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SECTION I BEST COPY AvaiLABLE

BACKGRCUND AND RATIOHALE

As the world of the twentieth century changes with increasing
rapidity, it becomes more and more difficult to decide what
information a student nceds to learnt what, from the vast amount
of knowledge, is relevant for his future life. Man: A Course
of Study, a social studies curriculum formulated by Jeronie Bruner
and others, is an attempt, through the use of a process curriculum
design and the inquiry method of learning, to stress the develop-
ment of general cognitive skills,

This research project was conducted as part of the overall
evalugtlen project or the A0S ~urrictan sponsored by the
#astern Regional Institute for Education,

The report will focus on the teacher's role in the MiACS
curriculum and will specifically be concerned with the first
expectation for teacher behavior as it is stated in the ERIE
document "Expectancies for Teacher 3ehavior." The expectation

is subdivided as follows:

Performance expectation:

Teaching strategies shall become increasingly childe-
centered, non-directive, and dialectical rather than
tecacher-centered, highly directive, and didactic.

. Attitudipa] exnectation:

Teachers shall exhibit positive attitudes toward
child-centered, non-directive instruction and shall
reject strictly teacher-~cencered, hiphly directive,
and didactic methods,
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In order to deal with this teacher expéctation in a
meaningful manner, two very basic problems were considered
first: those of definition and instrumentation, Besidcs
developing a rationale for the particular expectation under
consideration, it was necessary to compile a list of
behaviors which cculd serve as a definition of the term
"child~centeredincss” and to coordinate a battery of instruments
to tap these particular behaviors. This report, therefore,
will include a brief discussion of process and the irquiry
method with particular emphasis on !gACS as an example
of a process curriculum using the inquiry, or discovery,
method of teachings A summary presentation of the learning
principles upon wihich much of the design of the Mi1AGS
curriculum was based, as well as a description of some of
the behaviors stressed in the teacher seminars written
specifically for riACS, will supplement this discussion of
the inquiry method and will serve as -rationale for the
particular teacher expectation in question. A brief discussion
of the resecarch that has been done in the area of child-
centeredness will then be presented with emphasis on the lack
of uniformity and rigor in definition and instrumentation=-
this to result in the compilation of a composite list of
representative child-centered behaviors,
The following research questions serve as a concise
previcu of ﬁhc research project,

K3

1, ‘'hich bchaviors, opcrationally defined, constitute
child-cent:red instruction? ‘

2. ‘/nat arc the oroblems associated with the evaluation
of child-centered, non-directive, dialectical teaching?
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3. Which instruments most effectively and efficiently
evaluate these behaviors?

4+ ‘Mhich cailde-centered behaviors and attitudes do
teachers of }Man: :\ Course of 3Study exhibit?

Rationale

~

Process curriculum, }M:ACS was built on the premise that
since the body of information to be learned in any field is
no longer ecasily identifiable, "the only feasible approach is
to help the student acquire some of the more relevant and
central information and those intellectual skills which will
enable him to adapt and expand this limited knowledge acquired
in his formal schooling" (Cole, 1969,, p. 5). These
intellectual skills are referred to as processes. Emphasis
on process implies that a greater importance is attached to
the methods of acquiring and using knowledge than on.the
specific facts learned, Dy stressing the various processes
of exploring, observing, questioning, inferring, generalizing,
and elaborating, educators hope that the child will become
an active learner. All these processes, and many more, can
be subsuned under the general rubric "inquiry," also
referred to as discovery learning in much of the current
literature,

The inquiry method, endemic to process curriculum,
involves a pfoblematic situation whicn resglts in examination
of facts, formulation of hypotheses and tes;ing these with
all available pertinent evidence. listakes are an integral

part of this process as they encourage students to re=-examine
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their positions and experience the consequences of performing
on their own. The student who'participates in discovery
learning should gain generalized insipghts related to the
subject studied and, because of his personal active
involvement, should show greater ability and disposition in
applying the techniques of inquiry with which he has been
working.

The basic patterns of thought which the student is
encouraged to recognize encompass botin the content of the
subject and the particular way of approaching it. Jerome
Bruner (1966 ) whose concern with discovery learning has led

to the creation and dissemination of 1uACS, has suggested

that its particular way of thinking is central to any
discipline and that it is important in teaching to permit

the child at the earliest possible moment to learn this way
of thinking, With particular reference to the process of
Inquiry, Druner (1950) also believed that in order to

master any field a student must not only learn the basic
ideas but also must approach the learning task with an attitude
of inquiry. There 1is an emphasis on acquiring the kind of
intellectual discipline that allows one to recognize new
problens when they arise and to apply the knowledge that has
already been acquired to their solution. /hat is involved is
both a desire and a capacity to learn for oncself, to judge
for onecself what is worth learning, and to 50 minimally

dependent on the facts and opinions of others.
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Yan:_ A Course of Study as process curriculum. -As a

result of this concern with protess, new curricula are being
developed with the aim of promoting these intellectual skills
and generalizable behaviors, One such curriculum is Mant: A
Conrse of. Stndy, a once-ycar social studies course for upper
elementary grauce daveloped by the Sou L Studies Curriculunm
Progran of tducation Develo,~ent Conger, Inc., in Cambridge,
Massachusettss The development of 2itACS was much influenced
by thc ideas of Jerome Bruner who is himself concerned with
the promotinn of intellectual habits rather than of content.
He would claim that the “principal emphasis in education
should be placed upon skills - skills in handling, in

sceing and imaging, and in symbolic operations" (Bruner,

1966, ps 34) and would stress the need for "a way of
traASmitting the crucial ideas and skills, the acquired
choracterisgics that express and amplify man's powers"
(Bruncr, 1966, p., 38).

The content of the course i8 man and the questions around
whic' it was designed bear on the distinctiveness of man's
adaptation to the world and on the continuity between him
and other species. Threc questions recur throughout the

cou sc:  What is human about human beings? lHow did they get

-~

“hat way?  iow can they be made more so? These queries are

————_— i o e

posed directly to the children so that their ovn views can

-

be brought into the open and so that they can establish some

points of vicw of their owmn.,
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The questions are pursusd by exploring five contributors

to man's hunanization - tool-maling, language, social

organization, the nanagement of man's prolonged childhood,

L

LT P e e S a bkt

and man's ured 'o exnlain his world -- and the success of the
A - = \en S

course, in the eyes oi th¢ designers, depends largely on
promoting in the children a sens of Interaction among the
separate domains., There is a continual stress on recognizing
underlying patterns and commonalities and in abstracting from
the parricular to the genecral.

The materials of the course, consisting of films, other
visuals, written materials, records and enactive devices
sucir as games, provide a ranze of media, styles and
complexities to stimulate and involve children of varying
abilities and interests., The films are used to simulate field
observations,; and through repeated viewing result in information
gathering and question formulations The booklets (replacing
a single textbook) supply data and stress concepts; they are
supplemented by field notes, journals, poems, songs, and
stories. The ganes, construction exercises and observation
projects are activities that allow children to work in groups
and alone with minimal teacher direction.

fside from the stress on data gathering and hypothesis
generation in the manner of the social scientist, there is
also a great.consideration of the affective‘domain. The
course designers claim that one criterion fbr the selection
of materials was the drama, artistry and inécnuity they

pos

42}

cssed. In this way an atmosphere cenducive to the open




e

expression ol feeline and creative impulse would be provided.
Tor instance, Unyoush studying {he customs surrounding child
pirth in the culture of {ne Netsilik &skimos, the children can
compare these practices with wir awn and in the course of
this comparison openly expres= their feciings abnut these and
related issues.

Rather than merely impart knowledge to the pupil,
MIACS seeks to teach him to take part in the process that
results in the establishment of knowledge. Children are
constantly encouraged to try out theories in order to become -
experienced in using alternative models of thought. For
example, they might watch a film about Eskimo seal hunting;
but before it is shown, they try to figure out how the
Eskimos will distribute themselves in order to achieve
maximum suceoss, They assume the role of the social
sglentist and atrempt to generate hypotheses and theories,
as if they were scouts venturing forth onto an as yet un-
charted and umexplored path. 3y stimulating the art of
getting and using information, the course designers hoped
to stimulate self-consciousness about thinking, for
"children should be at least as self-conscious about their
strategies of thousht as they are about their attempts to
commit things to memory" (Bruner and Dow, 1967, p. 29).

Just as the course shies away from imposing truth from
without, so does it avoid leaving the child to his own
unpuided spontaneity. Since all activity takes place within

a particular situation, the value of a course of study is to
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allow the educator, by indirection, to direct the learner's

COWQC . \

.y

For ba.er and his colieagues, the ideal behaviors and
attitudes resnlting r..m exposure to MtACS and process
curriculum are summarized in the gfuilewing stacements:

1. To give our pupils respect for and confidence in th«
pcwers of their own mind.,

2. To extend that respect and confidence to their power
to think about the human condition, man's plight, and-
his social life.

3. To provide a set of workable models that make it
simpler to analyze the nature of the social world in
which we live and the condition in which man finds
himself.

4, To impart a sense of respect for the capacities and
humanity of man as a species.

5. To leave the student with a sense of the unfinished
business of man’'s evolution.,

These five goals stress both cognition and affect and hence
can be termed the overall general objectives of the course.

The role of the_ teacher in process. In discussing the

nature and goals of discovery learning, it becomes in-
creasingly clear that the concept of a teacher's role under=-
goes a shift in emphasis., The traditional role of tiirs-

mitter of knowledge becomes one of arranger of experiences
conducive to observing, questioning, hypothesizing. In

assuming the primary roiec of motivator, the teacher stimulates
and challenges student thought, tie initiates problem situations
and poses leading questions which dinect ;he students'

search = open-ended questions that elicit tentative,

qualificd solutions. The task of information-giver is

modified so that it surfaces only to redirect activity that
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has become directionless «nd to guido studonte to roforonco
material and other sources of information. The teacher
functions largely as encopragerJof ongoing activity and
diugnostician of the students' difficulties. In the recalm

of control, he attenpts to guide the children toward self-

discipline, a vital component of the discovery approach to

learning., . Hde encourages challenges to so-called "authoritative"

material, as well as a tolerance of different points of view.
In order to help students find meaning in their environments,

he encoursges them to form, of their varied experiences, their
own personal organtizations.

Throughout their period of exposure to the curriculum,
the M:ACS teachers participate in inservice training seminars,
designed to parallel the classroom situation, so that the
teacher becomes experienced in the process of inquiry,
comfortable with divergent responses and open-ei.ided discussion
and receptive to student questioning. de is permitted to
expericnce inquiry learning firsthand; for instance, through
seecing the baboon films, participating in discussion, :
questioning, hypothesizing, generalizing, etc. so that he
can anticipate, both coznitively and affectively, what his
students will be experiencing, There is much talk about "no
easy answers'" and "many frameworks," and the success of these
seminars scems to rely on the creation of an atmosphere where
ideas and feelings are expressed and sharéd -~ an atmosphere

compatible with a student~-centered approaéh.

Teachers ponder questions related to their role in



-10-
starting discussions, posing questions, exchanging information
and points of view, The suggestions for develeping lesson
plans stress the integration of the child's own experience
with, for example, the 1life cycle of the salmon or the
religious customs of the Netsilik Eskimo. Teachers consider
tue problem of how to help the children express their own
concerns and benefit from the creative expression of others
as well as how to make the situation relevant to the children
and how to deal with the students' tolerance level for
insoluble dilemmas. These considerations, along with many
others, are, in actuality, questions related to various
aspects of a student-centered classroom; for example,
student-student interaction, expression of students' feelings,
relation of material to personal experience, etc., In this way,
the seminar materials do not provide merely a general manual
of teaching methods. Instead, through their particular focus,
they guide the teachers toward a student-centered behavior
pattern.

In his article entitled "The Act of Discovery," Bruner
(1964) distinpuished between teaching in the "expository
mode" and teachinpg that used a "hypothetical mode.” In the
former, decisions about manner, pace and style of exposition
were deternmined by the teacher as expounder while the pupil
listened. In the latter, the teacher and pupil were in more
of a co-operative position regarding decis{ons. Students
took part in their formulation and at times played the major

role, so that they were aware of alternatives and evaluated
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incohing informations The alnm of the teacher was to help tue
students cbtain & firm grasp of the subject and make him an
independenr, self-dirccted thinkers 3runer's distinction
falls along very simliar, if not tre same, lines as that of
teacher-centered vs. student-centered instruction, and his
preoccupation with this distinction is related to his

concern with promotinaz discovery learning in the classroom,
This preoccupation is, therefore, reflected in the pattern

of teacher behavior encouraged in M:ACS.

Conceptions of student=-centeredness. Past research on

the effectiveness of student-centercd approaches to teaching

s not conclusive; comparisons of various studies are difficult
beeause of vague and/or different interpretations of student-
centered instruction and because of weaknesses of evaluative
{nstruments. The following review of studies was conducted

in order to establish a comprehensive list of operationally-
defined characteristics of student-centered teaching which
appear to be comnon to most resecarch studies.

‘7o J. tickeachie (1954), in an effort to distinguish
between the stereotyned concepts of student-centered and
instructor=-centered methods, established two dimensions of
difference: goals and methods of teaching. In the instructor-
centered class, the teacher was responsible for the goal-
setting, while in the student~centered class both the teacher
and the stuéents determined group goals. Another difference

was reflected in the type of objectives established. The

instructor~centered teacher tended to stress the traditional
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intellectual roals of learning for 1earnin§'s sake; the student:-
centered teacher, on the other hand, was more interested in
learring that affected the social; and emotional development

of the child, as well as his intellectual advancement.

lckeachie supgested five dimensions of tegching methods as
differentiating teacher- and student-centered instruction:

1« degree of student participation and student-student
interaction

2. degree of instructor acceptance of inaccurate
statements

3. depree of sroup cohesiveness
4, ability of students to determine their own fate

5. amount of time devoted to discussing personal
experiences and problems.,

In a somewhat more general manner, Carl R. Rogers (1961)
described student-centeredness from a clinical viewpoint.,
Stressing an "acceptinz climate," he believed that the
teacher's role was to set the mood of freedom and permissive~
ness, thereby helping to elicit and clarify the ideas of the
class members.,

Faw (1949 in Gage, 1963), in a pioneering study on
student-centercd teaching at the college level, suggested
that the student-~centered apnroach differed from the teacher-
centered approach in two ways: 1) the goals in the former
were determined by the students and tend to be more oriented
towvard affective and attitudinal chanpes than toward
intelleotusi advaoncerent: aad 2) the classﬁoom
procedurz  was basz2d on aueclhi student participation

with an empiasis on the intecrchange of student




experiences, feelinms and ldeas.

