presented.to, and Diéoussed with the Interviewee" 1is
referenced'in~Appendlx C. . The nature of the stimulated recall'method-
olog; was discussed uith the prospective subjects as well as the fact
that each subJect would be 1nvolved in the pIOJect fQ{ approximately
| two weeks The researoher indicated that he d!s prlmarily 1nterested/
in studying teacher thought processes in language arts and soc1al
studies lessons )The subjects: were given two days to conslder the
proJject before maklng a final commitment It was cqnsidered vital to
the success of’the\prerct that the subjects understood all the
i “iimgglcations of thelr’lnvolvement and the demands to\be made upon them.
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"As all teachers were
¥ ~ o .,

o be involved in the filming of approkimatefy ST

d ‘ . ‘ \ . g 2 i
11 as in sensitive interview situations totaling . . @ -

' \between three and four hours, it was essentlal- that they were highly o

1

motivated and interested in the prqgject, otherwise there was the

4

danger of-gathering data that wex ~unreliabie and‘inValid.

Claeeroom’Faﬁiliarization-Procedures. . h}! ?(?; \

. Preparatory to th§ actual filming of‘thp‘leaeohé to be used as
stipuli in the stimulated recall proceﬁs, the‘foiiowihg prooééares and,
strategies were followed. '\ ’ - “":‘ o {J

- .

1. During the familiarization period the researcherodﬁliberately
N set out to "get toiknow? the teachers, that is, to?estatlish
raoport. The establishment of rappor%.with'each teaéher”was .
considered cruclal to the auocess of the«projeot. As.Bioom,(1953)
pointed‘out, "The extent to which a@student will rebort the most

’ private of his thoughts is largely a ‘function of the rapport which
is established in the 1nterview situation ‘(p. 162). The e p
researcher and each teacher met together frequently and had lunch
and coffee together. It was decided by jthe researcher that as far
as possible a neutral role ehodid be adopted. In doing this,
discussions with the“teachers were deliberately focused on a wide
range oélcommon topios and attempts.were made to search for cohmon
interests. The §Urposes of this strategy were to show the shbjects
that the researcher was interested ih them as people, and not only
as pleces of data, and secondly, to move discuseion away from an

over-reliance upon discussions of school where the researcher might

unwittingly show evaluative blases. - | v .



-

2.

3.

v

. In adopting this role, the res archer waslaware that neutrali€§

is a d,ifficult state to atta—in. For v ample, neutral statements

“suqh as "uh huh" cdn signify agreement with a subJect and postibly :

influence a subJect s perceptions of the researcher.v v

‘A neutral iﬂage can be almed for in\bther ways. For example,\

this researcher deliberately dressed casually wh he enteredrthe

a

echools.” He dressed casually so that at one extreme he would\not

be aligned with school bOaId personnel or on the other hand with\a\\

\

"'student"” who did‘not lden fy with the elementary classrbom and

“who might not be cognizan of the elemehtary teachers' roles and

' the demands made upon ther, | . - e

, -
The researcher was introducedAto the classes' as a researcher from
; . - ' ’ é‘,\ (. . a
the university who was "interested in)geeing teachers and pupils

" at work in classroom=." . ‘The general nature of the &esearch was

explained to the pupils, and the researcher explained to the class

D
that he would be filming lessons during the next two to three

weeks. This procedure,wae adopted so/that~the researcher was not
falsely represented in the perceptions of the pupils, for example,
as a television cameranar for commercial te{evision. The

researcher was aware that’any misunderstandings could influence the

pupils into‘playingrroles that dia not.conforﬁ to their normal
behavior. L,

The{equipment was explained to the’teacﬁef“and‘the children.
During the first week of filming the‘teacher and pupils were shown '

tapes of lessons between three and five times in order to remove

"cosmetiC"reactions" to the videotapes. Fuller and Manning (1973)

\1

report that “focus on physical manifestations clearly seems to be

N

\\‘ .
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_‘confidence to stop the videotape during the subsequent stimulated -

'l+c

1

5.

‘\>

\\\\ _in teacher behavio

6.

' conditions had to be fulfilled:

3 ' e

part of the self-confrontation experience" (p. b75) However,

Bedics and Webb (1971) indicate that 3fter three playback sesslons

teachers generally focus on the teaching act as ‘opposed to their

physical appearance - ‘ v N <

. +

The teacher was also encouraged to become familiar with the / .
! m '

angiovlsual equipment. This was dore to give the teacher

/recall'sessions

The class timetable was galned 'from the teacher in order to
scertain when language arts.-and social studies lessons were being
,taight. A procedure followed was always to film at the time the
teacher had “timetabled a lesson. It was considered that altering
the tempc;al sequen;e of lessons could have an influence upon the
behavior of teacher/ and pupils.
When selecting lessons to be used for stimulated recall sevéral
| |
;"ga) There had to be verbal interaction between teacher dnd
pupils. ¥
(ﬁ) Each lesson had to have a number of phases that involved
a variety of teacner and pupil behaviors. For example,
a discussion session foll8 & a seatwork exercise or

. review ©of past work followed by jfthe intrdduction of new

work. This strategy was followed to allow for variability

that would prOV1de opportuni%%es for

teaching behaviors to be exhibited.
L%

Seating plans with the children's names were obtained from the

<



teacher. It was considered that knowing the names of theé pupils ’

- 83

AN 3 ' .
would allow the interviewer to idenfify puplls on the videotapgﬁ,e/f«

and add to the f%uency, and therefore, the conversational nature L

of“the 1nterview. It was also considered that knowing the names -
+»of pupils was cne indicator to the teachers’of_the researcher s
L interest in them and their classes. - .
7%  When- to start videota$ing the actual lessons.to be used in the
\;‘—~stimulated recall sessions was a problem that faced the researcher;
It was de01ded to consult with the teachers concerning their.

: reactions and those of the pupils to the video equipment -and the
Besearcher s—presence. It was ‘decided that when the teachers felt
comfortable and reported that they considered the pupils were not
unduly influenced by the video equipment, then fllming could

_rcommepce.“ The researcher also monitored the=overt int%£35t of the

' children in the equipment .and also.hsed.thevchildren's reactions -
as a gaugehto when filming should start. It was generally found

\ ‘that by the end of Sne.week most. children paid litple ever£
attention to the videokequipment. |

This researcher found that the familiarization of pL/l_pils:“ to the
videotape eduipmenp in the schools he worked in was not a lengthy task.
All schoois involved in the research project had VTR's and monitors

" and in some cases video cameras. It was found that all sixth, third,

3

and to a lesser extent, first graders, had had exposure to video
A

equlpment and that most pupils had previously seen themselves on
‘/:¥QSB;QPQ' .Obviously, one factor influencing the pupils' adjustments

to the video equipment was thelr past experience. Therefore, the

' researcher treated each teacherfand each class iggividually.
. # :



"Organizigg and Preparing,forglgterviews

4

The foﬁldwing.ﬁrocedpres were followed with all teachers when

organizing and preparing for the stimulated recall interview.

1. The language_arts and social studies lessons were fi}med.oh\ > :
‘separate days. ~ | ’.‘ /(/ﬁf\\\\\\\
2. The Stimulated recall interview time was arranged at the same ?lme
as arrangements were made.for 'the filming of “the stimulus lesson.
Thls was done so thai‘ne time gaps of more than ?h hours occurred
befween filming and interyieﬁing. Kagan,vKraﬁcwohl and others / ) ‘
- (1967) point out that delayed replay can inﬁibit the effectiveness
of stimulating insight and detailed memo

H 1

3. Interview times were arranged so that at/least one hour. cbuld be

I

devoted to the interview and the subJec{ did not feel rushed. .
b, Before the interview took place, the r searcher previewed the -
vldeotape to select stimulus points wh ch the pilot research’

. suggested would %e potentially valuab#e to stcp the videotape at |
for the teaccers to reveal their cons‘ious thoughts that emi P
occurred during the lesson. | Where it}was not possible to pr view .
the tape. (that is, where filming fini#hed at or near the end of
_tﬂe.school day), the researcher made certain that dUring the |.

. interview the videotape was stopped atia variety of stimulus
- points throughout ‘the lesson. : L‘f“\——\\\

< : . ' ((
Stimulated Recall Integwiews . : >

Physical Setting . A - o .

A

1. /The stimulated kecall session was held in‘a quiet and comfortable

{



place within 24 hours of the lesson being filmed XBloom, 1953, | "

1954)) Only the reseerchér and the teacher wers- present /}It Has

considered important in order for the interviewee to "relive" the

’ stimulus lesson, tpat conditions should allow for the utmost

/

4_concentration by the,kubaect free from any intrusions tha might

4

) inhibit the Tecall of thoughts. S | I

he/equipment was arranged in a similar way to that suggested by

/// Marland (1977) in his "Procedures for Stimulated Recall Sessions™

d is illustrated in Figure 1 The interviewee sat directly in

/front of the T.V, monitorxﬁnd the videotape recorder (VTR) was

- e

/ placed next- to the monitor so‘that both iﬁterviewer and interviewee;

.
could operate the VIR controls.

. Figure 1

Arrangement of Equipment for
Stimulated @ecall Sesgion

‘\” Table

g
N

VTR ‘ _ Monitor

Tape.reeorder

O Interviewer O Subject

-
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457
Interview Procedures v
| To provide for standardizatigh of the interview situation, each
interview followed -exactly .the procedures outlined below. : “
“1, Thejinterviewér began the interview'session with general convers-
ation to place the interviewee at “ease.
2. The procedures for carrying out. the 1“-£}v EJ uere again discussed
‘with the interviewee (They et scussed during
the familiarication periods ) ﬂge are described
’below‘in points 2(a) to 2<(e).‘ ;i b
(a)' The ooniidentiality of the session was stressed.. S

y . -

(bj The need for accurate recall was stressed and the interf
3 /viewees were encouraged to indicate“when they could not
‘recall their thoughts that had occurred during t\\ lesson.
(c ) “It was stressed that the interview would focus on a sample'
of the teacher's thoughts spread throvghout éir sta%’e
of the lesson. ’Therefore,'the interviewees were
encouraged.to stop the videotepe at any stimulus point
where.they wished to share their thoughts with_the inter-
viewer. It was aleo pofnted out that the interviewer's
role was to aseist'the teachers to recall their thoughts
| andbfeelinée during the lesson. However, it wae- )
stressed that,the in{erviewer would also stop the tene to“
assist in éaining‘a representative sample of thoughts
throughout the lesson. This procedure was e dietinctr N
methodoiogical departure from that of Marland 11977).‘15.'
During the pilot study, the reSearcher's work

supported Bloom's)(1953) contention that, "students do not



(a)

(e)

'vstress and anxiety may arite. in-video playbac”y' ,

' confidential. S

. ' i i T DRI L oR
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report all thelr thoughts; frequently they select and
report the thoughts they believe to be most relevant or -
they tend to characterize their thoughts rather than

report them as they occurred" (p. 162) , This evidence

induced the interviewer/to play a more active role 1n

i

‘'selecting stimulus points than was the case 1n Marland s

]

study. However, the researcher also took account of the
- s 5‘ . ‘

research literature citedkby‘Euller and Manningf(1973)

which s gest that viewing a videotape represehtation of

- &

oneself involves intense focusing on the self ahd, ﬁSince

P

back may be thought Qfs-in seme circumstahces, as a

threatening message. - Threatening messages have been -

shown tb ¢ause inhibiting effects . . ﬁ‘;t is possible
therefore that self-confrontatiou also may have
inhibiting effects“ (p . 473-4?&). ‘Therefore, to assist :
in the creation of an atmosphere of "psychologlcal sa?ety"
or low risk for the confrontation experience, the inter—

viewee and the researcher shared th€ selection of stimulus_,

'points.

The interviewer always stressed that. the study was non-

evaluative and that the videotapes were completely

Before starting the interview the intervieﬁer always Coa
checked to ascertain if the interviewee had any queries

or problems. . =

. It was considered that the use of the audio-visual equipment

o il
PR

PPN ¥4
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during the-interviewvsituation contributed to the success of the .

interview and the later transcribing of the audiotapes. Therefore,

the following procedures were always observed.
/ (a) The counter was set at zerc on the videotape and audio-
tape recorders.

(v) The casseite tape recorder was checked to see if it was
recording satisfactorily. ‘

//
¥

(e) The sound was switched off ‘from the videotape recorder

hefore\the-interviewer or interviewee spoke .

" Interviewing Technigues

1. The interv1ewer adopted a role that was encouraging, receptive and

The researcher adopted and carried out the following tééﬁﬁiaﬁ;s
during the actnal duestioning section of the interview. These
techniques were followed in order to standardize the interview
situation and -enhance the consistency of interviewer behavior across

all intérviews. <

i

interested. The facilitating role played by the interviewer was,
'based on Fuller and Manning's (19?3) summary of the. literature on

interpersonal skills which'suggestz

Helping persons have CARE: Communicated Authenticity, Regard

for the other person which is positive, and Empathy. Thelr
‘communications are concrete and "immediate," that 1s, addressed

to:the subject's present psychological state. ‘They bave
 persuasive potency, enthusiasm, genuineness (p. 499)

'w

Ih carrying out this aspect of his role, the interviewer did
not criticize or evaluate the interviewee S responses. Neutral *
comments such as "uh-huh," "rlght " "right, fine," "hm-mm," weré A?V,

used,as follow—up responses to teacher verbalizations where probing |

- *

L et g i o e i, SR L
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Aquestions were not calledifor. Where appropriate, that 1s to
- evidenoe his interest, the interviewer would occasionally comment
| on the general performance of a child or the class. Such comments
were nqt made in relation to the stimulus incidents-discussed in
Tthe.interview. Examples of such interviewer.comments are:’

\

4 © I: I'd love to see'it.

-

I T think it's natural that teachers have reactions to
chi%dren. We're human as well as they are.

Q,

2., The, interviewer attempted to obtain a fluency and flow in the
interview so that a Qiscussion atmosphere would' prevail ‘rather
_than a segmented, highly structured session in which the inter-

viewee felt manipulated or threatened.c In attemptirg to gain

centInuity and'fluency in theﬂinterview, the interviewer used

linking statements such as'

A\
\

I: Right we'll move on and see what the dinosaurs do.
I: Right, yes, we'Il go-on;c S ~ :

I: What we'll do, we'll skip forward a little bit there so.
we can get a sample right throughout the tape.

3. hen the tsacher stopped the videotape at a stimulus point and
initiated a verbal exchange, the interviewer followed up with an

open—ended probing question if the interviewee did not glve reasons

- for his/her requnse. Examplei:of open-ended probing questions

-

;-
used are:!

I: Why did that surprise you then?

1Y

I: How did you know she didn't understand?

I: And so what were your reactions when you heard them
making that noise7

-

If the interviewer was uncertain of the meaning of the

respondent's statement or if he was not certain what the stimulus



point on the videotape was concerned with, then clarifying

quesiions or confirming questions were used. ' Examples of

-

clarifying questions aré: _.I ) .
I: I didn't.quite catch that, how did &ou avoid {it?
I: Is this group 3'or grouﬁ 27
‘Ir What was that about, man or religlon was it?

Examples of confirming gquestlions are:

I: You hadn't introduced fossils yesterday?

I: So groups don't remain sbatic things in your classroom?
I: So that was your basic reason for introducing it then was
1t? ' ‘ . -

2]

When the interviewer stopped the videotape‘at a stimulus point

and initiated fhe'Vefbal exchange, he did so with an open-ended

question. Probing, clarifying and confirming questions were used
]

if necessary (as outiinéd in point'3 above). Examples of the

open-ended initiatory interviewergqueétions are:

I: What were you thinking about when you went to the map and
' pointed that out then?

,I: What were your reactions to X's comments then?

I: When you were explaining to him there,’ wia} was going
through your mind then? ™

Tt s@ould be noted that the que§tioﬂs used by the intérviewer
to initiaté a verbal exchange or probe; were deliberately kept.at
the open—en&ed level toﬁgive the respondent freedom of response and
to avold any blasing tendencies on the part of the interviewer.
Clarifying and confirming questions, wh;le types of £robing
questions, were deliberately gore direct in order to’assié%Xthé
researcher ip.the evéntual ipferpretation of t#e data.

) o

Gonscious efforts were made to avoid leading questions such as:

¥
[ 4
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I: .Were you thinkingkéf‘infegrating the $ibjects there?

I:\\Egre:ygu‘deliberately;piobing there?

FI:J Do‘fou always use reinforcement 1n instances like that?
Consclous efforts were made to avoidveva}uative.stat?pents such as?

CI: That's tremend?us. i | )/,

I: Thatfé~a éood pdint. '

I: Oh good. -

’ Na - ' i ;
Conscious efforts were made to keep the interviewer's questions to

a single focus. ~Efforts were also made by the interviewer to
N v

keep Tepetition to a ninimim within each question asked, Examples
. . v oA AN .
.. S ) . s
of single focus questions are: - ;\
- = . ‘ - v

I: And how did you feel about that? o

I: Did you have any thoughts>about the boy's reading?

4

RN

I: What were you thinking when yqu were reading the answer?

Examples of multiple-focus guestions. (td, be avoided) are:

I: What were you thinking when you L‘ere asking the children
* to read the‘hords through together and when they did read
thfm through? ' ' : .

b SR
I: Jégt before you switch it back on. Was there any pattern
that you had of asking particular children“words then?
Were you consclous of why you chose certain children to
come out and circle certain words? -

Conscilous effofts were made to a?oid too\frequent digressions from
the interactive data, that is, from the stimulus points and the -
teacher's associated thoughts. However, the interviewer treated

each res%ondent ag a @nique individual and permitted variations in
the interview format if they were considered conducive tc®the
promotion of the respondent's interest and motivation in the inter-

view. This was done because, as w%s\pointed out earlier, a

notivated and interested subject is more likely to respohd with
: A .

&?_‘
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) . .
valld data than one who is not motivated (Cannpll & Kahn, 1968).

’ .
Therefore, minor digressions were permitped,i}‘in the interviewer's

opinion the'respondent ;ppeared nervous, or particularly wanted tq
stress some point.,
'!'.91 During the interview the researcher continually monitored the

respondent's behavior for tiredness or boredom. The majority of

~

interviews in this researcher's study were of one and a half hour;s

-

duration.. Two hours would appear to be the absolute maximum time

one should demand from a teacher after a busy day's work\if one lis

[ v

to maintain high levels of recall. ' vyv i

10} When the interview had concluded the interviewee was ask¥d if :

\‘\

he/she had any question to ask ‘ , \

N )
11> The interviewees were always thanked for their parficipation in

o

.~ the interview session.

Technical Procedures

It is obvious that when the stimulated recall researcher is

‘carrying out an investigation as the sole researcher, then he musf be
- -« g , ‘
the possessor of a variety of skills. Not only must he be skilled in

observation and familiarization procedures and skilled in interviewing,
but h% must also be skilled in the nse and maintenance of audiovisual
equipmen%. The procedures and strategies related to the use of audio—

| &

~ visual equipment followed in this prOJect are outlined in detail in

N

Appendix D.~

.
(<]

. Preparation of étimulated Recai; Data
. 1
. | . i |
All stimulated recall interviews were -audiotaped and then

3



g transcribed usiﬁg)a Sanyo Memo,Sqribér.' Whad.transcribing the tapesh

the following procedures ﬁore adhered to.

)

The tapes contained a sequence of verbal information which took
the form of lesson dialogue from the-monitor followed by inter- .
viewer—respohdent exchanges. When typing the transcrlpts each
dlstinct verbal exehange Wwas segmented off from any others by a
series of dotted lines. .

A1l t;Ees were transcribeé and checked by two peoole. The inter-
viewer .checked every transcrip% as i% was founa that his recall of
the lesson could assist ;h the interpretation of anvaords or
passages that were difficult to‘comprehend. IF was foond that

there was a need for two persons,to transcribe each tape as one

person did"not reach a level of accuracy suffiqient to. transcribe

“every word reliably. A, random sample of 10 minutes' playing time

from-one of each of the nine teaohers' audiotapes was judged for

'transcription accuracy independently by two University ofgﬁlbefta

gréduate.students. The judges found no discrepancies that would
N : R

alter the meaning ‘'of the transcribed text.

r

The transcripts include <space in columns to enter the "stimulus

. point" which stimulated the teacher's recall and the ensuing .

, . / ,
~ verbal exchange. The time in the lesson the critical point

occurred was also recorded on the transcript.

Examples 6f the stimulated recall transcripts are included in

Appendix E. = 1 ) : ’“\\\

Overt Classroom Process Data

A coder, trained in the Expanded Brophy-Good Teacher-Pupil

93



Dyadic Interaction Classroom Observation'System, was used to code overt
teacherfpupil dyadic behavior during every lesson videotaped. In order /
to accustom’ teacher and pupils to the coder's presence, he spent

between four and six hours<in familiarization coding>in each classroom.

The coder gained COp}es of pupil names and seating plans‘in order to

familiarize himself with the pupils. _ T

| Two different coders were used in the study to provide for’
inter-coder reliablllty figures. Both coders had received extenslve
trainlng in the use of this codlng instrument and had completed eight
weeks of observatioh in another‘research project before immediately .
commencing coding work in this project,w X
During phe gathering of data two reliability checks on coder

stability were carried out. One check was performed near the commence-

ment of the data collection phase in the study, and another,

. approximately five weeks later.

gﬁellabllity was calculated using a formula proposed by Brophy
and EVerﬁsop (1973) whlch.they clalm is a more stringent method than
ls.usually'used.' The formula is: | i
Percentage agreement = number of coding decislons made by both

coders and_ggreed upon, divided by itself plus the number "of codings

made’ by the first coder but not by the second plus number of codings

made by the second- coder but not the first.

Brophy and Evertson suggest an 80% agreement criterion is
highly satisfactory, but often difficult to achieve because of flurries
of actlvity in the class:oom. The Antercoder reliability agreements
gained during the data collection phase of this study are reported. in

Table 2 and compare . favourably with those reported by Brophy and



Table 2

Intercoder Beliability Measures Obtained with the 4
Low Inference System During Data Collection_

. % Reliability Agreement for
Variable : : Two Coders on Two Occaslions

Occasion 1 Occasigﬁ 2

Acad. resp. opportunity

"Type of respondent _ - 76 75

Question type ) - 89 57

Child answer ' 84. 73

Teacher feedback o 72T 62%
Student initiated question N

Type ' . : o* o*

Teacher feedback : B 0 , 0¥
Student initiated comment : ]

Type - : , ; 80 60

Relevancy e 82 . C 66

Teacher feedback _ 75 66

Private dyadic contact
Type (Child created contact Vs

Teacher afforded contact) : - bl " b5
€hild created contact
‘ Type (Work vs personal) 36* 33
Teacher feedback - 38 45 -
Teacher afforded contact .
Type 51% 25%
Teacher reaction » 68 b

Teacher afforded contact
Favor, managerial ' \ 8* ' 0*

Teacher afforded contact
Behavior type (Warning, criticism) .  18% 50%
Error type ' 100* ' 50%

*Cell frequencies are extremely low--less than 10 e
causing % results to be spuriously low (or high). -

&
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Evertson,
It should be noted that many of the results presented in
Table 2 are sﬁuiiOUSly high (or low) because of the low frequency of

occurrence of some variables.

g



Chapter.IV /

DATA ANALYSIS PROCEDURES U
- [ . . , . . . .

’

The basic data in this study consistedfof interview data
‘which;gere gained using stimulated recall methodology as the prOJective

& tool. The interview data were audiotaped and then transferred to type-

written manuscripts. To analyse the" data, content analysis was used
as the analytic tool. Holsti (1969) defined content analysis as a

.+ technique used "for making inferences by systematically and objectivelyh

<

identifying specified characterlstics of messages! (p 14). Content )
ahalysis involves coding, which 1s a process where qualitative data

are systematically transformed 1nto a form that renders them

+

sus€eptible to quantitatlve treatment and permits precise description )

of relevant content characteristics.
The codingiof qualitative_data normally involves at least two

operations,»that of separating the qualitative material into units,

and that.of establishing category-sets into which.the unitiéed'material

may be4classified. The type~of data, and the treatment of the data,

will influence coding procedures and the number of steps required to

enable quantitative description to be carrjed out. The.coding ‘

procedures invglved in this study are now described.

" The stimulated recall data cons1sted of two types of data,

namely interactive and non—lnteractive. The interactive data describes

the(thoughts of the teacher that were reported as occurring during the >

1

- .~ stimulus lesson. Non-interactive thoughts are those described in the

i
\
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interview sitlation that did not occur during the lesson. Therefore
the first step in coding in this study was to distinguish between

. interactive gnd non-interactive thoughts. In doing SO, three

~

"’Z.q

Procedures wdre followedz T . -

1. Jach stimulus point on the transcript was described and |

ihis alon with the written texm of the interview, plus )
the 6ﬁdeotape of the . were used in orderAto dis-

tinguish interactive from non-interactife data.

2.~\Confirmingland clarifying questions, d scribed in Chapters
III and V of this dissertationw were 1so used to assist . :
the researcher in distinguishing betwedn interactive and
non—interactive data. - ’

3. A sét of rules or guidelines Was established to guide the
coder in distinguishing between interactive and non-
interactive'data. . ‘

An outline of the rules for distinguishing interactive"data is
presented later in this chapter and more fully desoribed in Appendix F
which contains details of the content analysis system. ‘

The second step in coding was the selection of the unit, of
:analySis. The unit of. analysis is.the reoording unit, in other words,
it is the specific segment of content that is characterized by placing
it 1n a given category " The selection- of the unit of analysis was
derived from the theoretical orientation,of the research questions in
this‘project. 'zhis unit.of analysis in-this study is the ﬁthought

unit" or "ideationafkunit" ;s used by Bloom (1953)1'?aba, Levine' and
Elzey,\(i%t»‘), and Pichert and Anderson (‘1977) . This wnit can be

defined as a remark or series of remarks, which expresses a’ more or
L. [ 4

v fa

v
wg
/



less complete idea, and serves a specified function. A simple word, a

part. of a sentence, a sentence or an entire paragraph can”be designated
‘as a thought unit.  In this study, it was found that the thought unit
often‘approximated_a clause. ’

: fhe selectlon of the amount of data to be included in each
unit is.referred to as unitizing (Guetzkow, 1950). 'Exanples of data

“that havelbeen classified into thought units are included in Appendix

The third stage of coding in the content analysis system used
11 this study consisted of developing a category—set A category—set

&

 consi ts of a number of classes or "pigeon" holes into which the units
of gqualitative data may Jbe placed ~Each of thesé individual classes
of.data 1s own as a category. The choicekof'categories and selection

. R 3
of the unit of\analysis were related decisions, for as Guetzhow (1950)

pointed out.

) categorized. Yet, \selection of unit size seems more dependent
upon the category-set employed than choice of category-set
depends upon unit siz . {(p. 48) N

L

Several criterla were followed when establlshing the

d \

categories. . , \\
1. Categoriesfshould refle“t the’purposes‘of the research.
Therefore, the selection &f the categories was gnided,by';
the project’ s research questions and by the description of
_elements in the’ instructional<process outlined in Chapter
N I of this dissertation. However, while there.was a

. ‘ \ .
gulding ‘theoretical orientation that assisted in the

\
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' selection of content categories, and while this researcher
5 was guided by the work of Marland (1977), the coding
system was ultimately derived directly from the interview
dara rather than h&‘modifying an exiéting set of
EN | categories. |
2. The categories were exhaustive, that is, all data in the
trahscripts could be placed in a particular category.
3. The categories were mctually exclusive. That is,.no
,contehtedata couid_be placed in more than one category.
L, The categcries were derived'from a eingle/claesification
iprinciple which means thaf'conce;tgally different levele

of analysis are kept separate.

Categories.in the Content Analyéif’system

The 12 categories in the category?setﬁare‘briefly described

below. A fuller description of each~category with examples‘is'pre—

sented in Appendix F:

Instructional Moves (IM)

An insfrqctional move is a category in which the teacher

«

reports hisfrhoughts about an action-he was performing, had performed,

or was considering.perfcrming.

Perceptions (P) - : , @

o 2 : ’ b
A perception is a category in which the teacher reports a-

sensory experience which could 1nvolve seeing, hearing, smelling, and

feeling (in a physical sense) .

100
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.

T,

Interpretation;:%l) Ty

o
These ‘are category units in which the teacher attaches meaning

" or an explanation to a perception. Often the perception is not

referred to 1n the teacher s thoughts._

E&pectations (E).

B

T is category unit generally refers to the behavioral
responses,of pupils that the teacher expects or anticipates will
happen. Expectations can also be associated with™ quipment 1esson Ta

content and other.factors such as lesson organization.

Meditation--Pqpil (MP) o

‘This category refers to when a te#cher s thoughts are

N reflecting on the pupil's cognitive processes. The teacher is

. concerned with-what is "golng on" in.the pupil's head.

Self-Awareness (SA)

e This unit indicates that the teachers aré thinking about their

v
a

ownl behav1or as they interact with the pupils Often they are.

4

evaluating their 1nteract1ve behav1or

Beliefs fB}

These are statements by teachers about children and the
b o
' behavior of ch;}dren. These statements allude to how children learn,
él remember, are mMotivated and why they behave in certain ways in.the .

classroom.

\ Obgectives (O)

f

) This is a category in which the teacher indicates pupil out-

. comes thut are to be achieved. The reference is to what the pupil,
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not the teacher,.is-tO'achieve.

Y Y Y

' Lesson Gontent (LC) o

-,
L
o

" This unit refers to the fact that the teacher is concentrat%ng_
upon subject matter.- Essentially the teacHer is thinking'about the

,-information that has been pﬁ;sented is being presented or will be

presented to the pupils. B o )

1

'Information-—Pupil (IP)

This is a category in which the teacher recalls and/or uses -
"
information about pupils in the lesson under focus. The information

can be about individual puplls or the group as a whole

‘ Information--Other (10).

/ <i).' " This category contains collections of.miscellaneous thoughts

Lv

that occur frequently throughout the transcripts. Oftenothey are

rules or thoughts irrelevant to the lesson ' -
ﬁ'—f / /‘
Y

Feelings (F)

This is a category in which the teacher reports emotions -

that were experienced during ‘the lesson.

Qpalities Qf a Content Analysis System

Holsti (1969) stated that any. coding system nust embody three

important .qualities: 1t must have objectivity, be systematic and

o

possess“generality.

.

Objectivity refers to the fact that the coding system must have

3

explicitly formulated rules and procedures to minimize the possibil*

ities that findings reflect the analystrs_subgectiVe predispositions
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rather than the content of the comnunications being analysed.
’ Systematic neans that the inclusion‘and exclusion of contenth
“for categories is carried out according to consistently applied rules. - -
The content ‘analyst should have a theoretical purpose in mind and not
Just look for materials to support his hypotheses
Generality\requires that the findings have theoretical
relevance and can lead to, comparisons with other data.
These three criteria were taken into account when ‘developing
the content analysis system and the set of coding rules and procedures v
. which gulded the data analysis. The.rules deal witW the distinguishing
of interactive from non-interactive data, the codiné of incompIete - ®
.statements, and general procedures to be followed when coding The
coding rules and procedures are briefly outlinéd here and more fully

|

"explicated-in Appendix F.

Interactive Versus Non—Interactiye Data . -
\ 3
The coder is to label all\\ata as non—interactive if any of the
following conditions apply: \\

1, Data in which the teacherghare describing or recalling

»

what they were saying or doing) or what they had done,

instead of what they were thinking
2, Data in which the teachers are showing awareness o
.they were doing rather than what they were thinking.
3. Those‘sections,of‘t e transcripts where the teachers
repeat the 'intervie&er's dialogue or ask a question of the
‘interviewer. \ |

b, Those sections of th% transcripts in which the teachers are

engaged. in general dghcussion about the background

|



104
) N N . P
characteristics of the pupils. ~e
5. Those portions of the protocols where the teachers
indicate any uncertainty about thoughts and feelings being

|

interactive. , o
6. ?Those sec;ions of the transcripts where the. teachers,
| ~stimulated by the videotape, ‘are discussing general
features of their classes or the lessons.
7 When there is any doubt ccpcerning any segment in the

transcripts, then the data are to be.coded as non-

interactive.

General Rules and Procedures *;
' %

.1'\ Code each transcript seément by segment. A segment‘refers
to the set efaexchanges'between‘interviewer and inter-
< o viewee that centre around one particular stimulus point
T2, Decide, according to the guidelines whether data is inter-
active or non-interactive.
3. Unitize interactive thoughts by including‘them in brackets.
4., Do not unitigze any communication that is incomplete, for
example, a "false state! or a "maze." (Examples of" these
terms are contalned in Appendix F.)
v 5. Using the definitions provided, allocate each interactive
thought to a category. v |
6. When quantifying the thought units, proceed through the
transcripts segment \liy" ‘s',elgm;nta If a thought unit is
repeated on several occasions in ?ny particular segment it

"~ 1s-only to. be recorded once.
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Sub-Ca@ggorization

¥Where feasible, th;t Is, where nuhbers and the %ype of coq}ent
permitte@, the categorles were sub-categorized into a set of ﬁore
specific categories., A sub-~category refers tq a specific glaSS of |
data derived from within a larger category. Each subjcatgéory was
exhaustive of the units‘claésified within its parentlsupraordinate
cat%éory.” | R

The sub—catqgorizétion was carrieq out in order to diSCo§er.the
substantive components of the major categories, to investigate the

beliefs, principles, and”éther phenomena processed by teachers.and to

make comparisons between teachers, lessons and grades where this was

.reQuired by . the researéthuestions. For example, yhén instructional’

moves were sqb-catégorized (see Chapier V),iﬁ;Wés found ﬁhat teachers
used specific and general pedagogical principles as well as principles
drawn from the field of educational pé&chology. ‘Whennthe category of
‘objectives was sub—ca&egorized”1f‘WES“f6undWfhat‘tﬁéféfﬁere three types
of objectives consciously processed by teachers: general, lesson
specificAand‘lesson facilitating (aéain refer to Chapter V).

This finer analysis was therefore used to reveal the sub-

. stantive components of a teacher's thoughts as they were described in

a particular category.

Macro-Analysis

A macro-analysis of the stimﬁlaied recall data was carried out
in order to investigate if the data reVealed any factors, such as
contextual or ecological influences, teacher style variables and .

overarching principleg and general pedagogical principles that

105
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influenced a teachgr's behavior durihg the interactive phase of
teaching. ,\~;/<;(ﬂ&t :

This macrOeanalﬂsis was undertaken 5ecause, whille the thought
unit was vq}uable for deséribing certaih‘aspects offa teacher's
Information processing,‘the fact that there could be at least two
thaugbt‘units in a sentence could at times fragment munits of communi-
cation that'were,contéin;d in a larger unit than the fhought unit.

This macro coding m;kes no attempt to classify all of the units
into a singlebschema and is far from being exhaustive in its treatment
of all the dataf Thg macro-analysls was carried out By reéding.the
‘transcripts segment by éegment and recordigg the frequency occurrence
of a spécified item of communication,. for exampie, the influence of
class size upon a teacher's behavior. The Survey Research Center of
the University of Michigan and Guétzkow (1950). designated this type of
coding‘ss a "sieve" code, becausevit acts as a_straining dev¥ce by
which the enfire bulk of fhe qualitéfive dataiis combed for certain
_1nfrequéntly appearing items. Guetzkow mainpai%eds

t

There is no fundamental difference between a sieve code and an
exhaustive code. In using a sleve code the analyst is merely
nqt.making formal acknowledgement of a large residual category
" "no mention."rJgp. 48)

Reliability of Coding

:Reliability iﬁ conten£ analysis,normaliy depends upon the
accuracy with which both the unitizing and subsequent classifying or
) catégorizing is carried out. The content analysis in this study
involved a third dimension. Befofe unitiging can commence, the coder

hés to distinguish between interactive and non-interactive data.
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v

Interaciive~data in this study refer to the teachers thoughts that
were reported as occurring during the stimulus lesson filmed while non-
interactivezgata refer to teacher behavior that occurred prior to or
subsequeﬁt.to,the filmed lesson.

It is obvious in coding that errors‘in distinguishing between
interactive and non-interactive data, in unitizing and in classifying,
can have compounding effects that will affect the final reliability
figure of the content analysis system. Guetzkow (1950) and Hawes
'(1972) suggested that all steps in coding should be subjected to
reliablllty checks in order to ascertaln the viability of these .
various procedures. Tﬁis procedure of establishing reliability]
coefficients for each of the coding steps in the system has been
.“followed in this study. _

- Holstl (1969) pointed out that a widely used coefficient of
rellablllty is the ratio of codlng agreements to the total number of

c¢oding decisions:

- 2M
.C.R. = ——rr %
N1 + N2 :

In this formula M is the number of coding decisions on which the two

¢

ﬁjudées are in agreement, and N1 and N2 refer to the number of codihg
decrsiené’made by Judges ? and 2 respectively. This formuia is used
to establish reliability coefficients for the coding of data into
interactive aud non-interacrive'categories.

Unitiiing reliability reflects the consistency with which
coders selected the same amount of verbal behavior to be classified

in each category. Comparison of the number of units obtained by the

two coders, tﬁerefore constitutes a basis for evaluating the
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‘reliability of the unitizing. .
Guetzkow (1950) contended that unitizing reliability can be . :
aséertained by eipreSsing the differencé betuéen two coders as a

percentage of the sum of the numbers of units obtained by each coder:

e ‘\U - 01 = 02
~2 0, +0,

1 2

~ where 0, is the number of units obtained by the first coder and 0, is

the number obtained by the second coder. o

»

To calculate reliability of categorization aﬂd\ag éh‘index of
reliability when‘appliéd to the total system, Scott's fo}muig*hé§\been
used. Holsti pointed out that‘this index of reliability (pi) corggéﬁs\
not only for the number of categories in the cétegory—set, but also .
for thé prébable frequencyvﬁith which each is used.‘\In the practical

cading situation it varies from 0.00 to 1.00 regardless of the number

of categories in the dimension. The Scott férmula is expressed as
follows: - ;
P - P e

Reliability = %€

_ 1 - Pe

where PO (observed percent agreément) represents the percentage of
Jjudgements om; which the two analysts agree when codihg the same data

independently; and Pe is the percentage agreement to be expected on
P :

“the basis of chance. (pi) is thejf;tio of the actual difference

between obtained and chance agreement to the maximum difference
\

between obtained and chance agreement.

Intracoder Reliability
The investigator iﬁ'this project coded all the transcfipt dé@a.

To gain an index of fhe stability of coding, intracoder reliabilify
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was qalculated for each stage of the coding process using the three
formulae oﬁtlined earlier in this chaptef. Intracoder reliability.was
calculated on three separate'occasions,_using on each.oc;asion 15

segments of exchanges ;andomly selected from the transcripts of tgrée

)‘
teachers, one from. each grade level.

1

Intercoder Reliability

- ‘ i

To check on the reliability of the content analysis systenm,
two doctoral students in Elementary Education were invited to act as
independent coders. In order to ascertain the viability of the

content analysis system and whether it was ldiosyncratic to the

developer, the coders were given the Content Analysis Manual developed

by the investigator (see Appendix F) which was then discussed with

~—

them.for approximately one hour. The two judges were then given one

week to study the manual and code a randomly selected section of the

»

‘transcripts. The data to be coded comprised six pages'of tfanscripfs

consisting of 19 segments of exchanges. Three‘other segmenty were
added to ensure all categories were fully represented in the sample of
data.

Complete transcripf pages were given to the judges in order
that contextual clues would assist them to distinguish interactive

and non-interactive data. A descfiption of each stimulus point was
also included on the transqripts in order to further enhance the

\\ e
contextual clarity of the data. S,

The judges were requested to:

1. Report on the exflicitness and comprehensiveness of the
directions and examples given in the coding manual.

2. ﬁistinguish between interactive and non-interactive data.
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3. Unitize all teacher thoggbts as described in the manual:

b, (Categorize all interactive sections of the data. : o

The two coders were asked to consult with the investigator
concerning any difficulties experienced in interpreting the manual and
in coding. Neitbgr coder considered this assistance necessary during
their coding. However, when the Jjudges returned the reliability
codlng checks to-the investigator, minor modifications vwere made to
the coding manual such as expanding’the description of several
category ﬁnitsand.increasing the range of examples.illustrative of
some cateéories.
.Reliability\Results

\
»

Intracoder and intercoder reliability results are'reported in

Tables 3 d 4 respectively. Intracoder reliability, tested for on
three occasions over an approximate four month period, showed coder
stability in the three phases of coding with consistently hiéh

reliabilitx coefficients in the three coding steps. . &~

110

Intercoder reliability was also consistently high and indicated,

that withvconteXtual clues, independent_coders could with relativelyéO
° - :

high consistency, distinéuish interactive from non-interactive data,
I : T : '

unitigg_and classify the units. The unitization results (where zero

indicates BE?fect agreembnt) are high.and are consistent with.thOSe v

reported by Bloom (1953), This high agreement with the independent

judges and the stability.of unitizing reportedvby the_investigator

suggest that the thought unit as defined in the coding manual is a .

; viable,entity for unitization. This conclusion is also supported by

Taba, Levine and Elzey (1964).

Categorization was uniformly high for both intracoder and

o
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Table 3

Measures of Intracoder Reliability ‘.
in fontefit Analysis Coding s

)
{

Interactive versus Non-Interactive Data’

Coefficient of

‘Occasion ; li Numbe£ of Segﬁents Coded N Reliability
| 1 15 (from téachers 1-1, 3;1, 6-1) '3.96' ;
2‘ E , ‘15,(f#om teachers 1-2, 3-2,;6—2) .89 ‘
3 s (frorg:;;;gachers 1-3, 3-3, 6-3) .97
Unitizétion \ |
_ Coefficient of
"~ Occasion _ Number of Segments ‘Coded Reliability
1 15 (from teachers 1—1,‘3-1; 6-1) 013
2 ' 15.(from teachers 1-2, 3-2, 6-2) .009
3 " 15 (from teachers 1-3, 3-3, 63) 032
Cgtegorizatioh -

Coefficient of

: Occasioﬁ : Number of Segm?nts Coded - %Fliability
1 15 (from teachers 1-1, 3-1, 6-1) .88 ‘
2 w. .~ 15 (from teachers 1-2, 3—2,,6—2) ’“86 |
3 15 (from teachers 1-3, 3-3, 6-3) .90
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Table 4 ‘

' - B - ™

Mgasures of Intercode¥ Reliability
in Content Analysis Coding

‘Interactive versus Non-Interactive Data

Coef idi%nt of-
-Rel\ability

Investigator and coder 1 - - ' .88
'Invegiigator and coder 2 .81 ;'
. =t _
Unitization T
Investigator and coder 1 .033 —_
-Investigator and coder 2 050
Categgrizatioﬁ>

]

;b;/zgyéstigator and ¢oder 1 : .85
< vestigatof and coder 2 ?, ; .83

g

N

>
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{i .

intercoder»reliability checks.® The two judges reported that none of
. \ ,

the 12 categories caused them confusion when coding.| A pleasing

feature of the judges' coding was that little ﬁse wé% made of the
residual category, "Information--Other."
- As a further check on the viability of the Mgnual and the

'coding systém; all disagreements betweén the invesfigator and the

judges in the three phases. of coding were discussed.. Af}ér discussion

aimost unanimous consensus was reached on all previous disagfeements in
coding. Qj\

Holsti (1969) pointed out that the degree of| reliability
sought in content analysis is a goﬁtentiqpé iésue‘ d must be related
_to the complexity of the task. Considéri}fg th;e co plexity.of'Ath'e data
and the detail involved in coding in fhis'study, e fepbrted intra-

 coder and intercoder feliability resglts seem to e vefy satisfactory.

®




Chapter V

FINDINGS
S R . ' ‘

i
~ Overview 4

This chapter presents the data to answer the reseatch questions
. N
stated in Chapter I and elaborated upon in Chapter IIT. It\has five
sections dealing with separate aspects of the data that are heverthe-

\
less related and are used in various supportive ways to answer ‘the

research questions. . - ‘ .. M'h,. ‘1

Section A briefl& describes the characteristiCSVof th£
teachers involved. in the study These data are used %hroughout thisv
chapter and Chapter VI when discussing research questions one to four.

Section B is comprised of a description of the micro- analysis N
of the stlmulated recail data using the content analysis system

developed for this research project. Each of the 12 content’.
categories are presented, illustrated with.exanples from the inter—p
view transcripts and then>hriefly.discnssed. in order to present the
richness and complexity of the data, a nunber of the major categories
have;%een further sub—divided into subecategories. These snb-
categories have also been discuSsed and”illustrated with examples
drawn fron-the data. )

Section C presents the macroJanalysis of the stimulated recallr;
transcripts. The macro-analysis was carried out in order to elicit.
fromﬁthe data major trends in teacher behavior that nere.obsc ;ed o& :

_ the micro-analysis. |

ial‘.-. | v‘ » } . . ¥
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Section.D of this chapter presents data from the'ExpanQed.
Brophy-Good Teacher-Pupil Dyadic Interaction‘CIaserOm Observation.
System andﬁbriefly discusses variations in teachers' behaviors that
"appear to be;related;to grade level or suhject area..
Section'Elpresents data related—tOche-conduct of the
stimulated'recall interviews and dealsjwith interviewer and teacher

yerhal behavior during the stimulated recall interview situation.\;

SECTION A

Teacher Presage Information

P ~

All teachers’ in this study were yolﬁnteers and agreed to
.'participate in the project'after Yeing informed of the nroject's
purposes and the intrusions and demands it wculd make upon'their
: ,_classroom liyes; | \

To nreservefanonymity the teachers have been coded using two
numerals. The first numeral indicates‘the grade level and the second
numeral identifies the teacher within the grade level and also

’indicates the order in which the teacher was interviewed. in that
. particular grade level. For example, teacher 3-2 indicates that this
teacher worksiat grade three level and nas the second teacher inter—
viewed in this level |

Eight teachers in the- study were female and one was male.
iAgain,_for the sake of anonymity the feminine gender has been used when
referring to all teachers in the study.

Table 5 reveals that all teachers had & minim\_lgf’two years

:experience and that théy were teaching their preferred grade level.

With the exception of “teacher 3-2, all'the other teachers had
: /



L 16

A

_ r ' Table 5

2///// ' Teacher Presage Information
. Years"

Years of . Grade Experience Ed. Psych.
Teaching Grade Pupils in  Level 0On Grade Courses

Téacher Experience Taught ~ Class Preferréd Level Taken
-1 I 1s 19 st 2. ; 1
-2 10 st 18 1st 7 v 3
1-3 T3 | st/ 17 1st 3 3

31 3 3rd 24 36 3 5
3-2 7 “3rd 29 »'. . 36+ 1 2
5 2 3 18 36 2 1
61 6th - 35 6th 3 4

-2 6 §th 23 - 6th 2 3
§;3 2 6th 27 6th -2 2




exp@rienced at least two years' eaoning-on their present grade level. ‘

The size of classes rang d from- 17 to 35 with the three,first

e

 grade classes being uniformly small., . //Q// .

All teachers had at least one educational psychology course in

their teacher'education_program;

{
SECTION B

Micro-Analysis of Stimulated Recall Data

"'The stimulated recall transoripts/were analysed.using a '
content analysis system developed by the researcher. The data
reiating to the 12 categories-in the, content analysis systen, where
appropriate, have been présented in table form and then briefly |
discussed ' The 12 categories nave been presented and discussed in
relation to their sub—categories which were developed in order to

-

"ascertain the categories' substantive components and explore the rion%{
ness ofithe data. While the complexity~of the data presented-in'thei
sub-categories will not be nsed in all cases to assist in the !
answering of the research problems, it is nevertheless presented in
line with the guiding-research philosophy of this study whion is
exploratory,_descriptire and hypothesis generating. As liffie;is known
concerning teacher thinkrng_during instruction, a full presentati
the data»can serve as one data base for futhre:researchers,to generate
research problems. | |
Tnévéontent analysis involving the micro—analysi;iof teachers'
interactive thoughts was carried out in. order to partly answer the
E research questions dealing withx. : - , N

1. the categories .of beliefs, principles, rules,and other

117
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factors influencing teachers' behavior during instruction;
2. when and how teachers make use of these beliefs,
principles, rules and.other.factors;
3. -the content of the information teAChers process during
instruction; . | - . K |
4. the influence of grade level, subject area or lesson mode,
on teachers"information pro#essing |
.The data from\the micro-analysis does not provide comprehensive
answers to all aspects of the above questlions. Therefore, a macro-
analysls, described later in this chapter, has been used to provide '
[ ¢ .

data to supplement the micro-analysis.

Teacher thoughts, defined as the intellectual products or the

118

organized views and principles of an. individual are presented in Table

6. This table presents an overview of the teachers thoughts in their
language arts and social studies lessons and describes the represent-

ation of thoughts in €ach of the 12 categories of the“content analysis

system.,

It should be noted that Table 6 and. subsequent tables in this
chapter contain the following abbreviations L/A refers to language
arts lessons; L/AD refers to language arts drama; L/AP refers to
language.arts punctUAEion and S/S refers to social studies lessons.
The letter N represents the total number of interactive thoughts."
reported in each stimulated recall interview. These abbreviatiens are
included on Tahle,é but not on subsequentstahles:w

Table 6 reveals all‘teaehers'reported thoughts that were coded
into each of the 12 Eategories. Teacher 6-3 did not report\th\ghts

in information—-other in her language arts lessons but did so in her

[
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social studles lesson.

Analysis of the Tablé indicaté; that all teachers in all
léésons more'frequently processed thoughtg‘in theibategorieé of
1nstrué£igpal moves, perceptions and interpretation§ than in any other
cateéories. These ,three major categorles accounted for between 45.5%
and 60.3% of all teachers' thoughts. wniié ﬁhese three major . N
categorieé cgnsisﬁently accoﬁnted‘for‘the majority of teacher thoughtgx\}
the éagégériés of.meditation——pupil, information-—othef: expectations
and beliefs, conéistently recéived fewer thoughts from all teachers.

