DOCUMENT RESUME

ED 329 156 HE 024 061

AUTHOR Sadker, David; Sadker, Myrna

TITLE The Intellectual EXchange: Excellence and Equity in
Coliege Teaching.

FUB DATE 88

NOTE 54p.

PUB TYPE Reports - Descrigpcive (141) -- Viewpoints

(Opinion/Position Papers, Essays, etc.) (120)

EDRS PRICE MF01/PCO3 Plus Postage.

DESCRIPTCRS xClassroom Techniques; *College Instruction;
*Discussion (Teaching Technique); =Educatiunal
Quality; Higher Education; Instructional Innovation;
Interaction Process Analysis; =*Questioning
Techniques; Teacher Effectiveness; Teaching
(Occupation}; Teaching Methods

IDENTIFIERS ~Interactive Teaching

ABSTRACT
This report focuse:s on pedgagogical technique within
the context of the rapid expansion and demographic changes in college
dg and university enrollments and how, coupled with budgetary
entrenchment, these forces have left institutions of higher education
dedicated to providing quality education in a state of crisis.
Teaching is seen to be the key factor responsible for student
learning and satisfaction with college, and the use of a teaching
method called the interactive classroom is suggested as an
appropriate methedology for raising educational gquality and
satisfaction for both teachers and students. The pedagogical cycle of
the interactive classroom, consisting of four stages, and the
benefits derived from each are described and discussed. The first
stage, the introduction, is outlined and includes an illustrative
example of such a segment from a freshman history class. This 1is
followed by a similar analysis of the second stage: the questioning
process by the instructor to the students. Third, the student
response stage of the interactive classroom is discussed. Finally,
the instructor's response, or feedback, is examined. The paper
concludes with recommendations for improving the quality and raising
the importance of the teaching profession. {(GLR)

ﬁ*tt*ﬂ***********Rt**ﬂk*t****tRﬂ**ﬂ*ttt***t*t*tkt*t***ttt*t***t*tt*****

* Reproductions supplied by EDRS are the best that can be made x
x from the original document. *

ﬂtx******S*tttﬂ*tﬂkttt**t******ﬁ***k*R******R*R***tt*tt***t*K***R*t**%ﬁ




A7 THE INTELLECTUAL EXCHANGE
EXCELLENCE AND EQUITY IN COLLEGE TEACHING

'.) {:\ ¥
[
: (_/ E

)

ED3

David and Myrna Sadker, Professors
School of Education
The American University
(1988)

BEST COPY AVAILABLE .

Mid-continent Regional Educational Laboratory
12500 E. Iliff Ave, Suite 201
Aurors, CO 80014

N\

Q
& 303/337-0990 "PERMIESSION TO REPRODUCE THIS
N

Q

MATERIAL HAS BEEN GBANTED 8Y

14 8 OEPARTMENT OF EDUCATION
Ofte e of Ettucanongt Sosesic h 8nd IMprovement

EDUCATIONAL RESQURCES INFORMATION
CENTERIERIO) . D)
mes document hes heen reproduced 8BS /Y’) Af f
eCeved trom (he person o Ofganzalion
orginating it
% . MiROE CABNQES NBve DESN MBde IC 1mvove
O e 10 THE EDUCATIONAL RESOURCES
& 5 oinfs of view (f OpIONS STBTEA 1IN 3K U INFORMATION CENTER (ERICY
ment g0 o neCASSanly feprasent offial ‘)

QF R pos1Hon oF POiyy




The Changing Lollege Climase
Students o to college expecting something special., Their
parents share this hope. Ontly in America Is the decal from

atmost any college displayed proudliy on the rear window of

the family car. |

Ccllege is the center piece of the American dream. Parents
who can barely afford life's necessities somehow set money aslide
so their children can go on to higher 2ducation. There remains a
deep rooted faith that this experience will somchow empower our
nation's children, encouraging them to become "more competent,
moreg concerned, more complete human beings."z

tevertheless, postsecondary education is an institution
rocked by change. Students of today find college markedliy
different from just a few decaedes ago. In part, changes are due
to enrolliment that has increased 400 percent in the {ast four
decades. Consider the following measures of growfh.5

e In 1960, 25 percent of the schoo! age population attended
college. Tcday more than 40 percent of the school age population
goes on to college.
¢ In 1960, 1400 coliecges and universities granted 40C,00C
ungergraduafc dégrees. Twenty years later over 2000 inctitutions
aranted more than 900,000 such cegrees.

1

Ernest Bover, College: The Undergradugie Experience in
2,

Amerig Harper and Row, 19087.

~)

Ernest Bover College: The Undergraoducoie txperigngce ip
Apgrige
3

“ennceth Eble, T
Cotifcrnia, Jossey-Ho

o3

he Aims of College Teoghipg, San Francisco,
ss, 1033,



¢ There bave been huce increases in the size of Individuel
institutions. The University of California was the naticn's
targest institution in 1960 with seven campuses accomodating
54,000 students. Today the University's nine campuses extend
their services to more than 130,000 students.

e As large colleges lincrease in size, the small college is
becoming a vanishing breed. In 1960, colleges with fewer then
1,000 students accounted for 63 percent of enro!iment nationally.
Today these small cottieges are responsible for less than 40
percent of naticnal enrolliment.

In the wake of expansion and change is a larger and more
bureaucratic college campus, often less aware of and able 1o
responc¢ to student problems and needs. And these students are far

more diverse than in the past. The following statistics make it

clear; postsecondary education no longer serves a privileged elite.

& Over 50 percent of today's undergraduates are women,

e OCnec out of every six students is a minority group nember.

¢ Three out of every five students are attending collece
ocart time.

e Two out cf every five students are over twenty-five.

——

Kenneth Boulding has catled demography "the cetestial
2
mechanics of the social sciences.” Harold Hodgkinson has said

A

Study CGroup on the Conditions of Excellence in American
“igher Zducation, Ipveolvemenl ip Lducation: Regalizipg 1he
Poteptio! of American Higher £ducatliop, MNational Institute of
fducation, 1984,

5

Kenneth Boulding as cuoted in Harold Hodgkinson, "Refcra?
Higher Education? Don't e Absurd!" Phl Deltg Kappanp, Vol. 68,
ffo. 4, December 1986, p. 273,
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6
that "demography is destiny." By anatyzing the four year citd

poputation of today, demographers can predict the potential

coliege population of the year 2000. They say it will become
more ~ not less - diverse.
1984 saw more immigrant - legal and illegal - come to the

United States than at any time in our nation’s history. JWhile
the Immigrants of the first half of the century were primarily
€ruopean, today's immigrants come mainly from Asia and Latin
America.

Birthrates of today also have implications for the <olleges
of tomorrow. The average white American is now X1 and moving out
of the child bearing years. tn contrast, the average black
American is 25 and the averace Hispanic two years younger - just
entering into the high fertility period of tife. OBy the year
2000 it is predicted that one-third of the U.S. population will
be nonwhife.? "hile the barrier of poverty will deny many of
today's children access to higher education tommorrow, these
demographic statistics still have vast implications for post-
secondary institutions.

There have been probltems of rapid expansion followed by

- -
. —-—

budgetary retrenchment; the increasing diversity of the student

population, have left higher education, in the words of Ernest

Boyer, "an institution in crisis.”

6
Harold Hodgkinson, "Reform? Higher Education? Don't be
Absurd!", p. 273.

7
Horotd Hodgkinson, "Reform? Higher Education? Don't Ce
Absurg!®



e Ffor the last 20 years onily 50 percent of the students who
e

set out to attain a bachelor's degrec actually reached this goal.
e From 1964 to 1982, student performance on 11 of 15 subject

areas of the Graduate Record Exam (GRE) declined. The sharpest
9

decline was In those areas requiring high verbal skills.
e Studles show that employers are dissatisfled with the
feve! of preparation of college graduates. !HMany corporations

provide remedial instruction for the college graduates they
10
employ.

@ Twenty percent of 1985 college graduates went on 10 jobs
11

that did not require any college education at all.

¢ According to the Governors' 1991 Report on Education
"Today's graduates are not as well educated as students of past
decades. Gaps between icdeat academic standards and actual student
fearning are widening. Evidence of program decline, and devalua-

tion, garticutarly in the humanities, is becoming increaesincly
12
prevalent.”

a

Study Group on the Conditions of American Higher
fducation, lpoveolyement in Leagrping: Realizlipg the Potential of
American Higher £ducation.

