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CHAPTER 1 OVERVIEW

THE GSA SYSTEM

The Guided Sclf-Analysis System for Professional Develop-
ment (GSA) is designed to enable teachers to become responsible
for their own professional development. Making use of a school
district’s existing personnel, GSA provides assistance and guid-
ance for each teacher to improve his classroom procedires and.
therefore, his teaching cffectiveness,

The function of a teacher is to facilitar; pupil learning. No
one, however proficient, can imake another person learn. But the
methods used in teaching, and the manner in which instructional
content and materials are saquenced, will influence the ease with
which a pupil learns new concepts, new language and new skills,
The good teacher is one who knows his pupils. has an operational
understanding of the ideas and skills to be taught, and helps his
pupils explore their individual and collective experiences and ex-
pand them into new learning.

For a teacher to improve his effcctiveness, he must first
become aware of his own teaching techniques and the ways his
pupils respond to them. It is not cnough for a supervisor, a fellow
teacher, or any observer to point out such things to the teacher,
He must discover them for himself. He must be giveu the means
to see preciscly what he does when he works with a child, a
group, or the whole class. He needs the means to analyze both the
form and content of his actions, and to assess their effectiveness.
And then he needs constructive suggestions to guide him in im-
proving his teaching.

The Guided Sclf-Analysis System consists of materials
wiiich guide the teacher in analyzing his own teaching behavior,
so that he can gain an objective understanding of his strengths

and weakiesses. The teacher, or a teaching-assistant, makes video-
tapes and audiotapes of learning activities in his own classroom.
The taping procedure involves a minimum of classroom disrup-
tion, using small. portable equipment which requires no special
lighting. Each videotape provides a record of fiftcen to twenty
minutes of classroom interaction between the teacher and his
pupils. After the videotape is made. the teacher analyzes his class-
room activity using the GSA materials, _ .

The GSA professional analysis is the teacher’s private con-
cern. 1t allows hint to conduct his activities in his normal fashion,
without the necessity of an *“observer™ silently watching. With
GSA. the only observer is the teacher himself - = it is he who will
view and analyze the videotapes. The classroom thus becomes a
learning place for the teacher, as well as for his pupils. Through
the medium of his own teaching activities, he discovers principles
and techniques that will help him to grow professionally. GSA is
not merely theoretical: every step has real, practical value, and
new ideas which can be applied and tested almost immediately.

As he is guided into a growing awareness and understanding
of his own techniques. the teacher also gains a more sophisticated
awareness of the curriculuia and of the materials which he uses in
the classroom. He becomes more conscious of the close relation-
ship between the planning of teaching strategies and the organiza-
tion of curriculum content. For example, the language unit of
TEACHING YOUNG CIHLDREN helps the teacher see more
clearly the importance of oral language for other learning. and to
become increasingly aware of his strategies for promoting further
development of oral language abilities. This awareness focuses
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upon the importance ol integrating and sequencing experience
and language. and of providing constant opportunities for pupils
to wilize their developing kinguages in discriminating and discuss-
ing their experiences. The teacher is helped to explore ways in
which e might implement his heightened insigints in the class-
room, 11 he is a primary teacher, he may decide to examine story
books and primers and make a list of the vocabulary they use. lle
may then plan a sequence of experiences and language teaching
strategies designed 1o help pupils build these words (concepts)
into their own oral language. By doing so, he would aim 1o nuke
it possible tor the children 10 understand the writien words, be-
cause they would have already used them in talking about their
own experiences.

The understandings gained through GSA thus enable the
teacher to effectively vary his materials. his lesson-sequencing,
and his teaching techniques o facilitate pupil learning,

THE GSA PROGRAMS

There are two GSA education programs currently in opera-
tion. The TEACHING FOR INQUIRY program consists of six
schedules which focus on the development of thinking skills. This
program is designed primarily for use in grades 4 through 12, lor
the carlier grades (K-3) and preschool yems, the program TEACH-
ING YOUNG CHILDREN isbeing developed.,

Lach GSA program deals very closely with certain key
teaching behaviors. enabling the 1eacher to see just which tech-
niques he is actually using, and encouraging him to make use of
those which can be most effective in mecting the educational
needs of his pupils. The key (or pivotal) behaviors upon which

.
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the GSA manuals focus have been identified according 1o their
relationship 1o basic principles of learning and important educa-
tional objectives,

TEACHING YOUNG CHILDRIEN consists of three units,
cach of which focuses on an area ol important concerns o
teachers who work with young children. The first unit helps
teachers become consciously aware of their strategies for promot-
ing kinguage development. The second is designed primarily io
help teachers develop pupil thinking skills and conceptual devel-
opment. And the third unit focuses on other strategies which
facilitate pupil learning,

TEACHING YOUNG CHILDREN consists of a series of
interrelated manuals, each of which direet the teacher’s attention
1o an important educational objective. Each nanual then focuses
the teacher’s attention on a specific set of pregisely-defined teach-
ing behaviors within thit overall oljective: e.g..

Objective:  development ol pupils’ thinking skills

Teaching Belavior: development of a questioning strategy
which requires the pupils to mowve 1o
increasingly more complex levels of
thinking.
development of language skills
development of strategies which help
the teacher provide opportunities for
pupils to use linguage independently,

The specific teaching behaviors effected by each manual
help the teacher appraise his teaching with regard to that particu-

Ubjective:
Teaching Belavior:

lar educational objective,
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Each GSA mamual is a carefully written gnide which enables
the teacher o do his own analysis and interpretation of a re-
corded lesson. lle views each videotape three or four times, using
a different manual with cach replay. Each mamial directs him to
identity specific behaviors, and provides a means for him 1o cre-
ate an casy-to-read record of the partienlar actions which oc-
curred during the lesson. Guidelines in cach manual then help him
analyze this data, 10 determine the effectiveness of his recorded
teaching stralegy.

The following illustration shows i typical GSA data record,
or “Coding Form.* The colimns on the left indicate the categor-
ies of behaviors, As the teacher plays a videotape, he marks the
appropriate square on the coding form each time he observes one
ol these behaviors. When the viewing is completed, the teacher
will have a pernunent. written record of the pattern and I're-

quency of these behaviors, The GSA namials then help him 1o
interpret these results and act on them  improve his teaching
behaviors for greater effectiveness.

As the teacher employs the successive mannals 1o analyze
viceotapes made in his classroom, he constniets a profile of his
own teaching behaviors, This profile can be compared with pro-
files of other teachers, or with an carlier one made by the teacher
himself. A major advantage of the profile is that, with additional
tapings, the teacher may compare his successive profiles and thuy
naintain a graphic record of his own eflorts toward seli~<improve-
ment. Teachers who have used GSA have been particularly inter-
ested in the faet that they are able to “map™ their progress, They
have also remarked that the profiles enable them 1o clearly identi-
fy arcas of strength in their own teaching as well as areas which
need change.
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SAMPLE CODING FORM (lLanguage Modeling - - Workbook A)

i f ) Following the instructions ip a GSA mamual, the teacher watches his videotaped lesson, looking for specificd actions or behaviors, Each
Q# time such a behavior oceurs, he makes a mark on his Coding Form. The manual then helps him to analyze and appraise his results.
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STAFF INVOLVEMENT

GSA nornally involves the participation of various levels of
personnel within a school district. A staft member who is respon-
sible for inservice trainirg or curriculum coordination, or some-
one from the District Supervisor’s office, is assigned responsibility
for initiating the program, If the school district is a large one, or
i the coordinator’s schedule is already heavy, he may then organ-
ize a central staff of people who will assist him i introducing the
GSA program into the district’s schools,

The principal of each school participates in GSA workshops
to gain fuil understanding of the functioning and administration
of thc‘progrum. Then, alone or with assistance from the central
staff, he introduces his own school staff to GSA and designates a
lead-teacher who will assume primary responsibility within the
school for training the other participating teachers. - This lead-
teacher himself receives full training in the use and implementa-
tion of the procedures and materials of the GSA program, and all
materials he will require to present the program to the participat-
ing teachers,

Thereafter, the lead-teacher acts as a guide, helping the par-
ticipating teachers when necessary, and conducting workshops in
which the several teachers may discuss their progress. But the
program, from the time they are introduced to it, is essentially in
the hands of the individual teachers: it is they who will make the
program work, and who will directly profit from it.

ERI
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STAFF RESPONSIBILITIES

INSERVICE COORDINATOR: (District Level)
¢ Introduces GSA System to principals, lead-teachers
¢ Supplies participating schools with GSA materials
e Organizes and coordinates Central Staff to assist in these
tasks, il necessary
CENTRAL STAFF: (District Level, where applicable)
e Introduces GSA to principals, lead-teachers
e Trains lead-teachers to courdinate GSA within their
schools
SCIHIOOL PRINCIPAL:
e Sclects GSA Program tor his school
e Sclects lead-teacher to coordinate his school’s GSA Pro-
gram
e LEncourages participating-teachers in their development
LEAD TEACHLER:
e Presents GSA System to participating-teachers
e Conducts Introductory Workshop 1o acquaint  the
teachers with the methods and materials of GSA: pre-
sents a demonstration tape of a clissroom lesson and
helps teachers analyze it, according to GSA guidelines
Conducts Inservice Workshops regularly, (o assist
teachers wherever and however such help is needed
Devises a schoolkwide schedule providing cach teacher
with regular taping and viewing time
PARTICIPATING TEACIIER:
e Periodically tapes 15-20 minute lessons in his classroom
e Views cach tape once for familiarity
e Reviews cach tape, using one of the GSA Workbooks,
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watching for the particular points mentioned in that
Workbook. Records his observations as instructed
Views cuch tape 2 or 3 more times, using a different
Workbook cach time and recording the ditterent observa-
tions ‘
Tallies his written observations
Aualyzes the resultant graphs to determine the teaching
techniques he habitually uses and their effectiveness
¢ Incorporates his new insights into his teaching behavior
Attends a regular series of workshops, along with other
participating tcachers and the lead-teacher, Participates
in discussions of teaching techniques, classroom be-
haviors, and curriculum materials as questions arise re-
sulting from cach teacher’s self-analysis ol his recorded
lessons
Acts as a Workshop Leader once or twice during the
school year
TEACIHER AIDE: (Optional)
e Assists teachers in actual taping procedure
¢ Tapes his own activities, then works in cooperation with
the teacher in analyzing the tape and developing his abili-
ties to be a real force in assisting the teacher in the
classroom

FLEXIBILITY

One of the key words in GSA is flexibility. 1t isa program
intended for teachers in a variety of teaching situations - - urban
and suburban, over-crowded classes and small groups, university-
connected lab schools and traditional, conservative schools; and it
may be used to emphasize any particular curricular concern, e.g.,
behavior management, content management, affect management,
teaching educationally handicapped children, cte, As it will be
used by teachers committed to a variety of educational points of
view, GSA has been designed to reach beyond these differences to
the basic issues that all have in common,

