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ABSTRACT
A new model for in-service and preservice teacher

. training programs. has been developed. The Skill Development in

Teaching (SKIT) was suggested by recent research combining two
teacher training techniques developed in the past decade, Interaction
Analysis and Microteaching. Some educators who have worked with both
Interaction Analysis and Microteaching have felt that they are
compatible ard even complementary. The proposed SKIT model is an
attempt at combining significant aspects of the two techniques in a
‘medel for maximally effective skill training programs. Skill
sessions, which emphasize various teaching behaviors to be practiced,
are an integral part of the SKIT program: Orientation Practice helps .
teachers learn how to prepare their students for subsequent activity;
acceptance of student feeling as well as student ideas is another
sSkill that is taught; also, through skill sessions, teachers are
taught question skills which involve answering cognitive, covergent,
divergent, and evaluative Questions. -(Author/JB) ’
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A neuv model for in-service and pré-service teacher training prograns
has been developed at Temple University. The Skill Development in Teaching

(SKIT) model vas suggested by recent research combining tvo teacher-training

»r N

techniyues developed in the past decade, Interaction Analysis and Micro-

teaching. Some educators who have worked with both Interaction Analysis and
. . l ; h M -

Microteaching pavé‘felt that they are compatible,_and even complementary, °

¥

LY 1
The proposed Skill Developmen® model is an attempt atr combining significant

aspects of the two techniques in a model for maximally effective skill
. -

- ‘l
training 'programs.

P

A- early as 1960 (Flanders, 1963), Intetacticn Analysis was used as a
device for giving in-service teachers feedback on the patterns of student-
. - , K
teacher interaction typical to their classes. In Interaction Analysis, a '

“{\ trained observer collegts data on student-teacher interaction sequences and

-

records these data in tabular form. A summa¥y matrix may then be compiled

N
U

) from the data for use by the teachers in analysis of their own classroom’ *

bchavior. Since 1961, a number of proiects have successfully utilized

v
-

.

-

*This paper vas deiivered at the American Educational Research Associatione.
convention, February 1968, in Chitago, Illinois.

N
N

**The authors are indebted to Robin Welson for her help in the preparation
of this paper,
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- Interaction Analysis as a wethod of sensitizing pre-service teachers to their

oun teeching styles {Amidon and others, 1967).
More recertly, the technique of Microteaching has been employed in”
pre-service teacher education as a method for developing specific classroom

teaching skiils. 1In Microteaching, the complexity of the teaching task and

the size and duration of the class are drastically limited to facilitate
focusing on thle accomplishment of the stated objective of the microlesson,

and a varviety of feedback devices are employed in its evaluation.

One of the first attempts to use Interaction Analysis and ilicroteaching

combined yas in 1961 in a Laboratory on Teacher Role Behavior at Temple

L]

University. ‘“he purpose of this Laboratory was to trair teachers in the

use of Interaction Analysis as an observational tool for use in obtaining

r

feedback on-tHeir own classroom interaction patterns and to encourage the

’
v

teachers to use Interaction Analysis in developing and practicing desired
teaching behaviors. The procedure for each microlesson included (1) the

development of an ideal '"teaching style plan." 1In other respects analogous
1]

to a typical lesson plam, the teaching style plan was for a smaller lesson,
and it included a stgtemant of the interaction analysis catego?ies the
teacher would primarily use for the.particulgr lesson. (é)l The teacher
taught a five~- to tep-minute lesson, using a small group of her peers as a

class. (3) The trained Interaction Analysis observer recordéd the student-

-

teacher Interaction patterns in the lesson. (4) At the end of the lesson,

+

the teacher was given the data collected Ly the observer as well as comments

from the teachers vho had acted as her class.

there was no effort made to have the teacher repeat the same teaching pattern

.

In these early attempts

»

' * . .
until she vas successful, The aim vas rather a demonstration of how teachers

v
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, might pragtice producing a particular teaching style or a desired set of
rd I -
\

_ teaching behaviors,

N L} . ' .
h

The project on student teaching (Amidon and others, 1937) also made use J
of the exercise just described for all the student teache;s involved in an :
experimental group. In this exercise, stuqent teachers were asked to teach J
five-minute lesso;s'utilizing teacivinZ behaviors that are theusht to be ‘
effgctive Sut are rarely found in typical classroom situations. Specificaliy,
tﬁey were asked to practice (1) asking broad or divergent questions,

-

(2) making extended praise statements which included public criteria for the
,pr;ise, and (3) making extended statements accepting student ideas.

Perhaps the most recent and sophisticated efforts in comdining Inter- -
agtion Analysis and»Micrdgééchin; have been (1) the Intern Teachins Program
at Temple University using the approach developed by Rosenshine and Furst

' ,
and (2) the In-Service Projram vhich has been used by Minnis at the :
University of California at Davis. Rosenshine and Furst developed what mizht
be described as a complete meshinsg 07 the two beéhniques of Microteaching .

L and Interaction Analysis, Yorkins with teaching interns at Temple

Yniversity, their program include@ the following procedural elements: -

(1) A specilZic statement’ of teachiny skills defined in terms of Interaction -

< Analysis categories which the teacher would try to produce in a microlesson.

