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PREFACE

The professional teacher must acquire concepts to be able to recognize and classify behavior and
develop appropriate teaching skills to act on the situations he diagn.ses. For the past 4 years, the
United States Oftice of Education has supported programs based on this approach to training per-
sonnel.  The program to enable teachers to acquire interpretative abilitics is the Protocol Mate-
rials Program. The program to help teachers acquirc skills is the Training Materials
Program. Through the Protocol Program, approximately 130 products have been developed in
which episodes that exemplify concepts have been recorded to help teachers study and classify
behavior. The training materials program has the responsibility to prepare materials that serve
as prototypes for others to follow in the development of materiais and to train developers in the
production of training materials. Nine products have been produced and several hundred poten-
tial developers have attended conferences to receive information on and training for the develop-
ment of materials.

Matcrials for teacher training can bridge the gap between theory and practice. Theory and
practice. Theory and research findings must be translated to the practitioner in a form that enables
him to assimilate the knowledge and to apply knowledge appropriately. One cannot rely exclu-
sively on written descriptions of research, presentations of findings in textbooks, lectures or vivid-
dJescriptions of behavior. and recommended reactions as a procedure for training personnel.  All
of these instructional approaches are too distant from the reality of teaching. The real classroom
also contains disadvantages for training. The classroom is unpredictable; it does not preserve
behavior for study and analysis, and the logistics of arranging adequatc and comprehensive class-
room contacts for training are monumental. Materials that display behavior can illustrate theory
in a form that enalles the learner-to proceed beyond the vicarious learning of textbooks without
relying on the uncertainties of the classroom. Materials provide an intermediate step between read-
ing or hearing about behavior and the immersion in classrooms that depend on chance circum-
stances to prowde training.

The mordmatmn of materials produgtion has been the responsibility of the Leadership Train-
ing Institute (LTI) on teacher preparation. When the programs for training personnel in the pro-
duction of materials began, the LTI recommended that initial training should concentrate on how
to analyze concepts and skills-and how to produce effective materials. Less concern was given at
the outset to the question of which concepts and which skills were most important. This decision
was based on two considerations. One consideration was that the field of materials production
with rigid quality controls was relatively untapped. and any initial development would make a con-
tribution if it met reasonable standards of appropriately selected concepts or skills. The other con-
sideration was that there was no guarantee that it was technically or intellectually possible to por-
tray behavior on film or other media that would provide the needed content for protocal and training
materials.  Lacking this assurance, it was decided to proceed with materials development to elimi-
nate speculation about feasibility. Enough experience has now been gained in these two programs
to determine that it is possible to develop effective protocol and training materials. The next question
to be answered it . Which concepts and which skills should be incorporated in materials production?
The question «yes not imply that production has been inappropriate; it simply admits that a systema-
tic analysis of co.icepts and skill: should be completed to give direction to future development.

The presen' catalog lis's teaching ««ills and is one of two studies that were supported by the 1.Ti
to identify skills and concepts for future development. A forthcomii.g document lists concepts in the
pedagogical domain that wiil help organize the future development of protocol materia:s.

The development of this «atalog wa" directed by Richard Turner, who was asked b, the LTI t5
prepare a document that would list generic and specialized teaching skills in selected areas of teacher
preparation. The document includes a description of the approach used and the skills that ‘were
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identificd and lists those individuals who were instrumental in preparing this catalog. Though the
LTI provided support and gave some technical assistance for the preparation of this catalog, credit
for the publication rests with thie director of the study and his collaborators.

The catalog lists skills. but the decision remains to Jdetermine which skills require special materials
and which skills can be acquired through simpler processes. Another question remains as to which
skills are most important and should therefore be listed as higher priority than others. Other ques-
tions also arise about who should develop materials, how they should be validated, and how distribu-
tion and use of materials should be enhanced. In other words. this catalog is a beginning, not an
end. in promoting the production of adequate materials. but it serves the essential purpose of pro-
viding a comprchensive list of skills as a basis for continued production of training materials.

DoNALD E. ORLOSKY
Associate Director, Leadership Training
Institute on Teacher Preparation

56843
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STRUCTURE OF THE GENERAL CATALOG
Richard L. Turner '
L ] . /

' Introduction ﬁr

To be'of maximum use, & catalog of teaching skills should fulfill ;he
r : immediate purpose'of providing a clear, convenient and inexpensive guide for
teachers and teacher educators and at the same time fulfill the lpng-range
purpose of moving toward a taxonomy of thesg skills. To accomplish b;th of
these purposes, the present catalog was conéeptualizgd &8s a set of fr;e-
.standing specialty catalogs—which could be ine#pensively obgainéd and inde-
pendent1§ used, and as a.general catalog which structured the field in such a
way that a taxonomy of teacher skills of théoret;ﬁal interest as well as
direct use by systematic developers coultl emerge f;om te. ‘ o 4r-

A major concept underlying the catalog is that specific teacﬁind skills,
but not the principal functions of teachers, vary with the age of the stﬁdent
and the sociai behaviors, skills or subject matter to be faught. Thus the
skills oé secondary teachers are viewesd as closely related to the content
they : each, whilé_the skills 5f pre-school ;eachers are more nearly controlled
by the age of the students than by any specific content or discipline. As one
moves from the primary grades toward the middle school or junior high, the
developmental level of the stu&ent decreases as a factor contyolling teacher
skills, while content increases«as\a factor.

To meet the varying factors influencing teaching skills as described above,
and to be useful to instructorsz}n specialty areas in teacher education, the

general teaching skills catalog was thus constructed to contain as its centrsl

content seven special catalogs of teaching skills or ''chapters" as follows:
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early childhood, socialization aod classroom managemeot, language arts in the
elementaty school, ﬁnglish. social studies, mathematics andosctence.

Each of thesge chaptere was developed and {3 {ntended as a free-s*anding
document which can be obtained and understood 1ndepeudenx1y of the general o

l

catalog. Future specializ?# catalogs extending to such fields as music, art,
f

carcer education, and physical education; not herein included, can easily be
b

added.

Although the authors believe that }he specialized catalogs or chapters
will fulfill the purpose of providing clear ;nd oon&enient guides for teachers
and teacher educators, a number’ of features of the general catalog were de-
signed with longeﬁ-range‘%urposes in mind. Two ehapters, one on the sys.ematic
development of trlining meterials, and one on the apparent generic skills in
teaching, are features aimed at both the "occasional developers' among teacher
educators, and at’persoos or groups who wish to engage in the systematic devel-
opment of trainiog materials.

As Brown suggests in the chapter on systematic development, creating and
teasting training maﬁerials end procedures is a very exﬁ%nsive undertaking. It

is too expensive to permit unnecessary'overlap and duplication. The generic

 teaching skills chapter therefore attempts to abstract from the other, more

specialized chapters, those skills which seem, at least in the early stages of
acquisition, to apply generally to teaching. Thus, this chapter focuses on
skills £0'uh$ch the materials developer'may wish to give attention,

A second feature of the general catdlog aimed at long-range utility is the
effort to organize each specialized catalog or chapter\around five concepts:
1) app:oaches to or models of teaching in a particular.area (e.g.,.math),

2) the functions of teachers, 3) the principal teaching ekilIs needed to per-
form ;heifunctions, differentiated, where applicable, accogdihg to the various

approacheés, and 4) the identification of different contexts in whdch a skill

2
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‘can, in some degree, be acquired and assessed, and 5) the identification of
behavioral indicators and/or assessment procedures by which the skill can be .

recognized and made .evaluatable, ' . * : ~~

-~

?he use of these five conceﬁts as ﬁhe.basﬁs'for¢organizing the chapters _
s¢ems from & conception éf teaching, ana training for tgachigg, shared among
the authors. The concept that'tpere are different appréaches to teaching
N rdcognizes that‘various schools of ghought exist conterning the aims of teach-

ing, both generally and in particular substantive fields, and cencerning’how

_.&

teachingsis to be;done.) As the reader may later note, these approaches are
v : A

"similar in sciencé, social sciencg:and math, but diverge in early childhood,

"‘sociaiization and classroom manageqent, Ehglish and language arts, \ .‘ ]
ihe con;epn thaﬁﬁthere are several distinguishable functions to be per-
fo;med by teachers recogqtiﬁg/the diversity of the acts that teachets'perform. '
_Tbesé acts include setting irstructional goals, planning Es;'and organizing

. \ .
instruction, diagnosing the state of students,, providing for student motivation,
g\t

\

- presenting material in various forms, arranging ‘the léarning environment, and
eigluating. The.éuthors found early in their éffqrts that at;gppts to prescribe
a set list of functions or to state ;\ﬁingle order&in which teachers.are to
pefform thes;.functions.are not profitable when the varibus fields of teaching
and thie various approaches to it are taken seriously into account. The ggphgsis
placed on particular teacher functions and the order in which they.ate to be
performed depend greatly on what the teacher is attempting to teach, his or her
approach to it, and on the ievel of studenté'being taught,

The concept that teachers utilize skills in their work is, of course, 'funda-

mentgl to the entire catalog project. Ar viewgd by the authors, a teaching
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skill can be separated iht; three components, The first component is the task
th; teacher is to perform, for example, "establish rapport", “set target ° .
behavicrs" or “ask inquiry ézggtigé." This task component ia virtually.identi-
' .cal té the current concept of a "teacher competency." Indeed, all well-stated

~teacher competencies name the task the teacher 'is to perform (as,obposed to

how the teacher - feels, whether he is "sensitive" and the like).. Some ei:i'ors

T
ey, - "

in the current catalog use the tarm "competency" in the-placé of the term " kill."
The second_component of a“teaching ‘skill is made up of the "indicators"

. ] "~ ’ -
of the skill, These indicators are directly observable behaviors, oy behaviors
inferred. from tesﬁing situations, which tg}l how the skill is to' be recdgnized'

4

~ 1

or known, ' ; - I ot R ’
. : . Y. YT, ?‘\ o
The third component of .a teaching skill is comprised cf- the skillfulness’ “F'{f”“
| t f ~
or level of sophistication of performance of the teaching task, This component

involves the appraisal, judging or rating of the performance by observing the
’ <
behavior indicators. To make a sophisticated judgment of smoothness in exe-

L

-cuting a skill, some form of scaling for the indicators is'required.
In this catalog, the rubric "SKILL:" is uced before each task or compéteﬁhy{'
sratement and the indicators then follow as specific items or elements}J'Tests, .

scales or schedules for appraising or rating skillfulness are not given unféés )

they are essential in clarifying the indicators. What is presented instead 1s.f
a separation of the indicators according.to whether or not they can appeear in / !

the college classroom or "learning lab" where teachers are being taught, or !
' . L %
whether they appear primarily in microteaching or actual classroom contexts (
% ‘
vhere teachers are performing. For example, a preparatory teacher can be taught 2

to recognize teacher rapport-bullding behaviors in teacher-pupil 1nteractiqﬂ§

/

]



shown on film in the coilege classroom. He can also be tested for his recog-
nition of and verbal knowiedge about building rapport. In the college class-
room context, however, one cannot establish whether-the preparatory teacher
can actually execute rapport bullding as a skill, To determine the latter,
the indicators or evidences must be observed and rated as he or she performs
in microteaching or in an actual classroom.

The separation of indicators according to the context in which they can

be appraised may be recognized as a move necessary to a subsequent direct attack

e -

ontappraising how ;kiiiful a preparatory teachéfibrdiﬁméctual teacher is.
This move is made ir the catalog, but the development of actual assessment

procedures, a massive undertaking, was necessarily delayed for future develop-

.ment.,.

Put together, the concepts addressed above provide a structure for each

catalog chapter as follows:

1. The content field or the level of student to which the special catalog or
chapter is devoted.

2. The teaching approaches in this field or at this level
3. The functions of teachers within specific approaches

4, Teaching skills within teaching functions

5. The separation of the indicators fcr each skill according to context:
a) college clas: room or learning lab, and b) microteaching or actual
classroom

This gtructure is a pre-taxonomical one in the gsense that teaching sgkills

can be placed in logical groups. It is not intended as a true taxonomy, however,

since the relé;tonships among the defining concepts or variables (content field,

-~

' approaches, £§nctions, skills, contexts, and indicators) cannot at this stage of

!

development/ﬁe precisely determined. Nonetheless, the authors believe that the

rggenﬁ category system for placing teaching skills as catalog items will prove

to be of utility in moving toward a true taxonomy of teaching skills.

-
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CHAPTER 2

SYSTEMATIC DEVELOPMENT AND TEACHING SKILLS
Jerry L. Brown :
| | \

This chapter is written from the perspective of the instructional developer.
It deals with the practical issue of gelecting'from th2 competencies listed in
this document those which justify an instructional development effort. In
dealing with this issue, we will build upon the notion of"conte§t' or setting
for the provision and assessment of instruction,

Because some readers may not be familiar with the systematic development
process, a brief description of the procedures comprising this process will be
given in the next section. Readers familiar with this process may wish to pass
over the next sectién and move directly to Section 2.  There, without expiicitly.
applying the developmental model discussed in Section 1, w% wil} analyze the X
instructional requirements for various types of compefzncies. Utilizing Gagne's
conception (1970) of learning types, we will see that different ¢ mpetencies
require different environments for skill and/or knowledge acquisition and/or
performance assessment. From this discu;sion the concept of 'context' will be
developed. Finally, we will present an algorithm that can be used when making
developmental decisions such as (1) what competencies to include in a develop-
mental effort, or (2) how extensive a develppmental effort is justified in
regard to promoting acquisition of a specified competency. It will be our

y
position that systematic development is an ideal always worth striving for,
but in some cases, not worth paying for, but more on this later. First an

overview as to the nature of systematic instructional development.

1Robert M. Gague, The Conditions of Learning, (second edition), New York:
Holt, Rinehart & Winston, 1970



Section 1. Systematic Instructional Development
Learning can take place in a variety of wa; . The instructional developer
is concerned wité the learning that is the result of predesigned instruction--
instruction prepared and packaged in advance of use in the ciassroom. Pre-
dgsign of instruction implies that the objectives of instruction are-determined
in advance and that the instruction is specifically designed to meet these
\objectivgs. By being precise about the instructional outcomes (i.e., skills,
attitudes and cognitions) that are to be achieved, the developer can evaluate
the 1nstructionai effectiveness of the experience he or she provides, and can
- systematically werk to improve their impact on the learner. Similar precision
in describing the nature of the learning experiences provided allows the de-
velgper to recreate instructionally effective learning experiences. This means
that learning experiences can be 'exported' and used in a variety of settings
(e.g., different teacher education institutions) as well as with succeeding
generations of learners. 1t also means that knowledge about effective edu-

cational practice can be accumulated and refined.

It is the instructional developer's emphasis on precision, exportability

and refinement of technique which has caused him to be \agsociated with the

technologist--indeed, often called an ‘'educational technologist'. This associ=

g
ation with technology is strengthened by the developers' tendency to follow

-

cleatly'stated, replicable design procedures when developing instructional
materials. Although there are variations in the pattern of procedures utilized
by developers, it is possible to idenﬁify a set of procedures which reflect a
systematic ayproaéh to the deavelopment of instruction. For clarity, these.pro-
cedures are listed and briefly described in Figure 1 in a linear fashion. In
actual practice, however, developers move tack and forth across the various

steps as they work on their instructional product.




Feedback

—_Step 1, Define goals, purposes, major topics
Step 2. Determine student characteristics
Step 3. Establish learning objectives

Step 4. Design guidelines for instruction

Step 5. Develop lesson plans and instruction

Step 6. Test to improve ingtruction

----------- =====-=-=--Step 7. Dissemination

- e o=

------------------------ Step 8. Test to provide consumer with information
on product effectiveness.¥

Figure 1., Linear Characterization of Systematic Development Process

*Step 8 is optional. It usually is done by someone other than the developer.
As can Be seen in Figure 1 systematic deve}opment is characterized as a
process in which every step (except Steps 7 and 8) is directly connected to a
feedback line. The existence of the feedback line reflects Ehe empirical i?ﬁ:
orientation of the design process and its emphasis upen developmental testing.
This testing provides the developer with student performance data on measﬁres
assessing the effectiveness of the instruction being developed and provides
the developer with an opportunity to improve instruction during the develop-
mental process.
The first step in the development process involves conceptualizing the

type of instruction to be developed and establishing, in general terms, the

'goals, objectives, content and approach for the instruction. During this

stage, certain assumptions are made about learners. These assumptions form

the basis for defining the learner group for whom the proposed instruction is
! /

to be developed. The data upon which these operating assumptions are based

are typically derived from research literature pertaining to learning and

instruction. /



Although useful for orienting a developer in an appropriate direction,
information gathered from literature searches is rarely sufficiently detailed
to provide an indepth understanding of the subject matter-related knowledge
and attitudes of the learners in the proposed target group. Therefore, in
Step 2, the developer must prepare and :onduct an evaluation study aimed at
answering #pecific developmental questions. Although questions asked vary
with the d;vqloper and the task, the developer is generally interested in
the learnersﬁ;existing knowledge and skillfulness relative to a prespecified
criterion..

Various evaluation techniques can be used to help determine existing
performance in relation to this criterion. For example, measures can be used
to assess cognitive knowledge about learning and instruction, child develop-
ment, etc. Techniques involving systematic observation of teacher behavior
in natural and manipulated environments can be used to analyze skill compo-
nents and to gather behavioral data'reflecting teacher attitudes and prefer-
ences. Written attitude measures can be administered to gather non-performance
indicators of attitudes relating to teaching. Choice of method includes con-
sideration of the type of question being asked, the nature of the learner with
whom one is dealiﬁg. and the extensiveness of the resources available to
support.the evaluation.

Step 3 begins after a preassessment is complete. Then a characterization
of a 'typical' student is generated.. The discrepancy between the latter and
a hypoghetical 'ideal' student in skills, attitudes and abilities provides
the basis for the derivation of specific instructionsl objectives. These ob-
Jectives serve as the minimum learniné outcomes which should be acquired as

a result of instructional intervention.

—
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To avoid ambiguity and to reduce the probability of misunderstanding the inteni
of the intervention, outcomes should be stateu as observable student perform-
ances. This places constraints on the type of outcomes a developer can claim
he wants to achieve, but it generally facilitates selection of the content
and the setting for instruction, .
In Step 4,‘the developer prerares an instructional guideline ot.plan for

instruction, telatingﬁeach specific objective to one or more instructional
techniques tentatively judged appropriate for that objective. This guideline
serves as the basis for the development of instruction in Step 5, when the
developer writes actual lessons and prepares necessary suppotting'matetials.

Step 6 involves examining the eféectiveness of the instruction developed
in Step 5. The purpose of this type of evaluation is to gain information that
can improve the instruction being produced. If instruction is viewed as the
manipulation of the conditions of learning in o;det to produce prespecified
changes in behavior, then the purpose of this t;pe of eval;ation is to yield
information that can be used for making the leétning environment more effective
and efficient. Evaluative techniques which may be employed include informally
working with individual or small groups of students in a simulated setting,
small-scale field testing in an actual inst;uctional situation, such as those
found withiﬁ_a Schooi.of Education, and larger scale field testing utilizing -
a variety of settings.
After testing and revision, when it is clear that the instruction is

effective, the materials are ready for dissemination to other training s}tes
for utilization there. Once this bccurq independent evaluation is warranted.

The purpose of this type of evaluation, which occurs in Step 8, is (1) to

determine what anticipated and unanticipated consequences have been produced,

r



and (2) to generate data that can aid potential users in determining whether
or not the prodqﬁ; is appropriate for their needs.
Section 2. Dediing with teacher skills.

Teachep”skills such as those listed in the following chapters are stat2ments
about b;haviqr which are valued because they are assumed to have some bearing
on a teacher's effectiveness as an instructor. 3ehind each competency statement
is an implied assumption that such behaviors can be taught, at least to some
degree. Without this assumption it would be fruitless to engage in the gener-
ation of instruction designed to teach the skill\, Rafher Qe‘would simply screen

teacher applicants to determine which ones innately possessed the skills deemed

desirable. Applicants who innately possessed the deé;nef attributes would be

allowed to teach. Others would be turned away from thé\gchoolhouse 5
Although suggestions are occasionally heard to do just th{s, the autlfcrs of

this volume assume that most of the skills referenced in this taxonomy haye

the potential of being acquired through systematic iﬁgtruction. Furtq;’. t

is assumed that many of the skills listed, such as those relating to the pfe-
planning of lessons, can be acquired (or assessed) within a variety of settings,
but do not require a learning environment more comﬁlex than that associated

with the traditional teacﬁer's college class;oom. Some skills, however, require
more complex learning environments if they are to be acquired. For examﬁ{g,

the ability to ask probing questions in a classroom context or the ability‘tq_
provide corrective feedbackxto students in a claséroom situation are skills

that cannot be acquired witﬂ?ut access to environments that offer opportunities

for practice in thy skill,\cdrrective feedback and successive attempts until

the desired level of skillfulness is achieved. In other words, these skills

cannot be acquired in traditional college classroom environment., Morse complex
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environments are needed. These include those associated wi%? simulation labora-
tories, microteaching centers and'systematic inserviéé\gggggzation and critiqu-
ing of teachers éither by peers, master teachers, §r outsiae con;hltants. Such
training arrangements rapidly bec?me complex and costly to develop and adminis-
ter, even when supervisicn is at a minimum. Unless extensive resources are *
.available it is likely that less ambitious instructional configurations will

be necessitated and/or systematic development of instruction foregone, This

' means that the choice of setting and the extensiveness of the development effort
will be based upon consideration of factors that include the nature and import

of the skill being developed, the resources and alternative settings available

to the developer or educator, the cosﬁs (actual and opportunity) of utilizing
various available settings, and the prganizational and administracive resources
available to the developer and to prospective users.

«

, Choices among ends and means exist in the area of C,B.T.E. Competencies

are'goaliétatements. They tell prospective teachers as well as teacher trainers,
devélopers and others, what the various authors believe a teacher's”objective
should be in regard to mastering various teaching related outcomes.l The compe-
tency statements themselves do not--or need not, although they may--convey
information about the instructional strategies, settings or evaluation techniques
that) may be used in producing and assessing the various competencies, nor do

they imply how systematic the developmental strategy must be to be used in pre-
paring instruction. Rather, just as in making a trip, the choice of means
remains open. What means are utilized depends upon available alternatives.and
upon the criteria used to compare and contrast the available alternatives

i

relative to the decision-maker's values.
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.In his book, Conditions of Learning, Robert M. Gagne argues that in-
structional strategies éhould be chosen on the basis of their abiliéy to
produce specified learning outcomes. Because outcomes in.Gagne's typeology
differ i@ complexity, lying along a hierarchy ragging from simple chaining
to higher order problem solving? the contexts and.strategies required to pro-.
duce mastery of each type of outcome vary, As learning types become more

complex, the environment required to produce such learnings correspondingly

becomes more complex. For example, instruction that seeks to give stuaents

the ability to deééribe how teachers can use baéic reinforcement principles

in their classrooms ﬁan pe easily provided in a traditional college or uni-
versity classroom setting eitheg by means of a live or mediate& lecture, film-
strip or film production. Application of reinforcement principles in an

t

actual classroom, however, is a more complex task and requires a more complex
set of lea;ning conditions. For example, the student mighﬁ first have to
learn to discriminate between examples of positive reinfofﬁement, negative
reinforcement and punishment, Such could be develop;d through the use of
§totocol material apd/or simulation materials, Then, using microteaching,
the student might be asked to '‘provide examples of positivé reinforcement, etc,.
Once mastery was achieved in:a microteaching situation, on-site pr#ctice in
an actual classroom could occur. Feedback on the acceptability of performance
could be provided in such siguations either in real time or after teaching
using live observers and/or technologically based monitoring systems. Gradu-
ally, after competencies reached a statéd level of sophistication and had
been or;hestrated with other competencies, solo performan;es in unmonitored
classrooms could begin as the teacher assumed_normal teaching dutiés and
2These categories are based upon Gagne's formulation as presented in a

cassette tape, Defining Objectives for Six Varieties of Learning, produced
for the American Educational Research Association, 1971.

1
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'Although Gagne lists at least six types of intellectual outcomes requir-
) ing different learniné conditions, it is more convenient to think in terms of
three basic contexts, or learniné edviroaments, necessary for the facilitation
of specified competencies.

These are the three contexts typicglly/;vailable to teacher edutators.

They are (1) the symholic context;-(zsythe simulated context, ‘and (3) the
_;"Eggk context. Eacﬂ of these is described below. The descriptions‘are based

3
upon those provided by Turner (1973).

1. Symbolic context

- &y

in this context we are concerned with abilities relating to reading,
writing and talking. These are the types of abilities up;; which m;st
instruction and peFformance assessment is bqéed in a college or university
context. Learnings relate to being able to list, state, describe or ex-

L plain what a teacher does, or might do, in a given situation. Rarely is

an attempt made, or is it possible, to develop or assess skills related
to actual performance in such a context, An example of an activity fre-
quently sustained in such a context is the development and critiquing of
lesson plans and sample units of instruction, Aone‘of which are usuélly
operationalized and tested in a field or 'work' sefting.
2, Simulated context

In this context instruction is made more concrete through the use of
audio materials, films, videotapes and/or other types of aids and materials.
Teaching of a restricted nature, usually microteaching, alsg occurs. As
Turner (1973) has discussed, the context is usually concrete or semi-con-
Richard Turner, Evaluating the Validity of Assessed Performances:

Methodological Problems. Paper presented at the Annual AERA Meeting,
March, 1973. '
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crete on the stimulus side but u§ua11y remainsoverbal or symbolic on the
performance side. For example, after seeing a film about how a teacher
handles a particular classroom situation, the student may be asked to
verbally criticize the film, teacher's handling of the incident, or to
relate how the student, if he or she were the teacher, would have handled
it., This contrasts to the actual work setting where, if such a problem
did arise, an actual response would be required,
3. 'Work" Context

- Ilnstruction within a 'work' context may occur under natural or con-
trolled conditions. In either case the nature of the experience is concrete
and involves the integration of teacher wofds and behavior for the pre-
vention or solution of inatructionﬁl problems, Traditional uses of the
work context by pre- and inservice teacher educators include fupervised
student teaching (1.e., a quasi-controlled form of activity) ;nd consulta-
tion/visitations.by_pgincipals, master teachers or visiting consultants,
Performance as;eSSﬁé;t, under either manipulated or natural conditions,
may be made by systematic o§servation; expert rating of tecacher skills

and/or the collection of pupil performance data.4

Each of these three context; may be ordered according to the degree of
reality of the experiences prbvided within each context. If this is done the
symbolic context falls at the low end of the scale and the 'work' context
falls at the high end of-the scale. Other orderings are also possible. For
example, it is possible to order the contexts according to the degree of con-
trol one can exert over the experiences provided, or according to the adminis-
trative gkills necessary to conduct training in such a context, or to the

aln the following chapters the distinction between simulated and wérk

context is ignored. Indicators are provided for competencies for two contexts,
'Classroom', or learning lab, (i.e., symbolic) and gimulated or real.