The Guided Self-Analysis System is a synthesis of essential
points of learning theory. As such, teachers with radically differ-
ent concepts of teaching will nevertheless find the program use-
ful, Being an “open system,” GSA may be adapted to fit most
teaching situations,

In part, the flexibility of GSA stems from its construction:
it is a comprehensive, self-contained program consisting of numer-
ous manuals which are grouped into logical Units. Each Unit is
itself’ an independent program, capable of standing alone. A
school could therefore use a particular Unit, which reinforces a
particular educational viewpoint, and elect not to use another,

Once a school has elected to use a given Unit, it may then
choose to use all, or only some, of the inclusive manuals, Each
manual supports the others, but may also be used independently.
For example, TEACHING YOUNG CIHILDREN, the GSA early
childhood education program, consists of three Units:

Unit I: Teaching for Language and Concept Devel-

opment
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Unit 11 Teaching for Independent Thinking

Unit IH: Facilitating Strategics

Within Unit 1 are four manuals, cach dealing with a difTer-
ent facet of language development, (See Part 11, Chapter 1 lor a
full description.) Use of all four provides a teacher with a basis to
examine and implement his entire langnage program. But schools
favoring particular treatments of language development nuy pre-
fer to support. their programs by using certain manuals and ex-
cluding others, Either approach will accomplish the desired re-
sult: to enable the teacher to become aware of the technigues he
normally uses in his classroom teaching: to analyze the effective-
ness of these technigues: and to experience prolessional growth
through the perfecting of his successtul teaching behaviors, and
the supplanting of the less successiul ones with other, more fruit-
ful teaching measures.

CONCLUSION

A knowledge of teaching techniques does not necessarily
imply an application of those techniques. A teacher nmay know
theoretically how to facilitate the learning of certain concepts,
but he may not accomplish this purpose in his actual practice. Ile
cannot know this until he becomes aware of what he habitually
docs when teaching.

Once he has established which of his classrooni techniques
are successful and which need improvement, GSA encourages the
teacher to use his new awareness in his future teaching. Analysis
and appraisal of curriculum and naterials will give him additional
help in tailoring his instruction to his students’ nceds. The
teacher’s growing understanding of his past successes and errors

oy

will be the foundation of his professional growth and develop-
ment.

Teachers can improve if they are able to gain objective
insights into their own teaching behaviors. But such insights can
rarely be “given™ to a teacher by an observer, who nay not know
the specific classroom situation. Knowledge gained by self-
analysis is the most meaningful, and the most likely to produce
constructive change. The structure of the GSA analysis of teach-
ing provides the teacher with a practical framework for planning
clear and continstous steps toward self-improvement.
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CHAPTER 2: CHANGE IN THE CLASSROOM

Most people try to do their jobs well, Whether fixing a
leaky faucet or performing delicate surgery, the feeling of success
that results from work well done provides enormous motivation
toward continuing to succeed ot a job, and adds to the indi-
vidual’s enjoyment of his work,

Teachers, as professional people, care more than most
about the quality of’ their work. Every teacher wants his students
to learn and grow - - and he sees himself as an instrument leading
16 that growth,

Yet oftena teacher is surprised to find that the goals he sets
as the aim of his teaching fail to appear in his actual teaching
practice. This is not due to any neglect on the teacher’s part, but
uswally results from inadequate training and information about
effective classroom teaching procedures, The teacher is told what
the goals of teaching are, but not how to reach them,

GSA capitalizes on the very human desire to know who we
are and how well we do. Step-by-step analysis of his own re-
corded lessons helps the teacher identify his arcas of strength and
weakness, Seeing himself acting in unsuccessful teaching patterns
causes a discrepancy between the teacher’s actual performance
and his goals. Wanting to do the best job possible, the teacher will
want 1o climinate the discrepancy! between his teaching as he
would like it to be, and as it actually appears on the videotape,
tis desire to eliminate this discrepancy provides the motivation
necessary for the teacher to change his teaching by acting on

YFor a full discussion of factors affecting the individual’s reaction
to such discrepancics, see Leon Festinger, A Theory of Cognitive
Dissonance, Evanston, Hlinois. Row, Peierson, 1957,

what he learns through using GSA. As he improves his teaching
style. the teacher enhances his self-<concept through improving his
definition of who he is. ‘

Lach GSA program reinforees the teachers’ identification
with protessional ideals and provides usable techniques to alsist
him in improving the skills necessary to attain his prufcssiuna'l
goal. '

GSA alters the pcrccﬁi_émns #nd behaviors of the participat-
ing teachers 1o effect constructive change in the ciassroom, The
process of altering teaching behavior involves “re-transacting”” the
role relations between teacher and students, As the teacher en-
courages the students to talk more, and to develop their own
ideas in discussion. the entire atmosphere in the classroom is
likely to change, For example, it is common for a teacher to
move from a strategy of “lecturing,” “telling” and “instructing,”
to an indirect pattern in which he draws the pupils out in discus
sion, encourages them to develop their own ideas, and helps them
learn to synthesize and internalize the elements of the discussion,

-As these changes in student-teacher interaction begin to
oczur, the teacher must build a new strategy of iustructional
behavior which will allow hitn to feel comfortable in the new
classroom atmosphere, and to operate successtfully within it. The
GSA System satisties this need by continually informing the
teacher about what new belaviors to expect. and suggesting
methods whereby he can adapt his more “open™ behavior into a
<oherent strategy for facilitating pupil learning.

Such new behaviors are not likely to be confined to GSA
classrooms alone. As these changes begin to take place, the stud-

11
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ents may carry them along to other classes, and interact similarly
with their other teachers. Teachers participating in the GSA pro-
gram may also carry the changes outside their own classes. as they
relate their successes and experiences to other teachers and ad-
ministrators.  Thus, the changing response pattern between
teacher and pupils provides a pivotal intervention which leads to
changes in the pereeptions and behaviors among individuals
throughout the school.

Beyond the classroom, the teacher functions in a varicty of
role relationships - - with parents. with principal, with other
teachers. As teachers who are participating in the program begin
to talk abont their experiences with GSA. and about their devel-
oping insights into teaching and learning. a ripple of change
moves throughout the role structure of the school itself. Partici-
pating teachers begin talking to others not in the program. and
these others become very deeply involved and begin to experi-
ment with alternative teaching strategies. As they do so, they
often make new demands on their supervisors and administrators
in terms of their developing conceptions of teaching. These de-
mands may. in turn, have profound influenee on the content and
structure of the relationships between participating teachers and
the supervisory personnel.

To insure that the GSA innovation does not become unduly
disruptive, it is important that the program be able 1o operate
smoothly and cfficiently within existing patterns of school or-
ganization, This is taken into consideration in the design of the
program: it is clear. concise and manageable. The introduction of
videotaping causes few technical difficultics and, more impor-

12
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tantly. does not observably interfere in the normal operation of
the school schedule, In addition. the participant teachers are able
10 establish a group solidarity through their frequent workshops.
As a result, the changes which each teacher effects in his own
classroom are not isolated instances, but part of an overall effort
toward improvement made by him and his colleagues. The group
effort established by the ongoing GSA workshops help the
teachers recognize similar problems: for example, teachers across
different grades sec that they are working toward the same ends
in the classroom. This solidarity provides a real foree for change
throughout the school, and makes it possible for the teachers to

join their cfTorts to establish a consistent and supportive learning

environment from grade to grade.




THLE GSA CYCLE

Existing New Existing - New
Knowledge Insights Knowledge - Lits

A. Teach lesson, make tape B, View, code & analyze tape €. Evaluate teaching behaviors
D. Plan nev lesson based on New Insights  E. New Insights become part of Lxisting Knowledge

-

L. The teacher uses his Existing Knowledge (black screen) to plan a classroom discussion, '
2. The teacher then views. codes and analyzes @ videotape recording of the discussion. and gains New Insight: (Color) into his teaching
behavior.

3. Using the GSA manuals. the teacher evaluates his teaching behavior in terms of his effectiveness in promoting pupil learning. |lis new
insights are added to his previons ideas abowut the effectiveness of his teaching,

4. Using this new knowledge, the teacher plans improved discussions which will use teaching behaviors, curriculum and materizls 1o best
advantage.

5. His New Insights are completely incorporated imto his Existing Knowledge, and become the foundation for his future planning and
teaching,

6. The teacher uses this fuller knowledge 1o teach his next discussion. then makes a new videotape. thus repeating the GSA cyde.

Q
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CHAPTER 3: IMPLEMENTATION PROCEDURE

GSA lends itself 10 use in a varicty of” edueational situations
-- both preservice and inservice. Each situation will find its own

In this way he gains specific insights into the recorded
teaching strategy.

best mieans 1o implement this system. The procedure outlined 4. The lead-tcacher works out a schedule for taping and cod-

below has been developed for inservice training of teaching per- ing. The schedule will make it possible for cach participant

sonnel in schools and school districts, 10 videotape sequences ol his own classroom teaching. The

The GSA Sysiem is casily adopted into the existing organi- schedule also provides cach participant with access to the
zational structure of schouls and school districts, and can be used videotape equipment for playback and analysis of the re-
in accordance with prevailing school routines. t utilizes existing corded lessons.

local personnel, providing them with the means to enhance local 5. Under the lead-teacher’s gnidance. each teacher makes his

staff training. initial videotape. Subsequently he replays the tape three or
GSA is set into operation in a series of controlled and pre- four times. Each time he replays the tape he records spe-

determined steps. The following list summuarizes the implementa- cilic data from it ono a Coding Form, tollowing the in-
tion procedure for each school: structions of one of the GSA mamuals,

l.  Within cach school setling an experienced supervisor or 6.  When the teacher finishes coding his tape, he converts his
trainer is designated as a lead-teacher. He is trained in the tallied frequencies of specific observed behaviors to simple
use of the procedures and materials. tle is also provided percentages and graphs. The graphs provide the teacher
with a set of guidelines for implementing the program with- with a profile. a viswal and guantitative reference throngh
in his own school, ’ which he can observe the techniques and results of his

2. The lead-icacher holds a workshop in which participating habitual teaching behavior,
teachers are introduced 10 the GSA System. They are pro- 7. Periodically thereafter, the teachers will be retaped. After
vided with initial experience in analyzing videotaped sam- cach taping the teachers will use the guidelines in the GSA
ples of classroom 1eaching. The analysis is guided by a series manuals to analyze their own performances. Comparison of
of reluted manuals. Each one focuses the teachers” atiention successive profiles will tell the 1eachers how far they have
on a specific type of teaching behavior. progressed since the first taping and how much Turther they

3. They then use the manuals to guide them in analyzing a must move to reach their own developing standards of con-
training film or tape. The film is viewed a number of times. petency.

