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INTRODUCTION

Preface

This report describes a two-year investigation of the in-

fluence on student teachers of a training program for coopera-

ting teachers. Certain characteristics of both student teachers

and cooperating teachers were studied 1,o assess relationships

between and among such characteristics and the major variables&

training, and the classroom instructional behaviors of student

teachers.

Two discrete but related projects provide the data for

this report. The first, A Pilot Study (Preparing beginning teach-

ers for working with the educationally disadvantaged s A pilot

study of the influence on student teachers of a training progral,

for cooperating teachers in inner-city schools) covered a contract

period of July 1, 1967 through June 30, 1968.

The second project, A Continuing Study (see full title on

Title Page of report) covers a contract period from July 1, 1968

through July 31, 1969.

The description and findings of both studies are presented

here as an integrated report. It follows the format suggested

by the Division of Research, but is intended as a final report

to the Bureau of Inservice Education, the Syracuse City School

District and the Division of Research.

Since the
search design,
will be on the

projects involve both a training design and a re-

both will be detailed, but the greater emphasis
research phase and its findings.

Statement of the problem

The problem was initially stated in the proposal for sup-

port of the pilot studys

Student teaching has long been recognized as
being one of the most critical components in progra"'s

for the preparation of teachers. Typically, the stu-

dent teaching experience is the ter"inal experience

in teacher training progralis. In the five year urban

teacher preparation progra t Syracuse University
this will not be the case.1)

TA
In this program, stu-

dent teaching is seen as one of several experiences
which are designed to prepare the beginning urban
teachers for an intensive internship during their fifth

TITSee "Urban Teacher Preparation Programs Proposal

for a New Five Year Program in Urban Teaching,"
Syracuse University, 1967 (mimeographed).

=11M



year in inner-city schools, In the
teacher training program at Syracu
student teaching experience will b
where these beginning teachers fi
the basic skills of teaching in
a substantial number of educati
students. It is here where th
trol and apply teaching behav
effective and congruent with
as beginning teachers, and
students they are teaching
erating teacher has been
teaching experience. Thi
in the student teaching
urban teacher preparati
the supervisory relati
ers will play a criti
under which these st
develop an effective
that will be refine
It would seem, the
of effective coop
sary for the suc
teaching expert
program.

five year urban
se University the
ecome the place
rst learn to apply
classrooms that contain
onally disadvantaged
ey will learn to con-
iors which are both
th(. it unique potentials

are appropriate for the
. TrAditionally, the coop-
key figure in the student

s will be particularly true
experience of the five year
on program. The quality of

oar ship with these student teach-
cal role in creating the conditions

udent teachers will begin to
and natural teaching style

d later in their internship.
refore, that a well trained corps
erating teachers would be neces-
cess of this initial clinical

ence in the urban teacher preparation

Effective teaching and effective supervision
require different skills. Our experience suggests
that supervising teachers, though successful and
perhaps outstanding in the classroom, typically (a)
lack skill in giving useful feedback to student teachers
concerning their instructional behavior, (b) lack
the kind of'conceptual understanding of the teaching-
learning process necessary to help student teachers
develop generalizations from exemplars of concepts,
(c) tend to shape the student teachers' instructional
behavior in their (the cooperating teachers') own
mold.

What is needed is a corps of cooperating teach-
rs who can help student teachers develop effective
teaching patterns that are congruent with their own
unique potentials as beginning teachers and their
perceptions of the role of the teacher that are con-
sistent with the situation in which they teach.
The feedback skills and conceptual models of the
teaching-learning process necessary for effective
supervision have not been readily available to
cooperating teachers in the past. Recent innova-
tions in training designs, instructional materials
and supervisory procedures have, along with recent

-2-



research findings, now uade it possible to imple-

ment a training prograu to develop an effective corps
of cooperating teachers. The project described in
this proposal will involve a workshop in which coop-
erating teachers will be trained to use these new
supervisory tools. In addition, this project will

test the effectiveness of this workshop by measur-
ing the extent to which student teachers working
with the trained cooperating teachers are able to con-
ceptualize and produce effective teaching behaviors
that are consistent with their .unique potentials
and come to use these behaviors in their own teach-
ing.

The research question of the Pilot Study wass Is there

any measurable difference in the behavior of student teachers
(in classroom perfor"ance and in response to various instruments)

working with cooperating teachers having certain kinds of train-

ing, as compared to student teachers working with those who have

not had such training?

The same research question was asked in the Continuing
Study, but the additbnal question wass Does the prescription

of specific differentiated supervisory activities demonstrate

further measurable distinctions among these variables?

Review of related literature

This section could become quite extended. The literature

concerning student teaching and its supervision is voluminous.

The past decade has produced research and opinion-type

literatures concerning student teaching and teacher education

which are related to, but beyond the scope of, this report. Other

sections cf the report "ake reference to this literature.

11111

It was decided to restrict this review to a very brief sum-

ary of the literature concerning student teaching, rather than

to attempt a comprehensive survey.

Literature related to the instruments of this study are

summarized below in the section on instruHentation.

The dynamic changes taking place in American society have

been causing change and expansion in the field of education. A

significant portion of the task of coping with the educational

changes has fallen upon teacher educators. The most crucial com-

ponent of teacher-education programs is widely agreed to be that

of student teaching. During the years 1965 and 1966 alone, over

fifty articles and other publications exclusively devoted to as-

pects of student teaching were reported (Association for Student



Teaching, pp. 129-156s bibliography).

While most, if not all, teacher training programs contain
student-teaching as a component of their total programs, there
are wide differences as to the procedures they follow in adminis-
tering their student-teaching experiences (Brinegar and Laymon).

It is no accident that student-teching should play so cen-
tral a role in American teacher educdtion programs. For one
part of this question see Iannaccone and Button's fascinating
study of its relationship to attitude formation and initiation
(1960. Corrigan and Garland (1966)" point to two basic reasons
for the popularity of student-teaching as a training device.
These sources are our democratic value system and instructional
theory. In the first place, they claim (following Sharpe, 1956)
that "odern democratic values prescribe that life preparation
involve learning to deal with a changing world. "Education con-
sists not so much in the mastery of specific techniques and
skills as in an ever-increasing ability to solve probleus."
(Corrigan and Garland, p. 11). Secondly, modern learning theory,
oriented in large part to direct experience, dovetails nicely
with this prescrAption, and student teaching suits them boths

The science of learning provides the knowledge
that an individual learns best when actually involved
in achieving his purposes and solving his problems.
Thus the modern concept of direct experience is that
it shall provide the learner with an opportunity to

solve his own problems. In student teaching experi-
ences, positions are created in order to provide the
guidance and opportunities for learning necessary to
eet the objective of helping the student prepare,
through the integration of theory and practice, to
assume responsibility as a beginning teacher
(Corrigan and Garland, pp 11f).

With the increasing importance of student teaching has come
an expansion in the role of the public school in the preparation
of teachers (Brinegar, p 1). Brinegar refers to Andrews' (1965,

p 35) suggestion that over 90% of student teaching is now prac-
ticed in off-campus non-laboratory schools, primarily public
schools,and without college control.

The present study took place in an environuent and period
in which student-teaching was increasing in popularity and
undergoing critical scrutiny allied at increasing its effective-
ness. The cooperative relatiOnship between public schools and
colleges and universities was at a high point. This study is
an attempt to isolate and describe some of the variables associ-
ated with the supervision of student teachers.



Objectives and Hypotheses

In the following discussion, the term "Objectives" will re-
fer to the expected outcomes of the training phase, the Work-
shops. The term "Hypotheses" will refer to the research phase
of both projects.

In the words of the original proposal for a Pilot Study'

The primary objective of this workshop may be
stated as follows* As a result, of this workshop,
cooperating teachers should be able to help stu-
dent teachers develop effective teaching behaviors
that are congruent with their (the student teach-
ers') unique potentials and teacher role perceptions,
and are effective in guiding the learning of pupils
in inner-city elementary schools.

This primary objective remained essentially unchanged for
both Workshops.

Eight major\second level objectives were created to con-
tribute to this primary one. These served as a framework for
the instructional process of the Workshops and in turn were the

basis for third level evidential performance objectives which
structured the specific learning activities.

These second and third level objectives are included in
Appendix A in the form in which they were used in the 1968 Work-
shop. Also included in that Appendix are copies of instructions
and worksheets that further document the relationship of activi-
ties to objectives.

No formal hypotheses were generated in the initial re-
search designs.

Informally it was hypothesized that those student teachers
working with Workshop trained teachers would, on the average,
produce better performance in the measures of the study than would
the comparison group. Specifically, it was predicted that they
would show greater congruence between their instructional inten-
tions and observed classroom performande, more positive attitudes
toward teaching, greater evidence of ability to conceptualize
the teaching function.

In the Pilot Study, minor hypotheses developed around the
dimension of the assignment of student teachers to one situation
for the entire semester as compared to two different situations
during the semester. It was generally hypothesized that the
various measures might show a positive relationship with the full
semester assignment.

-5-



In the Continuing Study, the same major in
obtained. Secondary hypotheses posited that
differential performances of student tea
prescribed supervisory treatments: n

teachers provided the opportunity
tape recording and interaction
the various measures; that
not interaction analysis
been trained in both)
that those using 1
ing (though the
would perfo
dent tea
would

ormal hypothesis
there would be

hers according to the
amely, that those student

for feedback frou both video-
analysis would perform best on

hose using videotape recording, but
(though thete cooperating teacher had

, would perform at the next lower level;
nternction analysis, but not videotape record -

ir cooperating teachers had been trained in both),
m slightly less well; and finally, that those stu-

chers provided with unspecified supervisory techniques
be at the lowest level in their performances.

The rationale for these hypotheses is clear, given the ra-
tionale and objectives of the Workshops. Optimum feedback tech-

niques are considered the most useful form of supervision which

should result in improved performance. Those trained cooperat-
ing teachers who are free to use all techniques at their dis-
posal should help to produce the greatest improveuent. Next in

efficacy should\be those who have videotape recording available,

and who also have the conceptual framework of interaction analy-

sis but do not have access to the videotape tool which is per-
ceived as having direct impact value. Finally, it is recognized

that many cooperating teachers have developed excellent tech-

niques of their own but that the cumulative effect of those tech-

niques will probably be less than the effect of such techniques
coupled with defined specific skills.

These objectives and hypotheses led to the specific educa-

tional and research treatments and activities detailed in the

next section.

-6-



PROCEDURES

Subjects involved in the investigation

There were two classes of subjects involved in the investi-
gations Elementary Student teachers at Syracuse University and
the public school teachers in Syracuse Public Schools and three
contiguous districts who were their cooperating teachers.

In both studies there was some attrition from initial assign-
ments as a student withdrew or became ill at a critical data
gathering time. The following figures represent those students
and teachers who comprised the final subjects of the studies,
and who provided the data on which the 'findings were based.

In the Pilot Study, thirty-one teachers who had been parti-
cipants in the 1967 Summer Workshop and twenty-four teachers
who had not been participants, all in the City School District,
served as the cooperating teacher group in the Fall semester,
1967.

Thirty -four, student teachers, senior undergraduates in
Elementary Education, were assigned to these cooperating teachers
and became the student teacher group of the investigation.

These teachers and student teachers were identified as
thirty-one teachers and eighteen student teachers in the "Work-
shop group," and twenty-four teachers and sixteen student teach-
ers in the "Comparison group."

The apparent disparity in the number of subjects is oc-
casioned by the design to test the influence of full semester
placement in one'situation as compared to changing situations
each quarter. The following table indicates the number of sub-
jects in each cell.

W refers to Workshop trained teachers and their
student teachers.

C refers to the Comparison group of Non-Workshop
trained teachers and their student teachers .

fs refers to full semester placement of student
teachers

ss refers to split-semester (change at quarter)
placement of student teachers.

fs

SS

T
S

T
S

W C

10 8
10 8

21 16
8 8

T T 31 24
S 18 , 16

TABLE 1
.7.

T

18
18

37
16



The Continuing Study involved subjects in both semesters
of the school year 1968-69. The cooperating teacher group was
comprised of thirty-five 1967 Workshop teachers, fourteen 1968
Workshop teachers, and eighteen Non-Workshop trained teachers.
since some teachers served both semesters, the totals here dif-
fer from the table below. Five individuals in the Workshop
were fro', districts contiguous to the City, so that the total
W group includes six non-city placements and the total C group
includes six non-city placements.

Since all placement of student teachers for the continuing
study was initially for the full semester, it was intended that
the number of student teachers and cooperating teachers would
be equal. However, it was agreed that circumstances would arise
which would necessitate switching, and that that would be done
as long as the switch was within the same treatment sub-group.
The following table indicates the final distribution of subjects
for the continuing study.

Fall Semester
T

S

T
Spring Semester

S

T

C
'67 '68

2 21 6
.

27 6

12 14 12

26 12

14 35
49
53

TABLE 2

TTs

29

33

38

38

18 67
18 71

Participants are listed in Appendix C.

Educational and research treatments and activities

This section will be divided into the treatments and
activities of the training phase and the research phase.

The Training Phase

The
previous
Material
section.

training phase has been described in some detail in
project reports (Clayton, 1967, 1968a, 1968b, 1969).
from these reports will be used extensively in this
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The 1967 summer Workshop in the supervision of elementary
student teachers was planned and conducted by Dr. John Hough and
Dr. Thomas Clayton, Associate Professors, School of Education,
Syracuse University. It was an intensive four-week program with
sufficient instructional time to grant six semester hour credits.
Tuition and travel allowance to the thirty-three participants
were paid by the New York State Education Department. An addition-
al stipend to participants was paid fron the funds of the Urban
Teacher Preparation Program at Syracuse University. The instruc-
tional program was generated "by instructional objectives
described above and displayed in Appendix'A.

Since the instructional activities of the 1967 Workshop
have been described in some detail in previous reports (Clayton
1967, 1968a), it is appropriate in this report to concentrate
on the activities of the 1968 Workshop for the Continuing Study,
indicating major changes that were made based on the experience
of the Pilot Study.

The 1968 Summer Workshop for the Continuing Study was con-
ducted by Dr. Clayton and Dr. Wilford Weber, Assistant Professor,
School of Education, Syracuse University. The program was ex-
tended to five weeks on a schedule that permitted six-semester
hours of credit. Tuition, travel allowance and stipends were
paid to the thirty-five participants by the State Education De-
partment.

Where the 1967 program was restricted to Syracuse City
teachers, the 1968 program enrolled five teachers fro ,' con-
tiguous districts and included two kindergarten teachers.

. The format and instructional program for 1968 followed the
pattern established in the Pilot Study. Changes included:

--Increased time and attention devoted to the viewing and
analysis of the videotapes of participants teaching in
their regular classrooms.
--A slight reduction in the emphasis on theoretical models,
especially those having to do with learning theory.
--Modification of the micro-teaching activities to elimi-
nate the immediate re-teach cycle, viewing the second micro-
teaching session as the re-teach episode, and emphasizing
more strongly the supervisory engagement in the micro-
teaching.
--Generally greater attention to skill development in
supervisory behavior.

The Workshop Activities were summarized in a Progress Re-
port (Clayton, 1968b):

Workshop Activities

To provide technological support for the Work.;
shop, two graduate assistants from Instructional
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Technology were employed. One was currently a gradu-
ate assistant in the Division of Teacher Preparation,
and the other volunteered to start his summer assign-
ment early. During the nonth of May, they videotaped
each of the thirty-five prospective workshop partici-
pants in their own classrooms to provide data for the
initial phases of the workshop.' Approximately twenty
minutes of teaching activity was recorded for each
participant.

A sampling of
at the University a
further use.

Two experien
assistants to su
in the Workshop
and auxiliary s
pate in the re

Because
full five 4
week, and fo
weeks. The

As a
assigned
bution t

stand
nioa
Ori
ual
gi

t

F1

those recordings has been retained
s a record of activities and for

ced teachers, employed as graduate
ervise student teaching, were included

roster. They became both participants
taff, and have continued to partici-
search phase of the study.

of the July 4 calendar, the group met a
ys the first week, three days the second
ur, days in each of the following three
Workshop was scheduled from 8:30 to 3:00.

matter of convenience, daily secretaries were
to keep minutes of the meetings for distri-

o the group.

rat week activities:

The first week was devoted to developing under-
ing and skill in the basic intellectual and tech-
1 skills to be used in the Workshop and supervision.

entation, operation of videotape equipment, concept-
izations of "teaching" and "supervislon", the be-

nnings of analysis of supervisory skills, training
n Flanders interaction analysis, and the administra-
ion of the initial instruments of the research study

were all packed into the first week.

Second week activities:

In the second week, heavy emphasis was placed
on viewing the tapes which had been made in each
participant's classroom, using a triadic pattern of
teacher role, supervisor role and observer role.
Thus the tapes were used as a basis for initial
experience in supervising, usinginteractionanalysis --

and other teOniques developed in the first week.
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Because of space and equipment, while one half
of the group engaged in the behavior described above,
the other half considered ways to conceptualize
teaching, using such various models as Flanders'
social-emotional climate, Gallagher and Asehner's
Cognitive levels, Hughes' public and private cri-
teria, Bellack's analysis of verbal behavior, Clay-
ton's notions of teacher influenef, and the instruc-
tional process. This was applied to the basic
'assumptions of the objective 'eedback, approach to
supervision.

The behavioral objectives dealing with video-
taping and interaction analysis were completed for
most of the participants during the second week.

Third week activities:

The major activity of the third week was the
planning for and carrying out of the first micro-
teaching session.

Instead of bringing children in for micro-
teaching as in the previous year, the Workshop
participants arranged to visit a summer school
program in North Syracuse where groups of
children were made available for the micro-
teaching expetience.

One half of the group engaged in micro-teach-
ing on Tuesday, the other half on Wednesday. Mon-
day was largely spent on planning for the micro-
teaching since the plan called for a "supervisor"
and "teacher" to work together in planning the ten-
minute lesson. Included in the planning was a pre"
sentation on the Bloom and Krathwohl Taxononies of
Educational Objectives in the Cognitive and Affeel.
tive Domains.

The group on campus discussed theories of
learning and motivation. The group in the field
carried out the 111cm-teaching task, videotaping the
episode and carrying out a follow-up supervisory
conference using interaction analysis and videotape.

On Thursday, the micro-teaching was critiqued
and the group attended a summer session Curriculum
Conference on campus.

Fourth week activities:

The fourth week included presentation and die-



cussionlby two guest speakers: 'Hough dealing with
instructional strategies and Dr. Lohman dealing with
areas of concern in student teaching.

Learning theory and perception were the main sub-
stantive areas, and considerable time was spent analyz-
ing the micro - teaching videotapes, role-playing a variety
of supervisory conferences, and planning for the second
micro-teaching episodes.

Fifth week activities:

The fifth week was devoted to planning for, carry-
ing out and analyzing the second micro-teaching sessions
and their supervisory follow-ups. When not engaged in
these activities, participants worked individually on
oompleting objectives,work sheets and satisfying any
objectives not yet met.

Various instruments required for the research
activities were filled out.

Subjective Assessment

Participants' response to the Workshop appeared to
be very positive, and the instructors felt that the
program had worked very well. There was considerable
evidence that most participants had changed their per-
ception of appropriate supervisory behavior and that
many had developed considerable skill in applying new
techniques.

The Research phase

The research phase of the two studies has been complex and
evolutionary. The original conception was a relatively simple
attempt to assess the probable influence of the Workshop train-
ing on the performance of student teachers. As the Pilot study
progressed, our perception of the variables multiplied. Data
have been gathered that will be reported in this study and
stored at the University, but that cannot be analyzed within the
scope of this report. There appear to be many interrelation-
ships that could be fruitfully examined.

For both the Pilot Study and the Continuing Study, research
was designed to assess the impact, if any, of Workshop training
upon the classroom instructional behavior of student teachers
and other variables related to teaching.

In the Workshops, selected paper and pencil instruments
were administered to participants in the first days and last
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day of each Workshop. The pre and post administrations included
the Teaching Situation Reaction Test and a form of Semantic Dif-
ferential. The Workshop Activities Assessment Index was completed
at the end of each Workshop.

These instruments are described in the next section, and
copies are included in Appendix B.

For the school year following eaeh Workshop, student teach-
ers were assigned to cooperating teachers who had been Workshop
participants and to an otherwise equivalent group who had not
participated in such training. The large majority of regularly
enrolled undergraduate students registered for student teaching
in the semesters under study participated in the program. Those
requiring special placements, those required to fill placement
coHnitments in suburban schools and graduate student teachers
were not included.

In the Pilot Study, active research procedures took place
only in the Fall Semester. In the Continuing study, placements
during both semesters were used.

In the Pilot Study, the Workshop group and the Comparison
group were equivalent in number (see analysis of subjects above).
Approximately half of each group was assigned to a full semester
with the same cooperating teacher. The other half followed, the
more conventional pattern (for Syracuse University) of having
two assignments, at different grade levels, during the semester.

In the Continuing Study, a more complex design was project-
ed. Four treatment groups were formed, equivalent in nu fiber,
three involving Workshop trained teachers and one involving non-
participants in the Workshops.

Group A was asked to use both Interaction Analysis and video-
tape recording procedures in their supervision. Group B was
asked to use videotape recording, but not Interaction Analysis,
and Group C was asked to use Interaction Analysis but not video-
tape recording. Group D, not trained in the Workshops, used
unspecified techniques that they had developed through their
own experience (see memoranda in Appendix D).

During the 1968 Workshop, participants indicated their
preference for inclusion in Groups A, B or C. These preferences
were followed where possible in the assignment to treatment
groups. In soiie cases, second order preference was necessary
because of the logistics of delivery of videotape equipment,
of similar treatment within the same school or because of the
need for equivalent size groups. 1967 participants were assigned
to treatment groups without consultation.

1



In both the Pilot Study and the Continuing Study, arrange-ments were made to provide the support of videotape equipmentto those designated to use its in the Pilot Study, all thosein the Workshop trained group; in the Continuing Study, thosein Groups A and B.

Three sets of General Electric Tri-Pac videotape equip-
ment (i inch tape) were provided by tlic Audio-Visual Service of
the Center for Instructional Communication at the University.
These sets were rotated almong those schools designated to use
videotape in the supervision of student teachers. Schedules
for such rotation are included in Appendix D among the sample
memoranda.

No atte4ipt was made to prescribe the specific use of video-
tape equipnent. Within each school, the teachers were responsi-
ble for scheduling their own use of the equipnent while it was
there. There is evidence that there were tremendous variations
in the frequency and quality of utilization from teacher to
teacher and from school to school.

In the Pilot Study, the equipment was rotated so that it
reached each teacher- student teacher pair six times during the
semester. Reactions to this scheduling caused a revision for
the Continuing Study so that each pair received the equipment
three tines during the semester, thus having a longer continu-
ous period of time to develop its use.

With the exceptions of a few sanples retained, tapes were
recorded, viewed and re-used. Many participants recommended
retaining the recorded tapes in order to coupare early and later
performances. This would probably have been a valuable super-
visory technique, but it was decided that the cost would be
prohibitive in this study.

