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-ABSTRACT .,

. This coding manual was developed for the Texas
Teacher Effectiveness Study and is intended to ke self-contained. The
coding system provides for extensive coding of student initiated
questions and comments, opinien guesticns, and expanded private work
contracts, both teacher initiated and student initiated, including
éxtensive coding of guality and type of behavioral contacts. The
focus for this system was on teacher behavior, since the larger
research question involved the relative a2ffectiveness of teacher
process behaviors in producing student learning gains. However, the
systenm can be readily adapt~d to account for individual student
interaction with teachers by including a space for coding a student
nunber. (Author/MV) . “
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The following coding manual was developed for the Texas Teacher

-

Effectiveness Study and is intended to be self-contained. This system

Is similar in inception to the "Teacher-Child Dyadic Interaction System"

<

reprinted in Mirrors for Behavior: An anthology of observation instru-

ments continued, 1970 supplement, Volume A. ﬁhiladelphia; Research for

Better Schools, Inc., 1970. Those interested in this earlier version
may wish to examine it too. The following coding system differs in

%

several ways from the earlier one in that it includes provision for
extensive coding of student in}fiafed questions aqq coﬁmgnfs; 6pinion
2uesf}ons; and expanded ériv?fe work contacts both teacher initiated
and student initiated with more extensive coding of quality ana type of
behavioral contacts.

The focus for this system was on teacher behavior since the larger
research question invalved the relative effectiveness of teacher process
thaviors in producing'sfuéenf learning gains. However, this system
can be readily adapted to account for individual student interaction

[}

with teachers by [quuding'a space for coding student number.
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" GENERAL, PROCEDURE AND ORGANIZATION OF CODING

<@

1. Fill in all the information at the top of each and -every sheet.

2, Use a beparate sheet for Ressponse Opportunities for each subjecq.A v
Do not draw lines - use (and label) a separate sheet.

& ’

3. Use a separate sheet for Response Opportunities and .a separate sheet
for Child Created Contacts (CCC) and Teacher Afforded Contacts (TAC)
for reading groups. Label the sheet "Reading Group." On the CCC an
TAC sheet draw a line across the entire page near the bottom to
separats inside-group contacts from outside-gr®up contacts. Outside-
group contacts go below the line at the bottom of the page.

- 4. Transitions are to go on the same sheet as the preceding activity,
but separated from the activity by a line across the entire page.
Transitions must be labeled transition and one of these categories
of transition designated: (1) entire class, (2) interchange between
classes, (3) intraclass group changes'(i.e. reading group or math

-group).

o

5. Keep an accurate record of the time._ Record time at the beginning
of each new activity. .

4

Q
6. When you £ill up one section on a sheet, although the other sections
may be blank, begin a new sheet for all sections.

The 2ssential thing to remember when coding is that you must divide_
" and label your coding so that it will be meaningful and useful later. !
« We must -be able later to match your coding by time and activity with
that of your partner in order to get the most accurate picture of what
went on in the classroom and in order to establish inter-coder reliability.




ACADEMIC
R : _RESPONSE OPPORTUNITIES

, .
_The coding of response opportunities is perhaps the most difficult
[ . )

coding in the system, since several aspects of the interaction have to

o~

"be coded and the sequence of events, within the interaction must be main-

tained and indicated in the coding. To some extent the sequent1a1 as-
pects have already been designed into the coding sheet, 'since in going — .
from left to right the coder takes up coding.decisions in the,order in

‘which they tend to occur naturally: first, he places a''l" for a male
- and a "2" for a female ip the column indicating the kind of question the child is

. re8ponding-to' then he codes the level of question;, then he codes the = .

quality of the child's“dnswer; then-he codes the teaﬂher s. feedback to

— - the child's answer. Each of these aspects of cod1ng response opportunlties
+ 1s described in turn below, after clarification concerning the term
"response opportunity." c -
Three key aspects characterize "response opportunities" as they
are defined in this system: (a) tney are public interactions between .
, the teacher and only a single child at a tlme, but nevertheless meant .
for and monitored by the entire class or by the entire group operat1ng :
. at the moment (such as the reading group); (b) they occur when the )

teacher asks a question demanding a verbal response from the child or

when she asksothe child to publicly respond t> a question. requiring gﬂ
-non-verbal responge (such as indicating something on the board,

pointing to the right letter or word, etc.); (c) only a single individual

‘child makes the response (chorus or unison responses in which two or
- more children call out the.answer simultaneously are not considered
response opportunities 'Y. Thus a response opportunity involves a A

public attempt by an individual child to deal with a question posed

<

by the teacher. . N -

~ . ’ ~

. Other types of teacher-child interaction are not coded as "response

opportunities' because they differ from the preceding definition in )
one or more ways. It is important for coding vé%idity to bear in

mind that "response opportunities' as used in this system are. considered
“to be teacher afforded;~it is assumed that the teachér explicitly or

. N
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at. least fmplicitly wgnts the child involved in the interaction to )
answer the question. Regionse opportunities are deliberate teacher
attempts to get a child to respond, or at least 1mp11cit teacher

encouragement in situvations. where the child seeks out a response

. “

opportunity (see "call oqut" below). Response opportunities thus
involve individual recognition of the child by the teacher. The b
previously mentioned situation in which two or moFe children call out
an answer simultaneously is not considered a "response opportunity"
because no individual child receives individual recognitionvor feed-
back. Even if only a single child calls out the answer, a response
ooportunity is coded only if th teacher responds to him in some way.
Should the<teacher ignore his answer altogether, it is not considereé

a response opportunity.

“The éublic nature of the “reSponse opportunity" distinguishes
it from the various forms of teacher-afforded and child-created dyadic
contacts (procedural, work-related, and behaéioral). In the teacher-
afforded and child-created work-related contacts, the teacher talks
to the chiid about his own individual' seat work. Teacher "feedback
here is "private,' meant onfy for the child involved and not for the
class as a whole. These‘contacts occur when indﬁvidual_children bring
their worn to the teacher to ask him about it or when the teacher goes
around the room correcting work individually at each desk. It fre-
quently happens that the teacher will question a child when deallng
with him individually about bis seat work. ~Such an event is coded
under work-related dyadic cdontacts and is not considered a ""response
opporthnity,” since the question is meant only for the particular
child: involved and is not a publlc question.
Response opportunltles must also bewgistlngulshed from reading

<

and recitat‘on tutns, which are not coded in this system. .The major °

distinction is that response opportunities are initiated by a teacher

. . -
. ..

»
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question which Fequires a focal, circé;scribeg answer. keading anglm
;ecitation turgs are more extended performances by the child, in which
he 'responds at length to an initial queséion or commaﬂ&. Ordinarily
these will involve_verbal demonstration of mastery‘goverlearning) of
skill, as w%en,reading‘aloud in réading grcups or reciting mathematics
tables. " Response oppertunities involve focal questions .
w@éch, along ‘with the answer given by the child and the ensuing feed-
h;ck, form a gatural Qnit. Each such.question-answer-feedback seg;ent
- constitutes a self-contained Egteractian éequence in its own rig;t;
////Feasily sepafable from preceding or following units, even when they

{nvolve 'the same child. Whenever the response demand on the child
is such that he will continue responding until and unless he makes a

¥

<~ -
mistake, the interaction is a reading or recitation turn and not a

response opportunity and therefore should not be coded.
. . 1

-*

Bach response opportunity which is coded requires the checking of four

.

separate bits of information: the gxéé of réSponse opportunity, the level of

{ questi;;‘asked; the quality of the child‘'s answer, and the nature of the,teach-
er's feedback response. ‘The last iteé to be coded (teacher's feedback) some-
times\ will be complex enough to include two or more of the categories of '

& -
teagher feadback, so that some response opportunities will require five or

i
A

more separate markings.
Pour types of response opportunity have been identified: 1In the first
type, the téacéer names the child first &and then asks her question. This
.?olumn on the coding sheet is labe{led (PRE); 1in the second type the teacher
asks her question first,'but she calls on a child who dges‘not have his. hand

raised or a non-volunteer (NVOL). The third type of response opportﬁnity 1n-

volves the teacher’'s asking a question publicly but calling on a child who

does have his hand raised (volunteer or VOL). The fourth type of situation is

. . »

»
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Response opporCunities cveated by children who %gll out answers -~

‘the-all out (CALE)." ]

“to teachers questxonsewithout waiting for permission to respond areé v .
3 g
coded’ in the call out column. .The teacher creates the response

) . opportunity by asking a‘public question, but one ghild calls out an

answer to this'question before he has a chance to indicate that a

.particular child should respotid. This t;pe of response opportunity ..

, 1is the;efore child-created, inthat it was not‘the teacher!s inteént

LY

that the child answer the question. Besides those already mentioned,

one additional cbnsidq;étion must. be present before coders code a

£ Y

responge opportunity under call out: the teacher fust recognize the

Y

child's response and make some nesponse\to th'e child in reaction to 'it.

Called out answers which are lgjored by ‘the teacher are not considered

response ¢ _pgortunities gnd,are not cpded. A response opportunity
éodédﬂas call out then, requires the following: (a) the teacker asks
‘a public question; (b) éﬁe child calls out an answer to the question
before the teacher has a chance to call on anyone .tq respond: (c) the
- teacher then furns his attention to.the child who called out the answer
and says something in response to him The teacher's response to the
child must contain feedback regarding hisanhwer to the question; the
interaction is not coded as a re;eonse_opportunity under call out if
the téacher confines her remarks-to criticism of the child for calling
-out the answer. It is necesgary, therefore, that the teacher make )

some feedback response to the child who. call's out the answer.