Each time the teacher views the film. he uses a differemt 8. At regular intervals, the lead-teacher will conduct inservice
code 10 structure his analysis of the recorded performance. workshops at which participating teachers will:
o 14
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a)

b)

c)

d)

review and discuss their growing insights into the teach-
ing strategics as revealed through the videotape analyses.
discuss their growing understanding of curriculum
materials as revealed through successful {or unsuccess-
tul) use in recorded lessons.

discuss and attempt to resolve common  proble ms
through relating the advantages of dilferent teaching
strategies to content and hehavior problems,

share creative ideas regarding the employment of vary-
ing teaching strategics, claboration and supplementation
of the curriculum materials. nunagement of classroom,

ctc.




TEACHING YOUNG CHILDREN

THE GSA EARLY CHILDHOOD EDUCATION PROGRAM
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CHAPTER T WHATITIS

The GSA early childhood education program is designed tor
use by teachers of preschool children and those in grades K-3. It
focuses on teaching behaviors which have been both theoretically
and empirically demonstrated to be effective in helping children
develop the linguistic. conceptual. and behavior skills which per-
mit succeess in school. The program recognizes the close relation-
ship between language and thought, and therefore places empha-
sis upon teaching strategies which  facilitate the concurrent
development of linguistic and conceptual skills, The relationship
hetween psyecholinguistic development and effective socialization
is also recognized.

TEACHING YOUNG CHILDREN consists of 2 series of
nanuals designed to help teachers analyze their strategies tor
helping children develop important language and thinking skills,
Teachers use the manuals in conjunction with videotapes made in
their own classrooms. The nianuals help the teachers code and
analyze the tapes in terms ot important principles af teaching and
leaming. The entire program includes three units. each of which
contains several manuals. Unit 1 focuses on the development of
language and concepts. Unit 11 concerns strategies for facilitating
pupil cognitive grawth. Unit 11l concentrates on those strategies
which promote pupil adjusitment and achievement.

UNIT 1I:

TEACHING FOR LANGUAGE AND
CONCEPT DEVELOPMENT

In order tor children to achieve in school, they must learn
the language used in scho-+i. Not all of this bhasic language is
learned before the child ciriers school. The role of the teacher of
young children in fostering the development of good language
skills is especially important. He must realize that language conm-
petence is a necessary first step in intellectual develapment. As a
child learns more language. he progresses in his ability to think
symbolically and abstractly. Without sutTicient nguage develop-
ment the child’s coneeptual development will be inhibited.

Unit | emphasizes the development of oral language skills
(as distinguished from the other language skills of reading and
writing). Oral language is important to conceptual development
and provides the basis for both reading and writing. Providing
numerous opportunitics for a child to use his language will facili-
tate cognitive growth, The importance of a carefully thought out
approach to teaching for language and concept development is
clearly emphasized by the study which compared several of the
current  programs for teaching disadvantaged children. It was
tfound that the one program which led all others in cognitive gains
(nearly closing the gap existing between disadvantaged and non-
disadvantaged children) placed a beavy emphasis an the develop-
ment of oral language. *

The GSA carly childhood program recognizes the
importance of other language skills such as reading and writing.
but it stresses the close relationship between oral and written

IDi Lorenzo, L., Pre-Kindergarien Programs for Fducationally
Disadvantaged Children, 1969, ED 038 460.
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kmguage. Betore children can read or write words they must be-
come familiar with their sounds and meanings. Then they can
leam to relate those sounds to the printed symbol, TEACIIING
YOUNCG CHILDREN emphasizes oral language as the foundation
of all other language arts.2

Workbook A: Claxsroom Talk Patternys

Teachers are increasinghy concerned with the amount of
talking they do compared to the amount of pupil talk, They are
uncasy when pupils contribute little lingnage to chissroom discus-
sion, However, they ke a simple and objective means to deter-
mine the relative proportion of classroom time filled by teacher
and pupil talk,

Waorkbook A helps the teacher gain an overall picture of the
talk pattern that characterizes his classroom discussions. The
teacher uses Classroom Talk Patterns to find out whether he hin-
sclf does most of the tatking, or whether he consistently encour-
ages his pupils to express their thoughts verbally. The manual abo
helps him understand the relationship between the talk pattern
and pupil language development.

Using Workbook A thz teacher will record the respective
length of pupil and teacher talk. Through consideration of lesson

2Linguist John Carroll takes exception to early emphasis on
reading skills: “Progress in reading depends upon progress in
speech . . . Oral language development should be allowed to run

ahead of reading development at all stages.™ From The Stuey of

language, Cambridge, Mass.: llarvard University Press, 1953, Pg,
149,
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content, pupil group size and level of pupil kainguage ability. he
will discover the appropriateness of his participation in classroom
tatk and will kam whether his talk intervenes to eut oft pupil
discussiorr, or whether his tatk is directed to sustaining and en-
couraging pupil kinguage and thougit.

The teacher will consider some important things about the
structure of his classroom discussions. For example, he will dis-
cover which pupi's do the greatest amounts of talking and
whether these pupils have common characteristics. ¢.g.. cultural
hackground, position in the claissroom, lainguage ability. Compari-
son of successive videotapes will enable him to discover whether
he invites all of his pupils to participate. He will also be able to
identity those pupils who usually respond with limited kingnage
{words and short phrases) and those who give more extended
reSpONSes.

After the teacher has looked at the pattern. of his fanguage
interaction with pupits. he will want to investigate some of the
possible factors affecting that interaction. The remaining manuaks
in the language unit consider these factors,

Workbook B: larnguage Modeling
The teacher may discover that he does most of the talking
and s pupils contribute only small amounts of language. There
are several possible e xplanations for this:
a) The teacher may allow few opportunities for the pupils
to talk. Lack of such opportunitics necessarily inhibits
pupil language development.

18
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by The teacher may be asking his pupils to talk about
things for which they have not yet developed appropri-
ate language,

¢} Some of the pupils may have great ditficulty articulat-
ing, and the teachei may be hesitating to ask them to
speak.

In the latter two cases, the children need language models,

Where pupil lmguage is insufficient. the teacher must prov-
ide the language needed. The teacher ean most effectively help
children expand their language by providing models and asking
the children to use them. When the children need to overcome
speech difficulties, the teacher can help them by providing
maodels to remediate specifie language problems,

Language Medeling will focus the teacher’s attention on the
maodels he gives his pupils. He will determine whether his models
help the children to expand their language and to remediate their
language ditficulties. He will learn to consider the language de-
mands of the curriculum, and model language which will help the
children meet those demands. He will also learn to listen for
individual language problems and give remediation models to help
the children overcome those problems. The underlving assump-
tion of Workbook B is the fact that children cannot talk about
something unless they have the necessary lunguage. The teacher
must be ready to provide that language. He can do this most
elficientlr” by providing lunguage models.

Language Modeling will be especially useful for thuse
teachers who are using a structured lunguage program, such as the

K

Englenun-Bereiter materials. Analvzing and evaluating his lin-
guage models will help the teacher improve his effectiveness in
providing new language and in teaching his pupils 1o use that
language correctly, However, it would clearly be a mistake to
assume that Language Modeling is useful within structured lan-
guage programs only, Every teacher uses language models to pro-
vide new linguage and remediate specifie language dilficulties.
Workbook B will help the teacher recagnize those moments when
language modeling is appropriate, and thus help Eim use models
more elfectively. More importantly, Language Modeling will show
the teacher the importance of making sure that his pupils are
taught the appropriate language to use in conjunction with all
their elassroom activities. When pupils are encouraged to use lan-
zuage to describe and talk about what they are doing, their lan-
guage abilities develop significantly,

Workbook C: Cucing for Language Production

A certain amount of pupil language in a discussion ean
result from the cues the teacher gives to encourage a pupil to talk.
Language models are cues for pupil language. but are limited
because they require the pupil only to repeat what the teacher
lias said. In addition to providing language models, the teacher
must encourage the pupils ta use their own language independent-
Iv. The pupil is dependent on the teacher for new language ex-
periences, but he is also capable of independent language use. The
teacher must be sensitive to his pupils” capability ol moving be-
yond his models. He must facilitate that movement at the right
time by cueing his pupils to talk independently. Unless the chil-
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dren are encouraged toy use language independently, they will
have great difficulty in gaining control of new lkanguage and diffi-
cnlty in nsing language to facilitate and claborate their thinking
skills.

Workbook € helps the teacher discover the relationship be-
tween his cues and the amount of lngnage his pupils produce.
This manual distinguishes two basie Kinds ot enes. closed and
open. Closed cues are questions or other invitations to talk which
place restrictions on the amount of language a pupil can nse in
response, For examiple, kinguage models are closed cnes, Other
closed cues, such as questions requiring one-word answers, move
bevond the imitation of the tzacher’s language but still elicit very
‘imited responses from pupils, Open cues call Tor the pupils to use
langaage independently and creatively. Open cues place no re-
striction on the amount of language the child will use. Using
Workbook C. the teacher will analyze his pattern of cueing and
find out it it helps pupils move toward language independence,
tHe will learn ways to plan a cueing strategy that will be of most
henefit to his pupils’ individual language needs.

The cucing strategy presented in Workbook C may be repre-
sented by the following arrow diagram,

Models
and Closed Cues

Open

DEPENDENCE
Cues

INDEPENDENCE

Strategy for Developing Independent Language

RIC
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An effective strategy for promoting language development
is one which helps children aequire new language with which to
svmbolize their experiences, and encourages them to use this new
kinguage independently. The test of snchoa strategy is, ultimately.
the children’s ability to use their developing language inde-
pendently to clearly communicate their own ideas. It pupils have
only experienced a teaching strategy which used closed cues, and
thereby restricted  their experience with language, they will be
unable to use independent Tanguage to talk about the new ideas
they are learning, Therefore it is important that the teacher fol-
low a cueing strategy which moves gradually from a pattern of
models and closed cues, to one of open cues, Cueing for Language
Production helps the teacher learn to apply this basic cucing
strategy. First, he will use Language models and closed cues to
introduce new language and help his pupils fearn to use that
kinguaze. Second, he will move to a series of open cues which
enconrage pupils to use the new language independently. This
strategy helps the pupils acquire new kinguage, and use it to talk
abont their own experiences,

Workbook D: Langiage and Expericnce

Lunguage mediaies our pereepgions of experience: con-
versely, experience provides the grounding for the meaningful
acquisition of new language. The teacher’s role in contributing to
the development of pupil language is therefore two-fold. He nust.
on the one hand, help his pupils enrich their perception of experi-
ence by elaborating the language which they can use to talk about
their experiences. On the othier hand. he must facilitate the acqui-
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sition of that language by helping his pupils relate kmguage 1o
their dircct-conerete expericnces. He will help pupils claborate
their language by providing language models, and will then cue
them to use that linguage independently 1o 1alk about their ex-
periences.