One of the broader objectives of these studies was an at-
tempt to redefine the roles and responsibilities of the college
supervisor and the cooperating teacher.

It was felt that the studies provided an opportunity to
assign greater responsibility for supervision to the cooperat-
ing teacher and to shift the college supervisor's role toward
that of a liaison between the University and the public school,
a trouble shooter when probleus occurred, and a conductor of
weekly seninars. Thus, the college supervisors working With the
experimental groups were asked to observe student teachers pri-
marily to obtain data for use in seminars and to move away from
the more conventional supervisory-evaluative use of observa-
tions unless asked by cooperating teachers. There is sone
question whether, in actuality, this role shift occurred.



In order to make this shift more probable, graduate stu-
dents in Elementary Education to be employed as college super-
visors participated in the Workshops and were assigned to the
supervision of specified student teacher groups in the studies.

In the Pilot Study, Mr. Walter Koukal participated in the
Workshop and became the supervisor for all of the Workshop
group student teachers in the Fall of Y967. Three other Grad-
uate Assistants and Lecturers, non-participants in the Work-
shop, worked with students in the comparison group.

In the Continuing Study, Mrs. Florence Gray and Mr. DeVillo
Sloan were participants in the 1968 Workshop and became super-
visors of Workshop-related student teachers in the Fall and
Spring se it, esters of 1968-69.

Mrs. Gray was assigned to Group A which was designated to
use both Interaction Analysis and videotape recording in their
supervisory actiqtrities. Mr. Sloan worked with Group B, to use
Interaction Analysis but not videotape recording.

Group C, using videotape recording, but not Interaction
Analysis, was supervised by Mrs. Joan Landers in the Fall
semester and by Mr. Joseph Rousseau in the Spring semester.
Neither of these individuals had been participants in the Work-
shop, but both received individual instruction and obtained
practice experience in the use of videotape recording.

In the Continuing Study, embers of Group D, the compari-
son group, were distributed among three superVisors in the Fall
semester and were assigned to Mr. Wayne Dickinson in the Spring
semester. No special instructions were given to the comparison
group supervisors, and it was assumed that they defined their
roles in unspecified conventional ways.

II

Throughout the year of the Continuing Study, all College
Supervisors met regularly (approximately once a month) with
Dr. Ernest Lohman, coordinator of student teaching, to develop
some commonality of procedures in their work.

In both studies, the principal investigator met with those
seminar groups scheduled to use Interaction Analysis during the
first two seminar meetings in order to provide sufficient
training in Interaction Analysis for them to respond to the feed-
back process. No attempt was made to have the student teachers
achieve competence in the application of the technique, except
that practice materials were made available on an individual
basis for those who wished to gain additional competence.

For those groups using videotape, a technically trained
Graduate Assistant in the Division of Teacher Preparation was
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available for for training and assistance during the seminars.

The major data gathering device of both studies was a
series of scheduled observations of student teachers by trained
observers who recorded both an interview and a classroom ob-
servation six times during each semester.

Schedules for each series were prepared and communicated
to student teachers and cooperating Leachers. The training of
observers, their reliability, and the procedures of observa-
tion are detailed below in the section on Instruments of the
Study.

In the Pilot Study, seven observations were made, with
the first one considered as part of the training process, ra-
ther than as part of data gathering.

In the Pilot Study, a very careful rotation schedule was
used so that each observer saw every student teacher at least
once and no pattern of observer-teacher familiarity was
formed. Subjective analysis of observer reliability for the

Continuing Study\ decided that this degree of rigor was unneces-
sary, and observer assignments were made on pralquatic bases of

availability and convenience, although each student teacher was
observed by at least three different observers.

Other than planned observation, data were gathered from
the instruments of the studies according to the following
schedule.

As indicated above, during the Workshops, participants
completed pre and post forms of the TSRT and Semantic Differ-
ential, and filled out a Workshop Activities Assessiiient Index.

In both studies, student teachers filled out .TSRT and
Semantic Differentials during the first two weekly seminar
meetings. On the last day of their student teaching assign-
ment they returned to the University, meeting as a group at
1 P.M., and filled out the post form of these instruments.
In addition, at that final session, they coupleted a state-
ment of their perception of the supervisory behaviors used
by their cooperating teachers (Workshop Activities Assessment
Index for Pilot Study and Supervisory Activities Checklist
for Continuing Study, see description below). They also re-
acted to two versions of the Minnesota Student Attitude In-
ventory, one as they would like their students to respond to
the (Ideal), and one as they thought their students would
actually respond to them (Real).

In a few cases each semester, a few students unable to
attend the meeting scheduled themselves for the next week or
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received and returned the instruments; by mail.

Additional data were received from the cooperating teach-
ers within two weeks after the completion of the student
teaching. In the Pilot Study, Workshop trained teachers com-
pleted the statement of frequency and value of supervisory
activities actually used by reacting to the Workshop Activities
Assessment Index. In the Continuing Stlly, all teachers, Work-
shop and Comparison, provided similar data using the Super-
visory Activities Checklist.

It was intended to gather data on all student teachers
by having their classes fill out the Minnesota Student Atti-
tude Inventory. However, itAwas found that there were a num-
ber of teachers and schools that had serious reservations about
a number of items in that instrument, and there was consider-
able question about the instrument's viability for prinary
grades. Consequently, its administration was made optional and
its results are reported as a biased sample for whatever value
they may have.

Detailed information on these instruments is provided in
the next section.

Instruments of the Study

The basic selection of the data gathering instruments of
the studies was made prior to the submission of proposals for
support of the research activity. Some changes occurred as a
result of the continuing evaluation of those instruments and
the assessment of continued research experience.

Some background from the literature, description of the
instruments, and analysis of their utilization follows. The
instruments themselves are included in Appendix B.

1. The Teaching Situation Reaction Test (TSRT).

The T3RT has gone through a series of revisions since it
was developed by Janes K. Duncan and Jack Frymier (see Hough
and Amidon, 1963),for use in a non-educational setting. It has
been used in many research studies (many of which are described
in Hough and Duncan, 1965, Duncan, Hough and Thompson, Feb.,
1966, and Duncan and Hough, Sept., 1966),

In its present form (1966 revision) it is designed to mea-
sure a person's reaction to teaching situations he is asked to
imagine. It has been refined so that it may measure specific
non-subject-related aspects of a teacher's perception of his
role. Specifically, an item- analysis of the data it produces

-17-



will reveal four dimensions of this perception:

1) The ,dogmatism factor (Rokeach, 1960)

2) The!human relations factor, using the G.T. Barrett-
Lennard (1962) Relationship.Inventory, designed to
measure positive regard, empathy, congruence, un-
con itionality, and willingess to be known.

3) The structure factor (Duncan !.1.nd Hough, Sept.,
1966).

4) The objectivity-subjectivity factor, as related
to a teacher's use of data about students (Hough
and Amidon, 1963).

There are forty-eight iteus in the test, relating to every-
day aspects of teaching, such as planning, classroou management,
and teacher-pupil relationships. Subjects are asked to rank-
order their choices of four possible behavioral reactions to
hypothetical classroou problem situations. They place these
assigned ranks on an answer sheet which is scored by means of
a master key (see Appendix B for the test and answer sheet).
The key and directions for using the key are included in Fig-
ure 1 and the text below.

Duncan and Hough report in their "Technical Review of the
Teaching Situation Reaction Test" upon several administrations
of the TSRT in conjunction with other scales such as the Cali-
fornia Test of'Mental Maturity (Short Form) and the Minnesota
Teacher Attitude Inventory. These studies, they report, have
helped clarify the TSRT's dimensions and its underlying theory
(p. 5). After reviewing a variety of studies, they conclude
that the TSRT seems to be both fairly reliable and fake-re-
sistant. It has demonstrated predictive validity, and has
"...related to or confirmed findings in the studies of Flanders
Interaction Analysis As it stands the test has merit" (p.31).

The spaces beneath each set of four numbers are cut out
as "windows" which are placed over the subject's responses.
Then for each question, the following procedure is used for
scoring:

1) Start with #3.
2) Determine the number of other responses greater than

the responses under #3.
3) Record that number and cross out the response under

#3.
4) Repeat the same procedure for #2 and #1.
5) Sum the recorded numbers.
6) Sum, the 48 totals calculated during Step 5. This

grand total is the subject's score on the TSRT.

2. The Semantic Differential Instrument
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In attenpting to get at attitudes toward specific as-
pects of teaching and instructional behavior, it was proposed
to use some form of a Semantic Differential Instrument.

The originator of the Semantic Differential Instrument is
Charles E. Osgood. Its description, theoretical rationale and
a review of its applications are reported in Osgood, Succi and
Tannenbaum (1957). A brief description and review appears in
Remmers (Gage, Editor, 1963).

The semantic Different
liably and systematically
positions towards evaluati
tude over time. Its desi
most, if not all topics,
Continuing Studies speci
Analysis and a model of
lected as stems.

The original de
reactions to items r
and aspects of The
1965) on factor se
An example of this

ial can, j.t is claimed, rather re-
measure attitudes (seen as predis-
ve responses) and changes in atti-
gn allows it to be applied toward
and for purposes of the Pilot and
fie topics relating to Interaction
the instructional process were se-

ign of the instrument included affective
epresenting each of the Flanders categories

Model of the Instructional Process (Clayton,
ales of receptivity, potency and evaluation.
instrument is included in Appendix B.

After the original Semantic Differential Instrument was
administered to the Workshop teachers and the student teachers
in the Pilot Study, the instrument was revised to include only
those stens which elicited a significant shift in response.
The number of scales on each factor was increased in accord-
ance with the general reconnendations of Osgood, Sucei and
Tannenbaum (1957). Each stem was placed on a separate page
so that responses would be as independent as possible between
items. This instrument is presented in Appendix B.

3.

The
used by
his us
consi
tulles
with
dir

Minnesota Student Attitude Inventory

Minnesota Student Attitude Inventory was previously
Flanders (1965, passim). In this monograph he discusses

e of and adaptations with the MSAI, together with some
eration of its reliability for measuring student atti-
towards teachers. His own use of it was in conjunction
Interaction Analysis data in his study of direct and in-

ect influence.

See also, J.P. Anderson's Student Perceptions of Teacher
Influence (1959)

In the present studies, further adaptations were made to
simplify the ;responses of students and the analysis of those
responses. A set of directions and answer sheet were developed
which called for students to agree (A) or disagree (D) with
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the statements about the student' teacher who had been work-
ing with them.

As indicated in the section on research activities above,
the use of this instrument became quite suspect with teachers
and schools that were concerned with possible negative reac-
tions toward instruction and instructional personnel.. Hence,
its use with children in these studier vas not taken very
seriously, and data were used with recognition of the sample
bias.

The more important use of this instrument was in the mea-
sure of contrast or congruence of the "ideal" and "real" per-
ceptions of the student teachers as they assessed how they
wanted and believed that students would assess them.

4. The Workshop Assessi'ent Index and the Supervisory
Activities Checklist.

For the 1967 Sum er Workshop phase of the Pilot Study
the instructors created an assessment index for the workshop
cooperating teachers to fill out, in order to collect informa-
tion about their perceptions of the workshop activities (see
Appendix B) . The teachers were to respond along two dinen-
sions (predicted usefulness and predicted frequency of use)

to twelve items, each of which had been a component of the
Workshop. These teachers were to take these again (now actu-
al instead of predicted usefulness and frequency) at the con-
clusion of their cooperating-teacher assignments, for pur-
poses of comparison.

During the semester the idea developed that it might be
useful to administer it to the student-teachers in the Work-
shop group as well. Therefore, special directions were cre-
ated (see Appendix) and these people also filled out the in-
dex at the end of their student-teaching experiences.

The Workshop Assessment Index was also administered to
the workshop cooperating teachers at the conclusion of the 19-
68 Summer Workshop. Soon afterward, however, the investiga-
tors conceived of the idea of constructing a measuring de-
vice that all the participants in the study could take at
the end of their student-teaching or cooperating-teaching
periods. With such an instrument it would be possible to
gain information about just how different the treatment
groups really were, in addition to learning about the ef-

fects of the workshop upon cooperating and student-teachers
in the workshop group (as the Workshop Assessment Index had
been designed,to reveal). Hence the creation of the Super-
visory Activities Checklist, a longer index in terms, of the



number of items, but a simpler test which could be filled out

by members of all the treatment groups involved (see Appendix B).

5. The Observation System for Instructional Analysis

(OSIA).

The major research technique oft-the studies was observa-

tion of student teachers by trained Qbservers. In a very

real sense, the "instrument" includes both the observation

system and the observers themselves. The techniques, relia-

bilities and qualifications of observers are essentially a

part of the instrumentation.

The discussion below includes data about the background

and development of the system, its description, the training

and reliability of observers, and procedures used in apply-

ing the "instrument."

A description of some of the early attempts at systematic

classroom observation and analysis,-together with a dis-

cussion of the basic requirements for sound research with

such instruments is provided by Donald M. Medley and Harold

Et Mitzel (Gage; pp. 247-328). Edmund J. Amidon and John

B. Hough cover some of this territory and also report on

some more current research findings and applications.

A number of researchers have been concerned with the

question of observing and understanding the kinds of inter-k

action that take place in classrooms. One of the earliest

was H.H. Anderson (Amidon and Hough, pp. 4-23), who in 1939

studied the integrative and douinative behavior of teachers

in the classroom. Anderson set up categories for behavior

seen .as 'integrative and those for dominative ones, and has

his observers keep a tally of the kinds of interaction that

took place between teacher and students. At the end of the

observation period the data were processed and analyzed.

Fro n these beginnings, we have, particularly in recent

years, seen the emergence of a great many systems of class-

room observation designed to measure the quantity and quali-

ty of interaction (see Simon and Boyer for a conprehensive

and descriptive catalogue of these).

Most of the researchers since Anderson have adhered di-

rectly or indirectly to the dichotomy he drew between dom-

inative and integrative styles of teaching. Other names

have been given for modes but there is a arked sinilarity

between Anderson's "dominative-integrative," Lewin, Lippett

and WhitOs "autocratic-democratic" I(Amidon and Hough, pp.

24-46), Withall's "teacher centered-student centered"

(ibid, pp. 47-64); Cogan's "preclusive-inclusive" libido
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pp. 65-88) and Flanders' "direct-in4irect" (ibid, pp. 103-
116, Flanders, 1965, Amidon and Flanders, 1967).

Flanders is the researcher who developed the now widely
used ten-category system, which has been the catalyst for
so many of the current systems of observation that are under
study. He used the results of the above researchers as a
"theoretical basis for conceptualiziLs the relationship be-
tween teacher influence and the behavior and attitudes of
pupils." (Amidon and Hough, p.3), and his category system
has been the basic tool of educators for assessing the so-
cial-emotional climate of classrooms. For evidence in sup-
port of the assertion that this climate can objectively and
reliably be measured (and that it is related to teaching
effectiveness), see Amidon and Hough's second chapter.

The systems of observation used in our Pilot and Con-
tinuing studies are examples of the suggestiveness of the
Flanders system for expansion and modification toward the
accommodation of different goals and uses. Hough has pre-
served its usefulness in measuring social-emotional climate,
while augmenting it so that it may do even more than that.
The variations culminating in his thirty-two (or more) cate-
gory system each possess specific categories so organized
that it becomes possible to examine observed instructional
behavior in the light of learning theory (see Amidon and
Hough, pp. 150-157 and Hough and Duncan, In Press).

Hough's Observation System for Instructional Analysis
provides a sophisticated measuring device for the sorts of
interaction that takes place incclassrooms. Although our
use of it capitalizes upon its virtues vis a vis quantita-
tive measurements, our data and new data collected with it
flight well be utilized for a wide range of purposes.

During the two years of the study, the Observation
System for Instructional Analysis (OSIA, Hough and Duncan,
1969) was going through an evolutionary process.

The original decision to use the developingtistrument
was made in the summer of 1967 as Dr. Hough and Dr. Clayton
considered the kind of data that would be helpful in re-
cording the instructional behavior of student teachers.

Since Dr. Hough was available to participate in the
training of observers, it was felt that the Pilot Study
should use the newly developed tool and, at the same time,
be useful in its analysis and development. Consequently,
the September 1967 revision of the System was used in the
Pilot Study.

By the time of activation of the,i reeearch phase of the
0.23-



Continuing Study (Fall 1968), the System had evolved into a
more complex category system in which student behavior and
teacher behavior were in parallel categories.

The relative benefits of using the same system in the
two studies, or of using rather different versions or the
system were' considered. If the same system were use.A., com-
parisons between the two studies would be facilitated. On

the other hand, in terms of instrument development, the
use of the September 1967 form'in the Continuing Study would
indicate failure to utilize continuing development, require
dependence on an unpublished instrument that would probably
not generate further research, and would miss some :,6f the

data available with the new version.

Since, again, Dr. Hough was available to participate in
the training of observers, it was decided that the current
version of the Observation System should be used in the
Continuing Study.

A brief description of the 23 category system used in
the Pilot Study, is included below, followed by a more ex-
tended description of the procedured used in the Continuing
Study.

vp,
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OBSERVATION SYSTEM FOR INSTRUCTIONAL ANALYSIS

September 1967 Revision
CATEGORIES USED DURING STUDENT TSACHER PILOT STUDY,

FALL 1967

T
E
'A
C

'B
E

A
V
I

0

10.

11.

12.

Clarifies and accepts student feelings and/or
gives non-evaluative ennouragement.

Clarifies and accepts student ideas and
questions.

Answers student substantive questions.

Teacher-directed silence (used during informa-
tion giving by means of chalk board, overhead,
etc.).

Gives substantive information or opinion.

Gives substantive procedural information or
answers substantive procedural questions.

Asks open questions (divergent, evaluative).

Asks closed questions (cognitive memory, con-
vergent).

Gives managerial procedural information or
answers managerial procedural questions.

Criticizes or rejects student ideas, behavior
or feelings.

Gives corrective feedback for incorrect ideas
or behavior.

Gives confirmation of correctness of, ideas or
behavior.

13. Praises student ideas, behavior or feelings
and/or gives evaluative encouragement.

A



[

S 14. Gives closed substantive verbal response (cog-

T nitive memory, commergent).

U
D 15. Gives open substantive verbal response (di-

E vergent, evaluative).
N
P 16. Gives expression of feeling.

B 17. Asks substant
E questions.
H
A 18. Asks manage
V
I 19. Silent ov
0
la 20. Silent c

21. Studen
0

22© Stud
ti on

23. In

ive or substantive procedural

rial procedural questions.

rt activity.

overt activity.

t to student interaction designation.

ent followed by student interaction designa-

.

structionally non-functional behavior.
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INTERPRETATION OF THE SPECIFIC AREAS OF THE MATRIX
FOR, THE 2 CATEGORY SYSTEM

Area A

Area B

Area C

Area D

Area E

Area F

Area G

Area H

Area I

Area

Area

Area L

Area M

Area N

Area 0

represents the area of extended acceptance and clari-
fication of student ideas and feelings as well as
non-evaluative statements of, encouragement and re-
sponse to student substantive questions.

represents the area
behavior, primarily,

represents the area
solicitation.

of extended
initiation.

of extended

teacher substantive

teacher substantive

represents the area of extended teacher negative
appraisal behavior.

represents the area of extended teacher positive
appraisal behavior.

represents the area

represents the area

of extended student behavior.

of extended silence.

represents the area of extended student response to
teacher clarification.

represents the area of extended student response to
teacher solicitation.

represents the area of extended student response to
negative appraisal behaviors on the part of the teacher.

represents the area of extended student response to
positive appraisal behaviors on the part of the teacher.

It

represents the area which encompasses most of both
areas H and I. It also includes thearea of notation
for those occasions when student behaviors follow
teacher-directed silence and teacher initiation of

substantive information.

represents the area of extended teacher response with
clarification behaviors.

represents the area of extended teacher response with
substantive solicitation behaviors.

represents the area of extended teacher response with
negative corrective feedback behaviors.
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Area P represents the area of extended teacher response with
positive appraisal behaviors.

Area q represents most of the area enco passing Areas M and
N plus the area marking occasions when student be-
haviors are followed by teacher initiation of sub-

staritive information.

The form of the Observational System used in the Continu-
ing Study is more difficult to describe. It classifies class-

room behavior into fifteen specific categories which can be
engaged in by both students and teacher (15T and 15S parallel

categories). Two additional classes of behavior are defined
irrespective of the specific T=S identification. Thus it is

frequently referred to as a 32-category system. However, six-

teen categories (8T and 88) can be further classified in two

ways (open and closed) giving a potential of 48 categories or

sub-categories.

In the Continuing Study, the shorter form (32 categories)

was used since the greater refinement of the extended version

did not appear to be relevant to the required data.

The first twenty-six categories of the syste" are divided

into three major sections (Figure 3). These are the substan-
tive, appraisal and the managerial. Substantive behaviors deal

with content. This relates to the knowledge or skills that

are displayed in the classroom with regard to the subject mat-

ter that the teacher considers as part of his objectives.

Managerial behaviors relate to procedures of running the

classroolp that are not directly related to content. For in-

stance, if the teacher requests thatithe students take out

their math books this is clearly a substantive behavior be-

cause she planned to use the text in ;the lesson. If a student

requests permission to get a drink of water, and this is not

part of the lesson, this behavior is managerial.

The appraisal behaviors relate to the feedback exhibited
within the classrool. These appraisal behaviors inform the

individual or group as to the "rightness or wrongness" of pre-

vious behavior. They are not to be used to identify good and
bad students or teachers. These three "ajor categories are
broken down into 'fore specific teacher-student behaviors.

Figure 3 indicates the two headings, teacher behaviors

and student behaviors. Under each heading and Ti, T2,T3

etc., and Si, 82, S3 etc. the T refers to teacher and the S

refers to student behavior. The numbers refer to the type of



behavior, the capital letter refers to who is exhibiting that
behavior. Both teacher and student 'an exhibit the same type
of behavior. There are fifteen.behaviors that both teacher
and student can display in this system. The last two behav-
iors, X 16 and Y 17, are of a different nature. X 16 refers
to confusion, and Y 17 is used to designate that a student
has spoken but is followed by another student speaking. In
between the two S recordings on the tally sheet the observer
would place Y 1 ?.

The category of substantive clarification refers to state-
ments that clarify preceding comment. A student or teacher
may ask for clarification of content. In recording observa-
tions, this behavior takes precedence over other behaviors.
Responding to substantive solicitation is answering a ques-
tion that refers to the content under discussion. Initiating
substantive information can be either lecturing or a declara-
tive statement on content. Soliciting substantive responses
refers to asking a question about the content under discussion.
These categories are the substantive 'categories.

The appraisal behaviors are divided into five categories.
Corrective feedback is exhibited when the teacher or another
student corrects misinformation with,!the correct information.
Confirmation is exhibited when one is told that the informa-
tion is correct. Acceptance occurs when an opinion is accept=
ed as stated, not in the sense that it is correct but rather

the sense that there is not one correct answer or that the
response is usable without requiring-value judgment. Positive
personal judgment occurs when a correct answer is given but
someone, either teacher or student, praises the answer; nega-
tive personal judgment is just the opposite. A wrong answer
is given and the person is told so in a personal way.

