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sTeacher Attitudes, Teacher Education, *Teacher Education Curriculum, Teacher Evaluation, Teacher Guidance,

Teacher Interns, Teaching Methods
This b-week Iinstructional program designed for University of Pittsburgh

English-teacher interns emphasizes the development of attitudes and skils necessary
for student-oriented teaching. From six core principles of learning, a set of course
objectives is derived, and_ five self-contained units designed to achieve these
objectives. are presented. The units attempt to guide teachers (1) to identify and
explore their attitudes toward students and toward themselves as teachers, (2) to
analyze two confrasting styles of teaching and to identify the effects of discussion
and teacher questioning patterns upon the roles assumed by teachers and learners in
each situation. (3) to increase the amount of student talk in classroom discussions, 4)
to increase the number of 'high-level” questions they ask while improving the clarity and

precision of their question sequences, and (5) to evaluate their own teaching

performances and to establish realistic future teaching goals for themselves. (LH)

s TS T 2

RS R R R e e ey RO

P A P Y o Tt

T i & e

o, ot TR v k.

B T Y S L o P PR




A R B R R e
" R R R L R R IR R A S R e

A R P IR I AN R P 2 =

) N g AT W AR TS B R 1 A B

st et A e i e D)

1S, DEPARTMENT OF HEALTH, EDUCATION & WELFARE ‘ :
* OFFICE OF EDUCATION ;

THIS DOCUMENT HAS BEEK REPRODUCED EXACTLY AS RECEIVED FROM THE
| PERSON OR ORGANIZATION ORIGINATING 1T. DOINTS OF VIEW OR OPINIONS !
" STATED DO NOT NECESSARILY REPRESENT OFFICIAL OFFICE OF EDUCATION -

POSITION OR POLICY.

AN INSTRUCTIONAL PROGRAM TO ENABLE

ENGLISH TEACHERS TO IMPROVE DISCUSSION SKILLS

TR B T e T MR R RO
PR R T TR TR AT AR S NIRRT e e T e

RRELTE D P TR M R

by
Janet S. Cross

VR L B T A R L RS
L Paith R et A

R e T b L L

e i e -

.
T s e

ey

L

k-
¢ P
E MC P SR .
* et N . )
AruiText provid c ’ coroEs A wooa : .
7

¢
i
b
8
SURTIRY TV




"'ﬂ”J mwp#

N RN XS r, HOITAE SRR by R DRI by I g iy il ek I AR r ot s Ty TS % T i R
i R S T R T SRS Ao S PR T 2 R i e SR A e ¢

3
i ¥
y
' 1
4
. i ;
. b
) | N ]
4 . - E
‘o P ' i
. K
o . hY 5
W 1 ) l‘i
: 4
N : ‘ K
X . |
b |
: .- ‘ ¥
’ e
! ‘ i
. . o3
v c
i
‘. ~ §
\ > 3
) 4
+ “1
h
4
Ve

: l o | - “ A, Context and Limitations - R

S It was the findings derived from the Pilot Study which generated

the Instructional Program. 'I’heref'ore , the resulting syllabus 1s construc- |

B ‘ted within the framework of time, orgamzation, and personnel limitations _

. . of the original Pilot S‘cudy. The Tnstructional Program is designed for '-”‘:- ;

a duration of six weeks, with three 51xty-to—n1nety-m1nute class meebings s
per week. The teachers enrolled are liberal arts graduates in English in . .-"7 . )
’ a fifth-year Master of Arts in Teaching Frogram. """Concurrently » these -
| : ' beginning .English 'teechers are also engaged in an intensive six-week prac—
} ; tice teaching experience which provides them with a hi'gh‘ school classroom -
% ‘, f""'.“ ";+  in which to develop and practice skills studied in the Instructional Pro- e
" gram. Finally, the revised course includes both formal coursework and “ o
‘, individual instruction designed to complement and reinforce the experi-
§ -, ences of the formal classroom. ST : : | ‘.
2 I It should be understood that thovgh the Instructional Programwas . .
| "'planned within the above f‘r'amework it can eesily be ,.modif:ied and adapted
: %o fit any of several other organizational patterns: | | - |
= ,; l .as a longer full-semester or full—quarter English methods | :‘j
? :3 | course taken before the teacher has been in the classroom f‘or' g
%3 o . _':practical teaching experience; . -+ . B
‘ ; L “ 2 as a longer full-semester or full—querter ;Ehglish methods B ;
3 o ’ | " course taken during the teacher's practlcal teaching experi- -
» e ., ~ v ence with the instructor serving-as elther the sole supervisor
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(common, within an internship situation) or the assisting
supervisor (common, within a student teaching situation where
the cooperating pﬁblic school teacher has primary responsi- ' g
bility and daily contact); | . ;
3. as a longer full-semester or full-quarter English methods
course taken during the teacher's practical classroom experi- ;
ence but without fhe possibility for concurrent supervision
from the instructor of the course; or
4, as a full-semester or full-quarter Ehglish methods course
taken after the teacher has been in the classroom to teach.
Time, student, instructor and experiential differences may require opera-
tional modifications in the syllabus; the basic objectives and thrust of

the syllabus, however, can remain constant regardless of the situation.
B. Organization of the Syllabus

Like the Pilot Study, the Instructional Program is organized .
around learning principles from which objectives and procedures are
derived. Techniques for evaluating achievement of those course objectives
follow the procedures. The initial section of the syllabus focuses upon

gix core principles of learning and a set of course objectives which

derive from each principle. Two principles are retained from the Pilot

O

Study and four are added. The learning principles are general in nature

TR ¥ e

because they are intended to operate not only for the instructor in plan~.“
ning the learning for the teachers in the course, but also for the teachers
in planning the learning for thelr secondary classrooms. For example, the
learning princible.which states that""Goa1~setting.by the learner is an

important motivation for learning" points to. the fdilowing two parallei

LI ," » o

objectives: | =~ N 3 . | :

SR R T i B e e

oot e ot S ol BB St S J T L I T o T T e L R " B Ty TN it bty AN o Ntk 4 PR SIS P TS e e i




e A T R T R s A N Y R A S T O R T B S T oy WA e R R e PR IR R EN A WS UTAR L SR RIS IR SR S e O s e

PR

W T T T AT AT W N T o TR TIRNIN L R TI T TRITRR

i o A o i it S i, i

\) ¢ ek a AT AE AH RIRT T AL &S

|
1. The Instructional Program instructor will increase his flexi- |

bility. first in accepting and then in encouraging a variety of .

e e - . goals désignéd by his teachers. He will experiment with meth-

.ods of checking himself againit any tendency to direct too
forcefully toward his own prefErrea goals those teachers who
are cépable of establishing their'own goals.

2. These teachgrs in turil will increase opportunities for indi-
vidualized student goal-setting and planning based upon the
students’ needs and abilities. They will not require all
students to engage in the same activities and meet the same
reduirements,

Throughout hls teaching of the Instructional Progrém, the Instructor
should make clear what learning principles are operating so that the teach-

ers may examine closely these principles and their application to the

secondary classroom.

The objectives ot the revised Instructional Program differ from

those usually established for English methods courses in thelr emphasis

on exploration and developmeht of attitudes and process skills rather than

. on a learning of content from which attitudes and process skllls are

assumed to develop. The objectives relate-closely %o one another. There-
fore, their order of presentatlion does not indicate that'objectiveérA and
B, for example; must be reached before C. However, the order indicates
that attainment of any one objective may result in greater likelihood of
reaching subsequent objectives. Similarly, if the majority of'objectives
in Segment One are reached, there is greater probabllity of attalning the
objectives in Segment Two because they are specific manifestatlons of
attitudes developed in Segment‘One,
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The course procedures are divided into five segments which are

-:self-contained'units. Although the'order'of‘these five segments 1is in-
.. tended to be chronoiogical,'as indicated above, an instructor might have ,'
".reasons for varying the order. Purposely, the procedures are expiicit _
enough that an instructor can follow them precisely and have the knowledge .
that another instructor, has ‘tested the effectiveness of most of them.

Thus the attainment of the objectives becomes less dependent upon chance

1
'y
s.,

Pilot Study.
Each of the five segments is divided into two parts: (1) those -
procedures which are formal coursework activities for all teachers and
(2) those procedures which are individualized activities. The investi-
d‘gator believes that this second part of the Instructional Program is
"‘ essential to goal achievement, not simply supportive of goal achlevement.
- From the series of recommended individualizecl -activities, the instructor [;
~ should select those wnich.are appropriate for each specific teacher ip

reaching the major course objectives. The activities recommended are not .

inclusive so each instructor is encouraged to devise other more appropri~»¥d‘

ate ones for his particular teachers. Likewise, the instructor will
. probably not use all suggested activities with all teachers. Although
the activities parallel segments chronologically, they may be used‘at any
ytime during the formal coursework. Timing depends-upon each'teacher's j

need and readiness.

Throughout the course description, the investigator's concern is f;q

to present enough detall that the reader's posslble questions are antici-
pated and discussed, but to avold so much detall that the writing is
- eonfusing or monotonous. Finally 1t 1s hoped that'the&feader wlll not-
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"~ and more dependent upon previous experimental findings as reported in the ‘*"
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S " Jjudge this course to.be too restricting for his use, but instead will '

,ff;fkfﬁg.proceed creatively and flexibly to modify the recommendationsto fit{his_?

-a;f?;“’ . particular needs for his particular teacher trainees.
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©iTTwit -0 . C. ‘Syllabus of the Instructional Program’ L, e
4. " 1. Principles of Learning and the Derived Objectives

e - . S

| Learning Principle I

;f‘;ynz S Ilearning is self-enhancing in process for the learmner. Therefore,.’%zﬂ
fﬁﬁ;} L7 only when the learner perceilves meterials and activities as having an

o wﬂf'~.“i: dmportant relationship to his interests and values will he make behavioral

The obJectivee for the Instructional Program derived from this

|
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fé:é&:“ g ;;‘ A “Teachers will demonstrate an increased concern for determining i
oY L5 thelr students' motivations, abilities, and needs, by more :
.}:ggj;?;;:;jiffji *jﬁffffrequentmention'of students motivations, abilities, and :
.3‘}};'%f§¥i;;;_ff;€jff needs in lesson plans and in class and/or supervisory conver- |
'915%5 ':f . : JA.;QL:fSations.'\Concurrentlys teachers wlll demonstrate a decreased ;
1 B N ST _ * i
;ﬁ{jEFZ;?f}§> ; F*Lfkwif; concern for their own interests and needs by less frequent TER
,j f?f:.u ffd’(;ﬁ’;‘. “’mention’in-lesson plans and in.conversations of these interests,?:f‘zé
%;~;jfj;.;}”fif;f; ) | and needs as the primary basis for plamning and teaching. ;1 %
f: 4:5;1‘“*{: L B Teachers will recognize the need to establish wilth students Eé
a;;f:itjgff”'{ijlfﬁfgone-to—one relationships that will reveal student interests, ”“,' ;é
B . "% abllities, and needs; beachers will therefore () plan indlvid- -

. ‘ f‘i?ff;f ;"m;f{fﬁual“conferences with students either in-class or outside~-class; ; g
o P L "(2) glve individualized tasks and assignments based on knowledge . ;
"‘i R i. ‘of interests, needs, and abllitles gained from these conferencesiﬂ,”:é
0 4T U with students; and (3) arvange opporbunities for meeting, |
5 . vt RO L A . ot %




‘palking, and working wiph students in contexts other than
academic ones.

Teachers will become better listeneré in their classroom

and will evidence (1) an increase in the number of questions
ihitiated in relation or reaction to the ideas expressed by
students; (2) an increase in @he quantity and quality of
direct evaluation made of the ideas expressed by students;

and (3) an increase in the facial indications of class atten~

tion to student contributions.

Iearning Principle II

That learning which is most meaningful requires communication
among learners of alternative ldeas from‘which tpey can make and test
choices. Therefore, the learner should be an gctive participant who
develops, expresses, and evaluates his ideas and who listens to and

| evaluates the ideas of others. The objectives for-the Instructional

Program derived from this Iearning Principle state that:
Al Teachers will increase their skills in observation of student
l.classroom discussion behaviors.
B, Teachers will become increasingly student-oriented in their
planning and teaching. They will plan classroom activities

 that require more student doing and talking and less teacher

"‘doing and talking. They will provide classroom atmospheres ,,’
which stimﬁlate and allow students to develop thelr ideas
: B fully. And they will learn to use in their classrooms tech=
niques which increase the amount of student talk, one of the

. most valid indicators of student participation in the learning
process.. . ‘.. o Pl
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. Learning Principle III

aLearping which'develops thinking skills 1s more useful and meaning- E

- ful than iearning whichvaccumulates facts. Therefore, 1f the learner is ,':. . 'é

to develop conscious skills'ofllearning,.he must be fully aware of the | ‘é

~logic and sequence of the steps,which hetfollows in that learning. The é

objectives‘for-the Instructional Program‘derived from this Learning Prin- - f

ciple state that: | f

! o A., Teachers will learn to distinguish between representations ?
o ‘ ,'of student fact—recall thinking and those of high-level

. thinking. ;

B; iTeachers will recognize that thelr discriminating use of the .i

,‘:'fact-recall question and the high-level question controls both ?

" " the quantity and quality of student thinking. They will then
'i*work to ask more high-level questions in classroom discussions. >4Q '}

;'K$: o wC,fZTeachers will participate in the complex process of formulating

:f;clear, appropriate questions’ and substituting them.f ambi.gu~ k
L ‘E’ous questions. | ' l
E 1,fgf} pD;flTeachers will determine that their reactions to student respon- - Z

" " ses influence both students' attitudes toward learning and also
'T'their thinking experiences. They will, therefore, work to
" Improve ‘their reacting techniques,withiﬁiclass discussions. ‘i‘ﬁ>i ?f§

Repetition under conditions of reinforcement contributes greatly ‘va';fﬁ

to a learner's acquiring of desired skills and to his overlearning of - *-",v? f
those skills su&iicient to insure retention. The learner should therefore E

have ample Opportunities;to7practice his skills in'a variety_of contexts,
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:
| The objectives for the Instructional Program derived from this Learning —r 1.
-+ Principle state.that:. | B '5
‘- A. Teachers will bé called upon frequently to distinguish be- i
; o .  tween fact-recall and high-level queétions in a variety of | i
EI : o o " contexts--the Instructional Program itself, their own class-
» rooms, and the classrooms of other teachers. L
B. Teachers will be called upon frequently to write fact-recall
z | and high-level questions for a variety of contexts--the Instruc-
tional Program itself, their own classrooms, and the classrooms *
. "“of other teachers.
" . C.‘ Teachers will be called upon frequently to observe and test
& ; | - for their effects upon student ‘behavior a large variety of
teacher verbal reinforcements. |
j : Learning Principle V
> Geal-setting by the learner is an important motivation for learning;
: ';-%fz{uétion 1s a continuous process‘ which leads tc; goal-attainment and flxc'-‘
4 ther goal-setting. "The learner should therefore develop an ability to
;. ” " choose his own goals and evaluate his progress toward them. The objectives t
for the Instructional Program derived from thls Learning Principle state '
o that: - L
“ i c . A, Teachers will ldentlfy vtheir current patterns of questioning '
© .. and reacting technigues and will then devise behavioral objec 4
: 1 A 7 tives for eliminating those patterns which are ineffective
a . .and strengthening further those which work. |
‘ : B. Teachers will assumé primary responsibility for plamning,
) | | " executing, and evaluating the general classroon operat‘ion of , f
" their omn classes.. ER N L
- :;
- i
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‘. 'ft.vTheyf.- will commit themselves.to making changes in their

~ation of learning activity in their own classes and then .

- ) - . EN

-set ‘for themselves goals 'for' thelr future teaching con--

. slstent with those student evaluat'ions .

'I'hey will learn to’ use a supervisor not as the source of'

v o
- N
A
A.,\.,.,‘

‘;-,jfask more and better questions during: super\,}isorfy' confer-'

.o .
»

problem—solv:.ng 'Ihe lea.rner theref'ore will ‘see hlS experimentation w:x.th‘

x«‘
. ¢ . - . . . . - *
.. A g . . Lo - . et .

pos:Lng problem questions as an :meortant first step 1n problem--solv:.ng..

A ._ . PN .

The ObJ ectives Afor the Instructlonal Program derived f‘rom this Ieaming

problem—solvi_ng approach

e . . . '

classes and in conferences s aboutJthe methods and learning

e ewt

o




A I - Ay b
dutcomes of problemrsolving teaching, thus demonstrating the
o attitudes of inquiry and openness both of which are vital to f‘f"'_'
learning the skills of inductive teaching l
B Teachers Wlll increase the number of problem questions that

‘”“ithey pose for students and for themselves.

These six learning principles and their derived obJectives are mh

intended to develOp teachers who can demonstrate a student-centered style =
;of teaching | | | B y
| l. _This teacher sees the teaching-learning process as.an impor-gig;fﬁf'é
Lé%?%fﬁfiiw“ﬂ‘ tant interaction between teacher and students. He has al- ) : F

.. aready observed and thought about students' attitudes toward .. .
- school, English teachers, and the world around'them; he sees "{ggyghwi
| ;lakthese attitudes as key ones to build upon in instructional

: "f?planning He possesses skills of observation, but he is not.;fﬁgfisff

fully aware of the complexities of the observation process.
‘.:;5522.5 He sees’ ‘his role as a multiple one which includes the organ—,g".-'
. izing and presenting of subject matter along with other ’

‘:igtf‘equally hmpértant roles. He voices willingness to experiment

with various teaching methods.