Language modeling and cueing may prove 1o be meaningless
exercises unless the Tanguage the children use is based on their
own direct experience. Children need to connect object and con-
cept labels with concrete experience hefore those labels can be
meaningfully incorporated into the fanguage they use. Whenever
the teacher models an vbject label, he should do w in the pres
ence of the object (or a representation) so that the children ean
connect the language 1o direct experience. When the teacher cues
his pupils 10 produce language, he should be certain that he has
built up necessary background experiences so that the pupils can
use the language meaningfully.

Language and Experience adds another dimension 1o cue-
ing. li will help the teacher consider his models and cues in terms
of the level of experience (direct, visually represented or de-
scribed) to which the children can refer when answering. This
manual will help the teacher see that his cues will elicit more
language if his pupils have had direct expericnce with the subject
of the cue.

Workbook D also relates 1o the other manuals in the lan-
guage unit. The teacher will interrelate the coding data from all of
the language manuals 10 determine his success in developing an
experience-based language program designed 1o help children at-
tain language independence. The teacher who uses the language

manmials successfully will have his pupils actively participating in
disenssion in which he has: 1) minimized the amount of teacher
talk (Workbook A): 2) provided necessary background language
and information through kingnage models (Workhook B); 3)
cued his pupils 1o respond freely and independently (Workbook
C)iand 3) reinforced the acquisition of linguage through relating
langtge 1o conerete experience (Workbook D).

Parent Kit

Parents play a vital role in the initial stages of their chil-
dren’s language development. Onee the child enters school. the
parents can continue 1o foster language development in close co-
operation: with the child’s teacher. Therefore, the language unit
will include a laingiage development kit for parents 10 use at
home with their children.

The Parent Kit will contain a pamphlet explaining the GSA
procedures which the teacher is using in the classroom, Tt will
cneourage parents 1o participate actively in their child’s language
development. The pamphlet will also contain » Hehavior check list
which parents can use cach day 10 record their efforts at helping
their children, The checklist will concentrate on langnage model-
ing and cueing. The parents will be encouraged to make use of the
words which are being taught in school,

A teacher’s handbook will also be included in the Parent
Kit. The handbook will outline procedures for involving the par-
ents in the language development program. The teachers will also
be provided with training films, which may be used in parent-
teacher conferences o explain the GSA program. The films will
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instruct the parents in the methods of modeling and cueing they
will use with the Parent Kit.

Teacher Aides

Teachers who have paraprotessional or parent aides in their
classrooms can involve themn in using TEACHING YOUNG CHI -
DREN. Effective teaching of fanguage skills ofien oceurs in small
groups: small group discussion also allows the greatest opportun-
ity for every pupil to practice using language independently, I
classroom aides are familiar with the strategies and techniques for
teaching language skills, they can provide valuable assistance in
exccuting an effective fanguage development program, Unit Fwill
include supplementary material for use in helping instructional
aides understand the nature and purpose of the strategies for
promoting tanguage and concept development in young children,
This material will provide guidelines for integrating the inservice
training of teachers and aides.

Aruitoxt provided by Eic:

UNIT II:
TEACHING FOR
THINKING

Unit 1 of TEACHING YOUNG CHHLDREN will draw the
teacher's attention to those teaching behaviors which can best
facilitate the child’s emerging thinking abilities, Five workbooks
are projected for the unit: 1) Classroom Interaction Patterns, 2)
Teacher Questions, 3) Teacher Responses. 4) Experience Refer-
ents, and §) Levels of Thinking, The five manuals are intended for
use in various combinations so that the teacher can compare in-

INDEPENDENT

formaiion gained from one with the others, The empliasis in the
unit witt be upon the use of questioning strategies which prompt
chiidren to think about their experiences amd bhegin 1o recognize
the logical elements of those experiences. The teacher will be
cautioned 1o use questions which are clearly stated. and which
relate directly to his pupils” inunediate experiences,

Workbook E: Clussroom Interaction Patterns

Betore the teacher can analyze the cognitive complexity of
his questioning strategy. he needs a general idea of the pattern of
communication in his classroom discussions, The patternof com-
munication is an important factor in the quality of pupil ide-
ational development. Ideas are ofien developed according o the
teacher’s lesson plan, but in such cases it is often the teacher
alone who takes the initiative for the introduction and develop-
ment of ideas in discussion. Pupil contributions are limited to
“lilling-in-the-blanks™ with small bits of information. If pupils do
not have opportunities to work with ideas verbally. the teacher
cannot be sure that they have gained any real understanding of
those ideas.

Workbouk E will help the teacher map the tlow of develop-
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ment ol ideas in discussion. e will learn whether or not fie is
contributing and developing most of the ideas in the discussion,
thereby inhibiting pupil participation. Or he will discover whether
he is encouraging the children to contribute ideas and develop
them. therehy optimizing opportunities for the pupils to think
independently.

When the teacher has determined the pattern of interaction
in his discussions, he will want to look more closely at the teach-
ing behaviors which may be contributing to the progress (or lack
of progress) in pupil thinking. The renaining four manuals in the
unit consider these behaviors,

Warkbook F: Teacher Questions

Just as questions are cues for pupil language production,
they are also cues tor pupil thought. The complexity of thinking
(as indicated by the content of pupil language) is largely depend-
ent upon the kind of questions which stimulate that thinking. For
example, some questions have well-learned. reflexive responses
{c.p.. “What's your name?”’) which require httle thought, Others
require putting various bits of’ information together to form a
mere complex whole,

ft is especially important that the teacher of young children
is aware of the Kinds of quastions he asks. I he finds that his
pupils are neither contributing ideas nor developing them, it may
be that his questions are tosr difficult - - the children nay not
have the concepts or thinking skills reanired to respond appropri-
ately. In such a case the teacher would probably need to conline
his questions to the naming and describing of pereeived phe-

nomena, to establish a firm base Tor the more complex cognitive
tasks of classifying and exploring relationships.

Workbook F will help the teacher categorize his questions
according to the nature and complexity of the thinking tasks
which the pupils arc asked to perlorm, The categories identify
three levels of thinking. Level | (Information) questions ask the
pupils to name and describe objects and events. For such ques-
tions, the children can readily use their conerete thinking skills.
Level 1 (Grouping) questions require the children to think a bit
more abstractly in order to categorize or classify objects and
events, and to discover relationships among them, Level HI
{Analysis) questions require the most abstract thinking. Such
questions focus upon complex relationships, structures, qualities,
processes, ete. This manual will help the teacher develop ques-
tionag strategies which ley a firm groundwork for helping chil-
dren move from lower to higher level thinking. It will help him
focus more clearly upon the critical need for properly sequencing
ideas and learning tasks, thereby making it possible for even
young children to gain control of ideas, and to develop an aware-
ness of their continuing intellectual growth, The manual will call
the teacher’s attention to the need to be concerned about his
strategies for facilitating the development of pupil thinking - -
whether these are implemented in the context of a *“‘structured
learning activity™ or in the context of spontancous classroom
activities.
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Workbook G: Teacher Responses

The nature of the teacher’s sesponses to his pupils is an
importam factor in the development of pupil thinking skills. 1hs
responses can cither encourage or inhihit papil thinking and talk-
ing. Children quickly learn to recognize teacher Lainguage - - verbal
or otherwise - - that signals the end of pupil talk. Language like
“OR.” “That's am idea. but . .7 or an abrupt shift 1o anothes
pupil tells the child that his contribution is Finishied. Pupils may
become accustomed to talking (and thinking) only long enough
1o elicit the closure response trom the teacher. Sinee the teacher’s
response indicates that no Turther expression of thinking is re-
quired. it is unlikely that the pupil will continue to take amental-
ly active part in the development of the discussion, Such a situa-
tion, although common, is not condueive to promoting cognitive
growth, The child’s thinking, rather than becoming independent.
becomes dependent on the teacher, as the teacher’s responses
signal when 10 think and how much 1o think. To develop inde-
pendent thinking skills, pupils must be allowed to develop their
onwn ideas through sustained verbalization and the corrective feed-
back which it should bring.

This manual will help the teacher find out it he responds in
ways that cut off pupil thinking, or it he gives responses which
sustain and encourage pupil thought, He will discover that even
verhal rewards (suchias “fine™ and “thank you™) may function to
close oft punil thinking, He will he encouraged 1o give responses
that will heip pupils extend their thinking through sustained con-
tribution 1o 13:¢ discussion,
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Teacher Responses will show the teacher the effect his 1e-
sponses have on his pupils” emerging thinking capabilities. He will
see that a response pattern of oving 11om child to child, without
allowving a single pupil to fully verbalize his thoughts, is one
which dominares pupil thinking. On the other hand. a response
pattern which encourages sustained pupl contribution abo en-
courages the children to think independently and creatively,

Workbook H: Lyperience Referents

Belore children can begin (o think abstractly. they must
accunmlate many concrete expericaces which they can later
manipulate and integrate indo abstract thought. o the carly pre-
school and prininy school yeas, teachers are concerned with
supplving these comcrete experiences. The child can learn to
manipulate ideas vesbally . but unless those ideas are grounded in
conerete-empirical experience they will e devoid of meaning.
The questions a teacher asks mmst allow the child 1o apply his
own expericnces il e is to develop his thinking skills, Undess the
child can relate some direct or vicarious experience to the ques-
tions he is asked, e may be unable 1o provide adeguate answers,

Experience Referents ook at teacher-posed questions in
terms ol the level of expericnee (direet, visually represented o
deseribed) 1o which the pupil will probahly refer when construet-
ing an answer. The teacher will learn tlat questions which reler 1o
direct, concrete experienees are the most elfective stimulators of
pupil thinking, Workbook 11 will help him organize his question-
ing strategy to build on his pupils” experience (or lack of experi-
ence), The teacher will learn 10 ask questions which encourage
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children to use their concrete experiences in organizing their
thinking,

Experience Referents helps the 1eacher build on the use of
those pupils’ ex periences which were gained through use of Work-
hook D, Langrage and Expericncee, Direct experience is important
for the development of both Limguage and thinking abilities. In
building lmguage skills, concrete experience helps the child leam
words which have real meming for him. and are not empiy
verhalizations. I building thinking skills. direct experience helps
the child relate ideas 1o the work about him. With Experience
Refercins, the teacher will learn 1o construet questioning strate-
gies hased on the immediote experiences of his pupils. and thus
provide the vivid and meaninglul basis for further concept learn-
ing.