A surface analysis of the 12 major cateéories in Table 6
indicates that there was a general homogeneity concerning the general
content of the thoughts and the information processing styles of the
nine teachers in the 19 lessons videotaped. Furthermore, Table 6

Ca YN
suggests the teachers' information Processiﬂg styles were generally &
conslstent for each teacher over the two lessons videotaped.

“féach of the 12 categories and thelr sub—catego;ies are now

presented and®briefly discussed. In all cases, data from the

transcripts are presented to illustrate the sub-categories.

Instructional Moves

w

This thought~unit indicates that the teacher is thinking about
\%n Q&n she had performed, was performing or could perform at a la.ter
'st e in the lesson or another lesson. An instructional move involves
tholights about action that involve the teacher as the initiator. The

>

teacher's actions involve both verbal and physital actions,- ~

kK - Analysis of Table 6 indicates that overall, more thoughts were

A , > .
coded \into the instructional move category than any pther category.



"t!

(
The ﬁércentage of thoughts in this category ranged from 12.7% to'28.d%
of tﬁe teachers' totél thoughts coded. ‘

The category of instruétional-meves was further analysed into
sublcategories in 6rder to ascertaiﬂ the substantive compbnents'df
teacher thoughts about instructional actions. That is, this fine£
ahaleis waé undertaken to inveétigate,what pedagogical principles,
pSycﬁological principles and skills thé'teachef was consciousiy
proeessing during the interactive phase of tgaching. This sub-
categorization reyeaied-thatrteachefs sought feedback concerning pupil
performance, organized and structured the learning'process, were
conscious of classroom control and discipline, thought abougnhow they
should present informébion to the pupils, reviewed paét learning and
evaluated pupil performance. Instructional moves alsq‘indicated'
that the teachers were considering using, or had used, psy;hoiogical
concepts such as repetition} reinforcement, motivation and transfer.

Each sub-~category is described and then illustrated with |

examples from the transcripts. Table37 presénts the percentage

breakdown of the sub-categories in instructional moves.

'Feedback-—TéSchef

Nas

This sub-category reveals that the teacher is deliberately
seeking feedback céncerning an individual's or the group's behavior.
The teacher-might be seeking informatio§ concerning task related
performance, classroom control and discipline matters or other aspects
of the pupils' affective behavior. The teaéher often gains the ’
required feedbaék ﬁhrough questioning or through direct observatién.

while not often eXplicitly stated, this monitoring -function by the

teacher often involves evaluation.

*

I
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_ well as indicating the quality of pupil. performance, it also serves gﬁ
one guiding or structuring mechanism that assists in determining
future teacher actions.

Some'examples of this sub-category, without contextual
| elaboration,ware listed helow. Exampleéllisted are rebresentative of

'the behavior of all teachers unless stated otherw1se. Throughout this

chapter when references are presented without contextual elaboratidn

teacher 1s abbreviated to T.

~

T 1-1: I was just keeping track of what's going on in the
classroom. -

T 1-2: oFirst of all'to see if she really had read the story.
.
T 3-1: I wanted to see what kind of beginnings some of them
had. :

T 6-2: 'Just to make sure that they really have undelrstood

the directions,
Q . , .
| . . . . . N f

Structuring
This sub-category 1nvolves the teacher in setting the‘context

"for sequences of behavior in the classroom. For exam‘ when she is
opening a discussion, or directing attention to an idea or a problem
When she is structuring, the teacher ia o?ten focusing the pupils’
attentions on some concept, instructions or aspect of the lesson.
Often the teacher structures by clarifying or extending pupils'
thinking: ”When s%ructuring, the teacher acts as an initiator of
pupil-pupil interaction as well as teacher-pupil interaction.

' ‘Some examples of this sub-category, without contextual

elaboration, are listed below

T,1—1: .« + so I thought I would Just tell them . I'm going to
start again.



T 1-3:
. T 3-2:
T 6-3:

Organizing

125

N

I was trying to guide her into the soundint withou
actually having to do 1it.

I am trying to get her focused in on that she is the
balloon.i

I am setting them up, I'm directing a discussion here.

This thought sub-category déals with any matter that

ff contributes to the flow of the ledson. It can deal with teacher Sk

thoughts concernlng the giving dut of equipment allotting time to .

/

ceftain tasks, setting new tasks to be completed and giving directions

and instructions. Organizing can refer to specific aspects of the

lesson or the lesson as a whole.

. Some examples of this sub—category, without contextual

~&

& elaboration, are listed below.

T 3-1:
T 3-3:
T 6-1:

Control-eDiscipline'

This sub—category deals with teacher thoughts about moves she

has taken or will take to deal w1th unacceptable behavior in the class—

room. The behavior the teacher could be directing her attention to

includes pupil noise, lateness for class, rudeness and inattention.

Some examples,of this sub-category, without contextual

elaboration, are listed below.

T 1-3:

T 3-1:

I called to them right away instead of allowing them
to cause'a big disruption for us.

So 1 was prepared t¢ put the 1id on him before he got

e

et



' elaboration, are presented below.

| ve far.
/ Y | :
T 6~1: You have to be rude like that with him or: he won't
shut up. _
T6-2: . . . and it's no use trying'to harangue.hin any more
N about: it o
&Lsex_tc_i_ns

. This sub—category reveals the teacher s thoughts about pre-
senting content information to the pupils. The thoughts could be
concerned with the presentation of information through verbal wrltten
means or through the use of any audio visual equipment.

| Presenting .also involves the teacher skills of demonstratlng
and explaining ! -

. Some examples of this sub-category, without contextual
T 1-21 And it\was introductory, a hew idea about fossils,
.T.3—1:“ .‘.‘. and I was g01ng to tell the children that

T 3-3:. . .'. and I was trying to do my blt and tell them.

T 6~1: I was going to go back and read what it said in the
dictionary

Refiewing.
This sub—categorprrefers to when the~teacher’s thoughts are
concerned with practisihg in a varietj of contexts work that had .
previously been taught It also involves relating work prevignsly
taught with what has most recently been taught It is a much broader
concept or skill than mgre'repetition and is used'throughoutpthe

various phases of a lesson.

Some examples of this sub-category, without contextual

elaboration, are presented below.
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T 1-13
T 1-2:
T 3-1:

T 6-3:

Repetition

This thought'sub-category relates to the teacherls behavior

1e¢
'x\

It was just introducing the whole thing of dinosaurs
again.

At this poipt in the lesson I felt that we had reviewed
what we had already talked about yesterday. -
o "
¢ .« . and right there I was tryi to bring’in a
review. '

I want to sum up the lesson I want to discuss and go
.over.it,

when she, for example, 1s repeating instructions or drilling some

)‘r

skill or concept.. The teachers in this study often used the words,

"reinforcing'," "emphasizing," and "stressing" to indicate their use of

repetition as-a teaching skill. vReQetition also relates to the fact

“A\
1

Ta
. :\
-

S
oo

that the teacher has the.pupils-repeat instructions, & skill 9r some

concept. Underlying beth uses of repetitionfwas the belief that

N

repetition’facilitated learning.' This belief-concerning repetition is

--discussed in the section of this chapter dealing with the category of

thoughts labelled beliefs.

Some examples of this sub—category, without contextual

elaboration, are presented below R ,' ‘ ’ .
.T 1-2: . . . and I have them do this every day.
’ fl 1-3: T Just to reinforoe it, that‘the'name‘of it was baby.
T'3—2:‘ So this is why I reinforced the fact you are a balloon.
T 6-21 You have to stress at this stage especially, constantly
» repeat instructions. .
Reinf orcing Q}?

~ This sub—category of . thoughts refers to the teacher's use. ‘of

positive reinforcement. Positive reinforcement refers to the

©
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rewafding of a behavior which increases the probability of that
behavior- occurring agal The teachers in this study reinforced pupil

behaviors by rewarding them ve bally with praise, or OCCasionally

EIERT TR
S
- e

using physical contact such as a ﬁhg ' : .

é Some examples of this sub—category, without contextdai
-

elaboration, are presented below.

- “‘\A

i T 1-2: . . . like;a.quick'hug or whatever is fine.

T 3-1: So I wanted to praise him at this point, kind of work e
’ that in.

‘T 3-2: -She needs that kind of reassurance "when you can really
recommend what she has .done.

_T'6-1:~ I Praised them a couple of times. o et
Motivating o

This sub~cateéory refers to when the teacher's thoughts reveal

‘ » ' o & :
she 1s deliberately attempting to motivate the pupils to becﬁ:e /’ﬁ
involved, interested or enthused about the lesson or some aspect of

the lesson. The teachers primarily used verbal behavior to motivate
R 0% o, : ~ : N o : ‘
* . their pupils and drew upon known interests of the pupils,. such as

bheir interest'in some aspect of a subject or some specific concept.

Both intrinsic and extiinsic motivation were used.

-

- For example:

T 1%1:’ . .‘.\ d then I threk_in'T&rannosaurus.
T i—?é And when I read to them' I try to make it sound
o interesting.

T 3-1:\ . . . again it was just motivation to say that here
: ' \are a few-klds that are going gung ho, why don't you
get started, kind of thing .

: \ -7 T 6-2: Just to. peak their interest a little bit before I say
. ' one.
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Feedback--Pupil | .

-

- This sub-category inLolves the,teachefiin giving the pupil

féedggék-concerningbhis or h%r aChievemeﬁt Eight of the nine teachers-
employed 1nstructional moves ‘designated as feedback—-pupil Feedback

was, in most cases; given to the pupils orally. Feedback given was

botb p0sitive and negatfve and related to both acBdenic and affective oo

behavior. .
: ¢ o

Some examples without contextual elaboration are presented

~ below. . : -
‘ T 1- 3:. I said to her, "You have too many r's in it "
T 3-1 e and at that point there I was trying to let her
know that "I was holding no grudges

‘. T 6-1: Let them know they're slowpokes, they should have them

: done.
T 6-2: So I a.lways draw, point out ‘the things that can be
- improved ‘upon., _ -
4 . : N

-~ Involving

N
“\.

‘ This sub—-ategory refers to when‘the teacher is consciously
thinking about involving a pupil or pupils in the lesson. ?eachers
involved pupils inxiessohs-fof a variety of reasons. \First of;ail; it
was consi@ered thaf pﬁpils "learned by doing," secondl&,'it(was'

believed that by involving pupils in a lesson, attention and motivation

‘ would be maintained, and thirdly, certain pupils were called upon by

the teacher to speed the flow of the lesson. 'f
Examples of involving include the followihg:
T 1-1: Give them a chance to say what they'know..

T 3-1: I chose them’ deliberately to start the story, to get
" it off on the right~track.



T 6-1: I thought it might wake him up to get him into it
again. :

RS

T 6~3: Trying to get more people involved.

pe

Transfer of Learning . C o~
| Six of the teachers in this study were consciously ayare of
transfer of learning and indicated their understanding that for
transfer to take place, stimulus generalization, that is, the trE s
ference of a response ‘from one stimulus to & similar stimulus should ”
be provided for,‘or, thé trsnsference of a similer response~for_.
another response in the fdace of a single stimulus (response
generalization) should be provided for. , -
Teacher 1 1 i1llustrated a concern for transfer of learning
when, after a social studies discussion, she wanted the c}ildren to
f‘gpply in their work book ?Xercises the concepts \ scussed eerlier;
.She stated'\"they”Should have been'doinéisomethin at\their desks
with following up in their books what\we dWPalked about." ,
' Teacher 1-2 who was keen to h%ve reading skills practised in
every subgect area, . supported this objective when she commented in her
social‘studies lesson, ". . . whenever I can I tgy to get books into-
euerything e W Later in the samé social_studies lesson‘shg,_oe~~‘"gr.
indicated.thinking,_*there.again.isswhere.laﬁanted-to‘getithe books
into 1t." ' .
Teacher 3-2 indicated during her social studies lesson
thinking about transfer of - learning when she pointed out, "I'wes
'relating it over to the language arts," and again—later_in'the.lesson,
", . . and F thought it w;s a good way to make the,correl;tion:then;

NS
¥

“to see if they'ue learnt anything too."
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Learning Processes

This sub—category has a number of sections that reveal the
~teachers were thinking abdut how children learn These instructional
moves focused on the learning procass and incl ed thoughts about
léarning being meaningful, puplls learning thro association and

discrimination, through problem solving (discovery learning) and

"~ through the teacher using a variety of modes of presentation (variation

it

in-presentation of stimuli).. It should be emphasized that while these
processes of learning are important, the teacherSiwere also cognizant
of other concepts discussed;earlier (for example, repetition;.
reinforcement) that are important to and an integral part.of the
learning process ; | | |

| - Some teachers attempted to make learning meaningful by
" concretely relating the concepts being discussed to the pupils' own
' experiences . Teacher 1-3 illustrated this concept on a numUEr of‘
‘ occasions in her social studies lesson.. For example, when discussing
baby animals, she stgmed; "Give them the most familiar ones first . .
B Yes, I wanted to Hick out the animals that probably they re most
familiar with." Teacher 1-2 in presenting a new concept stated "So -

H

of cdurse I used that because they'd all be famillar w1th the

P

chawacters and so ‘an."

Instructional moves involving learning through cues that
L
deve oped associations were also revealed by three of the teachers in

the s udy. Teacher 1- 1 illustrates this process when she stated

"What S something else with tri in it, something with what had three
'wheels you ride on? . .‘.'and we looked at tricycle and triangle and

again af the three horns on the Triceratbps."
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the places themselves.

/>132.

. n ‘
Learning through problem solving was indicated in the

*instructional moves of six of the teachiers. Teacher 1-3 in her social

studies lesson posed a problem for the class to solve and, rather than
give the pupils the‘answer, she gave clues to assist‘them’to solve the
problem.r This teacher commented,‘"I was going to haveito glve them a
olue that'was more evident . . . instead of just tellinL them it was
a‘feathei." In her social studies lesson, teacher 6-2 commented when
she gave some new wo:k to the\pupils;v"Like the first day that I -
introduce a map I"like them to look the map éver and to try and find
Five of th@ teachers indicated that presenting. information
through a variety of modes facilitated learning. For exanmple, teacher
1-1 orally presented some social studies concepts to her class, and

then ‘placed them on the chalkboard for the pupils to see. She

explained so they. should be up on the board . + and just to make

it easierx for them "

Miscellaneous

. Instructionaltmoves in'this_snb-category were related to
various areas of‘the teaching—learning process and included thoughts
about maintaining—enhancing student self-concept, class atmosphene,
1ndividualizing 1nstruction and pupil involvement in dec151on making/

‘ Self—concept maintenance—enhancement was important for te cher
3—1 in her language arts lesson and teacher 6-2 in her social studies
lesson. Both lessons involvgd the discussion mode of presentdtion.

wTeacher 3-1 illustrated instructional moves involv g self-
concept when she stated, "So I was still trying to get a/good story

without hurting-anybody's feelings," and also, zbut I dnt' want to



; T

cfiticize their ideas and say, No, that wasn't a good one' " wTeacher

62 indicated how she used instructlional moves tqﬁmaintain—enhance .

student self-concept when during a social studles’quiz that involved a

class competiticn; she commented,»"I tried to, depending on the child
who I was asking too, I tried to pick one they should be able to get."
"In this same lesson teacher 6-2 also indicated through instructional
moves her concern with class dtmosphere, When an undercurrent of h

/

tension was creeping into the competition teacher 6-2 joked with th@

class to, ", . . Just sort bf to lighten it up again. "
Conscious effortb'to individualize instruction through :

_instructional moves Were made by four teachers. Teacher 1- 2

illustrated this in ‘her social studies lesson ﬁhen she was helping a

student, "I was trying to show that it was ip the index .. . . and now

v X I
N )

I wouldn't normally, show that to every child.”

The final type of instructional move in*this section
reletes to pupil decision making. Teacher 3—3 in her language arts
leeson ihvblved the pupils in decision making when they were given
respcnsihility to choose the'stories to be read. This teacher.had the
".\pupils vote on the final choice and commented, ". . . if it's going to

be their choice it s the only’way I can do it "

Perceptions

D

This category is one in which the teacher reports a sensory

- experience and includes what the teacher sees, hears, smells, or feels.

Table 6 indicates-that for the nine teachers between-12.3% and 20.4%

of their {thought’s were devoted to perceptions. Perceptions were

o

further analysed in order to ascertain,uhat stimuli the teacher was

133



aware of in the classroom. This sub—cétegdrization revealed that
teachers' perceptions centred on eight major aural or visual 'points of
focus in the classroom. Teachers were aware of studert academic

—-.performance, student verbal behavior, student gross movements, student

e

subtle moves such as faclal expressions,. student presence or absence,
stu&ent'noise énd misbéhaviér,lequipment and materials, and‘a variety
of miscellaﬂ;ous stimuli. .

Each of these sub-categories is now briefly described and

*

11lustrated. Table 8 presents the percentage of thought units in each

";ub—catéggry.
. . &
Achdemic Performance . » ’
This sub-category indicates that the teacher is showing - *

‘ B ¢
awareness of the pupil's work-related performance. The teacher
actually sees the pupil's work, or §gough an answer tocg question,
hears the pupil,prodﬁie an acaderyh j‘ formance. For examplé,
teacher 1-1 when viewing a pupil heet comménted, ". . . and he

did, he gotféggm all right," while teacher 3-1 in her language arts
lesson noted; "He's told me the whole story in threoﬂsénténces."

i

Student: Verbal Behavior

This sub-category refers to when the pupils are talking, -
SRR N S

- \ ‘ : . .
commenting or asking the teach%; questlions. It [does not refer to when-

the pupil is answering a feachkr—iqitfated work quesﬁion,gﬁh}s type of
_ v B il . a .
verbal behavior is sub-coded as academic, performance. Teacher 6-1

. igdiééted her awareness of puﬁﬁl verbal gﬁhavior when she commented,
. c v B
"There's that Samewold question again," while teacher 6-2 indicated

Q

her awaréﬁééé»OT{EEudent verbal_behavior'wmen she stated,.". . . and

\ -3
\
y
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she answered very quickly.” . \

Student Movement

The perceptions that were placed in this sub-category refer to

iﬁ gToss student movements such as the student walking around the room or
putting equipment. away. For example, ‘teacher 1-1 in her language arts
" lesson noted; ". . . and he was,trying to rewind the film strip,"
while teacher 6-1 commented when a ‘boy came to assist her with seme

equibment, "That boy volunteered to put it up.“

LN

2 ’
Student Expression

eainecy. : /
y

This seb—category refers to subtle student movements the
teacher notices and include a pﬁpil's frown, smile, gesture or eye
movement. This eub—category occurred infrequently as student
expressions were cemmented on in only 9 out of. the 19 lessons video-
taped. Teacher 1-1 illustrated this sub-category wheh she comeented on
pupil frustration and the fact that, "they sort of go 'huh'!" while
teacher 6-2 in a 1anguage arts lesson was conscious of pupil posture
and pupil eye movements during the course of the lesson, "o .. slouch—

‘ 1ng a little bit more, thelr eyes brighten all of a sudden." This
:} teacher,mpnitored the "expression" in pupils' eyes as it told her

whethér the pupilsvgere'understanding the lesson.

Student Pr%eeﬁce-Absence

"’w Th;s sub—cafegory indicates tﬁe teacher was sensitive to the

s , . 4
épresence of absence of a pupil. She may have noted that a pupil was

abeent from school for the complete day or was not present for part or
the whole of a particular lesson. For example, teacher 6-1 noted,

"but, the girls had come in late,” while teacher 6-2 noted, ". . . and I
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~ knew X was away.h

Noise--Unacceptable Behavior

This sub-category refers to when the teacher is aware of

A

excessive noise in the classroom or of pupils misbehaving. For example
teacher 1-1 commented, "You can hear the kids with the record player
agaln coming through there," while teacher 3-1 stated, "X was goofing

around.” - 5 1
q T4

* Equipment--Materials . ) ' N

This sub-category refers to when the teacher notices and
reports her thoughts on some{piece of eguiﬁment or' materials7in the

) classroom. For example, teacher 6-1 noted, nthe numbers weren'tiquite

Yy

right on the map," while teacher 6- -3 noting a socidl studies display,

commented, "and there's quite a display there.™

Miscellaneous

This sub-category refers to happenings such as when other !
O .
teachers come into the room, when the teacher comments on her "total"

classroom environment or whefl she notes some instructional decision

made by the students. For example, teacher 3-1 in her language arts
&

lesson noted "But they 'all voted against me," whilb teacher 6-1 in

i
her social studles lesson revaaled d4n awareness of the time of the

year influenced the way in whioh she structured a unit of work. She

R

commented, " . . . because we're getting towards the end of the year
t00." - 53
P ,egff i ,,1‘” 4 K
L] \\ vy A ~
H (N -



Interpretations

Interpretations are thought.units in-which the teacher \
attaches meaning or explanatio%/to a perception; ‘Table 6 reveals that
teacher interactive thoughts in this category ranged from 10 8% to
‘22 6% of the teachers t\%ughts sampled during the stimulus lessons;
Teacher interpretations‘were further analysed in prder to ascertain
‘Sub-categorization revealed that teachers interpretations could be

classified into'eight major sg;;catggories. Table .9 indicates that

the sub-categories receiv;';‘ emphasis across the 9 teachers in .
S A@'
the study were interpretatlons of’student academic performance,

attention-—motivation, student movement, student verbal behavior,
student cognitive processing, materials and content, andvstugent.
 feelings. - ! |

Each of the eight sub-categories is now briefly described
and illustrated.with examples from the stimulated recall tranSCripts.

b

Academic Performance TN

| * This sub-category oocurs when the teacher places an interpret;
ation on a pupil's work related performance, The”interpretation can
,apply to either individual or group performances and can be in response
“to a teacher's-perception of pupils' written work or verbal behavior.
Quite often, the interpretation takes on an evaluative connotation.
For example, teacher 1—1lcommented on a‘pupil's 6;;1 reading, ". . .
that it-really showed he had practised.” Teacher 6-3 after observing
some\pupils"books and asking some.recall questions, commented, "They

. ]

| don't seem to understand that thing.- They don't understand the

138
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Student Attention-—Motivation

This sub-category refers to the teacher s interpretation of

b [y

the pupils’ states of attention to or interest in .the work being

undertaken. For example, teacher 6-1 interpreted that her pupils were

paying attention in a soﬁial studies lesson when/she stated, ". . . sO
they were concentrating on that." Houever, in her language arts lesson

she interpreted lack of student attention when she commented, ".

and nobody was listening at all.

Wﬁﬁustr&te ’

were or were not. motivated whenlshe.stated in her e arts lesson,

er. interpretation of whether pupils

"o but they must have been inteLested in it the‘day_before to
“‘remember.."

»

Student Movement

Teachers monitored pupil gross mo#ements in the room and placed
interpretations_on these movements when it was not obvious what the
pupil was doing. For eiample; when watching a pupil rewind a film
‘strip in her languagewarts lesson, teacher 1-1 commented,-". . . and he
wasrgoing to put‘it away 1 presume." However, in a social studies
group actiuity‘teacher 6-2's interpretationvwas more'evaluative"when

she remarked, "At that point I thought they were moving around quickly."

Verbal Behavior--Noise

\

This sub-category refers to interpretations that teachers place

on verbal behavior that is not academically oriented It also refers
to verbal'noise that interpretations are placed upon. For -example,

“teacher 6-1 when conmenting upon pupil noise in her soclal studies
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-lesson stated, "o o4 because to me a lot of it means that they re\not
really working." When dealing with a pupil s respo/se she did not
quite hear in language arts lesson, teacher 1-1. commented "I think

he sald something fpnny.

Student Cognitive Processes
This sub-category refers to interpretations the eacher places

.t

on the. pupils' thoughts, and general cognitive processir .’ For;example;
teacher 6-2 commented in her language arts lesson when wa ching |
students work through a group exercise“//lthink they were trying to
figure out the spélling/ef/ significant' " Teacher.1—1 illystrated

thls sub-category in her language arts lesson when she comme ted on &

pupil's performance,'"He'connects.it right away'in his mind."

-

Materials--Content B g

/'
Throughoit all lessons, teachers placed interpretations on the
difficul%y or suitability of the materials the pupils were working

with. These interpretations were'made relative to the teacher s

2
W

interpretation of the group's or individual's ability. For example,
NG

teacher 6- 3 in her social studies lesson commented "I mean Rome and
' ghrthage don't mean a damn to them." Teacher 6-1 in her social studles

_lesson, looked at a map and stated, "I know it would serve the purpose.”

.Feelings : . .'A T - ~ T
. 'Alloteachers placediinterpretations upqg-pupilvemotions.
‘These'interpretations were basediupon,fa@ialtexpressions, eye m vements
wm{_grOSs'bodﬁ*movements.’ For examplef teacher 6-1 in her language

arts lesson assisted a pupil who "looked puzzled" and could not

’.understandVa\conCept.. She commented, "He was quite concerned about




\

Ay

. ,commented while watching a group activity,*" hey were still enjoying

Tit.t

' Miscellaneous

~. s s S N AT e
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that foresome reason." Teacher 6 2 in her language arts lesson

i
i

l’

This sub-category generally refers to 1 terpretations the

Jteacher places upon the pupils’ classroom behavibr, their home

' backgrounds'and school organiaational matters,

+

in a classroomr she stated "Of course they all like to\sfigat the -

T, example, teaoher'
6-2 illustrated this sub-category on a number of ccasions in her
language arts lesson. When referring to where pupi s prefer to. sit

ki‘- .
back " and when commenting on a- new boy to the class she sthted, "I

’ guess he's Jjust. had'a lot of problems adJustlng around " Teacher 3—1

in a language arts lesson, when observing some pupils sitting in a

,f group near her commented "And I don* t know why it hit me there, but

the ones I find that don't get the attention at home, are what I would

suPPOse, say neglectedlig\SZie " //

Expectations
,41' ’

Expectations are thdught units that refer to pupil behavior

t%e teacher expects or anticipates will occur in the lesson ‘Table 6
indicates that expecgations accounted for between 1.2% and 9{7%.of the
thoughts expressed by the teachers in the 19 lessons videotaped for
stimulated recall purposes. When this thought unit was analysed for

LT .
sub-categories, it was found that three sub-categories were clearly

_ . : ; . E S .
-definables “task performance, cognitive performance and affective

performance. The.occurrencefof these sub;categories is presented'in '
\ . . . ! -
I :4/ : . £§§?<

Table iO. .

'
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Task Performance

. This sub—category the expectations that a teacher N

has for a pupil or pupils on. an ipstructionalctask. It does not refer
-to how well or poorly the teacher expects the pupils 0 perform, but

instead refers to the physical performance of the task, for example,

/

how quickly the task might be performed» This sub—category also refers

1

I

© to expected content or experiences he teacher ticipates will be

-associated uith the t sk. Some ex‘ ples will illustrate this sub-

category

Teacher—l 1 when giving, some pupils a. readin task to complete,

expected PSome of th>

A
will bs_fini hed in a hurry."\ On the other

hand, she . 1s0 expect d that, "Some .I Know will not even open their‘
books when they' re sup osed to be reading.” Later in the-  same lesson
she commented as a boy as about to speah "and I was af aid ‘he was
\'going t0 go off on a tangent ",
Teacher 1-3 when thinking about a proposed fileld trip to a

fa.rm stated " . . and there woultd probably be quite a smell" and

Coggitire Performance
This sub-category refers to the results of the pupil's

performance on. a task and nerally'refers to whether an answer was

correct or incorrect -or whether it was not given at all. \or example,
in response to a 9uestion in her social studies lesson teac er 1-2°
responded with /T didn't anticipate that kind of answer." Teacher
3—1 in her janguage arts lesson commented on the pupils responses to
a problem she asked by stating, ". ; . s01X figured this would come

very quickly to them." ter in the same lesson she commented, I
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could tell at this point the story wasn't going to develop very well."

Affective Performance

This sub-category refers to affective behavior the teacher

expects/will or will not occur'with a pup 1 or pupils. Teacher 3—1
ilIustrated this sub-category on a numbe of occasions in her social

@ . o
t/dies lesson. For example, when showing the class some Japanese

" clothing she stated, ", . . because I knew they would laugh atbthe

-

sleeves." However, on occasions the teachers' expectations e not

fulfilled, Teacher 3{3 was disappointed whenl her classidid t react

with enthusiasm to a picture she was shouing them-in social studies.

Her thoughts revealed this when she said, "¢ . . and I thought theylll_
look at this and go Wow!'." \ . : AN
s - This category also deals with expected pupil misbehavior.

v

For example, teacher 6-1 in her social studies lesson commented, "X

.. 1] . - v . . , \ .
came in, I ;NSW‘I.was going to have trouble with that.one boy."

Meditation--Pupil

{

Few thoughts were contained in this category for any teacher
in any 1esson. Table 6 reveals %hat teacher thoughts in this category -
ranged between 0. 3% and 2. 3% of teacHErs thoughts in the lessons

p

videotaped. /in this category the‘teac er is showing concern with

pupils mental processes and is comcern d how and why pupils remember
\

- oxr forget something

————

Occasionally,‘a ﬂeacher wad surpriised by a pupil's comment"or

Tesponse to a question and delibera ed.kn the pupil s mental processes.

o

. This can be illustrated by an examp e_f*omteacher 1—1 s social studies e

- lessons



',
-

T3 How did she remember that?
" The teacher went on to repprtl o .

T: I was amazed, we'd talked about that one once way thk,
somevwhere, . . . and we hadn t even talked about that one
recently.

o

- Teacher 1-3 in consldering a pupil!s mental processes¢repor£ed:

146

Ty o . and I was. thinking to myself at the time how a child -

would immediately react to that. How would he know that
it Was a mirror°

‘ Teacher 3—2 brought up the problem of pupil attention/

nlnattention when she reported.

Y S youican't always tell with kids you know, whether
-they are truly inattentive or whether they're just nulling
" over what had been going on. .

Teacher 1-3 towards the end of her social studies lesson

'> indicated her concern with what was going on in her pupils’ heads:

T: .o o« because after this long discussion you dan't really
know what stays in the head.

This concern motlvamed this eacher to close her lesson by

" reviewing the key facts that had pre iously been discusse: She

Ny

reported: o . o » . .\\

T: 'And so we Just took_apl the facts ané put them together'as
a neat little kit. i '

\

Self-Awareness

This thought unit indicates the teachers are thinking about
their own behaylor They are conscious of the varlous facets of their
performance in the classroom and indicate awareness of ‘this behavior as

they interact with the pupils. This awareness involves evaluation and

/emotions about one's performance deliberatlons on instructional

strategies and reﬁlections on lesson content asﬁgell as on one's

o
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personality, appeerance aﬂd generai teachiné ‘style.

f;e percentage.of teacher thoughts in the category self-
-awareness ranged from 3.9% to 13.4% of the teachers " total thoughts.
When this categorf was sub~-categorized to investiéate the substantIve
components, it was found that there were six sub—categories'within the .
unit.r These sub—categories‘whicﬁ are defined and illustrateg%below are

summarized in Table 11.

Instructional Awareness

Thls sub—category expresses a thou@ht unit that indicates the-
teacher is consciously aware of her instructional strategies, why she
was using them and the possible consequences of them. Instructional
awareness includes not only thoughts about instructional tactics but

-also thoughts about lesson organization. Some examples of this sub- *
category§ without contextual elaboration ere listed\oelow.

T 1-2: That's'when I wish I were two peopie or three.

T 3-1: I hadn;t planned it when I~started'this lesson.

T 6-3: I was saying to myself at that time "Gees they re

g01ng to get these two confused' "

Instructlonal Evaluation

Thls sub-category refers to when,the teacher is paSsing 3udgeﬂ

:,mo

ment on her own performance during individual instructional a¢ts Qr ~éjf,f

upon the lesson as a whole. Judgements included both- positive and e

1

’negative statements about the teacher's performance

T 1-3: I kind of thought to myself, that was a ggpd way of
teaching that sound. :

T 3~1: I thought it went rather well.

T 6-3t I'd blgwn it and T had known that I had bI&wh it.

Z
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InstfuctionalsReflection

/
N

A JK

This suﬂﬁcaiegory reTers to when the teacher is consciously

dellberating an intended course of action and is in the process of

'aecision making.

This sub-unit also refers to when the teacher is

o

il

reflectlng upon whether the puplls are or are not paying attention'or

understandlng the work belng dealt with. For example.

T =1

T 3-1:

=

T 6-2:

-

. .and.whether I should go get hei%

At this point T was trying to decide whether I should
turn around and give them all heck.

. . and trying to figure out whether, I'm surprised

'at how well the child is doing or not surprlsed at how’

well he is d01ng

!
*

Content Refiection

In this sub;catégory the teacher is generally showing her

awareness of a lack of subject matter knowledge or mistakes that she

" may have made in the presentation of subject matﬁer; For exampleﬁ

Well T didn't know, I couldn't name a,f{gure.

T 1-1:

T 3-3: . . .and I didn't know exactly Where in the book.

T 6~3: I am trying to think_of“the answers.
4‘Personal.Reflection S : y

In this sub-category the teacher shows awareness of her

personality, appearance,fand general teaching style. At times she

‘reflects upon how she might be appoéring to the pupils. For example

T 1-2:
T 3-2:

T 6-1:

T

I wonder if I look grouchy when I do that?

. . and I have a basic claustrophobic personality

»

I just don't have the patience, you know.

(324
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Affective Dissonance ‘ . . ~ ‘
' ’ : - 'Y
This sub-category refers'to when the teacher expresses emotions

: i A , i ‘
- about her own teaching perfoﬂhance. ‘In.most cases: the teacher is

expressing-dissatisﬁaction concerning some aspects of her instructional

strategies or her lack of content knowledge. &
performance of the pupils are classified int d
Foréexample. ‘ e
T 1-1: . . . and I hate doing that.

)

T 3-2: I get annoyed with myself when I do things like that.
T 6-1: I sort of did feel bad about not following it up. |
o -, Beliefs
- . . o "“‘TT‘ VN
A belief is defined as the mental assent to or acceptance of
anythlng as fact or truth on the ground of testimony or cauthority. It
1s a statement or state of affairs on the basis of which one is willlsg
to act.
In this study the beliefs cited were ststements by teachers
‘about the characteristics of children and the behavior of children.
Tﬁese statements often alluded to how children are motivated, learn and
remembef. On>ether occasions the—statement had a developmental base -
and referrea te behavior the teacher consi&ered typieel of a particular’
‘age group. ‘ o .
Teachers also citedbﬁeliefs that referred_to gulding
assumptions about general pedagogieal practices.that .the teachers had
incorborated into their repertoire of behaviors. " When the teachers

were making reference to their beliefs, they invariably used non-

technical language whether the belief was a general pedagogical one or

. ¥

° . - 8 N E}
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- one'thatvaas’psychologically baSed.; ' PR
g Table 6 reveals,that“the'perCentage distribution of teacher..
beliefs ranged between 1.9% and ?.?% of'the:ﬂﬁhe teachers' thoughts.in
‘this studyf Because of the small number of belr@fs that were revealed
in the teachers interactive thoughts, beliefs hé%e not been sub-
categorized and presented in a tabIe on a percentage distribution
basis Instead, the raw frequenCies only have been presented in
table form. g_»

Table 12 reveals that.the teachers held general pedagogical

AL
3?

beliefs, beliefs related to. students stages of cognitive development,
.general beliefs concerning how learning "best" took place, beliefs o
about the use of principles which are important in the learning prOCess,'
.belief's about pupils' social development, personality and individual
differences, and beliefs about memory as well as about general
psychological principles.

It is recognized that it is difficult and often not logical to
" make distinctions,between_different aspects of thevlearning process.
However, in orderwto’facilitate discuss<ion, general aspects of
learning and speCific prinCiples Wlll presented separately, and

i ,
relationships made when it is necessary to clarify the discuSSion

T

It should be stressed that the belief

e teachers cited were

revealed in their thoughts and came from only two lessons per teacher .

i

Because of this fact, one cannot say that these are the only beliefs a
teacher has concerning the meaching—learning processf One cannot also
assume, that because a belief was only mentioned once the teacher

considers it a less important belief than one mentioned five times.

It is beyond.the scope of this study to investigate the relative

)
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interactive phase of tgaching that guided thelr behavior during the

po N
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-importance teachers attach to certain beliefs. The intent is

specifically to report those beliefs the teachers revealed during the\

vy

lessons. videotaped. -

General Peédagogical Beliefs

' General pedagogical beliefs ‘were expressed by all teachers in

all the lessons videotaped These beliefs dealt with the general role

~

of the teacher, the role of the teacher in specificlteaching—lear7ing
situations and general beliefs about pupils,

Six of the nine teachers believed that it 'was important to
relate‘to pupils on a "personal'level" S0 that,teachers'would be
percelved as people with strengths, weaknesses and emotions who were
readily approachable by the pupils When revealing this belief,
teacher 1- 2 indicateifihe believed in relating persona& anecdotes to

her pupils because, "1 think it makes,them think that I m more a real

~person, that does normal sorts of things . ... " I'ma persontnot Just a

\

teacher." Teacher 6-2 explained the importance of develoPing personal

relationships with pupils by stating, "And I like to bring my own

7

experiences‘into it, so that the kids can sort of identify with me,
: - . .

I'11 often say, almost call myself down in certain situations to make
them lodk better, and that was a situation." The practical expression
of thesedbeliefs conCerning the teacher's role is found in the
principie'of teacher authenticity discussed later in this chapter.
Other beliefs relating to the géneral role of the teacher
revealed that absolutely quiet classrooms were undesirable and that the

teacher should not have favourites but should treat all pupils equallyfgéa&gj

in all situations



- Teacher 3-1 when mentioning'classroom noise eXplained, "I - ‘
believe there is noise that s busy noise, that s good noise Teacher
| 6—1 mentioned three times in her language arts lesson a belief in nat S
| having favourites and'in treating‘pupils equally. When explaining uhy
she went down the rows when asking questions, this teacher stated,

5 \

'g"Because I thinggﬁpat then they get a chance, each one’ of them has a
'chance to give their answer right OT Wrong and We can talk it over.
This'belief was again expressed in the lesson when the teacher _
"declined to respond to a pupil s comment and explained "I don't like )
"to do that unlesJ I can ask everybody The practicalvexpression of B
this‘belief.has been.described as the principle of equality of
treatment. | |

‘Beliefs'concerning the role oftthe teacher in specific
teaching—learning situations were expressed by all teachers
Generally these beliefs centred on how teachers should conduct
discussion sess1ons or‘manage group activities For example, when
conducting discussion sessions teacher 1-1 believed that all those who
| anted to participate should get an opportunity,'"Why should some get
a chance and .some Have something, it's all important to them whatever
it is they have\to say. However while considering 1t important for,
.pupils to parti;fpame, teacher 1 1 believed one Tfan t force them to
be interested," and to achieve ‘the discussion s obaéhtives, "not: all
lkid§~ comments have to be responded to or we d never st0p Teacher
{6—3 believed that in discussion sessions the teacher should "iry not

. rd
to over-dominate,f and that shy or withdramn pupils should ‘be. inVOIVed

}

: in the discussion,{“l am trying to draw these people in

L
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preferable to overlook small wWork- -re ated errors rather than disturb

o

the harmony of the group at work, Sh explained: J[%gﬂ
I thought to myself,. it s kind\of funny how-at that time that
g have happened inste of hat I wanted ‘to see-happen,
dn t happen, and yet at e time T didn't want to put a
\' damper on the game because they seemed to be getting on so
. 'well so I just kind.of wandered,off and let’them comtinue on
v with their game. Because often in erruptions distract them.
completely. : .

- General beliefs concerning the behavior bf children were
»expressed by all teachers For examplev teachers believed that pupils'
had’ certain expectations concerning the teacher s behavior and that

this influenced teacher—pupil'interaction. This is illustrated by

, teacher 1- 3 who explained, ". . . and they've Yearned a lot about. me-

this year, they know Just what I would do, what I won 't do and about

-

" how far to take it " while teacher 3—3 stated, "Well he knows me well

"enough by this time of the -year to know that I will eventually get to ..

o~

_ tha¢ or I would get to that after we finished discussing this."

/ \ 1_‘ . . '/./7..

//Developmental Beliefs.- _ - . ot

! : AllL except teachers 3- 3 and 6- 3 expressed beliefs that were

r

o sub—categorized as developmental. These beliefs were stated in
general terms and referred to behavior that was consrdered appropriate
for, or typical of a certain -age group.

The beliefs.generally referred to how a pupil‘s stage of

deyelopment influenced,the learning process or his personality. ﬁér
Jki\example, teacher 1-1 indicated a helief in_the short attention span of
6 year olds, "at that age level they re not going to just sit and: haveu
4 somebody talk to them for half an hour or 10 minutes This belief
Was also expressed by teacher 6—2 "after you ve done maybe 20 minutes

of the same thing, the attention span of children at elementary school

.
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le el starts to wander, no matter what they're doing."

: Qertain personality‘eharacteristics of a group were also
| att ibuted to the group's stage of development. Teacher 3—2
disc plined some pupils who pushed in front of another.group’and
atte pted to monopolize the conversation uith her. ©She commented
~."I find at the beginning of Grade 3, they re still o egocentric, that
only they matter, that only their comments matter." This same teacher
in. ‘another lesson referred to a grou personality characteristic when
she stated, "They have a black and ite attitude that it's either
totally right or totally wrong.” ' '
Teacher 3;1.31SO referred to beliefs‘concerﬁingftﬁe‘influence
of devel0pmental stages upon pupils' personality.characteristics.
For-example,-nhen‘referring to the use of'"baby words" teacher 3-1

commented, "And of ‘course they try to be very sophisticated in Grade 3,

'S0 they don t like to .use them either " >

General BeliefsfConcerning_Learning

The nine teachers in the study all expressed general beliefs

describing how children learn or how leagning was best promoted. The

'"'j,teachers were eclectic in their beliefs and did not consider that there

was only ‘one way for pupils toﬂﬁgarn.’ For example, they believed that

children learned through repetition problem solv1ng and active

'iinvolvement in the learning process They also believed that learning‘&&’QJ”

Should be meaningful, should involve pupils with concrete experiences

'and involve the pupiIvaeing-exposed to a variety_of stimuli~(different?

<

modes of presentation) ‘ ' _ |

'Seven of the nine teachers con31dered repetition fﬁ;?rtant.

_ For example, teacher 1-3 stressed in both her lessons the elief fthat °
”5 o

i’
wy

e
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cnildren learnjthrough repetitibn“of a response. The belief that
repetition was instrumental_in learning.was mentioned five tlmés in
‘this teacher's social studles lesson when new concepts were being .
: presented to the pupils; "it's Just a final reinforcement of the Baby
animal at the end of each session Just to make sure they got. it. ”\ .
- Later in the 1esson this teacher commented, "it's repetition in Gr?dé
One." ‘ ', | i o
Teacner 1-3 indicated as did the other teachers, that she was . .
eclectid in her beliefs about how children learn. She also believeqd
-that problem solving or learning through discovery was importantlfor
Grade .One pupils For example this teacher stated "You tell them

‘but it doesn’ t meam as much as by the fact that they've had to solve

\

|

 this problem by themsele . {'
. The belief that pupils should be actively involved in the
learning process was expressed by teache#s at the three grade levels,
For example, in Grade One, tedcher 1-1 st ted "They learn when they o
participate and do it themselves,"'and "Rather than hav1né/them Sit
 there and be taught at, they do it themsel,ves and learn By doing."
In Grade Six, teacher 6-1 expressed this belief when she explained,
"they learn to write better and they are a&tive, they’re being active
in whatever it is . , . vell they learn a lot more."
| Teacher 3-2's comments were typical | ‘of those who believed tha.t
learning should be meaningful This teacher stated, "and I thought if
I can get them to relate back to their own personal experiences it
. will become more relevant more meaningful " and, "Here again, I like
* Ito relate to what they know, what they feel, personal experience.? |
Five of théinine teachers believed that pupils learned:througﬁ

o
|



159

a variety of modes and shoﬁld be exposed/to a \variety of stimuli.\
. For example, teacher 1-1 explained, "vis plus audio . . using

» Three of. the nine teachers me tioned al.belief in exposure to

concrete experiences as being important in le Teacher 6-3

illt_lstrated this bellef in dher social studies/lesson d stated,

"There's always more concrete examples you " give, he better they' ll ;

do."

Beliefs Concerning §pecific Learning Princi

v

Teachers expressed <Deliefs about specific Mearrling principles,
as. well as about general earning procdesses. | Self—concept malntenance-
enhancemdnt reinforcement motivation and transfer of learning were

all mentioned by at least five teachers.

'Belief in the principle of self—conCept mainterance—enhancement-

waS\expressed seven times by teacher 6-2. in her sociall!studies lesson

. R "~ \
which involved group competitions At the comm ncement of the lesson -

when returning corrected work to th& pupils, tedcher 6—2 did not return'
it in order of merit because, "I think that's t o embarrassing for the
people who are at the\bottom, it s just not fair." During the course
of the group competitidn she gave a pupil an easy qu stion\because he
had earlier answered qu stions in orrectly, ", . . and it makes him
feel good if he does get ‘that one ight." . - . P!
A belief in the,,alue of reinforcement was'generally revealed/.7 ﬁ

when teachers rewarded co nitive Performance, or a combination of

cognitive and affective behavior. For example, after a pupil who had
been initially disruptive n her language arts lesson had worked

quietly and completed an assigned task, teacher 1- 3 permitted him to.

-
R

-l
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.. ji;lay and commented, e, so“I.felt 0.K. to reward thils type of ¢
behavior, that he would be able to do something that .he would like to
do, Jnst something for doing it, doing it for doing its sake."

Teachers used motivation~withpboth'individuals and the whole
class and expressed their belief in this principle a} different stages
~ of the lesson. Teacher 3~1 showed‘an awareness of and . belief in the

. use of'motivation when she reed ont pert of a student's composition
‘to the class and stated, "Just a motivational thing; look here's_a
kid that ] really going gung ho.". :

| The five teachers who indicated an awareness of and belief in
the principle of transfer had puplls practise a task or similar tasks
in different contexts.‘ For example, teacher 6-2 completed a, game
exercise with her pupils and then set them some written work to
complete. She commented, ". + . and maybe bring some of the things
that they picked up from theirdgame into the written exercise.”

i
{
/

Beliefs Céncerning Memorx

réix of the nine teachers expressed at least one bel}eff
concerning memory. The most common belief expressed'(by four of the
six teachers) was that by using associated cues the pupils would be
able to remember concepts and factual knowledge. For example, te%cher
1- 1 during her social studies lesson asked her pupils, "What sﬁsome-

' thing else  with tri in it, something that has three wheels and you
ride on;: And we looked at tricycle-and triangle and again at the three
horns on the Triceratops and that was it . . . it's/also to help‘them

remember the names."

87
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Beliefs Concerning General Psycholggical Princlples‘

‘%‘*f "‘4 ‘!

This subrcategory contalns general beliefs the téachef hOlQ§‘ #

concerning pupils social development Rgrsonality develoPment’and ~fﬁé§‘.¢ ’
individual differences. The few beliefs recorded in this sub—category» - 2%¥; &
do not permit the use of‘lllustrations that have any generality across ‘~113v i
teachers. o ' S Yy &%%H
. | : RN
o o ¢ )
-Objectlves ) o : )

Table .6 indicates'that references to objectives formed between
1.9% and 7.6% of teacher thoughts in this study ObJectives refer to
short- range and long—range pupil outcomes the teacher hopes wlll be
achleved.' When the- obJectives were analysed it was, found that they
could be sub-categorized into three discrete types: general, lesson
‘specific and lesson facilitating. The‘percentage distrihution of these

_sub-categories is contained in Table 13. , ’

General Objectives

These obJectives refer to broad objectives that.a teacher
considers should be stressed in all 1essons, or all lessons of a
51milar.type. At times these obgectives apply to 1nd1v1dual puPlls
and at other times they apply to the class as a whole Some examples )
will illustrate the types ef general obJectlves referred t0 by the

e teachers in this study.

T 1—1: . . . a very general idea that they should be as self—
‘ sufficient and independent thlnkers as can be trained .
S 3-1: . . . because I want them to be as verbal -as they
can be.

T 3-2: . . . so I like to encourage them to think diverse

thoughts, and” accept them as being possibilities, not
. Just toss them aside.
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T 6v33 . . . and, to try to get them to draw their own
‘ conclusions. «
. X “}v N\
Lesson Specific Objectlves
“« These obJectives are the preactive obJectlves cited\by the

-

teacher in the pre- lesson interview. 'They are the obJectlves that
describe what the teacher hoped the puplls would ‘achieve during the
lesson. Some illustrative examples of this £ype of objéctive are

listed below.

. “ . E L4
-~ T 1-1: . . but I wanted them to see the connection between

the "sh" sound and thé S-H that’ they all had S-H's on
them. . ,

“ T 1-3: I wanted them to know what a cartwheel was.

T 3—}// . .. to really feel the setting, the person, this
kind of thlng

T 6~1: . .. . but I wanted -them to also put the name on the
o : map, that colour. -

¢

Lesson Fa0111tat1gg40b ectives

a

These obgectlvesoqccur spoﬁtaneously throughouf:the lessen‘and
serve the purpose of fecilitating @he}achievemen%;gf the pse—stated o
. objeetives\fﬁr the lesson. Often they refer to behavior the teecher,
desires'frdd the class. Some examples are iisted below.

T 1-2: . . . and I wanted X io Join in.

T4 3-1: .1,.. and I just dids't want h%m to get out of hand.

T 6-1: HWell, I' just wanted him to go and sit in another sest.
_4*' T 6-3: Just to be qﬁick abqgf it.. .

