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The American Association of Colleges for Teacher Education (AACTE) Media
Project was developed to determine whether (1) the gap between the producer and
the user of educational innovations could be bridged; (2) a meaningful way to present
the results of educational research to the user could be designed; and (3) the
integrated and functional use of media in instruction could be demonstrated
effectively. Asahel D. Woodruff's model of behavior as an energy system
characterized by perception, concept formation, decisionmaking, trial, and feedback
was adopted to accomplish these purposes. The first two components of this model
were used for a series of regional workshops in teacher education. Major content
components of the workshop format were interaction analysis, nonverbal classroom
communication, microteaching, and simulation, each presented by an expert in the
development of that particular area, backed up by an instructional materials
specialist. Small groups of participants viewed a video tape presentation of each
content model, followed by discussion. When all participants had been exposed to all
four models, content and design and media utilization were analyzed in large-group
discussion, and alternative models were presented. The evaluation component
substantiated the workshops' effectiveness. (Included are detailed presentations of
each component of the workshop format plus bibliographies.) (SG)
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FOREWORD

The American Association of Colleges for Teacher Education has had
a long and continuous interest in improving the preparation of our
country's teachers. The AACTE-sponsored TEAM Project stimulated con-
siderable interest within the community of teacher education, particularly
in reference to the undergraduate professional curriculum. In assessing
the impact of this effort, it appeared that the TEAM Project offered
considerable information concerning recent research conducted in teacher
education but relatively little knowledge about how to go about imple-
menting that research. This led to a second AACTE Project "A
Project to Improve Instruction in Teacher Education Through the Increased
and Better Use of the New Educational Media." This second project was an
attempt to demonstrate how to use various media in instruction to enable
people to make intelligent decisions concerning the implementation of new
programs. Further, they could research the effectiveness of a dissemination
design.

Part I of this report describes the rationale for content selection
and offers a description of the dissemination format. Part II is an effort
to describe the Workshop in Teacher Education. The working papers are
contained in this section and are the heart of the substantive effort.
Special thanks are extended to the authors for their fine contribution
to the success of the workshops: Interaction Analysis Dr. Dwight W.
Allen, dean, School of Education, University of Massachusetts; Nonverbal
Communication Dr. Charles M. Galloway, associate professor of education,
Ohio State University; Simulation Dr. Donald R. Cruickshank, assistant
dean for research and development, College of Education, University of
Tennessee; Structural and Learning Analysis Dr. Asahel D. Woodruff,
professor of educational psychology, University of Utah; and Media
Analysis Dr. Vernon S. Gerlach, professor of educational psychology,
Arizona State University.

Part III of the report addresses itself to the effectiveness of this
effort at disseminating knowledge and stimulating change. This section
was the prime responsibility of Miss Freda Douglas, research assistant for
the Project.

Part IV offers some general conclusions and specific recommendations
which have grown out of this experience.

Particular thanks must be extended to our colleagues in industry,
especially to Mr. Gordon Tubbs of the Eastman Kodak Company; Mr. Benjamin
Schultz of the Tecnifax Company; and Mr. Fred Bergstrasser, of the Ampex
Corporation at the time of the Project. These gentlemen, working very
closely with Mr. Richard A. Cornell, assistant director of the Project,
provided invaluable counsel and guidance as well as considerable material
assistance in the preparation of this report.

This entire project has been an exciting and stimulating learning



experience to those of us on the project staff. We hope it has been as

meaningful to the AACTE membership.

December 1968

Walter J. Mars, Associate Secretary
The American Association of
Colleges for Teacher Education
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Part I

INTRODUCTION

The American Association of Colleges for Teacher Education has a long-
standing commitment to improving the education of teachers. Through its
Committee on Studies, it has mounted a number of efforts aimed at gathering
and making available information about ongoing as well as new and innovative
programs in teacher education. The AACTE itself, with support from the U.S.
Office of Education, engaged in "A Project to Improve the Professional
Sequence in Pre-Service Teacher Education Th.ough the Selective and Planned
Use of New Media."' This project, the TEAM (Teacher Education and Media)
Project, was conducted between January 1963 and October 1965.

Essentially, the TEAM Project offered a new vlay of approaching the
undergraduate professional teacher education program. It presented an orga-
nized statement of the content and experiences (curriculum) relevant to the
achievement of stated behavioral objectives (teacher competencies) for pre-
service teacher education. TEAM brought togefher within the context of five
major areas / (a) The Analytical Study of Teaching, (b) Structures and Uses
of Knowledge, (c) Concepts of Human Development and Learning, (d) Designs
for Teaching-Learning, and (e) The Demonstration and Evaluation of Teaching
Competencies7 much of the most recent educational research.

The AACTE felt that while "the interaction and channels of communica-
tion within the teacher education community provides an opportunity for
innovators to be heard and to influence others,"2 the impact of innovation
needed to be increased. On the basis of extensive visitations to campuses
throughout the country and a considerable number of presentations at con-
ferences, conventions, and educational meetings of all kinds by the TEAM
staff, it was concluded that, although the teacher education community had
considerable information about the innovations being developed by educa-
tional researchers, for the most part it lacked sufficient knowledge about
these innovations to allow for implementation. In an effort to resolve this

The American Association of Colleges for Teacher Education. A Proposal
for the Revision of the Pre-Service Professional Component of a Prograllaf
Teacher Education: A Project to Improve the Professional Sequence in Prer
Service Teacher Education Through the Selective and Planned Use o2 New Media.
(Edited by Herbert F. LaGrone.) Washington, D.C.: The Association, 1964.
66 pp.

2
Pomeroy, Edward C. and Burdin, Joel L. "New Prograns Are Reshaping

Teadher Education." NEA Journal 57: 15-18; May 1968.
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problem, the AACTE mounted a second project in June 1966.

This project, also operating under a contract from the U.S. Office of
Education (Title VII B NDEA - Dissemination Research Branch), was designed
to reduce the time lag between innovation and implementation and to quicken
the pace of educational change among teacher educators in all types of in-
stitutions. While formally titled "A Project to Improve Instruction in
Teacher Education Through the Increased and Better Use of the New Educa-
tional Media," this effort became known as the AACTE Media Project.

The task which the AACTE Media Project set for itself is best stated
in the following three questions:

1. Could the gap be bridged between the "producer" of educational innova-
tion and the intended audience, the "user"?

2. Could a system be designed which would present the results of educa-
tional research to the "user" in a meaningful, knowledgeable, and
understandable way?

3. Could the integrated and functional use of media in instruction be
effectively demonstrated?

APPROACH

In considering the first question, the project defined the term "gap"
as "the difference between." That is, the educational gap exists, at least
in part, because the researcher and the practicing teacher educator rarely
have an opportunity to get together for extended and meaningful discussion.
Therefore, a vehicle had to be found which would bring the two elements,
the researcher and the practitioner, together. A workshop in teacher educa-
tion was selected since it seemed to promise a maximum anount of interaction
between presentors and participants.

The practical limitations of time, resources, and opportunity to make
availible to teacher educators throughout the nation the talents of one or
more selected innovators became immediately evident. Solving this problan
provided the opportunity to demonstrate a really functional use of the new
technology.

In planning and designing this wrkshop in teacher education, two
fundamental assumptions were made. The first ws that dissemination of
research results has been primarily by the "written report," which fewer
and fewer people have either the time or inclination to read, and that rela-
tively little "demonstration" has been conducted as a means of disseminating.
Second, the project assumed that in the holding of educational conferences,
meetings, conventions, workshops, and seminars (and for that matter many
classes), we too often ignore or do real violence to what we know about how
learning tikes place. We tend to talk about our material and talk at our
intended audience, giving limited consideration to the acquIsition of new
knowledge. The effect of our efforts has been to provide considerable in-
formation ibout but little real knowledge of our subject. The result has
been a lack of sufficient understanding of the content to make intelligent
decisions concerning implementation.

2



On the basis of these assumptions, it was determined that whatever was
selected as the substantive content of the workshop should be presented in
a manner which would allow for real or simulated demonstration, and that
such p-resentation should be designed in a manner which was consistent with
an accepted approach to learning. It soon became evident that the project
was dealing with both teaching and learning. Teaching was defined as the
facilitation of Morning. Thus, the workshop design had, as a major con-
cern, participare,: learning! Since learning requires conditions which make
behavioral development possible, the workshop design was developed in con-
cert with a model of human behavior. The Woodruff cybernetic cycle of
behavior modei3 (Figure 1) was adopted since it had been the working model
of the original TEAM Project. It was structured in a fashion which allowed
for participant freedom and provided a context within which the utilization
of media and the new technology could be presented in a visible and rational
manner.

On the basis of a large body of psychological evidence, Woodruff4 de-
scribes human behavior as a cybernetic energy system in the form of a cycle
(Figure 1) which is characterized by:

1. Percealm: Perceptual input through the senses.
2. Conce u Formation: Internal storage and organization function

(thinking, consciously or subconsciously; conditioning; and memorizing)
which establishes mediating variables, concepts, conditioned operants,
memorized &to, and vocabulary.

3. Decision Making: Response or output function which consists of:
a. Use of the conceptual mediating variables in setting up en intent

or goal.
b. Use of the conditioned variables in executing the intent and moving

toward the goal.
c. Use of the memory variables (information and vocabulary) in commu-

nicating intents and other thoughts.
4. Trial: Impact on some part of the external environment, with a conse-

quence of some kind.
5. Feedback: Feedback via the input channels from the impact and

consequence.

The project accepted the position taken by Woodruff that concepts form
through perception and thinking. It was accepted

in harmony with the basic literature that the phase of the cycle
pattern in the human cybernetic system (namely: perception, concept
formation, use of concepts in making decisions, the execution of
decisions, and the perception of the consequences of one's actions)
reveal real interdependencies that can prevent learning if they are
ignored and not provided for.

3 Woodruff, Asahel D. "The Use of Concepts in Teaching and Learning."
Journal of Teachr Education 15: 81-99; March 1964.

4 The American Association of Colleges for Teacher Education. Professional

Education and Media Project. The Association, 1968. p. 18.
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CONCEPT STORAGE AND
ORGANIZATION

Concept Formation
Conditioning
Memorization

SENSORY
INTAKE

Eyes PERCEPTION
Ears
Nose Registration
Mouth of
Skin Experience
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(Sensing)

(Thinking)

(Doing)

(Choosing)

TRIAL

Adjustive Acts
Empirical Testing:

Concept Validation
Value Sensing

(Motive Formation)

DECISION
MAKING

Anticipating
Process and
Value
Outcomes
Initiating

Figum 1. The Cognitive Cycle in Behavior and Learning

More explicitly: A concept of something cannot form until its per-
ceptual elements have been fed into the system by means of sense percep-

tion. Verbal efforts to substitute for this direct sense-perception

[typical of most of our teaching] will not succeed. This is so because

a person cannot make a decision about a particular matter until he has

meaningful concepts about that matter further on the basis of the

same psychological literature concepts cannot be transmitted from one

person to another they must be perceived by each person from experi-

ences with the real referents or good portrayals of them.5

The role of the project, in view of this rationale, and in seeking an

answer to the second question, "Could a system be designed which would

present the results of educational research to the 'user' in a meaningful,

knowledgeable, and understandable way? was to select an innovation (or

innovations) developed by recent educaUonal research, program it in a

manner which provided for maximum perceptual input, and engage in meaningful

interaction with workshop participants for the purpose of establishing as

5 Woodruff, Asahel D. "Accreditation by Evaluation of the Product: What

it Means for Teacher Education Programs." Teacher Education: Issues and

Innovations. Twenty-first Yearbook of The American Association of Colleges

for Teacher Education. Washington, D.C.: The Association, 1968. pp. 237-45.

4



clear a conceptual understanding of the innovation as possible.

The meaning of dissemination is to make known, hopefully in the most

knowledgeable manner which can be effected. It is not to require, it is

not to decide. Educational innovations are to be evaluated by educators.
They are to be judged useful and meaningful in terms of the individual
educator's own philosophy of education and should be used only if they can

improve a program of education. The project, therefore, was seen as prop-
erly dealing with only the first two phases of the Woodruff model
perceptual input and concept formation, as illustrated in Figure 2. The

two remaining steps, Decision Making and Trial, were, as they should be,

left to the workshop participants to carry out in their own programs at

their own institutions.

Af3

PERCEPTUAL
INPUT

CONCEPT

FORMATION

c2+

TRIAL OR
DOING

DECISION
MAKING

Figure 2. Workshop's Area of Concern

The provision of sufficient and appropriate perceptual input leading
to the formation of clear and accurate concepts, as illustrated in Figure 2,

thus became the working model for each component of the workshop as well as

for the total workshop effort.

SELECTION OF CONTENT

It seemed safe to assume that the participants in both the pilot and

regional workshops would bring to the experience widely diversified back.-

grounds. If the workshop was to be a meaningful experience for all those
who attended, they had to be able to relate the substance of the workshop

5



to their cwn ongoing educational responsibilities. What do all teachers,

regardless of level or subject being taught, have in common?

Step inside a classroom, what do you hear? The chances are better

than 60 percent you will hear someone talking if you were in an
elementary school or found yourself in an "academic" classroom of

a secondary school.

If sameone is talking, thP chances are thnt if will hP fhP fPachers
more than 70 percent of the time. Yes, the teacher talks more than

all the students combined. He manages class activities by giving
directions, he expresses his ideas by lecturing. He stimulates

student participation by asking questions. He clarifies student ideas

by applying them to the solution of a problem. He praises and encour-

ages students from time to time. On rare occasions he may clarify or

diagnose the feelings and attitudes expressed by students or inferred

from their behavior. He may also criticize the behavior of a student

or class. All are types of teacher statements that can be heard in a

classroom.

Most of the functions associated with teaching are implemented by

verbal communication.6

If this statement is even partially accurate, we must recognize that

all teachers, regardless of subject or level, use talk in their teaching.

Through the use of his awn verbal behavior patterns, the teacher exercises,
to a greater or lesser degree, his influence upon the class. Fortunately,

some excellent research has been done in the area of verbal behavior.
INTERACTION ANALYSIS, as developed by Flanders and implemented by Amidon,

was selected as one of the substantive components of the project.

Dr. Edmund J. Amidon, professor of educational psychology and psychology at

Temple University, Philadelphia, Pennsylvania, was asked to present the
interaction analysis component because he, more than anyone, had used this

particular model with undergraduate teacher preparation stuaents.

"How the person communicates, his tone of voice, his facial exTression,
his choice of words, the amount and kind of his talk will all determine,

in part, how the receiver preceives his communicatim."7 "To avoid tile
narrow view we must start by recognizing that man communicates to his

fellaw man with his entire body and with all his behaviors0"8 "/These

Flanders, Ned A. Teacher Influencetpupil Attitudes and Achievement.

Final Report. (Cooperative Research Project No. 397, U.S. Department of

Health, Education and Welfare, Office of Education.) Minneapolis:

University of Minnesota, 1960. pp. 1-2.

7 Gibb, Jack R. "Sociopsychological Processes of Group Instruction."

Dynamics of Instructional Groups. (Fifty-ninth Yearbook of the National

Society for the Study of Education, Part II.) Chicago: University of

Chicago Press, 1960. pp. 115-35.

8 Halpin, Andrew W. "Muted Language." School Review 63: 85-104;

Spring 1960.
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behaviors70..are taken by pupils as signs of the psychological state of
the teacher."9 "It makes little difference what the teacher's inten-
tions are and how good the methods are that he uses; if he fails to see
what meaning his behavior has for tlie students, he will not be able to
understand their reactions to him. "IO "Teachers seem to vary in their
inclination and for their capacity to communicate favorable feelings.
It seems urgent that teachers be helped to recognize the significance
of the feelings which they express toward children consciously or un-
consciously."11 We recognize that interaction must be understood as
a process of influence, but it MUST include the NONVERBAL as well as
the varbal."12

On the basis of the foregoing, it must be concluded that another
characteristic of all teachers, regardless of where or what they teach, is
that they seni and receive messages without saying or hearing a word. They
engage in NONVERBAL COMUNICATION; To complete the picture of the teacher's
behavior, the proiect included as a second substantive component NONVERBAL
COMMUNICATION IN THE CLASSROOM. A foronost authority in this area is
Dr. Charles Galloway., associate professor of education at the Ohio State
University, Columbus. He was asked to make this presentation:

The main purpose of a teacher preparation program is to ensure that
effectiveness in the learning of pupils is nurtured by the best possible
teaching procedures. This means that the ahns of the training program
must be clearly stated in behavioral terms. These include both the long-
range and the hnmediate aims concerning the competencies in teaching and
learning which have been spelled out The immediate task facing the
training program is the development of sufficient competence in a variety
of technical skills so that the trainee will begin to be able to exercise
good professional judgment in what should be done in any particular
teaching situation he confronts. The training program that enables him
to develop that power is one that is organized around the major problems
a teacher confronts in his teaching.13

Smith, B. Othanel. 'A Concept of Teaching." Language and Concepts in
Education. (Edited by B. Othanel Smith and Robert H. Ennis.) Chicago:
Rand McNally & Co., 1961.

10
Jenkins, David H. "Prediction in Interpersonal Communication."

Journal of Communication 11: 129-35, 166; September 1961.

11
Davidson, Helen H. and Lang, Gerhard. "Children's Perceptions of

Teacher's Feelings Toward Them Related to Self-Perception, School Achieve-
me.At, and Behavior." Journal of Experimatal_Education 24: 107-18;
December 1960.

12 Gallaway, Charles M. A Model of Teacher Non-Verbal Communication.
Prepared for the AACTE Media Project, December 1966. p. 1.

13 Bush, Robert N. and

ES-4"1...-S2-jrLthe Trainin
Teacher Education, 1967.

Allen, Dwight W. Micro-TeachingantrallEd
of Teacherse Prepared for the AACTE Workshop in
p. 4.
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We must also recognize that there are many factors which influence
the way a teacher teaches ....Bec ause of these factors we are obligated
to provide the teacher the opportunity to acquire as many teaching
techniques as possible so that he is free to choose, from a full reper-
toire of teaching alternatives, those which are compatible with his
individual make-up. 14

Moro-teaching is a system of controlled practice developed by Dr.
Dwight W. Allen, now dean of the School of Education at the University of
Mapaalubtts, Amherst. This particular approach focuses upon specific
aspects of teaching and provides an opportunity for the trainee to practice
under controlled conditions. Competence in one skill is developed before
the individual proceeds to another skill. It was accepted that all teachers
must have skill in teaching and since micro-teaching was designed as a way
of allowing the individual to acquire skill in teaching, Allen was asked to
present the third substantive component of the workshop, MICRO-TEACHING.

We may use practice work as an instrument in making real and vital
theoretical instruction; the knowledge of subject matter and principles
of education. This is the laboratory point of view...practice work
thns...gives the student a better hold upon the educational significance
of the subject matter he is acquiring.15

The professional component of a program of teacher education for
the last 25 or 30 years has taken for granted that the teacher education
student will put together the talk about education and his teaching.
The recent research in teaching and work in theory indicates that this
is an extremely difficult task and that an assumption of this magnitude
is more likely false than true.16

With the advent of the newer media and the adaptation of an old
training technique, simulation, it is now possible for teacher educators
to provLde more life-like learning situations of an instrumental nature
which permit theory and practice to be joined.°

174 Young, David B. Th'e Analysis_and Modification of Teaching Behavior
Usina Interaction Analysis Micro-Teachin and Video-Ta e Feedback. Paper
presented at the fifty-second annual convention of the National Association
of Secondary School Principals, February 10-14, 1968, Atlantic City, New
Jersey. p. 2.

15 Dewey, John. "The Relation of Theory to Practice in Education." The
Relation of Theor to Practice in the Education of Teachers. Third Yearbook
of the National Society for the Scientific Study of Educati-on. ehicago:
University of Chicago Press, 1904.

16 A,Proposal for the Revision of the Pre-Service Professional Program.
3f Teacher Education. 221...s/p., p. 63.

17 Cruickshank, Donald R. "The Longacre School: A Simulated Laboratory

for the Study of Teaching." Paper prepared for AACTE Workshop in Teacher
Education, 1964. p. 63.
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There has long been a recognized need to make teacher education stu-
dents more sensitive to the needs of pupils and to environmental and

social factors affecting the school and its functions. The project recog-

nized in the Teaching Problems Laboratory, developed by Dr. Donald R.
Cruic shank, director of research and services, College of Education, at

the Unlversity of Tennessee, Knoxville, an instrument for developing this

needed sensitivity. Cruickshank was therefore asked to present the fourth

substantive component of the workshop, SIMULATION.

Thus, considering that all teachers, regardless of level or subject,

talk, gesture, need certain skills, and need to be sensitive to the reali-

ties of the classroom; the four major content components of the workshop

selected were INTERACTION ANALYSIS, NONVERBAL COMMUNICATION IN THE CLASS-

ROOM, MICRO-TEACHING, AND SIMULATION. The next task was to program each of

these f.our components in a way which was consistent with the identified

working model illustrated in Figure 2.

