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A STUDY TO DETERMINE THE FRASIBILITY OF INCLUDING
TRE DIRECT EXPERIENCES OF MICROTEACHING AND TEAM
TEACHING, AND INTERACTION ANALYSIS TRAINING IN THE
PRE-SERVICE TRAINING OF FOREIGN LANGUAGE TEACHERS
By
David Edwin Wolfe, Ph. D,
The Ohio State University, 1970

Professor Frank Oitto, Adviser

The purpose of this study was to determine the feasibility of
fncluding the direct experiences of micro- and team teaching, and of
interaction analysis trafning 1in the pre-service component of teacher
education for foreign Ianéuage . achers, It further attempted to
ascertain the effects of such trafning.

The study was undertaken during the foreign language methods
course and during student teaching. During the methods course, the
students were divided into two groups; Group I {(n = 10) received the
direct experiences during the methods course and {nteraction analysis
training during student teaching, Group II (n = 10) received the
standard methods course. The design used for the methods course was
the pre-test -- npost~test by randomization,

During etudent teaching each student was videotaped twice. Analy-
sis of teaching performance was based on the first taping. Data for

fnteraction analysis was collected from both tapings.

Seven inst 'uments were used to collect data for the study:



1. The Teaching Situation Reaction Test. (TSRT)
2, An Attitude Survey,
3. An Ability and Anxiety Scale,

4. A Studeat Raving of Education Courses, and topics covered
in each methods course.

5. The Foreign Language Attitude Questionnaire. (FLAQ)
6. The Student Teacher Attitude Questic saire, (STAQ)
17, The Performance Cente.ed Criteria. (PCC)

Several questions were asked and the above instruments served to
answer them, The .10 level of significance was used to ascertain any
trends s a result of the training.

Results of the study indicate that there is no significant dif-
farence {n attitudes toward teaching as measured by the TSRT,

As measured by the Attitude Survey, there was no diffcrence hetween
the groupr on items of understanding the purposes of dialogs, pattern
practice, granmar generalization, and vocabulary teaching,

On {tems of how to teach the above activities there was
significance ja the direction of Group I on teaching the dialog,

On {tems of how the above four activitics fit into an audio-lingual
program there is aignificance on all post-test scores,

Ability to adapt or supplement materfals for teaching seems to be
unaffected by the direct experiences.

Students from Group I are better able to determine when learning
has taken place. Tuis 13 probably due to having worked with the pupils,

Students receiving direct experiences tend to have less anxiety

prior to student teaching, They also report higher confidence 1in
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their ability to teach Spanish,

Students in both methods cources rated their course as the most
valuable education course; Group I students rated their experience
slightly higher. Group 1 also rated microteaching as ihe most
valuable component i{n the methods course,

Performance during student teaching, as judged by two unbiased
raters, was non-significant,

There was no Significant difference Iin the teaching verbal pat-
terms of the two groups, Insufficient training (ten hours) was felt
responsible for this.,

There was no significant difference {n student tcacher attitude
toward the co-operating teacher,

Pupils of student teachers having received {nteraction analysis
training expresscd less vpositive attitudes coward foreign languages,
However, due to a high subject attrition (n = &4 for ecach group ca 'his
variable) the results werc felt to be invalid, since chance for error
was very high,

It was concluded that {t was feasible to include the direct
experiences of micro-teaching and team teaching with interaction analy-

ois {n the pre-scrvice component of forefign language education,
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DEFINITION OF TERMS

The following terms are defined so that the reader will be better
able to follow the discussion:

Direct Verbal Bchavior -- Refers to categories five, si», seven, on
the Flanders' Scale of lnteraction Analysis. It is teacher-talk,
which {s giving information, facts, or lLecturing (five); giving
commands or directions (six); or jJustify.ng authority (seven).

Fcreign Language Attitude Questionnaire -- An instrument devised by
Moskowitz to measure student attitude toward foreign languages

and corralates to the direct/indirect verbal categories of the
Planders' System,

1/D Ratio -- The percentage of {indirect verbal behavior divided by
the direct verbal behavior.

Indircct Verbal Behavior -- Refers to categories one, two, three,
four on the Flanders' Scale of Interaction Analysis. It {s
teacher-talk which accepts or shows understanding of student
fecelings (one); praises or encourages students' ideas or re-
sponses (two); expands or elaborates on a student's ideas
{three) ; ov asks questions, either narrow or broad, to the stu-
dents (four),

Inteyaction Analysis -- A system for describing and analyzing
teacher-pupil verbal interaction,

Microteaching -- A scaled-down form of teaching that has a speclfic
taaching focus, is limited to four or five pupils, and th~ lesson
lasts frown five to twenty minutes,

Performance Centerced Criteria -- A form devised by Politzer to
measure (eaching performance by foreign language teachers,

Pupil -- As defined {n this study, pupil always reters to lecarners
in the public schools.,

Student -+ An defined by this study, student always refers to
those 'uvolved in teacher training.
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Student Teacher Attitude Questionnaire =-- An {instrument devised by
Moskowitz to measure student teacher attitudes toward the student
tecacher's co-operating teacher.

Tcacher Situation Reaction Test -- A forty-eight ftem test deviscd
by Duncan to measure reactions to certain school s(tuations, It
cun ieasurc attitudes toward teaching and knowledge about teach-
ing. Tt has also been used to predict succees in student

teaching.
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CHAPTER 1

INTRODUCTION

The pve-service training of the Amerfcan teacher has usually been
lacking in one critical area -- adequate direct experience prior to
assuming a full-time teaching position. Many teachers face their
firet assignment with little more experience than six to nine weeks of
student teaching. This “experience', student teaching, 18 usually
filled with great anxiety, especlally during the {nitial period of
teaching. The student teacher frequently is affected by a '"sirk-or-
swin' syndrome. The anxiety encountered during student teaching,
often based on fnexperie.ce, lack of confidence, and other needs, fre-
quently narrows the student teacher's perceptual field, since he can-
not visualize the weaknesses that are pointed out by his supervisor,
Consequently, behavior change 18 very difficult to effect. This per-
ceptual narrowing also limits the number of behavioral alternatives
the student teacher might perceive and incorporate during the teaching
act. It forcea him to be closed and defeasive when his svpervisor sug-
gests alternatives, instead of being open and able to {ntegrate these
new behaviors,

The student teaching learning experience fa limfted, until the
novice teacher becomes more open and can make meaningful changes. This
concern {s best summarized by Carl Rogers, in his book, On Becoming a
Person, where Rogers defines '"sigaiffcaut learning,” (in terms of)

specific behaviors:

ERIC
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1. The person comes to see himself differently.

2., He becomes more self-confident and self directing.

3. He becomzs more flexible, less rigid, 1in his percep-

4. szog:;omes more open to the evidence, both of what is
going on outside of himself and of what is going on
inside o< himsgelf,

Various techniques have been used by instructors of methods
courses, in an attempt to fazilitate more "significant learning", One
of the most popular {s peer teaching, which can provide effective ex-
periences for many students, Peer teaching 1s seen as unnatural, by
this author, because of the prior knowledge and level of mastery pos-
sessed by the peers. One great advantage, however, {3 that he (the
peer tcacher) receives information about himself {n the role of teach-
er -- important to Rogers' points one and four. There are additional
techniques being explored currently, which have other advantages,

Simulation and microteaching -- techniques now often 1introduced
into the preparation of pre-service teachers prior to student teaching
-- have been attempted by various teacher training {institutions to
offer the student teachers feedback from an appropriate audience about
thetir behavior. Simulation provides vicar! us experiences with typical
school settings, while microteaching may provide the direct expericnce
with the type of pupil the student teacher will be facing i{n the stu-
dent teaching cxperience. However, as contrasted with macroteaching,
the microteacher concentrates on one particular strategy or concept
and teaches until the performance is satigsfactory to the microtcaching

supervisor. Thus, microteaching can be a performance-centered currfcu-

lum, in contact with reca) pupfls., Turther, it {s used in an attlempt to

o 13
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3
integrate theory and demonstrations from the methods courses in order
to preasent the pre-rervice teacher with a balance of training in
theory and practice. These settings add dimensions of appropriateness
and ceallty to Kugers' criteria,

Pre-scrvice teacher training programs have 1inadequacies in other
areas, In addition to the need for direct experiences, student teach-
ers need to broaden their perceptions of themscives as teachers through
mesningful feedback. Coupled with a narrow perceptual field, student
teachers are usually unaware of the effect their verbal and/or non-
verbal behavior has on their pupils. They may adoét a different ver-
bal style, which they feel is appropriate to their new role of teach:r,
learned from observing the language of their own or other teachers., In
spite of careful planning and their supervisor's caveats agsinst con-
stant talking, they end up doing just that. A verbal coding system can
help student teachers become awave of their verbal behavior patterns,
and under good conditions of support, may permit them to make appropri-
ate changes, Interaction analysis, as developed by Planders, for
cxample, offers a vehicle for such feedback.

This dissertation is tascd upon the assumption Xhuat some type of
well-designed direct experience prior to student teaching {8 nceded by
many prospective tevc:hers, Sccondly, {t {s assumed that student
teachers nced fcedback based upon their verbal behavior. Such exper-

iences may be provided through microteaching and interaction analysis,.

What is Miciroteaching?

Micrnteachin- 18 a scaled-down form of teaching, 1in which a stu-

C 149



4
dent teaches a amﬁll aroup of four or five pupils for five to twenty
minutes. Dwight Allen and Kevin Ryan state five essentfal propositions
about microteaching:

First, microteaching is real teaching, Although
the teaching situatfon i8 & constructed one 1in the
sense that teacher snd students work together in a
practice situation, aevertheless, bona fide teaching
does take placr:,

Second, wicroteaching lessens the complexities
of normal classroom teaching., Class size, scope of
content and time are all reduced,

Third, microteaching focuses on training for the
accomplistment of specific tasks. These tasks may beo
the practice of instructional skills, the practice of
techniques of teaching, the mastery of certain curric-
ular materfats, or the demonstratfon of teaching
methods,

Fourth, microteaching allows for the increased
control of practice. In the practice setting of
microteaching, the rituals of time, students, methods
of feedback and supervision, and many other factors
can be manipulated. As a result, a high degree of
control can be built into the trafning program,

Pifth, microteaching greatly expands the normal
knowledge-of-results or feedback dimension {n teach-
ing. Iimediately after Ceaching a brief micro-lesson,
the trainee engages in a critique of his performance,
Te give him maximum {nsfght {nto his performance,
several sources of feedback are at his dispcsal.
With the gufdance of a supervisor or colleague, he
analyres aspects of his own performance {n light of
his goals. The trainee and the supervisor go over
student response forms that are designed to elicit
student reactions to specific aspects of his teaching.
When the supervisor has videotape available, he can
use videotape playbacks to help show the teacher how
he performs and how he csn fwprove. All this feedback
can be {mpediately translated into practice when the
trainee re-teaches shortly after the crittque confer-
ence. (2, 2'3)-

The user may choose from many models of microteaching. Most
nodels usvally consist of the following cyclet 1) Teach; 2) Critique

(by the micro-pupils, peera, andf/or supetvisor); 3) Preparation
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of materials for re-teach s8ession; and 4) Reteach,

This writer believes that the 1inclusion of microteaching in the
pre-gervice trafining of teachers provides a way to strengthen the
quality ¢i the student teaching experience, Microteaching can reduce
some of the anxiety experienced in student teach'ng by preparing and
foplementing a lesson to offer experience, and further, by having suc-
ceasful experiences with small gr-ups of real pupils. Microteaching
can help the teacher trainee to realize the difficulties of teaching
through exposure to pupils of varying abfilities and by allowing him
the opportunity to prepare various materials for use in direct experi-
ences. It can help the teacher to changc some of his behavior prior
to student teaching by receiving feedback from the pupils, pcers,
supervisor, and the ‘mirror image” through the use of the videotape
recorder. This type of direct training can alsc lead to a more fruit-
ful experience during student teaching.

In the past, it has been difficult to include microteaching 1in
the training program due to certain contingencies, such as: student
schedules, availadility of pupils who are willlng to come to the
campus for microteaching sessions at {irregular hours, inadequate
facilities on the campus for 8 teaching center with equipment and sup-
plies, and above all, the necessary funds to finance additional staff
and to reifmburse the micro-pupils for their time. Most microteaching
programs occur durfing the early evening hours, (i. e., from six unt{)
nine o'clock), or during summer training programs, for example at

Stanford University. Since the public echools have an essential role

16



6
in the training of tcachers, it secems appropriate that the sclicols
should be the locus of some of the pre-student teaching experiences by
providing pupils and classroom space, A part of this study will de-
scribe a w{crotaac'.ing scquence in foreign languages, that took place
in a public school during school hours, as an integral part of the
foreign language mecthods course. It further concerns itself with the
feasibility of including microteaching as & permAnent part of the dre-

service training of foreign lsnguage teachers.

What is Interaction Analysis?

“Interaction analysis is a system for describing and analyzing
teacher-pupil verbal interaction,” (32, 200)., Originally devised by
Ned Flanders in 1955, this particular sysiem has ten categories --
seven for teacher talk, two for student talk, and one for silence or
confusion. Since then, numerous other coding Systems have been devel-
oped such as VICS, OScAR, FLint, and MACI., The Flanders system was
choaen for usc in this study.

Interaction analysis systcms have been used for research purposes
in many facets of teacher education, to study the relationship be-
tween tesching style and pupil achievement, and 1in supervision.
“Prior to the 1960's, alwost all research on 'effectsve teaching' con-
centrated on links between characteristics of teachers or of teschiug
scttings (input) ard various kinds of pupil growth (output)," (3C,
16-17), Interaction analysis systems show, then, what teachers "do"
in the clsssroom and not what they "hsve" or what they ''are'’.

This writer believes that pre-service teachers need an awareness
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of their verbal behavior and {ts effect upon their pupils. This aware-
ness can be achieved by using Flanders’ system of interaction analy-
sis, Certain modifications of the system are made to allow for the
uniquena®s of forcign language teaching and learning.,

Usually the pre-service teacher at the Ohio State University has
been exposed to 1interaction analysis iIn an 1introductory Education
course. This exposure has been general and not especially relevant to
foreign language teaching. In the context of this study, training in
interaction analysis will be given to those about to enter student

teaching by one who {s familiar with forefgn language teaching.

The Problem

The preparation of pre-service foreign language tcachers s the
focus of this study, In these times of educational change in teacher
preparation, restricting the program to the use of campus classrooms
is an outmoded idea. Continued implementation of this idea will only
increase criticfsm of the teacher oducation program and will further
maintain a high level of anxiety, which students evidence prior to
student teaching. New models of teacher training must te found so
that students can receive more direct experiences earlier in the
training than the usuval student teaching, which takes place {n or near
the final quarter of the senior year. Increased direct experience at
an carlier time would permit more effective screening, more awarencss
of {individual strengths and weaknesses, and a greater possibility of
effecting change well before the student teaching experience. During

the student teaching experience, the college supervisor could derte

R b
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more time to correcting individual weaknesses of studernt teachers, and
to improving language skills. The latter has usually been slighted,
due to the preoccupation of trying to change behavior anc to develop-
ing more ~ffeztive teaching techniques.

The problem, as researched by this study, i{s this: Does training
in microteaching and Flanders' system of i{nteraction analysis enhance
a prospective teacher's classroom sensitivity, make him more {ndirect
in his verbal behavior, give him a more positive attitude toward
teaching, and make him & more skilled teacher than one who has not re-
ceived this training?

In summary, the purpose of this study {s to ascertain whether
microteaching and interaction analysis, together, are significant fac-
tors in the training of pre-service foreign language teachers, and to
determine the feasibility of including such training as a permanent

feature in foreign language teacher preparatfon.

Research Questions

As o feasibility study, answers were sought to the followiny
questions:

1, Will pre-service tcachers, who have received training
in microteaching, have a more posftive attitude toward
tecaching, as mcasured by a higher score on the Teach-
ing Situation Reaction Test: (TSRT) than those who
have not received such trasning?

2. Do pre-service tcachers, who have received carly
dircct cxperlences report lass anxiety prior to stu-
dent teaching than those wto have not received such
training?

3. Do pre-sexrvice teachers, who have received early
direct cxperiences, report higher confidence in their

- 19
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6.

7.

10.

11.

9

ability to teach Spanish than those whc have not re-
ceived such training?

Bow will students from Group I, that group receiving
direct experiences, and Group II, that group receiv-
ing the standard methods course, rate the value of
their methods course, Education 540-B, compared to
other Education courses?

How will students from Groups I and II rate the value
of the topics covered in thefr section of Education
540-B?

Do pre-service teachers, who have received early
direct experience, have a better understanding, as
measured by an Attitude Survey, of the purpos:s of
the dialog, of pattern drills, of abstract words, of
grammar generalizatfons, and lesson plans than those
vho have not recefved such training?

Are pre-gervice teschers, who have recefved early
direct experiences, better able, as measured by an
Attitude Survcy, to adspt or supplement materials for
the tecaching of the difalog, pattern-drills, abstract
words, grammar gencralizations, and writing lesson
plans than those who have not received such training?

Are pre-service teachers, who have reccived early

d{rect experiences, better able, as measured by an

Attitude Survey, to determine when the dialog, pat-

tern drill, abstract words, or gramnar generalization
have been learned than those wlhio have not received

such training?

Do pre-service teachers, who have received early
direct experiences have different expectations of pu-
pil ability, as measured by an Attitude Survey, than
teachers who have not received such training?

Do pre-secrvice teachers, who have received -early
direct experiences, perform better during student
teaching, as measured by the Performance Centered
Criteria (PCC), than those who have not received such
training?

Do student teachers, who have been trained {n inter-
action analysis have higher indirect verbal patterns

than those student teachers, who have not received
such training?

v 20
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10

12. Do the pupils of teachers who have been trained in
the use of interaction analysis have a more positive
attitude toward foreign languages, as measured by the
Poreign Language Attitude Questionnaire (¥LAQ' than
the pupils of those teachers who have not recefved
such training?

13, Do student teachers, who have been trained in {inter-
action analysis have less positive attitudes toward
their co-operating teachers, as measured by the Student
Teacher Attitude Questionnaire (STAQ) than those stu-
dent teachers who have not received such training?

Desipgn and Procedures

The students in this feasibility study were selected from a Span-

ish methods course durirg the Fall Quarter, 1969, at the Ohio State
University, and were randomly assigned to two groups. Group I receiv-
ed the carly direct experiences -- microteaching for two weeks and
team teaching for three days in a public school as an integral part of
the Spsnish methods course. Group II experienced only the standard
Spanish methods course,

During the Winter or Spring Quarters of the student teaching ex-
perience, the students of Oroup I received about ten hours of inter-
action analysfs <(raining, with the fuvestigator using the Flanders'
syster adapted to foreign language teaching. Each member of Group I,
who participated {n this training, met with the writer for four one-
hour sessions, and listencd to and coded simulated classroom situa-
tions as a follow-up to the scssions,

Bach student teacher from Groups 1 and 1I, who taught in the Win-
ter or Spring Quaxters, was videotaped twice, for thirty minutes each
time, Interaction Analysis codings were taken from the audfo portion

of the videotapes. Classroom teaching performance was based on the

DN
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first teping., The administration of several {nstruments is an attempt

to auswer the above research questions.

Format of the Report

A review of the literature in the fields of microteaching and
interaction analysis 1is presented in Chapter IX, with a review of some
microteaching models in foreign language at different teacher training
institutions, and a model for using microteaching and Interaction
analysis together. The complete methodology for this study is to be
found in Chapter III., Chapter IV presents and discusses the results.
Chapter V contains the conclusions and implications for change in the

pre-service education of foreign language teachers.,
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CHAPTER 1I

REVIEW AND ANALYSIS OF RELATED LITERATURE

This rchapter wi{ll be concerned with the related literature of
microteaching and interaction analyais which 1is appropriate to the
study. Thus, the review 18 not exhaustive, but it deals with the
major significant contributions of the two fields,

This chapter will be divided into four sections: microteaching,
interaction analysis, two models of microteaching, and a model apply-
ing interaction analysis and microteaching for a new type of super-

vision.