Workbook I: Levels of Thinking

To obain a complete picture of the effectiveness of his
efforts in helping pupils develop independent thinking skills, the
teacher must analyze his pupils’ responses, He will want 1o find
out il tiaey are Tollowing the development of a lesson, and giving
responses which indicate progressive movement 1o higher levels of
thinking. The feedback he receives from his pupils will give him
information abouwt whether his questions stinmlate his pupils 10
think independently or whether they stimulate rote responses,

Levels of Thinking will allow the teacher 1o match cach
pupil response with its corresponding teacher question. to deter-
mine whether the developmen of his questioning strategy is come
patible with the development of pupil thinking. For example.
when the teacher moves from lower level questions to questions
requiring more complex thinking skills. do the pupils respond
accordingly? The 1eacher will discover whether the children are
answering his more difficult questions with responses evidencing
the use of appropriate complex thinking, He will be helped 10
adapt his questioning strategy 1o cnable the children 10 make
appropriate responses, And he will learn that he must listen care-
fully 10 pupil responses so that he can adjust his questioning
strategy within the ongoing discussion, 10 assist the pupils in
moving to higher levels of thinking.




UNIT 1L
FACILITATING STRATEGIES

Unless children can count on a consistent. supportive e
vironment where the roles of pupil and teacher behavior alike are
well defined. much classtoom time and energy will be expended
on activities other than learning activities. For children to be free
1o concentrate on learning tasks. they need 1o have a clear idea of
what is expected of them.

The Final unit of the early childhood education program,
TEACHING YOUNG CHILDREN, considers those teaching be-
haviors which are crucial to the establishment of a classroom
environment where language and cognitive development can pro-
ceed smoothly. The three manuals in this unit look at the
teacher’s 1) Patterns of Reinforcement. 2) Instructions, and 3)
Behavior Management.

Workbook J: Puatterns of Reinforcement

Young children, when beginning the very difficult 1asks of
school learning, need all the praise and encouragement they can
get. The social approval of the teacher is ofien very important for
pupil achievement motivation. A kind word or a pat on the back
for a job well done can provide incentive and help pupils meet
learning demands,

Workbook J will focus the teacher’s attention on the lesson-
related reinforcers that he gives his pupils. These reinforcers are
distinguished from the reinforcement given to control non-lesson-
related behavior, The teacher will become aware of the effect his
verbal and non-verbal rewards have oun the achievement of his
pupils. He will learn that a small amount of his encouragement
(reward) can determine whether a child persists at a challenging

Aruitoxt provided by Eic:

task or gives up in frustration, Praise must be carned, however. or
rewards will become meaningless. This manual will also help the
teacher consider how he can optimize the effectiveness of his
reinforcement strategy.

Workbook K: Instructions

Clear and wellordered directions and instructions are essen-
tial if a child is to succeed at any task. Many behavior problems
and other classroom Jisruptions begin because children are unsure
of how to proceed with their assigned tasks. Teachers can facili-
tate the completion of assignments and projects by giving ade-
guate and clear directions and instructions.

This manual will wake the form of an inventory. 1t will
consist of guidelines suggesting the sequence in which instruction
and direction-giving should proceed in order to achieve maximum
clarity. The teacher will look at a videotape for sequences of
instruction and direction-giving, and compare his behavior to the
suggestions on the inventory.

b
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Workbook L: Behavior Management

Teachers are often confronted with behavior problems that
scem unsolvable. In exasperation a teacher will declare that he has
“tried everything™ and still the child misbehaves, The teacher
may then want to examine the behavior management techniques
he uses and try to determine why they are or are not elfective,
This manual will help him to do this.

Workbook L.looks at three of the usual behavior manage-
ment strategies: reward (verbal and non-verbal), punishient (ver-
bal and non-verbal), and behavioral options. Behavioral options
allow the disruptive child to be removed from the trouble spot
without removing him from the learning environment. The
options include working in a new place in the room, working with
different pupils, and working on a different task. Only as a last
resort should a child be removed from the learning situation al-
together. (Such removal is a fourth option - - Time Out.) With the
help of Workbook L, the teacher can find out what proportion of
his management strategy is taken up by each management tech-
nique. He will also consider the effectiveness of each technique
for controlling disruptive behavior in his own classreom situation.
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CHAPTER 2: WHERE YOU CAN USEIT

The GSA System can be applied to a wide range of profes-
sional settings. The interaction it calls for is applicable to any
group size: large class, small group discussion, or one-to-one
teacher-pupil situations. The manuals are casily adaptable to the
particular teacher’s (or school’s) concept of teaching, and can be
used Lo help teachers improve their handling of whate ver teaching
strategy they wish to use. The system can also be used to focus
the teacher’s attention on specific teaching objectives, making
GSA a flexible, useful training program in a variety of situalions.

In the sections below, we will brie fly discuss several settings
for which the GSA crly childhood program, TIEEACHING
YOUNG CHILDREN, is particularly applicable. 1t should be re-
membered, however, that the GSA System can be successfully
applicd to other teaching situations as well.

PRESERVICE AND INSERVICE TRAINING

The GSA System is designed to be equally applicabke in
both preservice and inservice settings. For preservice certification
programs, GSA helps the student apply what he is learning in his
coursework to his practice teaching, Commonly, this coursework
includes “methods” and philosophy courses which provide ab-
stract definitions of good teaching. Unfortunately, these courses
seldom give guidelines for putting such definitions into practice.
The GSA System incorporates many of the principles of learning
and instruction which underlic these foundation courses and, at
the same time, helps the student apply these principles in his
practice teaching.

GSA may be incorporated into the structure of any teacher-
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training program, whether under the auspices of a university or
under the direction of a local Board of Education or other
agency. The method of implementation can vary according to the
requirements of each specific situation.

For example, a college or university might wish to include
the GSA System along with their traditional courses in education,
Student-teachers could learn to use the system, and practice view-
ing and analyzing videotapes of experienced teachers. As they
began their own practice-teaching, the student-teachers would
videotape their own instructional activities and analy ze them with
the GSA manuals. If practice-teaching occurs in a school setting,
it is not necessary for the teaching faculty of that school to be
using GSA themsclves, but the advantages to this are obvious:
experienced teachers could analyze some of their tapes along with
the student teachers, pointing out successful and less successiul
techniques and behaviors as they occur. Student-teachers would
sec Lhat the profession of teaching is one in which tcachers can
work together to improve their skills. And in working together on
the GSA materials, experienced and student teachers would have
the opportunity to establish a meaningful working relationship
which would benefit both.!

1As more teacher educators have become knowled geable about
GSA, a number of exciling and innovative preservice programs
have been proposed. These suggestions will be collected and made
available in a special paper focused on the implications of the
GSA approach for preservice teacher training,
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GSA has been widely used as an inservice program for fur-
thering teacher edezation, W is signilicant that this system deals
with the actual process of teaching, and thus brings the teacher
immediate, useful information which he can incorporate into his
teaching techniques. Teachers consider GSA to be both relevant
and practical because it cnables them to utilize their own class-
room experiences as the basis for their efTorts toward improve-
ment. In the context of the GSA experience, they begin to see
the relationship between good theory and practice. Often, the
sume teachers who have rejected theory in the standard workshop
setting arc cager 1o discuss it when participating in the GSA pro-
gram,

GSA has also been proven effective for training personnel in
workshops, summer institutes and conferences. New curricula and
techniques are often introduced in such settings, but workshop
sessions rarely deal with the real problems of implementing the
new curricula or techniques in the classroom, A teacher has a

Iu

particular. individual *style,” his own way of handling the presen-
tation of information. He must he shown how the new materials
can be effectively applied in his own classroom. This c2n be done
by introducing the new materials in conjunction with GSA, thus
providing a way for the teachers to “see’ how they can be used,

A portion of the workshop can be set aside for a micro-
teaching simulation. Simulated lessons can be videotaped and
analyzed using GSA workbooks, so that each teacher can actually
use the new materials in a real teaching situation. Subsequent
critiques of the videotapes, using GSA manuals, will help the
teacher learn to use the materials effectively. Once returned to his

classroom. the teacher can continue to use GSA to monitor his
lessons, and thus keep track of his success in implementing the
new techniques,

GSA cun also be utilized with a combination preservice-
inservice program in which a student teacher and a master teacher
2re paired together in the classroom,

Often, the master teacherisat a loss as to what role to take
in relation to his student teacher. GSA provides him with a role as
the senjor partner in an on-going inquiry which is meaningful to
both partics. The analysis of videotapes provides a common lan-
guage for use in talking about problems in teaching. Through this
mutual inguiry, the student teacher can gain signilicant under-
standing about teaching and, in the process, nake a reciprocal
contribution to the professioml development of the master
teacher,

PARAPROFESSIONALS

The use of paraprolessional teacher aides is becoming wide-
spread in many arcas. However, it is often casy to confine the
aides’ activities to maintenance and supervision chores, such as
cleaning up the classroom and supervising recess. Aides can be of
considerably more help to the teacher if they are prepared to
participate in a variety of instructional activities in the classroom,
If the regular classroom teacher knows that his aides can handle
certain instructional tasks, he will be free to devote his attention
to special problems and to plan effective teaching strategics for
individual children and small groups,

The teacher will find the GSA materials an excellent means




for training his aides. The aides can learn to recognize the critical
"lc:lching behaviors and be encouraged to use them. They can also
be encouraged 1o participate in the inscruction while the teacher
is videotaping. and occasiomally tape their own eftorts in small
group instruction, The aides can then analyze their own video-
taped sequences in terms of the teaching behaviors defined in
TEACHING YOUNG CHILDREN, Using GSA, the teacher can
also diagnose certain areas ol pupil strength and weakness and
plan with the aide how specilic teaching behaviors might benefit
the pupil. Through the mutual involvement of teacher and aide in
the GSA procedure, the aide becomes a more active participant in
the learning procedures in the classroom,

~The teacher can introduce the aide to the GSA procedures
himselt, or a special workshop can be arranged for a group ol
teacher aides. Paraprofessionals should be trained o seek solu-
tions (o general problems and (ollow theiy own progruns and that
of the pupils. The conmmon kmguage and shared experiences of
GSA olfer a strong incentive for the teacher and his aide to work
us a cooperative team,

PARENT INVOLVEMENT

It is generally recognized that a child will not learn efTec-
tively while he is at school il he does not receive support for this
learning in his home environment, In addition to its applicability
for the teacher in the classroom, TEACHNG YOUNG ClL.-
DREN can be used 10 structure a more cllective interaction be-
tween parent and child.
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The school can use GSA to inform interested parents of the
continued improvement of its teachers and programs. PEA meet-
ings. open houses, parent-teacher conferences, and special meet-
ings can provide opportunities lor parents (o see the videolapes
made in their children’s classrooms, As the parents hecome aware
ol what actually takes place in the ¢lassroom, and of the teacher’s
elTorts to improve the learning environment, they can see that the
school is striving (o be accountable 1o the community,

Interested mothers ave (requently brought into the cluss
room as teacher aides. Like other paraprolessionals, they cun be
given teaching responsibilities and assume a meaningful role in the
classroom, The teacher can use GSA 1o introduce the parent aide
(o instructional activities and, through the GSA process, parent
and teacher will become an instructional team.,

In some instances, it may be desimble to take the GSA
coneept directly into the home, so that parents can reinforce
classroom learning activities. For example, the Parent Kit in the
inguage unit helps the parent identify important aspects of k-
guage development, and explains how he can help the child in-
crease his kinguage skill, With this knowledge, the parent becomes
more responsive 1o the child’s linguage needs.