Each of these four educational researchers was asked to prepare a
working paper which described his model, including the concepts, vocabulary,

data, and instrumental acts which were necessary for understanding. Heeding

Woodruff's comment, "A concept of something cannot form until its perceptual

elements have been fed into the system by means of sense perception,"16 each

paper was used as the basis of a script. From each script a videotape was

produced of the educator presenting his particular model. Three of these

videotapes were produced by the Division of Radio and Television at the

University of Maryland, College Park, under the direction of Dr. Thomas e-

Alyward. The fourth was produced by Dr. Mel Smagorinsky of the State Uni-

versity College at Brockport, New York. These videotapes were to serve as

perceptual input for workshop participants as an effort was made to develop

a conceptual understanding of each model.

An effort was also made to remain consistent with the working model in

the production of each videotape. Working with an instructional materials
specialist, each presentor identified those concepts which were critical to

the understanding of his model. The instructional materials specialist then

provided perceptual materials in the form of video and film clips, slides,

overhead transparencies, and actual role-play incidents which were included

in the videotapes and inserted at the appropriate times as indicated by the

presentor. The intent of these videotape presentations was to provide all

workshop participants with a common body of percepts which through discus-

sion could be molded into clear concepts.

In presentation, each videotape WAS followed by a discussion and clo-

sure session led by the presentor or someone identified by him as equally

quar'ied. The purpose of these sessions was for participants to clarify

mearangs and achieve understanding relative to the model under discussion.

Again, where perceptual input was still lacking or needed to be strengthened,

the instructional materials specialist provided the presentor with a variety

of perceptual materials including film, video playback or additional video

recordings, slides, transparencies, audio recordings, role-play situations,

s Woodruff, op. cit., p. 4.
V.0111.41
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and the like. The initia sessions were for perceptual input; the discuP.-
sion and closure sessions were for conceptual understanding.

Having been exposed to four possible components of a teacher education
program, workshop participants next engaged in an analysis session. The

analysis experience was made up of two components. The first looked at the

content and experiences (c=iculum) of the preservice professional teacher

education program. Building on the content of the four conceptual models
and the manner in which they had been presented in phase one of the work-
shop, generalizations were drawn relative to the use of a variety of con-
ceptual models in teacher education and to the utility of the design of the
workshop for undergraduate teacher preparation. The proposition was set

forth, as it had been in the original TEAM Projects that:

1. The teacher's conceptual scheme for organizing his environment provides
the basis for selecting an alternative.

2. The teacher's behavior is the means for expressing the chosen
alternative.19

Going from the specific of the workshop to the general of a teacher
preparation program, this part of the analysis suggested that by exposing
the undergraduate to a number of such conceptual models he will be better
able to formulate for himself his own conceptual scheme of what teaching
really is.

As with the earlier presentations, an effort was made in the presenta-
tion of the analysis session to remain consistent with the identified
working model. Under the direction of an instructional materials special-
ist, new perceptual materials were prepared for this session. These mate-
rials plus the four presentations from part one of the workshop served as the
perceptual input necessary to achieve a conceptual understanding of both the
workshop design and Woodruff's Cybernetic Cycle of Behavior and Learning.
Because this model was so critical to the total workshop effort, Asahel D.
Woodruff, professor of educational psychology and former dean of the College
of Education at the University of Utah, Salt Lake City, was asked to conduct
this session. Woodruff prepared the paper for this session and, whea his
schedule permitted him to participate in regional workshops, he presented
the paper himself.

Part two of the analysis component was concerned with the 1142f` of media
in instruction, and specifically with the use of media in each component of
the workshop. With specific reference to the manner in which the media were
utilized by each of fhe prior presentors, Dr. Vernon Gerlach, associate
professor of educational psychology at the Arizona State University, Tempe,

established gen4tralizati zelative to the properties of the new media to
make possible a completely new and different approach to the study of
teaching and to the curriculum for professional teacher development.
Gerlach noted the potential of the media to extend the learning capacity of
not only workshop participants but all learners.

19 A Proposal..., op. cit.
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While recogtizing the capability of the new media in such areas as

magnification, amplification, selectivity, isolation, authenticity, repro-

ductivity, and simplification, Gerlach engaged participants in a series of

exercises aimed at analyzing the 'strengths and weaknesses of the workshop

experience as it relates to three. selected principles of media utilization:

(a) SYMBOLIC SUBSTITUTION that is, providing a referent before the sym-

bol or characteristics of the referent are discussed; (b) SELECTIVE PERCEP-

TIOA guiding the learner's attention to the primary point and eliminating

competing stimuli, and (c) DECISION MAKING getting the learner committed

and involved in the learning operation.

Gerlach was also consistent with the identified workshop model by using

materials from prior presentations as perceptual input to lead to a concep-

tual understanding of these three selected principles of media utilization.

The final component of the workshop in teacher education was added

following the pilot effort as a result of feedback from pilot participants.

The impact of the pilot workshop was such that participants apparently felt

that substantive models were being presented as the innovations in teacher

education. Certainly such was not the case. The programed presentations

were offered as some alternatives among many available for the professional

teacher education curriculum. The effort was selective rather than exhaus-

tive. In order to overcome this misunderstanding, a final component was

added wherein workshop participants were exposed to three other possible

innovative approaches in professional teacher educatian that could have been

programed to fit the workshop design.

The first of these was a series of filmed critical incidents in teach-

ing developed by the Innovation in Teacher Education and Media at Stanford

University (Project ITEMS). This series of short staged incidents offers

some alternative choices of action for the teacher, then asks the students

to arrive at other alternatives in their discussions.

The second alternative was another approach to simulation in the class-

room. This was a filmed report on a project directed by Dr. Bert Kersh at

the Oregon College of Education. The film used to illustrate this partic-

ular approach was produced by Dr. Robert Wagner of the Ohio State Univer-

sity, Columbus.

The third alternative presentation was one of a series of five films

developed by the Inter University Film Project at the University of Missouri

at Kansas City. The series, entitled Critical Moments in Teaching, consists

of open-ended problem orientated films, all based upon some principle of

educational psychology. No solution to the problem is offered, but a dis-

cussion is stimulated. It was anticipated that the student would use his

knowledge of the principles of educatianal psychology to find a resolution

and make his decisions.

Judging from the reaction of participants at regional workshops, the

addition of the final component on alternatives accomplished its purpose

and reassured teacher educators that the purpose of the workshop was not

to offer one innovation as better than another but to disseminate the

11



results of educational research in a more effective manner.

SUMMARY

The AACTE Workshop in Teacher Education was an effort:

1. To show that the gap between dhe "producer" of educational innovation

and the intended "user" of educational research could be bridged.

2. To demonstrate a system which could present the results of educational

research in a meaningfio, knnwledenhip, nnd understandable way.

3. To demonstrate the integrated and functional use of media in instruction.

In order to accomplish these stated purposes, Woodruff's cybernetic

cycle of behavior (Figure 1) was adopted as a tenable model. In this model,

behavior is viewed as an energy system and is characterized by--

1. A sensory input process.
2. An internal storage organization and concept formation process.

3. A decision making process.
4. An overt trial or doing process.

5. A feedback process which is a reaction to the trial process and thus

becomes additional sensory input, providing the system with its energy.

The role of the project was seen as presenting the results of educa-

tional research in a manner which would provide individual participants with

a sufficient conceptual understanding of the material presented so that they

could make an intelligent decision relative to implementation in their own

program of teacher preparation. Therefore, only the first two components

of the Woodruff model were considered in the working model for the Workshop

in Teacher Education (Figure 2).

In the preparation and presentation of each part of the Workshop in

Teacher Education, every effort was made to remain consistent with the

working model.

Each of the four presentors, backed up by an Instructional Materials

Specialist, was provided with the amount and kind of perceptual input he

considered essential for a clear conceptual understanding of his model

(Figure 3).

IMS 1MS

IMS = Instructional Materials Specialist

1MS 1MS

P = Presentation CF = Concept Formation

Fignre 3. Operational Design for Experience Phase of Workshop
in Teacher Education
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The same operational design held true for both parts of the Analysis

phase of the workshop. For the content and design analysis section, the
four presentations (P1, P2, P3, P4) served as the perceptual input leading
to a conceptual understanding of the Woodruff model (Figure 4).

IMS

)

PI P21)314

Figure 4. Operational Design for Analysis Phase (Part I)
of Workshop in Teacher Education

For the media analysis section, the four presentations plus the first
analysis section (A1) served as the perceptual input necessary to understand
the concepts presented relative to media utilization (Figure 5).

IMS "-P1P2P3P4A1

Figure 5. Operational Design for Analysis Phase (Part II)
of Workshop in Teacher Education

Thus, every major part of the workshop was designed and remained consistent
with the adopted working model.

The workshop format, as it was designed, developed, and presented
throughout the country, is shown in Figure 6.

Figum 6. Format for Workshop in Teacher Education

Following a large group orientation, participants separated into two groups
and viewed a videotape presentation on a given model. This was followed by

a discussion and closure session on the model presented. During the after-

noon the process was repeated using a second model. During the second day

13
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of the workshop, the mall groups switched. By the end of the second day,

all participants had experienced a videotape presentation of each of the

four models and engaged in a discussion and closure session concerning each

model aimed at cla 4fying meanings and achieving understanding. The last

half day was preseed in a large group session and uss devoted to an analysis

of content and design, an analysis of media utilization, and the presenta-

tion of other alternatives. Each component of the workshop format will be

presented in Part II of this report.

14



Part II

THE EFFORT

THE PILOT

As was indicated in Part I of this report, the effort took the form of
a Workshop in Teacher Education. The first workshop, truly a pilot effort,
was held on the campus of the University of Maryland, January 28-30, 1967.
This first workshop involved as participants two representatives from 18
selected institutions across the country. The selected content was pre-
sented in separate components: (a) Interaction Analysis, (b) Micro-
Teaching, (c) Nonverbal Communications in the Classroom, (d) Structural
Analysis, and (e) Media Analysis.

The first three of these components made up the substantive content of
the pilot workshop. The fourth, the structural analysis component, attemp-
ted to relate the presentaLion of the substantive material to what we know
of learning; and the fifth, the media analysis component, addressed itself
to the use of media throughout the entire effort. The general rationale
for the selection of the first three components was as follows:

We recognize that the teacher's primary behavior in the classroom is
verbal. Through the use of his own verbal behavior the teacher tends to
influence what happens in the classroom. Therefore, a consideration of the
teacher's verbal behavior, i.e., interaction analysis, seemed appropriate.
The component of nonverbal communication in the classroom was included so
that participants could consider the teacher's total behavior, which was
considered to be a combination of verbal and nonverbal elements. Finally,
it was thought that the tacher's verbal and nonverbal behavior patterns
were displayed as he exercised various competencies or skills in his teach-
ing. This led to the addition of the micro-teachiLig component as a meiszs
of looking at the specific skills Peeded by the pra^ticing teacher. The
design seemed to create an appropriate continuum with verbal behavior at
one end, nonverbal behavior at the other, and skill development in the
middle,

Participants in the pilot wlorkshop began by taking a pre-test and were
then exposed to the three substantive components, followed by the structural
analysis and the media analysis. The group was then post-tested, which con-
cluded the workshop. Reactions to the total experience were sought from all
participants through a reaction sheet to be returned by mail.

FEEDBACK

Of the 36 pilot participants, 33 responded to the request for reac-
tions. The feedback indicated the following.

15



1. While the pre- and post-test provided an interesting experience, they
added little to the total experience.

2. The immediate immersion in the program bothered many participants. It

was felt that a general orientation to the experience should provided
would include the objectives of the workshop.

3. It was the general feeling that- the substantive presentations were out
of balance; that is, that Int iction Analysis and Nonverbal Communica-
tion offered two curricular innovations while Micro-Teaching offered
only one operational technique or way of implementing certain facets of
the curriculum. It was suggested that a second operational technique
be added.

4. It was strongly suggested that both the Structural Analysis and Media
Analysis components be refined and tightened. This suggestion applied
both to the concepts presented and to the techniques of presentation.

5. Some concern was expressed that the workshop seemed to be "selling" the
three substantive components. The suggestion vas put forth that greater
effort be made to indicate that the selected content represented only a
few alternative innovations available to teacher education.

This feedback was given careful consideration and the next several
months were spent in re-riewing the videotapes of the pilot workshop and in
refining the overall workshop format.

SCIEDULE

At the Annual Meeting of The American Association of Colleges for
Teacher Education (AACTE), ir February 19672 a report on the pilot workshop
was given at the open meeting of the Subcommittee on Teacher Education and

Media. In addition to the staff presentations, general reactions were pre-
sented by two participants in the pilot workshop, Dr. L. Morris McClure,
associate dean for undergraduate teacher preparation, College of Education,
University of Maryland, College Park; and Dr. Allen Myers, dean, College
of Education, Eastern Michigan University, Ypsilanti. Dr. George W.
Denemark, dean, College of Education, University of Kentucky, Lexington,
and a member of the AACTE Subcommittee on Teacher Education and Media, also
offered a reaction as official observer.

In addition to this kind of national exposure, a brochure was mailed
to all member institutions of AACTE asking about their interest in hosting
a regional workshop. Favorable responses and requests for additional infor-

mation were received from 151 institutions. From this number the following
institutions were selected for regional workshops. Selection was based pri-
marily on early response and willingness to serve a broad geographic area.

AACTE REGIONAL WORKSHOPS IN TEACHER EDUCATION

Host
Institution Date Coordinator

1. The University of Rochester July 5-7, '67
and Eastman Kodak Company
Rochester, New York
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Dr. Dean Corrigan
Associate Dean



2. The University of Missouri July 13-14, '67
Columbia, Missouri

3. The University of Denver Sept
Denver, Colorado

4. Marymount College
qnlinn, Knr.QpQ

Sept

Dr. Bob G. Woods, Dean

12-14, '67 Dr. Nathaniel H. Evers
Dir., School of Education

. 21-23, '67 Sister Magdalita, Supv.
Secondary Education

5. Marygrove College Oct. 4-6, '67
Detroit, Michigan

6. Stout State University Oct. 9-11, '67
Menomonie, Wisconsin

7, Lehigh University and State Oct. 11-13, '67
Dept. of Public Instruction
Bethlehem, Pennsylvania

8. University of Tennessee Oct. 19-21, '67
Knoxville, Tennessee

9. Southeastern Education Lab. Oct. 25-27, '67
and Eastman Kodak Company
Atlanta, Georgia

10. University of Chicago
Chicago, Illinois

11. Southern Illinois Univ.
Carbondale, Illinois

12. Ohio State University
Columbus, Ohio

Nov. 1-3, '67

Nov. 6-8, '67

Nov. 15-17, '67

13. University of Puerto Rico Nov. 28-30, '67
Rio Piedras, P. R.

14. Southern Oregon College
Ashland, Oregon

Dec. 6-8, '67

Sister Gilmary, Assoc.
Professor of Education

Dr. D. P. Barnard, Chmn.
Audio-Visual Department

Dr. Clifford A. Burket
Assoc. Professor of
Education

Dr. E. C. Merrill, Dean
College of Education

Dr. Alexander J. Kloster
Associate Dir., SEEL

Dr. Kevin Ryan, Director
MAT Program

Dr. Elmer Clark, Dean
College of Education

Dr. Fredrick R. Cyphert
Associate Dean
School of Education

Dr. A. A. de Vergne
Associate Dean
College of Education

Dr. E. C. McGill
Dean of Faculty

Because of scheduling difficulties, additional workshops were scheduled
during the period of March 1, 1968, to May 31, 1968.

15. Texas Technological Univ. Mar. 6-8, '68
Lubbock, Texas

16. Farmington State College Mar. 27-29, '68
Farmington, Maine
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Dr. L. Ann Buntin, Head,
Department of Home
Economics Education

Dr. Eniar Olsen
Dean of Instructicn



17. University of iittsburgh Apr. 24-26, '68
Pittsburgh, Pennsylvania

18. University of Maryland May 14-16, '68
College Park, Maryland

Dr. Robert A. Cox, Chmn.
Educational Communication

Dr. David Young
Assistant Professor of
Education

This effort has reached almost 1,000 teacher educators, representing
more than 425 institutions of higher education and public school systems
from 40 of die 50 states and several foreign countries.

AN OVERVIEW

The design of the regional workshops is presented schismatically in
Figure 6 on page 14.

1 General orientation provided by the project director or member of
the project staff.

Interaction Analysis, presented by Dr. Edmund J. Amidon of Temple
University via videotape recording.

Micro-TeachinE presented by Dr. Dwight W. Allen of the University
of Massachusetts via videotape recording.

/4\ A discussion and closure session to clarify meanings and achieve
understanding. The host institution could select its own resource
person for this purpose or the project staff would sccure the
services of a qualified resource person for the institution.

Nonverbal Communication in the Classroom, presented by Dr. Charles
M. Galloway of the Ohio State University via videotape recording..

Simulation, presented by Dr. Donald Cruickshank of the University
of Tennessee via videotape recording.

A discussion and closure session to clarify meanings and achieve
understanding. The host institution could select its own resource
person for this purpose or the project staff would secure the
services of a qualified resource person for the institution.

Following Session 1 the total group divided into two smaller groups
for the purpose of facilitating discussion and interaction. During the
second day of the workshop, the groups switched and the presentations and
discussions were repeated. Thus, by the end of the second day, all parti-
cipants had been exposed to all four presentations and had engaged in a
discussion relative to each.

Once again in a large group session, the Structural Analysis phase
of the workshop was presented by either Dr. Asahel D. Woodruff of
the University of Utah or the project director. This session
related the experience of the previous two days to what we know of
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how learning takes place and offered a rationale for the use of
new media set within the framework of learning theory.

The Media Analysis component looked more specifically at the work-
shop experience in relation to three principles of media
utilization symbolic substitution, selective perception, and
decision making. Also offtred was a basic four-step model for media
selection and utilization. This component was presented by a team
made up of the project staff (live) and Dr. Vernon Gerlach of
Arizona State University (videotape).

The final session of the workshop might be classified as an exposure
to other possible alternatives which could well be used within a
teacher preparation program. No attempt was made to discuss these
alternatives. The point made was that these alternatives could have
been selected and programed into the workghop format just as well as
the four chosen. The alternatives presented mare:

1. Alternatives in Teaching a series of classroom incidents pro-
duced by the ITEMS Project at Stanford University.

2. Oregon Simulation Program (using Oregon Simulation Clip fram
Ohio State University film).

3. Interuniversity Film Project stimulus films for teacher educa-
tion. The University of Missouri at Kansas City (using the film
What Do You Know About Benny).
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THE WORKSHOP

So that the reader may more clearly understand the intent of the total

effort and grasp the significance of the design, an effort is made to repro-

duce each component here, except for 3A, 3B, 5A, 5B, and 8 the discussion

and closure sessions and the alternatives session. In place of the video-

tape, a paper by each of the presentors is included. In great measure, the

videotape contains the same material and was based upon the paper. Wherever

possible the papers are cued for the use of the visual materials that were

used. It is hoped that these materials can be made available to those

institutions who might wish to conduct their own workshop in teacher educa-

tion. Papers are cued according to the following:

S Slide
OV Overhead
F Film

VTR Videotape

1

ORIENTATION

The primary concern of The Anerican Association of Colleges for Teacher

Education 4s the improvement of teacher ellucation throughout the country.

Our 806 member institutions prepare over 90 percent of the new teaching

force of this country each year. We have a responsibility, therefore, to

innovate, to suggest, to inform. With the object of improving the educa-

tion of tea.hers, many ressarch studies and experimental efforts have been

and are betug conducted throughout the nation. Yet, in many cases these

efforts are carried out in relative isolation from the mainstream of teacher

education, and their results go largely unknown and unused. One could

argue, of course, that the researcher has a responsibility to the field to

make known the results of his experimentation, but that is not our present

concern. We feel that the AACTE does have fhat responsibility to its

membership, and that it is a responsibility which goes beyond simply making

important information available. 1t is also necessary to make sure it is

understood: to inform with unc.din.

(S-1) The purpose of this workshop is to offer teacher educators an

understanding of new teaching strategies and (S-2) media systems in the

field of teacher education. (5-3) Your job is to evaluate it, to accept or

reject it in terms of its usefulness for your applications, or its compati-

bility with your own philosophy of teacher preparation. (S-4)

Three years ago the AACTE, in cooperation with the Associated Organi-

zations for Teacher Education, began the Teacher Education and Media

Project. Among the objectives of this project were:

(S-5) 1. Suggestions for restructuring the organization of preservice
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teacher education to take full advantage of the new media.

(S-6) 2. Plans for developing technological instructional units, and
for organizing them into multimedia instructional systems
appropriate for teacher education.

(S-7) The TEAM Project pulled together the latest in teacher education
research and presented a proposal for revision of the preservice teacher
education curriculum. (S-8)

TEAM assumed that the prospective teacher, because of his awn experi-

ences as a student, had already formed certain ideas about teadhing. It

assumed, however, that in most instances such ideas were likely to be incom-
plete, (S-9) reflecting the student's one-sided experience with the teaching
process, that is, from the learner point of view only. (S-10) Thus the pur-

pose of the professional education curriculum is to reorganize and extend

the ideas about teaching that the prospective teacher already possesses, and
in so doing to transform a student into a teacher.