L ) (2) A scaled-dovn classroom situation with very restricted teaching abjec-

‘ tives for a lessoh approximately Zive minutes in length. * (Z) A small

class of approximatély six to ten st?dents. (4) TImmediate feedback to
theAtether vfa,videotape playback. ﬁS) Feedback of Interaction Analysis‘ )
data indicating the extent to vhich the teacher was able to produce the  ° . -
desired behavioral categories. (3) Teedback from students in the class .
about their perceptions of Ehe teacher, (7? Repetition of the whole process

. -3 - .
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until the teacier had accomplished the desired specific teachin;lobjective

and produced thke “ehaviors he vas attempting to prodhce.

Backzround Research
Before attempting to descrilbe the proposed skill training model in

detail, it scems appropriate to review oriefly some of the research which

has been done in Microteachin: and in skill training usins Interaction

Analysis.  That-research micht be divided into three types: prediction

¢
v ’

studies, training studies, and experimental studies. .

-

Prediction Studies.” Prediction studies attempt to determine vhether

1
»

the ratin;s or chaviors observed in a microteaching situation correlate with

the ratinzs or bHehaviors observed ui:en the teacher is in the classroom.

N

T ~ - - -’ -
For a numver of years, pre-service intern teachers in the Stan’ord
Summer iicro-Teaching Clinic were ranked according to the ratings which
f
pupils save the teachers' lessons. During the regular teachin:, year, the

.

interns also received ratings on their teaching from their supervisors,

4
L

D--ight Allen (personal communication) reports that those teachers wvhose

Microteachin; vas ranked lovest received lowver reports on their re_ular

=

e

teaching than teachers who received the highest ratinygs in Microteachina

»

. 1]

Similarly, pre-instructional Microteaching ratinss were used to rank

teachers vho tere considered fof employment at a suburban school' district

near Stanford, Teachers taught a HMicroteaching lesson, but their ratinns

on thése’ lessons uere not reported to the soard making, the choice of
- - *

3
~ 0

teachers: A: the end of the year, -the rankings were studied and compared to~

b

Py

the board's hirinz decisions. All “teachers but obe vho were raved low in

Microteaching were also not hired by the board. The one lou-rated teacher
i ¢ . - ¢

vho wuas hired proved to be a problem teacher during the year. (Sobol,

-

informal communication.)

x - b -
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. Morsa (1975) asked instructor candidates in the Air rorce to _ive . .
verbal presentations to boards consiszinr of six supervisors and instructors

~ . \

and Zound that the ratings giver in these presentations nad covrelacions

uaich vere neitlier hgih nor si-niicant vith student ratin:s o7 tae
Ay roe——

: instructors. -

» «

Ober (1977) siudied the relationship bLetueen the teachin: behavior of

-

M A
|
\
1
1

student teachers in a microteackins situation before they vegan student

teachin, and @ eir teachinz behavior ul ile student teachin~. ™o aroups

vere considerled separately: 30 student teachers who received trainin-: in
. —_—
F ' Interaction Analysis and 30 student tecchers vho received oZzi.e: cypes of

trainini. The ilicroteaching lessoh lasted 7or 30 minutes, and other student

x

teachers role-played students. ™o prediction measures were developed Irom

the iicroteaching performance: an I/D ratio (rouchly similar to the Tlanders

I/D racio) and a S/T ratio (ratio o all student talk to all teacher talk).

. «

Each o these measures was correlated with 42 variables developed Zrom
j , interaction analysis watrices and the Dehavior of the trainees duvinyg - :
student teachin;. The I/D ratio had 'a significant correlation.wita Zive

-~ U - - . . . .
of the {2 measures for those receivin:, Interaction Analysis training, and

Interaction Analysis trainin;., Tae $/T ratio taken in the Microieaching

. situation had a signilicant :orrelaZzion witi nine ol the v.2 dependent
(8]

measures for fhose receivinsg Interaction Aaalysis trainin; and wich nine

)

no correlation with any o? the predic:el measures for those not receivin
|
|
|

of the %42 measures for those not receiving Interaction Analysis craining.

. . . e - ! . ~l
y It is interestiag to note, that Zor neither ~roup did the Interaction . |
. - ‘ 1
|

Aralysis measure taken in Mitroteaciin correlate with the Inceraction

>

Analysis measure taken durin: actual :rairinc; and neither did chie 5/T

ratio taken in wmicroteachins correlate sirmificantly with the S/T ratio

. T

e
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which vas taizen durin~ trainin-.
' ~There viere more si~nilicant correlations vhen four prediztion variables