. -

Lesson Content

b

' D

' Table 6 indicates that for the nine teachers, thtught units

]

« . : - . ~ ’

, .
D e~ _ o \
N Fl . .
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'can ‘be illustrated from teacher 3—2's soc1al studies lesSdhr ﬁFhﬁq~~
® oY __u:h,‘

' ’ ¢

concerning lesson content ranged between 1.4% and 9.7% of a teacher's
. . . . . i . .

7'thgughts for any one lesson. The table also suggests,tggt thoughts
P | . . . .

about lesson content were not subject specific in the case of the

language‘arts and social studies lessons videotaped. For'five teachers

S
there was a slightly higher percentage of lesson content thoughts in

their language arts lesson than in their social studies lesson. i
Analysis of the lesson content thoughts of all teachers
indicated that there were no major categories of thoughts about lesson

content.‘ Most thought units about. lesson content were concerned with
the concepts or factual knowledge: being presented to the pupils.sthas_

Ty

I wanted the jdea that the 1mportant exportingucountries,
tha& thing? don't always flow one way or another. :

Later in the lesson she commented.

Lt Txo At this p01nt here I wanted to focus in on the idew of
- Japan being today an industrial nation, rather than an
T : agricultural nation.’

Information--Pupil

o B
a'\?,‘* s v ¥

i

»This f@@ughi unit@is céncerned with the hnformation aﬂfeaqper

> ‘\

‘carries around in her head that centres on pupil characterlstics such
Q

i

bas personality, academic potential and performance, genera} classroom

behavior, social behavior -and home background 1nformation. Table 6

indicates that in the lessons videotaped, between 5. 5% and 14,2% of

8

.the teachers' thoughts weré focused on information—-pupil. When this,

category was further analysed it was found.that the thoughts clustered

into. nine sub—categories. This sub—categorization, which appears as

‘Table 14, indicates “that teachers carry a wide variety of information

®

around in their heads concerning the class'as a whole as well as b % ;
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individual’ pupils Information—-pupil is closely related to the cat-

1
egory of expectations and as 1s illustrated earlier in this chapter,
expectations are based\pn "the teacher's assumed knomledge of the puplls

L4

and the class as a group. . ' x
Severai general comments need to be made about this cate‘ﬁoryr
before the sub—categories are discussed. First of all, the thoughts
about pupils and the class occurred throughout the lesson. Often
interactive thoughts concerning a pupil s characteristics were
expanded into a non-interactive description of manynof‘the child's
characteristics as perceived by the teacher. These non-interactiye
' descriptions, called "Case Studies" by Marland (1977), are briefly
‘discussed ldater in this section on information—-pupil.

The teachers in this study rarely made reference to the same

student in both lessonf'

lindicatedﬂ ", he's been absent so he ‘didn't: get his completed "
) was .also found that the teachers infrequently gave *
informationf—pupil‘statements about"the—same.ohild in any one lesson.
‘When this was done different information was offered ahout,the'pupil.
T Teacher 3—3 illustrated this pointﬁin\her social studies lesson when
she'explained,.fx Will usually listen to this stuff,” and later when

' she stated, f.‘. . not witth he's got lots of brains‘” Teacherljez.'

also illustrated this point in her social stﬂdies lesson when she

Vo

revealed, "This annoyed me, X is always late for class.” Later in the

_ lessgﬁmshe again referred to this-same pupil when she stated,'"X is one
. : , ' ’ . Co ' 1 o

= 2

\&\\;-:
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how teachers gain information about pupils.

~' Pergonality . T L™ R - - ',?

However, it should be ted that while information—-pupil was

usually only of fered once concernigg 2 particular pupil throughout a
lesson, the teacher indicated through her %erceptions or feelings tha¢
* she was quite often continuously aware of a particular pupil cr pupils. .

When coding information——pupil for both Table 6 and Table 14 ‘
~if the same. information about a pupil in any particular exchange

between the interviewer and teacher was given more than once, it was "

£

only coded as one thought or one piece of information The sub—

categories of Table 14 are new discussed,- followed by a discussion on.

-

«
B
’ @‘ ¢ ‘

Aﬂi teachers made reference to pupil perionality character—

1st1cs in all the lessvws videotaped with teachar 1 2 indicating%

\

- that in both her lessons, gﬁiroximately oné third~of her informationib
S A v .
pupil thoughts related to personality. e fﬁ@g
SR ' -
A wide variety of "broad" descriétive terms werqﬁused when the

teacher referred to pupil personality. "These references tp pupilw

personality were often revealed during dyadic interactions between

teacher and pupil. For example, when listening to a pupil's comments !

during an individual reading session, teacher 1 1 S thoughts revealed

T:  He'is a funny kid . , PR He s got a real sense of humour,_
really well developed for his age

When listening to another child read and stumple over a word,

F

teacher 1-1 reported "She gets self—conscious.
Teacher 1 2, also during an individual reading session, reacted
to a childyreading a page from.bottom to,t0p by stating, "This is this

[

s G
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little X, who has Q\very keen sense of humour. Later in-the lesson'
vwhen the- teacher noticed a pupil becomlng involved in a self—directed
activiiy she was pleased because the child had previously held back

from becoming involved‘because the teacher saw her as, f.ff-. very

sen51tive, a perfectionist very conscientious in every. way. - | ‘ﬁﬁ

/
Not only did teachers reveal their impressions of. pupils

personality characteristics in dyadic interaction situations, but they
( & .
did so ‘on many occasions whed small group or whole class activities
‘ » ' :
were occurring. For example, teacher 3—1 in a group discussion )

selected a non—volunteer to answer, "\.., because she s &,
a ﬁ * #

’student," ‘and while discussing a pupil' S respo

session teacher&} 3 indicated ", he S a Ve RN Y S You

: have to be_épallg careful whav/ Qu say because e;-*é e him cry

real easy you know, if you ;

3

: Academic Abilitv

This sub—category re'ersito’the teacher S perception of the

-

pupils academic potential as opposed to the pupil s actual classroom:

'c_performance. All teachers reported thoughts in this category, but
’ not in every lesson. Thoughts about - aqa“b ability were reported in
general terms and teachers did not use spé%ific psychological concepts.

Some examples‘of this suﬂ#category, without contextual
elaboration, are listed below. - , . = ) e

C EPe. R :
o VTE% 1-1+ Well because he has a good visual memory for words,
. even long words if he sees “them. :

'

T 32 He' s a fairly bright 1little boy.

T

I - ‘-T’6—1; . @Obut he's Just he's Just a smart kld

g because . she s a low student.

? T 6-3¢

hl



Occasionally a teacher referred t?,the !Lneral ability level of

the class as a whole, especially if it was a streamed group. Teacher

)

6-1 indicated her thoughts after correcting some homework when she * .

stated, "They are supposed to be an upper average class and that s not

too bad for that'ClBSSs,itf ‘a larse class." '%' B o
: S ‘.

Academic Performance

Lot

This sub—category refers to'a pupil s or the group s general
performance on work‘tasks. All teachers reported thoughts in this

category, but again, not in every‘;esson. ‘Teacher thoughts in this

 area indicate that all teachers processed a wifie.variety of information

,concerning the academip'performances of individuals in their classes.

To illustrate this point, some examples are listed below:

S

T 141: . .*and she's ‘good “in tha&%sﬁe knows the words and
T s does practise. . - , o~
it A .
T 3—2:,'X has troubles with. oral and®*yritten - work. He gets
. an idea and he can't deve10p it, and this came out
in the lesson here., ' : oy .

T 6—2: Her map is always neat. o , : - . -

T 6-3&> f@“g not her strong point, oral reading.
7 * B
The teachers in this study also referred to the academic

' performances of their classes in general " For example, teacher 1-2

‘when working with a reading group stated, "Their weakest areagﬁight at
present is still with recall," while teachen 3<1 when repeating
instructions to her whole class revealed.her thoughts as, "But they

find it so hard to follow instructions..A

Classroom Behavior\ :

Table 14 indicates that this sub—category ‘of thoughts about

¥

e

&
,])"' o7 : B ) .‘
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teachers. S sub—category contains both individual and group _

| jreferences and\deals with activities and verbalizatitns of the pupil

or group that the. teacher considers typical behavior. Teacher thoughts

in this’ sub—ca egory can be illustrated by the following examples.
Teacher\1-1 when reminding some pup to concentrate on their

work commented, " cause there's a couple of them‘isknow are always

turning around,? and later in the same lesson when‘a little girl

¥

_i70

4cuddled her she stated,. "She &nd another little girl especially do that

all:the time:" :
ﬁ“ Teacher 3-2 when helping a student commented, "She doesn't
always listen to instructions .

‘‘‘‘‘

" The maJority of the thoughts in this sub—category referred to

group performance. To illustrate the variety of thoughts in this area,

examples are listed with minimalﬁhontextual elaboration.

T 1-23 They like to draw.

s . T 3-13 If they are interested they ask a lot of questiéns.

T 6-2: It takes them a while to settle down so I don't go up
to the front immediately. - ' .

T 6-3:. .They don't like to nemorizenthings as a rule,
o .

‘Social Behavior R e

;? ,“’ L This sub—category is a variation of the sub—category classroom
’7behavior and refers specifically to a pupil s interaction with his or
her peers. There were only three references made to this sub-unit'

f%r example, teacher 3-2 referred to a pupil being chosen to lead ‘a

/

group activity and stated, "She never gets picked for these things," A

while teacher 32, watching two pupilsvyoting on the choice of. a story

n.
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[ : commented, "And then X and Y are’ supposed to be best friends. they are

best friends but Y is always trying to Tun X." ’

'-HomesBackground N\

There Wwere only five references made in this category and all
were made by teachers 1-3 and 3—1 \
 Teacher 1-3 1llustrated her knowledge of some of her pupils’
i home backgrounds‘when she_stated, "Now“somevof th haveﬁhad ¢hickens-
" around their -farms,” and "A couple of them i}/th

V" ef%\have'had experi-

.
>

ences with Shetland ponies."

Teacher 3—1 when indicating her knowledge\ofsone pupil's

’.%

background commented . ;'and the thought that flashed through d&

qw'wf miﬁd tﬁ%re wggzst are extremely wealthy. They have a swimming pool in -
g C A )

_their house and they‘have-a Winnebago." /o'

ra ) r
{I¢
-

T
AN
AL T

4

Theruvwere few thoughts reported that centred on a pupil s
;;physical appearance or motor co-ordination, Teacher 1—3 while
listening to a: pupil read revealed she was thinking, "This little guy
- has some slight speech‘problem." Later in the lesson, this teacher,
while distening to a pupil discussing a story stated her concern: about

figtl”‘him as follows, M e becausedhe sounds hoarse, continually hoarse as .
: '

a

if he s got. a really bad cold "

. ;o Another example in this sub-category,ds provided by teacher
. . . N & . L - . .‘_..‘« )
6-2 who when observing a.student's work stated, "Her motor skills of

control iant all that great yet." ' . ;

General Information I

1

Y

Information in this category was reported by all teachers and

i . ,-‘ Co | ) o B
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generally.refers to background information about the pupil that is'
not. specifically related to the home situation. Some examples, without

detaffed contextual elaboration will illustrate teacher thoughts in

_this area.

‘T 6-1: He's'a Very new: boy here, he hasn t even been here a
month.

T 6+2: X I couldn't keep because he has a bus to get.
se Studies

.

At times during the stimulated recall interview the- teacher
presented some interactive information about a pupil and then went on

{0 describe additional characteristics of the pupil. Because the

LY

teacher was not consciously processing this information at the time

. of her teaching, this data was classified as non—interactive and
therefore not coded However, because these case studies reveal\the
-variety of detailed iﬁformation a teacher carriesvaround'in her head

. concerning pupils, seueral examples are giuen as illustrations of the
perceptions and "facts" about puPils that/féachers are aware of. \These “
case studies, which were given by all teachers, suggest that the inter—_

active data is only a small sample of the large amount'of information——'°
) ’, ’ e . . -. ‘ N . / 1 ‘-
pupil that teachers carry around in their heads. e ’ ‘.

‘Teacher 3-1 gave this information about a pupil:

T: There I was thinking what a nice little boy X is. Teachers
are not supposed to have favourites, but I'm afraid X's kind
of won my heart. He's a diabetic and he's just a .real
sweetheart and I was just kind of thinking, what a nice kid
+'+ + + He phones me on weekends, I wish he didn t like me
quite so ‘much. ‘

Teacher 3—2 in her language arts lesson when expressing her
reaction to a child S comment elaborated in the following mannerz '

T I was surprised I knowlchildren have feelings of aggression,

o » ' o

¢ : - s . ) ’ ' A 4
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but this wasn '{ really aggression I don't think on her
- part.” Defence perhaps, maybe she feels a little insecure,
this- is what I thought, and she does. She comes across '
that way quite often; that, she feels insecure. She
has 'a problem relating to other children in that the kids
in her part of the neighbourhood either are a year to two
years younger or the next oldest, that woui be two to
three years older. So she's betwixt and between in her
social world after.school and she had no one to refate to’
in her peer group. At school this comes across because:
she's often awkward, she's often shy, she'll start to
say something and if she feels it's too personal she'll
cover it up in a mannerism. She's a neat little kid
though. . .

- 173

Sources of Knowledgé‘nhout Pupils

_ The transcripts revealed some of ‘the ways in which teachers
galined information about their pupils.‘!Sometimes a specific strategy “
was: adopted and at other times the teacher indicated it was the g

'continuous and prolongegycontact with a.class that- provided the .

a7

information '
s Teacher 3-1, when asked how she knew about the pupils home
- backgrounds and their lack of affection replied ui'enowing
. non-interactive data. . ~ : L » . ' | . .

&% ) R
T: Usually it comes out through the guidance counsellor, (
parent-teacher interviews. I watch them when they eat
their lunch. I supervise the lunch room, you can pretty
well tell for instance, the one little girl right there
that's very close to me, she gets a dollar every day to
go down to buy candy and pop for lunch. She very rarely
has a very substantial lunch. And oh the ones, you can
tell the ones that really care. They have, lunches tell
me a lot, I don't know if that's a fair way to judge and
the way they dress and whether the parents are interestedv
in what they're doing at school and things like that.
And it comes through by at least half way through the
year anyway.

"y

. .
el st ¥

Teacher 1-3 indicated on several occasions that the continued ' /,/—//’

contact with the pupils had given her the’ 0pportun;t gain consid-

erable information of all types about her pupils. 1In her language arts

5
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lesson she stated, "I've got to know these kids as if they were my

own, " and then in her social studles lesson she stated, "And again

/ e . . )
that's a thing you learn through the year, your‘Class." Later in the .

lesLon when anticipating a potential behavior problem, teacher 1-3
- pointed out, "And this is something that I have learnt with them,
working with them through the year.”" Having a class ‘size of 17 was

possibly a facilitating factor in assisting this teacher to»gain

!
'

information about her: pupils.”
Teacher 3—2 indicated that she found out information about

pupils by talking to other teachers but often it was a trial and error

~

process.
T: One way 15 like X, I did an awful lot of talking to his

last year's teacher because of his repeating Grade 3.

But a lot of it is just trial and error at the first. of .

the year and you get to know people“in a social situation.

You have to feel your way -. . . and you find out what 1s —

acceptable and what is not . . . . It's trial and error

I think basically, because there's no way you can sit down

with a book and sdy 0.K. I'm going to learn about child

. personalities in my class from thls book. You go back on

what you've learnt in previous years, you go back on what’

you've read and try to fit these things together with the

individuals that you have.

< » Information-—cher- : ‘ »

| Fewer thoughts were recalled in this catego;y than any of the
other eleven. The percentage distribution of thoughts in this category
ranged from a low of 0. 0% for teacher 6-3"s language arts lessons to a
high of 3. 1% For teacher 6-2's social studies lesson. K .
. The thoughts reported in this category were of two basic Eypes \

and comprised either classroom rules or thoughts irrelevant to the

lesson. Rules reported generally referred to organizational features

v

g ) Lt 7 . "

LA - . —
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of classroom life. For'example, when teacher 1-1 was reporting her
thoughts about a pupil interruption, she stated, "They know they are
not - supposed to come up and interrupt a conference unless it's an o
emergency."
During her social studies lesson teacher 3-2 indicated her

thoughts were about a rule when an intercom Mmessage interrupted her

N

" lesson, "We have a-school rule that whenever something comes on we . h

are supposed to have dead silence."; . ” o v s -

\ —— ‘li!!s
Teachers reported few thoughts that were irrelevant to the . e -

-
lesson. When irrelevant thoughts were reported the teacher indicated

‘ that she had been conscious of the thoughts when there was no active g?

. never understand why._ e o ' ) i .

interaction between herself and the pupils When walking arpund the
room supervising, teacher 6-2 repOrted, "Gee it looks like rain
outside, I'm'going.to have to'take'my coat»and put mv coat‘on outside."
Teacher 3—1 during her social studies lesson on Japan had shown the
pupils a small bottle of. sake wine Shortly afterwards, when there
was. a "lull" in the lesson, this teacher reported "Actually at that

“

point I was thinking of my husband he really likes it, and I could

wr?

\

Feelings
' \ “ ‘ . i

N * N ¢ : ' - N
Feelings are the emotions experienced by the teacher during

the lesson. AS Table 6 indicates all teachers in the 19 stimulus | |

\
. lessons revealed that between 2. ?% and 11.3% of their thoughts related

to feelings. Over 30 nouns were used to express a wide rahge of

e

' feelings. ' ' RS .

& : : . :
S+ _Feelings that could be?ciassi ed as negative were represeqi:d ]
£ e . S T : : ! N .
- B PR U .

e ’
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. L
by concepts such as anger, annoyance, disappointment and frustration.
Neutral feelings were indicated by statements such as "wasn't

o

‘surprised." "don't’care” and "not excited." Positive feelings were
: "

represented by concepts such aswfmazement, amusement, pleasure,
‘surprise -and enjoyment. 3‘

The pattern of feelings expressdd varied from teacher to
teacher and from lesson to ‘lesson. In some cases there was no
.pervasive feeling or cluster of similar feelings reported by a teacher
during a lesson, and on other occasions, usually when the lesson wasA
not meeting the teacher'S'expectatiOns,Oa pervasive feeling or allied
M cluster of feelings nas revealedathroughout the varlous stages of the
lesSon. 1 | |

, Teacher 1-1 is an example ofFone who exhibited noLpervasive
pattern of feelings in either of her lessons. She reported
experienCiné\amazement,'annoyance, boredom, dismay, pleasure; surprise,.
suspicion, bother, uneasiness and dislike in both lessons; «However,g
teacher 3-3 in her social studies lesson reported thropghout the lesson
that her feelings were of anger, annoyance, disappointment and
frustration. Eighteen of the 25 feelings revealed were in these

negative categories. These‘feelings wereiprimarily expressed at the . R
ﬂ pupils' affective behavior in a lesson the teacher.considered "went
poorly. '" It was a lesson immediately before a recess break on a hot
afternoon and the teacher was’ working with a sungEt/which she foynd
fascinating and had expected the pupils to take a strong interest in,
“The i}hattention of»the pupils and lack ‘of interest in the topic, as
. well‘as the teacher's lack of success’in‘moti;ating the -pupils caused
her to express feelings of anger, annoyance and frustration. Some

/" -‘,
A

‘%’
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. \ ”‘.‘
T: That situation I remember I started to, get quite angry =~ -
, - there. - ‘Because -all of a sudden you get the kid, asking
. . this and this kid ask that and someone else jumping up.
- and drawing your attékgion to them and that kind of;
question. . L S

At a further stage 4in the lesson the tez:mer reported T

T: Well, frustrated I mean we talked abdut’ this and I thought '
- I am sure they got something out gf that day and to be
"sitting there just non-responding &nd I thought well if I
say "Yes? No?" then that’ will prompt them to say sqme-{’
“thing. They stigl didn't really. T thought oh well JIM
Jjust continue on o ‘
- . -3

And finally teacher 3-3 reported o her reaoﬁion to a boy who

‘interrupted her giving information to the class:

T: Well by this time you have upderstand that I m soO X$
. totally frustrated then and ’angry at this whole.situation
that it would be just one more thing adding to it.
. There were of.COurse many times when positivegfeeﬁings were
pervasive in a lesSom The social studies lesson of" tea.cher -2
reveals this point. 'I;wenty one of the 27 feelings revealed in this '

lesson were positive and centred around pleasure, surprise and

enjoyment. Some quotations from this social studies lesson illustrate,

this point. When a pupil remembered a concept from a previous lesson |

the teacher indicated,."I'was pleased'that he remembered." At a later’
stage in the lesson the teacher reported, "I.was pleased that they
recalled as much as they didwand that they could answer 'why' questlons '4

fairly well. ‘At that point I was pléased with what was happening.”
, L .
At still another stage in the lesson the teacher reported,

"I was reelly happy.u Really pleased that this was all coming out. I

felt like saying, 'Say more, say more'." Towards the conclusion of the



l%hev*re thinking about something, trying to reason,out something

like that kind of thing to happen "

’ Occasionally annoyance was express

. s . /- 178

lesson When. the plpils were involved in a problem solving sessrgh; the

teacher‘revdaled, "It shows\that something is happening, in, their,

o
1 «
|

Two concluding points need to be made about teacher emotions.

[

First of all, teachers rarely revealed strong negative feelings such t

as anger and annoyance'at a s poor academic performance.

>d, but more, often concern, ,
disappoin~hentfand surprise W the terms chosen However, teabhers
did indicate that rthey were iangry or strongly annoyed or frustrated

bécause of pupil behavior problems. This is.illustrated in the \;;4 .

’ negativegfeelings of teacher 3-3 described on the previous page

The second and concluding point to be made to this section is
that all nine teachers in’ this study believed that theirkfeelings
should not on all occasigns be hiddeh from the pupils " Obviously,

-

5 o
indicating one's emotions - could serVe a variety of purp05es. Several-

‘examples can illustrate this point. Teacher 6-2 believed that

showing her emotions would act as aimotivational factor,

Tt . . . but being ‘that ‘they could see {'was'genﬁinely‘
pleased, then they're going to go back over and instead of
wasting time- ‘or sitting around talking, they 're going to
try and think up another one.

Teacher 1-2 used a show of emotion‘as-a reinforcement for a
PN P B t ’ .

pupil’ s\w\rk during the mor'ning 5 session. ' * \\

I. What were you thinking as you were: giving that little

-7 girl a cuddle then at the end of the lesson?

T: Oh quite motherly I think. She'!s very affectlionate and

‘ needs that . . . she's spent all this energy doing all
these sheets and- stuff and just needed a little bit of
atteﬁtion . |

e
3
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“"Macro-Analysis of.Teachers' Interactive Thoughts

Analysis of the stimulated recall -transcripts was carried eut
y b - _ ”B\’fas“ : - ‘\*

on two levels. A micro-analysis based'on the‘éboughf unit, as ‘/
© - .

described“In Chapter Iv and outlined earlier in this chapter, was
a,eéployedwto code and then describe thejdiscrete types of;thoughts :

‘eth teacher had during the interactive phase of teaching. Because

thought units ‘varied in their syntactical lquth from several

,sentehces to a clause’ or phrase, it was found that this micro- analysis

teachers' behavior during instruction. 'Therefore, the second level,;
of analysis n this siudjlconsists'of a macrofanalysis of the inter-ﬁ‘
active data, : | J (

 The purpdse of the macro—analysis was to supplement.the micro-
analysis and was carried out to investigate teacher held beliefs,
principles, rules and other factors that influenced te%cher behavior.
The data obtained in the macrofanalysis were usedix;conﬁunction with
the micro;data to answer research questions one to four.
‘ The macréq@nalysis was carried out b& reading each transcripi,
segment by segment ‘and recording each -‘ ence made to a particular

.-

variable. ' Reference to variables varied from/a sentence to a paragraph

in length.

A3

V;riables Influencing Teacher Bibavior' _ ‘ :
' Maéro-analysis of the tr;;;cripiszfe:ialed variables that were

179

&

-at times fragmented and obscured many variables that influenced . .ﬂv-

grouped into three major clusters. - Under ‘ecological variables werejf:~

?

-«
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grouged nine variables ‘that influenced teachers interactive behaviors{
- / {

~The seqpnd maJor group of variables deg} with teaching style variables‘

‘ Ao

and overarching principles, while ‘the third“ group of,variables have

-

been termed general pedagogical variables.
° v . N ‘ .
Ecological Facters -

o ) . —— - ) h F ' *
N . o SRS
. . » 3

\

. Ecological factc%s refer to the conditicns and characteristics
Avof'the—EHiironment to which the teacher must adjust. As Kounin (1970)
has pcinted out: | & ' ' | -
)J The classroom had its own‘ecology. It had geogranhical
q " location, physical setting, props, activitles, time allotments,

personnel, events, expectations and purposes that make it |
' @ifferent in many respects from other settings. (p. 59)

Nine eCological variables were identified in the data:
temporal, spatial, class pfops, group siie;'grade level, class ability,
organizational, administrative-managerial, climatic. Eachfbf the
variables 1s in turn defined and examples of its use are given and

discussed,

Temporal

This sub-variable refers to any aspect of time, such as the -
concluding ‘stage of the school year, a particular segment of the
school day or the time demands of a parﬂicular lesson that influences .

a teacher's behavior.

% *

Table 15 indicates that all teachers, with the possible
exception of teacher 3-3, considered time‘and?were influenced by its
warious manifested intrusions into their environment. The various
aspects of time all had-an influence‘upon a teacher's instructional -
activities. ) .

es ‘ é&
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The data for the sixth grade teachers were gathered towards

the end of the school year and this time of the. year influenced the

interactifé behavior of two of ‘the three sixth grade teachers.< For
: ; . e _ v

? example, when teacher 6-3 found that some pupils did not have the
\ ‘ | : '

icorreét materials-she debs{ed' whether to chastise the childre&a/nd» in

deciding not to;vexplainéa:' |
- N , ’ . . .
") T: At this time of year, it was, that's another thing you - -*
, : ‘ see, is there much point.tq it now? Because if they - ( '
B o haven't -learnt the good habits now, at this last moment
. ~ & last ditch effort, and I'd been too hard on them at

‘ this time of* the year. -

Teacher 6-2 punished a 'child by giving him lines to write out

and then stated: jQ , : e

‘ T: It's no use trying/to harangue him anygmore about it . .

. , SO my, attitude As at this time of .the year if I Kaven't
gotten it throhgh to,them in nine months and one week, it ‘s
not going to. get through to. them in the last three, SO
I'm Just preserving myself

R L All ‘teachers were conscious'of the different periodS\of the

-/
4

\\\\sghgpl day, and tailored their ins%ructional strategies to “take 2
e //account of the time periods. For example, teachers were cognizant of
. pupil reaE?ions immediatily prior to recess times.
v Teacher 1(1 explained that she normally had children sound out
words and. try and work out the spelling themselves and did not
— J normally'write°words on the chalkboard without discussion, but,
| "because it would be too‘hard to think and write and spell and.everye
thing all.at once, especially :tithatntine of day, it's afternoon, 1t's
Just before recess and I knew that was coming up, and Just to make it
" easier for them

Teacher 1f2 reporteds

T:A_At this point I ;as’becoming conscilous that it was getting
closer to -the end of the day and that we had to finish

-



R . a class society . . . and then I thought, no.

+ language artSjles%on_of teachervj-Z.
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and,yet there were a couple of things I wanted to do yet.

Teacher 3—1 also illustrated the 1nf1uence of the segmented \_

' school day upon her teaching:

£

¢ ~ :T: At that point I was just, gn the fence trying to decide
. whether I should stop and explain to them that Japan is

gaxm ‘mto it then?

I+ What was your reason for
T: Time again. I knew i
:Just thought, this ig
in Japan. - Details ca i

. Lesson planning appeared P _plagh ime constraints upon some |

of the teachers. The data sugg\st that when some teachers plan a

’ - sequernce of'activities for a lesson then they seem determined to

\follow the sequence through without deviation, and in doing S0 feel

pressured by time~constraints. This can be illusprated from the
N

j- ° Tt Oh that's one thing that bothers me. .I ‘think I said one
, -more person at this point. ' There's never enough timg in
school to let all the kids in a- class this size express
themselves., Oral expression I feel is very important and
“yet when you want them gung ho, you want them excited and
keen and you want them all,to be able to. share, but -darn -
it, yoq always watch that darn clock. :

-

This teacher als® pointed out:

T: I felt vefi’hadly because some of these kids are- ve}y keen
right at this point, and yet I've only got so much time in
~which to develop this and I have to go on.

Later in the same lesson teachér~3—? pointed out: ' \

Tt . . . and I also knew that I had to get into the second
‘part of the lesson where it was written rather than the
" oral response and I was getting pushed for time again tdo.

Again later in the same lesson teacher 3-2 stated: ‘

T+ While I was quiet, it occurred to me this time factor
again. And so I knew I had to gloss over the next two.
I think I glanced at my watch too if I'm not mistaken.



But again I got that feeling-of time pressure and I had to
get them going. I feel thdt pressure a great deal in
teaching, maybe next year I won't when I'm with qy own

. class most of the time." )

i

| At a later stage in the 1esson when some pupils wanted to read,
" out their creative writing the teacher did not let them. Her thoughts:
at the time revealed, "they wanted to share with each other right then
and there what they had done and that distressed me because I knew we '
were again short of time and i wanted.to start pulling them back in’a
bit." e , o ) -

Still laterklipward the conclusion of the lesson, teacher 3-2

stated:

T: Again the time element was’getting to me, and R
- was feeling pressuréd, We were over by, L few nifGWEs
this time and I wanted®to get into the next part . . . .
Reading I think it was, and pressure feelings were coming -

back in,”"Get them going, get them going."

This concern with completing all asgects of a planned lesson

was not only evidenced by teacher 3-2, teacher 3\1 in a social studies

,lesson, teacher 6-2 in both her lessons, teacher 6-3in a language

| arts lesson and to a lesser extent all other teachers, with the /-

exception of teacher 3-3, consciously monitored time and adabted their

v

teaching strategles or changed their instructional plans under the
influence of time in»order to complete’a lesson. A reference by
teacher 6 2 in her language arts lesson summarizes thls concern for ‘
completiné ‘a lesson as planned "So I just helped him out I didn t let
him, T didn't give him time to sound it out, I should have I suppose,
but we've got to continue." ’

Some stecific teaching strateéies, prompted by the conscious-

ness of time, are worthy of note.

Several teachers used a "stand-by" (that is, a pupil who could |
2 o | _ ' .

184
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‘be relied npon to give a correct answer) when the teacher wished to
increase the pace of the lesson. Teachef 6-2 in her language arts
‘ lesson, when descrlbing her thoughts concerning the choice of a, pupil
4to write an answer on the chalkboard explained:
T: Well, to be honest we were running short of time, X's a

quick writer, so I knew that he would get it up there
e very quickly s0 that we could be on to something else.

_ Teacher 6 3 ‘toward the conclusion of her social studies’lesson -
, elso;illustrated the use of the "stand-by" inArelation to time
constraints: ° BN |

I: Any reaSons; you were asking X then?

‘T: I knew I'd get 1t-. . . . I didn't want to give them too

' much., [15 referring to spending time'on/a discussion aspe\t‘\«/

of the lesson] .

Peacher 3-1 %n'her social studiesllesson illustrated on a-
number of occasions how awareness of time caused her to use a "stand-
by" to speed the lesson along. Foxr examplex

I “Can I ask you vwhy you asked X to answer then?

T: I was quite sure he had the,right answer there, tnat's\

why I asked him . . . I think I had glanced at my watch
before then and I was a bit concerned whether I would MG
get the questions covered before the bell rang.

Two points should be noted about teacher use of "stand-bys."
ngéévég all, the "stand—py" did not elwa&s oblige with the desired
response. Secondly, ﬁstend—bys" were.not always called npon because
of temporal influences. -At times the teacher éttenpted tohinvolve'a
"stand-by" in tne lesson toigive depth, ricnness or a new direction&«
to tne lesson; Teacher 3-lfillustrated both the above points when sne/;

sked“a pupil in her lenguage arts lesson to contribute to a creatiVe
story being developed orally by the class: |

T: There's where I was mentally saying,'"I 1T strangle him



.

v

\ . when I get a hold of him," because he 1is an excellent
writer. He was one of the leaders I counted on. I don't

. think he was even aware of what was going on at that polnt

~ when I asked him if he wanted to carry on. He Jjust went

~ 1like this [%hrugged shoulders] "No," and I was really kind
of disgusted with: him right there. At that point I could

' see that the ldeas weren't developing very well.

The témpbrél variable influenced teacher instructional

behaviors in a variety of other ways. Teacher 3-1 when explalming why
N . ) ‘x ‘A ) ) } ) P - N
she gave out some material instead.of the puplls, explained, ". . .

_and here's the time thing again and I can’do_f( ten times faste®." —

/

Teacher 6-1 wﬁen'thinking_about the,O}ganization of a unit of
. ' e , :
work decided on a teacher directed_and‘éontrolled appioach'because of
. J . ‘ . . . - :
the time factor. This teacher pointed out that: . ,\\\
" P: T sometimes think well it is better tp get them researching
: on their ownh . . . they learn a lot more. However,
you know, if I had' them researching on their own and gave
them two weeks to do a report on one area they would miss
out on the other area., ' There just isn't time in many
cases. . L . N '
© Teacher §;2 because of one aspect of ber'tegéhipg philosophy

‘was conscious 6f time when organizing her language arts lesson:

'Ti Clock, looking at the ¢lock. Thinking that I wanted to
" have these put on the board and I also wanted to asslgn

one page for them to work on . . . to.give them at least
ten minutes time to work on it because I don't belleve in
homework . . . . So, always conscious of time.

:’Concerné aﬁout time and completing work for homework were aiso
shown by teacher 6-3 in a lahguage-arts lessoh, "I wish I have more .. .
time, I wish they could do the assiénmént in class, since I_caﬁ't,i
they'll have to do it.," | A
In summary,‘seVerél concluding comments should be stressed‘
about the influence of the éémporal variable upon a teacher's

behavior. The fact that time was considered 91‘£imes throughout the
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19 lessons attests to its importance in.influencing the teachers'
‘interactive behavlors. However, no consistent patterns.of influence
energed in the.éata.) The influence of‘time varied fron teacher to
,teacher and from lesson toviesson. It appears tﬁat several reasonsl
account for this variation in influence. :Eesson planning and the
Vparticular'lesson objectives to be coyerei appear to'"lock“ some

| teachers‘into an instructional situation‘which they seen determined
-to complete. Whether this inflexibility is demermined by persenality
variables, teacher's role concentions or other variables cannotlbe
determined/in this study, but is an area in need of investigation.

. o The time of the school day, aé well as the planning and

structure of the lesson, taken together, appear to account for
variations in the influence of time upon the 'individual teacher's:
behavior. Teacher 1-3 in“her'languaée arts session set the pupils a
number of tasks to be cempleted:in a'.set oeriod of tine,and was more
concernedfabOut time in this session than in“her social stuuies session
where discussion Wwas followed by seatwork that,the pupils could
—complete throughout the. rest of the day . /The variations in references .
to time by teachers 3-1, 3—2 6—2 and 67é can be accounted- for by |
reference to the structure and obJectives of the lessons as‘well as
‘.the time of day at which the lesson was taught. Teacher 3—1 s
ldnguage arts. lesson was creative writing in which oral discussion was
folleed by the writing of/a composition. The pupils were given a
suggested amount of time to’ complete the compositions, however, they
were encouraéed to/hand the compositipns in only when they were

¥ A 3

- "satisfied" with/them. Teacher 3-2 who showed such a concern "for time

/

during her 1anguage arts lesson did not show the same concern during



~prior to the afternoon rqfess).‘

her social studies lesson. A &8
Two reasons can be hypothesized for this variation in concern

for time. First of all, the social studies lesson was a discussion

lesson centred_around‘a small number of concepts, and seeondly, it

t

occurred during the last period of the ‘day, thus relieving the pressure.

the teacher previously alluded’ to that she was under to complete.one
> ”

lesson and moVevoh to the next. Foz teacher F2 the pressure <to move

.

from.one lesson to anothev was posslbly accentuated because'she_did’

not, teach‘all subjects to her class. Mathematics, physical education

» f
and health were taught by other teachers. This teécher‘revealgi her’
thoughts about teacher specialization when she stated: : P\A'

) )

LT There are times when I can say to heck with time, hﬂt o

seldom, this is because of class changes . . . . I/11
cut a lesson short because it's gone, it's time t¢ begin -
the next subject that 'should follow. ..

The socilal studies lessons of teachers 6-2 and 6—3.both

contained review tests followed by d;scussidh<session§ and were taught -
at the end of the school day, this again suggests thai,the objectives,

‘organization of the lesgon and the period of the school day, when a

lesson was taught could influence a teacher's concern with fhe' | *
femperel variable.

\ Teacher.3-3>on1y referred to the influenéevof time on three
occasions in the twe lessons‘she £ehght. On two of those occasions“
she considered the pupiis' behavior Qas caused:by the time of -day in
conjunction with the prevsiliné climatic ‘conditions (warm}weather),

¢ o : ‘
"You have the kids, they're hot and they're.tired and they can't get

188

interested, it's been a long day."” (This lesson was taught immediately

o

The apparent lack 'of conce{n about temporal influences by

a4 e
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influence upon their classroon interactions.

teacher 3-3 can possibly be explained by two factors. Her _third grade

»

was the "bottom" of three streamed third gradee in the school and the

A

teacher had created a "pupil centred" room where activities undertaken

were primarily related to the interests of the pupils, were chosen by

"he\pupi'ls themselves and, where possible, written ‘work was kept to a

minimum. For example, in the language arts lesson dealing with
- language enrichment the pupils selected ‘the stories to be re%d and

discussed, "So I'm always interested to see which ones they cﬁbvse

<

nfirst. So just letting them look through, seeing which ones jump out

at.them to read."

Not only did the pupils determine the ‘content pf much of their

\

work but the';ength of the lesson was determined by theilr continuing
interest. This flexible use of time was alded by a second important

variable.. That is, the classroom was completely self-contained with

Y

the teacher taking her pupils for all lessons.

5

Spatial

-
N

This ecological sub-variable refers to the teacher's normal

*working Spce where interaction takes place between herself and-fhe

- pupils. » : - I

M ’

o) . - ’
Table 15 indicates that this variable was only considered by~
four teache?s on a total of six occasions. However, despite the
limited mention of the spetial«factor,‘the emphasis giveny by the

teachers in thelr reference to 1t suggests that it had a pervasive
- P N "\

Teacher 3-2.who taugﬁt in a semi—open space area indicated the
B i , - ‘ . \o
influence of the spatial variable when revealing her thoughts in the

i B

language arts lesson:

189
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T: But I wanted to keep them toned down . . . just very
conscious of having a reasonably quiet room because we
are in‘an open area and I often stop in the middle of a
- lesson and Jjust tone myself doWn because I feel I can be
heard in the I.M.C. which might be disturbing people.
‘So in a case like this where I know theéy are going to be

 enthusiastic, I really enjoy the enthusiasm and I want it,

but T try.and keep a level on it.

Teacher 3—2 s classroom opened onto ‘an open space area and -

early in her 1anguage arts lesson which 1nvolved role playing, she

-

reportedjrﬁ

T: At this point I wanted to close the door because we often
disturb Mrs. B. across the area with my noise and I kmew
the door was still open so I went over there to close it.

-9 . It was a distraction to the class but it had to be done.

Unlike teacher 3-2 who showed a co/ncern about disturbing other

. , : .
how being in an open area influenced her teaching. when explaining

_ her ad libbing technique ("Well this is an easy one") between

questions in a group compefition teacher 6-2 stated that this

: technique was, "Just to prime them up ready for the questions,” and

was Partly developed because:

T: I think that comes from working in an open area, too.
When you stop talking there's another teacher's voice in
the next open area. That voice is going to be the one
they are going to start to attend to and then there's a
couple of seconds’" lapse when you 're trying to get their
attention back again.

I: How would you know that does actually happen, that they’
ﬁyiisten to another teacher? .

- T: Well just from experience in working in an open area. 1

. mean I wasn't conscious of the noise level, but I was
conscious ﬁhat X was having a largely talking lesson over
there to do his work. And as I said I think this just
becomes a feeling thing after you've been in an open area
very long. That if you're going to be talking up there

" you've got to be talking in such a manner that what you're
talking to the students about is more interesting than
what's going on over in the next area which they can hear
Jjust as well.: : .

teachers and pnpils, teacher 6—231n“herisocial studies lesson revealed
. N “
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These few incidents referring to the influence of open area
architectufefupon teachers' behavior suggesf that teacher style in
some instances I's modified to accommodate the spatial effects of a
teacher's environment. Cortsidering the emphasis still éivenlto'open
sbaee claésrdomé, their spatiél effects upon teacher instructional
style is an area that strongly suggests itself for future research.
Class Props
"This variable refers to relativgly:pe;hanent displa&s, equipment
in the classroom or major teaching aids th;ﬁﬂare introduced for a .
specific.purpose and become a focal pbintlip‘thé lesson. Props can P
refer to wall displéys, the chalkboard and auaiﬁrisual equipment such
as tape'recorders,'record players gnq,overhead projectors Dunkin and
Biddle (1974) when giscussing classroon props pointed out: %
Teachers may bring displays of wildlife or ship models to the
classroom or set up conventions for conduct, entertainment or
competition that are not found in other classrooms. However, _
once these displays or customs are set, classroom participants, =~
including the teacher herself, are likely to be affected by
them. (p. 43) .

Table 15 reveals that mention of lesson props occurred on 50

occasions in thé thoughts of the teachers in the 19 lessons taught.

'leécher thoughts indicated that the présence of props facilitated the

flow of the -lesson, had a disruptive 'influence upon the lesson, formed

part of a deliberately planned teaching strategy, were used spbntané-

ously because of thelr presence in the enﬁironmentjand entered the

conscious stream of tlroughts of the teacher but were not instrumental

in promoting any overt behavior. : %.

Teacher 1- 1 illustrated ‘the use of props to facilitate the

!

flow of a lesson(and assist the achievement of the lesson's obgectives.

v
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In her language arts lesson when describing her thoughts concerning a

particular use of the chalkboard she explained:

T: Visual plus audio, vhat's the word using both anyway,
rather than just saylng them. We could have just rhymed
them all off. But I wanted them to see the connection
between the "sh" sound and the S-H, that they all -had S-H's
on them. ‘

' Teacher 3-1 in her social studies lesson (an introductory
unit) illustrated how a prop that had recently been introduced into
that classroom environment was incorporated,intq a kesson plan to
assist in the achievement of lesson‘objectives.

I: What was going through your mind when you were pointing

. out to that plcture in the, back and .what the girl was

d01ng'>

T: I was quite conscious there of what I was thinking., I

was trying to get them to look at the bulletin board at
the back because I've put thosé things up there so that
they will be interested . . . to go and look at the
pictures and read there some little captloms under some
of the things.

Teacher 3-1 also illustrated how the same prop can be used
spontaneously in anpther lesson (language arts) to assist in the flow

! 4 ) . .
of the lesson. When working with vocabulary development the teacher
used the social studies display on the bulletin board in-an attempt to
develop a concept.

T: Actually there was a word, I can't remember it, it slipped

my mind right now when I showed them that picture at the
‘back of the room on Tokyo. Hustle and bustle, that was
what I thought somebody would come up With.

Teacher thoughts revealed that sometimes classroon‘props
presented a disturbing element in the classroom that necessitated some
teacher action. Teacher 1-1, who used props extensively in her
language arts lesson illustrated this point on a number of occasions.

T: The kids are yelling over at the record player again.

192
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I:~ And go what were yoﬁr reactions when you heard thenm
‘making that noise? -

T: Well that it was disruptive to the group and to the rest
of the class. It was just too loud. It Had to be stopped.

‘Later in the lesson the influence of another prop .caused the
teacher to delay;a\reading session: - - . ‘ ' "~L,-

Ts:.. The tape recorder wasn't working. The record button
wouldn't go down. Same problem as, yesterday so I think,
so I had to fix it again . . ... I hate it when anything
goes wrong. - - '

! [y {

Teacher 3-2 .also 1ﬁdica£ed how.the use of a prop has to be
- controlled in order not to cause a disruption in a lesson:
I: Was there any purPOSe you switched the picture off then?

T: I have a hard time hearing their responses when I'm right
by the machine when it's running. And so I shut it off,
whenever I feel I have to hear, especially at this point
bedause I knew I wanted to expand this beyond more than
jus%’ong or two comments, and-just for practieatity—

On a numbé%?gf occaslions the influence of.props was promihent
,in‘teachers"thoughts, However,.becaﬁse.of lesson orgénization or
objectives, the thoughts about the props d1d not have a mediating
influénée upon the teacﬁerTé'overt&behavior. ‘Teach;r 1-2 iﬁ her
language arts lesson illustrated this poini: h

T: I felt badly'with X this morning becpuse I didn‘t have
the things out on the art cart he needed for his project.
He was missing two ingredients and he was so keen to do )
this. . ... And yet for me to get up and go-all the way
\ , to the other end of the school to get the material he

- needed, I guess I should have gone but I'm busy with Y
and it was sort of a priority thing . . . . But all this
putting off because of the lack of material was
unfortunate. 4

Teacher 6-3's thoughts at times also reveal a pronounced

emotive orientation toward a class prop:

v

I: Are you having any particular'thoughts as you are writing
" the sentence up on the chalkboard there? ‘ ’
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T:  Gees I hate writing oh the chalkboard . . . it's one of .

) my considerations to abolish all blackboards. %Gee I use
them a lot, no, I don't use them a lot, I use them more
than I used to, but I still hate it. I take so long to.
write something on the board. I wish I could write
faster

Many thoughts about class props are riot as'emotively laden

as those described above and are rather neutral in nature. For

example, -teacher 3-2 reported these thonghts during her social studies

lesson.: ' o ’

I: Any particular thoughts as you were setting up "the
' overhead? -

T: Just getting it straight, I was just trying to get it in
- the screen right.

Grade Level

This sub-v i ble réfers to general beliefs or perceptions

that a teacher holds for a particular grade level. The beliefs or

expectations are held for the particular grade level as an entity, and

'only refer to the behavior of an. individual pupil when the pupil s

behav1or is considered idiosyncratic of the grade's expected behavior.

“While rarely exp1i01tly stated, it appears that grade level influences

have ¥ery broad or general developmental bases and do not generally
refer to specific developmental characteristics of .an age group.

Table 15 indicates that the behavior of all teachers except

1-3\and 6-1 were influenced by the grade level variable. This variable -

was instrumental in determining the teacher's instructional tactics.
This can be illustrated ‘with examples from various grade levels.

Teacher 3~-1 when referring to the repetition of. instructions
explained:

T: When I asked them if they understood the instructions,

-



again it's this thing with Grade Three, they can't follo:
instructions either orally or written, and I always ask-
them, "Do~you have any questions now?". So that's why. I
go over it sthere just to make sure they know what they're
sdoing.

@

and expectafions éoncerning‘grade level behavior influence a teacher's

~ instructional tactics: ,. ’ | N

T: I read X's beginning becauée Ilthoughi it was a good one.
. It's difficult, I find it difficult in Grade Three, if you

give them an example, they all copy the example, 4And yet -

L you want to give them an example to show them exactly
o what you're after.

-~

,'Tgacher 6-2 illustrates how, at the sixth‘grade level, her
instructional tactics are' influenced by grade level behavior
éipectationsz

T: I always bring up vocabulary, words that are in common
‘usage all the time. I find that thelr vocabularies-are so
small at this grade and how could they be expected to put
the words in the proper order if they didn't understand
the meaning of one of them. So any time there's a word
“that I think that some of the class is going to have
difficulty understanding I always bring it up in ‘any
subject area,

Class AbiMity

This sﬁb;variable refers to the teacher's perceptionsvof:the
aCadeﬁitvability of the class as a total group. Teachers generaliy‘
based their perceptions upon the fact that the class was the "lowest”

of a streamed grade or they made compariéons to classes they had
taught in previous years..

2

Teacher 6-3 exemplified this variable when she commented
about pupils-reading.their parts in a play rehearsal:
T: Well I didn't. really react, I inean, T don't think I

reacted either.way. I just wasn't too happy about it, I
don't want to kill them either.

' Another’example from "teacher 3-1 again illustratef how beliefs

195 .



I: No. By not wanting to kill them, you mean?

T: . Criticize them too much . . . . Because these kids here,.
criticlism can really kill their enthusiasm, because they
are low readers.

Teacher 3-3 who taught the "lowest" of three streamed classes,
" illustrated this point when she explained:

T: X wanted to read out. ‘X knows that we never do that. I've
o explained to them the reason“I don't.get them to read out
- - i1s because there's such a very large difference . . . it's
lots of fun for the kids that read “well, but the kids that
sl don't read well, it's not a good thing for them, it makes
B them feel bad. .

°
Y

" Group Size o

‘This sub-variable refers te the.influence the size Sf'thé“
'groop has upon a teachet's intéractive'behavior-
| This variable was only mentioned six itimes and three of those
occasions were by teacher 6-1 who, as Table 5 indicates, had the

~largest-class of the nine teachers involved in the study. The
. . ; 3”
relatively small sizes of all other classes, as indicated in Table 5,

could account for the lack‘of prominence given to this variable.
Teacher 6-1's examples illustrate the ‘influence of this

variable
T: For those questions I was going down the rows. I quite
often dosthat so they each get a turn to say it and with
a class this big I found that if I say, '"0.K. who's got
the answer to number 21?" And there d be quite a few
that'd put up their hands.

‘Later in the lesson teacher 6-1 explained:

T: I was annoyéd at them because they were just taking
the opportunity'to talk and we weren't getting anywhere
and I really find that I've got to keep them quiet in a
, class this size. I'd love to be more free with everything
N but you just can't.

196
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This sﬁb-variable refers to grouping patterns within the c%ass

that influence teacher behaviors. These patterns may be relatively .

_permanent or may be short term and relate to a particilar lesson.

Teacher 1-1\ih her language arts _lesson had the pupils at ‘

various times working on individual tasks or working in small groups.