(S-11) Based on these assumptions, the TEAM Project presented a pro-
posal for revision of the preservice professional component of the teacher
education curriculum. In keeping with the project's first objective, the
proposal called for the establishment of a five-course undergraduate program

which included:

(S-12) Course I
(S-13) Course II
(S-14) Course III
(S-15) Course IV
(S-16) Course V

Analytical Study of Teaching
Structures and Uses of Knowledge
Concepts of Human Development and Learning
Designs for Teaching-Learning
Demonstration and Evaluation of Teaching
Competencies

(S-17) Broadly speaking, then, the original TEAM Project suggested a
curricular revision built around the premise that if the teacher prepara-
tion student were presented a series of conceptual models, offered within
the framework of these five courses, he would thus be provided with the
background and weaponry needed to construct his awn conceptual model of

teaching.

(S-18) The TEAM Project found that in thinking about this curricular
revision, it was helpful to use the Woodruff "Cognitive Cycle in Behavior
and Learning" as a way of looking at the process of concept formation and
model-building. As stated verbally, "Human behavior and learning operate
in a cycle beginning with referential-perception input and followed by
assimilation, accommodation, tryout, and feedback to referential-perception

input."20

(S-19) Graphically represented, this cycle has four main components:
(S-20) Perceptual Input, (S-21) Concept Formation, (S-22) Decision Making,

70 Woodruff, Asahel D. "Cognitive Models of Learning and Instruction."

anampaary Theories of Instruction. (Edited by L. Siegel.) San

Francisco: Chandler Publishing Co., 1967. Chapter 1.
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and (S-23) Trial or Doing. According to Woodruff, concepts are formed on

the basis of the sensory or perceptual input experienced by the learner.

(S-24) If the learner is exposed to a great wealth and variety of sensory

input, he can develop the variety and wealth of concepts which are needed

for effective and creative behavior. It is here that media has a vitally

important part to play in providing the kinds of multisensory input needed

in the learning process. These, then, were our antecedents the forces and

concerns which led us to this workshop.

(S-25) The present AACTE Media Project is an effort to meet the second

objective of the original TEAM Project: To develop plans for multimedia

instructional systems appropriate for teacher education. (S-26)

In structuring this workshop as a meaningful learning experience, we,

too, have found it useful to refer to the Woodruff learning cycle, both for

organizing the content and for programing learning situations.

(S-27) Teaching is a complex and dynamic process. Decisions are

required of teachers, whether these decisions are intuitive.and unrecognized

or conscious and examined. But intuitive or conscious, such decisions are

a result of the individual's own conceptions about teaching, (S-28) and

these conceptions can be enhanced, broadened, and made sharper through

skillful use of the new media.

(S-29) The experience you are about to begin offers some alternative

models, but any model might serve. These are used simply to demonstrate the

instrument or vehicle which has been designed and which is consistent

throughout with the cognitive cycle set forth by Woodruff.

(5-30) Working with an iustructional materials specialist, each of the

presentors you will see was given a variety of media to provide the sensory

input necessary to establish conceptual understanding which he considered

essential.

(S-31) Next, using these presentations as perceptual input, Woodruff

will in the same way develop the concepts necessary to understand the cog-

nitive cycle in behavior and learning. (S-32) Gerlach in turn will use

both the presentations and Woodruff's Structural Analysis as the perceptual

input necessary to understand what is meant by the integrated and functional

use of media in instruction. (S-33) Thus, our attention to the first two

components of the learning cycle is consistent throughout the Experience

Phase, the Integrative Phase, and the Analysis Phase of the workshop. (S-34)

This workshop has two tracks. (5-35) One is a curricular track which

concerns itself with conceptual models which might be included within the

first course of TEAM'S proposed five-course teacher education curriculum,

the Analytical Study of Teaching. The second is an operational track

examining ways that might be used to implement certain components of the

curriculum. The curricular track begins with an examination of Interaction

Analysis, as developed by Flanders and implemented by Amidon. This compo-

nent looks at the teacher's use of his own verbal behavior as an instrument

of influence in the classroom. The second curricular component is Nonverbal
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Behavior in the Classroom. Here we are introduced to Galloway's categori-
zation of the nonverbal actions of the teacher as both sender and receiver.
Please understand that we could have selected a number of other curricular
components, but our intent is simply to offer two possible alternatives for

your consideration. (S-36)

Similarly, the secona, or operational, track of the workshop could
have been devoted to any number of other techniques made possible by the

new media. We have selected Micro-Teaching as developed by Allen and a

Simulation program developed by Cruickshank. Our approach, in other words,

is selective rather than exhaustive.

We anticipate that after completing this workshop, we will have ful-
filled our stated objectives, which are to:

(5-37) 1. Demonstrate some selected elements of an undergraduate teacher
education program.

(S-38) 2. Demonstrate the integrated and functional use of media in

instruction.

(S-39) 3. Demonstrate that media are essential to the effective activation
of any complete idea of learning.

(S-40) 4. Make the relationship between media and learning visible and
rational.

During this workshop, we hope that you will recognize several things:

(S-41) First: that we have selected a model of behavior as our concep-

tual vehicle. Although this model has four components, we are specifically
concerning ourselves with only the first two Perceptual Input and Concept

Formation. The other two components, Decision Making and Trial, are yours

on your own campuses.

(S-42) Second, that the workshop format is based on and consistent

with the selected model. We hope you will be conscious of the flow scheme
and recognize that it is the integrated application of the media that makes

it work.

(S-43) Finally, that the selected content (Interaction Analysis,
Nonverbal Behavior in the Classroom, Micro-Teaching, and Simulation) are
only alternatives and that the content is actually incidental to the Media
workshop pattern (S-44).

Our purpose is to inform with understanding. We have some very specif-
ic objectives in mind for you. But after you have completed th entire

experience, we want you to tell us two things: did you reall:;. '-'arn some-

thing about the selected approaches to teacher education, and ,u you feel
that this kind of wrkshop is a viable way of bridging the gap between the
researcher and experimenter and the community of teacher eeucation?

011110.11111111M!

The total group of participants was then divided into two equal groups,

A ard B. The following papers are offered in lieu of the videotape:
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1. Interaction Analysis, by Dr. Edmund Amidon
2. Nonverbal Behavior, by Dr. Charles Gallaway
3. Micro-Teaching, by Dr. Dwight Allen
4. Simulation, by Dr. Donald Cruickshank

Copies of the videotapes are available by writing Mr. John Anderson, The
Ampex Duplicating Center, Ampex Corporation, Consumer Education and Product
Division, 2201 Lunt Avenue, Elk Grove Village, Illinois 60007. They are
va1able ^n tape fur playback on Ampex 1" helical scan recorders
on the following price schedule:

1. Sixty dollars ($60) plus shipping cost: includes tape and duplicating
of program.

2. Twenty-five dollars ($25) per program duplicated plus shipping cost, if
you prefer to provide Ampex with your blank videotape.

Each of the sessions had specific behavioral objectives. A copy of
these objectives was provided each participant at the beginning of each
session.
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INTERACTION ANALYSIS
(Time: 52 Minutes)

Adapted From
"The Role of the Teacher in the Classroom"

by
Edmund J. Amidon
Ned A. Flanders

Prepared for the AACTE Workshop in Teacher Education 1967

INSTRUCTIONAL OBJECTIVES

At the end of these sessions each participant should be able to:

1. List 10 categories of classroom interaction and specify the nature of
classroom teacher-pupil interaction.

2. Describe teaching patterns which exist in teacher-pupil interaction in
the classroom.

3. Given a typical classroom situation, identify areas of the interaction
matrix which correspond to specific classroom teaching pattetns.

4. Describe procedures for diagnosing teacher behavior using interaction
analysis techniques.

The social forces at work in the classroom are so complex that it looks
on the surface as if any attempt to analyze them would be extrpmely diffi-
cult. The teacher's interaction with children, uhich is a portion of the
total social process, seems almost as difficult to identify. Nevertheless,

teacher-pupil contacts have been classified into specifically defined
behavioral acts by various researchers who have studied teacher behavior.

The Flanders system, which is the gystem of interaction analysis out-
lined here, is concerned with verbal behavior only2 primarily 'because it
can be observed with higher reliability than can nonverbal behavior. The

assumption is made that the verbal behavior of an individual is an adequate
sample of his total behavior.

DESCRIPTION OF CATEGORIES

In the Flanders system of interaction analysis observation, all teacher
statements are classified first as either indirect or direct. This classi-
fication gives central attention to the amount of freedom the teacher grants
to the student. In a given situation, therefore, a teacher has a choice.
He can be direct, that is, minimizing the freedom of the student to respond,
or he can be indirect, maximizing the freedom of the student to respond.

His choice, conscious or unconscious, depends upon many factors, anong which
are his perceptions of the situation and dne goals of the particular learn-

ing situation.

In order to make total behavior or total interaction in the classroom
meaningful, the Flanders system also provides for the categorizing of stu-
dent talk. A third major section, that of silence or confusion, is included
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in order to account for the time spent in behavior other than that which
can be classified as either teacher or student talk. All statements occur
in (a) teacher talk, (b) student talk, and (c) silence or confusion, a
separate category, used to handle anything which is not teacher or studert
talk.

The larger sections of teacher and student verbal behavior are subdivi-
ded in order to make the total pattern of teacher-pupil interaction more
meaningful. The two subdivisions for teacher verbal behavior, indirect and
direct teacher talk, are further divided into smaller categories. Indirect

influence consists of four observation categories: (a) accepting feeling,
(b) praising or encouraging, (c) accepting ideas, and (d) asking questions.
Direct influence is divided into three categories: (e) lecturing,

(f) giving directions, and (g) criticizing or justifying authority. Student

talk is divided into only two categories: (h) responding to teacher, and
(i) initiating talk. All categories are mutually exclusive, yet totally
inclusive of all verbal interaction occuring in the classroom.

SUMMARY OF CATEGORIES FOR INTERACTION ANALYSIS

1INDIRECT
INFLUENCE

TEACHER
TALK

1. Accents Feelina: accepts and clarifies the feeling
tone of the students in a nonthreatening manner.
Feelings may be positive or negative. Predicting
and recalling feelings are included.

2. Praises or Encoura.Res: praises or encourages stu-

dent action or behavior. Jokes that release ten-
sion, not at the expense of another individual,
nodding head or saying "uh huh?" or "go on" are
included.

3. Accepts or Uses Ideas of Student: clariing,
building, or developing ideas or suggestions by a
student. As teacher brings more of his own ideas
into play, shift to category five.

Asicsa: asking a question dbout content or
procedure with the intent that a student auswer.

DIRECT
INFLUENCE

TEACHER
TALK

Lectures: giving facts or opinions ibout content or
procedure; expressing his own idea; asking rhetorical
questions.

6. Gives Directions: directions, commands, or orders
with which a student is expected to comply.

7. Criticizes or Justifies Authority: stat_alents in-

tended to change student behavior from nonacceptable
to acceptable pattern; bawling someone out; stating
why the teacher is doing what he is doing, extreme
self-reference.
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STUDENT
TALK

8. Student Talk-Response: talk by students in response
to teacher. Teacher initiates the contact or
solicits student statement.

9. Student Talk-Initiation: talk by students, which
they initiate. If "calling on" student is only to
indicate who may talk next, observer must decide
whether student wanted to talk. If he did, use
this category.

10. Silence or Confusion: pauses, short periods of
silence, and periods of confusion in which communi-
cation cannot be understood by the observer.

PROCEDURE FOR CATEGORIZING TEACHER-PUPIL INTERACTION

The Flanders system of interaction analysis was originally used as a

research tool and continues to serve this function. As such, it is employed
by a trained observer in order to collect reliable data regarding classroom
behavior as a part of a research project.

As it is described here, the system is meant to be used as an in-service
trainins device for teachers. It may be employed by a teacher either as he
observes sameone else teach or as he categorizes a tape recording of his own
classroom behavior. In either case the method is the same.

Every three seconds the observer writes down the category number of
the interaction he has just observed. He records these numbers in sequence
in a column. He will write approximately 20 numbers per minute; thus, at
the end of a period of time, he will have several long columns of numbers.
The observer preserves this sequence of numbers which he has recorded. It
is important to keep the tempo as steady as possible, but it is even more
crucial to be accurate. Be may also wish to write down marginal notes from
time to time, which can be used to explain what has been happening in the
classroom.

No matter whether he is using a live classroom or a tare recording for
his observations, it is best for the observer to spend five to ten minutes
getting oriented to the situation before he actually begins to categorize.
He then has a feeling for the total atmosphere in which the teacher and
pupils are working. After he has begun to get the feeling of the classroom
interaction, he begins to record the interaction.

The observer stops classifying whenever the classroom activity has
changed so that observing is inappropriate as, for instance, when there are
various groups working around the classroom, or when children are working
on workbooks or doing silent reading. He will usually draw a line under
the recorded numbers, make a note of the new activity, and resume categori-
zing when the total class discussion continues. At all times the observer
notes the kind of class activity he is observing. The reading group in the
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elementary school is obviously different from an informal discussion

period, a -eview of subject matter, a period of supervised seat work,
teacher-directed discussion, introduction of new material, or evaluation

of a unit which has been completed. Such diverse activities may be expec-

ted to show different types of teacher-pupil interaction even when guided

by the same teacher. A gLift to new activity should also be noted.

GROUND RULES

Because of tha complexity of the problems involved in categorization,

several ground rules have been established. These rules of observation

aid in developing consistency in trying to categorize teacher behavior.

They have been useful in working in classrooms with all subject areas and

at all grade levels.

Rule 1: When not certain in which of two or more categories a state-

ment belongs, choose,the catezaLlhat is numerically farthest from Categm.

5. This is true except when one of the two categories in doubt is Category

10, which is never chosen if there is an alternate category under considera-

tion. Because those categories farthest from the center (5) of the category

system are less frequently occurring, the observer maximizes information by

choosing the less frequently occurring category (except 10) when there is a

choice. For example, if the observer is not sure whether it is a 2 or a 3,

he chooses 2. If in doubt between a 5 and a 7, he chooses a 7, etc.

Rule 2: If the primary tone of the teacher's behavior has been con-

sistentl direct or consistentl indirect do not shift into the o..osite

classification unless a clear indication of shift is iven by the teacher.

The trained observer is in the best position to judge whether or not the

teacher is restricting or expanding the freedom of action of class members.

If the observer feels that the teacher's pattern of behavior is generally

one of expanding the freedom of students to act, a slightly more direct

statement in a very indirect pattern may tend to look, in contrast, like a

more direct statement than it actually is. On the other hand, he must

remain alert to shift as the teacher shifts momentarily to one of the more

direct categories. Conversely, if the observer feels that the teacher has

been consistently restrictive in his behavior, he is particulai:ly careful

in his use of the indirect categories.

In observing this rule, the observer is reacting to the general tone

of the teacher's influence, either direct or indirect, and does not use the

opposing categories unless it is clear that the teacher hLs shifted from

this more general pattern. He must, of coure, be certain that the teacher

has established a direct or indirect pattern uefore he categorizes consis-

tently in either of the two areas. Clearly, he must also be ready to change

when the teacher obviously moves all the way up the system; that is, to 1 or

2 from 6 or 7, or when the teacher moves all the way down to a 6 or 7 from a

2 or a 3. This rule is often called the rule of the unbiased biased or in-

direct influence, and although he is ready to move to the opposite set of

categories, he must feel that the teacher has definitely moved to the oppo-

site type of influence before he is willing to grant a change in interaction

pattern.
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Rule 3: The observer must not be overly concerned with his own biases
or with the teacher's intent. Rather, he must ask himself the question,
What does this behavior mean to the pupils as far as restriction or expan-
sion of their freedom is concerned? If, when the teacher attempts to be
clever, pupils see his statements as criticism of a pupil, the observer
uses Category 7, rather than Category 2. If the teacher, in being sarcas-
tic, says how good the children are, again Category 7 is used. If a
statement intended as a question has the effect of restricting students'
freedom so that it becomes a direction, then it must be classified as a
direction. The effect of a statement on the pupils, then, not the teacher's
intent, is the crucial criterion for categorizing a statement.

This rule has particular value when applied to the problem of helping
teachers to gain insight into their own behavior. In trying to categorize
their own tapes, teachers comment, "But I meant...," or "I was really trying
to get the pupils to talk more," or "I think that I wanted them to answer
that question," or "I was trying to praise them," or "I meant to use that
child's idea." All these protests indicate that the teacher is thinking
about his intent rather than the effect of his behavior on the class
members.

The meaning and value of this category system for an individual teacher
come from the attention it gives to the effect of teazher behavior on the
freedom of the class. Use of this criterion requires a great deal of
training, particularly when a teacher is categorizing a tape of his own
teaching. He must learn to be nondefensive about categorizing the behavior,
recognizing that there is absolutely no evaluation or good-bad orientation
implied in the category system. The question is simply, What category best
describes this particular bit of interaction?

Rule 4: If more than one cate ory occurs durin the three-second
cate ories used in that interval are recorded therefore,

record each change In category. If no chanp occurs within three seconds,
repeat that category number. This rule is concerned with the situation in
which statements from two categories occur during a three-second period.
Generally an observer writes down a category number every three seconds.
The pace of recording is generally maintained so that only one category
number is written during this period.

interval then all

However, if there is a change in categories during this interval, the
observer records the change. Within the three-second interval, for example,
the teacher may ask a question, the child ant.wer, and the teacher rraise
the child. The observer attempts to record all three of the categories.
The fourth rule, therefore, is that a category number is recorded every
three seconds unless the teacher changes categories within the three-second
interval. If he changes categories, or if more than one category occurs
during the three-secona interval, then all categories used in the time
period are recorded.

Rule 5: Ii a silence is lon enough for a break in the interaction
to be discernible and if it occurs at a three-second recording time it
Is recorded as a 10. (This rule is listed because observers tend to ignore
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short periods of silence.) The 10 is also used when two people are talking
at once and when there is slight confusion in the classroom so that the
observer cannot identify a single speaker. Breaks in the interaction in
the form of silence or confusion are classified in Category 10.

The importance of preserving the sequence when categorizing teacher
statements has been emphasized. In this way the sequence of events in a
classroom can be preserved for analysis. It is not enough to say that a
teacher uses lecture 50 percent of the time or that he criticizes 5 percent
of the time. When does he use this lecture or this criticism? With what
other kinds of statements are they combined?

RECORDING DATA IN A MATRIX

There is a method of recording the sequence of events in the classroom
in such a way that certain facts become readily apparent. This method con-

sists of entering the sequence of numbers into a 10-row by 10-column table,
which is called a matrix (see Table I). The generalized sequence of the
teacher-pupil interaction can be examined readily in this matrix. The

following example shaws how an observer would classify what happens in a
classroom and how the observations are recorded in the matrix.

The example is a fifth-grade teacher who is beginning a social studies
lesson. The observer has been sitting in the classroom for several minutes
and has begun to get some idea of the general climate before he begins to
record. The teacher says to the class, "Boys and girls, please open your
social studies books to page five." (Observer classified this as a 6,

folnwed by a 10 because of the period of silence and confusion as the
children try to find the page.) The teacher says, "Jimmy, we are all wait-

ing for you. Will you please turn your book to page five?" (Observer

records a 7 and a 6.) "I knaw now," continues the teacher, "that some of
us had a little difficulty with, and were a little disturbed by, the study

of this chapter yesterday; I think that today we are going to find it more
exciting and interesting." (Observer records two l's; reacting to feeling.)

"Now, has anyone had a chance to think about mhat we discussed yesterday?"
(Observer records a 4 for a question.) A student answers, "I thought about
it, and it seems to me that the reason we are in so much trouble in South-
east Asia is that we haven't really had a chance to learn to understand the

ways of the people who live there." (Observer records three 8's.)

The teacher responds by saying, "Good; I am glad that you suggested

that, John. Now let me see if I understand your idea completely. You have

suggested that if we had known the people better in Southeast Asia, we
might not be in the trouble we are in today." (This is classified as a

2, followed by two 3's.)

The observer now has classified the following sequence of numbers in
the fashion shown on the following page. Tabulations are now made in the

matrix to represent pairs of numbers. Notice in the listing on the follow-

ing page that the numbers have been marked off in pairs. The first pair

is 10-6; the second pair is 6-10, etc. The particular cell in which tabu-
lation of the pair of numbers is made is determined by using the first
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number in the pair to indicate the row and the second number in the pair
for the column. Thus, 10-6 would be shown by a tally in the cell formed by
Row 10 and Column 6. The second pair, 6-10, would be shown in the cell
formed by Row 6 and Column 10. The third pair, 10-7, is entered into the
cell, Row 10 and Column 7. Notice that each pair of numbers overlaps with
the previous pair, and each number, except the first and the last, is used
twice. It is for this reason that a 10 is entered as the first number and
the last number in the record. This number is chosen as it is con,enient
to assume that each record began and ended with silence. This procedure
also permits the total of each enlump tn 04 -11al 4-he Fotal of the correspon=
ding raw.

2nd pair

4th pair (

10

6

10

7

6

1

1

4

8

8

8

2

3

3

10

) 1st pair

) 3rd pair

It is convenient to check the tabulations in the matrix for accuracy
by noting that there should be one less tally in the matrix than there uere
numbers entered in the original observation record (N-1). In this case we
started with 15 numbers and the total number of tallies in the matrix is
14. This tabulation is shown in Table I on the following page.