A. MICROTEACHING

Microteaching, as a procedure in teacher education, was developed
under & precise definition and format by professors Robert Bush and
Owight Allen in 1963 at Stanford University. Although the hbasic pro-
cedure hz.s been used for decades, this precise versfon {s new and it
has been widely copied and adapted during the past several years.
Microteaching lends itself readily to modifications; therefore, many
adaptations are to be fou.nd depending on the needs of the institution

planning to incorporate microteaching into its training program.

Microteaching at Stanford University

The original microteaching sequence at Stanford was provided dur-
ing the initfal summer sessions for post-degree students, who would be
involved in an internship in nearby high schools during the following

12
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school year.

The result of the first wmicroteaching sequence showed that the
trainces from the experimental (microteaching) group achieved a higher
level of tcaching competence (p .0l) than the control! group. The con-
trol group spent twenty to twenty-five hours per week in sumer astu-
dent teaching while the experimental group #pent ten hours per week {n
microteaching, The traihlng lasted for eight weeks for both groups.

Participant acceptance of the wicroteaching experience was very
high. Of the forty-seven interns who had received microteaching train-
irg 89 per cent, ({n response to a questionnaire, rated microteaching
as ''quite valuable" experience. After the fitern experience (n = 23)
4 per cent of the interns rated the microteaching experience as
“quite valuable"”. (The word ''quite'' probably is used colloquially to
mean '‘very',)

Microteaching was aleo uled at Stanford University to predict
subsequent classroom performance., Grades of A and B in student teach-
ing were regarded as successful. The predictive relationship between
microteaching acores and student teaching ylelded a chi-square proba-
bility of 001, (24, 1-12), Thus the summer tcaching was dropped in
favor of microteaching.

Microteaching also seems to be as effective as student teaching.
Kallenbach reported that '"A first major finding in the Stanford Pro-
gram was that there were no significant differences in judged teacher
competence between randomly selected secondary intern teaching candi-
dates (n = 30) who had had gumper student teaching and those who had

particijsted in the wicroteaching program on caspus,” (20, 15). In

Y
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work that he did at San Jose State College, Kallenbach found similar
results, viz, no significant differences between micrc-teachers and

student teachers during the summer program. But, studint teachers
were sigrificantly better (p=.05) to begin with. Microteaching scems

to be an equalizer, He further found that microteaching only needs
one-fifth of the time that student teaching does. (People who arc
familiar with such summer programs are usually not {mpressed with
them. Professor Robert Politzer of Stanford University expressed, to
this writer, that the summer intern microteaching program was artifi-
cial and that under these conditions, it was impossible to build on

the existing knowledge of the pupils.)

Microtcaching at Brigham Young University
The use of microteaching at Brigham Young University differs
slightly from the Stanford University summer intern program. Thefr
microteaching sessions are held both during the summer and during the
normal school year with undergraduates. When possible, pupils from
the local schools are used for the sessions. ihen these pupils arc un-
available, pcers from the college classes are used. Dwayne Belt lists
the reasons for this:
1. Observing others teach and discussing their perform-
ance broadens the experfence of the observer and
therefore lessens the number of actual prescntations
required by each trainee to alter his own teaching
behavior.
2. Use of the trainees as observers expands the evalu-

ation process and sensitizes each trainee to assess
his own teaching behavior more critically.

O
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3. Having a group observe the lesson presentation usual-
ly results in a variety cf creative approaches for
presenting similar lessons or concepts, (16, 1-2),

As {n tha Stanford University study, microteaching *7as very high-
ly acceried at Brigham Toung University as being beneficial, Ninety~
six per cent felt they benefited by {t.

Belt lists several conclusions that were appropriate to the
Brigham Young University microteaching experience:

1, Microteaching, with {ts provision for i{mmediate feed-
back and for self-observation by students offers a
unique opportunity for individualized {nstruction of
teacher traineces.

2. Microteaching {s valuable 1In {ntroducing the trainee
to different types of classroom sfituations or prob-
lems. Segments of classroom interaction can be taped
elsewhere or difficulties can be 'stagea" by the pu-
pils of the minfature class. As his areas of weakness
are {dent{ffed . . . the trainee gains confidence and
8kill in handling these situations effectively.

3. . . . The use of videotapes in microteaching enables
the trainee to sce himself as he interacts with a
group of students and to arrive at soms conclusions
in regard to his effectiveness {n the teaching s{tu-
ation,

4. Trainces agree that comments and suggestions made by
their fellow student teachers are definitely valuable.

5. Performance of students, as judged by supervisors,
claasmates, and the pupils they teach, 1{s usually {m-
proved -- sometimes to a great extent -- following the
evaluation session and videotape playback, (16, 4-5),

Although these arc the conclusions reached by Belt, only numbers one,
four, and five are {nherently the result of the precise usn of micro-

teaching, (It {s important to point out that in aumber five above the

microteachers received feedback from the pupils they taught,) Conclu-

26
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sions two and threce are the result .: the videotape recorder.
Future research efforts in microteaching at Brigham Young Univer-
sity will be centered on the following areas:
1. Involving the c¢lass in the lesson.
2, Asking questions.
3. Classroom management,

4, Providing contact with the referent or appropriate
vicarious experience.

Brigham Young University has also heen attempting to include
microteaching on a large-scale basis, {, e., for all Educat{on majors.

Presently every pre-service candidate teaches at least one micro-
lesson using three to four classmates as micro-students., He arranges
for a thirty minute session., Due to the lsrge number of students
there {s usually no re-teach. Each micro-teacher has to meet instruc-
tional objectives such ss 'Minimal performance shall require that
seventy-five per cent of the students taught shall have achieved the
teacher's objective, and that students shall be caused to function at
least once above the lowest cognitive level," (22, 2),

Student cvaluation of this requirement rates very favorably with
previous Brigham Young University wmicroteaching and that of Stanford
University. Eighty-seven per cent of the students in Education 301
rated microteaching as '"Excellent," while 'Writing Behavioral Objec-
tives,”" and '"Use of Referent,'" each received thirty-saven per cent.,
Additional feedback from the participants showed that seventy-six per
cent involved had their self-image as a teacher changed efther 'Very

True' (thirty-five per cent) or '"Somewhat True'' (forty-one per cent),
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Ninety-seven per cent indicated that microteaching caused them to sce
areas in need of imgrovement, 'Very True' (eighty-eight per cent) and
“Somewhat True' (nine per cent)., It is difficult to ascertain whether
these recults were the product of wmicroteaching alone or whether the
videotaps recorder had an influence on thenm,

Borg, writing about other findings of microteaching, says that,
'"Research evidence indicates that skills learned in the microteaching
format transfer to a significant degree to the teacher's behavior in
his regular classroonn and persist with little or no regression for a
period of several months," (17, 4),

In reviewing retearch by Dwight Allen, Borg quotes, 'There {8
also some evidence tc¢ indicate that microteaching achieves changes in
teacher behavior much more rapidly than student teaching or Intern

teaching,”" (17, 4).

Microteaching at University of Marylsnd and Johns Hopkins University

Young and Young are doing resesrch in microteaching that is simi-
lar to the study at hand.

Pre-service students at the University of Marylsnd and interns at
Johns Hopkins University teach micro-lessons 1in private and pudblic
schools of Balt{more City and County. Micro-pupils are obtained from
study halls, released time activities, and in some cases, classes,
{No indication was given whether the microteaching was related to the
course of study of the pupils {nvolved.)

Preliminary reports of {nterns who received microteaching versus

those whose trafining began in the classroom indicate that micro-teach-

-
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ers had more “total Reinforcement" (.005), had more "Different Rein-
forcements” (.005), were better at "Establishing Orientation to the
Tack" (.0005) and were also better at 'Probing" and "Clcsure" (.005
and .01), (23,10). The microteaching group received instructfonal
sessfons over these areas in pre-microteaching seminars.

On Hough's Verdal Interaction Scale there was no significant dif-
ference, except the microteaching group reached t = .10 on the Revised
Indirect/Direct Ratio. No group was given training i{n the use of the

verbal ayatem, (23, 11).

Microteaching and Relevance to Course Work

Two writers discuss microteaching as it {8 relevant to course
work,

Gilliom, of the Ohio State University, includes microteaching as
a part of his aocial studies methods course, as this study attempts to
do. He indicts the undrrgrsduate pre-service training for failure to
“tell {t like it is.'" Por him, microteaching is a means ''to come to
grips with this confrontation gsp and to add a note of realism to the
study of social studies methods,"” (34, 165).

Adrian Van Modfrans used microtesching at Purdue University in an
Educational Psychology course. She divided the course 1into five
groups, four control and one microteaching. The microteaching group
found 80 per cent of the material learned in the course to be relevant
to teachirg, while the four conitrol groups made ratings ranging from
ten to forty per cent. It was concluded that a microteaching experi-

ence of the nsture used 18 8n important adjunct to the Educational
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Psychology course, "Students tend to perceive such an experience as

valuable and relevant to their teaching goals,” (21, 8),

Microteaching and Self-Supervision

The following schema {8 {ndirectly related to the study at hand.
Dongld Johnston had microteachers teach twenty minute sessions which
were videotaped with no one present but micro-pupils and the micro-
teacher., One group of micro-teachers received training in the
Planders System of {nteraction analysis, while the control group had
no such training. After the microteaching sessions the experimental
group viewed a videotape for thirty minutes, with no supervisor, using
the Planders System of {nteraction analysis. The control group viewed
tapes of their teaching with the supervisor and received "traditional"
supervision. Each group was administerced the Minnesota Teacher Atti-
tude Inventory (MTAI). 7The resvit showed that:

1. Self-supervision tends to promote indirect teaching.
2. Self-supervision tends to promote higher scores on

the MTAI, (18, 6).

B. _INTERACTION ANALYSIS

Interaction analysis 1is a s,stem formulated by Ned Flanders in
1955, which attempts to code the verbal {nteraction between student
and teacher. Since Flanders, there have been numerous verbal coding
systems devised; but this study will refer to the Fisnders System,
modified by Gertrude Moskowitz, as it applies to foreign language
teaching. It is within the last four years that the use of interac-

tion analysi{s has become widespread and thus the review of the litera-
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ture will be limited, for the most part, to those studies which have
relevance to this report from those years. Since therc is a plethora
of l{terature in this area, and ft would he {impossible to review it
here, the reader f8 encouraged to peruse the c¢ollection of articles
compiled by Amidon and Hough (see bibliography), and the journal of

the AERA for the years 1968 and 1969,

Interaction Analysis-related Research and Literature

A study by Amidon shows that student teachers, as a gener-l
group were found to become more indirect, accept more student ideas,
and criticize leas after training in Flanders System than the subjects

aot trained, (25, 44-56),

Interaction Analysis and Student leachers

Training in interaction analysis varies from study to study.
Hough and Ober found that ten hours of training was adequate to train
pre-service teachers to show conditions of empathy and congruence, (3,
330). This finding s in relation to Carl Roger's theory that student
learning {s enhanced by teachers who are congruent, and are expres-
ging unconditional positive regard and empathy to their students.

Hough and Ober also found that encouragement and praise result in
higher student achievement 1in junior high school social studies and
mathematics, and the pupils have a more positive attitude,

Gertrude Moskowit:z gave her stuwant teachers thirty hours of
training, She reports that student teachers trained in interaction
analysis praised more, and communicated less dissatisfaction. The stu-

dent teachers also appeared to have more positive attitudes toward
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tcaching and more indirect teaching patterns. They wused less
direct and extended direct {nfluence and had more extended
praise, (36).

William Hill, in a doctoral dissertation, trained in-service
teachers for six, eight, and ten hours and found that ten hours was
somevhat superior to the other two, (37).

Jeffery Kirk taught his elementary student teachers interaction
analysis for five fifty minute sessions and six individual conferences.

The total training time was about twelve hours, (3).

Timing of Interaction Analysis Training

One would wonder when the interaction analysis treining should
take place. Norma Furat used three groups to try to ascertain this,
two experimental groups (one which received training prior to student
teaching and the other during student teaching), and one control
group,  She found that timing of the interaction analysis trafning
secms to have no effect on behavior differences of accepting behavior
and questioning.

However, according to Furst, therc was a difference on two dimen-
sions -- total pupfl talk and pupil response talk -- with student
teachers trained during student teaching ranking higher than those

trainced prior to the experience or those without training, (33).

Interaction Analysis and Attitudes toward Teaching
Several studies point out consistently that teachers trained in
interaction analysis have ware positive attitudes toward teaching.

Thia {8 supported {n the findings by Furst, (33), 2ahn, (40), Mosko-

)
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witz, (36), Ober, (39), and Hough and Ober, (3), However, Kirk and
Amidon found no significant difference on this variable under pre- and
post-test condftions, 4. e,, there was no significanc difference in

the attitude of student teachers toward teaching, (35).

Interaction Analysis and Indirect/Direct Ratios

The research in this area also consistently shows that teachers
trained in interaction analysis are less direct and more indirect,

Furst's student teachera had more total pupil talk and more pupil
response talk (leas teacher talk, thus lesa direct) than those in the
control group. The experimental groups aleo had more teacher accept-
ance of student ideas, (33).

Kirk and Amidon found that the interaction analysia trained group
talked lesa, gave fewer directions, and asked more questions after pu-
pil covments than the control group, (35).

Ernest Lohman, using a revised Flanders System with thirteen cat-
egories, found that his studant teachers used less direct teacher
talk, gave fewer directions, used more indirect teacher talk, and
accepted and clarified 1ideas to a greater extent than those student

teachers not trained with the revised Flanders System, (38).

Student Teachers Reaction to lnteraction Analysis Training

The most cffective trafning one can give to & student teacher {s
of no value unleas the one receiving the training feels it is valuable,

Edmund Amidon and Anita Siwon report the following general state-
ment of student teachers' reactions to {interaction analysis training:

"Student teachers feel that interaction analysis {s significant be-

vy
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cause it helps make operational much of what they have already learned
about educational methods «nd theory. Students also appear to think
that tliey have gained insight into their teaching behavior and that
this insight will rnake it possible for them to adjust their behavior
to variout types of teaching situations,”"” (15, 5-6).

Although originally deaigned as a research tool, interaction an-
alysis has given applications to the teaching-learning process, espe-
cially the early study by Ned Flanders in the teaching of geometry
where the pupils of teachers trained in interaction analysis achieved
significantly higher than the pupils of non-interaction analysis
trained teachers, and the Hough-Ober study showing higher pupil
achievement in junior high school social studies and mathematics of
teachers who received interaction enalysis training. Hough-Ober's
finding that ten hours of interaction aralysis training is suf..cfi-1t
to train pre-service teachers to show conditions of empathy and corn-
gruence is important to the teaching-learning process. This supports
Rogers' theory that learning {s enhanced by such teacher behavior, (3).

The above-cited studies of Aridon, Hough-Ober, Flanders, Mosko-
witz, and Lohman would seem to support the inclusion of interaction
analysis somewhere in the pre-service program, The study at hand at-
tempte, in part, to ascertain the feasibility of including interiction

analysis in the pre-service preparation ¢f foreign language teachers.

C. TWO MODELS OF MICTEACHING IN FOREIGN LANGUAGES

1. Stanford University Swummer Intern Program

The Stanford University summer intern program for foreign languace
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teachers prepares pout-degice students for Internships in nearby high
schools during the following school year., Since the program is con-
stantly being revised, it is difficult to describe a model which char-
acterizes this prozram adequately. However, the original microteach-

ing format and the present one (1969-70) will be described,

Original Pormat

The original format started with 1) a five minute teach, followed
by 2) immediate student evaluation, and 3) reteach, upon option of the
advisor,

The problem with this format wes, as expressed by Professor Robert
Politzer, “the extreme artiffciality and the impossibility of pro-
viding any teaching situation which could build meaningfully on the
existing knowledge of the pupils."” (lLetter written to the writer on

Pebruﬂry 26’ 1970-)

Present Format

The present format is a continuous micro-class in which candidates
take turns teaching specific topics (five to ten minutes at & timec de-
pending on the kind of “closure'" they want to achieve), The entire
micro-class sessfon (forty-five to fifty minutes) {s videotaped and

the critique follows.

Physical Arrangements

There are no fixed physical arrangements although it is preferred
to have th¢ camera at a dfegonal position, which makes it possible to

videotape the tecaching performance &s well as the astudent reaction.

t ')r‘
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Schematic drawing of the physical arrangements:
Legend: A = the micra-teacher
B = the micro-class
C = the camera
D = the advisor

A

pESK E::] ¢
B B

Bpg U

11. Microteaching in Poreign Languages at Brigham Young University

At Brigham Young University, the langunge departments require a
"Skills Practice'" session prior to the microteaching with an actual
clssa, The methods {nstructor demonstrates the techniques of a spe-
cific teaching skill (teaching a dialog, conducting 2 pattern drill,
making a grammar presentation, etc.,), then gives the students the as-
signment to prepare a presentation {in order to practice the skill he
demonstrated, This presentation is made to the class, at which time
it i{s videotaped. The other class members write down comments and
criticisms during the presentation, so thst both the instructor and
students can make comments during the playback period, stopping the
videotape secorder as necessary. The {nstructor gives the micro-
teachar & grade on the presentation, his own written evaluation, plus
the coples of the other students' comments,

After the students have practiced the skills, they are assigned
to do microteaching with an actual class, If the micro-class mcets at
an hour other than the methods course, the micro-session is videotaped

and the tape 18 played back for criticism and comment during the

a6
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methods class. When the micro-scssion meets at the same hour as the
methods course, closed-circuit equipment i{s used. The language class
is h21d in a room near the methods classroom, In this way, the micro-
teacher, the micro-pupils, and the cameraman are the only persons in
the classroom; the methods instructor and the methods class students
are 1in sanother room, watching the presentation. This arrangement
allows the methods teaclhier and students to comment on the presentation
while 1t 1is actually going on. In addition, it keeps all observers out
of the actual classroom. A videotape {5 made of the presentation So
that the micro-teacher can play it oack and be critiqued by the
methods {nstructor at a later time.

This procedure {3 used with all the bagic techniques of language
teaching. The micro-teachers are critiqued by both the methods
fnstructor and their pecrs. Brigham Young University has experimented
with and {8 necgotiating the purchase of a two-camera wmixer console,
which would allow the 8imultaneous presentation of two images on the

monitor, {in order to view both the micro-teacher and the micro-class.

D, AMIDON'S MODEL OF MICROTFACHING AND INTZRACTION ANALYSIS

Amfdon (32) has recently attempted to combine microteaching and
interaction analysis to {llustrate a new mode of supervisfon in which
the micro-teacher plots the objectives to be covered, teaches, re-
ceives feedback, and determines whether the lesson was successful.

Amidon refers to this procedure as the Skill Development in
Teaching model (SKIT). It has five steps:

1, Selection of the appropriate objectives,

e
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2, The skill session,

3. Data collection.

4. Feedback.

5., Tructice or re-teach,
He modifies the Flanders' ten categories by adding twenty-nine

sub-headings such as the following:
Category 1 -- Acceptance of student feelings.
a8, Acknowledgement -- recognizes student feellags.

b, Clarification ~-- relates expressed feelings to prob-
able cause.

r.» Reference -- compares expressed feelings to feel-
ings of others or the teacher.
In the s8kill sgessions, (microceaching) the student teaches a
micro-lesson that includes the following specifications:

1. A simple content objective that can be achieved in
about five minutes and that would also be appropriate
to asking different types of questions.

2. Five students to participate in the skill session.
Thia number may vary but should be no greater than
ten. The students can be children or other college
students playing pupil roles.