Managerial behaviors are very similar to substantive be-
haviors. The major difference is that they refer to class-
room management irrespective of specific content. A manageri-
al clarification refers to clarifying a question or state-
ment concerned with classroom procedures. Responding to a
managerial solicitation refers to answering a managerial ques-
tion. Initiating managerial information is a managerial
statement or lecture. Soliciting a managerial response is
asking a question concerned with procedure or routine.

The last behaviors to be discussed are the silence be-
haviors. Silent covert behaviors occur when it is clearly ex-
pected that someone is thinking, perhaps preparing to respond
to a question. Silent overt behavior is planned silence dur-
ing which time the students are working on content connected
with the lesson. This can be recorded when the teacher is
writing on the board.



The Observational System for Instrutional Analysis,

Teacher Behaviors Student Behaviors

3
u TI Substantive clarification
b
s T2 Responds to substantive
t solicitation
a

T3 Initiates substantive
t information

T4 ..Solicits substantive response

A T5 Corrective feedback

p
p T6 Confirmation
r
a T7 Acceptance

s T8 Positive personal judgment

a
1 T9 Negative personal judgment

a T10 Managerial clarification
n
a T11 Responds to managerial

solicitation
e

T12 Initiates managerial informa-

i tion
a
1 T13 Solicits managerial response

1 T14 Silent covert activity

T15 Silent overt activity

S1

S2

s3

sir

85

s6

87

S8

s9

S10

Sll

S12

Teacher or Student Behavior
773fastructionally non-functional behavior

X 17 Interaction separation designation

S13

sik
S15

1

,11111111.

Categories 1-4, and 10-13 may be further categorized as

a. closed or b. open.
FIGURE 3
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The thirteen basic categories, plus the silence category
as described above are the basic behaviors contained in The
Observational System for Instructional Analysis.

This system allows for recording sone aspects of non-
verbal as well as verbal behavior. If the teacher gives a ,

student an instruction and the student responds, this is re-
corded even though the stwitnt did not say a word.

The categories of the Observational System for Instruc-
tional Analysis are recorded in five, second intervals. Tall-
ies are recorded on the tally sheet (see Figure 4) at least
every five seconds, or less if the behavior changes in less
than five seconds. The tally sheet is made up of four major
columns as outlined by heavy black lines. Each column is
again divided into three sections or boxes. The research ob-
server started each tally in the middle set of boxes of the
first column with an X. For example,, when the teacher asked
a short question, a T4 was recorded. This would be followed
by a student response or S2. The teacher would say, "cor-
rect," a T6, and then perhaps she would lecture, recorded as
a T3. The lecture could take 30 seconds. Instead of record-
ing a T3 every five seconds the otz:lerver places a slash mark
in the box next to T3 every five seconds. The sample tally
sheet has five slashes next to the T3 recording. This indi-
cates that the teacher spoke for a total of thirty seconds,
five for the T3 recording and five for each slash. In this
manner the research observer recorded classroom interaction.

The Prediction Matrix

Each student teacher was interviewed' by the research ob-
server before an observation. The purpose of this interview
was to allow the research observer to predict what classroom
behavior would be observed according to the information gath-
ered from the student teacher. Several questions were asked
in order to deterfline what behaviors the observer would re-
cord. The questions were as follows:

1. What type of lesson am I about to observe?
2. How do you plan to present the lesson?

Will this be new material or old?
4. Will the students be doing any silent work?
5. Do you anticipate any problems with the lesson, and,

if so, what kind?
6. How do you handle student responses?

If the Student teacher was unable to answer the question
as stated then the observer would restate them. These re-
sponses were then interpreted in terms of categories of The
Observational System.
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The research observer would then record his prediction
on a matrix (Figure 5). The matrix is divided into four main
sections. Each of these sections is outlined by heavy black
lines on the figure. Across the top and down the left side
of the matrix are the symbols that correspond to the symbols
used by the observer when using the analysis system. Within
each square are cells which were filled in to relate the
type of predicted behavior in accordance with the interview.
The upper left hand square refers to teacher behavior only,
the upper right hand square refers to teacher-student inter-
action (student behavior following teacher behavior), the
lower right hand square refers to student behavior only and
the lower left hand square refers to student-teacher interac-
tion (teacher behavior following student behavior). In the
appropriate cell within each square, the research observer
would record an H if the student teacher anticipated a high
frequency of that type of behavior in her lesson, an N if a
medium frequency of that type of behavior and an L if lower
frequency but some of that type of behavior. Nothing was' re-
corded if the student teacher did not indicate that she was
expecting a certain behavior. If, for instance, the student
teacher expected, to lecture for most of the class period,
t4,741 within the teacher square and the T3, T3 cell the ob-
:erver would place an H. However, if the student teacher ex-
pected a lot of questions and answers during the class period
then the researcher would place an H in the T4, S2 box. Like-
wise if the teacher said that thNre would be sone questions
and answers but not exclusively, then an L or M might be re-
corded. The, prediction matrix could then be coupared to the
actual tally, of classroom performance.

5A. Observer Reliability

The four observers for the Pilot Study underwent a peri-
od of training in the 23 category Observation System for
Instructional Analysis. Their training was aimed at two
basic objectives. First, they needed to become familiar with
the system itself, enough so that they could ultimately re-
cord classroom interaction with some proficiency at five-
second intervals. This part of their training consisted of
practice sessions using both audio and videotapes of class-
room episodes, plus discussion of the subtleties of the syste
and the development of ground rules for discrimination be-
tween categories when ambiguities arise. The final phase of
this part of the training was an actual two-week observation
period in which all the student teachers in the Pilot Study
were observed on the job. Training fwas under the direction
of Dr. Hough and Dr. Clayton.

The second objective of the training sessions was to
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reach a point; where the observers were as similar as possible
with respectHto the data they would collect were they all to
do interaction analysis on the same teaching segment. The goal
here, in other words, was to make their observation techniques
as uniform as possible. If the data they were to collect was
to be assimilated, a high degree of consistency among the
was obviously necessary.

The only example available to the observers at that time
was Flanders' approach to this problem in his early study
involving his ten category syste (Flanders, 1965). His
technique was to use the Scott Coefficient, and this proto-
type was followed.

The four observers were brought together, at approximate
intervals of two weeks, in order for them all to record data
on one teaching segment, usually on videotape. Their data
were analyzed, their Scott coefficients of reliability (with
one-another),were computed. Since this was the first use of
this category-system, no criterion coefficient was established.
Observers simply had to proceed with and report the reliabili-
ties achieved at\each session. While there can be no absolute
standards, one general guideline for evaluating these coef-
ficients is Guilford's (1965, p. 145).

less than .20 slight
. 20 - .40 low
. 40 - .70 moderate
. 70 - .90 high

Below is a summary of the reliability figures.

Reliability
Check #

Mean of Reliabilities
Between All Possible
Pairs of Observers (6)

1

6

7

.5

.42
(.62)*

. 63

'0165

. 67

. 75

. 67

6

Range of Reliabilities
Between All Possible
Pairs of Observers (6)

. 31 - .73

4

. 15 - .63
(.51 - .70)*

.54 - .73

.57 -

.54 - .76

. 69 - .80

. 62 - .71

6
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* Upon inspection it was realized that the low original
reliability was a direct result of difficulties among the ob-
servers with respect to discrildnation between categories 14
and 15 (see Appendix B or text above). A second computation
of reliability was then made in which observer tallies in cate-
gories 14 and 15 were considered as tallies in one instead of
two different categories. The percentages in parentheses re-
flect the results of this computation.

** Reliability checks 5 and 6 were
morning.

noade during the same

In the Continuing Study it was determined by the princi-
pal investigator that a Scott interobserver reliability of .65
would have to be attained before any data would be collected.
Reliabilities were computed *idway through the training of
the observers and before each set of observations was begun.
The data for the observers in the continuing study follow.

Grade
Level

\Medium Date Interob-
server

Train- Primary Live 9-30
ing

(Prifiary Live 10-

(Primary Video 10-21

Fall (Primary Video 11- 4
Sem-
ester (Primary Video 11-17

(Primary Video 12- 4

'(Primary Video 1- 8

Train- Inter-

3

ing ediate Video 2-10

(Primary Video 2-17

(Primary Video 3. 3

Spring (Jr. Hi. Audio 3-17
Sem-
ester (Jr. Hi. Audio 4-14

(Jr. Hi. Audio 4-28

(Jr. Hi. Audio 5 -12
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Re1i4 Range
bilit Low - HI42.

2 .3 .70

. 82 .79 .85

.83 .76 .85

. 80 .77 .85

. 79 .71 .84

.84 .79 .88

. 69 .65 .81

. 59

.83

. 81

. 77

. 71

. 85

'79

. 42 .63

. 76 .89

. 78 .83

. 72 .81

.68 .76

.78 .89

. 76 .81



Using the 32 category system required constant monitoring
of reliability in order to maintain performances in the .70 to
.90 range. The observers showed a marked decrease in perform-
ance when checked just after the semester vacation. Retrain-
ing was necessary before the second semester observations
could be initiated.

Technical description of procedures used, for data analyses.

Instructional analysis data.

The data from the 23 category system for instructional
analysis in the Pilot Study were initially compiled into 23
x 23 matrices in which each cell contained the frequency of
each diadic set of instructional behaviors. The row was de-
termined by the first element of the diad and the column de-
termined by the second. The pattern of prediction by the
student teacher was then compared with the matrix and the .per-
centage of cells predicted which were used was calculated.
The percentage of tallies occuring in predicted cells .was al-
so computed.

The data frou the 32 category system for instructional
analysis in the Continuing Study were compiled into 32 x 32
matrices as above.

Data analysis procedures.

Since the Teaching Situation Reaction Test (TSRT) and the
Minnesota Student Attitude Inventory (MSAI) produce a single
numerical score and since those scores were scaled in an in-
terval manner and were distributed approximately normally,
means and standard deviations were used to describe the data.
In the exploratory phase of the study, paired t-tests were
run on the pre vs. post scores on the MT to test for sig-
nificant gains. In order to co Tare the MSAI' "real" with
the MSAI "ideal", paired t-tests were also run. Data from
the Semantic Differential instrument were arranged into fre-
quency distributions and chi-square analysis was performed
to test for differences between treatment groups. The Work-
shop assessitent index data were arranged in frequency tables
also but no inferential tests were performed on these data.

In order to test the hypotheses for the exploratory
(Pilot Study) phase, two 4 x 2 x 6 analyses of variance were
performed with repeated measures on the final factor. Fac-
tor A was the four treatment conditions. Factor B was shift
on the TSRT in the initial analysis. All those subjects
who showed a higher post TSRT score than they had on the pre-
test were included in level one of Factor B. Those subjects
who had a posttest TSRT lower than the pretest TSRT were
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placed in level two. When the analysis was run with the level
of MSAI as Factor B, all those student teachers above the
median on MSAI were placed in level one while those below
the median were placed in level two. Factor C was the con-
vergence of the prediction with the actual observed data (con-
gruence of stated intent and observed classroom instructional
behavior). The measure of this was the percentage of tal-
lies in predicted cells.

In the Continuing Study, the model was the same except
that the four treatment conditions were defined as described
in the design section. Analyses were also run separately
on those student teachers who were teaching in the fall sem-
ester, 1968, and those who were teaching in the spring sell
ester 1969.

The analysis of variance nodel used was the least squares
solution for unequal cell sizes. It was discussed by Winer.
(1962, pp. 319-330, 374-378). This became necessary when it
was found that restrictions on the assignment of student
teachers would make it impossible to design for equal cell
sizes. The mode; is illustrated below where:

a is a treat i ent

b is the performance on TSRT or MSAI
in two levels

is convergence of prediction with
observed performance

-39-
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ANALYSIS OF THE DATA OF THE STUDY AND
RESULTS OF THE ANALYSES.

In this section the analysis of the data for the Pilot
Study is presented first. Then the analysis of the data for
the Continuing Study is given. These analyses are presented
with the analysis of variance. The descriptive statistics,
further lower-level analyses of variance, and t tests were nec-
essary to ascertain the nature of a particular contrast.

Pilot Study

Table 1 presents the analysis of variance for those sub-
jects in the Pilot Study in all four treatment groups, the
first of which was supervised by Workshop teachers for a full
semester, the second of which was supervised by one Work-
shop teacher for a half semester and then by another Work-
shop teacher the second half semester. The third treatment
group was supervised for a full semester by a non-Workshop
teacher. The fourth group was supervised by a non-Workshop
teacher for the rirst half of the semester and another non-
Workshop teacher for the second half of the semester.

TSRT

Factor B is a description of whether the student increased
his score on the TSRT when pre and post tests were compared
or decreased in TSRT score under these conditions. Factor C

is the congruence of prediction with the actual observed data.
This congruence was calculated as described in the preceding
section by the measure, percentage of tallies which occurred
in cells predicted using the twenty-three category instruct-
ional analysis matrix. The analysis of variance showed a sig-

nificant F for Factor B (p < .01) which indicated that subjects
who gained in TSRT score had different congruence of predic'
tion with actual performance than those who scored lower on
the post TSRT. The interaction of treatment and TSRT was al-

so significant (p< .05). Factor C, the congruence was also
significant (p < .01) which indicates that the congruence
shifted significantly as that measure was repeated through
Ple student teaching experience.

In order to describe these data, means and standard de-

viations were calculated and are presented in Table 2. The

mean convergence on Group 1 ranged from 3 to 58. The mean

convergence for Group 2 ranged from 27 to 58. The mean con-

vergence for Group 3 ranged from 28 to 63. The mean con-

vergence for Group 4 ranged from 33 to 69. These were stu-

dents from those groups who had an increase in TSRT score when



TABLE 1

AN ANALYSIS OF VARIANCE PILOT TSRT

Source of Variation df MS

Between

A( treatment) . 3 ;824.25 0.86

B(TSRT) 1 :51378.13 53.42**

AB . 3, 15246.88 15.85*

ERAB 26. 961.78

Within

C(congruence) 5,

AC 15,,

5-

15

ERCX 130

BC

ABC

5127.45

1429.66

868.00

1225.60

1010.82

5.07**

1.41

0.86

1.21

* p < .05
** p<.01

.42-



pre and post tests were compared. The analysis of variance
for these data are presented in Table 3. In this particular
case the only significance was in Factor Co congruence :

(p .01). Table 4 presents the descriptive data for these

students. With this grouping those students in Group 1
ranged in mean convergence performance from 26 to 60. Those
in Group 2 ranged from 29 to 55. Those in Group 3 ranged
from 29 to 58. For the fourth group, the mean convergence
ranged from 34 to 53.

The analysis of variance for those students scoring
lower on post TSRT than on pre TSRT is presented in Table 5.
In this analysis the convergence is significant (p<;.01)
which means simply that the nature of the interaction of A
and B was not indicated to be in those groups who scored lower
on post TSRT than on pre TSRT.

Table 6 presents the means
the TSRT tests. None of the s
groups was significant, but i
within groups were compared
than the pre TSRT scores.

TSRT Summary

and standard deviations on
hilts from pre to post within
n general, when all students
the post TSRT scores were lower

Students generally showed varying convergence within all
four groups. There was no consistent pattern within the con-
vergence. There is no evidence to conclude that a specific
supervisory treatment influenced the convergence behavior.
Therefore, there was no evidence to enable the rejection of
the hypothesis that there would be no significant difference
between the overall mean congruence of the workshop teachers
supervised group and the non-workshop teacher supervised
groups. There was no evidence to reject the hypothesis that
there was no significant difference between the overall mean
congruence of the half-semester group and the full semester
group.

There was evidence however, to reject the hypothesis
that there was no significant difference between the mean con-
gruence of the various observations for, the four treatment

groups. However, there was no uniform pattern of differences
among these groups. Some groups started with their lowest
convergence and completed the experience with the highest
convergence. Other groups started with a low convergence
rising to the high and then dropping off near the end of the

experience. Other groups vacillated between high and low
convergence, so there appeared to be no systematic effect
within the convergence data.
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TABLE 3

AN ANALYSIS OF VARIANCE PILOT STUDY TREATMENT

GROUPS SCORING HIGHER ON THE TSRT IN THE POST-TEST

AS COMPARED TO THE PRE-TEST

Source of Variation

Between

df MS

A(treatment) 3 107.63 0.52

ERAB 6 208.92 0.0

Within

C(congruence) , 5 1067.04

AC 15 152.18

ERC 30 209.30

5.10**

0.73

0.0

**p .01
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TABLE 5

ANALYSIS OF VARIANCE PILOT STUDY TREATMENT GROUPS SCORING

LOWER ON POST-TSRT THAN ON PRE-TSRT

Source of Variation df MS

Between

A(treatment) 3

20

Within

C(congruence)

AC

ERC

30.75 0.12

264.83 0.0

5 2320.11 11.96**

15 197.90 1.02

100 194.03 0.0

** p <.01

-47-



GROUP

A

TABLE 6

MEANS AND STANDARD DEVIATIONS ON THE TEACHING

SITUATION REACTION TEST PILOT STUDY

PRE POST t

2 S.D. X S.D.

207.5 12.95 ri54.7 9.58 1.01

B 203.62 12.63 199.25 8.00 1.62

C 201.17 7.38 198.5 15.37 0.45

\ 207.14 5.93 203.0 7.91 .94

A+B 205'. ?7 202.28 1.83

C+D 204.38 200.92 0.99

Workshop
Master
Teacher

B (1)

(2)

204.2 11.1 205.1 12.9

203.5 17.0 186.5 26.5

204.5 18.9 191.5 28.5



MSAI

Data relative to students divided into groups both by
treatment and by level of performance on the Minnesota Stub;
dent Attitude Inventory Real version. In this analysis, the
median of the Minnesota Student Attitude Inventory which was
filled out by student teachers as they perceived their stu-
dents would really have filled it out. Those above the med-
ian on the MSAI Real were classed as the first level of the B
Factor and those scoring below the median were clawed as the
second level of the B Factor., The analysis of variance for
these data is presented in Table 7.

Among all the analyses only the congruence data showed a
significant variation (p< .01). Looking at each of these
levels of the MSAI factor separately, Table 8 presents the
descriptive data for these groups. The mean convergence in
Group 1 ranged from 28 to 58 with the high performance fall-
ing on the fourth observation. The second group ranged from
21 to 53. In this group the highest convergence was on the
final observation. In Group C the convergence ranged from
29 to 62. In group 3 also, the general trend was lower to
higher convergence as one proceeded through the observations.
In the fourth group, the range was from 37 to 57. However,
this group seemed to vacillate between high and low converg-
ence on the observations.

The analysis of variance for those people who scored
above the "edian on MSAI Real is presented in Table 9. The
only significant variation was in the convergence data across
the six repeated measures formed by the observations.

Table 10 presents the descriptive information for:those
who scored below the median on the MSAI. In those students
in treatment one who scored below the median on the MSAI the
range was from 26 to 60 on convergence, starting with the low
convergence and going to a high convergence. In treatment
Group 2 the range was fro'. 34 to 63. This group started with
a moderately high convergence dropped to its lowest point near
the middle and rose again to the end. Group 3 had a range in
mean convergence from 24 to 55 proceeding from low convergence
on the first observation to high convergence on the last.
Group 4 had a mean convergence range from 22 to 58. This
group vacillated in convergence as it was observed through the
semester.

Table 11 presents the analysis of variance for these data.
Factor C, congruence across the six repeated measures,, was the
only significant source of variation.,

Table 12 presents the means and standard deviations for

-49-



TABLE 7

ANALYSIS OF VARIANCE COMPARING LEVELS
OF THE MSAI REAL

Source of Variation df MS

Between

A( treatment)

B(MSAI)

ERAS

Within

C(congruence)

AC

BC

ABC

EEC

1

3

82.71

71('.25

166.88

216.15

0.38

3.29

0.77

5, 3316.30 18.54**

15 233.96 1.31

5 226.52 1.27

15 225068 1.26

130 178.92

** p< .01

-50-
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TABLE 9

ANALYSIS OF VARIANCE PILOT STUDY TREATMENT GROUPS
IN WHICH SUBJECTS SCORED ABOVE THE

MEDIAN ON THE MSAI

Source of Variation df MS

Between
a

A 3 326.35 1.49

ERA 14 219.76

Within

C 5 1696.45 1o.30**

AC 15 297.66 1.81

ERCX 74 164.72-

** p < .01
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TABLE 11

ANALYSIS OF VARIANCE PILOT STU
SCORING BELOW THE HE

Source of Variati
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TABLE 12

MEANS AND STANDARD DEVIATIONS ON MSAI SCORES
PILOT STUDY TREATMENT GROUPS

GROUP

A

B

C

D

A+B

0+D

REAL
X S.D.7:39767

90.5

86.25

83.00

90.6

84.6

18.7

13.6

21.14

14.2

16.6

IDEAL
X S.D.

111.4 -cur'

-112.75 2.90

110.25 7.8

113.25 2.90

112.0 4.4

113.8 5.3

9.39**

3.08*

4.54**

3.62**

* p < .05
** p < .01

TABLE 13

MEANS AND STANDARD DEVIATIONS ON MSAI SCORES
PRODUCED BY STUDENTS IN THE CLASSES
OF COOPERATING TEACHERS PILOT STUDY

GROUP

1

2 1st
2nd

3

4 1st
2nd

semester
semester

semester
semester

86.3.

96.7
83.4

92.1

90.7
73.2

S.D.

11.8

9.6
14.5

11.7

9.8
12.5

navailsMaramair
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the MSAI data. The data is shown for both Real and Ideal con-

ditions in the filling out of the MSAI. Several t tests were

run which indicated that in every case students had a signifi-

cantly different perception of the way they really thought
students would fill out the MSAI as opposed to the way they
would really like their students to fill out this instrument.

Group A had a mean on the Real MSAI of 90.6 and the Ideal

mean was 111.4. Group B had a mean performance on the MSAI
Real of 90.5 and on the MSAI Ideal of 112.75. This general re-
lationship held throughout all four groups.

As an optional part of the data gathering, the students

who were taught by the student teachers in the study filled

out MSAI forms. Table 13 presents the mean and standard de-

viation of those instruments. The mean MSAI for those stu-

dent teachers in Group A was 86.3 The mean student MSAI for
those in Group,C was 92.1. For groups B and D who had half
semester experiences there were two MSAI's eadh. In Group B

on the first half of the semester the MSAI mean was 96.7 and
the Group D first half semester mean was 90.7 and in the
second half semester, the mean was 83.4 for Group B and for
Group D, the mean was 73.2. One might note that the full sem-

ester students who were supervised by Workshop teachers had

students who filled out MSAI's with lower scores than those who

had non-Workshop supervisors. However, those students who
had half semester experiences indicated a patterh reverse of
the first mentioned, that is, that those student teachers

who had workshop cooperating teachers had students who filled
out MSAI's with higher scores than those who had non-workshop
cooperating teachers.