Ordinarily a separate matrix is made for each specific lesson or major
activity. If the observer is categorizing 40 minutes of arithmetic and 20
minutes of social studies, he makes one matrix for the arithmetic and another
for the social studies lesson. If a secondary teacher has a 30-minute dis-
cussion period followed by a 20-minute period of more structured lecture in
another area, then the observer usually makes two separate matrices.
Matrices are more meaningful when they represent a single type of activity
or work.
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First

1

R

o

w

s

Second

Columns

1 2 3 4 5 6 7 8 9 10

1 1

2 1

3 1

4 1

5

6 1 1

7 1

8 1 11

9

10 1 1

Total 2 1 2 1 0 2 1 3 0 2 14

Table 1. Sample Interaction Matrix

32



BIBLICGRAPHY

Amidon, Edmund J. and Flanders, Ned A. The Role of the Teacher in the

Classroan: A Manual for Understanding and Improving Teachers' Classroom
Behavior. Minneapolis: Paul S. Amidon & Associates, 1963. 68 pp.

and Hunter, Elizabeth. Im roving Teachin : The Anal sis of Classroom

Verbal Interaction. New York: Holt, Rinehart & Winston, 1966. 221 pp.

and Hunter, Elizabeth. "Direct Experience in Teacher Education:

Innovation and Experimentation." Journal of Teacher Education 17: 282-89;

Fall 1966.

Anderson, H. H. "The Measurement of Domination and of Socially Integrative

Behavior in Teachers' Contact with Children." Child Development 10:

73-79; 1939.

Aschner, Mary Jane M. The Anal sis of Classroom Discourse: A Method and

its Uses. Unpublished Doctoral Dissertation, University of Illinois, 1959.

Bales, Robert Freed. Interaction Process Analysis: A Method for the Study

of Small Groups. Reading, Mass.: Addison-Wesley Publishing Co., 1950.

203 pp.

Flanders, Ned A. "Intent, Action, and Feedback: A Preparation for

Teaching." Journal of Teacher Education 14: 251-60; September 1963.

. "Interaction Analysis: A Technique for Quantifying Teacher

Influence." Paper presented at the American Educational Research Associa-
tion Conference, February 1961.

. "Some Relationships Among Teacher Influence, Pupil Attitudes and
Achievement." Contemporary Research on Teacher Effectiveness. (Edited by

Bruce J. Biddle and William J. Ellena.) New York: Holt, Rinehart &

Winston, 1964. Chapter 7, pp. 196-231.

---. "Teacher Influence in the Classroom: I. Research on Classroom

Climate." Theory and Research in Teaching. (Edited by A. A. Bellack.)

New York: Teachers College, Columbia University, 1963. pp. 37-53.

"Teacher Influence-Pupil Attitudes and Achievement." Final Report.

(Cooperative Research Project No. 397, U. S. Department of Health,
Education and Welfare, Office of Education.) University of Minnesota, 1960.

---, "Using Interaction Analysis in the Inservice Training of Teachers."
Journal of Ex erimental Education, pp. 31346; September 1963.

Honigman, R. K. "Synopsis of Innovations and Revisions to the Flanders

System of Interaction Analysis." Philadelphia: Temple University, 1964.
The procedure for tabulating two categories side by side as a means of
recording simultaneously occurring behaviors was developed by Honigman in

33



1962. A systematic discussion of this procedure, as well as other innova-

tions and revisions of Interaction Analysis, is presented in this paper.

Hughes, Marie M. and others. Development of the Means for the Assessment

of the Quality of Teaching in Elementary,Schools. Salt Lake City:

University of Utah, 1959.

Medley, D. M. and Mitzel, H. E. "A Technique for Measuring Classroom

Behavior." Journal of Educational Psychology 49: 86-92; April 1959.

Smith, B. Othanel. "A Concept of Teaching." Teachers College Record 61:

229-41; February 1960.

and Ennis, Robert H. Language and Concepts in Education. Chicago:

Rand McNally & Co., 1961. 221 pp.

Withall, John. "The Development of a Technique for the Measurement of

Social-Emotional Climate in Classrooms." Journal of Ex erimental Education

17: 347-61; March 1949.

Classroom Interaction Newsletter (edited by Anita Simon) is published

approximately once a semester at Temple University, Philadelphia, Pennsyl-

vania. The Newsletter contains reports of research projects and teacher

training projects using an interaction analysis system as well as relevant

articles, views, and notes on available materials. Subscriptions are $4,

U. S. and Canada; $5, foreign, for the two academic years 1967-69. Back

issues are available at $.75 per issue.

34



MICRO-TEACHING
(Time: 52 Minutes)

Controlled Practice in the Training of Teachers
Adapted from a paper by

Robert N. Bush
Dwight W. Allen

Prepared for the AACTE Workshop in Teacher Education 1967

INSTRUCTIONAL OBJECTIVES

At the end of these sessions each participant should be able to:

1. Describe the sequence for micro-teaching.

2. Describe what is meant by technical skills in teaching and list examples

of six of those skills which are used in micro-teaching.

3. Identify learning theories which support the concept of micro-teaching,

4. Identify the most effective supervisory behavior using TV in micro-

teaching.

DEFINITION

Micro-teaching is a scaled-dawn sample of teaching. This procedure,

developed at Stanford University during the past few years as a part of its

experimental teacher education program, is used with trainees, immediately

upon their entrance into the program in the summer. They are required to

teach brief lessons (5 to 20 minutes) in their subjects, first to one and

then to a small group of pupils (up to five).

PURPOSE

The purpose of micro-teaching is to provide an opportunity for those

who are preparing to teach to obtain a liberal amount of practice immediate-

ly upon their entrance into training, under optimum conditions for the

trainees and without endangering the learning of pupils. While micro-

teaching has other possible purposes and uses, its principal aim is to rro-

vide a preinternship training, to get candidates ready to enter responsible

internship teaching in the schools in the fall.

EXAMPLES OF SOME SKILLS

Micro-teaching aims to break down the complex act of teaching into

simpler components Go that the learning task will be more manageable for

the beginner.

When the trainee engages in a micro-teaching lesson in his subject, he

focuses upon a specific aspect of teaching until he has developed a satis-

factory minimum of skill before he proceeds to another skill. If he does

not master the skill in the first lesson, he views his performance on video-

rape, receives a critique of it, engages in training, and tries again until

he is successful.
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The following nine specific technical skills which appear to be primary
components for training are currently under discussion, These are not, it
will be noted, mutually exclusive categories. Skill in one may depend upon,
or be used to help achieve, skill in another. They each represent a rather
specific phase of teaching behavior, the importance of which seems to be
commonly agreed upon by experienced teachers.

1. Establishing Set

The term set refers to the establishment of cogidtive rapport between
pupils and teacher to obtain hnmediate Involvement in the lesson. Experi-
ence indicates a direct relationship between effectiveness in establishing
set and effectiveness in the total lesson. If the teacher succeeds in
creating a positive set, the likelihood of pupil involvement in the lesson
will be enhanced. For example, one technique for inducing positive set is
through the use of analogies which have characteristics similar to the con-
cept, principle, or central theme of the lesson. By training interns in
set induction procedures and having them apply these procedures in micro-
teaching sessions, their subsequent classroom teaching is significantly
improved.

2. Establishing Appropriate Frames of Reference

A student's understanding of the material of a lesson can be increased
if th- material is organized and taught from several appropriate points of
view. A single frame of reference provides a structure through which the
student can gain an understanding of the materials. The use of several
frames of reference deepens and broadens the general field of understanding
more completely than is possible with only one. For example, the "Emanci-
pation Proclamation" becomes more meaningful to the student when it is
understood from the frames of reference of the Northern white abolitionist,
the Southern white, the Negro slave in the seceded South, the free Negro,
the European clothing manufacturer, the political leaders of England, and
as an example cf the reserved powers of the American President, than if it
is simply discussed as the document issued by Lincoln which freed the
slaves. Interns can be trained to became more powerful teachers as they
are taught to identify many possible frames of reference which might be
used in instruction, to make judicious selection from them, and then to
?resent them effectively.

3. Achieving Closure

Closure is complimentary to set induction. Closure is attained when
the major purposes, principles, and constructs of a lesson, or portion of a
lesson, are judged to have been learned so that the student can relate new
knowledge to past knowledge. It is more than a quick summary of the ground
covered in a lesson. In addition to pulling together the major points and
acting as a cognitive link between past knowledge and new knowledge, closure
provides the pupil with a needed feeling of achievement. Closure is not
lhmited to the completion of a lesson. It is also needed at specific points
within the lesson so that pupils may know where they are and where they are
going. Experience has indicated that interns can be trained in this skill.
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4. Using Questions Effectively

The ability to ask provocative, angwerable, and appropriate questions,
and thus to involve pupils actively, is one of the critical skills in

teaching. The micro-teaching clinic has proven to be an effective means for

developing this skill. Novice teachers tend to ask questions which are

either so general as to be vague and impossible to angwer satisfactorily or

so specific that they require a one-word "fill-in" response, which tends to

kill further responses. This conclusion is based upon observation and anal-

ysis of more than 200 TV recordings of classroom lessons. Exercises for use

in the micro-teaching clinic have been devised to build proficiency in pre-

paring and using questions: factual, conceptual, thought-provoking,
discussion-stimulating, heuristic questions. The procedure is first to

instruct the intern in skillful questioning techniques, and then to have

him view videotape demonstrations of skillful practice. He then applies

these techniques in micro-teaching sessions. Through supervisor and student

feedback, an- by viewing videotapes of his practice sessions, the intern is

helped to correct faulty responses and to consolidate his effective practices.

5. Recognizing and ObtainiumiLaLlellELIE

Interns can be trained to become more sensitive to the classroom behav-

ior of pupils. The successful experienced teacher, through visual cues,

quickly notes indications of interest or boredom, comprehension or bewilder-

ment. Facial expressions, direction of the eyes, tilt of the head, and

bodily posture offer commonly recurrent cues which make it possible for the

skilled teacher to evaluate his classroom performance according to the pupil's

reactions. He can then change his pace, vary the activity, introduce new

instructional strategies as necessary, and improve the quality of his teach-

ing. Unlike his more experienced counterpart; the intern teacher has diffi-

culty perceiving and interpreting these visual cues. Th..-ough 16mm motion

picture films, 35mm still picture protocols of classrooms, and videotape

recordings of interns in micro-teaching sessions, supervisors are able to

sensitize interns to visual cues of pupils' attending and nonattending

behavior.

6. Control of Participation

Micro-teaching sessions enable interns to analyze the kinds of pupil-

teacher interaction which characterize their teaching. Control of pupils'

participation is one tmportant variable in successful learning for the

pupils. Micro-teaching sessions pravide an opportunity for interns to
practice different techniques for encouraging or discouraging classroom

interaction and to gain insight into the casual relationship between a

series of teacher-pupil interactions. When an intern develops the skill to

analyze and to control the use of his accepting and rejecting remarks, his

positive and negative reactions, his patterns of reward and punishment, he

has taken a major step toward effective teaching.

7. Providing Feedback

The feedback process in the training of teachers may be simply stated
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as providing "knowledge of results." Interns often ignore the availability

of information accessible during the lesson. Questioning, visual cues, in-

formal examination of performance, are immediate sources of feedback. In-

terns can be taught appropriate techniques to elicit feedback from a variety

of sources, but unless they are sensitized, they tend to rely unevenly on a
limited number of students as "indicators" and to rely on a restricted range

of feedback cues.

8. Em2loyin&Rewards and Punishmakts_SReinforcemela

Reinforcing desired pupil behavior through the use of reward and

punishment is an integral part of the teacher's role as director of class-

room learning. Substantial psychological evidence confirms the value of

reinforcement in the learning process. The acquisition of knowledge of

specific techniques of reward and punishment and the development of Skill

in using them appropriately in specific situations is most important in

training a beginning teacher. Experience indicates that interns can

acquire skill through micro-teaching practice in reinforcement of pupil

learning.

9152Stimal4)del

The importance of analyzing and imitating model behavior is a basic

assumption supporting the use of observation in a training program. Because

of the brief, simple character of the micro-teaching situation, it is possi-

ble to provide good models of specific technical skills as an integral part

of training. Models can be brief and relatively focused, hence more easily

analyzed and hnitated. Two levels of skill can be identified: the ability

to analyze behavior and the ability to imitate it. Such Skills, it is

reasoned, will open a wider range of alternatives and provide for more

effective self-perception.

MERE MICRO-TEACHING FITS INTO THE TOTAL TRAINING

The development of skills in micro-teaching is not the whole or even

the most important part of the full preparation of the teacher, but it is

an essential part.

The main target is to ensure that effectiveness in the learning of

pupils is nurtured by the best possible teaching procedures. This means

that the aims of the training program must be clearly stated in behavioral

terms. These include both the long-range and the immediate aims concerning

the competencies in teaching and learning which have been spelled out in the

Stanford Appraisal Guides. The immediate twin tasks facing the training

program are the development of sufficient competence in a variety of tech-

nical skills so that the trainee will begin to be able to exercise good

professional judgment in what should be done in EX.), particular teaching

situation he confronts. The training program which enables him to develop

this power is, in our judgment, one which is organized around the major

problems a teacher confronts in his teaching. It begins with limited prac-

tice in a micro-teaching situation and expands to a responsible part-time

internship. The trainee simultaneously engages in systematic advanced
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instruction in the subject-matter field he is teaching and engages in a
series of clinical exercises, through which he builds basic knawledge in
professional education into teaching competence. A training program so
conceived assumes as a prerequisite a person of both intellectual and per-
sonal excellence, who has a good liberal education and a thorough speciali-
zation in the field he is preparing to teach.

THE DEVELOPMENT OF THE MICRO-TEACHING CONCEPT

The forerunner of micro-teaching by several years was an exercise
referred to as a demonstration teaching lesson, in which an "invented" game
was taught by all interns at the outset of their trainins to a group of
role-playing students. The main objective was to introduce a note of
realism into the training at the very beginning. The trainees, for the most
part, came to the program with the traditional view that prevails in a
liberal arts environment: that about all Chat is needed for a teacher is to
know his subject well. The demonstration teaching lesson proved to be a
"shock treatment" which quickly, and, as we soon discovered, tao powerfully
demonstrated that knowing the subject is not enough.

In addition to the demDnstration teaching lesson, an introduction to
practice was provided in regular summer high schools, where intern-trainees
could serve as observers and teaching aides. At the outset of the experi-
mental internship program it was decided to try to develop a more efficient
type of preparatory practice. The traditional practice teaching responsi-
bility in a summer school appeared to suffer from two limitations. First,
substantial responsibility for teaching an entire class prior to any pro-
fessional training was judged to be premature for the trainee and question-
able for the pupils enrolled, and second, the amount of time which an intern
had to invest in the practice teaching experience was disproportionate in
view of other summer training requisites.

Though the teadher aide program took less time than practice teadhing
and provided an opportunity for relevant preinternship practice, this, too,
proved to have serious limitations, especially in the variety, depth, and
evenness of the experiences available, as well as in costliness and incon-
venience both to trainees and staff. Consequently, the micro-teaching
clinic has developed to overcome some Df these limitations and to increase
the power of the training in the summer.

HOW MICRO-TEACHING HAS BEEN USED

The pilot application of ehe micro-teaching clinical procedures began
in the sunmer of 1963. Trainees were randomly assigned to two groups; haiil
were given the standard Observation and teacher aide experience, and the
other half, concentrated training in the micro-teaching clinic.

The micro-teaching clinic paralleled the other training provided during
the summer quarter. The 30 interns who participated in the clinic received
the same training as the other interns except that they did not participat2
in the field observation and teacher aide ,rogram and its associated
activities.
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The micro-teaching clinic allowed cand:Wates to practixe relatively

small, discrete technical skills with intensive supervision, immediate
critique, and opportunity to repeat the practice session, if necessary.

The interns in the clinic participated in three micro-teaching practice

sessions each week followed by 10-minute conferences with the supervisor.

During the conference, the supervisor showed the intern the pupils' written

evaluation of the lesson, as well as his own. Individual profiles of these

ratings were constructed, to provide each intern with a record of his growth

in teaching effectiveness and thus enhance his self-reliance and confidence.

By the end of the fifth week, most of the interns in the clinic group

reached a level of consistent teaching performance with relatively small

variations from lesson to lesson. By the end of the seventh week, the few
remaining interns who earlier tended to vary widely began to be more con-

sistent.

The format of the clinic was as follows:

1- 21-Aanatis_taaf.
Before entering training each intern demonstrated

before a supervisor and a videotape recorder his raw skill in teaching

a 10-minute lesson in his teaching field to a group of five high school

pupils.
2. Training Phase During this phase of the training, juterns received

formal training and immediately related practice sess:ons in six skills:

a. Establishing set (2 weeks)

b. Achieving Closure (1 week)

c. Recognizing Attending Behavior (I meek)

d. Controlling Participation (1 week)

e. Building Instructional Alternatives (1 week)

f. Disciplining a Class (1 week)

3. Concluding Evaluation At the conclusion of the clinic the intern

trainee demonstrated his teaching competence before a class of 10

pupils in a 15-minute lesson.

SOME FINDINGS OF CLINIC EXPERIMENTATION

The two principal sources of evaluation were pupils' and supervisors'

judgments, recorded on the Micro-Teaching Appraisal Guide, consisting of

eight items, each on a five-point scale. The correlation of pupils' and

supervisors' ratings was .81 on the post-tests for the total group. Test,

re-test reliability was .89 and split-half reliability was .84.

The findings during this period of experimentation were as follows:

1. Candidates trained through micro-teaching techniques over an eight-

week period and spending less than 10 hours a week in training performed

at a higher level of teaching competence than a similar group of candi-

dai-es receiving separate instruction and theory with an associated

teacher aide experience involving a time requirement of between 20 and

25 hours per week.
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2. Per.Lormance in the micro-teaching situation predicted subsequent class-
-k.00m performance.

3. Over an eight-week period, there is a significant increase in the
accuracy of the candidate's self-perception of his teaching performance
through identification of weaknesses as well as strengths.

4. Candidates receiving student appraisal of their effectiveness improved
significantly more in their teaching performance than candidates not
having access to such feedback.

5. Ratings of video transcriptions of teaching encounters are correlated
with live rating of the same encounters.

6. Trainees' acceptance of the value of micro-teaching is high.
7. Students' ratings of teaching performance is more stable than any other

ivcluding those of supervisors.
8. The slcills subjected to experimental treatment in micro-teaching pro-

duced significant changes in the performance of intern teachers.

ADVANTAGES AND FUTURE USES

While micro-teaching has been chiefly employed for training, the follow-
ing list of uses offers additional possibilities:

1. Training
2. Supervision
3. Recording Trainee Progress
4. Research
5. Prediction and Selection

Training in technical skills through micro-teaching is but one small
part of the total process of preparing a teacher, but the results to
date appear to offer several distinct advantages which warrant further
exploration.

I. Micro-Teaehin. Sim lifies the Com lexities of Teachin

The isolation of specific aspects of teaching

provides more appropriate experiences for the beginner
. enhances precise research and experimentation

2. klicro-Teaching Permits Greater Control Over Practice

provides wider range of possible subjects to be taught
. provides wider range of teaching within a subject

insures variety of types of pupils (age, sex, etc.)
makes possible variation in amount of practice according to need
of trainee

3. Micro-Teaching Increases Economy of Operation

. makes time and location more convenient for training staff
increases amount of practice possible within a limited period
of time
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reduces facilities required for tr ning

reduces number of pupils required for training

4. Micro-Teaching_Cpens New Avenues for Evaluating Training

provides good records of teaching performance at periodic intervals

under standard conditions
permits several judges to evaluate and to reevaluate a single

performance

B IBL IOGRAPHY

Allen, Dwight W. "Micro-Teaching: A New Framework for In-Service

Education." The High School Journal 49: 355-63; May 1966.

Allen, Dwight W. and Gross, Richard E. "Micro-Teaching." NEA Journal 55:

25-29; December 1965.

The first definitive text on Micro-Teaching, Micro-Teachin : A New

Th_nigy.2.1.11 the Training of Teachers by Dwight W. Allen and Kevin Ryan,

is due for publication in the coming months.

Mimeographed papers describing the Stanford Micro-Teaching Clinic, its

procedures, and research findings, may be obtained from the School of

Education, Stanford University.
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DISCUSSION AND CLOSURE SESSIONS

(Time: 1-1/2 - 2 Hours)

A discussion and closure session followed the videotape presentation,

the purpose of which was to clarify meanings and achieve understanding. The

host institution could select its own resource person for this purpose or

the project staff would secure the services of a qualified resource person

for the institution.