10
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costs involved in using one context compared to another. When such orderings
are done, as in Table 1, it becomes apparent that various tradeoffs must be

made in selecting a context or series of contexts in which to work.

Table 1. Ordering of Contexts on Different Attributes

Context for Insttuct}on or Performance Assessment

“

" Work or . Learning or University

Representative Field Setting Simulation lab Classroom
Characteristics (real (simulated (symbolic
of setting context) context) context)
Degree of control over

Learning Environment* Lo Hi Hi
Motivational Stimulus Hi Med-H{i Lo
Logistical Complexity Hi Med-Hi Lo
‘Management Complexity Hi Med-Hi Lo
Cost/Hour Instruction Hi Med-Hi Lo
Relationship of performance

acquired or assessed to

criterion performance Hi Med Lo

*Ratings are from perspective of teacher educator

Because most teaching competencies can be addressed, at least partially,
within each of the three contexts listed and because most complex teaching gkills

can be conceptualized as tequiring:the use of each context at various stages of

willingly able to utilize the various contexts.

Put diffetently, the question relates to the degree of proficiency in skill
petfétmance one is willing to accept and the degreei;o which one is willing to
incur expenses to attain this level of proficiency. Given a program that involves

limited number of competencies, a resourceful, administratively skilled staff

and access to funds sufficient to support an extensive erdeavor, a decision to

11 :
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utilize each of three contexts fér every skill being addressed may be appropriate.
Given a more typicél situation, where resources are limited, the staff inex-
perienced, and competencies that serve as the gcal of training numerous, a
decisién to extensively utilize‘%&i_three contexts may be most unwise. In a

situatiog éuch as this priorities must be assigned to competencies‘so that when
:Lnstruction is oriented towards high-priority competencies$ a w}der ;ange of
contexts is available,

Even in the latter instance, restraints may.be placed on the variety of
contexts avaiiabie. I1f, for example, it is decided that i?struction providéd
students should be systematically developed, tested and re&ised in a poéentially
exportabie form. This activity will consume resources thgt m;ght otherwise be
spent in utilizing simulated or work contexts for less syétematically devefoped
instructiog; Since most schools of education, unless the§ have outside support,
do not have the capabiiities to sustain large-scale instr&gtional development
efforts, most will probably prefer to operate on the scale\qf a cottage industry.
In doing this, s&stematiévinstructional development procedures may be applied to
small units of inst;uction or to extremely high priority items, but most in-
struction will be prepared in auless.than systematic maaner using a minimum
number of context;. Professional curriculum developers and cen;efs, such as the
Educational Laboratories, probably will also operate on a similar basis. Compe-
tencies which fall within the organizations' capability to develop, and which
offer promise of marketability will be addresﬁed‘as systematically as possible,
Unless governmental supporc is provided, however; it is unlikely that large
scale development projects utilizing a variety of contéxts can be susthinéd.

The reason is that systematic development is a time-cofisuming, difficult and

costly process. When instruction must be provided in p ybriety of contexts

12
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and when teachg; classroom performance, ratheg than symoolic or simulated per-

formance, ake goals of the product beirig 'produced, costs of development arel

even further increased. Thus it becomes:pecéésdry to ask when it becomes eco-

nomic to be unsystematic in dcvelopfhg_iﬁstruction. : {
Although tgg foregoing may sound akin to heresy, it is possible to generate

situations.in which the systematic(débelopment of instructior simply may not

be worth the time, effort or expense. As a general rule such situations arise

when the materials to be produced are likely to reach a limited audience,{Gﬁen

t

the- competencies pr;duced are not considered vitally important o teacher- ‘
;uccess, and when the life span of the materials is likely to ie short, Oppos;
ing sithationg are those which‘invdlve'mgterials which are likely-to have
considerable longevity, and/or which address c:itical-competencies. An algégithm)-'
such as the one reproduced‘(on the next‘page) is usele for selecting amon% compe-

tencies and for determining how intense a develormental strategy one wantsfto

follow when developing competency-oriented training materials. \

-:l' N ~ B
v 1
3

-~

13



T1¥4S

juawdo}aAaq 103 $31npadoigd Jo AITxa7dwo) ¥ uojIdL(asg T1TAS

*7 2an3d13

19yjoug
3139713g

21q1ssod se
A118511°PWA184S
sg S[e}ialsuw
peonpoag

§3%

i1
111315 Suiuyea]
3o A3yyenb a3yl s

wor T

;31qeidadsd? jdeduy
O&E.«GUUQ 103} a0 asn
oy 3o andy zaydeay isd

3502 13MO0] aYyl §
. mOWJW\

.91q1sscd saanpad
o -0ad juawdoianap
Suil3ipow y3noayl
uc§Ionpal 3s0d s

Ko

oN

juamdo]aAdp
aAjsuajuy
3IVTITUI

EP

cajqeidadde
1oeduy paijedy

-J13ue 01 §180D

1r3uaudoraasp
jo ojlel S

Mﬁ SO

Tarqeadadoe |
asn jJo sianoy
13yoeaj 03 sisoc

1eauaudoiaaap
Jo o1iea s |

;18911110 Laz2,sew
s, £>ua3adwod §

ﬂﬁ

. EEA 89}
cpsonpoal .91qe11EAR LST1¥3S patjidads
K oN aq saa1123(qo N {suuosiad F—on 103 a1qBlleA®
: jo ssau puE S§3°1INOSaI s{etaajew
~9ATSUIIXI UE]D paaynbai ax paiepliea aiy

L ¥

I3 CERE sax
-ajqeuyeay
X ON T11s 2yl s1

Aruitoxt provided by Eic:

E\.



As can be seen in Figure 2, there are five: classes of skills. They are

o
as follows:

l. Skills which cannot (readily) be promoted through the use of training
materials (e.g., those that pertain to basic intellectual abiiities
or personality traits).

2. Skills for which validated materials are currently available and,
consequently, which do not merit sessions as the focus of a develop-
ment effort. ' q

3. Skills which can be promoted by training and whose import justifies
intensive development,

4. Skills which can be promoted by :raiging and whose probable wide ugage
and/or length of use justifies the cost of intensive materials develop-
ment.

5. Skills which can be promoted by training but whose prob;ble impact
relative to development costs does not justify intensive materials
development.

In using the algorithm you.may find certain skills in the following chapters

ich fall into the first category. These skills will most likely relate to
intellectual abilities, pergbgality traits or entities such as 'teaching style’'.

Similarly you may uncover several skills for which vaiidated instruction al-

ready exists. The third category may or may not contain entries depending upon

your values or those of one person or team doing the algorithm, Thelexplicit
use of reinforcement proced;rea may be critical competency for some éducators,
for others it could matter less. A similar situation pertains to the fourth
andtiifth categories. It is here where most of the skills which pertain to
teaching fall, including most of those noted in this handbook. Whether a skill
justifies materials which are more, or less, intensively developed depends on
the rater's vaiues and estimation of resources required to produce the skill

relative to the gain expected from its mastery or approximation. For example,

consider the following objective,

15




5
Sample Objective

Demonstrate question-asking skills by asking questions in a class discussion

which meet the following standards:

T e—
~—

1. At least 40% of the questions are above the comprehensidn*level
as defined by BlOOQ,,et'al.

2. At least one of the questions is from each level of B%oom's
Taxonomy of Educational Objectives: Cognitive domain.

Should materials be produced so that teachers can master this objective;
and, if so, how intensive of a development process should be used? Let's use

the algorithm.

1s Lompetency
Trainable?

There are three things short ot an empirical investigation which can help

us reach an operating decision:
1. Can component behaviors be identified?

2. Does the existing knowledge base support the proposition that
each of the component behaviors can be mastered through training?

3. Can a training context, or series of contexts, as well as instructional
procedures be imagined for each competency in question?

For the objective listed above the following competencies can be identified
among those likely to be required for successful performance:

a. glve reasons for asking questions at various levels of thought when
teaching7

b. write a brief definiiion of each of the six categories of Bloom's

Taxonomy.

c. classify written questions using the six categories of Bloom's

Taxonomy.

5This objective iR taken from Question Asking Skills for Teachers, J. R. Okey,
D. W. Humphrays & L, E. Bedwell, Bloomington, Indiana: National Center for the
Development of Training Materials in Teacher Education, 1973.

6Bloom, b., ed., et al. Taxonomy of educational objectives: Cognitive domain.
New York: David McKay Co., 1956.

t
I

7Objectives are based on those in Question Asking Skills for Teachers by
James R. Okey, Donald W, Humphreys and Lance E. Bedwell, Bloomington, Indiana:
Naticnal Center for the Development of Training Materisls in Teacher Education,

1973,
16 '




d, write questions at each of the six levels of Bloom's Taxonomy for
a given topic, T

e. plan questions for use with learners.

f. sequence questions according to the level of thought required to
answer

g. given a taped classroom discussion codes questions asked by the
teacher according to their level in Bloom's Taxonomy.

h, determine the percentage of each level of questions asked by the
teacher during the discussion

i. asks questions of varying levels of complexity when leading a
small group discussicn

J.- given a recording of a small group discussion that the student
has led, the student wiil classify his or her questions by level
according to Bloom's Taxonomy

k. the siudent will determine if his or her performance meets a pre-
set criterion,

1. 1if performance is below criterion the student will identify how
the deficiency may be corrected

m. ask questions of varying levels of complexity when leading a
class discussion.

Looking at the type cf behavior required by each of the items above possible
v [y
instructional contexts and training procedures may be identified for promoting

acquisition of each type of behavior. Context assignment and identification

of a sample teaching procedure are listed in Table 2 for each sub-objective,

17
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A carefully structured, mediated truining program involving paper and
pencil materials, structured practice, and systematic feedback concéivably
could be intensely developed to produce mastery performance with a small
tolerable error on the part of teachers. Such a program using all settings
would be expensive to develop. A less elaborate program could also be devel-
oped either through a reduction in sett;ngs utilized or the degree of systema-
tization used to develop the instruction. In either case, it appears that

it is feasible to use materials for promoting mastery of the skills. There-

fore we move to.the next decision-point in the algorithm,

Are Validated
Materials Available?

Answering this question requires a search of existing materials, if there
are any, to determine which have been systematically &eveloped and which have
not, If validated materials are available which produce mastery of desired
objectives, it usually makesllittle sense to continue with a materials develop-
ment project on the same objectives. Although it is usua%ly possible to discern
differences in approach and style bétwéen existing materials and those being
contemplated, unless substantial differences in approach and in objectives pur-
sued exist, it may be more productive to dévote one's time to a different task.
In the case of objective being used for an example, a number of textbooks and
films have treated question-asking skills, none of these, however, have been
systcmatically tested and revised to any degree, so there is no assurance that

they 'teach.' Further consideration of this objective is therefore warranted.

Are Required Resources
and Personnel Available?

Development is typically an expensive, time-consuming activity, best accom=

plished by & team of educatours representing different specializations. The

19



most productive sites for this type of development include regional labs and
dedicated R and D centers. A small-scale cottage industry form of development
is also possible. Here developmental techniques are applied but on a very
limited basis. This is the type of development activity which typicaliy occurs
within university settings when one or two faculty members, and perhaps a hand- .

ful of graduate students, undertake a develophent project, It is also the

‘'most prevalent mode of development. Because of the operating restraints present

in university settings and the tendency for this type of enviromment to support
only small scale developmental activities, pencil and paper materials, film-
strips and, perhaps, some film materials will be -the most frequent outputs of
gystematic dovelopment at this level. Often the:production and testing of these
materials will strain the ;apacities of the institqtion and of the faculty devel-
opers responsible for their production, For this reason, complex developmental
projects are probably best left to organizations such as regional laboratories,
private industries, or specially created university-based developmental centers
staffed with a core pf full time development$1 specialists., Unless sufficient
resources can be devoted to support a systematic developmental effort for a par-
ticular objective, or set of objectives, the'activity should be foregone or
reduced in scope. The latter move can be.maﬁe by reducing the extensiveness of
the objective(s) pursued, the contexts utilized for training and performance
assessmeni, or, as indicated at a later state in the algorithm, by sacrificing
the intensiveness of the developmental procedures used. Since the sample ob-
Jective with which we have been dealing is a complex objective‘requiring a
variety of media and settings, materials that lead to acquisition of skill

would be fairly expensive to produce. Before continuing to the next stage,

it is important that a realistic assessment be made of resources--monetary and

20



otherwise--required to produce quality materials. If resources are sufficient,
we can proceed to the next stage in analysis. Otherwise, the project should

be reconsidered.

Is the Competency
Critical?

In the last section cost factors and ability to provide necessary resources
were discussed. Offsetting cost factors are the benefits a product is expected
to produce. The values of the developer are important in deciding how important
is a particular teaching competency. Were we training airplane pilots the
problem of values would be less acutg. It is clearly importan£ that a pilot.
be able to land his plane once it was in the air; thus once the decision is made
that flying is to be permitted,. teaching landing skills becomes an important,
if not critical competency. It must be taught. But what are critical teaching
skills? Do the tasks composing the sample objective, for example, amount to a
drifical teacher skill? If you agree that teachers should be able to identify
and -ask questions of higher taxﬁnomical levels, your answer probably will be
'yes'. But how important is it? How much time and money does mastery of the
objective justify relative to other teaching skills?

Where we are able to agree tA;t mastery of a certain competency definitely
1s critical then the costs of intensively developing training materials leading
to mastery of that competency are easier to justify than is the same decision
in situations where mastery of an objective is of questionable import. Unfortu-
nately, litﬁle in the way of concensus exists among teacher educators about
critical tegcher competencies. Production of materials for most competencies

therefore will be decided in terms of market potential, probable longevity and

likely impact on the educational practice.
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Is ratio of *Evelopmental B I ’
1 .

costs to student years of
use acceptable?

Systematig§ development is expensive, When development/diffusion costs can

be amortized over many students, the hourly-coat of instruction, assuming the

instruction h§s ome payoff, may justify iarge gevelopmental expenditures.

Where only a few students are likely to‘cﬁme }n;k contact with materials, syste-
matic development may} not--and probably wiilvgeIAOm--justify the costs required
to support it. If a lirge, continuing market can be hypothesized to exist for
materials leading to urs ery of an intensive devélopment of materials for that
objective can be just¥

fied\ Otherwise other grounds must be found to justify

intensive development.

Is ratio of developmental
costs to anticipated impact
acceptable?

Development often can be justified inlterms of the i@pact that a set of'
materials can be expected to make on educational thinking and practice. For
example, & product can serve as a model which, in turn, ;én influence the
appearance cof other educational products. Similarly the process by which a
particular product was produced can serve as a model which can be emulated. -
Moreovet,;conscieqtious examination of and experimentation with the procedures
used to develop products can be employed to generate new knowledge regarding
the instructional developmental process itself. For example, if by systemati-
cally developing materials for our sample objective we were able to convinc-
ingly demonstrate the value of certain instructional development principles,
if we could gain information about the organizational climate needed to foster

<

successful products, and if we could gain one or two 'rules of thumb' for guiding

22




. instructional development'decisions, then production of materials might justify
considerable expenditures, even if the product were never'used. Such situations
are likely to be infrequent. Therefore, in most cases, development of a product
caﬁ be expected to be justified in terms of the payoff expected from teaching

_ teachers certain gkills. If the payoff is high, relatively high developmental

costs can be tole:atedleven if the audience potential for the product is small

and, consequently, unit cost ;f an hour of instruction high. 1f, for exampie,

it could be shown that a representative sample of elementary teacher. never

attempted to have students answer questions higher than the knowledge level

in Bloom's Taxonomy, and if this fact were judged haéﬁful for present and later
" learning, then production of a product aimed at elementary teachers might be

\\ justified even if the per hour cost of instruction was high. How high? Again,

values are important 1n'£ormulatiug'some answer . . . depending on one's"

orientation some cost eventually will be unacceptable. Then the next stage in

decision making becomes important.

Is Cost Reduction Through
_Modification in Development .

Procedures Posgsible? ’

Depending upon the elaborateness of the instructional system envisioned,

the nature of the tryout-revision process, and the number of 1teration; envisioned
as part of materials testing and revision, cost of production can vary greatly.
The more elaborate the components, i.e., the more media used, the more real get~
tings utilized, the larger the field-testing audience., the more systematic the
development, the greater the cost. Cost reductions can.be made in any or all

of these areas. For example, the 1m§ginary product to be developed for thes

sample objective was 1nitiakiy conceptualized as a multi-media product involv-

ing 8 number of instructional settings. Simplification of thg media used,
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for example, eliminating any filmbased instruction (e.g., filmstrip, motion

picture, etc.) could reduce cost. Reduction in the number cf sites for field

testing, number of teachers trained, and recyclings through the developmental
, .

process; could also help reduce costs., Do these reductions make dovelopment

more feasible? These are questions faced next.

~ 1s the Lower Cost Per
Teacher Hour Qf Use and
®or Level of Anticipated
Impact Acceptable?

I1f development costs can be reduced, can they be reduced to a level that

“

justifies production? The factors which influenced our thinking at earlier

stages now must be reanalyzed in light of the new cost data.

Is Quality of
Iraining Acceptable?

Reductions in the scope of a product or the ;nteﬁsiveness of the development
process are likely to affect product quality. t&“&ec ioﬂ_must be made as to
whether or not the'quality of training likely to result £ﬂ?m the modified process
will be within acceptable limits, If it appears that it will be, production is
justified, 1f not, the project should be dropped or a justification developed
‘that does not involve teaching training (e.g., likelihood of producing new
knowledge). In most cases it.fould be expected éhat the product would be aban-

doned,
SUMMARY

Throughout this taxonomy of teaching skills lists of skills can be found
which indicate what author's of various chapters believe to be important within
their area of interest. Because there are more skills listed than one can hope

to deal with and because some skills are likely to be more important than others,
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pﬁho;ces must be made concerning which competencies warrant development. In
making such a choice ig'is important to consider one's ability to deal with a
competency, especially when criteria for acceptance of acquisition of that com-
petency are strict. Strict criteria involving minimal levels of error in |
per formance are likely to imply the need for intensive development activities
involving a series of tryouts and revisions. Where the nature of the competency
being developed is such that it can be developed in a symbolic context such as
a teacher college classroom, systematic instructional development is often
warranted and is often admin#eeéztively possible, even for teacher education
institutions with limited resources. Whene the natuvre of the competency being
developed is such_that other contexts, such ag microlaboratories or working
setcings ;re required, systematic approachesfio-igggfuctional development may
not be organizationally feasible, although such approagheé-may-be desirable.
The algorithm just discussed is offered as a potentially useful aide for
organizing one's thinking about skill selection and extensiveness of systematic

development possible within a particular organizational environmeu..

7/
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CHAPTER 3

TEACHING SKILLS IN EARLY CHILDHOOD PROGRAMS!

Nicholas J. Anastasiow and Gilbert P. Mansergh

One can define teacher skillfulness in earfy childhood education in many
ways. Each set of descriptors has some advantages and disadvantages. Commonly,
the usefulqegs of early childhood approaches has been evaluated by a éroapective
consumer on the "child-orientedf versus ''teacher-oriented" dimensions. The
advocates of child-oriented programs typically have assumed that the child has
control of his own legrning in an environment where the teacher acts as a
facilitator or stimulator of pupil development. On the otherihand, the
advocates of an extreme teacher-oriented position have assumed éhaq the child
must receive training in an environment in which che teacher directs, leads
or instructs. Here, the teacher is perceived as the one who makes input into
the child by the manner in which "lessons" are conducted) Although much heat
, * has been genersated over the efficacy of these two extremes concerning the

y app}opriate manner by which to provide for child learning, few if any exemplars

of either the child- or teacher-oriented approach exist. Bank Street an# the
UCLA'demonstracion school probably come the closest to the child-oriented
approach, and the s;hqol district kindergarten in most areas of the United
States comes closest to the teacher-oriented approach,

Kohlberg (1972) has taken a different approach and has proposed a useful
set of '"schools of thought" from which to view early childhood education
srograms. Although his descriptions are heavily biased in the direétion of
the approach he prefers, a summary may be useful as e heurigtic from which

 he authors wish to thank Dr. Annie Butler of Indiana University,

Dr. Edith Dowley, Director Bing Nursery School, Stanford University, and
Drs. loretta Golden, Donald Stedman, and Ronald Weigerink of the Frank o,

Porter Graham Child Development Center, University of North Carclina foft
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to view teaching skillfulness.
Kohlberg proposes that there are three major movements in early childhood
education, which he defines by the headings Romantic Maturational, Cultural

Trangmigssion and Progressive Developmental. To Kohlbetg, the Romantic

Maturational movement 1s largely based on the philosophy of Rousseau, which
agsumes that the child contains the potentialities of innate goodness, and

that when allowed to develop in a protective environment,.the child can ) .
develop within himself thqse positivefquslities valued by the culture.

Innate negative tendencies (if_any)-possessed by the child may be eliminated

vy sppropriate responses to the child. Kohlberg serceiyes that the classical
Freudian view is based on similar assumptions about thekqhild. In all proba-
bility, Gesell, Erickson, and Anna Freud can also be pleced intc this basic
philosophical grouping.

The second major group, Cultural Transmission, finds its philosophical
‘roots in the classical academae and in the writings of Bacon and Newton.
Kohlberg asserts that those who hold this view believe that there exists a
body of knowledge that must be transmitted, and that there are teachable
skills and competencies related tohthat body of knowledge.

Kohlberg defines the third aroup, Progressive Develogmen aliat, as those
educators who perceive the chi'd as moving through fixed stages hjerarchically
artanged within a semi- fixed time period Dewey serves as/tne philosophical
base, and Piaget (most recently) serves as the descriptor of the stages children .
master. It gseems to us that tne key term for characterizing the Progressiye
Developmentalist group is "transactions." That is, through the processes of
assimilation, accommodation and equilibration. the child, who possesses innate
cognitive structures, develops these structures by his own actions on objects

in the environment. The child "comstructs actively his knowledge. of the object



by making certain assump.icns about how cbjects behave, by trying out these
‘hunches,' by rejecting tnose which are not supported by the facts, and
ultimately by devising his own theory" (Pieget, in Gardner, 1973, p. 88).

When using Kohlberg's School of Thought approach, most of elementary
and secondary education falls into the Cul:ural Transmission category. In
so doing, some strange bedfellows occur. Within this category are educators
who believe that:teaching is essentially a matter of applying the appropriate
technique (lecture, drill, practice, homework) and, as a result, children
master skills. While in the same school of thought there are tQPae educators
who maintain that teaching is the providing of appropriate experiences
(group discussions, individual research, dramatic play) and, as a result of
these activities, children master the processes of thought (classification,
measuring, problem solving). Thus, most of American education consists of
the ;ultural transmission of knowledge, but varies on the dimension of how
to transmit that knowledge.

Eagly childhood education also faces similar issues. The curriculum
materials or teacher guides ava{lable in early childhood centers reveal great
similarities in. content among supposedly diverse schools of thought. Most
early childhood.education programs are primarily concerned with the learning
of appropriate school behavior and attitudes - taking turns, st#nding in
line, sitting in groups, raising hands, responding to questions, completing

{ﬂiggaks - as well-éé the legy‘ing of concept pairs such as "up-down," "in-out,"
"over-under," "right-left," and the names of objects. Reggrd%ﬁss of the
philosophy of the proéram, most teacher guides contain list o% concepts to

be attained (names of colors being almost universal), self-help skills and

some ccuments about motor, language, emotional and cognitive development.




Furtner, in most every program, movable floor toys and paints and puzzles can
be found, along with climbing apparatus and an outdoor playg.ound. It is in
the manner in which the toys and equipment are'used for instruction that the
programs vary the most., At one extreme, the toy is presented to the child by
the teacher, who asks him to identify it. At the other extreme, the child is
encouraged to manipulate or play with the toyslto ""discover" their properties.
In addition, major differences exists among educators in the amount of play
recommended and the use of small or large gro*p instructional patterns. The
point to be made is that our analyses of early: childhood programs reveal that
there {s high agreement on the instructional content and materials to be used;
where early childhood educators differ is in the techniques they select to
"teach'" children.
Thus, as useful as Kohlberg's "schools of thought" seem tc be, the criti-
.cal continuum along which to determine differences among early childhood
programs is how the child is perceived as a learner. We propose that this
.nypoihetical continuum ranges from one extreme of those who perceive the child
as a passive receptor (behavioristic; the use of drill and small step procedures)
e
to the other extreme of those who perceive the child as the active transactor
(the use of discovery or guided.discovery). At one end of the continuum we
place the behaviorally oriented programs and at the other end, the cognitive
deveIOpmencalists.2 We have chosen the term Cognitive Developmental rather
21t should be pointed out that there are many types of developmental

theorists. There are the traditional age-stage descriptions of Myrtle McGraw,
Gesell, Spock, Shirley and Josephine Hilgard. These dcvelopmentalists have
provided, usually from observations of children, lists of when young children
- can accomplish skills, such as buttoning a coat, riding a bicycle or cutting
with scissors. Educators who have derived programs from these developmentalists
suggest that teaching in the main should introduce an activity as near as possi-
3}; to the time when most children can accomplish the gkill involved. However,
evelopmental psychology and proponents of cognitive developmental programs

basically claim to have derived their curriculum from a Piagetian point of view
rather than.from Gesell and the earlier developmentalists.



than Kohlberg's Frogressive Developmental because the word cougnitive implies

a desire by some educators to make inferences about the internal life of the
child (i.e., the actions of_the_braln).
The major differences between the behaviorist and the cognitive develop-
. mental positions are in how they: (1) describe the child as a learner on
the active-passive dimension; and (2) wview cognitive hierarchies, i.e., the
behaviorally oriented learning theorist Gagne views the hierarchies to be
developed through instruction, and developmental theorist Piaget believes the
child constructs his own hierarchies. Further, the cognitive developmentalist
deviates most sharply from the behaviorist in the cognitive developmentalist's
hypothesis that there are internal, innate mechanisms available for thought.
Mistakenly, the behaviorist and cognitive developmentalist have appeared
to differ concerning the efficacy of reinforcement and social learning princi-

"real"

ples (imitation, modeling, rewards). We believe that this is not a
issue, as the cognitive developmentalist uses positive social reinforcement
and provides models for imitation. Rather it is in the manner of sequencing
reinforcement and the use of primary natural reinforcers that they differ.
The cognitive developmentalist appears to have incorporated into his theory
(sometimes unknowingly) the basic tenets of behaviorism or social learning
theory. Largely, the cognitive developmentalist has used principles of
behavior modification as techniques for the technology to enable the develop-
ing child to master the specific content of the culture into which he is born
(for example, English rather than Frencn). The critical di fference between

the two theoretical approaches is how much beyond the behaviorist the cognitive

developmentalist wishes to speculate about the internal life of the child.