3. Two each, of four types of questions: F - factual,
C - convergent, D - divergent, E - evaluative ques-
tions.

4, 1f (3) above 18 not accomplished, the microteaching
will be reperted. (32, 210-211),

The third phase {s data collection using the interaction analysis
system, and audfo- or video-tape recorders. The latter is extremely
good for recording non-verbal behavior. Student reactions to teacher
behavior can also be recorded,

Phase four, feedback, compares the data {3) to the objective (1).

Amidon believes this wethod has the advantage of not telling a micro-
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teacher that he has failed. The wmicro-teacher tells himself that he
has failed.
The last phase is the practice or re-teach session, :.f the micro-
teaching 1s not successful.

The advantages of microteaching and interaction analysis, as re-

ported are:

-The use of categories makes teaching objectives easily
definable.

-Second, using categories with operationally agreed
upon definitions dimproves communicrtion by providing a
cotmon language for supervisors to uge when discussing
teaching.

-Third, the observation of the supervisor is more re-
1iable than in the case of unstructured observation.

-Fourth, the teacher's observational skill i{s increased
so that he has a new tool for learning.

-And, £1fth, because tlic supervisor no longer needs to
evaluate the teaching session, the relationship between
teacher and supervisor should be improved. (32, 212),

Application of Amidon's model in the foreign language teacher ed-
ucation program will be developed {n Chapter V, when recommendations

for change are made,
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CHAPTER III

METHODOLOGY

This study was designed to determine the feasibility of including
microteaching and {nteractfon analysis as an integral part of foreign
language tecacher preparation. The study was carried out within the
scttings of a methods courae for Spanish teachers, the public schools,
and student teaching.

In brief, this study attenpted to determine the effect of dircct
experiences during a methods course upon student teaching performance
during the student teaching experience. Data was collected 1in order
to sscertain the effects of direct experience and to discover some of
the problemsa inherent in any change.

The study also attempted to ascertain the feasibility of inciud-
ing interaction analysis {n terms of trainer and traince time; the
effect of such training on student teachers' attitudes toward teaching
and thefr co-operating teacher; and the effect of this training on

pupil attitudes toward foreign languages.

RESEARCH DESIGN

Selection of Ssmple

The students, who participated ({n this study, were selected from
Education 540-B, a methods course for Spanish teachers, offered during
the Pall Quarter at the Ohio State University. Initiallv, there were
twenty-one students. They were randomly assigned to one of twu groups,

29
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Group I, that group which received the direct experience and {nter-
action analysie training, and Group II, that group which received the
standard methods course. As a result of the randor. assignment t.o
groups, there were ten students in Group I and eleven students in
Group .f. One student dropped from Group II due to language difficul-
ties leaving N = 10 1in each group. This random assignment was doue

the first cless meeting by drawing the student's name from a box.

Experimental Desian

The rescarch design chosen for the study was the Pre-test -- Post-
test Control Group, as discussed by Campbell and Stanley (27), and has
the following graphic description:

R 0 X 0p

R 04 0,
where: R = randomization of the groups, 0l and 03 = the pre-tests, 0j
and 0, = the post-tests, and X = the treatment (direct experiences)
given to Group I.

This particulsr design controls for all sources of Internal Va-
11dity, but lacks strenpgth for Fxternal Validity. Illowever, duc to one
type of test which was used and the nature of the treatment, X, there
was probably very 1ittle interaction of the test, the Teaching Sit-
uvation Reaction Test (TSRT), with X allowing for at least one control
for fxternal Validity. With the other tests used, there was probably
some interaction of the test with X allowing for limited interpreta-
tion.

Although this was a feasibility study, every attempt was made to

o 1
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prevent the 'Hawthorne effect'. The students were simply told that,
at that time, it was impossible for all of them to do microteaching in
the s8chool and that dividing the course Into two s8scctions was
egsential,

The choice of the pre-test -- post-test control desfgn for the
methods course was necessary for this 3tudy to determine the cffect

direct cxpericnce has on certain aspects of foreign language teaching.

PROCEDURE

The study consisted of four major phases: Preparation and organ-
ization of plans, Development of fnstruments, Execution of the cxperi-
ment, and Analys{s of the data. Analysis of the data i{s presented fn
Chapter 1V,

In phase threec of the study, the pre-service teachers became in-
volved, This phasc was divided into two steps: Step A, the methods
course durfng the Pall Quarter, and Step B, the student teaching

expevience,

Prepazation and Organization of Plans

During the summer prior to the study, initial, tentative permis-
sion to conduct microteaching in the selected school was obtained from
the vice-principal responsidle for instruction and the co-operating
teacher who would provide lesson content and fnstructfional objectives.
She was also responsi*le for assigning pupils to the micro-sessions.

The tdea for the study resulted from a seminar on innovation {u
foreign language teaching and was fuaded by the Graduate School of the

Ohio State University. Support for the investigati{on for a period of

! 11‘?
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twelve months and funda to purchase vidcotape for phase two of the
study were provided,

Prior to the commencement of the Fall Quarter, th: writer, who
taught Group II, met scveral times with the fnstructor of Group I, to
determine course content and commonality of objectives prior to the
microteaching experience., Ideas and materials werc shared to insure
this objective. The instructor of Group I was a teaching associate in
the department of Bumanities Education, who was the regularly assigncd
instructor for Education 540-B, Teaching philosophy and teaching ex-

perience were comparable to the writer's,

Commonality of obiectives

It was an important part of the procedure that each group of the
methods course covered the same topics for the first five wecks of the
course prior to Group I doing microteaching. The topics agreed upon

and covered by the two instructors follow.

Topics covered and examplaeg

1. Teaching of Vocabulary
a, abstract words -- these words were demonstrated
by the {nstructor and suggestions for teaching
vocsabulary were glven. For example, the instructor
taught the abstract word tambien, which meane "too' or
"also'". To not give away the meaning of the woxd, a
nonsense Syllable was given i{n lieu of tambien. The
students then guessed the meanfng of the word to see
iIf the teaching was clear. The students were assign-
ed an abstract word to tcach, substituting & nonsense
syllable for the word. Effectiveness was ccasured by
the ability of the class to guess the word.
b. concrete nouns -- these were demonstratcd but not
taught since a simple visual would suffice for
this.
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2. Teaching the Dialog
Each instructor demonstrated the teaching of the dia-
log and each student was assigned, and taught a dia-
log to hiis peers. Techniques, such as modeiing the
1ine, using viauvals, and completion exercisei were
given,

3. Teaching of Structure
Each {nstructor taught a grammar point to the class.
Technigques for teaching grammar using visuals and
procedures for efficfent presentation were given,
Each student was assigned a pgrammar point common to
first year Spanish to teach to his peers.

4. Pattern Prectice
This was presented as the logical sequence to the
above, Diffcrent types of drills and their purposes
were discussed, The students prepared pattern drills
on grammar points and also expanded drills found {n
their text book, Some of these drills were presented
to th2 class for analysis.

5. Grammar Generalization

This topic was presented as the f£final step 1in the
teaching of grammar, Grammar generalizations are
summaries of grammar presentations, which allow the
pupil to inductively learn grammar. Several grammar
points were gencralized for the class. Each student
wag then assigned the same grammar point he taught ia
The Teazning of Structure, above, to b~ generalized
before his peers.

Development of Instruments

The Tcaching Situation Recactfon Fest (TSRT)

The TSRT, developed by Dr., James Duncan of the Ohio State Univer-
sity, consists of a scries of situations to which a teacher reacts,
marking the four responscs in crder; first, sccond, third, and fourth,
indicating his preferences It consists of forty-cight {tems, with a
total possible score of 2,8. This fustrument measures knowledge about,
and attitudes toward tcaching through responses to a specific situva-

tion. It is available f{rom Dr. Duncan.

o ' -,.i
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The Attitude Survey

The Attitude Survey was developed by the writer in co-operation
with Dr. Frank Otto, of the Ohio State University, :n order to quanti-
tatively measure the effect of direct experience on pre-service
teachers' understanding of 1) the purpose of, 2) how to teach, and
3) tre place of dialogs, pattern practice, abstract words, and grammar
generalization in an audio-lingual program. Lt further investigates
1) whether pre-service teachers can determine when learning has taken
place, 2) whether they can adopt or supplement materials for teaching
dialogs, pattern practice, abstract words, and grammar generalizations,
1t further attempts to learn whether students have higher expectations
of pupil ability prior to direct experiences and lower expectations
afterward.

The Attitude Survey consists of twenty-six items, using a fifty
point scale. Students check a scale from high to low or low to high.
A copy of this scale 1s in Appendix A,

The Anxiety and Abfility Scales

The Anxicty and Ability Scales were designed by this writer {n an
attempt to meaSure students' anxiety prior to student teaching and
their asscesment of thefr own ability to teach Level 1 Spanish. It was
administered at the completion of the Spanish wethods course, Educa-
tion 540-B. It consists of two items on a sewantic differential five
point scale.

The additional {tems on this instrument were an attempt to ascer-
tain how the students perceived the value of their methods course as

compared to several other education courses and how the students per-
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ceived the value of the topics covered in their methods course. A
ranking procedure was applied .o these items. A copy of the scales are
in Appendix A, -

The Ffureign lLanpuape Attitude Questionnafre (FLAQ)

The FLAQ was developed by Dr, Gertrude Moskowitz, Temple Univer-
sity, snd is published by Optical Scanning Corporation. It is an at-
tempt to messure pupil attitudes toward foreign languages. It consists
of fifteen {tems on a semantic differential scale, {, e., a seven
point scale. Since the FLAQ was devised for high school pupils, the
language is appropriate to that level. Copies are available from
Dr. Moskowitz.

An example of an {tem is:

Learning a foreign languace is hard

1 2 k] 4 5 & 7
usually sometimes rarely

The Student Teacher Attitude Questionnaire (STAY)

The STA{Q was developed by Dr. Gertrude Moskowitz, Temple Univer-
sity. It attempts to messure student teachera' reactions toward the
co-operating teacher. It consists of eleven items on a semantic differ-
ential scale, i. e., a nine point scale. Copies are available from
Dr. Moskowitez.

An example of an ftem i8:

1 find my co-operating teacher is:

1 2 3 4 5 6 ? 8 9
very hard as easy to work very easy to
to work with with as most work with
! £1 -‘5
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The Performance Cuntered Criterfa (PCL)

The PCC was develouped by Dr, Robert Politzer, Stanfurd University,
to evaluate teaching performance of foreign language teachers, In
its origunal form, there are cleven criteria; however, for the purposcs
of this study, only eight of the eleven were used. (The criteria of
"Use of tlectronic Equipment", 'Making Homework Assignments', and
"Testing', were not used as these were not observed {n any of the
vidcotapud classcs of thirty wminutes duratton.) A "Global Evaluation'
was added by the writer to assess the whole teaching performance, Tais
global evaluation was scored from zero to ten -- zero belng lowest,

[ive average, and ten superfor. See Appendix A for a copy of the PCC,

Excecution of the Experiment

Step A, The Methods Course

This section will describe the methods courses on a day-by-day
basis. Since each 8roup met separately, the reader can cowpare the
experience of ecach group.,

Day 1

The twenty-one students enrolled in the methods course, Education
540-B met and were randomly assigned to efther Group I or Group lI,
The class time of Group I was changed to 1:00 until 3:00 p, @, on the
same days as Group lI, in order to fit into the time schedule oi the
public school where the microteaching took place. The free noon hour
allows for travel to the school for the microtecching vxperience,
Group 11 was to mecet Tuesdays and Thursdays from 2:00 until 4:00 p. m,

In the casc of those students who could not wect at the 1:00

Yy
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lhour, they were automatically assigned to Group II, taught by the
wciter, Two students were thus automatically assigned. The remaining
students were assigned by the fonstructor of Group I and the insrructor
of Group II (this writer) alternately drawing names from a box (ran-
donization without replacement). Group I was composed of nine females
and one male; Group II had nine females and two males. One female of
Group II later dropped the course.

The students were requested to report to the appropriate session
for the next class. Each ({instructor gave an assignment, his text

choice, and room number, Group I used Espanol Moderno, the text which

was usced at the co-operating high school. Group 11 was assigned Chap-

ters one and two ¢t Teaching Foreign Languages, by Frank Grittner,

A-1M, Level I, second ediiiun was used as a language text for the
course, The difference in texts was considered irrelevant, bhecause
there was no testing or emphasis on them, They were used as supple-
ments to the lecture/demonstrations,

The remainder of the class time was spent by the {nstructors
fnterviewing ttose students who had not been given prier permissicn
to take the coursc.

Day 2

The Teaching Situation Reaction Test (TSRT) was administered to
both groups (ene hour). Following the 4administration of the TSRT, the
requirements for the course wore {ndicated for Group 1. Further, a
description of the microtcaching procedures was given with some expoc-

tations as to suitable dress, grooming, and behavior for that sftua-

7
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tion. It was notud that the final grade for the course was to bc
based solely on their performance during tcam teaching the last weck
of the course.

Grouy 1J discussed the readings. The lecture consisicd orf 3 brief
history of language teaching in thc United States as it pertained to
the use of the audio-lingual methods. Course expectations were stated
and questions answered. Chapter 3 in Grittner was assigned.

bay 3

In both groups, the instructors prescnted some representative

high school Spanish textbooks, (A-1M, E£ntender y Hablar, Learniuy

Spanish the Modern Way, and £1 Camino Real). Each class discussed

obvious differences of format, cxercises, and mode of presenting
grammar.,

Euch instructor demonsttated gestures used In language teaching,
1. ¢., gesturcs to clicit responses from 1) the entire class (choral),
2) half-class, 3) onc row, 4) an individual, 5) "listea', 6) 'repecat”,
7) "don't repcat™. Students were given practice on this.

Ouce  f[urther demonstration was presented by each 1instructor.
Backward bulld-up, a8 device for meworizing 2 long sentence by breaking
the sentence into meaningful phrases and drilling them from the end,
was presented, the purposc was discusscd, and time was given for prac-
tice on meaningful break-down of sentences {nto phrases. In cvach
group, cxamples wrre chosen from appropriatc texts, {, e., Group 1

used Espanol Moderno, Group Il used A-IM, Level 1, Every studeat was

assigned one sentence (from the appropriate text) to be presented dur-

A9
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ing the next class, and instructed to incorporate gestures to insure
cluss participation,

Group 1 recelved two handouts: 1) a glossary of terms used in
foreign language teaching, and 2) the preparation of visuals, with the
latter being discussed for about ten minutes. Chapter 8 in Nelson
Brooks' Language and Language lcarning, on long and short range goals
of language instruction was assigned. Group II received the glossary
of terms handout.

Day &

Each instructor reviewed the techniques of backward build-up,
Group I discusscd Brooks while Group II was given similar information
in a lecturc and discussed the goals of a four year language program
for Listening, Speaking, Reading, and Writing.

In each class some of the more salient terus from the glossary of
terms were discussed, then each student presented his backward build-
up line.

Following a ten minute break, the methods {instructors demon-
strated the teaching of vocabulary -- abstract and concrete words, and
procedures for presenting same, 1. e,, modeling the word, wusing it in
a cortext, student repetition, etc. Each student was assigned an

abstract word, i, e,, nunca {(never), tambien (too, also), decspues

(after), etc., to be presented at the naxt ¢lass session. The students
substituted a nonscnse sylluble in lieu of the Spanish word,

Day §

Each instructor revicwed the techniques and procedures for teach-

ing vocabulary before each wethods student presented his abstract woerd
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using a nonsense syllable for the actual word. The task of the class,
in this exercisc, was to guess the mcaning of the word as a test for
clarity of prescntation. In each group, the atudents were videotaped,
An appointment was scheduled with each student {n order to view his
tape and receive {a-depth comments about the teaching act. This proce-
dure ailow for more in-class demonstration and discussion.

Two terms from the glossaty of terms handout, writing and using
dircected dialog and dialog adaptation, were demonstrated in each class,
tach student was assigned dialog lines from his ayoropriate language
text. Twenty questions, based on this material, were to be prepared,
dealing with the dialog -- personal questions, structure and vocab-
ulary variations, etc. Further, eight sets of direct dialog, includ-
ing the qucstion and expected answer, were assigned.

Day 6

tath instructor veviewed the directed dialog and dialog adapta-
tion apnd the class discussed its value {in foreign language teaching,
fach astudent presented his prepared materfal of the dialog lines.

In demoustrating the teaching of the dialog, cach instructor pre-
sented the lines using visuals, backward build-up, and a variety of
gesturing tcchniques,

In Group 11, a dialog was presented {n Spanish as above, then in
French, This procedure permitted the students to experience the dif-
ficulty of learning a new language -- especially the sound Systems 1t
further reinforces the idea that the corpus of material to be learned
audio-lingually must be small in amount. The nusber of sylladles per

line should be iimitec to twelve to fourtcen, and the number of lines

pe
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to be learned should be no more than four., A dialog presented in
Spanish would not reinforce this idea since the students already speak
Spanish very well. Thus, a dialog in another language reminds the
students Lhat language learning 1{s not as easy as it appears {n the
methods course.

The classes discussed the various techniques of dialog teaching
and their purposes. A review of gestures, backward build-up, directed
dialog, dialog adaptation, and preparation of visuals was presented as
preparation for tho next teaching assignment, the dialog. Each student
was asgigned to teach four lines from his appropriate language text at
the next session. Two handouts on presenting the dialog and techniques
for teaching the dialog were passed out,

Day 7

In each clasgs, the instructor bricfly reviewed the teaching of a
dialog and the various techniques. Each methods student was videotaped
presenting hiu assigned dialog and visuals.

¥Yollowing the break, each instructor demonstrated the teaching of
gtructure (grammar). Visuals and gestures conveyed the meaning without
recourse to the use of a grammatical rule, The class discussed the
selection of the corpus of material to be taught, the method of
presentation, and the varfety of techniques at the teacher's
disposal. A handout on the teaching of structure, by Robert Politzer,
wus passed out and bricfly discussed,

Each student was assigned a structure point from his appropriate
language textbook, Level I in nature, 1. e., adjectives, the verbs Serx

and Estar (to be), the near future with Ir (to go), etc, Other grammar

19
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points were used by the instructor to initiate class discussion as an
aid {n organizing students' thinking {n presentation cf a structure
point.

Expervience has suggested that an assignment of this nature given
on Thursdays seems to offer adequate preparation time for the stu-
dents, and the opportunity for the 1instructor to preview the work
before {ts presentation, thereby affording cach student a better situ-
ation for a successful teaching experience.

Day 8

Each {nstructor ruviewed the structure point he had taught on day
seven, The varfous techniques used {n the prescntation were discusscd.
cdach atucgent taught his structure point to his peers, and the cnsuing
class discussion dealt with the effactivencss of the presentations and
alternate ways to tcach the same point, Since the presentations were

!Ibt=

videotaped, only briel comments snch as, "Hold visuals higher"”,
sure to model the sentence, werc made during class. Specific comments
about the presentation were made during the private viewing with iLhe
student,

Each group recefved two handouts on pattern drills, and Growp 11
wug assigned an additional reading from Grittner, Chapter 8, "fhe
Pattern brill'",

Day 9

In each class, discussion centered on ‘'"What {s Pattuern Prac-
ticel”, "Wwhen is {t uscd?", ard "How much of it?" Lused on the reading

handouts.

gach instructor demonstrated the various kinds of pattern drilis

) 'rx"
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uged in language teaching. He assigned the students to write somu
dr’lls {n clasa; aomec of these wecre placed on the board for analysis
end diecusaion, others were presented to the class orally bs the stu-
dents, The instructors stressed the importance of giving directions
in pattern practice and called attention to the format of the drilla.
Each student was to expand on several drills found in his Level 1
textbook.