"‘3 He sees a need to plan for students development of oral skills | ii

?in_addition to ‘the usual learnings within the content of liter-,wﬂ':

‘_,;ature, composition, and grammar and usage. He envisions a

i ﬂ;f;:broad English curriculum.which equips students with the skills

.ﬁthey need in the real world outside the classroom.v He sees
‘thhat the thinking processes which students learn and practice

B f’}*iare at 1east as important as the factual knowledge they accu--~' '
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H"T‘M.Q.He plans to.involve students actively in each lesson through o

lei e variety.of both physical and mental activities, for he

f;g‘fﬁig%{ﬁr‘.}gffiif ~believes that ‘student involvement 1ncreases the extent of

3
IE
f
.y
i
o
B
e
&

¥
<

2

w4
|

‘fffip;} learning

+

iz:ﬁ.;f'p3f¢ﬁyxf4;5 He sees classroom climate as a function of the various atti~ "

e {;;;?'[f?-} d. tudes which students and teacher hold toward each other and ".;jf?}:té
K ‘;:'Vtoward themselves. Theref'ore5 he sees as Important the o . é
?7ifl}l ;t:gﬁipé.fostering of one-to-one relationships among the students E
e e ii‘t;;fthemselves and between the teacher andvstudent. He does not '%:?:G--E
. . - Ei!want all control and decision-making to reside in the teacher,"‘ -
' i even though classroom order may sometimes suffer as a result.
In contrast, the Instructional Program 1s intended to discourage
5; ~ the development of teachers who_can demonstrate only giteacher—centered |
0 style of teaching ‘, - o e
PRI 'tp;;’ l This teacher sees the teaching-learning process mostly from ;nifé
o fN his point of view, from his adult world of values and inter- . ,. e
‘ . {‘:;;;ests; _He is not yet in tune with the world of the student 5ifg_iJ
; 3 ’ . | fﬂcand he .does not evidence skill in eliciting information from“ i | Ny
? _gf; | i the students whioh will put hinxin.touch with their world. T
; ,é ? t;jhiﬂ?;?f“ﬁz He sees his role primarily as that of organizing subject f? E
: %ff o o metter and presenting it to students. He expects students to'”i'j ‘
f;?;;@iﬁpéffjif;fcféijgu ‘regard him as a, competent relater of knowledge which 1s mainlyliff;;?}
S R *factual in nature and thus indisputable. Lo j- R
?f | : ;:7153;“ He sees subject matter primarily as isolated topics of litera-rifi ‘

; ’«f N ", ture, composition, and grammar and usage. He does not usually IEE.
AT o have sound reasons for teaching certain content other than its
AT .i existence in the curriculum and 1in required textbooks.- .

| LI .':.:Lfn ,‘z | : .
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'jufﬁ';'an;.vHe plans to.rely heavily on the lecture method because it is .o

..‘ff;f an ‘efficient means of presenting subject matter to studentso’.?ff' -

: -+ Of necessity, then, he himself will account for a large per- - ?

B B P ’f.centageiof the oral discourse in the classroom. His recita-

PO T : , : i - S
e 6 o TR ey s . ‘- . -,
Lot £
. ¢

!

tion questions will seek recall of the subJect matter knowledge f“ﬁgf

o presented to students.

R L U ' R
SR IR PR P 5 He sees. classroom\management and meifitenance of discipline and I

BN LA TR " . control as his two primary goals. He expects students to o
Pl el " pespect him and his directions. g

w7 Within the procedures of the Instructional Program reference will be made,ff;“" g

'~3fb'particularly in Segment Two, to these two descriptions of teaching styles, . -
"it’*'-,'a student-centered style and a teacher—centered style. It is hoped that

the instructor will refer frequently during the Instructional Program

‘to the specific attitudes and skills described as he attempts to develop
:'iiff_'.‘ teachersiwho become less;teacher—centered and more student-centered. |
o2, FiVé"Segments of theJInstructional;Progieml'l.”' f

ﬁfaiwgﬁﬁijw -  Segment One:tghpproximately OneLClass-Meeting o .";'.‘ZT‘ tit%”é;ﬁ
| .'f'~€”Controlling Objective f- B T“» : "; o 3; 3 ?5Ehfl}?

| ‘Teachers will identify and explore the attitudes they hold toward students ‘jf%fE
333];lﬁf and toward themselves as teachers.- Simultaneously, the instructor will | 3§ﬂ

d]v;fexamdne these same attitudes and determine which will inhibit or facili- |

gk;; {i;'tate the achievement of the course objectives. 3”£? 1;ff_ ”fyi3ufy<"i",f%§{}€f§

?ff?ié?f‘:;'t Procedures for Group Classwork _— o ;"l 5
;*;yétjik;_;'ﬁl. During the first class teachers take the Simulation Exercise, construc-‘i

ihﬁfff;?ffi?%?; . ted specifically for this Instructional Program, They are ‘required to - ?

"ﬁmii;f:*;f“ assume their teacher roles and to state reactions and possible solutions‘ﬂ'f?

5 o 7f’ * ‘{i: PR k E
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':.3 to.a series of hypothetical school situations. Teachers take the

exercise in-class rather than out-of-class where the uncontrolled

. conditions migﬁt9enéb1é thém to develop responses influenced by ideas_iﬂ,~, 

. solicited:from others. The exercise appeérs below and is‘followed byfﬁf u; ‘f

a short instructional note.

Simulation Exercise

Directions: = Write your reactions to each question on these sheets.
| There are no right or wrong answers nor are there some
answers which are better or worse than others.

One: of your students in the third week of class raises his hand
“and- says for all to hear: "This class is always boring--why
.can't we do something besides discuss for a change?"

a. Describe the thoughts that go through your mind at that moment.
.. . b. How could you respond to him at that moment?
© + ¢s List alternatives you would consider for future action.

- During a composition(lesson, you lead a discussion and compare two .- - '

', paragraphs. You have assigned an A- grade to one and a D- grade
to the other, but neither the grades nor any evaluative comment
.is on the two papers. The students compare them on the overhead

' projector for strengths and wealknesses. ' You then ask them to
assign a grade to each paragraph. The 20-minute discussion does
not go as you have anticipated; in fact, the majorlty of the stu- -
dents asslgn a better grade to the paragraph you have evaluated
as che weaker one. What summary remarks and/or further directions
would you probably give to the students?

~ Five less-capable students in your Advanced Standing class come to
you after school one night to complain about the amount of home-
. work which is assigned each night. What would you say to them?

.. A student talks with you after school'aboﬁt the semester grade you JP‘Qz

have given him. He believes that he has earned a B .instead of the j” .
; C. What might you say to him? ' " N

.- Your department chairman tells you after his first visit to your -
elassroom that he does not generaily approve of the small group L
organization you have used that day. He asks you to explain your = . ..
reasons for.using small groups instead of the one large group. L
What are your reasons? | ' |

Which of the following novels would you ¢hoose to teach as the
first novel read this year by your eleventh graders? Assume that
they“allfposses§,the;necessary reading level for each novel. List




B e

f;;f§;8.37Your supsrvisor suggests that you plan a two-week unit for your
%oy o ninth grade "regular" students which involves them in library
e research and independent study. |

the reasons for selecting it rather than one of the others.
. (Indicate which of the novels vou are not considering because
' you have not read them. ) | A , o
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' Instructional note:

~a.’  Walden
b. ' The Scarlet Letter K S ‘
.c. The Catcher in the Rye - . )
d. Huckleberry Finn | Lo CEPTTU.
. e. The Red Badge of Courage B
-f. To Kill a Mockingbird ':QJ;

.'t'7.i~Your principal gives you a choice of sponsorship among the follow- 'v74ff52

ing extra~curricular activities. Assuming that you have the nec- . = .
essary qualifications for handling all of them, which one would ~ . .
you select? (If clarifying descriptions are important to you in . "
_ substantiating your choice, designate hypothetical details.) B
7 What reasoning determined your selection? o SERETENF L

‘a. ticket-taking at evening basketball games , AP f

b. Student Council sponsorship . , L
" c¢. American Field Service sponsorship - e
.. d. .coaching of an athletic team | IR
. e. sponsorship of a club related to your academic teaching S

a. What positive learning outcomes might you anticipate?
b. What problems would you anticipate?

The Sﬂmulation Exercise has two primary strengths.

: First, the situational form of the instrument helps to reveal attitudes ..

o and actions the teachers would a actually take if they were faced with

these situations. In addition, the questions it raises are open~ended
in structure and therefore allow for the widest range of possible k,'\?;
answers and expression of very different answers by the same person on |

5
i . . - :
i

‘each measurement. For example, the following responses, or. their =~ . . o

f'ffjapproximations, to_the‘first situation indicate that the teacher lacks

a student—centered orientation: | , :f L

¥
«
voos, '

a.. Describe the thoughts that go through your mind at that moment.

4+ 32=I'11 have to talk with him after class and et hin know he's .
..2 . .- not to say such things in class.: . . ..
s T——He wouldn't Like anything ve @d, "

i a‘ .
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b.. How would you respond to.him at the moment?

--I'm sorry, Bill, but you'll just have to suffer through your
. boredom. '
' ==I'm sorry but I decide what we do in this classroom.

c.r 'List alternatives you would consider for future action.

'=~Bill would plan and lead a discussion on one of the next
L few days.
' ==Bill would write out the answers to discussion questions for -
homework for one week.

:V In contrast, these teacher responses indicate a more student-centered

?
.

orientatlion:

‘a. ==I'1l have to ask Bill after class why he's bored during

wi'es o . discussion.

- =-Maybe we have had too many discussions these three weeks.

“"==I'm sorry you feel that way, Bill. We'll try something

+ different soon. Do you have any ldeas?

- -=Well, let's see why the discussions seem boring to you and
"~ perhaps to others. |

¢, =-=-L'll administer a questiomnaire to find out the feelings of
' the rest of the class.
--I'd let the students help plan some of the next activities.
Although this exercise is recommended for use here in the Instructional
Program as an Instrument for the Instructor to determine the teachers'

initial degree of orientation to students, it might also be used

effectively as a teaching instrument. For example, teachers might

approach the situations'by case study techniques. A small-group

discussion of alternative solutions to each problemnwould point out

" the complexities, rationale, and implications of making certain decisions. i'w

Many published teacher-attitude inventories are available for the

ins@ructor who wishes to have a.moreestandard comparison between teacher

attitudes at the beginning and close of the Instructional Program.
Standardized tests and inventories are particularly desirable if a
correlation between change in teacher attitude and growth in specific
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yerbal behaviors is to be.made with controls. The instructor wishing . |

to investigate any of'thésé tests is directed to the Gage Handbook of

_ Research ‘on Teaching, Chapter II, "The Teacher's Personality and

"‘Characteristics,"ifor the bibliography which reports research already

", _done with these instruments. One of these in pa?ticular, The Minnesotaz

. Teacher Attitude Tnventory (The MTAI), is suggested for use because of?"gf

its reported ability to measure attltudes that are indicative of
teacher~centered and student-centered bersonélity dimensions, helpfuli;f
,f‘ information for the instructor of this Instructional Program. Its;
" ‘Manual published in 1951 states:

. Tnvestigations carried on by the authors over the past ten

years indicate that the attitudes of teachers toward children

and school work can be measured with high reliability, and that
they are significantly correlated with the teacher-pupil rela-
tions found in the teachers' classrooms. The Minnesota Teacher
Attitude Inventory has emerged from these researches. It is
designed to measure those attitudes of a teacher which predict
how well he will get along with pupils in interpersonal relation-
ships. . ..(Cook, Leeds, & Callis, 1951, p. 3).1

-~ And subsequent lnvestigations and uses of the instrument attest to
- 1ts ability}to~establish relationships betweeﬁ the teacher attitudes

it measures and the teachernpupilwrelations demonstrated in the class-
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“room. Other appropriate attitude inven§ories nay:be}available or may .::“
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be developed by the instructor.

... ' Procedures for Individualized Imstruction -

7.7 The instructor holds a'confErénce with each teacher to explore in more

f;f;iﬁfxx':*detail the goalsﬁhe holds. for himself and for his studenﬁs and to probe

a2
* EX s

for hls ratlonale for theéé gqalé,:;Samplé conference questions follow:

.lJ.‘W. Getzels and P. W. Jackson, "The Teacher's Personality and
Characteristics," ‘Handbook 'of Research on eachig%, ed. N. L. Gage
s P '

(Chicago: Rand McNally and Company, 1963) 508. |
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1. - What goals do you hdld for yourself as a teacher? .Why do you
. have these goals? '

2. Which of your personality characteristics will facilitate your
~ progress toward these goals?

%:"B.H‘Which of your personality characteristics may inhibit your progressf‘lk'L

 toward these goals?

.
.

' Do these include both content and process objectives? What sorts

" of teaching behaviors will likely encourage attainment of these
_objectives? What sorts of teaching behaviors will probably dis-
courage attainment of these objectives? -

«i; 5., What attitudes toward learning in general do'you expect your

students now have?. toward English? toward English teachers? Why o
might they hold these attitudes? Can a teacher change student

© .. .atbtitudes? If so, how would you go about changing one of the

- attitudes you have Jjust described?

6. For specific illustrations, let's look at some of your reactions
.+ " to the hypothetical situations in the Simulation Exercise. For
instance, in situation six, if the teacher had chosen The Scarlet
Tetter because of "its introductory value to a chronological

" approach in an American literature survey," the instructor might
ask these questions: Why should students study literature chron-

.ologically? What risks are you taking in beginning the year with
readings in which characters and settings are generations removed |
from your students? What other selections might be more consist-
ent with your previously-mentioned goals of encouraging students °
to relate literature to the questions about people andliving
which they are facing every day?. ~ - - =~ . ..

Evaluation

To measure each teacher's ability to identify his attitudes voward

students and toward himself as a teacher,‘thevinstructor‘evaluates care~

fully the’content:of each teacher's comments in the individual éoqferepces; Sty

" If the teacher is unable to specify his goals as a teacher (suggested

question 1) or isrunabie to identify personality traits which\wiil‘inhibiﬁ:f‘“;’.

or facilitate his attainment of those goals. (suggested questions 2 way), -

the instructor can probably conclude that he has falled to achieve‘his

first objective for Segment One. '
.Ib measure ‘his attainment of the‘Sécond part of the objectlve for

Segment One, the instrupﬁor.should attempt to list for each teacher those
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ij,* What long-range objectives are you establishing for your students?wff}*.ﬂ
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? 'é, ﬁ~‘.ca? attitudes. expressed. in reaction to the Simulation ExerCise which will ;1 jqﬁ;izg
RIS TR ’ C
% :jf" Hf‘ either inhibit or- facilitate attainment of the course's objectives. In - f,:~?€
- %i}s‘ -L addition, he should be able to use the operational descriptions (pp. 116-18)‘ﬁf‘ é
1ﬂ€‘ and draw some tentative- conclusions ‘about each teacher's tendencies to be - é
5 I 1;f}f:;,either teacher_centered or‘student-centered. If the instructor cannot list My%
g, ﬁ: ‘liigf';specificfteacher‘attitudes or carmot draw tentative conclusions, he probably, ‘i.%
E ?iff;E:fa .- has not yet achieved this second part of the objective for Segment One. f'ggﬁfii
? ‘f‘? Segment'TWOii;Approximately Three Class Meetings L "gfﬁiwf
i?;“w 1: Controlling Objective o | ' ;«'~ v}.Af
?fijf : - Teachers will be eXposed to two contrasting styles of teaching and will "“{iff;’f
;i?:ii“ 1 identlfy the effects of teacher/student talk and teacher questioning B
-t ;f;;f patterns upon the roles assumed by teachers and learners in both discussions!iﬁiCE
*tii: Secondary ObJectives s | o b - t{&[.'
;’L{ : "_ A.- Teachers will become so actively involved in student learning - .°
véé?, A F'ﬁﬂli"l roles during discussions that they can begin to see learning
o ..+ "-and ultimately their own teaching from a student's point of B
;3‘91 ' Ff‘; ;1'-". view. , S ‘ “fé
:”i“.;q. ;Tfi;ﬁ Teachers will extend thelr expectations of the teacher's role ff
?,iﬁi -i’ B to include’ one in which the teacher (l) 1istens more than he L
JREN N TR ,
g S ;.balks and (2)- frames questions ‘that will elicit increased
}{ i%’ .'f{:~ | ./ student talk and encourage. higher levels of thinking., :i; ﬁ
;"i}f : | '{C;:fieachers will demonstrate willingness to examine technicues & %
; jé - ";-to Increase student involvement and participation in the ',;;jfé
L K e
g R learning process. ' ‘ ' E
g ﬁé : Procedures for Group Classwork - K j
‘ éf ‘ As a general introduction, the instructor asks teachers to particl- ".'é
f. " pate insthejsubsequent dilscussions as English teachers talking among 5Z‘i'ffiﬁ’;§
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"+ themselyes; they are not to.assume roles .of high school students. The
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. instructor does not identify his purposes for the next two class sessions.