Given the above distinctions between the theories, it should be clear
that the major differences in how the theories are translated into practice
lie iﬁ the nature of the "structure" the teacher is to provide in daily
classroom activities, and in the qmount of structure,

In our opinion, there has been great confusion and misunderstanding
over the use of structure as it applies to a teacher's activity. All early
childhood programs Ehat qualify as programs and not as baby-sitting arrange-
ments have some structure. The behaviorist téacher has a highly étructured
set of lessodfplans, specifying goals and objectives for each child. The
behavioriyg view requires the teacher to structure lessons into small se-
quentia},steps. These lessons cover social management as well as concept

‘ .
attainment. Likewise, the cognitive developmental program requires that the
teacher highly structure his plans for implementing the program. For instance,
rooms must be arranged with the appropriate areas and materials so the child
may transact with the environment in‘such a way as to develop, for example,
cﬁe concept of congervation (conservation of mass or volume). Teachers are
required to be skillful observers and must frequently plan and rearrange the
environment based on how a child plays. Where the two approaches differ is in
what teachers do during instruction, not in the amount of planning aﬁd
structuring the teachers engage in before instruction. Too often, we believe,
the term structure has béen confused with the term authoritarian, or amount
of teacher control. Clearly, in the sense used here, structure relates o the
degree to whick the teacher must plan. Thus, it is proposed that early child-
hood programs of quite different philosophical and psychological orientations
vary more on the dimension of how they perceive the child as a learner than

they do in how much structure is required to carry out the program's gouals.




So far, we have discussed the two extremes of one continuum. Clearly
many programs fall in between. We see what Evans (1971) refers to as ''typical
or "traditional'" pre-school or kindergarten programs as falling in the middle
ground. A typical classroom has pre-planned curriculum, for example, a unit
on the school, animals or plants. While teachers are required to plan and
set up the environment, this is not done with the same degree of sfructure as
the beha;iorist or developmentalist. Learning is predicted by the traditiona-
list to occur as a result of instruction, but teachers are not required to
individualize or attempt to control (be responsible for) a child's mastery of
concepts or social skills. To thg\traditionalist, most children will learn as
a result of instruction. Those children who do not progress are said to be
"not ready" or "emotionally insecure' or "from a difficult family."
For the purposes of this chapter one program of each type has been selected
to represent the ends and middle point of the continuum. At one extreme we
have placed the behavior modification groups. We have based our examples on
the observaiipns of the Nashville Regional Intervention Program project and
the Contemporary School of Education in McClean, Virginia, as well a: he work
of Albert Bandura, Alice Hayden and her co-workers. For the normative develop-
mental group, we have based our examples on our nume-ous obserjations of programs
across the country and specifically the senior author's participation in the
analyses of over 35 high risk intervention projects during the 1972 year
(Stedman, gt al.). For the descriptions of the cognitive developmentalist group
we have been somewhat limited fo: few 1f any old "progreasive" classes exist3
3Edith Dowley notes that The British Open School approach bears a strong
resemblance to the 'progressive movement" which was popular in the United States
during the 1920's and 1930's. The teacher in the activity-type schools of
Dewey, Kilpatrick and Patty Smith Hill and the British Open Schools as well,

walks a narrow line between maintaining control over the curriculum and manage-
ment of the classroom and allowing children to follow their own interests and



and few programs currently exist which have been adequately derived from Piaget,
We have, therefore, drawn what we feel to be reasonable goals in teacher train-
ing for anyone who would develop such a program and recognize that these goals
may be a strong reflect{on of our own bias. We present a ver; tentative

gouping of some current examples of each group.,

"Behavioristic" "Normal Developmental' "Cognitive-Develops :ntal"

High Structure Medium High Structure High Structure

Child as a responder Child is a mediating Child is a transactor

interactor

Bear Karnes Kamii

Bijou Clauss & Gray Kohlberg

Williams & Sibley Caldwell Weikert (New program)
(McClean, Va,) Gordon Anastasiow, Stedman &

Lindsey McCandless, Spicker Spaulding

Ora & Wiegerink & Hodges Bank Street College

Bereiter & Engleman UCLA

Becker & Engleman Open Education (English

School variety)
Following are the teacher activities we perceive are to be acquired to

meet criterion performance as a teacher for each of the three approaches,
The Behavior Modification Approach

The following is a description of those eleménts of the theory necessary
to understand a behavior modification early childhood educational program,
It is of necessity not all inclusive.

The behavior modification classroom approach is based on the premise that
the child's skills development is dependent upon the nature of the environment
and on a trainer. Environments are comprised of objects, places and persons,
or trainers. Trainers are any individuals such as parents, children or teachers

3develop in their own unique ways: One characteristic the "Good" Pro-

gressive schools had in common was that the teacher, not the children, was
always in charge. Without structure for the teacher, chaos resulted.



who attempt to shape-or influence the child's adoption cf a behavior. The
behavior of children (or people in general) is perceived to: be a direct
result of training. In other words, all behavior is learned behavior, in-
cluding such constructs as "friendliness'" and '"cooperation' as well as
'
easily observable behaviors such as '"walking' or "sitting in a chair.fa
Behavior is defined as all those observable events emitted by a person.
All hon-observable events such as motives, needs and drives are not acceptable
constructs in the theory. Frequenfly practitioners of behavior theory may
draw upon ''mneeds" or '"reasons" in hypothesizing how to modify or shape a pupil's
performance. However, these are not legitimate aspects of the theory and are
perceived to be i’iosyncratic features of a trainer's hypothesis making.
Further, of major importance to the theory is the hyéothesis that all
skills aud complex behaviors of people are culturally determined. No innate
structures are hypcthesized and no internal structures are perceived to be
available to the child prior to training. The only exceptions to this principle
are the four survival motor mechanisms availabie to the child at birth: sucking,
thrashing, head turning and head lifting. 1In addition, perceptnal abilities
in primitive forms are available to process environmental input (hearing,
seeing, touching and tasting). Behavior is neither 'good'" nor "bad." 1t is
culsurally relevant in a dimension of its acceptability or desirability.
Children are perceived to arrive at school with some degree of skill
development in the areas of motor, socio-emotional, language and cognitive
4Edith Dowley points out that '"in one sense this statement could be truly
said of all program models.'" She thinks that the distinction to be made here
is that in the behavioristic prog¥ams all behavior is "learned-taught" behavior,
or all behavior is behavior learned as a result of training and instruction.
In other programs behavior may be learned through experience, trial and error,

and live or mediated modeling after an admired model's behavior -to meet the needs
and interests of a particular child.



development, A teacher's prime responsibility is to be.able to assess where
on 8 continuum of skill development the child is operating. This diagnosis
is based on a prior analysis of all skills into their smallest component
parts. Each discrete step within skill development serves as a basis for
diagnosis as well as a guide to teaching. That is, diagnosing where a child
is on a continuum proﬁides the teache: with the basis of determining where
to begin instruction. Thus, diagnosis and ingstructing are integrally related
in the behavior modification approach, Each discrete step followipg the“}
child's current attainment is to be taught sequentially and directly t:o'i'.t';:l'ur~
child at a pace at which the child'ean experience success accbrdiné to q_pre-
described criterion. Usually the teacher will attempt to provide stimuli so
! that the child emits responses at a success rate that reachee 80-90% correct
I within 2 given lesson.
A reinforcer or reward is to be administered to a child wke sugcessfully

masters the desired behavior set by the teacher. The primary reinfbfder, in

the theory, is food. All other rewards, such as social rewards, are pegceived

.
o
. 8

to be secondary rewards which are developed through interactions wiph previous
trainers such as parents, |
Following the child's response to the teacher's demands }e.g., "Hend me
the red cup.'"), the teacher will administer an appropriate reward previously
determined to be reinforcing to the child. A reinforcing cpndition is said
g exist when the child models his behavior or emits the desired reSponse
following the presentation of the stimuli and contingent upon the rewerd
All rewards are provided to the child contingent upon the child's cotrect

response based on a rate predetermined by the teacher as an acceptable cri-

terion performance (e.g., hands teacher red cup four out of five times upon

10
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verbal request to do so). Competing responses emitted by the child (non-
attentiveness, running away, laughing) are ignored during lessons and natural
reinforcers (such as '"play") are Used as modes of instruction to esgablish
learning sets in children,

Reinforcers are predicted to increase a child's performance of a skill
and are basicrally feedback mechanisms. Punishment, another feedback mechanism,
i1s used only in extreme caseslto decreaée the appearance of strong negative
behaviors (hitting, destr;ying property).

Once learned, all behaviors are perceived to be possibly emitted under
rewarding conditions. Thus, ignoring undesirable behaviors is verceived to
e%tinguish behaviors not culturally appropriate. However, once an extinguished
behavior is rewarded it may reappear as paré oflthe child's behavior.

All rew;rds are established in relation to food, and secondary rewards
grow out of the interpersonal ;elation established between the trainer who
administers the rewards and the child. In addition, the child is perceived

to model and imitate the trainer in order to secure both primary and secondary

rewards. Thus, modeling, imitation and responding to verbal commands are

response patterns developed by the child from interactions with trainers.

The svbject matter which comprisés the curriculum of early childhood
classes is all those behaviors and skills deemed important by the culture,
These skills include number concepts, concept formation, language development,
socio-emotional conformity and growth and, eventually, abstract reasoning.

Future teachers are to bt trained under conditions in which basic
behavior principles are utilized. Modeling, imitation, feedback and rewards
are utilized to shape the teacher's behavior to meet the criterion set by

the trainer. Fur.damentally, the criterion performance of a teacher is the

11
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appropriateness and correctness of the responses thetteacher is able to have
children emit,

All descriptions of émildren's or ;eachers' behaviors are based on data.
Relevant data are the numbef\gi\times the teacher performs a procedure and

the resulting number of times a child emits a correct or incorrect response.

Of prime importance is that, foil wing train;ng, teachers or children will
establish independent rates of emiehing desirable behaviors under conditions
of self;reward schedules or intermittﬁpg trainer-reward schedules,

e '

The behavior modification lesson ii_a‘tightly integrajg; whole in which
no one segment may be eliminated withoﬁt‘Serious damage to the total lesson.
Therefore, a minimum lesson includes tha following conditiops: objectives
must be specified based on individual pupil behaviors; feedback in some form
of reward schedule must be administered contingent upon pupil behavior indi-
cating correct response; discrete steps in the analysés of tasks must be
determined and administered with appropriate materials in appropriate settings;
and data must be collected upon which to evaluate the children's and teacher'sA
performance a.. to plan the next phase of instruction,

| The following are perceived to be a minimum set of tasks to be acquired
and demonstrated by prospective teachers.

FUNCTION: SPECIFYING INSTRUCTIONAL GOALS AND OBJECTIVES

SKILL: SPECIFIES IN ADVAﬁCE TARGET LEARNINGS OR BEHAVIORS FOR EACH CHILD,
BASED ON CHILD'S CURRENT REPERTOIRE OF SKILLS

1%
1.1.1 ' indicators
college classroom microteaching or
or learning lab actual classroom

Given verbal description of child --sequences lesson to demonstrate
learning stage: child's movement towards mastery

~--gpecifies next tafget learnings --gelects verbal commands'jglshape
pupil's responses

12



Given chart (data) of behavior of --plans instructional program based
child: on child's current response repertoire

--describes child's level of
accomplishment and plans next
lesson - \ . .

-

Given paper and pencil test:

--defines major tenets such . -
as contingencies, reward, -
target behavior, feedbatk

Given hypothetical cage history:

--describes procedures to
modi fy child's undesirable

* behavior and encourages child's
desirable behavior —_ B

-

SKILL: SPECIFIES STIMULI TO BE SELECTED WHICH ARE DISCRIMINATIVE FOR COMPETING
OR UNDESIRED BEHAVIORS AND PROGRAM CURRICULUM MATERIALS BASED "N CHILD'S
RESPONSE REPERTOIRE

\

1.1.2 indicators
/ 1
college classroom microceachi&& or
or learning lab actual classroom
Given hypothetical case history: --sequences lesscn to demonstrate

child's movement towards mastery
--gpecifies stimuli
-’ --gelects verbal commands to shape
--plans reinforcement schedule pupil's responses
based on rewards
--plans instructional program based
Given paper and pencil test: on child's current response reper-
toire v
--describes stimuli with high
probability as appropriate for
children three to six

--describes curriculum materials

with high probability to be
suitable for child three to six

13




FUNCTION: ORGANIZES ENVIRONMENT AND MATERIALS

SKILL: LOCATES, 1DENTIFIES AND ARRANGES INSTRUCTIONAL MATERIAL WHICH INCLUDE
PUZZLES, PEGBOARDS, MATCHING CARDS, COLOR CUBE ANDU FORM BOARDS

1.2.1 indicators

college classroom microfeaching or

or learning lab actual classroom
Given catalog of currjeulum --arranges environment which includes
material: appropriate instructional material

for motor, socio-emotional and
--selects appropriate material cognitive development

Given diagram of hypothetical --analyzes film of teacher-child in
classroom: a classroom and lists appropriate

_ material and suggests alternatives
--arranges classroom into learning
areas containing curriculum
materials

SKILL: ARRANGES CONTINGENCIES SO THAT REINFORCERS FOLLOW ONLY.THOSE BEHAVIORS
WHICH ARE TO BE STRENGTHENED

1.2.2 " indicators
college classroom | o microteaching or
or learning lab actual classroom
Given paper and pencil test: --develops lesson plans based on

sequential growth of the child
--lists typical primary and '
secondary reinforcer --describes technique used in a
. film for setting contingencies
Given case history or chart (data) -
of a child: --demonstrates use of rewards based
on child's successful actions
--gets contingencies of behavior
to be reinforced

FUNCTION: INSTRUCTS

SKILL: ENGAGES CHILDREN IN PRE-ACALEMIC TASKS WHICH INCREASE ATTENTION SPAN
INCREASES PERCEPTUAL MOTOR SKILLS AND DEVELOPS BASIC REPERTOIRE OF
. CONCEPTS AND SOCIAL BEHAVIOR‘SKILLS

1.3.1 indicators"
college classroom microteaching or
or learning lab actual classroom
Given hypothetical case study: --engages children in pre-academic
tavsks

--develops lessons for children
14



ir motor, socio-emotional and
cognitive areas

Given paper and pencil test:

--lists basic concepts to be
taught

--increases children's basic concepts

--engages children in on-task
behaviors (80-~90%)

--eliminates or extinguishes ¢
children's off-task behaviors
(2-5%)

K

SKILL: 1IDENTIFIES RESPONSES WITH THE HIGHEST INDEPENDENT RATE OF OCCURREQFE,
REINFORCES HIGH RATE AND DEVELOPS LOW RATE BEHAVIORS >

1.3.2 indicators

college classroom
or learning lab

Given description 6f child:

--describes appropriate rein-
forcement strategy

Given case history of child with
high off-task performance (10%
running around room):

--develops strategy to enable
child to,conform to classroom
rules

microteaching or
actual classroom

--responds more frequently to
behaviors to be reinforced

--ignores behaviors to be decreased
--uses primary reinforcers such as

natural play and social reinforcers
such as praise, smiles, hugs

FUNCTION: DIAGNOSES/EVALUATES

SKILL: DEVEﬂOPS SYSTEMS OF DIAGNOSIS AND EVALUATION TO DETERMINE PUPIL'S
CURRENT STATUS, APPROPRIATENESS OF INSTRUCTION, PUPIL GROWTH AND

THE EFFECTS OF REINFORCER USED

l.4.1 - indicators

college classroom
or learning lab

Given data on hypothetical child:

-~degscribes child's current
status

~--avaluates effectiveness of
reinforcers

--diagnoses child's level of
skill development

--arranges alternative reinforcer
for inappropriate procedures

microteaching or
actual classroom

-=-collects data on child
--modifies program based on data

--gelects alternative reinforcers
based on data

--charts child's progress in motor,
socio-emotional and cognitive areas



Normal Developmental Approach

Historically, early childhood education programs have been developed
without the aid of a single, or dominant philosophy.‘ Thus, unlike the bef_
havior modification or cognitive developmental approach, one is hard pressed.
to identify a single spokesman or group of educators readily identified with
the traditional early childhood classrooms. The.e programs, however, might
best be described as prototypes of the "readiness for school," pre-schcols,
or public school kindergarteus. While both the behavior modification and |
cognitive developmentalist groups alsc sharz the readiness goal, both §f these
extreme groups more readily mo'ify their programs to accommodafe idiosyncratic
behavior pétterns of individual children. This is not to sav that the'normal
developmental programs do not try to meet individual differences. However,
the nature of the typical nursery- or pre-school normal developmental program
"is large- or small-group oriented and focuses on teacher oriented activities
to prepare children for formal school, usuall; first grade.

The normal developmental appr&ach déraws upon the field of child development
for the basic stock of knowledge about children. This knowledge is usually found
in the descriptioﬁs of what typical normal children can accomplish in the motor,
socio-emotional and cognitive areas of development at certain ages. Thus, age
is a critical dimensicn. For example, the Berkéley Growth and Developmental
Scale, thg Iowa Scale, Bayley's Infant Evaluation Scale and Caldwell's Pre-School
Attainment Scale all hgve used age as a reference point to assess childxen's
fupctioning. In addition, most'of the widely used intelligence scales use age
as the reference point to assess intellectual functioning.

Normal developmental early childhood education was very much influenced by

the work of the developmental psychologists Gesell, Shirley, and Hilgard, as well
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as Lee and Lee, who péﬁ;ared lists of skills to be accomplished by a certain
age. At one point during the 1950's, in-servi'e training was dominated by an

, age-stage phidospphy, and films such as the ";:lrible Two's," "Trusting Threes,"
‘"Frustrated Fours,'" were shown to parents and teachers.

An analysis of normal dévelopmental programs today indicates a similar
influence of agé of the child as the determining variable upon which classroom
experiences are built. Curriculum specialists in normal developmental programs
have generated long lists of skills..to be attained by the child at an appropri-
ate age. Curriculum experiences andﬁgaterials are selected which are said to
reflect c i}d growth and development princip sT’ For example, "a child's

ability to

on hic coat by himself,"” "¢fe his shoes independently," 'use
scissors with Lase” are perceived as typical accomplishments of the five- to
six-year cld. Thus, these skills would be taught in the kindergarten as part

of the academic program. Many

oy manufacturegs, influenced by this philosophy,
indicate the age level of: d to which the toy wiil’aépeal.

Of majdr impbrta ce in normal ve mental programs are those behaviors
perceived as necessary for school success. These would include such behaviors
as '"'standing in }ine," "taking turns," "sitting in groups,'" "raising hands,"
"asking and answering questions." Thus, long lists of behaviors assumed to be
‘associated with first grade success have been genérated which describe how a
child must act. * Typically, the lists reflect behaviors of the aﬂnrgge first
grade clas%room, which®contains largé and some small group ihstrucgion. Small
group instruction usually is restricted to the area of reading.

Normal deveiopmental programs emphgsize those concept pairs thougnt to be
necessary for school success such as 'right-left," "up-down,'" "over-under,"

"in-out" as well as color names, the concept of number ("you can count things,")

the concept of writing ('those marks on the board say your name"), and the
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concept of reading (''the ﬂﬁpks contain stories and 1 can read them'"). Again,
long lists of skills perceived to be related to academic success (reading,

h]

numbers, science) have been generated.

Another major area of emphasis in normafdzevelopmental programs is on
socio-emotional development. This area is probably the least well deveToped
area éf the program if one evaluates the traditonal school on lists of skills
agsociated with emotional growth. Statements as to developing 'the whole child,"

"healthy self-concept,'" "positive attitude towards self and others' and "positive
attitude towards school'" are typical examples. In general, emotional g;owth is
assessed by the intuitions of the teacher. The normal developmentalist makes

a major assertion that the emotional development of the child underlies his
cognitive development, hence is instrumental to school success., Interestingly,

a

those behav&ors that the normal developmentalist would assert indigate socio-
emotional development are largely ones that reflect conformity to school rules
and interest in school related events rather than independence and self assertive-
ness.

Given the emphases or goals stated above, the normal developmeé;a%:st

therefore constructs classroom experiences into "units'" of work (such as a study

"act" in school,

of animals or the circus) in which the child ¢an learn how to
master the school related concepts and participate in school related tasks,
Thus, the term ''pre-school” is a very descriptive term of the aim of the

normal development31 early childhood educational classroom,
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FUNCTION: SPECIFYING INSTRUCTIONAL GOALS AND OBJECTIVES

SKILL: SPECIFIES PROGRAM OBJECTIVES WITH REGARDS TO CHILDREN'S TOTAL

DEVELOPMENT
2.1.1 indicators
college classroom microteaching or
or learning lab actual classroom
Given paper and pencil test: --develops lesson plans which
R & formulate instructional goals and
--identifies normal motor, socio- objectives
emotional apd cognitive achieve-
ment levelS for 3, 4 -and 5 year- --plans program based on age norms
olds of children

--writes behavioral objectiﬁés
for 3, 4 and 5 year-olds

SKILL: IDENTIFIES FEATURES WHICH ARE NECESSARY FOR SUCCESS IN PRIMARY GRADES

2.1.2 indicators
college classroom microteaching or
or learning lab . actual classroom
Given paper and pencil test: --develops lesson plans which include
activities to emphasize pre-reading
~--describes skills child needs and arithmetic skills

for success in primary grades
--organizes classroom day into motor,

--lists major components of socio-emotional and cognitive activi-
nrogram including: being able ties

to follow d.recticns, understand-

ing basic concepts, discrimina- -~varies classroom activities

ting orally presented sounds and
visually presented shapes

FUNCTION: ORGANIZES ENVIRONMENTS AND MATERIALS

SKILL: DEVELOPS AND/OR SELECTS APPROPRIATE INSTRUCTIONAL MATERIALS, FURNITURE
AND EQUIPMENT IN RELATION TO CHILDREN'S AGE, SIZF AND PROGRAM GOALS

2.2.1 indicators
college classroom microteaching or
or learning lab actual classroom
Given a list of available equipment Assigned a classroom:

and materials:
--stores away superfluous or inappro-

--rejects superfluous or inappro- . priate items
priate items ' y
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Given access to suppliers catalogs: --orders appropriate supplies and

equipment
--prepares a budget of $500 with
priorities indicated ' --develops and constructs necessary .
teacher materials which would nor-
Given a list of raw materials mally be unavailable
available in hypothetical teacher
preparation room: --selects audio-visual equipment
for instructional purposes including
--provides list and/or description tapes, films, records and slides

of materials teacher will construct
with priorities and rationale

--identifies material for specific
lessons

SKILL: ARRANGES AND ORGANIZES CLASSROOM ENVIRONMENT

2.2.2 indicators
college classroom v microteaching or
or learning lab actual classrocom
Given a floor plan and a list of Before school opens:

materials and equipment:
, -=-arranges environment into interest

--draws arrangement and provides areas for large and small group v
rationale activities
Given access to a preschool equip- --organizes sequences of experiences
ment resource center: with appropriate materials
--demonstrates competence in use --organizes outdoor play area

of equipment and materials
As school year progresses:

--rearranges and enhances environment
with new materials to stimulate new
interest

--gelects sites for age appropriate
field trips

FUNCTION: INSTRUCTS

SKILL: CONDUCTS AND IMPLEMENTS COURSES OF WORK

2.3.1 indicators

college classroom microteaching or

or learning lab actual classroom
Given assignment to plan 2 weeks Facilitates a varied program and covers
specific activities: the majority of program tasks in motor,
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--provides time allotment for
manipulative large muscle
sensory-motor activities,
social interaction in large
and small groups, free play
time, and the introduction

of curriculum materials

Given taped samples of children's
verbalization patterns and situ-
ational context:

--responds with appropriaté
corrective patterns

socio-emotional and cognitive domains:

--controls flow of children from
-activity to activity

~-uses praise to reward pupils
achievement and attending behavior

--encourages children's questions,
answering and asking

--establishes routine that is known
to students

SKILL: MOOIFIES AND REDIRECTS CLASSROOM EMPHASIS TO ALIGN WITH PROGRAM GOALS

2.3.2  indicators

college classroom
or learning lab

Given information on children which
indicates lack of progress:

--outlines steps for remediaticn

Given video tape examples illustra-
ting potentially dangerous situations
in school-community and/or teacher
parent relations:

~writes or demonstrates alternative
teacher actions to resolve problem

microteaching or
actual classroom

--changes daily program to provide
emphasis in appropriate areas

--establishes remediation groupé for
appropriate students

--reacts in corrective fashion to
alleviate problems in school community
and/or teacher-parent relations

FUNCTION: DIAGNOSES/EVALUATES

SKILL: DIAGNOSES CHILD'S LEVEL OF DEVELOPMENT AND EVALUATES CHILD'S MASTERY

OF CURRICULUM

2.4,1 indicatours

college classroom
or learning lab

Given appropriate information on
several children:

--classifies children and
compares with age norms

21

microteaching or
actual classroom

--administers appropriate instruments
and evaluates results

--identifies children with potential
problems



~--identifies potential problem --communicates status of children

areas to parents
--supgests means for further --refers children to other agencies
investigation and/or remediation or services

The Cognitive Developmental Approach

The cognitive developmental approach is an outgrowth of Deweyian philosophy,
Piagetian theory and techniques and procedures of the traditional school.