During the second hour each instructor presented the concept of
grammar generalizationa (the inductive approach to arriving at gramar
rules) through presentation of structure (grammar) points and appro-
priate questions. Generalizations are of two kinds -- oral and written
Tiioy cuver tha teaching of grammar, or the use of sounds. In guneral-
1zi{ng the use of sounds or a gramuar point, 1) a teacher questions, 2)
a pupil obacrvea or listens, and 3) he (the pupil) arrives at a rule
of the language. He 15 never told the information; he derives it
himaelf.

Because of the confusion and difficulty most methods students ex-
pericnce with this aspect of audio-lingual t:aching, due to their own
grammar-tranalation learning, considesable attention is given to this
sspect of foreign language teaching. It is extremely important for the
students to limit waterials and to present appropriate questions to
their pupils in order to gpulde the pupils to an awareness ot the gram-
mar point.

Group 11 waa aasigned chapter o, 'The Psychology of Language
Learning®”, in Grittner, Here, OCrittner teacheca and generalizes a

langusage he calls Modified Esperanto. Students sec the concept of
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generalization work for themselves as they "learn” a different
language,

Day 10

In cuch group, the concept of pattern drills was reviewed. Stu-
dents gave cxamplcs of various types of drills. Selected students
presented their expanded drills from the Level I text orally, demon-
strating the directions used.

Following the break, each i{nstructor illustrated several ways of
presenting a generalization, e. g., the chalkboard, the overhead pro-
Jector, and ditto handouts., In Group 11, the students worked with the
gencralization from Grittner, and they found it easy to recall verdb
endings when the language was oresented inductively or by the audio-
lingual method; however, thcy experienced difficulty {n remembering
the endings of nouns and adjcctives when the grammar “ule was used and
translatfon drills followed (grammar-translation methods) .

An oral or written presentation of the same structure point cach
student presented on day eight was asiigned to each group.

Day 11

Because of the difficulty of the concept of grammar gencraliza-
tions, the original plans were changed. Group 1 students completed
their orel class presentations, made plsns for microteaching, includ-
ing procedures, teaching times, aund car pool arrangements; thdy also
reviewed the earlier courre work, relating {t to the microteaching ex-
perience. They prepared their lessons for the first session ot micro-
teaching, based on weekly instructional objectives and lesson plans
from the co-operating tcacher at the high school. Sce Appendix B,

"
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The instructor of Group II demonstrated a 'sound analogy" in
French (most of his students knew no French), He also Beneralized the
two demonstrative pronouns este and ese (showing nearness and farness)
using the overhead projector. Some of the students presented their
grammar points to the class, which gave feedback on effectiveness of
the presentation and suggested ways to improve {t, Pages 244 through
251 in Grittner were assigned.

Day 12

Group I was scheduled to begin the microteaching experience iIn
the co-operating high school; howevcr, a breakdown in communication
between the school and the Ohio State University Foreign Language Edu-
cation Department prevented this. Inatead, the micro-teachers spent
one or two high school periods observing the Spanish I classes of the
co-operating teacher. A gimllar observation would be done by Group II
at a later time.

Students in Group II completed the oral presentation of their
generalizations. To demonstrate the gencralization of Spanish sounds,
the {nstructor chose the letter "c¢', which has two pronunciations,
c = /s/ and ¢ = /k/. He involved the ¢lass in a zencralization of the
letter 'g'' which has three pronunciations, by having them provide
words to fit these three conditions and having them formulate ques-
tions which would lead to a rule governing the pronunciation of the
letter '"g".

After a break, the class reviewed all of the topics they had

learned in preparation for the written examination rescheduled for

day thirtcen,
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Day 13

The micro-teachers from Group 1 began their first day of micro-
teaching. The tcach--re-teach cycle went well as there was sufficient
time for ieedback from the pupils and peers. {The schedule of micro-
teaching assignments are in Appendix B). Due to circumstances beyond
the writer's control, the videotape recorder (VITR) was not used during
the microteaching experience, as planned, to provide feedback to the
micro-tcachers.

Group 11 wrote a one hour practical examination designed to cover
material which would be taught to a typical Level 1 Spanish class., Nu
theory or factual information based on assigned readings was included.
The test consisted of:

1. Preparation of materials for teaching a grammar point
from the four line dialog presented in the examina-
tion, The grammar point consisted of a contrast be-
tween the reflexive and non-reflexive verbs,

2. Preparation of four visuals contrasting four differ-
ent verbs with an explanation of the techniques used

to teach them,

3. Writing a pattern drill which would elicit the vari-
ous rcflexive forms in a person-nusber pattexn drill,

4, Grouping wmaterial for a written generalization,

Vocabulary was provided to decrease the time involved in thinking
of verbs.

Until this day, the two groups were very similar, but herc they
began to differ., Group 1 would experience the innovative microtcaching
while Group Il would complete the standard methods course. An atti-
tude survey was administered to each group, This foru, devised by the

wriler und his advisor, Professor Fran% Otto, attempted to compare the
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effects of real experience on the teaching and understanding of learn-
ing by the pupils to be taught, as well as the ability of the methods
gtudents to teach abstract words, structure, dialog, generalizations,
and patteri drills (all taught in the methods course) plus one addi-
tional topic, lesson planning. (See Appendix A for a copy of the
survey.)

To complete the seccond hour, Group II received an observation
sheet for use Iin noting their observations of the classes they would
visit during the following week. (See Appendix C.) They discussed
what to look for =~-- pupil participation, the time devoted to certain
activities, etc. The fnstructor advised the class to take mental notes
to avoid upsetting the classroom teacher and to contact the participa-
ting school prior to the visit in order to notify the classroom
teacher so that the observer's time would not be wasted on a period of
written testing, whole period movies, etc.

The assignment for day fourteen was given: "Teacher's Notebook:
Reading', Harcourt, Brace and World, Inc., publisher, by George Scherer;

Chapter 9, '"The Four Skills -- Rz2ading'" in Grittner, Teaching Foreign

Languages, pages 251 through 271; and A-1M, Level I, page 105, the
first reading narrative, for a discussion of how to present a reading
passage or narrative for the first time,

Day 14

For Group I, the second day of microteaching seemed to go very
well, as the micro-teachers appeared less nervous and uore confident.
Because the microteaching sessions were based on the co-operating

teacher's lesson plans, there was no {nterruption in the teaching--

ERIC
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learning process, and the micro-pupils appeared to enjoy the sessions,
which allowed them extra practice on a relevant toric, (See Appendix
B for a copy of a sample lesson plan and typical weekly learning ob-
jectives,) This interdependent relationship required careful plan-
ning, therefore, the teaching assignments were made for session
three of microteaching, (day fifteen), tach student received a copy
of the weekly plans and instructional objectives., His microteaching
assignments werc based on these plans and objectives.

In Group I1, the teaching of reading was discussed, relating
various 1ideas from the readings assigned on day thirteen. The
instructor demonstrated one method of teaching the reading passage
using the overhead projector to review the key elements of the passage,
The {irstructor had written a handout presenting some techniques of
teaching reading at Level 1 stressing meaning, initial sound-symbol
corrcspondence, whole word recognition, etc. The class was assigned
to write reading exercises, based on the handout, from their Level I
text, and to Prepare initial reading exercises for sound-symbol
correspondence.

Day 15

The closing of the co-operating high school at 1:00 p. wm., which
was overlooked by the co-operating teacher in her original plans, can-
celled the microteaching for day fifteen. Group I then met on campus
for a two hour review of grammar gencralizations, a topic which had
not becn fully developed earlier.

Group 11 continued its discussion of the teaching of reading, ex-

panding into problems of interference from English and density of new
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words in the rcading pasgage f{one new word per thirty-five runaing
words) , The instructor reviewed the teaching of reading from the first
stages. Some of the students presented some of their exerc‘is‘es,,' using
the overhcad projector, dicto sheets, and flash cards.

Since the "'teaching of meaning' assignment, based on the handout,
had been misunderstood, the entire handout was reviewed, emphasizing
the teaching of meaning. The former work was reassigned, with a hLand-
out on sequential steps 1in the teaching of reading, based on Brooks
(previously mentioned) and Lado's Language Teaching,

Day 16

Group I completed day three of microteaching. There were unex-
pected complications and interferences in the assigned microteaching
area., Also, utilisation of school facilities near Thanksgiving wuade
it {mporsible to hear the micro-teachers. Thus, the second and third
hours were rescheduled for the teachers' lounge area. Due to these and
other circumstances, the scope of the study was changed from research
with empirical data to a feasibility study.

Group Il, with six of its ten members in attendance, reviewed the
exercises on reading for meaning. Too often, the reading skill is
taken for granted. 7Therefore, a reading passage was distributed which
was written in English, wusing nonsense syllables for certain verbs,
nouns, and adjectives. The class attempted to read the passage by
using the context to guess the meaning of the nonsense syllables --
the process of ''scnsible guessing'. This technique reinforced the idea

vf vocabulary density, which was discussed during day fifteen.

&0
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bay 17

Group I completed the {ourth anl final day of microtcaching.
Throughout the four days, cach student had experience with teaching
and re-teaching at least three different activities, i. e., dialog,
dialog adaptation cor directed dialog, vocabulary, or grammar from the
lesson under study. Each micro-teacher taught four times ard re-taught
four times, totalling eight teaches.

To complete the experience, the successful trdnsition from tic
micro-situation to the large class was planned in the form of team
teaching, to occur the final wecek of the Fall Quarter, Lach student
was to teach a fiftcen winute segment of the large class for three
consccutive days, alternating his teaching time so that he would teach
at the beginning, 1in the middle, and at the end of the zlass. In the
large clags setting there was no re-teach cycle nor was there pupil or
peer feedback, Lach teacher did receive feedback from at least cne of
the observers,

The . tudents met on Wedns lay for an organizational meeting about
lesson planning, They received the lesson plans and instructional ob-
jectives for the next week and were assigned to one of three tcaching
tcams, two teams with threc students and one team with four students,
the assignment depending on their wuniversity schedule and the high
school class sessions. Lach team met outside of class to prepare their
three days of teum tcaching attempting to have each member teach at a
different time c¢ach day, that is, the beginning, middle, or end of the
class hour, with no more than fifteen minutes of teaching time cach

day. The lesson plans were to be approved by the instructor of Group I

(1
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on the Friday before the teaching began on Monday or Tuesday, (Both

instructors were available for help in planning.) The average direcct
expcrience for the microteaching and team teaching was aboﬁt eighty-
five minutes per methods student.

Since the studeats of Group 1l requested that the final examina-
tion be given the last day of the quarter, to avoid the scheduled
testing date, the last day of the final examination week, aa under-
standing was rcached on the amount of material to he covered and the
nature and length of outside assignments., The remainder of the class
tim: was used for demonstration and discugsion,

The instructor demnnstrated one method ¢f teaching songs, using
contemporary Spanish "hits" rather than the more traditional songs.
The class discussion centered .. “he value of this technique, Other
procedures for teaching songs wz;« |.sted on the handout the students
received,

In teaching writing, the instructor presented several methods
through handouts by Mary Thompson's 'Teacher's Notebook: Writing",
Harcourt, Brace and Werld, Inc., publisher, and by the 1nstructor; In
order to demonstrate procedures for giving the dictation, three stu-
dents wvere sent to the chalkboard. A review of the p ocedures allowed
the student to make an outline of these procedures.

The writing construction drill, a technique which permits the pu-
pil to construct correct sentences using wmaterial provided by the
teacher, was used to present two grammar points. The students were
glven class time to prepare this type of drill on a series of Level 1

grammar points.,
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Using the outiinc presented on day thirteen, (see Appendix C),
the class discussed their visitatioas to the' public schools., for
example, one student noted that the teacher was very boring and ummo-
tivating. When queried as to why, she stated the teacher used only
one teaching activity, constantly used English, and appeared disinter-
ested Iin what she was doing.

Another student observed the opposite. He saw a class which the
pupils scemed to enjoy. The teacher incorporated several teaching ac-
tivities into the lesson and used different teaching aids such as vis-
uals and the tape recorder. The pupils were grouped In a gemi-circle
go as to facilitate face-to-face communication., Observations of other
students ranged between the two examples cited,

For the discusgion of lesson planning, the various activities
that could be used in a language class were listed -- wgome twenty in
all. The instructor presented the topic of preparing instructional
objectives and discussed how they fii into the lesson plan, He pre-
pared and distributed a handout for foreign language teaching bascd cn
Robert Mager's book, Preparing Instructional Objectives, along with
two bandouts from the Stanislaus County (California) Public Schools,

which included a sample lesson plan for a Spanish class, with
instructional objectives included.

The above handouts were assigned to be read for the .ext session,
to finish writing activities begun in clags, and to read in Grittner,
Chapter 11, "Evaluatlén of the Foreign Language Program', pages 240
through 360, only. A long range assigmment for day nineteen was given

-- writing a three day lesson plan based on any chapter in A-1M, level
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1 after unit flve, to include all instructioral objectives, materials,
and equipment to bc used to achieve the objective. A minimal level of
perfommance was alsu to be included in the objective. They were to
assume a forty-five minute period and were to have a minimum of seven
activitics per day.

bay 18

As mentioned day seventeen, Group I was using this time to pre-
parc for the team teaching.

1n Group 1I, selected students wrotc some of their expanded writ-
ing drills, an éssignment from day seventeen, on the board. The dis-
cussion related these exercises to the objectives of Level I, from the
first week of the Quarter, and to the Thompson article, a four year
plan for the development of the writing skill.

Moving to the dictation as an adjunct to the writing dc¢ill, one
student was assigned the role of language teacher, given a textbook,
and asked to send thsee students to the board for a dictation in
accordance with the presentation given day seventeen. A review and
discussfon ensued.

In preparation for the long range assigmment for day ninetecn,
the sample lesson pPlan which incorporated instructional objectives was
read. The students were requested to describe the observable behavior
that the pupil would exhibit. An effort was made to discourage use of
such words as '"enjoy", "appreciate', "learn', and to encourage use of
words like 'writing", 'circling', "speaking in correct Spanish", to
structure the uwse of specific terms {n writing instructional objec~

tives for lesson plans.
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To discuss evaluation of student progress, the instructor pre-
sented one handout, using pictures to evaluate the speaking skill and
listening discrimination. A second handout the instructor had pre-
) pared for use with Unit six of the A-IM, lev:l 1 text was used to
illustrate how the four skills of Listening, Speaking, Reading, and
Writing could be adapted to supplement a textbook. This handout was

based on Valette's Modern Languaae Testing: A Handbook. The assignment

to be completed snd handed in on day twenty was to write a unit test
on any chapter in the text, using a format aimilar to the one demon-
strated by the instructor, or btased on ideas from the Valette book.
The test was to include three different types of tests for each skill
making a total of twelve tests., Five items were the minimum for each
test.,

Day 19

One tesm of Group 1 Qas in its second day of team teaching while
the other two teams began their firgt day. Due to a conflict of time
schedules, which prevented the instructor of Group I attending one of
the teamn sessions, the instructor of Group II participated for him in
the evaluation of that tcam, He made comments on the teaching, as did
the instructor of Group I for the other two teams. Each {nstructor
was joined by at least one Ph. D. candidate from the Foreign Language
Department to help in the evaluation, A form designed by the depart-
ment tu cvaluate student teachers was used. Mean scores were computed
for the three days and based on thesec scores, the students were to'
receive thelr grade for the methods course.

To complete the information on evaluation, the instructor, Group

[N
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11, demonstrated the use of the mean and standard deviation of a test.

A handout was given which explained the procedures a~1 sample problems

vwere worked in class, Bécagse of the‘mathematical computation invelved,
this takes longer than one would expect, not to mention the difficul-

ties many students have with anything resembling a mathematical formu-

la. The rationale for such computation was given: it allows the
teacher to assign grades fairly, and not by whim.

Another demonstration on how to compute the reliability coelfi-
cient of examinations, especially semester and final, was explained.
The rationale for this 1s that it helps to dimprove instruction by
knowing that the tests are "sound" or reliable, i. e., it measurcs the
degree of reliability if it were given again. This was not suggested
for quizzes because of their brevity.

Finally, a short presentation was given on computing the difii-
culty and discrimination per centages with some sample problems worked
in class, the rationale that it allows the teacher to know when he has
found a4 good item, 1. e., it 1is neither too easy or difficult, and it
discriminates well between the higﬁ scorers and the low scorers. &
reference was made to the Valette book for further detail on each of
these dimensions of evaluation.

Day 20

This was the last tecaching day of the Fall Quarter,

Group 1 finished tcam teaching, but was requested to attend class
on the assigned day of the £inal examination 1in order to take the
poat-tests.

As stated earlier, the students in Group 1I desired to take the

NN
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{inal examinatfon on this day, The final cxamination consisted of
everything that had been taught and discussed since the first written
evaluation, L, e., the tecaching of reading, writing, lesson planning,
and evaluation. There was no theory from any of the reading handouts
or from the methods textbook. It was practical ia nature and was
taken, basically, from the A-1M, Level I textbook.

As soon as each student finished the examination he was requested
to take the post-test of the Teaching Situvation Reaction Test (1SRT)
and the Attitude Survey. Before leaving, each student handed in his

unit tests assigned on day eightecn.

Step B. Student Teaching
Interaction Analysis Training (IA)

Those students from Group I, who were student teaching during the

Winter Quarter, were given ten hours of training in Interaction Analy-
sig. Since there were only two students, the Iinvestigator met wich
them individually for four sessions, which totalled a little longer
than four hours, Audio-tapes were assigned for outsida work to follow
up 1nd1vidua} sessions. OQutside work involved about five and one-half
to six hours, totalling ten hours of training.

Each student was given a handout of pages five through sixteen of

The Foreign Language Tecacher Interacts, by Gertrude Moskowitz (12).

While the investigator set up the tape recorder and revicwed for the
first session, thc students read the handout. The first session was
designed to deal with what IA is, its history, and {ts place In

foreign language teaching. It was stressed that IA i{s not a tool for
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rating teaching, tut an objective way to codify teacher - student
verbal behavior.

A short discussion about the ten categories of the Flanders
Systew of IA, which has six for teacher-talk (indirect/direct), two
for student-talk (resporise and initfation}) and one for silence or
confusion followed. The Investigator played the audio-tape, which
accompanies the Moskowitz text, for Session I, pages ninetecen through
twenty-three, while the student followed from his copy of these pages.
As the tape played, the categorfcs and language were clarified. To
terminate session one, the student was asked to review the ten cate-
gories of IA, dis assignment for session two was to memorize tlhie ten
categories, to review the audio-tape of Session I, available In the
library, and to practice coding audio-tape Session I1 (pages twenty-
8iX through twenty-eight) and Session III (pages twenty-nine through
thirty) . Each student was to practice until his coding was correct, a
task he could perform since the answers were on the handout and the
audio-tape,

In session two, the audio-tape of Sessions Il anc¢ III was quickly
reviewed and recoded. The student was to state his reason for his
coding. Before continuing, he was quizzed by being asked to describe
the ten categories, selected at random by the {nvestigator, to evoid
simplé memorization and to prepare him for future, more difficult
coding work.

The fnvestigator played examples of four categories, which the
student attempted to code. He was assigned to practice Sessions IV

and V for svssion three.

rS
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In an attempt to make IA relevant for the student teacher in liis
own classroom, different activitices common to foreign language tcach-
ing warc discussed, i. e,, the warm-up at the beginning of the class,
pattern drills, dialog practice, directed dialog and dialog adapta-
tion, reading, or teaching new material. The student was asked to
think through the activity, then give the corresponding IA categories.
For session threce he was asked to plot anticipated categories in his
own legson plans, i, e., for the warm-up he would plot 4-8-(2) or 4-8-
3. (The parenthesis indicates the optional verbal behavior.) For
directed dialog he wight plot 6-8-10-8-2,

In session three, audio Session V was reviewed; again the student
told why he chose the category. Audio Session VI was begun (which was
more difficult due to the expansion to eight and ten categories
covered at one time. It was felt irrelevant to give practice in IA
without attempting to make it useful to the student teacher not only
during the student tecaching experience but also as a teacher who might
wish to code his verbal behavior, Practice in entering the IA watrix
and . .uputing per centages was given during the session. For session
four he was asked to do matrices for exearcises six and seven of
3ession VI, which contain fourtecen and twenty categories respectively.