When preparing to ‘work with a small group teacher 1 1 1ndicated how her

"behavior was 1nfluenced by group'organizetibn:

T

I:

T:

t

And at the same time I'm checking mentally to see who's
missing from the group and discovered that there was
somebody missing, and where she was and whether I should
go and get her or whether someone else should go get her.

I'can't remember now, did someone go and get her?

‘I went., I° Just came back from gettingﬁher.

Teacher 6-2 when using groups in a game situation was also

influenced by the organizational variable:

T:

111 in their time, and that's why I came up with the
‘ldea of them making up their own, :

" In this sifuation when I made these small riddles for them

to try and solve I realized that some of the groups, I
didn't bother trying to take the time to group them
heterogeneously, so I realized that some of the groups had
more of the brighter students in them than others, and

as a result they were solving them very very quickly . . .
+ So I had to think of something else for them to db to

Later in the.same lesson teacher 6-2 explained:

T

This was the group that had so much difficulty doing it

"+ + » Wnat I'll do-is on Thursday I'll change the

-groupings around and ‘I probably will put mogg time into
m

the groupings and mix them up so there ate
students and less capable ones in the groups.

e capable

Teacher 6-3 when working.with groups in separate rooms

indicated -how this organiz;%ional variable influenced her interactive

behavior when she stated, "My thought there was what's going on in the
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next room? I'd hetter find out here before the place is torn apart.”
. . ) o, .

Administrative/Managerial .

" lesson activrty. Teacher 1- 1 illustrated this point when another ;

interruptions. This was the case with both teacher 3-2.and 3-3.

This sub-variable contains two aspects that affect a teacher's
interactive behavior. It first of all refers to general school
administrative patterns that intrude into the classroom; such'as”
interruptions by intercom or'by a person delivering a message. Theif
secon%uispect refers to classroom management activities such as dealing
with pﬂpils who have lost or broken their material. |

As Table -15 indicates, few instances of.this,uariable were /

recorded in the 19 lessons. Teacher reactions to classroom intrusions

were generally positive and looked upon as a relief from\the ongoing

t

n
o

- teacher came into her room to deliver a message.

. s 5
. I+ What are your reactions generally when you have
interruptions like that, any thoughts°

“ T: Oh it's a break . . . I always like it when somebody comes
- in. It doesn't matter what for upless they re going to ’
fire me or something. I like having other people come in
for any reason. _ '

-

Teacher 6-2 reacted_in a similar: manner when two boys entered
her room to make an announcement:

I:; Did you have any thoughts when they éame in?
~ T: It was a little bit of an interruption but I certalnly
©digh't mind, it's sort of something a little out of the N
oydinary that the kids could get excited about it's. o7
about the Spring Carnival. :

" Some other teachers reacted negatively to administrative
Teacher 3—2 commented: ?

T: That s a nuisance that darned intercom.
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. Teacher 3-3 also indicated a similar reaction to administrative
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- I was going to say, how do you react when that comes over,

do you have any feelings?

Well we have a school rule, that whenever something comes
on and we are.supposed to\have dead silence, but there are
times that you can't, when you have something going in

' your classroom you can't just stop it like that ‘[clidks

fingeré] and I feel very annoyed with it at times.

Were you annoyed then? '

"No, I only hafg listened to it and carried on, I didn't

feel it was worth listening to or for the children to be
listening to. I'm teaching .them bad habits I know. It

is a classroom nuisance

-

"

interruptions:

I:

I was golng to say, what thoughts, feelings or reactions
do you have to a message like that coming over the
intercom’

I get tired of, we seem to have a lot of announcehents,
like a lot of break-in announcements . ., . it's just that
during the course of the day you get interrupted so many.
times and I thaught gee you know, -like if they're really
into your lesson, then an announcement like that goes by
and you kind of don't notice it. ut when you're not

'really listening 's 1like one more hassle coming in you

know. " And then whbn that came in, ‘it just added one more

-thing to it. I mean I was fed up really I thought, "Oh ~
yes here we go." . ' o

[

[y

This ouncement was about "Little League" ‘baseball and some

puppies that were to be<given away. The class reacted excitedly and

{ ]
a further digr ssion was created in the 1esson when a boy, stimulated (™

by the intercom message, announced his aunty's cat had had klttens.

The teacher ommented: ' .

T:

I thought why°did he say that now? I'm sitting there, they
know that I'm getting 'mad. He darn well knew that.I )
wouldn't appreciate that then. After all this other stuff,
after them being told this other stuff and then to do

that. He's smart enoughl, he knows that that was not the
time, but he did it anyway, you know.

éach?r 1-2 i1lustrates the managerial subsection of the

/

W~
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administrative/managerial variable when a pupil could not find his

‘materialr
. S [ e
T: I.was feeling just a little annoyed here because that, I
don't like to spend my time doing these .things, like -
getting a pencil and getting these'children to sit back

° down again and get busy. I always feel, "Hey, you're.

. wasting my time here, don't do that, Jjust do,™ you -know,

s " -on the other hand but it’ sa child thing to do. "

Another 11llustration of the_managerial variable comes from

S

~ teacher 1-3 who stated:

T: At this point right here, this, little guy 1y in here I know I

was starting to get a little bit frustrated with him
because he came out to get scissors again, he Has a
continual thing with the sclssors, he's always losing
scissors and when I-had to get up and leave the reading

_ group because he: couldn” t find scissors again, well it

v ‘was kind of. a 1little bit of distraction that was too much

RN . type of distraction. I had to pull the students away

physically from their reading bookf.
.

Climatic

A
a

This sub-variable refers to the potential influence of the
weather upon .the teacher, and therefore her subsequent interactions
with the pupils or it can refernto the influence of the weather upon
-the tupils-and their subsequent interactire influence upon the teacher
‘andkfuture teacher-pupil interactions. T;echer folklore abounde with
#eferences to the influence of weather upon the pupils-and‘how pupil |
behavior influenced teacher behavior. However3 in this study only
four references were made to the influence of weather and this

o apparent influence did not appear to determine teacher behavior in any
' gross sen;e, although there may have'been subtle changes in instruc-
tional tactics_that were not detected hy the research cesign and

) methodology employed in this study. . Teacher 1 2 revealed her thoughts

~ about the prevailing climatic conditlons:
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T+ "It's so hot And they were tired and they\diﬁn t really
want to be there and I didn't really want to be there but
we had to put in the time t111 3 o'clock and really we
would have been better off down by the creek.

~I Was that going through your mind then,-"better off down by,
the creek?"

W ' !

T Yes.

Teacher 3-3 when revealing her thoughts about pupil lack of

“response in a social:studies lesson rationalized by referring to the
\ " .
influence of the weather:
k4
T: Now I knew they would be more interested in this than they
" had been in the other, but I didn't think they'd be really
interested in this. Not enough to leap into it\because,
they're so hot and they're so tired, they re not really
listening to anything..

Y L \ Teaching Style Variables and gﬁ
Overarching Principles . . -

B

Teacher's Role'ConCeption

7 Variables grouped under this headlng deal with a number of

-
~

dimensions of the teacher's role conception as well as general aspects

‘of a teacher's style that influenced her behavior in the classroom.
/

\ ' The interactive data indica}ed that/several of the teachers
held clear conceptions of how they/should "play" their role as-

teachers. This role definition shaped ‘the way the teacher interacted

ly_

with the pupils and was in some cases found to be germane to a - ne b
particular lesson and in other‘cases was consistently influential

across both lessons taught. Teacher 3-1 attempted not to be thé
director of all interaction in the classroom\and illustrated the

consistency of this role/oonception when she reported in her social

/

studies‘lessoni\ /
. / . A
: / ¢



Tt When I stop them like that, the one thing I really try is
to get ‘them to listen to each other! teractlons rather
than have 1t strictly student-teacher reantion. I like
to have a reaction back and fprth between #hem and not .
have me -as the centre role and I do that byl getting them
to listen to each other's comments and to comment on each
‘other's comments.

This role concept was also illustrated in teacher 3-1'sg
language arts lesson when she stated:

T: There I tried agaln as I explained in the last tape, get
them to listen'ito each other rather than listen to me.
And X had an’idea and Y was talking and saying his own
idea and I wanted him to listen so that the interaotion was
between them and not between me.

Teacher 6-2 in a social studies lesson pointéd out 4o her class
that it could be embarrassing to laugh at others' mistakes and in
doing so she indicated that she should not be expected to accept
complete responsibility for the social development of the pupils:

T: They Jjust really don t exhibit any sort of compassion
towards each other at all. and they don't spare each other's
feelings and really as.far as manners go, I could be
pointing things out to them all the time, but I bite my.

tongue and don't because I don't feel it's completely my
job to see that these kids are brought up properly.

" Use of Peer Tutors

N

The use of peer tutors ‘is also illustrative in some cases how

a teacher conceives her role Teacher 1-1 illustrated this point in |

Q
her language arts lesson:

T: And I said, "Go ask X, he doesn't seem to be doing .
anything," . . . and I was pretty sure he'd know how, so
I thought, there's no reason why I should have to teach
. "~ her. Eighteen other kids in the class know how to work 'it.

Teacher 6—2'also indicated her use of jpeer tutoring when she '

pointed out to the researcher a case in her language arts lesson where

some pupils were assisting others with their ﬁork§1=3

— ')f
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T+ They are allowed to help each other out . . . I don't .
discourage that ever, if there's somebody doing somebody's
‘worﬁﬂizzﬂﬁhqagrt s diffawent. But I certainly don't mind
the ound and helping each other with the problem.
Some of them would rather do that than come up and ask me,
which is fine . .'. . The kilds have a way of explaining

. things at thelr own level too. Sometimeg better than I
can explain things to them, so in math, ?bx example, I
often say, "If you don't understand something, you don't
have to just come up and ask me, ask your neighbour," and
T always emphasize thils. Maybe I have been speakihg over

‘thelr heads and-somebody who has plcked it upfcan say it on
"a much simpler ‘wave length than I could myself.:

Student Involvement in Decision Making

~

‘

Six of .the nine teachers involved théir pupils in decision

‘ making and thus illustrated anotHbr dimensionld? how tﬂey conceptual-

~ized their rale as'teachers.. The three flrst grade teachers gave. their

sfpdeptsuresponsibility for selecting their own reading bogks on the
assumptiqq éhat the pupil, if allowed to'make his own choice would
choose a book hé was inierested in,'and therefore, be méflvated to
read . The first graée teaphers respestedwthe pupils’ autonomy'of
éhoice and while at times dﬁsagreeingiwith a student's choice, did not

forvid the sfﬁdent'to reaﬁ the story. Fp; example, tFacher 1-1

-stated: wf

Tis I was preparing to be very borgd with this-one. She
should be reading at a higher level than she is but they
have free reading, free choice and I keep trying to
‘discourage her from this book because it's a way too easy
for her.

Later in the same lesson, this teacher attempted to interest a
gypil in a puzzle game, but did not persist when the pupil showed no

A
something like that and he just said, 'hmmm' and walked away."

interest in becoming involved, "I was trying to get him interested in -

When teachers involved the whole class in-decision making they

\
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_ used a voting system with the magority group permitted to make

deci ions for‘the whole class. Teacher 3~1 111ustra39d this principle
during‘he.’ix guage arts lesson and abided- by the pupils decision‘
even though she disagreed‘with it: -

ST nght here I tried to use the democracy thing because
usually when we have two ideas I make them vote on it
because then they realize the maJority rules  and they :
don't get mad at me or consider me the dictator and so I

~ usually always have a vote on it. But right here, I was
" kind of favouring one of the other ones . . . . But they
all voted against”me so I just accepted it and went on.
“Later in the.same lesson teacher 3-1 indicated that because
the pupils were involved in decision making then they had to accept
responslﬁility for their decisions. When commenting on the direction
_ the lesson was taking, this teaéher stated
T4 I knew it wasn 't a good choice. I could tell at this point

the story wasn't going to develop very well but I figured
i1t's their choice, they'Té. going to have to work with it.

The Principle of Teacher Authenticity

This general principle, also called "Honesty of Encounters

by -

204

Bussis and Chittenden (1970), deals with the teacher presentlng herself

as a’ humaﬂ being who is approachable and is not infalllble Sometlmes
the "mistakes" the teachers make are accidental and sometlmes they are
deliberate. It appears that teacners invoke this principle for a
variety of reasons as the quotations from several teachers‘illustrate.
This\principle could .be considered another dimension of the _
teacher's role.conception, However, because of its prominence, and
exhibition by all teachers; it Has been considered as a'separate
var;able. . :

It should be noted that at times when explaining use of this

principle, the teachers' thoughts moved from the interactive to the



non—interactiVe domain.
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Teacher 1-1 illustrated this principle when she told the class

she was unable to read a word:’

T:

N

I get,.I say they were called and then I look at the word,
I know I'm not going to be able to read it and ‘I say, "Well
that one I can't read too well."” T don't mind doing that
with the kids, they have to know that I can 't read every-
thing either. They start out thinking that teacher knows
everything and does everything right and they've had many
examples through the year to show that I'm not infallible.

Teacher 1—2, when discussing a reaﬁing story with a group of

children, illustrated her use of the nrinciple of teacher euthenticity:

1:

Teacher 1-3 ised this prinqiple'%hen promoting a relaxed,

»

Did you have any particular thoughts or feelings at that
stage, you were talking.about "no?"

That I wouldn't want mice and ants in my house either so

I was just putting in sort of a personal,glnd of thing.

Thit was just a 1little thing but they like it when I

talk about my kids, my own and the funny things they do . .
I think it makes them think that I'm more a real

person, that does normal sorts of things

~

Why is that important?

Well I think that helps them realize I'm a person, not’
Just a teacher, I'm a person. They always llke it whem
they see me"in a store, that kind of thing.

¢

happy atmosphere in the classroom:
. ‘ A8} ;

T:

S

It was a mock "yes." And they knew it too. They like to
see you horrified, they like to see you surprised and I
will occasionally do thgt just-to satisfy their feelings
of having done this t6 the teacher.

(3

“ Later in the same lesson teacher 1-3 again illustrated this principle:

T:

And the people one, I just threw that in for a joke on

them . . . I'11 do that to them or I'll try to trick them
and we trick them on something, because they get a real
bang out of this. This is really neat, they think she
can't trick us, type of thing, and they like it and there's
time for it in the classroon, there 's a little bit of

/ fun, you have to have fun with them ‘and there's times

vhen they can trick me, uhich allow them to trick me .

///
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-

. . And they felt real good for that point because she -
didn't get us.

Teacher 3-1 in her social studies lesson also used the
principle of teacher authenticity and expdained her reasons for using
it: . : - . »

T: "What I was thinking of there is I try and really keep on a
personal level with my kids and they really enjoy hearing
about my- cats, sometimes I tell them dumb things my cat's
done or some thi y husband, I mention Mr. X once in a
while and personal indidents that involve me because I
like to keep on a personal level with the kids and I find
they really enjoy it better, especially at that grade
level

In explaining why this was important in her teaching, this

- teacher stated:
o T: I feel that if they have problems they'll be more likely
— to come to me because they'll have confidence and trust
s in me. .I suppose one of my things is that 1 want my
children to trust me and to be confident in me and express
- a lot of faith in me I suppose, and this I think is one
7 way of doing it.

Teacher 3-3 also invoked the pripciple(of teacher authenticity
so that she would be approachable to-her pupils and also because she
believed a teacher should not give pupils incorrec£ content»information.
These pbints are illusfféfed in the following’quotat{on from this

: teachef's social studies. lesson:

. % I try not to be awesome. . . . You notice-lots of times
: when they're asking things, if I don't really know I
would rather <ay, "I don't really know, this is what I
think." ~ But Ifii§§$zo make it clear ‘to them that this is
not God's giVen txr . Like when that kid -asked how many
toes do the early horses Faveh, Now I think it's four, but
I don't know for sure, that's what I think, than say four.
I don't think that's reasonable to do that .-. . I don't
.~ think you should be a source of misinformatiow if you can
- help it . . . I don't think that's reasonable because
they have a lot of faith in me.

The'three sixth grade teachers also indicated use of the

P principle of teacher authenticity. For example, teacher 6-1 explained:

Al



T: Oh they always do’ that ;\Yl they like to correct me. I
"' didn't mind it, sometimes I make a Joke out of it., I-
mean everybody makes boo-boos.

Teacher 6-2 had been unsuccessful at a task and told the

pupils so. She explained:

T: And I like to bring my own experiences into it, so that
the kids can sort of identify with-me, I'll often say,
almost call myself down in certain situations to make
them look better, and that was a situation.

i

e -

The Principle of Suppressing Emotions

Macro-analysis of the transcripts revealed that all teachers

expressed use of this principle.' Essentially the principle refers to

the fact that the teacher masked her feelings from the class or in

some cases a pupil. The teachers suppressed their emotions in a

variety of situations and apparently for a.variety of reasons.

However, as Marland (1977) pointed ouRS "At times, mainly when they

were under duress, teachers strove to

ﬂppress the feelings they Were

experiencing" (p. 219). Th¥s suppression of feelings was used as a

class management strategy or was a reaction to pupil misbehaVlor.

Teacher 3-2 walted quietly and took no apparent noticT of her

cla¥s during a noisy period of interaction

g

. /"
—" of annoyance.

. 4
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T: That annoys me. &Thaf‘l feel is disruptive noise. |And that

is why I stop. ve got two or three little song birds,
you will notice when I give a pause like that and usually
I will look away from \them, when I do so they know I'm
not responding to then.

|
Teacher 6-1 spoke quietly 'to a student about his noise-making

in the class. However, her manner did not indicate her extremé degree
T . . | !

T: I just wanted him to be quiet, you know, I could have
shaken him or something but that wouldn't have done any
good. I mean there is no big deal making a big scene, 1

Y
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_ have learned that the herd way.
This principle often appears in assooigtion with another
Vprinciple. For example teaager 6—3 illustrated how this principle
can operate, and 1is controlied by the principle of "Teacher Self-

Monitoring." ' _ - ' .
¢ ‘e . " . ! -
'~ T: The thing that was going through my mind at this point was
- ‘ impatience, that you %ould say something and . . . they
; would ask almost exactly the same thing but worded a
. little bit differently. I get very impatient with that and
/7 especially that day. The night before I had about an '
' hour’s sleep all night, so I was very cranky that day. I
was restraining myself, I was constantly thinking, you
know, 0.K.x I am not going to react to it because it's not
the kids' fault, a kpt of it is mine.
Teacher 6-2 illustrated how the principle of "Equality of
. . ' - . // . L ) -
~ Treatment" interacts with the principie of "Suppressing Emotions" in

. - S N ' ) i
order to have a mediating influence upon a teacher's interactive

behavior.

T: With the child that is continually doing this over and
. over again you naturally do become irritated with this
"= kind df irresponsbile behavior. But at the same time you

try‘hot to let on, to the rest of the group, you try not
to let on these differences in feelings either. This is
where you have the problem, -with the child thinking,

"Gee I'm getting picked on," or "She likes so-and-so
better than me,” and this sort of thing. It's *feelings
you have to fight s R

Teacher 6-2 also indicated that observance to this principle
is not always possible to maintain.
.T: So you have to 'hide it and sometimes it s very impossible,
. ~like on another day if I've had a particularly rough day
or had a headache or something I might have blown up at
x » ’ . .
Teacher 6-1 indicates how violation of this prinoiole can be
used.as a -management strategy:

T: I've learned the hard way there S no use Just blowing it
although sometimes I just do blow my top. It doesn't

S
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.that indicated teachers were evaluating their o

The Principle of Teacher Self—Monitoring

~pupils’ overt'behavior

209

hurt I think sometimes if the kids realize how upset that
I am with them you kfiow. They really listen but it .
wouldn't work all the time.

Finally, as Marland (1977) found, teachers invoke this

principle to maintain pupil self-concept. .Teacher 6-3 illustrates -

- this point.

- Ts She spent about one minute there and she's still got her
: own paper. T am ready to, my reaction is boy, I'd lave
Just to belt the desk there + « o but I didn't because-
she is a weak student and I didn't want to discourage
her too much. :

-

In this study, the principle of self-monitoring is used in a

narrow“sense to refer to te7cher self—awareness or self—criticisn
/
This principle illustrates the teacher's ability to reflect critically

;

about her teaching. The' teacher is evaluating her performance and is
showing awareness of the effect it could have upon the pupils’
behavior. Self-monitoring is not used in the more broadly agcepted

sense where teachers directly solicit feedback from their p ils

concerning their teaching. However, in a\number of] cases 1 this

study teachers‘uere given indireoi, unsolicited fepdback ffom the

All teachers displayed self-monitoring b avior. There were
226 instances in the self-awareness category of" the micr¢-analysis
performances‘and
analysing the effects of their behaviorvuponﬂt e pupils.
| Self-monitoring can be viewed as relatfing to specific incidents
and seconoly, relating tofteachersi habitual. ehavior patterns. Some

examples of self—monitoring behavior®are illustrated from the
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. transcripts of teachers 1-1, 1-2, 3-2 and 6-3.

T: The second before I asked what it wds, I thought to myself,
why did I put this one first, it'g the least recognizable
of all the five that I chose . ,”. and I thought, they're
not going to know this one, I should have started with one
they really know well, Brontosaurus and so on.

T: They said it sinks and then again, I felt, wrong vocabulary,
wrong kind, worded the question wrong again.

T: That rather bothered me there a bit, because her question,

: I felt at that point I hadn't gotten the other points
across to her at all "'So I thought 0.K. it does need
clarifying. . ' '

e
AT
I

Finally: teacher 6-3 illustrated heilreaction to a;specific

~incident: o /

o .

T: I'd blown it and I had known that I had blown it and I
‘was trying to. get my thoughts back on line.

*
At tlimes as teacher 1- 3 illustrated, a teacher's reaction is

not negative towards her behayior

T: At that particular point in the film there when we were

- sounding outthat word I kind of thought to myself that

" was a good way of teaching the sound "sh" you know, they
had two vowels1walk1ng hand in hand.

Q0
N

On a number of occasions, teachers questioned their habitual
.behavior, This 1is illustrated from the transcripts of teachers 1-2

. - / : ' '
T:  Right there I put my hand on my hip and I wondered, I
- wondered if I look like I'm grouchy when I do that?-
Because I do that quite often and as I was standing there
I thought, I wonder if I look like I'm cranky?
T: Therrepeating all ¢the time, perhaps I wonder{sometimes if
I overdo it, but-they find It so hard to follow
instructions.

=

) E . \
“ . .

.
-

Idiosyncratic Intrusion

This'ﬁaﬁor variable describes a strongly held belief or

™~



L

personallty characteristic of the teacher ihat is instrumental in
"motivating her to act and thus influences ‘the interaction ‘between
teacher and pupils. This variable intrudes into the flow of the
lesson and influences the teacher to behave in a manner that is not
consonant with the lesson's obgecti:es or her expected behavior in
that lesson Idiosyncratic‘intrusions were exhibited in the lessons
of teachersg'_l, 1-2, 1-3, 3-2, 5—3and 6-3. Some e}\campl'es of this
variabls 1llustrate the variety of its form. In her social studles
lesson téadher 1-1 reported: B |

Ty I take every opportunity when the kids mention any kind
 of: ‘hunting or-violence or anything, like that's one
comment X made, "If I saw that in my backyard I would
shoot it with my bow and arrow." I might let something
! like that go, I mean he was just throwing ‘that in, but I
- grabbed at that and said, "Why would you do that, it's
. not going to hurt you?" .Trying to implant this idea
that, against the violence, anti-violence, anti- -hunting
and things like that. Every chance I get I throw that in
because that is something that I picked up on that I
would, the kind of thing I would let go but because of,
what he was saying about killing it with his bow ‘and
arrow I did pick up on 1t. -I heard it and stopped to say
something about it. ' '

Teacher 1-2 also indicated how her strong feelings concerning
violence influeficed her teaching:

T: T don't like kill. But one child said they kill, as a
persogal thing I don't like to talk about killing and
shooting and that kind of violent thing . . . I didn't
want to discuss that, I didn't like using those words,
I guess it's a personal thing for me.

Later in the same lésson teacher 1-2 reported-
Ty And I knew from the conversation they wanted to get into
- thls ripping and tearing and. fighting of the dinosaurs
and I sort of wanted to avoid that, sO in my mind I

~thought, I'll qualify it now, he's a plant eater and g0 on

_ from there.

Teacher 3-2 illustrated on a number of occasiens how an

[y
. IR
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idiosync:atic intrusion #elated to her personality influenced her

"moves" in the class. In her language arts lesson the teacher

reported:

Ty

//,

»
At about this point the kids started crowding in on me.
I have a basic, a claustrophoblic personality. I hate to
be. enclosed and yet I felt at the same time, I have to
share with them, I have to develop,-I have to point if
they're getting off track. But still I get that closed-
in feeling when they all come to me like that at the one

- time and I mentally have to fight myself that I don't

push them away, I don't turn them off and yet I have my

own personal feelings to deal with. I find it difficult

. . . and sometimes I do push them away because it gets
too much. ,I'll simply walk away and say, "O.K. back to
your seats," and I'll change pace because it 1s getting
to me too badly.

PR

Teacher 3-2 did.react to the "pressure' as she reported:

T

' I was feeling the pressure there, the‘kids coming towards °

me, and so I sat down. This is a bit of a defensive
redction on my part. I feel this way I can funnel them
coming from one or two sldes and not from all sides.

Later in this lesson, teacher 3-2 did push pupils away from

her as they crowded in. This same motiVational influence was

indicated in teacher 3—2's social studies lesson: . -

T:

This right here bothered me and I knew it would eventually,

*- in the class because some of the kids didn't want to

come up to the front, I'm uncomfortable, like I mentioned
in the last lésson, when kids are behind me,. :

Later in<the same lesson teacher 3-2 recalled:

Ty

|

1 was so conbcious of those kids sitting there behind me

and I had to get out of there.
|

‘Teacher 3-2 revealed the influence of another idiosyncratic

intrusidn in her social studies lesson when she'strongly emphasized on

a number of occasions the influence of the U.S.A. on Canada even

though the lesson was about Japan: ‘ ' N

T

1w

‘Here I-wanted to get around one of my bugaboos. I feel

kids just do net know enough about their own .country, and

they' re studying other countries. And pany children, even

212 .
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Grade 6, Grade 7, have the idea that we have a president.
They can't differentiate between president and prime
. - minister, and I have thils thing about the media, we get
v

so much exposure to American thoughts and I want here to
again reinforce, that we aren't American, we are Canadian
+ + + » Bvery time I hear the word president I get uptight
\ / Later in the lesson teacher 3-2 discussed- the role of the
1 N .

\ Japanese Emperor in relatién to the'gOVernment of - Japan

She then )
\/ introduced Queen EliLabeth -
' K ) I: Did you have any particular thoughts or feelings when you
//\ - introduced Queen Elizabeth?
/' \ .T: Yes, that's my

d American bugaboo coming through again.
I.feel the ldr n ‘know far too much about the United
States . and not, 1

's not that -they know.far too much, it s
and situations

that they're far too exposed to American ideas, concepts

d they're not exposed to our own.
the Queen is an outdated thing but still she relates to

Perhaps
Canada and I wanted the awareness built there.

Teacher 6-3 showed concern and'was ccnscious of hexr hand move-

ments while teacning and clasped them orvpnt them behind her back in
order to minimize her use of gestures

T: Well the kids noticed this tos . .’
problem with my hands in my teaching -

detracts.

. I've always had this
. I think
I think you have to be careful wWhen you
doing it. _

General Pedagogical Principles

\

Macro-analysis of the transcriptsﬁrevealed that there were a
number of pervasive principles that exertea-;n influence upon teachers
classrocﬁ beheviors.

\‘

While these broad'principles have psychological
3 p
bases they are to be distinguished from the more specific psychological

principles such as motivation, reinforcement that are discussed else-
. where in this chapter.
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‘ |
Theerinciple of Cognitive Linking

This principle refers to when the teacher begins a lesson with
some_commonly known referent and then makes a transition to new

materlal. It appears that this principle relies on broad theoretical

b

. notions‘of information processing, where the import;nce Sf existing
cognitive structure in acquiring'new knowledge is stressed. The
teachers in this study appeared to base thelr use of cognitive linking
.on.several theoretical grounds. First of all in interrelating
relevant aspects of subject matter already £amiliar to pupils or
relating new knowledge to what pupils know or have previously
experienced there is the assumption that such links enable pupils to
fit knowledge into existing cognitive structures, thereby enhancing

understanding and retention. -Secondly, if such links are related to

e

important pUpil//oncerns or interests as understood by the teacher,

then it could be assumed that internal motivation might be enhanced,

and learning promoted. . : o . I‘\

S

vAll teachers in the study revealed use of the_principle of
cognitive linking. Teacher 1-1 ‘when commencing her social studies
lesson reminded the pupils ahout the previous,lesson. _When asked to
reveal‘her.thoughts at this point the teacher explained:

T: A way of reminding the kids that we did start it and we're
Just going to-continue with that. Remind them that they
were interested yesterday and we re going to finish. It
was Just introducing the whole thip of dinosaurs again
like this 1s what we're going to do now and we are
continuing with something\thatfge ‘started yesterday, just
to get their minds rolling i e-right direction.

m—

Teacher 1-2; also dealing with the topic of dinosaur '''''' used.__

\\ T

questioning tactics to structure the cognitive linking with the

previous soclal studies lesson.

.
~



] ' : 4 215

| ! ‘ qe%

~ I: What wére you thinking when you asked them that question?

T: I wanted to see what they remembered, because we had talked
about /it before. So 1t was a recall of knowledge . : .
that was to bring in. To me it seemed the logical way to
start the lesson . . . recalling what dinosaur meant, it's
about dinosaurs so.’ ‘ ) \

Teacher 3-2 used cognitive linking as a Teview technique and |

also as a means of developing a new concepﬂk

TN

T: Here I wanted them to relate back to what we had already .
talked about in the way of agriculture. I 1ike to bring. ‘
in review where I can, and also:to get across here I [
wanted the idea that the import\and exporting countries, .
that things don t always flow one way or another _ / L

Finally, teacher 6—1 indicated how She considered cognitive J

-
X <

linking assisted in pupil understanding of~cpncepts and in placing the/

lesson in context: % f ' /

/
> T+ But I like to more or less begin with a bit of discuss107
© — .. . I1ike to tie them [lessons] in a bit, I feel
~ that sometimes ‘some of them really don't grasﬁ the /
concepts or “they'll come out with %illy questions, you |
know, "Why are we doing-this?" and stuff like that, and
if they understand. I find that if I keep sort of tying it

in it is better. R \jf\\\‘\;‘\‘\\x

The Princip;e of Integration

This principle refers to when a teacner crosses subgect area '
boundaries and uses the lesson content under discussion to present ‘(////
skills or concepts thathweuld nermally be dealt~with in another .
subjeet area.' It also reiers to the fact tnat skills, concepts and
materials dealt with in one subject area aée used to reinforce‘ e
retention or further the understanding of skills and coniepts raised

in other subject areas. ;l ‘ ////

The use of this principle at times was/geliberately planned,

at other times it appeared to be part of eytegcher s internalized
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instructional style, while at other times 1t appeared to oeccur quite
spontaﬁbouély and was ugggwhp glve relevance to the teaching of some
.skill or concept.

Examples of the varlous usés of the principle of 1ntegration

. . / .
'\\\>\iin illustrated from the three grade levels. L
T ' Teacher 1-2 indicated in the social studies lesson that
integration was part of her instructional style:

T: Whenever I can I try to get books into anything, so any
study “like that, we try to get as many, I want them to
get into the books . . . I want them to find out or
realize that reading is not a skill, it's more than just
a skill that .you have to do at 9 o'clock 1n the morning
and that it can be, you can find out things from books as
well~as enjoy them.., . . . I integrate language arts into
everything. T ' ’

T —
——

Later in the lesson the teacher again referred to the——.

\
integration of books'into her present work. ’

T+ This again is where I wanted to get the books into it and

that's why anything connected with the book, finding the
v plcturés or whatever. . o
4

Teacher 3-2 also indicated how the principle of integration

~
— A

was aAnormal aspect of her teaching style. During her sooial studies e

Iésson she reported:

- o

T: Here I wanted to do a little bit of vocabulary experi—
menting as well. I try it in most of lessons if I can
"+ « « o I was relating it over tg/language arts because
" we spent about the last three days analysing compound
words and I thought it was a good way to make the
correlation Phen, to see if they've learnt anything too.

Teacher 6-3 in her social studies lesson also integrated
1anguage arts into the flow of the lesson:
T: Here s where I come'back. I was thinking 0 K., here s a
spelling mistake, let's put this on the board, let's
&, reteach it again, the spelling. And that's what I was
o thinking.

When asked why she took the opportunity to.teach spelling then
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theé teachei explained: | - .

T: Because it was convenient.  You can't reteach everxthing
but you try to fit it in to your general pattern, so you
can teach it, as you go along ydu can come back and you

\ - can get something that was missed hefore. -

‘Mnally, the thoughts of teacher 3-1 in her language arts
A N ;

lesson indicate the spontaneous use of integration of social studles

concepts and language arts: g = -

-

T: It had hit me as I was going along that this would be good
to bring in some of the things that I talked about Japan.
You gould bring in geisha girls and kinds of houses so I
“was kind of pushing for them to develop that idea.

‘Q\.“‘)- ‘

K

Later in the ‘same lesson teacher 3-1 agadn 1llustrated how her
" future lesson planning was taking account of the principle of
integration.

T: Right there, the thought that hit me is there's a book in
the library called "The Emperor and the Nightingale" and
I was just mentally®saying to myself I should bring it fn~
and read it to them becpuse they'd be interested in it as

a language project and also as social because 1t's about
the Japanese Emperor.

3

-~

The Princip;e of General Involvement ° . 4 !

This principle is broader than the principle of involving
discussed.in the instructional moves category which emphgsiéed the -
active ‘involvement of a pupil in an activity andd"léarning by doing."
This principlé of ggneral involvement refers to when the teacher

iﬁvolve%j' ils in the lesson to qévelop somé,aspects of their person-
3 . * \ .
ality, to socialize them into the classroom scene or to minimize the

influence of the teacher's role in\thé‘lesson.

All teachers invokg& thls principle and believed it was |,

important, for the reasons stated abqve,”éha for other reasons not

clarified, that all pupils should .become involved in the lesson. The
. i . ' . ’ B . -

-\
i
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application of this prinéiple”was found in those aspects of a lesson
}vaolving discussion;‘ Soqé examples wiil illustrate the ﬁse of this
) frfnciple. | | ;

' Teacher 31 in her éocial studies lesson chose\a pupil to write
commenis on the éhalkboard and\commenfed,r"l choée X because she's a
very quiet student and ﬁodi speller and ﬁdbr writer, néver gets picked
féf these kinds of thingS‘éo I deiiberately chbse her, ‘to give her

Q
some more confidence."

Later in the social studies lesson teacher 3-1 invoked the
principle of gqpep%i\involvement to drau'&e}tain "peréonality types” —
into the leéson. 'Qgen;aSk;ng a non-volunteer a ques£ion, she explained, ;
"I chose Y tﬁefe because she hasn't responded at all throughout the ;

“lessori. She hadn't raised her hand at all and very ofteg when a
student doesn't show their hand they're shy." : y
Teécher 3—21also expressed a conscigus desire to involve non-
volunteers in a discussion session. She commented ih ﬁer langua;e
afté lesson; "I fesl a conscious need to with these kids, to draw in
the ones whb doh{} always“put their hand up." fTe;cher 3-2 illustrated
'this "neeéfgthroughéut béth her lessons. For examle, "X is a very
insecure littleigiri . . . in grouw discussions she’'ll hold back. So
I picked her out there, she'd,done a lot of listening but no contri-
Qbutions S0 far." |
Teacher 6-2 used-the princigie of éene;al involvement to assist
in socializing a new student.into the classroom. When asking the
student to assist hé; with aﬁ organizational task, teacher 6—2

commented, "He's a new student, he just came in last week, so I've

.tried to get him involved in as many things right now as I can.”

-
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Teacher 6-3 used the principle of general: involVement in order
Jt;\haye the pupils participate in, a discussion session and to lessen 4
o
the dominance of her role in this mode of presentation. For example.

I: What was your purpose for asking the child to read it out 9
at that stage°

T: At that stage to involve them in the lesson, rather than
have me do all the talking. Again it gets them partici-
pating, gets them involved . . . I try to at different -
times get the students involved because I think I talk
too much anyway.”’

Teacher 6-3 alsovindicated a dete;mination to involve all
children in a discussion, especially those quiet and withdrawn. Her

—

motives for this_strategv,were not aluays clear.

T: The reason I picked that one is because she is a very
quiet kid and she sometimes gets by without any questions.
There are two kids in there that sometimes gets by without
me asking them any questions, because they don't say
anything and they don't participate. . . . Those two I
always try to bring in one way or another by questioning
or discusslon.

The Erinciple of Equality of Treatment

+This principle refers to the fact that the’ teacher attempts to

treat all children equally and consistently when they are in a group
situation. It can also refer to the fact that some teachers when
punishing children for the same offence do not discriminate among
those toAbe punished.; This principle appears to be based upon psycho-
~logical.principles of motivation and concept development and is
closely linked to the principle- ogigeneral involvement. " 3

' At times, when the principle cannot be observed some teachers
indicated emotional discomfort. This can be illustrated with
quotations\from the transcripts of teachers 1-1 and 3-2. ~

T: I can see they've got a lot to contribute and I'm going to



¢
‘have to cut them off and I hate doing that and I was
probably thinking well how am I going to get myself out

of this as quickly as possible and get on to what we were
supposed to be _doing. _ ;!

e

Tt Because by the time' I have to cut anybody off, some have
had a chance to say something and there.is more that want
to say something and they're all, why should-some get a
' chance and some get something, it's all important to them
whatever it is they have to say and I don’'t want to hurt,
you know, say yours isn't important and I listened to this
one but yours isn't going to be important, so I don't want
- to hear this . . . . I don't like doing it. It often
seens to be the same kids. -

b

Teacher 3-2 expressed similar emotions, but also indicated
how she compensated any pupils for‘missing'out on involvement in some
_section of the lesson.

T: And I know myself that if I was really ﬁanting to expréSS'

myself on-a point and somebody cut me off I'd feel badly.
I1'a feel disappointed, let down and I presume that'’ s, how
(they feel at this point when they say, "Oh!" . . . *So I
try to include them, the ones who have been so keen in
the next part, if at all possible.

Analysis of this teacher's videotapes indicated that she did
make conscious efforts to involve all pupils who wanted to keenly
participate in a discussion session. This teacher also invoked the
principle of general involvement quite éonsciously and vhen one
considers this teacher's preoccupation with the ecological factor of
~" time then discussion lessons can become "finely. balanced interactive
sessions" where various guiding principles are balanced against each
other. Which principles or factors would dominate and thus determine
the flow of the lesson, would possibly vary from lesson to lesson.
However, thils is only speculation, anggghis area is one that is in

need of fu{ure research.

Teacher 6-2 illustrated another dimension of the principle of

. 220

I: Why do you hate cutting them off in'discGSSions like that?



equality of treatment with tbis quotation from her social studies
lesson: “\

Ts Noﬁ is different ‘she is a very conscientious: student
but\I didn't treat her any differently than Y again. She
forgot\her nane, shé knows what she's going to have to do.
I have‘to be consistent about these things as well, no
matter‘the student and no matter the'circumstanCes.

Finally, it should be pointed out that what might seem
capricious behavior on the part of the teacher is;in reality, an
application of this principle. Teacher 1-1 had been ignoring som°

pupil comments and suggestions in a soclal studies discussion ‘lesson

T
e

and only probing questioning reVealed the use of the principle of
equality of treatment.

I: Would you pay more attention to someone else making
comments’>

T: Not like that, not that kind of comment, it's the comment
I try and discriminate within, among, rather than the kids.

I:. So you'd ignore éomments like that from anyone in the
© class? - .
T: Yes if they made that but some kids of course make them
"more often so-it would seem like I am ignoring the child

more often than others. - ‘ ‘

The Principle of Closure

w .
This principle refers to when the teacher is bringing to a

L4
close a teachingelearning encounter. This’encounter may be at the
conclusion of the lesson or at the conclusion of a discrete cegment of
the lesson. This principle usually involves the teacher.reviewing and
evaluating key points’so that the main facts,. skills or ideas covered
are recalled. The review involves: the participation‘oflboth teacher

and pupils and generally involves a question and answer session.

|
!

Often a summary is placed on the chalkboard.

s
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Closure seems to be based on several assumﬁtibns:f?First of

all, that repetition is important in learning and secondly, if

‘attention and motives have been aroused and links‘between'new material

and the known material have been established, then for the pupil,
reviewing provides an external reference agalnst which he can‘cheCk
any modifilcations made to his own existing

p _./

and ideas a result of the lesson.

organization of concepts

. Only five instances of closure were revealed in the transcripts,

i@ﬁluding two by teacher i-2. This teacher indicated use of this

”ﬁrinciple in her language arts and soclal studies lessons.

T: Just a quick review, bring it all back into, collect it
all together at the end just before giving out the sheets.

I: And what's the purpose behind collecting it all together7

T: So it s all you know, because the reason for the lesson is
all right together in their heads, ready to use when they
go to their desks.. . ™

In her_social studies lesson teacher i-2‘recalled= ‘

T: Tie it all up, finish it all up, just recall all the facts
sort of briefly, and sort of end:the Iesson.
. / !

In suﬁporting her thoughts, this teacher exﬁlained:

T: Oh Just sort of at the last minute, sort of at the end

" put it all together so that they recall-the details and I
don't know, somehow it, seems to stick together then.. .
because after this lorig discussion you don’t really know
what stays in the head. And so we Jjust took out all the
facts and put them tbgether as a neat’ little kit . . . to
remember. . /

-

Teacher 1-1 in concluding a segment of a lesson also
illustrated this principle when she stated, "I was trying-to bring
everything‘out that we talked about. '

Finally, teacher 6{2 reyealed her use of closure in a language

arts lessont . ‘ : Al
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T: I want to sum up the lesson and I want to discuss and go

over it . . . I think it is important to do it while they .
still remember it. .

_SECTION D

—_—

\h\‘Low~}n£ereaee*€i§§§foonﬂagservation Data

Lo
TN

\

The expanded Brophy-Good Teacher-Pupil Dyadic‘Classroom
| Observatfon System was used in this study to gather data that would
support and assist in the interpretation of the covert ‘data reported
by the teachers. Therefore, these data were gathered to astslist in the
answering[of research questions one to four. This system is designed
"to capture a'large slicevof classroom-life. Itirecords interactions
hetveen teacher and pupils in public or interactive sessions.involving’:ﬁ“'
the whole class‘as well as interactions thatloccur in private dyadic
situatiOns. The system captures a variety of dimensions of both
teacher and pupil verbal behavior. It reveals the quahtity and
, quality of questions asked (simple cognitive memory or higher order)
' whether non—volunteers or volunteers were asked, and the quantity and
quality of the teacher feedback.  For example, feedback_includes
information to thegpupil concerning the correctness of a response, as
well as whether,thé’teacher_strongly.enphasizes positive or negative
reinforcenent . | . |

As well as recording pupil responses to teacher questions, the
system records student initiated questions and comments in any public
response section~of-a lesson.

The system also recdrds private dyadic contacts between

teacher and pupil and indicates whether they were teacher or pupil

)



initiated, work related or of a personal nature and uhat type of feed-

back was given by the teacher. “¢The system* also records classroom
. .

managerial and behavior—related interactions., _

The low inference data,also reveal sequences of pupil, as

~ 2

well -as teacher~behavior. As the data are usedin this study to assist
in the interpretation and corroboration of- the stimulated recall data
it will therefore, focus dually upon trends common to all the teachers

in the.study as weil as upon the behavior of specific teachers in

: specific'lessons. Some aspects of the data are now highlighted.

The data in Table 16 have been presented in summary form by

combining several linked sub—categories and by omitting sub—categories

224

that are not illustrative of the teacher's behavior, when’ such behavior o

A

ds considered in relation to the research questions posed in this

:nstudy./v

. LS
All nine teaghers in this study provided their students with

: @usupportive climate. Only three teachers,.in a total of seven

_ ?instances ¢riticized pupil responses to teacher questions. The: three

-

teachers who were critical of pupil responses ail came from the sixth
grade level. ‘This low:ievel of criticism on the part of the nine
teachers was found throughout different teacheerupil contact
situations. Table'16 reveals that in whole class situations when
pupils initiated verbal exchanges with questions or comments, only
five teachers in a total of seven instances criticized pupil verbal
behavior. In dyadic contact situations the.leuel of criticism was

again very low., There were four examples of criticism from two

7]

teachers when puplls created the‘contact,:and 12 examples from three

teachers when the contact was teacher initiated.

-
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Teacher feedback, conCerning the affirmation or acceptance of
the student S response was also a’ noticeable supportive feature
exhibited by all the teachers with the feedback at times including
strong positiye reinforcement from the teacher in the form of pro--

nounced praise. Analysis of Table 16 indicates that'when_pupils

: . : k] ) . . '
~initiated contact with the teachers through a question or comment, the

1 . i . .
teachers responded to the question or accepted the comment in a

majority of the instances. A tctaling of student initiated questions

and comments indicates that the teachers responded to 96 out df 112 ﬁ

pupil initiated questions and accepted 150 out of 215 pupil initiated

comments. Only 37 out of a combined total of 327 questions and

T,

- comments were ignored by the teachers in the 19 lessons videotaped.

' The maJority of these ignored verbal behaviors occurred in lessons

226

where teachers were enco aging or permitting pupils to call out with '

the result being,’the teacher could not respond individually -to each

child.

B The teacher's style of asking questlons, the type of questlons

~ ‘asked, the type and degree of pupil participation in the lesson and

‘the teacher's general verbal behavior were of course related to the

lesson o;Jectives, lesson presentation mode and teacher recognition of

certain Hellefs and use of certain principles., The low inference data

Vi

will be Felated to teacher beliefs and use of principles in Chapter VI,

For the resent ‘several features of individual teachers' lessons, as
indicat d by the low inference data, are now presented.
Teachers in- first and third grade in discussion sessions ot

only e couraged pnpil_questionsi_butiﬁngggrgsed other Verbal part
patio in the lessons by allowing pupils to freely - intersébt and

¢
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| express their thoughts in the form of comments. This was not the case
nith the'sixth grade teachers who generally tended to channel pupil
initiatediverhal‘behavior into the more formalised question-answer
fornat.w ,

.~ The type of pupil involvement varied from lesson to lesson,.

however, there was a tendency as revealed in the data, for all teachers.
to actively involve pupils in discussion aspects of a lesson by calling
upon them if they were not voIUnteering. It should be pointed out that

the data from teacher 6 2 deceptively support the proposition that she
. was actively involving as ‘many pupils as possible in a discussion
session. The large number of references to non-volunteers in teacher
6-2 s social studies lesson was because her class was involved in a
~ social studies quiz which took the form of a competition where pupils

, ‘ . . /‘
wereﬁasked questions in pre—determined‘order. |
Teacher questioning,behavior varied from lesson to;lesson.

Lower oxder questions, in the form of product N choice guestions,
tended to be more dominant than higher order questions (process and
0pinion) in language arts lessons, whereas, higher order questions
designed to "get pupils to think" were more commonly associated with
social studles lessons. However, relating teacher questioning behavior
to subject area is anﬁoversimplification of teacher behavior. When'
reference is made to the'lesson vignettes in Appendix G it will.he
noted that'the dominant mode!of Eeacher presentation in the social
studies lessons was through the discussion format . Where'discuSsion
was the prinbipal mode of'presentation in the language arts lessons,

for example, in the lessons of teachers 1—F 3-1 and 3-2, then it. can.

be seen that higher order questions are more dominant than lower order

\



" incidence of lower order (product):quéstIons in teacher 6-2's social

_ studies.lesson'was because the lesson consisted of a review of facts

228

L

guestions and appear to be related to theimode”of lesson presentation.

* * There were distinct grade level variations in the use of

- higher and lower order.questions, despite subject area or lesson

n

'-presentation mode. Overall, first and third grade teachers used more

'higher order questions than did the sixth grade teachers, the

exception in the sixth grade teachers being ‘teacher 6-3 in her social

studies lesson. Again, however, it should be pointed out that the high -

~

that took place in the form of a quiz.

SECTION E

&

Descri ion of Stimulated Recall Interviews

it

As few studies Have used stimulated recall methodology in

[os]

naturalistic settings, one purpose of this study was to anaiyse "key"

‘aspects of this methodology, focusing primarily upon interview

procedures. ‘As well as developing familiarization and technical

strategies associated with filming (see Appendix D) this study modified
in two ways the interviewing procedures used by Marland ( 77) First

~of all, the interviewer took greater responsibility for delecting the

stimulus points at which to st0p the videotape, and sec dly, gredter

‘use was made of probidg questions in order to ascertain if teachers?

were consclously conSidering reasons for their behaviors.. Therefore,

the methodological dataare presented in this section in order to _

answer the fifth research question stated in this study, that is, what 7

arehth\Qstrengths and weaknesses of stimulated recayl when it is used

‘as a research toel?
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In accord withigie exploratory nature of thelstﬁdy, various
 aspects of the procedures used in the stinuiated recaii interview
situation have\Been\Qresented in detail asAa‘guide for other
researchers using,this.methodology. The majority of this detail has e
been summarized in tahie format and expressed in percentages. |
The length of. iriterviews varied from one hour to two hours,
‘kith the-length of the interview generally being related to the length
of the stimulus lesson. That is, as the length of the lesson
infreased, so did the time spe;t-during the inter iew session.