Basically the cognitive developmentalist assumes that all children go
through a series of stages of development. The stages are invariant, Sequential,
-_hierarchically arranged and roughly follow the child's age beriods. The stages
or periods commonly accepted are the sensori-motor (& 2 years of age), pre-
-operational-(Z-S years of age), concrete operat%ons (5-\2 years of age) and
abstract reasoning (l2-maturity). Piaget maintains that the child has available
to him at birth innate structures by which he can act on the environment to
internalize representations of the environment. As the child "takes in'' objects
by the process of assimilation, he constructs a model of the world. When the
child must revise his construction of the world through new experiences, Piaget

maintains the child does so by the process of accommodation. A further process

of equilibration is hypothesized to accouq§ for a mechanism which provides a

motive for the balance between thezprocesses of assimilation and accommodation,
Like Dewey before him, Piaget posits that the child acts on the environment,

and the nature of the child's acts provides the material by which the child

constructs his own intelligence. Thus, the richness of the environment influ-

ences what the child can construct but does not provide the input. The child

is the agent of his own experiences. In a less rich or less structured

environment, the child will be delayed in his cognitive development, not because

of lack of training but due to lack of opportunities to experience.
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The actions of the child are fupndamental to the theory., These actions are

both observable motor acts and unopservable internal acts such as occur in

thinking., ihe child acts on tue environfwent through his physical movements,
maniﬁulacion of objects, experimenting 4ith objects and the internalization of
symbolic representations of the objefts which alﬁcr his mode of thought. The
child is said to learn about the physical nature of the worid.(the laws of physics,
chemistry and causality, as well as time and space) through play, drawing, symbol

manipulation and, later through language development and reading.

Kamii (1973) perceives the basic difference between Piagetian approaches

J

and other developmental programs, such as Bank Street Cyllege, in Piaget's ~.
distinction of how children master knowledge. Whereas both Bank Street and a
Piagetian program emphasize the use of free play as a learning device; Kami i
believes the Bank Street program is based on the teacher's intuitive notion.of
how children learn. A Piagetian prdgram, in contrast, makes distinctions among
the various kinds of:knowledge children master. These types of knowledge are
proposed by Kamii as physical, logico-mathematical and social knowledge. Each
type requires a different orientation on the pért of the teacher.

?hysical knowledge is knowledge of objects, shapes, texture, function,
action and response to action. These knowledges in the Piagetian view only
can be obtained by the child's own actions on objects, 1t is therefore crucial
for the teacher to provide objects for the child to act upon. Social hnowledges
are those arbitrary symbols or names given to objects, f;r example, apple.
Piagetian oriented teachers are free to supply the name 'apple'" for the child's
mastery of social knowledge of the name '"apple' but they would also provide an
apple for the child to encounter and experience the physical knowledge of the

taste, smell, texture, color and shape.

—/-___
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Logico-mathematical knowledge, for example numbers, is hypothesized to
be obtained by the child tiirough his own actions and his curiosity in being
interested in finding out how things work. Children are believed to learn
how to classify not because they want to learn how to classify but as a result
of discovery through experimentation with objects. A teacher in the Piagetian
clasiyﬁom is encouraged to ask children questions which will focus the child's
attention on the logico-mathematical properties and provides the vocabulacy for
relationships and comparisoﬁ:. Questions such as "Do you think'this is more,
less, or the same?," 'Do you think this is longer, shorter, or wider?" help
the child engage in examining the underlying process of the mathematical
properties of tiie environment.

Teachers also will develop materials to engage,&hildten in examining, and
thereby developing, notions of classification, seriation number, spatial and
temporal reasoning, and representation. In general, the sequence of experiences
provided by the teacher begins with presentation of tpe object, then provides
a model c¢{ how the object is used ('saw with a saw') next allows the child to
use the object to discover its properties, finally through questioning procedures
the teacher encourages the child to examgne the process and underlying proper-
ties of the results of his actions ('a board sawed in half is two pieces but is
as long as the original board'),

Both the Piagetians and the child developmentalist emphasize the socio-
emotional development of the child. Piaget and Inhelder (1969) state that the
need to be accepted and to express leove may be the [undamental need and m;tiva-
tion for all learning. Acceptance of the child is crucial if the child is to
feel free to explcre. Of major importance to the Piagetian orientation is the
allowance of the child to fail. Pi- et believes that failure is critical to
learning--it is only when ti:e child is wrong in his hypothesis making that he

comes to discover and must. accommodate new knowledge.
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-Language development is perceived to be dependent upon the degree of the
child's cognitive development., That is, the child only deyelops language to
the degrec to which he is able to think in the mode that the ianguage form
represents. For example, it is hypothesized that a child is not able to use
the "if-then"zlonstruction accurately until 12-14 years of age, the time when
the child %s able to think in abstractionsr Lénguage is said to have advantages
in thinking over other symbol systems, particularly in its efficiency of cate-
gorizing concepts;

Thus, in strong contradistinction to the bgpavior modificationist, the
pure cognitive developmentalist would not teach the child basic concepts but
would provide the con&itions And materials by which the child can discover
(or uncuver) the basic operations of the world. For example, Piagetians would
maintain you cannot teach a child before 5-7 years of age about conservation
of matter; however, by 5-7 years of age most normal children will have mastered
the concept.

Ideally, the cognitive Qevelopmentalist will try to provide a rich class-
room environment and an underlying structure which is appropriate to the child's
stage of devclopmént. However, the structure is apparent only to the teacher;
the c%}ld must seek and discover the structure for learning to take place.’ In
Piagetian theory, premature structuring cannot occur, due to the fact that the
child is perceived to be unable fo forin structures before he is at that stage
of development.

The cognitive developmentalists fo not have a well developed theory of -
affect development but assert that it.is probably fundamental to healthy cogni-
tive functioning. Piaget has proposed a concept of decentration, which is the
rrocess of the child's development of a concept of self by the continuous process
of learning which aspects of the environment are separate from the self., This,

to Piaget, is a lifelong process.
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FUNCTION: SPECIFYING INSTRUCTIONAL GOALS AND OBJECTIVES

SKILL: SPECIFIES DEVELOPMEN1AL SEQUENCE AND STAGES -

3.1.1 indicators .
college classroom microteaching or
or learning lab actual classroom
Given paper and pencil test: --plans lessons to include broad

behavioral domains
--describes levels of cognitive ' .
development according to Piaget --plans activities to include motor,
‘socio-emotional and cognitive growth
--describes sequence and stages
of emotional (moral) development _ -~describes goals for children based
according to Kohlberg ] on stage of development

\ . -

Given case study of child:

--describes child's development-
al level

SKILL: SPECIFIES BEHAVIORS ASSOCIATED WITH DEVELOPMENTAL SEQUENCES AND STAGES

-
3.1.2 indicators . ‘\\
college classroom : microteaching or
or learning lab actual classroom
Given paper and pencii tests: --recognizes stages of development

after observing child
--lists child behaviors associated . }
with major stages of development --recognizes behaviorai indicators
of normal growth .
Given case study of child: ‘ _
' --recognizes behavioral indicators
--describes child's level of of delayed development
development

FUNCTION: ORGANIZING ENVIRONMENTS AND MATERIALS

SKI.L: SELECTS APPROPRIATE CURRICULUM MATERIALS TO ENCOURAGE DEVELOPMENT

3.2.1 indicators .
college classroom microteaching or
+0r learning lab actual classroom
Given paper and pencil test: -~selects stage appropriate curriculum
materials - form boards, puzzles,
--lists appropriate curriculum easels, blocks, and so on
materials '
26




--develops games to stimulate
development

--develops games to assist in formation
of notions of classification, seriation,
number, spatial and :emporal reasoning

M,

SKILL: ARRANGES ENVIRONMENT INTO WELL DEFINED CURRICULUM AREAS

3.2.2 indicators
colleée classroom ' microteaching or
or learning lab , 2ctual classroom
Given paper and pencil test: --provides concrete objects to develop
' ' concepts

--describes how to arrange
interest centers --provides areas for large and siall
- group and individual activities
Given work floor plan of class-
room: ' --provides area for free play

--draws in interest centers to
include science, math, art, music,
language and problem solving
activities

FUNCTION: INSTRUCTS

SKILL: CONDUCTS A PROGRAM BASED ON CHILDREN'S DEVELOPMENTAL STATUS

3.3.1 indicators
college classroom _ microteaching or
or learning lab ' actual classroom
Given hypothetical case study: - Tjj:hcgﬁéages verbalization
--describes activities to stiwu- --en;ourages question asking

late growth
~--probes for generalization and

--lists steps to invite children description of objects

to participate in activities ) .

~ --encourages expression of feelings

--describes goals in terms of

behavioral objectives --asks questions to focus cnild's
attention on the physical properties
Given paper and pencil test: of objects
--defines physical logico-mathe- --encourages child's discovery of
matical and social knowledge basic laws
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--accepts failure as a natural
form of learning

SKILL: MOOIFIES TEACHING STYLE TO ENCOURAGE CHILDREN'S OEVELOPMENTAL GROWTH

3.3.2 indicators
college classroom microteaching or
or learning lab actual classroom
Given a case study of two --reinforces verhalization
children: -
’ : --reinforces children's independent
--describes children's differ- play and exploration
ential rate of growth and how
classroom activities can be ‘~=-reinforces children's discovery
adjusted -
--establishes himself as a resource
Given a case study of a problem to the child
child: .

--describes means by which child
extends awareness of himself

FUNCTION: DIAGNOSIS/EVALUATIQN

«

SKILL: PROVIDES SYSTEMS OF CONTINUOUS DIAGNOSIS AND EVALUATION OF CHILDREN'S
DEVELOPMENTAL ATTALINMENTS

3.4.1 indicators
college classroum microteaching or
or learning lab actual classroom
Given data on hypothetical child: --monitors children's activities
--describes diagnostic tasks to --collects data on children's
measure development progress
Given case study: --administers evaluation instruments
--diagnoses strengths and --describes to parents child's progress
weaknesses
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CHAPTER 4

SOCIALIZATION AND CLASSROOM MANAGEMENT

Lawrence J. Schweinhart and Richar& L. Turner

-

n its broadest sense ''socialization include? the efforts of all the
ingg'tutions and agents of a society to induct chiidren, adolescents and
youﬁg adults into the societv. In a much narrower usage, the term may denote
the efforts of a parti;ular institution, the school, and within it, particular
agents, teachers, who try to instill in young persons the norms, values and
ways of behaving consideréd appropriate in the ;Zciety. It is "socialization;l
in its narrower sense that is employed in this chapter.

Althoggh virtually all of the classroom acts of the teacher involve
socialization in one or another of its aspects,‘thé socialization process 1is
undoubtedly most visible in those teacher acts directed toward magaging indi-
vidual and group behavior. How the teacher manages the classroom undoubtedly
depends partly on the age of student being taught, partly on the goals of
instruction, and partly on the personality and training of the teacher. Each
of these factors, together with schools of thcight about classroom management,
were used by the authors to identify four approaches to socialization and class-
room management: authoritative, behavior modification, cognitive developmental,
and non-directive.

The above four approaches form a rough continuum concerning their premises
about authority in socialization, In an authoritative approach the concern is
with assigning tasks to students and making sure that the students perform
them. The teacher is the cenﬁral source of authority in the classroom and the

existing institutions and social order are used as guides. At the other end

of the continuum is the non-directive approach.



In this approach the concern is more nearly with the overall personal growth
of students towards autonomy.than with their performance of spécific tasks.
Students are encouraged toyard independence and self-regulation. The teacher
is there to help them toward this aim, not to increase their dependence on
authority. The goals of socialization and the approaches to it thus shift

together, from closely monitored task performance in the authoritative

approach to social and emotional growth in the non-directive approach.

The Authoritative Approach

In the authoritative approach, the performance éf tasks assigned by the
teacher and the discipline imposed by him or her are seen as the best ways
to facilitate personal growth. Persons grow by adjusting .to the society.
Teacher-assigned tasks tgansmit information about the society to passively
receptive students. Thus students become socialized and internalize the
values of the society.

The authoritative approach to socialization has deep roots in schooling
tradition. Indeed, some (for example, ﬁudgins, 1969) have argued for its in-
evitability in the educative process. They point out that, despite the varied
emphases of a century of educatioqal innovators, the daily practice of tégcher-
dominated classrboms has gone on virtually unchanged. Energy is better spent,
they argue, to improve or perfect this basic process rather than replace it.

Baumrind (1971), in studies of childrearing, has distinguished authori-
tarian, authoritacv’ve and permissive approaches. She marshals empirical and
logical support for the superiority of an authoritative approach, based on
expertness, which avoids both the excessive use of punishment that charagter-

izes authcritarianism, and the flight from parental authority that characterizes




w
permissjveness. The strict authoritarian approach has been s. often villi-
fied and made a straw man in arguments that the word and what it represents
cannot escape bad connotaticns. For that reason it will not be represented
here. However, there are many who accept and argue for strong; rational
authority. Their approach to sogialization shall here be called authorita-
tive.

The authoritative approach is similar to what Kohlberg and Mayer (1972)
have called cultural transmission, It is distinguished here from the specific
technology of behavior.control produced by behaviorist psychology. 1ts primary
origin is induction from existing culture and classroom observation rather
than deduction from theory., For this reason, a researcher who is concerned
with the simple description of class;;;;~behavior would often be implicitly
identified with the authoritative approach to socialization. Such research
was fueled initially by the writing of Wright and Barker (1950) and is well
exemplified by the research of Kounin (1970), Hudgins and Ahlbrand (1970),
or Jackson (1968). This approach, sometimes identifiedras behavioral ecology,
is more a method tnan a theory. It contributes to'theiguté%ritative approach,
not because it is theoretically appropriate, but because the behavior which

is must often oubserved is best characterized as authoritarive.

/
FUNCTION: SETS GOALS

SKILL: DEFINES SCHOUL ANU CLASSROOM DISCIPLINARY CODE FOR STUDENTS

1.1.1 indicators
college classroom microteaching or
or learning lab actual classroom
Given a verbal description of a On first day of schggiy/

school setting:
~-lists school and classroom
== .mpeses list of schocl rules rules



Given hypothetical assignment --discusses reasons for rules
to a specified class:
--asks students to explain each
--composes list of classroom rule in own language
rules
--asks students to give examples '
Given film of student classroom of behavior that would break rules
behavior and list of rules:
' --posts or distributes written
--identifies instances of list of rules
student infraction of rules
) At first appearance of infractions:
~-writes out description of
how instance may be used to --punishes guilty student promptly
reestablish expectation and’ and firmly
clarify rule

®

--reestablishes expectations of all
students present

FUNCTION: PLANS ENVIRONMENT

SKILL: ARRANGES Tht CLASSROOM TO FACILITATE TASK PERFORMANCE BY STUDENTS

N\ .-
1.2.1 - _indicators
college classroom microteaching or
or learning lab actual lassroom
Given a list of materials, e Assigned a classroom:
description of students, and a
classroom floor plam: . --arranges desks to face teacher
and to minimize opportunities for
--draws a 'blueprint' of the unsanctioned talk, copying and
physical arrangement of the other distractions
classroom, perhaps annotated .
with explanations of certain . --makes certain each student has
arrangement decisions needed materials
Given a varied list of instructional --makes extra materials available
materials and a description of for students who finish their
students: 0{‘— assigned tasks before other students
--selects a given amount of --maintains a stable seating
those materials for use with arrangement for students

the students
When familiar with students' behavior

--verbally indicates reasons patterns:

for selection or rejection

of various materials --seats potential conspirators in
misbehavior at a distance from each
other




. FUNCTION; INSTRUCTS
SKILL: ASSIGNS TASKS AND ENCOURAGES ON-TASK BEHAVIOR ONLY

l.2.2 _ indicators
college classroom microteaching or -
or learning lab actual classroom
By written or vocal response: --announces expectations of student
behavior on learning tasks specifi-

--defines expectations for cally and unambiguously

student behavior on given

learning tasks specifically --assigns enough tasks that the

-

and unambiguously majority of students are continually

occupied with performance of those

]
Given a film or videotape of tasks
student misbehavior due to
inadequate teacher direction: "--praises students with words like
: 'good' or 'fine', or with a pat on
--identifies source of problem the back, or with the awarding of a
& ' privilege, contingent only upon on-
--yrites or demonstrates task behavior or the successful
suggestions for alternative completion of tasks
teaching behaviors which
resolve the problem In discussion:
Given a film or videotape of --responds only to t'.ose who raise
instances of student behavior: their hands

--selects of constructs
teacher responses to on-task
and off-task behavior

SKILL: MONITORS CLASSROOM GROUP AND INDIVIDUALS

1.2.3 indicators
coll .ge classroom microteaching or
or learning lab actual classroom
Given a film or videotape of --answers one student's question
classroom sequences including while gently turning another student's
di fferent classroom events head back to his task
simultaneously: .
--while lecturing, points finger at
--codes off-task and disruptive student who is talking without
student behaviors as they occur permission




\

s ‘many slightly disruptive
classroom events.and does not fail
to notice any moderately disruptive

Given leader position in a dis- --notice
cussion group:

--refers to several student event
responses in one's own vocal
response

--intervenes so that only one
student is speaking at a time

Ref: Kounin, 1970.

SKILL: CORRECTS STUDENT MISBEHAVIOR J
1.2.4 indicators

college classroom
or learning lab -

microteaching or
actual classroom

After a student engages in disruptive
behavior:

Given a role-play simulation:

--the 'students' misbehave in

various ways to provoke the
teacher and evoke a correction;
after several instances the
'teacher's' performance is
recalled and discussed

Given a film or videotape including
episodes ot student misbehavior:

--identifies instances of
misbehavior

--selects or constructs
app.opriate teacher responses
to these instances of misbehavior

SKILL: TREATS OFF-TASK BEHAVIORS IN ACCORD

i

1.2.5 indicators

college classroom
or learning lab

Given film or videotape or verbal
description of various student
behaviors, and perhaps background
information:

--codes behaviors as positive or
negative and according to magni-
tude of consequences

--talks with student promptly
to reestablish expectations or
exhibit the teacher's feelings
about the misbehavior

--asks student why he misbehave
--indicates disapproval of student
misbehavior so as to minimize
further disruption of all students'

task performance

--physically restrains, as appropri-
ate

--punishes, as appropriate

WITH THEIR POTENTIAL CONSEQUENCES

microteaching or
actual classroom

--makes use of school's psychological
" and counseling services as indicated

by a student's bLehaviors and other
facts

--does limited counseling of students

as problems appear



L

-=-writes out or selects course of
teacher action indicated by a
type of student behavior-reward,
praise, nonintervention, correc-
ticn, punishment, reterral, etc,

Given film or videotape or verbal
description of various misbehaviors:
i
--selects or \composes
punishments most likely to
induce guilt and cause

reflection upen the misbehavior

'
1

--responds calmly to personal
insults

--makes rational judgments in
emotional situations

--assigns punishments equivalent -
in size to the student's misbehavior

Given a student's act of aggression
or destruction:

--invents relevant punishments rather
than relying on a limited repertoire
of standard punishments

--restrains student to prevent further
damage

~
--telys student to apologize to victim .

--has student make restitution, give
up a prized object, etc.

SKILL: ADMINISTERS CORPORAL PUNISHMENT PROPERLY v

1.2.6 indicators

college classroom
or learning lab

--writes essay expressing
limited use of corporal punish-
ment in extreme situations, to
indicate punishment rather than
to injure

Given student's case hisyory and/
or film of behaviors:

--reports uses of corporal
punishment considered proper
and effective

--gives rationale for .such uses

K4

/
-
f

microteaching or
actual classroom

When a student is guilty of significant,
intentional misbehavior:

--spanks promptly after misbehavior,
to indicate punishment rather than
to injure

--shakes student by shoulders, as
above

--raps knuckles, as above

--uses such punishment infrequently,
but does not hesitate when other
methods have failed

When teacher\}s/égied views on corporal

punishment:

--expresses its use as a tool for
task maintenance rather than as a
weapon for personal vindication



--expresses reservations and
limitations upon its use . \

FUNCTION: APPRAISES STUDENT BEHAVIOR

SKII..I‘{r DISTINGUISHES AMONG ON-TASK, OFF-TASK AND DISRUPTIVE BEHAVIORS

1.3.1 indicators
college classroom microteaching or
or learning lab actual classroom
Given a film or videotape of --praises students only when they
classroom student behaviors: are on-task
--codes student behaviors as --reminds students who are off-task
on-task or off-task but not disruptive by an unobtrusive
remark or a touch or a facial expres-
--codes student behaviors as sion

non-disruptive or disruptive
--does what is necessary to stop
disruptive behavior as quickly as
possible

Ref: Bijou, 1972 _ : .

SKILL: ACCURATELY REPORTS NATURE AND SIGNIFICANCE OF STUDENT'S BEHAVIOR

1.3.2 ~ indicators
college classroom microteeching or
or learning lab actual classroom
Given a film or.videotape focusing --observes, perhaps keeps running
on a particular student's behavior: records, of individual student's
behavior

--observes and keeps running .
records cf the student's behavior --reports fairly both good and bad
behavior of a student
--summarizes 10 minutes or so of
such behavior into a paragraph --does not stereotype & student with
that is balanced and does not over- insufficient evidence 4
look significant behavior
Given a private parent-teacher conference:
Given a parent-teacher role-play

Simulation: --praises student when appropriate
--praises student when --mentions criticisms of student if
appropriate necessary, while maintaining rapport

and minimizing defensiveness of parents




--meéntions criticisms of Given an ocgasion for written evalu-

student if necessary, while ation

maintaining rapport and

minimizing defensiveness of , --upon request, substantiateé any

'parents’ coded symbol with specific behavioral
evidence

--accurately reports in detail a
conflict situation and surrounding
factors

The Behavior Modification Approach

e
Behavior modification techniques rest on the premise that behavior is

under the control of the environment, 1It. follows that changes or modification
of behavior toward desired ends may be brought about through very careful
manipulation of those aspects of the environment which most greatly influence

behavior., The most critical component of the environment, from a behavior o

o
HEN

modification viewpoint, is the feedback, consequencé or environmental reaction
which occurs during or very shortly after a response is made, since these en-
vironmental reactions influence the likelihood that the response, or Qne 8imilar
to it, will continue or will be made again at some future time,

A major characteristic of all perséns except the most debilitated, autisti;
or retarded is a continuous flow of behavior toward the surrounding environment.
Some of this behavior is viewed by the surrounding society as desirable,.some
~ as undesirable, and some as not making much difference one way or the other.

The thrust of the sécialization process is to decrease the frequency of socially
undesirable resp&ﬁses and increase the likelihood of socially desirable responses.
What constitutes desirable, 'neutral' and undesirable behavior varies with

different cultures, different settings within a culture, énﬂpfrequently with

age and sex.



\12 For a very long time people have generally understood that encouraging
or rewarding behavior‘or arrangijng f ; a 'favorable' reaction from the
environment increases the probability of éhe behavior recurring, while
arkiﬂgiqgﬁno reaction, an unfavorable reaction, or painful or punitive conse-
quence seems to decrease the chances that the behavior will recur. From a
behavior modification viewpoint the problem has been that this understanding
was general and inexact, led to erratic practices and, for whatever reason,

a strong tendency to focus on punishment or aversive stimulation of unwanted
behavior while minimizing the reinforcement of desirable behavior. The
contribution ?f the behavior modification approach has been to greatly deepen
understanding of how tha consequences of behavior influence it, to call
attention to the very great importance bf paving exgremely close attention to
: o
behavior if one wishes to modify it, and to point out the skills needed if one
is to influence behavior in a precise and systematic way.,

FUNCTIdﬁ}j SETS GOALS

SKILL: SPECIFIES BEHAVIORS TO BE MODIFIED

-

2.1.1 N . indicators
college classroom microteaching or
or learning lab . actual classroom
Given a film or videotape showing Given a microteaching setting with non-
student classroom behavior: peer students who engage in spontaneous
behavior

--defines class of student

behavior to be modified --consistently reinforces desired
student behavior /

--gives specific instances of

v this behavior from the film --consistently ignores undesired
behaviors
--defines alternative class of
desired behavior --upon request at the end of the
‘ session, verbally defines classes
--gives specific instance. of of behaviors reinforced during
this behavior as they might session

appear in film context

10
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AN

i

Given a conversation or discussion
with supervisor, principal or~~
colleague:*

~-describes and gives instances of
- : behaviors of each of several students,
' which need to be modified, and
describes and gives instances of
desired alternative behaviors for
same students P

--breaks specific desired behavior
into precursory behaviors; for example,
if student is to enter classroom, move
to seat, take out book, begin reading,
teacher can state this sequence of
precursory behaviors which lead to
desired behavior

*or given the assignment to write
behavioral objectives:

FUNCTION: PLANS ENVIRONMENT

~

SKILL: ARRANGES ENVIRONMENT FOR CONTINGENCY CONTROL

- 2.2.1 indicators
college classroom microteaching or
or learning lab actual classroom
Given assignment to create a ~ Given elementary classroom:
lesson plan or a series of lesson
plans: --organizes flexible daily schedule
so that activity or other 'interesting'
--identifies materials and periods can be shortened or lengthened
instructional resources to be as part of contingency management
used and orders them to specific
lessons or lesson components --develops numerous student resource
centers, for example, student library,
--organizes lesson or lessons so science center, mathematics game
that variation in stimulus center, attractive to students and
materials over instructional avallable as a consequence of engaging
periods may be observed in desirable behaviors '



Given elementary or secondary
classroom:
--designs and carries out lessons
which include many instructional
materials, resources, and activities

\ (creates 'stimulus variation')
which attract and hold attention of
students '

FUNCTION: FACILITATES STUDENT ATTAINMENT

SKILL: MONITORS CLASSROOM GROUP AND INDIVIDUALS

2.3.1 indicators

college classroom microteaching or

- or learning lab actual classroom
--obtains high score on Schumm's When leading group or observing student
rest for ‘overlap' behaviors activities or individual work:
--practices performing two tasks, --looks across group frequently
involving different sensory )
modalities and different responses, --moves to different locations in
simultaneously or in rapid, alter- room
nating sequence, e,g., listening-
writing, grading papers-watching --fixes eyes on individual student
filiy, talking to individual for close inspection of activity

student-monitoring small group
--may move close to student or
group to exercise proximity control

--observes student facial expressions
and movements (head scratching,
shuffling, pencil chewing, nail
biting) for indication that teacher
help is needed or tha . student may

go off-task

SKILL: APPLIES DIFFERENTIAL REINFORCEMENT TO STUDENT BEHAVIOR

2.3.2 indicators
college classroom microteaching or
_or_learning lab actual classroom
Given film or videotape of student --spontaneously praises, rewards,
classroom behavior and given encourages desired precursory
response systen {or indicating when behaviors and desired behavior
reinforcement should be given states

12




--reinforces/ignores student
behavior with acceptable

(e.g., 80%) accuracy

Given typescript of student-
teacher verbal interaction with
teacher reactions to student
responses deleted: .
--wtites in verbal reinforcers
at appropriate times with
acceptable (e.g., 80%)
accuracy

FUNCTION:

--ignores undesired behuviors

--stops disruptive behavior and
indicates desired alternative
behavior o

o \
--avoids inadvertent encouragement
or attention to unwanted behavior

--avoids infrequent praise of

desired behavior while always

calling attention to undesired
behavior

DIAGNOSES/EVALUATES

/

SKILL: [IDENTIFIES POSITIVE AND NEGATIVE RE}NFORCERS FOR INDIVIDUALS CR GROUP

2.4,1 indicators

college classrooh
or learning lab

Given film of classroom or
observation of actual classroom:

--identifies apparently
reinforcing stimuli for
individual students

Given learning lab with list of
reinforcing stimuli available:

--selects and arrays reinforcers
as they might appear in class-
room

--develops token reinforcement
system consisting of array of
reinforcers

--lists potential negative

reinforcers or means of creating
states of deprivation in students

13

microteaching or
actual classroom

Given conversation with colleague,
supervisor or parent as appropriate:

--tells how individual student responds
to smiles, patting (primary grades),
short verbal praise ('That's good',
'Nice job', 'That's right' etc.) and

to extended verbal praise, ('l like

the vay you have been concentrating

on your math problems for the last

half hour,')

--suggests to parent means of rein-
forcing child

--describes to supervisor activities

. which students like and will work to

participate in

--describes deprivations which
students will work to avoid

--describes negative reinforcers or
punishments which upset or disrupt
individual or group and lead away
from positive behavior control



SKILL: COLLECTS BEHAVIORAL DATA AT REGULAR INMTERVALS

2.4,2 indicators
college classroom microteaching or
or learning lab actual classroom
Given film or videotape of stu- After performing 'defining behavio.s':

dents in classroom: ! ‘
: --counts frequency of desired/unde-
--gselects individual student sired behbvior for individual student

and makes frequency count of to establish 'entry' behavior or
desired/undesired behavior baseline
) After initiatiang instructional pro-
cedures:
. ~=counts frequency of desifed/unde-

- sired behavior "at regular ipterval
T oe.g., onpe ‘per week ¢

--organizes own time in class so

that required assessment or frequency
counts can actually be made d

The Cognitive-Developriental Approach

T @ cognitive-developmental approach to socializatio# hag "as its primary
goal the natural growth of students through their performince of activities.
An activity is here distinguished from a task in that an activity is chcsen

by a student whereas a task is imposed on the student by the teacher. The

~Eeacher may aod often does aid the student in choosing activities by mak{ﬁg

certain activities more available, but the teacher never limits the choice
to one of either compliance or rebellion, as is true of a more authoritative
approach to socialization,

Presently, the theoretical roots of the cognitive-developmental approach
are primarily the work of Piaget. He in turn has made use of the insights of

other developmental theorists., The major premise is that the child develops

14



naturally towards lcgic, a proper relationship with the world and other people,
and a better basis for moral judgment. Adults should proQide children with
.opportunities to engage in activities matched to their stage of development,
but cannot and shoulc¢ .ot try to accelerate the natural developmental pgocess.
Piaget's confribution to socialization is most direct in his writings on
moral judgment (1932). Kohlberg (1963) has provided a valuable extension and
supplement to Piaget in his own w. rk on the development of moral judgment.
Piaget sees mcral deveiopment as moving from absolutism to relativism, from
'

obedience tu adults to respect among equals. Kohlberg sees moral development.

moving trom cumpletely external, reactive judgments, through external social

- .

judgments, t.> internal cognitive judgments ahout morality. The difference
Letween these theories is less important than what they have in common: a
belief in a fixed sequence of stages 'nd a devaluation of the importance of
adult intervention.