-

Just as there may be confusion in distinguishing between questions -
directed’ to a nqn volunteer and questions directed to a volunteer when the

coder is unsure whether or not the child has raised his hand, there may

_ also be confusicn in distinguishing call outs if the coder is unsure s

rd

" they should make a response.
. *

L

whether or not the teacher made scme indication to the child that he

should answer the question. There is usually little problem when-the

-

teacher calls on the children by name, but some teachers will call on

&

children by pointing at them or otherwise non-verbally indicating that

Coders should be particularly .




alert with such teachers to pick up these less obvicus cues giveﬁ to children ,

to signal théir permission to respond. When the’ coder is not sure whether or

» . 0 )
B 4 . .

not the,téacher made such a signal, and therefore is not sure whether or+pot .

- * o 2 : % q/ a" ) Lt
—~to code & question to a v&lunteer (VOL) or a call out (CALL), the interaction

.
* L}
or

should, be coded as a call out.

-~
- .

.Similarly, when the -coder is not sure whether the child selected had hi§ hand
. - - . - : ~

“‘up, VOL-should be coded. v . . o

N ¢
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N - , : |, 1EVEL OF QUESTION _
v - ST

A . g .
~After noting the tyﬁg of respcnse opportunity and the identity of
the child inVOlveé by entexring g the child's numbei in the appropriate
+ * columny the coder now cdﬂea the level.of question- asked by-the teacher. -

level of question refers to the nature of the response demand made

s upon the child. Three levels aresidentified: process questions, ‘
product questions, and ‘choice questions, A ‘ -

These three levels refer only to_quéstions apout academic or

"cschool-relhted content. ,
' To determine the level of the response demand built into teacher's
question; the coder muec‘make two decisions: (a) he must decide whether

the question is zn academic question or a self-reference question; (g)

i 4t is an academic question he must determine whether it is® 8 process

queition; product question, or'choice question. Academic questions concern
. factual matters connected with curriculum content of the school. They
require the child to make a response showing that he has certain knowledge
~of information, to provide such inforpation himself in answering the quea-
tion, or to explgin:sometning at length showing his grasp oflthe principles
i'iuvol.vcd The content of'the‘question deals with reading, writing, arith-
metic, sccial ttudieq, science, spelling, or otheraspects of curriculum
vhich the school is attempting to deliberately teach the child. Questions
dﬁlling with these mattera are considered academic, questions and subdivided

. into PrOcess, product and choice questions. Questions that do not deal
‘with such €actual matters but instead ask_for the child's preferencesi

T peraonal experienced, und so forth are tallied in the boxes under Self-
Reference questions. Questions which deal with a child's opinionsg ov

predictions*are coded separately as Opinion ngstions. Both the Self-

Reference and.Qpipinp categories will be described later.
Process Questions . . »
This is the most complex level of question, in which the child

<
is required to explain something in a way that requires him to inte-
grate'factsébrito show knowledge of their interrelationships. It
most frequently is a. 'why?" or "how?" question, and usually requires

" an extended. phrase ,of sentence for fogmilating an adequate response --

gingle word answerf.are not usually sufficient. A process question

requires the child to §peci£y the cognitive and/or behavioral stcps

that must be gone through in ordcr to solve a problem or come up WICh

EKC an.answer. ' 12 2

Aruitoxt provided by Eic:
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Examples: ﬁha; cari we learn .from this story?
what does that saying mean?
Why should we not play with matches?
How do new plants gfow from old ones?
Why does it get dark at nighc’
‘How do you know that that's a long Je" SOund9

&

Why is that a wrong answer? -
What should you do if . . . ?

<A; always, the teacher's intent determines the EOding. For example,
the.teaéher may ask "When you ride your bike and come to a stop sign.
ishat do you do?", Ordinarily this would be codéd as a product question
demanding the answer "Stop."” However, 1; the euestion appears just after
a lesson in which the teheher had explained the process of stopping
(atop the bike, carefully look right and left, judge the distanee of any
.cars 1n sight, and quickly get to the other side, etc.), this question

vould be coded as a process ‘question. This example illustrates the
' procedure to be followed when in doubt in determining whether a question

should be process versus product. If the teacher seems to be requiring

a process answer, that is a long explanation of a complex sequence of

events, process question should be coded. If on the other hand he seems

to be satisfied with a simple short mnswer, product guestion would be

e P . e
. . .

coded;

* Product Questions .
Product questions seek a specific correct answer which can be ex-

. pressed in a single word or short phrase. They-do not involve the
eiplgnations built igto process questions, and at the saﬁe time they
do not provide the child with alternatives which incluge the correct
answer, as in choice questions. Thus the child must either know the

answer and verbalize if\gg take a guess by encoding an answer on his

'4

owm . -

Examples: What (letter, number, day, shape, eoior etc.) is this?
- . Who (discovered America, is the president)7 -

What is this?
When (is Christmas, was America discovered, ctc)?

Where (is Boston, do we buy food, etc.)?
What do we get from cows?

. »

L How many ) are there?
L . ™ How do you spell 72
) What do buses do? 3
"d ‘ What is this word? (a question requiring the child to read

‘za #ingle word is coded as a product question rather than as a reading

tutn.‘;hfch involves. reading at length) -

¢
« ’ < 7 .
“ . : 13

A,




Product, Gyestions usually Beginzwith "who?", "what?", '"when?",

“yhera?", "how much?", or "how: many?" Many of the response opportunities

~—in"the-early-school--grades; will be. coded as _product questions if the child
5

identify a letter, produce a sum Or remainder, etc. While the child

may have to go through many cognitive processes in order to arrive at
the answer, the question itself as asked does not require him' to
verbalize these processes but only to produce the answer. So long

N\
as this ig true the question is a product question, and the response

demand on the child is less than it is for a pro.ess questlon, since

less is required of the child and since thz possibility remains that

he might guess the answer without knowing the process that the teacher

wants him to know.

The following example occurred cduring a reading group: The teacher

gave each.child a card with a word on it and then told the children, each

in turn, to read their word and then place it under the picture that it

This was coded as two separate regponse opportunities fer each
and the.

matched
child' the first one beinz a product question (read the word),
question (match the word to one of the pictures).

8 or pictures there sometimes will be difficulty

‘gecond being a choice

In discussing storie

in dstinguishing product quesgtions from self-reference questions. As

alvaya coding must follow <he teacher s apparent intent. Tﬁus if the

ansver to the question is to be found ‘by examining the pieture (What

color is Selly's wagon?),
On the other hand, if the ;teacher is not asking for a factual answer but

wants to get opinions on what the childreh think might happen (What's
In general,

the question is coded as a product question.

Dick going(to do now?), an opinion question is coded.
1€ the teacher is fishing for the right answer he is asking & product
question; 1if he is instead only trying to get the children to express

.Themselves or to talk about the'picture, self-reference or opinion

are coded. Somwetimes the teacher will begin with a product question and,

seeing that he isn't going to get the answer, % continue to ask various

children what they think wfll happen, etc., so that {the remainder of the

questions will be coded as self-reference »r opinion, questions.

is nnked to
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. Choice Questions
In the choice question the child does not hade to produce a sub-

. stantive response but may inst¢ad simply choose one of two or more

implied or expressed alternatives: Included are yes-no questions,

either-or questions, and questions which present more than two alternatives

but which make it clear that the correct -answer is--one-of -the alternatives

Choice questions are of interest because they tend to en-
maximizing the child's chances of producing correct

even though he may lack the correct know-

presented.’
courage guessing b

~

answers (response products),
ledge or skill (response process) that the teecher assumes to be .
’ operating when ehildren.answer correctly. Choice questions-involve a
more limited response demand upon the child thau do product questioms,
. since unliie the latter they do not require ‘the child to produce a -
substantive response on his own; che child knows that fthe:correct
answer is one of the alternatives the teacher presents in asking the
quection, and if he is disposed to guess he can make a response by - .
indicating one of those alternatives. 6%casionally a large number of
alternatives will be present, as when the teacher asks “the child to
indicate or underline one particulaz letter of the alphabet (out of

the 26). This nevertheless is still coded as a choice question - }

—becanse the child knows that the correct answer is one of the alter-

natives presented.

When the alternatives are presented verbally,

r

there are usually only two or three alternative categories o
Two criteria distinguish choice questions: (a) the question deals’

vith academic content and cannot b2 classed as a self-reference ques-

tien; (b) the teacher provides response glternatives, e}ther verbally or

by showing the child visual aids to look at in connection with the ques-

tion, which include the correct answer among them (ie., the correct

answer is one of the .alternatives presented). Examples:

1s this (b or d, 3 or 4, Monday or Tuesday, & square or a circle, Py
red or blue)? (either-or questions)

Which of these is (taller, smaller, blue, a vowel, the same as this

one, etc.)? (select the right answer from among the alterna-
] tives presented) .
Are these (the same, blue, circles, synonyms, correct, etc)? (Yes-
no questicns) i

Which four of thuse five things go together? (the child must pick
four pictures but nevertheless the correct answers are pro-
vided in the alternatlives shown)

The big bear sat on a brown box. Which words start with the same
letter? (although more difficult, this is still a choice
question in that the alternatives are provided in the ques~-

ticn itself) _ . |

f response. . -
|
|
|
|
i
|
|
|
|
\
\
\
\




Look at the color words on the black board. Which ones start with
the letter "b"? (Again, the correct answers sre included in
the alternatives presented. If instead the children were
expected to pull these from memory (What color words start .
with the letter '"b"?) without any reference to concrete exam-

ples of color words, the question would be coded as a product

question.)

"y
3

- N ""MakKe an X on all the animals that have a tail. (Any workbook of
¢ worksheet exercise which involves marking one-or more of a set
of alternatives according to seme rule is treated as a choice
question, since all the alternativas are provided.)