Anderson and 3rewer (1946) dhose "dominant" and "socially -
integrative" as their catégories of teacher behavior, The
dominant teacher was characterized as attempting to make others
behave according to his own standards, as obstructing
spontaneous behavior of others, and as expressing resistance
to chanses The socially-integrative teacher, on the other
hand, was flexible, adaptive, objective, and co-operative.
Andérson and Brewer operationally defined a student-centered
approach as one which included questioning of the children to
determine their interests, helping each child to define and
solve a problem and approving, commending, and accepting the
child's behavior,

Many of the studies done on classroon climate (Perkins,
1949; Faw, 1949; Flanders, 1949; Asch, 19513 Johnson and Smith,
1953 Landsman, 1950; Bloom, 1953 - all cited in Gage, 1963)
described teanher behavior in terms of the authoritarian-
democratic dimension. This was defined on one extreme by the
teacher who did most of the talking, directing, explaining,
geal setting, assignment making and evaluation, and on the
other by the teacher who allowed these activities to devolve
to a far greater extent upon the learners., Lack of clear and
consistent.findings in these studies might well be due to the
fact that this definition lacked operational precision, as
well as to the possibility that the authoritarian-democratic
construct was an inadequate basis for research because it

attempted to summarize complex group interaction into a single
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dimension. Because of the many additional subdimensions of
the construct, including affectiVé, procedural and task areas,
the authoritarian-democratic construct, as used in the rescarch,
was probably an ill-defined and over-simplified conception of
group interaction (Anderson, 1959),

Another approach to identifying and measurinrg student-
centeredness is the structuring of interactian systems. In
order to build such instruments, the author nust define
student-~centerecdness both theorctically and operationally so
. that the rater is able to identify representative behaviors,

subsumed by the concept, wiien they occur in the classroom.

The types of categories and tehaviors representative of these
categories, therefore, provide additional definitions of
student-centeredness,

Using Anderson's extensive research as a basis, Withall

(1949) created a cilimate index to assess the teacher's verbal
. behavior in the classrooms, Assuming that the teacher's verbal

behavior was a valid sample of his total behavior, '7ithall
established seven categories: 1) learner-supportive statements,
2) acceptant and clarifying statements, 3) problem-structuring
statements, 4) neutral statements, S5) direccive or hortative
statemants, ) reproving remarks, and 7) teacher self-

: supporting remarks. Thesc statements defined a continuum from
socially-integrative behaviors on the one end to dominative
behaviors on the other. An indirect-direcﬁ (1/D) ratio, a
measure of student- vs. teacher-centered behaviors, could

thus be obtained through the use of this scales
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Flanders (1967), author of a commonly-used interaction

analysis technique, established ten categories and operational
i

definitions of each« These werce divided into teacher talk,
student talk, and silence or confusions The teacher talk
categories were further subdivided into statements limiting
student frcedom, termed direct behavior, and statements
expanding the freedom of the students, termed indirect

behavior. (See Appendix A for the delineation of categories.)

Definition of student-centeredness, Close examination

of the various studies revealed a number of common elements
which could contribute to a consolidated definition of
student-centeredness. In his review of studies on classroom
climate, McKeachie (1963) attempted to bring together many

of these characteristics by grouping them under the dimensions
of poals and classroom activities. The characteristics

listed by ticKeachie covered a wide range of those included

in the definition which served as the basis for this study.
However, since the investigators were guided by the expectation
as it was presented in the cRIE document, the characteristics

were divided in terms of performance and attitudes, More

importantly, they are accompanied by representative behaviors
serving as opcrational definitions of the characteristics.,

In most of the studies and definitions cited in the
research, student participation in goal determination was a
signiticant elemrat of student-centeredness: However, in the
L ACS curriculum, students arc not the priﬁc goal-setters,

for the course developers had specific learning objectives in
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mind and designed the curriculum so that these would be
achieved, The teachers, though, are given options regarding
the inclusion or exclusion of cértain lessons, the usec of
particular materials and so on. Thus, they can encourage
student participation in the determination of day-to-day
activities, if not in ultimate objectives. In addition, the
flexibility which the course allows in the selection of
individual projects or research can add to the student's
control of his own leamming experience.

Since attitudes are less easily recognizable and
quantifiable than arc behaviors through classroom observation,
the attitudinal expectation under consideration was dealt
with in terms of thosec feelings which seemed consistent with
a student-centered approach. Although performance is not
necessarily grounded in an underlying attitude, it would seem
that possession of certain attitudes would promote and

facilitate student-centered behaviors.

The attitudes related to student-centeredness can be

divided into attitudes about the student as a person, those
regarding the student’s role in the classroom, and finaltly,
specific attitudes toward the teacher's role in the classrooms
1) View of the child:
a) Lach child is worthy of respect, not to be qualified
by his status as ‘a minor, by his intellect, ctc,
b) The emotional, intellectual, social and physical
develooment of the child must be rocognxled as a
desirable end in and of itself.

2) The role of the child in the classrooms‘

a) The child should be the center of classroom activity.
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b) Thr «aild should be an active rather than a passive
mcimber of the class, initiating ideas and acftivities.,

3} lhe role of the teacher in the classroom:

a) The teacher should serve as a guide and facilitator,
rather than director or leader of classroom activities,

b) Thr teacher should function as the creator of a warm,
encovraging, acceptinz atmosphere.

c) The teacher should value individualization of the
leiarning process and independent discovery.

d) The rteacher should be open and receptive to student
contributions, considering each one useful and
wortny of consideration,

Tne pirformance expectazions of student-centeredness

subsume general tendencies which can be operationally defined

. in terms ol cxemplar bechaviors,
Tendencies Exemplar Behaviors
1) much student participation as Distribute attention
in classroom discussion and to all students.
act:ivitlies b« Encourage student

opinion.

c+ Encourage students
to make their own
decisions,

d. Encourage students to
initiate activity and
follow through on idecas.

e. Take advantage of the
interests of the students.

' : f+ Use different grouping
~techniques.,

g« Provide a variety of
options to account for
individual differences.,

2) nmuch student-student a.« Use different grouping
interaction techniques,

b. Jithdraw from the center
of the activity in crder
to serve as guide rather
than director,

c. LEncourage students to
listen and speak to each
other,

d. Pose open~-ended questions
best dealt with through
dialogue.

¢+« Encourare shared
evaluation of ideas.
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Iendencies Exemplar Behaviors
3) acceptance of erroneous a. take little use of censure,
or irrelevant student b, Encouraze students to aseess
contribution . their contribautions, par-
ticularly through class dis-
cussion,

Cc. Zmphasize the importance of
a tolerance for ambiguity
related to the openness of
most issuese

d. Allovr students to defend
their opinions.

4) wuse of personal a. Ask questions which can be
experiences as a vehicte answered in terms of the
for discussion student's own experiences.,

b, Relate the materials to the
student's experiences.

5) emphasis on affect and a. Show an awareness of and a
on attitudinal chanpes concern for the student's

personal problems and needs.

b. Emphasize the importance of
a tolerance of others through
placing import on inter-
personal communication.

¢, cncourage students' affective
reactions to materials.

d. Question students regarding
their emotional reaction to
materials.,

6) shared responsibility a. kncourage students to assess
for evaluation their intellectual progress.,
b. Zlicit student comments and
criticism about every issuc.
c. Elicit feedback from students
regarding their satisfaction
wlth the content and conduct
of the course,
The six tendencies that have been delineated above serve
ideally to crcate a warm and accepting classroom atmosphere
in which the students feel free to volunteer ideas, enter
willingly into activities, and are unthréatened by the
possibility of error or of failure. The teacher, who exhibits

these teandencies, functions as a puide, facilitator and
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motivator of classroom activities and is, by definition, a

student-centered teacher.




SECTION II

PROCEDURE

Sample ~

The teachers involved in this study wéré those whose
nanes appeared on the list of INSI//ACOS teachers sent to the
investigators at Cornell from the ERIE office in Syracuse,
The five areas represented were Buffalo, Cortland, Fredonia,
Geneseos and Lockhaven; and the total number of teachers in
these arcas was 33. The sample was reduced to 31, as one
teacher left her school and another was not at the school
indicated on the list,

Bach of these teachers received the opinionaire along
witnh the Draw-~a~Classroom test, the Dogmatism Scale, and the
semantic differentiall by mail., The cover letter, signed by
the three members of the Cornell team, requested their help
in a project of cvaluation of MN:ACS and asked that they
revurn the materials as soon as possible, Twenty-~four were
returned and constituted the final sample.

Three cluster samples, representing JSuffalo, Fredonia, and
Cortland, were sclected for in-depth study. A& total of 14
teachers from theee arcas were observed in their (itACS
classrooms and later intervicved by the investisators,

Twelve fifth and sixth grade social studies tecachers
(vho were not teaching f:a0GS) from the sahc schools as thosc

in the cluster saimples were obscerved and completed an

1 . ) . . ) . . -
All the instruments will be described in detail in Section 111,
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opinionaire designed especially for theme This was done to

obtain data from a comparison group of teachers since there
¥

was no opportunity to obtain premecasures on or to randomize

the 1i1ACS teaciers before evaluation procedures began, It

g

was recognized that this in no way constituted a cnntrol group,
but it was thouzht worthwhile to obtain some data which would
be amenable to comparison.,

Entry into the schools was arranged through John
Herlihy, project director of ZRIZ, and arrangements at the
particular schools wéerc nade with the administrators
D concerned,

Pretestine of Ipstruments

Before the mailing of materials and the observation
and interviewing of teachers was officially begun. one of the
1t ACS teachers completed the opinionaire packet to determine
its usability and to elicit criticisms and comments concerning
the fbrmar, content, and length of these written instruments,
Since no problems arose, it was decided to send out the
. materials to the total sample of teachers. In addition, the
Flanders system, Ryans Classroom Observation Record, and
interview format were tested; and the investigators were
satisfied both with their usability and with the inter-
rater reliability. GSince the responses elicited by the
instruments- scemed commensurate with the criteria behaviors
that had been established, the battery fof%at was left intact,

Chservation irocodures

——

The investicators observed an entire lM:ACS lessons The
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first few minutes were spent in orientina to the rencral
situation and atmosphere in the classroom and in noting,

;
on the informal obscrvation cilecklist, the topic and method
of introducing the lesson and the nmatcerials to be used.
MThrouphout the class period, a time record was kept to
indicate transition from one type of activity to another,

Tuelve minutes of teacher and student verbal “nteraction
were then categorized, using the Flanders System of Inter-
action Analysis. Although up to 30 minutes were amenable
to categorization in some classes, only the first 12 of these
were used, Thiswags dme frrconsistency and uniformity since
many classes were engazed in diverse activities and only about
one~-third of these periods was suitable for the Flanders system.

The observer made notes rezardine specific behaviors and
gvents transpiring during the class period and later filled
out the Ryans Classroom Cbservation Record, in the form
revised fer this study, attempting to relate specific be-
haviors of the teacher and pupils to those behaviors listed
in the 2yans Glossary.,

As soon after the class period as possible, the teacher
was interviewed privately by the observer. This interview
lasted approximately 20 minutes.

The investicators had correctly anticipated that therc
would be a lack of time to interview the comparison groupe.
For this reason, their opiniocnaire had beeﬁ desipned to
include many of the items contained in the interview format.

L4frter the visits to the schools wiere conmpleted, thank-you
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letters were mailed to the participating teachers and
administrators. Follow-~up letters, reminding the teachers
to return the opinionaires, were sent out twice, at two to
three week intervals,

This research was financed by the Sastern Regional
Institute for Zducation, and all the demngraphic data, as
well as access to the schools, was provided by the agency.

Table 1.presents a preview listing of the various
comparisons considered, usinz the instruments to be described
in Section 11I. The results obtuined and subsequent discussion
will be presented in Section IV,

TABLE 1
SUM IARY OF COIIPARISOLNS CONSIDERED

Anstrument Comparisons_nade Test
Type and
1, Opinionaire L1ACS vs. non-p: ACS frgguency of

group response

, o Type and
2+ Interview 11 LCS vs, non-iitACS frequency of

group response

Lbeseriptive

I3 -} <. SF -) : S 3

3. Draw-a~Clascroom  }:ACS vs., non=M:AC comparisons

4, Dogmatism Scale 13ACS vse non-1itACS t-test
1-6 yecars vs, 11-21+ years t-test

volunteers vs, non-volunteers t-test

indircet vs. direct. t-test

S, Semﬂnti.é M1 ACS

vs. non-iisACS. t-test

piffercential




Instrunent Comparisons made : Test
6. Flonders System '

a) 1/D ratio M1ACS vs. non-M1ACS t-test
(Indirect/ 1-6 years vs. 11-21+ years t-test
Direct teacher ;
behavior) volunteers vs, non-volunteers t~-test

b) Teacher L1ACS vs. non-M:ACS t-test
Talk

1-¢ years vs. 11-21* years t-test
voluinteers vs, non-volunteers t-test

c) Direct M:ACS vs. non-M:ACS t-test
Teacher
Talk 1-6 years vs. 11-21* years t-test

volunteers vs, non-volunteers t=-test

d) Student M:4CS vse non-t:ACS t-test
falk "1-6 years vs. 11-21+ years t-test

volunteers vs. non-volunteers t-test

e) Student
Talk:

teacher- M:ACS vs. non-M:ACS t-test
solicited _—

f) Student
Tallk:

student- M:ACS VS. non-MiAC3 t-test
initiated T ——
7. Ryans Classroon
Ohservation Record:
a) Pattern ¥ M:ACS vs. non-il:ACS t-test
1-5 years vs. 11-21++ years t-test
volunteers vs, non-volunteers t-test
indirect vs. direct t~test

D) Pattern Y M:ACS vs. non-M:ACS t-test

1-6 years vs. 11-21+ yecars t-test
volunteers vs, non-volunteers t-test

c) Pattern 2 M:ACS vs. non-M:ACS t-test

1-6 years vs. 11-21+ years t-test
volunteers vs, non-volunteers t=test

indirect vs, direct t-test
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Instrument Comparisons made Test
8. Checklist
a) Activities HACS vs, non-11:ACS t-test
indirect vs. direct . t-test
b) Cbjectives 13 ACS vs. non-~il:ACS ~_percent of
s — type of goal
compared
Ne3e The lisaCS and non-il: ACS samples were compared on various

additional measures in the [Flanders categorization, but

the differences were not significant. These measures
are included as basc-1line data in Appendix 3.



SECTION, I1J
REVIE ! OF DATA-GATUSRING LISTRUL TS

The following instruments were dbsigned and/or selected
to form the prelinminary battery to tap student-centered
behaviors in ;i1ACS teachers:

1. Opinionaire

2. Irnterview format

3¢ Draw-a-Classroom test

4.  Dogmatism Scale

5. Senmantic pifferential

6. T[landers System of Interaction nnalysis
/7« Ryans Classroom Cbservation Record

8+ Informal Classrocm Record and Checklist

Copies of these instruments can be found in Appendix A,

Opinionaires

Description and rationale, A twelve-item opinionaire

was constructed to obtain botn factual data regarding the
sample of teachers and deccriptive reports of classroon
behavior, The six items of factual data were sex, lecvel

of education, major area of college study, yecars of teaching
experience, rating of subject areas, and initial involvement
in M:ACS. These items were included to provide possible
categories which would differentiate between teachers
possessing and lacking exprcted behavioral and attitudinal

qualities.

A similar opinionaire was desiesned for the comparison group
of non=iirACS social studies tcachers, This opinionaire
containad the same six factual items, descriptions of class=-
room episodes, and items probine familiarity with the con-
cept of student centeredness and discovery learning. Included
with the opinicnaire wer» the drav-a-Classroom, the Dog-
matism Scale, and th2 Scmantic Diffcerential,
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In order to minimize the amount of bias introduced by
the investigators, no mcntion was made of student-centeredness,
discovery learning or process curriculum,

Questions were asked which required the teachers to
compare their own teaching mrthods and the behavior of their
pupils in the [H$ACS curriculum with those of previous social
studies classroomss Rather than present a checklist of
possible bechavioral chansges, these items were designed to
elicit reports of descriptive classroom episodes, It was
hoped that these would be less influenced by the investigation
procedure and provide as candid a view of the actual classrooms
as possible. In addition to the items involving c¢lassroom
episodes, the teachers were asked to list possible probiems
encountered in teaching MiACS in order to determine their
source -- mcethodological, practical, or contextual.