These theories imply socialization practices, but are not accompanied
by an extensive specification of them. Those who have drawn out practices
from these theories have also drawn {rum other sources. For examplé, wgikart's

demonstration curriculum based on Piaget actually blends theory, cross-cultural

transplants (such as the methods used in British schools), and pnagmatic

QN,?\\Q'-* e

inventions of the teachers in the program, Nevertheless, %&_ that cogni-
tive-developmental theory offers a firmer basi. {. r a taxonomic category than
do diffuse curricular movements which are l.rgely subject to individual

interpretatica and instances of which may sometimes resemble each other only

in that they share common labels.

La

15




FUNCTION:

SETS GOALS

SKILL: SUGGESTS AND MODELS BEHAVIOR AND ENCOURAGES MODELING AMONG STUDE..[S

3.1.1 indicators

college classroom
or learning lab

Given the Minnesota Teacher Attitude
Inventory (MTAIl) or similar
- instrument

--scores highly as egalitarian,
fair-minded, etc,

On a paper and pencil test:

--demonstrates knowledge of
principles and situational
determinants of modeling

In a role-play simulat.on or
perhaps a science laboratory:

--suggests rather than orders
students to perform activities

--initiates activities alone,
- then asks other students for
help

microteaching or
actual classroom

At beginning of day:

--asks a student what his plans are

--suggests plans or modifications
of student's plans

--perhaps has student write out
plans

-~is occupied with some learning
activity when students arrive; asks
them to join in

Wher a student is idle (or perhaps
diverted from his original plan):

--teacher suggests that he join the
teacher or another student in an
activity

--rather than tell a stud®nt to do
something, the teacher suggests that
it be done, then perhaps starts
doing it himself

--verbally addresses students as
equals rather than subordinates,

,~ treats them with respect

2

Ref: Cock, Leeds, & Caliis, 1951

16



FUNCTION:

PLANS ENVIRONMENT

SELECTS AND ARRANGES THE
ACTIVITIES

college classroom
or learning lab

Given a list of materials, a
description of students, and

4a

classroom floor plan:

--draws a 'blueprint' of the
physical arrangement of the
classroom with activity-centers
perhaps annotated with
explanations of certain
arrangement decisions

Given a description >f students:

SKILL-

3.

--lists locations of potential
educational value to students
(firehouse, local factories,
nuseums, etc.), and persons in
those locations who might
instruct students

indicators

+

--lists wide range of curricular

materials for an activity-
center, including everyday
household items

FUNCTION:

ENVIROMMENT TO PERMIT STUDENT CHOICE OF

microteaching or
actual classroom

--does not have desks arranged for
large~group instruction alone

--sets up activity-centers (language,
science, math, social studies, etc.),
consisting of a table, chairs and
curricular materials

--exhibits several sets of curricular
materials in each activity-center
(e.g., a chalkboard, paper and pencils,
and toks in the language area)

--makes wide range of curricular
materials available, including
everyday household items

--makes available materials which

are matched to the cognitive stages

of students and which are demonstrably
interesting to them

--organizes an? implements field trips
to locations of potential ecucational
value (firehouse, local factories,
museums, etc.)

INSTRUCTS

3.1

college classrnom
cr learning lab

Given a film or videotape
demonstrating the cognitive-
developmental approach:

indicators

ENCOURAGES STUDENT INITIATION AND COMPLETION OF SELF-PLANNED ACTIVITIES

-"“’-

microteaching or
actual - .assroom

-~-asks student what his plans are

--remninds him of his plans



--makes predictions of probable
teacher and student behaviors
and student achievement

--expresses feelings on educa-
tional value of the approach

In a group discussion:

--asks other students what they
think

-~-does not interrupt a student
who is speaking to the group

SKILL:
3.3.2

college classroom
or learning lab

Given a film or videotape of
vignettes of students' aggressive,
destructive or unplanned behaviors
(perhaps further explained by a
narrative accompaniment):

--selects or composes teacher
responses to the student's
behaviors

--composes hypothetical
examples of student misbe-
haviors and teacher responses
te them

REDIRECTS STUDENT'S AGGRESSIVE,

i8

--praises and rewards those who
finish a plan, show 4 product to
the teacher, etc,

When a student is diverted from his
original plan:

--asks student for a rationale
for the diversion

--praises student who is still
implenenting a plan so diverted

student can see

--reminds student of his plans

DESTRUCTIVE OR UNPLANNED BEHAVIOR

indicators

microteaching or
actual classroom

When two students are fighting:

--suggests to one that he play ball
with some other students, or perform
some other specific activity

--at elementary level, physically
moves an aggressor away from his

victim to some physical activity

that usually interests him

When a student {s destroying materials:

--suggests; or shows him the proper
use of thg materials
j
--presenté other materials, demonstra-
ting their proper use

When a student is engaged in unplanned
behavior:

--sometimes, reminds him of his
original plan

--sometimes, physically returns
elementary level student to original
plan site



N

~

SKILL: LIMITS A STUUENT'S AGGRESSIVE OR DESTRUCTIVE BEHAVIOR

3.3.3 indicators
college classroom microteaching or
or liearning lab actual classroom
Given a film or videotape of When a student is engaged in aggressive
vignettes of students' aggressive or destructive behavior:

or destructive behaviors:
--reminds the student of teacher's

--selects or composes teacher and parent's expectations for him
responses to the student's
behaviors --verbally reestablishes temporarily

. overlooked standards of conduct
--composeS hypothetical -

examples of student mis- --occasionally uses physical restraint,
behaviors and teacher but teacher never uses violence

I 2sponses to them

FUNCTION: DIAGNOSES /EVALUATES STUDENT BEHAVIOR

SKILL: HELPS STUDENTS EVALUATE AND REPLAN ACTIVITIES

3.4.1 inuiicators
: college classroom microteaching or
or learning lab actual classroom
--plans, evaluates and --gpends some time each day with
replans own activities; and each student asking him to report
reports these upon request what he planned to do what he did,
and if they were not equivalent,
Given a film or videotape or how he might modify his plans or
verbal description of student behavior tomor: ow
activities and accompan;gng plans:
\ --ascertaing that students have
--composes outline of ihterview clear plans of what they sre doing
with individual studentat the at any given time, the plars being
end of the schocl day either written or available for vocal
- report

~=lists changes in plans or

activities more appropriate --observes students frequently

for observed students
--questions or reminds students
about plans, when they have been
diverted

19
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SKILL: CHARACIERIAES STUDENT'S STAGE(S) OF DEVELCPMENT
3.4.2 indicators

college classroom
or learning lab

microteaching or
actual classroci:

Given a film, videotape or ver- Upon request:

‘bal description of stuuents

performing, key tests of develop-
mental stages:

--identifies a student's stage of
cognitive development and attendant
moral development, as these are
described by a recognized theorist
(see references below)

--~accurately characterizes each
student's stage of cognitive
and/or moral development accord-
ing to a recognized theorist (see
references below):

--in assessing above characteriza-
tion, gives evidence of using
observable cues and key tests on
topics such as conse.vation or
rationale for a resolution of a
moral dilemma

Given a list of materials:

--selects materials and describes
their use by a child at a given
stage of development --makes available to students
materials matched to their stages
of development

L]
--makes no suggestion to students
to perform behaviors bevond their

stages of development
Refs: Piaget & Inhelder (1969); Bruner (196&);
Werner & Kaplan (1963); Kohlberg (1963)

The 'Non-directive' Approach

.

Among the aims of socialization in American societyv is the movement of
éhildren and adolescents along certain lines of growth: from dependence on
adults toward personal independence, from the uninhibited release of impulses
toward impulse control, from lack of insight into personal feelings such as
hostility, anxiety and frustration toward recognition and interpretation of
them, from regulation or discipline by external authority to self-regulation

or self discipline. Failure of a young person to make adequate movement

/ along these lines not only cuggests inadequate socialization or a failure in

;
!
!
¢



student personal growth, but incipient classroom motivation or classroom
control problems for the teacher, and in extreme cases, juvenile delinquency
or emotional'distutbaﬁce.

Although Qariogs approaches to issues of student mental health, .iiik'as
personal growth, and the development of self-regulation have been advocated
for the schools, one of the clearest ané most durable with respect to skills
teachers can actually employ arose at the University of Chicago, beginnhing

with Rogers' Client-centered Therapy in 1944, Axline's Play Therapy,

Ihe lnner oJynamics of Childhood in 1947, continuing through the work of

John Withall on mental health in the classroom in the 1950's and eventuating
as the core set of psychological concepts underlying Flanders' sgstem of
classroom interaction analysis.

From the viewpoint of teaching, . the premise of the non-directive approach
is that each person has the capacity to become more autonomous and self-
regulating by learning to interpret his feelings, thereby craating more sgelf
control. Put in a slightliy different way, just as one learns to recognize
and interpret the external environment in order to cope with it, he must also
learn to recognize and interpret his internal environment, his own emotions,
in order to bring them under control. Denial or repression of the existence
of personal emotions blocks personal growth because these mechanisms do not
permit feelings to be objectively recognized and dealt with in an effective
or reality-oriented way. Uncer this premise the goals of the teacher, in
the area of socialization, are i.acreases in student autonomy and self-regu-
lation. The tasks for the teacher are tc establish classroom conditioas and

employ selected interpretive skills which facilitate student accomplishment

of these goals Their acéomplishment, however, is not an easy matter since

21



" the schools, and many othexr institutions in American society, operate in
such a fashion that autonomy, self-regulation and attention to feelings are
discouraged or suppressed, while dependence on authority and suppression of

feeling tend to be rewarded and encouraged.

FUNCTION: INSTRUCTS

SKILL: ESTABLISHES AND MAINTAINS RAPPORT WITH STUDENTS P
4.3.1 indicators
college classrocm microteaching or
or learning lab actual classroom
Given a typescript of student- --greets ingividual students in
teacher interaction:. relaxed way
--codes teacher talk as --3miles
rapport building versus
threaterning or rejecting --compliments or praises student
. Given film or videotape of .~-makes humorous, non-threatening
pupil-teacher interaction: remark
) --cdes teacher behavior ~-solicits student opinion or
as rapport building versus comment
threatening or rejecting »
Q; --listens to student observation
--codes Flanders' categorles or opinion and encourages expansicu
1,2 and 3, and 6 and 7 with '
high accuracy --makes observation or comment which
indicates aqggg;ab?lity of student .
expression
Avoids:

--constantly passing judgmgnt on
a student behavior, dress, fiiénds

or family

--derogating, criticizing student

--constant frowninge

--carping

--aloofness, physical withdrawal

22




Ref:

Flanders,

~-assuming thgeatening posture

--evaluating student comment or
opinion as right or wrong

-~rejecting student opinion or
comment as stupid or irrelevant

1971

SKILL: COMMUNICATES EXPECTATIONS CONCERNING BOUNDARIES FOR STUDENT

CLASSROOM BEHAVIOR

4.3.2

college classroom
or learning lab

--obtains high score on test
for 'overlap' behaviors

--practices performing two
tasks, involving different
sensory modalities and
different responses,
simultaneously or in rapid,
alternating sequence, e.g.,
listening--writing, grading
papers--watching film,
talking to individual
student--monitoring small
group

indicators

-t

23

microteaching or
actual cfassroom

--makes frequent visual sweep ovgi
students in classroom

--moves in classroom space so that
proximity to individuals changes

--moves closer to, possibly touches
head, shoulder or back of student
about to be disruptive ’

--at primary or elementary level,
intercepts student abusing physical
freedom by bodily moving into his
pathway

--makes direct eye contact with
student and ralses eyebrow, frowns
or shakes head indicating student
should desist

--stops physically adgressive
behavior and student interference
with activities of others, but may
verbally reflect feeling of
transgressing person

--praises or calls attention to
desired group or individual
behavior



--avolds completely permissive
or laissez-faire posture in
which behavior boundaries are
indistinct

--avolds applying noticeably
different boundaries or curbs
to different students

SKILL: RESPONDS TO AFFECTIVE OR FEELING COMPONENT OF STUDENT REMARK
OR ACT BY REFLECTING, CI .RIFYING FEELING EXPRESSED

4.3.3.

college classroom
or learning lab

Given audio or videotape of

student verbalizing feelings:

--composes responses which
capture and reflect the
feeling expressed

indicators

microteaching or
actual classrcom

--listens to student comments or
remarks |
--watches student acts, including
gestures and facial expressions
which accompany speech

--listens.to voice pitch, volume,
rapidity _

\
--lets student complete remark or
acts so that relation of feeling tc
substance is clear, hence avoids
interruption of student or unduly
rapid interpretation of comment or
act

--solicits student expansion of
feeling or emotion

~--nods head up and down, maintains
eye contact with student to encourage

continuation of expression of feeling

--verbalizes student emotion in re-
flecting way: 'You feel a little
angry today . . .' 'You don't really
want to do what I want you to do . .
'You feel a little afraid of that . .
etc.



'

/
--stops refleltion-clarificatiop .
procedure if student develops
long response latencies, looks
away consistently, nervously
Jpoves extrémities, or attempts .
to escape by moving away

-t /

-

FUNCTION: DIAGNOSESLEVALUATES STUDENT BEHAVIOR

SKILL: SUPPORTS STUDENT RECOGNITION OF HIS OWN BﬁﬁAVIOR OR EMOTIONAL
STATE AND SUPPORTS STUDENT VERBALIZATION. OF ALTERNATIVES

4.4.1

college classroom
or learning lab

-

Given audic or videotape of
student talking to teacher, e,g.,
in a counseling session: )

!
--identifies‘points at which
student verbalizes or diagnoses
his own state

--identifies points at which
student suggests alternative
state, goal or behavior

--identifies teacher supportive
responses

--if teacher responses are

deleted from tape, composes own
supportive responses

SKILL: SHIFTS ATTENTIUN OF CLASS
TONE OF CLASSROUM ANy FEE

4.4.2

college classroom
or learning lab

Given audin or videotape or film
of teacher and students in class:

--develops informal scale for
rating emotional tone or class
feeling, gives instances

indicators

microteaching or
actual classroem

Given classroom conversation or
counseling session with individual
student:

--in response to student diagnosis
of own state, says, for example,
'You seem to understand exactly how
you feel . . .' or 'That is a good

insight , . '

--in response to expression of
alternative behavior or goal savs,
for example, 'As you see it one
thing you could do is . . .' or
'That is an interesting way to
think about what you could do . .
or 'You have had séveral good
ideas about what you could do,

which do you think is best .,
FKOM SUBSTANTIVE TGPIC TO EMOTIONAL
LINGS BEING RELEASED
indicators

microteaching or
actual classroom

In class discussion at upper
elementary or secondary school:

~-listens for affective intrusions

into students' substantive comments,
for expression of emotion attached

25
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illustrating feeling tone

--indicates points at which
teacher might‘switch to
focus on feelings or on
actions revealing feeling

26

to relevant personal experience

--listens for student expression
of excitement, enthusiasm

--listens for student expression
of resentment, frustration

--watches for student indications
of student tension, smart remarks,
put-downs, cuts, embarrassing

remarks directed at other students

--watches for excessive competition,
many between-student comparisons,
especially unfavorable comparisons

Given indicators of tension, resent-
ment, over-competitiveness: '

--shifts discussion from 'substance
to feeling, reflects, clarifies
apparent class feeling, opens
discugsion to analysis of reasons
for feeling, solicits suggestions
for altering class procedures to
reduce tension, frustration,
over-competition

Given feeling of excitement, enthusi-
asm, especjally at elementary level:
%4
--arranges for student to report
or talk about his work, discovety
or experience '
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Concepts Associated with Approaches to Socialization

Authoritative

" task

on-task

off-task

disruptive

task performance
authoritarian
adjustment

cultural transmission
disciplinary code
monitoring
with-it-ness
corporal punishment

€Cognitive-Developmental

moral judgment °
cognitive development
gtaze ' g
cognitive structure
moral realism
heteronomy
egocentrism

autonomy

morality of reciprocity
"invariant sequence
redirect

modeling

transition

29

Behavior Modification

contingency
contingency management
reinforcement

behavior objectives
behavior data

stimulus variation
feedback

aversive stimuli
deprivation
punishment
positive.reinforcer
negative reinforcer
mentalistic
observables

extinction

precursory
differential reinforcement

1

Non-Directive

self or self-concept
(Rogerian interpretation)

threats to self ’

denial

repression

classroom climate

accepting feeling

rejecting feeling

reflecting feeling

clarifying feeling

positive regard

empathy

rapport

impulse



3 “ CHAPTER S

"o TEACHING SKILLS IN ELEMENTARY LANGUAGE ARTS

EY

James D, Walden
Introduc;ion

The complex of things to know and of things to do which face elementary
teachers frequently intefferes with conscious attempts to improve the quality
of teaching. The prospect of external evaluations cause teachers to stiffen
on the grounds that we really do not know what good teaching is. Furthermore{
they question whether or not the evaluation of teaching actually leads to
improvement. .

These are troublesome but not insurmountable problems. On the surface,
people in all branches of education know a good deal about quality teaching.
Certainly most experienced tchhers have some sense of the effectiveness or
ineffectiveness of what they are doing. Individually teachers kﬁow that some
techniques work better for them than do others. They know that certain teacher
behaviors tend to encourage particular kinds of student behavior. Principals
" and supervisors make quality statements about teachers and teachers have long
made quality judgments of student teachers.

Early efforts to describe teacher effeétiveness led to the development of

lists of general qualfties that characterize the superior teacher. Concepts

of competence, compassion, commitment, and enthusiasm appear frequently as

descriptors. Attempts to divide these qualities into their component parts
resulted in categories of personal qualities, knowledge of subject matter and

instructional skills.



These skills haQ; beén divided into specific groups by many individuals -

with special 1nteresthin'teaching and in teacher preparation. Some of the skills
- . §

are unique to elementdry English language arts instruction.

- An importan; factor ihat affects tﬁe developnent of a list of teeching
skills for teachers of the English language arts is the complex nature of
that curricular area. Teachers are expected to p;ovide inst}uction in spell-
ing, oral.language, composition, reading, language study, grammar, drama, liter-
ature, creative writing, listening and handwriting. While tﬁere is considerable
research on the 1nterrelatedne§s of these areas, instructionally they are
frequently treated as discrete subjects: It does ﬁot fongw that each requires
a unique set of skills to be used by the teacher. Thus, ig is necessary to
‘establish some parameteis for this sprawling and ill defined bodyndf'cqptent
before a taxohomy of teaching skills can be identified.

The classification system used in this document assumes four major instruc-
tional responsibilities: IOral communication, Composition, Reading and Literature,
and Language study. These four major divisions allow for the addition of new
knowledge, of new systems of language analysis and new techniques of instructionm.
The long history of this curricular area suggests that a major change in the
basic structure of the discipline will not be likely in the near future.

While these four categories must be further divided and defined for purposes
of conducting research and for spécial types of instruction, for purposes of
identifying teaching competencies no further delineation appears necessary.

Each of the several skill areas of concern to elementary teachers can be located
in the four major content subdivisions.

Approaches to Instruction. That all teachers do not subscribe to the same approach
to teaching is appareant. Published instructional materials and teachek.made |

materials offer great choice and diversity for the elementary teacher.




Probably no other area of the elementary school program offers the variety found
among the materials used in reading instruction. The market is repleat with
linguistic readers, basal readers, and phonics readers as well as with a great
variety of self instructional and supplementary mater;als.

When the variety of texts used in teacher education programs, and the

var{ety of instruction materials used in elementary schools are examined, two
major teaching strategies seem to emerge. Thegse two strategies are probably
' never found in their pure form but they do serve to distinguish between and
among the teaching skills required to function in an elementary classroom.

One strategy will be called a deductive approach. A basic assumption in
this approach is that learning is a matter of being told something eifher orally
orjby means of the printed page. Rules may be taught in grammar, spelling or
phonics and then exercises are provided so that the child may practice the
application of the rule. \

A second strategy will be called an inductive approach. The child is
exposed to a variety of experiences with language, and generalizations, where
needed, are arrived at by the child.

It is imporkant for purposes of this project to interpret differences in
the two strategies through illustrations and exampleg. The illustrations pro-
vided st a later point are subject to the writer's bias and thus each reader
may wish to adjust the skills and functions in a slightly different fashion.
1t is not the attempt of this writer to force teaching skills into unwarranted
categories but rather to provide a framework for discussion, and for planning

and developing teacher training materials appropriate for preparing teachers

for elementary school English language arts programs.
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"In both strategies included in this discussioniteachers will have similar
if not identical concerns. Both groups of teachers will include instruction
directed toward cognitive and affective goals and both will attempt, albeit

in different ways, to attend to individual differences of learners. The two

groups may even justify the use of their selected strategy on the same argument

 that what they do is in the best interest of the students.

While most teachers employ a mixture of the two strategies certain charac-
teristics tend tc prevail chag gip the scales in oné direction or the other.
Teaching Funﬁtions. Competent teachers employing either of the strategies
described may exhibit teaching skiils unique to that strategy. Some skills\may
be unique to any of the four ma jor coutent divisions described earlier. How-
ever, it is more likely to be true i = both overlap and uniqueness will charac-
teriz; the skills defined and dis;us9a in-this section.

For each of th; four qugx/divis?nns of oral ianguage, reading and litera-
ture, composition and languagé study the teaching functions have been categorizéd
under four major headings. Discussion will center around those functions con-
cerned with the selécéion and identification of goals and objectives;-the
activities involved in planning for inmstruction; the instructional tasks required .
of teachers; and the diagnosis and evaluation tasks engagéd in by teachers.

Oral Reading and
_Language Composition Iiterature  lenguage Study

———

Selects goals and
objectives

Plans for instruction

Instructs studentr

Diagnoses, evaluates .
student or teacher
behavior
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Conceptually,. the materials-contained in this document have been designed
with 8 long range English language arts curriculum in mind. whiie the content
of the paper deals with kindergarten or first grade through eighth grade, an
extension beyond these levels is.reasoneble.

The long range view of the language art curriculum encourages an appropri-

" ate balance at every level of the school program. Rather than considering a

nine or ten month 'piece" of the educational operation, the long range view

supports the development of pupil competencies in the total language study.

°

Thus, while one of the major divisions may receive greater attention during a -

given time in the pupils' program, and while one or more of the teaching

functions may be more critical at a given time, all functions and all divisions

constitute the rightful concern of the elementary teacher.

’Ihis view of the curriculuqrdoep.place greater composite responsibility
on teachers but students going through the educational experiences are less
likely to view the isolated segments of language study as void of the adhesive-
ness required to meet the goals of a total English language arts program.