Coders should bear in mind that any question which isgan-éither~or

question or a yes-no question is coded as a choice question, regardless

of the complexity of the content. Examples:

If I pour the water from this white dish into this test tube, will
there be more water, less water, or just the same amount?
_Are the lines of a rectangle equal an? parallel, equal but not —-
parallel, or parallel but not equal?
Which is better to put out a grease fire -- water or sand? "

Although the preceding examples are apparently complex, it neverthe-
less remains possible for some children who do not understand the processes
‘involved to be able to respond to the question, since the response alterna-

tives are provided in the question ftself Thus should the child decide to

e

respond rather than say that he doesn' t know or ask for more information,

he.can respond by verbalizing one of the response alternatives back to. the -

-
o

teacher.
Sometimes & question which would ordinarily be classified as a produgt

question is coded as & choice question because of the %pmedgately preceding
events. The previous example "What color words start with 'b'?", for‘inssance
would be.classified as a choice question if the teacher had preceded it by
calling the children's attention to concrete examples of color words (by
writing them on the boérd,'showing visualragd materisls’on which the color
vwords were printed). Another exemple occurred in the science lesson in

which the teacher gave an extended presentation about how leaves could be

classified according to size, shape, and color. She repeatedly compared
pairs of leaves explaining -that she was lcoking .for similarities and dif-
ferences in size, shape, and color. The repetitive nature of her presenta—’
tion and the restriction of her language to the key words "size," "shape," -
and "color" led eventually to the 1ﬁ?lation of these three words as a |
restricted set of alternatives to respond to the question "How are thes:

two leaves different?”" When she later begsn asking the children to con-

pare leaves her questions were coded as choice guestions, since she had

[ERJ!:‘ identified and reinforced '"size," '"shape," and '"color" as the response-
E -
io
R e
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" satisfaction the responses of cHildren who simply verbalized one of

11
alternatives she had in mind and because ehe accepted with apparent

qheac'key words without any additional material.

-

*




CHILD'S ANSWER
r 4

After coding the child's identity, the type of question, and the

level of question, the coder notes the child's answer into one of four

categories: correct, partially correct, incorrect; or-no response. | —

The teacher's intent is taken-into account in determining the correct-

ness of the child's response. Frequently téachers.may ask ambiguous
& . - . &

questions which are answered.correctly or ﬁartially cofrectly from -

one point of vieﬁ but which are treated as incorrect by the teacher,

who was looking for a very specific answer. Thus it is the teacher's

perception of the correctness of the child's response which is coded

not the coder's perception. This distinction is important because the

_.next_ variable coded ig the *eacher s feedback to the child s response,

and this feedback is considered to be feedback o tqe child [ answqr

as perceived by the teacher. .Consequently if the teacher reacts to\t
5

response as 1f it is wrong it is coded as wrong, even though another

observer might,codsider it to be partially or even completely corregt.
Y ‘. ; - -

Correct Answers ‘
If the child answers the teacher's question in a way that satisfieg \

him, the answer is coded as correct. Determination 8f whether or not \

fhe teacher is satisfied with the child's answer does not necéssarily

require that “"the teacher posifively affirm the answer or make some

favorable response to it. Instead, the child's answer should be

-

considered correct tinless the teacher makes some pogsitive action

suggesting dissatisfaction with it (explicitly explaining that the

child's answer is incorrect or oniy partially cdrrect, giving the

"correct" answer, or asking someone else to answer the same question).

1f the teacher does not make an attempt to improve upon or replace

the child's answer with another, his answer is considered correct.

This means that some answers that the coder would not. accept but which .

the teacher treats as correct are to be coded as correct answers.

Part- Cortect Answers

Part-correct answers are answers which are corregt but incompleLe .

as far as they go or answers which,are correct from one point of view

<

a




ﬂvducepﬂan ‘answer that the teacher had noF antiéipated. Often this will .
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but not the answer that the teacher is looking for. Again, the teacher's

feedback response may determine the way the answer is coded. If the . N

- teacher indicates that the child's response is correct but ipéomplete,

or if he indicates that the response is correct or defensible but not

the answer that he is looking for, code the response as part-correct.

—1~. —An answer is coded as part correct whenever ‘the ‘teacher—indicates————

ambivalence about the response. This means that the teacher may accept

the response as correct as far as it goes but note that it is incomplete

(as when the child gives only one part of a two part answer); another type
occurs vhen the child' answer is more specific or'more general thea the
particular one that the teacher had in mind, so that the teacher must
fndicate both the validity and the imprecision of ‘the child's answer

("Well, it i§ an animal,- but what kind of an animal is it exactly’") R

Part correct answers will be coded most frequently when the child 10~ '_”;

be because the teacher's questjon was more ambiguous than the teacher

realized when asking’ it..

2. *Sometimes the child will make, an answer”that is correct in content
‘but is not presented in a form which catisfies the teacher. Examples “

include shaking the head to indicate "yes" or "no" rather than responding,

: verbally, answering the question in a word or a phrase when the teacher

wants it put into a complete sentence, counting on the fingers when the

teacher wants the chila to do bhe problem in his mind, etc. These answers

are also coded as part correct, since the teacher accepts the correctness

of the content. but criticizes the form.

-

L 8
Incorrect Answers ‘ )

Responses coded as incorrect answers are those in which the child's

response is treated as simply wrong by the teacher. The teacher need
not ‘explicitly tell the child that he is wrong; he may indicate this
indireétly by séarching for the answer from someone else or by pro;
viding it himself. In one of these ways the teacher in&icates thaf
the child's answer is not an accéptable résponse to the question he

has asked.
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Don t. Know

L

Hulbiing vhich doas not aprear to be an attempt to answer the question, as when

¢

the child seems to be talking to himself or perhaps membling "I don't know,"

vould be coded as don't know, (DK).

This category is included in the coding system specifically for those

jnstances when the child clearly does not answer the question which the

teacher puts to him, and, <in effect, says so, or rakes.Some verbal response

indicating this. | . _ -
No reéécdce is coded whenever the child remains silent. If the child

does make an intelligible response. to the question it must be coded as correct

part correct or incorrect. Thus if a child mumbles an answer to a teacher's

~— queation and is asked by the teacher to repeat his ansver more loudly, the

- {
an:wer will be coded as either part correct or incorrect, depending on the

reason the tgacheruqsked the child to repeat the question. If the teacher wants
: 4

the child to,rebeat because she has heard his response but wants the other

children to‘hear it .or wants to avoid allowing children to mumble responses,

the child's answer is coded as part correct, in that it is acceptable content

«
.
8,

delivered in unacceptabie form. On the other hand, if the teacher 1is asking

the child to repeat because the teacher has'been unable to hear the child's
answer and does not know whether it is correct or incorrect, the child’s

answer is coded as incorrect. Any mumbled answer which apparently is an

attempt to answer the question is treated an incorrect as long as it remains

&

v

unintelligible.

To summarize: if the child attemptsto answer the teacher's question, his

answer is coded as correct, part correct, or incorrect, depending,on the teacher's

<

reaction to it if he indicates that he iB unable to answer, it 18 coded as

-~

~+ don't kiaow (DK) or if he ddes ot attempt ¥o answer the question, it is coded

3

as no res response (NR).

S

EKC ' | . ag
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SYMBOL. "FEEDBACK REACTION

+ Praise. (positive evaluation)

= ;ﬁwr—~~_*_~*0rit1cism»(negattvemevaluation)‘ s R
0o No feedback response -- teacher does not react to

child's answer

*

Pcss. : Process feedback \

Giv Ans Gives correct answer (withoet getting into process)
Ask Oth Asks another childito give the answer

Call Cail Out (some other child calls out the answer before

the first child responds to the question)
Rept The teacher repeats the qqesfion

Reph or Clue Teacher rephrases :he question or gives a clue

-New-Q--—- Teacher asks.-a-new.question.. . ... . . ...

The first seven of the ten categories listed above are desig- "
nated as "terminal' .feedback, while-the last three are called :
taining" feedback. This is one of the key distinctions involved in

studying communication of teacher éXpectations. “The categories 'of

"sus-

sustaining feedback include teacher behavior which prolongs the response
opportunity by providing a second chance to deal with the same or
related questions Use of sustaining feedback reactions 1s an index

of the teacher's willingness to stick with the child until he can pro-
duce an acceptable answer. Terminal feedback on the other hand, brings
the response opportunity to a close. With terminal feedback reartions
the teacher either gives the child the answer or sees that he gets it
from someone else, or merely makes a feedback or evaluation response
without supplying the answer. Ineither case, he does not sustain

the interaction and provide additional response opportunities.

‘The terminal feedback categories may also be profitably sub-

divided for some purposes to the first three categories, which do not

- 1nVO1ve a substantive response or answer, and the second four

cstegories, whieh\\o involve such an answer. The ten categories, then,

may be summarized as’ ﬁg}lows the first three categories of terminal

e,
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feedback provide the child only with positive or negative evaluation,cr no

feedback, and not with substantive information; the last four categories
of terminal feedoack do provide substantive information to the child,

either from the teacher or from one of the other children; the final
three categories (sustaining feedback) provide the child with a
. second responsé opportunitx; either to answer thé same question or to
- answer a related one. The categories are defined so as to be mutually
. exclusive but not contradictory, so that more than one category may
lpply to a given teacher feedback reactid®. In such cases, each new
category of teacher feedback is simpl ly noted in the order “in which it
oécurs. Certain types of multiple-category teagher feedback reactions .
feduiré special coding conventions, but discussion of these will be

def_rred until the categories themselves are presented in more detail.