Semantic Differential

The Semantic Differential instru"ent measured attitude
changes on the part of student teachers and cooperating teach-

ers. Table 14 presents the total shift and mean shift on the,

Semantic Differential by the student teachers. In general,

most of the shifts were in the negative direction, regardless

of the group.

For ease of analysis, the items were grouped relative to

those in the Clayton Model of koalas, those in the Flanders'

Interaction Analysis. System and the one reaction to the con-

cept teaching itself.

In Group 1, there were negative shifts in almost every
situation except for potency relative to the Clayton Model

items, evalUation and potency relative to the Flanders' items

and potency relative to teaching item. In Group 2, there were

positive shifts in both receptivity and evaluation to the Clay-

-56-
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s dealing with the Clay-
tivity, evaluation and
' Interaction Analysis
on and potency when

Workshop Assessment Index

Table 15 presents the data collected with the Workshop
Assessment Index. These data were collected on the Workshopcooperating teachers at the end of the Workshop and also col-lected on team at the end of the semester. These data also
were collected on each student teacher at the end of the sem-ester experience and, for those who taught two assignments,
these data also were collected at the end of the half-sem-ester period. The Index was scored eilploying the utility ofthe concepts involved and the frequency which those conceptswere used. For the cooperating teachers in Group A, whichwas a full semester assignment, Workshop cooperating teachersproduced a mean of 54 for utility and 48 for frequency. Atthe end of the semester, when measuring how they had super-vised their student teachers, the mean for utility was 39and frequency 35. The student teachers of these people pro-duced a mean for utility of 35 and a frequency of 25. Thesewere less than those produced by the cooperating teacher. InGroup B, the cooperating teachers at the end of the Workshopproduced a utility score of 49 and a frequency score of 45.
Their student teachers produced a utility score of 33 and a
frequency score of 28. The cooperating teachers for the

,second: half of the semester produced a utility score of 40
and a frequency of 32, again lower than that they produced atthe end of the Workshop. The student teachers produced autility score of 29 and produced a frequency score of 19,
again considerably less than the scores indicated by the
cooperating teacher.

Summary

The findings of the Pilot Study are summarized as followsThere was significant variation in congruence scores in allfour treatments when compared both on levels of TSRT and onwhole TSRT, on levels of MSAI and whole MSAI performance. Thepattern of congruence varied considerably, however, so thatthere was no uniform conclusion that a particular treatment
caused a particular type of congruence pattern.
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TABLE 15

MEAN UTILITY AND MEAN FREQUENCY OF USE OF SUPERVISORY

TECHNIQUES WORKSHOP ASSESSMENT INDEX 1967 WORKSHOP

PARTICIPANTS AND STUDENT TEACHERS ASSIGNED
TO THOSE PARTICIPANTS

GROUP A Cooperating
Teacher

Student
Teachet

SUMMER END OF SEMESTER

UTILITY FREQUENCY UTILITY FREQUENCY

54 48 39 35

GROUP B(1) Cooperating
Teacher 49 45

35 25

Student
Teacher 33

(2) Cooperating
Teacher

40

Student
Teacher

29

28

32

19

-59-



The Real versus Ideal perceptions of student teachers
filling out the Minnesota Attitude Inventory form showed that
student teachers have considerable variation between the
ways that they think they actually are perceived and the way
that they would like to be perceived. The student-produced
scores on the MSAI were considerably lower than those scores
suggested as Ideal by the student teachers, but were in the
same range as those scores produced by the student teachers.
The student teachers had a relatively well informed feeling
about the way students would fill out the M3AI. Attitudes
shifted considerably in the process of student teaching as
measured by the Semantic Differential. Most of the shifts
were in the negative direction.

The Workshop Assessment Index indicated that cooperat-
ing teachers found listed techniques to have higher utility
and more frequent utilization in the Workshop than they
found later when they were actually supervising a student
teacher. It was also found that student teachers produced
lower scores for both utility and frequency than the cooper-
ating teachers who supervised those student teachers.

auallel from the Continuing Study

The data for the Continuing Study were collected during
the school year 1968 -1969. In it there were four treatment
groups. Treatment one consisted of student teachers super-
vised by Workshop cooperating teachers who were instructed to
use both the videotape recorder and Flanders' Interaction
Analysis as part of the supervisory program. The second
group were supervised by Workshop cooperating teachers who
were instructed to use the videotape recorder but not Flanders'
Interaction Analysis as part of the supervisory program.
The third group were supervised by Workshop cooperating teach-
ers who were instructed to use the Flanders' Interaction
Analysis System for supervisory purposes but had no access to
the videotape recorders. The fourth group had cooperating
teachers who were not participants in the Workshop and who
were allowed to use whatever supervisory techniques which
that supervising teacher felt were appropriate. In order to
delineate the analysis, subjects from the Fall semester were
analyzed separately from those in the Spring semester and
then all subjects were combined into an analysis for the total
study.

TSRT. Table 16 presents the analysis of variance for the
entire set of treatment groups using the TSRT pre to post
gain or loss scores to determine levels of Factor B, using
the four.treatnents as Factor A and using the six, repeated-
measure congruence sets of data as Factor C. There was no



TABLE 16

ANALYSIS OF VARIANCE

TREATMENT BY TSRT BY CONGRUENCE

\ALL STUDENT TEACHERS IN STUDY

Source of variation cif MS F
a

Between
A (Treatment) 3 378.67 0.41

B (TSRT) 1 17.00 0.02

AB 3 1505.00 1.65

Error AB 62 914.42

Within
C (Congruence) 5 1673.00 2.02

AC 15 a 686.73 0.83

BC 5 1696.20 2.05

ABC 15 1044.73 1.26

Error C 310 828.29



significant F for any of the factors or interactions in Table
16. Looking at the data divided by levels of Factor B, Table
17 presents the analysis of variance for those students who
increased in TSRT score when pre and post test scores were
compared. In this analysis only Factor C, the repeated mea-
sure congruence data, produced a significant F.

Table 18 presents the descriptive data for this group of
student teachers, those who gained in TSRT score when pre and
post tests were compared. Those students in Group 1, receiv-
ing both videotape and Interaction Analysis supervisory tech-
niques, had a range in mean congruence from 44.7 to 62.1. The

congruence was the lowest in the first observation and in-
creased to the middle observation, decreased again, and then
increased to the high point at the last observation. For
those receiving the videotape-only treatment, Group 2, the
congruence data ranged from 44.1 to 63.5. These data decreased
after the first two observations, increased to the fifth ob-
servation, and then decreased again. For the group receiv-
ing Interaction Analysis as a supervisory technique, the range
of mean congruence was 47.6 to 59.5. In this instance the
lowest congruence occurred in the first observation and the
highest congruence occurred in the sixth observation.

For the group receiving no specified supervisory tech-
nique, the congruence ranged from 43 to 58.4. This congru-
ence increased from the beginning to the fourth observation
and then diminished again to the sixth observation.

Table 19 presents the analysis of variance for students
whose TSRT score decreased from the first pre-test administra-
tion to the post-test administration. In this analysis only
Factor C, the within-group change in congruence, produced a
significant F. The descriptive data for these congruence
data is presented in Table 20. For Group 1 the lowest con-
gruence was 50.7, the highest congruence was 61.0. The lowest
occurred in the first observation, the highest in the second.
All subsequent observations were lower than the second ob-
servation.

For the second group, receiving videotape feedback only,
the congruence ranged from 47:.,4 to 5501. These congruences
increased from the first to the fourth observation and then
decreased. For the group receiving only the Flanders' Inter-
action Analysis supervisory technique, the mean congruence
ranged from 42.4 to 54.5. These were achieved in the second
and third observation respectively. In the fourth group
with no specified supervisory techniques, the range was from
4446 to 67.1. These were achieved in the first and third
observations respectively.
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TABLE 1

ANALYSIS OF

STUDENT TEACHERS WHO

WHEN PRE- AND POSTTESTS WERE COMPARED

7

VARIANCE

GAINED IN TSRT SCORES

Source of variation df MS F

Between

A (Treatment) 3 94.52 0.34

Error A 32 277.62

Within

C (Congruence) 5 591.11 2.32*

AC 15 216.06 0.85

Error C 160 254.83

P

-63-
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TABLE 19

ANALYSIS OF VARIANCE

STUDENT TEACHERS WITH POSTTEST TSRT

LOWER THAN PRETEST TSRT

Source of variation df MS F

Between

A (Treatment) 664.13 2.36

Error A 30 280.99

Within

C (Congruence) 5 587.86 2.67*

AC 15 175.77 0.80

Error C 150 220.52
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Bresq,Ang the data down into the separate-semester analy-
ses, Table 21 presents the analysis based on increase or de-
crease in TSRT scores for those student teachers assigned in
the Fall semester of the 1968-1969 school year. This analysis
showed a significant F for Factor B which was the shift in
TART score and a significant F for Factor C which was the
change in the repeated-measure congruence data across the six
observations within each treatment grc.up.

Breaking these data into separrite levels of B, Table 22
presents the analysis for those subjeats whose TSRT score in-
creased when pre and post tests were compared. In this analy-
sis only Factor Co the congruence data within the groups,
showed a significant F. The descriptive data for this group
is shown in Table 23. The mean congruence data for those who
had increased in TSRT when pre and post tests were compared
and who were in Group 1 receiving both videotape and Flanders'
Interaction Analysis supervisory techniques, showed a range in
mean congruence from 33.5 to 63.8, the lowest occurred in the
first observation, the highest in the sixth. For those sub-
jects receiving only videotape supervision, the lowest congru-
ence occurred ir7othe first observation which was 38.4, the
highest occurred in the fifth observation. This was 62.5.
?or those subjects receiving the Flanders' Interaction Analy-
sis as a supervisory technique, those subjects produced their
lowest congruence in observation four with 47.8 and their
highest in observation six, producing 67.8. In the last group,
with no specified supervisory techniques, the first observa-
tion was the lowest congruence, 32.8. The third observation
was the highest, 55.44.

Table 24 analyzes the data for those subjects with lower
post test TSRT scores than pre test TSRT scores who taught in
the Fall semester. In this analysis there was no factor or
interaction producing a significant F.

Table 25 presents the mean convergence data for these
groups. Since there were no significant differences, these
data were not discussed.

Table 26 presents the analysis of variance for those sub-
jents who were assigned to student teaching in the Spring sem-
ester of the 1968-1969 school year. In this analysis, Factor
B--the level of TSRT score, and the interaction of the treat-
ment A with the TSRT level were significant.

Breaking down the data into levels of B so that the inter-
action AB can be analyzed, Table 27 presents the analysis of
variance for those students in the Spring semester who in-
creased in TSRT score when pre and post testa were compared.
In this analysis there were no significant F's. Therefore,



TABLE 21

ANALYSIS OF VARIANCE

TREATMENT BY TSRT BY CONGRUENCE

FALL SEMESTER STUDENT TEACHERS

I.

Source of variation

--

clf MS F

Between
A (Treatment) 3 152.33
B (Tsrt) 1 2636.50 1

3
.70:**

AB 3 517.71 2.57
Error AB 25 201.53

Within
C (Congruence) 5 1063.45 4.43**
AC 15 184.07 0.77
BC 5 185,00 0.77
ABC 15 49.77 0.21
Error C 125 240.28



TABLE 22

ANALYSIS OF VARIANCE

FALL STUDENT TEACHERS WHO GAINED IN TSRT SCORE

WHEN PRE- AND POSTTEST WERE COMPARED

Source of variation df

Between

A (Treatment) 3

Error A 14

Within

C (Congruence) 5

AC 15

Error C 70

255.04

226.23

884.14

163.10

236.38

1.13

3.74**

0.69

**p.01
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TABLE 24

ANALYSIS OF VARIANCE

FALL STUDENT TEACHERS WITH POSTTEST TSRT SCORES

LOWER THAN PRETEST TSRT

Source of variation df MS F

Between

A (Treatment) 3 191.27 1.12

Error A 11 170.19

Within

C (Congruence) 5 312.32 1.27

AC 15 88.06 0.36

Error C 55 245.24

-71-
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TABLE 26

ANALYSIS OF VARIANCE

TREATMENT BY TSRT BY CONGRUENCE

SPRING STUDENT TEACHERS

,

Source of variation df MS F

Between
A (Treatment) 3 1803.38 1.18

B (TSRT) 1 25535.50 16.75**

AB 3 7229.16 4.74*

Error AB. 29 1524.70

Within
C (Congruence) 5 2903.71 2.17

AC 15 1485.87 1.11

BC
ABC

5
15

2060.19
1228.48

1.54
0.92

Error C 145 1 1340.30
1

**
*p<.05
p <.01

,..73-



TABLE 27

ANALYSIS OF VARIANCE

SPRING STUDENT TEACHERS WHO GAINED IN TSRT SCORE

WHEN PliE- AND POSTTEST SCORES WERE COMPARED

Source of variation df MS F

Between

A (Treatment) 3 140.88 0.59

Error A 11 239.38

Within

C Congruence) 5 128.17 0.52

AC 15 335.25 1.35

Error C 55 247.92



the descritive data is merely presented in Table 28 and not

discussed.

Table 29 presents the analysis of variance for those stu-

dents who decreased in TSRT score wheA pre and post tests
were compared. In this table Factor C, the change in congrui

ence, produced a significant F. The mean congruence data for
this group is presented in Table 30. Toor the group receiving

the combined videotape and Flanders' supervisory techniques,
the lowest congruence occurred in the fifth observation of
47.0. The highest congruence oor;ureud in the second observa-
tion, 66.42. This group markedly decreased in congruence
through the seftester.

The group receiving only the videotape feedback for
supervision had the lowest mean congruence in the fifth ob-

ervation, 43.4. The highest was in the fourth observation,

62.5. These data seem to vascillate up and down. The group
receiving just the Flanders' Interaction Analysis supervisory
technique had, the minimum congruence in the second observa-
tion of 39.1, the maximum convergence in the third observa-
tion of 56.5. The fourth group with no specified supervisory
technique had its minimum congruence in the first observa-
tion at 39.0, and the maximum in the third observation at
62.5.

Table 31 presents the TSRT descriptive data. These data

),re broken down into Fall and Spring as well as indicating
";he mean and standard deviation of the scores for the total
coup. Group 1, receiving the Flanders' Interaction Analy-
ls and videotape supervisory techniques, had a mean of 210.9

a a pre test, 209.6 as a post test. In the Fall the pre

test it ean was 210.5, post test mean 209.4. In the Spring pre
test mean 211.4, posttest mean 211.0. In each case, the mean

on the posttest was less than the mean on the pretest.

Group 2, who received the videotape supervisory tech-
nique only, there was a variation in pattern. The total

group increased from 206.1 to 207.3 on the posttest. The

Fall group increased from 204.8 to 207.3, whereas the Spring
gremp decreased from 206.4 to 205.9. In the group receiving
just the Flanders' Interaction Analysis, the overall shift
was down from pre-to posttest of 208.7 to 206.7. The Fall

group showed an increase in mean score, however, from 206.6

to 208.0. The Spring group showed a decrease from 210.9 to

205.3. For those who were in the non-specified supervisory
treatment, the overall performance was an increase in mean

score from 208.6 to 212.6. The Fall group decreased, however,

in mean perfor ftance from 209.8 to 209.0, whereas the Spring
group increased in performance from 204.6' to 215.6.
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TABLE 29

ANALYSIS OF VARIANCE

SPRING STUDENT TEACHERS WHO SCORED LOWER

ON POST-TSRT THAN ON PRE-TSRT

Source of variation df MS 1 F

Between

A (Treatment) 3 456.46 1.11

Error A 18 412.57

Within.

C (Congruence) 5 675.75 3.20*

AC 15 277.86 1,32

Error C 90 210.95

I I I

<, 05
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Summarizing the data with respect to congruence scores
broken down according to TSRT gains or losses, and TSRT scores
themselves, while there were significant differences in con-
gruence as the sixth measures rare male on the teaching be-
havior, there was no consistent pabtrn in congruence in any
one of the levels of TSRT performance or in any one of the
treatment groups. There was no consistent performance in
shift on TSRT in any of the treatment ;;soups. Therefore, the
null hypotheses related to any of tbose considerations cannot
be rejected.

MSAI. This section presents the analysis of the data
based on the Minnesota Student Attitude Inventory filled out
by the student teachers as they perceived their students
would actually have filled them out. This will be called the
MSAI Real score. These data were also analyzed for the total
group and for the Fall and Spring semester groups separately.

Table 32 presents the analysis of variance for the con-
gruence data separated on the MSAI scores above and below the
median MSAI Real score for all student teachers in the Con-
tinuing Study. In this analysis and the subsequent ones in
this section, Factor A is the four treatfient groups, treatment
one being that group which received both the Flanders' Inter-
action Analysis technique and the videotape recording. Group
2 received only the videotape recording technique. Group 3
received only the Flanders' Interaction Analysis. Group 4 had
no specified supervisory treatment.

In the analysis in Table 32, there was no significant F.
Table 33 presents the break-down analysis for those people who
sc:ored above the median on the MSAI from the total year of the
study. In this analysis there was no significant F. The de-
scriptive congruence data for this group is presented in Table
34.

Table 35 presents the analysis of variance for the sub-
jects in the entire year who scored below the fiedian on the
MSAI Real. There were no significant values for F in this
analysis, Table 36 presents the data which describes these
cnngruences. Breaking the data down into those who student
taught in the Fall and those who student taught in the Spring,
Table 27 presents the analysis of variance for all students
who taught in the Fall semester of 1968-69, when broken down
on the basis of those whose scored above or below the median
on the MSAI Real. In this analysis, Factor B, the levels of
MSAI was significant and' Factor C, the repeated congruence
measure within the group, was also significant.

Table 38 shows the analysis of variance on those students
lr the Fall who sbored above the median on the MSAI. In this



TABLE 32

ANALYSIS OF VARIANCE

TREATMENT BY MSAI (REAL) BY CONGRUENCE

ALL STUDENT TEACHERS STUDIED

Source of variation elf MS F
--.....

Between
A (Treatment) 3 378.33 0.43
B (MSAI) 1 3229.00 3.64
AB 3 1000.33 1.13
Error AB 62 887.05

Within
C (Congruence) 5 1673.00 1.97
AC 15 686.80 0.81
BC 5 359.60 0.42
ABC 15 1030.93 1.21
Error C 310 I 850.51

I



TABLE 33

ANALYSIS OF VARIANCE

ALL STUDENT TEACHERS STUDIED WHO SCORED

\

ABOVE THE MEDIAN ON MSAI (REAL)

Source of variation df MS

Between

A (Treatment) 3 455.04 1.38

Error A 29 329.60

Within

C (Congruence) 5 276.94 1.10

AC 15 157.74 0.63

Error C 145 I 252.37

-82-
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TABLE 35

ANALYSIS OF VARIANCE

ALL STUDENT TEACHERS STUDIED WHO SCORED

BELOW THE MEDIAN ON MSAI (REAL)

Source of variation df MS F

Between

A (Treatment) 3 187.44 0.86
Error A 33 218.72

Within

C (Congruence) 5 434.44 1.84
AC 15 279.60 1.18
Error C 165 236.44
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TABLE 37

ANALYSIS OF VARIANCE

TREATMENT BY MSAI (REAL) BY CONGRUENCE:

FALL STUDENT TEACHERS

Source of variation df MS F

Between
A (Treatment)
B (MSAI)

3
1

152.02
2168.44

0.85
12.16**

AB 3 168.31 0.94
Error AB 25 178.33

,

Within
C (Congruence) 5 1063.29 5.25**
AC 15 184.13 0.91

BC 5 367.94 1.82
ABC 15 304.38 1.50
Error C 125 202.40

I



TABLE 38

ANALYSIS OF VARIANCE

FALL STUDENT TEACHERS SCORING ABOVE

THE MEDIAN ON MSAI (REAL)

Source of variation df MS F

Between

A (Treatment) 3 508.79 4.02*

Error A 11 126.61

Within

C (Congruence) 5 200.67 0.81

AC 15 323.52 1.30

Error C 55 248.57

*p <.05



analysis, Factor A or the treatments themselves, produced a
significant F. No other factor or interaction showed signifi-
cance.

Table 39 presents the congruence data for these subjects.
In the first treatment group, the minimum mean of congruence
was 43.4, the maximum was 62.2. These were achieved in the
first and third observations respectively. The second treat-
ment group, receiving only videotape as a supervisory technique,
had minimum congruence of 36.0 and maximum congruence at 60.0.
These were achieved in the third and fifth observation.

The third treatment group receiving Flanders' Interaction
Analysis treatment, had minimum congruence in the second ob-
servation of 39.9 and a maximum congruence in the fourth ob-
servation of 67.3. The group with unspecified treatment had
minimum congruence in the second observation of 47.6 and maxi-
mum in third observation of 60.15. The highest congruence was
achieved by those in the interaction analysis only group.
The second highest was achieved by those in the combined
interaction analysis and videotape group. There was little
observable diffeience in congruence performance between those
who received videotape only feedback and those who had an un-
specified treatment for supervisory techniques.

The analysis of variance for the Fall student teachers who
scored below the median on the iSAI is presented in Table 40.
None of the factors or interactions was significant except for
C, the shift in congruence within the groups. The descrip-
tive data for these subjects is included in Table 41.

For the subjects in the first group who received a com-
bination of both the videotape and the Flanders' Interaction
Analysis, the minimum mean congruence occurred in the first
observation, 38.3. The maxifium occurred in the sixth observa-
tion, 64.7. In the group receiving only the videotape super-
vision, the minimum mean congruence was 35.4 in the first ob-
servation and the maximum, 61.9, was in the fifth observation.
In the group receiving only the Flanders', the mini ""um congru-
ence was in the fourth observation at 34.2 and the maximum
occurred in the sixth observation at 66.0.

In the fourth treatment group, those with no specified
supervisory technique, the minimum congruence of 27.5 occurred
in the first observation and the maximum of 60.0 occurred in
the last or sixth observation.

Students in the Fall sample who scored below the median
on the NSAI Real showed a definite increase in congruence as
the semester proceded through the six observations. Each of
the four groups showed the same basic pattern except for the

-88-
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TABLE 40

ANALYSIS OF VARIANCE

FALL STUDENT 'TEACHERS SCORING BELOW

THE MEDIAN ON MSAI (REAL)

Source of variation df MS F

Between

A (Treatment) 3 79.69 0.36

Error A 14 219.06

Within

C (Congruence) 5 1144.72 6.89**

AC 15 193.61 1.17

Error C 70 166.12

<.01

-90-
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interaction analysis only treatment group which first went
down in congruence and then produced higher values.

Table 42 presents the analysis of variance table for
those student teachers assigned in the Spring semester of
the 1968-69 school year, with B Factor being the scoring
above or below the median on the MSAI. None of these values
of F was significant, therefore, no analysis of variance was
performed breaking these data into separate levels of Factor B.

Table 43 and Table 44 present the descriptive data for
those student teachers in this classification.