. Overview of Interviewer and Respondent ‘
k/ Stimulated Recall Interview Behavior et S e

The number of stimulus Points ranged from 28 to 70. As Table

Sy
i
A

17 indicates, in the majority -of stimulus 1esspns the interviewer

initiated the selection‘of stimuins,points more frequently.than the

respondents._ One notable exception was teacher 3—2 in both h
and teachet 3~3 in her second lesson. The interviewer,‘uhile guided

by his predetermined interview procedures nevertheless adoPted a

B

flexible approach and took account of the idiosyncracies of each
| teacher in the interview situation. If the teacher was initiating the
stopping of the videotape, and did so at a variety of interactive
instructional acts, then the ﬂhterviewer did not interfere. Such was

the case with teacher 32, and as 1is indicated in Table 20 she did

stop the tape at a wide variety of stimulus points which includedva
‘strong bias toward teacher task 8riented questions and instructional o
tactics. The interviewer did however, monitor a tendency this teacher |
. had to stop the tape where unacceptable pupil behavior was occurring

3

Teacher 3~3'in her second lesson,.dominated the selection of
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M > .
stimulus points. However, aslwas the case with teacher 3-2, a wide
wariety of interactiVe behaviors was focused.on and the interviewer"
did not interfere with the "natuxel" flow .of thefinterview.‘ ‘
:Table i? indicates that the respondents were responsible forl
slightly'more exchanges spoken than the interviewer. However,
interwiewer'exchanges were generally much shorter endeere generally
openjend initieiory, probing, confirming or,clarifying duestions.
Table 18 suggests that'botn interviewer”end respondents,were cognlzant
of their rales during the interwiésysituation.j The datf indicate,

n

thékiin the majority“of_interviewsl the interviewee spoke at least

" 72% of the line%‘Ef’transcribed data. This indicated the willingness

of*the interviewees to verbalize their thoughts and the non—dominance~
 of the interviewer in the interview situation. .

Tdble 17 also indicates the number of exchanges spoken in

. relation to each rst?nulus point.h p exchanges varied frém 3.2 to 6.0

per stimulus stop. This frequa@l¥. exchanges occurred. becaise of
the probing; clarifying*and:confi g behavior of the interviewer.

Selection of Stimulus Points

N
The 'selection of stimulus points was a critical aspect of the
design of the study. -As was described in Chapter II1,: pilot research
indicated thst.in order to exploré teacher use of principles and
beliefs, tMen the videotape should be stopped at a variety of inter—
active points involving teache instructional behavior. Tables~19 and
20 describe and categorize interyiewer and respondent selection of
stimulus points, while Table 21 summarizes the differences between

interviewer and respondent selection of stimulus points.

\



v - Table 18

idnes’Spoken by Interviewer and Respondent
dui}ng Stimulated Recall Interviews
4

o8

. No.‘Linesj No. Lines o .
R Spoken by ~ Spoken by. Line % by % by
Teacher Lesson Teacher ~Interviewer Total Teacher  Interviewer

141 s/s @éz ,, 97 579  83.2 - 16.8
" /a4 514 - 123 634' 80.6 109.1;
1-2°  §/s 409 158 567 72.1 2.9
13 /s ¢ ssh 139 - 693 79.9 2 .1
o YA 42 119 591 79.9 20,1
31 . §/s’ 558 o 73170 728 1 766 234 |
= J;Z/A 540, 107 67 - 835  16.5
RS /s g2 w6 794 zofé’
A :“:"_,654 | 122 76 &3 1507
"3-3  * 8/s - hok 86 580 85.2 14.8
v /A s 121 662  81.7 18.3
6-1  &8/s . 586 e 730 80.3 19.7
" L/A | 35 117 “ 471 - ~%5.2 2.8
6-2 s/s 528 ’177. 05 W9 25.1
‘ha /A .'. 488 120 608 80.3  19.7
63  s/s W7 118 465 7416 L a5
o 1/AP 250 85 335 ?4.% 25 .4
" 1/AD a3 79 32 755 2.5
2 \ﬁy.
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Table 21 _ : !
Comparison Between Categories of Stimulus Points
’ Selected by Interviewer and Teacher .
- B . )
_ Interviewer - Teacher o
N o -‘Selected ° Selected . - Totals
Categoriiation of ‘ . ,
Stimulus Points No. % No. % " No. %
Directions to pupils - 31 8.0 | 21 5.1 52 6.5

Teacher initiated v o - :
questions ) 49 12,6 60 14,6 - 109 = 13.6
_Pupil responges,to k
teacher questions/

directions 33 8.5 29 7.0 62 7.8
Pupil initiated - | ~ | g
questions/behavior 39 10.1 54 13.1 93 11.6
Teacher presenting R ‘ | '
infozmation s 3N 8.8 . 27 6.6 61 7.6
Instrpctibn;l s o ‘ '
tactics . B 95 - 24,5 8l - 20.4 . 179 o 22.4
Monitoring pupil | : :
progress 51 13.1 71 17.2 - 122 15.3
Organizational/ T - ‘ o .
Managerial ‘ 29 7.5 16 3.9 . bs 5,6
Unacceptable pupil o Lo ' -
behavior 21 5. K 1.4 68 8.5
Other S _ 6 1.5 3 079 1.1

Totals 388  100.0 412 100.0 800  100.0




Definition of Stimulus Point Categorfes . R

)
|

| | . Tables 19 and 29 reveal that the stimulus points chosen by
the interviewer and respondents could be placed;into 10 broad
categories. While many of the stimulus point categories described

below fit under the broad umbrella. of instruction, they have be no

specified in this format to glve more discreteness to the actual points

at which the videotape was stopped by both interviewer and teacher.

N

Directions to Pupils-

‘ This category‘refers to instructions to pupils7that deal with
such matters as completing a section of work, taking out some material

or moving on to a new activity.

Teacher Initiated Questions

This category refers to teacher questions directed to
individuals or the class as a whole. The questions can be of - any
™~

cognitive level of complexity such as simple\recall, convergent

divergent or evaluative. e o

Pupil Response to Teacher Questions

Pupil response to a teacher question can trigger off a variety
of thoughts and emotions in the teacher. The response might indicate
to the teacher the pupil's grasp of a concept and 1t might at the same.
time evoke emotions such as surprise, annoyance, pleasure of
disappointment. “Pupil response of course, generally dictates the next

move to be made by the teacher. ‘@~W"

upil Initiated Questions/Behavior

-

This categary refers to questions, comments or contacts the
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pupil initiates yi'th the teacher that act to stimulate her’ thoughts.

. ' ’Teacher Giving Information 4 : ) o

Teacher giving infcrmation refers to when the teacher is

A\

presenting content information to:the class or an individual. This
can be through lecture forma£ or: through reading of a text or through

chalkboard notes.,

Instructional Tactics

| This is a wide ranging category and refers to when the teacher ‘
is describing,.explaining,rdemonstrating,vcomparingﬂand-uSing similar N
" skills. The use of the chalkboard and audiovisual aids to assist witf

‘these procedures is also included in this category.

,\,

5 - Monitorihg Pupil frogress
o This category refers to when the teacher is supervising the
~ ’ pupils at work whether she is stationary or is moving around the room\\\\
\\\ checking their progress and assisting where necessary This category \\\
also includes teacher activities such as listening to pupils read or ‘////
" recite. In this category the teacher‘gains feedback on pupil progress.

. A’J ::\u
Organizational erial

I

The org izaﬂional/managerial category refers to getting and

“setting up equipm t, giving out materials, organizing class groups™as
well as any activity that deals with the Aarger context of general

school administration

Unadceptable Pupil Behayior _

This category refers to matters uch as student noise, control

problems, inattention to task, lateness incompletion’of set work,

>
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be noted“that this category does not

-a‘ rudeness. It shoi

' ecessar%ly aluays refer to|pupil control problems.
AT G S

Othexr
The stimulus points in this category Anclude variables that
are often extraneous to the lassroom amd which ‘set off "a,chain of
thoughts. _For example, thoughts about past teaching experiences or ~

. the teacher's family,

o

mDiscussioésof Selection of Stimulus Points

Dis ssion concerning selection of stimulus points will centre
on the composite data pres nted in Tables 19, 20 and 21. However, at

times reference will be mage to an individual table.

of the lessons. Where a-category is not referred to in Table 19 it is
_usually found in Table’ C. Absence of a stimu}us category or its lack
of prominence can be aciounted for by reference to two basic reasons.
The‘emphasis on selectfbn of.instructional interactions meant that |
actions facilitatiye'of instruction, such as managerial or control
'behaviors on'the part of the teacher were conSidered:of secondaﬁy.
_Jimportance,(but nevertheless, were not‘to be entirely negleCted.;
Secondly, the mode of presentation, the organization of the lesson” and
certain teacher instructional behaviors appeared infrequently in some
lé*“ons-~ihesg\two sets of reasons are possible explanations of , why
organizational/managarial behavior as defined above did not occur in
- the second lesson tauéh) by teacher 3—1 and the first lesson taught by

/

teacher 33. ... )

)

. T T
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videotape, ‘and furthermore- that the focus should be on. the selection .-Q-

.of stimulus points involving instructional tactics. The data indicate

‘that'the teachers had learnt one aspect of their interviewee role

241

R . | }

Table 21 compares the selection of stimulus points by the
interviewer and the teachers. This tahle indicatesfthat the videotape
was predominantly stopped at interactive instructional situations by
both interviewer and tdachers, with instructidnal tactics, monitoring
pupilsprogress and teacher initiated questions being the most favoured
stimulus points. '

| _ Several trends concerning the stopping of the tape at various,

stimulus points can be discerned from Table 21. For example, teachers

were more than twice as likely t0'stop the tape ‘at .unacceptable pupil

-behavior than was the interviewer, while the interviewer stopped the ot

videotape at organizational/m;;agerial moves almost twice-as many times
4 : . . v

.as the teachers. ' : . ~

For the purpose of this research project, ‘it was appropriate ST

that both interviewer and respondent contr¥ol the stopping of the

[

that both these tasks were carried out by interviewer and teacher, and

during the interview situatlon. - o L ; ) e
o 1’ "\ . ’ f. '
'Interviewer Verbal Behavior = - ,
The role of the interviewer has been fully described in ST

~Ghapter IIT. To summarize, the interviewer s role was to- facilitate '

'the full disclosure of teacher interactive thoughts and emotions that

occurred at’ each stimulus point at which the videotape was stopped.‘

In doing sq, the-interviewer v supportive climate which ‘ o

indicated he was interested in what the teacher had to say and was not
. . : .
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. to teacher

pupils

\>\use of supportive statements tha were often in response to?

a‘teac er| statement. - For example, the int rvie

[
!

\
N
T
/ contest.
1
'./ |

£
:\ .

q'd love‘to see it.

T It was excellent.'

b tI don t know what else I was thinking there.
I-can't -séem t think of my thoughts there very much.
I: Well you ‘ve h a very busy day.

Linking statements at the end of segmentsf as ‘'well as providing

4 conj rsational flow to the interview situation, ere also designed to

e the interviewer s supportive role. For éxample°:

~

" .1+ Right, we '11 move on. o . -\
/

Ik We ll Just skip forward a fraction and see what they do.
The categories of verbal behavior, incompatible with the inter-

viewer's role, namely, leading questions such ast”

,Ixh'What were you doing7 Were you checking on your lesson -
) plans there were you? : \ . ‘
I Why is it something that they re familiar with and some-
( thing that' S easier7... X o

d evaluative statements such ast

I: That's a good pattern.

242

er responded as #ollows ;
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" a . \ _ ° \ '

| ) .

I: Oh that makes a lot of sense, .
occurred infrequently or not at all in the majority. of interviews.
Table 22 indicates that leading questions occurred only in three

" interviews, and then comprised np more than 1. 8% of the interviewer's
verbal behavior. Evaluative statements occurred infrequently and
accounted for no more than 1. 3% of the interviewer s verbal behavior
in any one interview. The low incidence of leading questions and
evaluative statements is one indication that the interviewer was
consistently providing a supportive, non—evaluative direction in the “f‘

t

interview situation..

a

‘The majority of interviewer verbal behavior consisted of four

' main types of questions:

1. Open-ended initiatory questions, for example:

I: Were you having any thoughts when you introduced the
" book to the .children?

, : I Did you have any thoughts when you asked them to swap
papers and mark? -

2. Probing questions.
6%. N
- I How do you know she didn't understand?
~I: And how did that make you feel?

Ii And did you have any conscious thoughts or feelings |
as you were probing during that time then?

3.. Confirming questions.
I: So they re rules you' ve used before?

I: That was the t e when you were consclous of his speei?

" ‘* ’ A N

Ii Sherwag'the first narrator was she7
' 4. Clarifying questions.

I But you're not sure whether you were thinking that or
~ not?

o
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I: So you weren't quite certain whether it was 0{1n0t7

I: By right out of hand, you mean uhat might happen° )
The cuestioning behavior of the interviewer\accounted for a

minimum of 64% of his behavior in ‘all stimulated recall interviews and

b a

indicated,that‘he wasoconsistently‘fulfilling his role in assisting
' . . ~ . . . " . ’ .
' all teachers to'recall their thoughts associated with each stimulus
”point in th% lesson.

e,

Teacher Non-Recall of Interactive Thoughts

Part(ef the teacher's interview role was to indicate when she
could not recall her thoughts wholly or partly, at any stimuius point.
Table 23 indicates that seven of the nine teachers revealed they could

: not recall their thoughts at particular instances throughout the
stimulus lesson.

The instances where teachers could not recall thoughts tended

/

to;cluster around three areas.. ‘First of all when the/téacher was not
directly interacting with a pupil or the classs but instead was

Bbserving or supervisiné. For.example, during teacher 6-1's social
studies lesson"' . . T .2

I: Any thoughts there as you were walking down the aisle
and picking up ‘that paper7

.oR

- I: No, I can't think of any right nows Probably wére, but I
0 : can 't think,

and in teacher 6-3's social studies lesson when 'she. was waiting for the
pupils to take out. their books: ’

- ;‘ I Anx/particular thoughts as you were waiting there?
”T:.fi»can“t‘remembe; an&%

=

The second‘area where teachErs on occasions failed to'recall<

- ! .. " -
e ) s : :
&7 o )

, : ‘.

2446
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their thoughts involved the interviewer follow;gqga teacher-statenentyusx
‘with a probing question. For example; in teacher 1-1's social studies’
lesson: | : L , ~‘w . | ’,#@*

1: When did you consciously decide not to g0 on with the
experience chart? ‘ Qf@
T: _I don' 1 know. "It could have been earlier
This'lack of recall in*response to an interviewer probing ‘
question %lso occurred in teacher 3-2’s“§énguage arts‘lessonx
Tt .« . maybe I'm not being fair, I don' t know, I often’
wonder that. .
I: Did you wonder that during the lesson or not° R
T: Probably, occasionali& because it's always - with me when .
vwe're having group discussions - At that point I wouldn't
know, not too sure. -
When the teacher expressed doubt about recalling her thoughts,
‘such'as in the.above instance, then they were disregarded for coding
purposes. | | o | ‘. X ‘
The third"area where'teachers ¢ould not recall their thoughts !
related to the point in the interview when ‘the stimulus point was
-shown g Three teachers near the end of the interview situation could
not recall thoughts concerning a paru%?ular stimulus point. Fo'r -
example, in teacher 6 2 s Tanguage. arts lesson: - .
k'\' l{“ Can you remember what that was aﬁ%ﬁ&u
T: No I can t. Something on that page that- I had;assigneds
4 I can't remember specifically what it was, these girls
had some gquestions too, o
and inlteacher 6-3's soc?al studies lesson,
v’ I: Were you having any thoughts when you drew that sort of
: comparison then about trading° : .

T: I really can't remember\then at this point. I sure must
have but I can’'t reQall it. ‘
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Teacher Reference to Future Overt
Events in the'Lesson

S

An interesting phenomenon cOmmon to all teachers verbal inter-

viewer behavior was a reference to future overt happenings in the’
- lesson. Ihese references generally occurred»in probingrsections of
thelinterview. They havé been_categorized in Table 24 and reveal that
_references occurred’on between one and eight occasionsvfor each
.teacher.‘ |

."As a check on teachers' récali;of ofert events, all instances
were checke® against the videotapes. of the lessons and no instance was
found where the teacher s reference to a futnre event was incorrectly
, indicated.. This result is in accord with a similar check carried out'
by Marland (1977) in his study where it was found “that only on two

occasions were references to future happenings in the lessons found

.

to be incorrect.»

.Some examples of this type of behavior without contextual

. elaboration ares
C’ . i
- T 1-3: Later on you }l find that when I'm talking about
~ different typés of: animals, where they haven't had o
experience with them, they“re more willing to sit- /
back and wait a little bit rather than "speak out. -/

T 3-1: What-I was getting at in the next part that is coming //
up is how do we' start a story. ‘ ,

. [ ' : /

T 3-1: So that's why, later” on, he Just sald a bird, and ﬁater )

. . on I called it a nightingale which was ‘quite

unconsclous,

a

T 3-2: Later in the lesson when they were doing a written U
assignment, they started using chronically the ords
good, bad happy, sad L , V/»

w
e I remember , inking all these fantasttc things
I'm going to tell’ them, thinking what to ask them which
I

T 3-3s .
. o -
did aSk them, *Do you believe this?" /,' A
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| Interviewer verbal behiavior also occasionally referred to

future happenings in the lesson. This behavior occurred during pro ing

sections of the inte'view when the interviewer was using questions t;,w*”?”

L2

| clarify an‘uncertain'pdint Of the 1k future instances referred to in
teacher responses, only one indicated inaccurate recall when the
instances were checked with the.videotapes df the lessons. Some
exanples of clarifying questions that referred to future lesson
. happenings are: | | '
I: I can't.remember now'did someone go and get her?
T1-1: I went. |
and ' - h_w

_ I;‘ I can't remember—now, did you do anything if you
’ found beginnings . . . not very clear7
T 3-1: Yes I did. I pointed out for instance to X that a
- word shoFld Perhaps have a capital lettex.
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Chapter VI

L}

- SUMMARY AND DISCUSSION OF RESULTS

The purpose of . this chaptertis to synthesize the results of \\\
" the study ptﬁ%ﬁited in Chapter v and relate them specifically to the )

" research’ problems stated in this project..

&

”~

Five maJor problems&have guided the investigations and data v j
.7analysis in this study They are as follows:
1. V¥hat categories of beliefs, principles, rules and other
factors influence teachers' behavior during the inter-
'_active phase of teaching? | |
2. ﬁhen.and how do teachers nake use of beiiefs,rprinciples,
rules and other factors during the‘interactive phase of‘
_teaching? " |
3 ,Whatris the)content of the information teachers.process ' ‘ﬁ\
"during the interactive phase of teaching? ‘
4, Does[grade level, subJect area or lesson mode influence «
.the content and style of teachers' infbrmation processing7
LD What are the strengths and weaknesses of stimulated reca,ll
,methodology when it is used as a r¥search tool7 v
~The discussion in fhis chapter will primarily focus on. the ?
'nine teachers as a group.‘ Table 6 which presents the distribution of
teacher thoughts over all categories indicates that while there are

‘differences in the style and content of the teachers information
processing, thege is, nevertheless, sufficient commonality to

K3




N

';support treaiing the nine teachers as a group. Only, wﬁbn=thfgresearch

iproblems demdnd it will the discussion focus on different grade'

o, & .

. levels, spécific teachers, sub areas or differing: fodes ' of lessc
: C

resentation. g

The five problem questions will not be discussed separately in

bl ‘\'.‘,‘g ;e

the or- r listed. Because of the close links beiween estions 1 and -

%

2, they will be discussed together and-then Questions 3,
(R . Sy

be disgussed in that order.
RIS raer.

' Questions 1 and 2

o oev

5

Questions 1 and 2 deal with the categories of beliefs, A

principles, rules and other factors that guide or influence teachers
Abehavior, and when and how teacher behavlior is influenced. kﬁ’
’TQ? factors influencing teacher behavior are outlined in :

" Figure 2. : o

B - Principles
1 . The data indicate that there are three categories of principles

'~ that guide teachers"benavior during the interactive phase of teaching.

These principles have been classified ast
_ 1, Overarching principles._ |
2. General pedagogical principles. e _
3, ‘Principles from~learning theory, motivational theory.and
" human growth and development. '

While the categories ‘of - principles are discussed separaxely,‘

’ E4

it needs to be pointed out that the various principles do not
.discretely influence a teacher s behawior. Principles interact ‘with

others'in*ihe same classification, with principles in other

N



Classroom Rules

~ . . ‘Figure”z

\Omher Factors

1. Teacher's rol

éonceptions

2., Nidt0syn¢rati \intru;ions .

3; yEcolOgiéélxinfluenges“‘ .

4, Objectives |

5 Inforﬁation concerning pupils

and expectations of pupils

&,

. L
Factors Influencing Teacher Behavior

1
1

- >, Teacher Behavior
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13
| classificationsand with & variety of bellefs and other factors in

oxrder to influence or gulde the teacher s behavior.

Overarching Principles'v _ : . . ( S i
- Overarching principles were revealed through macro-analysis -
‘ﬁof the stimulated recall transcripts These principles appear to

'exert a pervasive influence on a teacher's classroom behavior and as

such, are related to the teacher's styleof behavi/r 4in the classroom. ’ -

They are shaped by a teacher s role conceptioﬁ'and its influences

on the pupils. Three overarching principles are reported in this
study, the principle of. teacher authenticity, the principle of
suppressing emotions and the principle of teacher self-monitoring.‘-

The Principle of Teacher‘Authenticitx.. This principle was Sy

exhibited by all nine teachers and is a dimension of the teacher s “i‘ N

-y 4

- TO e;conception that presents the teacher as an approachable ‘person

wh‘“‘akes-mistakes "doessnot know everything;\and does things that B e
‘othef adults do. The use of this principle apéeared to be spontaneous
.as pre—lesson interviews did not contain 4eferenges to. behavior

Pssoci ted with 1t. The use of the principle did not appear in ‘every

\Wa.s. invoked when needed and when it was used, there was no
;obvious P ttern associated with its use. The principle was used to
establish the teacher as a person vwho was approachable and whom the
pupils could have faith in and trust. At times the principle was used
to relax the atmosphere in thelclassroom or promote pupil self-concept.
: The\teachers did this by relating personal incldents or deliberately

making errors in front of the class.f

The Principle of SuppreSSing Emotions. “This principle, as

described by Marland (1977),was1lsed by all nine teachers. in the study o



2y

'8 rategy

' class or indivﬂdual pupils. "This principle was in oked to p ese e

pupil self-concept and. was 9perationalized when th teachers contained

their emotlons aJd refrained drom severely chastising\pupils.. This‘

principle was also used as & management strategy and i volved the

,teachers maintaining a deliberate and controlled silenoe in order to

gain the attention of the class. 3 .

This principle Was not always. adhered to. On occasions the

. teachers could not contaln thelr emotions and on other occasions

teachers deliberately violated the principle in order to use the

\

nfluence of their show ©

T~

The Principle of Teadher Self—Monitoring. All nine teachers

princi le reveals that the teacher is at times aware o{%the inflﬁhnce

of her ehayior on the pupils or fs aware that she is 1 fluencing \

e

~pupils bu is not always certain o} pupil perceptions oK\her behayior.

There were \226 instances in the §51f awareness category of the mioro-

analysis tha indicated teachers were valuating their own performances

and analysing the effects of their beha&ior -upon the pupils{\hThe

teachers in this study monitored thelr behavior throughout all aspects
of all lessons. The maJority of the thoughts indicating self—-
monitoring behavior revealed that the teachers were critically o /7~'V

assessing thelr classroomhbehaviors.

; 4/
General Pedagogical Principles

\

These are teachipa%principles with psychological bases that

256

emotions as an "ultimate management~\ SN

WA

T\
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'are broader than speciftc psychologicél'principles such as motivation
or reinforcement. These principles were revealed during the macro=
analysis of the transcripts.‘ Five general pedagogical principles weﬁe
»hdistinguished in the transcripts and included the principles of
cognitive 1inking, integration, general involvement equallity of

I —_—

treatment and closure.

The Pringiple of Cognitive Linking. This principle was used

ﬂ all teachers in the study and involved them in relating new know—

.'e with what pupils already possessed, or interrelating relevant
/'aspe“ts of some subJect matter already familiar to pupils. The

\ considered that cognitiVe linking placed a lesson in context
e it meaningful for the pupils and acted gs & motivational

\
strategy‘X_Cognitive linking was used in two phases of the lessons by

First of allxit was used in the introductory section

or.the reason stated above, and secondly, it was used
[ 4

in pha es of B¢ lesson that involved review. 'When reviewlng past

of -the lessoR\

¥ work, ef orts W*\f made by the teachers to link past work with work
\

3 \,

e\ of Integration. ‘Use of this principle was

‘ipts,of.all teachers and‘refers to when a

und : 4 discussion to pra‘t se skills and concepts that would normally
be de 1t with in another~s bJect area.. The principle appears to bel”
based on concepts of transfex of training that involve stimulus
generalization. |

: ~~The use of this princip

‘at other times it appéared to be part of a teacher's internalized‘

&
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- was at.times deliberatelyiplanned,i
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instructional style, while at other times it ﬁ%b ed

spontaneously and was used to glve relevance to the tearkf"~/”
 skill or concept.

The Principle of General Involvement. This principle wasblr-g' lbjﬁ,

invoked by all teachers in the study and refers to the teacher s o ';%E
desire to involve pupils in the lesson to develop some aspects‘of "'lpﬁ
thelr personality, to” socialize them into the classroom scene o;>to iuji

" minimize the influence of the teacher's role, especially in discussion %
sessions '

Teachers in this study attributed certain personality " " o
characteristics to certain pupils and made efforts to alter the pupils
"behaviors if they considered the personality characteristic undesirable.

Shy or'withdrawn pupils were involved in distussion sessions
to. give them opportunities to speak.in public and develop thelr . |

communicative skills| and self—confidencea

a

This principle has a basic affective component and is not to
be confused with the-principle stressed within S-R learning theory
which emphasizes the active involvement of the learners in a task.,

The Principle of Equality of Treatment. This principle was

used by teachers in group situations as well as in dyadic contacts.
The principle invelved the teachers in attempting to treat all pupils
equally ‘and consistently.; This principle appears to be based upon
;psych610gical‘principles’of motivation and self-concept maintenance-
enhancement. It'was‘considered that if pupils were not treated
equally then they would not be motivated to participate in the lesson
"and they would feel "badly," "disappointed" and "let down" if they

2

were not-given the opportunity to contribute to a discussion. |
\ . “



. cripts, imcluding two by teacher 1-;.3.

T Principles~from Learning Theory, Motivation Theorx .
and Human.ﬁrowth and Development ;

259
\\ . . ‘
:fgﬁ' On some occasions when this principle could not be observed

gme teachers experlenced emotional discomfort and made efforts to

compensate pupils who had not participated by callﬂgk uﬁ@h them later

in the lesso ‘ ‘ o
. }h\\Sw——’ o

* This principle waz; also invokedw teacher 6-2 when she.

punished children. This teacheb made no distinction between
conscientious anggnon—conscientious puplils when puplls were being

o

“punished.

The Principle of Closure. The use of this principle invelves

-the teacher in reviewing. summarizing and,evaluatingﬂ"key“ points B0

“that the. main facts, skills or concepts covered in a lesson are

recalled. This principle was normally used at the conclusion of the
‘lesson, but was used on one Aﬁcasion during the ~course of the 1esson.

The use of thL prinCiple involves discussion between teacher‘

1&
‘and pupils and relies heavily upon the learning principle of

L
"

'repetition.. The pupils responses n this summary and review period

‘were also a.means by which teachers evaluated the success of the

\ ¥

lesson.- Only five instances- of ¢losure were revealed in the: trans-

12

N .
¥ ’ ' ’ ?

Specific Learning Principles. Teacher behavior indicating use

€

l~

ofﬂprinciples in this category was found in “the Instructional Moves

i:Category in the micro~content analysis. Analysis of instructional

‘moves revealed that teachers vere using a wide variety of psychological-

A'principles from learning and motivation theory. Six of the principles

fg\ven\prominence by the teachers involved in this study are mentioned

\ N
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’.by all of the Hriters whose lists of important principles influencing
blearning are included in Table 1. These principles are repetition,
greinforcement motivation, pupil feedback active pupil involvement f
‘in the learning process and transfer of learning. : \
| The principle of repetition Was used by all teachers in this
study. Its use was indicated in 18 of the 19 stimulus lessons video-‘
‘taped The teachers in this study used repetition when drilling a
‘fact,or concept or when giving pupils instructions.
~ Reinfordement was used by seven of the nine teachers: in 13 of
the 19 lessons videotaped.' The teachers in this” study used pOSitive
“.'reinforcement by rewarding pupils verbally with praise, or on
occasions using physical contact snch as a hug The low inference
'iww process data summarized in Table 16 not only supports the teachers

1

ﬁ.reported use of reinforcement but also indicates that the stimulated
recall data has underscored the use of reinforcement by the teachers.

‘Zin this~study., Reinforcement is considered synonyeo:s:Yith the concept

';"praise" used in the low infexence 'data. Praise is-@éscribed in the
Brophy—Good T oher—Pupil Dyadic Classroom Observ;;ion System as»
teacher evaluative Qeaction which goes beyond the level of simple
naffirmation, accepéance or positive feedback and includes the teacher
»verbally;complim \ting the pupil ("Good,","Wonderful“) and/or by

' accompanying verbalization of positive feedback ﬁith expressions or e
_gestures that indicate excitement or warmth ~This can be regarded as -
a conserVative‘indicator‘of‘reinforGEment} Table 16 reveals that =~ -
- praise was used by all teachers in all lessons whereas Table-7p'
indicates~no occurrences ofireinforcement reported by teacher 6—3.in

~any of her three lessons and‘teachersii-z;*B—B and 6-d-in only one of
. - . 7 % B . . . Iy . ) . B

2 . i ;\ K . ' ‘
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their lessons. One factor that'could account‘for these variations'in

u"'coding reinforcement could be the fact that the stimulated recall

thoughts Were -samples of thoughts taken throughout a lesson whereas

the low inference data attempted to code all teacher verbalizations.

‘and took a variety of forms. The teachers attempted to use known

>

eritten forms, wimh verbal feqdback being the most prominanfy

Motivation was used by the. teachers in 16 of the 19 lessons
¢

.interests of pupils, artifacts, competition, the behavior of other

' children and fheir own behavior as models. It:was used with

individuals as well as the whole class and was. used throughout various

phases of the lessons. One distinguishing pattern associated n*;h %he

261,

' fﬂ,'“—

use of motivation is that the three sixth grade teacher§ Aphagw

wd .

'_extrinsic motivation, while the three first grade teachers emphasized

(

intrinsic motivétion. Of the third grade teachers, 3—1 and 33 placedh

. more emphasis on intrinsic rather than extrinsic motivation, while the

-

- reverse wasxtrue fpr teacher 3—2.

LI

7 ,
Feedback-—pupil was referred to by eight of the nine teachers

in 12 of the 19 lessons. Teachers gave feedback in both verbal and

>3

teacher are considered synonymous with the stimulated recall sub—

'category of feedback——pupil Table 16 indicates that all teachers

S g wF

, especially for firsc andﬁth§rd grades.‘ Feedbagﬁ was given to pupils
throughout all phases of a lesson Again, the low inferenoe process

‘data in Table 16 confirms teacher use of feedback.to pupils. The
combined low inference categories of answer affirmed/accepted by the ;

’gave feeﬁback to pupils in all lessons. The feedback was- given in the v \

/form of teacher affirmation/acceptanceﬁor-criticism of pupil responses

* A

to teacher questions.. T T ' T S VO

”~ . . N
- . . . 9 . =

»
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Actively involving pupils in the learning process was

AN

considered by eight of the nine teachers in 11 of the 19 lessons, The

teachers desired pupils to become involved for a variety of reaSons. ..

They'considered that pupils "learned by doing,"‘and that if involved

they would, be attending to the lesson and therefore learning. The~use.
‘of this principle was considered Just -as important by the sixth grade

7 teachers a§ by the first.and third grade teachers.. The sixth grade

. teachers- stressed that a teacher should avoid "talking too much"

| because "pupils switch off." Therefore, these teachers saw the need,“
‘f4as did. the other six teachers in the study, to active;y involve their

' pupils in a variety of experiences that stressed "doing" rather than»

ilistening.

E .

Transfer of learning is the final principle in this section

‘that was included in Table 1 by all seven. authors. An awareness of

.- 262

transfer of learning was indicated by six of the ‘nine teachers in 11 of .

_the 19”lessons. While the teachers did not mention the term, they- were

’

Nprimarily aware of “the concept of stimulus generalization., Thgre was '

,no distinctive pattern associated with teacher use of transfer of .

‘

learning.

Major»Learning Processes The teachers in this study were

eclectic in their use- and understanding of a variety of ways in which

pupils learn Eight of the nine teachers in 14 of the 19 lessons,

indicated_that their instructional thoughts were centred on learning

processes. .The:learning processes.included learning through prOblem'
'solving, through associayion and discrimination, and through. the

teacher using a variety of modes of presentation (variation in present-

4

.{;J

ow



.+ and development

her social studies lesson. The three first ade teachers used ""«1
convergent a.ng divergent questions in order to pose pmblems foa their
pupils. The promotion of- learning through rroblem solving was
-consistent with a general objective’ express by the first-grade

teachers, uhich was "to promote independent pupil thinking "
"\.6’ "\.

es. Teachers considered

Miscellaneous Ps cholo'ical Princi'
'a variety of psychological principles that for convenience were -
grouped together under the title of, "miscell eous." The - teachers
thoughts indicated they were consciously maint ning-enhancing student

~0

,self—concept, class atmosphere, and were catering for individual

differences. s that teacher ‘6-2 in her socia.l stgdies |
- . foe . 6. _
,lesson‘placed;more emphak¥l on self—concept maintenance-enhancement
than did any teachetr i / other lesgon. Teacher>6—2 revealed the

influencez a competitive game situation might have on certaingpupils.’

Developmental Principles. Analysis of;teachers thoughts

‘during instruc;ion indicated they rarely prodeSsed'specific principles :
‘or;concepts that”were associated nith the psychologv of humanhgrowth
-, |
Some general references were made to aspects of child develop—v
r.ment in the beliefs category of the micro- analysis and in the category i
i dealing uith information——pupil However, teachers did reveal in the
rnon—interactive data, some recognition of pupi;\stages of development)

b
An Hé cbgnitive, affective and psycho-motor domains.

¢ 5



This study has concentrate upon beliefs revealed in the inter-

g

active thoughts of teachers that guided their behavior during

instruction. While beliefs concerning pupilfbehavior and learning

LY

‘also occurred in the non—interactive data, these were ‘not & focus of

ithe study and have ngt been analysed. o

¢

Table 6 indicates the percentage distribution of teacher

-

beliefs revealed in the micro-analysis ranged between 1 9% and 7. 7%

1

of - the nine teachers thoughts in this study. The number of beli@fs
. cited in Table 12 ranged from a low of: five $in both of teacher 33's
-lessons to a high of 24 1in teacher 6-2's soc‘. studies lesson. The

ze number” of beliefs per teacher cited in each lesson wdg 13.

4 ¢ 1 :
The beliefs were couched in non-technical language and were

classified into six maf 4¥ zreas in the micro—content analysis. Th’me

six areas referred,to generﬁl%p@dagogical beliefsb developmental l, @

beliefs, general learningébeliefs, beliefs cgijerning specific | |

B learning principles, beliefs concerning ﬂ%mory and belieiﬁ@relating to
‘general psychological principles.. - o S 'ﬂﬁc

The beliefs revealed in- these six categories were generally

: found in- association ‘with a teacher s thoughts about instructional

moves and were often given as the supporting reasons for the- use of ,

AN

the instructional moves. It should be noted, that the psychological
beliefs revealed in the micro-analysis, explioitly, and in some cases
implicitly, supported the ‘use of overarching principles, general o
‘ pedagogical principles and pSychological principles discussed earlier

in this chapter.

-

(R



Teacher beliefs and principles were closely linked in thisg J f&
”study with teacher use of principles representing the practical

expression of their belist concerning teaching and learning.
‘ ' : ‘ A?! |
General Pedagogical Beliefs '

»

Beliefs in this category were expressed by all teachers in all
_the stimulus%&essons.. These beliefs were concerned with the general

rdle of theateacher, the role ‘of the teacher in specific teaching-

. ‘L’

learning situations and gegeral beliefs about pﬁpils.

Beliefs concerning the general role of the teacher indicated

ugdesirable.
G . N ‘ X4 i .
Af?'teachers expre_: 5's ﬂhat guid- Helr behaviors in
P 'specific‘teaching—learni Specific'beliefs cited °

generally,focused on two?h how teachers should conduct

v

‘discusSion'sessions and secondl ) How they should manage small group

¥ ‘activities. In discussion sessions it was. believed that the teacher B

should not over—dominate, should involve all those who wanted to . »

PREEN

»participate, shoudf>encourage "shy"‘chi n to participate and should

- not hawe to respond to all pupils’ comnen N . ’f-, ; »g.j'

When managing small groﬂ?‘activities, the~teachers believed
that when the group was working harmoniously, it was’ preferable to
' ”“igni;ﬁgimall errors in the work activity than to disrupt the’ flow of A
the group interaction and also hat pupils should be disciplined
quietly and unobtrusively to avoid disrupting the attention of the -

g

e . » .
rest of the group. SRR T c 3@f"

%‘ ., ; a B ' . " ool
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“» ‘“ﬂ“f“ - Few references were made in £his *’&:m@' to pupil rea.diness for

. ¢ =
@ S L
R

‘ General beliefs concerning th/q: fibdhav!or of children were

: expressed by all. tea.chers and generally focused on th/belief "Eha/

‘some pupil behavior was governed by upils' knowledge of and

e
L
-

expe‘ct\ations- for the teacher's behavior.

rtal Beliefs ‘ o~ o .
>' L J", H '

All teachers except teachers 3-3 and 6-3 stated beliefs o

P
categorizqd as developmenta.l. These beliefs were expressed in general e
v{i =

terms a.nd referred to behavior considered appropriate for, or typical '
» .

3

of a certain age group. ¢The b*iefs generally focused on two a.reas,

namely, how a pupil's stage of development influenced the learning

‘Y

process or ‘the pupil's general behavior. Beliefs were concerned with

’ vthe short attention span of elementa.ry sohogl children, their ego-

centredness and their te.rmency to have "%ﬁ& and white" attitudes.

oy t?

V. learning or stages of cognitive development .Eyen fewer references

v

& ©.

were mad_e{o pupil psychomotor development. o ‘.,
' T e-falb-»that- teachers did not\ express beliefs’%he '

impbrtance of pupil developmental stages as determinants of thelr

. -

‘ instructional behaviqr, does not necessa;rily suggest teachers were

: unaware of concepts and principles frkom developmenta.l psychology. S o

e Perhaps as Jackson (1968) and Good a‘Brophy (1973) suggeg the fast |

pace of classroom life could be one of the many reasons why teacher v

interactive thoughts aid not revé\é.l information in this area.’ It .

| a.ppea.rs that procedures such as indepth interviews are required to

L

v investiga /e/tea,cher knowledge of concepts and_ principles from

devel enta.l psychology. e - _ /\

FL3
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General Beliefs Concerning Learning

Tbe nine teachers in the study revealed beliefs concerning
their conceptions of how learning best took place 'cThese teachers were.“
eclectic~in their beliefs and. considered learning was promoted through
repetition, problem solving and the pupil's,active involvement in the
‘learning process. It was also believed thatk&earNins should' be
" meaningful, should involte pupils with concrete\e;éeriences and should

involve the.pupilsfbeing~exposed:to a variety of stimuli.~
» ‘ " ‘ - " ¥ L .
Beliefs Concerning Specific'@earning Principles = | ‘ o i

N

Beliefs ~“Wexr eXpressed concerning the importance of "specific

prfhc&ples Buch as reinforcement, motivation, transfer of learning and

'N\self-conCept maintenance—enhancement Beliefs in ihe use of these

R

: principles vwere expressed by at least five teachers onﬁet least one si.f“

occasion in their lessons. Expressions of belief insthese principles

generally occurred with the use of. the principle and were not confined

Ar-*l

to any distinct phase of the lesson. ‘The reference to a belief ina

principle ‘often occurred ‘when a spontaneous need -ATr0ose to invoke' use

. of the principle. For example, when’ teacher 6—2 gave a pupil an "easy"

question to answer in a social studies group cpmpetition, she was
considering self—concept and stated, "Well to this point because he >

hadn' t answered too many of them correctly . . Euxg it will give

him a little bit of good feeling and personal satisfaction'

~

The spontaneous or. bnplanned use of psychological principles, b

uand the fact that teachers articulated beliefs that supported the use

—

of these principles, suggest that the use of the principles had become
internalrzed elements in the teachers behavior repertoires.') IR

SN
, i
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Beliefs Concerning Memogx

Beliefs concerning memoxry were expressed by sir\of the nine
teachers. The most common belief erpressed (vy four of the six
teachers) coficerned the use of assoclated cues uith material to be

.remembered. Thesé cues were used with material the teachers corsidered

the pupils would Jhave difficulty remembering. It wds beliewed. that

7

the use of the cne would assist with recall of the fact or concept.

Beliefs Concerning General Psxcholog_cal Principles .

Eewfb liefs were recorded in this sub-category. The isolated

)

| beliefs referﬁe t0 included a belief in the importance of fostering
individuai differences and’ heliefs. that ‘the social development andﬁ

? %ﬁﬁyl personalityfﬁivegppment of "shy" children could be enhanced by
involving them in group discussion. It 1s interesting to note, that

belief in the need to oater

whilt-;gfml.;‘Q ers 1 -3 and 6-3 eXpressed

- for indiwit ual differencés, all teachers ‘dig\ recognize and cater for
- “V

| ;‘ -ldiffering pupil personality characteristiCs Houever,‘except for the
| K three first grade teachers, few efforts were m le to cater “for
differing apademic potential and achievement leve s of the pupils
o Awarenege of the need to cater for. individA 1 differences Wwas
referred to by all teachers in the non—interactive‘d ta where their

\comments suggest that behavior in this*area\was part o their

'internalized teaching style.

CAR L
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incjrporated these principles into their repertoires of teaching
T <
" beh ?idrs. The variety of principles used in a large number of

- contexts tend to support the contention of Elkind (1976) concerning

~the

"multi—faceted",nature of learning in the classroom and the
‘ T : . .

complexity of human'learning.

V' : . ’ ‘ Classroom Rules

i : Findings cpncerning the use. .of classroom rules were re&ealed
the content category of information—-other.r Marland (1977) '

indicated that teacher thoughts contained feW’references to teacher use

a maJor factor in determining the teacher s behavior‘in the ClaSS-

a

. ) . “\,

The classroom rules reported by the teachers in this study

referred to organizational features of classroom life that controllsd

»

suck matters as pupil movement around the room Or the time allowed’

© forthe completion of. homework. ’Rules 0perated to provide part of

the

1if

' in

sbesien
|
1/:

. 4,

\

supporting structure that contributed to the even flow of classroom
i When rules were brok‘n the pupils were reminded of the rule and
\

ost cases punished. Fo example, when two pupils in teacher 6—2'

4

luenced teachers' behayiors during the teractive phase of

o

269

‘ ! 2 -
classroom rules. This study also suggegts that classroom rules are ,
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teaching, this studv also'investigated if'theymental live“\dé;teachers"

revealed other najdr facto?f‘that influenced their behaviorh during

the interactive phase of teaching.
Beside beliefs, principles and rules, three other relat :

factors were revealed as influencing teacher interactive;behaﬁﬁor inf oY
- ;f . AN
the classroom. These factors were concerned with the teacher ) role\

conception, the influence of id10syncratic intrusions and ecological';l-,

[

variableS\upon teacher behavior.

R ‘e
Y
“

Teacher skRole Conception

L
" The transcripts revealed thoughts indicating that all teachers'.

held clear conceptions concerning how their role as. a teacher should
be played in the classg;om. These role conceptions helped shape the
way teachers interacted with. pupils and explained part of the teacher s
- interactive behavior.5 There was no total role conception common to all

éteachers‘and it should be stressed that thoughts revealing how a

';teacher concelved of her role were gained from onf ,ssbﬁs.
g ,Obviously, not all aspects of a teafﬁnr s role were reve; ed during the "

two stimulus lessons, ogly ‘those considered important by t e teachers‘w& .

°>‘m

during those portions’ of the lessons discussed in the stimulated recall Vi

[ e

interviews. For example, teacher 31 during discussion sessions in

both her lessons encouraged interaction between pupils to avoid

¢

'dominating and directing the discussion, while teacher 6-2 avoided a

~

lengthy discussion with pupils concerning the use of "good. manners"
|

because she believed it was not completely the teacher s responsibility

"to see that these kids are brought up properly "

Three of,the teachers indicated in their thoughts that the

" teacher did riot have to do all the teaching in the classroom and that

| . .
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‘the, use of peertutors\couldéila&.an important role in the teachinse
ch

learning process. ‘The teay s used peer tutors when they were .

ocgupied with a pupil and could notfassist others, and to help explain .
_concepts when they had not been sucpessful themselves. |
| An aspect of the teacher's role that was common to six of the

- nine teachers concerned student invplvement in decisién making. The

involvement in decislon making was related to a number of. areas. For

i

’ example; pupils'were”permitted;to s%lect their own basic reading terts,
composition topics, free reading texts, the order in which they couwld
complete a set of- tasks and the actors they would include in a class

vplay. . When the .whole classluas ‘involved in decision making a maJority

vote ‘was used to make the decision. B

Several assumptions appeared to support teacher‘involvement
of pupils in decision making. It was considered that student involve-~
ment would provide motivation, assist the development of "independent :

‘ thinkers" and teaCh pupils to accept responsibility for”decision_
making. - ) ll | ’ ' W

_ How a teacher.conceivés of her role in the classroom is
imanifested in a variety of ways.. While discussed separately in the
earlier section of overarching principles, it should\be noted that
'the principles of teacher authenticity and suppressing emotions also

“form part of a teachef' total role oonqeption. |

‘Idiosyncratié Intrusion o -

.

This’ variable was revealed by five teachers in the study and LT
- _

‘ferred to the fact that a teacher exhibited a strongly held belief,

Tan

value or-personality charaCteristic‘that was activated by a stimulus

aggr L
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to intrude into.the. planned course ofbthe lesson to relieve a tension

Or pressure the teacher was experiencing. The idiOSyncratic intrusion bf
influenced the teacher in stopping the lesson and lecturing pupils,

In changing the course of the lessbn to avoid such concepts as "death“\

or to physically remove themselves from puplls when claustrophobic

/é feelings were being experienced ‘ ‘ . !

) ,asﬁbcts of her'belief system. o e i

P

: variables influenced the behaviors of all teachers in all lessons by

‘syncratic intrusions suggests that it may be worthwhile to investigags

The fact that six out of the nine teachers revealed idio—

if this phenomena is common to teachers as a whole, what forms 1t tag
»
L}
and the influence of excessive intrusions upon teacher performance %E%
'-é: .

pupil behavior. Henry (1963) has also noted the influence of a

‘ similar variable which he has called "idiosynoratic cultural pre—

‘occupations." He pointed out that_these preoccupations,were<exhibited

by teachers during spelling drill or competitions when they.placed

“words in a"sentence to make them clear. -Henry pointed out that there

m,'

was oTten -mo relevance between the word being drilled and the* obJect

of the sentence.and that the teacher was establishing irrelevance

. between words and associations. In doing so, the teacher revealedv

o <
5 . .