»

Praise
?raise refers to the teacher's evaluative reactions which go

heyond the level of simple affirmation or positive feedback by verbaldy
’ complimenting the child ("Good, " "pige,'" "Wonderful, " etc. ) and/or by

accompanying verbalization of positive feedback with expressions ‘or

gestures connoting excitement or warmth. Thus praise is coded when

- the teacher does something more than merely. indicate that the child
He communicates a positive evaluation

L2 W

hes given a correct response.
cr a warh personal reaction to the child and n~ merely an impersonal

communication of information.
l' A 0

griticism

Criticism parallels anise 4n that it refers to negative teacher
evaluative reactions.that go beyond the level of simple negation by
exprellins anger or perasonal criticism of the child in addition to

. indicgting the incorrectness of hia response, The category includes .
obvious verbal criticism (''That‘s a stupid anawer," "What's the matter
with you?" "If you'd pay attention, maybe you'd get it right") and

. verbal negation which is accompaniasd by expressive or gestural communi -

oation of hoatility, anger, disgust, or sheer frustxation., In genaral,
any verbal responae which diaparaginglj refers to the child's in-
tellectual abilicy or, more frequently, his motivation to do good work,
is coded as criticiam. Statements of latter type by ths teacher may

FRIC * ° 52
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be factually true (i.e., the child may not have becp paying attention)
or may bs unverifiable gratuitous rejection ("You just don't cara"),
Both are nevertheless coded as criticism, since this coding refora

to thofccacher'l behsvior pexr sa and not to the veracity or justifica-
tion for his utacemnnc;.

No Feedback Reaction .

If the teacher makes no response whatever following-the child's .

snswer to the question, he is coded for no feedback reaction. This

means that he makes. no verbal response to the child gnd does not
communicate affirmation or negation by shaking hi; head in response

to the—answer.: Instea&i he merely moves on to something else, ,cchans
by starting to-make a new point or by asking another child a -question.
Most ~oders will be surprised to find that th{s category is used much S

fiore often than they had expected. It frequently happens that the
teacher makes no, feedback reaction at all to the child's answer,
especially in fast-moving question drills where he is pdshing to get .
correct answers in‘an impersonal fashion, without paying attention

to the indiyidual child giving the anhswer.

In anftion to the obvious condition of no feedback reaction

outlined above, where the teacher says and does nothing in reaction
to the child, one special type of teacher reactiﬁn is also coded in
this category. This occurs when the teacher repeats the child's
aﬁswer id,a quizzical manner without ihdicating whether he considers
it to be correct or incorrect. This reaction may” frequently occur
.7 when the teacher is asking the children to guess, give opinions, or
make predictions about something. In such instances he may reply to
the child's answer ("He's going to go home and tell his mother") with ] .
an ambiguous response (''You think he'll go home and tell his mother?").
Unless the teacher's feedback ieaction is further elaborated to pru-
vide affirmation or negation or some substantive answer to the child,
it i8 coded as no fgedback reaction.
EIQ;;II Feedback

Tﬁe process versus product distinction {introduced previously iu
discussing levsl of queegion ig-also used in coding the leval of
teacher feedback. Process feedback is coded in the present category,

-

23
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while the following three categories refer to produgt feedback
(simply giving the answer). Process feedback is coded when .the
teacher goes beyond merely providing the right ahswer and discusses

the cognitive or behavioral processes that are to be gone through in

srziving at the answer. In other words, ~he reviews the question or
problem with the child at length, telling him how to go about respond-
ing to it and not merely what "the correct answer is. ?rocess feed-
back occurs most frequently following errors, when the teacher exn-
plains the reasoning processes to be gone through to arrive at the ,
correct answer or explains the erroneous processes followed by the

child to arrive at the wrong answer. Process feedback may sometimes

L]

follow correct answers, as | when rthe teacher elaborates on the” response

to verbalize the process knowledge it rebresents ("Yés,we know--that

‘we should use a .capital letcer since it is a proper name, and all T
proper names begin with capital letters'). Teachers may provide

proce§s feedback by simply answering a process question, since by
definition a process question requires a process answer. Other than\\\r;,,’

this special situation, however, process feedback will usually require

»

elaboration upon the answer to a question.

Gives Answer
This category is used when the teacher gives the child the answer .

- to the question, but does not elaborate sufficiently to be coded for

process feedback. The category is used only when the child has given - P
a wrong auswer or has not answered the question. When the teacherugives
Other-

‘an answer to a process question it 1s ‘coded as process feedback.
wige, any gsituation in which the teacher provides thetanswer to the
question to which he has asked is coded as.gives answer. Usually this

,will corredpond to product feedback following product questions,

altnough occasionally giving the answer to choice questions may also

’ be coded here if the child does not take a guess and try to answer
-1

the question himself.

4
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Asks Other
If the teacher does nof answer the qgestion bhimself but instead

lak; some other child to answer it, the*feedback is coded as asks
other. This category is coded regardless of the level of question or
feedback involved (i.e., feedback to process questions is still coded
under asks other if the teacher, asks another child to provide the
answer). Someiimes the teacher will ask another child very explicitly
to answer the question that could not be handled by the first ("Johnny,
can you help Mary?"). However, this need not be so explicitly stated
«-for asks other to be éoded. Whenever the child does not answer a
teacher questiqgfpnd,the teacher moves to another child in order to

get the answer to that same question, the teacher's feedback reaction

" is coded for asks other. - .
Call Out ’ . -

‘ The call out category is used when another chilL calls -out the
answer ‘to_| the question before the teacher has a chance to act on his
own. This categony 1s coded regardless of thﬁllevel of question asked:
if another child caIls out the zndwer to the teacher's question before
either the first child or the teacher himself can provide that answer,
the feedback category call out is coded. Usually this will mean 'also
coding a response opportunity- for the child who called ouf the answer,
provided that the teacher makes some individual response after he chllg
out the answer. 1In any case, the feedback ccded for:thé;first child is
Repeats Question

This category and the two to follow comprise the categories of

sustaining feedback, ‘n which the teacher suctains the response oppor-

tunity and provides the child with a second chance to respond. The
{

first such reaction is when the teacher simply repeats the question.
This will almost always occur when the child has ;ade no response,
although it may also occur at times in which he has given.an incorrect
response. In any case, 1if the teacher asks a question, waits some

time without getting the correct answer, and then repeats the question

hel
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‘ to the same child, his feedback reaction is coded as repeats Question.
. .

The teachar need not repeat the entire/question word for word in order

N +

to be coded in this category Truncated versions of the original

questgdh and short probes to determine if the ‘child can make any

* reeponse to the original question, are both coded as regeatsﬁgpestion. s
For.'example, to the original question “What color'is this?" the follow- )

ing reeponsee are all cbded as repeats question: "What color?" . :
© ™iell?” ""Do you know?" "John?" (The latter said in a mannier that

communicates that the, teacher 418 waiting for the child to respond to

©  his original question). .

In each of the Vvariants mentioned above, the teacher is communica-

ting that he is waiting for the child to respond to the original ques-

L4 .
tion and that he stili wants him to respond if he can. The teacher
does not change the question, as in thé following categories, .but

. merely repeats it or refers to it as it was asked previously.

Rephrase or Clue ; R
In this feedback reaction, the tpacher sustains the response

‘ ‘opportunity by replirasing the question ‘or giving the child a .clue as

to how -to respond to it. Usually the rephrasing of the question in
" this situation will be such as to simplify it, particularly in moving
from a product question ("What cofor isvthis?") to a choice question

("Is it red or blue7") Rather than rAphrase the question in‘this-

manner, the teacher may provide, K a clue expressed as a declarative

statement: "It's the same color as an apple.'" Two key consideratlons

determine the coding of rephrase or clue in teacher feedback: (a) the

teacher does not merely repeat thevquestion as originally asked but

embellishes it in some’way to make it easier for the chlld"to respond
v (b), nevertheless, -he is still seeking the same response as asked for

in the original question. The latter conditlon separates the present

category from the category of new questions which follows, in which

the .teacher asks_a new question which requires a different answer from

‘the one, asked originally.

) s R
U da .
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The material ptovided by the teacher in: rephrasing the question
or giving a clue may or may got be helpful for the child -~ certain
- types of clues may actually confuse him rather than help him., This -
fact should not be allowed-to influence the coding So long as the
.. teacher does something which is intended by the téacher to help the'

child snswer the original question, the teacher's action is coded

am

3

‘as rephrase or clué. . .
* New Question . ° ' ‘
“The. teacher ssks a new question when she requires an answer that
is different from the 6riginsl question, although it may be closely

elated A question requiring a new answer is coded as a new question.

S

Thié is the only criterion. Thus to the origindl question "What
: color is this?", questions which elicit the same answer ("Is it red

or blue?" "Is it red?") are coded as rephrase or clue. Questions

uhich seek toqelicft a different answer are coded as new questions

("Well, . .what color .is this one?" "Have you been studying your home-
jork?" "Ig it bright or a dull color?"} '

° ' The occurrence of sustsining {eedback (repeats question, rephrase
or clue, or new question) ptesents a special coding problem because -

this type of feedback gives the child a new response opportunity.