Session four began by verifying the per centages reached by the
student with those of the investigator. Since this was an casy
assignment, no further explanation was needed. The investigator then
gave a short presentation on computing I/D ratios and 1/d ratios, (Sce
Definition of Terms), and theAmeaning of the results. It was explained

that an 1/d ratio of 1, 1.5, or . meant that the tcacher was morc

Q ! ’:S*
ERIC

Aruitoxt provided by Eic:

-y - i PRI o g——— et — T T Y e e .




59
indirect than dirccet and that he motivated his class by using cate-
gories 1, 2, and 3 of the Flanders System. If the i/d ratfo dropﬁcd
to .4, «8, etcs, he uged verbal behavior of a controlling ndture,
1. ¢., categories six and seven of the Flanders System.

The f{nvestigator played a videotape of the student teacher's own
Spanish class, which had been filmed for use in the IA coding, and for
evaluation of his tcaching. From it, the student wade a matrix and
§ wag assisted {in 1interpreting {t, This session was the longest and
é protably the most fruitful for it allowed the student teacher to apply
his racent learning to his own situation and to develop insights into
his own verbal behavicr.
With the conclusion of session {cur, the student teacher had
completed between nine and one-half to ten hours of IA training,
) During the Spring Quarter, the same procedures were followed. Of
the four student teachers of Group I only two were able to participate
in the IA training, duc to conflicts of student teaching, working, and

other course work.

The Foreign Language Attitudc Questionnaire (FLAQ)

The FLAQ was administered to the pupils In one class the student
teacher taught, during the first week the student teacher taught. It
was re-administcred to the samc class during the last week he taught.

The Student Teacher Attitude Questionnaire (STAQ)

The STAQ was adminfstercd after the student teacher had worked
three weeks with his co-operating teacher and was re-administered

during the last week of student teaching.
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Videotaping of Student Tearthers

Each student teacher was vidéotaped during thirty minutes for
each of two tapings. The first taping took place during the third
week after the student teacher began teaching (about the fifth week of
the Quarter) and during the seventh week of student teaching (about
the ninth week of the Quarter). A Sony Shoulder Pax, model DVK 2400,
was used for the videotaping,

The videotapes of the eleven students who taught during the
Winter and Spring Quarters (six from Group I and five from Group II)
were rardomly assigned to a viewing format 8o that the tapes would be
distributed between the two groups. Thi: format of eleven thirty
minute tapes was the one followed when the tapes were evaluated by the
unbiased raters. In this manner, the raters would be unaware to which
methods course secticn the student teacher had been assigned,

Size of the Sample

Of the original group of twenty students, thirteen student taught
during the Winter and Spring Quarters, Of these thirteen, eleven were
selected for this study for the purpose of the teaching performance
variable. Two students were dropped because of the nature of their
atudeat teaching assigmments: one taught a Level III class, which
consisted of the teaching of literature, and the other was assigned to
a school with extremely poorly taught Spanish pupils. The class knew
virtually no Spanish and, wunder the conditions present at the school,
any attempt to teach Spanish would be in vain.

Of the final N of eleven, s8ix werc from Group I and five from

Group II, Only four of the six students from Group I received the IA
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training, The reason for this was a conflict of teaching, work, and
class schedules.

In summary, the final N which was used for teaching pertormance
was eleven, IA iraining was given to four students. The Student
Teacher Attitude Questionnaire was administered to eight student
teachers (one student tcacher was off campus due to student distur-
bances at the University) and to elght: student teachers on the post-
test (one student teacher dropped student teaching as a result of the
closing of the University). The Foreign Language Attitude Question-
naire was administercd to nine classes on the pre-test and eight on
the post-test. (The class of the student teacher who liad dropped from
the experience was not used in any analysis of the STAQ or the Ilag,)
Of the eight classes used in the FLAQ, four were taught by Group 1
students and four by Group Il students.

Training of Evaluators

A. Interaction Analysis

There were two raters for the IA codings -- the writer and a
doctoral candidate in Foreign Language Education at the Chio State
University, who was very familiar with the Flanders System of coding.
‘The raters spent two hours viewing and coding videotapes, and discus-
sing the various ground rules of IA as the need arose on the tapes.,
Inter-rater reliability was .85, using Scott's method of calculating
reliability (6), pages 161 through 166,

B. Evaluation of Teaching Performance

Two unbilased raters were Selected for the evaluation of the

videotapes. Both were experienced teachers, one a native speaker of
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Spanish, who bad completed the M. A, in Forcign Language Education at
the Ohio State Unlversity.

The two raters mct with the iInvestigator for two and one-half
hours in a preliminary session to discuss the procedures for evalu-
ating the tapes. Each rater was given the Performance Centered
Criterla to be used as the pulde in evaluating (See Appendix A for a
copy) . The Information relating to each criterion was also distributed
and discussed point by point,

This information was then applied to training tapes; these were
discussed in light of the criteria by the two raters and the investi-
gator. Positive and negative comments were indicated on the rating
sheets, A 'Global Evaluation" was given to each training tape.
Reasons for the cvaluation were discussed as a means to bring the two
raters Iato closer accord.

The next two days were reserved for cvaluating the rando&ly
assigned tapess On day one, five teachers were evaluated and on day
two, s8ix were evaluated, Each tape was thirty minutes in duration,
The evaluation was divided into two sessions so that the raters would
be as fresh as possible for cach viewing and to avoid fatigue.

Inter-rater reliability was ,73 using a Pearson Product Moment
Correlation, This correlation is good, 1f one considers that the morc
teachers rated, the higher Lhe reliability betwecn the raters. For
example, a difference of two points between the raters accounts for an
error of cighteen per cent, using eclaven teachers; this error is

reduced to ten per cent based on twenty teachers, and five per cent

ey
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based on forty teachers, Thus, one can gce that reiiability increases

as the observations increase.
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CHAPTER 1V

RESULTS AND DISCUSSION

This chapter will report and discuss the results obtaired during
this feasibility study. Data from the methods courses and data from
astudent teaching will be wused to answer the questions posed in
Chapter I,

Analysis of Covariance (ANCOV) was used to analyze the results
obtained on the Teaching Sitvation Reaction Test (TSRT) and the
Attitude Survey, ANCOV was chosen for analysis of these results
of treatment measures duc to initial class differences, 1, e., it has
a factor which adjusts for any differences within each group before
computing probability scores. The "t" test was used on the Anxiety
and Ability Scales, the IA indirect/direct ratios, the Foreign Lan-
guage Attitude Questionnaire (FLAQ), and the Student Teacher Attitude
Questionnaire (STAQ). The other data from the methods course was
subjected to a ranking procedure. The .10 level of significance was
ugsed to ascertain whether there were any trends developing as a result
of the training.

During the Spring Quarter of this study, the Ohio State Univer-
sity was officially closed for two weeks, As a result, data on two

teachers are incomplete,
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Data from the Methods Course

1. Will pre-scrvine teachers who have recelved traintag
in mlcroteaching, have a more posftive attitude toward
teachlnyg, as measurcd by a hivher score on th2 Teach-
ing; Situation Reactlon Test (TSRT) than those who
have not recefved such trainiung?

The TSRT was selected for use in this study because it measures
attitudes toward teaching. It was administercd twice to each group =--
the pre-test during week one and the post-test during week ten of a
ten week quarter, thus allowing the use of Analysis of Co-Variance,
In this instance, the post-test was the variate anc the pre-test was
the co-variate,

Group 1 and Group II each had ten students for both testings.
The means and differences are shown in Table 1,

Table 1

Prc+ and Post-test Means and Differences -- TSRT

Treatmen;u;' Pre-tost | Post~test | Difference
Group I 206.00 209,70 + 3.7
Group II 200.60 204,10 + 3.5
Difference 5.40 5.60 ---

t = 1,08 p> .20
t =1.25; p» .20

Reading Table 1, it is readily apparent that Group 1 has a mean
gcore greater than five points above Group II for both tests, however,
results of the t test indicated that this difference is non-significant
(p>.10), suggesting that the two groups were indeed selected from the
same population. The data were alss subjected to ANCOV to ascertain

1f the difference between the means of the pre- and post-tests were
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significant relative to the treatment received by Group I. Table 2

presents these results.

Table 2

Analysis of Co-Varience of the TSRT (N = 20)

Source 5SS DF MS F P
Within Cells | 3250.59 | 17 | 191,21 -- | --
Regresgsion 1904.40 1 |1504.40] 9.96| .006
b 3.71 | 1| 13.71) o.07f .792

The p of .792 indicates that there was no difference between the
groups due to the treatment (wicroteaching and team teaching) .

In discuseing these results, there are several factors which must
be considered. The students in Grouwp I, who received the direct
experiences, totaled ecighty minutes each when summing the time spent
in microteaching and team teaching, with these two activities
separated in time by one week in the campus classroom, Eighty minutes
of supervised tcaching time is indced congiderable when one thinks
about the students who receive no such training. Thus, the TSRT may
not have been designed to measure the effects of tegching exposure.

There are other contingencies that may account for the non-signi-
ficance. One factor deals with the specific situations presented by
the TSRT and the locus of the micro- and team teaching experiences,
Some of the TSRT situations present problems that are very unlikely to
occur in the upper soclo-economic suburban high scliool where the exper-
fences took place., The situations presented by the TSRT may have been

as 1irrelevant to the experiences of Group I as they were to the stu-
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dents of Group 11 who did not have a divect experience, The resecarch
on the TSRT has frequently been concerned with IA tralning, which had
been planned for Group I, but, as mentioned earlier, time did not
permit its inclusion during the methods course, Siance IA training has
been shown by other research to increcase teachers' sensitivity to
pupil feeliuys -- a stroang concomitant of the TSRT -- it was expccted
that the omission of this variable would have a dcetrimental cffect on
the results. 1t was  decided to proceed with the post-testing to
consider how dircet expericnces would affect the results, Without the
IA training, the results iudicate that there 1s no significant change
In attitude toward teaching,

One final factor may be the instrument itself, The TSR, as .n
fastrument, may not be seasit!ve enough to measure attitudes toward
teaching as well as it measures knowledge of tcaching and the other
factors it includes.

2. Do pre-service teachers, who have treceived early
direct experiences report less anxiety prior to stu-
dent teaching than those who have not received such
trafuing?

Because of the "sink-or-swim'' syndrome evideaced by many student
teachers, this writer was of the opinfon that direct experiences would
lead to a2 decrease in the 1Intensity of these feelings. To quantify
this data, he presented a questionnaire designed to measure anxiety
and teachlny ability. The item to measure anxiety asked students to
rate the anxiety they feel about student teaching on a five point
gscale, Table 3 presents the results for the ten students in each

methods course who completed the questiomnaire,
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Table 3

Level of Anxiety Prier to Student Teaching

— e e =

Treatment | Group T | Group 11 | Difference

Mean 3.70 4,10 40

The result of the t test was used to deterinine if the difference
40, was significant, The test showed no significant difference,
although Croup I did rcport a lower mean level of anxiety (3.70) than
Group 1I (4.10), which suggests the tread to be toward deereased
anxiety in the group which had direct experience. Because of the small
number of studeats, (N = 20}, the same form was administered to a
French methods course, which was very comparable in content to the
course yiven Group 11,

The mean secore for the French group was 4,00, as compared to 3,70
for Group I and 4,10 for Group II. Repcating the t test with this
larger population, N = 37, the results again indicated no difference,
One student from Group 11, who gave & response of 'very low', a score
which was greater than chree standard deviations below the mean for
any group, was climinated from a sccond t test, Using N = 36 and 34
degreces of frecedom, the t = 2,4 was significant, p .05,

Using these results, p .05, it becomes increasingly apparent
that the dfrect experience, 1, e,, microteaching and team teaching,
may havc decreased the anxiety expressed by students prior to student
teaching, '

‘ 3. Do pre-service teachers, who have received carly

direct experiences, report higher confidence ia their

ability to teach Spanish than those who have not re-
ceived such training?
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One additional item on the above mentioned questionnaire asked
the methods students to assess their own ability to teach Spanish
following the methods course, using a five point scale. The results
are presented in Table &4, which shows that Group I students assess

their ability to be better than Group II.

Table 4

Ability to Teach Spanish

Treatment [ Group I | Group II | Difference
Mean 3.9 3.4 .50

Although a t test did not prove significant, once again the trend
appears to be apparent, Students who have had successful direct
experiences seem to assess their own ability to teach Spanish as
better than those students without direct experiences assess their
ability, Many times the students have expressed to the writer, their
instructor, and/or supervisor Cthat they feel more confident of their
ability to tcach Spanish, that the direct experiences were very
worthwhile in helping them correct teaching weaknesses, This {n {itself
may be more symptomatic of confidence than any significant difference
on the scalcs,

Once again, the results of the French methods course were
included with those from Group II, Withh N = 37 and 35 degrees of
freedom, ¢ = 3.33, thereiore, p.0l, Since the difference between
the groups was the treatment, one is led to the conclusion that

successful direct experience produces students who assess their own
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ability to teach a forcign language as better than those students who
did not have dircet experlence assess their ability,

4, How will students from Group I, that grouwp iccaiving
direct experiences, and Group II, that group receiv-
ing the standard methods course, rate the value of
their methods course, FEducation 540-B, compared to
other Education courses?

Another item 1n the questionnaire was designcd to determine
whether Education 540-B would be percefved as more valuable for the
students when direet experlences were included than when the course
was taught in the standard manner. This item asked both groups to
rank the following courges: A Suivay of Educatfon (Education 108); An
Tatroductfon to Secondary Education (Fducatfon 435); History of Educa-
tion; Philosophy of Education; Other methods courses {courses required

for the other teaching area); Educational Psychology; and Education

540-B, Table 5 presents the results.

Table 5

Ranking of Education Courses

Group I Group 11
Agsigned Ranks Compll Assigned Ranks Comp
Course 112137415 {MeanJRankfj 17 23 ]4]5 [Mean]Rank
108 ojojotltol} 33 5 70000} 1] 2 4,7y 7
435 21513Jo0]}]o 2.1 281141271111 2,71 2

540-B g812folojo 1.2] 1g6f[2|]0]1]0 1.6] 1

History
of Educa-] 0 1 113 1 3.7 4 110 2 1 1 3,2 4
tion

Philoso-
phy of 0 0 1 1 5 4.6 610 1 1 1 2 3.8 6
Education
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Table 5 -- Continued

Group I 7 Group II
Assigned Ranks C Assi ned Rar%s Cotp
Course 1 2131415 [Mean|R 2131415 [Mean|Rank

Total 10 |10 110 | 9 Y 9 ---

Other ofol1]3¢t10 3.8 1101310 3.0{ 3
Methods .

Education

Psych- 0t214712%0 3.0 114112 3.5] 5
oloay _ H

The students assigned a point value 5f 1 to the most valuable, 2
to the second most valuable, and so forth through 5. By dividing the
number of students responding to cach item, an average score for cach
course was determined. Croup I rated Education 540-8 the most valuable
with an average scorec of 1.2. Eight of the ten studants ranked this
number one, The Introduction to Secondary Education (Education 435)
and Educational Psychology were ranked sccond and thixd., As expacted
Group II also rated 540-B as the most valuable, Six of the nine stu-
deuts responding rated it first, yilelding an average score of 1,6.
The Introduction to Education (Educacion 435) ard Other methods courses
{courses required for the other teaching area) were ranked second and
third. Although both groups ranked Education 540-B as their first
choice, the average for Group I was slightly higher (1.2 versus 1,6).

The category of 'Other Methods Courses" was rated fifth by Group 1
and third by Group IXI. This is an {interesting result which is

difftcult to interpret, It may be that these courses are npot as
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relevant to them as Education 540-B or The Introduction to Secondary
fducarion {Education 435), History of Education, and Educational
Psychology.

Education 540-B has as an 1incegral part of the course a great
emphasis on performance and presentation of material to peers, using
theory as a basis for these presentations, Since Education 540-F
closely approximates the teaching of Level I Spanish in the schools,
this course may be seen as extremely valuable, One may hypothesize
that 'Other Methods Courses' are not as relevant or valuible because
the students are 8cldom offered a chance to teach until student
teaching. The courses may be entirely theory with no performance,

Since cach student in Education ,40-B taught at least five times,
the peer teaching and/or direct teaching experience may be the reason
for rating Education 540-B so high and "Other Methods Courses' so low.
One always has to consider the possible 'halo effect'" 1in ratings of
this nature, i, e., the students will rate the course higher to plcase
the instructor. Fven L{f ihis 1s true, 1t does not explain why 'Other
Methods Courses' ranks &n &average of fourth by both groups., This
should be examined further,

5., How will students from Groups I and II rate the value

of the topics covered in their section of Education
540-B?

.

In the final aspect of the questionnaire, the students were asked
to rank the value of the tonics covered in Education 540-B. Each stu-

dent was to assign & value of i to the topic most important to him, 2

to the second, etc, to 5,

~r
i)
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Due to the different emphasis of each course, Groups I and Il
cove:ed only five toplcs in common. Both covered the followlrg teach-
ing activities: dialog, structure, and vocabulary; and thesc
techniques: grammar generalizations and pattern practice. Group I
also covered 1lesson planning, microteaching, and team teaching, while
Group I1 covered lesson planning, reading, writing, and testing and

evaluation. Table 6 shows the comparison.

Table 6

Ranking of Topics Covered in Education 540-8

Group I Group II
Topic Mean| Rank| Mean| Rank
Dialog : 2.9 ’ 4 2.3] 1.5
Structure 4,0 6 3.0] 4
Vocabulary 2.8 3 4.0 8.5
Generalization 4.3 7 3.5 5
Pattern Practice 3.8 5 2,3 1.5
Lesson Planning 2.1 2 2.9] 3
Microteaching 1.4 1 ---t -
Team Teaching 4.5 8 =1 -
Reading .om - 3.0 7 )
Writing .- - 4.0 8,5

Group I ranked microtcaching as most beneficifal., This hzd been
expected because of its value as direct experience and because of the
close observation and immediate feedback from the pupils, peers, and

instructor.

+ 84



O

ERIC

Aruitoxt provided by Eic:

74

This writer expected team teaching to be ranked second, since it
approximates real teaching, occuring in & regular classroom. However,
lesson planaing was ranked second. 1t seems that this topic may have
been perceived as s§ essential to both microteaching and team teaching
that it was rated very high. Perhaps, too, this topic gives the
students security, since they do not know what to expect from student
teaching-

Group I rated team teaching as eight, the lowest rank. This
ranking suggests that the successful microteaching experience was
superior to the actual classroom experience, The latter lacked the
immediate feedback component from the pupils, peers, and instructor,
Also, some of the students were displeased when they had to be
interrupted during their teaching., (This was necessary so that all
would be permitted to teach,) Some of the students were unable to
judge when their time had elapsed. Thus, they expressod frustratioa
at having prepared and practiced their presentation without naving a
chance to complete it. This interruption never occured during micro-
teaching,

The teaching of dialog and pattern practice received the same
average 8core f{rom Group I and, thus, ranked highest. Lesson
planning ranked third, Once again, 1lesson planning appears as
beneficial to a prc-service teacher, Tecaching of dialog also appears
to be important to both groups -- ranks of 1 and 3 are shown for Group
I1 and I respectively,

6, Do pre-service teachers, who have received carly

direct experlence, have a better understanding, as
meagured by an Attitude Survey, of the purposes of

40
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the dialog, of pattern drills, of abstract words, or
grammar generalizations, and lesson plans than those
who have not received such training?

An Attitude Survey was prepared by this writer {n an attempt to
measure the effect of the methods courses. The specific observation
18 the effect of the direct experiences ~- microteaching and team
teaching -- as compared to non-direct experiences.