The final item, asking the teachers to indicate whether
they would continue with the curriculum, was designed to
elicit an overall evaluation and the salient features
underlying it - again, methodologzical, practical, contextual.

As desipgned, the opinionaire was short enough to maximize
the possibility of returns and yet obtain moderately detailed
and descriptive data. It was recognized that the element of
subject hias is a major limitation in any opinionaire,
particularly one requiring reports of personal behavior and
attitudes. liovever, the investipators felt that its use was
justified, for a measure of reported behavior can serve as

a bridpge between objective attitudinal and behavioral measures
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of student=centerodness,

TIime allowance., The estimated time for completion of the

opinionaire was 15 to 20 minutes. i

Scorine. The factual information was coded and the

answers to the open-ended questions were categorized on the
basis of the responses presented. These catepories and their
frequency of occurrence were then compared to the behavioral
and attitudinal criteria of student-centeredness, in order

to dztermine the degree to which the opinionaire mipght elicit
responscs relevant to student-centeredness.,

Interviecuw

Description and_rationale. The interview, a six-question

instrument, was designed to supplement the opinionaire data
énd, by means of open=-ended questions, to obtain more detailed
information,

Questions (numbers 3 and 4) dealing with the teachers'
familiarity with and understanding of "discovery learning"
and "student-centeredness” were included to assess the teachers'
cognitive command of these concepts which are so central to
MiACS and to this study in particular. (ne question (number
5) was constructed to tap opinion reparding the value of
student-centeredness in the general learning process, aside

from the specific »:ACS curriculum =-- this to deterinine

whether the teachers considered student-centeredness to be a

viable and generalizable method of instruction. Two items
(numbers 1 and 2), concerning the effect of 11:ACS on a

teacher and the criteria of a good lesson, were designed to
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elicit responses in terms of actual classroom behaviors. In
addition, one item (number 6) dealing with ideal recruitment
procedures was included to give thé|teachers an opportunity
to list those personality and behavioral traits which they
felt were essential to a process approachs These last three
items would idcally corroborate and expand upon the data
obtained in the opinionaire.

In order to lessen the bias which any investigator might
introduce as a function of his owm opinions and expectations
relating to student-centeredness, probes to follow up the
separate items werc established beforehand, thereby maximizing

the possibility of a uniform interview situation.

Time allowance., The time required to conduct a complete

interview was estimated to be 20 minutes.,

Scoring. The interview data were not quantified. Rather,
the sub ects' responses were combined and catepories subsuming
all the varied responses were created, This was done in order
tc determine the congruence of the teachers' responses with
the behavioral and attitudinal expectations of the study, with-
out limitina their responses to a finite list.,

eliabilitys Inter-rater consistency was established

before the interview format was used, This was done by
conductine sample interviews jointly, reaching agreement about
manner of recording, and comparing notes. Any further clainm
to reliability, however, rested solely on the consistencies
which secmed to surfacce in the types of responses clicited

by the opinionaire and the interview items, since both
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instruments were designed to measure much the same thing,

Draw=-a~-Classroom

i
Description and rationale. The Draw-a-Classroom

technique, a projective device similar to the Draw~a-Man
test, asked the teacher to drawv a picture of a teacher with
a class on a blank sheet of paper. In formulating this technique,
Rabinowitz and Travers (1955) assumed that since no person drew
a picture in a vacuum, the representations would inevitably
display some of the ideas the subjects had acquired. Un-
doubtedly, the picture drawn would represent conscious
selection of material. Ttie M1tACS teachers, who were very
familiar with the curriculum and the probable expectations of
the investigators, would probably reflect a high degree of
selectivity in their presentations. Despite tuis, it was
believed that the individual would reveal some highly
personal ideas through the arrangement and details of his
pictureQ Although not readily quantifiable, the Draw-a-
Classroom technique was selected in this project as one method
of measuring the teacher's perception of an ideal classroom
scenes The arrangement of the children, the location of
the teacher, the physical distance between the children and
the teacher, the degree of control possessed by the teacher
and students, the amount and proportion of detail relegated
to students, - the teacher, the naterials, etc.,, should provide
a projective measure of child- vs, teacher-centeredness.,

Time allowance. To be an effective projective measure;

B e e LR e P AL

the drawing should idecally be done immediately after reading
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the instructions and should take no more than 15 minutcs,

Dopmatism Scale

Description_and_rationale. In'an attempt to measure

' attitudes in a more unobtrusive manner than that

teachers
permitted by the ~ther instruments, the investigators selected
the Dogmatism Scale designed and described by Rokeach (1960).
This particular scale purports to cut across content area to
measure the degree of openness and closedness ofa person's
belief system as well as his general authoritarianism and
intolerance., According to Rokeach, opennegss can be defined

in terms of the ability to receive and evaluate information

on its own intrinsic merits. He sugpested that it is this
cognitive ability which is the fundamental identity under-
"lying such characteristics as reliance on authority,
conformance, yielding, resistance to acculturation, in-
tolerance of ambiguity, and so on, which usually describe a
"dogmatic" person in daily life. Since these characteristics,
as personality traits, would secem inimical to a student-
centered teaching approach, the investigators were interested
in obtaining the teachers' scores on the Dogmatism Scale

and comparing them to observed and reported classroom
behaviors. For cxample, it was hypothesized that a high
score on the dognatic end of the continuum would coincide
~with highly-directive verbal behavior as measured by the
Flanders Interaction aAnalysis, a negative evaluation of the

concepts related to student-centeredness included in the

semantic differential, and reported behaviors which could




be classified as teacher-centered in terms of the definition
compiled by the investipators.

Form E of the 5cale consists d% 40 items and underwent
five revisions in an attempt to increase reliability and
validity. The statements express ideas familiar to the average
person and were inspired by spontaneous remarks overheard from
people thought intuitively to be closed-minded. A sample of
a typical item is "Most people just don't know what's good

for them."

Time_allowance. T[ifteen to 20 minutcs.

Scoring. The subjects were asked to mark each statement
en a continuum from +3 to -3 (there is no 0), depending on
how they felt about each items Answers ranged from very
great agreement (+2) tc very great disagreement (=3). In
totaling the responses, a constant of +4 was added to the
reading of cach item so that the final score could range
anywhere from 40 to 280. The lower the score, the more open-
minded the person was assumed o bLe.

Reliabilitv. Yith the norm group used in Rokeach's

studies, the reliability scores ranged from .08 to .93, He
considered these reliabilities to be quite satisfactory
considering the seeming unrelatedness of the items on the
surface. The fact that subjecrs apreed or disagreed with
the items ina consistent marmer was borne out by item
analyses which he performed on the data from his various

£roupPs .

Semantic Differenvial

Description and ratrienales The senantic differential was




oped by Osgood, Suci, and Tannenbaum (1957) as a technique
i

\easuring the various facets of meaning that a concept

“or an individual., It is not, however, a "test" with a

1ite set of items and a specific score. Rather,‘it is a

1ique of measurement which must be adapted to the re-

ments of the particular research problem for which it is

, The method consists of rating a concept on a number of

>s anchored on the extremes by bipolar adjectives. The

et 1s instructed to place a check-mark in that position

five-, seven=-, or nine~point scale wvhich indicates both

lirection and intensity of his judgment. In the search

common factors among the scales, to be used as measures

1’ different facets of meaning, the originators performed

rous factor analytic studies which resulted in three major

ors of meaning -~ evaluation, potency, and artivity, which

‘her accounted for more than 50 per cent of the common

ance ~- as well as an unknown number of additional factors

ific to particular studies, for example, receptivity,

| .

1ess, stavility, novelty.

The semantic differential was chosen as an instrument for

research because numercus studies havce shown that the

srative factor secemed to provide an index to the location

1 a;citude object alonpg a general evaluative continuums

an thus serve as a generalized attitude scale., Iniaddition,

critiecism is leveled at standard ncasurces of attitudes

ey do not scem to be pood predictors of actual behavior
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in real-life situations. It is likely that attitude scores
indicate a disposition toward certain classes of broadly
defined behavior but that overt behavior depends largely on
the context of the real-life siﬁuation. The originators of
the semantic differential theorized that attitude was only
one dimension necessary for prediction and that combined
judgments from scales representing other dimensinns would offer
more complete information, thereby improving prediction,
Thus, the instrument would seem to be appropriate as a
generalized attitude scale as well as a possible predictor
of overt behavior.

After considering numerous concepts which related to
student- and teacher-centeredness and to the M:ACS
.curriculum, the folleowing five concepts were included in the
instrument: discovery-learning, student-student interaction,
ambiguity, student initiative in the classroom, and teacher
as transmitter of Knowledge, The scales were chosen on the
.basis of their factorial composition {(taken from the factor
analyses done by Osgood et al.), and their seeming relevance
to the concepts to be judged. Because of the particular
interest of the investigators in the evaluative dimension,
five representative scales were sclected and these were
genuine-~artificial, important-trivial, plcasant-unplecasant,

. valuablc—worth}css, and harmonious-dissonant. 3cales loading
on the activity factor were active=-passive and hard-casy,
while those leoading on the potency factor were tense-

relaxed and constrained~free. however, this last factor was
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eliminated in subsequent analysis bccause of the difficulty
encountered in defining the term and the sceming irrelevance

of the concept-scale pairing. 'Finalfy, because of the par-
ticular concerns of this study, the investigators were
interested in assessing the relative novelty that the concepts
had for the subjects, so that the following scales, loading

on novelty, were included: unique-commonplace, strange-familiar,
and modern-old-fashioned. 4analysis led to the elimination

of the final scale because it measured a different aspect of
novelty than did the first two and its wuse led to a reduction
in the amount of information obtained. Maximum effort was made
to choose concepts and scales whose results would have face
validity; that is, people would cluster the concepts in much
the same way without using the instrument.

Time allowance. It was expected that subjects could make

the necessary 60 judgments in five to ten minutes, based on the
reported experience of the designers.

Scoring. The investipators were particularly interested
in the difference between different groups in the meaning of
the same concept, whether the grouping be on the basis of

M:ACS vs, non-}:AGS or subgreoups within the lM:tACS sample.

Thercfore, factor scores were calculated for each concept

to obtain a profile for cach individual, and then summed over

‘individuals within groups for the purpose »f analysis.
Another descriptive mecasure (aside from factor scores)

which can be obtained with the semantic differential is that

of distance (D). This allows the comparison of meanings
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between concepts for the same individual or group, as well as
measurement of the conceptual congruence between individuals vr
groups across a set of concepts, Unfortunately, the assumptions
regarding equality of scale intervals and independence of
scales, underlying the use of the D score, could not be met

with any degreec of certainty. Therefore, use of the D score

is mentioned only in terms of its promise in future research

as a measurc of the differences in meanings as wholes, since

it takes into account the relations on all factors
simultaneously.

Flanders System of Interaction Analysis

Description and rationale. In order to obtain an

objective measure of the teachers' classroom behavior, the
Flanders Interact.on Analysis was selected. Briefly, it
consists of classifying verbal communication into ten categories
at an average rate of once classification every three seconds.
Seven categories are used to classify teacher statements, two
‘for pupil statements, and one for silence or confusion. The
set of ten categoeories is assumed to be totally inclusive of
all statements heard in a classroom. They are mutually
ex¢lusive categories since one, and only one, tally is
recorded for each event observed,

The seven teaclhier catepories are divided into indirect
"and direct statements, and this classification gives central
attentinn to the amount of frecdom the teachervgrants the

student, The assumption underlyine the design of the

instrument is that in a given situation, the teacher has
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a choice between being dircct thercby minimizing the freedon
of the studenc to respond, and being indirect thereby
maximizing his freedom to respond. His choice, whether it

be conscious or unconscious, depends upon many factors,
including his perception of the class, his particular goals,
cte. The category system does not imply a scale énd makes

no valuc judgment regarding direct or indirect behavior.
"Each teacher must discover for himself his own unique over-
all balance between indircct and direct influences he must
also discover his own rules concerning which patterns of
behavior are most appropriatc to various leamning situations”
(Flanders, 1963, p. 13). The system of analysis can, however,
help the investigater make predictions gbout the effects of
certain kinds of combinations of behavior in the classroom
and these will be discussed at greater length below.

It must be noted that the Flanders system is ¢ oncerned
with verbal behavior only as the designers found that this
could be observed and recorded with a higher degree of re-
liability than non-verbal bchavior, Also, they assumed that
an individual's verbal behavior is an adequate sample of his
total behavior,.

i4side from the fact that the Flanders' dircct— indirect
dimension scemed particularly relevant to the theoretical
framewvork of this investigation, the systen was selected on
the basis of ité wide general usapge and its economy and
practicality regarding obscrver training and a;tual classroom

application, OCther systems were investipated and subscquently




rejected becauwse they required complicated equipment avd/or
complex categorization and seemed less suitable to the concept
of student-centeredness under investigation.

i}

Time allowances The obhservers visited each classroom once

and spent several minutes getting orientcd to the situation
and obtainirg a feel for the total atmosphere in which the
teacher and pupils were workine, TFollowing this, about 20 to
30 minutes of classroom activity were cateporized,

Ryans Classroom Observation Record

Pescription and rationale. &n adapted form of the Ryans

Classroom Observation rRecord (1960) was included in this
assessment battery as another measure of observed teacher
behavior to corroborate the data derived from the Flanders
Interaction Analysis. Through the rating of student and
teacher behaviors by traincd observers on 15 dimensions such
as "autocratic-democratic" and "harsh-kindly,” several teacher
patterns can be identified. These patterns supplemented the
Flanders Interaction Analysis in considering non-verbal as
Qell as verbal behaviors and in including the entire class
period in the rating instead of just those segments amenable
to verbal interaction analysis.

The Ryans format is particularly relevant for the study
of studcent-centeredness in terms of its patterns of teacher
behaviors, its behavioral definitions of each dimension, and
its usability in the classroom. The oripinal format was
conpiled after an extensive review of critical incidents in

teachine, numerous uscs of the format in schools at all prade
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levels and extensive factor analysis, The three principal
patterns of teacher behavior (termed X, Y, 2) were described
as followss !
Pattern X -~ the family of classroom behaviors defined
by understanding. friendly behavior at one
end of the continuum and aloof, egocentric,
restricted behavior at the other
Pattern Y - teacher behavior defined as responsible,
businesslike, systematic at one end of the
continuum and evading, unplanned, slipshod at
the other end
Fattern Z - teacher behavior defined as stimulating,
imaginative, surgent at one end of the
continuum and dull, routine at the other
Although all tcacher behavior obviuusly does not fall into
one of these three categories, it was believed that for this
study the patterns were particularly significant and provided
" a measure similar to the Flanders direct-indirect ratio and
yet different enoush to be worthwhile. It was hypothesized
that the student-centered teachers would score very high on
the X pattern. Sample behaviors which loaded positively on
~this pattern were ‘“encouraged pupil opinion," "exchanged ideas
I' with pupils,” "was tolerant of error on the part of the
pupil,” and "showed what appeared to be sincerc sympathy

'

with a pupil®s viewnoint;" thesc behaviors coincided with
qualitics of student-centeredncss described in Section I.
Pattern 2 - stinulating, imaginative « also appcared to be
possibly relatcu te student-centered teaching. Some specific
behaviors typical of pattern Z were "took advantage of pupils'

interests" and "tried new materials and methods." Lven though

these behaviors are not essential in a student-centered
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approach, in this study of the M{ACS curriculum and its teachers,
this Z pattern of behavior seemed to be important.,

The tentative hypotheses which the investigators formulated
were based, in part, on some of lyans' findings. Coertain
trends were observed which coincided with the interects of
this research project. For example, teachers judged to be more
warm and understandinz (higher on pattern X) and also,
though to a lesser degree, more stimulating (higher on pattern
Z), expressed nore permissive educational viewpoints; while
teachers judged to be more businesslike (higher on pattern Y)
showed a slight tendency to have more traditional points of
view,

An adapted Ryans format, consisting of the 15 dimensions
found to load on the three behavior patterns, was used in
rating each of the teachers observed in this study., A
minimum of 30 minutes of class observation was the basis of
cach rating.