Table 45 presents the descriptive data for the Minnesota
Student Attitude Inventory comparing the Real, which was the
version filled out by the student teacher as he perceived his
students would have filled it out, and the Ideal, which was
the student teachers' filling out the MSAI in the way he
would like to have had his students fill it out.

There were marked differences between MSAI (Real) and
MSAI (Ideal) scores in all treatment groups whether grouped
by fall, spring, or total. There were no large differences
among the treatment groups on either the real or ideal admin-
istrations; therefore, no analysis of variance was performed
on these data. The least difference between Real and Ideal
versions occurred in the group with no specified supervisory
treatment. This group also produced the lowest MSAI (Ideal)
scores. The student teachers in the interaction analysis
group with student teaching assignments in the spring semester
produced a distribution of MSAI (Ideal) scores with a much
smaller standard deviation than that produced by any other
group.

Student MSAI Scores. The Minnesota Student Attitude In-
ventory was adoinistered as an optional iteu to students of
the student teachers who were participants in this study.
There were students of student teachers in each experimental
group who completed the instrument. In Table 46 there are
the means and standard deviations of the student MSAI scores
grouped by treatment group and by semester. In the Fall sem-
ester the group with the lowest mean score on the MSAI was
the first treatment group, those students receiving both
Flanders' and videotape as feedback and supervisory treatments.
Those students who produced the highest MSAI scores occurred
in the group for which were student teachers who had no speci-
fied supervisory technique.

In the spring a different pattern prevailed. The lowest
scores on the MSAI were produced by students of student



TABLE 42

ANALYSIS OF VARIANCE

TREATMENT BY MSAI (REAL) BY CONGRUENCE

\, SPRING STUDENT TEACHERS

Source of variation df MS

_Between
A (Treatment) 3 1803.35 1.39

B (MSAI) 1 1318.19 1.02

AB 3 3030.98 2.33

ERAB 29 1298.37

Within
C (Congruence) 5 2903.63 2.30

AC 15 1485.88 1.18

BC 5 1271.27 I 1.01

ABC 15 2244.55 1.78

Error C 145 1262.39
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TABLE 46

STUDENT MSAI

OF FALL AND SPRING STUDENT TEACHERS

MEANS AND STANDARD DEVIATIONS

.
Group Semester Mean S. D.

1 Fall 86.3 14.53

1 Spring 88.4 17.29

2 Fall 87.7 15.03

2 Spring 73.1 18.53

3 Fall 95.4 15.96

3 Spring 76.9 20.73

4 Fall 98.9 12.24

4 I Spring 76.1 22.58

TABLE 47

WORKSHOP ASSESSMENT INDEX

MASTER TEACHERS/MEAN SCORES

Group Semester Utility Frequency

1 Fall 46' 40

1 Spring - 50 46

2 Fall 46 39

2 Spring 50 48

3 Fall 47 35

3 Spring 49 42

-.97-



teachers who were supervised using the videotape only as a
supervisory technique and the highest scores were produced by
those students of student teachers who received both Flanders'
Interaction Analysis and videotape as supervisory techniques.

Workshop Assessment Index Scores. Master teachers who
were in the Summer Workshop filled out Workshop Assessment In-
dex forms at the close of the Workshop. These scores are pre-
sented in Table 47 in the form of means for utility and means
for frequency of use divided into the four treatment groups
and into the two semesters. The range on utility across all
six of the groups was 46 to 50. The range on frequency was
35 to 48. On frequency the lowest reported mean was from the
master teachers of all semester student teachers who received
only the Flanders' supervisory technique and the highest fre-
quency was reported by the Workshop teachers who had student
teachers assigned in the Spring semester. Those teachers re-
ported a mean frequency of 48.

Supervisory Activities Checklist. The Supervisory Activi-
ties Checklist was administered both to student teachers and
to master teacher6 in all four experimental groups in both sem-
esters. Table 48 presents the frequency of use of supervisory
techniques as reported on that instrument. It is divided into
Fall and Spring semesters and into the four treatment groups,
then into the student teachers and master teachers fro" each
of those treatment groups. It reports on each item on the
Checklist. Items 11 and 12 are concerned with the use of the
videotape equipment. In Groups 1 and 2, where that equipment
was directed to be used, it was reported to be used by all of
the student teachers and all but one set of master teachers.
In Groups 3 and 4, which were not to use the videotape re-
corder, no one in the Fall semester reported its use. However,
in the Spring semester, three student teachers and two coop-
erating teachers reported using videotape equipment.

Items 13 through 17 concerned the use of the Flanders'
Interaction Analysis technique. In Groups 1 and 3, which
are concerned with various aspects of using Flanders' tech-
nique, each student teacher and cooperating teacher report
having actually used this technique. Ip Groups 2 and 4, where
this was not specified, only one student teacher reported
using this technique and two master teachers reported using
it. In the Spring semester, concerned with the same items,
Groups 1 and 3 again report heavy use of interaction analysis.
In Group 2, at least two student teachers and one cooperating
teacher report actually using the Flanders' technique. In
Group 4 no student teacher reports the use of this technique,
but at least four of the master teachers claim that they have
made use of Flanders. Almost every other item was claimed to



TABLE 48

FREQUENCY OF USE OF

SUPERVISORY TECHNIQUES

Item

Fall semester Spring semester

Experimental group Experimental group

II III IV I

ct St ct st ct st ct

II III IV

st ctSt Ct St Ct St ct

1

2
3
4
5
6
7

8
9
10
11
12
13
14
15
16
17
18
19
20
21
22

2
4
5
6
3
1

12
13
13
0
6
6
9
7

5
4
5
6
7

3
5
13

7

8
7
5
4

11
10
8
9

13
8
6
8
4
8
6
10
5
6
4
6
8

6
'11

8
4
7
3

13
13
11
3
13
3

N 9

0
0
1
0
0
3
0
2
4
14

10

11
8
10
7

6
1

12
10
6
9
3
0
0
0
0
0
0
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0
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5
12

4
5
9
4
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0
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4
4
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0
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9

6
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5
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7
:.5

7
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0
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8
3

0
0
0
0
0
0
0
0
0
1
5

8
5
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0
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5
7
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5 9
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5 6
5 4
2 3
8 10

11 9
10 10

2 4
7 7
2 3
7 9
4 4
5 3
3 5
3 3
3 4
1 4
1 6
7 7

10 i 9

2
6
5
2
2
2
9
8
5
1
4
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1
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0
0
1
0
0
2
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11
8

15
7
5
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16
13
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0
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3
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9
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0
3
2
10
10
4
8
7

3
4
4
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12 3 16
10 4 5

11 2 15
6 2 9
4 7 10
2 1 3

7 7 9
8 14 19
14 14 19
2 2 4
1 1 1

1 0 2

11 0 4
4 0 0
8 0 1

10 0 3

5 0 0
3 0 2

6 0 2
5 0 7

9 6 10
12 7 11

8 8 8 9 8 12
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have been used by master teachers and student teachers in all
four groups in both semesters.

Semantic Differential. The Semantic Differential was ad-
ministered to Workshop cooperating teachers at the beginning
and again at the end of their Workshop experience. This same
instrument was administered to the student teachers in all
four treatment groups. The Senantic Differential contained
pairs of adjectives related to three factors; effectivity,
potency and receptivity, for each of the twelve concepts given
in the instrument.

Tables 49, 50 and 51 present the total shift in those
factors on the concepts of the Semantic Differential instru-
ment. These totals were equalized so that the effect of dif-
ferent sized groups would be eliminated from the table.

Table 52 presents the frequency of positive shifts on the
Semantic Differential concepts by cooperating teachers. These

are presented separately by Fall and Spring and then combined
so that a chi-square analysis could be run on these data. The

chi-square for effectivity across the three groups of coopera-
ting teachers, was 1.61 which gives a probability less than
.50 that these occurred by chance. On potency, the chi-square
value was 1.63, the probability was less than .50. For re-
ceptivity, the chi-square value was .45 giving a probability
of less than .80. Each of these probabilities is considerably
less than that which is acceptable for saying one has a sig-
nificant difference. Therefore, it is assumed that the Seman-
tic Differential did not indicate any significant differences
among the three groups of cooperating teachers on the concepts
listed in that instrument.

Table 53 presents the frequency of positive shifts on
Semantic Differential concepts by student teachers. In this
case, the four treatment groups are presented, separated by
Fall and Spring, and combined for purposes of analysis on each
of the factors. On effectivity, the chi-square value was 6.81,
probability less than .10. For potency, chi-square value was
3.58, probability less than .50. For receptivity, the chi-
square value was 2.16, the probability less than .70. Only
the factor effectivity showed anything approaching signifi-
cant differences among the four treatuent groups. These dif-
ferences were less than would be required to produce a proba-
bility of less than .05 (the level accepted in the rest of
this document), yet the differences were marked and approached
significance. On the effectivity factor those students in
Group 2, the group who received videotape feedback as a super-.
visory technique, had more positive shifts than any of the
other groups.
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TABLE 52

FREQUENCY OF POSITIVE SHIFTS

SEMANTIC DIFFERENTIAL CONCEPTS

BY COOPERATING TEACHERS

Factor Semester

Treatment group

I III
Chi square

Effectivity

Potency

Receptivity

Fall
Spring
Total

Fall
Spring
Total

'Fall
Spring
Total

7

2
9

5
3
8

8
2

10

5
7

12

3
6
9

5
6

11

7
8

15

10
6

16

8
5
13

=1.61(1)650)

=1.63(p<.50)

=0.45(p(.80)

TABLE 53

FREQUENCY OF POSITIVE SHIFTS

SEMANTIC DIFFERENTIAL CONCEPTS

BY STUDENT TEACHERS

Factor Semester
Treatment group

'Chi
IV

square
I II III

Fall 5 7 4 1

Effectivity Spring 3 11 6 6
Total 8 18 10 7 =6.81(p<.11

Fall 6 11 5 3

Potency Spring 5 6 3 8

Total 11 17 8 11 =3.58(p(.51

Fall 10 6 7 6

Receptivity Spring 5 8 2 4
Total 15 14 9 10 2.16(1)01
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Summary. When student teachers were divided within
treatments into groups who gained or lost in TSRT scores when
pre- and posttests were compared, there were significant dif-
ferences only on the within-group congruence across the re-
peated measuring of that variable. There was no pattern to
this congruence although higher congruences were generally at-
tained in the later observations.

When studen
groups by MSAI (
participants, o
cant difference
formance, ther
the MSAI (Real
group congrue
scoring above
different in
achieved by
ond-highest
and interac
difference
videotape

The
duced by
the stud
action-
erally
by the

t teachers were cateFrolized within treatment
Real) scores above or below the median for all
nly the fall student teachers showed signifi-
s. Utilizing both levels of MSAI (Real) Per-

e were significant between-group differences in
) levels and significant differences in within-

nce across the six observations. Student teachers
the uedian on the MSAI (Real) were significantly
treatment effect. The highest congruence was

those in the interaction analysis group. The sec-
congruence was achieved by the combined videotape
tion-analysis group. There was little observable
in congruence between the two lowest groups, the

only, and the comparison groups.

largest difference between the MSAI (Real) scores pro-
the student teachers and the MSAI scores produced by

ents of those student teachers occurred in the inter-
analysis group assigned in the spring semester. Gen-
the MSAI (Real) scores were similar to those produced
students.

e Workshop Assessment Index (end of Workshop) showed
no marked differences among cooperating teachers assigned to
use the three prescribed supervisory programs. The Supervisory
Activities Checklist provided evidence that the different
treatment conditions actually prevailed.

The Semantic Differential Instrument indicated strong
shifts (ps;.10) among the four treatment groups of student
teachers on the effectivity factor. Those student teachers who
were given videotape-only feedback produced the highest number
of positive shifts. The lowest number of positive shifts oc-
cmrred in the no-specified-treatment group.
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DISCUSSION

Interpretation of findings

This section deals with the retults of both studies by
drawing inferences from the statistical findings, speculat-
ing about their meanings and indicating possible interpreta-

. tions.

A tremendous amount of data has been collected over the
two-year period. This report deal.; with those data as grouped
data subjected to finite statistical treatment. By design,
such treatment precludes other possible groupings of data for
analysis. It necessarily limits or suppresses information
about individual cases and the dynamics of behavior change in
student teaching.

However, the statistical treatment exposes areas that are
worth further investigation on a re-grouped, individualistic
or more dynamic basis. It is anticipated that continued study
of these data will delineate some of the relationships that
are hinted at, but not demonstrated, in the statistical analy-
sis.

It is recognized that student teaching and its supervision
occur in a bafflingly extensive complex of variables that can
confound those variables selected for analysis in this study.
Even though the "chance" assumptions of a statistical study
have definite theoretical and practical value, soue aspects
of those "chances" have, in reality, more dynamic cogency
than can be adequately demonstrated in the scope of this study.

The particular school in a particular city at a particular
time--the specific cooperating teacher and student teacher and
their specific potentials for interaction--the individual stu-
dent, the individual student teacher, the particular classroom
situation--these and many other aspects in interaction provide
an unanalyzed context in which these findings must be considered.

The Pilot Study. It is clear in the Pilot Study findings
that the main effect, the positive relationship between specif-
ic training of the cooperating teacher and the recorded per-
formance of the student teacher, was not demonstrated.

However, some somewhat more subtle, expected and unex-
pected, relationships were demonstrated, at least in terms
of statistical significance,

1. The major finding is that, irrespective of treatment
and other variables, all groups changed significantly from
measure to measure in congruence of prediction and actual ob-
served performance in classroom instructional behavior. The
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general trend was an increasing convergence (even though not
consistently increasing sequentially from measure to measure).

Somehow or other, in the conditions of this study, the
experience of student teaching permitted students to deflon-
strate that their instructional behavior became more congruent
with their prediction of that behavior. Whether this is a
function of improved prediction of perceived reality or of
improved control of instructional behavior, or of a better
match between both phenomena, the study did not explicate.

The "implications" section below will speculate further
upon this question.

2. A second finding is that the TSRT instrument had some
significant relationships with the degree of congruence of
intent (prediction data) and performance (observation data).

In general, those students who increased in pre-to-post
TSRT scores showed a greater increasing congruence than those
who decreased in TSRT scores.

No prediction of congruence was possible fn.. initial
TSRT scores. However, inspection of the data shows that in
most cases the poSt TSRT showed a decrease in scores as com-
pared to the pretest. The one exception is in Group A
(Workshop supervision on full semester assignment) where an
equal number of students increased or decreased. This may in-
dicate that there is some efficacy in continued consistent
supervision as compared to more varied experience.

3. The interrelationships of three types of administra-
tions of the MSAI produced some significant findings.

By and large, student teachers' estimates of how their
students perceived them were very close to the actual ratings
by students. This finding must be accepted very cautiously
since many classes did not fill out the instrument and the
data are thus derived from an incomplete sample biased in un-
known ways.

The mean of students in all groaps 'showed that their de-
sired rating on the MSAI (Ideal) was significantly higher
than their estimates of student perceptions (Real). This may
be interpreted to say that student teachers wanted to do bet-
ter in the eyes of their students than they actually thought
they had done.

The only other difference (consistent but not statisti-
cally significant) in the MSAI was that classes who rated
student teachers at the end of the first quarter rated them
higher than those who rated their student teachers for the
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second quarter. In contrast, the ratings of those who had
the same student teacher for the full semester gave a mean rat-
ing falling between those of the first and second quarter.

Again this is the inoo"plete and biased sample, and any
interpretation is suspect. However it is another bit of in-
formation which raises the question of the value of full sem-
ester placement in student teaching.

4. Using the Semantic Differential as a measure of atti-
tude toward teaching and selected aspects of it, there was a
general shift in a negative direction from thebeginning to the

end of student teaching.

There were interesting variations from group to group
and from section to section of the instrument. Interpretively,
no pattern has been found to clarify the meaning of these dif-
ferences.

5. The Workshop Activities Assessment Index was designed
to get some information about the expectations of Workshop
participants as to the value of specific supervisory practices
and the frequency with which they expected to euploy them.
Some rather fine discrimination among practices were called for.

These discriminations are completely destroyed in the
summing of the rankings for statistical purposes. The statis-
tical treat."ent simply sums the weight of all ranks for fre-
quency and similarly for value, and makes no distinction for
alternative choice possibilities. It is, therefore, a gross
measure of anticipations of value and frequency.

It is clear that teachers in all groups perceived them-
selves as having utilized the summed techniques less frequent-
ly than they had anticipated and perceived them as being less
valuable than they had hoped.

Siftilarly, when students were asked to indicate the
practices that had been used by their cooperating teachers,
they perceived the" as using those practices on the Index even
less frequently and with less value..

Interpretations of these findings lie in the actual con-
ditions of student teaching in the real world of the school..
Cooperating teachers found themselves with insufficient title
for the kind of supervisory activities they wished to engage
in. The pressure of teaching and other responsibilities e-
roded their good intentions.

Similarly, the pressures on student teachers and their
anxiety about the many variables in the student teaching.
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situation caused them to attend less to subtle differences in
supervisory behaviors.

The question is raised in, these findings about the carry
over and continuation value of a training design, however good
it may be, if the conditions for its application are not care-
fully structured, monitored and maintained. The question is
also raised about the possible value of concurrent supportive
in-service activities as a necessary part of the training
design.

C_ontinuine stELa.. In most respects, the pattern of the
findings from the continuing study was similar to that found
in the pilot study. The following points eophasize the major
differences.

1. Aille the general trend of congruence was from low con-
gruence to high congruence, and while these congruence neasures
were significantly different within groups in most analyses,
there were many instances in which the congruence vacillated
considerably. This could have been caused by the varying den-
sity of spacified treatments in the course of the student-
teaching experience. If a videotape had just been recorded or
an inter7.ction-analysis matrix compiled just before the research
observazion, that observation would record prediction and actual
behavior more strongly influenced by the treatment.

2. 3tudent teachers who scored above the median on the
NiSAI C.oal) and who taught in the Fall semester produced sig-
nificantly different between-group concruences. The group re-
ceiving the interaction analysis feedback produced the highest
conrgence. The second highest congruence was produced by the
combined interaction-analysis-and-videotape-feedback group.
The videotape- only- feedback group produced congruences similar
to ,.;'ne no-specified-feedback group. Seemingly the interaction
analysis provided student teachers who perceived themselves as

r,-,nked high by students with analytic skills producing
hiler congruence. Videotape feedback did not seem to influ-
enc,: this skill measurably.

3. The Supervisory Activities Checklist demonstrated that
th.. prescribed treatment conditions had indeed existed. This
im;zrurLant did not gather data on the extent to which any super-
visory technique was used. The physical assignment of the video-
tape apparatus makes it possible to ascertain that no student
teacher could have utilized this feedback system for more than
5 poi' cent of the student teaching experience. No similar in-
formation can be obtained for the interaction analysis usage.

4. The semantic-differential data indicated considerable
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shift in attitude among the student and cooperating teachers.
While there were more shifts in the negative direction than
shifts' in the positive direction, those shifts riere distributed
throughout all treatments with one exception. While not sig-
nificantly different, videotape feedback student teachers had
markedly more positive shifts than did the other treatment
groups. This would suggest that the videotape feedback may
have more affective influence.

5. Generally, student teachers who were assigned in the
Fall semester showed more measured behavioral change than those
assigned in the Spring. While no evidence was collected to
enable analysis of this phenomenon, it might be speculated
that time intervening between the Workshop and the assignment
of a student teacher may have diluted the effect of this
activity. Of course, the season itself or the availability of
student teachers for assignment in a particular semester Hay
have been influential.

In summary, while overall data analysis did not support
the hypotheses, some portions of the student-teacher popula-
tion studied produced differential behavioral changes. In the
pilot study, certain student teachers defined by TSRT scores
and by full semester assignment showed influence of the
supervisory techniques. In the continuing study, student-
teachers who scored above the uedian demonstrated differential
effects of the feedback although these effects did not occur
in the predicted order.

Implications and Recommendations

Implications. Since the findings of the Pilot Study and
the Continuing Study are relatively consistent, their credi-
bility is increased. The fact that the over-all relationship
between supervisor training and student teacher performance
on the instruments of the study was not demonstrated, and
that more subtle relationships were demonstrated, once again
illustrates the complex nature of the variables in student
teaching.

The methodology and instrumentation of the studies per-
haps carry more important implications than the findings them-
selves. It has been demonstrated that the instruments as used
can provide a handle for describing and analyzing some of the
aspects of student teaching and supervis5on and their relation-
ships.

The major measure of the study grew out of the notion of
"congruence." For decades, defensible and measurable criteria
of teacher effectiveness or teaching effectiveness have eluded
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educational researchers. Many reasons for this are apparent
and will not be elaborated here. It is generally agreed that
the most desirable, but also most elusive, criteria are those
related to the end productlearning by children. In any
naturalistic setting, such as student teaching, such measures
are virtually inpossible espectially over a relatively short
period of time.

For these studies, it was decided to use a process vari-
able, rather than a product variable. Viewing instruction as
an influence process, and viewing the teacher as influencing
the behavior of students by the control he exerts over his
own behavior, the investigators reasoned that a useful criteri-
on would be the degree to which the teacher used the instruc-
tional behavior he intended to use. Thus they sought a way
to measure the congruence of intent and action in classroom
instructional settings.

Among the possible ways to measure congruence it was de-
cided to use systematic observations of student teachers in
action combined with prior interviews to determine the student
teacher's intende'd instructional behavior. Put another way,
the student teacher was asked to predict his behavior and then
observed to determine his actual behavior.

The studies have demonstrated that such a criterion and
its measure are viable. Observers can be trained in a complex
observational system to categorize and record instructional
behavior with a high degree of reliability. Congruence as
defined has proved useful for the purposes of these studies.

The data on congruence collected in this study provide
a rich deposit which could be mined in nany ways. For statist-
ical convenience a simple measure of percent of actual tallies
falling in predicted cells was used in these studies. For
additional analysis or to seek more complex relationships,
other methods could be used. For example:

The predictions in both the Pilot and the Continuing
Studies were actually taken in a manner which permitted
the observers to report the relative weight distribu-
tion of predicted behaviors as well as simply to deline-
ate types of predicted behaviors. Thus, data are avail-
able in which prediction matrix zones are designated
as "heavy" and "light" in the Pilot Study, and pre-
diction matrix cells designated as "heavy," "medium,"
and "light" in the Continuing Study, according to
how much of each lesson was predicted to have been
characterized by behaviors so labeled. It would be
interesting to know what sorts of convergence statis-

-111-



tics would show up were these weighted approximat-
ions to be utilized. In addition, Pilot Study data
are available in which specifically predicted zones
are tallied together, which, if analyzed, would give
a portrait of the kinds of interaction predicted by
different groups. If compared with a refined analy-
sis of the actual teaching data, a still more sophis-
ticated set of convergence statistics would be possi-
ble.

Instructional analysis data and'congruence data could be
analyzed in a number of non-statistical ways. Do certain
specific strategies lend themselves to greater congruence
than others? In some cases is lack of congruence desirable?
In selected individual cases, what are the relationships
between these data and other measures of the study?