Q
e Clifford Adelmen, "The Standardized Test Scores of College
Graduates 1964-1962," prepared for the Study Group on the Condition
of Excellence in American Higher Educatlon. Washington, 0.C.:
U.S. Department of Education, Mational Institute of Education, 1984,

10
Seymour Lusterman, "Education In Industry” Report tio. 719.
Mew York: The Conference Board, 1977.

11
Harold Hodgkinson, "Reform? Higher Educetion? Don't Se Absurd!"™
12
Governor Lezmar Alexander, Chairman, The Governors! 19@1
Report on Education, Time for Nesuyits, Washington, D.C.: tiational
Governcrs' Asscociation, 1€86, p. 155,




Atthough & number of factors have shaped the current col lege
criscs, a central theme has been insufficien® emphasis on college
teaching. llore attention hes been paid to research and
publication than to the quality of life behind the classroom
door. Current concern about the quality of cotlege graduates is

in part concern about the quelity of college teaching.

The Yalue of Jeaching
The last decade has seen one postsecondary reform report
after arother calling for higher priority on quality teaching.
Rased on thousands of hours of site visits, natlonal surveys and
literature rceviews, College - The Undergraduate Experignce In
Angrica svates
tiiembers of +he faculty determine the quality of the
undergraduate experience. And the investment in teaching is
the key ingredient in the building of a successful instifu-
tion ... At every research university, teaching shoulg be
valued as highly as research anc good teaching should de an
equally important criterion for tenure and promotion. At
tiberal arts and comprehensive colleges, top priority should

13
be assigned to teaching.™

-

In Time for Resylis, The Governors 1991 Report on tducation, the
College Quality Task Force also stressed the importance of hold-
ing undergraduate instruction "in special 1‘rus'l’.”14 The IH1E Report
lpvotvement in Learnling hightighted teaching, particularly infer-
active teaching, as a top priority in the postsecondary experience.
13

_ Ernest Boyer, Collgges The Undergraduate Lxperigpge in
Apericg.
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The effectiveness of any educatlonal pollcy or practice is

directly retated to the capacity of that policy or practice

to increase student Involvement in learning ... Traditional

classroom practices in higher education favor the assertive

sfgdenf. But our analysis indicates that instructors should

give greater attention to the passive or reticent sfudenf.15
The report's bottom tine: interaction with faculty is the key

factor responsible for student learning and satisfaction with

college.

Education 1s Hot o Spectator 3Jpord

in medieval times, dedicated students traveled long distances
to listen to distinguished scholars lecture and read from the
book. It was indeed the book - the only book - because the print-
ing press had not yet been iavented. Although today's learning
material is mass produced tnhrough a mind boggling array of print
and media technology, university teaching holds to its historic
roots: the lecture mode prevails.

While there is much to be said for lecturce as one important
modc of teaching, its widespread prevalence as thg instructional
technique of the coltege classroom raises questions- questions
the roform reports have been asking. But it iIs not only the
reforn reports that are calling for more active stucent involve-

15

Study Group on the Conditions of American Higher

Education, lovolvement Ip Learping: Reolizlipng the Potential of
Apericap tigher Edugetion, p. 19.

14
Quoted in John Ashcroft, "Does a Dearee Tell Us 'hat
the Student Has Learned?" Phi Delta Kappan, Vot. 68, tlo. 4,
Hovember, 1986, p. 226.
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ment in learning. !tany faculty also resist such prevalence of
the lecture and cal! for more intellectual exchange with students
in their classrooms.
bout five years ago, after moderate success as a
university teacher of biochemistry and genetics, | made a

discovery that has affected my teaching every since. |

reallzed that when | lectured | was the one who learned

most. | was the one whose thinking ckills were enhanced and

whose creatlvity was stimulated. | played the active learn-
16

ing role; the student! role was pacsive...

"l ike most university professors, | was a university

student for many years. HMost of my classes were concluded &

few minutes before the beli ~ just in time for the professor
to ask, "Are there any questions?" This was the "discussion”
part of what was termed the lecture - discussion mode. To

me those few minutes were often the most invigorating part
of the class. Years later when | made the transition from
student to professor, | considered a technique that would

expand those fast few minutes to the entire class period but

—~

1]

would not ditute the content or diminish the intellectuai
17

challenge...

16
Edward Classman, "The Teaching as Leader" in Ken Etle,

Editor, Mew Directions for Teachipg and Learning, 1980, Ne. 1 San
Franscisco, Jossey Boss, p. 31,

17
Mary tynn Crow, "Teaching as an Interactive Process, In
{en Ebile, Editor, lew Directions for Igcaching and Learping, p. “1.
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1949

This lecturer is undoubtedly one of the best that one is
likely fo hear on a university campus. Nevertheless, there was
fittle evidence that he understood that teaching should result In
an interplay of mind on mind; that a class hour should be for fthe
student an active hour; that the instructor should contribute
something - the fruit of his scholarship and experience - which
the students cannot obtaln for themseives by their own reading.

Paul Klapper, "The Professional Preparation of the

Coltege Teacher" Jourpal of General Edugation April 1949 3,
pp. 228-244. (Stte, p. 7).

1386
The typical teaching strategy is normally the fecture, which
demands no active response or participation from the learner.
The authors of Ipvolvement ip Learping (ncted) the passivity of
students in the classrooms of higher education.

Harold Hodgkinson, "Reform? Higher Education? Don't Be
Absurd!' Phl Delts Kappan, December 1686,

—

Students also resent their invisibiltity in an instructional
system in which the instructor lectures and they listen. In such
a system they have tittle opportunity for genuine intellectual

exchange. Sometimes they do not get to know the professor aft
att. tn 1280, 40 percent of 5,000 students surveyed claimed that

not a single professor had taken an interest in thelr personal

&

M)




academic {ife. Fforty-two percent said they were treated |ike
18
numbers in a book.

An interactive classroom is one that involives all members of
the classroom - professor and students (more than just two or
three) In iIntellectual dialogue. Research on interactive teach-

ing suggests that it has many positive outcomes and should be

19
more widely used. in an interactive classroom, students

e Become active rather than passive participants in

learning;

e Develop problem solving and critical thinking skills;
e Reaillity test thelr ideas with their peers;

¢ Develop positive attitudes toward learning and higher

self esteem;

e According to some stucies, achleve more.

Professors who move from lecture dominated t0 interactive

cltassrooms

s Assess student academic performance more effectively;
e Learn nore about their students as individuals;

e Sometimes are frustrated because they don't "cover" as

-

mudch material;

13
Robert Jacobson, '"Most Students Are Satisfied VWith Their

Education, "Survey lndiates, But fFrustrations are Widespread,"
[ 4

The Chropicle for Higher Education, Feb. 5, 1986, p. 1.

19
Mary Lynn Crow, "Teaching as an Interactive Process. See
atso, Study Group on the Conditions cf American Higher Education,’
Ipyolvement in Learpnipg: Reolizling the Potepiial of Amerlcap
Higher Educatigon."” See also, Med Flanders, Apalyzing Ieaching
Behaviors: Reading: 'iass.: Addison lesley, 1970,

t
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¢ Often find teaching more stimulating when it is a two way

street.

in short students actively involved in intellectual exchange
with faculty learn more, enjoy learning more, and have more self

confidence about themselves as learners.

The Pedagogical Cygcie

Most professors are genuinely committed to good teaching;
but they have reservations. Some say that teaching is an art,
you have I+ or you don't. Others claim that researchers don't
have a reliable handle on what "good teaching” is anyway. Today
research is focusing on those tfeaching behaviors that result in
student achievement. There is pnow information on effective
teaching skilis, especially as these apply to interactive
classrooms. Studies show that with Information, resources, and
tratning postsecondary instructors can improve markedly the
guality of their teaching and the achievement of their students.

One of the most useful concepts for increasing the Guaiity
and effactiveness of classroom interaction is what Columbia
Usiversity researcher Arno Bellack has called the pedagogical
cycte. After tape recording thousands of hours of classroom dlia-
fogue, Bellack identified four instructional moves that teachers

20
and students make In an Interactive classroOm.