Scorings The teacher was rated on each dimension from 1
(lew) to 7 (high) with "N" as "no opportunity for observation,"
A score for rattern X was tihien obtained by averaging dimension
ratings of autocratic-democratic, aloof-responsive, restricted
-~ understanding, harsh-kindly, and pessimistic-optimistic,
Partern Y iﬁclnded the dimensions of obstructive-responsible
pupil behavior, and evading-responsible, crratic-steady,
excitable-poised, and disorpanized-systeomatic teacher
behaviors, The dull-stimulating and stereotyped-oripinal

tecacher dimensions constituted lPattern 2.
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Reliability. The observers were trained in the use of

the observation record. An inter-rater reliability measure 1is
easily obtained by the use of the product-moment correlation.

Informal Classroom_ Record and Checlklist

In addition to the objective scores obtained with the
Flanders and Ryans formats, the investigators were interested
in recording their subjective impressions of the classroom
interaction, keeping in mind the behavioral criteria that had
been established, as well as the particular activities which
made up the class period. Therefore, the observers wrote an
informal description of the content and materials f. each
lesson observed and filled out several short checklists.,
These were concerned with classvoom organization, types of
activities, fime sequcnce of activities, and objectives of
the lesson (as they could be determined without consulting
the tcacher). DBoth the record and checklist were adapted from
similar instruments used by ZDC evaluators and together

conmpleted the classroom observation battery.



SECTION IV

RESULTS AlD DISCUSSICH

Fach instrunment will be discussed in terms of its
contribution to a general battery of devices for assessing
teacher behaviors and its particular relevance to }MiACS
and student-centeredness. Data from the M:ACS and non-
M:ACS samples of teachers will be presented as empirical
support for these¢ evaluations. Therefore, the questions
guiding the interpretation of results were

1) To what degree can this instrument elicit behaviors

and/or attitudes which range along the entire

continuum of student- vs., teacher-centeredness?

2) To what degrec arc the responses elicited by this
instrument "student-centered"?

Opinionaire - Mi1ACS

In desipgning the opinionaire, the investigators were
primarily interested in two considerations: 1) obtaining
reports of actual teacher and student c¢lassroom behaviors which
would indicate the degree of student-centeredness of each
particular M:ACS classroom, and 2) the extent to which problems
with or accolades of i1:tACS were related to a student-centered
teaching approach. The responses of all the M:ACS teachers
to the questions tapping these concerns vere combined and
categorized, To prevent any response from being overlooked,
the catepories were established on the basis of the responses
themselves, and not according to the definition as set forth

in this report,
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The factual information on the 24 }tACS teachers who
returned the opinionaire is presented in Table 2, The
answers to the questions regardi;g years of experience and
method of recruitment permitted teachers to be divided into
various subgroupings for comparison on several other
instruments. The data presented in Table 3 represents
the responses of these teachers to items seven through 12,

The responses to questions eight and ten, outlined in
Table 3, closely coincided with the behaviors representative
of a student~-centercd teaching approach, as defined in this
reports The questions elicited not one but many responses
from most teachers so that there was every indication that
the tecachers were able to express themselves freely, un-
fectered by leading questions referring specifically to
“student~centeredness” or "discovery learning." A minority
of the answers to questions seven and nine indicated no
change in behavior, and these negative replies were
elaborated upon in the answers to questions eight and ten.
Since several teachers found it difficult to respond to
an unqualified "yes" or "no" regarding behavioral changes,
it is supgested that the category "to some degree" be added
as an option in questions seven and nine. It Snould also
be noted that although descriptive episodes were solicited,
Che majority of teachers responded to items eight and ten
with non-descriptive general behaviors. Although these
contributed essential data for the evaluation of the

instrument and of the degree of student-centeredness cxhibited,
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SUSMARY OF ~LiACS 10AaCdel 8 JLSFONSEL U0
CPINTIOEA v ULSTIONS LTI RGLCH ©

Sex:

Male
Ferale

Level of educarion:

B.A. (or B.5.) certified

B.A, (or £.5.) not certificed

B.A. (or B.S.) and 15 or more licurs
MLUAL

Other, e.g., L,A. plus hours

Major arca of college study:

Elerentary bBducation

Social Studies

Elementary and Social Studies
Education

Science

English

Curriculun

Years of tecaching experience:
1-3
4-6
7-10
11-15

16-20
21 or nore

Rating of subjecis arcording te enjoveont
(Irevery opnjoyable e S=verr unonjorasic)

1 2 2 4
taplisi ] 7 I 3
Mathenat Los ) 19 4 (; ]
Readiny; 10 9 g 1
Scicncoe 9 9 2 2
Soctal SLudies 21 3 0 0
Other, ¢.4,., AYe, ctc, 3 2 0 1

Invelveacat in [H:aCS

Volunteer

Asked
haose
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it might be of interest for future investipators to subdivide
N

these items- the first half asking the teachers to report the

behaviors they manifested in the classroom; the sccond part

duplicating items ecight and ten as they appeared in the

instrument. In this way, the teacher would have to resort

to reporting descriptive episodes since he would have already

responded in terms of general behaviors. The descriptive

episodes should provide a more candid, revealing view of

the classroom and would, therefore, be very interesting in any

summary recport about the nature of a FNiACS classroom.

Both questions 11 and 12, tapping problems and future
involvement with M:ACS, clicited many responses dealing with
a student-centered approach, suggesting that this method
was woven intc the curriculum and intimately related to it,
In this sense, ERIE's expectation that teachers using M:ACS
be student-centered appeared to be valid. The inclusion
of these questions in the opinionaire would, therefore,
secin justified.

After analyzing the responses to the non-1i:ACS
opinionaire (sec Tables | and 5 ) it was recopnized that no
question tapping a general methodological approach had been
includerd in the [.:ACS opinionaire., The non-10:AC3 teacher
was asked té describe the teachinpg method typically used in
his social studics class, Responses to this item were of a
broad and gencral nature (for exanple, "a modified problem-
soiving approach’), instead of beins specific (for example,
"§rouping”). Since it was important to assess the degrec to

ERIC

IToxt Provided by ERI
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TABLE 4
SUIMATRY OF {UN=1ACS THAd S' KESPONLLS
TO OPINLUNALKG (UESTIONS 1 THIOUG: 5

1. Sex:
Male : 4
Female 4

2, Level of education:

B.A. (or L.S5.) certified 1
B.A. (or B.S.) not certified 1
B.A. (or B.S.) and 15 or wore hours 4
M.A. 2
Other 4
3. Major arca of college study:
Elementary Education 4
Social Studies 3
Elementary and History 1

G, Years of teaching expericvace:

1-3 2
4-6 2
7-10 0
11-15 1
16-20 0
21 or more 3

5. Rating of subjects according to enjoyrent ucaie
[543 J 5 JH)
(I=very enjoyable to S~very unenjoyable)

L2 3 48
Inglish 1 3 2 1 0
iathenpaties 3 3 2 0 0
Readiny 1 G 1 0 ¢
Scicuce 3 ] f4 0 1

. Social Stucieas v 1 0 1 0
Other, e.y. ~rt 1 1 0 0 .0

O
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which the }:ACS teachers' behaviors could be subsumed by a
clear and specific methodolopy, this question merits
inclusion in the pM:ACS dpinionaire.

In sum, the responses to the opinionaire seemed relevant
and covered a wide range of behaviors and attitudes. The
investigators were satisfied with the clarity and provocative
naturc of the items.

In comparing the responses of the interview and
opinionaire, much congruency was evident, indicating con=
sistency of reported behaviors and attitudes which loaded

heavily on student-centeredness, as defined in this report.

Social Studies COpininraive =~ tlon-MN:ACS

The results of this opinionaire are presented in Tables
4 and 5. The description of teaching methods offered by
the non-M:ACS teachers was general in nature, Five of the
eight tecachers described some form of "discovery" or "student-
centered" teaching; the others emphasized the different methods
they used to deal with varied factual content.

The criteria given for a good lesson fell into much the
same categoriecs as did the responses of the (i:ACS teachers
tto this samc item as it appeared in the interview format.
ilowever, there was not the high emnphasis on student behaviors
that was oxhibited by the L:ACS teachers. A1l the non-ii:ACS
tecachers wérc familiar vith the concept ef discovery learning
(see results of scmantic differential, Table 8 , for
further support of this finding). Almost all were familiar

with Jruner's work (especially The rrocess of Zducation) and
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with Bloom's Taxonomv. i

In defining ”student-centeredncss," the non-}M:ACS teachers
offered fewer specific classroom techniques and expressed
responses in terms of a philosophical view of the child and
his role in the classroom,

The majority oif non=}:ACS teachers disagreed with the
"Jogmatic" statement, stressing the idea that learning could
occur under many teaching patterns.

On a whole, thé responses of the non-p:ACS teachers
scemed more general and unemotional. The [{:ACS teachers
responded with more specific references to personal classroomn
behaviors. ‘“Whether this was because they were exhibiting more
student~centered behaviors than were the non-}:ACS teachers
could not be ascertained with any degree of certainty, In

addition, the effect of the insservice seminars for M:ACS

teachers was probably to highlight the specific behaviors

and attitudes desirable in a student-centered classroom.

These then were uppermost in the teachers' minds and they would
be more likely to mention them. [Finally, specific behaviors
may have been elicited in the intervicw as a result of

probing - a featurc absent in the opinionailre.

Thus, the responscs to the non-.i:ACS opinionaire asugpested
that the itbms in the pi:ACS opinionairc aqd intervicw format
were able to elicit a wide ranpe of responses related to varied
teaching techniques and attitudes. Use of thesc instruments
in future investigations is, therefore, recomncndaed.

Intcorviow

—rran

In formulating the intervicw format, an attempt was made

b
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K
to tap rcported classroom bchaviors, attitudes toward student-
centerednessy and teachers' copgnitive command of the concept
of student-centercdness. This final area was included because
rescarch (Oliver, 1953; McNassor, 1951 - cited in Gage, 1963)
had revealed discrepancies between teachers' attitude scores
and classroom behaviors. For example, elementary school
teachers' responses to a checklist of ceducational beliefs were
consistent with a modern educational philosophy, but classroom
observations revealed that the beliefs were not put into
practicc. It was sugpested that the teachers lacked a genuine
understanding of the principles .and the techniques with which
to implcment the philesophy.

Interviews with 20 M:ACS tcachers provided the data
summarized in Table ¢ «+ The teachers' responses to cach
item (taken dircetly from the interview) were combined. The
catepgories uader which they were grouped were established
throuph carcful examination of the data so that no respcnse
would be overlooked in an attempt to group data daccording to
precconceived desipnations.

From thc general catepgorics and cxanmples, it could be
scen that the responses clicited encompassed the gamut of
classroom behaviors and attitudes. The caterories of recsponscs
werc heavily weighted toward studont-ccnﬁcrcdncss, as it has
been defined in this report. This indicated that the par-
ticular samplc of M:ACS teachers was exhibiting student-

centered behaviors and attitudes, consistent with ERIE's

v
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expectation (or was at least reporting to do so)s The

.
fact that the teachers seemed to have a cognitive grasp of
the concept might have helped to account for the consistency
between responges related to attitudes and behaviors, although
this consistency might evaporate when reported behaviors are
subjected to direct observation.

It is important to note that a small sample of responses
to the items did not support or .reflect a student-centered
teaching approach. This is of particular import, as the
instrument must be able to elicit responses situated anywhere
along the tcacher-vs, student-centered continuum in order to
assess the degree of student-centeredness exhibited by a
particular sample of teachers.

Since the non-lisACS teachers were not interviewed, their
opinionaire (asmentioned above) included several questions
from the interview format. These elicited a combination of
student-~centered and teacher-centered responses (see Table 5).
For example, some criteria for a good lesson were pupil
involvement, teacher skill in use of textbook, content of
lesson in relation to topic, group work, rapport with students,
attention to individual differences, ctc, -- responses which
varied in position along the teacher-vs. student-centercd
continuum, - The instrument, then, was evaluated favorably in
terns of its ability to elicit qualitatively different re-
spenses and in terms of the opportunity it afforded the teachers
to report their student-centered bchaviors and attitudes.

With repard to the usability of the interview format, it
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should be noted that teachcrs appearcd comfortable with the
Juestions and stimulated by them. liany expressed pleasure

at having the opportunity to discuss their classroom
behaviors. their particular reactions to ]{:+ACS, and their
suggestions for recruitment procedures for the future. The
personal contact that the interview permitted scemed to be one of
its major strengths. The teachers scemed easer to talk with
interested evaluators about the curriculum and its effects

on their classrooms. It was noted above that the questions in
I' the interview format were able to elicit clear and concise
written responses, should direct interviewing be imposdible.
tlowever, the opportunity to probe increases the likelihood

of obtaining relevant and meaningful data =« a strength which
a written opinionaire lacks.

Drawv-a-Classroom

The Draw~-a~Classroom technique was included in the
assessment battery as a projective device designed to elicit
l' a pictorial representation of teacher behaviors. It was
hypothesized that the pictures drawn by the M:ACS teachers
would reflect a varicty of classroom organizations, focusing

on group activities with the teacher as a guide, [ineteen

M:ACS and eight non-!i:ACS teachers, usins diagrams, stick
fipures, collages, and claborate art work, drew classroom
scenes (sce Appendix C for the drawingssuémittcd). In general,
the M1ACS tcachers' drawings were more claborate and detailed
than those of the non-ii:ACS teachers. Althoupgh no teacher in

cither proup drew a classroom with the children seated in rows
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and the teacher lecturine, a wide range of orpanizations were
represented by both sample groups, The majority of pictures
depicted many small groups working on various projects, with
several pictures.also includinng students working alone on
individual projects,

Seven of the pi1ACS and two of the non-~li:ACS pictures
portrayed the teacher as an integral part of a small group..
Ten 1.:AC5 teachers showed the teacher moving from group to
group, providing help and encouragement. {this was indicated
by rhe teachers in marginal notes}; one of the non-}:ACS
teachers placed the teacher in this rcle, A great number of
matcrials - books, blackboard diagrams, games, art projects,

film projectors =~ were drawn in detail by the [1:ACS teachers,

Because of the small size of the non-}M:ACS sample responding

to this instrument: therc seemed to be no basis for drawing
further comparisons or formulating conclusions. The drawings,
although very interesting, did not appear to diffcrentiate

teachers on their degree of student-centerecdness. Desnite

this, the investipators would include the test in the battery,

If administered to a larpe enough sample, it could provide
supporting evidence for written, oral, and observed
responses, by virtge of its unobtrusive nature., [Iinally, the
teéhniquo provides diversion for both the participant and

the investipator.