The other instruments of the study have demonstrated po-
tential usefulness. Continued accumulation of studies using
the TSRT is justified by the findings.

The SemantiC Differential on concepts in teaching has
proved useful. The disparity of results in the Pilot Study
and the Continuing Study require further explanation. The
investigators have a hunch that the very length of the in-
strument used in the Pilot Study mitigated against positive
attitudes. Its novelty value in the initial administration
may have overcome this aspect, while the final administra-
tion at the end of a rough semester could enhance the nega-
tive. At any rate, there is internal evidence that the
shorter form used in the Continuing Study has continuing value
in research in teaching.

The MSAI proved questionable for use with children in
the conditions of these studies. However, its use as a self
report of perceptions in the Real-Ideal dimensions proved
valuable.

Speculation about the implications of the, findings raises
more questions than it answers.

It is clear that there was an increase of congruence be-
tween stated intent and instructional performance over the
period of student teaching. The reason for this is not clear.
Was it a function of adaptation to the student teaching ex-
perience itself? Did the intervention of the interviewer-ob-
servers provide an attention and practice effect that caused
student teachers to change in ways that would not otherwise
have occurred? There is some slight evidence that for defina-
ble sub-groups of student teachers, particular supervisory
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activities were related to positive changes.

This increase in congruence, though significant, was
not dramatic. The overall mean of congruence was approxi-
matel fifty percent. Thus, typically, as much unpredicted
as predicted behavior occurred.

The general tendency to decrease in TSRT scores and to
vary in both directions on the Semantic Differential requires
further analysis, especially in regard to relationships
among these shifts in individual cases.

The fact that cooperating teachers used specified
supervisory techniques less frequently and with less utility
than they had intended to raises a number of questions.
Although there is no hard evidence on this, it appears that
the everyday demands of the classroom and the school make it
extremely difficult to find time to give full attention to
admittedly desirable supervisory activities.

Perhaps the major implication of the findings is that
the enormously complex series of situations and activities
that are called student teaching can be subjected to analysis,
but they must be analyzed in a variety of ways that recog-
nize their complexity. The ideosyncracies of a particular
individual or a particular situation may prove to be more
influential than the evidence provided by grouped data.

Recommendations. On the whole, the study generated data
which were more suggestive than conclusive. The whole con-
ception of the study, particularly the unique Hanner in
which interaction analysis was being used, provided continuous
stimulation for thought and conjecture concerning potential
future research in student teaching.

Many of the ideas evoked by the study fall within
three basic categories. First, during the analysis of the
data there was much interest in but little time for ex post
facto reorganization of the data. Questions were asked con-
cerning possible usefulness of different sorts of comparisons.
Obviously there are almost limitless possibilities, for this.

Some examples follows

a) A comparison of the data of student teachers
working in urban and non-urban schools.

b) A comparison of the data of student teachers
who taught at different grade-levels.
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0) A comparison of the data of student-teachers
whose cooperating teachers have had elifferent
amounts of teaching experience.

d) A comparison of the data of student teachers
whose cooperating teachers had significantly
different scores of various measures of atti-
tude toward teaching.

e) A comparison of the data of student teachers
who themselves come from urban and non-urban
areas.

f) A comparison of the data of student teachers
who worked in larger and smaller schools.

Second, the new ways in which interaction analysis as
being used (and indeed the new systems themselves) suggested
still more possibilities rot:Use of that mode of analysis.
Some possibilities which relate closely to the present study
follow:

a) Training of the student teachers themselves in
the particular interaction analysis system with
which their treaching will be measured. This
would enable them to produce their own prediction
matrices which would eliminate the variability
which occurs among observer prediction interviews.

b) Short of training student-teachers in the appro-
priate observation system, it might be possible
to create a uniform prediction questionnaire for
student teachers to fill out which could then
be transcribed onto prediction matrices by ob-
servers or other trained personnel.

Third, for purposes of training rather than research,
discussion and use of interaction analysis data in relation
to other measures of teacher performance and attitude raises
a whole series of questions about teaching which might not
arise in a context from which such concrete vehicles for dis-
cussion are absent. DiscuLsion of the issue of how much
convergence student teachers made between their prediction
and results leads to the question of just what perfect con-
vergence would indicate about a single teacher, and what
varying percentages of convergence between student teachers
would tell about their respective performances. To ask such
questions, is to begin to explore the nature of effective
teaching from a somewhat different perspective from the ones
commonly taken. To have data on specific kinds of high or.
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low convergence available for comparison with other measures
of teacher and student performance may eventually provide
new forms of infornation about the problems of teaching,
forms which may be uniquely functional.

fapecific recommendations follow:,

1. Data collected in these studies should be subjected
to continued analysis in terns of individual cases and dy-
namic interrelationships among individuals and _situations.

2. The instruments and techniques of this study should
be used in continuing research on teaching and student
teaching.

3. The TSRT and Semantic Differential should be used
in both research and training to find and clarify relation-
ships among the analytical and the affective dimensions of
teaching.

4. The notion of congruence of intent and action
should prove useful if incorporated with feedback devices
in teacher education programs.

5. In programs to train cooperating teachers, con-
tinued support and in-service follow-up should be provided.

6. Ways must be found to improve the conditions in
which student teaching takes place so that cooperating
teachers have the time and setting to engage in appropriate
supervisory activities.



SUMMARY

1. In the Introduction to this report the purpose of
the study and its relationship to related literature on
student teaching were described.

Both Pilot Study and Continuing Study were attempts to
ascertain whether training teachers to use specified feed-
back practices in supervising student teachers would result
in measurable change in the instructional behavior of their
student teachers as compared to student teachers working
with cooperating' teachers not so trained.

In the Continuing Study, this purpose was further re-
fined to assess the differential value of specific practices.

The objectives of the training phase (the Workshops)
and the hypotheses of the research phase were explicated.

2. The section on Methods described the training de-
sign and the activities of the Workshops which involved
thirty-three prospective cooperating teachers in the summer
of 1967, and thirty-five prospective cooperating teachers in

1968. The 1967 group was entirely from the Syracuse City
School District; the 1968 group included five teachers from
three contiguous districts.

Research activities were designed to assess the per-
formance of student teachers in the Elementary Teacher Pre-
paration Program at Syracuse University who worked with these
cooperating teachers and comparable teachers who had not
participated in the Workshops.

Observers were trained in relatively complex systems
for recording observational data on instructional behavior
of teachers and students. They observed each student teacher
involved in the study six times. These observations took
place in the Fall semester, 1967, and in both Fall and Spring
semesters 1968-69.

Instruments administered to Workshop participants and
student teachers included the Teaching Situation Reaction
Test; a Semantic Differential on concepts of aspects of
teaching; the Minnesota Stude.nt Attitude Inventory, (a) as
student teachers perceived their ranking by students (Real)
and (b) as they would like their students to rank them (Ideal).
In addition, in the Pilot Study, a Workshop Activities Assess-
ment Index was filled out at the conclusion of the Workshop
and by the Workshop Cooperating teachers and their student
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teachers at the conclusion of student teaching. In the Con-
tinuing Study, the Index was used at the conclusion of the
Workshop and converted into a Supervisory Activities Check-
list which was completed by all participants at the conclu-
sion of student teaching.

A computer program was developed to analyze the data
gathered from the observations and instrument administration.
The primary technique used to detenaine significance of find-

. ings was analysis of variance.

3. Statistical findings were presented textually and
in fifty-three tables.

In all groups there was a statistically significant in-
crease in congruence over the student teaching semester.

Differential effects of feedback among the groups of
the Continuing Study were statistically demonstrated only
with student teachers who were assigned in the Fall semester
1968 and who scored above the median on MSAI (Real). Those
in the above classification who received interaction analy-
sis feedback produced the highest convergence.

Full sellester student teachers in the Pilot Study pro-
duced more consistent behavioral change than those given two
half-semester assignments.

For all groups in both studies, there were marked dif-
ferences between MSAI (Real) and MSAI (Ideal) with the Ideal
being consistently higher. There were no apparent differen-
ces among the groups.

There were predominantly negative shifts in attitudes
measured by the Semantic Differential in the Pilot Study.
In the Continuing Study, there were about as many positive
shifts as negative. Student teachers receiving vider,tape
feedback produced more positive shifts than the other groups.

4. In discussing the findings, the statistical results
were interpreted and speculation about their implications was
presented. Recommendations were made about training designs
and further research in this area.

While the analyses did not demonstrate differential ef-'
feats of the supervisory feedback in all groups studied, evi-
dence pointed to the existence of such effects in certain
groups. The intensification of treatment and the development
of processes for student teachers to form their own prediction
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matrices might have produced a more marked effect as well as
more precise measurement of that effect.

Only a few of the variables in the complex student teach-
ing process were investigated, but those have given new in-
sights into the nature of the proceset



RESPONSE SHEET

WORKSHOP ASSESSMENT INDEX

Follow instructions on the Workshop Assess- NAME:
t :ent Inc:4'ex 'Pam. Use space between items SCHOOL:
for additional comments if desired. GRADE:
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SUPERVISORY wrivrriss GRECK LIST

Tt4:,,re are many ways of working with student teachers. Every super-
viaor Uses a variety of techniques and activities.' We are attempt-
ins to gat information about the variety that different cooperating
wachars use, and their perception of the value of different tech-
niques.

In the curranit vtudy some teachers were asked to emphablze certain
techniquas others were given no special instructions. Will you in-
dicate how you actually worked with your student teacher this past
samaster by checking the following list.

1. Check VE3 or NO to indicate your utilization of the particular
actdvity0

2. Place a double check for the FIVE activities you used most fre-
quently,

3. Indicate the VALUE of each utilized activity by marking 1, 2, 3,
4 or 5 in theWirie column to indicatesbf little value ml, "of
very great value" all50

1. Planning speolfic lessons with
the student teacher prior to
her teaching*

2. Requiring the student teacher
to present a plan, but not planning
with her.

3. Presenting a critique of the
lesson ao soon as possible after
the teaching episode.

40 Praising aspects of the teaching,
but avoiding criticism.

5. Evaluating the teaching as you
see it, without concern for
praise cr criticism,

YES NO VALUE

4011111111111111=10

mallftwomoso also.......

1111114011111111100 111111111111111111111111M

OMMIONNINIMMID 40140INIIIEN

60 Bringing in a third party
.

.

(spocialiBto principal, other
teiacner) to evaluate the teach-
ing,

7. Ask the student teacher to
critique her town teaching with
it'iae help from you.

8. Giving the student teacher free-
dom to try what she wants (laiesez-
faire;
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9, Enceux,aging the student teacher
to try now ideas and practices
anal to develop her own teaching
k,tyleo

106 Carefully directing the student
vcacher and controlling her ft-
tivil:las as mush as possible*

110 Mine a videotare recorder to re-
cord samples of the student teacher's
teaching behavicir, and then sittin
down with the student teacher n a .

supirvisorg765Perenoe're7VNW and
discuss the 1esson6

126 Mira a videotape recorder to record
samcles of the student teacher's
teaming behavior, and then allowing
the student teacher to view the
sample of the lesson without zesta
pre2enceo

YES NO VALUE

11111111111111111111111111111

111111110/11101/11.

110111111111111101111110

130 Taking interactiOa analysis on a sample
of the student teacher's lesson, plot-
ting tine data into a matrix (or having
the student teacher plot: the data into
a matrix) and than slum down with
tho student teacher in a supervisory
e 1 f`Ur `c to analyze the data and dis-
cuss tha lesson.

14. Taking interaction analysis on a
sample of the student teacher's lesson,
plotting the data into a matrix (or
having the student teacher plot the
data into the matrix) and then en-
courage the student teacher to am7,yze
the data without Est metrat.

15. Taking interaction analysis data on
the student teacher, and discussing
it, without plotting a matrix,

i6. Baying the student teacher use the
matrix as a means of stating instruct-
ional irtent prior to a lessm, taking
intistio,n analysis nn the loosen,
plotting the data Into a matrix (or
hav:ng the.student teacher plct the data
in t) a matrix) and then sittin% down

thl student irmavIlitrrii7i supervis-
7717)neiTo7;iiilyza and discuss

congruAlme or 3ack of cowsruence
bctwean Intended dri aotuaI flaching

behavior.

OININ11111101111111111111
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The Minnesota Student Attitude Inventory January 1969

We should like to get as much data as possible for our student teach-
ing research project, including the reaction of children to the stud-
ent teacher. Hence, we would like you to administer the Minnesota
Student Attitude InventorY.

However, wa recognize that there are two problems: (1) Some schools
do net wish to expose children to this type of instrument, and (2)
tie instrument may be too difficult for children in Kindergarten and
lower &Jades, Therefore, we must leave the use of this to your dis-
cretion. If you decide to administer it, please follow the directions
below in order to standardize administration as much as possible.

1. Give children the directions and answer sheet.

2. Read to them or with them the material on the form.

3. Answer any necessary questions.

4. You may either read the inventory items to the students or give
the inventory to them to do. This will depend upon your assess-
ment of their ability to handle it with a minimum of help.

5. If you are reading the items to the students, read the item as
it is. If further explanation is necessary, you may then re-
word, parlphrase, or explain. Similarly you may elaborate if
individuals need help on item interpretation when they are
reading the item.

6. For some classes, it may be batter to do no more than twenty
items at one time, and then return for a second and third ad-
ministratilt. The answer sheet is set up in three columns to
facilitate chis.

7. Please make it clear to the children that they are to react to
the student teacher and the classroom situations that existed
while 7FrgtiriletThcher was in charge. This is probably
best done by referring tee the student teacher by. name.
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MINNESOTA STUDENT ATTITUDE INVENTORY
January 1969

This is not a test because there are n6 wrong answers. The answer

to oath question is A NATTER OF OPINION, and your true opinion, what-.

ever it is, IS THE RIGHT ANSWER. You will be asked a lot of questions

about how much you like this class, the teacher who has been working

with you, and the work you are doing here. All the questions refer

to THIS ONE MASS AND THIS PARTICULAR TEACHER. By giving frank, true

answers to show exactly how you feel, you can help us understand the

opinions of students.

Your teacher will give you a paper with the questions on it or will

read them to you. You will respond by marking an X in a box on your

cnswer sheet.

HERE IS AN' EXAMPLE

The statement you are marking might be: I think my homework is very
hard. If you agree with this statement or think it is a oorroct

statement, mark an X in the first box, like this

A

If you disagree with the statement, or think it is wrong, mark an X

in the second box, like this

D .

DIRECTIONS:

1. Please doNOT write your name on the answer sheet.

2. Do not skip any questionsanswer each one carefully.

3. Mks sure that the number on the answer sheet matches
the question number then you mark your answer.
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MINNESOTA STUDENT ATTITUDE INVENTOR!

(DO NOT WRITE ON THIS COPY)

1. This teacher asks our opinion in planning work to be :lone.

2. This teacher keeps order fairly.

3. I get along well with this teacher.

4. I find it easy to talk to this teacher.

5. This teacher never asks trick questions to show how dumb we are.

6. Most of us get pretty bored in this class.

7. This teacher never slaps us or handles us roughly.

8. No one dares talk back to this teacher.

9. This teacher is one of the best I have ever had.

10. I just don't trust this teacher.

11. It is easy to fool this teacher.

12. This teacher makes sure WE understand our work.

13. This teacher often sends boys and girlsiout of the room as punishment.

14. This teacher really understands boys and girls my age.

15. Our teacher is very good at explaining things clearly.

16. Frankly, we don't pay attention to this teacher.

17. This teacher has lost the respect of the class.

18. Sometimes things "get out of control" in this class.
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19. This teacher certainly knows what he (she) is doing.

20. This teacher often "bawls you out" in froftof the class.

21. This teacher makes it fun to study things.

22. This teacher has some special favorites or "teacher's pets."

23. Our teacher never gives us extra assignments as punishment.

24. This teacher wants to check our work to make sure we are on the right
track.

25. I really like this class.

26. Sometimes I think this teacher doesn't hear what we say.

27. This teacher helps us get the most out of each hour.

28. This teacher is cool and calm.

29. In this class we fool around a lot in spite of the teacher.

30. When I'm in trouble I can count on this teacher to help.

31. This teacher becomes confused easily.

32. This teacher will punish the whole class when he (she) can't find out
who did something bad.

33 This teacher thinks clearly.

34. Some of the students are smarter than this teacher.

35. This teacher lets us discuss things in class.

36. It is fun to see how much we can whisper before we get caught.

37. This teacher makes everything seem interesting and important.
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38. I wish I could get even with this teacher.

1

39 This teacher knows a lot.

40. This teacher is quick to see a new idea.

41. This teacher is too bossy.

42. This teacher never gets angry and shouts at us.

43. We often complain just to get out of work.

44. If I could get away with it, I'd sure like to tell this teacher off:

45. This class is noisy` and fools around a lot.

46. This is the best teacher I have ever had.

47. You can't walk around in this class without permission.

48. It seems that somebody is always getting punished in this class.

49. I with I could have this teacher next year.

50. This teacher has lots of fun with us.

51. Sometimes just thinking about this class makes me sick.

52. This teacher makes very careful plans for each Oils work.

53. This teacher helps students when they have problems with their work.

54, Frankly, we just don't obey the teacher in this class.

55. This teacher always takes time .to find colt your side of a difficulty.

56. This teacher never pushes us or shakes us in anger.
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57. This teacher punishes me for things I don't do.

58. This teacher likes to hear students' ideas.

59. We behave well in this Glass even When the teacher is out of the room.

B-55



1.

2.

.4.

5.

6.

7.

8.

MINNESOTA STUDENT ATTITUDE INVENTORY

ANSWER SHEET
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28.
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uk.ztnative

Obeervational Ant_en for Instructional ...11122L.8At

Teachel-. Eehavions Stueent Behaviors...11.111401

1, lubstantive clarification

T2 Re.spoaCs to substantive solicitation

In substantive information

T4 Solioits substantive response
I %TIM

rE5 Corrective feedback

Ccafirmation

pyvaizal 1 Ty Acceptance

tr" Positive personal judgment

.7 '1
41. 4' wix

ilence

> 1%-z;ative persc:nal judgoent
144:01.

.._,

T10 :::ancserial clarification

T11 Eesponds to maneserlal solicitatlon

T12 Initiates mancgerlal informatical

Solicits mlnagerial response

P.S.3100

iT14 Silent covert activi:y

! T15 Silent ovelit activity
10*.f.e.

Tceollar Cr Studeni; Behavtor
aloe 00 MNPNI.alP 0PM 10 enelln4:.

X 16 Lantructionally non-functional behavior

7 17 Interaction separation desicnation

Sl

SP

33
s4

L15

S6

S

S7

8

S9

810

$11

812

S13

S14

815

Crateo4ez 1-4, and 10 -3.3 may be further catecorized 4a-0,.
a. closed or b. open.
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R

0
A

OBSERVATION SYSTEM FOR INSTRUCTIONAL ANALYSIS
Sept. 1967
Revision

1. Clarifies and accepts student feelings and/Or
gives nonrevaluative encouragement.

2. Clarifies and accepts student ideas and questions. 41

3. Answers student substantive questions.

4. Teacher directed silence (used during information giving by
means of chalk board, overhead, etc:).

5. Gives substantive information or opinion.

6. Gives substantive procedural information or answers substantive
procedural questions.

7. Asks open questions (divergent, evaluative).

8. Asks closed questions (cognitive memory, convergent)

9. Gives managerial procedural information or answers managerial
procedural questions.

10. Criticizes or rejects student ideas, behavior or feelings.

11. Gives corrective feedback for incorrect ideas or behavior.

12. Gives confirmation of correctness of ideas or behavior.

13. Praises student ideas, behavior or feelings and/Or gives
evaluative encouragement.

1111111111111111151011111111MNIMMINCENIMIll

14. Gives closed substantive verbal response (cognitive memory,

ccinvergant),

15. gives open substantive verbal response (divergent, evaluative).

26. Gives expression of feeling.

17. Asks substantive or substantive procedural questions.

18. Asks managerial procedural questions.

19. Silent overt activity.

20. Silent covert activity.

-41ftraillalmntio

Zt, Student to student interactic.n designation.

H 22, Student followed student interaction designation.

R 123, Instructionally non-fumtivnal behavior.
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WORKSHEET 2.1 (1968)

lease place appropriate Flanders' category in spaces provided in examples
hich follow:

Teacher: "Today we're going to discuss the .stories we read yeiterday,"

Teacher: "Please open your books to page 159."

Teacher: "Your paper is very neatly done, Jimmy."

Student: "The answer to problem 6 is 392."

Student: "I think we should go over our homework first, Miss Jones."

Teacher: "It looks like you enjoyed your field trip."

Student: Veil who did discover the Pacific Ocean, Mies Jones?"

Teacher: (Responding to g.), "Balboa Discovered the Pacific Ocean, John."

1=111011411

allNIMMUmmowlm=11

10=111141

111

10.411101111101111110/BM1

Teacher: Vhat do you think about the forthcoming elections?"

Student: (Responding to I.) "It looks like Nixon and Humphrey will
be the candidates."

Teacher: (Responding to j.) "You think Nixon and Humphrey will be the
candidates.'

Teacher: "John, how could you gire me such a poor answer?"

Teacher: "That is Called the commutative law."

Teacher: "If we know 3 + 5 =4 3 what do we know about 5 3?"

Student:

Teacher:

Student:

Teacher:

"According to what you said yesterday the answer is
Captain John Smith."

'You should all pay attention to the directions at the top of
the worksheet."

"Where should the decimal point go in this kind of problem?"

"tRkil has given us a very good answer. "%

Teacher: (Continuing r) "die has said Jamestown was founded before
Plymouth."

Teacher: (Continuing s) "what else does our book tell us about
Jampstownr
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WORHSHEET 2014

Please place appropriate Flander's category in space
examples which follow:

c.

e.

f
g
h.
J.

Teacher: "Please turn to the map on page

Student: 'to we add or subtract in thi

Teacher: "What did you set as the an
problem, John?"

Teacher: "Bill's answer is very g

Teacher:

Teacher:

(continuing d) lie has
pressure caused the ba

(continuing e) "Does
\

(1968)

s provided in

148,"

s kind of problem?"

swer for the fourth

od because it's so well thought

said the water pressure and air
r to float,"

Out,

this agree with what the book has to say

Student:(respondingto f) *Yes, it does agree with the book*"

Teacher: "You seem to be

Teacher: "Your answers

30 Student: "Is my answe

ko Teacher: (responding

1. Teacher: " "You did

mo Teacher: 'What

no Student:(resp
boo

oo Teacher: (1'

po Teacher:

go Teache

re

0.
to

Stucle

Tea

r:

nt:

cher:

Teacher:

a bit puzzled by that question, John."

to number 6 were really poor; elczo."

r to problem 2 correct, Miss Erotin?"

to j) *Yes, your problem is correct, John."

very

kind of

onding to
ko"

well on your exam, Bill."

problem do we call this, Sue?"

m) "That's called a reading problem in our

sponding to n) "A reading problem."

continuing o) " "Very good*"

" "What's your favorite color, Bill?"

"1 like blue the best,"

' "Albany is the capital of New York State."