Students 1indicated their feelings about each item by making a
check-mark on a f£ifty point scale from High to Low (Ses Appendix A for
a copy of the Attitude Survey), It was felt that the fifty point
scale would yiecld more exact data and would exemplify the continum
aspect of feelings. Each fnstructor told his class to place a check-
mark along the continuum. The students were unawarc that there were
fifty points on the scale,

The following tables will present the {nformation according to
item similarity rather than by topic. Table 7A presents the pre-test
and post-test means, and the probability score from Groups I and II on
the ftems which read: 'My understanding of the purpose of a . . . is”,
Table 7B presents the same information for {tems which read: "My
understanding of how to teach a , , , {s", and Table 7C presents this
inforiwation for items which read: 'My understanding of how . . . fits
into an audio-lingual program 1s8". These three tables combine those
ftems dealing with 'understanding' into a comprehensible grouping. As
with the remainder of this study, the. level of significance was p(.10,

Table 7A shows that none of the ftems attained a p value of (.10;

nor was therc & trend that could be described. From this data, it
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secms apparcnt Lhat the close co-ordination between the instructors of

the groups results, then, support the comgarability of the two courses.

Table 7A

Mecan Scores and p Values for Groups I and II
Questions reading 'My understanding of the
purpose of . . . is"

Means-Group 1 Means-Group II1

Items Pre Post Pre Post p
1.Dialog _:n:s.n 47.22 | 44,77 | 45.33 |.132
7.Pattern Drills 36422 | 45,55 | 45.11 | 45.66 §.152

13.Abstract Word 36,22 | 44,77 | 45.55 { 43.33 1.195

19.Generalization 32.44 | 37.88 | 45.22 | 44,55 §.762
25.Lesson Plans 40,77 | 42,66 § 43.88 ] 43.11 },.742

Table 7B

Mcan Scores and p Values for Groups I and II
Questions reading 'My understanding of how
to teacha , , . is"

Means-Group I | Means-Group 11

Items Pre Post Pre Post | p

2.0ialog 27.88 { 46.22 | 40.66 [ 41.44 [.007

—

&.Pattern Drill 30.66 | 44.66 | 43,55 { 38.88 [.149
14.Abstract Word 28.33 | 43.66 | 41.11 | 41.55 |.1481

20.Generalizaticn 20,33 | 39.53 }| 42.11 | 34.33 ].138

Prom Table 7B, only item 2 was significant, 'My understanding of

how to teach a dialeg 18", The students i{n Group 1, then, attained a

CP"(
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significantly higher s8core on this {tcm than those from Group 1I,
3ince this is the only item which was significant, it appears that the
direct experfence, micro~- and team teaching, is responsible for the
difference. This aspect of the course, direct experience, given only
to Group 1, was centered around the teaching of a dialog and the use

of the dislog as a catalyst for other activities.

Table 7C

Mean Scores and p Values for Groups I and Il
Questions reading 'My understanding of how
+ » o fits into an audio-lingual program is"

u Means-Group I ]| Means-Group II

Pre Post Pre Post
3.Dialog 39,11 | 47.66 | 43.55 | 42.33 }1.020

9.Pattern Drill 40.88 | 46.44 | 43.77 | 42.66 |.014
15.Abstract Word 37.22 | 45.55 | 41.66 | 40.55 {.004

21.Generalization Hss.zz 46,64 | 44,11 | 42.88 ].036

The results reported in Table 7C are from responses reading: 'My
understanding of how . « . fits into an audio-lingual program is'",
For each {tem, the significant result (p<210) shows the post-test mean
of Group I to be higher than that of Group II. Although each of the
topics was digcussed in béth methods courses, the understanding of how
these topics fit into an audio-lingual progran is sign;f(cantly better
for students who also had direct experience through micro- and team
tesching.,

Often, atudents fail to wunderstand how the topics of dialog,

pattern dr{ll, abstract words, and grammar gencralizations relate to
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the teaching of a foreign language. The classroom lecture method and
pecer tcaching are necessary to communicate th: basic information, but
scem to present the materfal fn a fragmented, unrelated menner, and do
not allow for the continuity ore would find in a language classroom.
There often appears to be a schism in the part-whole relationship,
i, e., the students understand what a dialog is, and how to teach it,
but cannot conceptualize how the 'part' fits into the 'whole" language
classroom.

These highly significant results {ndicate that the direct
experience permits the students to unify and Integrate the various
clements of the methods course into a meaningful Gestalt, This type
of experience i{s worthwhile, 1f the student can seec the rationale for
including such activities as dlalog teaching into their language
course, especially since many of these students were taught a language
by “traditional' methods, Thus, coupled with inexperience and lack
of familiarity with the tecaching method, there is frequently low
credence and high scepticism to be overcome. Direct experience
immediately following training 1in the teaching of these activities
scems an excellent training technique to help students learn how these
activities fit into an audio-lingual program.

The reader should be aware of the unusval gains maue by Group I
from the pre- to the post-test on some of the items presented in
Tables 7A, 7B, 7C, and other tables that follow, which relate to the

Attitude Survey, On wany of these ftems, significance was not reached

in epite of rather large gains. The ANCOV may not be a fair {ndfcator
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of significance of the pre-post-test results. This {s especially true
for items eight, fourteen, and>twenty of Table 7C,

A visual check of the mean gains seems to {ndicate that the direct
experfences did cause the gain, since there is no indication, based on
other instruments used and due to the randomization of students to
groups, that the two pgroups were different.

Also, the students in Group I, who were about to entcr micro-
teaching, may have rated themselves lower thinking that the instructor
was {ntercsted in ascertaining how much they would improve as a result
of the training. This would help to explain the large discrepancy of
the pre-test means,

To sumarize the results of these three tables, it appears that
either the s, :ndard methods course or the methods course with direct
cxperience can offer students some understanding of the purpose of
dialog, pattern drill, abstract word teaching, grammar generalization,
and lesson planning. These same lecture techniques can give students
some understanding of how to teach a pattern drill, abstract words,
and grammar generalizations; however, students given direct
experience, micro- and team tcaching per this study, understand how to
teach a dialog significantly better than students who have not had
direct experience. This study goes on to affirm that those students
with direct experience felt significantly better at integrating
material from the methods course than those without direct experience,
Students from Group I indicated a significantly higher mean valué for
the ftems, 'My understanding of how . . . fits into an audio-lingual

program 18 , , ," than did students from Group II.
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7. Are pre-service teachers, who have recceived early
dircct experiences, better able, as measured by an
Attitude Survey, to adapt or supplement materials for
the teaching of the dialog, pattern drills, abstract
words, grammar generalizations, and writing lcsson
plans than those who have not received such training?

The Attitude Survey described in section six also presented items
designed to ascertain whether the mean scores for Groups I and II
would differ relative to adapting and supplementing materials for
tecaching warious skills. Oftcen, students fail to prepare enourh
materials for a class, and cspecially in those cases when the examples
chosen are too obscurc or do not convey the appropriate information to
the pupils. If this should happer, the teacher must be prepared with
additional material already prepared or be must conjure up more

examples immediatcly or re-teach the same topic at some future timz,

Table 8 presents these results.,

Table 8

Mean Scores and p Values for Groups I and 1I
Questions reading "My ability to adapt ar
supplement , . ., {s"

Means-Group I ] Means~Group 1I

Items Pre Post Pro Post p
4.Dialog 24.44 | 40.66 | 36,00 [ 35,77 f.217

10.Pattern Drills || 24.78 | 42.55 | 41.22 { 38.22 |.187
16,Abstract Words || 28.11 | 37.00 | 38.77 | 37.11 [.410
22.Generalization || 19 55 | 30,88 | 37.55 | 35.88 [.074
26.Lesson Plans 25,66 35.1ﬂ 33.88 | 37.11 {.997
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As in Table 7A, nonec of these {tems was significant. These are
itenms which were part of the lectiures for both groups. It was thought
that direct experfence might point out the need for teachers Lo
prepare a greater volume of material. Evidently, the students had
prepared sufficient material to adequately teach their micro-lessons.
Preparing for the re-teach cycle of the microteaching did unot seem to
present a problem.

From these results, it appears that the ability of students to
adapt or supplement materials s unaffected by pre-service trainiag
iovolving direct experfence, specifically microteaching and team
teaching.

8., Arc pre-gervice tecachers, who have received ecarly
direct experfences, better able, as measured by an
Attitudc Survey, to determine when the dialog, pat-
tern drill, abstract words, or prammar generalization
have been learned than those who have not recefved
such training?

Continuing to use data from the Attitude Survey described in
gsection 8ix, {t seems appropriate to consider the mastery of material.
Since one {mportant aspect of the teaching of a foreign language 1is
knowing when pupils have learned material in order to avoid monotonous
repetition, a teacher must be sensitive to this and develop the
intuitlon of knowing when sufficfent learning has taken place. Table

9 presents the results of the ANCV statistics for items reading "I am

able to determine when my pupils have learned , . ."
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Table 9
Mean Scores and p Values for Groups I and II

Questions reading "I am able to determine
when my pupils have learned . . ."

Means-Group I § Means-Group I1

Items Pre Post Pre Post p
5.Dialog 31.44 | 45.88 ] 36.22 | 38.88 }.035
11,Pattern Drills 30.22 | 45,88 | 39.88 | 39.11 |.009
17.Abgtract Words 33.22 | 44011 | 40044 | 37.33 ].042
23.Generalization 32.11 § 38.22 | 37.55 § 37.77 {.659

The writer expected that direct experience would have a
significant effact on these {tems. The results show that students
from Group I responded to three of these four items with & mean score
significantly higher than students from Group II. These significant
scores indicate that the direct experfences of micro- and team
teaching present the studeats with an opportunity to be able to
ascertain when learning has wccured. The one item which did not
attain significance, 23. Geieralization, was the one activity that
these students practiced least. The non-significant result {s
probably due to this lack of exposure and experience, In additfon, it
should be recalled from Chapter III that Group I received 'broken
training” In this technique, 1, e., some training took place during
the microteaching experience and during one classroom period when the
co-operating school was‘ closed for the afternoon. The '"broken
training” coupled with less teaching of generalization when compared

to the other activities probably have some bearing on the non-

23
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significant results.

9, Do prec-service teachers, who have received early
direct experiences have different expectations of pu-
pil ability, as measured by an Attitude Survey, than
teachers who have not received such training?

The final aspect of the Attitude Survey described in section six
was concerned with teacher expectations. Mecthods students often view
teaching as easy when they teach their peers, Lacking experience with
actual pupils, students fail to realize that their pupils know very
little when compared to the knowledge possessed by methods course
colleagues, Prior to student Leaching, the students' pre-conceived
expectations of pupil ability tend to be inflated, frequently leading
to disappointment with pupil performance, It is telieved that direct
experience prior to student teaching would indicate to students the
different levels of ability among pupils and would prepare the
presservice tecacher for the shock of the disparity between bis
expectations based on college class colleagues and real performance of
pupils, Table 10 presents the results of student responses to those
survey {items reading "My pre-conceived expectations of pupil
achievement versus pupil real achieverent in ability to learn
v o o 18",

The results show that students from Group I scored significantly
higher averages for items 8ix and twelve. The intent of these four
items was to see 1f direct experience would lower the studeats'
expectations of their pupils to a more realistic 1level 1in order to
decrcase their disappointment with the performance of their pupils,
Therefore, the cxpected results were that Group I would score lower

than Group 1, because their pre-conceived cxpectations would be lower,

. 04
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Table 10

Mcan Scores and p Values for Groups I and II
Questions reading "My pre-conceived expecta-
tions of pupil achievement versus pupil real
achievement to learn , , ., is"

Means~Group I | Means-Group 11

Items Pre Post Pre Post p

6.Dialog 23.77 | 40.00 ] 31.33 | 30.66 |.009

12.Pattern Drills || 23.44 | 40.44 | 33.77 | 33.22 |.016

18.Abstract Words 25.55 | 36.33 | 31,11 | 3t.77 {.261
24,Ceneralization 25.11 } 33.66 } 36.55 | 34.44 1.673

In reviewing these results, 1t is highly likely that the wording
of these articles was very confusing, | During the administration of
the survey, some students asked for clarification of these items, but
by pre-arranged agreement to standardize the administration, neither
instructor offered help,

Because of the possible confusion of the wording of these items
and the marked variance from the writer's intent, it secems futile to
place too much emphasis on these results. Additional use of the
instrument and rewriting of these 1items are needed to see if this

finding 18 replicated.

Data from Student Teaching

10, Do pre-service tcachers, who have received early
direct experiences, perform better during student
teaching, as measured by the Performance Centered
Criteria (PCC), than those who have not received such
training? :

a5



85
During the Winter and Spring Quarters, the eleven student
teachers from Groups I and II, who were available for continuation of
the teaching performance variable, were videotape recorded during the
third week of full-time teaching. These videotapes were then evaluated
by two unbiased raters, who were experienced teachers, and who were
given training by vhe investigator. Inter-judge reliability was ,73,
Reliability was established using a Pearson Product Moment Correlation.
Ratings of 0 - 10 were assigned aftef viewing each student teacher for
thirty minutes, (O is a poor teacher, 5 average, and 10 superior.)
Table 11 presents the scores assigned by each rater, and the mean

gcore for each group.

Table 11

Scores of two raters on teaching performance
of student teachers of Groups I and II, and
mean score for each group.,

=T_ Group 1 - Group II -
Rater | Rater Rater | Rater

Teacher A B Mean A B Mean
1 2 3 2,5 4 4 4,0
2 S 4.5 | 2 0 1.0
3 6 4 5.0 7 9 8.0
4 6 6 6.0 6 6 6.0
5 7 7 7.0 6 7 6.5
"6 7 5 6.0 | - - -
Group - - 5.16 - - 5.1

Alchough the average score for Group I was slightly higher (.00)

. 0§
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then Group II, the difference is not significant. These results would
therefore suggest that direct experience has no cffect upon the score
given student teachers by experienced teachers. However, the writet
foels that there are scveral factors which night have influenced these
results,

Traditionally, student teaching occurs during the final quarter
of a student's senior year, most often, the Spring Quarter. Of the
eleven students in this study, eight foliowed this tradition, meaning
that twelve weeks elapsed between the direct experiences (micro- and
team teaching) during rhe TFall Quarter methods course and student
teaching. A comparison was made between two of the three studeats wlo
taught Winter Quarter and the remaining four from Group I who studeat
taught twelve wecks later during Spring Guarter. From Table 10, they
are students five and six from Group I and student three from Group
II, The average scorec for students five and six was two points high-
er than the average score for the remainder of Group I, When subjected
to a t test, this difference falls short of p¢.10 by .03, {.e., t ob-
served = 2,10; p = ,10 table value = 2,13, It seems appropriate to
say that given ﬁore than four degrees of freedom, significance would
have been attained. The trend indicated here suggests that the student
teaching experience which follows immediately after the direct exper-
iences of microteaching and team teaching {s superior as rated by
experienced teachers to that teaching which occurs at a later time.

An additional factor which should be mentioned occured during the

Winter Quarter, when seven of the eight students not involved in

0y
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sﬁudent teaching, enrolled in Education 616, a second foreign lgnguage
methods course. There were four students from Group I and threc from
Group 1I. During this methods course, some team teachinz took place,
This may have equalized the experience of the seven people, especially
in light of the propinquity of the second methods course with student
teaching. |

11. Do student teachers, who have been trained in inter-

action analysis have higher Indirect verbal patterns
than those student teachers, who have not received
such training?

I an attempt to determine whether there was any difference in
the indirect/direct (1/d) verbal behavior of the student teachers
involved 1in this study, ¢two separate codings of four hundred
interactions were tallied for each teacher -- the first taken during
the second week of full-time student teaching, and the second during
the seventh week of full-time student teaching. The i/d ratio is
tabulated by taking the sum of categories one, two, and three and divid-
ing them by the sum of categories six and seven., If a teacherfs i/d
score 18 1.0 or higher, this indicates that he tries to motivate pupil
learning by means of praise, empathy, or accepting pupil ideas. If he
has a score of .9 or lower, then the teacher tries to control the
pupils by means of commands, directions, or justification of authority.

A modified FPlanders System was used. In this case, Category 10
indicates interaction between pupils, while 10' indicates silence or
confusion,

Table 12 shows the average scores and differences for the first

coding, and Table 13 shows the same for the second coding,

s
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Tabhle 12

Average Scores of Groups I and 11 oa First
Interaction Analysis Coding

Categories Grgu; % Ggo:pAII Difference
1 .25 .00 «25
2 4,83 4,37 46
3 .08 .18 .10
4 6.83 9.68 2.85
5 21.41 17.33 4,08
6 25,25 25.68 43
7 A2 1.50 1.08
8 34,50 31.31 3.19
9 217 56 «39

10 1,00 37 © .63
10! 5,25 9.00 3.75

At test was run on the means of the two groups; there was no
significant difference on the first coding, even though Group I had a
slightly higher indirect average {(the sum of categories one, two, and
three) 5.16 to 4.55 for Group 11, and had a lower direct average (the
sum of categorics six and seven) 25.67 to 27.18.

Another t test was run on the mean scores of the second coding.
Again, there was no sign;flcant difference between the two groups.
llowever, Group 1 dropped from an average of 5.61 on the first coding
to 3.41, even with IA training! But, their direct scores also dropped
-= 25.67 to 23.49, 1In the meantime, Group II also dropped on the

indircct level =-- 4,51 to 2.45, while their direct scores rose from

ag
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23.49 to 33.52, 1t appears that the 1A training had no effect on the
ciategories one, two, or three for Group I, but this group decreased

its direct average while Group Il's average rose ten percentage points,

Table 13

Average Scores of Groups I and II on the Second
Intcraction Analysis Coding

Categories G:o:p31 G:o:quI Difference
1 0.0 0.0 0.0
2 3.16 2.33 .83
3 .25 .12 T
4 6.83 7.12 .79
5 15.25 15.60 .35
6 23,08 33,00 9.92
7 41 .52 .11
8 36.75 34,43 2,32
9 0.0 .70 .70

10 5.83 .06 5.76
10° 8.0 6.0 2,0

One other distinct advantage appcars to go to the pupils of Group
1. 1In both codings, there was more pupil talk (Category eight), and
nore pupil-to-pupil talk (Category ten), This is one topic which was
discussed during the IA training sessions -~ ways to incorporate more
pupil talk into the lesson. The topic of how to prailse and encourage
pupils, and to accept their 1ideas doéa not appear to have been

successful, It would seem that ten hours of IA training is

160
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ingufficient to bring about significant change on this variable. The
atudents of Group I expressed to the writer that it was difficult for
them to praise pupils or to be empathic of the diEficulties of
language learning, since nane of their teachers had ever been that way
to them, It was also indicated that to be empathic or to praise
was, somehow, a 8ign of weakness on the teacher's part, This attitude,
too, was probably learned from past educational experiences,

One other important explanation for the 1lack of any significance
inay be due to the language ability of the student, and his competence
as a teacher, During the teaching act, he has to be conscious of what
he is teaching, what the next activity is, and how he is going to say
it in the foreign language, Coupled with some nervousness, thinking
about rewarding a pupil response or accepting what he has said, aad
then converting this into the foreign language may be too much at one
time for the student teacher. Thus, it is easier not to reward,
praise, or accept, than to waste time getting into a linguistic jam.

12, Do the pupils of teachers who have been trained in

the use of interaction analysis have a more positive
attitude toward foreign languages, as measured by the
Foreign Language Attitude Questionnaire (FLAQ) than
the puplils of those teachers who have not received
such training?

The FLAQ was administered twice to the four classes of the
students who received IA training and to four classes of student
teachers in Group II. There were eighty-three pupils ia Group I and
seventy-nine in Group II.