; Q L 1. Prior to this class, the instructor has assigned Shirley Jackson's

,ég, "The Lottery" for outside reading. "The Lottery" is a good choice _“_f7f, }?
élﬁﬂi “ because of its previously-demonstrated interest for both English . ?
;1'5. " teachers and students and particularly because of its many possibili- C ‘i
- t1es for dlscussion on both factual and interpretive levels. In the }
f' ’f'. class, thé instructor leads a 25 or 30-minute discussion and demon- - _,%

e L

.'. 1-:'; ) o strates a student-cenbered teaching style, labeled Style I, as con- l:f

AR ,}f13~, | ; ,Sistentlyras he is able. He follows aﬁ adaptation of this lesson plan. . . .
f . v . K ‘;’
: "The Lottery": Style I |

Objective

) : ! - “Participants will search for motives behind the behaviors of
i »- Various characters in the story and will make approximations
: ., of the following statements: . \
.;y : Zf‘f,A. Mob persuasion is a powerful influence on man's behavior
; ;. B. Traditions .are often cruel and barbaric, yet they are .
: 7. carried out without question of their rationality or useful-
e AL ness; and ' | -
R T T Civilized man often.uses a scapegoat to pardon his own
o : -shortcomings. R »
L .
3y ' Procedures
i :
' The instructor asks questions 1like the followlng sample ones:

ok e
RS

1.": What words would you use to describe the townspeople and - - - Co
B L .their daily activity throughout the year? . U
Lo L0 e 24 What evidence and detall from the story led you to these

; .7 descriptions? |
S e .0 Tt 3. What words would you use to describe the lottery and the
ULy subsequent stoning of one villager? . .
' | : 4, Why then is it ironic that these townspeople should hold a
S » . lottery? ‘ - ~
o : 5, ILet's look at the attitudes of the townspeople to see if
-+ . we-can find a reason for their strange behavior:
* -a. Who says: "It isn't falr; it isn't right"?
A ' . b, What is "it"? . : C : o
B ... -‘e. Why does:she think it is not "falr"? not ."right"? . @
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L4 . o de What are the differences between "fair" and "right"? 1
e e. Are there any townspeople who voice sympathy for Tessie's - ;

Sl plea? . : i
v el - "f. Why do they then think that it 'is fair? S
oyt oo 70 6. What other reasons can you cite for their continuation of the
Vet e lottery? .
L grjrh.fjlg ~“."7...What basic human needs or desires does the perpetuation of 3
Chde e i@ the lottery serve? - :
sy e 7L 84 ¥ What traditions have you observed that are carried on today
e ©otw v - without question of their validivy or usefulness? o
o g C 57 9. In many of her writings, Miss Jackson asserts that there is
e . evil in everybody. Does this statement apply to the towns-

U A T ) people? If so, what causes this evil to take hold of them
;5‘%’4’;y7f¢” . all at the same time of year?’

oy Lo %+ - 10. What reasons can you suggest for the participation of "typical,
LT ordinary Americans" in recent anti-Negro riots, for example?
ST AU A How might their behaviors be prevented?

.
DB e s

- % L., .. Evaluation (if desired)

et o0 To measure the participants' attainment of the objective, the,
e L instructor asks the participants to list on paper the motives
e ST "they would ascribe to the townspeople's behaviors. If their

>
e Y e v ey R et e i T iy ey

ﬁ*:i o , responses approximate those stated in the objective, they have

DAL e achieved the objective. ‘ o

SER N | o b
? }£5{1.?;; " Instructional note: Throughout his teaching within Style I; the ié
i;;%si€ | - instrugtor has the following objectives which go beyond the specific ﬁi
if:gf;;f | 'ggsgoﬁiplanibbjectives: | o , | é
§32 éQif L §; ;ffp;A;?:To ask as many ‘questions as possible that elicit fully- ?
%i ‘;; N '!&?}1.iideveloped.interpretive responses from the participants; ;
?i ,éi | : :i:JLBAQJTo tfigger'interaction.amopg the participants and to with-

R . v . Cot . ’ " et l.; ,c‘;.é' .
Dbt e e R draw himself from the discussion whenever he is not needed

4
L]

f{,*"”ﬁas~a catalyst to stimulate such interaction; and

i'ﬁ;ij I fFfC.fin listen carefully to the comments made and then to ask

L ‘ ' " questions which encourage participants to evaluate or

e o+ clardify their own and others' responses.

: ;?7 2. Immediately following the first discussion, in a second 25 or 30-minute
ok ? ‘

SR . discussion of "The Lottery" the instructor demonstrates a more teacher-

”
>
. -

B centered teaching'stylé, labeled Style II, as consistently as he is

4 able.” He follows anadaptation of this lesson plan. 1
g - ‘ N ot ~ ¢
| ” ' - ’ ' ' 1

3
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mi,i;"The‘Lottery":

Style II

U opjective

-;JlPaPthlpantS will demonstrate their factual knowledge of the
i setting, plot and characters in "The Lottery."

"'{;Procedures

wa

- learn that Tessle has' the black spot. | Mrs Delacroixo the e
" children? Old Man Warner? e
.l 2 24, Vhat is Tessie's final screamp w}ﬁlkfxs,,

‘:‘i Evaluation (if desired)

" The instructor asks questions like the following'sample ones:
1. Where does this story take place?
“ 2. What is the time of year?
- 3. What is the population of the V1llage° |
4,  What is the mood in the village when the story first opens° :
.- 5. When do you notice that this mood is changing? o
. 6. What one word best describes this new mood which settles over

: the village?

__7.. For-how long have the townspeople held a lottery?
- 8.  How did it originate? S
9, Who conducts the lottery?
'10. 'What is his attitude toward this job?

,"11." Name at least three of his traditional duties in conducting

~-.the lottery.

‘fﬂjl2;¥‘Name at least three parts of the original lottery ritual which

'+ have been abandoned.

,-f5fa;ﬁﬁal3‘ﬂ'Who was the last villager to arrive at the drawing?
~ %714, Why was she late? %
15, Why does 0ld Man Warner say that ‘the village shouldn't give up &

" - the lottery as the village to the north is talking of’ doing‘> ,
" 16. 'How long has he been in the lottery? . .
;**17. .Who draws the paper with the black spot on it?

. '18.% What is his wife's immediate reaction? . -

' 19.. What do Mrs. Delacroix and Mrs. Graves reply to Tessie?

; .20, What does her husband reply? , |

“*. 21.. How many children do Bill and Tessie have? -

... 22. Wny is one of these children not a part of the final drawing? QAP
23, - What is the reaction of each of . the following people when they - o

R

To measure the participants' degree and accuracy of factual knowl-~-
edge, the. instructor gives a quiz which tests recall of selected
| factual items. R : | g

v‘.“ . L

»

Instructional note° Throughout his teaching within Style II, the :‘“'

instructor has the following objectives which operate to build a

¢
. \"‘ "." ol




-i sharp contrast between the two discussions:

‘j\ :QJ“A:' -To conduct a recitation which elicits from the partici- ;
': @hfffk X pants short-answer recall of the important factual materi-'i; ?
| | :: 1—-plot secting, characteri ations, and purpose of the :

ig story; - D ;
| ﬁ B To control the recitation tightly enough that- he can avoidf;” ;

deviating from the specific order of" questions dictated by'7f;,*73?
his lesson plan; and -
‘,iC.i To judge for hinself whether the- answers of the partici—'pf;;ljfi
| ‘Lx,pants are right or wrong. | |
;? Following their participation in the pair‘of'discussions, the teachers
-Q‘““;ii;describe their reactions to the styles of teaching demonstrated and
uarﬂﬁi:to their'roles.as participants in each discussion.T‘They,respond in
i'f?ikwriting to the fOIIOWing questions.<. - ' |

’?‘F?f A. " .Wnich of the two discussions did you enJoy more° List ‘your
.. reasons. - .

- B. List what you learned in the first discussion, ~”." o 17,f
.. List what you learned in the second discussion; N

" What are the differences in these learnings° f
”i:Theateachers first share their written reactions to the first pair ﬂ
jifaof discussions. ' To solidify learnings, the instructor then repeats |
:J}the sequence described in Procedures 1-3, this “time With new content
i 5uand again teachers partiCipate"in and react t0fthe two discussions.

:;‘Instructional note: Again, the instructor S nngor objective is to _ ,é
'create for the teachers a contrast between two sty]es of teaching. '& 2%

He should not select ‘subject matter that in itself is so controversial - .'“uf;

| . oor difficult that the intended. impact of the contrasting teaching
'.L”fiifi,f"z.;jfstyles is minimized. However, the naterial should be exciting enough

'j‘*.f;g?-;7." .uthat discussion can be active. In addition, he should select material

N
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.3'~;which.eXplores.the'scope of thedEnglish curriculum{ For instance,li'ugﬁfﬁg;'
2; the second pair of lessons should involve content other than the
. short story genre.‘ Depending upon the immediate needs of the teachers l;ﬁ?é;"
fbr their classroom and ‘upon their abilities as.a group, the content g
iR might focus upon a single point of grammar or usage, a short piece of
11terature (poem or essay, particularly), ‘or.an analysis of a writing

.ﬂ:f‘sample._ A key to success within this segment of instruction is the yfjfflﬂg;f

Jo { ability and willingness of the instructor to teach well within both ‘1.$§;§i{1;

ai g:styles thus prov1ding segments of teaching which present clear and

" skillfully—executed contrasts., The 1nstructor who knows from past

performance that he will be unable to shift successfully from one .i
teaching style to the other may find it wise to ask another 1nstructor &
to teach one of the lessons in each pair or may w1sh to use a Video-
‘ tape or movie.j f“;fﬁf?ﬁff-.i-"

5 ‘ The 1nstructor 1eads an inductive discussion that encourages contrasts "ii;

between the first lessons in: the pairs and the second lessons in the

‘f :1vaalPS.L He neintains the role of a question-framer who encourages the ﬂifﬁ

teachers to draw comparisons and contrasts and to’ ask questions.‘,In S

”’ff addition %o the questions suggested above in’ Procedure 3, ‘the ing truc-f7§§g}gﬁ

'tOr asks these questions.'

1

bx@?:A . What actual activities did’ you yourself engage in during the
} .. first lesson. of. each pair° During the second 1csson of each .
'A*T“er? |

In which lesson of each pair dld the 1nstructor talk more9Av1ﬁfi§Tfﬁ¢§

,-4"ﬁ What was the nature of the instructor' s talk? And what Was : cu il
‘“:"' the nature of the participants' talk° KRS | ,f,g;y;jgig
In the other lesson of each pair- what was the ‘nature of the i“

‘ r;.,i~. instructor s talk? And what was' the nature of the partici- -
AR pants' talk? ,,“; - d‘f | “jf' e ,' : R

e <f’\:n_v D What seemed to be ‘the one most important concern of the -

ffiafﬁj Lol Ee B ._,,epinstructor;during the first lesson of each’'pair? ,would you

RO e e ! RREY SRR ' 03 - e
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" consider this concern the most important one for the instructé}”
to hold? ' If not, what other concerns might he have had? Did
he shift his concern during the second lesson?

If not answered in the preceding discussion of question D,

what major content aims did the instructor have in the first
lesson of each pair that seemed less important or non-existent

in the second lesson of each pair? In contrast, what major
content aims did he have in the second lesson of each pair

that seemed less important or non-existent in the first lesson? * .

b 6. Referring to the descriptions of a student-centered teacher and a
teacher—centered teacher (pp.116-18), the instructor introduces the
;;' nex; segment of the Instructional Program in this approximate manmer: .

In the previous pairs of discussions, we have observed two
styles of teaching and noted their contrasting characteristics
in the balance of teacher/student activity and involvement in
learning. In Style I the teacher talks less than the student,
asks a majority of questions which solicit fully-developed
answers, and is generally student-centered. In Style II the
teacher talks more than the students, asks a majority of ques-
tions which solicit short, factual answers, and is generally
content-centered. These two styles can both be appropriate ways
of teaching, but must be closely related to the teacher's objec-
tives and materials. In the remaining weeks of the Instructional
Program, however, we shall concentrate on attaining the skillls
which a teacher needs to teach effectively within Style I. Be-
cause most beginning teachers have been exposed to only a few
teachers who are student-centered, they usually tend to be more
content-centered in their own teaching. First, we will look at
ways in which the teacher can increase the amount of student
talk in a classroom discussion. This increase in student talk
is not the end objective, however; it is one means to our most
important goal of increasing both the amount and quality of
student thinking. Wnen the students are exposing their thinking
through their oral discussion, the. teacher is then able to evalu~
ate that thinking and help students, to find ways of - improving
their thinking skills. CT ' o

Procedures for Individualized Instruction
1. . The instructor arrahgbs with each teacher to tape a 1l5-minute discus--"

sion about a short story selected by the teacher and instructor for

its appropfiateness’in-reading'level and interest for his particular

high school students. The tape should be made no earlier than the

1

fourth day the studehts meet toiallow fhem to become accustomed to-

the teacher, to eacn5other,-and to classroom procedures. IT might
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v P'“ r ,‘ ) . ,
.

e o F
e




TR IR r;;&'» r."’;:s 3 ;,, --e;lﬁ;a&’y?m;;‘g; j't’" f«?i:iflf}f RO R I 4 LA o~y
' - ' N * ‘V * ' < - ..
. e X ,"‘“ﬂ"v‘k vio " .
& PN 4 L L. [ L] - < . . .
A o, : : IS ; Y . ) .
., . ¥ e P TR : . el s ! " ; ; ,
) " . v - : . . v N
' . . S, - . : ,
a o v - L * - . \
4y [ . . . . K .
.

i o b

:7be wise for the teacher to place the recorder in his classroom on

the day preceding the taping s0 that both he and his students will ’é
; .become accustomed to its presence. ‘The tape should be made no later ‘“3;:J?éj§
'xthan the sixth day the students meet, however, -because the teaching . é
.im:i'fkshould be a‘representation of the discussion style of the beginning §
| teacher.. It is doubtful that the teachers would be influenced by the g
procedures of the Instructional Progranlby the sixth day of summer ﬁ
‘-school. i
‘ " Sometime during the first week of summer school, each teacher observes i
‘iE‘f:%“three other English?classes and is asked to do the following: é
S :.Assume the role of a student in all three classes. IList on . |
paper (a) each activity that you as a student are involved -
in during the class and (b) the feelings and attitudes that cloe o
you have toward the teacher during the class. o :
Teachers have already observed in the discussion pairs (Procedures -
‘;f. 1-4) for (a) relationships between their own participation as learmers :
'"lkiaand:the extent of their enjoyment and learnings during the discussion;
‘.‘?i?f and (b) specific behaviors of the instructor which influenced their
| | attitudes about ‘the class. Now, in this exercise, teachers are asked
ok to examine the effects on students of these same two variables, learner
?lg%f?ff§gi?”( participation and specific teacher behaviors. This time, however,
;Fggizﬁ%:?{?:ﬁ‘ the teacher is not participating in the discussion as a learner but Ju;{{,fl
;?;féiff ; } is observing both teacher and students in. the three different classes. e f
f E;%?’WGFfiiﬂegil Using again the critelia for student—centered and teacher-centered L {5
:;§§¥?é;€%§;€%‘ i teaching, he tries the more difficult task of describing as an objec— :' E
??é?ﬁif?f?fﬁf‘:i tive observer the degree of student involvement and the attitudes |
ﬁ | | students probably hold of their teacher. '
;;é%gijgi' _3.f As soon as possible after each teacher has observed the three classes, :
‘félég 5 i | the instructor holdsna conference with him to discuss his observations. f
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The instructor's major purpose‘in this conference is to effect the
following learnings:. (2) teachers will increase their skill in identi-
fying those behaviors which contributs to a student—centered classroom
atmosphere, (b) teachers will conclude that students probably see

things in the classroom differently than does the teacher; and (e) teach-"
ers will suggest that a relationship probably exists between a high
amount of student participation and student enjoyment of the class.