Precursory Skills and Concééts. In the context of teaching strategies and of

 teaching functions the competent teacher must know the content to be taught.

In most teacher education programs these skills and concepts would be the pri-
mary responsibility of the departments of English, Speech, Linguistics, and so
on. Skills of literary analysis, literary criticism, and a knowledge of
litera}y history may be prerequisite to successful literature instruction.
These skills and concepts are undoubtedly an essential part of preparing teachers
but ﬁo attempt will be made to discuss them at length in this chapter.

A second order of prerequisites for instruction tend to be more individ-
ually oriented. This category focuses attention on the attitudes, interests

and behaviors of individual teachers. There is a strong belief on.the part of



this writer that successfwrl teachers of reading and literature wust engage in
reading activities as a part of their persomal behavior. That composition

instruction does not meet expected standards has been associated with the fact .

that few elementary teachers actually engage in writing activities.'

*

The teachers'_atticudes toward and interests in the subject are;s he or
she is respoﬁsible for teaching are assumed to be essential ingredients.in a
quality instructional program. While these attitudéb and interests are reférred
to at various stages in the remainder of th{s chapter they will not be given
mmajor attention. The concerns of this writer focus primarily upon specific
pedagogical skills required as minimal competencies for elementary teachers.
In the final analysis the succegsful implementation of any Eﬁglish language
arts curriculum depends upon a composite of skills emﬁloyed by the teacher.
Organization Described. The remainder of this presen;gfion‘has been divi&ed
into twéfportions. Part two will describe and d;scuss tﬁe teaching strategies
as théy'apply to the four major divisions. Part three, the ﬁost extensive
section, will identify, descrit 4 discusq specific teaching competencies
for each component and will s.ggest procedures for assessing those competencies.
In this section will appear discugsions of the prerequisite skills,.attitudes
and iﬁterests. 2
To undertake the tasks outlined is in itself presumptuous to say the least.
1£, however, these materials elicit dialog,*provide a tentative sérvice to

developers and serve as hypotheses to be tested, the efforts will have been

worthwhile.

The Strategy Continuum

English language atts programs do not fit into neat categories. Differ-
ences among programs frequently lie ip the extent to which particular skills

and concepts are stressed, in the administrative arrangements emp loyed,
b

6




(open classroom, non-graded, etc.) or in the manner in which teachers approach

théir instructional tasks. Wkile iy may be appropriate for some curricular

areas to use the idea of a model for discussing instructional approaches, no

" such quasi-scientific term applies to the English language arts. The ideas
and techniques that constitute the English-language arté require more adapt-
able categories'%nd descriptors; For purpoées of this discussion the terms

deductive and inductive strategies will be'used.

.

Teachers ‘employing a deductive strategy tend to placé considerable
/! .

emphasis on the selectic 4 organization of the content as prescribed by

N

the paitiéhlar textbook selected for use. The content serves as the founda-

- tion of the program. Teachers build from year to year on the content ''covered"

the previous year. A child is expected to complete.his first grade readers
B in the fifst grade, his second grade readers in the second grade, and so so.

Skills -are taught and paced acqprdipé—ié“Q prescribed curriculum and

: I
schedule. A variety of techniques are employed to aid the student in his

. progieés‘through the curriculum, Grouping practices of different types are

L, ¢

" employed, auxiliary personnel may serve as tutors.or rem?dial specialists,

-

. Or summer Programs may be used to help students "catch up". _

Since each of the content areas has its speciai set of materials and thus
its special sequenée and content, the program tends to be fragmented. Students
'study the varipus subject areas separately. Spelling, handwriting, reading
a&ﬁ writing each has its special time in the daily ‘program énd.each has its

separate place on the report card.
Y

By virtue of the fact that much of the content to be taught has been se-

LI

lected prior to the entrance of the student into the school program and the

-
’0

fact that most of the specific skills have been identified in’ the content

gselected, the teacher has fewer unknowns to be concerned with.

.
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The reading habits, skills of social. interaction and the 5ariety and, quality
1

of the language expershnces of the teachers are importanu\and do aid i. supple-

. menting the instructional_sequence, however, they are less essential than in

) \ ..
course. ) . . ,

programs directed.by teachers employing an inductive strategy.
Student interests, knowledge and experiences may serve as support for the

deeigned program. To_the extent that they can supplement the prescribed course

of study, student interests may be used. Theseginterests, however, weuld not
determine -the selection of instructional content. ’ N .
Transition from one level of instruction to the next tends to be based upon

~

meeting established standards. ‘The time of traasition is established in advance
\

‘by the preplanned length of a unit of study, or tjje predetermined length of a

’ ’
Teachers employing an inductive strategy begin with a knowledge of the -

students and of the languagk each student brings with him. The variety and
quality of expefiences enjoyed by the student prior to entering échoolfprovides
the basis for an instructional program., from the 'first year of'school teachers
build on the vocabulary and on the expe;;ences of the previous- year. Fiﬁce the
size of vocabulary and the range of exberiences will vary greatly among each
group of students, tha concept of indiy}dual differences gqverns‘numerous cur-
riculum and instructional decisions. |
Teachera aceepting an inductive strategy vary in the .emphasis they place

on controlling language experiences. Some may assume that the process of self-
ihduction that guided pre-school language learning will continue in school.
Others carefully select and group the experiences 1n an effort to lead students
1)

to rules and generalizations inductiVely.

Vocabulary enrichment, concepts and cegnitive processes used by students

'"{n oral communication are utilized to their meximum in composition, reading and

L4
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lsnguage study. Thus, new vocabulary would be'gsined as part of the communi-

cation process, phonics generalizations would serve as spelling aids as well -

1

as means for decoding writtén words, and the mechanics of writing would be
’ . )

- taught so as to serve as aids to comprehension. Students are encouraged to

*

assimilate and use skills at a psce appropriate for them as individusls. This
suggests that the range of differences present when six year olds enter school
will increase as the students progress through the elemeéntary grades.

The concept of the "human use of lsnguage" plays an increasingly important

* : .
role in the instructional plans of the inductive teacher. The need to communi-

. ’ .
cate dictates an emphasis on the meaning and clarity of messages to the listener

and to the readers. Since the function of language is to communicate, ''correct-

ness" and "incorrectness' become relative terms.
Studend interests,tknowledge and experiences become vital resources in the
classroom. The teacher'is primary responsibility would be to extend and/or re-

fine those interests. Individual students are both allowed and encouraged to

>

i [\
engage in self-selecting and self-regulating behs;iors. Literature programs

place gréat emphasis on seeking, self-selecting and self-pacing behaviors of
students.

Social interaction is a critical element in thése clgssrooms. The room
extends beyond the walls of the school and a;variety of types of individuals
engage in selected segments of the teaching process.

Transition from one level of instruction to the next is a function of

¢

matoration, social interaction and physical development. This concept may fre-

quently be fqund as a theoretical base for non-graded elementary programs and

-

-

for some open clasSroop arrangements.

-

« - Few, if any, pure programs of the type described exist. However, given \

- s

a description of characteristics peculiar to two significantly different instruc-

t-1]

tional strategies it now remains to identify, describe snd_dipcuss the specific R

~ 9
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teaching competencies required for' each.

[

. - Teaching Competencies
: - [ »

.

\ dentifying and describing specific teaching competencies is’at best a

hazardous and subjective underteking. During the past seventy five years those )

- - persons engaged in the business of preparing prospective teachers and experi- ’—? )

- enced teachers for the myriad of responsibilities that "face themﬁazve developed
strong feelings about the nature of the competencies necessary. Many if not-

¢ most of those feelings have never been subjected to rigorous testing under con-

" trolled conditions. Thus any attempt to provide a list of minimum essential

compehencies runs the risk of pitting the writer's prejudices against those of

s '

the reader. Lo T . ..
i - . .
~Out of genuine concern for inicluding as many tentative skills as possible

° . -

and perhaps out of fear of alienating a segment of the reading population,

1

vriters of natgrials on the topic of teaching competencies have tended to be
.exhsustingiy thorough. Such thoroughness is essential i1f we arefto'clearly
define the total teaching'euperience. These long lists serve a much needed -
function for teacher educators and.for those who seek to further'professional
-knowledge through\research.

The materials,presented in this publication have been prepared in an effort
to identify a list of minimum competencies as a guide for developers of teacher
training materials. That additional competencies may improve the quality of
teaching can not be denied. ?net-acceptable standards . of instruction can ob-
tain without the use of the/identified competencies appears to-:;is writer to .
be highly unlikely. :

Basic to the materials wnich follow is the assumption that, in the final
analysis, what students learn is the central criterion against which to judge

- any instructional program, Whatever the teacher does or says is without

10
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consequence unleas worthwhile changes in the learners follow.. Thud, any analy-

sis of teaching skills must carry with it directions for assessing the impact

. on -students. Some of the assessment techniques are crude and need refinement.

‘Taken separately, none of them may be of siguificapt value. A composite of

technigues suggested should allow the us¢r to make both quantitative and quali-

— .

tative judgments about the teacher's effectiveness.

. Competencies for Oral Language Instruction. Discussion of the oral language

L4

segment of English language arts programs has been.selected as a first priority

area not only because of its«vital role in language inatruction but also for °

.:\ 'its sigwificance in the total in-school and out-of-school experiencea of learners.
F

K,

e o

For thgugindergarten-primary teacher mest instruction must rely heavily on

. the spoken worﬂ. Research evidence emphasizes the fact thet stud nta who ‘possgss

g
the most adequate oral vocabulary tend to be the best achiéving students as

measured bv academic tests and by school grades. Because of the verbal nature

of most classroom activities, ability to use language is essential to-student

/succ e€ns.

All teachers involved in oral language instruction must possess certain pre-

; ' Vo :
cursory skills and concepts related to oral communication. While these skills

“and concepts are essential now, current emphasis on oral communication created

A 4 . . .
by the technological explasion in mass communication suggests that an even

- greater need will be recognized over the next fifty or more years.

L 4

The initial set of skills relate to the use of the teacher's voice. To -
effectively control the volume, pitth\and rate er speaking and feading increases
instructional etfectiveness. One theory of language learning places great
stress on the teacher as a model for students to emulate. Secondary Englizh
programs may be more likely to emphasize_the imitative concept\as characterized

.!%
by the teacher who supports the idea of classical speaking and writing. For

11




them and for all teachers, effective v-ice use becomes a particularly important
‘part of instrﬁction.

. All language arts teachers but especially teachers employing a more induc-
tive approach must be fam{liar with the range of methods and materials of
modern mass communication. OUne respoﬁsibility of all teachers includes the
transmission of knowledge. The content of public communication constitutes
an.essential and growing part of the knowledge generated during this period

of higtgry. Thus, knowlege of radio, film, t.v., records, tapes, video tape,
felephone and the computer constitutes an essential portion of ‘the English

- language arts teacher's background.

Further, the attitude of teachers toward all public communications affects
the instructional program. An dpen attitude that allows for sampling, examin-
'ing, analyzing and conscious agsessing of modern mass communication forms the
£oundati§n for oral language instruction;

Teachers are more likely to gain knowledge and skills required if they
participate in public communication activities, Th}s participation may be
formal, as in involvement in community radio or g.v. presentations. It may
be an informal relationship as in preparing audio tapes or video tapes for in-
class or personal use. By either standard active participation appears to be
essential.

Other important préreguisites for teachers of oral language include a
large useable 6§81 voc?ﬁulary, a knowledge of the history of the English lan-
guage and a knowledge of one or more theories of language learning. While
the extent of knowledge reyuired in these areas may differ for teachers at
various grade levels, no gréde level is eligible for complete omission,

A competent teacher should be familiar with the concepts dealing with

learning and student development as they relate to language learning. The

12
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abiL;gszo relate the theories as described in the literature to the students
present in the classroom is a critical step in thewteaching-leerning process.
Knowing where a\child is in relation to the expected level of achievem;ht
results in more meaningful instruction.

Prior to the time students enter the classroom teachers must attend to
a variety of tasks. ‘Included among tiose tasks is the selecting and designing
of instructional goals and objectives. While the nature of the objeﬁkives
seiected or designed may vary between the deductive and inductive teachers,
the process of selecting and designing objectives would be common to both
groups. Competencies selected to fulfill the minimum_requiremen§§ in this
category are of two types: those concerned with gathering information to help
in determining the goals, and those that deal épecifically with goal selection .
and construction. |

Clasgroom tca;hers should be able to:

1.11 Identify various speech .patterms of the community.

1.12 Assess community expectations as reflected in school
policies and school curriculum guides. :

1.13 Select defensible overall instructional objectives.
1.14 Generate defensible overall instructional objectives.

1.15 Sequence the objectives,.

A 1
SKILL: IMENTIFLES VARIOUS SPEECH PATTERNS OF THE COMMUNITY

indicators

4

college classroom microteaching or
or learning lab actual C}assroom

Given tapes of selected speech . — '"Givéﬂuan opportunity to visit with groups
patterns: = . - ' of students and adults in the community:

--identify the major vocabulary, --identify the major vocabulary,
syntactic pronunciation patterns syntactic and pronunciation patterns

13



This skill can be tested in
any setting in which the
patterns have been assessed

‘by experts from that area

and their results are used
as a key for checking student
assessments.

Studeng identification should
take into consideration:

h ¥ 4

--size and variety of the
oral vocabulary

--speech sounds patterned
within words

-=-the way in which words
are patterned or put

together to make phrases,
clauses and/or sentences

SKILL: ASSESSES COMMUNITY EXPECTATIONS AS REFLECTED IN SCHOOL POLICIES AND

SCHOOL CURRICULUM GUIDES

indicators

college classroom
or learning lab

Given curriqulum guides for a
school and written school policies:

--lists the critical factors
to be taken into account in
preparing and/or selecting
instructional objectives

This skill can be tested by com-
paring a list prepared by students
against a 'list prepared by college
classroom teachers and school
administrators.

Student responses should take into
consideration:

--information on grading and
reporting procedures and policies

--information on instructional
scope and sequence

14 .

microteaching or
actual classroom

Given an opportunity to visit with school
principals and other administrators and
given an opportunity to read curriculum
guides and school policies:

.\

--lists the critical areas and
factors to be taken ingo account
when preparing thf\iigtructional

objectives _ "



~-information on uses of
various standardized tests

SKILL: SELECTS DEFENSIBLE OVERALL INSTRUCTIONAL OBJECTIVES

indicators ;

college classroom
or learning lab

Given goals and objectives pre-
pared by others, such as pro-
fessional groups, curriculum
guides, etc., select goals and
objectives appropriate for given
elementary program. Selection
should:

--take into consideration
student characteristics
identified through oral
language assessment

--take into account school
objectives as stated in
curriculum guides as in
school policy

--relationship of oral
language skills to other
areas of the language arts

The general skill can be tested
in a situation in which the
teacher is provided with a range
of goals and objectives from
which to choose. This would
probably work best as the culmi-
nation potion of an assignment
dealing with an instructional
problem in oral lapguage teaching.

microteaching or
actual classroom

.Given information from a real school
.situation and given opportunity to

" weigh prepared objectives against
school policies and school curriculum
guides, selects defensible overall
instructional objectives. Selection
should:

-~-same as at left

SKILL: GENERATES DEFENSIBLE OVERALL INSTRUCTIONAL ¢BJECTIVES i

- i

indicators

. college c'lassroom
or learning lab

Given information about the
language patterns in a commu-
nity and information about the

15

microteaching or
/ actual classroom

--same as at left i



schools expectations:

--prepare a set of goals
and objectives for teaching
lessons in oral language

Criteria for assessing this

"skill are the same as the
ones listed above.

-+ " SKILL: SEQUENCES OBJECTIVES

indicators
college classroom microteaching or
or learning lab actual classroom
R Given a set of oral language --same as at left

objectives for an overall program
in language development:

--sequences the objectives
in a meaningful and realistic
manner

Assegsment criteria should include:

-=-recognition of language
acquisition information

--relationship of skill to
other instructional goals
at elementary level, (i.e.,
reading instruction and
writing instruction,)

--knowledge of factors that
influence language growth

Plans for Ing;guction. Competencies appropriate for this second of four main

functions fall into two.groups. The first group includes the planhing for

teaching and consists of four specific tasks. While each of the tasks is

necessary for quality instruction they will assume greater or lesser prominence
depending upon the strategy employed by the teacher. The teacher using primarily
the deductive approach may devote a minimum amount of time to identifying the \\

N\
ayailable community resources to be used in the instructional program. These
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cesources may be a more integral part of the program directed by the teacher
who employs the inductive strategy.

Methods of planning for individual differenceé will differ markedlf for
these two teachers. The type and variety of instructional equf%ment deemed
necessary to meet the objectives and indeed, the objectives themselves, will
be different. However, the fact that the extent of emphasis varies with the
teaching pattern employgh does not negate the need for attending to these
competencies,

Classroom -teachers should be able to:

,1.21 Prepare and select a range of instructional activities.
1.22 Identify community resources appro;riate for use in meeting

instructional objectives.

1.23 Prepare and select appropriate instructional equipment and
materials needed to meet the long range goals.

1.264 Match activities and materials with specifically identified-
cognitive and affective goals.

SKILL: PREPARES AND SELECTS A RANGE OF INSTRUCTIONAL ACTIVITIES

indicators
college classroom microteaching or
or learning lab - actual classroom
Given a list of instructional --same as at left

objectives and access to textbooks,
activity books and curciculum
materials:

--prepares and selects a
range of instructional
activities

Assessment criteria should teke
into account:

--appropriateness of activity

for both objective and age of
student

17
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--vocabulary development,

syntactic development and
phonic development in the
range of activities

-

SKILL: IDENTIFIES COMMUNITY RESOURCES APPROPRIATE FOR USE IN MEETING
" INSTRUCTIONAL OBJECTIVES

indicators
college classroom microteaching or
or learning lab . actual classroom
Given a set of instructional . Given a set of instructional objectives
objectives and a visual (film or and a visit to the community, identifies
slide) description of a community: the resources appropriate for meeting

instructional objectives.
--identifies the resources '

appropriate for meeting ‘ Assessment criteria as at left.
instructional objectives '

Assessment criteria should
include:

--appropriateness.of resource
to age of students

--accessibility of resource

--consistency of the resource
with instructional objectives

--efficient use of the resource
This assessment can be made by
rating the list prepared by the
teacher against a list prepared
by an expert in the area.

The second group of competencies relate to the preparation of the classroom
environment. The'physicalﬁrequirements for effective instruction will obviously
differ for students at diffﬁrent age levels, and according to the nature of the
instructional program. Knoﬁledge of ipstructional objectives and of the nature

and variety of anticipated activities should assist the teacher in interpreting

the competencies listed below, Further, these same competencies app'ly to

18



instruction in other segments of the Englisb language arts proéram and. thus,
will not be discussed again, It is necessary to consider some management skills.
in the oral language portion of thé program as there are numerous opportunities
for different types of student aqti;ities and equipment. Without specific
instruction for teachers there is a strong likelihood that the oral language
program will become a silent activity. |
Classroom teachers should be able to:
\v1.25 Establish learning centers which accommodate daily activities.

1.26 Develop.systems for keeping records of pupil progress.

1.27 Arrange instructional equipment for most efficient use.

SKILL: ESTABLISHES LEARNING CENTERS WHICH ACCOMMODATE DAILY ACTIVITIES

indicators
college classroom microteaching or
or learning lab actual classroom
Given a list of objectives and a Given a real or simulated classroom,
description of the instructional a list of activities and the instructional
equipment to be used: ~ equipment needed for instruction:
--illustrates or describes a --arranges the room into learning
group of learning centers to centers appropriate for the goals,
accommodate the activities objectives and activities earlier
. prepared under an earlier prepared

skill exercise
Assessment criteria as at left.
Criteria fos¢assessment include:

-=location that will allow

students to talk outloud )

without disturbing other N
students

/--easy accessibility for Co
younger students

--centers to take into con-
sideration the wide variation

of oral activities (i.e.,

puppets, listening to records,
pantomime, listening to stories,
two and three people conversations)

19




Assessment can be made by a
skilled teacher looking at
the illustrations and/or
descriptions. A set of
slides “taken in schools with
good learning centers might
also serve as a criterion
measure. ! ‘

v

'SKILL: DEVELOPS A SYSTEM FOR KEEPING RECORDS OF STYDENT PROGRESS

-

college classroom
or _learning lab

Given academic and demographic
data on several students and.
given tapes of oral language
of those students:

--develops a system for
recording oral language
progress

Criteria for assessment should
include:

--recognition of techniques
for assessing oral language
skills, (i.e., vocabulary
growth, syntactical growth,
and phonic improvement)

--techniques for collecting
oral language samples to use
for analysis

This skill can be assessed by
comparing the teacher product
with the plans suggested in
authoritative studies on oral
language development

indicators

/

microteaching or
actual classroom

Given a group of elementary students
and the objectiyes for the oral
language progr{ﬁ?

--organizes a system for rgcording
oral language progress

Assessment criteria as at left.

SKILL: ARRANGES INSTRUCTIONAL EQUIPMENT FOR MOST EFFICIENT USE

college classroom
or learning lab

"‘Given a list pf goals and
objectives for\ a specific grade
level and given“a list of

indicators

microteaching or
actual classroom

Given a collection of equipment and
the instructional goals for a given
grade level:

-y
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equipment to be used in the ! =-arranges the equipment for
instructional program: . ‘ instruction -
--arranges equipﬁént for Self assessment could be made as the
most efficient use. teacher uses the equipment in an
o instructional program.
Criteria for assessment,should
include:

~=consideration of the

location so as to be easily

accessible relative to

student age and class sjize-

--consideration of the lo- .

cation of electrical outlets

in the classroom

--consideration of the proximity

of students to equipment being

used
Instruction. The instruction Ffunction includes competencies related to motivating
students as well as to instructing them.. Extremes in employing concepts of
motivation range from belief in self-motivation to a belief in motivation through
fear. As perceived in this presentation, motivation consists of more than a
series of isolated teacher activities that frequently appear on lesson plans.

‘ 4
Rather it is a method of operating in the classroom so as to constantly stimulate’
and sustain activity. The isolated activity concept has resulted in students
who l€arn how to read, but seldom read; who learn how to ‘'speak but seldom speak
before a group; and students who learn how.to write but seldom do so.
An assumption in this presentation is that since mot?vational properties of

incentives are acquired, they vary greatly from student to student and from
situation to situation. Among the incentives which affect student lecrming

must be included the physical conditions of the room as well as other faciors

previousiy listed in the earlier portions of this discussion.
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Three minimum motivational competencies seem necessary.
Classroom teachers should be g#le to:

1.31. Identifz motivational strategies approprxate for individuals
' " in the class.

1.32 ldentify and provide reinfonéement for desired student behaviors.

1

1.33 Use praise and constructive criticism effectively.

O

1.34 Assist learners in determining appropriate directions and
activities to achieve learning objectives.

SKILL: IDENTIFIES MOTIVATIONAL STRATEGIES APPROPRIATE FOR INDIVIDUALS

IN THE CLASS
indicators T
- college classroom microteaching or
' or learning lab actual classroom
This skill can best be taught ' Given a group of students and a list
in a classroom or in a micro- of suggested motivatignal strategies,
teaching situation. identify specific s;ﬁ%tegies appropri-
' -ate for specific stydents: -

--consistent with theory of
motivation

--consistent with objectives
of the course

--consistent with personal

. interests and attitudes of
students

SKILL: 1DENTIFIES AND PROVIDES REINFORCEMENT FOR DESIRED STUDENT BEHAVIORS

indicators
college classroom microteaching or
or learning lab ' actual classroom
This skill can beat be assessed Given a group of Students and identified
in an actual classroom or in a student behavioral outcomes (i.e., oral
microteaching situation. lapguage behavior):

-=-reinforces desired behaviors
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The criteria should include:
--chénges in pronunciation,

. ) vocabulary growth and sentence
. structures

SKILL: USES PRAISE AND CONSTRUCTIVE CRITICISM EFFECTIVELY

indicators
college classroom _ microteaching or
or_learning lab : actual classroom
This skill can best be assessed Given a group of students in an
in an actual classroom or in a instructional situation:

microteaching situation.

--uses constructive criticism
and praise effectively

Criteria for assessment should include
consideration of t.e objectives, of
instruction and the motivational strategy
appropriate for students.

SKILL: ASSISTS LEARNERS IN DETERMINING APPROPRIATE DIRECTIONS AND
" ACTIVITIES TO ACHIEVE LEARNING OBJECTIVES

" indicators
college classroom ' microteaching or
or learning lab _ actual classroom
This skill can best be assessed Given a group of students:
in a microteaching situation or
in an actual classroom. --assist in determining the activities

necessary to achieve learning objectives
Criteria for assessment should include:

--consideration of relationship

between objective and learning

activities

--explanation of the leafning
objectives

--consideration of the source of
objectives
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Seven specific instructional competencies are listed for the oral language - -

segment of the English language arts program.
o

* Classroom teachers should be able to:

1.35 Select and prepare instruments and practices for assessing
students' entry language behavior. :

1.36 ldentify differences between the speech patterns used in the
classroom and those expected at the developmental level
tepresented by the students.’

1,37 Use informatiom gained in 1.35 and 1.36 to select and prepare
specific instructional objectives for individual learners.

-

1.38 In light of his/her knowledge of theories of language acquisition,
’ , select and/or design appropriate instructional strategies for
. meeting objectives.

. .

‘ 1.39 Adjust instructional techniques and materials i light of student progress,

SKILL: SELECTS AND PREPARES INSTRUMENIS AND PRACTICES FOR ASSESSING STUDENTS'
ENTRY LANGUAGE BEHAVIOR -
indicators \7//
college classroom . _ microteaching or
or learning lab actual classroom
Given an audio tape of student(s) The same criteria and procedures can
and access to an instructional be used here with the addition of
materials lab, student will: real students rather than tapes of

students.
--identify and use instruments

and practices useful in describ-
ing syntactic, lexical and phonic
strengths and weaknesses of stu-
dents

Criteria should {nclude consideration
of: :

--ability to distinguish
between the three major
oral language concerns

--ability to identify
strengths and weaknesses

--ability to use appropri-

iate instrument for the task
described
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The preceding skills can be
compared witn the ratings
of skilled teachers.

SKILL: IDENTIFIES DIFFERENCES BETWEEN SPEECH PATTERNS USED IN TRE CLASSROOM
AND THOSE EXPECTED AT THE DEVELOPMENTAL LEVEL OF THE STUDENTS

¢

A

college classroom
or learning lab

Given a tape of students from
various age groups, have students
rate the tapes from youngest
speaker to oldest speaker.