A total attitude toward foreign languages, which encompasses the

three dimensions of 1) "How the pupil feels about the foreign language

1
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he is studying", 2) '"How the pupll feels while he is in the [orcipn
language class", and 3) "ilow the pupil feels about the foreign
language teacher', is used for the discussion of question twelve.

The results of the FLAQ, surprisingly, showed that the pupils of
Group I student tecachers had a less favorable attitude toward foreign
languages, p .0l. This finding is not consistent with Moskowitz' (36}
that no statistically significant changes took place. There ave
several explanations that can be offered.

First, the studen;s fn the Moskowitz study recceived more than
twenty-five hours of IA training, while the students of Group I
averaged ten hours of training, Thus, If no significant difference
could be registered after twenty-five hours of training, then one
could not expect it to in this study.

Sccond, five of the eight classes were administered the FLAQ
during the Spring Quarter (the last eight to nine weeks of school for
the pupils), Of the eight classes involved, two were Level I, second
year. Thus, it is very possible that the pupils' attitudes toward
foreign language learning were already conditfoned by the regular
classroom teachers and not necessarily as a result of the student
teachers,

Finally, there were {nsuificient subjects {nvolved {in this
dimensfon (four 1in each grouvp). Private conversations with Dr,
Moskowitz revealed that at least ten student teachers are needed for
cach group. Therefore, {f there is one very '"bad" student teacher in

a group, pupil attitude can be severely affected giving an impression

pm—
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that may not be indicative i{f there were a larger N, Such a case
happened (see questilon thirtcen) when one student teacher of Group I
scored thirty-two points lower than any other on the Student Teacher
Attitude Questionnaire. Thus, if therc were two hundred pupils in
each group, instead of eighty-three and seventy-nine respectively,
such bizarre results probably would not have occured,

13. Do student teachers, who have lLeen trained in {nter-

action analysis have 1less positive attitudes toward
thefr co-operating teachers, as measured by the Student
Teacher Attitude Questionnaire (STAQ) than those stu-
‘dent teachers who have not received such training?

During the Winter and Spring Quarters, the STAQ was administered
to all students from Group II who student taught (N = 4) and to the
students from Group I vwho participated 4in the IA training (N = 4).
One student was unable to take the pre-test form, due to the closing
of the University, and was eliminated from any analysis based on this
measure, The final N for the STAQ was seven.

This form, the STAQ, attempts to measure student teacher attitude
toward the co-operating teacher, The lower the score, the 1less
positive the attitude toward the co-operating teacher. Table 14 will
present the significance levels and means for Groups I and II on the
pre- and post-tests on the STAQ.

From a first glance, it would appear that Group I held 1less
positive attitudes toward the co-operating teacher (difference equals
10.50) . However, this was not the case. One student in Group 1 scored

1
50 on the pre-test, but 76 on the post-test, The rather low score,

plus an N of three made the mean score much lower, This student's
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score was thirty-two points lower than any other student on the
pre-test, As a result, the standard deviation for Group I was almost

double that of Croup II, A t test ylelded a valuec of 1.04 (non-signi-

ficant), and a probability of 2.20.

Table 14

Pre- and Post-test Means and Significance Levels
on the STAQ for Groups I and II

a=3 n=4 Difference p
Trecatment Group 1 Group II
Pre-test 74.00 85.50 10-50 >020
Post-test 82.67 83.13 46 1).50

Tﬂts writer recalls the above student was very upset with the ce-
operating teacher and college supervisor. The difficulty so aiod &~ 1o
that the co-operating teacher would not 1lcave the classroom of tle
student tcacher (interpreted by the student teacher as a lack of faith
in her ability) and this writer belicves that this resulted in the
low attitude. The writexr suggested a three way conference to clear up
certain wmisunderstandings, which may have caused the more moderate
attitude on the post-test. The writer does not believe that the IA
training was cesponsible for the 1low attitude, since the other two
students scored cighty-two and ninety respectively,

At the time of administration of the pre-test, the studeants of
Group I had completed about cight hours of IA training., This small
amount of training was probably nct enough to effect any change in

attitude, especially sfiuce tt: studenuvs had been student teaching for
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a short time (two and one-half to three wecks) and still had cordial
rclationghips with the co-operating  teacher, Any significant
difference in attitude was cxpected on the post-test,

The scores on the post-test, however, were more comparable, with
only .46 points differcnce, This yielded a t value of .06 with a
probability of »,50. Thus, it secems that even with the additional two
hours of IA training, it was not enough to effect less positive
attitudes toward the co-operating teacher.

Another variable, which may be germane to the discussion, 1is the
attitude of the co-operating tgachg;. The writer noted that the
teachers were either cmpathic and very helpful in their critique of
the studant teacher, or they were neutral, 1. e,, they offercd little
help and left the student teacher "on his own', The student teacher
in the latter case would not encounter any negative feedback, which
would make him have a 1less positive attitude toward the co-opérating

tcacher.,
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CHAPTER V

SUMMARY AND IMPLICATIONS

The purpose of this chapter {s to present a summary of the
results obtained during this study and to discuss scme of the implicu-
tions arising from them that involve the inclusion of dfirect experi-
enced (microteaching and team teaching), and {ntcraction analysis {1a)
in the pre-service training of foreign language tcachers.

A description of the microteaching model developed by the Foreign
Language Education Department of the Ohio State University will be
included.

This study was wundertaken iIn the >normal setting of a Spanish
methods course during the Fall Quarter, and the student teaching
cxperience during Winter and Spring (uarters at the Ohfo State Univer-
sity. Originally the study consisted of twenty pre-service teachers
of Spanish who were randomly assigned to two methods courses: Group 1
which received the direct experiences of micro- and team teaching, and
interaction analysis training, and Group II which received tac
standard methods course. Of the orizinal twenty, only eleven wecre
available for the latter part of the study, {. e., the evaluation of
classroom performance. Some of the students chose not to student
teach during the above period; others were eliminated from the latter
phase of the study duc to the nature of thelir student teaching assign-

ment, i, e,, one student was assigned to teach a third year Spanisl
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class which was primarily 1literature oriented, and anccher was
assigned to a class that knew no Spanish and lacke\ discipline,
Finally, one student was lost from the study when the University was
officially closed for a two week period during the Spring Quarter,
This student was deprendent on the University for room and board,

For analysis of classroom teaching performance, there were eleven
students. Pour students from OGroup I received the IA training., The
Poreign Language Attitude Questionnaire was administered twice to
eight classes. The Student Teacher Attitude Questionnaire was taken
by seven student teachers on the pre- and post-tests.

The purpose of the study was to determine the feasibility of
including wicroteaching, team teaching, and interaction analysis {n
the training of pre-secirvice foreign language teachers.

Several instruments were used to collect data on the students and
pupils involved.

The "Teaching Situation Reaction Test' was used to gather
data on teacher attitudes toward teaching.

The ‘'Attitude Survey”, designed by the author, attempted
to collect information on the effect of divect experience,
micro- and team teaching, on several aspects of language
teaching, i{. e,, dialog teac..ng, pattern practice, and
grammar generalizations,

An '"Ability Scale' was designed by the author to measure
how students perceive their ability to teach Level I
Spanish at the end of Education 540-B.

An "Anxiety Scale", designed by the author, was used to
peadure the expressad level of anxiety the students had
prior to student @ aching,

The ‘Performance Centered Criteria', a form developed at
Stanford Univeraity by Robert Politzer, was used (in a
modified form) to evaluate teaching performance of stu-
dents from Groups 1 and 11 during student teaching.

107




E

O

RIC

Aruitoxt provided by Eic:

=

e

97

A rating scale, designed by the author, was given to both

' groups, to rate the value of Education 540-B in comparison
to other education courses, and to rate the value of
topics covered in Education 540-B.

The "Student Teacher Attitude Questionnaire" was adminis-
tered to ascertain whether student teachers who have
received IA training have different attitudes toward their
co-operating teacher,

The "Foreign Language Attitude Questionnaire' was adminis-
tered to the puplls of the student teachers of Groups I
and II to measure the attitudes of the pupils toward
foreign languages,

Sumary of Results

As a feasibility study, answers were sought to the following
areas of concern:

1. Will pre-service teachers, who have received training
in microteaching, have a more positive attitude toward
teaching, as measured by a higher score on the Teach-
ing Situation Reaction Test (TSRT) than those who
have not received such training?

As measured by the TSRT, there was no significant difference on
the pre~ or post-test scores between the two groups,

2, Do pre-service teachers, who have received early
direct experiences report less anxiety prior to stu-
dent teaching than those who have not received such
training?

On the average, students who have received direct experiences
report lower anxiety scores prior to student teaching, although the
difference between the two groups was not significant,

By eliminating one student from Group II, (he reported a score of
“very low', which was greater than three standard deviations from the
mean for either group) and by combining the results from a French

methods course, which was comparable in content to Group 1I, a second
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t test ylelded a t value of 2.4, which was significant beyond the .05
level, Using this result, it is apparent that the direct experience
did decrcase the aunxiety expressed by students prior to student
teaching.
3. Do pre-service teachers, who have received early
dircct experiences, report higher confidence in their
abiiity to tcach Spanish than those who have not re-
ceived such training?

Students in Group I reported a higher confidence in their ability
to teach Spanish at the conclusion of the methods course. However,
this difference was not significant due to the small degrecs of
frecdom -- cight.

By including the results from the French methods course mentioned
above, the difference of Group I compared to the scores of Group II
plus the French group yiclded a t value of 3.33, which was significant
beyond the .01 level, The larger degrees of freedom, thirty-five, was
regponsible for the highly significant result., Thus, one is led to
the conclusion that successful direct cxperience produces students who
express greater confidence in their ability to teach Spanish.

4. low will students from Group I, that group receiving
direect experiences, and Group II, that group receiv-
ing the standard methods course, rate the value of
their methods course, Education 540-B, compared to
other education courses?

The 1nvestigator wanted to ascertain whether Education 540-B
would be perceived as more valuable when direct experiences were
included than when the course was taught in the standard manner, and

how the students would rank other education courses with Education

5’40‘5.
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Students from Croup I rated Education 540-B with an average score
of 1.2, while students from Group II rated it 1.6 (the lower the
gcore, the more valuable). Education 435, an Introduction to Secondary
Education, and FEducational Psychology were rated second and third
by Group I, while Education 435 and Other Methods Courses werc ranked
second and third by Group II.

Surprisingly, 'Other Methods Courses" (courses required for the
other teaching arca) was rated an average of fourth by the two groups,
5. How will students from Groups I and II rate the value
of the topics covered in their section of FEducation

540-B?

Group I, as expected, rated microteaching as the most valuable
topic; lesson planning was rated second, Surprisingly, this group
ratéd the team teaching as eighth,

Group II rated teaching of dialog and pattern practice as
having equal value to them as future teachers. Lesson planning was
their third choice. Teaching the dialog was rated third by Group I,
Teaching the dialog and lesson planning are seen as very valuable
for both groups as these two topics were rated in the top three by
each group.

6. Do pre-service tecachers, who have received ecarly
direct experience, have a better wunderstanding, as
measured by an Attitude Survey, of the purposes of
the dialog, of pattern drills, of abstract words, of
grazmmar generalizations, and lesson plans than those
vwho have not received such training?

There appcars to be no difference between the two groups on items

. reading, 'My understanding of the purpose of the . . , is". This
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fndicates that there was apparently close co-ordination between the
instructors of the two groups which resulted in lectures and demon-

strations that wecre comparable,

On the items 'My understanding of how to teach a . . . 1s'" oaly
the ftem of dialog teaching was significant in the direction of Group
1. Much of the micro- and team teaching was centered on the teaching
of the dialog and i1its use as a catalyst for other activitics. It
appears, then, that the direct cxperience was responsible for this
difference,

On the items "My understanding of how . . . fits into an audio-
lingual program is'" the post-test scores for Group I are significantly
higher, p < .10, than those of Group II, The direct expericnce
apparently permits the student to unify and integrate the various
clements of the methods course into a meaningful Gestalt,

7. Arc pre-service tcachers, who have receiveda early
dircet experiences, better able, as measured by an
Attitude Survey, to adapt or supplement materials for
the teaching of the dialog, pattern-drills, abstract
words, grammar generalizations, and writing lesson
plans than those who have not reccived such training?

Ability to adapt or supplement materials for foreign language
tecaching apparently is unaffected by the direcct cxperiences as pre-
sented in this study, for none of the items were significant, nor was
there any trend developing.

8., Are pre-service teachers, who have received early
direct experiences, better able, as measured by an

Attitude Survey, to dctermine when the dialog, pat-
tern drill, abstract words, or grammar peneralization

m
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have been Tearned than these who have uot  recelved
such tralning?

The students from Group I responded to threce of the four {Lems
with a mean score significantly higher than students from Group II,
It seems that even limited direct experience can help students develop
the ability to determine when learning has taken place, Significance
was nobt reached on grammar generalization. This topic was given the
least exposure 1in the methods course and the students did 1little
grammar generalization during the direct experience, probably account-
ing for the non-significant result,

9. Do pre-service teachers, who have rcceived ecarly
direct experiences have different expectaticens of pu-
pil ability, as measured by an Attitude Survey, than
teachers who have not received such training?

It was expected that the direct experience would help students
lower their cxpectations of pupils' ability to learn foreign languages,
which {8 wusually inflated prior to student teaching. Students trom
Giuup 1 scored higher on two of the four items; there was no
significant differcnce on the other two. It is highly likely thai tha
wording of the {tem was confusing, siuce several students asked for
clarification of it during the administration of the survey,

10, Do pre-service teachers, who have recefved early

direct experiences, perform better during student
teaching, as measured by the Performance Centered
Criteria (PCC), than those who have not received such
training?

Videotapinge of the eleven teachers who were available for inclu-

slen In this phasc of the study were evaluated by two unblased raters

Lo X8 ]
<
LW



O

ERIC

Aruitoxt provided by Eic:

102
who were experienced language teachers, Inter-judge reliabiltity was
;73 using a Pearson Product Moment Correlatfon. Scores of zero through
ten were assigned to each teaching performance, The meen for Group I
wag 5,16, while Group I1's mean score was 5.10. The difference was
not significant suggesting that the direct experience has no measurable
cffect on teaching performance, However, the writer believes that
there are several factors that mitigate such a statement: 1) Several
students from botli groups were enrolled in another methods course the
following quarter in which some team teaching took place. This direct
experience gained by Group II students may have been enough to cqualize
any difference; 2) Eight of the eleven students in this study student
taught in the Spring Quarter, some twelve weeks after the conclusion
of the direct cxperiences as described in this study. Any superiority
in teaching skills may have been lost due to the long pericd of time.
To support this, an analysis was made between two students from Group
1 who did student teaching during the Winter Quarter versus the four
who taught in the Spring. The mean score for the former was two
points higher than for the other four, suggesting that student
teaching immediately after the direct experiences of microteaching and
tcam tcaching {s superior, as rated by experienced teachers, to
student tcaching which occurs at a later time.
11. Do student teachers, who have been trained in inter-
action analysis have higher {indirect verbal patterns
than those student teachers, who have not reccived
such training?

There was no significant difference {n the verbal patterns of
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those student teachers who were givea training in IA and those who did
not receilve such training.

This non-significance may te attributed to 1) {asufficient
training time (ten hours), and 2) student teacher inability to indor-
porate appropriate {ndirect verbal behavior into the target language
due to linguistic competence, or 3) concentration on other aspects of
the teaching act such as the next activity, the materials to be used,
and how to make the transition {n the foreign language.

12, Do the pupils of teachers who have been trained in

the ugse of interaction analysis have a more positive
attitude toward foreign languages, as measured by the
Foreign Language Attitude Questionnaire (F'3Q) than
the pupils of those teachers who have not received
such training?

As mcasured by the Foreign Language Attitude Questionnaire (FLAQ)
the pupils of Group I student teachers had significantly lower (p .01)
attitudes toward foreign languages. However, there are three reasous
which minimize these results: 1) the student teachers received only .
ten hours of training; 2) the pupils' attitudes may have been low as
a result of the regular classroom teacher, and 3) the total % of seven
is too small, thus permitting great chance for error.

13. Do student teachers, who have been trained {n inter-

action analysis have less positive attitudes toward
their co-operating teachers, as measured by the Student
Teacher Attitude Questionnaire (STAQ) than those stu-
dent teachers who have not received such training?
As measured by the Student Teacher Attitude Questionnaire, there

was no signiffcant difference between Group I and Group 11 student

teachers and their attitudes toward their co-operating teachers.
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Microteaching in the Pre-Service Component of Foreign Language Teaching

One of the most {important factors for the inclusion of micro-
teaching in the pre-service component of foreign language teachers
rests on the students' command of the foreign‘language. At the present
level of language training, most candidates do not develop language
proficiency (Speaking) until the junior year. Therefore, it would be
foolish to attempt microteaching in the schools,‘with trainees of this
background, wuntil the junior year. Foreign language teaching is not
intellectually based, as the teaching of English or Social Studies,
(Basic concepts and learning patterns cannot be intellectualized in
the basic skills -- Speaking, Understanding -- but they certainly can
and must be in literature, 1linguistics, phonetics, and culture and
civilization,) Pre-service teachers of English or Social Studies
could begin direct experiences as early as the first year. On the
other hand, forefgn language teaching i{s skill-based and one has to
wait for that skill to develop. (Lack of this skill Qould be detri-
mental to the establishment of a microteaching pragram in the schools,
since the language teacher expects competent teacher trainees who
speak and pronounce the language well,)

In order to identify and correct teaching weaknesses long before
student teaching, the foreign language methods course should be
required during the junior year, If teaching performance is weak, the
student 8hould be required to repeat the methods course as soon as
possible, préferably the following term, Special attention should be
given to any individual, especially during microteaching, who has to

repeat the methods course,
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Sophomores, who have demonstrated adequate language profici:ncy,
should be permitted to take the methods course. (Language proficiemcy
is a ecreening device to keep linguistically incompetent students from
the methods cou:ie, The purpose of the methods course 1s to improve
pedagogical skills; 1t I{s not a course to improve language skills.)
This affords earlier exposure to teaching and allows more time for
improvement of teaching skills, especially if therc are severe weak-
nesses. It would also help the student to decide at an earlier point

in his training whether he wishes to become a teacher,

Establishing a Microteaching Program in the Schools

For teacher training institutions that wish to incorporate micro-
teaching and/or tcam teaching in a school setting, as an {ntegral part
of the foreign language methods course, the writer offers the follow-
ing supgzestions:

), ﬁ;cate a school. (junfor or senior high) which permits case
of Lransportation, and which can provide facilities (rooms or space)
to do microteaching,

2. Find a teacher who is amenable to the methods course object-
ives and who is willing to provide the students with his language
class objectives and lesson plans for the given period, (The lesson
plans should {include the kinds of activities desired to achieve the
language objectives, and the material to be taught.) He will also be
responaible for finding pupils who are avaflable from study lalls
during the microteaching period. He should select pupils of different

abilities so that the experience {5 more 1ike a real class session.
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I1f team tcaching is desired, he should be willing to allow his classes
to be used for this purposc, If funds are available, this teacher
should be reimbursed for his time and efforts.

3. Check the school's calendar to verify any dates or portions
of days that class schedules will not follow the normal pattern. The
microteaching sessions may not be able to function if a class period
has been reduced due to an assembly, ete. Class sessions that are
fifty to fifty-five minutes in length are usually best for microtcach-
ing 8cssions.

4, 1f possible, keep a two hour time block open for the
students on the days that microteaching is planned for the schools.
(It would be desirable for the whole course to be scheduled as a total
iaboratory course.)

5, An opportunity should be given for cach student to tcach at
lcast one complete class period in conjunction with the f{iftcen minute
team tcaching of three to five days,

6. Feedback during team teaching must come from the pupils, 2s

in mlecrotcaching., The students respect the pupils' comments very much,

The Ohio State University Forcign Language Microtcaching Model

For the purpose of this study, which took place in a school
setting, a variation of other micrcteaching programs was designed to
fit the necds of this program. The Ohio State University Foreign
Language microteaching model, presented below, 1s unique in several
ways?