Evaluation

To measure teachers' achlevement of the controlling and secondary .
objectives of Segment Two, the instructor considers both what teachers are

able to verbalize in their group classwork and individualized instruction

" and what they are able to implement in their teaching. Using several

sources of written and oral data, the instructor determines (1) how able

each teacher is to describe discussions in terms of teacher/student talk

 and teacher questioning patterms, (2) how able he is to relate these dis-

:. ~cussion characteristics to the roles assumed by teachers and learners in

any discussion, (3) how'frequently his comments evidence a student's view

of learning, and (4) how enthusiastically he examines techniques which

‘will increase student involvement and participation in the learming pro-

cess. Included in these sources of data are (1) each teacher's in-class

" written responses to'the questions asked after each pair of demonstration

.discussions, (2) his in-class oral responses in the. final discussion about

the contrasts between the two teaching styles, and (3) his analysis with °
the instructor of observations made in three high school classes. Compar—y
ing data drawn from each teacher's initial tape (Segment Two, Individual-

ized Instruction) with data drawn from current classroom observations, the

- instructor determineswthe‘degree to which each teacher has (1) incréased
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,egf the amount of time during discussions when he 1istens to students'

" pesponses and (2) framed.more questions that elicit increased. student
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" talk and encouragelnore student involvement and partioipation in the .{;"ﬁ[;f:"

Segment Three. Approximately Flve Claas Sessions

Controlling_Objective 1

'. b Teachers will increase the amount of student talk in‘their classroom

\
discussion, one of the prime indicators of tudent involvement in the

learning process. SRR I Co

L AT ew
N

(3
A N

Secondary Objectives

| Teachers will practice“the:following five skills as a means of increasing

C .student talk

”"-»!‘ﬁA.g decreasing the amount of teacher talk;
':=;:QZ‘_B;:7decreasing the total number of teacher questions;
C.: identifying and decreasing the number of controllirg questions,

¢ s

. " suech as the "yes-no" question -and the cug question,

D. - dncreasing feedback of a qualifying nature, and
E. increasing student/student interaction.

‘<Procedures for Group Classwork

- Instructional note. Incorporating a great variety of activities

in each Instructional Program session, the instructor works to present
"classroom.models of' continuous student activity and involvement. Therefore,
the sequence of aotivities in Segment Three is characterized by frequent |
hange from one activity to another and mathmn opportunity for physical
and mental involvement by as 1arge a number of teachers as pOSSlble.'
1. The instructor introduces Segment Three by -informing the teachers that
‘fthey will be studying various techniques by which a teacher can
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" talk and the increased opportunities then availablé for the teacher

" . to examine the student thinking that is represented kv that talk. He

128
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increase the amount of student talk in class discussions. Again the |

instructor'emphaSizeslthe relationship between an increase in student

encourages'teacheps to realize that 6ne obvious way to increase Oppor- o
tunitieé;fﬁr students to talk 1s for the teacher to decrease his own‘;
talk. By becoming more sensitive to the balance of teacher/student

talk, Ehe teacher may'find instancesvwhen he‘can either reduce or

avoid completely explanations that the students are just as capable

of making. However, this decrease in teacher talk is not absolute
assurance that pupils will talk more; perhaps more silence will be

the outcome of less teacher talk. Therefore, the teacher needs to

" find other more controlling ways of increasing student talk.

The instructor chooses a 1l0-minute segment from each of the two

 MLottery" tapes, one characterized by a large number of teacher ques=—

tions, the other by a relatively small number of teacher questions.

| ;. Teachers listen to both segments.and then respond on paper to the

following:

~ A.- Estimate the number of questions which the teacher asked
“" " in the first discussion segment. : ,

~ +. B.. Estimate the number of questions which the teacher asked
“’in the second discussion segment.

© . CJ° As we did in our analysis of the demonstration lessons

.(in Segment Two), characterize the kind of student talk LT
which occurred in each of these two lessons. SRR

D. What, if any, connection is there between the number of
teacher questions and the kind and amount of student talk
in any lesson? |

3. The instructor first deals with the teacher responses to questions A

and B. He provides his tallies of the number of questions in each’

segment and teachers compare thelr estimates with the actual count
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. and suggest reasons for any sizeable discrepancies.in their estimates.

| They also offer explanations for the differences in the numbers of }

~balize the'following key generalization: because a discussion char- -

teacher questions as rélapéd'to the instructor's stated goals for
‘each lesson. Then the instructor deals with the teacher responses

‘to questions C and D and continues the discussion until teachers ver-

acterized by many teacher questions seldom includes fully-developed
student answers, one way the teacher can increase the amount of stu-
dent talk in a discussion is to reduce the total number of questionsi‘

he asks. Assignment evolving from the discussion: In preparation

‘for_the next session, the instructor makes this assignment:

Fxamine the questions on the two mimeographed lesson plans
which the instructor used for the discussions of "The Lottery"
and make two 1lists. Include in one list controlling questions,
" those questions which give students little choice in the way
they respond and therefore encourage.one particular answer.
Tnclude in the second list open-ended questions, those questions
which glve students a wider choice in the way they can respond
and therefore encourage more divergent answers from more stu-
dents. Each lesson plan contains both kinds of questions.

.In class, the teachers listen to the first ten minutes of both of

the taped "Lottery" discussions whose lesson pian questions they
have categorized as an outside assignment. As they listen to the
amount of student talk elicited by each question, they determine

Do whether the question can‘beicharacterized as controlling or open-ended '7fﬁi»J

Vf_and they check.their‘written categorizations of those same questions

made*the night before. - Ny

The teachers form generalizations about differences in the students®
responses to each kind of question. The instructor anticlpates approxi-
mations of. the following:contrasts:

The student response to a controlling question 1s usually
(a) only a few words or phrases, (b) prescribed rather tightly

2
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in meaning by the question, (c) seldom challenged by another
student,.and (d) followed immediately by another.question
requesting clarification. ‘ *
The student response to an open-ended question is usually
(a) a full sentence(s), (b) creative, original in meaning,
(¢) only one of several possible responses, and (d) followed
by another response. | , :
 To gain skill in recognizing and revising two specific types of
controlling questions, teachers study the "yes-no" question and
the cue question. They examine questions composed or selected by
the instructor which request the student to answer "yes" or "no" but . .
not to provide the rationale for his choice. Individually, they
then reword, on paper, these "yes-no'" questions into forms that
encourage more than the one-word response from students, and as a
- group they compare thelr revised questlons for strengths and weak-
nesses. For instance, one sample question might have been "Do the
townspeople enjoy the lqttery?"'and through individual work and group
discussion its revision might have been "What attitudes do the towns-

' people have- toward their lottery?" Teachers then examine cue questions . .

composed or selected by the instructor which hint strongly at the de-

»

sired responsé through the wording of the question. Individually,
they then reword on paper these cue questions into forms that allow

" more than Qné particular response, and as a group they compare their-  J
,revised'questions for strengths and weaknessgs:' Eor instance, bne | |

sample question might have been "Why shouldn't the townspeople con-

tinue such a barbaric and useless tradition as ‘the lottery?" and througnf”. o

individual work and group discussion its revision might have been”"Whati o

reasons Would you use to persuade the townspeople to dlscontinue the -

a 7
vy
.

lottery?" T e
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The instructor selects for a 10-minute monologue some controversial

L educatlonal issue, llke "What responslblllty does the teacher have

toward those students who don't want to learn°" or "Should there be a

theme-a-week requirement in the high school English classroom?" Both

- the monologue and succeeding "discussion" should be taped. Without

any introduotion'to his purposes, he voices a series of opinions in-
tended to disturb a majority of the teachers and'incite them to ex-

pression of disapproval. He‘continues his monologue until he senses

" teacher antagonism and readiness to disagree. At this point, he

. opens the class to questions and conducts a discussion with these

goals:~
‘.'A. To call more frequently on those teachers who usually
r have little to say (designated for this activity as "A"
Peachers) than on those teachers’who usually are bursting
-;jwith enthusiasm to express their ideas ("B" Teachers) ; -
:“,B; iTo agree with and pralse those ldeas expressed by the.
., mA" Teachers and to cut-off,disagree with, or virtually

“'ignore those ideas expressed by the "B" Teachers;

. R C . To engage the "A" Teachers in further exemination of thelr.

A ~ ideas and to let die undeveloped the ideas expressed by
-~ the "B" Teachers; and ; | | |
. D. To summarize, using only those 1deas advanced ‘by . the "A"e-
i Teachers.
At the conclusion of the discussion, all teachers respond in written

form to-these questions:

A.' Did you enjoy the 1esson° List specific reasons for your
answer. . -

‘B. How would you have handled the discussion differently had you
been the discussion leader?

e Y N .
sty For il v RIS Y B AR

R R Sl L T ey

N
g R



| QVSince.teaehers.may hesitate to criticize him, the instructor may wish )
L'igiif;ﬁ:'=;fvi to admit that he has experimented with“certain approaches in this |
;"fﬂyrtjg‘\“;i discussion and that teachers should feel free to criticize and/or

%‘.ff’f;:;';"'j speak positively of his actions.

Tnstructional note: (a) As indlcated earlier, the ' instructor should

; select a topic about which his particular group of teachers is llkely
el " to have strong opinions because of its relevance to their daily teach=-
. ing problems. The toplc should develop in them more awareness of
| general educatlon or English-education issues which they will need to
i?f ;féf\f' understand and.interpret to parents, administrators, and the general
community. Other possible toples for the monologue and "discussion"
R v might include: ‘ 1
SRS S 1. 'Snowld teachers strike? Would you strike? BT
TS , 2. Which grammar should students learn: traditlional grammar or
e a " "new grammar"? i
N R , 3. Should students be allowed to select freely thelr outside- o
R S ‘reading books (The Catcher in the Rye, etc. ) or should they

be required to select only books whish the teacher judges
appropriate for them?

AN P e S

, (b) The instructor follows the outlined strategy for treating the

contributions of the "A" and "B" Teachers because he wishes to produce

-
B T uw«-:%"%_f;&grﬂ -

specific effects on the participants' attitudes toward the discussion.
For example, as a group teachers hopefully will realize that their
;f?i: hV' ‘ own students probably are quick. to recognize and to resent such prefer-~

' entielrt eatment as. they ‘themselves have: just received.’ And individu-~ -

. ally a teacher who tends to monopolize the classroom with his own
a monologue may realize that many students resent this talk because they

can't ask questions or express thelr own ideas. If the instructor

~ Y ~ : .
- ——— o o — e L
- T-
- s

has already identified those teachers who have characteristics of the

7*teacher-centered teacher who allows his students little opportunity

waae e . ———
»
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‘?pto talk during discussions he may W1sh to 1nclude them in the group
“jof "B Teachers so that they may feel the effects -of being relatively :vd?;i’lé
*t.ignored'in s class discussion. R
_ijt the next class, the reactions of the participants to their part in

L the "diSCUSSion" are compared. Explanations are sought for the differ-,g?;ﬁfi

- can replay'previously-marked segments of the taped discussion to sub-
'stantiate or negate proposed explanations.- For example, if teachers u;r;f;

© . follow along on a selected tape segment the difference in treatment

" have gone follOW1ng each alternative reaction. gg
“'lO.,,The 1nstructor selects. a film fa high school classroom discussion

f’hwhich (a) focuses on a maJor problem question that students are trying

7' %
R |

et bl A L A A i S

ences in each teacher s enjoyment of the discussion. The instructor ,A‘;jﬁff7w

ﬁ”¥9{55c7fd*~wgﬁven by the 1nstructor to two designated teachers for five or ten
;fbminutes, they may discover reasons for these two teachers' differing .

‘fopinions about enjoyment of the discussion. If teachers.readily

point to the influence of the teacher's reaction pattern in sustain-‘

'ing a learner's interestfin discussion participation,‘they should
:.”then study specific instructor reactions and (a) describe the probable
: ;bi“lmpact on the learner of a particular instructor reaction, (b) suggest
‘"'iseveral alternative reactions and the advantages of each; (c) describe
"ithe impactfthese alternative reactions might have had in the same lff};h%

fr.situation, and (d) indicate the directions that the discussion might

7;?'to solve, (b) stimulates segments of spirited student/student inter- ?fﬁ?ftif

action, and (c) contains a variety of teacher reaction patterns. ("A

way of Learning," produced by the New York University Linguistics “

- . B "-‘ »
54 »
! ' Demonstration Center fits this description well ) Then the instructor
‘: : ' ‘ ., . . s' v o
Y - g T
t '1ntroduces the film AP :;..m,;,ilvt
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7 In our earlier analysis of the differences between the two e
“'demonstration discussions of "The Lottery," you noted that the .
-moxre open=-ended questions frequently produced two or three o
,':fdifferent student answers without an intervening teacher reac— .
"« tion or question, thus increasing the amount of student talk -~
" and potential student interaction. In the following film fre-
-*+ quent interactions of this kind occur among students. While
- you watch the film, lock for and write down the techniques
oL C'which this Master—teacher uses to encourage and maintain
: ;*%L‘ student/student interaction. Include specific illustrations.

After they view the film, teachers present their findings Wthh may i

A" The Master-teacher built the. discussion around one clearly- ... %'
L»g ‘stated major question and kept students focused on that SRR
) question rather than allowed them to raise unrelated ques-

;B He frequently requested that students evaluate other students'ﬁﬁgﬁff;j
o b, answers. o “ . | L

';‘;

'WC He frequently ‘asked one question which sought various examples RO
from different students. to 1llustrate a particular point. .-

D And he called on various students for further treatment of
? a question already answered by one student.

;among three or more students before the teacher asks another question.i

'p:MThe instructor may wish to provide a worksheet which indicates the
:'?';fspe01flc 1tems the teachers are to observe. fOP and 1iSt

lAfter they view this segment of the film teachers characterize the

:5fquestions they 1dentified as elic1t1ng three or more student responsesffffiﬁf

.alygbefore the teacher intervened The instructor then presents from this ‘}&?
hg.‘;same segment three or four questions that did not elicit student/ :‘g‘jf;j?ﬁ
7:student interaction, and teachers try to reconstruct these questions o

q*;,ito meet the description of the questions whlch did elicit student/ .wiqul}ii




A

B..

- C.

. bssignment evolving from Procedures 10,. 11, and 12:

" Plan a 15-minute. discussion for your morning class in which

‘students focus on one major problem question, such as "Why
did Richard Cory kill himself?"

. Write the sequence of rélated discussion Questions that you
~will ask to help students solve the problem question.

Tape the discussion and then examine the tape with the

~instructer for evidence of student problem-solving behaviors .
~ such as the sharing of relevant information and then the
‘building and testing of possible solutions.

' 13. The teachers again observe a segment of the film and list those

teacher reactions which produce further student discussion on the

—same-question. The instructor asks the following questions:

A.

B.

What teacher reactions triggered a further comment or

question from either the same student or a different

student before a new teacher question was introduced?

What are the characteristics of these reactions which make

~ them different from other teacher reactions that do not

elicit another student response?

',f"lu.wahe-instructor first selects two taped English discussion segments,

. one of which contains teacher reactions that are few. in number and

"*f;teacher reactions that are more frequent in number and usually encour- -

}'-;f-, usually discouraging or indifferent in tone,,and one of which containsf?f:fff

p;;aging in tone. He then makes typescripts of these two discussion’

"segments and asks teachers to examine them in the following way:

e A

Bo’.
c.

~ Jot down on Typescript One in the space provided below each BT
" teacher reaction the characteristics of that particular S
ireaction. ' -

Follow the same procedure on Typescript Two.

Then write a paragraph in which you contrast the probable

“effects on student attitudes and learning of the reactions
of Typescript One and Typescript Two. .

- As a group teachers describe and discuss their findings in steps A, B,

“and C..

“When they'hypothesize that students who are seldom rewarded
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- R are less likely to.continue participating than those who are fre- R
151ff?‘@?3ffﬂ,, quently encouraged, they are ready to.Suggest ways-in which the dis- -

L'”f@{%gﬁngp? . couraging teacher reactions of Typescript One might be changed to I Q

resemble more closely the éncouraging teacher reactions cof Typescript iffl

- Two. Instructional note: If the instructor cannot easily produce

~ typescripts from his teachers' discussions, he might search for appro-;f |
',priate segments in printed transcriptions which occasionally appear ‘

';;in £ilm descriptions or in research publications that involve class— & -

P
oot
4
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i, room discourse analysis. For example, Romiett Stevens includes two: "

" transcripts of English high school discussions in her report The ‘f.ﬁﬁff?}ﬁ'

";;T}ZF.Question’As a Measure of Efficiency in Instruction. Basically the‘_jf;ﬂ;g"?’
. ;;ilffwo discussions’are-ﬁoth fact-recall recitations (see Pilot Study, :II;{;g{;j
‘.fiffLearning_Prinéipleff;'Prbcedure:3'for more descriptive‘details). wa;:éﬂ;¥;f;
3lfnuever,the‘teachers’do'différ in their reacting patfernsﬁ the teacheb7ﬂéégi??:
ﬁii?of‘thé Cooper discussiéh provides varied feéctions--gome positive, S
. :;ﬁar‘some:negative;7andf$ome,quglifying, while.the téacher of the Scott
| ’i:@iscuSSion provides‘noréactidnS'and movestdirectly to anothervques-"“é’f
.flfftion,,leaving thé<Studenté tofguessvfram the cohtent of the next ?J‘”:f

. B
0
L
e .

5:guestion whether the previous ansWér wés,the one the teacher desired. -

.
BRI N
.

.As an 1ntrodu9tién*toJSegment Four, the instructorymékes'the'followingiﬂfi o

+ 1 N -
' ' ) CEE
.