20
Arno Bellack, The Lancguage of the Classroom. Hew York:
Teachers College Press, Columbia University, 1966.

10
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Stage 1: Instructor Provides Structure (lntroduces, gives
directions, establlIshes framework, sets forth a base of
Information)

Stage 2: Instructor Soliclits (Questions})

Stage 3: Student Responds (Answer.)

Stage 4: Instructor Reacts (Evaluates or comments on student
response)

Structure Is the introductcry segment of the class; it Is
the time when the instructor orgenizes the lesson, and sets forth
key Information. Following this introductory segment, the
teacher asks a questior. Next the student answers. Ffinally the
teacher reacts. After the instructor reacts, the pedagogicel
cycle begins again, typicailly with tiove 2 (question) or sometimes
with llove ' (structure). These moves are ecpisodal, occuring over
and over throughout the length of an interactive lesson. The

following dialogue from a freshman history class, shows this

pedagogical cycle In action.

Pedagegical Cyclie CLASSROOY DIALOGUE 1
STRUCTURE Yesterday we reviewed the causes of
{(instructor) the American Revolution: Economic,

political, psychological and social
factors atl played a role.

Santayana wrote that if we do not
learn from history, we will be condemned
to repeat it.

tearned or condemned, which are we?

Are we moving forwarcd, learning from our

11



mistakes? Are we doing a side-step,
repeating them over and over? One of the
things | find most exciting about history

is its relevance to contemporary tfimes.

{(Slience)

Today we shall focus on twOo events
and examine Santasana's premise. Here Is

the objective of today's lesson.

(tnstructor writes on board)

QUESTION

(Instructor)

RESPOND

(Student)

REACT

{lnstructor)

QUESTION

<
(instructor)

RESPONSE

{(Student)

REACT

{Instructor)

To compare and contrast the American
Revoiution with the Vietnam War.

ttho can identify a similarity between
the Vietnam conflict and the American

Reveolution? Sam?

Both groups wanted to be independent

from a colonial power.

Excellent point - two centuries bhad

not eliminated the presence of colonialism.

tho can build on that?

The Vietnamese and the Americans took

on a much more powerfut foe. And won.

That's true, but we could use more

focus on that point.



;;;;;;

QUESTION

(tnstructor)

RESPONSE

(Student)

REACTION

(Instructor)

QUESTION

{Instructor)

RESPONSE

(Student)}

REACTION

{tnstructor)

RESPONSE

{Student)

How would you describe the economics

of the nation's involved?

Well, the colonies and the Vietnam.se
were both agricultural societies. The
British and twentieth century Americans
were wealthier, and had more diverse

ecnnom'es.

In both cases the weaker, poorer
agrarian societies fought economically
stronger adversaries. The people of the

land waged war on worid teaders ~ and won.

Why?

i think part of It was distance. The
stronger and wealthier countries had to

fight over a great distance.

A criticas factor.

Also the tactics were important.
Both the colonists and the Vietnamese used
guerilia tactics. They were able to

defeat more powerful conventional armies.
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REACTION Tactics were cruclial. |f you can't
(Instructor) win military battles, you can't win the

war. Good point.

SUBSTRUCTURE There were a2 number of simllarities

(Instructor) between the American revolutionarles and
the Vietnamese fighting us. Both grew
from an agricultural society and using
unconventional tactics defeated a much
stronger adversary. Distance played a
role in both cases, and there were other
similarities as well. The American
revolutionaries were blevsed with talented
leaders: Jefferson, Franklin, Adams,
Wfashington. And the Vietnamese were led
by Giap and Ho Ch! Minh, who incidentally
some people refer to as the "George
Washington of Vietnam®.

But there were differences as well.

Critical differences.

QUESTION . - ifhat were some of the differences in

these two conflicts?

Often the difference between effective and ineffcctive
instruction Is determined by how well esach of the stages of the
pedagogical cycle are implemented. s the structure organized
and motivating? Are questions phrased effectively? Are they

addressed to specific students or do voluntecers answer most

14



teacher queries? Do females and minority group members receive
fewer questions than others? How long does the teacher wait for
a student to answer a question? I(that kind of feedback is given
to student responses? Research Indicates that student achleve-
ment is related to the clarity, precision, distribution and
effectiveness of each stage of the pedagogical cycle. The next
sections show how effective use of each stage in the pedagogical

cycle can Improve teaching and student achievement.

Stage 1: Sitruciure

——————— — ————— i T— — S A T S G S G S S ——— —— T — ——— — — —— — —— ——— —— T —— T - — —— — — - ——

CHART 1

THE PEDAGOGICAL CYCLE: STRUCTURE

STRUCTURE

QUESTION
RESPOND
REACT
tfost college instructors can describe classes that In their
words:

¢ '"never clicked"

"

e "just didn't get off the groundg"”

e "were boring"

e "seemed to leave the students in confusion.”

The probiem may have been at the first stage of the pedagoglcal
cycle. Structure is key to establishing a positive tone, high
motivation, and a clear and coherent base of information. it
requires more than announcing a topic or even relating an Inter-

esting and pertinent anecdote. then it Is done well, structure

15
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provides students with a framework for learning, offering both
background and direction for the lesson. An effective sfructure
can be both facilitating (belping the students to master the
lesson) as wel! as motivating (encouraging the students to xapt
to learn).

The length of this Initial structure may vary greatly - from
a few minutes to perhaps twenty or thirty. (However, when
structure continues for most of the class period, It no longer
serves to establish an Infteractive discussion; it has become a
lecture). When the structure stage is done well, it usually
contains several critical COmponenfs.21 These are described below
and are keyed to the sample classroom dialogue on pages xx.

e Motivatiop - ¥hile rising tuition costs may provide emple
motivation fcr some, not all students enrolied in a specific
course are eagerly awaiting each day's instruction. An intriguing
question, an anecdote, a joke, or eye cetftching instructlonal
materials will help pull students into the lesson. By motfvating
the students at the start of the lesson, attention, involvement
and learning are enhanced.

The instructorts personal enthusiasm for the sub ject he or
she teaches can-serve to motivate students. One of the loucdest
and clearest messages that students hear is: "l llke the subject
I teach.” "History continues to fascinate me."” "I enjoy the
period of litercture we're studying." A teacher's personal

21

Robert Stlavin, Educatiopnal Psychology. Engtewood Ctiffs,
Mew Jersey: Prentice Hall, 1986. See aiso Dave Berliner, "The

Hal f-Full Glass: A Review of Research on Teaching." In Philip

Hosford (Ed.), Usipg Ybast Ye Know Abouil Teachipng. Alexandria,
Virginia: Association fcr Supervision and Curriculum

Development, 1984.

16




enthusiasm for a subject can have a halo effect, including both
the subject studied and the students themselves. Conversly, a
professor who shows Ilttie interest in the content Is unlikely to
involve students in learning.

e 0Objectiyes ~ The objective of the lesson represents the
lesson's purpose, l.e. the Information, skills or concepts that

students are to acquire as a result of Instruction. Are they to

. learn the impact of the Vietnam conflict on U.S. foreign policy?

How to write a short story? How to undertake tests for statis-
tical significance? Regardtess of subject, 2 clearly stated
purpose (or purposes) Increases instructional efficlency. Some
studies even show achievement increases if the objectives are
shared with the students. This can be done by stating the
fesson's objectives during the Initial structure, writing them on
t+he board or overhead projector before the lesson begins, or
including the objectives on course syllabi and related handouts.

Sharing objectives of the lesson provides the class with a
sense of directlon and a clearly focused goal. It also moves
responsibitity for mastering content from the teacher to the
student. Objectives increase instructional accountability and
can even assist the Teacher In clarifying hls or her thoughts
about the purpose of and approach to the lesson.

e Clarity - Most professors, immersed in their fields of
Interest, can remember making overly optimistic assumptions about
student knowledge. To avoid confusion (which Is sometimes nof
fully discovered untll midsemester exams) students should not be
innundeted with 2a qoqglexl?y of data and rushed through new

information. Rather, they should be introduced gradually to key

17



concepts and generalizations. Several examples should be provided
to illustrate the main ldeas. Information needs to be repeated.
Studles show that clarity in structure (as in written Information)
establishes a common foundation of knowiedge and is directiy

22
related to student achlievement.

e Providipng transitiopns - Related to the broader concept of
clarity Is the skill of providing transitions. Transitions serve
to tie new Information to prior learning and one aspect of a
lesson to the next. Transitions are the connective tissue that
help students keep focused and on target.

lthile academic structuring usually occurs at the beginning of
a lesson, there may be other times when additlional structuring is
callec¢ for. These substructures are likely to occur when new
topics are introduced and transitions are needed. Substructures
usually initiate new pedagogical cycles, connect previously
learned topics to new information and are crucial in kéepfng the
lesson on track.