‘ ~
were used in a multiple correlation equation. The Jour prediction variables

vere: score on the Dosmatism Scale developed »y Rokeach, score on the

il
-

Teﬁchin; Situacion Reaction Test deYe%oped Oy liounh, the I/D measure taken
from the simulated teachin situation, and tie S/T measure zaken Prom the
.s;pulated teacuiny situation.
Amidor (10%7) zonducted an enperiment and tuo replications ia order to

test the relationships betueen the trainin, ol cooperatin:, teachers (school

4
supervisors), certain course content, and the behavior and attitudes of

. student teachers. One findins, consiscent across the three experimeats, 'ras

tonat sindent teacuers tauzhit Interaction Analysis us L si, nilicantly more

sehaviors labeled "incirect" vhen they vere in the classroom than student
teachers not so tav~ht. As part ol zheir university instruction, tl,e

student teachers who received trainin’, in Interaction Aaalvsis spent t9o

hours a week in labovator, sessions in which trey listened to aud coded

audiotapes and practiced the relevan” " e.aviors in a role-playin_ situation,

D)

Trainin-, S.udies. Durin  eaz’: surmer ¢ ~2e S-anford ilicro-Teachir-

Clinic (since 16 J) data has Heen pollected on ¢chan ¢ measuged i
trainin;,. -In these studies, the si nilicance o aing crom veeh co veel
vere tested. Tie ‘dependent variébles vere student ratin s. Scudies in .
' this area (Allen and Fortunme, 1956; “oriume, 19%°; Cooper, 19,.; hubertine,
19.57) héve consistently shoun that siudents regeive incrca§ed student ratin;s
. .

during training,. .

. »

i P
E:perimental S:cudies. The experimental studies in ificroteaciing,

L conducted primazily'at Scanford, have Lad tuo ovjectives. Tue Zirst is

" ‘
tire develophent o7 specific teachin: skills vhich can be measured in terms ) :

x
s
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ol Irequency of a lchavior. The second ohjective has “een to conduct bvasic
. !

L. N
and applied research into the e”7ectiveness of various trainin; procedures.
This research has not yet been brouzht together, so that only a Zev of the
studie tioned hej o o
ies are mentioned here.
' N
The validity of Microteachin: training as compared to no training is

‘fairly well esta.lished. In the initial study by Au?prtine (12.4), one

Jroup ol pre-scrvice interan teachers received ilicroteaching trainin; durin~ o

. B

their [irst summer, vhile a second sroup served as teacher aids and observers
.in regular summer-school c1assroom§. The teacﬁing ehaviors o{_;he tvo
groups in a ilicroteachin~ situation at che end of the summer, and in their
rezular classrooms at the start ol the year, wvere rated and compared. In
both situations, the group receivin  ilicroteaciiin’ trainin had sisnificantly
higher racin s.

Another series of experiments has Deen conducted at Stanlord University

¥

on trainin: va?iables in Microteachin_ . Five of these have been reported at

previous AERA meetings.

McDonald, Allen, and Orme (19..) studied the eifect ol di.erent

. . - . . . A
training procedures upon the reinlorcin; behavior of teachers in' =

classroom discussion. Althou 'h this experiment has most o~ the elements

~

of ilicroteachin --shiort period o  time (20 minutes), speci

<
-

ic skill,
videstape Teedhack-;the research did not take place in a ilicroteachin,

situation. Instead, videotape recordin~s oZ the teacher's classroom .

N

instruction wvere studied. The most e lective trainine nrocecuré i'as one in .

vhich the supervisor provided the teacher with reiunlorcement lor desired

-

1]

behaviors and alSo provided the teacher with discrimination. training vhich

consisted ol poincing clues in the wideotape to vhich the desired teacher

' behavior should ;e attached, The ne:xt most effective protedure vas one in 7/

-7 - ‘ v
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uhich the supervisor onlv reinZorced tae teacher'uhen he‘emitted the criterion
response, Tae least eféctive experimental treatment (aside “rom the
control) was .one in which the interns rated their own responses Yo student .

talk vithout receivin: supervision. - .
- ’ (
|
Allen, iizDonald, and Orme (19°3) used time Setueen trainin-, sessions

as the dependent variavle., Ir t.is experiment videotape recordiass of

N

i
‘classroom teachin-, uere used. Althoush all treatment 7roups improved in

4 ’
their use o’ the criterion behavior, none of the time periods between video-

tape sessions appeared to be more e.._ective than another,
A third experiment. (Orme, iizDonald, and Allen, 1965) compared tuo

types of presentational varial.les: s-mbolic modelinz, in vhich the desired

vehaviors are transmitted to the learner by means of written or verbal

instructions, and perceptual modelin-, in vhich they are transmitted Dy

means o. a Jilmed model who portrays the desired “ehaviors. The most
effegtiQe trainin; procedure vas one in vhich the su.jects vieved a video-
tape playback o° their oun per “ormance, plus a videotape o{ an experienced

\ x
teacher’ uho modeled the criterion Lehavi During botn vieuinrs, a
supervisor vervally reinforced the desired response and su,_ested variations
vhich the intern mi:ht attempt in his teaching., The second most ellective
treatment uas one in vhich the incern viewed a videotape o his oum per-
“ormance alone, and vieuved the model videotape with the experimentor. The
least effective treatments were those in vhich the interns did not see tite
model tape %ut vieued the tape of their oun performance either alone or
uyith a superv.sor. ~