Dosmatisn_Scale

Twenty-tour [ tACS and eicht non-iisACS teachers returned

their opinionaires, so that the data on the Dogmatism Scale
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reflected these sample sizes., & comparison of i:ACS and non-
M:ACS teachers on this instrument revealed no significant
difference (sce Table 7 ), nor was any difference found

between the [[1ACS subgroups divided on the basis of experience

RSO\

(see Table 10), .owever, in comparing the subpgroupings of
volunteers and non-volunteers within the M:ACS sample, the
volunteers (see Table ¢ ) were sisnificantly less dogmnatic

(p . «005), This findino suggested that the less dogratic
person may volunteer more readily for new experiences.

Because of its stress on open-~endedness of teaching techniques
and/or its novel content, the {.:ACS curriculum may have
attracted those teachers who were {lexible and open to change,

Despite the results described above, the volunteers
(sde Table 9) were not significantly nore indirect than the
non~volunteers, according to FFlanders' measure of indirectness
(1/» ratio), Thus, open-mindedness as measured by the
Dogmatism Scalc was not necessarily reflected in performance.,
This point was confirmed through a comparison of indirect
and direct teachers (using Flanders' I/2 ratio) on their
dogmatism scores =-- the direcct teachers were found to be less
dopmatic, thourh not sipgnificantly so (sec Table 11).

In comparing the samples in this study with those used as
norm groups'in Rokecach's rescarch, both the !:ACS and non-
M:ACS teachers scored ncar or belotr the mgans of most of the
norm proups, consisting mainly of collere students. In this
scnse, the scores fell wvithin a reasonable and expected

ranze. ..ovever, despite the hypotheses delincated in the



62~

TABLE 7 4

S oand NON=MIACS

KLIST AuD LCGHATISM

SUMMARY OF COMPARLSQUS OF M\
SAMPLLS ON [ LANDUKS, RYANS, CHE

Test MiACS Jon-l: ACS t Significuance

Flandeys

= 10
< LB
= .18 0.99 n.s.

a. 1/p n = 12

w

i

wn

[}
[SI-1 ie]

4]

s = ,13

b, Teaclier Talk n o= 12 n = 10
: .58 X = ,66
17 & = 12 -1.19 n.S.

[
w o

. ¢. Teaclhier Talk
Direct

= 12 n= 10
46 X = ,53
= ,17 s = ,20 ~-0.85 n.S.

[ )
n

d. Student Talk = 12

42

[ R

= 10
= k¥

o S+t

= 17 s = .12 1.04 n.s.

woxe
i

e, Student Talk

u 17 n = 1()
teacher-solicited :

= ,28 X o= 47
= 28

0 %3
1]
no™

= ,32 ~1.42 n.s.

f. student Talk o= 12
student-initiated X = .72

s = ,28
. Ryans

= 310
= .53
= ,32 1.42 n.s.

w s
1]

a, Pattein ¥ a o= 14 no= g
o= 5.84 X = LL04
s o 1,06 5 = 1,359 1.43 n.s.

b. Pattern ¥ no= 14
¥ 5,94 W o= 6,51
5 = 97 = ,09 ~2.,10 p=.025

\3
"
Z

w
i

c. Pattern 2 n = 14 noe= 9
= 5,32 X o= 3072
= 1,32 s = 1,60 2.49 p 025

27
"

Checrlist

Number of activitics n o= 14 no= Y
% = 4.07 x = 2,78
s = 1,57 5 = 1.55 1.64 n.s.

Q ymmatism scale n = 24 ne=3§
123.6

ERIC o 7= 1366

s = 32,3 g = 31.8 0.8} n.g,

4
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TALLY 8

SUMMAKY CONTARISUNS OF NiACS AMD NOJ-MidCH SAMCLLS O
SILWNIIC DIF IR0,

MiATS Non~M1ACS
(N=24) (h=4) t Sigrnificance

e - T s A R o A o S i | A & TR i s T i o Al e g 8 e o A s st et

e e e s i et o, s et e Tt

I.  Ekvaluative Factor

A. Discovery Learning * = 4,58 X = 4,35
s = ,28 s = ,30 1.91 p U5

L. Student-Student x = 4,30 ¥ o= 3,98 .
Interaction s = ,30 s = .23 2.11 p-,01

C. Ambiguity XK= 2.93 X = 2.00
s = .70 s = 49 1.20 n.s.

D, Student Initiative < = 4,47 ¥ = 4,00

in the classroom g = ,47 s = ,60 2,20 p.025
E. Teacher as fransmitter X =

.02 = 2.98
20

of Knowledge s = s = .64 0,11 n, s,

IL,  Activity Factor

A, Discovery Learning X = 3.92 x = 3,50
s = ,72 s = 43 1.51 n.s.

B, Student-Student 4,17 X = 3.69
Interaction s = ,64 s = ,60 1.76 p .05

X
]

C. Anbiguity ¥ = 3.10 X = 3,00
s = .92 s = .71 0,27 n.s.

D, Student Initiative ¥ = 3,85 o= 3,88
in the classroom s = ,90 s = .44 -~0,09 n.s.

f2, Teacher an Tronsmitier Yo 3,27 X = 2.69
of Knowledge s = 1,00 s = 1,U0 1.38 n.s,

I Novelty Factox

{
4
1

A, Uiscovery Learning X = 2,71 x = 2.09
g« .95 s = ,61 0.05 n.s.
B. Student-ttudent o= 1,98 X = 2,38

0

Interaction s = ,70 5 A8 -1.32 n.s,
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SOMNMARY OF COMPARTISUNS OF VOLUNTELRS AND SOA-VOLUNIULHS

WITH M ACS SACGPLE

“Voest Volunteers  lLou-Volunleers t Significance

Flaaders
a, 1/D n =4
X Oh
p s = ,16

i

w R s
™
o

0.66 n.s.

b. Teacher Talk

[T i)
[@ W)
w
*
3
-~J
(O8]

. = ,0: 5 = ,11 ~-5.45 p- 005

c. Teacher Talk Direct

o1
I
I~
i

[v3

w
I
p—a
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¢
I
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(95}
t
s
,
o]
e
W

d. Student Talk n =4 n =95

T4
)
(93
jgt]
i
%
™
~

s = ,03 s = 11 5.45 p=.005
Ryans
5

6.36
.69

a. Pattern X

nwowmis
4
w D

[

= 1.25 1.43 n.s.

4]

5
6.44
.23

=
it
[onY

]

. b. Pattern ¥ u

+
i

I
W
D
o]

[0
o0
[

. 8Y 1.19 n.s.

4

c. Pattern 7 n=>5 6
Moo= 6.00 3
-, 3¢

4]

L

[/ B
¢
=~

o U

~3

1.90 p=.00

Dognatisn Scale no= 5 no=6
- No= 121,00 Yo 191,70
s = 15,70 ~ 37.00 -7.11 p<.005
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SUIMIART OF COUP. 2h3uls O 1 ALS STeahores
PLVILLD U Oabos 07 TeASs OF EXPE L Cn

Test 1-6 Yeare L1-21F Years t Significan-e

Flanders

a, I/D o= 7 n =3
Mo ,57 X -
5 = 1Y s = 03 ¢.57 N.S.

x
y
S
o

b, Teacher Talk
= .58
= 17

[T ]
!

21 0.35 n.s.

v

¢. Teacher Talk Direct

> =
i

Lo
[ex}

% o
]

552
.15 -0.69 n.s.

1)
i
—t
o>
(4]
]

d. Student Talk

» xS
i
L
N
n N
=~
-]

-0.35 n.s.

L}
.
r
P

Kyans

a. Pattern X n=17
¥ = 6.03
s = 41

-
T
s 0
o
o N

0.75 n.s.

b, Pattern Y n =7
x = 6.29
s = 54

n X%z
1t
W
©
~o

= .60 0.97 n.s.

c. Pattern 72 n= 7 n o= 5
x = 5,71 x = 64,70
s = L83 s = 1,50 1.33 n.S.

Dogmatisn Seale o= b noE 3
x = 134,87 X = 141.40
s = 27.70 s 38200 -0.31 n.s.
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TABLE 11

SUMMARY OF COMPARISONS OF HICH I/D AND LOW 1/D GROUPS

Test High 1/D Low I/D t Significance
Ryans
a, Patrarn X n = 10 n =13
X = 5.62 X = 5,40
s = 1,39 s = 1.35 0.27 n.s.
b. Pattern Y n = 10 n =13
x = 5,64 X = 0.43
s = 1,28 s = ,52 -1.92 p%.05
c. Pattern Z n~ 10 n =13
x = 5,00 X = 4,46
s = 1,72 s = 1,66 0.73 n.s.
" Checklist
Number of activities n = 10 n =13
X = 4,7 x = 2.69
s = 2,06 s = 1.25 2.76 p<.01
bogmatisn Scale n=7 n=7
¥ = 140.5 X = 112.5
s = 25.05 s = 34,73 1.60 n.s.
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raticnale for the usc of this instrunent, the results were
contrary to expectation. The direct teachers (as measurcd

by Flanders' I/ ratio) were lover in dogmatism than the

indircct teachers. This findinp, however, was not statistically
sipgnificant and may have no practical significance, as neither
group fell on the closedeminded end of the continuum. In

this sense, the derprece of open=-mindedness may bear no direct relation
to the dapres of indirectness exhibited in the classroom.

In sum, the test did not secem to have nmuch use for the
samples tested in this study. Gowever, it mipght be useful in
tapping the cRID expectation that teachers adopt attitudes
favorable to nondirectiveness if measures taken before and
after exposure to [{:ACS reflect a change in degree of open-

mindedness.

Semantic Differential

As stated in the rationale (Section I111), the semantic
differential was selccted as a measure of attitude toward
student-centercdness. Trenty-four ri:ACS and eight nen-M:AQS teachers
rated five concepts relevant to student-centered teaching.
Three factors =- evaluation, novelty, and activity = were
considercd to be of particular interest in this study, and
thus scales loading on cach of these factors were included,
Hovever, it was decided that the five scales, orisinally
selected because of their high loading on the factor of
cevaluation, be the major focus of this analysis. dccording
to Osponod ot al. (1957), these scales are nmore clear-cut

in thicir loading than are those lozding nn the factors of
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activity and novelty.

In comparin= the [ :1ACS and non-il1ACS samples across their
evaluation of cach concent, it was found that the »ACS teachers
were sirnificantly more positive in cvaluating “learning by
discovery" (p € /05), "student~-student interaction” (p <.01),
and “student initiative in the classroon" (p< ,05) = the three
concepts most germane to student-~centerednesss The mean scores.
on thesc ratings were 4.6, 4.4, and 4.5 respectively (using a
five-point scale), indicatinr» very poesitive evaluation (sec
Table 8 )¢

seither the concept of "anbipuity” nor of "tecacher as
transmitter of knowledpe" was rated significantly different by
the two groups. The Fact that the mean evaluation scores for
these concepts clustered about the neutral point of three
suprested an inappropriateness of scale-concept pairing, In
addition, conments by many of the teachers invlicated confusion
in the rating of these particular concepts, so that little
valuable information was gleanced througn their use. The
investigators would, therefore, recommend the elimination of
these two concepts from the instrument in the future.

Ratings by both groups of teachers (“':ACS vs. non-il:tACS)
on the novelty of all five concepts we. - a the low end of the
scaltes, It would scen that the concepts were not novel to
cither group of teachers, desnite the hypothesis that the
non=-,:ACs teachers would e less familiar with theme  In other
words, bLoth rrouns kneo abont theso concents, whother or not

thaoy utilizod them in thoir classroon behavior, This
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familiarity with the concepts of student-centeredness was
supported by the responses of the 3405 and non-iitACS teachers
to many opinionaire and intervic& itens (sec Tables 3 and
5D

In rating the concepts along the activity scales, the
11ACS teachers rated "student-student interaction" as
significantly more active than did the non-ji:ACS teachers
(p f}OS).- The other ratinazs were not significantly different,
with many clustered about the neutral point of three, again
suggesting inappropriate scale-concept pairings The investi-
gators were not satisfied that the scales chosen as loading
on activity were sufficiently independent of other factor
loadings; however, the results as they are presented in
Table 8 ., indicated that the remaining four concepts
appeared either indifferently or just slightly active to both
rhe [ACS and non=}:ACS3 teachers.,

In sum, the semantic differential secmed to be of greatest
value as a peneralized attitude scale. The careful selection
of concepts and scales, with an eyc to the particular rescarch
objectives, permits the tapping of attitudes to concepts
which arc considered of particular relevance; others of little
or no interecst may be omitted. This is a major strength of
the semantic differential - one which is lacking in most
standardizerl attitude questionnaires,

Ilanders syosten of Interaction Analvsis

ihe use of the IMlanders Interaction rsnalysis permitted

the investicators to deternine for each teacher a general
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level of directness or indirectness (defined by Flanders in
terms of the denrce of frecdom a{fordcd the student).

[Flanders, in his disoussion'of the analysis technique,
reported that 70 per cent of a large sample of teachers
displayed predominantly direct behavior with "predominantly
direct" beine defined as an 1/ ratio of less than .50 The
teachers of the non-iACS sample exhibited precisely this
percentage-~70 per cent below .50, 30 per- cent above., The
scores of the [:ACS sample, however, were reversed -- 33 per
cent below the 50 level and 67 per cent above,

Besides the reneral 1/D ratio, Flanders also developed a
"two-thirds rule" concerning verbal behavior. :e found that
in an averape classroom somcone is talking two-thirds of
the time., Of th.s two-thirds, 44 pcer cent is teacher talk,
and 30 per cent of this talk is direct {(or limiting the
child's freedom)., Student talk in the averaee classroom then
comprises about 24 per cent of the total verbal behavior; of
this student tallk, 15 per cent is tecacher-solicited and 8 per
cent is student-initiated. iiote that I'landers' 67 per cent
was based on five types of classroom activity. In all the
classrooms observed in the present study only discussion periods
were cateporized and conscequently the percentare of verbal
behavior was much higher. The investisators calculated
the perceceatapges of teacher and student talk on the basis of
totaL verbal behavieor in cach classroom.  The expected values
(accordin~ to the modification of IFlanders), therefore, werce

67 por cent for teacher tallk, of vhich 45 per cent sihould be

ERIC
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direct influence, Student talk should then comprise 33 per
cent of the total verbal behavior, with 22 per cent teacher-
solicited and 11 per cent student~initiated.

In comparing the MiACS and the non-M:ACS samples, it wvas
found that tvo-thirds of the l{:ACS teachers scorced below the
67 per cent level of expected teacher tallk while one-half of the
non~ti:ACS sample fell into this category. The percentage of
teachers scoring below the expected 45 per cent level of direct
influence was 85 per cent in the M:ACS sample and €0 per cent
in the non-Li:{CS sample, with the mean per cent of direct
influence lower among the !1ACS than among the non=~M1ACS
teachers.