A closer look at the structure stage of the hicstory class

diatogue makes the components of structure apparent.

Pedagogical Cycle Dialogue
STRUCTURE
(Instructor)
Transition to prior Yesterday we reviewed the causes of
learning the American Revolution: Economic,
political, psychological and social
. factors all played a role.

Donald Cruickshank, "Applying Research on Teacher
Clarity,"” Journal of Teacher Educatlop, 36, 1985, pp. 44-48.

18
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Santayana wrote that iIf we do not
learn from history, we will be condemned
to repeat it.

Motivating Learned or condemned, which are we?
Questiolls Are we moving forward, learning from our
mistakes? Are we doing a side~step,
Motivation: repeating them over and over. One of the
Instructor things | find most exciting about history
Enthusiasm
is Its relevance to contemporary times.
(Stlence)

Today we shall focus on two events

and examine Santayana's premise.
(iastructor writes on board)

Objective Yo compare and contrast the American

Revolutlion with the Viet-Nam War.

SUBSTRUCTURE There were a number of similarities
(Instructor) between the American revolutflionaries and

the Vietnamese fighting us. Both grew

b -3 ——

Clarity: summarizing from an agricultural society and using
and repeating unconventional tactics defeated a much
Information stronger adversary. Distance played a

role in both cases, and there were other
Clarity: use of simitarities as well. The American
examples revolutionarties were blessed with talented

leaders: Jefferson, fFranklin, Adams,

19
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Washington. And the Yletnamese were led
by Giap and Ho Chi Minh, who incidentally
some people refer to as the "George
Washington of Viet-Nam".
Transifion to But there were differences as well.
another aspect of Criticat differences.

the lesson

QUESTION that were some of the differences in
these two conflicts?

The brief dialogue above contains many aspects of effective
structure: setting objectives, providing transitions, use of
summaries and examples, motivating questions, and teacher
enthusiasm. This structure lays the groundwork for the next move

in the pedagogical cycle.

2IAGE 1l: QUESTION

- . . - ——— - A - - —— Y S e Sy G e o G S D e e S e S S G G — S - - S e

THE PEDAGOGICAL CYCLE

STRULTURE

QUEST ION

RESPOND
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To question well is to teach well. In the skillful use of
the question more than anything else lies the fine art of
teaching; for in It we have the guide to clear and vivid
ideas, and the quick spur to imagination, the stimulus fo
thought, the incentive to action. 23

23

John Dewey, How le Thipk, rev. ed. Boston, Mass:D.C.
Heath, 1933, p. 260.
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Decades of classroom rescarch confirm John Dewey's insight.
The competent use of questioning Is positively associated =ith
student achievement and favorable attitude towards learning.
Such studies provide a compeliing rationale for emphasizing not
only lecture but also interaction in postsecondary classrooms.
Questions are the key to interaction and intellectual exchange
between professor and student. However, skillful questioning is
easier said than done as can be seen from the following excerpt
of ctassroom dialogue.

CLASSROON DIALOGUE 1t

QUESTICHN: Al though multiple reasons have been ascribed

(Instructor) to U.S. Iavolvement In the Southeast Asian
conflict during the 1960s and 1970s, what
was the popular perception of the reason,

according to your text?

RESPOMSE Most Americans believed that we were trying
(Kevin calling out) +to stop the spread of communism
REACT 10N OK

{(iInstructor)

QUEST IO According to the author of your text, why
(Instructor) vas Vietnam percelved to be so critical in

the struggle against communism?

RESPONSE Wlell, most Americans belicved that 1f we
(John raising didn't stop communism in Vietnam, it would
hand) eventuelly spread to other countries,

1‘\";
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REACT 1ON

(instructor)

QUESTION

(tnstructor)

RESPOMNSE

(Myra raising hand)

REACTION

(lnstructor)

QUESTION

(tnstructor)

RESPOHSE

(Kevin ralsing hand)

REACTION

(tnstructor)

QUESTIOH

(tnstructor}

RESPOMNSE

(David raising hand)

T

A

Yes

What was the name given to that view?

The domino theory.

OK

Although to one degree or another
Presidents from Elsenhower to Nixon were
involved in this conflict, which President

is most closely associated with Vietnam?

Johnson

Fine

And on the other side of the ledger, who was
the Vietnamese who led his country for
decades fighting both the French and the

Amerlicans?

Hu Chi Minh

22
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REACTION

(lnstructor)

QUESTION

(lastructor)

RESPONSE

(A1)

REACTION

QUEST ION

(Insiructor)

RESPONSE

(Ben raising hand)}

REACTION
(Instructor)}
QUESTION

(lnstructor?

RESPONSE

(Allce ralsing hand

REACTION

(Instructor)

QUESTION

(Instructor)

Al right.

How does your textbook explain why the

Vietnamese won? Al?

| don't know.

Hmm.

Ben?

The war was unpopular in America?

Uh-huh

Some say the styte of fighting the Ylet-cong
used contributed to their victory. What was

this catled?

Guerilla tactics.

Fine.

After the Americans ended thelir Involvement,
what happened? Did the domino theory prove

to be valid?

23

1
31



RESPOLSE Partially. Cambodia and Laos felt under

(Kevin calling Vietnamese influence and controi. But not

out) Thaitand or the other counfries in the
region.

REACT ION Uh=huh

(Instructor)
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Levels of Questlions

This scenario represents an Interactive classroom with the
professor asking questlons rather than giving a lecture. However
the student role In this intellectual exchange is genera.'y
fimited to two or three word responses. This is a result of the
Instructor's questioning strategy.

One of the first steps to more effective classroom inter-
action Is an understanding of the different levels of questions.
Ctassroom questions are often broadly categorized as follows.

e Llower-order questions: Lower-order questions can be
answered only through memory and recall. Example: "Who is
Secretary of State?" represents a lower order question; It
depends on memory for a response.

e Higher-order guesliops: Golng beyond simple recatlit,
higher-order questions demand higher-order thought processes,
such as analyslis, synthesis and evaluation., Example: "Based
on the three plays we have read, what generalizations can you
make about Shakespeare's portrayal of women?"™ To answer this
question students must do more than rely on memory. They
will need to analyze the plays and develop a generatization

based on evidence.

24



Research conducted from the beginning of the century to the
present day indicates that the vast majority of classroom
questions are tower~order.24 While lower-order questlions are
useful in establishing a foundati-n of Information, the heavy
dependency on such a basic level ot discussion does not promote
higher order thought processes and student achlevement. In the
sample dialogue above, most of the guestions would be categorized
as lower-order.

There are several more complex categorizations of classroom
questions. Based on the work of Benjamin Bloom and others, the
most widely used Is called The Texopomy of Educatliopal ObjJjectives:
Cogplitive Pomaig. There are six levels of questioning in the
laxgpoomny, raenging from lower order to higher order.25
Effective instruction suggests that instructors be aware of these

different levels, and use all of them In the classroom inter-

actlion. The following chart summarizes Eloom's Taxopomy.

LONER ORRER QUESTIONS

KNOWLERGE: Recall or recognize information, using memory or
senses to answer questiors
Sapple: What Is the meaning of "oxy ~ronl?"
ideniify the {Irst flve presidents.
What color is the sofution now?
24
Myra Sadker and David Sadker, "Questioning Skilis," In
James Cooper (Ed.), Classcoom JTgachipg Skills: Handbook.
Lexington, Mass.: D.C. Heath, 1986.
25

Benjamin Bloom, (Ed.) Iaxopomy of Educatliopal Objectlves.
Hapndbook 1: Cogpitive Romaip. Mew York: David McKay, 1956.
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COMPREHENSIOQN: Although still at a lower tevel, comprehension
requires the student not onty to recal! Information, but rephrase
the information in his or her own words. The student needs to
mentally organize the memorized knowledge for rephrasing, a step
up from simple recall at the knowledge Ievgl.
Sapple: Summarize what your text says about the theme of IThe Greaf
Gatfsby.