‘This new response opportunity must then be coded for level of question,
quality of-answer, snd additionsl feedback from the teacher. At the
same time, the fact that it is a follow up to an original- response
opportunity rather than a wholly new response opportunity must be
m&intained in the coding system. - This is ‘accomplished by skipping
down to the next row whenever sustaining feedback is coded, thereby
~ bringing a close to the coding of the original response opportunity
and beginning the coding for the follow up response opportunity On
‘the next roy the, level of question, the quality of the child s answer,
,tnd the nature of the teacher's further feedback 1s coded Follow up

response opportunities occurring due to sustaining feedback in reaction

to the original response opportunities are coded for type of response
L]

_ OpPortunity, which dould be coded non-volunteer (NVOL) in*all cases

. » . .
of sustaining feedback, level of question, quality of child's answer,

and type of teacher: feedback.
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‘ Other than the special qonditions réquiring skipping té a new
.r?w when sustaihlng feedback occurs, the coding of teacher's feedback

T relqtion simply involves notlﬁg the appearance of new codable feed-
~back categories '

Note also that two or more occurrences of the same type of

luatpihing feedback (repeats question, rephrase or clue, or new
* question) may occur in succéssion and be coded separately. Thus a
teacher m%ght repeat the original question (or make some attempt to !
get the child to answer it) two or three times rather than just once.
In such a situation, each repetition of the original question is coded,
‘80 long as theré is some time in betwecn which amounts to a new
reeponse opportunity being extended to the child. However, redundant
repetiéion of the question ('Well -- do you know?') is coded as only a
single repetition since no time for an opﬁortunitj to respond 1is
allowed between parts of the question. Whén such time is allowed

. ("Well? . . . Do you know?"), two separate repetitions of the ques-

tion are coded. ) . .

=3

K
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_ . APPENDIX:
Examples of Teacher”’s Feedback Reactions

e ' TR
To facilitate comparison of examples of teacher feedback reactions to

the answers of the children, examples will be given with reference to three
typical teacher questions &nd child answers. The three situations are as
follous: s )
Question one: What color is this? (the, correct answer is "Red")
Question two: What word is this? (the word is "Bad") This question '
might be- a;ked as stated or might be implied during the reading group, as

when’a child is reading but gets stuck when encountering the word ''bad".

o

i Question three: How do you think John feels? (Che answer is ''Bad"
or any one of its synonyms) l )
Examples of teacher feedback reacticns which might be made to the
child's answers (or failures to answer) to the previous questions are
" presented below. Undér each heading the feedback reactions following the
number 1 refer to reactions to question one; ;hose following the number 2
. refer to reactions’ to question two; and those following the number 3 refer
. to the reactions to question thrze. Addlitional material and discussion
of special situations will appear after the examples for each of the
twelve categories of teacher's feedback reactions.

Praise

1. "Red!" (deli vered with gusto and warmth)
"Right -- it's red. Good, Johnny." .
"Good." (sdid in response to a child who has given the correct

answer)
"Yeg, you really know your colors, don t you!'

2. "Good -~ you remembered didn't_you!"

"Bad! Very good, Johnny .
"Right =-- you figured that out all by yourself, didn't you:

3. "Yes, I think you're right, Johnny, that's good thinking."
"Right, Mary' You read the story and found out how Johnny

felt, didn't you?"

Criticism
Teacher feedback reactions coded as criticism include negation accom-

.

?
4

. r
panied by gestural or expressive coé&unication of anger, rejection, or |
|

frustration as well as direct vérbal criticism:

ERIC ' 29
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o

"Maybe you'd know if you'd pay attention."
"You wouldn't make mistakes like that if you tried harder."
—— " pon't guess -- look at the word. You should know better than that."
"] told you to raise your hand before answering -- weren't you
‘1isteriing?"
i"Je've been over this threestimes already,

by now."
*That's not right == what's the matter with you?"

-John == you should know it

ho'?eedback“keaction
The teacher is coded for no feedback reaction. if he simply does not

| .
respond to the child following his answer of if he makes a verbal response

which does not communicate information about the correctness or incorrectness

/ ‘of the child's answer. Examples of the latter: '"You think it's red;"
"] never thought of that."

I

Process Feedback
i. Procesalfeedback is not possible in reaction to the child's answer

to the-first question, since the question deals with the arbiirary linguis-
tic label which the English language attaches to the color "réd." These o
and equivalent questions involve basic facts which must be simply memorized
rather than gxplained. Since the correctness of the correct answer resices
in arbitrary societal consensual agreément rather than in the presence of

a logically based sequence or process, no process feedback is pogsible. In
addition to color laﬁels, other categorie; of questions which do nct

admit of process feedback include spelling, traffic signs and turn signals,
and the interrelationships among units in systems of measurement. Thus
process feedbatk cou1d~be given to & child wyhen the question involves tel~
ling time from the clock, but not when the question concerns the numbher of
minutes per hour or the number of hours per day.

2, Johnny, in order to read the word you have to sound it out
(followed by a demonstration of how to sound out the word). When you
don't know the word you Qan sometimes figure it .out by thinking about the
story so far and by looking at the picture (followed by an extended
explanation of how the cﬁild might have figured out the word was ''bad"
by f£iguring out that Johnny felt bad in the story and that the particular

sentence was describing how Johnny felt).

-
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2
3. To figure out how Johnay feels you have to think about the story
and about what happens to him (followed by a discussion of signgficant’

¢ 4
events in the story which would suggest that Johnny feels ''bad").

Gives Answer

1. It's red. We call this color red. 1It's red, just like a
stop light. oo

2. Bad. The word js bad. B~A-D spells bad. Not bed -- bad.

3. I think John probably feels bad. He doesn't feel very good, does
he? He is very unhappy. (assuming the teacher equates this with

"bad") He feels awful. .
) \ -
Asks Other L. Y
¢ Heré,the teacher does not provide the answer for the %ﬁtld but instead

N
\ N

asks for someone else to provide it: ' ,
- \“‘ \‘
\' \\

\

-

Does anyone know?

Mary, can you tell me?
Cen someone help John?
What is it, class? (the teacher.may call for a chorus response\rather

than ask for a single child to respond)

Call. OQut
Call out is sometimes coded for the teacher's feedback reacgi&h (al-

though it is not a teacher response) if some other child calls out the
correct answer when the. first child glves an incorrect answer or is upable
to respond. This includes both instances ih which the child who calls out”
the answer is coded for response opportunity (because the teacher then
turns his attention to him and makes 2 feedback response) and instances in
*%hich the child who calls out the answer does not get uoded for a response
opportunity (the teacher does not turn his attention to him and give
specific individual feedback) . Thus call out has a slightly different
meaning for purposes of coding teacher feedback reaction than it does

for coding response opportunities for inéividﬁal children. Call out is
coded in teacher's fegdback reaction whenever the child .gots feedback
ftom\inother child who in fact calls out the answer; it is not necessary

that the teacher give feédback to the child who called out the answer.

Repeats Question
1. What color? Well? Do you know?-

2. Do you know that word? Are you stuck? What ig it?
3. How does he feel? What do you think? Hmmmm?

»

4
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Reghrase or Clue )

. 1. 1s it red ‘or blue? Is"it red? Is it blue? It's the same color
as a stop light. It's our new coloyr for today. t beginsg with "r''. It
rhymes with ''bed". )

"2. Is it bad? Is it had or bad? Does he feel good or bad? Look
at.the first létter. What word does it rhyme with? We just had this
word up. here (pointing). How does Johnny feel? He feels S 7.

3. ' Does he feel good or bad? Does he feel bad? Well, is he héppy,

_sad, angry, or what? Look at his face. He's never going to--see--Sam-
lgain How would you feel if you were Johnny? How does he look?

New guestion . - - i

1. Yes, and &hat color is this? What else is red? Are you vearing

»

anything that's this color?
2. Why did he feel bad? Is he crying? Did you study this story?

How do you spell that word?
3. And how does Sam feel? Yes,.hov could you tell that he was sad?

Then what happens? Why does he feel gad? v . ) <
In general, the teacher's feedback to the child is coded as groce;s

>£eedback if he -explains why an answer s wrong or if he explains what to’
do in order to get the right answer. 1f the original question was &
»proceas question, the teacher will be giving process feedback simply by
giving the answer to that question This includes the extreme case in
vhich the child has ansuered the question correctly and the teacher re=
Sponds merely by repeating the child's process answer. Exc;pt for the )
special “case of process questions, however, the teacher must go beyond
simply giving ‘the answer to the original question in order to get credit
for process feedback. For exsmple, the teacher may be obgerving a child
writing his name on the board.” If she merely says ""No, Joh%py, you

put a ‘little 'j*, your name begins with a capital 'J'." she would.be

coded for product feedback. However, if the teacher explained about

names being proper nouns and proper nouns always being identified with

an initial capital letter, she would be coded for process feedback.

The teacher may sometimes be credited with process- feedback when

this feedback is apparently not understood and therefore not successful.

> - L]
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The“key congideration, however, is an attempt to communicate to the child
why his response was wrong and o help him understand the processes
involved, and not necessarily the child's success in reaching this under-
standing. Consider the following exnmple°
Teacher: What color of clothes should you vear when riding a bike.
at night? T
Child: Red, or maybe white.
Teacher: Don't you, think you might want to wear white 8o, that you
could be seen better? .
The teacher in this feedback reaction attempts to communicate the
ratiohalé underlying the, choice of white as the appropriate cplor.' This
. may or may not be.understodd by the child. The, teacher is nevertheless

credited with process feedback.because of his attempt to delineate the

-

rationale. ' i
. Differentiation among repeating the question, rephrasing the question,
and asking a new question requires coﬂsideratiqn of both che teacher's
apparent. intent and the response demcnd of thé second question. For instanc?,
when a child is readinz and stops becpuse he app;rehtly does not know the
next word, the teacher reacticn "Kfe you stuck?” can be seen as function-
ally equivalent to '"Do you know the word?" and therefore codable as régeat.
ﬁovever, the reaction "Did you study thig?'" is different. Here the

teacher is not merely inquiring about whether the child knows the word or
viahes‘to nake a guess. He has shifted focus to the more general matter

of the child’ s reading ability and faithfulness in practicing it.
JConaequently, this reaction is coded as a new question, since it demands \L"
a new response and is not an attempt to get the child to produce the word.