"Tom, will you please close the window a bit?"
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Cell Designations:
10 -9
2, 5-5
3. 9-3
4. 4-8
5. 8-2

6. 7-
70' 3-4
8. 8-9
9. 2-3

100 9-1

WORKSHEET 2.5 (1968)

11. 4-4
12. 6-6
13. 8-7
14. 1-1
15. 5-9

16. 3-3
17. 6-10
18. 2-9
19. 5-4
20. 9-9

E-ase place number of appropriate cell in spaces provided in examples
,which follow:

do

Student responds and his response is criticized by the teacher.

Teacher

Teacher

Teacher

Teacher
answer.,

Teacher

Teacher
answer,

Teacher asks several questions.

Student elaborates on his divergent response.

Teacher lectures for extended period.

criticizes student behavior and gives student a command.

gives information and asks a question based on that information.

praises students idea and interprets idea.

asks broad question to which student responds with divergent

accepts student feeling for extended period.

asks narrow question to which student responds with correct

Student responds with cognitive memory answer and continues by
giving personal opinion.

Teacher tells students to go to blackboard and they do.

Teacher gives lengthy directions regarding seat work assignMent.

Student says he is very bored and teacher repeats what student has
said.

Teacher accepts and builds on a student's idea,*

Teacher calls on student who has ipdicated by raising his hand--
that he wants to speak and student asks a question.

Student answers with the correct answer and the teacher praises him.

Student interrupts while teacher is lecturing.

Student gives his opinion which teacher clarifies for class.

Teacher, having accepted student's idea, asks probing question
based on the idea.
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Cell Designations:

1. 4-9
2* 5-5

50 8-2

60 7-6
7. 3-4
8, 8-9
9. 2-3

10. 9-1

WORKSHEET 2,5a

110 4-4
12. 6-6
13. 8-7
140 1-1
15u 5-9

16. 3-3
17. 6-10
18. 2-9
19. 5-4
20. 9-9

Pl-ase place number of appropriate cell in spaces provided in examples
which follow:

ae Teacher lectures for extended period.

b. Teacher asks lengthy question.

V Teacher accepts student feeling for extended period.

d. Teacher criticizes student behavior and gives student a command.

3.0 Teacher, having accepted student's idea, asks probing question
-based on the idea.

011110110114MII11111111111111

Student answers With the incorrect answer and the teacher criticizes
him.

7 Teacher accepts and clarifies a student Qs ilea.

10 Teacher gives lengthy .diroctions regarding homework assignment.

Le .Student responds correctly and his response is praised by the teacher.

j, Teacher asks evaluative question to which student reJponds with
evaluative answer.

P Teacher asks cognitive memory question to which student responds
with correct answer.

Student gives his opinion which teacher clarifies for class.

le Teacher calls on student who has indicated by raising his hand- -
that he wants to speak and student asks a question.

1. Teacher tells students to go to open their books. and they do.

)0 Student responds with convergent answer and continues by
giving personal opinion.

4 Teacher gives information and, asks a question based on that information

Teacher praises student's idea and repeats ity

0
MIII..01.1.110111111

Student elaborates on his on idea.

Student says he is very happy and teacher accepts what student has
said,

Student interrupts while teacher is giving information.
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WORKS HEET FOR OBJECTIVE 6,1

By using the npproprinte label ((lobo°, etc.) match the following terms

with the definitions and descriptions below. Place the proper label

in the space before the definition or example.

Labels
a. Reinforcement
b. Positive reinforcement
co Negative reinforcement
d. Aversive stimulation
e. Behavior shaping

Terminal behavior
g. Intermediate terminal

behavior
h. Acceptance
i. Clarification

Definitions:

11011041110.10110

IMMIN10011.1.1

.11

Immawsmerms

0111010110101/11111011.

MmOINIO.N.

lok yorilloaralbairas

WINO111111100111

J.
k.
1.
m.
n,
o.

p,
(4
r.

Insight
Figure-ground relptionship
Social-emotional climate
Indirect behavior
Direct behavior
Intrinsic motivation
Extrinsic motivation
Empathy
Congruence or congruent

10 The conditions which connote the quality of interaction in

classroom.

2. Those verbal, behaviors of a teacher which tend to restrict

the freedom of students.

3. Those stimuli from a teacher or situation which are designed

to curtail or block a specific behavior of a student.

4, The behavfor which is desired or observed as evidence that an

objective has been reached.

Those verbal behaviors of a teacher which tend to expand the

freedom of students.

The condition, or moment in time, in which comprehension, or

a flash of understanding, is achieved.

7. The condition in which two or more persons FEEL essentially

the same about something.

8. Classroom verbal behavior which causes the student to recog-

nize that the teacher thinks his statement is useful or

worthwhile.

9. GiVArg a reward of some kind immediately following an emitted

behavior,

10. Rewarding a partial behavior that moves toward the desired

behavior,

_44 Punishing or criticizing an undesired behavior.

12. Receiving; positive feedback that one's behavior hms achieved

on goalz go satisfied oile's motivations.

13. The condition of recognized similarity between one zet of

data and another.
A-18
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Tbe perceptual condition which causes an item or object to
appear differently according to the context.

That bohavior which gives evidence that the student is moving
toward the desired final behavior.

Pressure on the learner of recognition, reward, or punishment
for symbols of achievement rather than for the value of the
achievement itself.

17. Granting to the learner a reward that he values for the
specific behavior he has perform01.

18. The condition in which the individual is encouraged, forced,
or pressured to explicate his statement or position.

The teacher says, "Now, if you do a good job on this assign-
me'nt, your grade will go up."

A student says, "Could you repeat that definition and give us
an example?"\

A teacher asks a question. A student responds, and the teacher
says, "that's almost right, can you take your response a
little farther to come closer to a final answer?"

A class has been working through a discovery lesson, and, at;
a particular moment, a majority of the class seems to respond
by saying "sh-ha-I think I see it!"

A teacher lectures or gives information to a class.

A student is particularly interested 'in a special subject
and the teacher seeks ways to satisfy this interest.

7. A student tells a teacher that he has enjoyed a particoular
story, and the teacher responds sincerely by saying, 41
enjoyed it, too."

8. A teacher intends to do particular things during a .esson..
An observer's interaction analysis indicates that he (she)
has done so. The result could be called

In a specific classroom, the teacher tends to accept student
feelings; praise student contributions, accept student ideas,
and ask questions. This would be referred to as
behnvipr.

10. A student answers a teacher's question. The teacher says,
-677 "Good, that's right," This could be classified as indirect

influence. It; could also be classified AO or.More.... 10MINNOMMIOe...ww1110PV:1
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11. A student answers a teacher's question. The teacher says,
"Wrong. that's a terrible answer." This could be classified
as direct influence (7). It could also be classified as

oras. I
12. A student responds to a teacher's question, and the teacher

(non-judgmentally) repeats the student's answer. This would
be classified as mamma im

13. A teacher has a particular behavioral objective for a student,
or group of students. When he 'checks their behavior in some
fashion, he finds that they can all perform satisfactorily
according to the criterion measure. We would says that they
Piave achieved the desired 1111A

14. A classroom observer makes an analysis and talks with the
teacher about the relative use of direct and indirect influence.
He would be dealing with the

in the classroom.

15, Halfway through a unit, a teacher checks the understanding
(as demonstiPated through verbal behavior) of students. He
uses this evidence to. diagnose student learning and re-plan
his instructional strategies. We could say that he has
checked the MMft 11= .MMi ....N.. 1.8ww..
of his students.

1 The class is working with a felt board and the teacher asks
student to place the circle on the square to see if one is
larger than the other.
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WORK SIAM F01 OBjECTIVE 77 P

Match the questions o: clarifying statements in (column B with the level of
nought processes, listed in column A, '::.hat the ques'Uon or clarifying.
statement would be designed to solicit rrom student t, Place your responses
in the space provided in column A,

2°

coarm pourm B

Enumerating or listing

Grouping

Labeling or categorizing

Identifying

5. Explaining

;. Makin inferences

'. Predicting consequences

o ExpLolning pr4Nlictibas

Verifying predictions

w11100110.140
.

r0011060r.... ....11=101000

400101010.00010

0.0///a/ 1111111011.1011/11.1011

emo00010NMIP sonoralarrio

4110110. 000001011Ory

A-21

a, From ',nine vocations we have
listed on the board, can you
tselect the ones that would be
govcrnmemb jobs?

b. VW/ did Columbus sail for Spain
rater than Italy?

e, Gan you select a bird from the
nart that would feed on small
Animals?

d. Why do you think the balloon
would expand if you heated the
air thpz is in it?

e. Given 41e data that we have here
about !;he raw materials and other
nsturall resources available in

what do you think would
be ont of the major industries of
Bolivia?

f. How would you go about finding
outt if a decrease in water
tenperature from 800 to 600
would result in A decrease in
food consumption for the go10-
fish?

g. Who VIPs President Eisenhower's
lice-Pvesident?

h. (an you airange the groups of
rietures of animals so that when
":41e groups are rearranged they
.present of continuum of
evolutionary development from
the lowest order of development
to the highest?

1, That would hnppen in the United
Arab Republic if President Nassn
were to order general free
elections for the presidency and
ruled himself out as a candidate?



.1* Why do you think that we would
have R less serious racial problem
in the United States today if
President Lincoln bad not been
assassinated and had served two
full terms r president?

k, With the facts tint you now have
abr;ut place values in the decimal
system, the base six number system
and the binary number system, which
system do you think would be the
best to use if ease of computation
was the criterion for selection?

1, How would you determine if an
increase in student participation
in setting the rules for classroom
behavior would lead to fewer
rules being broken.

VI Who is the mayor of Syracuse?

n. Can you make three columns of
numbers, one that has the highest
In the hundreths place, one that
has the highest value in the tenthqs:
place and one that .has the highest
value in the one place.

o, Why do you think that Florida would
go into an economic slump if a chanEc:
in climate resulted in an

avertemperature change that was twenty
degrees lower than the present
average temperature?

p, Can you put nil of the rectangles
in one box and all of the triangles
in the other box?

Yow was the invention of the print
ing press related to increased
availability of knowledge?

r, Can you select the square from the
different shaped blocks on the
table?



WORKSHEET FOR OBJECTIVE 7.4

Match the questions or clarifying statements in column B with the level
of thought processes listed in column A, that the questions or clari-
fying statements would be designed to solicit from students. Place
your responses in the space provided in column A.

COLUMN A COLUMN B

Cognitive memory

2. Convergent thought

3. Divergent thought

4. Evaluative thought

00 ells a. How do you think our new system of
classroom government is working?

b. What is the largest city in New York
State?

c. If you had 6 apples end you gave
2 to John and 2 to Sally, how
many would you have left?

d. If the draught had continued in
Central New York State, what would
have been the effect on the re-
creation industry in New York State?

e. Who is the governor of New York?

f. If 2 to the second power is 4, what
is 2 to the third power?

g. Which encyclopedia do you think
was most helpful to you in pre-
paring your report and why?

h. What would be the effects on New
York City if we had another power
blackout that lasted for a full
week?



WORKSHEET FOR OBJECTIVE 7.7

Classify the following teacher statements as (a) praise or encouragement
using private criteria, (b) praise or encouragement using public criteria
(c) corrective feedback or criticism using private critera, or (d)
corrective feedback or criticism using public criteria.

I, "I will not put up with any more noise."

2. "You answered that well because you gave examples to illustrate
your points."

3. "1 won't accept, that kind of work from you."

4. "Your paper was difficult to read because there were so many
misspelled words."

5. " "Your homework paper made me very happy."

6. "John's statements about South America are correct according
to the map in your books."

7. "I don't think\Milt's report was as good as Vera's."

8. "Your drawing isn't quite right. The relative size of the
figures destroys the perspective."

9. "No, your answer is incorrect. The dictionary defines that
term as...."

10. "That's a very good answer!"

11. *Yes, that's right. You remember that we all agreed to use
that procedure.

12. "No, you may not do that. The Principal won't like it."



WORKSHEET FOR OBJECTIVE 8.1

(a) Using opaque (regular paper) matrix
six models of teaching intent represe
for specific content and objectiv
teach. On the back of each sh
objectives and rationale fo

forms, formulate at least
nting instructional strategies

es for the grade level that you
eet, describe verbally the content,

r the model.

(b) Describe (with or without modesty) your perception of particular
teaching talents that you have. (e.g.--'I listen well."--"I organize
description clearly. " --"I find and present instructional materials
magnificently."--"I make kids work.") Explain how these talents are
exploited in the instructional models.
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APPENDIX B

Instruments of the Study



TEACHING SITUATION REACTION TEST

Revised September, 1966

Directionsg The caze example that follows bas been planned to
meaeuro your, ability to work through some of the problems of
bandling. a classroom group. You will be given certain infor-
mation aboat the 'classroom group and tbe working situatin.
You will tnrin be asked to respond to amumber of questions.
This will be'repeatel througb a series, of problem situations,
The case 6tudy has been designed so that you can respond
regardless of your teaching subjeestlield. You do not reed
teClnical subject Otter knowledge to taky this test,

You are asked to indicate your first, se@cmdm Ihird.9 and fourth
choice under ea oh question by Inserting respeot0% the numbers
12 2,9 3 1 111. the spaces provided on the answer sheets under
(a) (I,) (o) and (d)0 The most desirable choice should be
labeled 19 and the desirable 4, For example if your first
choice was response (c)0 your second choice was 'response (a)2

your third ;hole was response.(b)j, and your fourth choice was
response (d)0 you would,record your responses, on the answer
sheet as follows

(a) c (d)
42

Pleave do not write on the test booklet.
esrossawnaswasseasso .111111010.11001
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The Situation:
0

You have been employed by a school system which is engaged in a
series of experimental studies, One Of these studies involves an
experimental class designed to improve pupils° general adjustment
to their environment, A heterogeneous group (physicals mentally,
socially) of twenty-five sixth grade youngsters have signed up for
this class,

The Blass is scheduled to meet the last hour of the day on Tuesday
and Thursday during the last half year ,Arrangements have been
made so that the class might take trips and students might have an
opportunity to meet informally with the teacher after class.

Around the first of November your principal calls you in to tell
you that if you are interested, you have been chosen to teach the
experimental class. You were asked because of your background in
ernild psychology and your interest in helping youngsters with
minor problems of adjustment typical of the pre-adolescent °

Your principal has given you pretty much of a "free hand" to develop
the oentent of the course and the activities in which the students
will be engaged, A good supply of instructional materials, books
'on children, and descriptions of similar programs in other schools
has been made available to you, There will be no direct supervision
of your work, but an eval:uation by students and yourself will be
requested at the middle and close of the semester, Studies will
also be made of the gain in personal adjustment evidenced by your
students° You know the names of the students who have signed up
for your course, An experienced teacher-counselor has been asked
by the principal to help.you when and if you ask for help, The
teacher-counselor knows well each of the youngsters who have signed
up for your class.

The GroaE:

Some of the youngsters who have signed up for the course know eaeb
other very ell, having gone through school together, Three do not
know anyone else in the group, Others are only casually acquainted°
Members of the group have a variety of interests arid abilities,
and they represent many levels of competence and come from a variety
of socio- economic backgrounds. The quality of their personal
adjustment varies, but none Is seriously maladjusted,



-2-

Ao' You have about eight weeks plus the Christmas vacation to plan for

your class:

19 When you begin planning the course you would:

(a) Ask your teacher-counselor what he
thinks should be in the

course.

(b) Examine the materials available to you and determine how they

might be used by members .of the class.

(c) Read through the copies of publications describing other

school programs of a similar nature and draw ideas from them.

(d) Interview a randomly selected group of the young people signed

up for the course and set your own tentative objectives

based on these interviews.

20 During early December an important local civic group comes out

against teaching sex education in the schools. Your planning had

included some sex education. At this point in your planning

you would:

(a) Continue panning as you have been.

(b) Ask the principal if you should include any sex education

in your course9

(c) Remove the lessons dealing with sex education.

(d) Find ways to get the sex education material across without

causing an issue,

39 About three weeks before your class is scheduled to meet for the

first time, your principal asks you to come in and talk with him

'about the course. You would hope that your principal would:

(a) Say that if there was anything that he,could do to be of help

that you should feel free to call on him.

(b) Indicate to you what he would hope the course would

accomplish during the semester.

(c) Encourage you to talk about the,purposes of your course as

you see them after several weeks of planning0

(a) Makc specific suggestions to, help you in your planning, and

encourage you to dip in for further suggestions if you

need help.

40 The weekend before the course is to start it would be natural

for you to feel:

(a) Concern that your planning has been inappropriate.

(b) Anxious to get started and prove your ability to handle this

rather difficult assignment.

(d1 Confident:' knowing you have done the best you could under theHopeful that the course will prove of real value to the stude

circumstances.



:You will have your first meeting with the group tomorrow.

5. It will be important that you have planned for:

la) students to get well acquainted with each other.

(b) explaining your grading system,

(o) activities to catch student interest.

(d) explaining your complete program for the semester.

6. The teacher-eounsefor drops by your room and asks if he can be of

help. You would ask him for:

(a) his opinion about what you have planned for tomorrow

(b) suggestions to help you make a good impression.

() suggestions as to what student reaction might be on the first day.

(a) nothing until you had an opportunity to meet with the group

7. The more Important personal information to gather at the first
meeting would beg

(a) interests of the different students.

(h) parent or guardian, home address and phone number.

(c) what the students would like,to do in the course.

(d) why they are taking the course.

8. Of the things you would do the evening before meeting the class,

the most essential would be to:

(a) become familiar with the notes for such presentationt as

You might make.

(b) become familiar with students names and any information
you have about' them from their files.

(c) become familiar with the sequence and nature; of any activities

you may have planned.

(d) be giure any materials you were to use were available and in

good condition.

9. Your greattrst, concern on this night before the first meeting would,

beg

(a) how to appear poised and at ease,

(b) bow to gain control tkm group.

) how to handle problem pupils

(d) how to get your program moving rapidly and well
B-5



On moetin tho gremp VA° fimt day a number of ..;tudents come in from
thrQ to flys minube late° Following this, as you get your program
underway the student set restiess4

100 With .1.0 students that come in late you would:

(a) simply a(r;knowledge their presence and noticeably mark then
pri::,sent in the record book*

(b) inVorm them politely about the time at which the class starts

(e) ask them politely why they were unable to get to class on time'

(d) S'XCI 0:ear to the c1as.5. as a whole and the late Students in
part;loular the standards you will maintain with regard to
eciardnet5s0

would handle t;he restlessness of the group by

prent;ing your program more dynamically

a',:exing students why they were restless

yeakirAg to1k;he group firmly about paying at

(d) pivkIng out one or two of the worst offenders and reprtmanding
them

12. You wculd tell the group your name and

(a) the rules or nonduct for your clasil

(b) your expectattons for the class

(c) of your personal adjustmeab problems at their age

eiom of your interesta and babbles

You would) by your general behavior and mannery try to present
your*if

(a) Vim and zeviouci but fair

effictent$ nr3rly and buAness-like

(c, friendly symtvIthel and undenstandillg

d) understanding,1 friendly and firm

140 You wouAd prepavie Por the next meeting, byg

fa) di::q!,uing wij;h pupilo what they 'would like to do and deoiding
qr two ide8

to) i t t 11:IxT; them otat pap,m6 to rezld

14';) TA:ving students a (:'.;)-oit%e of two ideao and detervoinAng whiA
t't1e majority ts Intere;:ltod,,

ed) di4i,dussing'yourHplans fao he next meeting with theme
B-6



Y94 witil your class four tims and ';iav%71 made aemn observations,

Two boyz N:tm pariularly dirty and you havc ,Cound they come from a
lowor class slum area, One girl seems to be withdrawn, 'nw,, students

do not pay attention to hero She is a pleasant looking well dressed
girl° Them am rour or five youngsters, apparently very good frtands
(both boys, and girls) who do most of the talking and take most of the

initiative0 Students seem to continually interrupt each other and youo

15 a In the interests of the two boys from the slum area you would:

(a )find an opportunity to discuss the matter of cleanliness
with the class

(b) speak to the boys about their need to be clean in a conference
with them

Winaugurate a cleanliness competition with a prize to that half
of the class with the best reoords puttin6 one boy in each half

(d)epeak to the boys about their need to be gIean and arrange
facilities At achool where they could clean up

16, In tai e intemsts of the apparently withdrawn girl you wouldg

(ajtalk to her informally over a period of time to see if you
could determine her difficulty

(b)call on her regularly for contributions to the discussion

(e)diseover a skill she hay: and have her demonstrate for the olass

W)have a conference with her and tell her to become involvirld with

the (};:tarp diJaaussion and speak up

17, To improve the mlationahip of the group to the apparentl
withdrawn giw1 you wouldg

(.,a)determine whos if an'' is friendly with her and P.,:mni7!

to how; the work togythor on ae7.1easion

b)takct the i;ivq, aside !And help hor see how .8h0, can w;s1Ath
bette r relAtiml with bee classmai;et4

art' :R
to halm her work with the group 0V Tioys and 1Lris

who 'mast? most of the inj.tlative

(d)allow hvp to work out her own. virobletl

180 With ronrd to the four or five youngster Olo do moot of the
;imri take tbe initiative you would tind to be:O.oveg

(n)thQy arc brlebtor than most of the other students

(L .V
fm the Aeaders nf th clam; .