This session, conducted by a Qualified resource person, generally

lasted from one and a half to two hours. The direction of the discussion

was dictated by the participants and has ranged from a consideration of the
validity of the system to a training session in the technique.

ti\k\ Project Resource People in Interaction Analysis:

1. Dr. Edmund J. Amidon Temple_University

2. Dr. John Hough Syracuse University

3. Dr. Robert Rippey University of Chicago

4. Dr. Elizabeth Hunter Hunter College, City University of---

New York

/33\ Project Resource People in Micro-Teaching:

1. Dr. W. Allen University MassachusettsDwight of

2. Dr. William Johnson University of

3. Dr. David Young University of Maryland
4. Dr. Kevin Ryan University of Chicago
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A MODEL OF TEACHER NONVERBAL COMMUNICATION

(Time: 52 Minutes)

by

Charles Galloway

Prepared for the AACTE Workshop in Teacher Education 1967

INSTRUCTIONAL OBJECTIVES

At the end of these sessions each participant should be able to:

1. Descrfbe the role played by

2. State reasons why nonverbal
into account when analyzing

3. Identify forms of nonverbal

classroom communications.

4. Given a typical classroom situation, identify factors which suggest a

relationship between the communications of attitudes and feelings and

nonverbal expressions.

nonverbal behavior in communications.

as well as verbal behavior should be taken

classroom interaction.
behavior which may have significance in

INTRODUCTION

Studies of teacher behavior provide data which give global glimpses of

behavior when teachers are identified as dominative or integrative, teacher-

centered or learner-centered, direct or indirect, or x, y, and z teachers.

Such overarching rubrics are helpful to the researcher and to the student

of teacher behavior in describing the overall pedagogical performances of

teachers.

An assumption supporting many studies of teacher behavior has been that

the communication process in a classroom represents a major datum for

research activity. Much of this effort has centered on the amount, kind,

and direction of verbal communication with little attention devoted to the

nonverbal dimension. Analyses of classroom interaction have highlighted the

importance of teacher influence on pupil behavior, learning, and attitude

through the teacher's verbal behavior. Interaction must be understood as

a process of influence, but it must include the nonverbal as well as the

verbal.

The following quotations are intended to convey the relevance of non-

verbal communication. There is a tendency of some researchers to overlook

or to minimize the significance of nonverbal meanings in classroom inter-

action. Major reasons for such a lack of concern with ehe nonverbal can be

traced to the difficulties of categorization, to the elusiveness of dhe

meaning of nowTerbal messages, and to the seemingly subordinate function

which the nonverbal plays to the verbal. On the other hand, the statements

of other recognized experts and researchers amply testify to the signifi-

cance of nonverbal communication. The following support the notion that

nonverbal communication should not be viewed as insignificant and irrele-

vant for a description of the teaching-learning process.
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Gibb writes:

The problem of poor communication is simply a symptom of all the

other basic problems that people have relating to one another. A
person's motivations and perceptions are the basic stuff out of which

his interpersonal behavior is made. The manifestations of his percep-

tions and his motivations occur in verbal and nonverbal communication

with other individuals How the person communicates, his tone of

voice, his facial expression, his choice of words, the anount and kind

of his talk will all determine, in part, haw the receiver perceives

his communication.

Halpin states that training programs for school leaders

ignore the entire range of nonverbal communication, the muted language

in which human beings speak to one another more eloquently than words.

To avoid the narrow view we must start by recognizing that man commu-

nicates to his fellow man with his entire body and with all his behavior.

Smith gives an account of the function of expressive behavior in

teaching:

These behaviors are illustrated in bodily posture, facial expres-

sion, tone of voine, expression of the eyes, and other ways....Expres-

sive behaviors function in teaching because they are taken by pupils as

signs of the mychalaDical state of the teacher.

Mitzel and Rabinowitz insist that nonverbal communication plays a

substantial part and should not be overlooked:

A teacher's posture, gestures, and facial expressions undoubtedly

convey meaning to children, and therefore influence the socio-emotional

climate of the classroom. Even silence may be put to effective use by

teachers in the control of classroom situations.

Mead had this to say about the "language of gestures" (nonvefbal)

which he believed was an unconscious level of communication:

There are an indefinite number of signs or signals which may sezve

the purnose of what we term "language". We are reading the meaning of

the conduct of other people when perhaps they are not aware of it.

There is something that reveals to us what the purpose is just the

glance of an eye, the attitude of the body which leads to the 1-.2sponse.

The communication set up in this way between individuals may be very

perfect. Conversation in gestures may be carried on which cannot be

translated into articulate speech.

Jourard notes that a person will continuously read, or try to read,

the motives of another person. He lists the most common bases that are en-

ployed for inferring the intentions and feelings of others:

Social life in human groups can be viewed in one of its aspects as
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a network of affective relations, operating the form of expressive

stimulation and impressive response. It is this nonsymbolic interaction

which seems to form the setting for the formation of the feelings which

are intrinsic to and basic to social attitudes.

Regarding the various kinds of expressive equipment, Goffman states:

One may take the term "personal front" to refer to the i:Lems of

expressive equipment....As a part of personal front we may include:

insignia of office or rank; clothing; sex, age, and racial :..haracter-

istics; size and looks; posture; speech patterns; facial expressions;

bodily gestures; and the like. Some of these vehicles for cor-Teying

signs, such as racial characteristics, are relatively fixed.. .Rome of

these sign vehicles are relatively mobile or transitory OSO and avary

during a performance.

Jenkins declares:

The particular behavior of the teacher gains its meaning for the

students from the particular relationship which they sense the teacher

has with them 0000 It makes little difference what the teacher's inten-

tions are and how good the methods are that he uses; if he fails to see

what meaning his behavior has for the students he will not be able to

understand their reactions to him.

One of the implied results of the Davidson and Lang study was that

teachers communicate different feelings toward children:

Teachers seem to vary in their inclination and/or their capacity to

communicate favorable feelings. It seems urgent that teachers be helped

to recognize the significance of the feelings which they express toward

children, consciously or unconsciously.

During interaction (teacher-pupil) (pupil-pupil) all signs, actions,

and events have communicative consequences because such messages provide

information. By our very nature, human beings are compelled to communicate:

to send and receive messages. Pupils are constantly on the alert to dis-

cover relevant data which serves the function of lessening confusion and of

increasing understanding. Much information in the classroom is in the form

of the nonverbal messages.

While it is appropriate to analyze what the teacher says, does, and

feels in the classroom, the more profound pedagogical problem is how he

expresses his feelings. How the teacher communicates his perceptions,

motivations, and feelings can be identified with vocal tones, facial ex-

pressions, gestures, and actions. Such expressions determine in a large

measure how pupils perceive the teacher whc.:n he either is talking or is

silent. If the teacher fails to understand what his message-sending con-

veys to pupils, he will often not be able to comprehend the meaning of

their responses.

In highlighting tiw significance of nonverbal cues, the intent is not
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to conduct an analysis which purportedly discovers esoteric meanings. To
investigate nonverbal messages is not to became extremely sensitive or
fussy over the ordinary behaviors of teachers. Nor is the purpose to begin
inspecting the subterranean caverns and nooks of meaning which may lurk
behind every action. Rather the purpose is simply to call attention to the
interplay of nonverbal messages between teachers and pupils, because such
messages do, in fact, influence the course of classroom interaction

Anthropologists, sociologists, and psychologists have gone beyond the
obv4rus explanations of the explicit culture, expected role performances,
and nomothetic behaviors to explain the meaning of human activity. A graphic
illustration of this poinc can be delineated by the following model:

Anthropolo&ist:

Cultural Behaviors
Acculturation
Implicit Meaning

Socioloaist:

Role Behaviors
Interaction
Empathic Meaning

Psychologist:

Personal Behaviors
Personality
Inferred Meaning

A cultural view of the teacher's nonverbal influence in the classroom
is implicit in the research efforts of many anthropologists. Contemporary
anthropologists agree that an ability to determine an individual's state of
feeling by looking at facial expressions, observing gestures, or listening
to the sound of a voice is a learned ability. In fact, it is accepted that
any such ability is not inherited or innate. Indeed, the evidence suggests
that nonverbal languages of behavior vary according to different cultures
and subcultures, and that nonverbal cues are relevant to the acculturation
process.

A sociological view of nonverbal communication is related to an analy-
sis of role behaviors and performances. Terms such as expressive equip-
ment, model behaviors, attitude formation, and empathic understanding can
be associated with the sociologist's concern with the significance of non-
verbal communication. In order to play a role it is important to communi-
cate the appropriate nonverbal signals and cues that are consonant with its
performance.

A psychological view of a teacher's nonverbal influence is obviously
connected to the emotional and affective content of ivteraction. That is,
expressive acts suggest a promissory character of the teacher's selfhood.
Expressive behaviors function in teadhing because nonverbal signs are
assumed by pupils to represent the psychological state of the teacher.
Especially relevant to the psychological dimension is the fact that by
interpreting and inferring from nonverbal expressions, pupils obtain the
full import of a teacher's perceptions, motivations, and feelings.

COMMUNICATION PROCESS IN THE CLASSROOM: VERBAL AND NONVERBAL

Most definitions or models of the communication process are abstract.
Explanations range from the Shannon-Weaver model, which describes electronic
communication, to the Ruesch-Bateson description, which includes anything
to which persons can assign meaning. However, the four major ingredients
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which researchers agree are common to human communication are (a) sender,

(b) message, (c) channel, and (d) receiver.

A sender of communications has ideas, interest, information, needs,

aad sentiments which he attempts to encode in the form of messages. Given

a sender who sends messages, a chaniel is necessary. The channel is the

carrier, the medium, or the vehicular means for transmitting messages. The

communications channels are the verbal and nonverbal skills possessed by

the sender and the sensory skills possessed by the receiver. Once the

message is decoded by the receiver, _t -eached a destination which can

be considered the response, interpretation, er meaning the receiver assigns

to the message. If the receiver anowers, the communication cycle begins

anew.

A requirement of communication in the classroom is that the symbols a

teacher chooses from his repertoire must satisfy his awn peculiar require-

ments and meaning, and must evoke a similar meaning in the pupil. Communi-

cation is successful when the teacher and pupil agree on the interpretation

which should be put on the message. Perfect communication is rarely

achieved, however, because words are at best mediating symbols between the

expressed intent of an inner state of being and the adhieved effect they

elicit. Vocal tones, facial expressions, and body gestures are remarkable

communicative means for codifying more precise meanings and for changing

the dictionary definition of words. Teachers and pupils are generally aware

of the power of nonverbal signals, and they use them extensively.

AlthoLigh an exchange of ideas may be almost purely at the cognitive

level, communication messages usually carry a burden of manifold meanings,

for attitudes and feelings are exchanged. A failure to interpret or to be

aware of the many affective implications of ondinary speech (nonverbal as

well as verbal) can be a grave handicap and a profound difficulty for truly

understanding the effects of communication. Nonvefbal expressions are par-

ticularly efficient for creating an impression since they form the -2,hannels

for the disclosure of feeling. Such emotions and feelings can stem from

the unwitting, unconscious responses which a pupil makes to the nonverbal

expressions of a teacher. There seems to be an understanding of another

without any conscious awareness. Yet those nonverbal messages are often

difficult to identify since what occurs communicatively is differentiated

in terms of each pupil's reactions: they are personalized interpretation.

In lay language, such a process is referred to as being "in tune" with

another.

Conversely, it would be naive to believe that all nonverbal expres-

sions convey actual fee?ings and attitudes. Indeed, nonverbal signs may be

calculatingly managed to form impressions of self and to influence the per-

ceptions of others. When interacting with pupils a teacher can adroitly

manage expressive behavior to achieve a desired effect. A teacher seems to

understand the serious consequences of expressive behavior, just because he

realizes that it is the very focus of pupils' observations. Thus, a teacher

will engineer expressions and calculatingly convey impressions which are in

his own interests. More important, even though a teadher may manage his

expressive behavior to foster an impression, he may be relatively aware or

48



unaware that he is doing so. A similar description also applies to a pupil
who may appear to be engaged busily at his desk doing seatwork.

Whether nonverbal expressions are staged or spontaneous, pupils use
nonverbal signs to check on the fidelity of a teacher's verbal statements.
Pupils read the meanings behind fonverbal expressions, for these expres-
sions are heavily relied upon to 1 ._al the authenticity and genuineness
of a message communicated by the teacher. For example, a teacher may
verbally utter an approval of some seatwork a pupil is doing, yet the pupil
may pick up cues which suggest disapproval. Although a teacher may verbally
insist with the most persuasive language that he holds a certAn belief, a
pupil will continually check the teacher's nonverbal expressions to see if

a contradiction exists. Throughout the course of a teaeling day, a teacher
may believe that he is communicating, I enjoy this subject, aren't these

ideas interesting? I like you, when all the time the pupils in the class-
room are understanding different meanings. That is, a discrepancy exists
between what the teacher says and what the teacher nonverbally expresses.
In effect, pupils will gauge the intent or meaning of a teacher's communi-
cation by attending to the expressive aspects of his behavior as a check on
the verbal. If a difference exists between the two expressions, the pupil
will most often accept the nonverbal as representing the authentic message.

The interaction of being understood and of trying to understand others

is fraught with difficulties: discrepancies or incongruities can occur
between verbal intent and nonverbal referents. Teachers vary in their

ability or inclination to facilitate the urgencies of communication, for
they are often unaware of the nonverbal messages they express and the conse-

quences which follow. Communication breaks down when it is believed that

meanings are in words, rather than in people. "I told him" is a favorite
expression used by teachers to convey the view that meanings are verbal

messages. Teachers do need to understand that communication does not con-
sist solely in transmission of words.

The ability to respond appropriately to the influence and effect of
one's message-sending when communicating with others appears to be a learned

ability. Teachers need to be more aware of the connection between the
messages they communicate and the consequences which follow. Teachers also
need to capitalize on nonverbal cues which are expressed by a pupil as keys

to clarity and understanding. Haw a teacher communicates nonverbally will
determine how a pupil interprets the meanings of messages, but a response
is also determined by the perceptual state of the pupil.

Teaching is a highly personal matter, and prospective teachers need to

face themselves as well as to acquire pedagogical skills. The need to ac-

cept, modify, or eliminate nonverbal behaviors is a relevant dimension for

inquiry in teaching. While nonverbal communication in the classroom is less
amenable to systematic objective inquiry than verbal communication, the
meanings pupils ascribe or impute to a teacher's nonverbal messages have

significance for teaching and learning.

MODEL OF NONVERBAL COMMUNICATION

The teacher's nonverbal behavior constitutes a model which ranges from
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encoura:in: to restrictin communication. Viewing a teacher's nonverbal

communication as an encouraging to restricting continuum has the advantage

of being related to the communication process and of being indicative of

subsequent interpersonal relationships between a teavher and pupils. The

model is also useful in regarding the potential influence and consequence

of a teacher's nonverbal behavior with pupils. This conceptualization

reflects a process point of view: an action system of nonverbal behaviors

which exists in dynamic relationship to the continuing influence of the

teacher and pupil in interaction with each other.

The model represents six dimensions of nonvcrbal activity. EncourAging

nonverbal communication has these six characteristics: (a) congruity be-

tween verbal intent and nonverbal referents; (b) responsive to feedback;

(c) positive affectivity; (d) attentive and listens to others; (e) facili-

tative by being receptive to others; (f) supportive of pupils or pupil be-

havior. Restricting nonverbal communication has these six characteristics:

(a) discrepa.1--y between verbal intent and nonverbal referents; (b) unre-

sponsive to feedback; (c) negative affectivity; (d) inattentive to others;

(e) unreceptive to others; (f) disapproving of pupil behavior.

The model can be schenatized as follows (the left side of the model is

communication which is teacher initiated, and the right side is viewed as

teacher response).

Teacher Initiated
Congruity-Incongruity
Responsive-Unresponsive
Positive-Negative Affectivity

Teacher Response
Attentive-Inattentive
Facilitative-Unreceptive
Supportive-Disapproving

Congruous-Incongruous This dimension refers to the congruity or in-

congruity which exists between the voice, gesture, and actions of the

teacher and the verbal content communicated by the teacher. Congruity

occurs when the teacher's verbal message is supported and reinforced by

nonverbal behaviors to the extent that there is consonance between the ver-

bal intent and nonverbal referents. A mixed message or incongruity exists

when there is a discrepancy or contradiction between the verbal message and

nonverbal information.

Responsiveness-Unresponsiveness A responsive act related to modifi-

cations in the teacher's behavior as a result of feedback. Verbal feedback

occurs when the teacher hears himself talking, but nonvertIal feedback is

based on the reactions and responses of pupils to the tedcher. A respon-

sive act occurs when the teacher alters the pace or direction of a lesson

as a result of a detection of misunderstanding of feelings by pupils.

Operating on the basis of pupil behavior the teacher uses feedback data to

"feedforward" with changed information. Unresponsive acts are an ignoring

or insensitivity to the behavioral responses of pupils.

Positive-Negative Affectivity Positive nonverbal expressions convey

warm feelings, high regard, cheerful enthusiasm, or displays of liking and

acceptance. Negative nonverbal expressions convey aloofness, coldness, low

regard, indifference, or display of rejection.
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Attentive-Inattentive Nonverbal expressions which imply a willing-

ness to listen with patience and interest to pupil talk. By paying atten-

tion, the teacher exhibits an interest in pupils. By being inattentive or
disinterested, the teacher inhibits the flow of communtration from pupils,
and neither sustains nor encourages sharing information or expressing ideas.

Facilitative-Unreceptive The teacher is facilitating when acting to
perform a function which helps a pupil, usually in response to a detection

of pupil needs, urgencies, or problems. This may be in response to a pupil

request or act. An unreceptive act openly ignores a pupil when a response
would ordinarily be expected, may ignore a question or request, or may be a

tangential response.

Expressions which imply supportive pupil
behavior or pupil interactions; manifest approval; suggest being strongly
pleased; exhibit encouragement; connote enjoyment or p.:aise. Disapproving
expressions convey dissatisfaction, discouragement, disparagement, or

punishment. The expression may be one of frowning, scowling, or threaten-

ing glances.

PROBLEMS AND PROMISES

The difficulty of developing a wholly adequate observational procedure
for describing teacher nonverbal communication has been the strongest con-
clusion which has resulted from the present writer's empirical work. Much

of this effort has, in fact, been exploratory. While observational proce-
dures which provide faultless data for verbal interaction have not been
developed, it must be admitted that greater advances have been made with
the verbal than the nonverbal. There is currently no observational tech-

nique which provides valid data regarding the communicative effects of
teacher nonverbal expressions independent of the verbal. The position taken

here is simply that any analysis of teacher-pupil interaction must include

the nonverbal as well as the verbal.
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413) THE LONGACRE SCHOOL: A SIMULATED LABORATORY
FOR THE STUDY OF TEACHING

(Time: 47 Minutes)

by
Donald R. Cruickshank

Prepared for the AACTE Workghop in Teacher Education 1967

INSTRUCTIONAL OBJECTIVES

At the end of these sessions each participant should be able to:

1. Define simulation.
2. Enumerate some premises underlying the use of simulation materials.
3. Describe in detail (a) the origin of the Teaching Problems Laboratory,

(b) the Laboratory setting, and (c) how the game is played.
4. List five possible advantages or applications of the use of the

Laboratory or other like simulation materials.
5. Project a research use for the Laboratory materials.

AN OVERVIEW OF THE LONGACRE SCHOOL PROJECT

An elementary school has been simulated wherein participants or players
assume the role of Pat Taylor, a fifth grade teacher, and practice solving
critical teaching problems which are presented on film, through role plays,
and in written incidents. Each participant is provided with substantial
background information in order to aid in problem solving.

The simulated experience is intended to provide opportunities for
college students and/or teachers in service to wed theory and practice as
they engage in individual and group problem solving focused upon the follow-
ing broad areas, among others: student behavior, relationships with
parents, individualizing instructional materials, evaluation, and motivation.

Simulation as a Proposed Solution to an Old Problem

In the AACTE publication T2acher Education and the New Media, Schueler
and Lesser suggest some outcomes of a teacher education program in gross
categories of teacher competencies such as: "(a) knowledge of the goals of
teaching and their implications, (b) knowledge of subject matter and skills
to be taught..., (c) knowledge of students and social and individual fac-
tors affecting their development, (d) knowledge of environmental and social
factors affecting the school and its functions, and (e) self-knowledge,
self-development, and self-appraisal 6...1121

The authors go on to note that learning activities which lead to any
of the above outcomes may be placed along a continuum between two polar

zi Schueler, Herbert and Lesser, Gerald S. Teacher Education and the New
M.edia. Washington, D. C.: American Association of Colleges for Teacher
Education, 1967. p. 12.
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points described as foundational (learning and theorizing about phenomena
through indirect experience as in reading, observing, listening) and
instrumental (learning through direct experience as in student teaching).
To illustrate using outcome (c) above, knowledge of students can be attained
through one or a variety of experiences which may be placed somewhere be-
tween two points designated as foundational and instrumental. Simplifying
further, a student may learn about children indirectly and generally by
readivg or attending lectures in courses in human growth and development
and child psychology. He may learn about children directly and particularly
by interacting with one or many in a variety of field experiences.

Although teacher preparation programs usually provide more foundational
exercises, typically they draw upon both methods, or combinations thereof.
There are times when it is more desirable to attain an outcome using an
instrumental or more direct approach, but special factors including the
geographical isolation of an institution, numbers of students to be served,
etc., prohibit anything but use of foundational experiences.