A fourth experiment (Allen, 3erliner, McDonald, and So030l, 1957)
7]

investijated tne elfects ol varidtions on three trpes ol trainin varia“les:

(a) viewin, a videotape made by an experienced teacher vhich models the

1 -3—
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desired “ehavior as compared vicit readin a trauseript o~
() studyin; model videotapes or t¢ranscripis vhich conitained only nositive
instances o? the dehavior as a~ainst one uhich contains otl. positive and

'

ne ative instances, and (¢) imitatin® the model lesson in rie trainin
session as a_aihst“developin< an lesson “or the trainin; session. "len
the performance o~ interns in ‘tiic various trainin _roups vas :ompared on
a transfer tash in vhich all developed their ovn lessons, e -~roups
hi-hest on the criterion trask were those vho studied lessons uhich

contaired onl' nositive instances o? the desired behavior. The other

variables did not appear to dif7er in ¢.Zectiveness.

Skill Developmenc in Yeachin: (SKIT) ilodel

The proposed SKIT mwodel for teaciier trainin‘ consists o .2 “olloving
five elements cerid Trom vesearch and development in Interaction Analysis
and liicroteac™in,.

1. S:ateneac of O.jectives. Elements o- desired teaciizn-, st:rle are

stated in teras o” precise hehavioral o%jectives tfich -orrespond to cate cories
ol tle Irteraction Analvsis (or alternative) system.

2. BSkill Session., A microlesson, characterized as havin limited

learning o.jectives, to “e tau .t to a small ~roup in a shor& period ol
s 041 > . ~roup !

time is tae vehricle Jor practice o’ a restricted pattern o” teaciin
>ehaviors,

3. Data Jollection. Tour t:pes o data are collected durin- the

. . R 1 . .
skill session: (a) an ooserver trained in Interaction Analysis records

the teaclier and punil oehaviors in sequence; ( ) a video or ar audio tape

-

o]

(5]

recordin;, is made o, the-session; (¢) students record their percepcion
teachin: Letaviors relevant to tie staced objectives; and (<) tiae consultant

or supervisor recoirds inlormation whichi vill help him focus the Zeed:ack session.

- O .
-

¢
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-. 2ractize. Steps 2, 3, and ¢ are repeated until the o.jectives

satisfactoril: accomplished.

n
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Statin = O ‘ectives. ilany ws:-chololists interested in Pro ranmed

Instruction have deen trrin to inpress upon cducators the imporiance

. of statin; o jeczives in behavioral terms. The arrument is taat iJ the
2 - : ! L . . . . - ”~ . 3 .
- .ovjective is siazted in such a wray chat “:ehavior indicative oZ e o.jective

can e o.served ¢irec..» then it is possiuie to determine precisely ihen the

1
’ -

2bjective has “een accomplished and <hen it has not. Oujectives vy ne

expressed in terms of student ochavior or in terms o. teacher 2ehavior. In

the nroposed SXIZ medel, the Zivst step in developing teaching siills is to

state, in ver; specitic terms, the teachin ' “ehaviors that e tcacher is
(23

aitemptin, to develop. The method employed Zor achievin-, this spezilicity
1s to express the skills in terms o? Interaction Analysis caterozics

0. teacher sedavior, cate-ories ol other odservational systems cuyrently

x

available, or new catezovies uhich are developed in work with the trainee.
Teachers are trained in the use ol Interaction Anal:rsis or anotnexr system of

-.eitavioral cate :ories Zor evaluation o~ attempts at procucin, specirlic .
. .
desired " eiavioral patterns.

SL.ill Sessions. Teachin~ sizill sessions are sessions in wikich the

P

participant playin;, the role ol teacher practices spediZic =lassroom “ehaviors

in a Mieroteachin_ context, ilemvers o the ciass are role-nlayed s>y others
.
participatins in the trainin; pro ram, 7T:e class size is linited to Letween

Zive and ten students, and the duration o the lesson is restcicted to Ffive

[} . %
or ten minutes. <ie skills to “e practiced dre prescrised oy the consultant, .

]

and are delined in terms o frequency aand duration of speciic Inzeraction

Aralysis cate ories or catezory sequences.,

. « 10 -
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; Data Collection and Teedback, In effect, the hature o the Zeedhack

.

and the vay in vhich it is ziven is the most sinnificant Sfeature of the

. %

model. Tour types of feedvack are availaile to the supervisor: data

. - -

expressed-in a category system, videotape or audiotape recordin ., per~. w - .

“tions of the students, and perceptions of the supervisor. The eifectivennss

of the session in vhich the four types of feeddack are presented to the

I’

teacher is dependent upon the skill ol "the supervisor.
The use of a caterory system such as Interaction A~ iysis is particularly

appropriate for purposes of gsatherins precise and relatively objective data -
L]

. -

for use as immediate; quantitative feedback to the person attempiing to
achieve or improve a particﬁlar teaciiing skill. With Intaraction Analysis / -
or a similar category system, the teacher can obtain immediate feedback of .
the amount and kind of category used, and can tell whether or not he was
suchssful in any skill session uhkich may be analyzed within the Framework

of the particular cate ory sysfem. The primary advantaz. o7 this particular -

approach is its potential for precision and objectivity. Even vhen viewing
]

"

~ 2 . - ) |2 s ]
a videotape record of a lesson, it is possible for a- teacher to avoid,

H
focusing on the precise behavior desired in a skill session. (Tor example, .