In the M:ACS sample, two~thi;ds of the observed classrooms
exhibited more than the 33 per cent expected level of student talk
while one-half of the non-litACS classrooms fell into this category.
Eighty-seven per cent of the M:iACS classrooms sampled exhibited
student-initiated tallt above the expected 11 per cent levelj
60 per cent of the non-}i1AC3 classrooms scored likewise,

In a comparison of the [[:ACS subgroups, teachers who
volunteered (see Table 9 ) were found to talk significantly
less than those teachers who were ashked 'to teach MIACS
(p<$+005), There vas, hovever, no significant difference in
the I/D scores of these two groups. Also, no significant
differences were found in any of the Flanders scores between
subgroups based on vears of tecaching GXperiepce.

Other subscores ~- extended indirect influence, extended

direct influence, teacher responsce to student comments, and
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student talk following teacher tall -- were calculated and

appecar as base data in dppendix 3. Although interestina and

of value in studyine the spccificé of classroom interaction,

these scores were not considered important in the discussion

of the applicability of the I'landers system in this test battery.
During cach classroom observation, the observers sub-

Jectively cvaluated the tecacher according to the criteria of

student -centeredness proposed in this report., After analyzing

the Planders data, these subjcetive evaluations were compared

to the I/J ratio. There was judgmental asreement between the

high I/ ratios and positive rater evaluations of student-

centerednesss  I'rom these informal observations and from the

results of the ACS and non-t:ACS tecachers' scores on various

e

measures in the Flanders Analysis, it was concluded that the
Flanders Interaction Analysis technique is a satisfactory
instrument for the evaluation of student-centeredness if the
tcachers are observed several times during the year and if an
informal checklist of classroon organization supplements the
Flanders format.,

Ryans_Classyoon Chservation lecord

In comparine the }'1:ACS and non-ii:ACS samples on the three

pattemrmns of teacher behaviors delincated in the Ryans study,
a trend was discovered that conformed to the expectation as

sett forth in the rationale for the use of the instrument, The

~

results (sce Table 7 ) showed that the [1:AGS teachers were

Ny

hicher on sattern “-warn, {ricndly, understanding, hirher on

N

ratvern 4 - stizuloatine, oricinal (p £ .,025), and lower on

-
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Pattern Y ~ businesslilke, responsible, systematic (p €,025),

In combining the , :ACS and non-li:ALS teachers and comparing
those judged to be indirecct with thosc assessed as direct
(using Flanders' 1/D ratio), the same trend was exhibited,
The indirect teachers were hicher on Patterns X and 2 and
lowver on lattern Y -~ the last sipgnificant at the ,05 level
(see Table 11),

In comparing the }i:ACS subgroups, the volunteers (sece
Table 9) were found to be hicher on Pfatterns X and Y and
significantly hipher on Pattern Z (p € .,05). 1o significant
differences w2ore found between 1.:ACS teachers differentiated
on the basis of years of teaching experience.

The Ryans format was useful, therefore, as an instrument
for observing teacnhers in any classroom setting and was a
valuable supplement to the I'landers system in that it covered
the gamut of classroom time and activity. The glossary
accompanying the observation record was particularly useful in
yielding consistent ratings of the teachers, and the
descriptive behaviors advanced by Ryans to describe Patterns
X and 2 coincided with many of the exemplar behaviors
contained in the definition of student-centeredness proposed
in this report.

Because 1t was applicable in observing a wide range of
classroon ingoractions and becausce it sccemed capable of
differentiating comewhat betueen teachers judged to be student-
or teacher-contored on the basis of othor criteria, this
instrument merited inclusion in the cvaluative battery,

ERIC
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Informal Classroon Hecord and Checklist

The classtroonm checklist yielded information of particular
relevance to this study. The 111AQS classroom had an averape
of 4,07 activities during the observation period, as compared

with 2,97 in the non-1i:ACS classrooms; and the }:ACS teachers

utilized proupins techniques to a preater degree, Since the
tisalS curriculum purported to allow for varied activities

and groupins arrancements, and since multiple activities and
grouping techniques were characteristic of student-centeredness
in that they allow for individualization of instruction,

this finding was of major import.

In assessing the objectives of the teachers (as far as
these could be determined from observation alone), the observers
rated 21 per cont of the [11ACS teachers as attempting to
emphasize concepts, with a few of these having interpersonal
behavior as an additional observable goal. Only one of the
non->:ACS teachers scemcd to have interpersonal behavior as
an ohserwvable goal, with an additional emphasis on rescarch
skills, The acquisition of information was rated as a major
objective for only 13per cent of the #:ACS teachers, and 89
rer cent of the non-}i:ALS5 teachers, according to 3loom (1956),
the majority of the non-}M:ACS teachers were stressing

"knovledoe of specifics,” while the H:ACS teachers stressed

arsledee of the universals and abstractions in a field" - the
hitoest level of abstraction and cowplcxity: The M:ACS

1 iy thien, wore strossine coals conpruent with those

ast ohlished by the course desisnoers,

O
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In comparing the indirect and direct tcachers across both

samples, the indirect tcachers (sec Table 11 ) were found to
i

utilize a significantly greater number of activities than

the direct teachers (ng.Ol).

Thus, the checklist secmed to be a uscful instrument for
differentiating teachers on the bases of number of activities
and of grouping techniques used in these activities - an
important element in student-centeredness., The checklist
was easy to use in a classroom situation and vielded information
of major rclevance to a study of student~centered tveaching
behaQiors and objectives,

Summary

The following instruments are recommended for use in

future evaluation of tecacher behaviors and attitudes in the

Mans: A Course of Study curriculum:

M:ACS Opinionaire

Interview Format

landers Interaction Analysis System
Ryans Classroom Observation Record
Classroom Checklist

Semantic Differential
Draw-a-Classroom

At this point, the major limitations of the procedurc will
be summarized in order to optimize the possibility of efficiently
usinge the battery in the future.

. y L} ‘ I3 .

The investipaters were forceed to qualify their assessment
of wmost of the instruments due to the size of the sample tested.
Twventy-four ::A\05 teachers returned the opinicnaire, 20 were

interviewed and 12 cbserved, Since the same teachers who

O
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returned the opinionaire were not necossarily obscived wni/ou
intervieraedya comnlete set of scoresi {(opinionaire packet,
interview, and obscrvation) was obtained for ten }i:ACS teachers,
The remaining scores were based on observations of and returns
from different teachers: The samc was true for the non-i:ACS
sample, vhere ten tecachers were observed and eight opinionaires
returnoed,

It is important to note that the emphas:is in this study
was on the coustruction and evaluation of the instrument battery.
As no pre-measures were taken on the teachers and no
randomization performed in placint L:AD3 and non-M:ACS teachers
in their respective grouns, the comparison grouap could in no
way be considered a valid control group. Thus, the measures
taken on the two groups were less important as indices of
statistically significant differences ir behaviors and
attitudes, but instecad, of prime value in determining the
degree to vhich both groups could respond to the instruments
qua instruments. lor this recason, when certain instruments
were seen to lend themselves to more detailed analysis of
interest in subscquent rescarch, the scores obtained on these
specific mrasures were generally included in Appendix 3, to
provicde base linc data {or future refercncev

It rras also reconnized that the use of an opinionaire and
an intervier forrmat placed rcroat reliance on subjective
responsas.  ovever, the investisators wcré encourared by the
consistency of reported and observed behaviors exhibited by

the teachers,
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& final point must be mentioned repardine the observation
schedule used in this study, The datg ocn the observation
instrunents were based on one observation per teacher since
this was all that time allowed. Tlor this reason, it was likely
that the sanple of behaviors observed and rated was not
necessarily typical of the teacher's overall classroom behavior.
Thus, it is recommended that measurces taken before and after

exposure to the M:ACSS curriculum be based on periedic visits

and repeated observatiaons -~ this to increase the likelihood
of obtaining a valid sampling of teacher behaviors and attitudes
and of increasing the reliability of the rating.,

In sum, therefore, the instrunents delinecated above, if
used in a carefully designed experiment, seem to constitute
a promisineg battery for assessing the degree to which teachers
adopt student-centered behaviors and attitudes as a resul'

of teaching the fan: A Course of Study curriculum,.
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. INSTRUENTS




FACS  OPLNTONAT RIS




April 6, 1970

Dear

Wle are interested in obtaininag some evaluative
data concerning the teaching of {lan: A Course of Study. Un-

doubtedly your campus director has informed you of the role
of Cornell's xescarch team in the final evaluative process.

Enclosed is a document that we would like you
to complete. You, as the teacher, are the final authority
on Man: A Course of Study; and so, your help with this pro-
ject € will be invaluable. It should take you approximately
one hour to answer the questions. Please return the document
in the enclosed, self-addressed ervelepe by April 21,

Thank you for your time and cooperation,

Sincerely yours,

Aﬂy/{/é’

Richard E. Ripple

v N,/
//i;&«ya.v /VZVQ<ox«~
- {

Susan Dalfen

C l(é/ AJJ ////Z ..

Sue Deffcnbauoh

-



PART ]

TEACHEK OPINIONAIRE

Directions:

- —

of Study curriculum. Since ycu, as the teacher, are essential to the success of
any curriculum, we would like to obtain your opinions on certain issucs. Please
fill out the following questionnaire ard attached sheets as carcfully as possible
and return it in thce enclosed, seclf-addressed stamped envelope by April 21,

The information will be used by the Cornell research team and kept strictly

corfidential. All data will be used in aroup form without reference to specific
names or schools.

1. Sex: i1 F (circle answer)

. 2. Level of education: (circle answer)

B.A., (or B.S.) certified

B.A. (or B.S.) not certified

B.A. {(or B.S.) and 15 or morc hours
M.A, {orxr [1.S.)

Other

——— e - o — T o - >

3. Hajor area of college study

4. Years of teaching experience: {circle answer)

1 - 3 16 -~ 20
4 - 6 21 or more
. 7 - 10 other
11 -~ 15

5. Please rate the subjects listed below according to how nmuch yvou cnjoy teachino
them., Use the followina scale: 1 = very ¢njovable, 2 = nmoderately enjoyable,
3 = neutral, & - nederately unenjoyable, 5 = very unenjoyabile. For exampl-,
if tecaching peading i woderately enjoyable for you, you would rate Readina

as o,
-
Enaglish Science -
Nathematics Cocial Studies
Readita Otlier (please specify)

O
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6. How did you become involved in teaching !1:ACS?

————— s i b o o o T S ok W S Bl St e et

S e . = a S S e W B Ty e A T o e T A A A m e m ee T e e W M S A R i S A A ia . e A S L & M e . S Y - - —
st e o 05t T s g ot b e . A o e o e At n Ak e " n s S B e oy A Y il =% s T4 e W e e P e A Sk T o S T —

T T kU St A e o Y T A ot 2 i A e A S e e e e o e e e Y S R e e S Gn T e e e e R WA e At e S - . =

8. If you can provide a descriptive classroomn episcde that illustrates your
response Lo question #7, it would be most helpful.

. " e 2 v T o e A i Sy 2t o o e i o A W T o s o B s ke T S o Yt o ) o o T T e o o e T o o S T e
- 1 D T4 . 4t S Aot W T ar 2 W B T b Ty e T e e Teh T T S o b T b St T S e e S kT o o > e W S Y e S B ek e T

- —— T " & o e o o (o e e A T S ot d T Wt e M BT . W R Yot o T A Mt T S e e e S e R T o YA At T S0 Tk ot D e S o e o Ao W e

class last year?

10, If you can provide a descr’ ptive classroon episode that illustrates your
response to the previous qucstion, it would be most helpful,

11. If you were asked by a new [1:ACS tcacher which problei's he or she would likely



12, If you are agiven a choice, will you teach 1:ACS next year? YES N

e sy e s oy ot v By ot e W s g i o et T At o . o o S ok n T i A Nt ek S e A S ok R N e n e S e T . M e S e St e . e e e N e S o o —
. S+ - 8~ S D e o i . Y e v o A A A = M o Yy R - 2 o e e T e T £ A o S Ry T

ot - = N - - > o e s = o o na o A oh o e e Y o e AP ot M M e o e W Y e T M R i W e e 4= S8 S R S

13. Draw a picturc of a teacher with a class. Draw as complete a picture as you
can. Avoid the use of stick figures. Don't worry about your artistic ability
or lack of it; just draw as well as you can.
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NON-IEACS  OPINIONATRE




 April 14, 1970

Dear Teacher:

We are interested in obtaining some evaluative
data concerning the teaching of social studies in the ele-
mentary schools. This research is being conducted by members
of the Department of Education at Cornell University and is

sponsored by the Eastern Regional Institute for Education at
Syracuse.

Enclosed is a document that. we would like you
to complete., You, as the teacher, are the final authoxity
on the topic; and so, your help with this project will be
invaluable. It should take you approximately one hour to
answer the questions. Please return the document in the
enclosed, self-addressed envelope within the next few days,

Thank you very much for your time and cooperation.

~ Richard E, Ripple C;
/{/ PSR ZCL {/-‘_(’L L~

Susan Dalfen

Sue Deffefbaugh




-

TEACHER OPINIONAIRE

i

Social Studies Curriculun

Directions:

- - - - - -

—— ey o s o e e s

curriculum. Since you, as the teacher, are essential to the success of any curriculum,
we would like to obtain your opinions on certain issues. Please fill out the

following questionnaire and attached sheets as carefully as possible and return

it in the enclosed, self-addressed stanmped envelope within the next few days.

The information will be used by the Cornell research team and kept strictly
confidential. All data will be used in group form without reference to specific
names or schools.

. 1. Sex: M F {circle answer)
2. Level of education: (circle answer)
B.A. (or B.S.) certified
B.A. {or B.S.) rnot certified
B.A. {(or B.S.) and 15 or more hours
M.A. (or M.S.)

e . " ————— St o 8 A W

———— —  ———— —— - _ ——— — - . e . s tin . = L o, e

4. Years of teaching experience: (circle answer)
'.' 1 - 3 le - 20
4 - 6 21 or more
7 - 10 Other
11 - 15

5. Please rate the subjects listed below according to how much you enjoy teaching
" them. Use the following scale: 1 = very enjoyable, 2 = moderately enjoyable,

3 = neutral, 4 = rmoderately uncnjoyable, 5 = very unenjoyable. For example.

if teaching reading is moderately enjoyable for you, you would rate reading

as 2.

English Science

Mathematics Social Studies

—— et ————

R - - - -~ ———

Reading __ Other (please specify)



.

6, If you can, please describe the teachina nethod you typically use in your
social studies class. Consider the role of both students and teacher as
well as the materials and resources you enploy.

e — e — e m—— e . ——————————— e e ———
————m e m— e ————— e ——— e e e e —————————— ——
______ e e e e e o e e e e e e e
———— e ———————— e e e ———
o e o o e o e e e ————— e e — e —————

. 7. If you were asked to observe someone else's classroom, what criteria would
you use to decide whether it was a good lesson? Consider such things as
teacher actions, student actions, etc.

N e o T o > — . " ——— — 1 " S T e - ——— o —— s S e e T Bl B e e Y
- -, o i - —— - — - — —— ————— - e - 8 o —n - — - ——— .
B St e o P = et i B Tt T 2 e = T i Tt > = e v - ———— ¥ e — i — — Y g L Y e e o~ ———
- — e 4SS G P T — . S Aokl o T e . s e S T T i s " T  ——— — — — - ———— ——— —— - > - ——
o ——— - —————— et = e i St o A . i A Y e . T i " = e T " o e o . ——— o ————— i

8. Have you ever come across the concepts of "discovery learning" or "student-
. centered teachinag”? If so, in what context?