HIGHER QBDER QUESTIONS
APPLLICATION: At this level, students must use a rule, definition,
classification, set of instructions or the like to answer a question.
Previous!y learned information Is used to solve a problem in a
new sltuation.
Sapple: Solve the quadratlic equation.

Use Theory Y to solve the following management problem.

fdentify the metaphors and simites in the following sonnet.

How would you classfy this pliant?

ANALYSiS: Students are‘required to ident!fy causes, reasons or
motives; to analyze information to reach a conclusion; to find
evidence fto support a position.

Sapple: ¥hy did King Lear misjudge his daughter?

Given the results of these five experiments, what
generalizations can you make about how environmental
contingencies shape behavior.

Support or refute the premise: FDR was the greatest

president of the twentieth century

SYNIHES]IS: This level consists of creative thinking and asks

students to develop orifginal communications, make predictions, or

26
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sofve problems feor which there are a number of acceptable resgonses.
Sapple: Y'rite a short story on this issue.
““hat would the U.S. be tike if the South had won the
Civitl Yar?
How can we raise funds for this cause?
hat does this poem mean to you?
EYALUATIQON: Asks for a Judgement, based on established criteria,
on the worth of an icdea, aesthetic work, solution to a probiem,
or the like.
Sgpple: ‘ho is the most effective woric leader and why?
Select the best response to the problem of world huncer
and provide a rationale for your choice.
Explain which of these three playwrights wakes the most
effective use cf symbol znd imagery.
The Taxopopy offer a useful systen for catezorizing and
conceptualizing levets of questions. As a taxononmy, ceach hicher
fevel or category subsumes the lower ones. Comprehension

reculres that the knowlicdge tevel be nastered. Likewise, syn-—

thesis requires that all the previcus fevels - knowledqe, compre-
hension, application, and analysis - be attaincc. Evatuation
subsumes all the categories and although sonme of us " jump 10

coaclusions®, a rigorous and appropriate evaluation shoutd be
preceded by all the levels of the taxcnomy.

Applying Bloom's Igxonopy to Classroom Dialcgue il on page
xx, it is apparent that most of the questlois would De categorized
either as knowledge or comprehensicn. If the instructor had used
application, analysis, synthesis and evaluation questions, students

would¢ have responded with more thcuohtful and conmptex conments;

21
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the ciscussion would have been more stimuteting, closer tc the
gucstioning style that, student says, characterized llark Van

Noren's teaching.

{lark would come into *.“e¢ room, and, without any fuss,
would start tatking about whatevar was to be talked about.
'ost of the time he asked guestions. His questions were
very qood, and if you tried to answer them intelligently,
you found yourself saying excetlent things that you did not
kknow you knew, and that you had not, in fact, known before.
He had "educed” them from you by his questions. His clasges
were literally "education" - they brought things out of you,

20
they made your mind procduce its own explicit ideas . . . .

Obvicusly, it would neither be wise nor appropriate for ecvery
class hour to inctude every lavel of the Taxonompy. Sometimes the
instructor's goal might be to establish 2 foundation cf knowladge
and then lcwer order questions are best. lowever, more freguent
use cf higher order questions would educe gcod ideas from students,
feal to bef%ef education, and a more dynamic inteltiectual exchange

betusen faculty and students.

vho is lpryolved ip the lptellectual Exchangel
The typical colflege classroom does not consist of a single
class, but of three classes. First there is the very small
"class" of one, two or three students who receive about 25 per-
cent of the instructor's time. These are the students who are
26

Thomas flerton, The Seycp Siory liouptain. Hew York:
Doubleday, 1948, p. 139.
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most likely to volunteer or call out answers or to raise ques-
tions or issues themsclves; fthey are rewdrded with a dispro-
nortionally hinh share of the instructor's questions and
attention. They comprisc a class of salicent or "star" students.
The majority of students comprise a sccand "class™, a group who
micht be termed "nominal" students, typically receiving one
question per class. The final group is by far the largest in the
collene classroom: silent students who do not interact with the

27
instructcr at atl. Represcnting about half of the class, this

*
farce group of students ar2 spectators 10 the ceducztional process.
Research studles indicate that students who participate
actively in the intellectual exchange arc more ikely to achieve
academically and to have mcre positive attitudes toward educa-
tion. “ith the majority of students interaction-pcor, colleges
are actually mcre inequitablz in the distribution of Instructor
attention than clther elementary or secondary schoois.

/lhen race and sex are considered in analyzing who receives

teacher zttention and guestions, some intriguing pefterns energe.

The student most likely to be involved in an intellectuel exchangc
with the instructor is a white maete. ‘hite males receive more
questions than any other group in the classroom. Secong in line

*

llesearch shows that this characterizaticn of-three-tierad
classroom with many students uninvolived in the intellectual exchange

appties when instructors try to be inte, active. ‘hen lecture is
the dominant mode, all students have a passive classroom raole.
27

David Sadker and fiyra Sadker, Promoilpc Effactivegpness in
Classcooi tostructliopn. Final Report, tio. A00-80~-C033. tlashington,
D.C., National Instltute of Education, 1984. Joan Long, David
Sadker, and Myra Sadker, "The Effects of Teacher Sex Equity and
Effectiveness Training on Classroom Interaction at the University
Level," Paper Presented at the American Educational Raesearch
fhcecociaticn, San Francisco, California, Aprit 1986.
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for instructor time and attcation are minority males. The third
group is white femalces, while the tcast interactive arcup of

a
students arec minority fema%es.z0 That rank order may sound fami-
liar because it also represents the pay scele. in the workplace,
a mejor part of valuc and recognition is represented by the size
of the pay check, with white males receiving the most money, and

minority females the teast. In the classroom, the currency is

teacher attention and questions, and the same pattern prevails.

_.——-—————...———-..-—--.—_———---.-—-——a-_.n.—-———_--—.——--—_—_——_———————————--

WIHO 1S 1'OST LIKELY TO RE INVOLVED M THE INTELLECTUAL EXCHANGE

— * % .

White mates ost
Minority males
Wihite females
Hinority females Least

Coliege instructors rarely notice inequitable patterns of
clessroon participation. The stucent who is first tc volunteer
is often first to be called on, a variation of "the squcaky wheel
gets the cducational oil." As a réSutT, about half cof the collece
students are not at all involved in classroon participation, and
most of the remaining students are only nominally involved.

An interesting portrait could te consfructed if tuition were
charged on a userts basis instead of single, across-the-board

28

flyra Sadker and David Sadker, "Sexism in the Schooliroom of

the 80s," Psychologcy Ieday, larch, 1985, pp 54-57. Seec Also Joan
Long, David Sadker, and llyra Sacdker, "The £ffects of Teacher Sex
Equity and Effectiveness Training on Ctassroom Interaction at the
University Levet,” Paper Presented at fhe American Educational
Research Association, San Francisco, Catifornia, Fprit 1986,



fec. iAfter all, utilities and water are metered, so why noft
‘educafion?) for thase few students who dominate claessroom dis-
cussion and capture 25 percent of the tcacherts attention, two,
three (or more) tlmes the standard tuition cost would be charged.

For about half the class, the sitent, non-participating students,

tuition rebates would be provided sincc they «re consuming s@

tittle ¢ c instructor's time. This somewhat bizarre financing
-+systeo hNave at lecast one positive side bonefif: 1t would
unders. _ for instructors the valuc and importance of their time

and attention.

Professors can eliminate inequities Inwjheir.quesfioning
patterns. In one study supportec by the Fund for the Improvement
of Postsecondary Fducation (FIPSE) a control sample of professors
interacted more frequently with mate students. in contraest, a
sample of college professors who had received training, practice
and feedback were able to achieve equity in the distribution of

29
their questions.