. "

* people are olter distracted or biased by mannerisms or physical character- .
{

isticsd) liovever, with a summary of specific data the teacher is able to

R . ce . L . . .
evaluate his dchievement o7 the,specific objectives of the skill session in

’ -
terms of tl:e numbey and duration of instances of desired behaviors. An -

LY

"o ormomoT — —expanded Interaction Analysis system is summarized in Table I {Amidon, 19.93).
"Af. the end of a skill session, those members who have been playing .

l v
the parts of students may be given small sheets of paper on vhicl they ¢an

record their reactions to the teacher's behaviores In each case, their -

reactions should be relevant to the objectives-of the skill session. In

- 11 - ) oo
Q ,
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IDITIED INTERACTION ARALYSIS CATEGORY SYSTEM

t

TABLE I

TEACHER fALK L. Accepts Feelinp
2a. Praises . . .
2b. Prafses Usina Public Criteria ‘"
. 2c. ‘Praises Using Private Criteria 3
3. Accepts Idea Through: a. Description
b. Inference
c. Generalization
4. A4sks: a. Cognitive Memory Question
) b. _Convergent Question )
' v+ “c. Divergent Question
-d. Evaluative Question
5. Lecrures \ .
6. - Gives Direction '
7a. Criticizes
7b, Cricicizes Using Public Criteria
Je. Cricicizes Using Private Criteria
STUDENT YTALX . 8. Pupil Response:  a, Descripiion
’ b. Inference .
c. Generalization
9. Pupil Iniriation: a. Description
b. 1Inference
c. Generalization .
x < - "
10," Silence
1l1. Confusion

- 12 -
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addition, they can write comments on their general feelinss about the
. ’ R \\:M
particular lesson. This provides the teacher with additional infoxmation

about the effect of his behavior on the class.
The third feedback device, the audiotape or videotape tecord, is

particularly yseful because it presents theteacher with a complete and

objective, although undifferentiated; record of his behavior. The

supervisor can focus attention on specific ingtances of desjired or undesired

behavior, however, by stopping the tape at appropriate points to discuss

the relevant behaviors with the teacher.

It is recommended that the supervisor be as descriptive as possible,

refraining from comments such as "We didn't do very well therei" The -

effect of negative evaluation may not be desitable, and in any event since

objective data is available, it seems unnecessary to provide criticism and

\

negative comment,

- \
\
\

The data collected by Intera;tion Ana1y§i§, in particular, can simply
be présented to the teacher in either suﬁﬁary matrix or basic d§ta form
vith the key tallies pinpointed. The consultant may point out on the data
sheet in what vays the teacher's behavior either coincides or fails to
coincide with the objective of the skill session. Again, it is one of the
strengthsrof the proposed model that it is unnecessary for the consultant
gcting as supervisor to make any value judgments 6f his.own. Interaction
Analysis maf be used to provid; data on the basis of which the teacher can
evaluate his own teaching performance. ‘

Practice. Practice is one of the essential elgmeﬁts in ény skill

development -program. In any textbook on applications of learning theory to

teaching, it is ncted that students have to have adequate time to practice.

The microlesson itself provides a controlled setting in yhich specific-

- - ] . ,1.3 - o [T
&
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skills or teaching behaiv.ors can be practiced. However, practice in a

L

-

. microlesson is not the same as practice i the actual classroom situation.

‘ | . o . . ’
" Most people would agree that there zie many conditions present in the

-
]

so-called real classroom which do not exist in the microclassroom or in

- the student teach%ng clasgs; so that vhile the skill developnent program

.

3 -

which has veen outlined here is designed to develop an increase in the

range as well as the depth of the .teaching repertoire, it does not guarantee

the eventual transfer into the real classroom situation. One solution which

. >
‘e

. the fodel described here suggests is the poséibility of expanding the—total
X

. model and adapting it to use by the teacher in.nhis own real classr'dem as

a follow-up to successful completion of skill sessions. Objectives can be

»

stated as a particular teaching style suited to a specific curriculum.
Thus, the teacher could ‘consider deve}B ing a rather complex set of objec-
tives for a science discovery lesson, a pew mathematics lesson, or a

" social studies inquiry lesson. Data colléction can be accomplished in a

-

way similar to that described here, that is, the teacher can make the arrange-

ments to have his lesson put on tape, and thisfsépe can be coded in

teacher himself, The coded data can then be analyzed in terms of the

objébtives vhich the teacher has established., Thus, the teachet™gives

himself feedback about the extent to which he has éccomplished the objec-

tives for each recorded lesson. After he has analyzed his lesson, he .

. shoyld identify the discrepancies which exist between\Ehe~objectives he

»

has prdposgd and the actual behavior which he has produced in the classroom.