" .statements:
.o 1 Finding ways to Increase the amount of student talk obviously = % »=f

wln, .. does not insure that this student talk will represent an e

o sdereiincreased quality of student thinking, the teacher's ultimate - o
... 2 objective. ‘However, when more students reveal their thinking .. - .7 %,
.77 skills in an oral discussion, the teacher 1s in a better posi- + .- . v
%" tion to help them increase the variety and level of these Lo e
¢ -n " thinking skills. Therefore, at the same time that we are ex- . .~
. ¢. perimenting with techniques for increasing the amount of stu- CLovL
" dent talk in discussions, let us find ways for lncreasing the - =
quality of the thinking represented by that talk.- ~ .
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As you have observed in the pairs of demonstration lessons
at the beginning of the Instructional Program, one lesson ,
in each palr required of students.more a creative manipulation .
| ~ of the facts of the story than a mere recall of facts. And |
PR . - the key to each type of thinking was the kind of question
- ; N ‘which the instructor asked. The question is any instructor's
|
;

. P T
s 3 oA R RN AES Soag e

single most effective means for controlling the level of stu- | :
dents' thinking. Therefore, in the next segment of this course, - . ..
we shall be examining the question as a controlling agent for e
students' thinking. -

ﬁ Assignment:

4 . . . Read the Edward J. Gordon article titled "Levels of Teaching
S - . and Testing." Test your comprehension of the distinctions
‘ L ey among, the five question levels by searching for examples of L
Lo ', each type in one of your recent question sequences on a lesson N
L ' . plan. Note which levels, if any, are not included in the | |
..+ sequence. Instructional note: The Gordon article appears in
Burton and Simmons' Teaching English in Today's High Schools,
‘which is available in paperback. I1f the instructor does not
. require the teachers to purchase the text, he may duplicate
' the article and distiibute to teachers for reading and later
in-class reference. The section from the article which
appears at the end of this segment 1s included to introduce
the instructor to the five levels; it is advised, however,
that the teachers read the entire article rather than this
portion.

Procedures for Individualized Instruction

With the instructor, the teacher listens to his initial tape (or

" a more recent one) and identifies.the number of questions he asked in the L
Pipst ten minutes of the discussion. If the number is excessive--for o
leygj,f w’ ’examp1e, twelve or more--the teacher ‘then examines the characteristics

of the questions‘in terms of the responses{stﬁdents make to them. (See

-

Procedures for Group Classwork, 3 and h.) ‘If the questions usually

bring only one-or-two-word answers rather than longer, fully-developed ‘,A” R

. -

answers, the teacher can begin to plan open-ended questions that encourage -
’721?¥? . more student talk than do his characteristically controlling questions.

Instructional note: A questioniis defined-as any teacher utterance which

BY

" is intended to elicit (1) an activé’verbal‘response from a student (this

G criterionreliminates the rhetorical question) and (2) a cognitive response,
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as contrasted with. a physicai response.

‘' ‘tive or imperative in form, the interrogative occurs most frequently. A

.‘;multiple question is counted as one question, not as the total number of

* questions in the cluster.

Although a question may be declara- -

LikeW1se, depending upon each teacher's individual needs as deter—f”

mined by analysis of tapes and lesson plans, the instructor and teacher

. work through the following actiyitaesthat parallel this Segment's group

: 'classwork procedures:

{,,‘l.' They identify patterns of such controlling questions as

4

'_.. &

the "yes-no" and/or cue questions and then plan a strategy

for substituting a more open-ended question for the control-

ling question.

_ 2 They identify characteristic reactions such as those which

‘(a)'do not encourage continued student participation because

:' of -thelr indifferent or negative tone; (b) do not provide

" the student with any evaluative information about the quality

. Jof his response; (c) simply repeat exact student answers or

reword the answers slightly; and (d) indiscriminately accept

inaccurate or wrong answers. Then they develop a repertoire

;['of more encouraging and qualifying reactions which the teacher

can substitute for his weak reactions.

:‘ -3 They develop a simple system for ta11ying the instances of

| student/student interaction which occur in a segment of

ﬁj”discussion. Next, they use this system to determine the

f;- number of instances of student/student interaction within the

. ”
.o

Lok

first fifteen or twenty minutes of the initial tape and/or a

! more recent tape. If they discover ‘Pew instances, the teacher
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| shquld Bg able tq.hypothesize Boph reasons for the lack of
7.f interaction‘and techniques foniincréasing it,.particularly.
if he has already observed the film and identified the tech-
. hiques,which thé Master-teacher’uséd'to encourage interaction€ 
"é(see’Pfocedures for Gro;p Classwork, 10 and 11).

: . Evaluation

. To measurg‘each‘teacher's ability to increase the amount of stu-

X ; Q’ "dent talk in his‘Qiassroom discussions, the instructor compares the

" ‘amount of student talk on the teacher's initial tape with the amount of

A student talk on a recent tape secured near the end of this Segment, such

+ as the required tape déscribed in Procedure 11. Ideally, the instructor

examines more than the one taped teaching performance which might not be »

. representative; other sources of data might include (1) the instructor's

e fipst-hand observations during which he tabulates the amount of student

talk and (2) additional tapes which either he or the teacher makes .
| " If the teacher has not succeeded in increasing the amount of
student talk, the instruptor will find it helpful to determine the degree

of progress which the teacher has made toward each of the secondary objec-

tives; and to measure the teacher's growth toward each secondary objective,.f

the instructor again uses the initial tape and at least one source of data

obtained during this Segment to make comparisons. Because progress toward

one of the skills described in the secondary objectives may be prerequi-~ T

site to the teacher's’attainment of the controlling objective, the in- -
lstructor needs tdridentify this particular secondary objective and to
devise more practice opportunities of that skill for the teacher. To E
'illustrate, if the teacher has succeeded in (1) decreasing the amount of

teacher talk, (2)’decreasing the total number of teacher questions,

3
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(3) decreasing the number of controlling questions, and (4) increasing

feedback of a qualifying natﬁre,'but'failed'in increasing student/student ) f

interaction, it may bé for this particular teacher with his particular

students that increasing student/student intéraction is the key to in-

~ Creasing student talk. For until the teacher finds a way to get students

to interact with one another frequently, his other changes result primarily o

in more classroom silence rather than in more student talk.

Reading for Segment Three: Excerpt from "Levels of Teaching and Testing" P

Teaching, in the sense that I use 1t here, is allied to testing. o
When a class has read a book, the teacher must find out how well they .
have read it, and also must lead them Into seeing it in new ways that
might not have occurred to them before. Consequently, a teacher must - -
‘prepare questions, some for discussion, some to be written on, which
will provoke the necessary understandings. It is in this context

that I ally teaching and testing.

" A good class discussion should lead to some valid generalizations
about the work being studied; everyone in the room should understand
' . what generalizations have been made, and these -should have been
proved by some specific references to the work at hand.

In thinking -along these lines, we should be constantly aware of the
evel" on which we are asking questions. By "level" I mean the
level of abstraction of the question we put. A factual question

‘ 'jaﬂ may be very concrete and admit of only one answer. A more abstract

question leaves more up to the student; he has to do more thinking
and searching to answer it. When I speak of 'lower level," I mean
more concrete; by "higher level," more abstract. I use the terms
high and low because one of the qualitles of intelligence is the

" ability to think abstractly. When we say that a question is too
difficult, we offen mean it 1s too abstract. When a question is
not challenging to a bright student, it is often too concrete; it

+ requires too little thought.

Tn attempting to work out these various levels of questioning, or
~ "testing," which are an important aspect of class dlscussion, I
have been able to determine five levels: that which demands the
ability (1) to remember a fact, (2) to prove a generalization that
someone else has made, (3) to make one's own generalization, (4) to
~generalize from the book to its application in life, and, finally,
(5) to carry over the generalization into one's own behavior.

A1l levels have a legitimate place in both teaching and testing,
but we should try to adapt®them to thelr best use. When a class
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'has read a book, it is the teacher's problem

to. determine how well

they.haye read it.. The probing should go far beyond questions of

fact .l

Segment Four: Approxinﬁtely'Four Class Meetings

o ”‘ Controlling‘ObJeCtiﬁe' e

' Teachers will increase the number of high-level questions ‘they ask in

their secondary classroom discussions and will improve the clarity and

_precision of question sequences they employ.

.+ iSecondary Objectives

A. Teachers ﬁill,diétinguish between fact-recall questions and

) high-level questions: first in written form and then in oral

.. form.

~ B. -Teachers will determine that the teacher's discriminating use |

a of the fact-recall question and the high~level question con-

trols both the quantity and quality of student thinking.

‘C._uTeachers'will'learn to formuiate questions which are clear,

" precise, and effective in stimulating desired answers from

ol students. -

D.  Teachers will learn to sequence'their questions'so that the

-

total thinking process requested of
logical. | -

Procedures for Group Classwork

1. The instructor informs the teachers that que

students iswclear and

stions and the thinking ° .

processes which these questions ellcit have been categorized by

teachers and rgsearchers in many different ways; the categorization

which Gordon described in thelr reading assignment is just one example.

.. ledward J. Gordon, "Levels of Teaching and Testing," Teaching -
English in ‘Today's High Schools, ed. Dwight I,. Burton and John S. Simmons

(New York: Holt, Rinehart and Winston, Inc., 19
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tion systems in class and that for theif own teaching they may wish to
adapt from these systems one which proves helpful for them. At first,
though, they will be introduced to a simple system which helps to
categorize questions into two major types, fact-recall and high-level.
They will do so first with written questions aﬁq then later with oral
questions. .

The instructor distributes and discusses the following criteria for

. distinguishing between a fact-recall question and a high-level question.

Criteria for Categorizing Questions

Question: Fact-Recall. The single cognitive process of the
Tact—recall thinking question is the recall of facts. This
question may be identified by one or both of the following
criteria: '

A. TFactual information is requested, but no further use of
this information is asked for at this time.

B. This factual information is usually from the recent reading
and/or recent class discussion on the particular content
assigned. However, the question may also request factual
information outside the immediate readings.

. Question: High-Level. The primary cognitive process of the
high-level thinking question is the manipulation of facts.
This question may be identified by one or both of the following
criteria: ‘

-

A. One or more of the following thought processes 1s requested
 in formulating an answer: translating, defining, explaining,
inferring, generalizing, analyzing, synthesizing, applying,
distinguishing, evaluating, etec.

B. Although facts from recently-react material are the raw

material, other .relevant facts or groups of facts may be
called into use by the question. :

‘Assignment: To provide teachers with 1llustrations of the high-level

thought processes he has Just enumerated (translating, defining, etc.),

3
[ 5o
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the instructor makes this assignment.

" He also informs the teachers that they will examine several categorizé:"&h‘bwé



'Read the foliow;ng three selections and search for specific
~ examples of the variety of high-level thought processes listed
- on the sheet’ of criteria for categorizing questions.

~A. An abridgment of the article "The Analysis of Verbal
. Interaction in the Classroom" by Mary Jane McCue Aschner.
. The article can be found in its entirety in the paperback
titled Theory and Research in Teaching, edited by Arno A.
Bellack. (The abridgment is included at the end of this
' segment.) ' .

An abridgment of the paper "Making Changes in How Teachers
_ Teach" by Daniel A. Lindley, Jr., who provides excellent
.. ‘examples from Julius Caesar of the question categories
"+ described in the Aschner article. (The abridgment is
included at the 'end of this segment.)

. Classroom Questions by Norris M. Sanders. He defines and
illustrates the following six high-level question types:

* translation, interpretation, application, analysis, syn-
thesis, and evaluation. Classroom Questions is published
in paperback. :

-Individually, teachers practice on paper distinéuishing between the
two levels, fact-recall and high-level, by categorizing written
questions like the following samples about the poem "Richard Cory":

1. What did Richard Cory do '"one calm summer night"?
. 2. What is the question which this act poses to the reader?
.- 3. What words or phrases does the poet use to describe Cory?
*l, ' What definitions can you give for these words?
a. "clean-favored"; '
“ b. "imperially slim";
c. "quietly arrayed."
Who is telling the story of Richard Cory?
‘Why 1s the tale being told by "we," rather than "I"?
‘What attitudes or feelings do the people have toward ‘Richard
Cory? : ‘ : |
 What conclusions can you reach about the values of the -
. townspeople? .
9. What was the motivation for their existence? .
10. Can you now suggest a reason for Richard Cory's sulcide?
11. Define mood within the context .of a'poem. |
12.- What is the mood of this poem?
13, What techniques does the poet use t6 create thls calm,
- sbately mood? ' , | |

As a group, teaéhers.then compare thelr categorizations and resolve

disagreements by checklng_particular questions against the ecriteria.
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4. -After.writing on the board two questions like the following ones
from "Richard Cory," the instructor asks the teachers to (a) answer
each question and (b) label it as fact-recall or high-level:

A. Describe Richard Cory's appearance.' What kind of man was he? :
Was he ordinary or extraordinary? . b

B. Now what about Richard Cory's sulcide?

{
4

.. Lo the first question, most teachers will probably answer something |
like "He was kingly, almost god-like in appearance--quite éxtraordinary——
&at least from what the people could see," a synthesized response to

" all three questions. The instructor asks if a student might not be

“glving an acceptable answer if he simply responds 'extraordinary," an
answer which may represent just a guess that is not the result of the

" high~level thinking which the teacher intended. As a group, the
teachers hypoth?size the disadvantages of the multiple question, noting
particularly the confusion 1t causes studentg ;n deciding which ques-

tion of the cluster to answer and, therefore, what thinking process to

use. To the second question, most teachers will probably answer "It
was Cory's way of rebelling against the material values which the
townspeople held," a high-level response. The instructor asks if a g

Lol L student might not be giving an acceptable answer if he simply responds

"It happened on a quiet summer evening," an answer representing only ' !
: o vfact—recall thinking. Again as a group, the teachers hypéthesize the §
- o dlsadvantages of the "what about" question, noting particularly the
: ‘% | " undesirsble freedom it gives a student to‘answer at the fact-recall 4

level when the teacher inteﬁded that he answer at a higher level.
5. To test further thelr skili in distipguishipé between the two question 4

categories, as an in-class exercise teachers compose eight questlons,

... _.some fact-vecall and some high-level. The questions should not be
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pairs to identify classification problems and to resolve differences. 1T§f"fi |

Instructional note.'

'* recall and high—level questions ‘and were able to avold "what about" 1*;°T

e
o -
R e ds " R

the occas1on to 111ustrate their 1neffectiveness.

note.

( and high—level questions.

j sequence or the eight questions composed in Procedure 5 and they

.a discuss10n which encourages their observations of content and
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labeled or ordered according to level Teachers theniexchange their""fgﬁj';;}f

lists of’ questions and categorize each question. They confer in iulqe";tg

"y

Because the teachers have just finished reading

it the Gordon article is suggested as an effective content source

- St
. . . )
. !

for their eight questions.

I° teachers were able to recognize and then compose written fact-

and multiple questions, they are ready to distinguish between these T;M'
levels in an oral discuss10nu They 1isten to a loaminute segment of
~one .of their initial discussions which the instructor has selected
for its variety of fact-recall and high—level questions. They cate—tl*‘
gorize all teacher questions as either fact-recall or high-level
compare categorizations, and resolve differences. If the tape in-

cludes any "what about" or multiple questions, the instructor can use

Instructional

The 1nstructor indicates each question to be categorized by

Stopplng the tape after each one to allow the ‘teachers time to indi-q;;;;;oiff
cate fact-recall (F—R) or high—level (H—L) on their paper.;”i" ‘
Teachers ‘Tow examine the student responses stimulated by fact—reca11 P

They examine either the "Richard Cory"

bypothes1ze student answers to each’ question. The 1nstructor leadskif

structural differences between the answers to those questions which

were designated as fact—recall questions and those des1gnated as high— f

1eve1 questions. And here the instructor points out the sxmilarities"'
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' petween the characteristics of the responses to. controlling questions

(see‘Segment_Three;'PrécedUre 5) and fact-recall questions and between -
e the characteristics of the responses to open-ended questions and high- o

level questions. Sample instructor questions and anticipated teacher . -

responses are indicated below as a guide for the discussion:

A. Describe the differences in form between the responses to
. fact-recall cuestiohs and high-level questions.

' Anticipated responses:
‘ \.1;” The responses to the F-R questions are much shorter,
. often just a few words in length. In contrast, the
~ responses to the H-L questions are much longer.

B 2. The responses to the F-R questions are usually fragments,
not developed sentences. In contrast, the responses to
the H-L questions are usually fully-developed sentences.

f_3;' The responses to the F-R questions are usually nouns.
In contrast, the responses to the H-L questions are
complete phrases or sentences.

. B. “What differences do you detect in. the kind of thinking demon-
. strated in the responses? .

A‘5 j:Anticipated pesponses :

... 1. The responses to the F-R questicns require the recall of
' 7T 3 memorized or "recalled" item of information. In con-
. trast, the responses to the H-L questions require a manipu-
" lation of factual knowledge.

. 2. . The responses to the F-R questions require a single think-
-+ v, . ing process. In contrast, the responses to the H-L ques-
c e + '+ tions require a series of thinking steps often not indi-
. .. . . = . cated by the question itself.

- C. Vnat are the differences in the method of verification which -
' “;{ wou1d be used in testing the accuracy of the answer?