STAGE 1il: RESPOHSE
Pedagogical Cycle: Respond
STRUCTURE

QUESTION

f RESPOND

_———___—__--...__--—.———.—._.——_._—-.-.——...-..-._—-—-——-—-————-—.-—_.——.—.-.—.———-————v-——-—-—
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Joan Long, David Sadker, and fiyra Sadker, *The Effects of
Teacher Sex Equity and Effectiveness Training on Classroom Iinterac-
tion at the University Level," Paper Presented at the American Edu-
cational Research Association, San Francisco, Catifornia, Aprit 1986.
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The first two stages of the pedacogicel cycle, if executed
well, can increase student responsiveness. An effective struct-
urc that motivates and preparces students to lz2arn incrcascs the
likelihood of student response. If questions are clearly phrased,
reflecting both higher and lower-order fevels of the Taxopony., and
are distributed to many students rather than just a few, stucdent
participation will increase. The third move of the pedagogical
cycle, responding, belongs to students; but there are strategies
instructors can use to improve the quatity of student answers.

Driven by content that must be "covered", professors some-
times push forward too rapidly. They succcsgfuilf reach their
gcal only to discover too late that the ma jority of the class was
left behind. |f professcrs can intenticrally pause at ftwo key
times in classroom discussion, they cen improve not only the
amount of student participation, but the qualiiy of respcnse 2s
vell. In classroom interaction research, thesec two points of
sfowing down are termed "weit time," 2nd they can be powerful in
improving the quatity of classrocm discussion.so

Dpsearch c<hows that after asking 2 question, tcachers vait
tess than a second for a student respcnse (wait time 1). If a
response cCoes not emerge in that split second of siltence, the
feacher rephrases the gucstion, asks another stucdent to answer
the guestion, or answers the question for the stucent. tf
instructors can tearn to increase their weit time from less thean
a second to three to five seconds, the guality and quantifty of

30

Mary Budd Rowe, "Wait-Time: Slowing Down i‘2y 3¢ a Vay of
Speeding Up!" Jourpal of Teacher Educatien, 37, 1986, pp. 43-50.



.student response increases. Jaiting after a question is asked
will result not only in more students volunteering, but in more
accurate and thoughtful responses as wecll, In fact, the lack of
wait time during class interaction is a clue to ancther problem:
the predominance of lower-order guestions. Higher order questions
require thinking time. tait time cf less than a second under-
scores the low level of the typical classroom question,

Thore is another point in the lesson when increaced wait
time can tead to positive results. After the student responds,
teachers usually begin their comments or next question before a
second of silence has elapsed (wait time 2). Sometimes they even
interrupt the student. Rescarcher, lary Budd Rowe, has deter-
mined that this second wait time Is as Important as the first.
Again, increasing this period of silence from one to three to
five seconds results in dramatic improvements in the quality of
student involvement. Increased walt time results in the foilow-

31
ing changes.

]

hanges in Student Bebavior

1. !ore student voluntarily participate in cdiscussion.

2. Student achievement increases on written tests that measure
more complex tevels of thinking.

3, Students arc more fikely to support their statements with
evidence.

4. The length of student response iIncreases ¢ramatically.

31
Mary Budd Rowe, "MYait Time: Slowing Down Hay Be a Way of
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5. Speccutative thinking increascs.
6. There arc more student questions and fewer failurcs to

rospond,

Chaniaes Ip JTeggher Cegbavior

1. Tcacher comments are less disjointed and more flucnt.
Classroom discussion becomes more logical, thoughtful and
coherent,

2. Teachers ask more higher~order questions. Therc is a more

cognitively sophisticated pattern of teacher questions and

student ansvers. - ) 3-
3. Tcachers becin to hold higher cxpectations for all students.

Mait time is a vote of confidence in a student's ability;
when instructors expect success they are willing to wait for 1t.

Research shows that teachers give ncre wait time to students for
whom they hold higher expectations. A high achieving student is
more ltikely to get time to think than s low achieving student.
High oxpectations and tonger wait time are positively related to
achievement. While more research is nceced on this issue, some
studies suggest that white male students, particulariy high
achievers, are more likely to get adequatec wait time than are
femalcs and minoritlies. Students who are quiet and reserved or
who think more sicwly may get special benefit from increased wait
time. in fact a key benefit from extended wait time is the
quality participation of students who were previously siient or

who never seemed to have much to say.
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PEDAGOGICAL CYCLE ¥ITH WAIT TINF
STRUCTURE
NUEST IOM.
¥ WAIT TIME 1 (INCREASED FROt 1 SECOMDC TO 3 TO 5 SECONDS)
RESPOND
* WAIT TIME 2 (INCREASED FROM 1 SECOHMD TO 3 TO 5 SECOMDS)

REACT
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tfost instructors are surprised when they tcarn how short a
pause students have in which to think. Thosc teachers have every
Intention of remedyling this problem. Easier said than done!
thile wait time is an easy concept fo understandg, it is cifficutt
to stop the bombing rate pace of interaction.

However when teachers put wailt time | (pause 3 to 5 seconds
after asklng @ guestion) and wait time 2 (pause 3 to 5 seconds
after a student gives an answer) into effect, they see some remark-
able cdevelopments in the quantity and guality of student responce.
This is particuiarty ftrue for studentfs who are shy and quiet or
who have trouble thinking quickly. ‘Vhile it may take patience to
increasc wait time for all students, the improved quatity in

intellectual exchange makes the wait worthwhile.

35
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PEDAGOGICAL CYCLE: REACTIOHM AND FEEDBACK
STRUCTURE
NUESTION

RESPOND

REACT (FEEDBACK)
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STACE 1¥: REACTION

How does the typical instructor react to a student answer or

conment? Being logical professionals, we might anticipate that a
c— * % -

professort's reaction would be totally dependent on fthe quality of

the student answer. In our mind's eye, professors praise Insight-

ful answers and critique or correct faulty responses. Yet
research indicates that this assumptlon, white logical, Is not
accurate.

An analysis of teacher reactions reveals four types of
feadback used in the cleassroom:

1. Criticism - expticit indication that a responsg is
wrong. Criticism, constituting less tThan 5 percent of instructor
reactions, need not be punitive and harsh, but directiy indicates
t+hat a student comment is inaccurafte.

2. Pralse - positive evaluation and reward for successful
accomplishment. Constitutes less then 10 percent of instructor's
feedback.

3. Remedlatlon - corrective comment designed to Iimprove 3
student response. About a third of professor reactions are

remedial.
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4. Acceptance - non cvaluative reaction which simply

recognizes that a student has responced. Over 50 percent of

teacher rcactions are accceptance.

_BGX P, — —

Examples of Instructor Reactions:

Pralse: Good, excellent, nice work, great, etc. (strong
emphasis and intonation can turn cven neutral comments into
praise}

Accept: 0K, ub-huh, fine, right, yes, (sitence),
(paraphrasing/repeafing student response} - : Y-

Remediate: "Try this ... check your ... reread the
instructions ... examlpe the process you used ... recalcutate
this aspect of the problem ..." (impticit, rather than explicift
criticism, coupled with direction for itmprovement)

Critliclize: "Mo, thatts not right, wrong, incorrect, bac job.

lost teacher reactions fall into a single category: cccept=
ance. Fairty typical acceptance responses would incluce “ORX",
*Uh~-huh' or simpie silence. These iaprecise, noa-specific, even
bland responses are characteristics of most elementary, sec.ondary
and postsecondary classrooms, and represent one of the major
barriors to more effective teaching.

From grade school through graduate schoot, most tcacher

feedback can be described as diffuse and imprecise, setting the

tone for an unstimulating, rather ptlacid, classrocom climate. This

problem is reported in a number of recent pubiications on American

cducation. Theocore Sizer, in Horece'ls Compromise., descrites the
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33
classroom environment as "tranquil and bltand." John Goodlad in

A Plage Called Schoeol writes about his observaotions this way:

The emotional tone is neither harsh and punitive nor waram
and joyful; it might be described most accurately as flat
. .i. [Tlhe classes in our sample, at all levels, tended not
to be marked with exuberance, joy, laughter, abrasiveness,
praise and corrective support of Individual student
performance, punitive Ieacher behavior, or high
interpersonal fension.)4
Classroom Dialogue |l on pages xx offers some falcty typidal
examples of this acceptance feedback. Teacher reactions fto
student responses In that dlalogue are summarized below:
0K
Yes
oK
Fine
Atl right
Hmam
Uh huh
Fine