The usual imbalance and gap between foundational and instrumental
experiences in preparation programs is reflected in the oft-mentioned di-
chotomy between theory and practice. Students and classroom teachers alike

glibly note that what they learn in the oollege classroom doesn't seem to

apply in real-life school settings that the two worlds are not in harmony.
As early as 1904, John Dewey was concerned with the need to relate theory
to practice:

We may use practice work as an instrument in making real and vital
theoretical instruction; the knowledge of subject matter and principles
of education. This is the laboratory point of view...practice work
thus...gives the student a better hold upon the educational significance
of the subject matter he is acquiring....22

More recently, LaGrone stated:

The professional component of a program of teacher education for
the last 25 or 30 years has taken for granted that the teacher education
student will put together the talk about education and his teaching.
The recent research in teaching and work in theory indicates that this
is an extremely difficult task and that an assumption of this magnitude
is more likely false than true.23

With the advent of the newer media and the adaptation of an old train-
ing technique, simulation, it is naw possible for teacher educators to

72 Dewey, John. "The Relation of Theory to Practice in Education." The

Relation of Theory to Practice in the Education of Teachers. Third Yearbook
of the National Society for the Scientific Study of Education. Chicago:

University of Chicago Press, 1904.

23 The American Association of Colleges for Teacher Education. A Proposal

tor the Revision of the Pre-Service Professional Component of a Program of
Teacher Education. Washington, D. C.: The Association, 1964. p. 63.
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provide more life-like learning situations of an instrumental nature which
also permit theory and practice to be joined. That is, life-like situations
or incidents may be created which will permit learners to apply theoretical
analysis to them. For example, a phenomenon such as "student behavior" may
be recreated, observed, and then analyzed in terms of a variety of con-
structs which previously have been presented to students in theory classes.
Among other phenomena,- the simulated classroom setting provides opportunity
to study teacher behavior, student behavior, curriculum, social relation-
ships, values, or individual differences. Further, the devised experiences,
unlike individual case studies, may be placed in a realistic setting and
systematized in sudh a way that one may participate as a hypothetical
teacher in a loag-range, in-depth experience which is both intellectually
and psychologically engaging. An example of a simulated laboratory experi-
ence will be presented after some preliminary remarks are made about the
technique itself.

What Is Simulation?

Many definitions exist for the term simulation, and the technique has
been employed at several levels of sophistication. Here, the term will
refer to the creation of realistic games to be played by participants in
order to provide them with life-like problem solving experiences related
to their present or future work.

Games which have been created as training devices are well known. War
games, introduced in ancient Greece, have been expanded and refined for
centuries. The best known simulator is the Link flight trainer developed
during World War II. Today, Eastern Air Lines employs a simulated Boeing
727 jet for pilot training. The recent tragedy at Cape Kennedy drew atten-
tion to the application of simulator training in space exploration.

The business sector has made a sizable investment in simulator train-
ing. The American Management Association has developed and refined a "Top
Management Decision Miking Game," while Harvard University has created a

"Harbita Company" wherein future corporation vice presidents practice
Ifconstructive failure."

Simulation seans to have been first employed successfully in education
in driver-training programs. A description of a driving simulator is pro-
vided by Richards.

The driving compartment of an automobile is duplicated is
a single unit which is equipped with an accelerator, brake pedal,
steering wheel, gear shift, directional signal, horn button, light
switch, headlamp....All these controls are electronically connected*
to the master unit so that the instructor may record on a continuous
score card, the action of the controls..

Driving situations to which the students react are flashed on a

screen in front of the car simulator. The motion picture film
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confronts the students with such operations as steering through compli-
cated situations, parallel parking, etc....24

Guetzkow has produced simulation materials which appear to be promis-
ing for teaching basic concepts of balance of power, collective security,
military aggression, isolationism, sovereignty, and international law,

among others.25 Using similar materials at Lawrence, Kansas, Cherryholmes
involved college preparatory students in a six-vaek s:imulation game in
international relations. In this project, three students were assigned to
each nation, occupying positions of Central Decision Maker, Chief Diplomat,
and Military Advisor. These roles are defined as follows:

The Central Decision Maker has the flnal authority to determine
the policies of his nation. The Chief Diplomat is the only official
who may conduct oral negotiations with other nations, and the Military
Advisor is responsible for maintaining the military posture of his
nation and for securing accurate information concerning the military
strength and intentions of other ations.26

In the late 1950's, University Council for Educational Administration
in its Development for Criteria Study simulated the administrative position
in the public elementary school.° The simulation materials, through films,
filmstrips, tape recordings, and printed material, introduce each partici-
pant to Jefferson Township and the Whitman Elementary School. Following

orientation, each participant assumes the role of Marion Smith, principal,
and engages in problem solving activities centered around administration
and leadership.

Kersh 28 bulix: a simulation laboratory at Oregon College of Education
in which attempts were made to shape student teaching behavior using film
cli?s and a feedback procedure. Other applications of: simulation are

developing rapidly in the fields of counselor traini,ag (Dunlop, University
of Missouri at Kansas City; Munson, University of Rochester), teaching of
reading (Utsey, Wallen, Beldon, Oregon System of Higher Education), student
teaching (Kersh, Twelker, Oregon College of Education), preparing teachers
to work in desegregated schools (Venditti, Cruickshank, University of

.24 Richards, William T. "Simulation: What Is It and What Does It Offer?"

Wisconsin Journal of Education. p. 12; April 1964.

25 Guetzkow, Harold, editor. Simulation in Social Sciencel Readinas.

New Jersey: Prentice-Hall, 1962. 199 pp.

26 Cherryholmes, Cleo. "Developments in Simulation of International

Relations in High School Teaching." Phi Delta Kappan 46: 227-31;

January 1965.

27 Hamphill, John and others. Administrative Performance and Personalit .

New York: Teachers College, Columbia University, 1962.

28 Kersh, Bert Y. "The Classroom Simulator." Journal of Teacher

Education 13: 109-10; March 1962.
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Tennessee), preparing teachers to work with disadvantaged in inner cities,
(Cruickshank, University of Tennessee), teacher selection (Bolton, Univer-

. .

sity of Washington), and professional negotiations (Horvat, Indiana
University),

The Teaching Problems Laboratory

One effort which employs media to simulate a teaching environment in
an effort to wed theory and practice is the Teaching Problems Laboratory.29
Revised from an original study by Broadbent, Bubb, Cruickshank, and others
through a Cooperative Research Grant,3° the Laboratory creates the Longacre
Elementary School, in which participants assume the role of Pat Taylor, a
beginning fifth grade teacher, and practice solving 31 critical teaching
problems which are presented on film, through role play, and in written
incidents.

Among other things, the Laboratory is designed to permit partici-
pants

1. To assume the role of a beginning teacher,
2. To have access to and use related, appropriate professional information

and materials.
3. Unfettered opportunities to solve critical problems of beginning

teachers.
4. Exposure to a variety of potential solutions to particular problems.
5. To consider possible consequences of their problem solving behavior.

The Teaching Problems Laboratory experience begins as Pat Taylor is
introduced to the Town of Madison and its school system via a filmstrip
narrated by Dr. Raymond Black, Superintendent of Schools, Immediately
after, in another filmstrip, Frank Jones, the Longacre School principal,
provides Paz with a detailed orientation to the school attendance district,
school, faculty, and program. At the conclusion of the orientation session,
Pat is given materials normally provided for a new staff member at Longacre,
including a faculty handbook of rules and regulations, a curriculum hand-
book, and cumulative record cards for 31 children. In addition, sociograms
and samples of children's work.are provided. From this time on, each partic-
ipant assumes the role of Pat Taylor.

Engagement occurs initially when Pat encounters Jack Brogan, a con-
stantly disrupting child, in a filmed classroom incident. In all, Pat en-
counters 31 incidents, all representative of problems identified by teachers
in service. Problems vary from "having a distaste for grading papers" to

7.9- Cruickshank, Donald R., Broadbent, Frank W., and Bubb, Roy. Teaching
Problems Laboratory. Chicago: Science Research Associates, 1967.

30 Cruickshank, Donald R. and Broadbent, Frank W. The Simulation and
Analysis of Problems of Beginning Teachers. (U. S. Office of Education
Cooperative Research Project 5-0798.) Knoxville: University of Tennessee,
1967.
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"getting parents to take an interest in their children's behavior."31 Ten
of the incidents are presented by film, while the rest are encountered
through role playing or written incidents.32

After encountering each initial teaching problem, Pat Taylor responds
on an incident response sheet which r2quires her to (a) identify the prob-
lem, (b) identify forces and factors affecting the problem enviroament,
(c) locate pertinent information, (d) project alternative courses of action
available, (e) select a "most desirable" course of action, and (f) communi-
cate and implement a decision. Following individual problem analysis and
response on the Critical Incident Response Sheet, participants interact in
groups of four, projecting their solutions for group reaction. Finally, a
large group session further explores thb problem.

There are no "correct" answers in this simulated experience. Rather,

each participant is encouraged to "stratch" his teaching behavior, i.e., to
consider employing a greater number of alternative solutions to classroom
problems.

The simulated laboratory experiences require participants, among other
things, to construct a classroom test, hold parent conferences, prepare and
teach meaningful lessons, locate instructional materials, develop a reading
program, solve studenc behavior incidents, learn to use children's cumula-
tive records, consider motvatioxlal techniques, prepare behavioral objec-
tives for learning, analyze and use results of sociograms, and pravide for
individual differences in learning.

Of What Value?

Preliminary results from two field tests conducted with undergraduates
provide sup?urtive data thus far. Participants who underwent Osaulator

tzainirg in place of the first two full weeks of student teaching reported
that: it was very enjoyable, realistic, very helpful, much more meaningful
than cnliege lectures, and would be more valuable to them than the fIrst
two weeks of student teaching they had missed.

In addition they noted that (a) they felt involved in the devised
situations, (b) the small group discussions were useful in aiding them to
develop their cvn concepts of teaching, (c) the simulation experiences were
7ery heiuful in developing methods of coping with classroop problems, and

(d) the:), vould recommend simulation training to their friends.

Further Advantages and Aulications of Simulation

In addition to providing a setting wherein theory and practice may be
wedded, simulated settings such as the Teaching Problems Laboratory may

serve to:

31---A complete list of the 31 problers is found in Appendix A.

32 A sample of a written Critical Teaching Problem which develops into a
role play is attoc:1Pd as Appendix B.
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1. Provide intensive focused opportunities to study and to analyze critical

teaching problems which may not occur during student teaching or other

preservice activities.
2. Increase student interest in the professional education sequence.

3. Provide opportunities for unfettered problem solving free of censure

and failure.

4. Shorten the required student teaching or internship requirement.

5. "Open" teaching behavior.

6. Decrease teacher problems, thereby reducing teacher failure and turnover.

7. Aid in teacher recruitment and selection as a situational test.

8. Orient beginning teachers.

9. Provide guided in-service experiences for teachers experiencing

difficulty.
10. Permit classroom teachers to analyze their own classroom behavior.

11. Substitute for student teaching or internship settings when they are

not available.
12. Stimulate research regarding teaching E.roblem solving behavior, or the

prediction of teaching behavior from behavior in a simulated setting.

As Cunningham states:

My personal view of simulation is that it is the most promising

single innovation...that we have available today. Much, indeed most,

of its potential remains to be activated; we have only begun to invent

appropriate means for its usage.33

It is appropriate that simulation materials should take their place

alongside the many other means that college teachers, school principals,

and supervisors use to present the real world of teaching to both preservice

and in-service teachers. There can be no serious opposition to the concept

of simulation: the real issue is whether or not such experiences may be

used effectively to shift the behavior of the user and thereby improve

teaching.

33 Cunningham, Laverne L. "Simulation and the Preparation of Educational

Administrators." Paper presented at the Untversity Council on Educational

Administration International Intervisitation Conference, University of

Michigan, October 1966. p. 27.
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Critical
Teaching
Problem

1

APPENDIX A

LIST OF CRITICAL TEACHING PROBLEMS*

Description

Handling the constantly disrupting
chilA

2 Getting students to do homework

3

4

5

6

7

8

Not knowing how to &valuate teaching
objectives

Handling t 41dren's aggress:ve
behavior toward one another

Finding films and film strips related

to the area being studied

Finding appropriate reading materials
for readers one or more years below
grade level

Differentiating instruction among the
slow, average, and gifted children in

class

Students not Lotivated to work on
class assignments

9 Having a distaste for grading papers

ln Nbt knowing what to do with students

who finish work early

11 Having students see relationship
between undesirable behavior and its

consequences

12 Involving many of the children in

group discussions

Identified in Cooperative Research Project 5-0798.

Cruickshank, Donald R. and Broadbent, Frank W. The Simulation and Analysis

of Problems of Beginnin& Teachers. (Cooperative Research Project 5-0798.)

University of Tennessee and State University College at Brockport, New York.

Method(s) of
Presentation

film

written; role play
may be used
incidentally

written

film

written

written

written; role play
may be used
incidentally

film

written

film

written

film

=111
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Critical
Teaching
Problem Description

13 Discussing with parents their child-
ren's unsatisfactory achievement

14 Relating a complex subject meaning-
fully to children

15 Unhappy with classroom clerical work

16 integrating the isolated disliked
child

17 Having trouble interpreting child-
ren's true capabilities to parents

18 Having children do independent work
quietly

19 Telling parents that their children
have serious problems

20 Providing appropriate work for the
clans while at the same time working
with a small group or individual
child

21 Helping a student with a destructive
home situation

22 Needing help in selecting instruc-
tional materials

23 involving pupils in self-evaluation

24 Being impatient witti students

25 Not knowing ivy% to deal with a
child's read:Lag problem

26 Lacking enthusiasm for a subject

27 Getting parents to take an interest
in their children's school and
class wofk

28 Feeling uncomfortable about giving
failing grades

63

Method(s) of
Presentation

written, incident,
and role play

written

film

written

written, incident,
and role play

film

written, incident,
and role play

film

written; role play
may be used
incidentally

written

written

film

filn

written

written

written and role
play



Critical
Teaching Method(s) of

Problem Description Presentation_

29 Feeling nervous when supervised written

30 Being able to prepare valid class- written
room tests

31 Being unable to contact a parent written
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APPENDIX B

CRITICAL TEACHING PROBLEM 17

Pat Taylor is handed the following note by Gregory Callison:

Dpar Teacher;

My wife and I took one look at Gregory's report card on
Friday and nearly fainted. What's the matter with the boy? We
have done everything two parents can do to help. He has ency-

clopedias and all kinds of reference books to help him.

His report card has upset his mother terrifically and she
is having another case of nerves.

We both wonder what good it did to hold Greg back twice in
school. He just gets farther behind.

Greg is our only son, you know, and we would like him to
be somebody important. Last year Mrs. Markle told us things
were fine but now I don't know what to do. Will he fail fifth

grade too?

We've talked to psychologists social workers, doctors,

and anybody else the school has suggested but none of it seems
to have done any good.

Greg tells me that he has an art class at eleven o'clock
tomorrow; Tuesday. I'll take time off to see you if it's all

right. Please let me know this afternoon.

Yours truly,

Mr. Callison

VIIM.Y
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DISCUSSION AND CLOSURE SESSIONS
(Time: 1-1/2 - 2 Hours)

A discussion and closure session followed the videotape presentation,

the purpose of which was to clarify meanings and achieve understanding.

The host institution could select its own resource person for this purpose

or the project staff would secure the services of a qualified resource per-

son for the institution.

This session, conducted by a qualified resource person, generally

lasted from one and a half to two hours. The direction of the discussion

was dictated by the participants and has ranged from a consideration of the

validity of the system to a training sessicn in the technique.

Project Resource People in Nonverbal Communication:

1. Dr. Charles M. Galloway Ohio State University

2. Dr. Russell French --Ohio State University

Project Resource People in Simulation:

1. Dr. Donald R. Cruickshank University Tennesseeof

2. Dr. Frank Broadbent Drake University

3. Dr. Roy Bubb State University New York, College atof

Brockport
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The final three sessions of the workshop are presented to the total
group of participants on the third day. They are:

Structural Analysis

Media Analysis

Alternatives

STRUCTURAL ANALYSIS SESSION

Up to now participants have been immersed in a sample set of possible
components of a teacher education program. While each of them is useful in
its own nature, they have been used in this workshop to demonstrate the
effectiveness of media in activating human conceptual learning (i.e., par-
ticipant learning) at a high level of efficiency.

If in this short time something important has been learned about the
four components, it is because media were used skillfully to enable partic-

ipants to perceive and to understand them. Participants are now invited
to turn their attention from the content of the workshop itself as an
instrument for effective teaching.

Particularly it is suggested that one examinc the manner in which the
basic nature of human conceptual learning has been used deliberately as the
design for the workshop structure. Two features of that design are of
central importance -- the nature of learning and its sequential flow, and
the nature of human perception and the use of media to facilitate it.

ANALYSIS OF THE WORKSHOP BY ASAHEL D. WOODRUFF

We began this workshop with some objectives. They were to:

(S-1) 1. Demonstrate some selected elements of an undergraduate program.
(S-2) 2. Demonstrate the integrated and functicnal use of media in

instruction.
(S-3) 3. Demonstrate that media are essential to the effective activation

of any complete idea of learning.
(S-4) 4. Make the relationship between media and learning visible and

rational.

These were to be done by the very practical means of conducting a real
learning experience. Two concepts about teaching and two useful techniques
for providing experience in teaching have been achieved. You should naw be
able to carry out the four behaviors presented as objectives.
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(S-5) Let us examine the relationship between human behavior and the

learning process, on the one hand, and the format of the workshop, on the

other. We ein do this by focusing on three questions:

Does the workshop fit what we know of learning?

Is it a useful model for the education of teachers?

Are the media used effectively?

Our analysis logically might begin by making distinctions among five

(OV 1 on) pervasive facets of the educative process which are involved in

this workshop and which are found equally in any instructional unit. Those

elements are the content, the program, the media, the learning process, and

the instructional process (OV I off).

(S-6) We should begin with the a_m_3clearnitess, because it must be

our basic guideline for everything else we do. The purpose of teaching is

to facilitate learning; but learning is described empirically as a change

in the behavior of the student, and it has become quite clear to us in

recent years that behavior changes only while it is going on. What this

says in effect is that there is no such thing as learning '11. itself. There

is only behavior, which is sometimes characterized by the fact that it

undergoes a change. Consequently, our basic phenomenon is the behavioral

process.

(S-7) A highly useful way to visualize the behavioral process is to

see it as a pycle and to regard the thinking human being as a cognitive

energy system. The cybernetic model is particularly appropriate to portray

behavioral functions. A cybernetic or energy system has an input process;

a storage and organizing process; a decision making process, consisting of

the application to an environmental situation of what is stored; and an

overt trial output, the consequences of which are picked up by the intake

organs and functions and fed back into the storage and organization

function.

In regular empirical behavior of the kiad whica makes up most of our

limes outslde school, the interaction between the trial phase and the

storage and concept formation phase is the key to the shaping of behavior.

In other words, concepts are used to direct behavior, and the effects of

behavior feed back into the conceptual structure and either validate it or

change it in the light of experience.

(S-8) Let's see how this looks when it is viewed step by step. We can

begin by thinking of the learning process as the learner's behaving-learning

cycle consisting of sensory input, concept formation, use of concepts in

decision making, and behavior output and feedback. Let's add the (S-9)

student to the picture and begin with his (S-10) z_jtel_p_sensoriterocess

through his receptor organs. Then we can add the percept (S-11) storage

and concept formation phase, which can be called thinking. Now (S-12) we

can add the decision making phase, which anticipates consequences both

rationally and affectively and commits an individual to a trial or (S-13)

response action. The trial phase completes the cycle and gives it its

cybernetic quality. The blue arrows going in reverse direction merely
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suggest that there is a constant and intimate interaction between any one

phase of this process and its preceding and follawing phases as the stu-

dent thinks about what he is doing. The most powerful impact, however,

is the feedback from an ealpirical trial behavior, which provides the re-
inforcement or de-inforcemenc that shapes both concepts and instrumental

behaviors (S44).

We can now see how a clucept of teaching may be derived from the nature

of learning. We can begin with the assumption that teaching is the facili-
tation of learning. The (S-15) learner's cycle of behavior and learning is

our point of origin, and occupies the center of the stage. If the (S-16)

teacher's function is to facilitate behavior in such a way that it changes
in appropriate directions, Chen the teacher's tasks are determined by the

nature of the learner's behavior.

If the student has to perceive, then the teacher's function is to
guide the student's perception of the materials which are used to portray
whatever the student is supposed to see (shown at the left in the cycle).

When the student is supposed to form concepts (shown on the top of the

figure), the teacher's function is to guide the student's interpretation
of acquired percepts and reinterpretation of those percepts after an adjus-

tive responsec When the student is to make decisions using those concepts,
the teacher's function is to guide the student's use of his concepts and

data in selecting his next adjustive response to a situation (shown on the

right side ef the figure).

When the student's task is to execute a decision and make an adjustive

response to a situation, the teacher's task is to guide the student's per-
formance of the adjustive response and then to assist the student in making

a valid and useful interpretation of the consequences of his behavior

(shown at the bottom of the figure).