Ecological Influences * v

| .
The macro-analysis in this study idehtified nine ecological -

variables that were consciously refe@red to in the teachers inter-

‘ active thoughts. These variables were classified as temporal spatial

class props, group size, grade level class ability, organizational,

administrative/managerial and climatic. These ecological or contextual
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guiding the course of instruction and at times media{ing the influence |
of teacher beliefs and principles. Each variable is now briefly
‘discussed and its inflnence upon teacher behavior is indicated.
‘ The temporal variable inflpenced all teachers with the possible |
\\ exceptlion of teacher 3-3. The time of the schodl year, the time of
. “the day and the time demands of classatimetables all had circum-
scribing effects upon teacher instructional behavior. The end of the
'year was glven as-a reason by the sixth grade teachers_when they h
' tended to overlook some academic as well- as arfective behavior they
claimed’ would not have been countenanced earlier in the year. These
iteachers maintained they had achieved as much as they could with their
pupils and that extra efforts near the end of the school year were ‘not
. Justified if they had not so far succeeded in-changing the pupils,
behaviors. | f o
The need to complete a planned lesson before a recess break -
or meet timetabling commitments with other teachers caused eight of
the nine teachers to consciously monitor’ time and adapt their teaching
’strategies, or change thelr instructional plans. - Examples of these
variations included placing spelling words on the chalkboard instead
of having pupils sound them out as was normally the case, the teacher
“giving out materials because .she could "do it quicker" than the pupils,

~and the shortening of planned discussion sessions. The need to shorten

i

discussion sections bf\a leSson distressed a number " teachers,

especiallv.teachers:i-l‘and‘3—2. ‘This was because time mediated the’
‘operation of principles of general involvement and equality of tredt-
ment which were strongly held by these two teachers. Theselteachers

_made efforts to include in’ later discussion segsions those pupils they

C »:i' . T : »;_l\ o ﬁ/ ) '
. '1‘ - o
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The spatial variable influenced those teachers uho worked in

2

open areas. Three of the four teachers who reported the\influence ”

\

of this variable indicated they menitored clussroom noise more than

would normally be the case,‘had to alter their teaehing styles and

‘not be as exubbrant as they would prefer to be, éghsto schedule

;dfscussion sessions so as not to disturb other classes and had to

-the flow of the lessop. On the other hand the loss or malfunction Qf

| evelOp strategies (for example, motﬁVational "small talk" comprising

Jokes) in lessons involving Xral work so ‘the pupils would not haﬂe
their attention distracted by the activities of nearby classes

Class props which included perman\nt displays and . various
types of equipment in the classroom, hw@ both positive. and negative %
influences upon the teachers® behaviors. -PRrops in the nature of arti—
facts or dispipys uere~at times deliberately used by teachers to assist

with motivation and at other times were spontaneously used to assist

i

3
props, for example, the’breakdownﬂof a record player, caused delays in

the lesson which’ often resulted.in frustration‘and inconvenience for
both teacher and pupils. |

Grade level,\the "general ability" level*of a~class, -and group
size influenced the ways in which teachers interacted with their
pupils. Teachers associated certain behaviors with a, grade level, for
example, teacher 3-1 maintained that third grade pupils could not
follow instructions very well and‘that instructions had to be
continually repeated. The low reading achievement of part ofvher class

influenced teacher 6-3 not to criticize these children because she dfd
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* not uant to harm their self-concepts. Just as grade level and a
class s apility influenced teacher\instructional behavior, éo did group
size. For. example, it was revealed by two teachers that group size

‘negatively influenced their efforts to individualize instruction

Av Teacher 6-1, ‘who haﬁ the largest class in this study, -altered her' :,

instructional strategles in sessions that’ inNolved correcting work .0

disoussion so that she cou invoke the principle of equality of

treatment. So that all pupils ould have a chance to give an answer.

oy participate in the discussi s this teacher chose pupils in turn

1a

-

1)

from thelr rows of seats.: ul

The organizational s

-

within the classroom that may be. relatively permanent or arrangea for

¢

—variable refers to grouping patte/ps i

» short term purposes Teacher 6-2 illustf&ted the influence of this
variable upon ‘her behavior when she formed groups forKa specific task
found that some groups finished earlier than other groups ahd then hadf
to devise extra tasksf}or these groups This teacher decided to re—
strugture the groups when the particular;tisk was to be practised on
another day. , L | -

The sub—variable élassified as administrative/managerial
~ contained two facets that influenced a teacher s behavior. The first
facet refers to general school administrative styles that intruded

o

into the classroom such as intercom announcements or the arrival of
messengers Six of the nine teachers referr§§ to’this variable with
three reacting positively because they oonsidered the interruptions to
be a relief from the ongoing activity of the lesson, while three
reacted negatively because they oonsidered the 1nterruptions disturbed

pupil attention and the general flow of the lesson Negative reactions
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toxadministrative interruptions tended to be expressed by the three
/

teachers when the lesson was.not succeeding as planned or +he the
teachers were conscious of the influence of other ecological variables'

~such as time pressures or climatic conditions ‘considered unfﬁxourable

LN
|

for the teaching—learning process ‘ _ ¢ ¥
r The second faost (the managerial) of this sub-variable reyétes
Y o housekeeping tasks that interrupted the flow of the lesson. These
tasks involved the teacher in providing equipment and materials for
the pupils | \ 7
The climatic sub-variable refers td the potential influence of .
the wea&her upon both teacher and pupils and their interactions. Only
four’ references were made to this sub-variable which appeared to have
no. gross influence‘upon teacher hehavior.
fpe influence of ecological or contextual variables in this o
study confirm the importance that writers such as Gump (1969), Kounin
(1970) Doyle (1977), and Barr and Duffy (1978) have, attached to the
importance of these variables as influences upon teacher classroom o

¢

_ behavior. These writers suggest that the influences of gcological
variables upon teacher behavior are as yet little understood and that
extensive research is required in this area. The-findings from this

study suppork these views.

Coraey,

Objectives | [

The micro—analysis revealed That all teachers considered

'\\lesson.objectivés in all lesgons and that eight of the teachggs-also
¢ oy
considered more general object

-

As Table 13 indicates, all teachers with the exception of teacher. 6—3

H

in her language arts punctuation lesson, were more cognizant of lesson

the.19 lessons videotaped.
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3in discussion sessions.

b
¥
I
:

‘specific obJectives than they were of general objectives. ‘This aware-

ness of lesson obJectives suggests that in the immediacy of the ledson
context the objectives influenced teachers behavior by giving
overall diréction to the lesson. . The interaction between.objectives

and teacher beliefs is complex,'with beliefs concerning how pupils

‘learn often determining teacher behavior. 'Por example; teaChgr 1—3‘

“-who believed that reperition was important as a learning process, had

pupils throughout a lesson orally repeat new social studies concepts

as they were introduced

Information Concerning Eupils and
Expectations of Pupils
1

3!

: Table 6 indicates that all teachers in this study processed

infdrmation concerning'pupil'personality, academic potential and

g

performance, general classroom behavior, social behavior and home
background Thoughts containing information about pupil“\varied from

between 5. 5% and 14 2% o% ‘the teachers thoughts reported in the

'istimulated recall interviews.

All teachers revealed that they carried around in their heads
a wide range of information concerning "most" pupils in their class-
rooms. This intimate knowledge of their pupils was, - instrumental in

shaping many of the teachers interactive behaviors with pupils. For

-rexample, information concerning pupils was used in a variety of ways

level of questions asked in order to involve some pupils in the
}

discussion, not embarrass them, and enhance their self-ooncepts.,‘

Teacher 3-2 knew the pupils she could rely upon to keep answering

questions so she often delayed asking these pupils questions in order

‘5‘3 .

Teachers 3-2 and 6-2 varied the difficulty and
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to invclve in tHe discussion non-volunteers and those who infrequently 5

w

contributed to’ discussion sessions. All teachers were aware of those v

pupils who térough shyness or other reasons did not contribute to i

\ discussion sessions and. efforts were made to involve them in the

discussions.. Teachers were also aware of those pupids who dominat -
”discussions and efforts were made to minimize their infiuence.- f;fij~\\\\\\\
" was often done bp ignoring some of the comments and;questions from

these children. - oo :

. During discussion sessions teachers often used their knowledge

—— cf’thetpupiIS”to assistithesﬁlox\gf the leésson. For example, if the ‘

teacher wished to speed the flow of the lesson she would call on a
, Pupil who she expected{wouid give the correct'answer..

T While it is assumed that a "good" teacher would be carrying out &.
all of the above behaviors, what is significant is that they'are often :
occurring»without the observer'being aware of thep, as nas,the case
in this. study Teacher awareness of.individual pupil differenoes and
"efforts to account for these differences during instruction was a
prominent feature of the behavior of}all the teachers in this study.

Expectations of pupils is a cdtegory of thoughts that forms . -
part of the information concerning pupil behavior teachers carry

around - in their heads. Tahﬁe 6 reVeals that between 1.2% and 9.7%kof
~the thoughts expressed by teachers were coded as expectations.‘ |
Expectations of pupil behavior partly influenced the.w:;f,s\—i;}&ch
ssome'teachers.structured their lessons. ~For exampléf teacher -1
quickly started a languageftask with an individual pupil because she
( indicated that a number of pupils would quickly finish the group task

they had started and would be ready fbr the next task. Teacher 6-1



UL N atlaia it i i b i
: ht . v

noted the behavior’of a pupil and quickly'reprimanded him because she

anticipated he would be a behavior problem in the lesson unless -
P QUiCklyféhecked. . “ . VA P .
/‘ | ': . o . .

¢ Qgestions Jand b |\

Research questians 3 /and 4 deal with the content of the

¢ .

information teachers P ee/s during the interactive ﬂhtse of teaching

aZi\whether grade leve§T subJect area or lesson mode. influence teacher.

I information processing.‘ Because of their interrelatedness and because
they draw upon the same data, questions 3 and 4 are treatedvtogether.
- The content analysis system developed to analyse the inter—.
active thoughts gained in the stimulated recall interviews was termed
: exhaustive because all of the teachers recorded’thoughts were coded

¥

into one of 12 categories. The categories were further subdivided fh

'S

" order to investigate the substantive gomponents of each maJor category,

\\\\ The 12 categories and‘sub-categqries in the content analysis system,

/"Eave been listed in Figure 3 and each category is now discussed. °

—
Instructional Moves ;
v In this category the teacher is thinking about an action she‘
had performed was performing, or could perform at a 1ater stage in
— _ the le5son. For all teachers except teacher 1-2, instructional moves

\\\\contained more thoughts than any other category;‘ S ¢
e . The 14 sub-categoties in instructional movesuincluded moves .
related to facilitating the flow of thesless6n, presenting'lesson
: content and psychclogical principles directly associated Wwith the
o learning process. Instructional moves nelated to facilitating the(

flow of the lesson comprised between 30% and .70% of the teachers

-
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Summary of Categories in Content AnalySis Systen

1%  INSTRUCTIONAL MOVES “

\

Z. PERCEPTIONS

1

3.

4

INTERPRETATIONS

4. EXPECTATIONS

5.
6.

",

8.
9.
10.

11,

12.

'BELIEFS

/

MEDITATION--PUPIL

SELF- AWARENESS

TRETS T A AT A XA S AT YRS ) S PR T TR

Figure BJﬁ - o

»
Feedback--Teachser; . Structuring, Organizing,
Control--Discipline; Presenting,
Reviewinge Repetition; Reinforcing; Motiv-
ating; Feedback~-Pupil; Involving; Transfer;
Learning Pracesses; Miscellaneous; o

psorivgace u Student Verbal
BehavigaweySt udext, ww ent; Student

- 203 , gapnce--Absence; Noise
"Equipment--

Academic Pepformance; Student Attention-- _
Motivation{ Student Movement; Verbal. b *
Behavior--Noise; Student Cognitive Processes-
Materials——Content Peelings; Miscellaneous.

Task Performance, Cognitive Performance,
Affective Performance

Instructional Awarenessj Instrucfional

Evaluation; Instructional Reflectio
Content Reflection; Personal- Reflec ion-

'Affective Diséonance

»

/[
OBJECTIVES

LESSON CONTENT |

INFORMATION--PUPEL

)

INFORMATION--OTHER -

FEELINGS

/
General Pedagogical Developmental General
Learning; Specific Learning Princjiples;
Memory; General Psychological Principles.

General; Lesson Specific; Lesson
Facilitating.

: Persoﬁality, Academic Ability; Academic

Performance' Classroom Behavior; Social
Behavior; Home ‘Background ; Physical

Characteristics; General Information.
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teachers' social studies_lessons than in their language arts lessons.

) i L . N . : . -1
1instructional thoughts. These theughts included the teachers galning
feedback ¢ ncerning pupil behavior and task performance, structuring
the directiion of the lesson, organizing (which related to thoughts

about clafsroom managerial matters and, future plans), and.control-

disoipli e moves. ®

e

J; The sub-category of feedback--teacher indicated.that teachers .
L ) : K .. . RN )

, : S ‘
closely monitored pupil behavior in all lessons. The extent of the

A

'use of this sub-category varied according to the type of activities

»

_ undertakaﬁ'in the classroom as well as the organizational pattern the

_pupils were in. 1€?dback teacher was not prominent in those lessons i

involving question and answer sessions. However, thiSvSS; g

A

vhen the pupils were working in an integrated day organizational

.structure. On the other hand, the incidence %f this variable was low

281

in the social studies lessons of the three firstNggzﬁe teachers ’ °fi

because thelr pupils were sitting in a small’ group around each teacher
and were involved in discussion sessions.

Teacher thoughts concerning the presentatiOn of informa%ion
ranged between 2.5% and 25 0% of the teachers thoughts in the
instructional moves category. "Presenting" revealed teachers thoughtg
concerning the presentation of content information to pupils and often

involved the skills of demonstrating and explaining. Table 7 reveals

I
B

H
!

that presenting was a more prominent feature in eight of the'nine [

As these teachers were presenting new facts and concepts to their

-

‘classes, 'and as presenting skills were found in all other lessons, the -

/datagsuggest that presenting skills are related to the presentation of
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new materials rather than‘being subject specific.
Psychological principles associated with learning such .as
repetition, reinforcing, motivating, and transfer ranged between 10. 2%
'and 51.1% of the teachers' thoughts that were coded as instructional
moves. The conscious reference to the use of psychological principles .
was discussed earlier in this chapter. The ‘only other point to be
.made here is that teacher 6-1 who included four educational psychology
-coursesfin her training, processed fewer instructional moves containing
PO . : S : ‘
psychologioal principles than any other'teacher. She processed 21% in
her language arts lesson and 10 27 in her social studies lesson.
However, no conclusions can be made concerning this teacher s - \\\’/
instructional style on the‘basis of two lessons, especially as those
lessons contained shorter discussion sessions than the lessons'of‘any . B

other teachers.-

Perceptions i : - : > ' y

l\; The categég; of perceptions is one in which the teacher
reported a sensory experience which included what she saw, heard smelt
or felt. Perceptions was one of the major thought categories in this
study and indicated that ‘all teachers in.all the stimulus lessons
' ~monitored the activities of their pupils and showed an awareness of a
variety of pupil behavior in their classroonms. The teachers were most
'aware of four aspects of classroon. life. .They were_first'of‘all aware-
of student academic performance and gained this through the
instructional move of feedback—-teacher which involved them in
monitoring clasSroom behavior. Secondly, the teachers attended to

pupil verbal behavior and showed awareness of pupil questions and

’comments. Thirdly, the teachers were aware of pupil movement in the
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class such as ualking around the room or raising their hands to seek
teacher/attention. The fourth major focus of awareness related to
" materials in the classroom, The.teachers showed awareness of the

V'props'] in their envireonmént and generally- commented about the

materi 1s when there were problems assoclated with them. This e

occurr d, for example,_when a teacher noticed a broken record player.

A . . A
\

\ ! Teachersalso reported perceptions .concerning student presence
Y

or absence noise and unacceptable behavior and student expression.
1 = \

?he emphasis given to~p§T6eptions,of student verbal behavior

andtstudent movement supports the findings of Clark and Peterson (1976)

o=

and Marland (197?) that pupil response and participation were the
'cues that teachers observed most frequently. ]

L While not a,prominent aspect of reported perceptions, eight
/of the nine teachers. in this study reported perceptions of student
expressions such as frowns), smiles and- the "expﬁessions“ in their.

. yes. These subtle ‘clues to pupil internal stath were reported by
the teachers when working in small group or dyadic situations The

| B
.~,on1y teacher who did not report perceptions of student expressions

was teacher 6-1 who with 35 pupils had the largest class in this study.
~‘Four teachers also reported in the non—interactive data perceptions

concerning student express1on For-example.fteacher 1-2 reported‘

she knew it was time to finish a group reading session, "because- their
-+ eyes are tired. they can 't sit1iny longer" and "they wiggle in their

chairs, they yawn." The interactive,and non—interactive data in’ this

study sugéest that in certain teaching situations some teachers do

attend to-subtleyexpressions'exhibited by ‘pupils. As this finding is

at variance with that of Marland.(1977) and as perceptions are



important determinants of teacher behavior, there is need for'further
. .

research to investigate the variety of cues attended to by teachers

and in what situations the cues are influegtial.
‘ n -

q

Interpretations

Interpretations/ere thought units in which the teacher attaches

meaning or explanation to a perception. Table 6 reveals that inter-

pretations ranged from 10.8% to 22.6% of the teachers’ thonghts in the

stimulus'lessons. ) | e
Teachers placed interpretations‘on a Variety of student

behamiors and other‘phenomena in the classroom. Table 9 indicates that

teachers in this study referred to nine sub—categories of interpret—

/
/

ations. Teachers placed interpretations upon. both individual/and group
academic performance. This sub—category received most emphasis with

* between 17.0% and 65 7% of the teachers' interpretation attaching
meaning to pupils' task performance. £nterpretations n/re placed on
vstudent_motivational states and student attention, student movements
around the room as weli'as‘student noise, feelings, verbal behavior and
" cognitive processes. “ S ’ |
| Teacher interpretations concerniﬁgustudent cognitive processes

»normally occurred duringrtiulls" in a lesson or when observing:a

pupil completing aitask and refer to interpretations the teacher places
on the pnpils' thoughts and “cognitive processing in general. 1In this\
“suh—category~the teacher is explaining how a pupil is learning or
understandinghsomething.- Teacher'6—2 had over two thirds of her
interpretations in her=sociai studies lesson-and one third of her

interpretations in her language arts lesson 4n this category, thus

evidencing a strong interest in the mental life of her pupils.

-

284
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Meditation--Pupil . “ ) Ry ' -

~

This 1s a thought categery in which the teacher is querying
and‘attempting to understand her pupils' pental processes. The
teachers are showing ihterest.in‘the mgptal'procesSes of pupils and
wopder why pupils remember or do not remember, understand or do not ¢
understand and how they solve a problem. Unlike the.sub-category

' -

cognitive processes 1n interpretations, the teacher 1s not placing

interpretation on the pupil's cognitive'behavior:

Thoughts in the meditation—-pupil category were generally

1ndicate at least an awareness by te

©

ers that pupils mentak/lives
do exist. Tpe fact that teache rarely probed to find out "why" or
"how" pupils were toinkin and devoted few thoughts to this area
during interaction perhaps eupportivecof the claim by Jackson

(1968) that th fast pace of classroom life does not give teachers

opportunity” to focus on such matters.

ctations a . ' . (

Expectations were discussed earlier in this chapter as one:ofj,//

L
e

\
\

the factors that influenced teacher b?havior; vIn.this sectiof/the
the focus 1s more on the conteot of the expectatiohé Egpéctatlons \\
were held by all teachers in this study and were reveeled in all

lessons videotaped. Teachers held ;;pect io;s of pupils' behavior in

three related areas. Tésk performance expectations refer to ghe

" physical performance of a task, for exa%p;e, how quickly students are
\
expected to &omplete the task Cognitive performance is concerned with

the quality of the task perfor?ance that did or did not occur, whi}e

- \

L - O //

o~ - ' A\ .
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! o
affective performance refers to both positive and negative affective
. 1 .

behavior the teacher eypects will occur with“a’pupi% or the group.
. ' /

Self- Awareness

.’! , All teachers in this s#udy revealed thoughts élassified as
self-awareness, with b tween 3.9% and 13.4% of their thoughts being in
this category. Self-awareness 1ndicates the teachers ar4 ﬁonitoring

. - \

their instructional behavipr, passing judgement on these instrictional ~ =
activitiés, reflecting on their lack of content knowledge and

and personality characteristics and

L]

reflectihg on their appearanc

how these might be influencing the pupils.

©

Tdble {1 indicates that a 1. teachers in this study ﬁbnitored
énd/or were aware of thelir behaviors in a variety of ways, and aurihg
- instruction reflected upon aspects of\tﬂeir teaching. While an
akéreﬁess of thelr.classroom behavior ﬁgs shown by all teache£s and
?m ‘'while the teacﬁéfg were often‘critical éf their perfqrmances, they
rarely sought diré;t feedbagk from pupils to substantiate their
Qerééptions and interpretations of their infl@encg upon tgg_agpils.
*he degree of awareness of the teachers in this study
coﬁéerniyg a var%gty of éFPeCtS Bf their role performance does not
substantiate the conclusions of Good and“Brophy (1§73), Elliott’(1§77)f
and Mafland (1977) that teachers'do not~appéar to be self—monitérin%
to any éreat extent. Marland suppoits Brophy and Good (1974) by |
suggesting that teacher self—monifgring i; an imporbant:teaching skill,
> If this is so, then.further research is needéd’to ascértain to what
extent tgachéré‘are self;mon;toring and what relationship there is

between this behavior and student learning.
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. “in*thiﬁ‘;{“dy teachers interactively revealed beliefs

caﬁéérning a wide range of general pedagogical prihciples and psycho-

: o : ‘ _ ‘ ;
logical principles dealing with motivation-and learning and human

growth and development. These beliefs were discussed fully in the -
earlier part of this chapter where it was pointed*out‘tﬁai they were
important geferminants of teacher behavior, but that on occasions

. their influence waé mediated by ecological variables which the teacher

could not always control.

Objectives =~ - - SR
@—J-—————— P )

pbjectives reféi'tq-phﬂil outcomes- that are to be achieved.

|
-

’”Whiléiobjgcti&es ﬁefe discussed earlier as determinanté\of teacher

\

behavior several .points of élarifiéétioh need to be made here
concerning teacher thénghfs about ;bjectives.

v\‘.Teaqhers éonsidere? three types of objectives in the
information they prépessed dﬁring the interactive phase of feachingf"

3

Gene;al objectives refer to broad objectives a teacher considered should.
e . : .

~

be stressed in all lessons, ér_all lessons of a similar typeq Table 7
indicates thatlgeneral objectives were associated with social studies
lessons more frequently-than with lang&age arts lessons. - Howevef, it
.aﬁpears fhét if is the mode of presentation that was more infiuential
than contént area. It is hypothesized that ﬁecause the social studies
lessong were primarily based on discussion sessions and were not as
“tightly structured ai the language arts %sssons, that the teache had
séop%/in which to consider, and involve the pupiis‘in actItIiiZiyihat '.

could .promote some of the general objectives they held.

An interesting trend concerning the expression of general
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objectives is that the three first grade teachers all stressed the
objective of fdeveloping their puplls as i dependent thinkers."” To

support this obJective these teachers asked' uring social studies

lessons, and in language arts for teacher 1-3,\a larger number of

higher order questions of the "how” and "why"'nature.» The Low

”Inference Data in Table 16 supportithe teachers claimed use of. higher
orger questions. In social studies lessons these teachers used higher

~

order questions (process, opinion) more frequently than they used
lo;er order questiOns (product,‘choice); S

Teachers. in 'this study also referred to lesson content
obgectives which/uere specific to the lesson being taught, and lesson
facilitating objectives such as,v"wanting pupils to sit up," "be quiet"
and "mark their'worka"“ One can hynothesize that the more discipline
~and control problems a teacher experienced, the more she‘wouldﬁbe

concentrating on lesson facilitating objectives, to the exclusion of

lesson specific and general'objectives;

- Lesson Content

Thoughts concerning lesson content- ranged between 1. u% and
94 7% of the teachers recordedkthoughts. ‘The majority of teacher
thoughts concerning'lesson congent dealt with concepts and factual
" knowledge to be presented to the.;lass. Very rarely did the teacher;Sv
thoughts reveal that she was thinking of content sequence (order within
content) or content structure (how the content .components are related).
Sequence and structure were only mentioned on four occasions in the
19 lessons videotaped. For example, teacher 1-2 considered sequence
when she started off her wnit on dinosaurs and stated she started with

Ed

Brontosaurus, "because that's one of the most common ones."
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Teacher 1-1 outlined to the pupils her social studies unit on dinosaurs
and briefly discussed the five dinosaurs the class would be studying
Her thoughts indlcatedaa reference to content structure when she
- ~stated, "and of the five, three of them had\obvious‘armour.
This lack of reference to content sequence and structure, while
a point of interest, 1is not to be taken as a criticism of the teachers j
in the study. The objectives\of the 1esson; the thoroughness of the
teachers' planning, irnd the order of. the lesson in a unit (if a unit is
being presented) are possible reasons why content sequence and
A structure night not be considered by the teacher.

The - teachers in this study tended to concentrate almost

exclusively upon the lesson content being presented or worked with °

W

during the partlcular lessons heing filmed. While a teacher's thoughts
occasionally were centred on past lesson content (31 references were
counted in the 19 transcripts) few thoughts about lesson‘content

related to what thepteacher;would be dealing with in the future.

&

Information--Pupil

This category of thoughts was discussed earlier as”onev
important variable influencing‘teacher behavior. Ihe focus of this
present discussion is primarily directed to the content of the teachers'
thoughts.concerning information——pupil. .This:category of thoughts is
concerned ﬁith the information a teacher carries around in her head
concerning pupil characteristics such as interpretations of personality, “
acadenic potential and performance,-general classroom behavior, social
behavior and home background information. 'Tabie 6 reveals that
teacher  interactive thoughts concefning information;-pupil ranged

\
between 5.5% and 14.2% of the teachers' recorded‘thoughts. Most

3
v/ St
/ 'e
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-They referred to student record cards, discussed pupils with their

290

teachers indicated that approximately 10% of their thoughts were

.concerned with various characteristics of their pupils. Even this

figure underscores the comprehensive and detailed information teachers

;{possessed concerning the characteristics and behavior of the.pupils

"in their charge. Non—interactive data in the form of case studies

[

vsupport‘the notion that teachers in this study possessed detailed

knowledge about some pupils.
All teachers in this study considered it important to: gain
detalled knowledge concerning all,aspects of their pupils_‘behaviors.

Teachers reported gaining this knowledge through a variety of means

N

past teachers, gained information from parents during parent teacher
conferences and_observed pupils in both formal.and informal/situations.:
Knowledge of pupils was considered indispensable to the

efficient operation of the classroom Teachers used this information

to ‘guide them in their'interactions with individual pupils.and * -

'indicated in many instances throughout the interview transcripts that

;they were. aware of individual differences.. This awareness influenced

all teachers in their interactions with individual pupils. Certain

.pupils who needed reinforcement more than othens were given reinforce—

ment, pupils whq\needed their self—concepts enhanced were given rewards,

while certain pupils who needed enrichment activities were given the
o
apprOpriate work.

Informatiofi--Other - .

This category contained few thoughts. The thoughts in this
category related to twoimain areas, classroom rules and irrelevant

thoughts. The data indicate that teachers reported few irrelevant

~
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thoyghts 'and when theybdid so, 1t was during stages of the lessons

when théy did not have direct contact”withhpupils. .
FeW~classroom rules were referred to and did not appear to

play a major part in influencing teacher behavior

- Feelings | woe f - - R
. Table 6 indicates that teacher thoughts concerning emotions S
varied between 2 7% and 11. 3% of the total numher of thoughts reported '
o in each lesson. o -/
Teachers reported a wide range of feelings and it was found‘
. that the pattern of feelings expressed varied from teacher to teacher
- and lesson to lesson | When the lessons were not progressing according
“to expectations the teachers indicated their feelings were of ‘annoyance,
frustration, disappointment and anger The teachers did not always
exhibit:these emotions, and invoked the principle of suppressing
‘emotionsimentioned earlierbin_Order to protect'pupil self-concept
- However; the teachers'did relay to the pupils.their p0sitive feelings
| and indicated their pleasure or surprise by a smile, verbal behavior or
physical Ebntact such as a hug.‘ The use of physical contact to express.
feelings was practised by the three first grade teachers but not the

teachers in third or sixth grades

VTQE§§ELQE_§ B B ‘IT‘. . . | -
. Question 5 deals with the strengths and weaknesses of”
stimulatedfrecall methodology when it is used as a research tool,
E Few studies have used stimulated recall methodology in
naturalistic classroom settings (Marland 1977) Therefore, one . N

‘purpose of this study was to evaluate and report on the effectiveness
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of procedures associated with the use of 'stimulated recall as was used-

in this study. -

The filming-of teachers during instruction and then conducting

- stimulated recail_interviews to investigate some of the thoughts

teachers processed duringthe instruction pose'sensitive methodological

e -

The length of the familiarization period,. whg;éh uld seleet -
the stimulus. points, what type of stimulus point7 and the length of
¢

‘the interview are issues that have to be met when using stimulated

recall methodology.

o~

A minimum of one week's fa iarization was carried outf with
. all teachersu During the following Week when lessons were fi ed
and'during the stimulated reoall interviews, no-teachers expressed
apprehension concerning the‘filming, or indicated th&t it had |
'influenced fhe structure of thelr lessons. For example, tea her 3—3.
commented in response to an interviewer questionz

I: Dia my,presence there with the camera influencg 'you in your
teaching of the lesson, the way .you structured.it? ’

“Ti Not really, I wouldn't say really. It was mpre for their

benefit as I say thdat I was trying to amaze [them with
this stuff. .

The behavior of the teachers during the filmi of the lessons
and the interview session-suggests.that familiarizat' n procedures
_were successful. ) ' S o I ' )
" The methodological data presented in‘Chapter v suggest that
both® interviewer and respondents were aware of and comfortable with
their roles during the interview situatipn.. All teachers stopped the
’videotape at stimulus points{,contributed a minimum.of 75% of the

;?:transcribed data and responded readily to interviewer'questions. ~
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On o 19 repérted occasions/did the respondents indicate they could

7 .
»not recall thelr thoughts. /Lack of recall usually occurred when the
‘ teachers were not directly/interacting vith the pupils or toward the

| .
conclusion of the interviewk_ It should also be noted that thoughts '

irrelevant to the lesson were also reported during non—contact perﬂods
with pupils. Whether teachers use non-contact "lulls" in ‘the lesson
.v:to have "mental breaks," to‘plan future instruction, or to consider
matters not relevant .to the present ins;7uction cannot always be

answered from the data in this. study. ne teacher suggested that it

\

~was difficult -to recall thoughts when she was not haying‘direct
exchanges with .pupils because there was no speCific and'prominent
stimulus such as a question or response that would "trigger off

recall of her thoughts - g" o a -

L 4
<

This high inciderice of- recall compares with the results of
| studies reporteéd by Bloom (1953) and ‘Gaier (1954) and supports the
. procedure of conducting the stimulated recall.- interview within 24
hours of filming the lesson. '
| _The length of the stimulated recall interviews rangedvbetween
.ongjand two hours with the majority being\approxinately one and a.half
‘hours in I@th. The length of the interview :hould be carefully
‘.considered in order to facilitate aocurate recalln>*Several teachers
in this study reported feeling tired after one and a half‘hours of
_ interviewing. ' | ]
An important procedure in the interviews in.this study was to
' have both teacher and researcher control the‘selection of stimulus
K points with the researcher taking responsibility for the selection

¥
of the majority of the stimulus points. The dama presented in Chapter

293

o



A indicate that both interviewervand respondent selected stimulus

4 ?dintsaover a wide range of interactions."The data on teacher
,/selection of stimulus points indicates they were more than twice as
likely“to stop the videotape at "Unacceptable Pupil Behavior" than

vwas the interviewer. This finding supports the claim of Blbom (1953)
who pointed out that respondents tend to select stimulus points .

. relevant to their need

. Why teachers selected thesé points was-not

always clear. “One pbuld hypothesize that they chose the points to

indicate thelr awafeness of the situation and to rationalize their

- o

behavior. This tendency for respondents'to'show a bias or a'particular
orientation in the selection of stimulus points should be moni tored
carefully by interviewers in stimulated recall situations where they

do not have the maJor responsibility for controlling the selection of

<

stimulus points. ¥

Validity and Reliability’of Introspective Data

SN
‘ When - dealing with the validity -of introspective data one is

confronted with the problem of determining the extent to which .the )
) interviewees reports of their private thonghts are actually th0se
‘experienced in the original situation Oné is confronted with three
linked problems when attempting to establish ‘that the individual is
-recalling thoughts processed in the original situation -One must
first of all ask, can the/individual remember, second%y is the

individual reporting his actual thoughts, or is he distorting them for

294-

. some reason, and thirdly is he only selectively reporting Ris thoughts7

“Gaier (1954) suggested there is no direct technique for

'establishing the validity of a subJect s reported thoughts and that it
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1s necessary to infer the validity of these reports. Gaiei‘suggested”
“there are several discrete methods by which one can infer the validity
of- the interviewee S reported thoughts.  One method of validation is
based on the degree of confidence with which the subjects report.their
thoughts. One quantitative chéck’is-to record the number of "No Recallf
responses given. The subjects in this study were specifically asked to

indicate when they could not recall their thoughts that had ‘occurred

. previously in the stimulus lesson. Table 23 reveals that the

Tl
%
W

Qccurrence of thoughts unable to be recalled was ektremely low for all
teachers." .

Gaier suggested another method of inferring vaIidity is to
stOp the recording of the stimulus data and have the subject describe
the overt eVents that occur subsequent to .the point at which the .
recording is stopped. \Ehis method is based on the assumption that a
“high degree of relationship exists between the accuracy of an
individual's recall .of the overt checkable activity ‘and the accuracy .
of recali)of conscious experiences While it is recognized that this
assumption is a tenable one, it is also "recognized that individual
needs and motivations act to distort reports-of personal experiences
to a degree that these reports are never likely “t0 be complete"

a3

(Gaier, P. 148)

Cow

While the researcher did not specifically stop the videotape
lessons to investigate teacher recall of subsequent

recordings o}
overt events in the lessons, the teachers during the interviews, did
voluntarily describe overt events which occurred subsequent to the

/
stimulus point being discussed. .Table 24 reveals that teacherswmade

—

,réferences to 62 future overt‘events in their lessons.
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These references were checked against'the'videotape,recordings of the
lessons and 1indicated that in all cases tﬁ% teachers references to the
futﬁre events were correct. R : . ' ‘ 4
-— When the intargiewer used probing and clarifying questions, A
the+ subgects were required to recall future lesson events on a number |
of occasions. of the S LA thcks carried out by the researcher on ~

teacher recall of future overt events in the lesson, only one proved

3 . RN PN

~to be inaccurate. .

Other factors, while not establishing the valldity of intro-

- spective data, can_provide conditions that enhance the possibility of

the data being valid. These factors include holding the stimulated

- recall interviews within a 24 hour period, involving volunteers in the

research project, providing a low-threat, non—evaluative atmosphere

'during familiarization procedures and interview procedures (refer to

-

/,-r

the low percentage gf evaluative and 1eadihg questions in Table 22)
and establishing rapport wi%h the subjects. ‘Bloom (1953) Galer (1954),
and Fuller and Manning (1973) considered the establishment of rapport
to be essential if onevis to gain Valid interview data. !

, There is:- rid single way’:to establish the validit.y of the
individual s thoughts. The data reported in this discussion suggest
the teachers were accurately recalling and reporting their thoughts

A

assf!iated with the stimulus points in the lessons videotaped and that

" as Marland (1977) has“stated "validity and reliability can be assumed

"
”

but not demonstrated or guaranteed" (p. 227)\



Chapter VII
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>

©.© CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS .

Conclusions . Y
N - .
During ¢he past two decades an increasing number of studies
have investigated the behavior of teachers and:. students in natural—

istic classroom settings.

Many ‘of these studies have used observation

systems. to code overt teacher behavior, and have contributed much to

the understanding of classroom life. However, there is increasing ¢

. recognition of the need to investigate all dimensions of the teacher!s

behavior, including the teacher's cognitive processes during

instruction} If it is‘assumed that thought is a determinmant of action,

then, it is suggested that for a comprehensive understanding of

eaching, there is a need to investigate what information teachers
. /

rocess during instruction, and how thelr subsequent action is’ related

- tb the'information processed.

- Py . [~ - . A - ,
Guided by the assﬂmption\that\thought is a déterzinant'of“

action, the major purpose of this study was to investigate, categorize

and describe the beliefs, principles, rules and other'factors (suoh as
ecological variables) that influence teachers behavior during the

interactive phase of teaching.

The second purpose of this’study was to investigate the‘content
of the information teachers process during the interactive phase of
teaching, while the third purpose of this study was to analyse the

ueffectiveness of stimulated recall as a research tool when used in
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naturalistic settings. ‘ _ ‘
. . D . . T’ ‘
The conclusions in this study are presented in relatipn to the

five posited research problems.

,Qgestions 1 and 2 . . _ L '

A

‘These questions are- concerned with what beliefs, principles,
rules and other factors influence teacher interactive behavior and how

and when these variables,are influential.
\e Co

Beliefs - ' ) ;Z -

The teachers in this study revealed a great variety of beliefs
that were»instrumental in gulding their interactive behavior. Teachers
revealed beliefs associated with the following areés:

i.\ All teachers expressed beliefs concerniig thelr roles as‘
teachers. &hese beliefs were”manifésted in factors such
- as/ihe teacherjs4use of small groups, peer,tutors,
integrated day organization, the classroqm clinate they.
desired,_the cognitive and'aifective behaviors they
considered were their responsibility/as well as their
‘interactive patterns of behavior'with the pupils in a
variety of teachingdlearnin; situations.
§ 2. The, teachers in this study all revealed beliefs concerning
. Tthe general classroom behavior of pupils as well as
beliefs that were generally associated with the age of the
pupils. Beliefs_associated with the general behavior of
.. pupils in the classro;n appe\ar_ed‘ to be at the "folklore"
level. For example;.the teachers/ponsidered that the _ 1;:

—~pupils held expectations of teacher behavior and acted in
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accord with thos expectations. Beliefs related to pupll

developmen%al level were qtated in general te
/Earely related pup&l behavior to specific stages
ﬂ//////cognitive or psychomotor development.
//”// 3. All teachexs revealed beliefs associated with How children
learn or how’learning was best pronofed,.and with how
R 'pupils remémﬁered.‘ The feachersywere eclectiC'in thelr
“ beliefs concerning learning and innicaped beliefsﬂthat are)
assoclated nith both benaYicrist and cognitive schools of
learning theory. For example, the”teechers believed that
the active involvement of the learner in the learning
prccess, the use of repetition, the need for ieaining‘td
be meaningful and the involvement of pupiis in problem
soiVing nere all important iearningvprocesses;; The data
suggest tnaf the teachers dn this study conslder there is
no-one best way for puplls to learn and.that different 4
,prccesses of learning need to be essociated with different
 tasks. “
L, As well as general beliefs'concering learning, teachers
expressed belief in the use of a number of principles
-associated with the learning process such as rein;crcement,

motivation, transfer of learning, and self-concept

‘maintenance-enhancement.

Principles | . : {
The data suggest the teachers in this study were influenced by, *
and used three interré@ated groups of principles, namely educational

psychology principles, general pedagogical principles and principles

’



1, The x&?ologicai principles used by the teachers in this -

‘assoclated with teacher style,

study reflected the practical application of theilr beliefs
ooncerning how children learned. Thgrefore, the teachers
revealedvin their interactive thoughts that they were
using the principles of repetition, reinforcement,
motivation, cognitive feedback transferoof learning and
the active involvement of the pupils in the learning
process. Not all of the teachers revealed use of all
these principles and rarely ;ere they referred to in
technical vocabulary However, the teachers did indicate
that they were consciously using these prinCiples, and
expressed this consciousness by stating their beliefs
concerning the impoxtance of these principles in the
learning process.
‘. Five generai pedagogical principles were referred'to and
 used by the teachers in this study. Not every teacher
. made reference to every one of these\principles which were
used during various stages of a lesson or during a
particular mode of presentation.’ While these principles
~ appear to rest upon psychologiual bases, these bases were
not always nade explicit. This suggests that a numher of
| the teachers in this study operated upon a "folklore"
level or naive level of psychological belief.. On the other
hand, the questioning procedures used in the sfimulated
In recall interviews may not have been sophisticated enough to

I -~

ascertain the supporting bases for these general

I -

i
|
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pedagogical principles. —
3. Three major principles assoclated . with teacher style -were
.rTevealed 1n this study. These principles indicated that
z@ the teachers monitored their own behavior, attempted to
present themselves to the pupils as warm, supportive"
people‘who were readily receptive to approaches from the
pupils, and that they suppressed‘their emotions to assist
’glﬂ " ‘with classroom management, the development of the class-

‘room,climate and the enhancement of pupil self—concept.

Rules ‘
F‘ew rules were cited in this study. Those rulég-cited by
teachers generally referred to classroom management procedures and
' appeared to have Iittle influence on the teachers' overall classroom
behavior. |

Other Factors

| -
'Two other ma jor sets of var}ables revealed in this study

appeared to influence the behavior of teachers during instruction.

"A variable termed\idiosyncratic\intrusion appeared to representva
dimension of the teacher's value system or personality and influenced
‘the teacher's behavior by intruding into and disrupting the planned

- flow of the lesson. | | |

A major set of varia;les, termed ecological appeared indivi-

dually and collectively to influence teacher behawior. ' These Variables
influenced teacher instructional tactics, lesson organization and at

. times mediated the influence of teacher-held beliefs concerning -

.teaching and learning. : -
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. The findings in this study suggest th¥® teacher belief

systems -and the incorporated principles which guide teacher behavior
are complex and many-faceted. Furthermore, the interactions between

beliefs, and between beliefs and other variables, appear even more

complex.

Question 3
Question 3 déals wlth the content of the information teachers
processed during the interactive phase of teaching. 7
" The teachers in £his study showed marked simi;arities

concerning their siyles of information proces%ing and the content of

"the information they processed.

The nine teachers in the study proceSSed‘the followling
information to a lesser or greater degree.
1. The-teacher% consisteﬁfly, throughout all phases of all
lessons, codsidered instructional tactics they had used

or were contemplating using.

-

Id

2. The teachers consistently showed ;Mareness"tﬁroug§~their
perceptions of é great variety of studé;t behaviors in ..
the Elassroom. Gross behaviors were generally reported,

1} however,'seven'of'the nine teachers reported subtle
‘student-expressions or movements. Téachers frequently
placed interpretai!gns upon their perceptions.' These
pérceptions and interpretations were instrument;l in

inﬁ&uenqing'immediate teacher behavior.

& 3. All teachers in this stﬁdy carried around a great vap&e{;/'

of information in their heads concerning the character-

istics and behavior patterns:of their pupils.




-3

e P N 2 T g
X o AR DR A I Ry NI gl it A SRRt L a2
R R L S St e e R RS TR SN T Rt e d

T his knowledée,iwhich’helped teachers form expectations

hfor.pupil_Behavior, was also a factor that helped shape
teacher-pupil interaction. . ‘ ‘

A, Teachers revealed beliefs concerning how pupils learned

but spent little time‘reflecting upon pupils cognit}ye

\

N processes. ‘
5. A sallent feature of the mental 1ife of the teachers in
- this study was that they consistently were aware of aspects‘
.7of their own behavior in the classroom and were conscious
-iof ‘some of the influences 1t might be having upon their
upupils.» ' »‘b :;.‘ _" o s 'rﬂ., ’
6. Lesson obJectlnes and lesson content were considered by

all teachers’in all lessons. The majority of the ]

: obJectives referred to were specifically related to the
lesson being taught |
7+ -Teachers revealed little information that was not relevant
to the lessons being taught
8. All-teachers in all lessons revealed emotions that were

both negative and pos1tive.

3

Question &4

Question 4 refers to the influence of grade level, subject

area or lesson mode on_ the content and style of teachers information

~

‘processing. B ;?\\\\\

Prima facie evidence ;;;;ests\that the contextual variables
of grade level, subject area or lesson mode did not have a Pervasive
influence upon the teachers’ behévior. Only one noticeable trend

warrants mentioning. There were some teacher behaviors that appeared

-~
-
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.to be associated with discussion;:?ssions that sugéest-the need=for;
further research. First of all, when teachers referred to their
”general'teaching objectives'they invariably‘didlso in discussion
sessions, and secondly, teachers called upon their general pedagogical
principles to gpide their behavior. in discussion sessions more often

than in other types of interaction with their pupils.

- Question §

* N ) ‘ . ! .
Question 5 refers to the strengths and weaknesses of

‘stimulated,recall methodology when it is used as a researéh tool.

.The classroom familiarization procedures, filming procedures

 and interview procedures adopted in this study appeared to minimize

positively upon their experiences in the research proaect

researcher influence upon the subJects All subJects-reported

The stimulated recall interviews provided a rich‘source:qf
information and while analysis is complex and time consuniné,‘it is
nevertheless rewarding in thefinsights’it reveals concerning teacherS'
mental behavior during instruction. ‘The use of stimulated recall
methodology reveals information conberning‘teacher behavior that'isv' s

not- apparent to an. observer with or without a coding system.

clntrospective data in this study revealed that much of the teacher's &,

behavior was reflective, that it was, guided by beliefs, principles,
obgectives and expectations whose influence was often mediated by
ecological Variables. What may have seemed tq the observer to be
capricious behavior on the‘part'of the teacher'was shown not to be so

when. the teacher's cognitive processes were revealed.

v
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: C _ lmplicationstand‘Recommendations
v The results of this study Hhen added to the data base of

Marland s work have certain implications for teacher education and )

~

inservice education._ e “; e ‘ _f . o ) -

Teacher Education .fp7;i. o - o ,t ‘

. d_i'la This study suggests«that the important role given by the l
7 American Association of Colleges ;} Teacher Education to g
3educationa1 psychology in: preservice teacher ed cation is
warranted All teachers in this study showed Ma psycho—
v ‘logica.l awareness" associated with all aspects o] \thei’r
'.teaching and used a maJority of the psychological
principles outlined in Table 1 in this study. As well,/,;
"voverarching and general pedagogical principles appear to
-rest on psychological bases that were implied and at other .
times expliCitly stated by the teachers in this study
>~v2. 1The importance of thought as a precursor to action suggests
,that data conoerning teacher information processing could o
become part of preservice teacher education curricula.
What tues teachers attend to, how and why they make certain
decisions and the general phenomena they consider about’
teaching are all important information that trainee
teachers should be aware of before they commence teaching.
3. Stimulated recall appears to have value as a diagnostic
tool and could be used uith.some students to analyse their

teaching behaviors. -
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“Inservice Education

&

The richness‘and complexity of the introspective data suggests
that traditional means of supervision involving an observer spendingo
‘time in a classroom and then commenting on a teacher's "performance" 5
‘could be an inadequate and superficial approazh to supervision intended
to improve teacher effectiveness. The findings in this study would -
suggest that one has to penetrate below "surface" level behavior and
find out why teachers are behaving in certain ways before effonts are-
made to alter heir behavior. The data from this study would appear to
support the clinical supervision approach advocated by Goldhammer

(1969)

Methodological Studies

. The use T stimulated recall in naturalistic settings is only
in its infancy, herefore, there is need for the different aspects of
the methodology to be refined and explored.

1. There is the need for studies to ascertain the general

saturation point: and tolerance level of teachers

concerning the number of stimulated recall interviews that
could be carried out with them and over what periods of = .
- time, .

2. There 1s a need to select short periods of teacher—pupil

« interaction, for example five continuous minutes of

teaching and explore in detail information Processing.

3'. Studies using stimulated recall need to be continued in
naturalistic settings, but also néed to be carried out in
the laboratory setting where independent variables can be

"controlled- and manipulated.’
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L. There is a neeq for longltudinal studles to gathez data 5 ’
»eoncerning variations in teacher information processing at r
different stages of the school year such as the start,
middle and conclusion.

5. It _.would a.ppéa.x“ that wheh.stodies use stimulated recall to’

| .. gather datayythere is a need to use otert obserﬁatioo' “\\;
systems related to the phenomena being‘fnvestigated in \\\- '
oroer to corroborate the stimulated recall data and assist
aith its interpretation.~ N

6. There is a need to build on and explore the rich data base
provided by stimulated recal metﬁbdology by following up
~.with indepth'interviews and ther data gathering methods

such as projective ingtruments. : : I

7. There is need for de ailed case studies to investigate ff
: A ; : < ¢
' . S . 3
the information processing of "master" teachérs in a ’
variety of situations and also the information processing —

studies are re uired to investigate variations in teacher
styles of inf rmation processing and $@b content of the
information hey process.,: This would suggest the need for
further expl ratory studies. \\ / ) ;
o 2, This study suggests specifically that there is- a need to

",,further investigate in detail, teacher information
. . B ; » . e ,\ .
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o

There is a need t0 investigate the mental processes of T
teachers when they are working in a variety: of organiz-

. ° < . . *
ational settings in order to ascertain their coping

strategles.. :

—~
-This study has revealed that teachers process information

concerning beliefs and a variety of psychological
principles. This data base requires adding to in order to
contribute to theories of teaching._

There is ameed for studies to investigate how teachers
i

vauire beliefs, overarching principles and general.

‘pedagogical principles.

.The importance of beliefs in determining teacher behavior

suggest that there is need to investigate if teachers
possess hierarchies of beliefs.

The pervasive influence of ecological variables upon

,teacher classroom behavior suggests that research in this

area couldﬂcontribute tc an understanding of teacher

behavior in the classroom. Research inbthis/area would

appear to‘be‘particularly appropriate in open,classrcom

settings. . ,

- This study indicated that some teachers do attend to subtle

expressions of pupil behavicr. vaperceptions are ) -

-

= : : .
. important in¥influencing immediate action, then there is -~

need to furtherdinVestigate if teachers attend to subtle

L
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11,

cues,yﬁow they interpret them, and how these cues
influence teacher behavior.

If, as Brophy and Good (1974) SUgS§St, teacher self—i‘ﬁ

‘monitoring is one indicator of effectiveness, this

'behavior,chafacteristic of feachers requires further
detailed inQestigation. _ » ' “
There is a need to investigate the ﬁhought processes of
studenfs in»order to galn their perceptioné of teacher

use of principles such as motivation, réinforcement, and:
selféconcépt‘maintenance-énhancement. " This 1nforma£ion
wéuld‘provide teachers witﬁ feédbackiconcerning théir'
teathing and could also coniribute to theories of teaching
and learning.

3 . ) . - X . 0
There is a need, to investigate the relationships between

general pedagogical principles used by teachers in this
study and pﬁpii'product measures.

P
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Pre-LessonvInterview

.

The purpose of this interview, carried out Just prior to every
ulus lesson videotaped was to gain general information about the
lesson that could be used to assist in the interpretation of the
teacher S intera ive thoughts and also to develop lesson vignettes.

"ersonal communicationw January 19?7) the

P
S

On the advice of Marlan
interview was deliberately kept short and was structured so that the
teacher was not forced to rationalize, Justify or alter his plans.

Organization of the Interview 7

1. The interview was audiotaped.
2. The interviewer commenced the interview with an open-ended
questlion that gave scope for the teacher to reveal the extentjof
’ L T - . - !

her planning.concerning\the lesson's objectives,'content, organjz-

' ation,andvmater 1s to be used. The question used was:

"What will be happening in this lesson?" . . - N

3. If the teacher made no mention of lesson.objectives, content,
organization and materials, then general, open-ended probing
_ questions were used to elicit the required information.