Uh bub

33
Theodore Sizer, Horace's Compromise: Theg Dilepms of 1be
Apericap Hligh School. Boston: Houghton Pifflin, 1984,

34
John GCoodlad, A Place Called School, 'ew York: McCraw
Hitt, 1984, pp. 108, 112,
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All of these reactions fall Infto the acceptance category.
Research indicates that at the college level, over half of the
instructor's reactions are simple accepfance.55 Hhile there
certainiy are appropriate times to use non evaluative reactions,
there are rcasons to view this heavy reliance on acceptance as a
problem.' Teacher effectiveness research indicates that specific
faedback Is important for student achievement. Educational
researcher David Berliner writes

Substantial use of corrective feedback in the academic

areas, contingent praise for correct or proper behavior, and

the use of student’s ideas as a way of letting students know
— * .
that their contributions are valued, al! show positive

relations to achievement and attitude . . . Criticism, as a

form of feedback, if emotionally neutral, has been found to

be accepted by students, but 1t has leng been recognized
that sarcasm anc¢ personal attacks are negatively related to
achievement and should not be used as feedback for
inappropriate behavior.36

Jehn Coodled says learning appcars to te enhanced when
students understand what is expected of them, get rccognition fer

35
Dawn Thomas, "An Analysis of Sex Differences in

Teacher/Student lInteraction in Elementary/Secondary and
Postsecondary llathematics/Science, Composition/Literature/
Lancuage Arts Classrooms," Doctoral Dissertation, American
University, 1983, See also, Myra Sadker and David Sadker, Final
Report, Project EFFECT (Effectiveness and Equity in College
Teaching), VWashington, D.C.: Fund for the Improvement of Post-~
secondary Education, 1985,

36
David Bertiner, "The Half-Full Glas : A Beview of [esearch

on Teact 'ng," p. 71.
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their werk, lecarn quickly about their errors, and receive cuidance
37

in improving their performances.” Clearly the reliance on

acceptance responscs does not provide students with the kind of

specific and helpful guidance related to effective teachling and

ctudent achievement.

Precise instructor reaction is relatively rare, and the dis-
tribution of teacher teedback is far from equitable. To begin
with, since approximately half of the studenis in 2 typical college
classroom are silent, non-participating students, natureally they

- % .
neither receive nor benefit from teacher feedback. fut for those

students who are participating, males are more likely than femates
to receive precise teacher reactions. 'hether the teacher is
sraising, criticizing or remedlating, male students are more

likely to be the beneficiaries of these more vetued and useful
38 _
classrcom interactions.

ipproying the Pedagogical Cycte: Sirzlegies ang Chservatlop

Jechpigues

The following section includes suggestions for improving
each of the four stages of the pedagogical cycle as vell as

observation techniques for assessing each stage. Since observing

37
John Goodlad, A Place Called School, p. t11.

38
Dawn Thomas, "An Analysis of Sex Differences in Teacher/

Student Interaction in Etementary/Secondary and Postsecondary
Mathematics/Sclence, Composition/Literature/Language Arts Ctass-
rooas, " Doctoral Dissertation, American University, 1983. See
also, David Sadker and Myra Sadker, Year 3 Final Report, Promot-
ing Effectiveness in Ctassroom Instructicun,
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one's own teaching presents some diffliculties, several strategies
are suggested. Video or audio taping can be useful in recording
teaching for later analysis. Vorking with a colleague offers an
even less cumbersome way to observe and record cltassroom interact-
ion, and wcrking in pairs facilitates instructional improvement

in two classrooms. Whatever technique is chosen, objective
observation is a key step In understanding, evaluating and improv-

ing instruction,

2IRUCTURE
t. Yrite out your structure and make certain thatft it
includes all the key components (lotivationy objectives, etc.)s.

Practice using a written structure in class and compare the
results with classes you teach without such a2 written structure.
After you have completed your structure, ask your students to
paraphrase what you said. Have they clearly understood fthe
purposes, dlirection and examples? Are they notivated and
prepared to learn the material?
2. Yrite out and distribute the objectives for your fcsson.
At the end of the class, determine if your students have achieved
these objectives.
3., Ask a colleague to observe and react to your structure.
Questions that the observcer might address include:
Did the structure ... review prior tearning?
(anc¢ substructures) provide complete objectives?
include a transition?
motivate siudents?

present clear direction?
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include retevant examples?
reflect the instructor's interest in

the content?

include cltear explanations and examples?

4. A significant part of structurc occurs before the pro-
fescor enters the classroom. Students choose seats because ot a
number of reasons, and sometimes these rcasons are detrimental to
effoctive instructicn. Some students sit together because of
friendship, while others seek the far corners of the classroom to
avoid attention and interaction. Research indicates that race,
and sex may also be factors influencing seating preference. 3

imbalanced seating assignments tead to imbalance in class-
room interaction patterns. Studies indicate that students seat-
ing near the teacher are more likely to be involved in classroom
discussions then students seated further away. Students who
distance themselves from the instructors are effectively limiting
their role in the classroom and reducing their learning opporfun-
ities.

Analyze your cfass seating patterns Oy drawing a seating
chart indicating the race and/or sex of each stucent. Do you
detect patterns of segregation? If segregation does appear irn
your classroom, you may want to be discuss this - or even 10
assign seats. Some professors find It useful to explain the
purpose of the assignments and the need to promote not only

integrated learning, but an integrated socliety as well.
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QUESTIQNING

1. Through an audio or video recording or the participation
of an observor, record the distribution of questions. Also note
the classroom attendance (a seating chart refiecting the race and
sex of each student is an effective technique). Each time a ques-
tion is asked, record¢ the student receiving the question. Compare
the distribution to the actual attendance in the classroom In
terms of:

a8 - racial differences

h - males and females

¢ - areas of the room receiving unusually high or low number
- * L Y

cf questions

d - salient or silent students

2. Agaln using the techniques described above, record each
question asked In the class,
a - How many questions were asked?

b -~ What is the ratio of lower to higher order Questions?

3. For each question asked, indicate whether the student
responding has voluntered the response or is being called on
without volunteering. Using a seating chart, a simple "V" or "N*"
could indicate each ftype of participation. Examine the relative
emphasis the insftructor places on voluntary versus non-voluntary
participation.

a -~ Does the instructor depend on only one type of
participation?

b - Is there a difference by race or sex or seatlng in who

volunteers and who does not?
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¢ - Does reliance on voluntary responses result in an uneven
distribution of questions?

4., For ecach of the observations, a student (not in the
class) as well as a colleague can be taught to obscrve and record
these data. Using a teaching assistant, for example, can
considerably increase the opportunity for observations.

5. Data produced through thesc observations may suggest a
number of areas for improvement. For example, .he data may
indicate the need for:

a - Developing more questions for use in the ctassroom.
(Perhaps writing out a number of questions before the class might
assist this effort)

b - Preparing a greater number of higher order questions

¢ - Distributing questions to students not Involved in the
interaction with particutar attention to any racial or gender
group omitted, as well as atfttention paid to geographic areas in
the room left out of the interaction

¢ - Reducing reliance on students who volunteer and more
intentionally calling on different stucents for responses

e - Reducing the saliency ¢f some students white transform-

ing silent students into participating members of the class

BESPOND
. Through mechancial recording or the participaticn of an
observor, determine the fength of walt time | (after a question

is asked) and wait time 2 (after a student response is completed!}.

" (Obviously, a digital watch or a second hand is required.) One

sacond or less could be recorded as a “1",., The first walt time
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. could be written as a numerator and wait time 2 as a denominator,
e.q. 1/1, 1/2 would indicate two questions with wait time ! only
! sccond or less for both questions, and wait time 2 as one
second or less the first time, and 2 seconds during the second
question.

Simply listing the fractions representing wait times ! and 2
provides interesting data for analysls.

a - How long is the typical walt time?

b - Is there a difference between wait time ! and 27

c - How often does wait time reach or exceed 3 seconds?

- . .
2. Rather than simply listing wait time occurances, 2

seating chart could be constructed and each wait time fraction
could be written on the seating chart to correspond with the
stucdent recelving the wait time. After the class, the distribu-
tion and length of walt times could be evaluated. The following
questions could be investigated:

a ~ Are certain gender or raclal groups receiving longer or
shorter walt time?

5 - Do certain satient students receive longer wait tine
than others?

c - What are the characteristics of students who receive
fonger waitt time?

3. Some instructors adopt self monitoring cues to slow down
the pace of interaction and increase wait time. For example, &n

instructor can ask a question, and with hands behind back, deli-

berately tap three seconds before calling on a student (wait time
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1) or before reacting (walt time 2). Other instructors develop
similar physical reminders or behaviors to increase wait tine.