When discrepancies are isolated, he will want to practice the specific
teaching skills in question. Thus the -evaluation of ''teaching effectiveness'

can be continued by the individual thacher, with the teacher. himself

-
-~ ’ -
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setting his own goals and constantly rc;gvaluating the extent to which he
) .
is achieving his goals in the classroom. .

-
-

\

Suggested Skill Sessions

Obviously, there are a large numberﬁof specific teaching behaviors
that could be practiced. For practical purposes, we have included only
2 few as examples of ﬁatterﬁs that seem to represent some of the more

/ important teaching behaviors but which rarely occur in typical classrooms.

/ . —-
Included in each suggested skill session are .the Interaction Analysis . ,

or modified Interaction Analysis system category numbers thich can be ' .

- - =

- ﬁ?\.',, . ’
used to identify instances of the desired behavior. Instances of other )

behaviors are coded according to the basic Interaction Analysis system

&_,{

categories., A skill session should he practiced by the person playing the

LT

role of teacher until the relevant skill has been perfected, and then the
. person can move on to a new skill,™

- 1. Orientation Practice. The purpose of this lesson is to help

teachers learn how to prepare their students for a subsequent activity.

Three types BE orienting statements are suggestéd, and they are all coded
_ within Category 5 of the Interaction Analysis system. Category fa

designates orienting statements vhich provide cognitive structure for the

task by giving the students an overview of the assignment; 5b is used for

'statements which focus the students by specifying what performance will be

-

required of them; and 5c refers to statements such as analogies or other

» ’ - —

models vhich are designed to aid the student in his performance of the

LY

task. Following the initial orientation, the teacher asks a question such

a

~7
' as, ""Are there any questions?" Then there may be a period of student -

. - questions followed by teacher acceptance of the question and then further

elaboration and orientation. The skill practice session ends with the

Q . L : ,
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Aruitoxt provided by Eic:

annoyed with that suggestion. I guess you're angry."

teacher's specific directions about uhat the children are to do. 1In this
session, it is important for the student playing the role of teacher to
try to make his orientation as clear as possible and free of any

repetition not specifically desisned to make the'point clear.

2. Acceptance of Studeut Feelina, Skill in accepting student fecling

’ -

is evidenced by two or more Category 1's recorded in sequence. In this

particular skill situation, it is necessary to ha¥e student expression of

. -

feeling 'in order that the teacher may practice accepting the feeling.

Therefore, it is necessary to provide roles for the students which allow

[
>

for some expression of feeling, Acceptance of student feeling by the teacher

may be of several different kinds.

a. The teacher can simply -say, I understand-how- you -feel," or the

like.

~
ST TS

«

b. The teache; can reflect, summarize, or paraphrase the student's
expression of feeling, in statements such as "... . so the problem is too
hard for you, Johnny, and it's makinhg you very frustrated."

c. The teacher may use a vord vhich defines the student's féeling,
as in the following examples: “You seem pretty excited." "I see we're

excited today." -"I see we're very depressed." "Everybody appears rather

T
d. The teacher may attempt to relate the student's feeling to a

general feeling that people have, or perhaps to the teacher's owm feeling.
&

Samples of this type of statement are: ‘“'Generally, people do tend to get
upset when they try and try to do something 'and are continualiy blocked

in their accomplishment,” or, "Sometimes I get ,rather upset myself vhen

~

I'm frustrated in this way."

Acceptance .of student feeling is a skill that's apparently difficult

» - .
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for 'teachers to develop, since in normal classroom interaction very few

instances of this behavior are observed, -

3. Providing the Criteria for Evaluating the Students' Statements as

Appropriate-or Geod., This skill’session is.desigped to give teachers an
opportunity to pradctice praising student contribution only when they can
provide criteria ggr evaluating the contribution along with the prai;e
itself, Marie Hughes has diécussed advantages of presenting public criteria
for students as against other kinds of criteria that, a teacher might use.

Ye can define public criteria as reasons which the student can understand
for wvhy his thinking or his answér uas good. Such statements as: 'The .
answer is correct because you remembered to invert the divisor," and

“The organization you used in your group, Johnny, was good because you

gave everybody an opportunity to present his repédrt,' are examples of

praise with public criterion. They c¢an be contrasted with a staéement such
as "I like your group's o;ganization, Johnny." Given this type of praise, .
the student may-or may not know uhy the teacher'}ikes what he has done.
There is some support for the notigg that by preoviding children with these
types of criteria for praise statements children are made more independent
of the teacher and may be better able to work“efféétively on the learning -
task without constant reinforcement from the teacher or other authority
_figure. In this skill session, the person role-playing the teacher is
asked to produce praise statements followins student answers which include
. a minimum of two Category 2's in sequence. The assumption here is that
a minimum of five or six seconds are required for giving both praise and
criteria for it. The fole player therefore practices giving only praise
statements vhich are of this length and which include ‘the public criteria.
When the classroom interaction is coded, separate subdivisions of

» .
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Category 2 of the basic Interaction Apalysis system are used for repetitive

. praise (2a), praise which utilized public criteria (2b), and praise which

-

utilized private criteria (2¢); see Table I. Further elaboration of these

ca?egories is contained in Amidoﬁ, 1975, This s&ill session is another
particularly appropriate one to concentrate on, since observations of

Cypxcal Cfasorooms indicate tlat extended praise statements, giving public
criteria for evgluating the student“contribution occur relétively infrequently

in normal classroom interaction,

. o e ———
N e

4. Acceptance of Student Ideas. This skill session is similar to .

Number 2, but it is desigped td provide practice in rephrasinpg, summarizing

or reflecting an idea or an opinion vhich has been expressed by a student.