(S-17) The teacher's task is extended further by the fact that he

makes some advance preparations before he meets the student. These are

indicated at the left of our illustration as the teacher's pre-teaching

phase, which includes preparing an instructional unit and setting up the

1earnin3 theater. Thus, we have a teaching cycle ui.lt on the student's

learnina_mle. Trace it through two pre-teachin steps, follawed by
four phases of teaching matched to the four cyclical phases of the learner's

natural behavior (S-18).

Since we are setting out to change the behavior of the student, the

most logical and useful thing a teacher can do is to formulate a clear

behavioral objective to guide his efforts. We may as well strike directly

for the end product we want, which is an actual behavior. If we accept

this notion, then the first step in identifying content is to name the

target. (S-19) behavior to be ;:xhieved by the learner. A behavioral objec-

tive which could well have been one of the behaviors set up for this work-

shop would (S-20) be: (OV 2 on) "Using appropriate terminology, the stu-

dent will draw a model of or describe the general pattern of (a) student-

teacher verbal interaction, (b) nonverbal communication, (c) simulation,

(d) microteaching" (OV 2 off). Please keep in mind that this workshop has
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chosen to concentrate en the concept formation phase of the development of

a total behavior, rather than to carry through to the actual use of the

concepts in actual teaching behaviors.

After naming a target behavior, the lesson planner must make an inven-

tory of the component elements required to produce that behavior (S-21).

That inventory will probably include some concepts., verbal information,

instrumental acts, and vocabulary -- all cf which the student must possess in

order to act as the behavioral statement reads (S-22).

Now we must program the content in a learnable order. By the word

(S-23) "program" we mean the most learnable sequential arrangement of the

mediated referents for perceptual input, verbal interactions, and behavioral

trials for efficient attainment of the target behavior.

Here we have introduced some new terms: mediated referents, verbal

interactions, and behavioral trials. I think it is clear that we are now

naming some of the devices we have been using to present to you learners

the carefully identified contents of this workshop. Those consist of four

major sets of concepts: one set consisting of Flanders' and Amidon's con-

cepts of interaction analysis; one, of Galloway's concepts of nonverbal

communication; a third, of Allen's concept of micro-teadhing as a technique

for developing instructional competence; and another, of Cruickshank's

concept of simulation as a device for praviding realistic experience.

Note that the four sets of concepts once they are understood might

well lead to the behaviors described as our objectives. To make this point

clearer, let us go back to the content of the workshop and recall the ex-

periences. Within, for example, the concept of micro-teaching, we can

isolate specific examples of these four aspects of a program. We can

identify concepts, instrumental behavior, vocabulary, and data which go to

make up the phenomenon of micro-teaching.

(S-24) To understand micro-teaching, we must understand certain con-

cepts about it. There is the concept of a eicaled down lesson, the concept

of a small class, certain concepts of (S-25) process, or instrumental acts

such as the concept of a teach-reteach sequence and its consequences. We

must understand and be familiar with the (S-26) vocabulary associated with

it, such as the name micro-teaching, a teach-reteach sequence, and teaching

skills. We must know certain (S-27) data about it, such as the fact that

normally a micro-teaching class consists of thtee to seven studerts, and

that the length of a micro-teaching lesson is usually from five to ten

minutes (S-28).

Eadh of the three components which form the substantive content of the

wrkshop can be broken down in the same way. Within interaction analysis,

nonverbal behavior, and simulation there are concepts of processes and

their consequences, concepts of the objects involved in them, essential

vocabulary, and relevant data about the concepts.

(S-29) Our task now is to program the instructional action into an

effective flow pattern, and the flow pattern for ehis workshop is indicated
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now on the (S-30) projection. Assuming that we are familiar by this ttme

with this symbolic picture of the workshop pattern, let me reserve further
comment on it for a few minutes.

(S-31) Conceptual learning depends heavily upon sense perception of
the phenomena with which we hope the students will become familiar. Media

are our ways of making those phenomena perceivable. It is appropriate,

therefore, to think of media as the sense.perceivable portrayals of refer-
ents as used in the programed unit to produce a target behavior (S-32).

(OV 3 on) Here is a representation of several kinds of media. Books are

included, but it must be remembered that, for a book to serve the purpose
of sense perception, we have to be referring to its pictorial content and

not its verbal content. Similarly, we are referring to the use of slides,

projectors, television, and other devices with reference to their use of

pictures, diagrams, models, or other actual portrayals rather than to the
transmission of verbal material (OV 3 off).

(S-33) To give emphasis to that distinction, note the division here in
the educational uses of media and language. (S-34) Media are most signifi-

cant with reference to image, portrayals, and perception. (S-35) Language

is most significant with reference to symbols or signs, representation, and

recall and interpretation. (S-36) Signs or symbols stand for images, but

are not the same as the images themselves. Representation is a verbal

allusion to what haq been portrayed, but is not a portrayal itself. Recall

and repetition is a verbal report of what has been perceived, but is not the

same as perception itself. Consequently, language in any of its forms is a

secondary level of response to what has been perceived through the senses

by means of media (S-37).

This is a critical distimtion between two complementary but distinctly

different and noninterchangeatle processes of learning, perception, and

concept formation. It is the failure to observe this distinction which has

forced students to the memorization of symbolic material without adequate

conceptual understanding of the referents or the actual phenomena to which

those verbal materials refer. We should be aware that emphasis on this

distinction does not imply that all instruction at all levels has to begin

with actual sense perception, but it does mean that when verbal instruc.

tional processes are to be used, they will not be effective in developing

understanding unless the students have already had, and bring with them,

the sensory inputs from previous perceptual experiences which make it

possible for verbal instructional processes to lead them to insights and

understandings (S-38).

There is much more we could say about the media aspect of an instruc-

tional unit, but perhaps this will be enough for now. (S-39) Consequently

we can turn our attention to the fifth element, the instructional process.

Instruction is, above everything else, a verbal (S-40) interaction

between the teacher and the student. We can define it as the plan of

teacher-student interaction to be employed as the student perceives the

mediated referents and acquires the intended products concepts and termi-

nal behaviors. These interactions are to be planned in the protocol which
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includes the presentation of the idea, the observation of examples of it,
and some discussion and closure for the formation of a clear concept.
Media are to be used to give vividness to the presentation of the idea, the
observation of examples, and the discussion and closure process (S-41). In

the case of thi3 workshop we leaned heavily on videotape and other related
media such as 16mm. film, and on discussion which was amplified by the use

of media for the closure function.

(S-42) At this point we should look again at the behaving-learning
cycle ard note that this workshop was planned to activate the first and
second phases of the learning cycle, that is, sensory intake and concept
formation. At the perceptual level we have been exposed to four kinds of
processes which might occur in a teaching-learning operation. At the con-

cept formation level, we have been involved in discussions aimed at devel-

oping insightful concepts about what we perceived. We must remember that

these are the first and second steps toward the making of decisions and the

use of these concepts and behaviors in our own teaching (S-43).

The two remaining steps, decision making and trial, will remain for
us to zarry out when we return to our campuses after the workshop is

finished. It would be desirable to carry them out here if it were possible

to set up something equivalent to the student teaching or internship pro-

grams that characterize most of our teacher-education programs (S-44).

Now we have looked at the five component elements of an instructional

(OV 4 on) unit and of this workshop. We have attempted to see each one in

isolation. Let's put them together and see tnem as a composit in the work-

shop pattern. Let's see how the teaching-learning relationship of the
workshop was programed to match and facilitate the learning process.

(OV 4 off).

At the (S-45) bottom of this projection, we have the learner's behavior

cycle put into a straight flow plan to enable us to construct the workshop

pattern above it. (S-46) Now we can add the workihop flow plan and see the

relationship between it and the learner's cycle. The first taped presen-

tations were for our perceptual input. The discussion and closure sessions

following the first presentations were for our conceptual organization.
The second tape was the presentation of a fresh set of perceptual inputs --

again followed by discussion and closure sessions to assist us in the for-

mation of clear concepts of what we had perceived.

We are involved at this point in a discussion of the relationship

between the workshop pattern and the learning-behaving pattern of the stu-

dent, which is also an attempt to contribute to the clarification of the

concepts which have been forming here (S-47). This will be followed by a

discussion of the media which have been used at every point checked in the

workshop pattern, also designed to clarify concepts the workshop has set

out to establish. Decision making and the trial aspects of our behaviors

will occur when we go back home (S-48).

It is appropriate now to recall. the educational uses of media and

language. At this point we can note that we really have two language modes
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(S-49), one of which is verbal and one, sensory The sensory language mode
is needed when we wish to speak to the perceptual senses; this mode re-
quires the use of images, portrayal, and sense-perceivable phenomena.

We need the symbolic language mode when we wish to speak to the memory
or storage area and evoke oral communication of the concepts already formed,
or evoke recall of percepts stored, and guide the learner as he organizes
them into concepts. Media serve best to portray objects and events for
perceptioft. They are not used at their best for transmitting words as a
substitute for the use of the vocal cords.

Again, I strongly suggest that this distinction lies at the root of
this workshop. When verbal instruction or discussion precedes the essen-
tial perception, communication breaks down and learning deteriorates from
concept formation to verbal memorization.

Closely related to this type of breakdown is the misassignment of
language to inappropriate concepts. We can illustrate this by two (S-50)
people who are not communicating because their concepts and vocabulary do
not Agree, although both of them are using the sane terms. Their diffi-
culty lies in the fact that they have different concepts, without knowing
it.

We can also illustrate it by two (S-51) other People who are not
communicating. Although they have the same concepts, they have assigned
different terns to them, and they are not aware of this difficulty.

Finally, we can illustrate what we would like to see ch. loped (S-52)
by two people -who are communicating because they have acquired the same
concepts and are using the same language to refer to them (5-53).

Now when verbal instruction is restricted to guiding attention to what
the student is perceiving, to the way he is organizing his concepts, to
the way he is making decisions, to the way he is carrying out adjustive
acts, and to the way he is interpreting the feedback from his adjustive
behavior, then it can be educative at all phases of the learning-behaving
cycle (5-54). As the student is perceiving real referents or mediated
referents, what the teacher should do is to direct the student's attention
towards those aspects of the referent he should be perceiving.

Then, as the student begins to try to interpret what he has just seen,
the teacher's verbal behavior through this interaction should stimulate
him to find possfble interpretations. Again, as the student makes deci-
sions, and as be carries out,his adjustive acts, the teacher should help
him recall whatever he knows that is relevant.

Such attention guiding is also important at the feedback stage. A
student should be helped to interpret the feedback so that it results in
constructive conceptual change and does not result in damage to the stu-
dent's self concept. In this way verbal stimulation is not something which
is imposed on the student's cognitive cycle it facilitates the student's
own processes rather than attempting to substitute for them. The student,
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under the teacher's stimulation, is doing his awn perception, thinking,
decision makings and trying (S-55).

In recapitulation, let's look again at the flow plan for the workshop.
Orientation came first. The first presentations were made. Discussion
and closure was then provided. The second set of presentations followed
the same pattern: presentation, observations where needed, and discussion
and closure.

Now we are in the structural analysis phase. We will soon move into
a review of the use of media in the workshop and as a vehicle for learning.

(OV 5 - - on). The media were used to give the workshop participants
intensive perceptual experiences at the points indicated on this projec-
tion. The media were also used to assist in the verbal interaction pro-
cess (OV 6 - "C" - on) for concept formation and closure at the points indi-

cated on this projection.

(OV 5 and 6) If we then superimpose the portrayal of the instructional
process over the portrayal of the perceptual process, we see haw intensively

media have been used for both purposes: to provide for perception and to

assist in concept organization and clarification.

(OV 5 and 6 off) The full cycle of learning now requires follow-up
actiar at home the use of the concepts acquired here to make decisions

about our program content and processes. There are some generalizations
which grow logically out of this experience; these are noted in the copy of
this paper which you will receive, and are presented for your serious con-

sideration and reaction.

MEDIA ANALYSIS SESSION

This session was conducted in three parts:

PART I. Vernon Geriacht Arizona State University, Videotape

In this segment, Dr. Gerlach emphasizes that the workshop experience
has been a relatively unique one in that almost all of the instruction has
been mediated, and that behavior change on the part of the participant has
been effected by means of media. He suggests further that an analysis of
the way in which media was used in the workshop might lead to evolving
certain principles and critical standards for media selection and
utilization.

Part II. Research Assistant AACTE Media Pro'ect Live

Tbis segment of the presentation is concerned with general principles
for media selection and analysis with particular reference to teacher
training programs:

When discussing media selection and analysis, it is of prime
importance to consider the kinds of conditions which we wish to
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establish in a teacher training program. In some instances, the
conditions which we establish are conditions which are identical to
the conditions which the student teacher will face when he is out
on the job. However, this is not always practicable, nor is it

always desirable. There is little profit in sending out a student
teacher to face a real, live classroom situation until he has had
the training to cope with the kinds of problems that he might face
there; until he has a behavioral repertoire to call on; until he
has had the perceptual input on which to form concepts about appro-
priate teaching behavior.

Sometimes, we may wish to provide equivalent practice. The
student teacher preparing to teach fifth graders may, as far as we
know, learn everything we can teach him even if he does his practice
teaching with fourth or sixth graders. However, the same limita-
tions apply here as in the case of establishing identical condi-
tions. We may not have the facilities to provide such situations
for all of our student teachers, and the student teacher needs a
wide variety of responses on which to call if he is to face the
problems of an equivalent classroom.

Therefore, the best that can be done in the circumstances is
to provide smalogous conditions. In this case, we do not present
exactly the same conditions which uill exist when the student
teacher enters the classroom to teach "for real," :,ut we do present
conditions as close to those as we can possibly get in the instruc-
tional situation.

And the wonderful part about the newer media is that we can
bring all kinds of varied stimuli into the instructional setting.
We can capture teaching situations and teaching problems and replay
them again and again for illustration and discussion. The nonverbal
cues given out by the children in the film which we saw in the non-

verbal session can be used over and over as examples of what
Galloway is talking about. We can design a variety of responses
to a number of teaching situations, as Bert Kersh has done, and
present them to the student teachers in such a way that they are
able to "stretch" their own response behavior without the pressure
of having to react in a live classroom atmosphere.

So, if we see the role of mIdia in teacher education as pro-
viding analogous conditions, then let us try to establish some
criteria for the selection of appropriate media to provide those
conditions. The great question always remains in a teacher

training program: Although the student teacher did well in his
student teaching,situation, mill he do as well in his real life

job? The fact that this question does persistently haunt
trainers of teachers is ample testimony to the fact that we
recognize a gulf between conditions in a nonpractice situation
and conditions in the student teaching situation. It is exci-

ting to see that the two methodological presentations in this
workshop are deeply concerned about this dimension.
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Let me use a graphic model to discuss the principle involved.
We have said that we use media to provide analogous conditions.
Another way of putting this would be to say that media provide
surrogate situations which stand for, or are analogous to, the

real situation. In the illustrations which follow, we will use

letters to designate the surrogates (or the mediated situations)
and numbers for the real situations. The example to be used is

one with which we are all by now familiar. The objective we are

setting is to train the student teacher to deal effectively with

a constantly disruptirm child in a classroom of 30 children.

How would we present such a situation to a student teacher?

The most abstract way wuld be to describe the situation verbally

in a lecture and present alternative solutions to the student

teacher for his information. So, broken dawn, that instructional

situation might look like this:

Sa Sb Sc Sd

In this case, the elements of the situation are:

A social context = Sa = the other children in the class

A task = Sb = the work in .which the children are

engaged

An action = S. = the disruptive behavior of the child

A child = Sd = an abstrat "probem child"

Let us now consider the presentation of this situation as a
case study in the text; let us call the child Jack Brogan and pro-

vide cumulative records and background material on Jack to make him

seem more alive. In this case, the diagram might look like this:

Sa Sb Sc SD

The child has moved closer to reality for our student teacher, but

the ouner elements of the situation have remained the same.

Let's go further naw and imagine a skillfully produced 16mm,

film showing real children in a real classroom situation engaged in

a defined task. In this case, the subscripts would be getting

larger as all the elenents in the situation move closer to reality:

SA SB SC SD

So now you ask your student teacher: What would you do now, Pat

Taylor; given this situation in which you personally are involved,

how do you respond?

But we still do
will react in a real
surrogate situation.
can we safely assume

not know for certain that the student teacher

situation in the same manner as he does in the
Lnly when we can provide evidence that he will

that we have selected an optimum medium. The
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functional relationship, established by empirical observations,

must be there. If it is not, we're only guessing.

So, if I may be very abstract, the essence of media selection

in a teacher training situation lies in the ability of the pro-

fessor to se 'act those media which gradually extend the stimulus

control from little letters:

to large letters:

to paired sthmuli:

Sa Sb Sc Sd

SA SB SC SD

SA1 SB2 SC3 SD4

in which the real situations (i.e., the numbers) becone increasingly

dominant and the surrogates (i.e., the letters) become increasingly

recessive:

Sal Sb2 Sc3 Sd4

until the reaction of the student teacher (i.e., the correct or

desired reaction) takes place i the presence of the real situatfon

only:

Si S2 S3 S4 = R = correct

I do not wish to belabor the obvious, but it must be enphasized

that the proof of the pudding of micro-teaching or shnulation or any

other method ultimately lies in the answer to the question: How well

does the student teacher's learning transfer? How does he behave

when all the letters are gone, and only the numbers remain? Fortu-

nately, the research accompanying the demonstrations which you've

seen in this workshop give us some real data to support their

validity.

So the criteria for media selection in a teacher training pro-

gram is not the quantity of sophisticated machines which can be

assembled in the training laboratory, but the effectiveness of the

mediated materials in providing-surrogate situations as close as

possible to reality: situations which will successively approximate

reality so that the response of the student teacher in a reality

situation i be predicted with some degree of accuracy. And the

criteria for the effectiveness of a teacher training program, in-

volving the use of the newer media, is how well the student teachers

react in a real, live classroom situation.

Let us now consider how these principles which should gavern

our media selection and utilization can be fitted into a general
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model of instructional strategy. Consider this model as a frame of

reference. It is very simple; we will all be able to use it after

just a madient or two of introduction. Actually, its simplicity
stems from the fact that each of us has used it before in one form

or another. Here it is -- graphically portrayed.

Tpidre; it step by step, we begin with objectives. As Woodruff

point,' out so eloquently it Lis paper, it is inconceivable that any

system can begin without a statement of Lhavioral objectives. This

is the first stap in the progression *ip the sien4i-c until nne ee.nchpq

his termiaal behavior.

The second step is the 2re-teut. This could be dressed up in

fancy terminology. We could tark about input and behavioral reper-

toire and environmental antecedents. However, we are speaking now

of a system of media selection for the classroom teacher (be he

kindergarten or university teacher). This system must be simple,

functional, and workable. Arix teacher must be able to use it

successfully, aud he must be able to use it without running the risk

of omitting an essential aspect in the instructional learning process.

So, we pre-test Pre-test must be used in the broadest possible

oense. First, we mtst determine whether or not the learner already

possesses that which is defined in the objective. Obviously, we

don't need to select media, we don't need to plan instruction for a
learner vho has already learned what we want him to know. But if

the learner has, vm must also ascertain whether he is ready for the

instructional learning task. Call it readiness if you will. For

example, children who can't multiply, can't learn long division.
Girls who can't read the calibrations on a measuring cup will un-

doubtedly not achieve some of the objectives in the cooking class.

The thLed step in the model is the selection of an instructional

strategy. Tais includes selecting the medium or media, the criteria

for which we have already discussed in terms of establishing condi-

tions for learning. What kind of conditions or environment does the

teacher wisF to establish for the instructional learning process?

One important consideration is: Under what conditions do we want

the learner to exhibit the terminal behavior which we have specified?

The last step is called evaluation. When it is all over, when

the last bell has rung, do we have any evidence that these future

teachers will display the behavior stated in our objective? We must

gather this kind of evidence, or the instructional learning cycle

remains incomplete. We must evaluate, rate, score, test, and do all

the things indicated for our particular objective which fall under

the heading of evaluation.

I'll take no more time to discuss evaluation, except to empha-

size that the newer media can play an hmportant role in the evalua-

tive step. Good teachers use films in the evaluation process; they

use the averhead, the videotape or audiotape recorder, the slide,
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the motion picture. These things aren't new, and I will not elabo-
rate on them just now. Now, unless our evaluative techniques demon-
strate to us that our criteria have been met, we have to loop back
we must back down the stairs. Either we must amend our instructional
strategy (or select a new one), or we must change our objective.
Maybe the methods we used; maybe the media we selected; maybe the
practice we provided the learner; maybe any or all of these need
modification or even rejection in favor of another alternative. On
the other hand, it may be that we set our sights too high, that our
objective is unrealistic; perhaps we should strive for a less com-
plicated behavior before we go for the more complex.

This, then, is the four step model. It is not new, it is not
exciting, but it does have all the ingredients. And when media
selection is done in the light of such a model of instructional
strategy, and with regard to the kinds of conditions for learning
-which we wish to establish, then media can be said to be -Ised in an
integrated rather than an additive way in instruction.

PART III. Dr. Gerlach on Videotape

In this segment, Gerlach selects three basic principles as examples
of the kinds of considerations which should be borne in mind in media utili-
zation. These selected principles are ambolic substitution, ie., provi-
ding the referent before the symbol or a discussion of the characteristics
of the referent; selective perception, i.e., guiding the learner's atten-
tion to the main issue, elininating competing stimuli; and decision making,
i.e., getting the learner involved in making decisions and giving him
reinforcement or confirmation for his response.