Criteria shguld take into account:

‘==accuracy with which
student can make identifi-
cation

--criteria student'usés
for making his judgments,
(vocabulary, etc.)

Given tapes of students all
" from the same grade level:

--identify the nature of
speech deviations from the
expected developmental level

These skills can be rated by a
skilled teacher or group of

- teachers who establish the
‘guides.

-

indicators

- microteaching or
actual classroom
L

The same criteria and procedures

o can be used here with the addition

of real students rather than tapes
of students.

SKILL: USES INFORMATION GAINED IN PREVIOUS SKILLS AND IDENTIFIES AND/OR
PREPARES SPECIFIC INSTRUCTIONAL OBJECTIVES FOR INDIVIDUAL LEARNER

indicators

college"classroom
or learning lab

Given knowledge of a specific
student's speech pattern and

the expected speech behavior

at that level:

--prepares an instructional
objective for that learner

25

mieroteaching or
actual classvanm

The skill can be included in the
regular classroom; the teacher can
be observed in his/her attempts to
select. specific objectives for a
given student.



Criteria should include
attention to:

--relationship between the
objective and the nature of
speech weakness noted ‘

--relationship of the objec-

tive and the developmental
level of the student

SKILL: ADJUSTS INSTRUCTIONAL TECHNIQUES AND MATERIALS IN LIGHT OF STUDENT

PROGRESS
indiéators
college classroom microteaching or
or learning lab actual classroom
This skill can best be taught Given a group of students in oral
and assessed in an actual language instruction:
classroom.

--adjusts the instructional
materials and techniques used

--uses students' progress to
determine type of change required

--uses stated objectives in
making the decision

Diagnoses and evaluates studeni behavior. As the distinction between diagnosis

and evaluation is sometimes confused, a briv . discussion of the two concepts
appears to be in order. Diagnosis as used in tbis discussion refers to the
process of studying symptoms and of trying to determine the cause or causes of
learning problems in order to adjust instr;ction. Thus, the decisions to be
made and the data gathered for making those decisions tend to focus on individ-
ual learners and on causes of learner problems.

Evaluation is concerned with measuring changes resulting from instruction.

To measure growth or change, both groups and individual data may be necessary.

C
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Base-line data from which to assess change is required, Most frequently both
teacher-made and standardized tests are used as the basis for assessing growth.
The three competencies identified consider both diagnosis and evaluation.

Classroom teachers should be able to:

l1.41 1ldentify and/or prepare appropriate *echniques for assessing growth
in oral language skills.

L4

1.42 1ldentify and/or prepare instruments for diagnosing lexical, syntactic
and phonic difficulties.

1.43 Administer and score diagnostir instruments and interpret the data
from those Lnstruments. v

g

SKILL: 1DEKTIFIES AND PREPARES APPROPRIATE TECHNIQUES FOR ASSESSING GROWTH
IN ORAL LANGUAGE

indicators
college classroom , microteaching or
or learning lab actual classroom
Given a series of audio tapes : - =-same as at left

of oral language samples from

one student and a collection .
of tests and techniques to '
choose from:

--gelect those most appro-
priate {or assessiuy growth
in oral language.

Criteria should take into account:

--gpecific types of growth
to be measurer
\
The assessment ot this skill can
be conducted by an expert in
evaluation or in oral language.
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SKILL: IDENTIFIES AND/OR PREPARES INSTRUMENTS FOR DIAGNOSING ORAL LANGUAGE

DIFFICULTIES .
indicators B -
college classroom microteaching or -
. or learning lab actual classroom
Given access to test file and --same as at left

textLooks on testing, students
should be able to identify,

- and select published tests
suitable for diagnosing oral
language problems.

SKILL: ADMINISTERS, SCORES AND INTERPRETS YHE RESULTS OF INSTRUMENTS SELECTED
FOR IDENTIFYING ORAL LANGUAGE DIFFICULTIES :

indicators
college classroom ' microteaching or
or learning lab actual classroom
Given a student and a test, --same as at left

administer the test, score
and interpret the results.
Criteria should consider:

~--the type of test and
the skills to bc tested

--accuracy of administering
and scoring test

L3

--relationship of the inter- -
pretation to the type of
test and the objectives for
the program
These skills can be assessed by

one who is an expert in testing
or in oral language instruction,

Competencies for Language Instruction

Following upon a strong oral language program, elementary students need.
gsome scientific language information if they are to make effective use Jf that
language as a medium for sharing experiences. Not only does the information
aid in some of the performance skills, i. e., reading and writing, but more
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significantly it is necessary if one is to understand and therefore appreciate
non-standard language variations.

| 1f teachers afe to help students learn to use and value their language,
selected precursory skills are essential. While the extent to which a teacher
Qay be required to understand linguistic principles varies with the agé of
the students he or she teaches, effective instruction must be built upon a
knowledge of the history and geography of language. Furth;{ij;he teacher must
have a working knowledge of at least one system of language-analysis and its
accompanying vocabulary and cigg;pf§~:>

For the teacher of readng,*TTﬁguistic knowledge provides a source of
insights for solving various reading problems. Traditionally, reading method-
ology has concerned itself with the psychologicallproblems and wiﬁh visual
perception, it has not concerned itself with the language the ;tudent is trying
to perceive. Students begin to read and write from a base of their native
speech. Regardless of dialect, of vocabulary, 6f syntactic variation, that
speech is the base of operation. The move from oral to written language can
be made easier for students Yf the teacher undeistands the language and the
‘forces that have shaped the speech patCerns_of the community.

-Building on many competencies listed iﬁ-the oral language section a limited
number of new tagks have been identified. Thus, the tasks should be considered
as additional to the ones discussed in the previous section ;; this chapter.

It is left to the reader to make content specific adjustments for some compeien-
cies. For example, 1.21 in the Oral language section calls for the ability to
.identify community resources apprépriate for meeting instructional objectives.
Obviously the community resources appropriate for meeting instructional objec-
tives in language study are likely to be different. However, the ability to
identify community resources should be transferable from one content area go

another.
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Planning procedures, materials and learning environment. One competency

peculiar to the language study area has been added to those discuised in the
oral language section.

Classroom teachers should be able to:
2.20 Select and prepare appropriate instructional materials for teaching

specific language skills.

SKILL: SELECTS AND PREPARES APPROPRIATE INSTRUCTIONAL MATERIALS FOR TEACHING
SPECIFIC LANGUAGE SKILLS

indicators
college classroom microteaching or
or iearning lab actual classroom
Given a list of skills and a --game as at left

selgction of curriculum materials:

--selects and/or prepares
appropriate instructional
materials for teaching
those skills.

Evaluation criteria should take
}nto account:

--the instructional level of
tha materials and of the
students for whom materials
are intended

--the interest level of the
materials selected

Diagnoses, Evaluates Student Behavior. Two additional competencies dictated by

the unique nature of student expectations in spelling, grammar, and language
study programs, involve using instruments designed to assess achievement. The
importance of viewing these competencies in the context of the goals and objec-
tives of 8 school program can not be over emphasized. Not only the content and
techniques of instruction but also the evaluating instruments must be determined

by the objectives establighed.
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Classroom teachers should be able to:

2.41 ldentify and prepare appropriate techniques for assessing growth
in grammar, usage, and language study,

2.42 Interpret results irom teacher made and standardized achievement
tests in grammar, usage and language study.

SKILL: IDENTIFIES AND PREPARES APPROPRIATE TECHNIQUES FOR ASSESSING
GROWTH IN GRAMMAR, USAGE AND LANGUAGE STUDY

indicators
college classroom microteaching or
or learning lab actual classroom
Given instructional objectives and --gsame as at left

a selection of standardized instru-
ments: -

--gelects appropriate ones for
assessing specific objectives.

Criteria should consider:

-=relationship of items
to skill to be assessed

--relationship of instru-

ment to objectives

SKILL: INTERPRETS THE RESULTS FROM TEACHER-MADE AND STANDARDIZED ACHIEVEMENT
TESTS IN GRAMMAR, USAGE AND LANGUAGE STUDY

indicators
college classroom microteaching or
or learning lab actual classroom
Given a standardized or teachier- -=-game as at left

-~
N

made test:
--interprets the results
Criteria should consider:
-=-instructional decisions to
be made (i.e., approach to

instruction, material selection,
and go on)

31



Competencies for Reading and Literature

: ]
The reading portion of the elementary program often constjtutes the bulk

of the instructional effort. While literature has consistently been left out
or given very little teacher attention in the gast, this does not constitute
an atgument{for continuing that practice. The treatment of these two topics
together should also serve to emphasize the interrelationship between the two
areas.

A first brerequisite for elementary teachers includes familiarity with a
wide range of books available.for students, This would include books‘én various
topics and reading levels. Further, teachers should k;ow the literature of
literary criticism as well as the siills of that art. To suécessfully teach
literature, knowledge of literary history and literary appreciation is essential.
This knowledge should aid teachers in undcrsta#ding the theoretical principles
required to study literature as an art. |

Compecént elementary teachers must also demonstrate an interest in their
own reading activities, If students are to apply the reading skills taught to
them the teacher must be able to help them'transfer those skills to other
materials. The transfer can best be made by teachers guiding the interests of
students to the range of available books and related materials.

Unless one defines reading simply as the.recognition or identification of
the words represented by the printed symbols, it is evident that only a summation
of the skills listed in the four major content areas of the English language arts.
will result in a quality program. Undoubtedly the most difficult task in teacher
preparation programs is determining how to present the skills in & way that

stresses the interrelatedness of all of them.

‘r
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Selectin Instructional Goals and 0bjectives. In addition to the competencies
iéﬁZtified in the oral language program two addi;tonal competencies have been
added for the reading andiliterature segment,

Classroom teachers should be able to:

3.11 Describe the nature of the reading process,

3.12 Specify instructional goals for reading and literature instruction.

'SKILL: DESCRIBES THE NATURE. OF THE READING PROCESS
indicators

college classroom microteaching or
or_ learning lab actual classrecm

Given access to textbooks on --game as at left
teaching reading: .
-=describe orally or in

writing the nature or the

reading process

Criteria for assessment should
include consideration of:

-=-the interrelatedness of ‘}
oral language to reading

--the role of physical
maturity to reading success

-=-the range of approaches to
reading instructicn

SKILL: SPECIFIES INSTRUCTIONAL GOALS FOR READING AND LITERATURE INSTRUCTION

indicators .
college classroom - microteaching or
or learning lab actual classroom -
Given accese to materials for : This skill can be assessed by the same
reading instruction: procedures as in the other context as
well as by comparison with existing

--gelects instructional goals goals in a given school,

for students at various grade

levels

\
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Criterla for assessment should

--sequence of skills
--prerequisite skills
for instruction

--relationship of reading
skills to other language
- skills

Instruction. In addition to the skills discussed, teachers should be able to:

: ! .
2,31 Effectively read and tell stories and poems to students.

2.32 Select and/or prepare appropriate {nstructional materials for teaching
specific reading skills.

2.33 Select and/or prepare {nstructional materials for linguistically
differunt learners.

2.34 ldentify various skill sequences of materials commonly used in
reading instruction.

2.35 Identify or construct a variety of activities used in teaching
specific reading skills.

2.36 Design strategies for differentiating assignments and activities
within a classroom.

*  SKILL: EFFECTIVELY READ AND TELL STCRIES AND POEMS TO STUDENTS

indicators
college classroom ’ microteaching or .
or learning lab , actual classroom
Given a coliection of stories and Given a collection of stories and
poems, have students read them. poems, the teacher reads to class.
A Criteria for assessment should
include: The same criteria as at left should

apply.
-=voice control

--pronunciation and enunci-
ation skills

--ability to attend to marks '
of punctuation '

34




-~

SKILL: SELECTS AND/OR PREPARES APPROPRIATE INSTRUCTIONAL MATERIALS FOR
TEACHING SPECIFIC READING SKILL

iﬂdica:ors
college classroom . microteaching or
or learning lab actual classroom
7 Given a list of reading skills --same as at left
and a collection of instructional

materials:

--selects and/or prepares
materials for teaching each

skill
Criteria should include considera-
tion of: ‘
-=-level of instruction requiféd /

(i.e., introduction of skill,
remedial instruction and so omn)

SKILL: SELECTS AND/OR PREPARES INSTRUCTIONAL MATERIALS FOR LINGUISTICALLY
DIFFERENT LEARNERS

indicators
college classroom microteaching or
or learning lab _ actual classroom
Given a description of a Given a linguistically different
linguistically different " reader: )
reader: '
--selects materials appropriate
--gelects materials appro- for teaching selected reading
priate for teaching selected . skills
skills

Criteria should include:
--consideration of nature
of linguistic difference
(i.e., dialect, vocabulary,
syntax, and so on)

--developmental level of
the learner

--difficulty level of material

--interest level of material
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SKILL: IDENTIFIES VARIOUS SKILL SEQUENCES IN MATERIALS COMMONLY USED
IN READING INSTRUCTION a

-

indicators
‘college classroom microteaching or
or learning lab actual classroom
Given sets of reading texts: --game as at left

--jidentifies the variety
of skill sequences commonly
used

Criteria should consider:

o

- -euse of linguistié text books
' --use of basal readers

--use of phonics texts

SKILL: IDENTIFIES OR CONSTRUCTS A VARIETY OF ACTIVITIES USED IN TEACHING

SPECIFIC READING SKILLS

indicators
college classroom microteaching or
or learning lab actual classroom
Given a list of reading skills: --same as at left

-=-gelects or constructs a
variety of activities used
to teach those skills

Criteria should include:

--various approaches to
teaching the skill. (i.e.,
oral presentation, paper
and pencil activities and
so on)

v

SKILL: DESIGNS STRATEGIES FOR DIFFERENTIATING ASSIGNMENTS AND ACTIVITIES
WITHIN A CLASSROOM

indicators
college classroom microteaching or
or learning lab actual classroom
This skill can best be assessed Given a group of stu&énts with a

in an actual classroom.
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range of skill strengths and weak-
nesses:

--designs strategies for differenti-
ating assignments and activities

Criteria should include:
--grouping procedures

~=-individual assignments

(mrf":\.

--independent activities

—

Diagnoses, Evaluates Student Behavior. An integral part of reading and litera-

ture instruction involves the identification of specific reading problems.
That identification alluws for adjustments in instruction designedrto improve
student achievement.

Classroom teachers should be able to:

3.41 ldentify and prepare )pptopriate instruments and techniques for
assessing reading tfiterests of students.

3.42 Administer and score informal reading inventories.

3.43 Gather information concerning students from observation, formal
and informal testing.

3.44 Interpret information gathered for an evaluation of student progress.

SKILL: IDENTIFIES AND PREPARES APPROPRIATE~INSTRUHBNTS AND TECHNIQUES
FOR ASSESSING READING INTERESTS OF STUDENTS

indiéatorﬁ. ) ;

]

college classroom microteaching or
or learning lab actual classroom
Given a selection of instruments --same. as at left

and materials in a learning lab:
. ==selects or constructs an

instrument for assessing
pupil reading interests
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Criteria should include:
--individualized techniques
-=concern for levels of

student development

SKILL: ADMINISTERS AND SCORES INFORMAL READING INVENTORIES

indicators
college classroow microteachir~g or
or learning lab actual classroom
Given a completed test or Given a tesr and a =2tudent:
a student and a test to be . .
completed: --administers and scores test

-=agdministers and scores

test \

This skill should consider:

-=directions given in the
test manual

--developmental level of

the student

SKILL: GATHERS INFORMATION CONCERNING STUDENTS FROM OBSERVATIONS, FORMAL
AND INFORMAL TESTING

. indicators .
i ' college classroom | ) microteaching or
or learning lab actual classroom
This skill can best be tested Given a classroom of students and
in the other context. the task nf preparing = study of

particular students:

--gathers information using
observations and formal and
informal tests

Criteria should include:

--ugse of a variety of instruments

a .
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--appropriateness of technique
for developmental level of
students

--time involved in gathering
the information ’

SKILL: INTERPRETS INFORMATION GATHERED FOR AN EVALUATION OF STUDENT PROGRESS

indicators
college classroom microteaching or i
or learning lab actual classroom
Given a collection of data Given a group of students in a
qbout_student(s): classroom and given data from

_ skill discussed above:
--interprets that data "
for a student progress --interprets the data for a

-+ evaluation *  student .evaluation
Criteria éhould include: The same criteria and technique as at
left can be employed in assessing this
--baseline student data skill, :

-

-=goals of instruction
--gstudent capacity

--growth toward instructional
goals

Competencies for Composition Instruction

The fourth and final major nrea of the English language arts complex serves
as the area for the integration of all the other components. While a teacher or '
student may be learning about oral communication, language or literature, he or
she is actively engaged in the process of composing. To compose one must rely.
upon his knowledge and experiences with language, literature and communication
and use that knowledge to organize his or her ideas and to communicage them to
others. Thus, composition teachers must be more versatile and more knowledgeable

than teachers working with any one of the other three segments of tne program.
. ' 7N

[
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Precursory Skills, Knowledge and Concepts

Composition teachers must have the precursory skills identified for the
other areas along with knowledge vf the verbal art forms, i.e., ballads, lyric
poems, 2ssays, short stories and so on, Knowledge of the range of verbal art
forms must include considerable involvement in the composing process. Without
that involvement and without continued development of their own potential as'
verbally creative people, composition teachers must resort to. giving assign-
ments and passing judgment on the products of those assignments. No teachineg
occurs between the assigning and the judging.

Finally, the teacher must be able to iéentify strengihs and weaknesses in
verbal compositions if he or she is to provide instructiou for young writers.

Three specific and unique competencies have been identified to complete the

minimum requirements for instruction in the English language arts,

Instructio
Claséroom teachers should be able to:

4.31 Design an instructional unit in creative composing for a variety of
verbal art forms.

4,32 ldentify activities and experiences designed to encourage verbal
composing.

- 4.33 Design an instructional unit to teach specific mechanics of writing
____ e SkiIISQ

7/

e
SKILL: DESIGNS AN INSTRUCTIONAL UNIT IN CREATIVE COMPCSING FOR A VARIETY
OF VERBAL ART FORMS '

s

indicators
college classroom microteaching or
. or learning lab actual classroom
Given a verbal art form and a --game as at left

library of prose and poetry:

--designs an instructional
unit in creative composing
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Criteria for assessment should
include consideration of:

-=model of that art form
--appropriateness of the
art form for students of
selected developmental
levels

--nature of written product
expected \

-=-verbal and visual instruc-
tional materials

-=criteria for assessing the
art product
SKILL: IDENTIFIES ACTIVITIES AND EXPERIENCES DESIGNED TO ENCOURAGE VERBAL
COMPOSING

indicators

college classroom microteaching or
or_learning lab actual classroom

ol

Given access to instructional --same as at left
materials and the instructional
objective:

--identifies activities and B
experiences designed to en-
courage verbal composing v

Criteria should include:

--reference to concept of
motivation as discussed in
oral language instruction

--use of a variety of techniques
employing real and simulated
experiences

<R

--opportunities for written,
oral, and visual composing

This skill can be assessed by an
experienced teacher of composition.
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SKILL: DESIGNS AN INSTRUCTTONAL UNIT TO TEACH SPECIFIC MECHANICS OF
WRITING SKILLS

indicators
college classroom . microteaching or
or l:arning lab actual classroom
Given the developmental level --same as at left

of a group of students and
given specific skills:

--designs an instructional
unit to - teach the skills

Criteria for evaluation should
include:

--attention to the prerequisite
for the skill to be taught

--relationship. of the skill to
the composing process

--variety of stimulus materials
employed (i.e., visual, oral

and so on)

--opportunities to practice the
skill in a meaningful context

Diagnoses and Evaluates Student Behavior. Evaluating student writing and
identifying strengths and weaknesses in those writings have been difficult for
elementary teachers. The usual procedure has included an over-emphasis on
identifying only the mechanical problems. Because composing is a communication
procese an additional diménsion is required of competent teachers.

Classroom teachers should be able to:
4.41 ldentify strengths and weaknesses in student compositions.
4.42 Assess growth in composing.

4.43 Interpret student growth in reporting to students and to parents.
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SKILL: IDENTIFIES STENGTHS Ai:D WEAKNESSES IN STUDENT COMPOSITION

indicators

college classroom
or learning lab

Given a selection of student
compositions:

-~identifies strenéths and
weaknesses

Criteria shoulﬂlinclude:
--clarity of presentation
--gelectrion of vocabulary

--vatibtions in sentence
patterns

--relationship of product
to developmental level of
student

--appropriateness of genre
employed (i.e., prose,
poetry and so on)
--mechanical skills used,

{punctuation, spelling and
so on)

SKILL: ASSESSES BUPIL GROWTH IN COMPOSING
indicators

college classroom
or learning lab

Given a gseries of compositions
prepared by the same student:

--agsesses the growth or change
in his/her composing skills

43

microteaching or
actual classroom

--game as at left

microteaching or
actual classroom

--game as at left

\



Criteria should include attention
to:

-=change in quality of idea
presented

-=change in vocabulary selection

-=change in sentence length and
complexity

--change in use of mechanics of
writing

--vafiety of genre used in
composing

Conclusion

The tasks of an elementary teacher of the English language arts are broad
and complex. The skills identified and described ccnstitute a minimum list for
preparing competent teachers. Considerable work needs to be doue in establishing
a priority for the skills listed and for testing teacher competence against
student growth. The preparation of these materials has again emphasized the

need for more indepth study to improve teacher preparation programs.



CHAPTER 6

SOCIAL STUDIES TEACHING SKILLS

Lee H. Ehman and Ronald L, Van Sickle

e

Introduction and Rationale

Professional education for social studies teachers must have goals and
objectives. What are these ends? What are alternative means by which they
might be accompiished and evaluated? These questions seem basic for social
studies teacher education. We hope to suggest tentative answers to the gggg
and evaluation questions.

The National Council for the Social Studies (NCSS) has provided general
statements which bear on these questions., Standards for Social Studies
Teachers, a 1971 Position Statement of NCSS, contains prescriptions, for the
goals and means of social studies teacher education. Earlier, very broad
"Guidelines for the Preparation of Social Studies Teachers' were published in
the October, 1967 issue of Socisl Education.

The present document aims to suggest answers to the questions in a more
specific fashion than has been the case before. Instead of referring to courses
and credit hours to be taken, specific trainable teaching skills, as well as
the settings and criteria for evaluating such skills, will be suggested,

In addition to specificity, another difference between this and other such
statements lies in the presentation of several different teaching app;oaches or
strategies. Most specifications of teaching skills are related to either a
single teaching approach, or no specifiable approach at all. We have organized

this document around the hypothesis that different teaching approaches imply



somewhat diiferent, although partially overlapping, sets of skills. Therefare,

we list separate sets of skills for each of the fpur approaches which we have

identified as basic to the social studies field. In this way we have tried to

avoid the highly questionable assumption, taken by some teacher education pro-
:

grams, that there is only one approach, or no approach at all, to teaching

social studies.

This document, then, is aimed partly at teacher educators. In the growing
field of teacher training materials dgvelopmgnt, an ordering of needs in the
field is necessary for intelligent selection of materials to be developed.
Finally, researchers of teacher performance, too, may find this array of state-~
meﬁts useful in ordering their inquiries.

The document is organized into three sections. First, the theoretical
framework within which teaching skills will be cast is explained. Descriptions
and examples of both dimensions of this framework--teaching functions and
approaches--are given, and the categories for each dimension are developed and
compared. Second, the teaching skills, together with suggested evaluation cri-
teria, procedures, and settings are listed within each of the four approaches.
Skills that are the same for all approaches are set forth in a separate common
skills section. Third,-a section on prerequisite conceptual understanding,
knowledge, and experience will briefly describe important teacher characteris-
tics which fall outside the general description of skills.

This attempt at listing social studies teaching skills is designed to set
forth a set of basic skills neceasafy for effective teaching performance in

" elementary and secondary scﬁ2$1 levels. But it is obvious that neither a defin-
itive nor an unchanging list will ever be possible. We have tried to capture

the field as completely as possible in our conceptual net, defining enough skills

so as to give broad coverage, yet few enough so as to avoid overwhelming the
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intended reader with thousands of discrete skill statements. We hope that
the users of this document will offer criticisms and suggestions which might

be used to improve it.

Theoretical Framework

The statement of teaching skills, to be useful, hust be ordered withiﬁ?

some sort of framework. The framework used here contains two dimensions. The

first dimension is that of teaching functions. Figure 1. depicts this dimggfion

as including four categories; setting goals and objectives, planning, instrué%tpn,

and evaluation. Each of these has subcategories. The second dimension involves

teaching approaches, which répresent different overall goals and strategies for

teaching social studies. " Four categories on this dimension are shown in Figure 1,

and include exposition, structured inquiry, unstructured inquiry, and social
participation instruction.

The two-dimensional matrix formed in Figure l. has cells that suggest some-
what different sets of skills for a particular teaching function category acéoss
instructional approaches. For example, classroom instruction involves different

skills for an expository approach as compared to an unstructured inquiry approach.

!

——

However, some skills are common to all approaches, and comprise a subgset of A

general skills in teaching social studies.

- Other dimensions could be added to the simple framework presented in
Figure 1. For instance, schooling levels (primary, upper elementary, middle
school, high school, or develspmental levels,) might form a third dimension.
Other dimensions have not been used in this chapter because the framework has

been deliberately drawn to be as general and simple as possible.
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Teaching Function
Categories and
Subcategories

‘Social Studies Teaching Approaches

Expository

\]

i1

Structured
Inquiry

1994

Unstructured
Inquiry

v

Social
Participation

A. Setting Goals and
Objectives
l. Selection
2, Invention and
" statement
3. Sequencing
4, Justification
B. Planning
1. Instructional
procedure
selection
2. Sequencing
3. Materials
. _ preparation
2. Adoption
b. Adaptation
¢. Invention
C. Classroom Instruction
1. Motivation of
students
2. Procedure
performance
D. Ewvaluation
1. Student diagnosis
"""" 2. Formative and
summative
evaluation
3. Evaluation of
unintended
student outcomes
4., Evaluation of
teaching
performance
Figure 1. Matrix of Social Studies Teaching Function Categories and Teaching

Approaches,
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.Social Studies Instructional Function Categories

The teaching process has been analyzed into four functions for purposes

-

of skill cataloging. Settxng goals and objectives, planning, instruction, and

evaluation form the major fuﬂftion categories.