Included in this skill session may also be practice of making summary

statements of ideas expressed by several students. The criterion is

- - )

(as in the second skill session) duration of the behavior, evidenced by

two or more Category 3's recorded in sequence. In this particular skill

session, it may be appropriate for the teschor to begin by summarizing as

accurately as possible what individual students, or groups of students,

’

One of the important functions of learning this particular

P - N

skill is that it helps the teacher to focus on what the student is saying

have said.

and therefore should improve communication between the students and the

-

teacher, After the initial skill of simply reflecting what the’ students

~

have said is mastered, skill sessions may go beyond simple restatement

of vhat a student has said and emphasize actually using ‘the student's idea.
An example of /this might be a statement such as, "Well, Johnﬁy, you suggested

that we should withdraw from Vietnam. Apparently you feel that the war in

Vietnam is a threat to world peace. In this statement, the teacher has

aone beyond simple rest ement of vhat the child has said to making an

™5
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inference from vhat .the child has stated.

5. Asking Questions. The categories used here can, be modified,

depending;uponlthe situation’or the needs of the particular training

. program. Howvever, the basic model we are using for this skill session

1s one develpped by Aschner and Gallagher. This skill session is divided

>

“into four parts vhich are then combined into a fifth session.

S, %

a. Copnitive Memory Questions. The cognitive memory question is one

~

which requires the. student to|réga11 a particular fact or bit of information
which he has learned and has storedin his. memory. The objective is

simply to ask only cognitive memory~que§Pions. Genérally speaking, this is

-

not difficult; and the person who is pla ¥ng the role of teacher in this

skili session will not find it difficult to produce this type of question.
It is interesting to notice, however, the types of student response following
cognitive memory questions; that is, it is inﬁeresting to riote both the

t§pe of thinking involved in the response énd tlie length of the response.

b. Convergent Questions. The convergent question is one which requires

the student to use some information in a particular process and come out

with an answer. 1In a convergent question, there are righé aéswers. For-

a first-grade child, for ‘example, a question like, dIf you tak; five

blocks out of your pile of 15 blocks, how many blocks will you have left

in the pile?" would be a convergent question. For a college student,-a
question such ag "Compare the question cateéories developed by Afchner

and Gallagher'w;th the categories for questions developed by Hilda Tauba" )
would be suitable., This would also be a convergent question; although it

is slightly different 'from the first in that the student is required to

make a comparison between two systems that he is familiar with. Of course,
agaig, in this skill sess%oﬁ the student is to ask only convergent questions

”
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in his lesson. It is interesting also to .notice the type and length of

‘response which follows convergent questions.
1]

¢. Diverpgent Questions. Divergent questions are those to vhich there

~
[}

1s no right answer. They may require judgments about what a situation
might have been like or will be like, or about what conditions would
prevail vnder certain other conditions, and so,on. This type of question
often asks a student to speculate&Ar make predictions. They typicaliy
require the studept to make judgments, but not value judgments. An example
of a divergent question might be, "What do you think the cities of the next
century uill be like?" ™“What kind of interper;onal relations do you’think
Columbus maintained with his crew?" or "What kinds of relationships do
you think Columbus might have developed with the In;ians if he had landed
in India instead of the Western hemiSphere?" or "What do you think the
develgpment of the cities in the United St;tes would have been like 1if

!

colonization had taken place from Uest to East, rather than’from East
to West?" These questions require prediction, judgment, speculation; in
some cases the answers are certainly based upon factual information, but

a divergent question, in contrast te a convergent question, has no right

v

Or WrOng answer.

d. Evaluative Questions. Evaluative questions are questions in

which the student is being asked to determine the appropriateness or the

adequacy of an jdea or opinion; that is, the student is actually being

- asked to give his opinion. "Do you think it was a wise move to increase

1]

the sales tax in the state of Penmsylvania?" "Do on feel that we should
“get out of Vietnam?;I Questions such as these ask the student to determine
whether an idea is good or bad, appropriate or inappropriate. In: this
skill sesgion, the gtudent playlng the role of teacher is expected to

’
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ask only questions categorized as evaluative.

-

" e, Combination Question-Asking Practice, This is a_combination of

the four 'previous ‘'sessions. The person pléying the role of the teacher
may ye asked, for example, tg gsk a cbgnitive memory question, thén a
'conuergenF question, fo}lowed\by a divergent question, fellowed by an e;al-
uvative question. This is the mést difficult of the four sessions and
therefore satisfactory completion of the previous four sh;uld be considered
prerequisite to using this particular skill session. -

When this skill is being.practiced,_ea;h type of question is recorded
as a SUbdivi;ion of Category 4 in the Ingeraction Analysis system. Thus,
cognitive memory questions are coded as 4a, convergent quest{ons as 4b,

divergent questions as 4c, and evaluative questions as 4d.