PRESCHOOL

There is a tremd in education today toward starting children
in school at an earlier age. The impetus for “preschool™ education
derives from two major tactors. The first is the recognition that
three- and four-year-olds are not only eager but capable of lcarn-
ing far more than was heretolore believed. Second, educators are
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currently concerned with the need o provide children from lower
socio-ceonomic homes with enriched learning experiences before
they enter school. Both of these factors hawve led educators o
vonclude that a more cognitive approach to early childhood edu-
cation is desirable. In wday’s preschool classrooms, we often sce
children engaged in structured leaming activities, as well as learn-
ing social skills and increasing their sensori-motor coordination,
The focus has shifted from the custodial mursery school of the
past to theactive learning environment of the present.

TEACHING YOUNG CHILDREN is especially usetul for
those preschool teachers who want to help their children build a
firm foundation for elementary education, GSA will help teachers
channel the natural enthusiasm and curiosity of young children
into meaninglul learning activities. Much ol the corrent contro-
versy over whether learing takes place in formal, structured les
sons or in informal, spontancous happenings is irrelevant. Chil-
dren can and do learn in both types of settings. What matters is
that the teacher is present to nurture, guide and support the
children’s intellectual growth, The educational ideology  sub-
scribed to by the teacher or school does not predispose either
success or failure. In this attempt, what matters is that the
teacher aims o systematically implement a teaching strategy
baszd on sound principles of learning and development. In a mwore
structured classroom setting, for example, a teacher may present
a pre-planned language activity to teach particular words and lan-
guage coneepts. In a less-structured situstion, this same language
instruction will vccur more spontancously, interwoven among
normal classroom happenings. Either way, the presentation of

new language is one of the major tasks of a teacher of young
children. The unit on language development will help the teacher
examine the ways in which he handles such teachings, and will
cnable him to it his methods to the pupils’ needs.

Oune way to Toces pupil interest on leaming tasks is to ask
the pupils stimulating questions. The GSA procedure helps the
teacher monitor his questions to determine their effectiveness in
maintaining pupil interest and prompting pupils to develop think-
ing sKills. In addition, the teacher can use GSA tv examine his
classroom management techniques, which are so important for
maintaining the young child’s motivation for leaming. Attention
to teacher-posed questions and behavior management technigues
will help the teacher establish a rewarding learning environment
for the preschooler.

SPECIAL EDUCATION

TEACHING YOUNG CHILDREN ¢an be readily applied 1o
situations involving children with learning disabilities. Here, the
term “learning disability™ is defined as any educational difficulty
resulting from cither physical or psychological factors, Children
suffering from learning disabilities are often removed from the
regular classcoom and placed in speciat classes where they can
receive voncentrated attention for their individual problems.

While recognizing the real individual differences among
these children, the teacher will often find common perceptual-
motor problems which interfere with their ability to handle lin-
guistic and conceptual tasks in the classroom, The videotapes will
help the teacher isolate these perceptual-motor problems as they
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occur within specific learning situations. Using the guidelines pro-
vided in the GSA manuals, he can design and implement a lesson
which carelully sequences language and cognitive tasks, Then the
teacher can videotape again, using the GSA procedure to deter-
wine how well the material has been learned. The GSA ““tape/
retape™ cycele allows the teacher to monitor his efforts to provide
instructional tasks geared to the special needs and abilities of his
pupils.

Often, there is considerable delay between the referral ol'a
child to a special education class and actual placentent in that
cluss. GSA can help teachers who have, in their regular class,
pupils with learning disabilities. Using the procedure outlined
above, the teacher can design individual learning tasks for those
who have dilTiculty with the normal instructional routine. Too
often, once pupils are labeled “learning disabled,” “educationally
handicapped,” “‘emotionally disturbed,” ete., teachers tend to ex-
clude them from many learning activities. But in many cass. a
pupil with a learning disability is able to do what the other pupils
do, providing the material is presented so that he can understand
it. If the learning activities are “paced™ in line with his abilities.
such a child can succeed and remain in the regular classroom,
GSA can help the teacher provide such a child with a meaningful
learning experience.

CULTURALLY DISADVANTAGED GROUPS

Many children who enter school lack the skills necessary for
success in school activities. This disadvantage is most evident ina
deliciency with oral language. Language skills are important for

adequate social communication, and are critical for conceptual
growth. For a child to readily learn to read and write, he must
have well-developed oral language skills (be able to discriminate
and produce spoken language). The ability to manipulate oral
language is directly related to general thinking and problem-
solving skills. Because of the close connection between oral la-
guage and conceptual development, it is vital that these children
catch up to their more verbal peers.

Unless recognized carly, the disadvantaged child’s languag.
deficiency will be cumulative, Once tecognized, an intensive lan-
guage development program must begin to help the child over-
come his lack of language skills. The language development unit
in TEACHING YOUNG CHILDREN is especially usetul in help-
ing the teacher implement such a language program. It helps him
design  strategies to: a) provide new language for pupils. b)
prompt pupils to extend their abilities to use lmguage. and ¢)
help pupils acquire new language meaningfully by relating it to
their direct experiences.

In addition, many teachers have dissdvantaged pupils who
must learn English as a second kanguage. Children who do not
speak English at home must learn it in the classroom il they are
to succeed in school. Such children may be tot:lllil dependent on
the teacher to provide them with the language necessary to carry
out educational tasks. As the teacher facilitates the acquisition of
a second lmguage, GSA helps him monitor his suceess in provid-
ing models of English and in encouraging his pupils to practice
their limited English skills,
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CHAPTER 3: GSAand OTHER EARLY CHILDHOOD MODELS

Because of its flexibility, TEACHING YOUNG CHILDREN
can be used with a variety of curricular and administrative ap-
proaches to early childhood education. The flexibility derives
from two factors: design and content, In terms of design, GSA is
cqually useful for small and large group settings. The tecacher
gains useful information whether working with an entire class,
small groups, or on a one-lo-one tutorial basis. In addition, cach
manual is designed to be used by itself, with other workbooks
from the same unit, or with manuals from other units. The
teacher can select those workbooks which will be the most useful
for his purposes and that will give him the most insight into his
own teaching style,

In terms of content, cach GSA manual focuses on teacher
behavior important in the education of young children. Most
existing carly childhood models agree on certain key assumptions
concerning teaching and learning. Educators agree that: a) chil-
dren must be assisted in acquiring the necessary language skills for
success in school, b) children must be helped to acquire basic
thinking skills, and ¢) children must be motivated to learn. How-
ever, within these gencral areas, different philosophics dictate
variations in the types of teaching objectives designed to reach
these goals,

Maccoby and Zellner have identified three basic philoso-
phies common in early childhood education programs:*

*Maccoby, Eleanor E, and Miriam Zellner, IXxperiments in Pri-
mary Aspects of Project Follow-Through, New York: Harcovrt
Brace Jovanovich, 1970, pp. 25-26.

(1) Programs -sriented toward behavior modification. Per-
formance on intellectual tasks is thought of as a class
of behavior subject to the same laws that govern other
kinds of behavior, Education is, or should be, a process
of reinforcing children for the desired belavior.

(2) Programs oriented toward cognitive growth, Perform-
ance on intellectual tasks is thought of asreflecting the
level of development of mental structures and opera-
tions. Fducation is, or showld be, a process of facilitat-
ing the normal stage-wise growth of these processes.

(3) Programs oriented toward sclf-actualization. Perform-
ance on intellectual tasks reflects whether a child has
chosen to master the tested-for contents in pursuit of
his own goals. Education is, or should be, a process of
stinudating the child’s intellectual curiosity, providing
hime with a range of experiences and materials appro-
priate 1o his existing skills, so that he can learn 1o
become competent in his own plivsical and social en-
vironment,

The following are intended to iltustrate how GSA can be
used with programs of cach of the three basic types identificd by
Maccoby and Zellner,

The Behavior Analysis Follow-Through Model typifies the
behavior mwdification approach to carly childhood education.
The model offers a highly structured learning environment where
academic achievement and school behavior is motivated by token
reinforcement. Teachers in the Behavior Analysis Model might
find Unit 11 of TEACHING YOUNG CHILDRIEN most usefut for




analyzing their reinforcement teehnigques, Using Workbooks J and
L. tie teacher can check the clfectiveness of his reinforcement
techniques for motivating pupil learning and behaviors which are
appropriate for school.

The model also emphasizes the careful assessment of the
child’s entering skills in order to devise a program to meet his
unigque educational needs, Entering skills are largely determined
by the previous learning experiences the child has had, Work-
books D and tl of TEACHING YOUNG CHI.DREN will enable
the teacher to discover if he is helping children relate their own
experiences to the language and conceptual activities ol school,
thereby building a base tor later school learning.

A model which emphasizes the developmentalist cognitive
approach is the Cognitively Oriented Follow-Through Model. In
this model, teachers concentrate on teaching “busic™ concepts
which are presumed to be the foundation of all intellectual func-
tioning, i.c.. temporal relations, spatial relations, seriation, classi-
fication. Teachers are encouraged not to tell but to ask; to stimu-
late the children to make discoveries about their environment : to
encourage them to solve simple problems. GSA procedures will
help the teacher objectively analyze his questioning strategy to
determine whether he is stimulating pupil thinking and encourag-
ing pupils to actively. participate in the learning experience.

Communication between adult and child is also emphasized
in the Cognitively Oriented Model. Children are helped to verbal-
ize about their ongoing activities, past experience and future ex-
pectations. GSA language manuals would help the teacher deter-
mine if he is giving the children opportunities to talk and if he is
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helping them communicate to the best of their abilities. 774C1 -
ING YOUNG CHILDREN will also enabkle the teacher to discover
where the children need help using kinguage more effectively. He
can use GSA guidelines to plin a teaching strategy that will be
most benelicial for pupil language development.