Using graphic illustrations taken from advertising, Gerlach describes
these three principles, which he labels Nide Boots," "Motorcycle," and
"Decision Making." Be goes on to apply the principles to examples taken
from the videotape presentations used during the workshop. The technique
is one which involves the participants in making decisions about the
videotaped excerpts and in forming critical opinions about how media were
used in the workshop and haw this might be relevant to media utilization
in their own work.

AS was noted earlier in the report, participants in the pilot workshop
felt that greater emphasis should be placed on the fact that the substan-
tive content of the workshop (interaction analysis, nonverbal behavior,
micro-teadhing, and simulation) was illustrative rather than exhaustive.
In an effort to respond to this feedback, a final session was programed
into the workshop format.

Participants wel:e exposed very briefly with no discussion to three
other innovations in teacher education which could just as well have been
used in the workshop. These were the Simulation program developed by
Bert Y. Kersh in Oregon, the Innovations in Teacher Education program at
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Stanford University in California, and Critical Moments in Teaching, a film

series produced at the University of Missouri at Kansas City.

Each of these three alternatives was presented via motion picture.

1. Classroom Simulation: A new dhmension in teacher education illustrated
the program which was then operative at the Oregon College of Education.
It showed the student teacher being confronted with a situation and the

manner in which fileA resporisa were pvf-contPd tn thP qtlident tPachPr

depending upon his reaction to the initial incident.

2. ITEMS: This film was produced under a program known as Innovations in

Teacher Education at Stanford. It offers a series of "quick and dirty,"

as the phrase goes, incidents that could occur in the classroom.
Several alternative actions by the teacher are acted out and then the

student (or viewer) is asked to offer some additional behaviors which

might resolve the problem.
3. Critical Moments in Teachinv The film used was Nhat Do I Know About

Benny," one of a series of five films developed with a view to the
variety of psychological circumstances which infuse and surround

teaching. All of these films are open ended and leave the resolution

of the problem up to the student. The films are applicable teaching

instruments for individuals, mall groups, and large presentations

The inclusion of this component on alternatives in the wrkshop seemed to

achieve its objective, and it was well received in all regional workshops.
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Part III

THE RESULTS

The task of evaluating the workshop was phrased in such a way in the
contract as to allow great freedom in setting up criteria and evaluative
measures. A number of arbitrary decisions were, therefore, made at an
early stage of the project as to how the evaluation task would be approached.

It was decided chat since the pilot workshop, which was to be held in
January 1967, had different goals and a different audience from the region-
al workshops which followed (i.e., its goal was to test the effectiveness
of the format which had been developed, and its audience was drawn from
selected institutions all over the country) it should be treated in the
evaluation as a separate entity. Pn in-depth study of the participants in
the pilot wprkshop was conducted to try to measure the effectiveness of the
workshop as an instructional experience "effectiveness" to be seen from
the point of view lf change in the participants, in aifectrve, cognitive,
and behavioral terms. The regional workshops had an ongoing evaluation
component associated with them to evaluate the effectiveness of the total
project as a means for dissemination and effecting educational innovation.

PILOT WORKSHOP EVALUATION

The testing design which was evolved to measure the pilot workshop is
shown below:

1. November 1966
2. January 29-31, 1;367

PILOT WORKSHOP 3. May-December, 1967

FORM

OF

TEST

PRE-TEST
Individual on-campusvisitation.
Information sheet for partici-
pants, personal interview.

PRE- and POST-TEST
Semantic differential test of
attitude. Computerized objec-
tive test.

POST-TEST

Individual conversations with
participants in person or via
telephone.

0
B

J

E

C

T

To ascertain environmental fac-
tors at work to encourage or
inhibit the use of media and to
determine the attiv.tde towards
media and irme.-Jations in

general.

To measure the attitude of
the participants toward media,
and to test their knowledge
of the three approaches to
teacher education.

To discover whether partici-
pants made or attempted to
make any changes in their pro-
grams as a result of their partici-
pation in the workshop.

Figure 1. Evaluation Design
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A number of previous studies in different areas were considered in

evolving this design. These included research studies on teacher attitude

toward media. Careful con deration was also given to the recommendations

of the EMIE Committee.34

Previous studies of teacher attitude to media have frequently arrived

at correlations between certain factors in the background or personality

of the teacher and specific attitudes toward media. A recent survey made

by the AACTE TEAM Project on "New Instructiona1 madin nt4147.atinn in the

Pre-Service Professional Preparation of Teachers"35 asked for general fac-

tors which restricted the acceptance of instructional technology in teacher

education.

In response to this question, 44 factors were isolated. The first 10 are:

I. No restrictions
2. Lack of money
3. Lack of or poor quality of available materials

4. Lack of time
5. Lack of familiarity with materials and value of technology

6. Lack of space, facilities, equipment
7. Tradition-bound; inflexible

8. Lack of instructional technology leadership

9. Lack of training in instructional technology utilization

10. Skeptical about effectiveness of instructional technology.

Additional authority is given to this listing by the fact that it correlates

highly with the sources of resistance preventing the use of educational

media listed by McIntyre:36

1. Limited departmental funds for purchase or rental of materials 80%

2. Suitable materials not: available for college use 43%

3. Lack of information on college materials 43%

4. Lack of technical assistance to aid in preparation of materials 42%

5. Not enough time to locate good materials 40%

6. Lack of adequate facilities for showing materials 38%

7. Films, equipment, or operators not available when needed 33%

Ti "Educational Media Institute Evaluation Project: Evaluation of

Summer, 1965, NDEA Institutes." San Jose, California: Educational Media

Institute Evaluation Project, November 19654 72 pp.

35 "Questionnaire on New Instructional Media Utilization in the Pre-

Service Professional Preparation of Teachers." Washington, D.C.: American

Association of Colleges for Teacher Education, Teacher Education and

Media Project, May 1954. 8 pp.

36 McIntyre, Kenneth M. "Study to Determine Specific Sources of Resistance

to the Use of Audiovisual Materials by College and University Teachers, and

the Development of Procedures for Overcoming the Barriers to Optimum Use."

(Title VII (A) National Defense Education Act of 1958, Grant No. 731052,

USOE-HEW.) Chapel Hill, N.C.: University of North Carolina, 1963.
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It was realized that these factors can be divided into two categories:

1. Those pertaining to the attitude or knowledge of the facul)

2. Those pertaining to the institutional environment of the fa ity.

It was presumed that the first category would be affected in some way by

the workshop experience and that the institutional factors would not. How-

ever, the value of the workshop might well be measured by how far and in

what way the participants tried to alter the environmental factors after
their workshop experience, as well as by measuring their change in attitude
and increase in knowledge.

With this in mind, an information sheet was designed to ascertain cer-
tain facts about the environment in which the participant operated. There

were two forms of the information sheet. one for the participant himself,
which gave his professional background and his perception of the media
facilities and equipment available to him on campvis; and one designed to be
answered by the director of the instructional materiels in the institution.

These information sheets were administered im November and December
1966 in a face-to-face interview situation with one of the project staff.
There is a good deal of authority for choosing an interview situation.
The main advantages of a mailed questionnaire (i.e., economy, easily tabu-
lated data for a large scale survey) were not applicable in this particu-
lar survey where the number of participants was small (40) and where much
of the data to be gathered was non-quantitative and impressionistic.
Again, a number of sources were considered in deciding on this interview
approach. Tae main objection (that of interviewer bias) was countered by
the fact that a:1 the interviews were conducted by the same staff member,

A follow-up interview based on the same format was administered some
months after the workshop had taken place, from June until December 1967.

The second phase of the evaluation (that pertaining to the attitude
and knowledge of the participant) took place within the pilot workshop

itself. A pre- and post-test formed the first and last activities of the

workshop. Most studies on teacher attitude to media have used Thurston's
or Lickert-type attitude scales. However, after consultation with research
specialists, it was decided to set up instead a test utilizing the Seman-

tic Differential technique. Hopefully, this would measure any change in
the participants' attitude toward the innovative approaches and toward

media in education.

Participants were also given an objective, multiple choice test to mea-
sure their knowledge of the subject matter. Given that one of the main objec-

tives of the workShop was to demonstrate the integrated use of media in in-

struction, it seemed appropriate to use the computer in the testing sequence
to demonstrate the speed and efficiency of the computer in analyzing data.

Therefore, plans were made with the Computer Center at the University
of Maryland to develop a suitable program. This provided an individual

printout for each participant showing his performance on each test: which
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questions were right, wrong, or omitted, and giving 8 bibliographic refer-

ence for those questions which were wrong or omitted. The results of this

test were analyzed by the computer during lunch on the last day of the

pilot workshop and were given to each participant as part of his final

package of materials.

The first session which participants r ended at the University of

Maryland Pilot Workshop was a Testing SessL in which they were given

both the Semantic Differential Test and the Objective Multip1P-Choice Test.

Participants were tested again just before lundh on the last day of the

WoJhop. The results of the Semantic Differential were tabulated, and

since the group was small, were analyzed by the Kolmogorov-Smirvov Two-

Sample Test of significance.37

Only one dimension of one concept was found to have changed beyond

the 0.05 level of significance. This was Videotape Supervision, which was

perceived as being more potent at the end of the Workshop. The Team

Approach in Teacher Education and Interaction Analysis were perceived as

being more potent, though not significantly so. Only the perception of

Micro-Teaching changed on all three dimensions (Evaluation, Potency, and

Activity) though, again, not beyond the level of significance.

The results of the objective multiple choice test were considerably

more encouraging. Both the pre- and post-test were analyzed by the com-

puter on the University of Maryland campus during lunch on the last day

of the Workshop. Each participant was provided with an individual print-

out of his pertormance as part of his take-away package. This printout

gave his response and the correct response for each of the questions on

the pre- and post-test, as well as providing a bibliographic reference for

the place to find the correct answer in each case.

A summary sheet was also provided by the computer. This gave the

total student performance on the pre- and post-test. It can be seen from

this that there was a significant increase in group mean from the pre-test

to the post-test (from 14.25 to 18.78) and a decrease in the standard

deviation (from 3.73 to 3.16).

Some months after the pilot workshop (i.e., from July ta December

1967) a follaw-up study was made to discover whether or not participants

had been influenced by their workshop experience, either to implement any

of the approaches demonstrated or to change in their perception or use of

instructional media. This survey was conducted on an opportunistic basis,

between regional workshops, and took the form of either personal interviews

or telephone conversations.

In the succeeding regional workshops, no formal testing session was

plovided. Instead, each participant was given a revised version of the

objective test as part of his registration package and told that he could

test himself, if he wished, as he went through the wlarkshop. Again, a

Siegel, Sidney. Non arametric Statistics for the Behavioral Sciences.

New York: McGraw Hill, 1956. pp. 127-36.
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computerized printout of the correct answer and the bibliographic refer-

ences to each question were provided for all participants as part of their

take-away package.

Based on the data from the pre-workshop visitations, transcriptions

of the taped interviews, and the information sheets, each of the 36 partic-

ipants from the pilot workshop was assigned a loading on each of the eight

dimensions perceived by teacher educators as having an effect on educational

innovation. A maximum of five points was possible on ezth dimension, giving

twenty possible points in the environmental factors (i.e., money, materials,

time, space) and twenty possible points in the personal factors (i.e.,

familiarity, training, inflexible, skeptical). (These last two factors

were changed to "flexible" and "open-minded" to make all dimensions posi-

tive.) A maximum of four points was possible in "implementation," i.e.,

for micro-teadhing, interaction analysis, nonverbal behavior, and the

increased use of media in instruction.

Amalysis of Environmental and Personal Factors Affecting the Utilization of

Media by Pilot Workshop Participants

PARTICIPANT
NUMBER

ENVIRONMENTAL
FACTORS

PERSONAL
FACTORS IMPLEMENTATION

1 12 15 1

2 8 9 0

3 5 9 1

4 8 8 0

5 10 16 4

6 13 16 3

7 5 18 3

8 18 18 2

9 19 18 4

10 19 20 1

11 12 16 4

12 20 14 1

13 20 20 3

14 19 20 3

15 18 13 2

16 20 20 4

17 8 19 4

18 18 20 3

19 20 20 4

20 8 18 4

21 20 19 4

22 11 14 4

23 19 12 0

24 12 18 4

25 20 8 1

26 19 10 2

27 20 20 3

28 9 5 0

29 9 10 1
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PARTICIPANT
NUMBER

ENVIRONMENTAL
FACTORS

PERSONAL
FACTORS IMPLEMENTATION

30 9 18 4

31 9 18 4

32 8 11 2

33 13 17 2

34 8 10 1

35 9 13 3

36 19 13 3

The tabulated results show that those who implemented the approaches
were more likely to be those whose rating on personal factors was higher
than the environmental rating, and that the environmental factors were not
such a strong deterrent as they had been perceived.

For example, look at Participant #30 (environmental loading of 9,
personal loading of 18, implementation of all four dimensions). This par-

ticipant comes from a small institution with limited funds and facilities,
yet has succeeded in implementing all of the approaches which were demon-
strated in the pilot workshop, and has also increased the use of media in
his awn instruction.

There were, however, a few cases which seemed to be exceptions to this
trend cases in which participants with high personal factor loadings did

not implement any of the approaches. In discussion, it appeared that a

question of "relevance" is involved. These participants were concerned
with other innovations and did not feel that the workshop components were
relevant to their present work. For example, "articipant #10 (environ-
mental loading of 20, personal loading of 20, and implementation of only
one dimension in this case the increased use of media) is not directly
concerned with teacher education, and the three components were not
directly relevant to his work.

In the succeeding regional workshops, no formal testing session was

provided. Instead, each participant was given a revised version of the
objective test as part of his registration package and told that he could
test himself, if he wished, as he went through the workshop. Again, a
computerized printout of the correct answer and the bibliographic refer-
ences to each question were provided for all participants as part of their

take-away package.

TOTAL PROJECT EVALUATION

One valid index of the effectiveness of the total project may well
be the actual number of regional workghops held and the number of requests,
written and verbal, for additional workshops or for an expansion of the

project in one form or another.

An ongoing evaluation of the regional workshops was made by Reaction
Sheets given to all participants as part of their take-away package. In
these reactions sheets, the Workshop objectives were restated and related
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questions were asked to try to determine whether or not participants
felt that their own behavior would be affected by what they had
experienced.

Only about 30% of these reaction sheets from each workshop were
returned, but the responses were found to be considered and thoughtful
and were a great help in revising and improvirm the presentations in a
way which made them more relevant to the needs of the participants. The
panP*Inn. were, rri *ha whroa, axtramaly prIc44'7° Th4. may -f co-rs°,
be a factor of the small sample returned, but if one were to extra-
polate from the results of a larger return on the questionnaire which
will be discussed next, then the majority of all participants felt that
the workshop was a very worthwhile professional experience.

In early December 1967, a questionnaire was designed and raailed to
all participants in the pilot and regional workshops. This questionnaire
had two main objectives: to try to determine whether participants in
the workshop felt that it was an effective experience, and to try to
determine whether they were implementing in their own work any of the
approaches which had been presented in the workshop. A copy of the
questionnaire and its cover letter are enclosed with this report. Of
the 560 questionnaires mailed, 420 (75%) were returned. The tabulated
results of this survey and a discussion of the significance follows.

The substantive content of the
to undergraduate teacher education:
nonverbal behavior, and simulation.
were presented?

workshop consisted of four approaches
micro-teaching, interaction analysis,
How effectively do you think these

MICRO-TEACHING
INTERACTION

ANALYSIS
NONVERBAL

BEHAVIOR SIMULATION

WELL 70% 64% 58% 68%

FAIRLY 26% 30% 36% 29%

POORLY 4% 6% 6% 3%

Table 1

Most participants felt that the appr6aches were well presented, al-
though nonverbal behavior was not counted as highly as the other three.
This reaction is borne out by comments on the Reaction Sheets, where
participants frequently commented that nonverbal behavior was a rather
loose presentation, not systematized like the other three.

89



How well did you consider yourself informed about these approaches
before your workshop participation?

MICRO-TEACHING
INTERACTION

ANALYSIS
NONVERBAL
BEHAVIOR

SIMULATION

WELL 22% 33% 11% 12%

FAIRLY Ars0144/0 4196 3402. 450L

POORLY 3e% 2e%
1

50% 43%

Table 2

As was to be expected, since interaction analysis is the most estab-
lished of the four approaches, more people considered themselves well-
informed about this technique than about the other three. Nonverbal

behavior, the newest in terms of its application in an educational con-
text, was the least well known.

Were you using any of these approaches before your workshop partici-
pation? Are you presently using any of these approaches in your own work?
Do you have any plans for using any of these approaches in the future?

MICRO-TEACHING
INTERACTION
Amums

NONVERBAL
BEHAVIOR

I
SIMULATION

PAST

USE
24% 35% 20% 21%

PRESENT

USE
41% 52% 38% 33%

FUTURE
USE

88% 82% 76% 87%

Table 3

Questions 3, 4, and 5 were considered together for the purpose of

analysis. This was one of the most significant and encouraging changes
indicated by the questionnaire results. It can be seen from the following
bar graphs (page 91) that a large number of participants who were not
using these approaches before their participation in the workshop are
currently using them in their own work, and that an even higher percentage
of them plan on using one or more of the approaches in their future work.

On your return to your own campus, did you inform the rest of your
faculty about what you had experienced?

YES NO

85% 15%

Table 4
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Bar Graphs Showing Past, Present, and Projected Usage Patterns of Micro-
Teaching, I nteraction Analysis, Nonverbal Behavior, and Simulation as Indicated
by the Responses to Questions 3, 4, and 5
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Are you cooperatively working with any of your faculty on any of the
approaches discussed in the workshop?

YES NO

80% 20%

Table 5

91



_

Questions 6 and 7 were concerned with trying to discover whether the
experience of a workshop of this kind is restricted to the actual partici-
pant, or whether participants tend to disseminate information about what
they learn and then work cooperatively with their colleagues on related
projects. The results of the questionnaire indicate that a very high per-
centage of the participants did disseminate information about the workshop
and are now working with their fellow faculty on projects involving the
approaches demonstrated in the workshop.

The relationship between media and learning was emphasized during the
workshop. How do you think this was presented?

WELL FAIRLY POORLY

52% 42% 6%

Table 6

The response to question 8 was rather disappointing. One of the main
objectives of the workshops was to "make the relationship between media
and learning both visible and rational." It was somewhat disturbing to
discover that only slightly more than 50% of the participants felt that
this was well presented.

Do your primary responsibilities fall within administration or
instruction?

ADMINISTRATION INSTRUCTION

43% 50% 7%

Table 7

Question 11 was purely a diagnostic question to try to discover
whether workshop participants felt that the project had succeeded in its
overall objective to attempt to bridge the gap between the researchers and
experimenters and the ongoing programs of teacher education. The response
was overwhelming and heartening. Of the 420 responses received, only 8
people responded negatively to this question.

In summary, it might be said that the evaluation component has shown
that the Workshop in Teacher Education has been extremely effective, that
the vast majority of those who participated in the workshops are developing
new programs using the four approaches which were demonstrated, and that
almost without exception participants feel that the workshop is a useful
vehicle for dissemination.

YES NO

98% 2%

Table 8
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Pa IV

CONCLUSIONS

It has long been taken for granted that the teacher educator
the teacher of teachers will put the talk about research and innovation
which he receives from a variety of sources together with his ongoing
classroom practices. In bridging this gap between the "producer" of
educational innovation and the intended "user," it has been assumed that
the result would be an upgrading of the ongoing program of teacher prepara
tion. "The recent research in teaching and work in theory indicates that
this is an extremely difficult task, and that an assumption of this
magnitude is more likely to be false than true."*

The results of this project seem to support the conclusion that, in
any effort to bridge the gap between the producer and user of new ways
of educating teachers, the user should be approached as a learner. It
is necessary to plan and program the presentation of research results to
teacher educators in the same manner that they are expected to plan and
present their material to their students.

/One of the major tasks of this project was to try to design a way
of presenting the results of educational research to teacher educators
so that the results would be meaningful and understandable. Judging from
the feedback on implementation, the project succeeded in this objective.
This success leads to a second conclusion, which supports the first. Any
effort which is intended to do more than present information must be
designed in a manner that is consistent with accepted learning theory.
Admittedly, there is more than one accepted way to approach human behavior
and learning, but any effort to educate should be consistent with one of
these alternatives.

Finally, the need to disseminate widely the results of educational
research coupled with the practical limitations of time, resources, and
the opportunity to make available to teacher educators throughout the
world the talents of one or more researchers lead inevitably to the con
clusion that the new technology of education must be applied to the
dissemination of knowledge. When such application'is 'made in a manner
that is consistent with what we know about how learning takes place, we
can shorten that time honored gap between the introduction of a new idea
and its implementation in the classroom.

* The American Association of Colleges for Teacher Education, Profes
sional Teacher Education: A Programed Design Developed by the AACTE
Teacher Education and Media Project. Washington, D.C., the Association,
1968. p. 73.
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