The teacher reaction "How does Johnny feel?" wouid be coded as repeat with

with reference to question three of the examples. However, its appearance

in connection with question two, when the child was stuck when trying to

read the word "bad", would be coded as providing a clue (attempting to

help the child guess the word by using context clues).
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. STUDENT INITIATED QUESTIONS
, ‘ This categbry is used to cov;r a‘public response oppurtunity<that is
initiated by the student rather than the geacher.*‘lncluded are situations :
in vhich the student raises his hand and asks the teacher a question re-
‘garding the matter under discussion or some other matter: These are similar
, .‘go ogheérreaponse opportuuitiea in- that theg a;é dyadic teacher-child in-
“‘7 teractions vhiga are public and monitored by the rest of the claas; However
they are not introduced by the teacher and do not involve the child answering .
. questiqn posed by the teacher. These codings are tabulated separately later in
order to keep them separated from the normal type.of response opportunity in
- which the student answers the teacher posed question. .
. " The student may raise his hand requesting permission to talk, or he
_ may calliuut his question without permission; If the child calls out, check
‘k’\the . CALL  column. If he is given permiugiou to spéuk, then leave\thia col-
umn blank

Relevant (REL) is coded if the question has to do with the topic under
uiacqlsion at the time, or if the question has to do with procedures for ac- .
‘couplishiug thé assignment or activity which is going on at the moment. For
éxanple, if the class is preparing to do a math assignment, a Guestion about

¥
the number of problems to do; the procedure for working a particular problem;
or the time that the as;ignment is due, would be relevunt.

Irrelevant questi?us would be any which were not about; the current topic.
If the class was'd;ing a math, assignment and a child asked what time school

dismissed for the day, the question would be coded as irrelevant (IREL).

Praise(t) and criticism k:) columns are reserved for coding the teacher's
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positive or qegative evaluation of the student's question. An example of

Praise would be "Tbat's a good questign, I'm glad you asked that." Criti-
cism would be coded lf the teacher responded "That's a stupid question. You
didn't ‘think that through." ’

Simple 'yes' and "ﬁo" answers would not be ccded in these columas. They
lho#ld be used only f;r nozing the teacher's evaluation of the content of the

child's question, not his behavior in asking it. For example, she might

praise his question, in which case the proise ( ﬁ) column would be checked,

: but she might warn him not to call out. This warning should be coded in the

‘behnvlornl warning column.

The éext set of columns provide for recording the type of teacher feedback.

\&( ‘

‘No feedback ) is coded if she 1gnores the question and’ gives no response to

the child. The teacher may delay her ansver to the child because she is do-
ing something else or because she will be answering it in’a few moments when
- .

N {
she is giving directions for doing homework, etc. She may ask him to hcld his

qugxti&gﬁﬁbr later or she may say, "I'll ansver you when IL'm through talking

*

to Jos." .

When she does -respond to the question she may not accept (NACPT) it into
the discussion or otherwise refuse to entertain it. The teacher might say,
'e aren't talking about tkat now' or "Let's stick to the subject."”

Her response may be brief using a few words or & short phrase.

S: What page are we on?

T: Page 6.

* A long feedback response from the teacher would involve.a more detailed

answer such as:
S: What page are we on? L

T: Remember, we did the division proBlems on page S5 yesterday, £o today
we are going on to page 6 for practice.

[
>

Q
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_ herself, but directs {t to another student or to the whole class.

by saying, "That's a good point.

30

In the case of a redirect, the teacher does not answer-the question

She might

say, "'Can anyone answer Johnny?" or "“Tell him, class."

The behavioral cateééries are used primarily for coding those instances
4

when the teacher focuses on the child's actions in questioning. These are

chiefly disciplinary situations where the child has violated some rule. Ex-

amples: The teacher may entertain the question, but reject the behavior.

She could also praise the behavior.

Praise: "I like the way Sam got permission before he talked."

Criticism: "1, just told you the'answer to that. If you had been A

paying attention you would know!"

Warning: ‘'Next time raise your hand and get permission to talk.”

STUDENT INITIATED COMMENTS

Student initiated comments are treated in somewhat the same way as student

initiated questions. However, since these contributions are comments and not

questions which require specific answers from the teacher, teacher's answers

will be coded differently. Comments may be coded as to whether or not they

are called out without permission and whether they are relevant or irrelevant

to the topic under discussion at the time as in the case of scudent initiated

questions. ;

The teacher may praise ( + ) the content of the student s contribution

We should talk about that." She may criticize
( = ) by saying “That's not a good idea.'" and thereby negatively evaluate the

student's comment.

The teacher may give no feedback (0) at all to the child's comment. This

situation could occur if the child calls out a comment and the teacher does not
. —_—
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respond to it, She may delay her answer to the commeut by saying, "We'll get

to that later." The teacher may also not accept (NACPT) by listening to his
4

contribution but telling him to stick to the subject or rejecting his suggeSCionz

.by saying, "We dor’t nea2d that now."

The teacher may also accept (ACPT) his comment with a nod, an "OK" or &

-

"yes" or in some other unevaluative way and then turnm her attention to someone

<

else. In that case the (ACPT) column is coded.
The integrate column is checked (INTEG) is the teacher takes the child's

comment and incorporates it into the class_éiscussion. This could happen if

for example, the class is listing something like "Rules for Good Health".
- N

If the child names a good rule and the teacher puts it on the board, the

coder would code an (INTEG). ~

Shift is coded if the child's comment or contribution changes the direction

of the class discudsion. The teacher may take up the contribytion and move
. [ » .

.the discussion along lines dictated by the child's point.

H
The behavioral categories are ccded for comments in the same way as they

are coded for %tudent initiated questions. The teacher may accept and even

praise the comment, but warn or criticize the child about calling out without

permission, or about staying in his seat.

The coder must be careful not to code as student initiated comments & child's

~

answer to a question the’teacher asked previously. For example:

Teacher: What is this shape? George? b
George: 1It's a triangle. ¢
Sam: That's not a triangle. A triangle has three sides.
Judy: 1It's a square.

Teacher: Right, a square.




Sam's statement is a student initiated comment since it is not an answer to

a.qqgstiqn asked by the teacher, but js mexely a comhegg. Judy's statement

' {8 ‘an answer to the teacher's question, however, and is therefore coded as a

. -

response opportinity rather than a student initiated comment.

e 23
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SELF REFERENCE QUESTIONS

The self reference question requires the child to make some non-

b ‘ .
-acgdemic centribution to the classroom discussion. Any questions which do

not ipvolve academj: content and/or are not intended to elicit a particular

-

correct factual answer are tallied as self-reference quéstions. Such questions
- ‘ .

.do not have objectively verifiable right or wrong answers. Instead they ask .

the child for his personal experiences, preferences, home life or other factors

3

in his personal background.

Examp les : '

Do you have a(dog, car,cold; pencil,)?-

When is your birthday?

Do you like (arithmetic, ice cream, this story,)?

What are you doing?
Have you ever seen (a football game, the inside of a space capsule)?

Do you understand the work?
Did you do your homework?

- - »
The cpder must determine whether or ndt ;he}question is subject-matter

+

related, that is, whether the question is somehow related to the subject at
hand. For example, the teacher might begin the introduction of a new unit on

ggricultuLe with the self question, "Have you ever planted a garden?" A second

- *

coding decision must be made once subject-matter-related vs. non subject-matter-
related ?s'determined. and that is whether the question is a request for the
child to show a preference or to give information about his past experience.

Once these distinctions are made a hash mark is p}aced in the appropriate box.

N9 | .
. If the coder cannot decide between subject-matter related and non-subject-mat-

\\ter related, then one tally will go in the column marked (7).
- _y. "o .

N

o
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OPINION QUESTIONS

.

- Opinion questions occur frequently when the teacher starts a discussion
4
on some topic. The teacher's purpose is usually to get a discussion ‘going,

T

>

and her responses to‘the children are conditioned more by this géneral aim

-
-

than »y a concern for the correctness or incorrectness of a given opinion.

Opinion questions require the student to take a position on an issue or to

wt

*  upredict the outcome of an experiment or hypothetical situation. It assumes }

that the child's opinion stems from an articulated rationale rather than from

some chance whim. If pressed he could give reasons as to why he formed it.

.4

- This type of question is usually when the teacher is trying to intrgguce-"“’/'

1

. -a& new unit of study. ) T

+  In contrast, the preference type of self -reference question previously

El discgzsed merely ssks the child to express a preference or choose among al-»

ternatives on the basis of taste. The quastion is not as centrally related

. «
to cuyficulum goals as th%’opinion question, and the child does not have to
go through an articulated thinking process in order to answer it.

A few examples of opinion questions would include the following:

What would you do in that situation?

¥
Do you think there should be a law limiting the number of children -

s people have?
’ Do you think that people will be living on the moon in the year 2000%

The (NR) No Resgonse column 18 checked only if the child makes no response

vhen askeq an opinion guestion. A rasﬁonse can be verbal or non~-verbal. The
4

coder may hear or see & child respond, but if the response is not perceived
by the teacher, it is coded as a No Resgoese (NR).

The Praise (I) colum&?should be coded if the teacher offers some positive
] : .
evaluation of the content of the child's answer to the opinion question.

She might Praise by saying! "That's good. »I hadn't thought of that." It is
oy

also possible for the teacher to Criticize (- ) the child's response or offer




ome negative evaluation of the child's response which goes beyond mere

M

diéagreementf
Teacher's feedback, aside from Praise or fSriticism, may also be coded

in the following ways as wetl. She may Ignore (0) the child entirely by turn-

. . . b8
ing her attention away, responding to another child, or otherwise give no

feedback of any kind

’ 3

The Disagree column is coded if the teacher has ﬁeard the child but

7

. indicates that she dogggnot accept what-he has said. She may'Disdgree 59\ -

» v

‘saying, "Oh, I wog}én t do that." "I wouldn t like that " or by offering

— -

& counter opinion. .
P - l -, -

. The teachet may also Accept (ACPT) what the child says in some non- . -

”

commital way by saying "I see.", "OKY, 'qg by .nodding and indicating that she

has heard and registered the philqla answer.