Anticipated response:

., The accuracy of the answer to a F-R question can be verified

.. by rereading the material from which the question was taken.
‘In contrast, the answer to a H-L question may not be verifi-
able or perhaps only through an analysis of its logical
.thought progression. R =
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" D... What variables would you consider in determining whether to PERT
' f)‘ask a fact-recall question or a high-level question? R

R ga'tﬂ;Antioipated responses. . S B
s il TIf the teacher is trying to achieve a better balance of ...l L
e leteseon 0 UL partielpation among students, he might ask the more - - .5
UL L. . verbal sbudents fact-recall questions which usually -~ . . .}

., fess. oo produce a short answer and the less verbal students .t 0
St e P high-level questions which usually produce a longer vy
o TS answer. L e

. 2.. If the teacher is trying to encourage and reward a slower'
©' - -student, he asks him the lower-risk fact-recall questions = ... .
s - . until he seems confident enough to attempt higher-level e
Lot " questions. L

'Assignment:, In preparation for the next sessions, those which focus_;;

Y S VRS

.'particularly on clarity of question-phrasing and logic of question7:§.

- j,sequencing, the instructor makes this assignment
" A Read Chapter One of A Tale of Two Cities (short enough to
be mimeographed easily if texts are not available);

..'fB.f:write a minimum of twelve study guide questions for tenth ':?f5pf;ﬂ
'~<g§ grade average-ability students who have had no previous ST
.+ introduction to the novel;

'C. TInclude both fact-recall and high-level questions, but do

. not label them; vary the high-level questions by experimenting ,ff y
S - ‘with the varlous classifications suggested by Gordon, Aschner- " . "+
Y : .jlindley, .and Sanders; S
; . D. Order the questions in some deliberate sequenCe.
- e 8. 1In class, teachers exchange thelr study guldes and lock primarily at T
i 'ﬁﬁ,_the clarity of phraslng of the questions. They label each question ,§,f
,"fﬁ?‘aas faot—recall or high-level, and then attempt to answer each question 5;%;‘?;

e kR

toon paper. As he does so, the answerer evaluates the olarity of each{lgw

.+ question from his point .of view as a respondent and makes marginal ?.kﬁﬁlQiji

- - suggestions for revision of those questions-which he Judges to be fi ,}i}f;ﬁi

Co U T unclear. After conversing in pairs about those marginal comments,

' “{< " the original questionrwriter rewrites those questions judged unclearg |
x ? ' by the answerer and then asks another teacher  to attempt written ;

F B ot A T
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responses .to. the revised questions. 'Again, the question-writer and

respondent discuss the clarity of the revised questions.

ing each others' Tale questions, teachers compose a list of steps to

“.7 9. Referring to the understanding difficulties which they had in answer- -

follow in formulating questions that students will find clear.  Always " -

this question, have you anticipated the problems a student will have

in understanding and answering this question? Teachers may identify

such steps as the following:

tl'JU.Otﬂ:P

Determine the gain for the student in answering the question;
Determine how it will help him to reach the learning objective
for the sequence of questions of which this one is a part;
State any assumptions about the student's factual or intellec-

 tual background which the question contains;

Determine a form which is consistent with the content and
process learnings the student is to achieve; and

State the specific thinking process which the student will
be engaging in while answering the question.

10. 'Wbrking in pairs again with the teacher-designed Tale study guldes,

: ' . .teachers now examine the apparent rationale for each teacher's

sequence'of questiohs."prefully, teachers will pose questions like

* - .these to each other:

(vA."

B.

Why have you followed a chronological.order?

‘Why are all the fact-recall questions first and all the high-
“ level questions last? ' Or why are the two types of questions
- mixed? |

desirable for a study gulde? Why? |

ion .of the chapter? Which of the questions might be appro-
priate for a quiz? Why? Which ones might be pivotal discus-

-sion questions? Why?

11, .. Teachers then compose a list of»criteria;to use in writing effective

question seqﬁences5for students:f'Lisfed‘below are possible criterié

which may be established:hl'

‘,A»".", ,

""" the instructor brings teéchers back to this criterion: in formulatipg_  L

" What use will be made of the study guide during class discus- -

‘What balance bebween fact-recall and high-level questions is - - - -

B R T S A
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Criteria for Study Guide Questions -

© Study guide questions should encourage the student to engage
.in an appropriate balance* of the following mental activities:

.. la. clarifying his understanding of important factual

, - material as he reads;

" b. building from these facts to valid concepts; and
.- ¢. thinking divergently. |

: ¥An appropriate balance takes ihto account the familiarity
- and difficulty of the reading material plus the reading
. ability of the students. If the material is both new and
. difficult and if the students are average or below in
reading ability, then the balance might tend toward more
. factual questions which will give the readers confidence
and necessary background for the more high-level thinking
.+ planned in later guides and discussions.

. Study guide questions should be the same, in some cases, Or
* closely related to class discussion questions and quiz~test

.. questions so that students see the guide questions as helpful
"~ to their classroom performance. :

.3, Study guide questions should follow a sequence based on a
- .. rationale such as the following -ones:

" "a. a chronological order which will clarify important
' factual material; and
< b. an order from fact-recall -to high-level questions which
" will develop thinking habits more logically. from simple
" to complex. ' L

- ;f " Procedures for Individualized Instruction

S -1, With the instructor the teacher'listens to his initial tape (or a

‘,j _‘more recent one) and identifies‘thosé questiQné which.are complex,‘ .
o - ambiguous, and/or generally’confusing to the.students. They also
.examine questions that the teacher has included in lesson plans to

.. secure further evidencé of the ‘teacher's tendency fo use certain

.'v‘questién'fonms frequently. Two common patterns which may be appearing SN

are the multiple questidn and the "whaﬁ about" question. In helping

the‘teacher'to delete  confusing question'patterns,'the instructor

may také’%heffollowing stéps'(the "what about"‘quéstion is used to

illustrate)s . .

‘ .
St
.
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K . ?'uf' . appear on his lesson plans for the next three days; and

level questions he

FLAREFTIESHEN

3
“»:A- :Examine phe student responses which follow, the "what i )
a '.' :_ -ﬁ;:n"abqut“ZQuestion, for example, to see if the student gave
. ':jﬁ;,“ ?an ansﬁ;r similar to the one the teacher has told the
| “instructor hé expected of an answer'(or siience) which
xuib* % ffg;'?"?forced éhe teacher to restructure the original question;

i

(B

C. Ask him to tape a classroom discusslon, count the number
of "what about" questions, and then compare with the
number he asked on the initial tape in a comparable time

segment.

‘2.; Each teacher writes and distributes to his students a study guide

  ’based upon a poem which he assigns for reading. .The following day

| he leads a 15-minute discussion based on a series of carefully-
construdtedquestions; The teacher'tapes his diéoussion. The instrucfu'

. tor ana teacher theniexgmine both sets of questions for the following

characteristics:

‘1 ‘vfj"A:f‘appropriate balance of fact-recall and high-level questions‘?’fJ '
~.¢7 . based upon student abilities, the lesson's objectives, and

..y ¢ content validity; '

ii-}f#”ﬁrB.i'clarity of questions with a decrease, particularly, in the ﬁ"md

. ... number of "what about" and multiple questions; -
.. C. "the extent to which the study guide questions prepare

~ students for the discussion questions; and ﬁig{f
. D. a logical sequence which is intended to take students from --.

" the simple to the more complex thinking tasks.

o

'the following models for'classifying.questions:f Goﬂdon, Aschner— -

Iindley, or Sanders.

“Bvaluation

To measure ‘each. teacher's ability'to increase the number of high-
asks:in'his(classroom discussion, the first part of

i v * K i
Ty Cohy . . , «
L . )

'f’%-B;'LAsk the teacher to rewrite all "what about" questions which. . -

3, The teacher experiments both on paper and in discussions;with one offffﬁﬂlfAﬁ
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" the controlling objective, the instructor compares.the number.of high-

| level questions on the' teacher's initial tape with the'muber of high-
| ;' L level questions on é recent tape secured near the end of this Segment . | %
i o " The tape of’the 15-minute discussion described as Procedure 2 of the

| | Tndividualized Instruction could provide this post~test data. If the

‘ teacher has not succeeded in increasing the number of high-level ques-

fo o tions, the instructor will find it helpful to detenﬁine the degree of ‘. ;
; AT ppogress‘which the teacher has made toward the first two secondary objec- ‘f

o "Tfives. To illustrate, if the teacher has difficulty. distinguishing be-

e | tween fact-recall and high-level questions (Secondary Objective A), he

cannot be expected to increase, except by chance, -the number of high-

level questions he asks in class discussions. Likewlse, if he does not
understand the relationship between the kind of question and the quantity
and quality of student thinking (Secondary Objective B), he will have no
reason to increase the number of high-level questions he asks in discus~
iﬁ . " sion. Therefore, the instfuctor first examines these sources of data to
determine the teacher's ability to distinguish between the two levels of
questions: ~(1) the teacher's categorizations of the "Richard Cory¥ ques-—
tions, (2) his formulation and cgtegorizations of questions on the Gordon
article and the Eggg_étudy guldes, and finally (3) his categorizations of -'“
BN ;questions directly from tapes and live classes. Second, -the instructor |
determines the teacher's apparent understanding of the control which
I each question type has upon the quantityvand quality of student thinking -
:by examininga(l) the- teacher's contributions in the discussion contrast-

ing studenf responses‘to fagt-recall and to high-level questions and

(2) the reasons he cites during Instructional Program classes and indi-

vidual conferences for asking one qﬁestion type rather than the other.

-
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"in stimilating desired answers from students:

,1 clear and precise questions.

", tions so that: the total thinking process requested of students 1s clear

"?precision of his question sequences, the second part of the controlling

objective, the’ instructor determines the degree of progress which the
" teacher has made toward the third and fourth secondary objectives. First

" the instructor examines the following data for evidence that the teacher

"-‘ can formulate individual questions that are clear, precise, and effective -

(1) the teacher's identi-

o :{aﬁé'fication of reasons for avoilding the "what about" and the multiple ques—
gf,;;tions; (2) his'identifications of these two question patterns in his own‘t&
\ ;‘lesson plans‘and his ability to reduce the frequency of thelr appearance; |
.'5‘5(3) his analysis of classmates' Qalg;study éuide questions for clarity
%iof form; andw(d)‘his in-class contributions to the steps for writing |

If these data suggest that the teacher is

f.able to recognize and formulate individual questions that are clear, the

ﬁ;’L;instructor then determines the teacher's'ability~to‘sequence his- ques~

£ "f':ffyand loglcal. To Judge this ability, the instructor examines ‘the’ follow-
Cplehily s ing datas
¥ that do not ‘follow a logical sequence and his ability to suggest a more

(l) the teacher's identification of Tale study guide questions

"”apprOpriate sequence for those same questions, (2) his contributions to

" the writing of criteria for effective study guide questions, and (3) his

ability to write a logical sequence of questions for his class to use ‘as

a study guide and for him.to employ in his next sequence of classroom

.
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First Reading for Segment Four: Abridgment of '"The Analysis of Verbal
' o Interaction in the Classroom"

| oo Many teachers whose style is that of the lecturer teach in this way
L * not out of preference, but perforce: they know no other way of
B | handling the task. It is not always the case that these teachers
take lecturing as the '"easy way out." It is rather that they lack
the skills and training necessary to stimulate active and thought-
challenging discussion, and to sustain and direct its course into
fruitful channels. To lead thinking without dominating it, to

: arouse students to a zestful pursuit of learning, 1s what some call
- the art of teaching.

%. . ~+ - Four of the five primary categories of our System represent our use
? ' " of Guilford's theory of thinking operations. These are Cognitive~
/' Memory, Convergent Thinking, Divergent Thinking, and Evalvative

Thirking.

{0 veve. ... -As Cognitive-Memory performances are defined, they involve no
' particular manipulation of ideas. We take them to represent only

S such thought processes as recognition, rote memory, and selective
coehb recall. Facts, ideas, and other remembered materials are reproduced, -
SRR B not produced in this primary category. We have broken Cognitive-
o T " Memory down into four secondary categories...Recapitulation, for

L example, involves such famlliar classroom activities as quoting,

repetition, recounting, and review.

Tn Convergent Thinking, we classify verbal behaviors taken to
reflect thought processes that are both analytic and integrative,
and that operate within a closely structured framework., Neverthe-
less, they are productive thought processes.’ Answers to questions
and soluticns to problems in the Convergent categories are reached
by reasoning based on given and/or remembered data. Something more
is involved thun mere retrieval of remembered material; something
is produced, though clearly not "invented" in any creative sense.
We take this to be so whether or not the speaker, in dealing with
a problem, gives explicit verbal evidence that he 1s using some
rule, formula, or generalization. The archetype of Convergent
Thinking is represented by the kind of reasoning that goes into
the construction and "solution" of syllogisms, into our dealings
with relationships in plane geometry, or in solving arithmetical

. problems. An oversimplified but apt example would be seen in such
a question as: "If I had six apples and. gave John two, how many
apples would I have left?" The reply, "Wour," would be classified
as logical conclusion in our System. |

N -
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| Evaluative Thinking includes three secondary categories. Each
pepresents a type of framework within which value-based judgments
are requested or expressed. In unstructured Evaluative Thinking,
. . the speaker 1s not restricted in his cholce of criteria or in the
v range of his response along the dimension of Judgment. Calling
o for and giving ratings exemplify this category. Example: "What . ;
do you think of MacArthur as a general?" ...In structured judgment, ;
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the spéaker is presented with.a limited.scope within which to.make
. an-'estimate or to state.a choice....Qualif'ied judgments.either
. side-step or expressly reject choices.made or called. for.

" _In Divergent Thinking, we have developed four categories: Elaboration,,
" Divergent Association, Tmplications, and. Synthesis. In these cate- ’
gories we have tried to "capture" features of verbal performance that
are indicative of initiative, spontaneity, ideational fluency, orig-
.. inality and ingenuity, penetration and flexibility in problem solving,
~ . and the like. ' » '

-.. .. Divergent Thinking seems to flourish or languish partly according to
-..* " the conditions within which the individual operates, and partly as a -
.. : function of the individual's own cognitive repertolre. We have '
+ . arrived at a description of some of the conditions which invite or
' 'agllow for divergent thinking: Problems and questions which invite
divergent thinking provide for its operation. within a definite N
" framework, but one which is "data-poor" in such:a way as to cast the -
' person upon his own initiative and his own resources. There must be ,
room and opportunity to generate many and varied ldeas, assoclatlons, - -
and conclusions. Example: "Suppose Spain had not been defeated
. when the Armada was destroyed in 1588. Suppose instead that Spain
had conquered England.- What would the world be like today if that
" had happened?™ ~ " . . . |

" Second Reading for Segment Four: Excerpt from "Making Changes in How
Teachers Teach"

-.:1et us start by considering some questions which might be asked in
an English class discussing Shakespeare's Julius Caesar. Suppose
7. "that the class has reached Act III, scene 1, 1. 160ff., the scene ‘
" in which Antony gets Brutus' permission to "speak in Caesar's funeral."
... This permission 1s, of course, cruclal to the events which follow,
= and considerable attention to what happens is certainly justified.
. * - Here 1s the sequence of questions which the teacher uses to lead the
'+ dilscusslon: e : ' B

3 -

s Lot Winere has Antony come from as he approaches Brubus?
w4 (Answer: from his house; he left the scene of the
" .. . assassination and then returned.) . S
<+ 2y Why might this be important for what will happen next?
v ... (Answer: Antony has had time to think, alone, about what
.0 .he might do.) , S :

&
LA

3." We know what Antony does do. What are some other ways in
which he might have accomplished his goals?
(Answer:  Kill Brutus. - Organize a counter—consplracy. Get
the army on his side.) | | '

: 1Mary“Jane McCue Aschner, "The'Analysis of Verbal Interaction in
the Classroom," Theory and Research in Teaching, ed. Arno A, Bellack (New.
York: Bureau of Publications, Columbla University, 1963), pp. 55-64. ‘
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‘MQ ‘Antony says, after the conspirators have left him:

" Woe to the hand that shed this costly blood!
.Over these wounds now do I prophesy...
A curse shall light upon the limbs of men;
Domestic fury and fierce civil strife
Shall cumber all the parts of Italy;
Blood and destruction shall be so in use
And dreadful objects so familiar
That mothers shall but smile when they behold
Their infants quartered with the hands of war...
Is it right for Antony to start the very fury and strife
which he seems to know will follow his speech to the "mob "?

; The problem now 1s to go back over each question and analyze the kind

of thinking involved for the student. In the first question, what .-
must the student kmow? He must at least have read the play. Not

———

only this, but he must have read with some care. Tn LII, 1, 1. 104,

"’ "we have this insignificant interchange: "Cassius: Where is Antony?;

Trebonius: Fled to his house amazed." Not much of a conversation,
but there it is, and it is the answer to the question. Of course

_the student may not remember this; he may, when he hears the question, .

thumb back over his tText and find it. In either event , however,
familiarity with the text is the sole requirement for answering the

- question. .It matters little how that familiarity was gained. This
. is, in other words, a memory task, and the mental activity involved

is an operation called cognitive memory (@dapted from Guilford).