-

4, The interviewer observed the following strategies:

. avolded agking evaluative questionsuor passing _udg%Lent;

. avolded asking leading ouestiOns and making suggest o%s about

!
r

the teaching of the lesson; ' o |
: /

. when confirming or cla;i&ying, built upon the ‘eac er s words

i[’A ":to lock"
teaching

|
B
/

"+ avoided havin

. details. The erviewer was cognizant of no w et
“the teather into, structur% which would inhipit

;behavior.
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¥ Sgigg;x of Categorleg.in the Expanded Brophy—Good
o : »Teacher-Pupil Dyedic Interaction Classr oog

S Obse;yation System1

VY
- i

| ‘The major aspects of classroom life coded by this system are
\ represe ted by the foun cells in the diakram appearing below. Within

it
i
i
+
i
¥
i
i
i
i
i
i
'
1]

¢ en down into still” smaller units \\\

\ (i o A \J

\ j .
Ja Public-response Pripate dyadic =
] : y opportunities teache pupil contacts
Vo
‘A. o . e C‘E / N
. ) . I. Respondent-type | I./Work-related
' .- Teache: \ I, Questions—type II Personal
j affordéd . | - III esponse-type IIT. Procedure—related'
; SN ‘ IV, Feedback-type /IV. Behavior-related
- - N vl - |/ V. Don't know
: /B, | D. : |
Student '| | T. Student Initiated| I. Work-related .
Initiated f ! Questlons II. Personal-related
P II. Student Initlated| III. Don't know,
~ A / Comments . ,
. o AN

A, Teacher . Response portunities

T o The th ee _ey aspectS/bf this category of classroom event are:

child in ended/to be monitored by the class or group with o
which - he‘teacher is working,

(b) they: o

when the teacher asks a question requiring
either '

a verbal or nonverbal response;

]
() only o%e\child makes the response.

For each response oﬂportunity that is coded, information has to be

checked q@f in each ¢ f/ four sub-categories: (1) type of response

‘opportunity; (2) le 1/ of question asked; (3) quality of child's

answer; (4) nature- fythe teacher's feedback reaction.

7
s

1Based on‘summary from Marland (1977). -



I. Types of 'responsé opportunity

II.

Predesignated (PRE):

Non volUnteers(N; VOL)s

<

Volunteer (VOL):

Called out (CALL):

Level of question asked

Process (PCSS):

Product (PROD):

Choice (CHOIS):

e
or

Self Re?erence

)

" (SELF REF):

i

. subject-matter related
subject-matter related

teacher names the

.//
/

[N

for a response’from a child who has not

raised his hand ;

“teacher asks a -question first- but calls

teacher asks a question first and invites
a response from a child with hand raised;

teacher asks a question but a child
calls out the answer before the
teacher has a chance to select a
respondent; the teacher nevertheless
responds to the child who called out

question for which a specific correct

© answer 1is sought

question requiring an answer to be

selected from one
presented.

of the alternatives

—

question requiring child to make a

y requiring student-to integrate
) - show knowledge of their - -
relationships.

non-academic¢ contribution to the class-
This type of question
has then to be further classified as

room discussions

SUB) or non
NON SUB) and

then whether it requires the child to

show a preference

PREF) or to give

question requiring student to take a

position on 3

<
outcome of an expe;
$ituation.

other hand if th

ssue or to predict the

»?g§;§mation about his past experience .

iment or hypothetical -

If\the 'child gives no
response (NR) this 1 coded.

On the
child does respond,

the teacher's reaction to the answer is
raised (¥), criticized -

if it is
1ggored (69,

coded:.

(=),

% pted (ACPT),

1' ?
o

'ch11d. first and then .
asks a question; -~ e
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integrated (INTEG), into the ongoing
/ discussion, or if the teacher -

disagrees (DISAG) with the child's

opinion. o °

Pl

III. Quality of child's answer °

The child's answer is coded as correct (+), partlally correct
(1), incorrect (-), or mo response (NR) but, if the child
indicates that he doesn't know, this item of information is
, also coded. '

IV. Nature of the teacher®s feedback response.2
The teacher's reaction to the child's.response has been
categorized as terminal 0r,sustaining.E\Reagﬁigzéwhich is
terminal, that is, it has the effect of term ng the inter-
action with the child, could be one of seven types.—.The.
teacher may praise (1), criticize. (Z), provide no resﬁBhse\QNRg

glve process feedback (PCSS), give the correct answer (GIV ANS),

ask another (ASK OTH) child for the answer, or the answer may
be called out (CALL) by another student.. Reaction which is
sustaining, that is, it has the effect of prolonging the inter-
action, could be one of three kinds. The teacher may repeat
the question (REPT Q), rephrase the question or give a clue
(REP. or CLU), or ask a new guestion %NEW Q). 2 Yy

B. Student Initiated Response Opportunities

. \ ‘ ’ } .

I. Student Initiated Questions )
This category of response opportunity is used if the student
asks the teacher a question regarding the subject matter under
discussion or some other matter. If the student calls out
(CALL) the question without prior teacher approval, this

{ " point is coded and also if the question is relevant (REL) or

: irrelevant (IRREL). Two kinds of teacher reaction-to the

‘question, praise () and criticism (=), are coded if they
occur, and also types-of teacher feedback. The teacher may
provide no feedback (0)-(i.e. ignore the question), delay
(DELAY) her answer, not accept (NACPT) it into the discussion,
provide a brief or long answer or she may redirect (RDRCT)
the question to another student. Three other.categories
praise (¥), criticism (=), and warning (WARN) are provided
if the teacher makes a reaction related to the student's
behavior in initiating the question.

.( t \ Ky
Modifications to the sub-categories of teacher feedback as
defined in the EXpanded Brophy-Good System were made and are reported
in Appendix B Section II. ' a

~
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Student Initiated Commenis

The detalls surrounding a student initiated comment that are
coded are very similar to those for a student initiated

question. All but thrge teacher response categories,. brief
long, and redirect (RDRCT) are retained. They are replaced
by another three. The teacher may accept (ACPT) the student
comment, integrate.(INTEG) it into the class discussion, or

.

‘may use it to‘shif% the directlon of the class discussion.

C. Teacher Afforded'Dyadic Contacts

I,

II.

III.

Iv.

V. Don't know (?) is coded if the teacher-pupil communication is

[

Teicher Afforded Contacts (Work-related)

These are'instances when the teacher makes private contact
with an individual child about his wor . Several features
of. these contacts are coded, Theﬂcontact may be long, brief

~ or it may be one in which the teacher just observes OBSV)

without entering into verbal interaction. If the contact is
al brief one, praise (%) or. criticism () is coded also’
if‘ihe teacher's comments include such reactions. A don't know
(?) category is used if the interaction between teachér and
child is not audible to the coder. -7 e 493

Teacher Afforded Contacts (Personal) .

These contacts do not involve either work content or procedure
but are of a strictly p onal nature,

. 8 N
Teacher Af}orded Cont rocedure-related )
Within this category ctlon is made between those
instances when a teacher WWeks a favor (child helps in
running the classroom) and those in which the request has to
qggfith getting the child ready to work. The latter are
cbded as management (MANAG). Thank you (THANKS) 1is coded if

,the teacher thanks the child following the hanagement or favor

request. ., .
Téachei-AffordedJConfabts/@Behaviof—related)

This category is used whenever. the teacher makes some comment

on the child's classroom behavior. They are sub-divided into.
praise (¥), non-verbal-intervention-(NVI), warnigg% (WARN),

and criticism (2). rs which the teacher makes \when warning

a child are also notéd. .Three kinds,of errors, tarfet errors
(TARG), timing err (TIM), and overreactions (OVERT) are '

. coded. The no error category is used whenever the teacher does

not make one of the three errors. Provision also exists for
the coder to record his uncertainty (?) ‘if he is not sure that
an error has: occurred. - = ‘ .

W



G ETT L gy 5 et o e

o N . - o o

@ -

inaudible to the coder and the coder is unable to-determine
which of the above four types of teacher afforded contacts is

occurringe

Student Initiated Dyadic Teachethupil Gontacts
(referred to as Child Created Contacts oh.the coding sheets)

V“

I.

II.

III.

‘also coded, whether the teacher offers praise (

»Child Greated Contacts (Personal-related) W

- contacts the!

,Child Cregted Contacts (Work—related)

. This type of contact may relate to work content (CONT) or work

or criticism -
(Z) and whether the contact is brief gg or delaxed (DELAY)

procedirés (PROC). The teacher's feedback to t tgb child -is

»~by the teacher.

~—

In this category there are two first-order divisions,f

erience (EXP) sharing and procedural (PROC). All experience
sharing contacts are personal ones in which the student

teacher to tell-him something which is not related

to either classrpom work or procedure. The teacher's response
is ¢oded as either acknowledged (ACK) (i.e. the contact is
acknowledged by the teacher) or delay (i.e. the teacher
indicates she is unable to listen or talk to ‘the pupil at
that time).

A procedural contaet occurs when the pupil is making.a request,
offers to do an errand, or reminds the teacher of something.
e teacher's reaction is coded as grant or non-grant (N GRANT)

(teacher*has or,has not granted the request) or as deldy -

. on(t Know

N o °

If the communication in.the child created contact is dnaudible

to the coder, the don't krow (?) column is used.
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. Section II

'Definit"ions of One Modified Category and Two New Categories in = °.
the Expanded Brophy-Good Teacher-Pupil_ Dyadic Interaction .
7 Classroom Observation System

L
3

= A

" This category. of terminal teacher feedback in the Brophy-Good
system has been restricted in meaning in this study. This part of the

‘ origiwgl statement now embodies its full meaning.

b

"If the teacher makes no response whatsoever’following{the

- child"s answer t0 the question, he-is coded for no feedback
reaction (0). This means that he makes no verbal response to
the child .and does not communicate affirmation or ‘negation by
shaking his head in response to the answer. Instead, he merely
moves on Yo somethlng else, perhaps by starting to make a new
point .or by asking another child a question. . ... It :
frequentlf@happens that the teacher makes no feedback reaction /

, at all to the child's answer, especlially in fast moving

question drills where,he is pushing to get correct answers
in an impersonal fashion, without paying attention to the :
individual child giving the answer" (Brophy & Good, 19?0 p. 17)

Ai‘firmative Teacher Reaction (AFFIRM)

-This category of teacher .reactlon within an academic response
opportunity is defined as a terminal teacher reactior whith does not
go ‘beyond the level of simple affirmation. . The teacher simply
indicates that the child has given a correct response. He does not
communicate a warm personal reaction to the child. There 1is merely an-
impersonal communication of information. For example, the teacher

‘repeats the student's answer or thanks the pupil without explicit or

implicit praise. The teacher's intent is to terminate student
involVement. i ; T

Repeats Student Statement (REP Ss)

K}

S This 1$ an additional category in the set of teacher reactions
in ‘academic resp%nse opportunities described as sustalning. In this
category are to be coded all’ those instances when the teacher repeats
the’child's answer in a quizzical manner without indicating whether he
consideis it to be correct or incorrect, or when the teacher restates

vthe pupil answer for the purpose of having the student confirm what he

had just.sald. The statement sustains the pupil's involvement in order
to clarify for himself"- and/or others the meaning of his previous
response. .
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Stimulated Recall Interview

Material to be ?resented\to; and Discussed With the Intervieueei,

" Introduction ;

-

o

-
During the past ten years "Teaching" has -received increased

emphasis from educational researchers. A numbex of researchers have
-y o - -
: maintained that research into teaching can"only take place in the
classroom and that through observation of “the teacher's overt actions.

: information can be gained that will assist in the development of

“ObJectives of the Research

~At the present time very little is known about teachers' thought .

processes during instruction.‘ These processes are the focus of interest i’g&

L3

’ of this research prOJect. The obJective of this researchuis to find

-

out what information teachers use during instruction, why they use

this information and how they process this informdtion. The thoughts

teachers have when they are explaining, reviewing, questioning and
';drilling etc. and making decisions is of special interest.b How well

the lesson was taught is NOT the focus of the interview.

Role of the Teaéher/Interviewse

The method used in this research project to obtain data on

4

‘teachers' infornation—procnging\duringinstruction is called / .

"stimulated recail." . Asking teachers to recall.after‘a‘}"efsson,the°



o
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thoughts and feelings they experienced whilst actually teaching the

lesson -has not proved very satisfactory. Recall of thoughts and -

feelings is facilitated when teachers axe shown a videotape of the

’\\ 1

lesson, ‘Seeing events in the lesson on»videotape helps to trigger or

@

"think ou

Ee

stimulate recall--hence the term “%timulated recall.”

| | \ x
Whereas it is possible to have people in _some professions

loud" about their professional duties because they are not -

interacting with other pe le{ it is not possible to do this with

\teachers because it would interfere

‘We know that the mind

. th the instructional process.

' interact with children in the classroom they:

... become aware of many more cIassroom events than can be :

.react to classroom events intellectually and emotionally,in

"inferred from their verbal and overt non-verbal behavior,

[

ways which even the most perceptive observer could not
detect because they are internal. Many reactions, inter-

pretations and diagnoses of . pupil behav;or 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- cd&rses of action considered, the reasons

for the final choige of action are frequently not declared
or revealed; the observer is not privileged with this

"insife" knowledge, and with the various rationales used to

make a cisions. e

use m rules, principles and instructional strategies that
the observer 1is not aware of.,

Asothe teacher relives the lesson by viewing the videotape, he/

‘1I‘

'she is invited to provide T detailed account, toﬁtalg aloud, aboutz

Thoughts,-feelings, moment-to-moment reactions during

] inStruotion,”

‘Conscious cholices: (i e. when you chose to do or say one

thing rather than other things, or when you chose to say or

rks faster than the voice. -As teachers

¥
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do nothing) and the reasons for choosing to do or say that

particular thing.

You may stop and start the tape as often as you wish.

The interyiewer‘will also stop. thé tape on some occasions .
to ask you if you can recall your thoughts, feelings,
reactions, etc. in relation to cerEéin classroom events.

»

The interviewer's ‘role is simply to assist you to recall

what you thought and felt during the lesson

As you view the tape you will probably form new impressions
of the lesson and of events which occurred during the

~ lesson, and think of other things that you might have said .

or done. Try to distin&uish during the interview betweer
the. thoughts and feelings you had during the lesson.and
those you had after the lesson or when watching the video-
tape; ensure that the’ interviewer is aware of the .
distinctions too. S

- If you have any questions, the interviewer will be pleased .

to discuss these with you prior to the interview.
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For stimulated recall interviews, the VIR that takes half inch

‘reel-to-reel t pe was foundpto;be preferable.to the model that

uses three q' ter inch tape cassettes. The reel-to-reel model

'permitted instant stops at specific points, whereas’ the three /-

- quarter inch model did not have as. much precision

:)The investigator found it preferable to use the one set, or

identical equipment throughout the research progect This was

'done in order to avoid unsettling the subjects with the intro-
+ duction of, equipment that might be noticeably different.'.

All equipment was set up at least\half an hour before filming and

checked to see that sound and film images were clear. However,

-

this researcher found that once teacher and pupils had become
familisr with the equipment, then the familiarization phase of the
study was'facilitated'by assembling and\dismantling'the equipment

at various times during the familiarization period. This was done

- so that it would not unduly disturb the class if for any reason

the equipment had to be assembled or dismantled during a lesson.

. All equipment, including extension cords, was - placed so that the

pupils and teacher's normal classroom movements Were not
disturbed. |

It was found that to most efficiently keep the focus of the camera
‘on thq teacher, that the camera, monitor and VTR should ‘be placed

in éne of the rear corners of the classroom. It.was considered

that for the purposes of stimulated recall that it was more

S~

-
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inportant to filn the full fagial expressions

qppoged to the’ frontal facial expressions of 1 tHe children.

obJect in the research, the technique of keeping the

the maJority of the time was employed However, care (was taken
always. to include the teacher's focg of interest. in the camera

range .- It was found that it could be a distracting digression in

the"stimulated recall interview if the camera focused pn events -

4

% .
: that the teacher was'notvaware of or participating in.

each lesson filmed. - ' | ] . ’ *

The quality of the film image'end sound was monitored throughout

@
/‘

a. The film quality was checked by referring to-the viewer
. . : L

: at the back of the camera and ‘the image on the T.V.

monitor screen.

b,v'Sound was checked directly by the uSe of an e

of an earplug was preferable, as. monitor sound can cause

feedback_noiserwhich could disturb the teacher(and‘class.
c. The researcher continually’checked for.extensi nfmicrophone g
i cords_being disconnected and children.;ccident;lly
switching off‘the microphone.

Before filming,lthe VIR counter was set at zero and the number



0 e s

s s

10.

11.
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«

that filming finished on was noted.

k1

It was found that the Sony P-540, a directional micrOphone, was»

sensitive enough to pick up sound within a. radius of 15 to 20 feet

‘The researcher deveioped the strategy of finding out from the

teacher where most of her movements would. oceur during the lesson:

so that the microphone could be placed to pick up the maximum
sound of the interaction between teacher and pupils.

Several points should be. noted concerning the use of tape
recorders in ‘this research\project -

':a..vBecause of their pgr bility, cassette recorders were

u'

preferred to, rqél to reel recorders.

..... f\\ ‘”

.w“fbr/fWhen recording, thegresearcher always. checked to see that

both play and record buttons were pushedf

3

e ofpan~ertension;micr9phone attached to the cassette
) .recorder’nasrused toballow the intérviewer more mobility
) during ‘the stimulated recall interview.»
d. The quality of the recorded sound was monitored throughout
) J

"the interview.‘ .

e. During the interviiffsituation,vthe cassette recorder was'

placed unobtrusively $ Was not to distract the subject’'s.

attention from the T.V}Qmonitor and the interview itself.
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Teacher 1-3 Language Arts '
Time Event ‘ . \
Teocher . .
24 |directs +weo | It Did you have any thoughts then you know, with X and Y, any
f“f“’ +o feelings? : -
work

“Ty No, I think I guess knowing these two boys quite well, I know
if I hadn't said something they would have
‘whole period and not have accomplished a si le thing. - It
probably would have been more of a disrupting factor then.
They wouldn't have been doing any good then, that's why 1
called to them right away instead of allowing them t0 cause a
big disruption for us.

I: Sort of later on? . ‘ - N "

Ti Yes.

o e e o e e o s ot = o o e o 0 e S e o e G it i S o S

L '?,,‘: 'l Jeseib) 1. I was thinking about his description at that time. I had a
‘o Story laugh how he described it because it didn't come out in the
: story and I was thinking to myself at the time how a child
would immediately react to that. How would he know that it was’
pirror? He said to me, "He walked around,” and I askeéd him did
. : he run away. "No he walked around the mirror," no he could .
tell it was a mirror. I had to kind of laugh because at that
—— ’ ' - time in the year you know how they really, what they would
' 1 think in a situation in a story like that, it. just kind of
' made me curious.there. B . '

-t o —— -— ] -

[ ] .
. 4-%-_ ;T::t:s 'P"‘?." I: Any thoughts when you mgntioned X there?
ca :’lfw:‘rk.ro(d Tt That was a point just before that, that little girl came up and
iy #m he was t0ld me X wasn't working and I had been .watching him playing "
.t “'"‘"‘/ for quite a while and I really, I just, I guess I don't know
eght. really what I was thinking at the time I just muttered, "Come -
: on, get going at it again." . Not really feeling that he was S
doing anything that was really disrupting to anyone else except
to play with but not doing anything, you know that just that hé
needed a reminder to get working. Other than that there was
- nothing that was §:nggﬁcant there. . ‘
- N __—____; \,3 T
53 anP;l; Ti At this point right’here, this little guy in here I know I was
 |Seisee starting to get a little bit frustrated with him because he

came out,' to get.scissors again, he has a continual thing with
scissors, he's always losing scissors and when I had to get:up
and leave the reading group because he couldn¥t find scissors
again, well it was kind of a little bit of distrac¢tion that was
e 209, Much type of distraction. I had to pull the students away
" physically from their reading books.

®

I: Do they all have their own pairs ¢f scissors?

'
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Teacher 3-1: Language Arts

R

Pupils voted -
on contant
of 3+pry

' Pupus voting

twice on
Choiee -of
PTObI‘A. {or
47\«- story

mpu ckosms

port of contauf
ot Story.

Spontamesss |
H\Dusfﬁ— by
teacher

There I was thinking X had written a story about a cat, some-
thing and a cat and I could see she was on one tack now, cats,
so everything was going to be written about cats so I was
kind of hoping they wouldn't choose that one. They didn't.

——————————————————— . ]

You went through the selection procedure twipe then to get a
cholce. What were your reactions then and égpecially when
they decided on. it"

T: A tension, because I knew that some of them hadn't ralsed thelr
hands at all, they were just kind of sitting there and by .
stopping and doing it all over again, I knew I would pick up a

- few. I knew they hadn't been. responding I was at that ‘point
in fact, very aware of &. He was sitting at the table and I
knew fhat he hadn't raised his hand, he was one that hadn' t
put it up and I was d@isappointed beca.use he's an excellert °
story writer and I had expected him to kind of lead the way -
miybe with the story, get it on the right track. This is why
I was generally disappointed in the lesson because there's
-about five of them .there that could have,” and I chose them
deliberately to start the story, to get 1t off on the right
track and they kind of let me down. They got off on the wrong
track and Y just didn't say anything, and Z was fooling a.round,
and the other three that I asked k nd of got off to a mediocre
start.” So I had kind of anticipated they would lead it along
and they didn't, so I was, I had my eye on Y there at that
point, WOndering why he hadn't said anything.

-

) Did you have any particular thoughts about their choice of
topics then" . , .
I knew it wasn‘ t a good choice. I .could tell at this point the
story wasn 't going to dcvelop very.well but I figured it's
their choilce, they re goimg to have to work with it, so.

% -
0 thal
litrary called "The Ehnperor and the Nightinga,le" dand f kas Pt
Just mentally saying to myself T should:bring it im agd “read
it to them because they'd be interested in ‘4t ‘as aulanguage
-project and also.as soclal because it's about: 4he Japaneﬁe :
Emperor, So that's why, later on, he Just said a ym&nd: z
later on I called it a nightingale which was quite unco’fiscious. v

e

I: You d‘l’dn t do that deliberately"

No 1 dxhn t. And then T redlized after I
I've put ithe ideas in his mouth, I Juould.n

Ty s%iu it I"'thought .' R

have sa:ld that

!.{

|

'
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Time Event

Teacher 3-2 Social Studies

q  [Pupils’answers ' ~ o

. o $eache rs I+ I'll just pause there for a second. Were you having any

' Qquestien specific feelings or thoughts about the children's responses
abou t .| -, then? '
manufn&furu\s :

T: - No, just a generdlly good feeling that they were getting at
what I wanted to get at. They realized that these things were
‘manufactured in Japan and they weren't having any trouble w}th
that at all. I think when you study another nation afid can
find samples of that in your own home, it helps to make it a
1ittle more alive and real to them. I felt good about it. "

I: Oh right. ° St

- o o o e e e e B e e 1 e i e T T o A S e

qt Pupil asked | . . o - ‘
) z teaches a T: That rather bothered me thére a little blt, because her

quesion » questions, I felt gt that point that I hadn't gotten the other
. about Sea points across to ffyat all. So I thought, 0.K. it does need
;"tﬁ’“c“: a - clarifying. 1 okjendwonder about X, she's often inattentive or -
o r

appears to be inswtéentive, and, you can't always tell with kids
y¥ou know, whetler they are truly inattentive or whether they're

D Jidst mulling-dver what has been going on, and in this case
she hadn'

been mulling anj’thix\lg over I don't think.
I . o

________ ————— - ] -,,;l-—-_—____,— - /

1o _(Pucs-h‘cn +eo | ! :

- /
P“P."S +o | It What were\you thinking or considering when you asked them how
chetk on” * " many agree\ or how many disagreed? . :
(‘.omprchu\s:;n v o ]
of concept T: Oh I wanted 3o see just how many of the kids were %4ke-X, that.
of whether they had more\Qr less missed the point and also how many' of ° N
Japan “P',#_  them had forgot}en the previous lessons vhere we talked about
@4 “oF import- food productdor/in Japan, and how yes they can be basically
- {ed £ood. . self-supportdmg, but every square inch of -availlable land has to
“ be used to its utmost. And a few had completely, ,it scemed,
‘ forgotten that, so it™was a good thing in Ay mind, that she
had brought it up again. . o ‘ e

-5

e g s o e o et o o e o e o e e o . " ;

“|Pupil asked| ) .
A acher a | It Y brough.t that. quest}qn pp@d_}_d be? L /
question Ti Yes Y did. This bothers he too in the lesson. When I was
gboul" Jap- student teach?tlng, I always had notes right in front. of me
£ . : 'M“’I'F' because I always forget things that I want to bring out, and
, on plane I was glad Y asked me to go back to that one, because, again,

I had forgotten about .a point that I wanted to bring out. I
get very annoyed at myself when I do things like that.

I+ .Would yduhhave notes if the lights wéren't swjz;tched off?

Tt No, I should I suppose. But generally after I've tauvght a
i lesson I'11 go back to the material itself and see what I have
covered and what I haven't and pick it up the next day sort of -

&y
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'Teacher 6-2 Social Studles

Any thoughts when you were i)icking X to come out?

)

‘ Well, to be honest, we were running short o time, X's a quick

#riter; so I knew that he would get it up there very quickly
s0 that we could be on to something else. That 1}_8 be.sica%ly

Oh no, that's fine. 2 e

And then he goofed 1t and didn’t put it down properly after all,

so. that that was the one where they reversed the words so I had o
to draw it to their attention after. So when he was there I '
thoughts, "Oh boy, I had chosen X, becaq.,e he was going to do

it quickly and then he was the first person to come up and make

I

~

And what were your rea.ctioﬁs when he made the .mistake?

Hell T just qlJlickly had 1t corrected 'by the rest of the cla,ss

Vhat were you. thinking a.bout vhen you bxought the word "con-

gested" 1nto the discussion?

I always bring up vocabula.ry', words that are in common usage

L find that their vocabularies are so small at
this age and how could they be expected to put the words in' the
proper order”if ‘they diant ’ui; f tand the liuz(\ing of one of
So any time there's a wo hat I:th that some of th
class is going to have E:ifficulty understanding I always bring
it wp in any subJect aregl.

-, EN

- And, that '’ s why you went to that _group was 147 "“ .

)

Even though I knew they had done it incorrectly I thought they
should have a chance to say theik guesses anyway. Because if
I'd just sald "Well none of you got it so I'11 put it on the
board," they won't attempt next time in that kind of a situ-
ation, to ﬁgure it out for themselves.

]

I can t remember now, what were the thoughts and reasons for !

"corrupt" being introduced there? e

Time Event
o cacher -
20} sked puptl Is
] Ho fLome pu,r
+o wr;‘l'e Ty,
- lanswar. on
Ehe ik board
. khy ‘I chose him
\\ I:
SR ST L S
Teachesr
20*_ al‘e‘rvma GM Ty
: Naohn
Pupil
Orman
r__ a goof.
‘ I
Ly
when he sat doéwn.
"ol [Teacher |
2% isoussing | It
' Vocabu,lary
Word " Long.
‘lSted” ~T
all the time.
' them,
____;_--l_‘_-_v.k ST
[reacher asks
2‘2. pupiistbgive| Ts
‘lanswers +o].
"d&(:p«cgu” 1
{question
the mos+
Pifticutt sk ,
= I
: T:  Yes.:
"'"'?EEE&Z; """" ToTTTTTITTT
23£ tntreducedl I
voeabulary
w0 rd '
"eorrupt” | Ti

Just simply because I knew they wouldn t know what "corrupt"

3
r a4

[y

s

o~
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Content Analysis of Teachers' InteraCtiye‘Thougpts ‘

.{"fﬁ\lntroduction L )

This content analysis system was ddvgloped in order to classify

the thoughts of teachers that occurred during t@e*interactive phase:of
teaching." In other words, the system was.deveid%ed to ascertain and

classify the information teachers processed as they interacted with

v

the pupils in their classrooms

. ¢ ‘ : o
The development of this system was gulded by three major -
; _ ot \ A

factors: , R
.. AR}
d¥y

1, The;stated researgh.questions.
2. \The type of reSearch data gathered. S : L
3.  The previous‘work of researchers'in.this-area,.namely
"Bloom (1953), Taba, Levine and‘Elzey (1964), Hawes (1972) o
and Marland (1977). B | |
Thelunderpinning theoretical guidance for the overall develop-
. ment of the content analysisfsystem was provided by Guetzkow.(1950) - ~y’
- and Holsti (1969).% | | ; |

The maJor research question in this study focussed upon: the

principles, beliefs, theories, rules qu other factors that might

(3N

guide a teacher's behavior,during the interactive phase of teaching.‘

The implicit assumption underlying this ques®¥s ‘is t'hat by und’er— _
| standing mediating thought processes one has a more rational basis on. -
which to understand and evaluate overt teachxr\;ehavior, %nd eventually
j contribute ‘to*a theory of teaching

o While the content analysis "system is designed to. focus on %nd

code-teacher beliefs'and principleé,hit is also designed to analyse and



&
code-teacher thoughts on a variety of other phenomeha that ‘occur
during the interactive‘phase of teachingt " For example, teacher

Uk

perceptlions and interpretations*Bf,various stimuli in the claSsroom.
. ) . : . \ > .

The dataianalysed in this project consisted of transcripts . .

Data

. containing teacher thoughts that had occurred during a previously
-taught lesson. The" thoughts were elicited by using stimulated recall
methodology. The»teacher s lesson was filmed ‘ahd during a dyadic
interview situation held within 24 hOUrs of the lesson being taught,
the videot%pe was replayed, stopped at selected stimulus pdints, and _
the teacher asked to recall her thoughts. The rationale suppo ting
;'- stimulated recall 1S that an- individual can wecall the original
situation and attendant thoughts with accuracy if a suffic ent number
of cues or stimuii which were present previously are re~pr§sented to
her (Bloom, 1953). e o \\
- The transcripts,vtherefore,‘conSist of’interviewhdata'which is
comprised of teacher thoughts that have'been'verbali2ed'about a
‘:particularfincident or incidents‘shOWn on the videotape. The inter-

.. view data also contained investigator verbal behavior which predomin-

o antly comprised open~ended initiatory questions and -probing questions
‘When the teacher has expressed her thoughts concerning a particular’ iaﬁj
stimulus incident then the videotape is restarted again. o,

' The stimulated recall procedure also revealed data that Wére .

classified as non-interactive. These data were not the actual thoughts i o

’ A"(\ . . Yu—
a teacher had during the lesson and teok several forms. These data

i

consisted of: ‘

1. General*teacher‘comﬁents~concerning the videotaping of the -
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. A
" lesson or the nature of“the interview situation; s
- 2. Dialogue during which the teacher is attempting @ provide
>
$ '

’

‘a rationalization for her behavior; °
3. Dialogue during‘which the teacher expands upon the inter-
active data in an attempt to clarify the sftuation for the

interviewer;
! -

t : 7 4. Dialogue during which the teacher refers to lesson plans i,

. . or thoughts (preactive data).

+ Coding _ h “ oo
The coding in this- content analysis system consisted of. three///

maJor steps.

1- Identification of interactive data. E

2. tization. B ~ _ A
} »
'3. pl&cement of the units into categories.

o

Identification of Interactive Data

Interactive data (Jaekson, 1968) refers specifically to the

')

thoughts and feelings‘that the~teacher was consciously processing

during the stimulus lesson. - Ary thoughts revealed during the- inter—
<
view that were associated with events prior to, or after the lesson,
4

-are not to be coded ‘The training of the teacher for her role in the

o interview situation involved stressing that it was only the conscious
G
thoughts that had occurred during the lesson that the‘researcher was

seeking. As a check on teacher understanding of‘herxrmle, the inter-

viewer continually used confirming questions as a checking tactic.

y . For: examplex - J‘;

_&[ I: Were you consciously thinking, "Well I must mention
' rotation again"'P

. ‘.
\ r



. ‘ " Al
I: Were they your thoughts then? : - ' i
I:  Were you consciously thinking that?

The interview’transcripts, therefore, contain many clues fro

A.

interactive or non-interactive. Some clues’ whikh illustrate inter—
active data are listed below. " . e | !
| . :./T‘ Right there I was wondering . . ﬁ
“tT: There I was thinking . .‘.J.’:
e =T _At that point there I was thinking SRR
/' I: And what were you thinking then when he put his hand up? ?d
‘ ‘ Tx 1 thought that's my fault, he didn t understand again. |
Just as there are obvious clues indicating that data is inter—

active, there are. clu

'which indicate that, the teacher is revealing
: non—interactive thoughts feelings. Examples of obviousvclues are
isted kelow. _/‘ - e

T; I think I said what, how they felt if you touched them.
+ I don't know if that's what I said or not.»

T: -What was I thinking about when I introduced the book? ' o
T: I didn' t realize I spoke so slowly
I: ’So you weren't quite certain whether it was' or not'P

T: No, she might do 1t just. for a Joke s

Guidelines " . ‘?ui;h

»> Obvious clues are/not always presentfto assist the coder in:

distinguishing between interactive and non-interactive data. The

. : s X
‘ coder is urged to carefully consider é\ntextual clues that may occur o
; prior to or subsequent to the data being analysed. The confirming ands

» clarifying questions of the interviewer should always be carefully 3%&@

>
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‘noted when deciding whether data 1is interactive or non-interactive.
The stimulus point described on the side of the transcript should also,,
.\always be referred to when deciding whether data is interactive or non-

interactive. Often the stimulus point will provide the contextual //;

clue which indicates the interviéwee is not recalling thoughts
associated with‘the stimulus point but is instead engaging in such
| . ‘ ; . . :
behaviorf as ‘s&onalizing her behavior, referring to ‘previous lessons
or presenting general beliefs about teaching. . N
~ RN L e - ;- B
Specific Guidelines - o ' - 7

]

These guidelines for distinguishing between interactive and ' _
non—interactive data are based upon those developed by Marland (19779,
,Examples of non-interactive data accompany each guideline. Where
Interactive data is-included -for illustrative purposes,. it is enclosed

in brackets.v

Guidgline 1

9

Label as non—interactive all sections of the. transcripts in.

which the teacher is,describing or recalling'what-she was saying or

doing, or what she had done, instead of what she was thinking. . °
Examples: '

Ts: I went. I just came back from getting her.

2

Tx» We have Just. had a little conversa!ion there ‘with him, I
mean I had. . .

‘o T It happens all the time so I wouldn t be thinking too much
: . about it. .

'11'1 T: And I was. asking her.'

| Note 1. tatements which indicate the teacher Saw or heard a
-

student performgéqse behavior are to be coded as interactive since it

R N N A R % N o, | . ‘ s
. IERERERS. . . AL : : e N < ’
. - B . Lo .
. \ P - .
v SR N s 4 . . .
. \
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is obvious the teacher was consciously monitoring oxr processing'the\

»

,pupil-behavior during that segment of the lesson. S

Examplest " _ : o

x5

Ty fi’walked down the row ‘d‘heard hinm call 6iit).

_Tw As I read, (the noise grew louder).

.
~

ANote 2. When the teacher is describing or referring to a

4

teaching strategy or action to be carried out’ in the lesson and her

description contains reasons, purposes or consequences, then the data.

are to he coded as interactive.
‘\I

Examples: |

- -—lrrA— LN . .
‘Tf (iéwas Just keeping track of what's going on in the

ssroom, )(to make sure they are all working)
(It was too loud) (It had to be stopped)

Ts - EI walted a couple of seconds to see if they d notice)
or if I would have to call out). S

Guideiine 2

Label as non—interactive those sections of ‘the transcripts

in .

which the teacher is showing aWareness of what she Was doing rather

I3

than of what she was thinking.

.Examliles:"w_  " L
| . T: 1 was conscious of looking at the'board
T: \I was aware my hands were moving up and down. ;, \
‘c{ndenﬁe 3 \ AR o
Van ~ Label as non—interactire those sections of the transCripts

" vhere therteaéher repeats the interviewer's dialogue or asks, a

question of the interviewer. \ s R

.

—_—
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Exsholes;

I: What were your thoughts when she was describing the
o 1ncident to you?

T: When she Was describing her situation, her problem°
"It Yes.

I: And why did that surprise you? Can you recollect?

1
'

T:anhy did it surprisé me?

T: As far as what?

Guideline &

Label as non—interactive those sections of the transcripts in
which the teacher is engaged in general discussion abou¢ the baokground
characteristics of her pupils.

. Examples: |
’ : . | K
'T: I've seen-the other kids help him a\lot but they help
‘him by telling-him the answers. )

T: Well there isn't enough change as I would like. Ideally
I would like to regroup them whenever necessary to take
the kids who need practice in a certain skill or a lesson
on a certaln skill.

I: Can I ask you. why you started the individual work with
. that boy? = - ’

T3 Yes, I used to have them sign up every morning, about elight
‘or nine, eight sign up for it :if they wanted a conference
"~ that morning and I discovered that a lot of them simply
weren't. signing up for various reasons.

T:s Yes, he smiles and he gets embarrassed and he wiggles and
squirms and when the embarrassment gets too strong that' s@yr
when he pulls away consciously. - L 3

Guideline 5

-~ a

. Label as non-interactive those, portions of the protocols where

i)
-the teacher indicates‘any uncertainty about thoughts an@é&eelings being
S L : / f-~.»w?

’ihteractive. : _ix“ . ! .
- B : N N . N : "\3
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Examplesl _ ] o
‘ re I was probably wondering, Anita's a very poor
o \ ~speller. - ' //\1
., v ' N N ,,/
T:  Well it's hard to Say though at a particular time, was I i
: having that thought. .
Guideline 6 . . 'Y : L

Label as non-interactive {::se sectlons of the transcripts

2

where the teacher, stimulated by the videotape is discussing general .

features of her class or the 1esson.'-. . Ly

Examples: .
T: This is my rhythmic.group here. It's a little too large,
the group had eight, ‘too many . e .

T 1 didn t realize there was so much movement in the room
- during the lesson. ’ :

" Ts :It looks like everything s going so smoothly right over
. there. The two Michaels were causing, in one part of the
lesson they were causing lots of trouble.

oy

.Guideline 7

When in doubt about any segment of the transcript then it

. should be classified as non—interactive.

Unitization

Where distinctions such as interactive and non—interactive are
not involved, unitization is normally the first step in the coding
process. However, because of the emphasis upon interactive data in
this study it has become the second step in coding. ?'j .

The unit of analysis is the "thought unit" or "ideational unit"

as used by Bloom (1953) Taba, Levine and Elzey (1964) and Pichert and

. " Anderson (1977) . This unit can be defined as a remark or series of

remarks, which expresses a more or less complete idea, and serves a
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. < ‘ ‘
speciffqd function. A Simple word, a part of a sentencd, a sentence
/ i ‘ S
.or anj ntire paragraph can be designated as a thought unit. In this
studf, 1t was found that the ought unit often approximated a clause.
. 5 R .
When coding interactive data each 'separate thoughtlunit is to

; . ; /
;be enclg¥gd in brackets. v /

Examples Af Unitization of Teacher Thoughts
| TJ\ (A way of reminding the kids that we did start it) (and
- \we're just going to continue with that.) (Remind them
that‘tﬁéy\were interested yesterday) (and we're going to = <
inish.) It was just introducing the whole thing of ‘
dinosaurs again,) (like this is what we are going to do
ow) (and we are continuing with ‘sopething we started
eSte:day,g (just to get their minds rolling in the right
irection. S ' — :

T+ (Mark. He's been abseht) (so he didn't get his completed,)
A~ . but I'm angry at Steve) (because they have a week to do
' ‘ “these maps) (and without fail there is always one or two
there busily finishing up just at™the beginning of the
geography period.) (It's all a little bit of frustration)
(and anger.) N ' '

' ’

The audlo tapes were transcribed verﬁatim and no editing was \
carried out. Therefore, in many segments of the tranécripts the
teacher's dialogue does not‘flow_as\smqoth1§ aé in the above exémples.

. . r/! . : .

Two common speech chafacteristicalwere‘"false»starts" and "mazek"

* (Hunt, 1965). Because they do not express a more or less complete

idea and .serve a specified function, they are not to be unitized.

ﬂ .
Examples of "False Starts"

Exémples are underlined.

T: 1 was hoping that they (we had spent quite a bit of tim
reviewing map skills) (and they had remembered where th;7
‘continents wer:t) s g
. _ - S _ .

T: Well it's going to mean . . . I don't know (because well
that would be -the very beginning of the settlement I would
put th§t in, ). (probably show them, rather than have thenm
do it. S

“ : - /




Examples of "Mazes"

Examples are underlined.

4

354

Ti Oh well, (yes, I didn't want them to do any more reading.)
It.was, I thought, by that, see I should have mentioned

this. One of the reasons I 8id that, that way and I don't
know if 1t's good or not, but anyway, (was that it was more
tedious sort of type of reading) (and I thought that we\\

could get through it a bit faster. ).

out, I can't remember if he, a lot of times they, "Mrs.

,Category—Set

N

units of qualitative data may be placed.

.

X," (I think he just called my name.)

.

'T: (He asked.me to come over) and I think he may have spoken ¥ -

A category-set consists of a number of classes into which the

In the case of this coding-

‘system_the category- et is exhaustive because it provides for ‘the

claesification of- each and every unit of discrete data.

"o

Twelve categories of'interactive.thoughts have been identified:

’Instructiona; moves

Perceptiohs

Interpretations

. Expectations

Meditation--pupil
Selfrawareness
Beliefs

Objectives

Lesson content .

Information--pupil"

Informatione-other

Feelings

“

~ In the folleLing pages each category is defined and illustrative



¥

examples presented.

Instructional Moves (IM)

- , . vy ,'v‘ . . . i 3 /o . . - s Y JcE M : e
AL instructional move is a category in which the t?aCh%ff.‘u’ ! e

-reports her thoughts abent an ectionshe was performiné:*hed performed, - '%; by -

. . , - . b e A
or was consideriné'performing. It is essential to remember that actiom’ - '§§%,Ly
' . . . 8 S Uy

N - 9 e ol

i1s the key guide to instructional moves and that the teacher isehe , ° L gﬁ

ey

. : o ; Bee
initiator of. the action. Actions involve both verbal and nen-verbal B
behavior and include the teecher-explaining; questioning, directing,

organizing and carrying out pupil control and manegement procedures. ) v |

Teecher'fhoughts conicerning actions to be carried out in.the future

are to be coded as instrUctionai‘moves. _ | A ' EE

ExamplesA(see parts in braCRets)} }
T: (I was just keepirg track of what's going on in the

classroom) to make sure there isn't somebody, some I know .

- will not even open thelr books when they're supposed to . .

T+ I remember that that par%icnlar page, (yesterday I gave
_<~+_him a page on a specific skill, ) listening for .the "a"
‘ O Sound.

T: (And at the same time I'm mentally checking-to see who's
missing from the group) and discovered that there was
i somebody missing.

‘T: No, no (it was Just a matterpof g;tting,something out)
(and making it visible to perle )

B

T: (At that point there I thought boy I'd. better remember to
reinforce the idea of this’ barn thingg) -

T: (I've heard them all so many times I had to pretend to be
" thinking about them.) | -

T: (so I just kind of tucked it away in my mind that I d
bring it up later again.)

T: (I was trying to get him interested in something like that)
and he just said "hmm" and walked away. ’

T:-‘(I was thinking that I should soon change the groups
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by

' around.)

T: (I'm kind of ignoring what they say so I can talk.)

. o Perceptions (P) %

- A.;e;235tign.is?%:qategory in wnifh the teacher reports a
senscry experience. This'ia&olves seeing, heariﬁ&L/ncticing, smelling
and feeling (iﬂ.a_physicallsense). A perception refresents awareness.,

\However,c?qarenese of qgﬂfJis'not included in thisnc&tegory.
Perceptions focus“oﬁ what puplls or other people in the classr@cm‘say
or do, materiale, and other featﬁres of classroom life such as an

V

wawareness of time : Perceptions can also refer to past events and
indicate the teacher's recall of a previous stimulus that had GVOked
a sensory influence.’ o

Examples (see parts in brackets):

ﬁT:ﬁﬁ(The kids are yelling over at the record again.)

. Q(One ;0f the things on the wheel ﬁas colourful.é \\ B

T, (And he came back in for a while again )

‘T (At this point I've just noticed that Wayhe was ready to
participate )

T (And he 41d, he got thes allright.)

. T:, (I realized that time was running short.)

4 “i?hc(lt has been hot for the past two 'days.)
Cwl - K ‘ . '

" Interpretations (I)
'Interpfetations e category units in which the teacher
‘ attaches meaning or explanation to a perception. A perception refers )
to something concrete, whereas an interpretation is an abstraction.

ﬁiInterpretations generally refer to pupil behavior, however, they can
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‘&

3 . - . o‘u

' ~also refer'to»inanimate'objects such as time. It shomld be'noted that

an interpretation does not always refer to a perceptiqn that has beens'

J‘ specifically mentioned in the transcripts. On occasions.,the per-

ception is inferred. A further point to be noted concerning percep-

\
vtions is that they often involve a judgement or evaluation on the part

s

of the teacher. R

) amples (see parts in brackets):

Ts .(I knew it wasn' good choice )

they feel at this point.) -

| o , .
T: I f%lt badly (because some of these kids are very keen
t at this. int.) o -

T 3(Thex’re'gggware that theyfre doingvit’) f:
- .’—’ .
T: (Sometimes .they do know the words “but_don' t knou how to

-explain them or. how "to use thgm.)

care- what thev re doigg in there. )

Tt “Well Jjust to tie them in (and, well I 11 feel that sometimes
: some of, them reallx don't gr SD the concepts. )

Expectationsf(E) o R
- - b 2z ) -

Expe?tations are category units that refer to pupil behavior‘

‘ the teacher expects or anticipates will happen. They often refer, to

',expected reactions to lesson content and organization, or overt

instructional strategy employed by the teacher. Expectations can be

¢

'.expressed as- positive, neutral or negative statements and refer to

. ‘: upil affective behavior as well as cognitive behavior.

Care should be taken not to confuse expectations with

,7 infornation--pupil which refer to background kn wledge about the

pupile that the teacher brings to the classroom sitnjffon.

i . . S L%

N

o, oo \

Ty I'd. feel disappointed let down, (gnd i presume;that's'hov

- T+ (Well they, you know, 4t Just shc showed that thexgjust don' t'
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oy " ‘

\ K]

Expectatiohs generally include verbs such as hope, expect, anticipate,uz
'Examplés-(see parts in brackets): N

T: (That's one I was sure they would say just like that:)

Ts (because I knowﬁthe kids*are going to be finished reading.)

T (At that point. I remember saying to myself l'p goinghto
have problems tdday.") . L

. T: (Yes, because of the fact that we probably wouldn' t see the
L : lambs out there ) s

t

T: (I knew they would laugh.) ya .

Ve

, (T was hoping it was as, easlly fixable as it was yesterday.)

/

T: (I thought that samebody for sure would rememb;r

“. - ' Brontosaurus.) ° - ;
' : : T v4§>_ *s,
Meditdtion'-Pupi) (p) '+ ‘:m,‘
, : ;ins categoryﬁuhit does ndt' ceur very/frequently in the

’.;transcrrptsf” It refers to when a tedcher is onsidering a pupil s or

//r/;s concerned with how a

pupil under§tands or remgmber$~somethihg ‘or why a pupil does not
i

the group's mental processesa The tea

5 oo
- ««’“uﬁﬁérstand or remember something. The teacher is essentially

concerned‘with wnat “has goneeon" in the pupil s head and isg

o

: reflec&ting on %s%upil %behavﬁor. S K o

1
: Examples (see parts in, brackets):

/

T: (Now how did she - remembexr that°)

T: (I wonder how she is working that out?)

v
7

T:llﬂitwonder if he is really understanding that.) *

%

Self-awareness (s4)

9 o . ' : — - v

g' * This’ unit indicates that the teacher is thinking about her own

RE
behavior Sheijsconscious of her own performance in the classroom and




1

¢ .

6

.
. oo ) .
- Wt
Y .
. v o
& e, e

T

" is aware of her behavior as she irrt.era'cts with the pup.{l\s 'self-
awareness indicates that the teacher'is reflecting upon the instruc—
tionalvstrategies sheiS'using,_or deliberating on future courses of

' action, or showing awareness of lack of content kPowledge.- It can

'also indicate the teacher is aWare of her personality, appearance and
general teaching style and is, on occasiqns, evaluating her teaching

performance.

When the teacher discusses her physical feelings such as

i Yh

tiredness, then the thought is “to be coded under "Feelings." However,

'emotions related to her teaching performance are coded as 'self- o
awareness, PR o o

Examples (see parts in brackets):_f

:  (and as I was standi

A ought, "I wonder if I
- look - like I 'm crank 2 RS

of all the five I chose.) R ‘

V

T: (I thogght that s my fault he didn't understand again )

ST (And T didn t like the fact that I was doigg it.) ﬁ“

T: ,(And I thought 1 should mention it and then I thought no. )

T: (And after I started I thought, \m_vbe r shouldn t have .
. started this.) S ;

that sound “sh. ")

N

Beliefs (8)
Beliefs are statements by teachers about the characteristics

and behavior of childfen. These statements allude to how children

the claseroomt ‘Often the statement has a developmental base and refers

R i ‘ .\

T (I kind of thought to mxself-that was a good wax of teaching

359

- T (The second ‘before I asked what it was, T thought to mzself
& - why did I put this one first, it is the least recognizable

‘ ‘.learn, remember, are motivated and why they behave in certain ways in

N



G e

"to behavior the teacher considers appropriate for a’ particular age B

group ' o oo fl o R -
. : . ) g
Examples (see parts in brackets)- L " ‘ o
' Ts (The more concrete examples you can’, give the better thex 11
o dO.—) . , 5. X
. . . _ . .
T:-y; « « you learn by doing.a'(If that & true for me it must
.‘be three times as true for 6 year olds L) .J
T: Oh to say that to remember the word. (Just to hear it is
. not enough.) : )
. T:  (They have a black ard ‘white -attitude that it s either
;e R totally right or totallv wrong,) -
< Ty (Little quiet ones won't’ talk in a group -unless. you- call
: on them ) .

T: It sounds funny (but 1ittle guys like to talk)(and talking
T . is reallx important to them. ) ' .