3
Integrates should be chécked if the teacher takes the child's opinion .
,/'\—// ’ :
»
and weaves it into the ongoing discussion or uses it in any way to build on.
Example:

"Bill says that we don't know enough to have people -living

on the moon. This may be true, but what about in the year '
20001"




_They are also separately coded.according to whether they are initiated
' by the teacher (teacher-afforded) or by the child (child-created).

-

DYADIC TEACHER-CHILD CONTACTS

’ *

Dyadic teacher-child contacts differ from response gpportunit;és

and reading and recitation turns in that the teacher 1s dealing

_privately with one child about matters idiosyncratic to him’'rather

than publicly about material meant for the group or class as a whole.
The latter distinction is the key one, since teacher-child dyadic

contacts arz not always private(the teacher may talk in .a loud voice

or address the child from across the room. Such interacq;oné'are/ -

L3

qever%heless coded as teacher-child dyadic contacts as long as they
involve matters fdiqsyncratic to the cﬁild and are not public ques-
tions (response opportunitie;) or reading or recitation_@urns.'
Dyadic teacher-child contacts are divided into persomal, proaecural con-

tacts, work related contacts, and behavioral or disciplindry contacts.

The, coding also reflects’certain aspects of the teacher's behavior in

-

such contacts.

]

All contacts between the teacher and an individual child that do not
involve reading, recitation or a public response opportunity are coded o
into one of the categories of dyadic contacts (procedural, personal, work-related or

behavioral). They are separately coded according to whether the teacher or

the child initiated the interaction. i

.

I nteractions are coded as teacher-afforded if the teacher .

gives feedback about work when the child has not solicited it (the
teacher eithei’ calls the child to come Jp to his desk or goes around
the room making individual comments to the stddepts). Created
contacts are not planned by the teacher and occur solely bécause tke
child has sought him out; afforded contacts are not planned by the
child and occur sciely because the teacher initiates them. Scparate
space is provided for coding created and afforded work related inter-
accions.on-thé coding sheets, and the coder indicates the nature of an

individual- dyadic- contact by where he cod;s the interaction.
-

42 :
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CHILD CREATED CONTACTS

In dealing with child created Eonfacfs, the first necessary decision

to be made Is whether the contact is work-related (having to do with either

/

-

content or procedure) or personal (relating to procedure or experience

eharing).

>

Child-created contacts (work=related)

There arq;ﬂé; types of work-related child-created contacts: content

related and procedure related.

Examples:
~ I. content related - . .
J . . shows work affer finishing )

asks for help with problem
wants to know how to spell a work Lt
wants to know if answer is right

2, procedure related
° Asking what page to do, or what problems
asking permission to read library book =
asking -for repetition of assignment
asking how to title paper

When a child-created work-related contact ossurs, the first decision to make

is whether it Is content-related or procedural. Then there are five columns

divided into two sections in which to record the teacher’s feedback to the

child.

|. Evaluative comments (praise and criticism)

gfglEE_(++) should be coded whenever the teacher make a positive
evaluative comment to the child regarding the quality of his work or the
effort he Is expending.

Examples: .
%
“

"Your're doing very well. Keep [t up."
"|'m very pleased to see you working so. hard, " " A
"You got al[ your math problems correct. That's excq*lenf "

Praise comments are asually said with feellng and often with somo

43 -
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atfect such as a smile, a pat on tTae shoulder, etc.
Criticism (-) should be coded rhen ever the teacher makes a negative
evaluative comment to the child regarding the quality of hls work and the
effort he is expending. This negative evaluation goes beybnd mere dlsagreement.
She may disparage his ability or motivaiton,
Examples:

"You're not trying."

"{. told you to cdo the exercise on page Il. That's page 21."

"Your papers are always messy. You just don't care."
Note Thaf nonevadua?ive comments, those whlch have in the pasf been coded
s "feedback" (FB) are not coded at all. The number of times that the
teacher glves feedback can be defermined by adding the check marks in the

section next to the praise and critisism section. This second section will
p

always be coded whenever there is a chi ld-created contact. The pralse and

cri?ic&sm columns are coded only when they occur.
[

2. Extent of teacher feedback to child-created work contacts:

The manner in which the teacher gives feedback,aside from evaluative

comments, may be distinguished in any one of the following ways.

Delay: This column should be coded whenever a student attempts to
iﬁitiate contact with the teacher which is obviously rélatgd to work
(e.g. he approaches the teacher's des§ with his workbook, reader, or a
ageet of paper) and the teacher is occupied or hasn't time at the momwent

to attend to the child and hence, putsthe child off. The teacher may tell
him to return to his seet that he (the teacher)will get to him later, or
to wait his turn in line, etec.

Rxample:
A student stands by the teacher's desk with a book in hand.
The teacher is prepariuy a note to go to the office. The
teacher may look up and say, '"I'll get to you in a minute.
Please sit down.'" Or the teacher might simply wave the child
away and point to his chair.

-
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"

Brief should be coded when the interaction between the teacher and

child is of very short duration. Fpr exampie, che teachker may glance at

. the workbook the "child is holding and say "Good!" or "That's fine!". She

072
may respond to a child's question by saying, "Page 5." or '"In your Think
and Do-book.”" In any case the coder should check brief if the teacher s

feedback consists of a short sentence (3 or &4 words) or less.
Examples: ’
"Good!" would be coded as (++) Brief R
"That's terrible!" would be coded a8 (=) Brief
"0K." would be coded as Brief only.

1]

Long 18 coded when the interaction exceeds that of a short sentence
or phrase, as in the case of Brief.  All extended feedback from the teacher

should be coded in this column.

Examples:
“That's good.. 1'm pleased with your Wwork today.' would be

coded as (++) Long.
"You should have been listening earlier. I told you exactly
: . how to work that problem." would be coded as (=) Long.
’ "] think you'll find it easier if you use the vocabulary in

the back of the book." is coded Long only.

The "'don’t know' (?) category is added for this coding because

frequently the individual teacher-child interactfon that occurs in

the dyadiE contacts will be parried on in hushed tones or across the
room from the Loder where he cannot hear the content of the interaction.
In Such cases, where -he is unable to code the nature of the teacher's
feedback because he cannot hear.it the coder notes the occurrence of

the interaction and the fact that it was either teacher-affcrded or

child-created. . -

Coders should note ;haé the "don't know" column. has a very
special and specific meaning for this'coding. It should be used cnly
when the codér cannot hear the teacher's feedback. It must not be
used when the coder is unsure about whether to code the teacher's
feedback as process or product. Thus, use ,of this column signifies
that the coder could not hear the interactlon, not that he has diffi-
culty inp making a coding decision on the,basis of something that he

-

wag able to near.




Child-created contacts - Personal

There are two types of peraonal child-created contacts:
(4

experisnce sharing and procedure related. ' K

. 1. Experience sharing
w /’
Examples: : ~
> Child tells teacher of exyerience that happened to him
over the weekend.
Child tells about event within his family.
Child tells teacher about not feeling well.

All experience sharing contacts are personal ones in which the student
<

approaches the teacher to tell him something that is not related to

either classroom work or procedure. *

The teacher's feedback might fall into two categories: i

P

_acknowledge (ACK) or delay (DELAY). The teacher's feedback would

be coded as acknowledge if the teacher listens to the student's

experience and pérhaps comments on it or simply nods her head and
acknowledges that she has heard. aTh; teacher's fecdback would be
coded as DELAY if she indicates to the’student that she is unable

to listen to his experience or talk to him about it at the time.

2. Procedure-related

Examples:
Procedural interactions created by the child
Wants paper, pencil, eraser, etc.
Seeks permission for washroom, drink, etc.

Finishes work and wants to know what to do

_Has wrong book or worksheet and wants to exchange

Tattles on other children

Offers to do a job or errand ’ o n
Reminds teacher of something or calls attention to something

In this situation, where a reqiest for permission is involved,

the teacher's feedback may be one of the following: GRANT, (permission is

1
given), DELAY (teacher sigdals the child that she cannot deal with him
nov but will do'so later), or NOT GRANT (permission is not given or the

request is denied).




TEACHER AFFORDED CONTACTS

Teacher-afforded Contacts (work-related):

.

The category designations are the same for teacher= afforded
work-related contacts as they are for the child-created contacts. The
same distinctions apply to the praise (++), criticism (=) and don't know
(1) categories for the teacher-afforded situation as for the child-
created situation. Also, in terms of extent of teacher feedback to a
given child, the brief and long designatioﬁs apply here. The one dif-

ference is that under teacher afforded contacts there is added an

‘Obsexves column and the Delay column is omitted.

Observes is coded whenever the teacher is moving around the room

“

glancing at student work, but not entering into verbal interaction. Thus B}
it should not be confused with don't kncw (?) simply because no verbal )

. interaction takes place.
Example:

' The teacher is walking around the room and stops at
Susan's chair and looks over Susan's shoulder at her
workbook. The teacher remains here looking for 10
seconds or 8o and then moves to another part of the
room.

The coder should check the observe Eolumn only when the teacher

v stops and looks at a child's work. It should not be coded if the teacher

is merely moving around tlhie room scanning aa she moves. Also, if the

teacher stops and observes but then says something to the child, brief

or long should be coded and not observe.

Teacher Afforded Contacts - Personal

As in the case of child created personal contacts, these contacts

do not involve either work content or procedure. They are of a strictly

~

personal nature and might involve such things as a_teacher asking

./ '
‘a student about an experience he had on the weekend, about™the health
of some member of the student's family, or perhaps about what happened
at home the night before to make the child so moody or sleepy. In

thé cage of a contact of this sort, a check would be placed in the

Q@ " column marked PERS.