L
sth/

iz eonsiderable variation in student's abIlIty
Ipate in class

(d)Uilv *am a little too erxrky and think they know mor
others

14.7



9. Witt regArd to the tendency of class members to interrupt while

others are talking you would::

(a) tell the class politely but firmly that interruptions are
impolite and should not continue

(b) discuss the matter with the class, determining why this
happens and what should be done about it

(c) organize a nyatem of hand raising and set rules for students
participation In discussion

(d) set rules for student participation in discussion and firmly
but fairly reprimand each person who breaks the rules

20. One of the important problems facing you now is to do something which:

(a) will insure that no one is rejected or disliked

(b) will result in everybody's being liked

(c) will encourage each person's acceptance of the others

(d) will guarantee that no one's feelings get hurt

?. At the beginning of the eighth class session (fourth week) Johnny comes

into class holding on to his arm and very nearly crying. The tears are

welled up in his eyes and he looks away from the others, You notice that

Peter, the largest and strongest boy in the class, looks at Johnny occa-

sionall with a sneering smile. You do not feel that you can let this

pasts, so you arrange to meet with Johnny and Peter separately after class

21. You would tend to believe'

(v) thAt Jc'Ir,ny probably did something for which this was just, but

maytw: sovere, payment

(b) that ee;tir 1 s something of a bully

(0) that JcOnny Ions. *:it on the arm by' Peter

fd) tr.at*, re t, Wily and Peter WAH quite awam it

220 When yo,.1 410..:.+; Jonnny you would;

aLk w:nn ff Peter hit him and why

c'ne:Ail! ;aim In <37,11versation and'iend slculy into the difficulty
nftermcvn

te: etItm yoL; wom Rwave that he hnd 3tvvie difficulty And offer

your nip to ;him

Irri guide 11)ae dluNtwil.n and reveal what /1P wrrulA nbout

tmAdent
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'3 WAtT, 13:111 with Peter you would

(a) tell ,lam that Johnny was upse this afternoon and you had
ric,ticv4i that he (Peter) was looking strange--proceed from there

(b) make aware that you know he.had trouble with Johnny and
Trr4,x,e4j fron

W make award that he is bigger and stranger than the other
boy6 ard that he is a bully if he picks on smaller boys

(J) ask tlim if' he and Johnny had had difficulty

240 wren you people get into conflict inIsehool it would be best to:

(a let them resolve it themselves

(b) tbem to establish a friendly relatlanship

(c) flnA the cause of the trouble and work to eliminate it

(d) nontrol the school situation so that the conflicts are less
'.1kely. to arise

F0 In your progrA ir4s been moving along satisfacLorily, but afer
the ele,:oth meei;Ing you have a feeling that the stwient6 are beginning to
lose ini.:ertJst A number or students seem to be sitting thrcu; alass
wit,hcut really getting Involve:do Others seem t stay interested and
aotiveo The tx:aclicr-counselor asks to see you informally over ,Icff ee.

t.P1r1r4 you rqt-t with the teacher-counselor yau would:

a) not .=1.k about your .31ass or its praaent 1a61: cf involvement

(bj your czalcern with him and liotun for tzue&:.:e5tions he

mii!nt !1.,0)4f

(C) :Aip0/4. ,Itrout he=.w satisfactory the ez-;;:y meeting6 09d

(d) alla t,enox.--eunselor to orlent the dis4tan

260 YOAV pllr.A121p. fr..a. nvxt (ninth) ,t,:4141e,1 vOUA

tat yau klad not trioil

4tfi '=.1,1Vtontion of the importaw .:$4:4Adiontn domr4 weIl

LAN

ttit?Ht,- 1110/11 stud47nt ay.
ter,,

;),*/ t Mtv.. atis

,(d) way *.e nwn! studons activ:y 3oine c4Aletkqre In PIatii8

8-9



.8..

2t. DurinA ninth session you woul

(a) behave much as you had in ea

(h) put :tome stress on the impo
in clnu

(c) by careful observation de

(d) speak pointedly to thos

28. You would tend to believe

(n) a rather natural rea

b) railure of students
to a course of thi

(c) a rarnRr natural
together on pers

ricer sessions

rtance of everybody paying attention

termine which students seem disinterested

e who were not paying attention

the loss of interest due to:

tion in an elective experimental course

to realize that they must contribute much
is kind

group reaotion to the experience of working
onal adjustment problems

y

(d) your own failure in developing good human relationships in
the :I.ats and stimulating the students

Go T3eft::ry tkAe rat 4 term eighteenth) meeting of the class you take time out
to think about the experiences you have Ilado The class has been good some
days and p5ov ,&,M31-fr days. You have tied no word from your principal about

ymur woNrk f-4 been. The teanher-counbelor has seemed satisfied but

not very much imised with what you are doing. You have heard nothing
abowc tl6e ymmr vftvie who are being studied° You are asked to meet with

the parents m w:12912 the experimental claws in an Informal way.

Ye-.0 would t.

(a) tbi)
thi! p

(b) uhzit

mot concerned about:

.:cure of the principal and teacher.counselor.to discuss
ifTvowt or the students before your meeting with the parents

yno eay to the parentis

(t;) yaw- 4r;y3rt:Ilt failure to impress your eacher-counselor

30o Wu

a

I

hnt ra utor71 of the young people ire Bilowilv

w:11:11) tlrY!

) 7rfqc progrss with the tpatlther-couns4.1or

b; at,k f t 4/' :)T1.)01ntIment with thg: primtpaI to find out how he
1;iout

(e.1) plan ,s0 140E4( hArdPr witIa your grcup

(d) nGt let the rrsi3ent sat: or affairs worry you

B-10
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31v Whtln talkthg with the parents you woullj

(a) e:ricourv.a them to ask questions about the program

(b) tell ttlem what the program has consisted of 30 far

(c) tell tkIPM you don't know how well the program is going

(d) impr9so upon them the importance of student participation
in clout activitiesv

320 In this case you would feel that parents:

(a) ought to be told how their childrn are doing in this clams

(b) ought not to become involved in such an experimental program

(c) are entitled to an opportunity, to question you

(d) oueot to be referred to those in charge of the experiment

330 At your next class meeting:

(a) youi you3 d tel3. students what you told their parents

(b) you would not initiate any discussion about your visit with
thi? parent.m

ynu would dismass briefly the parents' interest In the class

Cd) you wnnld trin the students that you expected more ,opfrAtlion

firm r...,14 that their parents were involved

H, ninetoentil ;And tweAt.ieth class sessions are very unnattsfantory4
Y.?,L1 11:ave clt;. at tIs end of tha twentieth sestion doubts in your
min .:4s, wiwt14 oAdente are gaining in perponal n)k(I .75o(!ta1 adjustment,
You eain 30,,v TWobltiv7. with the structure and organizaton Ar hio class sod
br:liove th;ft if 0::P, nefuld be corrected or if you hal (tone eomP things
dIfforntly ovtir waft few weeks that YOU would not.tave a problem
with 4:he c1:1-r!t.

34, tbIF, weluldx

(a) i;f1 s!r, )pr etla,14 nftxt (Inv :trld sk' y(Sur 1:;uflt.nOt Iu
tyL-r progrea46 of

(10 7;kliry problem rarefmlly anal start rovi3ions
7:11-0 nexi; yar

ft,) t" we'crT%Of Ar-Pept- falt tbsit
with 11:,,iiN:eAnm.Inta and redoubIi.1 your effr)ta to J.a.14r
clwis .--Jt.tx!r ir tb4. future by spending more time in preparation

yrA.t,' students to wor;t "AarcP4r.

rat ntir 1/!:PAr tc,ncc-Jry at thq next meeting of your olbab anJ eh-
:;ourf.le students ti talh with you after class about the progress
of the course

S-11



yr.vk gotc4 bwvter regarding thf. accuracy of your entimnte
ahmtr, ure.lit with the class if your

iz*,) :!vikre tkot sow; of the students wre not being difficult on
p4r71-,,,iA to tAtct your authority eb a new teacher

(11) *kmo!iN rw-ftF% atwut tho expectations *f your student!t and to what
exidrint n)ley their expectations were bating met

coul0 t,fivt a colleague in whom you could confide Rnd in whom
you cAtitd trq.st3 conic in and observe your class and talk with

you

(d) were eum you understood your own needs for suewss and the
1::tennt to with these needs influence your feelings

360 AVtee n twontIeth sessions it would be natural for you to feel

(a) you ve:'1uI4 t, ire to relax and.think about the situation over

the wc.W.nq

(b) you ltudentm accepted the f.-mt thot thing:3 th;J), are

tevmhr tt)-m IA sell ols are usually gnod f,'J them evi-fn though

they rtai n6t :.Ike: what they are learvirs :Al of time

(c) thin r:,.14om ;z) wtal all the time for iorerybody 41n4 that they

cdttlt f.xpx,etti to always go well for yexJ

) It ;:w;tt, Avel 0-?01) wonderful to te9el4 in the Blood o3 d drays when

[2:14Yit* *4,A7. in :4ohnnl because they war '.'1 to 1Rarn.

37. m an to f7/,111yre the source or tam ptvqiffin ye.44 am having

v10!/ yf7aw . ;111 WolAid;

(; ftw!. t with sevoral or tIr T trIgkr ziru mor inter-

41:%ritlf: 0,;.41-w:,1. to tsoo if they ocolid M.Ve 4i1141 3ny tnto

.e!," .A.Ase cee.sion teJ nham your (couterns wItlf/ the

revitLions. and thl» trtrct.rirl'ittl on, f,think
rni

(r;) i%:14 .:ae,,,-!.eolnifIlor to olvw. In qnd lb;;;:rve th4. qtlass

A '

.orld tailf with T7:11 nbout his cbx,ervatamb

-1 t; 4., cis r 871) 4-1-0.9:: to nee . y::-eu ono d ri nd
("1 ' VA
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yo..ir t,111,7wrN-.tf,uoli meeting you wish to mAke plans for a eeriPs or
visits tiLrk*:;ront /Immunity health and wAineee agencies. You want to be
sure that the youngsters learn from the experiences and conduct them-
selves propecly whilti traveling to and from and visiting in the agencies.

38. In order to assure that all younget
trip you would:

(a) assign particular things for
listen to

(b) ask each to write a brief c
they saw and heard

(c) encourage them to ask quo

(d) present them with a the
and auk them to cheek

39. In preparstion for the fi

(a) tell tAom a much as
were aqtykil

ers learned from their first

all of them to look for and

ommentary on the most important things

ationa while they were there

ck sheet or items to be seen and heard
off those that they saw or heard

rst trip you would:

you could about the agency to which they

(b) tell i:helm you vere sure it would be interesting and fun and let

them see and hea for themselves

(c) ask tbc:In 'that they thoaght they could ennet and encourage
suido41 di:cu;,sions about their expefations

(d) tell them abo

40. To insure that

(a) SOt OUT. VU

(b) ask tiora
thgqi. !p2:1ol

ut the most interesting things they would sec and hear

tift group conducted themdelves pmerly you would2

les of conduct for them

to t./e)lave as young ladies and dentIvr-m representing

(a) ask thpm wt rules oV tonduct they would prop4Jse and develop a
coiic 1,41th tb:, ;rt)up

(d) 1*..cat If they did not benave properly they would not
40 ();-! tkqp:, in the future

41. On z1y2

(a) d

yfx w.14113:

10:4) mall grciupe with a lizoder rprponsitle for each
gPvAIN lrrnge their itinerary and meetinge after you get to

dency

aek yowle.)4ers to got your p.....f.mtsAon first And on thi*; busts
t.iteN t puroe own interelts

(c) lot T;11 ar!e'my w!p:le tike resronsibtlity for dcWidIng. ohem
could ef' end rien

id) keep ri..q4 (di togealer 33 a maneceable group

B-13
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S.
J. At the close of the thirtieth class session Bo b

boys, summarizes a class discussion on boy-gi
we've talked around the subject but we never
questions." The agreement of a number of the

42. You would tend to believe:

(a) the class members are too young
questions in this area

(b) you had allowed just a little
of boy-girl relationships

(c) this simply reflects a nat
introduce some excitement

b, one of the most able
ri relationships with.. Val,
get down to the important
class members is evident.

to be dealing with important

too much freedom in the discussions

ural desire on the part of students to
into the class sessions

(d) the class could handle important questions in this area with your
guidance and support

43. Before the thirty-first se

(a) clarify the signific
in your own mind

(b) determine what you
class in this area

ssion you would:

anee and implications of Bob's statement

will and will not allow to be discussed in

(c) consult the principal and get direction from him

(d) discuss the si
to getting ide

tuation with the teacher-counselor with a view
as for handling the next session

44. During the thirty-first session you would:

(a) propose a
students
able of t

thou

list of carefully selected questions you believe the
aye in mind and begin discussions on the most manage-

)10Lf-;

,1/?nt and dra,I from tIm r-ATI:15 a lf..:!; oV OlAt ti`

t aloulo be discussed

sugect that acme questions are not appropriate for discussion
in school and that some of these fall in the area of boy-girl
relationship

(d) ask Bob to pick up where he left off and guide him and other class
members as they clarify the directions further discussion should
take

B-14



It, Your /:taos at Inst. developed intc., a fairly tf:ohesive on)t. t) die.

.I.:(61.*Ins An more animated and every4ne participates to .eome degree,

Iladgreemo:Intr, on ideas begin to appear and the students g1ve evidence of
inten-5e feelings on a number of issukssv George has been particularly out-
spoken. He has very radical ideas that seem to provoke 'al., other students
Lo disagree but, you know that the ideas be expresses have some support
from some psychologists that you consider to be thee "lunatic fringe".
George se)dom gives in on a point0

45, You would believe that these conditions are likely to

(a) ultimately strengthen the group

(b) do little but make it uncomfortable until Gedrge learns his lesson.

(c) destroy the group unity unless you intervene

(d) make it difficult for progress to be made for some students
until they learn to accept George

46. With rvgard to George you would:

(a) refer him to the teacher-counselor

(b) point out to °parse that he is intolerant of the views of other

clase members

(6 encourage him to express his ideas in ways that would not
irritate other students

(d) politely but firmly keep him from expressing such ideas

470 With rogard to the other students you would

(a) encurage them in their effort to stand up to George

(b) help them to understand what George is doing to them and why

(c) help them to get onto topics and ideas where George could not
disagree with them so forcefully

(d) get Into the discussion on their side and shew 'George I:hat he

is wrong

46. With regard io your concern for George as a pers.!Inv you would feel

that

(a) h, iu developing undemocratic traits by behavinz as he does, and
you W01.410 IlCiAt to help him change

(b) 'At: 1 dt-A.14.not understand how to behave in a demonratio tvAlting

and may need help

(c.;) prtobaoly ila.4.% never learned t;ertain social skills necesoary
tor demorat.10 grc.up be and Kile poseibilititie or dove:km-
ins' ouch kacilis should be sttown

(d) be will learn sooner or .0,!er the in a democraw, acme ideas are
undesirable because they to destroy the group

B-15



Answer Sheet

TEACHING SITUATION REACTION TEST

Name Number
(print at irat

Date

1. a bad 17. a be d
SM111610011111 ISINNIERNIN 1111111onsill

2. a b a d 18. a b a d
611111116 1111160111111MISI

3, a b a d 19. a be d
111111Issimis oilm soossoms twossomos olemairos sosmsorm

4.a b c d 20. a b a d
el1110~11110

5. a b a d
sli/SMEMINI 4111111111Slislie elin11111111111111, alinell1011110

21. a b a d

6 a b a d 22. a b a d

7. a b a d 23. a b a 43

ON/IIIIM11M11 11111I1111ONIO 11111111101111111e INNINSMISIN 11111MISININIP al
8. a b a d

9. a b a
111101VMPIN

24. a b a d

25. a b a d
asISSININ111.0 asIMISSISSils 1111110111111110 ON......

10. a b a d
ammisisIND SIONSMISISay

26. a b a d

11. a b a if 27.
seMlimilSONIP onoWismonlis

12, a b a el 28. a b a
11101111 6111111.11110 MININSINNIP 111111111111111111

13. a bad 29. a bga d

14. a b a 4 30. a b a
swaxwaimlb 011111111111111 111112~111NNI 41110011111111 1111001110111NNINP 111111111111011011 111111111101115.8 bad 31. a b a
Ommossoors ..isosonsso 1111111i11111111111,

16. a b a d 32. a b a d
0111111smsnas 101111111.1111 1101111. 4111114111111D
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SF.ANTit'" DIFFERENTIAL INSTRUMENT FOR ESTIMATING ATTITUDES TOWARD
ACIIVITIES RELATED TO INSTRUCTION°

Th:' purpose of this instrument is to measure the meanings or certain
idect* and aztlyities to teaoners and prospective teachers by having

matvl uoi:AerAto ab4 ui. some items according to a series of des-
s.:alebo In filling out this form, please make your judgment

on virw? basic of what these thing3 mr-An 10 etc u and ha/ xell feel about
fl:Amu

In tr1s in3trument, you will finJ
teaOlers do or may do that

will al.? (Ind six :males against

fifty or more statements about
are related to instruction, You
which to rate each statement.

ro s how you are to use these scales: If you feel that the state-
moot la 4ts~ s...osel related to one end of the scale, you should place
your chilsx mar 314 ICITINST--

rieaeing A ;

Pleaoino 11 4

IllwI1P 1.1
a

110
OR

A 01 Annoying

.: X_.4 Annoying

If lick) feel that the Aatement is vat
ot"rier en..3 the scale (but not exti;emeliiTirai
check -maric as follows:

146.antr.8.1.

Meaningles%4

.ftenioniels.

MINIMINANIO

X :

JAVAIIIINP

OR

0

AMMIIMIUM. WWWWNIONS

related to one or the
laWarplace your

111, Meaningful

X Meaningful.

If fte statement seems 2aly. sly2tiz related to one side as opposed
t.!r the other (but in not really net44.117Win you should check as
follow:42

TmpeIrtant

nripori',ant,

a
0 V

6 3 X0

11IN111111
: Trivial

Trivial

The direction toward which you check, of course, depends upon which of
6htf two_ end 6 of the. scale seem most characteristic of the statement
y01.2 an, itioang

Tr r7Ju fe.snsider tbf,t *tatc!ment to be neutral on the scale, both sides of
60411e. ilpl.ria: L:4 with thZ7ITZTVMent,'orif the scale is

irreve;111. unFqated to the statement, then you should
reiatm =ark iv the middle space

V:luahle 1
%MOM: MP

Worthless

irli,TRTAI\Yr.1 1) PlaiJe; your cheek-marks In thT middle of laces, not Ott
t Lu 7)0 3 ri

X 1

Trtis:; 1
imolloamAv

A21110 Mom.., .410,MM1m.

X
pir.00.0%.
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2) Be sure you check every scale for every statement--do not
omit
"1--Never put more than one check-mark on a single scale.

Sometimes you may feel that you have dealt with the same item more
than once on this instrument. This will not be the case, so do not
look back and forth through the items. Do not try to remembirhow
you cEliEReFiiiriflifs items earlier. Make each item a se orate and

a.independent judgment. Work at fairirEre-iiiiirthro s
ity. Do not worry or puzzle over individual items. It is your
first impressions, the immediate "feelings" about the items, that
we want. On the other hand please do not be careless, because we
want your true impressions.



3

Ti) INSTRJCZIONAL ACTIVLTIES

.1 't a't? tt6:Ett r'eLatod Lo 1r*otruetionai actviti'c wto
.y .r in. Ra1 nCati'TnerAt acoxdn to youz'

z' belief in relation to 'ich of the sii1e
" U

I 3 cr s'rtc t' 1on th etii10

Anir
'

____:

Triv'tai.

;' ii 'Th ': Ee2 tl.rlg
.L -

'
o I,

Jt'J oIrej - ---
g (rnod Led1A'

2. ? m;6 W.th chtldren0

Z Yb
; Anoy1 nç

---a -

: P11I12I1I411

__:
.

_gi._..

Tr1v11
a .

.3
'3 I 4 'JIIII 4

I.

P .t .L. -- i---- ---
t .a Ey

EiI1 'dt
_____£

Good 1rc'1ure

1 4ki.n ri isto nbout thi, purpoec or ;i 1e3aon,

as.
: Arvvyinp,--

: r'ki4flingVul

rMr?W

II
i: rrfter' Good 1roced'x'e

e'k.1rf 1rJ tt Lind out ah"ut tickntt3.

: Anrcy1np'

:: : -ii
Man1.ri1
N'tv1ai1

: TTh 'iii. i: :m
____:

-
EXC1t1n_
Ea y

. a- .r Rt
-

: 't-'duZ'
... -- _,.

''1' wLti tir'n to 'ai'1 t*r?tr rredr.

' I

t____ 5--
Mar14'u1.

-S. __
7

___
rrt v&:.

1. _; ___Ij I

__S___
t1CC1t,irh1

.,1. :' ':

S ., --- .-
.

P:1
.;
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WORKSHOP ACTIVITIES ASSESSMENT I:

The original directions for reacting to the Index asked tea-

obers to assess the potential value of the activities and to

val.:a:L1(1:i; the frequency of use.

Now that you have worked with your student teacher, will

yl:Aa :wct to the index by indicating how valuable the activities

ma22..61x. were and the actual frequency of use. Use the scales

pvovided, but asseas what really happened instead a predioticns.

\



WORKSHOP ASSESSM3NT INDEX

Please respond to each item on two bases: (a) The tential usefulness
of tL'..% ideas, skillo, etc., that have been worked w uring the work-
shop in terms of your using these ideas, skills, etc., with your student
teaJher next fail (b) The probable frequency of use of the ideas, skills,
etc., as you see your use of them with your student teacher next fall.

Please respond to each items make your response on the reeponse sheet
ay plaoing an (x) at the Rae on each scale that represents your present

perception of usefulness and probable frequency of use associated with
each item. You may make additional clarifying comments with respect to
each item if you wish.

1. Using a video tape recorder to record samples of the student teacher's
teaching behavior, and the sittin down with the student teacher in a
supervisory conference to view and discuss the

2. Using a video tape recorder to record samples of the student teacher's
teaching behavior, and then allowing the student teacher to view the
sample of the lesson without your pee.

3. Taking interaction analysis on a sample of the student teacher's
lesson, plotting the\data into a matrix (or having the student teacher

plot the data into a matrix) and then sittin down with the student

teacher, in a supervisory conference to and yze-TEiraTiWZraTursir
the lesson.

b. Taking interaction analysis on a sample of the student teacher's
lesson, plotting the data into a matrix (or having the student teacher
plot the data into the matrix) and then encourage the student teacher
to analyze the data without roux; presence,.

5. Having the student teacher use the matrix as a means of stating in-
structional intent prior to a lesson, taking interaction ana:ysis on
the lesson, plotting the data into a matrix (or having the student

teacher plot the data into a matrix) and then sittin down vith the

student teacher in a supervisory conference to ana yzeriBiliscUUr
67zruence or lack of congruence between intended and actual

teaching behavior.

6. Etvins the student teacher use the matrix as a means of atating in-

struc tional intent prior to a lesson, plotting the data into a matrix

(or having the student teacher plot the data into a matrix) and ther

ensourazing the student teacher to analyze the congruence or lack of

concruenee between intended and actual teaching behavior witlout

.11°

7. Helping the student teacher relate instruction strategy models (re-

ception, interpersonal, etc,) to instructional intent and/or in-

s truotional behavior without making concrete reference to the inter-

action analysis matrix.

8. Eelping the student teacher relate instructional strategy models

(reception, interpersonal, etc.) to instructional intent and/or
instructional behavior by mamma s.eciflo reference to regions,

cells, and transition patterns in he n race irinalysis matrix.



-2-

Encouraging and assisting the student teacher in using the Gaipper
3' en.13 a Thinkina Nadel to help the student teacher become more aware
Ufh;:w riTirmalons, clarifying statements, etc., provo:7.o differentque
Ivvels of thinking in students, and improve her questioning skill.

10. EncouraGing and assisting the student teacher in using the Taba Levels
ThInIfine7 Nadel to help the student teacher become Mora awar-e77"
ner quesvions, clarifying statements, etc., provoke different levels
of thinking in students, and improve her questioning skill.

10 Encc;uraging and assisting the student teacher in interpreting in-
stru:;tional and control incidents in the classroom in terms of prin-
ciples drawn from theories of the teaching-learning process (Pield
Theou, reinforcement theory, motivation theory, etc.).

12. Using primarily accepting and clarifying behavior rather than ;7u3g-
mental, directive and 'telling behaviors during supervisory conlerences
to help the studei* teacher "see" what occurred during teaching in-
cidents ana grow toilard becoming a more effective teacher in uays
thai; are congruent with her unique potential teaching talent°.
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