T —— v —— 1 "4 o U " . . Y . o T T A i s T ——— — . o T o oo S T T " T —————— s _ = ——— > e —— ——
o " - e . T i > . A A S Mt e U e T T ot e . A At o S o e 4 it O - Ty 4 —— ——— " 7 B A - ———— "
e 8t - ¢ " " . —— - D 8 . s o T . G At I et - e . e " - - A 4 < ot = T A S o " -
e - T D e T i e et T . i o T Tk w8 A A St 2t Tt = T i v A e oy Tt ok e B s e S S i . —— . o
.
.
T T S v T % . o T S . o e e o o i o o B T = e o e S o e i rn B - e
-~
e ey s . " —— S T 48 o S T ot T e S B A s o ek s A el S By e S ot T et et e e
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10.
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Which of the following authors are you familiar with? Please indicate by
placing a checkmark before their names and where possible, list their works
which you have read.

itles

- -

J. Bruner

- — - Tt e M et P T e W e T s gt T W ol . U W D T T Ty -

C. Rogers

- —— - - —

___.E. P, Torrance ——————————
w__J. P, Guilford L

J. McAllister

- s . . i e s T ot Y O P i 4 Pt i g e W D e e . e W o bt

A. Maslow

P ] S 8 T W T S T . T ) T A W . e o S g T e T D S 4 e

R. Cramp

. — .t . T T ol et T M e A e T s S S W et e W g

B. S. Bloom

- o e o " s " T ot o gy o S g~ . 4 T ot .V O S o

S. J, Parnes

——— o . S . e St i Pt . S e i i S T S 47 W At A . . e g

B. F, Skinner

Y s . o e W . el B W P S B e e e D T s P s e P A Bt A B o

R. Lippitt

——y - -gns N i i i e i —— i - ——

From any reading you have done or experience you have had, how would you
describe "student-centeredness"?

e m e
———— e e e e e e e e e S, ———
e e e e e e e e e e e e e
_____ e e e e o e e e et et e e
________ e e e e o e £ e e e e e
e e m e e e e



11.

12.

O

A professor, who is particularly dogmatic, has said that a student-centered
classroom is the only one where true learning can occur. From your experience,
how would you respond to this claim?

-y s - — ot e e i T O S . T . o e e . g T 4 B O it it o . e At S . - o~ -
—— s " 2. m S o o e - —— - e S o o ——— 1 ——— - [T S — ——— et ) s o ———— -
- — -~ ——— e . e S — 7 A A s o — — o T 2 Y i — - T o T s - - ———
- el . = o e s S e ¢ . vt - - — Y g T e e o e s s S e ———— - —
——— e —— - —_— e — " —— - — —— s o — o — — - ———— o - ——

Draw a picture of a teacher with a class. Draw as complete a picture as you
can. Avoid the use of stick figures. Don't worry about your artistic ability
or lack of it, just draw as well as you can.
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INTERVIEW FOR AT

tian: A Course of Study

hat cffects do you think teaching ii:ACS has on a teacher?
{(probe: technique?)

If you werc asked to obscrve someone else's classroon, what criteria
would you use to decide whether it was a good lesson?
(example of probe: teacher actions, student actions?)

Before exposure to ii:ACS, had you come across the concepts of discovery
learning or student-centered teacihing? (example of probe: in what

cantext?)

From your reading and association with 1i:ACS, how would you describe
student-centeredness?

One of my instructors (or colleagues), who is particularly dogmatic
in his statements, has said that a student-centered classroom is the
only one where true lecaming can occur. From you experience, how
would you respond to this claim?

If you vere introducing ii:ACS as a new curriculum in your school, how
would you recruit teachers?



DRAI-A-CLASSRCO! |




13. Draw a picture of a tcacher with a class. Draw as complete a picture
as you can. Avold the usc of stick fipures. Don't worry avout your
artistic ability or lack of it; just draw as well as you can.

o
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PART 2

-

OPINIGCN QUESTIONNAIRE

- - —— " ——

L}
The following questions are desioned to study what teachers think and feel about a
nunber of important social and po:sonal questions. The best answer to each state-
ment below is your personal opinion. The questions cover many different and opposing
points of view. You may find yourself agreeina stronagly with some of the statements,
disagreeing just as strongly with others, and perhaps uncertain about others:
whether you agreec or disadgree with any statement, you can be sure that many people
feel the same as you do.

Mark each statement at the left according to how much you agree or disagree with it,
Please mark every one. Write +1, +2, +3, or -1, ~2, -3, depending on how you feel
in each case.

+l: I agree a little -1: I aisagree a little

+2: 1 agree on the whole -2: I disagree on the whole

43: I agree very much -3: I disagree very much

1. ___ The U.S. and Russia héve just about noﬁhing in common.

2. ___ The highest form of government is a democracy and the highest form of

democracy is a government run by those who are most intelliagent.
: Y :

3. ___ Even though freedom of speech for all groups is a worthwhile goal, it
is unfortunately necessary to restrict the freedom of certain political
groups.

4. ___ It is only natural that a person would have a much better acquaintance

wvith ideas he Lzlieves in than with ideas he opposes.

5. ___ Man on his own is a helpless and miserable creature,

6. ___ Fundamentally, the world we live in is a pretty lonesome place.

7. ___ Most people just don't give a "damn" for others.

8. I'd like it if I could find someone who would tell me how to solve

my personal problems.

9. ___ It is only natural for a person to be rather fearful of the future.
10. ___ There is so much to be done and so little time to do it in.

11. ——_ COnce I get wound up in a heated discussion I juﬁt can't stop.

12. ___ In a discussion I often find it necessary to repeat myself several

times to make sure I am being understood.

13. ___ 1In a heated discussion I generally become so absorbed in what I am
going to say that I foraet to listen to what the others are saying.

@ __ It is better to be a dead hero than to be a live coward,




15. tthile I don't like to admit this even to myself, my secret ambition is
to become a great man, like Einstein. or Beethoven, or Shakespeare.

16. ___ The main thing in life is for a pefson to want to do something important.
17. ___ 1If given the chance I would do something of areat benefit to the world.
18. ___ 1In the history of mankind there have probably Leen just a handful of

really areat thinkers.

19, There are a number of people I have come to hate because of the thinas
they stand for.

20, A man who does not believe in some vreat cause has not really lived.

21, It is only when a person devotes himself to an ideal or cause that life
becomes meaninaful.

22. Of all the different philosophies which exist in this world there is
probably only one which is correct.

23, A person who gets enthusiastic about too many causes is likely to be
a pretty "wishy-washy" sort of person.

24. To compromise with our political opponents is dangerous because it
’ usually leads to the betrayal of our own side.

25, ~ When it comes to differences of opinion in religion we must be careful
to compromise with those who believe differently from the way we do.

26, In times like these, a person must be pretty selfish if he considers
primarily his own happiness,

27. The worst crime a person could commit is to attack publicly the people
who believe in the same thing he does.

28, _ In times like these it is often necessary to be more on guard acainst

ideas put out by people or groups in one's own camp than by those in the
wpposing camp.

29. & aroup which tolerates tco much differences of opinion amona its own
nembers cannot cxist for long,

30. - ‘here are two Kinds of people in this world: those who are for the
truth and those who are avainst the truth.

31. _ 1w blood boils whenever a person stubbornly refuses to admit he's wrong.
32. _ _ & person who thinks primarily of his own happiness is beneath contenpt.
33. st of the ideas which get printed nowadays aren't worth the paper

thuy are printed on.




34,

35,

36.

37.

38.

39.

40.

e

'
Al

In this complicated world of ours the only way we can know what's going
on is to rely on leaders or experts who can be trusted.

It is often desirable to reserve judament about what's going on until
one has had a ¢hance to lhiear the opinions of those one respects,

In the long run the best way to live is to pick friends and associates
whose tastes and beliefs are the same as one's own.

The present is all too often full of unhappiness. It is only the
future that counts.

If a man is to accomplish his mission in life it is sometimes necessary
to gamble "all or nothing at all.”

Unfortunately, a good many pcople with whom I have discussed important
social and moral problems don’t really understand what's going on,

Most people just don't know what's good for them.



SEMANTIC DIFFERENTIAL




- -

The purpose of this next section is to discover the meaning certain
words (or phrases) have for you by getting your rating of the words on a set
of descriptive scales.

There are five sheets, sach with the same set of 12 scales, and with
a different phrase (printed at the top) to be rated on each of the scales. We
would like you to rate the phrases on the basis of what tney mean to you. Place
a check mark on each of the scales wherever you feel the phrase should be rated.
Work as fast as you can; don't take too long to make any rating; and rate your
first impressions of the words. Don't hesitate to use the extreme ends of the
scales, wherever these seem appropriate.

Here is an example of th2 way you should do this task:

If you were rating the word "STREETCAR" on a 'Past -~ Slow' scale, you
might feel that "STREETCAR" was moderately fast and would check the scale in the
following manner:

Fast : V/ : : : Slow

o - ———— - - — — - —

Then you would go on to rate "STREETCAR" on the rest of the scales. Be sure that
your check mark is between the dots (in the middle of the line), and that you put

——

one and only one mark on each of the scales on a sheet before going on to the
next sheet.
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SUMMARY OF
CATECORIES FCR INTERACTION ANALYSIS

N

o' are included.

deviloping 1doas suggested by a student.

INDIRECT I
7
s

-
x*

with the inctent that a studont answer.

S ACCEPTS COR USES TDEAS OF STUBENTS:  clarifying,

s may be positive

but not at the cxponsce
of another individual; nodding hoad,. or saying "wn ha?" or '"go

1. * ACCEPTS FHPLING:  accepts and clarifies the feeling tone of the
students in a "onthlo atening manner.  Feelings
or neyative. Predicting or rccaliing feelings is included
[$8]
J CATCES O Ao : .
A 2. % PRAISES OR FNCCURAGES: praises or encourages student action or
4 - S g e .
%3 bLehavior. Jokes that release tCDJJOA,
i

buildine, or

As teacher brings
more of his own idecas into pla), shift to Catcgory

. * ASXS QUESTIONS: asking a question about content or procecure

W
i

TEACHER TALX

6. * GIVING DIRECTIONS:  directions, cannands,

a student 1s ¢xpected to comply

DIRECT INFLUENCE

tcrn; bawlinyg screone out; stating nhy
what he is doang; extreme self-reference.

LECTURING:  giving facts or opiniens about content or proce-
dures; expressing his own ideas, asking rhetorical questions.

or orders with which

7. % CRITICIZING COR JUSTIFYING AUTHORTTY:  statements  intended teo
chiange szur ent behaviory  from nonaceeptable  to acceptable pat-

the teacher 1s doing

statement.

STUDENT TALK

he did, use this category.

8. * SIUDINT TALK - RESPONSE:  talk by students
teucher, Teacner initiates  the contact or solicits studen

in responsc to
t

9. * SIUDUNE TALIL - INITIATION:  talk by students, vhich they initi-
ate. Y "calling on'” student is oniy to indjcate who may talk
next, obscrver must decids whether student wanted to tulk. it

R

E

—

stood by the abserver,

10, % STLINCE OR CONGAUSTON: pauses, short periods
r“rlst of coltusion  in which comnunication

——— e

of sijence, o
cannot be undo

Ihere is NO scale implicd by these mobders.  Bach muber is classificatory; it dewiv
ates a particular kKind of comaunicatlion event.  To write these mmbers  down durin

observation is to enuscrate--not to judge a position on a scale.

O
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RYANS CLASSRCO:i OBSERVATION RECORD
AND
GLOSSARY OF CLASSRCCH! BEHAVIORS




PUPIL BEHAVIOR:

£ (A OV

TEACHER BHEAVIOR:

Apathetic
Obstructive
Uncertain
Dependent

10.
11.
12.
13.
14,
15.
16.

Partial
Autocratic
Aloof
Restricted
tlarsh

Dull
Stercotyped
Evading
Erratic
Excitable
Disorganized

Pessimistic

[Ny S )

NN

CLASSRCOM OBSERVATION RECORD

(2 RV R IR

P

LI ot un

[« 3 <. TN « N v

A

[N @ W @ &

~ NN~

A A4

z =z = =z

Alert
Responsible
Confident
Initiating

Fair
Democratic
Respansive
Understanding
Kindly
Stinulating
Original
Responsible
Steady

Poised

Systematic

 Optimistic

REMARKS :



GLOSSARY

(To be used with Classroom Observation Lecord)

PUPIL 3i4aVICR3

1+ 4pathetic-dAlert fupil

Apathetic

1. Listless,

2. Bored-acting-

3. Entered into activities
half-heartedly.

4, Restless,

S5« dttention wandered,

6« Slow in getting under
ways

2. Obstructive-Responsible
Obstructive

1., Rude to one another and/
or to teacher.

2, Interrupting; denmanding

attention; disturbing.

3. Obstinate; sullen.,

4, Refusal to participate.

5. Quarrelsome; irritabile.

6. Engaped in name-calling
and/or tattling.

7. Unprepared.

sdehavior
Alert

Appeared anxious to recite
and participate.
Watched teacher attentively.
Worked concentratedly.
Seenied to respond cagerly.
Prompt and ready to take
part in activities when
they begin,
Fupil Behavior

Responsible
1., Courteous, cooperative,
friendly with each other
and with teacher.
Completed assignments with-
out complaining or un-
happiness,
Controlled voices,
Received help and criticism
attentively.
Lsked for help when needed.
Orderly without specific
directions from teacher.
7. Prepared,

2,
3.
4.

S,
6,

3. Uncertain-Confident (upil Behavior

Uncertain

1. Seemed afraid to try;

UNSLIC.
2. iesitant; restrained,
3. uppeared embarrassed,

¢, frequent display of nervous
habits, nail-biting, ectc,
Appeared shy and timid.
desitant and/or stammering
speech,

S

.
6.

Confident

Scemed anxious to try new
problems or activities.
Undistuibed by mistakes,
Volunteered to recite.
zntered freely into
activities.

Appecared relaxed,

Spoke with assurance.



5,

GLOSSARY
(Cmti )

4. Dependent-Initiatine rupil Sehavior

Dependent

Relied on teacher for
explicit directions.

Showed little ability to
work thinss out for selves.,
Unable to proceed when
initiative called for,
Appeared reluctant to take
lead or to accept
responsibility.

1.

2.

3.

4 .

Inttiating
Volunteeres idez= and
suggestions.,

Showed resourcefulness.,
Took lead willingly.
Assumed responsibllities
without evasion.

TEACHER_ BEJAVIORS

5.
irartial

Repeatedly slighted a
pupil,

Corrected or criticized
certain pupils repeatedly.
Repeatedly gave a pupil
special advantages.

Gave most attention to
one or a few pupils.
Shovwed prejudice (favor-
able or unfavorable)
toward some social,
or rcligious groups.
Lxpressed suspicion of
motives of a pupil.

6.

racial,

Autocratic

Told pupils each step

to take.

Intolerant of pupils' ideas,
randatory in giving
directions; orders to be
obeycd at once.

Interrupted pupils althcush
their discussion was rele-
vant.

Always directed rather

than participated.

1.
2.

3,
4.
5.