The third philosophy of carly childhood education is typi-
fied by the Bank Street model, The ultimate goal of the Bank
Street model is to help the child develop a pusitive self-image.
This goal is the common feature of programs emphasizing self-
actualization. At Bank Street. all teaching occurs in response to
the childrens” interests. Teachers impose u limited structure on
learning activities by carefully organizing the classroom environ-
ment and by introducing central topics designed to help the chil-
dren become aware of their world, The teacher is a guide who
sensitizes the children to sights, sounds, feclings, ideas and experi-
cnces. _

Our pusition regarding this philosophy is that a positive
self-image is based on competence as well as on a’supportive
environment. Carefully planned teaching strategics do not neces-
sarily lead to an uninteresting, rote learning environment. GSA
can be used effectively within this type of model by helping the
teacher phin questioning strategies that will help the children in-
vestigate their world in a structured fashion, Phinning a question-
ing strategy will force the teacher to carefully sequence his ques-
tions so that they build directly upon pupil experiences and help
the child develop his thinking skills. As the child experiences
success in learning tasks that have been consciously and carefully
planned, his competence will positively reinforce his image of
himself asa learner.
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CHAFTER 4; WHY GSA

The Guided Selt-Analysis Systen: of” Professional Develop-
ment is realistically designed for use in today’s schools. It can be
casily implemented into the cxisting organizational structure of
school districts, and is smoothly adopted into prevailing school
routines. _ ’

The following design constraints have been carefully ad-
hered to. in order to insure that the GSA System be as efficient
and produciive as possible,

I. The training system offers maximum cffectiveness at

minimal cost to the local school district,

2. The training system is physically *packageable.” Local
districts may order a kit of materials to begin their own
inservice training activities, and those activities will help
to prepare teachers to implement the program quickly
and efliciently. '

3. The system is self-zontained, thus reducing the need for
expensive and diffizult-to-obtain external consultants.
The limited availability of qualified professional
teacher-educators has beena major factor inhibiting dis-

semination of new programs. GSA develops and mobil- -

izes local talent, and creates functioning leaders within
the individual schools and school distriets.

4. The program is casily implemented within existing pat-
terns of school organization. GSA thus has little prob-
lem with initial resistance, and its chances for success
are high - - unlike the case with programs requiring elab-
orate structural rearrangements, Though a successiul in-
service professional development program may result in

6.

alterations in school structure, those changes which re-
sult from GSA tend to move smoothly into a com-
patible coexistence with the existing school organiza-
tion.

The content and form of GSA are built upon prevailing
definitions of what is useful and practical. Therefore,
teachers, administrators, and parents easily sce the pro-
gram as desirable, realistic, and o perationally feasible,
The materials and procedures in the training system are
simple. clear, and concise. They can be casily employed
and understoud by the iocal personnel,

The moterials and procedures have a drmatic, positive
impact on the participating teachers, They arouse and
focus the motivational energics of the teachers, stimu-
lating continuing efforts at self-improvement in teach-
ing.

GSA has a built-in “quality control,” a realistic and
standardized set of analytic categories through which
participating teachers andfor supervisors can assess the
ongoing progress of the training program.

The GSA program includes provisions for continuing
operation, The efTorts and gains made by all levels of
stall’ members are sustained and supported by a con-
timing and structured feedback regarding the nature
and consequences of those efforts, This results in a suc-
cessful reorientation of both teaching practices and as-
sociated school organizational structure.
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THEORETICAL ORIENTATION
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GSA has been designed as a staft development procedure 1o
help teachers improve their own teaching. GSA leads 10 signifi-
cant behavior change because it enables the teacher 10 discover
arcas of need improvement through the analysis of his own class
room activities. The 1echnique used 10 carry out this analysis is
based on interaction analysis.! Application of this technique 10 a
record of his own behavior involves the 1eacher in the psycito-
dynamics of self<onfrontation and creates the conditions which
Icad 10 change. The GSA procedure atiempts 1o create these con-
ditions and 10 support the teacher’s attempts 10 work through
them cffectively and productively. The program is based on two
significamt principles of behavior change: 1) for self>confroutation
10 produce behavior change, the observed actions must be given
definite and salient meaning, and 2) a group process of coopera-
tive work toward change is necessary 10 help the individual actu-
ally achieve the changes which are indicated by self-analysis,

The basis for the process of self-analysis is the structure (or
guide) provided by the GSA manual. Using the GSA manuals, the
1cacher views videotaped recordings of his classroom activities

I'The background and use of interaction analysis is reviewed in
the following works, The recent book by Ned Flanders will be
especially useful to those secking a comprehensive overview of
developments in the ficld of cducation,

Amidon, Edmond J. and John B. lough (eds.), luteraction
Analysis: Theory, Rescarch and Application. Reading, Mass,: Ad-
dison Wesley Publishing Co., 1967,

Flanders, Ned A., Analyzing Teaching Behavior, Reading, Mass.:
Addison Wesley Publishing Co., 1970,

and identifies specified units of behavior as they occur. These
behaviors are recorded on a dmta record, or coding form. The
resulting behavior map is then analyzed in terms of the effective-
ness of the recorded teaching strategy. After the analysis has been
completed, the teacher is given guidelines 1o follow in planning
specific improvements for his future 1eaching,

There are two primary reasons why GSA leads 10 signiticant
behavior change. First, it helps teachers analyze their own teach-
ing behavior. This self<analysis provides the teacher with new in-
formation abouwt what he actually does in the classroom. GSA
does not focus on the adequacy of the teacher’s ideas about
teaching, or on his philosophy of 1eaching, but on his real 1cach-
ing behavior.2 Often the 1eacher becomes aware for the firs: time
of significant discrepancies between what he imagined his teach-
ing 10 be, and what it actually is. He may immediately recognize
areas of needed improvement and want 10 begin making changes
in his teaching practice.

It is instructive 1o contrast self-analysis with the practice of
using a trained observer to provide the teacher with information
about his classroom behavior. The observer, whether he be a
supervisor or social scientist, functions as an intermediary agent
between the teacher and his own behavior, The teacher does not
see what the observer sees, and therefore tends to defend and

2For further discussion of the effects of self-confrontation via
analysis of videotape, sce Geertsma, Robert 11, and James B,
Mackie, Stidies in Self-Cognition: Teclniques of Videotape Self-
Obscrvation in the Belavioral Sciences, Baltimore: Williams and

. Wilkings, 1969.
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rationalize his undesirable actions. Recent rescarch by Daniel
Birch substantiates this conclusion, and indicates that 1eachers
who use a self-analysis procedure such as GSA will be more likely
10 make positive changes in their teaching behaviors.3

Birch observed student teachers who were given full famil-
iarity with the GSA categories and coding methods. This knowl-
edge, of itsell, did not have any significant impact on preservice

teaching behavior, Some of these teachers were then taught to use

GSA manuals 1o analyze videotapes made by other teachers,
Again, there was no significant application of insights 10 their
own teaching.

However, when familiarity with the GSA system was com-
bined with the process of analyzing their owan teaching behavior,
there was a significant change in subsequent teaching style. From
this finding, we may couclude that information given 1o a teacher
as a result of an owside observer’s analysis will have little impact
on his teaching behavior.4

The impact provided by sell-analysis imotivates the teacher’s
desire 10 improve his teaching. Once he has secen what he actually
does in the classroom, the teacher must be given assistance in
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3Birch, Daniel R., Effects of Inquiry Orientation and Guided
Self-Analysis Using Videotape on the Verbal Teaching Belavior
of Itermediate Grade Student Teachers. Unpublished doctoral
dissertation. Berkeley: University of California, 1969.

4This conclusion is consistent with standard psychoanalytic
theory and therapeutic practice. The patient himself doces the
“work™ of analysis. The role of the therapist is 1o guide and
facilitate the patient in his efforts to gain sclf-insight. See Green-
son, Ralph R., The Technique and Practice of Psychoanalysis.
New York: International Universities Press, 1967,
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improving his abilities. This aspect of the process of change is the
seeond reason for GSA’s success. GSA’s sell=analysis provides not
only information about what happens in the classroom, but also
gives the teacher the framework for improving his teaching. The
categories of analysis are more than defined units of behavior
which describe classroom activity: they represent salient be-
haviors which are significantly related 10 efTective teaching and
learning. The set of categories in each GSA manual focuses on an
aspect of teacher behavior which is direetly related 1o effective
teaching. In the process of nsing the categories 10 map his be-
havior, the teacher automatically learns something about the cf-
fectiveness of his teaching, To enhance this learning and to help
teachers define for themselves & clear basis for action, the
manuals provide interpretive guidelines. These guidelines suggest
strategics Tor organizing both teaching behavior and content (cur-
riculum). This process of behavior change may be represented as
follows:

|
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Behavior onfrontation Meaning
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We begin with the videotaped recording ol classroom inter-
action, This makes it possible for the teacher 1o see what he
actually does in the classroom. To this we add the self-confronta-
tion itself: the teacher views the videotape and observes his own
teaching behavior. Next. we add the necessary interpretation of
the meaning of the recorded teaching behavior. The teacher does
more than simply watch himself teach: he m'mly'/_cs his behavior
in terms ol the GSA categories. The categories guide him in seeing
the meaning that his teaching has for effective pupil learning. The
teacher then uses the interpretive guidelines to further examine
the structure and content ol his teaching. This makes it possible
for him 10 assess the effectiveness of his teaching, and plan the
specific improvements which represent significanmt  behavior
change. Note that his representation of the change dynamic does
not include the group process component which is discussed later.

For example, consider Workbook G, Teacher Responses,
The eategories in the manual (Closure, Sustaining and Extending)
are designed 1o code the 1eacher’s responses 1o pupil talk. If he
responds 10 an individual child’s 1alk by cutting him off and
asking another pupil 10 contribute, the teacher’s response is
coded Closure. IF he responds by asking the pupil 10 continue
speaking, or 10 develop his thinking further, the response is coded
Sustaining or Extending. Once the teacher has mapped his re-
sponse pattern, he can see how many of each type of response he
uscd in the recorded discussion. Alter the responses have been
couited, the teacher is helped 10 interpret the meaning of his
response pattern, and is given guidelines 1o facilitate this interpre-
tation. He learns, among other things, that a pattern dominated

by Closure responses is likely 1o inhibit pupil thinking. II' pupils
are not given ample opportunity 1o work through ideas verbally,
they cannot develop their understandings as well as they might if
they had been given these opportunities. Thus, the teacher learns
something more than what type of responses he did or did not-
use in the recorded teaching segment: he learns something signifi-
cant abowt the effectiveness ol his response pattern in providing o
positive learning environment,




GSA dilfers rom nmuny interaction analy sis programs in its
focus on the meaning that specified teacher-pupil interactions
have for the learning situation. Many interaction analysis sy stems
utilize categories which are designed to describe what happens in
teaching, whereas the GSA categories are designed to make the
teacher aware of specific behaviors which will help him improve
the content ol his teaching. When the teacher uses GSA, he is not
simply linding out what he did or did not do to help his pupils
learn. He is analyzing his method of organizing ideas and experi-
ences lor learning, not simply reviewing a set ol overt classroom
actions (interactions). In a very real sense, GSA focuses on trans-
actions through which teacher and pupils develop meaning, not
just on interactions which express the organization ol classroom
activities. The GSA System is focused on the relationship be-
tween the pattern ol teacher-pupil interaction and effective pupil
learning.