The second question begins with the word why. This alone is usually
sufficient evidence for the assertion that more than memory will be -
involved as the student gets down to work on the question. In the

first place, the student must begin to put some elements together in

_his head before he can even speak. He must consider the answer which

has been given to the previous question. Then he must consider what
will in fact happen in the rest of the play. So far these are
cognitive memory actlvities. But, having put these two pleces of
his knowledge side by side in his head, so to speak, he must then
make a connection between these two sets of data. It is this making
oF cormections which is forced on the student by the word why. The

. student must f£ill in a missing plece; he must imagine Antony leaving

and coming back, and he must infer that Antony has been using this
time to sort things out and decide on a course of action. The more

the student knows of Antony, the more logical this inference becomes;

that is, the more the student sees Antony as a carefully calculating -
politiclan, the more he will infer careful calculation. In any case,

‘311 this inferring must take place within the framework supplied by

the play. This 1s important. Guilford calls this kind of thinking

convergent., To quote Guilford:

The second large group of thinking factors has to do wilth the
production of some end resulb.. After one has comprehended the
situation, or the significant aspects of it at the moment,

) -
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usually something needs to be done to it or about it....In

e T . convergent thinking, there is usually one conclusion or
T answer that is regarded as unique, and thinking is channeled
o . or controlled in the direction of that answer....

Tt is particularly important to note that the channeling or controlling
of the thinking is being done by the structure of the play under dis-
cussion. The thinking must "converge" on the play. If the student

* ... gratultously leaves the play for some easier or more attractive area,
oL then the teacher may quite rightly chastize him for not answering B
ST . the question. For example, if the student begins his answer by !
SRR saying, "Well, if I were Antony...," the teacher is surely within 1
, i+ ...+ . her rights to interruupt and point out that the question is about j
o T ~ the play, not about the student.

3
]
B . %
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pf5_-““ C The third question involves still another, and extremely important,
L kind of thinking. The key part of the question is "some other ways -
Lo Ways, in other words, that the student must make up or imagine. These
S R ways will have some relationship to the play, of course, but the best

e s  answers will reflect much more about the students who provide them

3 than about the play. For example, Antony might have killed Brutus

3 then and there. Or he might have attempted to work for political

' ﬂ power through the Senate. Or--as a student once suggested to me--

; s ke might have gotten so scared at the idea of rurning the country
I that he might have travelled north to join the Gauls. Guilford calls
«ﬁ“‘j | . This sort of thinking divergent. It is thinking that does diverge
! .
i

from the subject at hand, but this is not to say that it therefore

has no value. The suggestion of alternatives for the play helps to
- make clear why the play is in fact put together the way it is. But
. far more important is the idea that divergent thinking involves the
SN student with himself. His inventions are being solicited and, 1deally,
ce bode - rewarded by the teacher.

1 """ The problems of what the teacher rewards, and how much reward she :
RN : hands out, in class, are better handled by the Flanders system. But <
ST in connection with divergent thinking, it is important to find out
SRR what the teacher intends to reward as an answer to a divergent ques-
et ' tion. Theoretically, I suppose, if the teacher knows she has asked
NS such a quesbion she should accept and pralse any answer, however
N | bizarre it may be--and she should be intolerant only of conmonplace
R or obvious ideas. I suspect that whether a teacher actually will
EERRNTE  reward any answer is dependent on the amount of tolerance she has for
‘ - . different ideas. Once a teacher is made aware of the potential foor
Do | .. student creativity in such questions, her tolerance of wild answers
e can, in my experience, be easlly increased. ‘ o

I
o N Rttt P €3 T omen it

The final question asks for a moral judgment. We, as adults, are ]
sophisticated enough to wonder what "right" means. "Right" according
_to Roman law or custom? "Right" fora Christian in our soclety? "Right"
for a Machiavelli? In the case of an adolescent, I imagine that his
A | ‘answer is more likely to be based on some intuition about his own
o ~ value system, along with an educated guess about what he thinks the
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teacher wants to hear. In any event, the problem is to make a moral
Judgment. This sort of thinking Guilford terms evaiuative. Aesthetic
Judgments are also included here--thus the question, "Is this a good
play?" will also produce evaluative thinking.

;Thus we have four klnds of questions, and {our kinds‘of Thinking:

memory, convergent, divergent, evaluative.

Segment Five: Approximately Five Class Sessions

Controlling Objective

o Teachers will gain more practice in the following skills: (1) planning

fwlessons which are student-centered and which provide opportunities for

student talk; (2} asking appropriate levels of questions and giving

meaningful reactions to student responses; (3} evaluating their own

57

teaching performance and the performance of other teachers; (4) establish- -

ing realistic future goals for themselves, with provision'for measurement

. of progress toward these goals.

Procedures for Group Classwork

R

The instructor describes a Discussion Project to be carried out

during the last three or four class sessions of the Instructionai

Program. Each teacher is asked to follow these prccedures:

‘A; Select a topic which argues for or against specific
;??‘1,content and/or skills which should be taught in the
.. high school English classroom;
.‘B?j'At the class meeting preceding his discussion, present
ed,tto the instructor and a teacher~eva1uator a written
‘lesson plan for a 20-minute discussion based on the topic;
C. At the next class, conduct the discussion; and

D. After the presentation, write a self-evaluation of the

Ipaniel A. Lindley, Jr., "Making Changes in How Teachers Teach,"

a paper delivered to the Conference of Supervisors and Consultants,
National Council of Teachers of English Nbvember, 1965, pp. 6-10.

.....
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effécfs'of the particular questioning and reacting skills

vhich he was attempting to demonstrate in the discussion.
After this general description of the assignment, teachers and instruc-
tors together make the following decisions:

A; What is the range of topics from which the discussions

o | might be developed? Instructional note: Certainly the
| wider the range of curricular areas from which topics are
| selected, the better acquainted teachers can become with
- the breadth of the English curriculum. Therefore, the
. instructor should encoura:e lessons abcut the skills of
listening, speaking, reading, and writing; within the
-areas of composition, literature, and language, including
grammar, usage, and semantics; and abcut the development
of skills 1n problem-solving and critical thinking. Topic
- questions might include:
-Why should high school students study Shakespeare?
- Should the research paper be taught in high school?
", What are the reasons for studying poetry in the high
| school when students usually have such a negative
I reaction to most poetry?
.« -+~ What should students learn from grammar study?
v+ . What writing skills are most important for students
' to practice?
Lo ' How can pupil listening okills be developed?
- Can basic reading skills be taught in the "regular"
classroom? How?
B. What are the requirements of the lesson plan? Instruc-

tlonal note: As a minimum, the requirements should probably

provide for both content and process objectives set for the
" . participants, for the specific discussion questions to be
- asked, and foir a means of evaluating‘learning.
C. On'what bases will the,teacher'é-Discussion Project be eval-

uated? Instructional note: Each teacher should establish

ER&C
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_-},  evaluative criteria that will focus upon the skills he has
j ".been developing during the Iristructional Program and his
.practice teaching. He might construct a simple evaluation
fiﬁ{(instrument which can be administered to the participants
?é:f ;;.fi;¥f_ ;:vﬂjf‘{;'i'fbllowing the discussion; from this data, he can gain ob-
i}ﬁsg'_;ﬁl':f;  1.'"5 ;f.?,fjective feedback about his progress that can be incorporated
“f§71' ?-7i ff 1 | 'ff"}j " into his self-evaluation. In addition to the teacher's |
u iﬁ.'ffv_.. '13 ,fﬁ self-evaluation, one member of the class and the instructor
' | | will proyide evaluations based primarily on the criteria
e ~ vhich the teacher presents to them. |
| After the teachers select their topics, they decide upon an order of
presentation which will demonstrate relaticnships between topiecs.
'.Perhaps two or three teachers can plan together initially to insure
these reiationships. The iIncldental learnings of co&perative planning .
| couid be very rewarding for the participants.
2.. In addition to setting up the Discussion Projects, the Instructor also
.'nakes the second long-range assignment. Although it is not due untll
“the‘final class meeting the instructor explains 1t now so that teachers .
"' can begin their preparation.
| " K.."Each teacher will identify a research topic which he can
i" iinvesﬁigate during his next teaching assignment and which
fﬁ;?éfé;will force him to examine closely student behaviors,
f;;'f,gfeacher behaviors, and the relationship between the two.
' . During the next few days, the instructor discusses with
' each teacher his tentative research topic in an effort to
Tﬁ’}narTQW'the investigation and to relate it, if appropriate,

t0 the teacher's Discusslon Project..

©
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. B+ During the last class session, each teacher will present a

5-minute oral report which describes his intended investi-
. gation and detalls the materials and teacher skills neces~

sary for implementation.

3. Depending upon the number of teachers in the class, the length of each
sesslon, and the number of class sessions remaining, three to four
Discussion Projects are presented per class session. Recommended maxi-
mums for the discussion and subsequent class evaluation are twenty and

- ten minutes respectively. Teacher-evaluators for each discussion

- should have been assigned at least one session before the discussion
and should have studied carefully the teacher's lesson plan. In order
to plan his questions and the direction of the evaluation more effec-
tively the evaluator observes rather than participates in the discus=
sion. During the lO-mlnute evaluation session, he secures from the
participant's both the particular feedback the presenter has reguested
plus addltional reactions that he and the participants have toward the
perfbrmancé. From this evaluation the presenter gains valuable imme-
diate feedback while the evaluator gailns practice in askinyg productive
questions, some of'which he must plan spontaneously during the teaching
performance ltself.

i, At the final class sesslon, each teacher presents a 5-minute oral
description of his investigation plans and requests questlons and
suggestions. Included below are descriptions of appropriate projects’
that might be undertaken by Teachers A, B, or C:

For instance, Teacher A may declde to investigate the uses of
Interaction Analysis, in its Flandersform or in a revised form.
Working independently from taped classes or, preferably, from
videotapes, he will first secure a plcture of dlrect-~indirect

influence for his classroom and will then Jdevelop rationales
and strategles for changing the balance of Influence. Instructlonal

g 2
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- note: The instructor's rationale for not intreducing interaction
- Analysis to teachers during the Instructional Program and, instead,
suggesting it for use during a more lengthy teaching experience is’
. that (a) the time to learn Interaction Analysis is not available
" in a six-week course which has other objectives; and (b) the empha-
, Co sis in initial stages of learning and using Interaction Analysis
P~ ... . must be on the techniques of observing and classifying behaviors
A and, therefore, little time is spent on the why behind the be-
o haviors to be changed.

. ’ .. Because the emphasis 1In the Instructional Program has been upon

IR - the development of questioning skills within the confext of a

IR single ‘class or lesson plan, Teacher B may declde to plan a curric-

| ' “ulum in which he uses these skills to effect cer’ain learning out=-

3 comes in students at one particular stage and other outcomes at

e another stage. For example, during the first weeks of his new
school term, Teacher B may wish to break the inertia of pupil sl-
lence by structuring at least 75 per cent of his questions as

cerre divergent questions intended to elicit low-risk, conjectural

responses from studerits. More specifically, he may wish to have
his students recognize: (a) that their ideas will be accepted and
usually praised, not criticized, by the teacher; (b) that they will
be glven frequent opportunity to express thelr ideas fully and that
they wlll be expected to use that opportunity responsibly; and
(3) that many teacher questions will require original thinking
rather than factual recall. When he has successfully broken the
Inltial inertla of pupll sllence, Teacher B may wlsh to work
during the next four weeks toward creating a balance between
cognitive-memory questlions and convergent questions which require
the students to use factual knowledge in inductive ways to solve
problems which have a "right" or "accurate'" solution. This
teaching emphasis lends itself particularly well to an Intensive
first reading cf a novel., TFor a final four-week pericd, Teacher B
may wish to shift his teé&ching emphaslis to evaluative questlons
which elicit from students thelr opinions on problems and lssues
which have no "right" answers. By dealing with the evaluative
question as the last of the four major questions, the teacher will
have sequenced well his students' skill development, for he will
have led them from creative exploration (&ivergent thinking) to
focused thinking (convergent thinking requiring fact-recall think-
ing as a starting point) and finally to the combination of diver-
gent and convergent thinking essential to worthwhile evaluation.

v
!
)
|
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Finally, Teacher C may wish to develop his students' skills in ]
question-asking and question-answering. If 1t is true that people
learn to change their behaviors more quickly, more conslstently,
and more qualitatively if they have an active role in the evalua-
tion of thelr progress, then he may wish to inform students of the
kinds of thinking they are encouraged to do through specific kinds
of questions. The students themselves can then practice distin-
gulshing between the kinds of questions they are asked to answer,
the kinds of thinking they are doing, and the kinds of questions
they can formulate themselves. They may in effect establish meny
of the same objectlives that Teacher C held for himself in the
Instructional Program,
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- 5. Teachers respond again to the Simulation Exercise. The instructor

might wish te return the teacher’s original respcnses to him arid
request that he make any changes he wishes, explaining the reasoﬁs
for the changes. Or the instructor might prefer that the teacher
respond without seeing his initial reactions and without, then,
giving reasons for any changes.

-6.' The instructor requests the teachers to complete a short-answer
evaluation of the Instructional Program activities. In order to
give teachers time to weigh the relative value of the activities,
the instructor requests that teachers mail him the evaluation within,_
a week followlng the end of the course. A sample format with an
1llustrative item from each segment is included be.ow.

Evaluation of Instructional Program Actlivities

One of our major concerns in these sessions has kteen to develop
skills that will enable you to lead classroom discusslons that
encourage student involvement and highw~level thinking., Please
Indicate which 6 of the following 18 activities were most help-
ful to you by writing most in the space provided at the left of
the item. Indicate which 6 of the 18 activities were least
helpful by writing least in the space provided at the left of"
the item.

Responding to the Simulation Exerclse and discussing
your comments with the instructor.

Participating in and then analyzing the pair of
"ottery" discussions.

Observing the £ilm "A Way of Learning" and noting
techniques which the teacher used to produce student/
student interaction.

Analyzing your initlal tape with the instructor for
multiple and/or "what about" questions.

Planning, executing, and evaluating your Discussion
Project.

Procedures for Indlvidualized Instruction

1, During days two and three of the final week of the Instructlonal
Program, the instructor collects the final tape of each teacher's
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class dlscussion about a selecicd short story. The tape is not takeﬁ 1
earlier in order to allow'the teacher and students to demonstrate as
many changes 'a‘spossible ; 1t is not taken later in order to avoid any i
unnatural teaching circumstances caused by _-the last two days of a
school term. |
2. 'The teacher and instructor develop a pupil evaluative questionnaire
which students complete in class during the final week of summer
school. By writing or adapting his own rather than searching for a

standardized form, the teacher can focus on items which request very

-specific information about the skills he has been trying to develoi:.- .
Two ‘pupil questionnaires are included as samples. The first question-
naire, used in the Pilot Study, is composed of items selected and
adapted from an unpublished evaluation :Lnstrument.l

Pupll Questionnailre One

Please express your real opinions about the classes you have
had with this teacher this summer. Do not put your name on
this paper. No-one will know which responses are yours.

Date Teacher

Grade Boy __ Girl

Each ltem below suggests an area of possible improvement in this
class. State your opinion of how much improvement ls desirable.

If you think much improvement is desirable, cirele M at the left
of the item.

If you think some improvement 1s desirable, circle S at the left
of the item. )

If you think no improvement is desirable, circle N at the left .
of the ltem.

If you want to explain your responses, write in the space after
the items.

M 8 N 1. ‘The teacher asks auestions. which are easy to understand.
M 8 N 2. The teacher asks questions which can usually be answered.

1George Bradley Seager, Jr., "Development of a Dlagnostic Instrument
of Supervision" (unpublished Doctoral thesis, Harvard University, 1965).
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3. The teacher asks questions which are interesting to
think about and answer.

i, The teacher makes me feel that my answers in class
discussions are gooc ones.

5. There is never any undue fooling around in this class
during discussions. :

6. I know which things are most important for me to
learn from discussions.

7. I learn from the comments that other pupils make in
discussions.

8. When I want to ask questions or make comments, I

. feel free to do so.
9, Time seems to go by quickly in this class.

The second pupll questionnaire was developed by the investigator follow-

ing the Pilot Study. Instructional note: Section I seeks the student's

reactions to the amount and quallty of partiéipation~4his own, the

teacher's and that of other students; Section II seeks the student's

reactions to the number and quality of the questions asked and the

reactions glven by the teacher; and Section III seeks the student's

reactions to the learning atmosphere In the classroom.

Pupll Questlonnaire Two

Directions: Circle the letter of the statement whlch best

L.

A.
B.
C.
D.
E.
A.
B.
A~

B.

A,
B.
C.

characterizes your feelings about today's class.

I wanted to talk more than I had a chance to talk;

I had a chance to talk as much as I wanted to talk;

I was called on to talk more than I wanted to talk;

I did not want to talk, but I did not mind the teacher's
calling on me;

I did.not want to talk, and I resented the teacher's
calling on me,

I wish the teacher would have talked more in this class;
I wish the teacher would have talked less i1n this class.

I wish the teacher would have had more students talking
durdng this class;

T wish the teacher would have prevented certain sbudents
or one particular student from talking so much.

I felt that most of my expressed answers and ldeas were
good or right;

I felt that most of my expressed answers and ldeas were
acceptable, but not particularly good;

I felt that most of my expressed answers and ldeas were
poor or Wrong.

-
J A ————C
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A. The teacher seemed to think that most of my expressed
. answers and ideas were gocd or right;
B. The teacher seemed to think that most of my expressed
. answers and ideas were acceptable, but not particularly
good;
C. The teacher seemed to think that most of my expressed
answers and ideas were pcor or Wrong.