4. One reason why wait time may be brief might be attri-
buted tc a high rate of lower order questions. iait time is most
appropriate when used with higher order questions which require
more thought before rcsponse or reaction. If the level of most
questicns remains lover order, the instructor may want to refurn
to the previous stage of the pedagogical cycle and work on in-
creasing the level of questions. lait time is far less effective

in a class cominated by tower order questlions.

b

BEACT IO : 2.

1. Each teacher reactioa can be recorded using the
categories Praise, Accept, Remediate, Criticizel.

a. Does the use of acceptance constitute more than half of
all interactlions?

b. What percentage of reactions are praise, remediate and
criticize? Are any of these three more preclise reactions rarely
used or not used at all?

2. Using a seating chart, record vho receives each category
of reactlon (using P,A,R,C to denote each of the categories).
Analyze the seating chart to detftermine:

a. tlho receives precise reactions? Is there a difference by
race or gender as fo the likelihood of receliving precise react-
fons? s a particular area of the room more likely to be found
with precise reactions?

b. How can you characterize the students receiving praise?

criticism? remediation?
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3. lIncreasing walt time 2 should assist In developing more
preclse rcactions. t!ith more sitence after a student response,
instructors have the opportunity to evaluate the response and
provide precise feedback. Improvement of wait time in stage 3
should facilitate improvement of precise reactions In stage 4.

4. Assess the appropriateness of the reactions. Does a
quality answer receive praise? Does a weak or incorrect answer
recelve criticism or remediation? Are instructors reactlions
related to the quality of the answer?

5. York on developing and increasing one precise interac-
tion at a time. Perhaps pralse can be used initially. MWHake a
consclencious effort to praise partlcutart{ﬁgood answers. Dev;}op
a variety of praise words. After this is accomplished, branch
out to other precise interactions, developing a repetoire of
words for remediation and criticism.

6. Examine who is receiving and not receiving precise
reactions. Develop a plan to involve all students in classroom
interaction and to increase the precise reactions given to all
students.

7. A higher frequency of acceptance may reflect an
unchallengling classroom environment. Questions associated with
"OK" responses may be bland. HMore difficult and challenging
questions are more likely to result in pralseworthy student
responses, or responses which need to be corrected or improved.
if the level of acceptance responses in a class Is high, the

fevel of questions in that class may be low.
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Where Do ke Go from Herel

Recommendations for Change

The story Is told of a state legislator who upon hearing
that the typical teaching iload at the state university was 12
hours, remarked, "tel!, that seems tc be a falir day's work."
hat most people outside the university do not realize Is that
time spent In the classroom is only part of a professorfs teach-
ing duties, and teaching is only part of a professor's unijversity
responsibilities. The phrase "publish or perish” (in times of
retrenchment, "pub!ish gpg perish™) has alerted most people to
one of the pressures of life on campus. Buf other time demands,
such as the never ending array of commlffee;, meetings and pap;;
work, are rarely appreciated by the public. in fact, a recent
survey of college professors reported that 66 percent indicated
their greatest concern was "having too much to do."sg This self-
report was confirmed by Caplan and others (1980) who studied
twenty-three occupations and found that faculty members work the
most hours of any of the occupations examlned.40

Many cemands on faculty time is just one of the concerns
expressed. Low satary, conflicts between teaching, service and
scholarship and the lack of administrative support were other
frequently cited areas of distress. But on the positive side of
the ledger, faculty members reported satisfaction with the oppor-

39

Kenneth Eble and Witbert McKeachie, lpproyling

Undergraduate Educatlop Ibrough Faculty Developgmept (San
Franclsco: Jossey-Bass) 1985, p. 165,

40

R.D. Caplan et al., Job Demapds and Vorker Health (Ann
Arbor: tnstitute for Social Research, University of Michigan),

1980.
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tunity to work In a learning environment, a sense of accomplish-

- 'menf associated with their efforts, and a feeling of independence
in their jobs. Many of the concerns and satisfactions expressed
by faculty are potential building blccks for improving teaching
cffectiveness. Today, these building blocks, rather than being
put to use, lay scattercd and ignored.

On most campuses, teaching does not rank very high either in
terms of institutional resources or faculty interest. Referred
to as a “"teaching load", instruction is often viewed more as a
burden than an opportunity. Faculty members are hired with more
attention pald to their schotariy activities than their teaching
skills. As Willlam Arrowsmith noted, feac;ing is not a majorsér
even minor focus of "the pinched professionalism of the graduate
schoo!."

The following recommendations are directed at instifutions
as well as faculty members in an attempt to move teaching from
the periphery to center stage in higher education. This effort
wil! require organizational support and encouracement as well as
faculty commitment. The recommendations provided here are not
directed at reducing scholarly or professional activities beyond
the classroom. Rather, they are directed at improving teaching,
providing faculty with resources and rewards for teaching well
and providing students with as effective an education as possible.
in the words of the recent Carnegie Report on Higher Education:

The joy of teaching, engaging the intfellect of students,
and the satisfaction of participating In the building of an

institutlon of higher learning - these, too can and should

be a source of fulfitlment as great as seeing one's name in
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print in the pages cf a professional Journal or hcaring the

applause of one's fellow scholars at a professional
41
meeting.

Recommendations

e Teachling should be valued as much as research, scholarly
activies, publications and grants.

institutions should establish a procedure for assessing
teaching effectivness. Procedures might Incliude student,
collegial and supervisory evaluation of teaching. Merit pay eos
well as promotion and tenure decisions should be based in part
upon teaching effectiveness. Insfifufions-;hich recognize T
research and scholarship may want to award similar recognition for
excellence in teaching.

e Faculty development and resources should focus on
instructlonal Improvement.

Faculty development opportunities shoulid become a regulear
part of the postsecondary institution. 'hile elementary and
secondary teachers are provided training befcre and during their
teaching careers, the currenft "sink-or-swim®" phiftosophy which
characterizes most colleges and universities represents an aban-
donment of even minime! crganizational responsibitity for promot-
Ing effective teaching. Organizatione resources such es research
grants, travel funds and sabbatical leaves, while appropriate and
appreciated faculty development opportunities, fall far short of
what is needed to improve teaching. Focused efforts, such as

41

Ernest Boyer, College - The Upndergraduate Experignce in
Aperica (Mew York: Harper and Row), 1987.
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. teaching clinics, in-class observations, teaching demonstrations
and actual practice with a variety of feaching skills and strate-
gies shouid be provided for faculty members. Such teaching ctinics
and classroom observations could be made not only a part of orien-
tation for new faculty members, but as an opportunity for tenured
and senior Instructors as well. Classroom teaching can be improved
most effectively when teaching is the direct focus of faculty
development, and not a iIndirect and secondary beneficiary of an
awvard of travels funds, a research development grant or a seminar.

e Higher Education Institutlions may wish fo Institute
teaching grants. - . 2.

Al though research grants are fairly common on cotlege
campuses, grants to improve teaching are less common. Such
grants could support release time for talented instructors to
work with thelr colleagues, time for faculty members to observe
different teaching styles or attend activities directly retated
to instructional improvement. Such grants may also serve to
promote aiternative teachinc styles and environments, approaches’
which depart from the traditional and predictable lecture-discuss-
ion format of the typical college classroon.

e Colteges and universitles should disseminate Information
concerning educatlon research and teaching strategtes on a
regular baslis.

Although professors are usuatly well trained in their academic
disclpiines, many know very littlte aboutf the research on feaching
and learning. Educational research on teaching effectiveness,

innovative teaching programs and strategies for improvement should
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be shared with faculty members through publications, regutar fac-
ul ty meetings and special meetings devoted to Iimproving teaching.
e Improving lastruction on campus should be a cooperative,

long term effort.

Co’tege teaching will not be significantly increased through
a single activity. Substantive charge will not occur if the effort
ls perceived as a short-term "fad"., It will take institutional

resources and rewards over a number of years, combined with faculty
participation and commitment, to establish long term improvement
In teaching. A long range program, staffed by appropriate per-
sonnel, witl be required.

The faculty must also be directly inv;;ved in this efforft.
for faculty ownership is éritical to the success of such a program.

If faculty members participate in the creation and implementation

of such a program, it has a far greater change for success.
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