1. Microteaching takes place in a school setting, during school
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houre.

2. It is the responsibility of the classroom Leacher to prepare
weekly 1lesson plans and {nstructional objectives (which are made
available to the micro-teachers), and to sccure wmicro-pupils who
represent varfous stages of language competence within the same level
of {nstruction.

3, The micro-lessons taught to the pupils are based on the
materfal under study in the reguler ciassroom at that parcicular time
;nd not on material too difficult for the linguistic competence of the
pupils.

4, The micro-pupils are the most influential in giving feedback
to the micro-teacher. Frequently, peer or {Instructor critiques are
unnecessary. More importantly, the micro-teachers respect the critiques
given by the micro-pupils more than those of any other persons.,

5, Microteaching takes place within the methods course and is
an {integral part of {t, It generally lasts from two to three wecks,
(four to six teaching days),

The Ohio State University Foreign Language mnicroteaching model
uses available space In the schools, i, e., wunused rooms, balcony
areas of the auditorium, and sometimes the faculty lounge, when it is
available,

In the typical microteaching set up which follows, these symbols
are used=' A = the micro-teacher, B = the micro-pupils, C = the peer-~,

D = the methods instructor, and E = the camera operator.
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The: camera operator may be a gtudent 1in the course, or in some
cases, the camera can be operated with no one attending it, as long as
it is in focus and only one angle is desired.

The camera 18 set at an angle that permits taping of both micro-
teacher and pupils, Pilming of the pupils allows a different
perspective when viewing the tapes.

Microteaching can be implemented without the video-taping; how-
ever, if a critique i{s to be made later, there is no permanent record
vwhich could serve as a frane of reference. (Many times & micro-teacher
denies having said or done something, but fmmediate playback supports
the critique. Thus, the micro-teacher has a new perception or some
added ineight 1into his tesching behavior and consequently has an
opportunity to change his behavior. Most of the verbal analysis

could be completed with the use of only the audio-tape recorder,

IMPLICATIONS
As a result of this study, the writer wishes to show the implica-
tions of it for teacher training institutions, schools, and for

further research,

Implications for Teacher Training Institutions

1. The wodel presented in this study 1is feasible to initiate,
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Barriny major administrative details, 1t is easy to do microteaching
in a school setting.

2, Cost to the training institution 1is small, No additional
funds are nceded for staff time. Reimbursement to the co-operating
teacher {s nominal.

3. Arrangements to rent vidcotape equipment may be better than
investing large sums of money in such equipment. Video-tapes would be
the only recurring cost. By renting equipment, there is no nced to
budpet money for repairs, maintenance, and insurance.

4, Institutions which have 1limited funds for a microtcaching
center and for reimbursing pupils for their time, should consider
doing microteaching in the schools.

5. Schools {public, private, or parcchial) are wusually readily
available in the near vicinity of the institution,

6. School administrators and tcachers arc usually willing to
co-operate.

7. Adequate physical facilities are usually available {n the
schools: (The hallway or lobby may be an adequate facility.)

8. Microtcaching in the schools can be an effective means to
bridge the gap between theory and practice,

9. Direct cxperiences in the schools may be a means to reduce
anxiety prior to student tcaching, and to help students discover what
their abilitvies are as tecachers.,

10, Microteaching in the schools peruwits the teacher training

institution to develop a 1lfaison between schools and colleges. This
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liaison may be helpful in the development of new methods and curricu-
1um development in foreign language education,

11, There should be no microteaching program {n the schools
unless {t fits i{nto the learning scheme of the pupils to be taught;

12, Training i{n Interaction Analysis, 1f time permits, may be
given in the methods course with as 1ittle as four hours of class
time, The additional time, six to cight hours, is spent by the stu-
dents in reading about IA and in practice sessions coding audio- or
viden~-tapes, which may be kept in a listening center complex. Other-
wise, the training may be given during the student teaching experi-
ence in group seminar sessions,

13. In order for the IA traiuing to be effective, all members of
the foreign language cducatfon department who Supervise student
teachers should be very familiar with the categories and the use of IA
as a supervisory tool. Knowledge of an IA system by both supervisor
and s’ udent teacher would, according to the model proposed by Amidon,
improve communication by providing a common language for both, when
discussing teaching. Sometimes it becomes necessary to chauge super-
visors during student teaching, If the new supervisor knows IA, there
should be  1{ttle adjustment between supervisor and supervisee,
However, 4f the new supervisor is not familiar with an IA systenm,
communicacion can break down and improvement of te&ching may suffer as
a result, Thus, training in IA 18 not 1limited to the pre-service
teacher. It must be given to all {nvolved. This includes the super-

visor and the co-operating teacher.
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Implications for the Schools

1, Microteaching involving school facilities allowi the schools
to play an important role in teacher training in addition to student
teaching,

2, Teachers, who participate in such experiences, can be kept
abreast of recent developments 1in teacher training, thus iIncreasing
their own professional competence.

3. School administrators may wish to include microteaching as a
part of in-service cducation for all teachers as a means to improve
teaching skills, or to try out new teaching materials prior to
adopting them.

4. Pupils involved in wmicroteaching enjoy the sessions for it
gives them extra practice.'

5., FExperienced teachers are involved in the preparation of
prospective teachers. They become familiar with the objectives of the
methods course. The teachers are an important adjunct to the methods
courses by providing language course objectives and lesson plans, by
obtaining pupils for the microteaching sessions, and by permitting

methods students to teach in their clagsrooms.

Implicaticns for Further Research

During the progress of this study, and due to the review of the
literature, several implications for further recsearch were indicated.
The model proposed by this study should prove useful in seeking answers

to the following questions:
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1, Would it be better to use college student peer groups than
school pupils as the microteaching class?

2, Would it be better to do microteaching with a‘iarger class
group, for foreigu language prospective teach:wrs, than with a small
group of four to five pupils?

3. Is microteaching superior to student teaching in a summer
program if enough pupils of the same language background could be found
for participation?

4, 1Is it better to do microteaching in the schoéls, or is the
campus a better 1location 1if one considers £inancial, logistical,
psychological, and gtudent variables?

5. 1s Videotape Recorder feedback as good as "live" feedback?

6. Is pupil feedback more valuable than peer or instructor
feedback?

7. Of what importance is the choice o©f school, i. e., inner
city, outer city, or suburbamn, 6n micrqteaching outcomes?

8. Of what importanée is pupil seleétion, i. e.,, mixed ability,
under-achiever, over-schiever, on microteaching outcomes?

9, Are pupils who ﬁéve been involved in microteaching more
critical of the regular classroom teacher's performance?

10, Is it best to student teach 1mmediately following training
in microteaching or can one wait ten to twelve weeks with no deleteri-
ous effects?

11, What would be the effect of the Amidon model in student
teaching compared to the "traditional"” wode of student teacher super-

vision?
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12, What coffect would scveral -- sfx to eight -- videotape
recordings have on student teacher performwance?

13. What {s the minimal amount of Interaction Analysis training
required to alter student tecacher verbal patterns from direct to
indirect?

14, Do pupils Involved in microteaching study languages longer
than those not involved in such training?

15, MYow does participation Iin microteaching affect the grades of
the pupils involved?

16, Does pupil motivation iucrease as a rcsult of microtcaching
participation?

17. What would be the cffect of a microteaching center on the
campus versus doing microteaching in the schools?

In addition to the above questions, there is a need to refine aad
test experimentally the instruments developed for this study, e¢. g.,

the Attftude Survey, aud the Anxiety and Ability Scales.

Limitations of the Study

Throughout this study, one of the greatest limitations has beca
the size of groups. With fewer than ten students per group,
individual varfations within a group can obscure the inter-group
differences, thereby masking differcnces which might be significant
with a larger mnumber, Conversely, intra-group differences arc likely
to be magn!fied, also an interference with statistical analysis,

Another limitation was the wunexpected circumstances which pre-

vented the completion of the microteaching sessions as planned during

O
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the Fall Quarter, and the closing of the University, which prevented
the collection of data on some students during the Spring Quarter,

In addition, three instruments were designed and written expressly
for this study. The “Attitude Survey" and the "Anxiety and Ability
Scales" were untried and, therefore, proved to have some confusing and
unsatlsfactory items.

As a feasibility study, there was a nced to gather data concern-
ing: 1) student satisfaction with the direct experiences and
interaction analysis training, 2) cost analysis, 3) teacher time, and
4) staff time.

Finally, the rcal world of educational research militates against
any study whether empirical data or feasibility, This is seea as the
greatest limitation of all, But despite these limitations, the study
scems Lo suggest that direct experiences, microteaching and team Leach-

ing, and interaction analysis do have merit, at lcast for more study,
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INSTRUMENTS -

Attitude Survey
Anxiety Scale and Ability Scale
Student Rating Scale

Performance Ceatered Criteria (Modi:lied)
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Attitude Survey

Form 1 2
a (V) on the dotted line.

My understanding of the purpose of a dialog is
Highooc..ooouoco.cloooooq.oc.tcoooo.ootccooooo.oo.oo-.Low
My.understanding of how to teach a dialog is

LOU..o-......-....o-o.-..........-o...-...-..........High

My understanding of how dialog learning fits ianto an audio-
lingual program is

HigheeuseoooaaaeesososossenonaosasssansassesocescnsacsaselOW
My ability to adapt or supplement dialog material is
Low.......g........-.................................High

1 am able to determine when my pupils have learned a dialog

nghcocoocoocconoclooo.lllooo'oooooooooo.oo.oocooooo.cLow

My pre-conceived expectaticns of pupil achievement vs. pupil
real achievement in ability to learn a dialog is

LOWs seursrococecactssesasoeressssasseassssssenscccsrscotigh
My understanding of the purpose of a pattern drill is
HigheooooeooarenosssesccacecosoancsontssscosssascssssssLOW
My understanding of how to teach a pattern drill is

Lowoolooo-o.ooc.oooooono.ooo-occo..o.ooooc-c.-oo..o-oHigh

My understanding of how pattern drilling fits into an audio-
lingual program is

High.c.oltll.ll....lllo..cl.c.Oo.......l..I.l..o.....lLow

My ability to adapt or write pattern drills is

Lo“oollolOo.oloooocooocoocolctoollo.oocoolooc.cc..ooluigh

11277
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11, I am able to determine when my pupils have learied a pattern
drill

“tuh-'--oaaau-----c--o--oo----o-----.w-----.----------LOW

12. My pre-conceived expectations of pupll achievement vs. pupil
real achlevement in ability ¢o do pattern drilling is

JOWeasansnvessannssnanssssesasssassassssvssssessssssssiigh
13. My understanding of the purpose of abstract word teaching is

Higheooieseeonsnaresnsoasessararavecsrasansasnsescensesee LOW
14. My understanding of how to teach an abstract word s

l.ow.........---.--.-.u...........--..................Nigh

15. My understanding of how abstract word teaching fits into an
audio-lingual program is

Highoo-oo---o---o--.n--o----o----n-..ot--o-c-ot------.LOW

16. My ability to write additional material for abstract words if
more is nceded is

LOWitesisseosscesonancane o---o.o-o.pc.--Oo------t.c-Hi;,'h

17. 1 am able to determine when my pupils have learaed an abstract
word

1 T I ¥ X

18, My prec-conceived expectations of pupil achicverment vs. pupil
real acnievement {n abllity to understand abstract words is

L(Iwoo-..c-o-o-.-oo-o-c---c---o--o------oco-.-o-------“{Sh
19. My understanding of the puvpose of generalization is

lligh-...--..-...-...............-........-..--.......-LOU

20. My understandfag of h~w to do a generalization is

}.n)w---..........-........--......-.......c....-..-...llig,'h

, ERIC 198
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My understanding of how a generalization fits iato an audio-
lingual program {s

High...-...-....... I N

My ability to adapt or write material for generalizatien group-
ing is '

Low----o-oo------.-------------q--o-tcoo--.--..-.--.-High

I am able to deotermine when my pupils lhave learned a grammaticatl
concept (peneralization)

HigheooooroensnoooannnassssasossssansassnssencesssasesOW

My pre-conceived expectations of pupil achievement vs. pupfl
real achievement in ability to learn grammar using generalfza-
tion is i

0 PPN £ 8§11
My understanding of the purpose of a lessen plen is
Highecsseaessasssossossssssssssonssonsssssasssossssons s LOW
My ability to writc a lesson plan for my classes is

S 1§ 131
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Anxiety Scale

Most prospective student teachers report feeling a great deal of
anxiety before they begin thelr teaching. Indicate:

A,

C.

Your level of anxlety about student teaching

§ ] L | | |
Very High High Average Low Very Low

Can you name any experiences from this course which tave helned
reduce Lthis anxiety?

wWhal recommendations can you make to help reduce this anxiety
for future student tcachers?

Ability Scale

As a student tcacher L feel ny ability to teacih Level 1 Spauist
after Lids methods course is

[ | | I

Very i High “Nserage Low Very Low

Rl
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Student Rating Scale

How do you rate the value of Education 540-B with the following
courses? Use "1" for your first choice, "2" for your second
choice, '"3" for your third choice, cte.
_ Education 103

tducation 435
_ Education 632 or 036 (iistory of CGducation)

tducatlon 637 (Philosophy of Education)

Other methods courses, e, g¢., English, Scicence, Mathematics

Psychology 230 (Educational Psychology)

Education 540-B

Are you a major or minor in Spanish! Please circle.

From the folloving list of toplcs, some of whiclh were covered in your
nethods course, plcase rank the five which you fcel will benefit you
the most when you teach, (Number '1'" being the most beneficial.)
____ Tecaching the dialog

—— __ Teaching of structure {jrammax)

_ Teaching of vocabulary
Teaching of writing
Teaching of reading
Grammar gencralization
Pattern practice
Lesson planuing

_ Testinp and Evaluatien

Microleaching

Team teaching

Q 1:11
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Performance Centoared Criteria
(Modificd)

Evaluation of Classroom Performance

Teacher:

isvalvator:

Per formance Gradel Positive.Negative
1. Audio-Lingual Activity
2. Presentation of Basic Material
3. Teaching of Structure
4. Teaching of Pronunclation

9. Teaching of Sound-Letter
Correspondence

6. Teaching of Reading
1. Tecaching of Culture

8. Using Visual Alds

Global Evaluation

IGrade on & scale of 1 to 10: 10 performance by a very superior teacha
5 average teacher

Comment on all types cof performance that you observe -- grade only those
which were a substantial part of the class activity (at least about
10 per cent.)

&) 1:)‘)
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APPENDIX B

INFORMATION FOR MICRO-TEACHERS

1. Microteaching Procedures: Upper Arlington High School

2, Microteachiag Schedule -- Upper Arlington Hiph Scheol
Fall Quartey, 1969

3. Coursc Objectives and Lesson Plane for Spanish 1 Class
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Microtcaching Procedures: Upper Arlington itigh School

Microteachinp sessions will be held at UAHS on Novewmber 13, 13,
20, and 25 from 1:04 uncil 3:50 p.m. This time will be divided inta
three gections, e, g., 1:04-1:5h, 2:01-2:53, and ?2:5R-3:50, Sessions
beginning &t 1:04 will be called Section A; at 2:01, Section B;
and 2:58, Section C.

Eacl, section will be divided {into two sub-sc:cions: 1:064-1:25 (A1)
and 1:30-1:56 (A2); 2:01-2:25 (Bl) and 2:30-2:53 (B2); 2:58-3:20 (C1)
and 3:25-3:50 (C2).

In each of these sub-sections, five micro-pupils will be assigned,
Those who tegin sub-sections Al, Bl, and Cl will report to the micro-
teaching center in the balcony where attendance will be taken. Lhe
other students will report to their study hall and then to the micro-
teachifng center for their assigned time, i, e., 1:30, 2:30, and 3:25.
We will try to adhere to this schedule; however, there may be times
when there will be overlapping of one to three minutes, especially in
the Al, Bl, and Cl sub-sections.

During the above time, we will need thirty micro-pupils from the
study halls. In the Al, Bl, and Cl sub-sections, there will he about
three to four micro-teachers, dependiug upon the topic being taught,
N. 8. Allmnicro-teachers are expected, and sbould plan, to be in the
school for a minfimum of 1 1/2 hours. It {8 the only way we can {nsure
a Teach-Re-teach cycle.

See next page for section times and teaching assigaments.

11
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Microteaching Schedule -- UAHS

Fall (uarter, 1969

hY !
1:04-1:25

Bl

2:01-2:25

Micro-teacher

Cl
2:58-3:20

Micro-teacher

1, Sadelfcld 171 7. Edmons RT2 15, Tuchman TI10

2, Edmons T2 8.+ Druga RT3 16, Steger RTH

3. Druspa T3 9. Steger T6 17. NathansonRT7
10. Nathanson T7

A2 B2 Cc2

1:30-1:56 2:30-2:53 3:25-3:50

4, Mead T4 11, Mead RT4 18, Maxwell RTS8

5. White T5 12, White RT5 19, Miller RT9

6. Sadelfeld KT1 13. Maxwell T8 20, Tuchman RT10
14, Miller T9

Symbols:

T = first Tcaching session}

RT = Re-teach session,
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Course Objectives and Lesson Plans for Spanish I Class

A, Objeclives for oue week ol Leacihing:

Continue drill on --ex verbs, iprender, beber, comer.

Drill dialop with adaptation.

. Generalization on use uf sou las and a2 las with time.
(Class has worked with A que hura tomas cl desayuno?
Tomo ¢l desayuno a las sietc. Gue lora es? Son las
sicte.)

4, Generalization of a2l and a 1la, (Class has worked with
this using --ir and the rooms of the housc, e. g., Tu
vas a la cocina, Juan va al dormiterio.)

9. Drill cxpressione of weather: hace fric, calor, soi,
viento, buen tiempo; esta llovendo, csta nevandoe;
tenpo calor, f{rio.

5. Drill contrast between jugar aud tocar. Also drill
tiwese for form.

v+ Revicw months and present scasons. (After initial pre-

sentation, ask questions such as Cuales son los meses

del ano, del oleno, de la primavera? or ue tiempo
hace en ¢l otono, en el invierno?)

WA
.

B. Lesson Plans for ovue week of teachiog

Monday

Review time aud vocabulary for lesson in a warm-up activity,
Review aprender, comer, heber, and expressjons of weather,
Roview dialog wilh questions,

Drill jugar and tocar with questions,

Tucsday
Warm-up same as above,

Review --c¢r verbs and weather.
Review dtalog with questions.
Drill jugar and Locar,

Generalize son las vs, a_las,

Wednesday \

Warm-up same as above,

Dr{l1l --cr verbs and weatler.

Review dialoy with questions.

Drill Jupar and tocar.

Generalfze al and a 1a with ir and rooms.

2134
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B, Lesson Plans, Continued

Thursday
Warm-up samc as before.

Review dialof, with questions.
Drill jugav aud tocar.
Preseat seasons of year; review months.

Friday

Gencralization of jugar and Locar.
Review dialog with questions.
Dictation over lesson three.

Review months, weather, and seasois,
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CLASSROOM OBSERVATION SHELT
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' Classruvom Observation Sheet

Level of Class _
Textbook
1, How do the physical surroundings of the classroom reveal tie
foreign laapuage atmosphere?

Wag thic physical set-up of the classroom conducive to learuing?

2. What mmber or percentage of the pupils participated actively
in the class?

3. llow many activitics did the teacher direct?

4, What percentage ot the class activities were conducted in the
foreign leapuage?

5. How much attention was glven to listening and speaking skills!
To readfuy and writing?
(Did Lhe Leaclior correct proununcialion?)

0., How offeetively did the teaclier use visuals?

7. Wnat was the point (or points) of the day's lesson?

Q 139
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