T: (You.tell them but it doesn t mean as much as by the fact
. -that they ve had toasolve the problem themselves D
. : . ?"

ijectives (o)
ctives

' teacher plans to do are to be coded as instructional mOVes.

Usually an obJective statement is accompanied by evidence.to
indicate ‘what action is being taken to assist the pupils to achieve
the goal. , e ('
Examplesz(see parts in brackets)z'

- T (Here I wanted them to. really know that concept ., )

Tt (I wanted them to understand that this other colt was
- smallervtoo ) '

{



Ts (and I wanted them - t use the povers of observationl)

Ty . (I wanted them toycentre in on the most im orta.nt arts of
- lhe stories, the highlights of the story ,]ust ather than o
relatingfthe full ‘tory to I, ) S -

”

AN

T: (And L wanted him to lisbgn )

™ (M oint was that I wanted tYmem to come to_the conclusion
that if he had a small head and Small teeth he Jrobablx
wWdsn't a meat eater.)

-

_ 'Lesson Content (LC) ' | Sy \

’I'his unit refers to the fact tha.t the teacher is concentrating
" upon subJect matter.“ Essentially the teacher\is thinking about’ the
content matter she is presenting to the pupils, Often the teacher is '
evaluating the subJect matter she is preseﬁng However, when the

teacher is: considQ‘lng ‘how the subJect matter should be. pno)sented then’ N

O

j,thouélt is to be coded as an instructiona.l move

& ' 2 ‘ -

§
Leesﬁgn conteﬁ‘tw'thoughts can refer to subgect matter from éﬁ{

lesso.ns previously taughtr ieisons t0o be ’taught fn the future or. the

AR

lesson presently being j‘)aught. At ti,mes th§*§teacher will -refer to

o content from pa.st lessons. ‘ Co &é ; S %&5 A |
v e CR : . P, N N Jw} ‘
Examples (see parts in brackets)z RN e e T

A ]

T:‘T(Actually I das’ thinkingﬁof "The Frog and the Pfincess ")

LTy (And ‘I remembered- that one tinie I had seen this potato
- planting machine.you see, and there Were maopie walking
behind it~and covering it : all in. ) ‘ B

b

T: (At that oint, I had 'ust finished readin;

tne book .
"'Shjun"L 1 200 paget. ' :

T:" (Aind I thought that would be an excellent ‘book for him to -
. Tead because it's fai‘_l;lLlOW vocabul ary, high interest.

v,' T: '(Ther gain I was tucking away in my mind that that
‘ : articular oda has a long suspende pillar in it for
the ea.'rthgggges. 5 ' _ - . .

. - T, . ) - __L/"‘

S . T s



T: I did get David later on to look it up. (and like I mean o
"it s not in formal English,) (ﬁgpy" wouldn"™t be used, it /éj ﬁ%ﬁ‘fﬁ

‘would be man or persont) Co :

\-

- T: (He has’ to live in the water but he can't breathe like N
fish do.) . . .
o ," L #r_.

: | Information—hPupil_(IP) : , ﬂ .' ‘ Co
Lo : e

¢
This is a category unit in which thé teacher recalls and/or

uses information about pupils in the lesson Under focus. ~ The inform—

- ation can be about individuél pupils or’ the ‘total class. Information
E’ “

often includes thoughts about ‘the, pqpilhs personality, academic o

'potential academic performance home background‘an& so% behavior.

iy
Often this information is usdﬁzhy the teacher': 3 p §king and’

in facilitatiq§ the flow of “the 1esson. R e :37‘ g_‘ﬁ@?

N Whap ing, one is '1; rned abqnt?h » mcuracy of the |
information. | ’ o . )
Examples (see»Parts in br‘ - )=

t T: (Anita's a‘'ve s-eller) and’ . T, was Jjust consciously

“trying to see- 1F she could” spell "adventure" for me - -
'without my help. T v S

f,T:c-This was a particularly good group here, (these two
. students are low students.) . ‘ ‘ e

T: (Often she will do things 4158 ectlv )]

ST Yes.' But I didn t (because gﬁe\is a weak. student) and I -
co didn't want to disco e her too much. . -

i

. : \ ' ‘
Ty Oh ves;, (he. can do better than that )" I was very dis-
“ appointed in his work.. o \\ E

"ﬁﬂm'*ﬂﬁigaT} i(Well ghe has. more difficultx_in other subjects)(and she ~ .
. . doesn't have the chance to shine as much _as site does in
Social Studies ) .

¢ Griticism can- Kill their enthusiasn (becéuse they are 15%
rgadersag :

~



]&nformation— —Othg;__(_]'a)_

This category unit contains collections of miscellaneous

thoughts that occur infrequently throughout the transcripts. Often

they are. classroom rules or thoughts irrelevant to the lesson.

Loy

Examples (see parts in brackets): I :ﬂgi SR
i Y
: T: (They,know they are not supposed to come up - ggggintegzggp

. - a_conference unless it is-an emergency like you're"
' bleeding to death and that' s about the only emergency.)

4-\. -

g T

Tx” (The%/must always write their names on their papers ) ';

. w3

T: (Aéﬂas wondering,if I needed my raincoat for~pl_yground
~ dut D R
. Tt (M) husband likes sake wine, I don't"know why.) N

S
gt @

¢ A
e

Feelings (F)

This is a category unitilehich t?”,ﬁhacher reports her

«{jnptions that were experienced during xhe4%§sson. Emotions are

>

expressed abdut many classroom happenings and usually take the form of
\ pleasure, surprise, annoyance, frustration and apprehensioh When the

-teacher is,expragging an emotion concerning her. own te Abehavior,
L vl "

' then? the thought s to be coded as "self—awareness "

O«

Examples (see parts in brackets)x

T CAnd here 1 as surprised that she. _didn' t know.) |

oN

' T ‘(Well I was glad she did)(but I wasn 't really sé@brised.)

T: _(Ipwas gett ng a 1ot panicky) but I was wondering if they
knew anything about Japan at that stage.

/T:'V(At/that point I was éetting annoyed) because Ghris was
: acting silly. m

Ty (1 was Just a bit disappointed )

. : -raisad their hands at all. ,
S a : S
\ . A 7 .

< l\\a X T p tension). bécause 1 knew that some of them hadn t . ¥7Z::
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.

»
B

N

8 categories in the one movg J

- transcripts segment by segment If a thought unit is

364

(1 was very pléased.) " (I_enjoyed it.)

Coding Guides

Code each tranecript seguent by . segmen% A segment refers
to the set of/exchanges between interviewer and inter—

viewee that centre around one particular stimulus point.

. ~Decide according to the guidelieg whe}her data is inter-

factive or’ non—interactive. R

—

' Unitize interactive thoughts by including them in brackets. :

; Using the definﬁtions provided allocate ‘each interactive
/

thought to a category.
~

5 Often. it 1s wise to unitize and allbcate units to

Iy

=%y

When quantifying the thought units,eproceed through the "

: repeated on severaf’hccaeions in any Earticular segment ‘

it is only to be . recorded once.
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"Lessqn Objectives:

‘\lnstructional Modes.

individual programs.

Teacher:

1-1
Gradb: First
Grouping: Heterogeneous

Lesson Topics:

Lesson Vignette - Number 1

. Class Size:

366

Language Arts Lesson '
19

s
v

Vocabulary development phonics. punctuation, oral

readﬁng, worksheet exXerciges, individual language arts exercises.

1’\ .
3.
o listen to individual pupils

sounds SH and CH.
ul

in a|variety of . individual integrated activities.

To extend pupils’' vocabulary
To revise punctuation concept--quotation marks:

2. To introduce

orally read.

5. To involve pupils -~

Demonstration; discussion; individualized

instruction (self—directed activity)

B
Organization of Pupils:

~

Eguipment and ‘Materials:

2
<

Reading books, worksheets,
_lﬁstening post, typewriter‘ sewing

© Wnole class, small groups, -individual tuition,

M
N RS

ecord player and "

card activity, ch kboard

Summary-of Lesson

Teacher Procedure? and‘Skills

-

Organizea class, group and ,f‘
individual activities.

Worked with individual pupil.-
Continued to monitor progress

- of rest of class.

Asked first group to come up.

- Wrote vocabulary on chalkboani;

et

“chaTkboard .

Questioned pupils on knowledge
of words. '

Placed another vocabulary
exerclse on chalkboard.

Gave out worksheet to pupils
and explained the exercise.

Asked second group to cGhe out.
Wrote phonic exercise on '
Questioned pupils.

/

‘Iistened to teacher, commenced

upil BehaViors

silent reading.

'Wrote sounds on chalkboard

other pupils. completed silent read~
ing, engaged in ingividualized tasks.

Group sat in circle around teacher.f
Observed, responded to questions,-

L ,

Went' to chalkboard to complete

& .

:exercise. ; ' . :

'Observed,.listened to teacher,
‘returned to seats.

GrQup sat in circle around‘teacher.. .
Observed, responded  to questions.

4 o



.

l

- Grouping: Heterogeneous -

Continued to nonitor progress Completed worksheet exercise or

of the res}{ of the class. worked on individualized program.
Gave out worksheet to pupils ' Observed, listened to teacher,
and explained the exercise. *  vreturned to seats.

s
Asked third group to come Out ' Group sat .in circle arouhd teacher,
wrote punctuation exercyse on observed, responded to guestions.
* chalkboard. Questione pupils. : : ' J
Gave out .worksheet to pupils Observa&, listened to teacher,
and explained the exercise. '_ returned to seats.
Walked around room monitoring Completed worksneet eXercises or
pupil progress. : - worked on individualized program.
Called individual pﬁpils out ‘ uAnswered comprehension guestions
for individual reading . on story, read orally.

conferences. Questioned
pupils on knowledge of stpries.

367

Listened to\pupils read. Helped i -'

pupils to pronounce words. . L

Continued to qnitor progress of _Completed worksbeet exercise or -
rest of class who are working on | worked on individualized program.
. werksheet tasks or. inﬂﬁvidualized o . - ,

ta.skS . - » 57
. Assistedlotherjpupils,only Approached teacher for assistance -
5/between reading conferences. _ between individual reading

bonferences.

. . B - . IS
% “J o ; . :
oa o . . .

. : -
> r

" «Lesson Vigng?ﬁe - Number 2

3 : " T, .

Teacher: 1-1 f . Social Studies Lesson -~ +°
Grade: Frst = . ' (Class Size: 19

Lesson TOpicz Dinosaurs

Lesson Obgectives: 1. To review introduction session on dinosaurs.

2. To introduce general concepts ‘about the five dinosaurs the pupiISt,

will be studying in detail

Instructional Modes. Discussion; seatwork exercise--written.

Organization of Pupils: Seated on floor around teacher; seatwork.’
. gy : 7 - .

Equipment and Materials: Encyclopaedia; pupil work booklets; chalkboa
N . . R ] ) K ) .

rd .
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Summary of Lesson _ - N

)

Teacher Pnbcedures and Skills

' Pupil Behaviors

Asked pupil to show book to class. Showed book to class; peers called .

Responded to some pupll comments,

Introduced lesson topic of
~dinosaurs; questioned pupils;
~ showed pictures of dinosaurs.

Asked "how" and "why" questions.

Read story about dinosaurs.
Questioned pupils. .

Gave out dinosaur workbook,

gave directions for use of book.

Wrote words on chalkboard
.pupils needed to write in
booklet

¢

Directed pupils to move to
desks. Walked around room,
monitored pupil progress.

when requested,‘wrote words
on chalkboard,

Lesson "Vignette - Number 3
\.

out and commented on pictures.

Listened ta teacher, answered
questions, gave unsolicited comments
observed pictures, commented. -
Responded to questions.

AY

Listened to teacher,ucommented.

A

Responded to teacher, commented.

. $tudied booklet, listened to_
.‘teacher. ,

Read out words teacher wrote on
chalkboard

Moved to desks, commenced tasks in

booklet.

Requested teacher to spell words.

Teacher: 1-2

Grade: First
Groupigg Heterogeneous

Language Arts Lesson

Class Size: 18

Lesson Topie- Comprehension éxercise reviewing pﬁtnetic rule;
vocabulary extension, oral reading, ‘individual language arts exercises.a

Lesson Objectives: 1. To evaluate students understanding of a
" reading storgri 2. To review the phonetic rule of "e" making the long
_vowel., 13, o practise using "when," "where," and "what "4, To
listen to individual pupils orally read. 5. To Ainvolve pupils in a
variety of individual integrated activities. -

Instructional Modesz Demonstration; discussion; individualized
instruction (self-directed activity).;
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";

2§ " Organigzation of Pupils: Small groups, indfvidual tultion, individual .

programs. .

S Equipment and Materials: Reading books, worksheets, craft centrs,
T record player and listening post, water centre, language centre,
* chalkboard,

Summary of Lesson -

l Teacher Procedures and Skills - Pupil Behaviors

Worked with small group, = - . Responded to teacher questions. h

diScussed story in reading book. :
7 . 4 L

7 Monitored progress, of rest of Worked at individualized tasks. g i

. class, : ' ) : e

L T \ LI
Assisted pupil who broke a - Broke beaker at water centre. .

. beaker at the water centre. - w;?
Gave out worksheet to pupils, Observed listened to teacher, ‘
explained the exercise. _ returned to seats. . °
Asked next reading group to - Group sat in circle around teacher. -
come up. . | Ll
Wrote words on qhalkboard Observeq, responded to questions.
-discussed, words ‘with pupils. e
Asked pupzls to,read words : Pupils read, explained meaning of
aloud and ‘explain meanings,® words. : ‘ ;
Gave out.ﬁprksheet to pupils, ~Observed4'1istened to teacher, -
explained the exercise. o returned to seats.

'} » J "’ : : ‘ <37 . * R
Asked next reading group to Group sat in circle around teachex;)
come up.. ,

. Wrote wordjgpn.chalkboard, Observed, responded to questions,

- discussed words with pupils. S
Gave. out worksheet to pupils, Opserved, listened’ to tescher,
explained the exercise. réturned to seats.
Assisted pupils who needed . Came to teacher, requested

“help with worksheets or , assistance. 4

individualized program.

Read to an individual pupil, A Followed in book, listened to
- -asked pupil to continue reading. teacher. A »
- Helped pupil-with reading - Read to teacher, blended and sounded -

B ) . N * :
TR e :

w-
- . o 3
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- difficulties. Encouraged pupil words, causing problems.
to ‘work out answer himself.

\

Monitored progress of the rest - . Class coﬁpletiné'wgrksheet‘and ‘

- of the class; spoke to pupils individualized exercises. Speaking

-engaged in disruptive‘behavior. *  loudly, not working.

22 : » :
Assisted pupils who inteprupted :'Came to teacher for assistance.
reading session, .

W

Completed individual reading R%fu.rned to individualized
sesslon; called up another t&vities.

pupil to- read "~

Listened %o, pupil read; - SRed Read stoxy, answered comprehension
.comprehension questions about . questions. ‘

content of story.

Asked pupil to -show his craft Demonstrated how model worked.
creation. , oo

"Cuddled chlld as class: went to Put arms around teacher to
recess., } - reciprocate‘cuddle.

[

Lesson Vignette =_Number 4

Teacher: 1-2 . - Social Studies Lesson - :
@ 5
Grade; FMrst I . Class Size: 18

Grouping:| Heterogeneous

,Lesson Topic: Dinosaurs——Brontosaurus

Lesson Objectives:. 1. To review information presented in introductory
lesson on dinosaurs, 2. To pPresent basic facts on the Brontosaurus.

Instructional Modes: Discuss¥on; research role playing.

Equipment and Materials: Books; plctures; model of Brontosaurus.

» " . . ‘ _ : | ‘ | .
©*° Summdry of Lesson ° . e
Teacher Procedures and Skills ‘Pupil Behaviors
Asked questions on previous ';Responded to questions, offered .
- lesson about din0saurs.‘ : comment  .about dinosaurs.

Showed pictures of dimosaurs. J Observed, listened, commented.
_ . _ . \



X discussion. _ ., asked questions.-

¥ ﬂi
: . v |
‘ .2 r ' LI
¥ [\ . . K v el
Asked ' q stions related to Responded to queséions, offered
pictupes. - T comments. \‘ J".m

Introduced new' concept fossils, Responded to'\uestionsi commented“°

\ .
A

Introduced'modeliof Bj%ntosaufus. 'Observed, listened\

Asked pupils to pronounce L Chorused responsés
Brontosaurus. T e : .

¢ ’ R T '
Presented information about i',ﬂﬁggened, commented. -
BrontOSaurus. T A J )
'Asked pupils "haw! and “why" Responded'to questions, commented.

.Lesson T¥Eic: Reading, language, indiuidual tasks.

. questions about the Brontosaurus."; C S R

Gave pupils books on dinosauss, - Looked ‘through books, some pupiIS'
asked pupils to find pictures , asked for assistance. - .

of Brontosaurus. Assisted N -

some pupils to find picture. '

Showed and discussed pictured, ~ Observed,:listened, comménted. .
with class. : & b o . R
Summarized what pupils had ) ‘Respondedito questiqns.,*~J
.found out about Brontosaurus. R R : : :
Asked puplls to role play a = . Walked.like*a Brontosaurus. .
BrontOSaurus walking g ' ‘ . , . S

Lesson Vignette - Number 5

Teacher: 1-3 BRI Language Arts Leeson
Grader "First ’ o o Class Size:- 17 :
Gro upigg Homogeneous (A1l of the youngest entrants +to first grade

were placed in this class.)

i)

* Lesson Objectives: 1. To teach vocabulary.A 2. To practise phonetic

skills. 3. To listen to pupils orally read. 4.. To complete
comprehension exercises. 5.  To involve. puplls in a variety of
individual, integrated activities. ‘ e

Instructional Modes: Demonstration discussion individualized .

instruction (self—directed activity)

N * -
oL S, ‘ L o




. -‘ ‘ } ‘/1// o ‘ . " ‘ 3?2

v

Organization of Pupils: Small'groups,_1ndiv1dual/tu1tion, individual
fprqgrans.ﬂ,) ' . . . R ,

Equipment and Materials: dﬁéadihg books; worksheets; ord'piayer'emd
" listening post; chalkboard; individual work ‘centres. 5

@

L]

Summary of Lesson o g
. . ) 1] !
. . . . // ‘ o, IS .
_Teacher Procedures and Skills . Pupil Behaviors
hen T . R ; -
Organized morning's s ssion. ~ Moved to’'groups and centres:

' Worked with reading grPip, asked . Responded to teacher questions.
comprehension questighs on S D
previous story read, ~* . -

T
K7

Listened to two mempers of group Read orally.
read, assisted pupils who needed ' - P 4 . v
‘equipment or who needed help °  Asked teacher for™ssistance. = - - -
with worksheets. . : C e :

Monitored progress oi rest of ﬂ, Worked at centres or on warksheets:
class. . '

Ly 1 . . |
Discussed OCabulary with L - Observed, soundedband tread Words.
group members, placed difficult . Co
vocabul ¥Irds on-chalkboard.
Fonitored progress of. rest of - Worked at- centres or on ‘worksheets. -
class, ordered. several pupils«// ‘Some pupils not engaged in work.
to work. : ‘ : ’ o

Directed pupils to change _— _Mﬁved to new tasks.

centres. . '

Asked new reading g:oup to . "~ Sat in circle around teacher,
come out, . . ’ :
.Asked group oomprehension ' . Responded to teacher questionsf

stories about previous story R

read. o A : ,A%

Discussed new story with group. Listened responded to questions
Asked pupii to read. ‘ : L.Read story, peers followed.

Discussed difficult vocabulary ‘ Listened, responded to questions. _
words with pupils » ’ S A
N . .. . ' ‘

Asked pupils in turn to read, =  Read orally, sounded out vocabulary

“wrote difficult vocabulary . words, respondeXto questions.
gwordshon chalkboard, discussed} , ’ ‘

¥

b Y
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words. SRR , Eaoo _ . ~

Asslisted’ pupils who came up. from  Asked teacher for help to complete

‘centres for help. ‘ » " worksheets or individual tasks.
.o : =
 .Asked comprehension questiagf. A

lﬁead to group.

' Gave phonic Srill using ' Sounded out words on chalkboard. . g
- chalkboard. - : : . - g

, Sent group to\complete Moved back to desks.

. . comprehension task. . o

v

Moved around the room: super- " Completed worksheets or-
vising pupils at work at centres’ individualized tasks.

o ’ ~ . g
[ ’ =
; . ) . . . N Pl
¢ . . ' .
‘ . : - .
. . ’ . . .
)

w . ' Lesson Vignette - Number 6 - o ‘ -
sTeacher: 31-3. DR > ' Social Studies Lésson - C/‘\\\‘g
Grade: First . . _Class Size:r 17 : >

Grouping: Homogeneous (All of the youngest entrants to first grade
were placed in this class).

Lesson Topic:. The Farm. T . . J ,;/j~

Lesson Objectives: .1. To discuss purposes.of animals. 2. To discuss
what animals' bables are.called. 3. To drew and describe favourite
animals. 4. To prepare for a farm-visit, ‘

Instructional Modes» DlscuSSIOn;'seatwork exercisei—ﬁritten.

‘ot

Organfzation of Pupiis: Seated on floor around teacher; seatwork.

Equipment and Materials: Large
individygl animals; workpaper.

icture of farm scene; pictures of

Summary of Lesson

¢ . 7 . o
Teacher Procedur:g\and Skills /- _’ * Pupil Behaviors®
- ] 3 .
Showed pilctures of adult and ‘ Observed commented, responded to
* baby farm animals to. class. questions, asked. queétions.

"‘Discussed names of baby animals. _Respohded to questions, commented .



8

“ ‘ .
{ R N .‘:
Asked pupils to repeat names of Repeated in un¥son several timesqéh
baby animals , the names of the baby animals.
. - ' ' N ) R ) L
Eiaced pictures on display board. Observed teacher, commented.

: : , . oL T . A o
Discussed how to handle baby - Resporided to questions, commented.,
animals. o : - - ’
thowed pi#ture of cow and C Responded to queStions, asged ‘ 4
milking machine. _ -questlons, commented. - L =
Discussed:nilking by hand and | - Responded to questions,. commented.
by machine. . - , ’ , .
Showed picture of tractor. . Responded to questions, asked

"~ Discussed farm machinery, questions, commented:, o
. ‘Discussed animals on a farm - ‘Responded to questions.
the, oiass will soon visit. o : e
Discussed how pupils should Responded. to questions, commented.
behave on visit. ; ’ .
Sent pupils to‘seats and asked Returned to jseats. Drew favourite
“them to draw theilr favourite farm ani L1 wrote story. N
animal on a piece of paper and AN
'write a story about the animal. ‘"« T,
A4 o o
. Moved around room supervising Asked for assistance in spelling
~and helping pupils.. e v»difficult words.
o S Lesson Vignette - Number 7 ' ‘ 4;
. I . @
. o N S .
. Teacher: 3-1 ' ’ . Language Arts Lesson N
Grade: Third . ( -Class Size: 24 :
Grouping: Homogeneous (The "top" third grade class in the school,

graded on reading ability).

| Lesson'TopiCz.-Creative writing. p

A
.Lesson Ohjectives: 1. 'To utilize the elements of story writing, to
implement setting, characterization description, plot, climax and

imaginative content. _ _ ’ )/,__~_
. . CL

il

Instructional Modes: Discussion' seatwork exercise—-writted

‘ Organization of Pupils. Seated on quor around teacher- working at .
-desks. ) . :




5 N\

- composition books.

.and used a s

o

Equipment and Materials:

Summary of Lesson =

Five dial-a-story cards; chalkboardi ,

Teacher Procedures and Skills

© Selected pupil tO‘;ecord.olass .

responses on chalkboard.

.t
Discussed creative writing .
based on 5 W's--"Who," "Where,"

"When " llWhy " and uwha'.tn (mOOd) .

\Asked pupils to dial a W' eard
to get framework /for story.

Discussed each‘"W" as it was
dialed.

Guided pupils into develoPing v

the story.

Asked pupils to vote on any
alternatives"presented"

Gave pupils turns to build the-
story. .
Asked pupils to close eyes and
think about the story.

Sent pupils back to seats to

~write own stories.

Discussed vocabulary pupils

could use in storles.
s ° L

Outlined stofy;Z? chalkboard
cy model.

Directed pupils to start writing

. stories. .

. Moved around room supervising

and assisting pupils, -
N\

Pupil Behaviors

Moved to chalkboard

<

-

- Responded to questions.’

Dialed wheels t0 select elements
of the story.

Responded to questions, commented
suggested.

Suggested} . . . ;.
Chose‘direotion‘of storyr
Responded witn ideas.-

Eyes closed, fthinking."
Moved to own seats.
Suggested words.
dbservedfkresgggdsi to duestions.

‘ Wrote 76ories.q

Wrote stories,;askedffor assistance

with vocabulary.

~

Lesson Vignette - Number 8

Teacher: 3-1

Social Studies Lesson
- ~

’,'L/' J

<, B
TN
N Q
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Grade: Third | : Class Size: 24
L o e -
Grouping: Homogeneous~(The."topf third grade class in tha)schoql,

graded on reading ability).

Lesson Toﬁgcy’ Introduction to new unit on Japan.

Lesson Oijcti&esﬁ 1. To motivate studenﬁsgfo come interested in
the topic of Japan. 2. To create awarenéﬂé'of Japan's geographic’
location. : ‘ S T

Instruétional Modes: 'Quii;_diSCussion; demdnstration; seatwork--.
. written. B \
- Organigation of Pupils: Seated at desks; seated on floor around
* teacher. N - '

Equipment and Materiéis; ‘Workonksi wall ﬁap; globe; wall display on
Japan; Japanese‘artifacts such as kimono, wooden sardals, chopsticks,
doll, etc.; books and pictures about gapan; map of Japan for pupils to

complete. ~ = . S
(3 ' Voo - . V l
Summary of Lesson :
o o L - . )
Teacher Rrocedures &nd Skills . . Pupll Behaviors
-Gave pupii$ pretest on Japén. ': Wrote answers -on paper. Q
Corrected and discussed answers. Marked answers, responded to
- questions. ’
Ny ' : : _ ) . -
" Used wall map to illustrate o Observed, responded to questions.
posigion of Japan in the world. '
Directed pupils' attention to - “Observed, responded to questions.
Japanese display at pack of room. = ' s * :
Asked pupilé to sit in circle Moved to front of classroom.
at front of room. . ﬂ S
. ‘ ' [ ’ A . o .
Showed ¢tlass Japanese artifacts, Observed; answered questions, asked
asked questions, - questions, eommented.
. ! ’
Described own visit to Japan. Listened, 'asked qhestions.
Used -map and globe when _ Observed,, responded to questions.
‘discussing climate of Japan.. | ' ' '
Discussed Japanese buildings. Listened, reéponded to questions.

Discussed Japanese industry.. Responded to Questiqhs.J
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Discussed Japanese food gnd Observed artifacts, responded to

clothing. . & questions, commented .

EVS ]

. Sent pupils back to desks; ~ Returned to seats, studied map of

gave out maps of Japan. ,’ . '~7Japan._~ _ v

Gave instructions how to complete - Listenéd to teacher.
map. ' . mwj,?“ . "%

AY l
zsl?d on map.

Moved around room supervo“
map work. , and

- r

A ,,—ku_u

! ™ m
‘Presented content abou?ifuﬁ Jﬁ*.
while supervising.

q’_:' ) i ) )
i . } . . ) »
Lesson‘ﬁignette - Number 9 . o
. 'L\ oL ' "._
Teacher: 3-2 L ~— Language Arts Lesson
Grade: . Third - g Class Size: 29

.

Grouping: Homogeneous (The "second" of three third grade classes in
the school, graded on reading ability).

Lesson Topic~ Creative thinking-vocabulary extensioA'

'Lesson Objectives: 1. To develop feelings and identify with an
) inanimate object., 2. To encourage divergent thinking.

.

Inétructionai'Modes:- Discussion, rble playing ' 4

Organization of Pupils. Seated at desks; lined up at teacher s desk.

‘Fquipment and Materials: Stencilled worksneet; chalkboard.

&>
Summary of Lesson
Teacher Procedures and Skills - " Pupil Behaviors
Asked pupils to cohcentrate on Responded with answers such as.
being something else. dinosaur, porcupine.-
g v
Asked puplls why they chose Responded.to questions.
the particular-thing. ‘
Continued to probe. | : Responded ‘to questions.

Asked class to pretend to be a

" balloon. . R /
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' Asked pupils hou they felt being Reblied with a varlety offfeelings,
a balloon. . -&ave reasons for feelings.
Asked pupils to feel terrified,- 'Imagined were a balloon, reacted
pretended to stick pin in v to pin/ - .
balloon. ) ’ PO
Asked pu@ils hou they felt .- Responded with a varlety of. Vo
vwhen the pin was going. in © 7 feelingsycgave reasons for feelings.
and was being pulled out. : S .
Asked pup to pretend to : '"Pretended to be an ice tream.
be an lce¢>cream. : -
Asked 1s how they felt o Rssponded with a variety of
when, being licked, when melting. feelings. . .
Gave out stencf% with five . Read sten-_,3t”" ) y
ta.sks about feelings to complete. . VoL .

’ " A
Explained exercise to pupils°> Listened to teacher, asked questio,'
Moved around room supervised :A Worked on exercise. Asked teacher
and assisted puplils with for assistance, -
vocabulary.
Asked for papers to be . Handed in completed exercise.

handed in when finished. -

Lesson Vignette ~ Number 10

¢

Teacher: 3-2 . . Social Studies Lesson

. Grade: Third ~ Class Size: 29 .
" Grouping: Homogeneous (The "second" of three third %g;;;/cl;;ses in
. the.school, graded on reading ability)

Lesson Topic: ,Japan.

®

Lesson Objectives: .1. To develop concepts of nodern, traditional and-

western. 2. To develop pupils' knowledge of modern Japan.

Instructional .Modes: Discussion; demonstration.

Organization of Pupils: Seated at desks.

Equipment and Materials: Projector, stripfilm, "Tokyo: World's
Largest City"; chalkboard. ‘
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Teacher Procedures and Skills

Questioned pupils'about Tokyo.

Showed stripfilm of scenes of
Tokyo.

Questioned pupils on scenes and
discussed concepts of traditional
and modermn. :

Continued to show stripfilm

. scenes.

Discussed Japanese -industry,
imports and exports. Emphasis
on Japan as an industrialized
nation.

Discussed ‘government of Japan
~compared to Canada. -

Discussed préblams of over-
crowding in gities.

Returned to diséu 6n of
traditional and modern.

Summary pf Lesson

4

Puﬁil Béhaviors

Responded to questlons.

Observed, commented.
-~

Reépondéd to questions, asked
questions, commented.

Responded to'questiohs, asked

' questions, commented.

Responded to questlons, asked

questions, commented.

Responded to Questions, asked
questiqns, commented.

Responded to questions.

Lesson Vignette = Number'll‘

<

Teacher: 3-3

"Gradé: . Third

Grouping: ' Homogeneous (The "third" of three third grade classes in

P

Language Arfs Lesson

Class Sige: 18

the school, graded on reading ability).

Lesson Topic: Reading.

Lesson Objectives: 1. To introduce new reading book. 2, To select

a story to read. 3. To expand vocabulary.

Instructional Modes: Pupil investigatlon; fecitétion;-diScussion.

Organization of Pupils: Seated at desks. -

v
o

_Eguipment‘and Materials: Reading book, "With Skies and, Wings."

B

379
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Summary of Lesson

Teacher Procedures and Skills - Pupil Behawiors
Explained reading book will be Listenedkto teacher.
" used for the next two weeks.
Asked pupils to browse through - Looked at different stories in the
book. - book.
Described-the orgaﬁization of Listened to teacher. responded to
the book. questions.
Asked pﬁpils what storyithey - Replied with story preferences.
would like to read first.
Directed class to vote to Voted to select first stor& to read. ,
c¢hoose a story. ' .
Read chosen story to class. ' Followed in own books.
Discussed vocabulary and Responded to questionms.
. content of story. :
Read two other stories. . Followed in own books.
Pausded frequently.for pupils " Chorused out answers for missing
to read any difficult words.. - .words. v
Discussed content and ‘ ' Responded to questions, commented.
vocabulary of stories. : ' E =
Discussed piotures in stories. Responded to questions,icommented.
Lesson Vignette - Number 12
Teacher: 3-3 " " Social Studies Lesson
Grade: Third ' Class Size: 18
Grouping: Homogeneous (The "third" of three third grade classes in

the school, graded on reading ability)

Lesson T

opic: Natural historyfégeology of Alberta. )

Lesson Objectives: 1. To develop an understanding of the ancient

aninals
past geo

that inhabited Alberta. 2. To develop an understanding of
logical features of the Alberta landscape.

%L



Instructional Modes:

Orgenization of Pupils:

Book,

Equipment and Materials:

W AR T TR T T [ g S TR st S RS ARY Y e

Showling pictures from book; discussion,
Seated on floor and tables around teacher.

"The Western Plains.":

Summary of Lesson

Teacher Procedures and Skills

Reviewed previous lesson on the
topic. .

Showed class pictures from a
book.

Pointed out and explained
features of the plctures.

Asked questions about the
plctures.

- Related iandscape scenes 1o
present Alberta..

Discussed Drunheller,
dinosaurs and fossils.

Lesson Vignette'— Number ‘13

Pupil Beheviors

-Listened,_responded>to questions.

Observed, commented, asked
questions. .

Observed, commented, asked
questions. '

Responded to questions, asked
questions

Responded to questions, looked

. outside classroom at landscape.

Responded to questions, asked

questions, commented,

Teacher: 6-1
Grade: + Sixth
Gfouping: Heterogeneous\

Lesson Topic:

Lesson Objecti@es: 1.
with expression. 3.
to be prime minister.

Instructional Modes:
written.

brggnization-of”Pupiiss

Equipment and Materials:

°

To Teview language usage. 2.
To write a paragraph giving reasons for wanting

[

Language Arts Lesson

Class Size: 35

‘Language usage; oral reading; creative writing.

»

Correction; discussion; recitation; seetwor —=

Seated at desks.

Workbooks; textpooks, "How Many Miles;" .

s

To read orally

381



composition books.

>

Summary of Lesson

{

Teacher Procedures and Skills ' Pupil Behaviors

Correcteq homewOrk exercise. Responded yith answers.

Checked class's performance - Indicated number of questions
on homework. : correct, '
Asked pupils to“use dictionary Found word in diciionary, read
to find meaning of woxd. . meaning to class.

Discussed use of Ege word., Listened to teacher s einanation
Asked pupils to take out - Opened textbooks. \\\i'
textbooks. : _ ) IR
Directed pupils to take turns . Took turns at oral reading.

to orally read a paragraph : ‘

from the text. Co
Assisted pupils if unable to
- pronounce words.

Wrote title for paragraph Observed, asked questions.
length composition on ‘ .

chalkboard. ’

Asked pupils if they needed . Asked questlions, )
-assistance. . A , . ' N
Moved around room supervising Wrote compositions. ]

and assisting pupils. . \

Assisted pupils.with spelling. . Asked teacher for assistanée.
Distributed language exercise : ) :

to pupils. \ : - L

) \ -~

\ . |
lesspn Vignette - Number 14 - e

Teacher: 6-1 Social Studies Lesson

Grade: Sixth - . Class Size: 35

Gronpiggx Heterogeneous \

A

Lesson Topic: The geographzécf'lta;y.

382
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Lesson Objectives: 1. To become aware of the geography of Italy.
2. To copy down notes about Italy.’

Instructional Modes: Presentation of notGS{‘séatwork——writtqn;

-

djiscussion. *\\j/'

Organization of Pupils: Seated at desks.

Equipment and Materials: Social Studies books; pupil mqyo. overhead
progector and maps- chalkboard N -

~ .-

Summary of Lésson

Téaqher Pfocedures and Skifls - Pupil Behéviors .
Optlinéd-how lesson will proceed. Lis}ened £o teachgr. N
Wrote ndtes on chalkboard. Copled notes froﬁ chalkboard. )
Handed out maps. o Copied notes fram chalkboard .

Asked pupils to set up screen
and overhead projector. ,
’ Asked content questions about topic.

5

Explained how map is t? be Observed, listened’
completed. B
_ Wrote instructions for map on Observed. - S
+* chalkboard.
Moved around room, superviéed . Completed map. ‘ » .
and assisted. v 2
Discussed rules for colouring Listened to teacher.

in mounta¥ns and oceans.

Continued to move from desk to. Compieted‘map.
desk supervising and assisting.

Concluded lesson by again " Observed, listened.

demonstrating how map should
Be coloured in. ) ‘ ‘

Lesson Vignette - Number 15

,J Teacher: 6-2 ‘ _ S s Languége'Arts‘Lesson
Grade:  Sixth B  Class Stzey 23 o



s

Grouping: Heterogfgeous

"Lesson Topic: Phonics (Syllabification) S o .
fLesson OBjectives 1. * Review skills of splitting words into syllables.
2,  Practice syllabification skills.-

L g
.5

9

AInstructional<Modes;' Game; discussion, seatwork——practice

Organization of Pupils: Small groups around Toom; seated at desks.

Equipment and Materials: Syllable cargs dealing with road signs;

worksheets; chalkboard. = .
Summary of Lesson. ) x
: ? ) ')_ ' , <
Qeacher'Procedures-and Skills ° . Pupil Begéyfors\\\\\\\;_-ﬂ////,/f’//

Explained syllable game to . Iistened to.teacher. :
. pupils. ‘ g
A - \ .

Divided class into groups of ¢ Moved into work groups.

four. : . »

Gave each group a different Crowded‘over desks, placed word

&xercise, five minutes given puzzle together

to complete the exercises.

Walked around room, supervised Worked at game.
groups at work., . '

‘ Every five minutes~pupils : . WOrked\with each new puzzle in turn,

. changed and moved onto a new L ’
activity.

“Corrected syllable games . A group member wrote an answer on

the chalkboard.

Discussed answers on chalkboard. Responded to teacher-qdestions.
Asked class to correct those )
that were incorrect.

Checked on each group's ' Responded with results of group
performanses on game. - performance on the task.

Asked .class to take out phonic Took out phonic books.

books ' .

Discussed use of prefix and . Listened to teacher.

suffix. Gave examples,
questioned pupils. ' - Responded to glestions.



¢

~Directed pupils to complete ‘ . Commenced Work on phonic exercises. A
exercises in phonics book. :

Moved. around room supervising,
worked at own desk :

. \ O
‘Observed pupils (from. desk) at Worked on exercises, asked for
work. Assisted pupils. _ N assistance when needed
requesting help. , . .. , . 4 - 8
Left desk, Reviewed rules ‘ Listened to teacher. .
for splitting words into -
syllables.
Moved around room, assisted B Completed phonic eXercise.

- pupils.

. ~ ’

Lesson Vignette - Number 16 '~ .

-Teacher. 6- ‘ - ¥ Social Studies Lesson
:yGrade. Sixth : o N_Class Size: 23

Gra upiﬁz: Heterogeneous

”Lesson Topic: s Geography (Mapping)

Lesson Objectives: 1. To discuss strengths and weaknesses of previous
~completed map. 2, To assess geheral knoyledge of previous mapping
exercises. 3. To. introduce pupils to map of Asla.

) Instructional Modes Discussion, quiz, seatwork-—written

Organization of Pupils: Seated at desks- class divided into two groups.

Eguipment:and Materials; Wall map, stencilled map chalkboard.

i

Summary of Lesson

Teacher Procedures and Skills - 4 | -Pupil'Behaviors

Checked on mapping exercise’ and | Checked over their work Asked
‘discussed Problem areas raised teacher to" clarify any difficulties.

by pupils. T ‘ _ Answered teacher questions.’

'Handed back" previous mapping ' Walted to receive ‘map back, -
exercise. ' Gave general over- - listened to teacher, read teacher

- view of class's performance., -  comments on own map.
Gave positive and negative . » g
- comments to pupils as individual :



maps were handed back,

'Displaye&‘"best" map to class,
discussed it.

Explained to class the geography
quiz they Were going to have.

Divided class into two even .
groups. Gave rules for the quiz.

Asked pupils questions about
' Went down rows, asked questions
in a fixed order.

Motivated pupils by telling them
questions were "easy" or "hard."

Reinforced correct answers.

ﬁeprimanded‘pupils for
'Criticizing their _peers.

Concluded quiz, gave results
to groups.

Reinforced purpose of quiz and
what it had revealed. :

-

Gollected homeworkJ
Gave out new map of Asiag»

Used wall map to describe
and explain features of Asia.

Gave instructions on how to
.complete the map.

Assisted some. pupils with
problems.

Sat down at desk, assisted
pupils who came up for help,
monitored class's behavior.

Pespondedvtb queStions.

NP —»(\ P AT o ey 1AL B T B YR AR 6, TS N T R R T e
[y

Observed map, listened ﬁb teacher.

Y
ar

Listened to teacher.

om

Listened to teacher. -

. Responded in turn to questions.
cities, countries and continents. ° - : :

'

4

- Responded to_questiopns.

Some pupils being rude ‘and

criticized peers who made mistakes.‘

Winning group-cheered
Listened to teacher. ' Ci

Handed in maps.

Studied map of Asia. ‘ ,W

Observed, -listened to teacher.
Listened to teacher.
Commenced work on map.

Requested assistance when needed.

Lesson Vignette - Number 17

" Teacher: 6-3

Language Arts Lesson.

N\



Sixth

Grade
Grouping: Homogeneous'
‘Lesson T_pic' Punctuation (comma)

Lesson O_Jectives: 1.
" commas. 2.

Instructional Modes:

Organiéation of Pupils:

Equipment and Materials:

Class Sizer 27

S

Discusslon; lecture; practice——applicationa
Working at seats organized in rows. ,

"Pupil worksheets; chalkboard.

Summary of Lesson

~

Teacher Procedures and Skills

Monitored pupil readiness.

. Introduced lesson objectives',f
and format

Directed two pupils to read -
worksheet examples.

Directed class to complete
exercises.

Corrected exerclses using-
chalkboard.

Placed. example’ exercises on

chalkboard, discussed exanples.'

Explained and- discussed. use of
comma with various types of

sentence structures. o

v

Directed class to complete
punctuation exercises,

‘Supervised pupils., Assisted
pupils who needed help.

- Corrected pupils' exercises.
Used chalkboard- for
demonstration purposes.

‘ Discussed and explained use of

. Took out workbooks.

Pupil Behaviors

Listened to teacher.

‘Pupils read, class listened.,

.

" Gompleted exercises_in‘workbooxs.

I
!

ol - . oy

Volunteers and non-volunteers read

out ansWers.,

Listened, observed examples on
chalkboard :

Completed .exercises in workbooks.

Completed exercises in workbooks.

3877

To make pupils aware of the different uses of ._
To practice placing .commas in sentences.

Lt tened, asked questionsd answered
. questions

Volunteers and non—volunteers read

outr answers. . f\) ;
.- % v . . . .
. -~ .

Iistered to teacher.

e T Ty
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comma. Examples placed on - ' Obser¥ed chalkboard, * -

chalkboard, relevant sections c
underlined . ‘ o

,Directed pupil to read . , Punctuationkrule read from worksheet,-
punctuation rule. . o - o J

. Questioned volunteersfand " Responded to‘questions, some unable
non-yolunteers concerning -»‘, to answer, el

-
.

e-of rule. , _ . o AT

Examples placed on chalkboard . AObserved listenai(

"Discussed examples. R Observed, questioned.
;Discussed-meaning of "sentence"-' -Listened responded to teacher..
and "clause." - ’ questions.
Cave‘pupilsfpractice”exercises. Worked'on'exercisesﬂ

:'Corrected exerdtses: - | . Read~out answers. o ;., £

Worksheet exercises'given.a‘ : Completed_‘

' p -Direction for uncompleted
‘work to become homework. .

. . . : N
. . .
/ . ' . N >
.

Lesson Vignette - Number 18

Teacher: . 6-3 ' Language Arts Lesson o o
' L SN ' , o
" Grade: Sixth- '/fClass4Sizer 27

Grouping: Homogeneous

Lesson Topic: Drama (Play4—"Tom Sawyer") 7 - S

Lesson Objectives. 1. To improve pupils' speaking. 2. To develop
“'an understanding of “the personalities of the characters in the play.
3. To practice the play.

" Instructional Modes: Role playing, discussion; demonstration

'3Organization of Pupils:- " Class organized into two groups Groups '
took turns to rehearse in front of teachelr in school hall

}}1

quipment and Materials. Play scripts.

Sumnarxpof Lesson



'_'Discussed need to know" par
"by heart."’

‘would be. done. : R , 7

(,Lesson Topic: Ancient.Rome‘and Certhage.

Sent out group to another room,
brought other group back.‘ ;

[GrOups exchanged piaoes.

. 4;)%%:23ped to teaéher;

S
Discussed mood of play. . Listened to teacher, responded to
i questions.-_

: Observed.group aéting, " - .Reh arsed piay.
Interrupted occasionally to give ’

'directions. , 5 ;

o '. ‘ / . ,Jf. ) ,. ~

Sent for other group to act as . Group returned. R

-audience. . , Y , # -

/ N

Q
-~Summarized day's performance, // Listened to teacher, ’ responded to

outlined future drama work thaf‘/ questions, made suggestions.

i

| ;o .
’ - C : /
£ - - .- Lesson Vignette - Number.19
Teacher: 6-3 _ ©  Social Studiés Lesson
. Grade: Sixth = . ' Class‘Sizes 27 RS

.-

Grouping: Heterogeneous'

N

LN “ .' ./’

SR PR T R N TN
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x
Teacher Procedures and Skills/ - " Pupil Behaviors
" Introdueed: lesson, related to Listened to teacher.
. previous drama lesson. Outlined L . :
objectives and format for present = - C , o ‘
~ lesson. Questioned pupils on. Responded to teacher questions.
-understanding of" lesson s / . T, - -
obJectives. ‘ S ' - . ~—
. / .' R4 P . :
. -~ e , o . ,q? . .
.Sent one group to_anoﬁ%er/room' Group left room. - =
to practise play. / o -
Observed groﬁp acting;'U o . Rehearsed play.' -
Interrupted occasi y to Most pupils read parts from’ the' .
give directions, iment Qn script. “
» puplls on performance or assist . . , - e
 pupils with voice pr ductlon or ‘ C o .
movements.. ] ‘ S




~_

Lesson Objectives: 1.
Carthage. 2.

understanding of the concdpt "Pyrrhic victory."

Instructional Modes.

. Organization of Pupils:

Equipment and Materials.

studies notes; wall display on Ancient Rome.

Teacher Procedures and Skills

Gave quiz on previous work.
Moved around class supervising

Directed pupils to exchange
papers.

- Gave pupils correct answers.

. Moved around classroom
monitoring answers.

Responded to pupil queries on

alternate correct answers.

Reprimanded pupils whose
.‘queries were irrelevant,

“Asked pupil to give report/on

390
e
To test pupils knowledge of Ancient Rome and
‘To evaluate two students' oral reports. 3. To develop
‘Quiz; reporting; discussion.
Seated at.desks.» .
Workbooks; two student reports; soclal
Summary of  Lesson
Pupil Behaviors '
Wrote down answers. R
’ Exchanged papers with neighbgur,
“Corrected_papers.
. ! Wa
Checked on possible alternate
correct answers.
Checked on possible alternate
~~ correct answers.
. : 3
Pupil read out report, class
- listened, then asked questions. .

Carthage . rd
s

Sat at desk evaluating report.

Asked pupil to give report on s.

Hannibal
Coilected reports.,

" Directed, pupils to take out
soclal studies folders.

Asked Pupils to take turns to
read out social studies notes.

Digcussed concepts and facts
. raised in the notes.

> - s . ) N

~ Pupil read out report, class

listened then asked guestions.

Took out folders.

.Read in turn a paragraph of notes.

Listened responded to questions,,
asked .questions.’ .



Discussed Rome, Carthage and
"Pyrrhic victory". Questioned -
pupils. -

Discussed concept of European
Common Market. \ Co

Discussed if U,S.A. and Russian
relationships could be a
parallel to Rome-Cart age
relationships.

Related discussio

to concept,
"Pyrrhic victory. -

Ll AR TR T RO I
PN N b © TR YT TTRRC SR Sug)

/

Listened, responded to qupipionsj
Respbndéd to questions.,

Rgsponded to questions, gave
solutions. .

A

R i S
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' APPENDIX H
TEACHER INFORMATION SHEET

.
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. .ii/}’Where‘ did you receive your teacher education?
. @
1

6.
- ‘,

- g d AR bl st e B T 2 A e L L A

TEACHER PRESAGE INFORMATION

NAME:
AGE: Check one (v'). Under 25 25-130
©  30-35___ Over 35

Number of years of teacher education for salary purposes
" What degrees/diplomas do you presently hold? Check ()
appropriate spaces.

a. ;_____ None \

b. ;_____ Graduate ﬁipléma

a

c. ____ Higher Diploma

d. _____ B.Ed.

e. __°__ B.A. (Specify major) . )

f. __;_;;TB.SC. (Specify ﬁ;jor)» ‘ i

g. _______Othef“&Spééify degree and major)

—1 FQ)

g *

Could you list all courses taken in educational psychology, year
taken and grade received'? ,
Course ' ‘ " Year Taken Grade
\

7. i Years of teaching experience

8.

e P S

Years of teaching in your‘present school

eS
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10,

11,

12.

14,
15.

T A B € i A R O ET I RS A R I A

394

Grade level(s) taught this school year : S

Years of teaching'experience on present grade(s)

'What grade level(s) are you most interested in teaching’

Could you briefly give supporting reasons*
Y

3

."

What a{%jects do ydu teach your class(es)?

~ e
v -

v -
s

R

Are there any‘subject areas in which you sbecialize in thé'school?

3

Number of pupils in class(es)

Administrative: grouping plan (e.g. paralIel class) Briefly‘”
describe. o : :