4’7
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Teacher-afforded contacts (procedure-related): .

Within 'this category a distinc;ion is made between those afforded
procedures which are favors for the teacher, (or those which the child is
called upon to do which help with the running of the classroom. The child
in thig case becomes a "helper'.) and those s?tuations which have to do
with classroom management or organization. These requests have to do with
getting the child ready to work om an assignment.

"Examples:

Favor is coded if the teacher asks the child to pass out -

the crayolas, workbooks, readers; take a note to the of-~
fice; lead the line to lunch or P.E.; take names when she
1

leaves the room.. . &

Management is coded if the teacher askg the child to cover
his paper, sharpen his pencil, get out his math book, change
his seat in the classroom.

3

Thank vou is checked if, in addition to:an afforded procedure, the
teacher thanks the child for performing the favor. Thank you‘s will be
heard more frequently in connectio; with the zeacher's request for a
favor from the child than in the manageméh; situation, however, it would
not be impossible for them to occur following ﬁanégement requests.

Examples:

T: Laura, will you pass out the lunch cards; please.
(code teacher-afforded procedure, favor)

. S: (Passes out cards and sits down) ’ ,
T: Thank you, Laura. (Check thank you column.) B ’

T: John, get out a clean sheet of paper. (Teacher-afforded
procedure, management)

S: (John gets out paper.)

T: (Teacher begins writing on board and turns attention away
from John.) (No thank you is coded)

Behavioral Contacts . .

9
- Behavioral contacts are coded whenever the teacher makes same

comment upon the.child's classroom behavior. They are subdivided
<
. - gy
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into praise, non-verbal intervention, warnings, and criticism.

Behavioral evaluation contacts are considered to be teacher
afforded, although they usually occur as reactions to the child's
Ziumediately preceding behavior. Nevertheless, they are teacher-
afforded in-the sense that the child usually does not wart and does
not expect the interaction, and the teacher chooses to single the chiid
out: for comment. The conditions for coding this category are:

(2) the teacher singles out the child for comment upon his classropm\
behavior; (b) t?e interaction concerns only his behavior and hoes not
involve graise or criticism in connection with work-related or procedural
c?ntacts as defined above. Some behavioral criticism may occur in
work-related and procedural contacts, and in those situations it appears
in the coding for work-related and procedural interactions. The

category of behaviora} interactions is used only for those instances

in which the teacher singles out the child for comment solely on the
basis of wanting to discuss his classrPOm behavior. Work-related or

procedural matters are not involved.

.

Most of the evalua-

tions coded in this célégory will occur in connection with the child's
attention, "cooperation, and performaﬁce of classroom rituals, although
oécasionally they will be comments made in relation to the child's &cademic
work. In the latter. case, there will be evaluations made at the conclusion
of a lesson or a school day in which the teacher refers to the child's

general performance. Téhcher praise or criticism of this sort would not

be picked up by the coding system otherwise, since it does not occur as
part of a response opportunity, reading or recitation turnm, and other
~dyadic contact. '

Praise

. \\ This category will be used relatively infrequently with most
teachers, a}though it will occur. Occasionally children will be
singled out for special praise when they have done a particularly

good job of cleaning up their desks, ﬁ}tting up straight, keeping

e



44

’
LY

quiet in preparation for leaving the room, ‘etc. Praise coded in this
category will also sometimes occur after activities but not in rela- .
"tion to specific responses during those activities ("Johnny really
knew all his words today -- he must have studied real hard last
night."). Idiosyncratic teacher euphemisms that carry the same sorts
of -meanings as the preceding examples are.&lso considered to be praise
("J&hnny has on his listening ears tcday," "Mary knpws how to get
ready to go."). Whenever the teacher singles out a child fof such
praise, coﬁéts ghould check the praise (4+) column under behavioral

»

teacher-afforded céntacgg.

Exsmples: .
1. Praise a

"John is 21l ready." (has hishands folded, is sitting up, etc.)

"John's got his listening ears on today." ‘

"John, you really knew your words today, didn't you?" (said after the
lesson rather’ than during a response opportunity)

Non-Verbal Intervention ig- included in this system to account for those

_situations in which the teacher takes steps to correct & behavioral prob-
lem, however, she deces so without disrupting the whole class. She may

move close to a child who is tgiking; ehe may tap a child on the shoulder
who is daydreaming and point to his hook; or she could turo a ch}ld around
in his seat when he is facgpg the wrong way and looking at his neighbor.

These are cases where the teacher does intervene, but does so inauéibly

- with a minimum of digruption.

i)
0

Warning ) - -~ :

?ﬁis category and the following one refer to teacher behavior in
singling out for comment a child engaging in inappropriate or undesirable
classroom behavior. Comments and audible gestures,such as tapping a ruler
on the desk or finger snapping, which function as warnings and which do
not include elements codable as criticism are coded in the warning ‘category,
while negative reactions which do contain criticism are coded in the
criticism category to be described below. Usually teachers' warnings
_will occur in situations in which the child is doing something that is
not necessarily or always prohibited but which is troublesome at the
moment. In such instances the teacher ®ill single out the child to

inform him that his present behavior is inappropriate, but will do so




without communication of rejection or anger as in criticism. Examples

of this are as follows: 'Johnnyx you';e getting too noisy" "Try to, figure
out the answer on your own -- don't copy off your neighbor' "Johnny, you
can talk to Mary if you want to, but stay in your seat."

s The 1ines of demarcation between procedural- afforded interactions
and: behavioral warnings, and between behavioral warnings and behavioral
criticisms, are sometimes difficult to discern. N ] ,

’ Sometimes the same or nearly the same words could be
coded in either category, with the decision being made on the basis of
the nonverbal expressive and gestural components of the teacher's
message. Behavibrar’instructions given to the child merely in the in-
terest of infogmation or classroom manag. ant and without anf connota-

.tion of warning or criticism would be coded as afforded procedural con-

tactg. The same instructions given in a slightly different context
.which ‘connoted more of a warning and perhaps implied that the child
should know-better (""John sit down -- Mary can't see when you stand up
like that:?) would be cerd as behavioral warnings. If the same sentence

\
were snapped at the child or deliverediwith anger or exasperation, it

\ .
would be coded“-as behavioral criticism.
I +
Warning .

"You're too loud, John.'
"Stay\in your seat, John.'
"Raise your hand if .you:want to answer.
"Try tqﬂfigure out the answers yourself M
Teacher snaps her fingers at a child who ig not paying attention.

] 3. Criticism

"Reep‘your voice down, John!" (with irritation)

"John -- sit down!6!"

"I told you to raise your hand first -- don't you listen?"

"Keep your eyes to yourself, John, his paper is none of your business.'




o

BEHAVIOR-RELATED CONTACT EFRRORS

Whent coding a desist event (the stopping by the teacher of misbehavior),
: . ,

et
P

we would like to obtain a measure of her effectiveness of method. We can do

1
[l

this by recording certain errors which she may make when halting a deviancy,

+ JE——

target, timing, overreaction, and shift errors.

P e

- AMTKRGET ERROR is coded when the desists the wrong studant or desists an

onlooker or contagee rather than an initiator. For ﬁxample, all is quiet until
Mary whispers to Jane. Jane then says something back to-Mary, and Jami turns
ltqpnd»to listen. "Jami, turn around .and get back to work,"” the teacher says.
A target error is also coded if one deviancy is stopped while another, more

' serious misbehavior was allowed‘toicbntinue. Thus, if Bob were tossing paper

airplanes while the teacher was chagtizing Mary and Jane, that would be a target

error.

A TIMING ERROR is coded whenever misbehavier increases in seriousness or

LY

- spreads to more children before being halted, For instance:’EEFk whispers to

[

Craig, who whispers to Jim, and then Barney whisperﬁ to' Craig, and then the

teacher desists. Also, if John says something to Clem, Clem pokes John, John

. @
pckes Clem, and they start to pull each other's shirts off before the téacher

stops them, the desist is considered "too late" because the misbehavior increased

-

in seriousness before she acted.

Occasionally éﬁ!iﬁgder will be busy coding other .information priér to a
desist and will not have been able to gather sufficient evidence to.judge whether
or not a target or timing error has been made. In thése cases, place a check in
the "?" column. This refers only to the target and timing error columns, since

the coder can usually tell if an overreaction or shift error has been made

without having previously observed the children.,

L J
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’

An overreaction error occurs whenev;r a teacher overreacts to a deviancy. .
For example, if ﬁary ;nd Jane stop talking and get back to work before the ieachef
desists, OVRCT should be coded; since the misbehavior had already stopped, the
teacher should have ignored it. It would not be a timing error because the mis-

“

behavior Qoes not spread or become morelserious. Another ;nstance: The class

is in a_discussion and Hercules 1is talking when the teacher says, "Hercules, 3tor-

talking. This is not a playground, it's a classroom, and we're supposed to‘be

working. ‘if you talk, you disturb your neighbors so they ‘can't work. éo let’s .

all get back to work and be quiet.'" This overdwelling on the point is an over-

reaction error because the teagher's action is more than gufficient to stop the

talgingz Of course, if a §e%é2?8 deviancy such as a fight occurs, stern action

would be appropriate gincé the class has already been disturbed. Ever so, the

teacher can commit an overreaction error by criticiéing the deviants beyond the

point(where they understand and conform. . ,
&he "NOERR"(column is checked whenever the teacher desists without committing

any of the four errors. As mentioned before, the "?" should be used and the

"MOERR" column not checked if the coder is not sure that a target or timing error

has not occurred.

L£4
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