6. GCiving Criticism with Public Criteria. This session is similar

to the one designed for practice in giving positive evaluation with public
criteria, except that in this session the person playing the role of the
teacher is #sked to include a public criterion‘when he tells a student that

his behavior is inappropriate or that his ansver is wrong. Vhen this skill

A -

is being practiced, Category 7 is modified so that the use of criticism
wIEb public criteria 1§ labeled 7b, and the use of criticism with private

” .o~

criteria is labgled 7c.

General Considerations in Using the Model -
in using the proposed model, we have found that there are a number of

considerations relevant to its effectiveness. The following seem particu-

4

larly noteworthy. - -
1. This model cannot be used unless ,teachers are first trained in
Interaction Analysis, so that they are able to understand and interpret

! - 21 -
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data representing teaching patterns they are attempting to develop. VUhile

Interaction Analysis is relatively simple C6 learn, élher systems, tlrough
more complex, ‘are also useful within this model, as are modifications of
the basic Interaction Aﬁalysis:category system. For example, categories
such as divergent and convergeﬁc questions, public and private criteria
for evaluating student behaviors, and levels of student thinking could be *
included in the basic Interaction Analysis system (Amidon, 1955). fable I
- ‘ suggests one modification that seems to be particularly appropriate. Tihe
time involved in training teachers according to the SKIT model is likely
F - to b; greater, then, than was required for earlier programs in basic
Interaction Analysis or in Microteaching.

2. A second problem is the motivation of the teacher attempting to
improve his teaching skill. To analyze his own teaching and work intensively
on specific teaching behaviors requires a good deal of commitment on the
part of the'Ceacher. Yhen a teacher, student teacher, or teaching
intern-is involved in a program in whizh his participation in the skill
. development sessions we have described is required by a_gchool district

or by a teacher training institution, motivation is to some extent built

N .
into the structure‘of the program. A teacher may participate because he
wants & particular grade in the course, of because he is befﬁg ﬁaid by
his school district to improve; or he ma; be working in a program with
other teachers on a strictly voluntary basis. 1In any event, he may have
support from other teachers and administracors under these circumstances.
Moreover, the difficulties encountered in trying .out a giveﬁ skill may not
be unique individual probléms; they may be shared with others pnd\ﬁiscussed
so that the teachers receive reinforcement and support where needed. On.

the other hand, when a teachér is working by himself in attempting CO\\

’ -2 - y
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develop and refine teaching skills in Ehe day-to-day classroom situation,
discouraéement and lov morale may develop.

3. Skill training in cthis type of modular program may be thought of
as artificial. A number of people have suggested that any kind of skill
development program vhich ettempts to ignore conditions present in the
real classroom situation has a kind of unreality about it. This may in
fact be the price that one has to pay when he participates in a program
which attempts to isclate teaching skills as specific behaviors that can
be practiced and integrated into a total teaching style.

4. 'The model described here is often alleged to inhibit creativity
or free expression in teaching behavior. To some -extent this is regarded
by many as a real danger. For example, in developing the use of appropriate
listening behavior through reflection or summary of what the other person
has said, does one totally extinguis@ from his‘repeftoire other desirable
behaviors, such as spontaneous insight, excitement, or enthusiasm? This is
a question often raised, .and a‘danger that should certainly be clarified
for those vho attempt to use the model suggested here. In effect, the
tralning indicated by such a model has as an objective the freeing of .
participants from stereotypic reactions to éﬁe classroom interaction. If
a person going through such training finds himself stuck in the rut of

repeating such phrases as, "I guess you're saying i . . " "I understand
how you feel . . . " "You may be suggestiﬁé;w;hen, « . <" or "That's
very interesting . . . " then the goals of the training have certainly
not been achieved. Training under the proposed modei should produce

behaviors that are the antithesis of those just described,

5. 1In the actual use of this procedure, the various steps are not

. always as clear-cut as they might appear to be on paper. 1In the training

.23 -




vhich must preceed the formal use of the skill training model, elements of

N

the model may be utilized in alless systematic manner. For example, teachers
may role-play certain Interaction Analysis categorieéAES an aid to learning
the categories, IThey‘will receive feedback about how effectively they have
used‘thé behavior corresponding"to the category number. Taey will also !
receive practice in collecting‘data with the Interaction Analysis system.-
Sinze Interaction Analysis forms a basis bbéh for the skill training and
the feedback, effective application of the model depends upon this initial
training progr;m. In all arecas of applied sociai_scieuce, models that
seem to be useful on paper fail in practice.. An essential ‘ingredient in
the dewclopment of training prosrams based upon the, proposed model tmich

cannot be included in the model as outlined here is the skill of the

consultant vho acts as superviser to the programe. T

e
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