L RS | A. - The teacher seemed to listea carefully to what every

: ‘ . student had to say;’

! : B. The teacher seemed to listen to what students had to
say most of the time; ,

'C. The teacher usually seemed more concerned with what he
would say next than with what the students had to say.

_ II. A. The teacher asked too many questions for me to think
. about within this discussion; ,
R B. The teacher asked about the right number of questions for
| me to think about within this time;
" C. The teacher should have asked more questions for me to
X - “think about within this time.

it A. The teacher asked mostly questions which were interesting
| - and fun to think about within this time;

B.' The teacher asked some questions which were interesting
and fun to think about and some questions which were
boring;

G. 'The teacher asked mostly questions that were boring.

A. T could almost always understand the teacher's questions,
whether or not I knew the answers;’

B, T sometimes could not understand how the teacher wanted
the questions answered, and I did not feel I could ask
him for further explanation;

¢. T sometimes could not understand how the teacher wanted
the questions answered, but I felt I could ask him for
a clarification;

D. I hardly ever could understand how the teacher wanted
the questions answered, but I felt I could ask him for a
clarification;

E. I found most of the teacher's questions so easy that I
did not see any sense in answering them.

A, T had questions to ask, and the teacher provided me the
opportunity to ask them;

B.. T had questions to ask, but there wasn't the opportunity
to ask them;

¢. I had no questions to ask;

D. Other students were given the opportunity to ask questlons
which were usually then discussed and/or answered;

E. Other students were glven the opportunity wo ask questions,
but the teacher usually suggested discussing them at
another time.

Full Tt Provided by ERIC.




Directions: Please rate in order of importance or frequency,

ITI. I learned the most in this class

- If’ the teacher had left the room, %old us to continue with

The instructor holds a final evaluation conference with each teacher
and fociises upon the following toples:

A. The teacher's self-evaluation bf hls progress toward the

A. The teacher called on all students as if their contribu-
tlons were lmportant;

B. The teacher called on certain students more often and _
rewarded their answers more enthusiastically than others;

C. The teacher occasionally ignored certain students whose
hands were raised.

with 1 being the most important or frequent and 4,
for example, being the least lmportant or frequent.

from listening to what the teacher saild;

from listening to what the students sald;

from formulating my ideas and then expressing them
aloud in discussion;

from formulating my ideas, but not expressing them
aloud in class discussion.

I would probably learn more in this class if I
.. book more and better notes of what the teacher said;
vook more and better notes of what the other students
sald; '
formulated my ideas and then expressed them aloud in
class dilscussions.

The differences of opinlon on controversial issues raised in
this class
remained unsettled;
were settled by the teacher's decision;
were settled by class consensus;
were settled by adoption of a student's decislon;
none of the above descriptions ls appropriate because
there were no controverslal issues ralsed in this class.

1]

the dlscussion, and appointed a stufent to act as discussion
leader, the class probably would have

continued to discuss as before;

continued to discuss, but in a less serious way;
stopped discussion and begun individual work;

topped discussion and begun talking and fooling around.

1]

—_—5

teaching skills which he has established for himself.

H
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: | Bf vThe teacher's identification of long-range goals he wishes
A to establish for his next teaching assignment and possible
- i_strategies for reaching them. Out of these gecal state-
" ‘ments the instructor and teacher may select and expand
”°1-i3 G ‘?'1 1,’,foné into the research topic to be discussed in the final
| | ';class session.
~?~~:f@f¥i457a‘w:C,; The instructor's report of data that would provide the
. . fteacher with further evidence in substantiating or nega- :
ting his self-evaluation. The following data might be
" v helpful: | | |
,'.QQIJj(l)'comparative figures from the initial and final tapes
| %o identify changes in the two major objectives of
o i ;v:~Q§¢_¥in;J increased student talk and an increased number of
: L V'j" ytéacher high-level questions;
el  (2) pupil responses to evaluations they have been asked
to do by the instructor;v |
‘‘‘‘ '”[ff(3) the instructor's reactions‘to the teacher's growth
in Instructional Program activities.
:'T?;ﬂpgjiThe teacher's evaluation of the Instructional Program,
o J“?iif;particularly in reference to.the way the various segments
';fi?;flfit into a meaningful set of-major objectives. Since thea -
‘Efiig;other teacher evaluations sought are rather tightly .
*'“istructured,>open—ended guestions'might prpve.most pro- .;.
*" duetive here. | Rt | |

Evaluation

To measure teachers"achievement of the controlling objective of

Segment Fivealthe instrﬁétorfmeasures first the teacher's ability to

ERIC
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'3'p1an'1essons which are student-centered and which provide opportunities

_'ﬂ“f‘ifor student talk. He examines (1) the teacher's lesson plan for his

x “!ﬁiilInStruCtional Program Discussion Project and (2) his daily practice

J'Jlﬁﬂ: teaching lesson plans for‘evidence of the following indicators of planning

'-'f;5; for student involvement: objectives that state what students will learn;

procedures that describe clearly what students will do; and activities -

' 'f xgg llike discussions, student reports, and student evaluation of their own

f'§ 557f{..and others' work that force students to interact actively with the content

fifi magerial and other learners.

Second the instructor measures the ueacher S developing of appro-
f:priate levels of questions and meaningful reactions to student responses
by comparing'data drawn from his initial tape (Segment Two, Individualized
Tnstruction) with data drawn from current classroom observatlons and
tapes as well as from his performance while presenting the Instructional
. Program Discussion‘Project. AThe instructor determines the degree to
‘ which each teacher has increased the number of high-level questions and
the number of appropriate and qualifying reactions. |

Third; the instructor measures the teacher's ability to evaluate
:j his own teaching performance by examining (1) the teacher's written

‘evaluation of his Instructional Program Discussion Project; (2) his

" self-evaluative comments in his final conference with the instructor;

n"t’(3) his choice of research topic for evidence of: its relationship to

" the teacher's developing needs and/or strengths; and (4) his contributions

i of items to » pv.}) questionnaire designed to give him evaluative feedback
| about bis sp. "™ n % sching strengths and weaknesses. The Instructor
measures the teacher's abllity to evaluate a teaching performance in
general by Judging (1) the quality of his. suggestions in the Instructional

3
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Program discussion which established the criteria of evaluation for the

Discussion Projects; (2) the specificity and accuracy of his evaluation of .

" a fellow teacher's Discussion Project; and (3) the quality of his observa-

tions about the strengths and weaknesses of the Instructional Program as

f reported in his final conference with the instructor.

~ And, fourth, the instructor judges the teacher's ability to

establish realistic goals for himself by evaluating (1) the appropriate-

'f&ness and feasibility of the research topic he selects and reports on; and

' (2) the value of the loﬁg—range goals he cites in his final evaiuation

conference with the instructor.

3. Final Evaluation of the Instructional Program
In addition to the on-going evaluation which he conducts during

each segment, the instructor needs to conduct an evaluation at the com-

~ pletion of the course. He evaluates (1) the changes which teachers have

made in both attitudes and skills during the six weeks and (2) the

~ effectlveness of the Instructional Program in producing these changes in -

attitudes and skills. The reader is referred to the inﬁroductory section

of learring principles and derived objectives for a summary of the objec-

tives upon which this evaluation is based.’

Within the realm of attitudinal changes, the instructor is con-

cerned. primarily with the dimension of student-centered attitudes, as

detailed on pp. 116-17. Within the realm of behavioral changes, the
instructor evaluates for two changes: (1) an increase in the amount of
student talk in the teacher's classroom discussions and (2) an increase

in the number of high-level questions which he asks in these discussions.

Although the instructor is interested in both attitudinal and behavioral

changes In such areas as teacher goal-setting, evaluatlion, and problem-

—— e s R N
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solving, he is limited in the amount of thorough evaluation which he can
do; therefore, he should concentrate upon those attitudes and skills |
enumerated above whichlinfluence most directly the increase of higher-

:"' level student thinking in the classroom. And, finally, in order to
isolate the influences which produced these teacher changes, the instruc-
| tor evaluates the Instructional Program itself. e searéhes for relatioh-
;i-; ,:.. ~ships-between teacher changes and the specific procedures which caused
;.4ﬁhesewchanges. | .
;”:QHWWN“WL” Baslcally, the instructor has two major sources of evaluative
data: (1) the data and perceptions which he himself can obtain and
(2) the data and perceptions which he obtains firom other sources-~the

teachers, their students, and other university and summer school staff

D

involved in training these teachers. The diagram which appears on the

~ next page represents-an’ideal model in its presentation of many sources |
from which evaluation can be secured. Certainly time limitations and other - -
responsibilities prevent the instructor from avalling himself of all eval- |
uative sources. But 1t seems essential that he secure the following eval-

| % S uation:‘ (1) his own evaluation of the tgachersl changes in both attitudes

| ? ‘ ‘and skills; (2) his own evaluation of the Instructional Program; (3) the

‘uwégabhers' evaluation of thelr changes in both attitudes and skills; and
| ) (4) the teachers! evaluation of the Instructional Program. The validity
] of the Instructional Progran{becomes questionable if these four evaluations -

- are not made, " .
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'The following descriptior: lllustrates one way in which an Instruc-—
tor can use this diagram to discover differences between his perceptlons
of the Instructional Program and his teachers' perceptions. Because the
instructor can expect the greatest perception dlfferencss to appear in the
~ areas of teacher attiltudes tpward students and attitudes towerd the course
itself, he will find it more necessary to secure evaluative data from seve
eral sources for these arezs than for the area of skill changes.
For example, in determining the effectiveness of the Instructional
mbeogram in helping teachers achleve the course objectives, the instructor

he judges were most effective In encouragirgan awareress in teachers of the
students' desire to btalk In class discussions, an indicator of teacher
growth toward more student-centered attitudes. At the top of his llst he
places the procedure in which the instructor conductis a "discussion" and
calls on certain teachers jrequently and others infirequently. His reason
for rating this procedure high 1s that the teachers were able to describe -
the differences in the treatment they recelved. However, in thelr rating
of each course activity, the teachers give this procedure a very low rank.
During the final conference, several teachers identify as thelr reason for
not finding that activity valuable their inability to see its relevance to

" their own classroom situations. The instructor can probably conclude that
he had assumed that the teachers were making connections between their
feelings during the "discussion" and the feelings their students might have
if placed in a simllar situation. He learms from the teachers' comments
that he had not forced them to make that connectlon and that Instructlonal
Program revisions should provide for this connection. Thus, careful evalu=-’
atlon of the same procedure by different persons can reduce the perception |

differences which are common to evaluation procedures.

t
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4. References for Instructional Program
The following readings are recommended to the instructor for
his use both prior to and during the teaching of the Instructional Program.
The majority of these readings might also be asslgned to the tzachers
during the course or recommended for thelr reference after thelr comple-
tilon of the course.
1., Aschner, Mary Jane McCue. '"The Analysis of Verbal Interaction in

the Classroom," Theory and Research in Teaching, ed. Arno A. Bellack.
New York: Bureau of Publications, Columbia University, 1963.

A very brief adaptation of this article appears in the Instructional
Program at the end of Segment Four. Other articles in this collec-
tion which the instructor might find helpful background are: '"The
Evaluating Operation in the Classroom" by Milton Meux; "Utah Study
of the Assessment of Teaching'" by Marile Hughes; '"Teacher Influence
in the Classroom" by Ned A. Flanders; and "The Seclentific Study of
Teacher Behavior'" by Donald M. Medley and Hardd E. Mitzel.

‘ 2. Bellack, Arno A., et al. The Language of the Classroom. New York:
o Institute of Psychologlcal Research, Teachers College, Columbia
A University, 1963.

This descriptive study of verbal dlscourse in social studies classes
serves for the instructor as a source of ldeas ror developlng his
own observation and analysls systems. ' :

3. Bernsteln, Abraham. Teaching English 1n High School. New York:
Random House, 1961.

Mr. Bernstein's discussion of the bi-polar questlon presents another
- question model with which teachers can experiment (pp. 3U5-51).

4. Bruner, Jerome S. A Study of Thinking. New York: John Wiley and
Sons, 1956.

This book is the product of lahoratory research on the nature of
- concepts, concept acqulsition, and strategles employed by learmers.
o The categories of concepb-types explained in the book are more use-
ful for the instructor thar for beginning teachers.

5. Burton, William H., Kimball, Roland B., and Wing, Richard L.
Education for Effective Thinking. New York: Appleton-Century-
Crofts, Inc., 1960, .

The authors' aim is "o glve teachers an introduction to what it means
to think and to some of the processes through which the thinking of
students may be improved." This introduction ls a simple and practical
one, designed especlally for teachers in training and In service.
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8.

-wine

9.

Commission on English. Freedom and Disciplire in English. New York:
College Entrancé Examination Board, 1965.

If read critically. this report gives a provocative view of current
trends and attitudes in English teaching. Pages 57-99 refer speci-
fically to those fundamental questlons which the teacher faces in

preparing to study a literary text and its value. .

Friedenberg, Edgar A. ' The Vanishing Adolescent. New York: Dell
Publishing Co., 1959.

Friedenberg defines the adolescent personality and the features of
our society which work against our youth. He includes a sentence-
completion instrument which can provide invaluable information about
our students.

Gage, N. L. (ed.). Handbook of Research on Teaching. Chicago:
Rand McNally and Company, 1963.

This tome is valuable both as a study book and reference book. The
research on variables in teaching is reviewed to date, and many "
myths cormected with teachlng are exploded by conflicting research.
Methods of teaching are fully explored in one chapter. Another
chapter considers teaching variables from the viewpoint of super-
vision. Chapters 16 and 18 review and summarize the research in
the teaching of reading and the teaching of composition and lltera-
ture respectively; teachers would find fhese chapters helpful in
preparing thelr Dlscussion Projects and research topics.

Gordon, Edward J. "Levels of Teaching and Testing," Teaching English

in Today's High Schools, ed. Dwight L. Burton and John S, Simmons.
New York: Holk, Rinehart and Winston, Inc., 1965.

A kernel section of Gordon's article appears in the Instructiohal
Program at the end of SegmentThree; teachers should r=ad the entire

- article. . .

10.

11,

Grossier, Philip. How To Use the Fine Art of Questioning. Englewood
Cliffs, New Jersey: Teachers Practlcal Press, Inc., 19604,

The author describes and illustrates elght functions which questions
can serve. This paperback is a simple manual to use in devising
good questions and thenhandling questions skillfully in class dis-
cussion. -

Jersild, Arthur T. In Searcﬁ of Self. New York: Teachers College,
Columbia University, 1952.

Jersild believes that the teacher who wants to help his puplls under-

stand themselves must learn how to understand himself. The implica- -

tions are many for both the instructor and teachers of the Instruc-
tlonal Program. : .
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12. Postman, Neil and Welngartner, Charles. Linguisfics, A Revolution e
in Teaching. New York: Delacorte Press, 1960. -

The authors describe how linguists of different interests coriduct

their inquiries and how these processes of inquiry into language can
o be translated into classroom activities. The beginning teacher can
| gain insight into important language problems which he and his stu-
dents can attempt to solve and into the questions which will help
them in thelr inquiry.

it

.13, Raths, James and Leeper, Robert T. (eds.). The Supervisor: Agent
for Change in Teaching. Washington, D. C.: Associavion for Super-
Vision and Curriculum Development, NEA, 1966.

This collection of papers focuses on variables whilch the instructor
should understand to effect teacher change. The instructor should
find three papers particularly relevant to his teaching of the Instruc-
tional Program: "Helping Teachers Change" by James B. MacDonald;
"Effects of Supervisor's Knowledge of Student Teacher Personality
Evaluations" by Thomas A. Ringness; and "Interaction Analysis as a
Feedback System in Teacher Preparation" by Edmund J. Amidon and Evan
Powell.

14, Senders, Norris M. Classroom Questions. New York: Harper Row, 1966.

The author, a secondary social studlies teacher, believes that teachers
can elicit a variety of thinking processes from students through care~
. ful use of questions. He describes a practical plan for teachers who
. want to insure an intellectuzl atmosphere in the classroom. Helpful
are the many illustrations of the seven question categories based on
Bloom's taxoniomy of objectives. ‘

15. Schwab, Joseph J. "Eros and Education:” A Discussion of One Aspect
of Discussion," Journal of General Education, Vol. 8, No., 1 (October
1954-1955) , pp. 51-T1.

This article, perhaps too difficult for beginning teachers, describes
the interpersonal relationships which operate in a discussion. Also,
the discussion itself is described in terms of three functions that
every discussion should serve: an efficient means of arriving at an
intended understanding of some specified object of knowledge; an
instance of process; and a stimulus to the student to try the activity
in gquestion.

16. Taba, Hilda. "The Teaching of Thinking," Elementary English, XLII
(May, 1965), pp. 53U-542, Also included in Language and the Hlgher
Thought Processes edited by Russell G. Stauffer.

This article describes a study of classroom interaction designed to
examine the relationship between teaching strategles and the develop-
ment of cognitive processes. The sbudy's central hypothesls was that

it is possible to train students in the processes of thinking, pro-
vided that the trainable cognitive skills could be ldentified. Taba
first identified the three tasks of (1) concept formation, (2) inter-
pretation of data, and (3) application of principles. Then she de-
scribed the strategl:s for inducting students into these thinking skills.
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