Partial-Fair Tcacher Behavior

Fair

Treated all pupiis
approximately equally.
In case of controversy
pupil allowed to explain
his side.

Distributed attention to
many pupils.

Rotated leadership
impartially.

Based criticism or praise
on factu2l evidence; not
hearsay.

Autocratic-Democratic Teacher Jehavior

Democratic

Guided pupils witheout being
mandatory.

Lxchanged ideas with pupils,
Encouraged (asked for)

pupil opinion.

Encourapged pupils to make
own decisicns.

Entered into acrivities
without domination.



1.
2,

4,

5.

1.

2,

3.
4,

GLOSSARY
(cont, )

.
N

7. Aloof-Responsive Teacher Behavior

Aloof

Stiff and formal in
relations with pupils.
Aparct; removed from

class activity,
Condescending to pupils,
Routine and subject
matter only concern;
pupils as persons ignored.,
Referred to pupil as "this
child" or "that child,"

8+ Restricted-Understanding

Restricted

Recognized only academic
accomplishments of pupils;
no concern for personal
problemns.

Completely unsympathetic
with a pupil's failure at

a taslc,

Called attention only to
very good or very poor work,
Was impatient with a pupil.

Responsive

Approachable to all pupils.
Participated in class
activity.

Responded to reasonable
requests and/or questions,
Spoke to pupils as equals,
Commended effort.,

Gave encouragement.
Recognized individual
ditferences.,

Teacher Behavior

2,
3.

Understanding

Showed awareness of a pupil's
personal emotional problems
and needs.

“las tolerant of error on part
of pupil,

Patient with a pupil beyond
ordinary limits of patience.
Showed what appeared to be
sincere sympathy with a
pupil's viewpoint.

9. tlarsh-Kindly Teacher Behavior

Harsh

dypercritical; fault-
finding.

Cross; curt,

Deprcciated pupil's
efforis; was sarcastic.
Scolded a great deal.
Lost temper,

Used threats.,

Permitted pupils to laugh
at nmistakes of others,

1.

2

4,

S
6.

Kindly

Went out of way to be
pleasant and/or to help
pupils; friendly.

Gave a pupil a deserved
compliment.,

Found good things in pupils
to call attention to.
Seemed to show sincere
concern for a pupil's
personal problem.,

Showed affection without
being demonstrative,
Disengaped sclf from a punil
71 thout bluntness,



GLOSSARY
(Cont-).

104 Dull~3timulating Teacher 3ehavior

Dull Stimulating
1. Uninteresting, monotonous 1. Highly interesting nrc-
explanations. sentation; got and held
2. Assignments provided attention without being
little or no motivation, flashy.
3. Failed to provide challenge. 2. Clever and witty, though
4. Lacked aniration. not smart-alecky or
5. Failed to capitalize wisecracking.
on pupil interests. 3. Enthusiastic; animated.
5 Pedantic, boring. 4. Assipnments challenging.
/v Lacked enthusiasm; 5., Took advantage of pupil
bored-acting, interests.,

6, Brought lesson successfully
to A climax.,
7. Seemed to proveke thinking,

11. Stereotyped-Original Teacher 3Xe¢havior

Stereotyped Original
1. Used routine procedures 1. Used what seemed to be
without variation., original and relatively
2+ "Jould not depart from unique devices to aid
procedure to take advan- instruction.
tapge of a relevant question 2, Tried new materials or
or situation. methods.
3. rresentation seemed un- 3., Seemed imaginative and able
imaginative., to develop presentation
4, Mot resourceful in . around a question or
answering questions or situation,
providing explanations. 4. Rescurceful in answering

questions; had many
pertinent illustrations
available.

12. Evadinp-Responsible Teacher Behavior

isvading Responsible
1, Avoided responsibility; 1. 4ssumed responsibility; made
disinclined to make decisions as required.
dectisions, 2, Conscientious.,
2, "Passed thce buck" to 3, Qunctual.
class, to other teachers, 4, rainstaking: careful.
etc. 5. Suppested aids to learning.
3. left learninpg to pupil, 6. Controlled a difficult
failing to give adequate situation.

help. 7. Gave definite directions.




1,
2,

3.

1,

2.

1,
3,

5,

CLOSSARY

(cent, )

12. cont.

Evadinge

Let a difficult situation
get out of control,
Assignments and directions
indefinite,

[fo insistence on either
individual or group
standards.

Inattentive with pupils.
Cursoxry.

&

Q

-

10

Responsible
Called attention to standards
of quality.

Attentive to class.,
1horough.

13. Erratic-Steady Teacher 3ehavior

Erratic

Impulsive; uncontrolled;
temperamental; unsteady.
Course of action easily
swayed by circumstances
of the moment.
Inconsistent.

14,
Zxcitable
casily disturbed and up-

set; flustered by class
room situation,

durried in class activitiesy

spoke rapidly using nany
words and gestures.
das "jumpy'"; nervous.

15,
Jiso;ganized

i'o plan for classwork,
Unprepared,

Objectives not annarent;
undecided as to neoxt sten,
Jlasted tine.

vxplanations not to the point,

p—

[G L9

BaY

Steady

Calm; controliled.
l:aintained propress
objective.

Stable, consistent,
predictable,

toward

cxcitable-roised Teacher Eehavior

roised

Seemed at ease at all times.
Unruffled by situation that
developed in classroom;
dignified without being

stiff or formal,

Unhurried in class activities;
spoke quietly and slowly.
Successfully diverted
atrtention from a stress
situation in classroom,

Jisorpanized-3ystematic Teacher ehavior

Systematic

cvidende of a planned thourh
flexible procedure.

Well prepared.

Careful in planning with
pupils .

Systematic about procedure
of class.



GLOSSARY

(oont,. )
i
15. cont.
Disorganized Systematic
5, casily distracted from 5. nad anticipated needs.
matter at hand. 5. Provided reasonable

explanations,
7. Hdeld discussion together;
objectives apparent.

16, Pessimistic-Optimistic Teacher Behavior

Pessimistic Optimistic

1. Depressed; unhapoy. 1. Cheerful; good-natured,

2., Skeptical. 2, Genial.

. 3, Catled attention to 3. Joked with pupils on
potential "bad." occasion.,

4, Expressed hopelessness of 4, tnphasized potential "good."
"education today," the 5., Looked on bright side; spoke
school system, or fellow optimistically of the future.,
educators. 6., Called attention to good

5. Moted mistakes; ignored points; emphasized the
good points. positive.

6. Frowned a great deal;
had unpleasant
facial expression,




INFORMAL CLASSRCO:N

RECORD AND CHECKLIST




ifan: A Course of Study

Observations
Observer: Date:
Teacher: School:
Topic of lesson: City:

Length of lesson:

A. PDPescription of the content of tiic lesson:

Note especially: way in which the lesson was introduced and
concluded, materials used and reactions to them, examples of guestions,
answers, and comrents by teachers and pupils.




B. Enter the number of the classrcom structuve beside each activity that
took place. _
wilole class., ...l
small group..... 2
individual...... 3
other (specify).d

_____ arts and crafts ______listening (records, etc.)
____ viewing _____ student report
___ reading - text ______questicn-answer
____ reading - other _____open-cnded discussion
_____ lecture by tecacher _____laboratory
______ guided discussion _____other (specify:

role-play

C. Tine sequence of activities:

at least some simultancous

onc activity at a time

D. Objective of lesson: (check no more than two)
information

concepts

skills

interpersonal behavior

too difficult to decipner

other (specify: )
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APPENDIX C

QUOTLS AND DRAWINGS




QUOTATIONS FROM INTLERVIEWS




QUESTION

QUESTION

QUESTION

QUESTION

QUESTION

QUESTION

QUOTED RLSPONSES TO INTERVIEW ITENMS

1 - teaching techniques: _

"I recognize that 1 don't know things - I'm in a shakier position.'" '
“There 1s less opportunity for a range of activities.'- ncgative opinion
"The absence of textbooks generates a need for ingenuity."

"I have more respect for the lower students through teaching M:ACS.”

2 - criteria-of a good lesson:

find out “how they fecl about something ... make them feel inportant.'
“You nust know what the tcacher's objectives are and place the lesson
within the context of the overall objectives."

"....how many times the children challenge themselves, each other and
the teacher."”

"The child nwst be enthusiastic; the content must be worth learning,
must be related to child's experience."

3 - knowledge of concepts:

“knowledge without experience'
"I knew it was the ideal situation in the classroom.'

4 - student-centeredness (description):

It describes itsclt."

"The program is based on the whole student. There is a consideration
of ability and personality - of the home, the school, interests,
acadenic, psycihological, and emotional nceds. There is co-operative
planning of the teacher, the child, and other supportive people,

such as counsecllors, parents, ctc."

“Student-centeredness follows what the child himsel? is questioning."
"The tecacher must be sensitive to the child's needs and sometimes

is the prime leamer."

"Every child nust be involved at his own Jlevel of leaming and be
given credit for his ideas and concepts that he is able to produce at
his own level."

"....balanced pregram of individualized instruction and group work
because group interaction fulfills individual needs."

"A situation where students, with guidance, arc coming up with
material rather than tie teacher expounding.”

"A progran is proposcd and students come up with the answer in

small groups or on their own."

S - responsc to dogmatic statement:

"I wouldn't be dogmatic about learning because I don't know
where it occurs - it scems to be the better situation for
the noment."

6 - criteria for selection of teachers:

“Many couldn't stand it - coursc has built-in saleability for

thosc who agree with the concepts."

"Look about for tcachers vho were not certain they were the ‘'last word'
- someonc with a 'give-and-take' attitude - somcone who does not
belicve the yownger gencration is going to hell! ™
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Draw a picture of a teacher with a class. Draw as complete a picture as you
can., Avoid the use of stick figures. Don't worry about your artistic ability
or lack of it; just draw as well as you can.
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13.

Draw a picture of a teacher with a class. Draw as complete a picture as you

can. Avoid the use of stick figures. Don't worry about your artistic ability
or lack of it; just draw as well as you can.
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Draw as complete a picture as you

13. Draw a picture of a tecacher with a class.
't worry about your artistic ability

can. Avoid the use of stick figures. Con
or lack of it; just draw as well as you can.
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13. Draw a picture of a tecachéer with a class. Draw as complete a picture as you

can. Avoid the use of stick figures. Don't worry about your artistic ability
or lack of it; just draw as well as you can.

. - . >~ . . .
%L.— /’L"L'K_— %(/%(,’ﬂff'/ . / 5/1 & /’u{/

7 |
/'/‘ PN (LZ/C/C'/C’//C/./:.‘?Q.
0L/(.Z//( /7/5'( (f: Pl /

- '—’; it L O
. /j////{‘c/ ////(/7@ ’L/(L(/,”/,_// -/’Z/"/ X//—/~ N e

‘7(/11//5/5/(////':/ ///( L 7Cf,(,'¢/,/u( /,/L._ v,//

/ , . .
N S s ;}A G ool — ///v/’/r;’ ¢~

‘ l 7 7 ’ v ' . y
(»'V/("k./‘f N / AL %(t/ /'zf»’f»ci‘é'c‘f// /(// cZ et A/
/(/C / //4 4R .', \// /c."/:'/"fyf/ <L “,/J—?</
AL /’/// (ef//w o P B //(/ / /

7

\\\




13. Draw a picture of a t
can. Avoid the use o
or lack of it;

tacher witn 4 Class. uraw as con
£ stick fiaures, Don't w
just draw ag well as you

Pitce a procure as you

orry about your artistic ability
can,

'.J.j

S
I3 B
\
////\
v
N
N
;{;fJ
Vi

= . . e ) ' 'l-.\ pe~,
o : S
\/ e / ) A
s ! 'y ' - — I. . ~ v
.~\:>}\.v \ ’ 7// ‘i ./ / a ’7 \\ 2
X T . - : . - o ST ~—
“‘\“\ f" ' ‘\ J", g /.,r” - ! f ‘_" . .
'.-—7{ 1', -) . - S .
Y

T ———

. e .

b ot db g < 2

R
e — ——

SIS



13. Draw a picture of a teacher with a class. Draw as complete a picture as you
can. Avoid the use of stick figures. Don't worry about your artistic ability
or lack of it; just draw as well as you can.
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13. Draw a picture of a teacher with a class.
can. Avoid the use of stigck figures.

or lack of it; just draw as well
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13. Draw a picture of a teacher with a class. Dpraw as complete a picture as you

¢an. Avoid the use of stick figures, Don't worry about your artistic ability
or lack of it; just draw as well as you can.
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Draw as ccmplete a picture as ycu

Draw a picture of a teacher with & class.
Pon't worry akout your artistic ability

can. Avoid the use of stick figures.
or lack of it; just éraw as well as you can.
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13. Draw a picture of a teacher with a class. Draw as ccmplete a picture as (?o‘u
can. Avoid the use of stick figures. Don't worry akout your artistic abilit
or lack of it; just draw as well as you can,
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13.

Draw a picture of a teacher with a class.

can. Avoid the use of stick figures,

Draw as complete a picture as you

Don't worry about your artistic ability

or lack of it; just draw as wel) as you can.
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13. Draw a pictire of § peacher with @ class. Draw as complete a picture as”you
can. #void the uny of gejek 11GUFES- Don't worry about your artistic ability
or lack of it; junt gyay as well @8 YOU can.
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Draw a picture of a teacher with a class. Draw as complete a picture as you
can, Avoid the use of stick figures,

Don't worry about your artistic ability
or lack of it: just draw as well as you can.,
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13.

Draw a picture of a teacher with a class. Draw as complete a picture as you
can. Avoid the use of stick figures. Don't worry about your artistic ability
 af it; just draw as well as you can,
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Draw a picture of a teacher with a class. Draw as complete a picture as you
can. Avoid the use of stick figures, Don't worry about your artistic ability
or lack of it; just draw as well as you can. :
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13. Draw a picture of a teacher with a class. Draw as conmplete a picture as you
can. Avoid the use of stick figures. Don't worry about your artistic ability
or lack of it; Just dra.' as v well as.you-can. e e
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12, Dpraw a pidture of a teacher with a class.

Can. Avoid the use of sticek ficures,
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Draw as complete a picture as you
Don't worry about your artzstlc ablllt/

or lack of it, just draw as well as You can.
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Draw a picture of a teacher with a class. Draw as complete a picture as you
can. Av01d the use of stick figures. Don't worry about your artistic abilit

of jt, just draw as well as you can.
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12. Draw a picture of a teacher with a class. Drav as complete a picture as you ]
can. Avoid the use of stick figures. Don't worry about your artistic ability s

‘ or lack of it, just draw as well as you can.
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12. Draw a picture of a teacher with a class. Draw as corplete a plcture as you
Avoid the use of stick figures., Don't worry about your artistic ability

can
‘ or lack of it, just draw as well as you can.




12, Draw a picture of a teacher with a class. Draw as compiece a picture as you
can. Avoid the usc of stick fivures. Don't worry about your artistic ability
or lack of it, just craw as well as you can.
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12. Draw a picture of a teacher with a class., Draw as complete a picture as you
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12. Draw a picture of a teacher with a class. Draw as complete a picture as you
. can. Avoid the use of stick figures. Don't worry about your arxtistic ability

or lack of it, just draw as well as you can.
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Draw a picture o
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£ a teacher with a class.

Avoid the use of stick figures. Do

Draw as complete a picture as you
n't worry about your artistic ability

or lack of it, just draw as well as you can.
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