The categorics of analysis are the essential core ol the GSA
System. The categories are sequentially related in subsets, one set
of categories for each workbook. Each manual, and its subset of
categories, can be used independently or in conjunction with
others. Thus, the teacher<observer only needs to be aware ol a
few closely related categories at any one time. This makes it
possible for those categories to be defined so that the teacher is
made aware of the imporiance and meaning of that particular
aspect of his teaching. The teacher views a recording of his own
teaching activities, cach time mapping only those behaviors which
are delined by the subset of categories in the manual he is using.
As he replays the videotape several more times, each time work-
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ing with a dilferent manual, he steadily builds a complex struc-
ture ol knowledge about his own teaching which leads him to
analyze ways in which that teaching can be improved.

The categories in each manual are designed to reflect impor-
tant relationships between teaching and learning, .., the categor-
ies in Workbook C, Cuneing for Language Production, show the
teacher that his success in eliciting pupil language is directly de-
pendent on the type ol cues he uses. The categories are also
designed to represent teaching behaviors which are pivotal within
the clissroom learning sitnation, A pivotal behavior is one which
aj]i:cis the nature of other related behaviors. Thus, when a pivotal
behavior is changed, the related behaviors are also changed. For
example, the teacher's response and questioning pattern may be
regarded us a set of pivotal behaviors. The typical patterm of a
high proportion of Closure responses and information ¢uestions
affects more than the quality of pupil thinking in classroom dis-
cussions: it affects the atmosphere ol classroom learning as a
whole. Such 4 pattern leads to a general feeling of teacher domi-
nance, in which pupils do not feel confident about their learning
capabilities, are withdrawn, and are hesitant to think creatively
on their own. Such an atmosphere ol teacher dominance is
noticeable in many aspects of teacher-pupil interaction, both ver-
bal and non-verbal.

When a teacher who has a high proportion of Closure re-
sponses and Information questions uses GSA, he begins to work
to change this pattern. He begins to use responses which encour-
age pupils to make sustained contributions to discussion, and
questions which ask the pupils to do more than simply recall
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familia information. Because the teacher's responses and ques
tions are pivotal behaviors, the changes he makes in the pattem
will also lead to changes in the character of the learning situation
as a whole. The classroom will no longer be characterized by an
atmosphere of tcacher dominance, and the pupils will begin to

Aake a more active part in leamming activities, As they do so, their

self-conlidence will be enhanced, and they will regard their school
aclivities in a more positive manner: they will begin (o enjoy
school. Thus, the changes which GSA prompls the teacher to
make will lead to changes in both the cognitive and alTective
dimensions of the learning situation,

The specific changes which are entailed by changes in
pivotal behaviors will vary from classroom to classroom, These
changes depend on the individual teacher and specific group of
pupils involved, I the teacher is serious about improving his
teaching, the changes initiated by GSA will Iead to a substantial
reorganization of the classroom. For example, if the tecacher be-
comes interested in his response pattern, he may move far beyond
an attempt to use more sustaining and extending responses, There
are any number of ways he might move to provide added oppor-
tunities for the pupils to make a more meaningtul contribution to
their learning. Among other significant changes, he might decide
to arrange the classroom differently so that the teaching would be
more individualized. This might lead to a different seating pat-
tern, division of the class into several smaller groups, the utiliza-
tion of learning centers, etc. Any and all of these changes might
result from the teacher’s concern over his response pattern and
subsequent desire to provide a more responsive learning environ-

ment for his pupils, The important point is that changes in pivotal
behaviors will fead to changes in other behaviors,

GSA make: ot possible for the teacher to affect significant
changes in complex patterns ol classroom behavior. The necessary
conditions for these changes are provided by 1) the self-analysis
technique, and 2) the fact that this anilysis locuses on pivotal
teaching behaviors which are defined in terms of effective teach-
ing. However, it is one thing to provide the conditions necessary
for change, and another to make that change happen. It is diffi-
cult for the teacher to effect significant and lasting changes in his
behavior if he is asked to work entirely on his own. He must be
given support from his peers, and the continuing opportunity to
work as a member of a group of other tcachers who are also
working to improve their teaching, This group process provides
that psychological, interpersonal and ideational support which
cnables the teacher to maintain his efforts toward professional
self-development,

This aspect of group effort toward change is made neces-
sary by the nature of complex institutions, such as schools. The
teacher’s role is not confined to the classroom he teaches in, but
includes his relations with other teachers and school personnel.
The opinions these others have ol his behavior is sometimes as
important as the opinion he himself has. If he is not given support
from these others, the teacher may be unable to act on the in-
sights he gains through GSA. On the other hand, if he is given this
support, the chances are good that he will be able to effectively
change his teaching. GSA has been designed to meet this need by
providing a structured workshop setting which insures the estab-
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lishment of a Functioning group ol teachers, all of whom are
working toward the improvement ol their teaching.

When GSA s implemented in a school, care is taken to
insure the participation of a group ol teachers. One teacher is
chosen From this group to function as 1 lead teacher. The lead
teacher oversees the scheduling of the videotaping and playback.
and more importantly, is responsible for the periodic workshop
meetings. One ol the central purposes of the workshop meetings
is to provide a collogquim for the 1eachers 1o discuss their growing
insights into teaching. Each participant is encouraged 1o present
one ol his videotapes 1o the group, discuss his analysis, and lead
the others in a discussion of specilic ways in which the recorded
teaching segment might be improved. Thus, the workshop meet-
ings become not so much a time for talking about GSA, as a time
for planning curricular improvements which the GSA analysis
brings to light.

The ongoing workshop meetings provide the teachers with a
group identity which supports them both in the process ot sell-
analysis and the work of making that analysis pay olT in improved
teaching. The meetings make it possible for the teachers to share
their ideas, and zlso Tfor them (o reach a mutual understanding of
fiow they should work 10 improve their teaching. This group
identity gives the participant teachers strength within the social
system ol the school, It is not simply a question of a few teachers
working in isolation; but ol a group of 1eachers working together.
Other teachers and personnel will become interested in the
group’s activities and seriously consider the changes which the
participants are making in their classrooms. Thus, the GSA group
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provides an institutional basis which makes it possible for G5A 10
succeed in implementing change in teacher behavior throughowt
the school.

In conclusion, we may sunmurize GSA's theoretical orien-

tation with three related statements.,

I. GSA leads 10 significam behavior change through the
procedure of seltzmalysis. The fact that the teacher
bases his analysis ol teaching on his own behavior gives
thant analysis impact and relevance. This impact has been
found lacking when teachers have been given similar
information about their teaching by outside observers.

2. GSA provides the teacher with signilicant information
about his teaching by structuring his self-analysis in
terms of pivotal teaching behaviors which directly affect
pupil leaming. The GSA categories incorporate critical
principles of learning which may be applied in a varicty
ol 1eachinglearning situations. Thus the GSA analysis
helps the teacher generate a clear model of elfective
teaching which he can use to plan and implement inv
proved teaching strategies.

3. GSA is implemented so that the teacher works 1o im-
prove his leaching as 2 member ol a group of other
participants. The gronp meets periodically to discuss the
analysis of teaching and plan improvements together.
This group solidarity helps the teacher effect changes in
his teaching. The GSA group of participating teachers
also provides the institutional basis for effecting signili-
~cant change throughout the school.
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ANOTHER GSA PROGRAM

In addition to the Early Childhood program, GSA has de-
veloped a program for use in the upper elementary through high
school grades, This program, TEACHING FOR INQUIRY, con-
sists of six workbooks which concentrate on the effectiveness of
the teacher's strategy for helping pupils develop critical thinking
skills. A briefl description of the contents of cach of the Inquiry
manuals follows:

Workbook A: Questioning Strategics

This manual directs the teacher’s attention to the kinds of
questions he asks pupils. He is asked to classify his questions and
the kinds of thinking the pupils must do to answer them satisfac-
torily. The teacher is asked to consider how his questions help
evolve pupils’ critical-analytic thinking skills.

Workbook B: Response Patterns

Workbook B pointsout that while the teacher may be using
a desirable questioning strategy, aiding his pupils’ intellectual
growth, he may inadvertently arrest that growth with his own
responses to pupil statements. With this manual, the teacher is
asked (o classify his responses and to decide whether his re-
sponses promote or inhibit further pupil thinking. Then he is
helped to interpret the relation of his questioning strategies 1o his
response pattern.

Workbook C: Teacher Talk Patterns

This manual helps the teacher analyze his classroom talk.
He determines the proportion of time devoted to questions and
responses, instruction, classroom management, behavior manage-
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ment, ete. The percentages obtained are then entered into a
Teacher ‘Talk Profile, The Profile also includes the data from
Workbooks A and B. Aided by the guidelines provided in Teacher
Talk Pattemns, the teacher analyzes the profile and dete rmines to
what extent the videotaped lesson actually emphasized the de-
velopment of inquiry skills in pupils. le can readily note what
portion of his own talk was instructional, Ile can also explore the
role relationship he has transacted with pupils. as this is reflected
in the pattern of his own talk,

Workbook DD: Teacher-Pupil Talk Patterns

It is with this manunal that this last insight becomes most
clear, Teacher-Pupil Talk Parterns gives the teacher a means of
mapping his pattern of communication with pupils, This map
adds new meanings to the teacher’s self-profile. 1t reveals the
extent to which he intervenes in pupil statements, dominates the
classroum with his own talk, controls the flow of talk - - or helps
pupils work through their own thoughts,

Workbook E: Lxperience Referents

This workbook helps the teacher assess how much he uses
pupils’ experiences in building new ideas. A teacher may employ
a questionfresponse strategy and a ptiern of teacher talk which
helps his pupils develop conceptral-analytic skills. His questions,
however, may not relate directly to pupil experiences. Pupils will
then have difficulty in understanding and answering him. He may
also fail to motivate pupils if they camnot relate his questionsto
their past experiences, or to their own concerns and interests,

Experience Referents enables the teacher to examine his
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questions, and 1o determine how they relate 1o pupil experiences.
Ie determines whether his questions: 1) are relevam 10 pupil
experiences: 2) are understandable by pupils: 3) build concepts
through analysis of pupil experiences: 4) apply concepts and prin-
ciples to analysis of pupil expericnces.

Workbook F: Levels of Thinking

This last manual furthers the teacher’s insight into his own
teaching dynamics. It focuses his attention on the nature of pupil
responses 1o his questions. With Workbook ¥, the teacher will be
able 1o code the level of thinking required of pupils by each ol his
questions, and the level of thinking shown by the pupils’ re-
sponses, The similarity between the level of thinking the 1eacher
required and the level at which the pupils responded will then be
mapped on a flow chart. With this map, the teacher can analyze
his strategy for managing the cognitive development of pupils. lHe
can also assess the relative success of his efforts,