1. Setting goals and objgstiveg. Because a body of already-stated goals
and objectives'exists in the soSXel studies field, gselection from among these
is one task teachers should be abfé\to perform skillfully. Also, unique cir-

cumstances, new curricula, or personat\wishes of teachers might dictate the

invention and statement of original goaX? and objectives. Finally, psychological,

logiéal, philosophical, and cultural iuséification of goals and objectives is

'important if the teacher is expected to peéﬁorm relevant, coherent and consistent
instruction. |
| 2, Planning‘Q}ends (a) subject-matter mastery; (b) awareness of and ability
to locate materials and resources from éhe disciplinary fields of study, educa-
tional publishers, libraries, media-and the various institutions in a community
and in all levels of government; and (c) the ability to select and sequence
instructional procedures.

Ingtructional procedures selectiop refers to the teacher's ability to pick, .
from fhe range of available means, those most appropriate to achieve instructiona
goals and objectives. ;}

Sequencing, Within specific instruc;ional approé@hes described below,
sequencing instruction is necessary to maintain the coherence of the approach.

Materials preparation involves adoption, adaptation, and 1nvention‘o£
materials used in téaching. Adoption refers to using already-developed materials

which are part of some curricular package, either in textbook form, or part of

a kit or simulation. Adaptation involves selecting, modifying, and sequencing



already-existing mate;ials in a new way as part of the teacher's instructional
plan.' Invention means the creation by the teacher of mater’als which did not
exist before.

3. Instruction means structuring a learning enviromment such that students
engagé in activfties that will result in éheir achievemenc of the curricular
objectives and goals. For sake of simplicity, this task category has been Sub-
divided into motivating students, and performing the planned instructiond{
procedures aimed at facilitating student learning.

4. Evaluation. Diagnosis, formative and summative evaluation of intended
student outcomes, and evaluation of unintended student outcomee are student~
oriented evaluation tasks required of competent social studies teachers. In
addition, the teacher should be éble to evaluate his or her own performance
against well-grounded standards established by.research in the teacher behavior
field.

Diagnosis of students refers to establishing preinstructional levels of
knowledge, intellectual skills and abilities, such as reading, attitudes, values,
etc., as well as postinstructional dengmination of the cause of any difficulties
the student encounters with learning, social adjustment, reading, etc. Formative
evaluation is student-focuted evaluation of the process and outcomes of any unit
of insgtruction which is carried out as instruction progresses, rather ghan after
the end of instruction. Summative evaluation is carried out after imstruction
is completed, and provides a final measure of how much the students learmed or
changed, and provides no remedial opportunities.

Evaluation of unintended student outcomes has been pointed out by Popham,

(1973), as a crucial teaching task which is largely ignored in tegacher education

today. If teachers should be accountable for the intended outcomes of schooling,



then they should likewise be accountable for unintended, and sometimes negative,
outcomes brought about by their professional actions. Dislike of school, par- —
ticular subjects, or adult authorities in general are perhaps the most obvious
examples of such unintended outcomes. Low self esteem, rebelliousness, dulled
creativity--these are even more serious possibilities, andfhre sometimes pointed
out by popular writers as significant, if unintenlled, outcomes of schools.

Evaluation of teaching performance involves skills required of professional
teachers. Enough is known about linkages between teaching behavior and student
learning outcomes to makg this a profitable endeavor, even though much more
research in this area needs to be done. (Ehman, et al).

Social Studies Instructional Approachecs

Four appgggches to teaching social studies have been selected for use in
this catalog. Tﬁey are:

1. Aéxpositoty

2. Structured inquiry

3. Unstructured inquiry

4., Toclal p@rticipati;n

The idea of organizing this work around the idea of discrete approaches
germinated from Joyce and Weil's Models of Teaching, (1972). Instead of the
many social studies teaching models, or the four groups of models which Joyce
and Weil present, this work has used ipother ordering Pf the models which is
believed to be representative of the social studies field as it is today. Each
of the four categories--actually a generalization of one or more e&isting discrete
models set forth in Models of Teaching, or elsewhere--is explained below.

1. Expository instruction. This approach involves the presentation by the

teacher of the facts, concepts generalizations, theories, etc., which students




are expected to learn. In general, it involves the teacher as an intermediary
between the scholars of a field of social study such as History who generate
conclusions in that field, and the students, who are to learn these conclusions
in some form. Utilized in this approach might be such instructional procedures
as lecturing, recitation, use of audio-visual mgterials such as films and stu-
dent reading of textual material.

An example of expository instruction involves a teacher who decides that
students should know that there is, in general, a direct relationship between
voter age and voting rate. The teacher might present the geneialiéa&;on, and
then the tabular data which support it. The process with whiég the supporting
data were gathered might also be explained. Finally, the teacher might draw the
implications of this generalization to some social phenomenon, such as the eigh;-'
‘een year old vote, to highlight the generalization's social significance and to
enhance students' recall of it.

2. Structured inquiry instruction. This approach involves channeling stu-

dents' activities so that they proceed through some or all the inquiry elements
relating to a problem which an historian or social scientist has already completed.

The basic idea is to lead students through inquiry, enabling students to generate,

- independently, conclusions similar to those of the scholar. In general, the intel-

lectual problems to be inquired into and the elements of the inquiry. are selected
by the teacher, thus the term"structured inquiry'. ‘
Taking the substantive example involving.voting, vwe can illustrate the,struc-'
tured inquiry approach. A teacher using this approach might decide to engage
students in answering the question: What is the relationship between voter age

and rate of voting in national elections? After clarifying the question, the

teacher might lead students through a data collection, manipulation, and. “
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interpretation process similar to that used by political scientists who have

studied that question. The data might be contrived, taken from catant surveys,

_or collected in polls conducted by the students. The expectation is that students

will reach conclusions similar to those drawn by the political scientists. These
conclusions, the content of the approach, are as important as tbe inquiry process.

3. Unstructured inquiry. This approach involves the teacher in non-direc-

\

tively assisting, rather than direccing, students’ inquiry into intellectual
problems which, in many cases, the students themselves have selected. The prob-
lems and inquiries may or may not have been taken up previously by scholars.
Thus, the approach is much more open-endéd and the results less predictable than
in the structured inquiry approach. The students rhoose their own inquiry etraée-
gies, and rather thap teach ﬁhe students elements of & predeterm}ned inqhiry
model, the teacher encourages student experimentation and recognizes possible
£;ilure in the use of particular strategies.

As an exampie, students might express general inter?st in the question:
why do the youngest voters (18 - 21 years old) have the lowest rate of voting of
all ages groups in th. American electorate? The question is perplexing because
an examination of the 1972 presidential election results has shown that, contrary
to commonly voiced predictions, the 'youth vote' had little apparent effect on
the election outcgpe.,'iurther inquiry showed the low vot{ng rate of the 18 - 21

year old group. The students hypothesize several possible reasons for the low

~voting rate, and break up into groups, each one chgcking out one or more hypothe-

ses. -Thus, the tcacher arranges to have one group examine voter registration
records for the county, another group conducts interviews with political candidates
on the question, another polls adults of different age groups, and so on. The
gtéﬁps teporf, evidence is weighed and interpreted, snd tentative conc!usions are

drawn, along with their implicationms.
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in this example, the question, inquiry proces?, data sources, and conclu-
sions may or may not have precedents in political scieﬂh@. The emphasis is not
on replicating the process and knowledge, but on having students experience and
value independent social inquiry.

4, Social participation instruction. 1In this approach the teacher struc-
tures a learning environment such that students engage in activities that will
result in their adequate performance of social participation skills. Preparing
students to participate effectively and fully in social life (e.g., family life,
marriage, occupations,.higher educarion, politics, econoQ;c consumption, etc.)
is the principal goal in this approach. Students learn techniques and strategies
of acting in interpersonal situations in order to achieve their own social ob-
jectives. The approach emphasizes 'doing' rather than 'knowing' or 'finding®out’.
The latter are aspects of other instructional approaches. Social particibattdn
instruction must provide both direct and vicarious experience in acting purpose-
fully in groups. Students cannot only 'study' social participation if they are
to learn to participate--they nust act as well.

To apply our substantive example about voting to this approach we can imag-
ine a teacher who decides with his or her class’that the students should be able
to infldence'the political process through voter registration rates of young
vbters. By means of the other instructional approaches, the voter registration
process is studied. Then, by means of social participation instruction, a young
voter registration campaign is organized, City and county officals are contacted,
costs and benefits of éroup activities. for individual participants and the group
are determined, group activities are designed, organized, and sgheduled, leader-
follower roles are defined and carried out, sppropriate decision-making processes
are utilized, infotmation is effectively disseminated given the group's communi-

cation structure, and problems are identified and solved with appropriate problem-

10



solving strategies. The effectiveness of the campaign can be established by
subsequent examination of the voter registration data.

Comparing and Contrhsting the Approaches

The four apprpaches vere sele¢ted for use in the catalog because t?gx pro-
vide a conceptual framework broad enough to include the full variety of specific
social studies instructional models represented in the field today. The fit of
any one specific model into only one of the four general approaches might: be

"awkward or impossible, as some models might include a blend of two or more of
the approaches described here, and one approach may span more than one model.

But for the purpose of an analytic framework within which to generate statements
about teaching skills necessary for different social studies teaching approaches,
the f?ur chosen here seem useful for their range, simplicity and clarity of
differentiation.

The four approaches are different, and can be conceived as representing
points on several dimensions. We have selected five dimensions as convenient
means of comparing and contrasting the four instructiomal approaches.

N The first comparative dimension involves the student's role in edch anproach.
The ;xpOaitory approach views the student as a more or less passive receptor of
alteadf-generated conclusions. The structured and unstructured inquiry approaches
involve the student a&s an active investigator imnto intellectuaf_proSIems, and
are at about the same point on the student role dimepsion. The social action
approach has the student participating in his or her own social w;rld outside of
the classroom or school. .

Student autonomy, the degree to which a student has control over what is

\ learned and how it is learned, defines another comparative continuum. The

expository approach is lowest on this dimension, with unstructured inquiry




falling at the high end. The remaining two, structured inquiry and social actiom,
fall between these.

A third dimension might be labelled subject-student centergdness. This in-
volves the extent to which the approach is pr;marily concerned with teaching' "
the subject or with teaching the student. Here the exposition and structured
inquiry approaches seem clustered on the subject-oriented end, while the unestruc-
tured inquiry and.social action approac'ies are grouped on the student-oriented
end. '

Another dimension is 'content coverage'. This refers to the relative amount
of subject matter--material to be learned and remembered--dealt with in a unit
of class time. .In a sense, it is an efficiency dimension. The expository\apﬁzzach
certainly is on the high end of thie dimension, since the whole purpose of that
approach is to cover comprehensively the conclusions of an area of study. Struc-
tured inquiry is close to but not at the high end, because even though somewhat
inefficient coverage-wise, this approach deals with some predetermined content.

At the low end are both the unstructured inquiry and social action approaches.
Any 'coverage' of a predetermined body of knowledge in either of these approaches
will be unpredictable, incidental and iargely unintended.

Finally, there is a continuum involving the intended use of knowledge in each
of the approaches. With the expository approach, the knowledge is organized and
remembered, enhancing the general intellectual development of the student. With
‘béth structured and unstructured inquiry,\the intention is that students will
remember both conclusions and the methods of inquiry used to generate knowledge.
There is an gdditional and very important aim that students will be able to apply

knowledge of the inquiry process to new social probhlems that might be encountered

later, in and out of school. With the social action approach, the knowledge is

12



not important for its own sake, as is generally true with the other three ap-
proaches, but rather is useful only as it is applied to effective social partic-
ipation. Thus, knowledge of the structure of local government is not intended
for intellectual comparison with other governméntal structures, but as a basis
for action to influence the local political process.

The various comparative continua and approach positions on them can be
summarized as in Figure 2,

No teacher would be expected to use only one of these approaches exclusively
in teaching social studies. Rather, a-teacher might well use all four approaches
at various times in a school year, a unit, or even in a single day. Appropriate
and effective orchestration of these approaches in a teacher's work seems to be a
reasonable criterion of his or her professional competence. |

Ratings of the relative worth of the approaches is not intended here. Each

t
has its strengths and weaknesses, and each has distinctive purposes and features

whjch make its use appropriate in particular situations.
Common Skills

ntroduction

Skill statements in three of the four function categories--objectives, plan-
ning and evaluation--are general ernugh to be appiicable to all four instructional
approaches. These common skills will be stated in this section to avoid redun-
dancy. Instructional skill statements will be made for individual approaches in
separate sections. In some cases, an approach might include unique additional
skills or zcmplification of the statements made in this common section.

Throughout the skills sections, a. three-digit identification s}stem is enm-
ployed. The first digit refers to the instructional approach, with 0 for the
common section, 1 for expository, 2 for structured inquiry, 3 for unstructured
inquiry, and 4 for social participation. The second digit refers to the function,
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as in Figure 1, with 1 for goals and objectives, 2 for planning, 3 for instruc-
tion, and 4 for fvaluation. The third digit refers to the skiil within the

main function, and these are ordered sequentislly. Thus 3.2.2 refers to the
second unstructured inquiry planning skill, and 0.4.1 refers to the first common

evaluation skill,

FUNCTION: SETTING GUALS AND OBJECTIVES

SKILL: SELECT% GOALS AND OBJECTIVES

0.1.1 indicators
college classroom microteaching or
! or learning lab actual clagsroom
Given gouls ‘and objectives pre- The same criteria 3nd procedure can be
pared in a variety of forms, such employed in these dontexts, although
as existing curriculum materials, the situational information is real
resource units, and objectives instead of contrived. This means
catalogs, select goals and objec- that the persons rating the goal/objec-
tives. Selection should: tives selection behavior will need
\ the same data, such as student charac-

--take into consideration teristics data and subject matter

student characteristics de- considerations, as the teacher being

rived through preinstruc- assessed

tional assessment

--articulate parts of the

curriculum or course

==-insure congruence with other

elements such as teaching <'

approach,subject matter and ]

evaluation approach ;

--ingure consistency of goals
with objectives

The general skill can be tested in a
simulated setting, in which the teacher
is provided with a range of goals and
objectives from which to choose, as
well as other relevant information

such as student characteristics, gen-
eral curriculum framework and subject
matter. It might well be tested as
part of a un}t-planning assignment

15



SKILL: CONSTRUCTS GOALS AND OBJECTIVES

0.1.2 : indicators
college classroom microteaching or
or learning lab actual classroom
Given information about student The same criteria and procedures as
needs and characteristics, cur- suggested in 0.1.1 and in the other
riculum or course, instruction - part of this section can be ugsed in
and evaluation approach, construct a live classroom setting.

goals and objectives for teaching
a lesson, unit, or course., Criteria
and procedures for assessing this
- skill are the same as those presented
' in 0.1.1 above.

SKILL: SEQUENCES OBJECTIVES

0.1.3 indicators

college classroom microteaching or

or learaing lab actual classroom

Given a set of objectives for a The skill and indicators are the same
social studies teaching unist, for this context. Assessment will be
sequence the objectives into a in terms of the taacher's sequencing
meaningful sequence. Criteria of his or her own objectives for &
for assessment include: specific instructional situation given

student information and course sequence
--recognition of which

knowledge/thinking/per formance
~bjectives are prerequisite
to others

--recognition of theories of
knowledge

--recognition of learning
theory

This skill can be assessed by a
paper and pencil class assignment,
or through the criterion test of a
programmed inatructional package.
1t could also be embedded in a
unit planning assignment. Rating
of the performance by a skilled
judge is required.

16
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SKILL: JUSTIFIES GOALS AND OBJECTIVES

0.1.4 indicators

college classroom
or learning lab

Given a set of goals and.objectives,
and their sequencing for a social
studies unit or course, justify
them according to following:

--systematic linking with a
broad philgsophy of social
studies teaching

--gystematic linking to other
teaching elements such as ~
materials, instructional pro-
cedures, and evaluation
approaches

This skill must be rated by a
skilled judge, and can be assessed
as part of a classroom exercise or
unit plenning assignment.

FUNCTION:

microteaching or
actual classroom

The same criteria and procedure can
be employed in this setting. Justi-
fication can also be judged against
the criteria of congruence with
perceived needs and abilities of
students, and congruences with other
relevant goals and objectives, as

in other courses and subject areas
in a total school curriculum.

P LANNING

SKILL: LOCATES, SELECTS AND ADAPTS MATERIALS

0.2.1 . indicators

college classroom
or_learning lab

Given goals and objectives for
social studies unit or course,

and information about students,
locate, select and adapt materials
and resources to support instruc-
tion. Specific behaviors for
locating materials include:

--reading professional journals
such as Social Education, pub-
lishers announcements

--communicating with other
teachers about materials

17

microteaching or
actual classroom

The same criteria and procedures can
be used to assess the skill in these
contexts. The necessities of planning
for actual instruction, rather than
an assignment, provide the stimulus
for performance of the skill. In
either case, a fudge is required to

te performance. :



--using existing collections
of curriculum materials,
resource units, and guides

--gearching libraries,
periodicals

Specific selection behaviors
consist of:

-=judging the relevance,
readibility and interest
level of materials

--including or excluding
materials on the basis of
those judgments

Specific adaptation behaviors
include changing selected materials
in such ways as to make them more
appropriate for use in a given
class context by:

--rewriting to improve
readability and interest

--gimplifying Labular material

--gbgtracting historiéal ‘
d6cuments

Skillfulness in performing this

task might best be assessed

through the use of paper and pencil
tests, if objectivity is important.
An assignment for location of
materials relevant to & given topic,
subject, unit or problem is ome
means of such a procedure. Giving
a range of possible materials to

a teacher, together with specific
goals and objectives and learner
characteristics, is another.

Similar assessment procedures could
be generated for skillfulness,in
adaptation. Thesc elements can
also be embedded in &8 unit construc-
tion assignment.

18
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SKILL: - INVENTS MATERIALS

0.2.2 _ indicators

college classroom. microteaching or

or learning lab actual classroom
Given a social studies unit or Pefformance and assessment of this
course, invent materials for use skill is not different from the
in teaching. Specific examples colleges classroom setting excépt
of skill performance include: in the occasion which elicit8 the

behavior.
--creating raw data by the
invention and use of

questionnaires
) --making simulations
--writing study guides

-=producing slide-tape
. presentations

-=inventing role-playing
exercises

--writing lecture outlines

Skillfulness in carrying out this
task can be judged against the
criteria of creativity, clarity
and relevance for objectives and
instructional procedures. The
only practical means of making

- this assessment is by individual
rating of the materials themselves.
Written assignments, including
unit planning, can be used.for
eliciting specific materials-in-
vention behavior and products
from teachers.
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SKILL: SEQUENCES MATERIALS

0.2.3 . indicators
college classroom microteaching or
or learning lab actual classroom
Given a set of social studies The same criteria and procedures can
materials and student, unit/ ~ be used here as in the classroom
" . course and other information, context.

sequence the materials:

--consistently with instruc-
tional approach

--logically, so that they
form a reasonable progression

--psychologically, so that

* the sequence fits with learn-
ing theory principles and
developmental considerations

The assessment of this skill is

made by rating the Sequence
against the above criteria.

SKILI.: SELECTS AND SEQUENCES INSTRUCTIONAL PROCEDURES

0.2.4 indicators

college classroom microteaching or

or learning lab actual classroom
Given a social studies unit, _ The same criteria and procedures would
selects and sequences instruc- be applied in assessing this skill in
tional procedures. The teacher an actual teaching setting.
plans the instructional 'parts’
which he or she will play in -

gsufficient detail that apother
teacher could follow the plan
without other instruction.
Thus, completeness and speci-
ficity, as well as clarity of
.expression, are criteria for
skillfulness.

Also, the teacher must sequence
the parts into a meaningful whole
which is consistent with the ob-
jectives, materials and evalua-
tion plan associated with this
particular unit.

20




+ Assessment of this subtask can be
made in written or oral lesson~
or unit-planning exercises. At

_ the lowest level of skillfulness,
teachers could be judged on their
ability to select and sequence

"instructional procedures from a
variety of guggestions, given
objectives, materials and infor-
mation about learners. At a
higher level, the teacher finds
or invents his or her own pro-
cedures, rather than choosing
them from among givens.

FUNCTION:

INSTRUCTION

No common skill statements will be made for

this task category, because the content of

such statements cannot be made sufficiently
. general to bridge the four social studies

teaching approaches.

A separate Instruction

section thus appears for each approach.

SKILL AREA: EVALUATION
- ———
- SKILL: PRE-ASSESSES STUDENTS
0.4.1

coliege classroom
or learning lab

The teacher assesses learners
attitudes, knowledge and skills
prior to instruction as the basis
for selecting and inventing goals

and objectives, planning materials
Related behaviors

and instruction.
include:

~=locating and utilizing existing

student records to obtain skill

test scores and previous achieve-

ment records

--gelecting, administering and
interpreting the results of

standardized tests such as read-

ing ability and comprehension,
critical thinking, subject
matter and creativity

indicators

21

microteaching or
actual classroom

The same criteria can be used to judge
skillfulnese on thig task The actual
teaching context, however, provides a
setting for tapping skill levels which
are higher than in the simulated situ-
ation encountered--the college class-
room or learning lab. The next highest
skill level involves using already
existing instruments and techniques
with individual students or small
groups. Here the ability to obtain
rav data from real students, rather
than relying con 2lready existing data,
is added. The highest level involves
working with entire classes and invent~
ing instruments as well as utilizing
already prepared ones. This requires

a naturalistic teaching setting.



--devising, administering and
interpreting interest and .
attitude instruments .

--interviewing or observing
individuals and groups to
B v determine attitude, skill
* and knowledge levels

Skillfulness on this task can be
judged on the criteria of accuracy
and validity of the instruments
used and the data generated, and
of interpretive accuracy achieved
by the teacher. ’

Simulated exercises can be devel-
oped which test the ability o
interprec and generalize from
already existing student informa-
tion. For example, student
profiles of various reading tes:
scores are provided the teacher,
who is asked to interpret the
scores as they relate to objec-
tives level, materials selection,
and pace of instruction.

SKILL: CARRIES OUT FORMATIVE AND SUMMATIVE EVALUATION
P

0.4.2 indicators
college classroom microteaching or
or learning lab - . actual classroom
The teacher-carries out formative ¢ All of these behaviors can be assessed
and summative evaluation of in a naturalistic teaching setting
intended student outcomes. Behav- through ratings of tests actually used
iors associated with this subtask against the criteria set forth above
are extensive: ' such as congruence with objectives, etc.
--the teacher must be able to ¢
constiuct valid test items /
including both objective and
essay types '
/

--for formative evaluation,
alternative forms of the same
test must be constructed

22




--criteria and procedures for
evaluating essay answers must
be invented

’

. ==the test items must be made
consistent with the objectives
for a given unit of teaching

- they must be made to assess

/,///:;e thinking level implied by
those objectives, e.g., if a
primary objective of a uait is
to enable students to apply
economic principles to specific
current problems, the tests
must contain items tapping
that application ability
--the teacher must also be able
to place a valid interpretation
on a set of formative or
summative test results

--the teacher should also be
able to invent and use instru-
ments and/or techniques for
evaluating outcomes Such as
attitudes not amenable to
typiczl testing (e.g., attitude
instruments, single or group
interviews and oral or written
reports

--for formative evaluatiom,
providing informative feedback
to the students is a crucial
behavior

--for summative evaluation,

comnunicating the evaluation
judgments to individuals by

grades or other forms is an

important teacher behavior

These skills are amenable to assess-
ment through simulated, as well as
live, teaching settings. A lower
level of skill can be assessed in
non-teaching settings with paper

and pencil exerciaes.

23
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For example, if teachers are

given a set of goals and objectives
and some studeunt informatiom, they
can be instructed to invent forma-
tive and summative tests which are
congruent witlr the objectives and \
information. The teachers, if they

possess the appropriate skill, should

be able to generate alternative but
equivalent items and test forms for
formative testing. They should be

able to match the level of objective

with test items at a parallel level.

SKILL: DIAGNOSES STUDENT LEARNING DIFFICULTIES
0.4.3 indicators

college classroom
or learning lab

microteaching or
actual classroom

For intermediate skill levels, work
with individual problem students in
a laboratory or classroom setting

can be assessed for effectiveness,

with one criterion being the accur-
acy of diagnosis, and another the

effectiveness of prescriptions made
for the students after diagnosis as
reflected by student learning. The
highest skill level would be assessed
with the teacher performing diagnostic

The teacher identifies and pre-
scribes remedies for specific
student learning and/or attitud-
inal problems. This diagnostic
task involves many behaviors that
are intuition bssed, and are
difficult to explicate. One
important diagnostic behavior

has to do with student reading
ability and motivation:

--a teacher must be able to
determine whether student
learning or attitudinal
difficulty is based on a
reading problem

--if it is, then the teacher
must be able to differentiate
between motivational, per-
ceptual/psychomotor, and
cognitive reading problem

--these diagnostic problem
differentiation behaviors
might involve using formal
and informal tests, unobstru-
sive observation, and inter-
view or counseling procédures

24

tasks in the context of a full class-
room with multiple demands, rather
than just diagnosis, being placed on
him or her. Criteria for this highest
level are the same as for the inter-
mediate level. '



Diagnosis of reading difficulties
is of paramount importance in this
and all other subject matter
areas, and at all grade levels.
Another diagnostic behavior is:

--determining whether the
student is able to comprehend,

at the lowest cognitive levels,
information that is presented
and is prerequisite to other,
higher level, thinking abilities.

--prescribing remedies for the
difficulties uncovered in the :
diagnosis /

Skill in performing this task can
be assessed, at lower levels,
through the use of simulations, or
case studies.

SKILL: EVALUATES STUDENTS' UNINTENDED OUTCOMES
0.4.4 indicators

The teacher assessed student outcomes which were not anticipated prior to instruc-
tion. These might be positjve or negative, and include cognitive learning and
attitude change. Specific behaviors include those suggested in 0.4.2 above. 1In
addition, the teacher must be able to hypothesize, through -intuitive hunches and
suspicions, what the possible good and bad latent outcomes are or will be, Senai-
tivity to subtle student cues is one characteristic probably necessary for skill-
ful performance of this task. : .

Assessment of skillfulness on this task follows the same lines as suggested in
0.4.2. '

-

SKILL: EVALUATES OWN INSTRUCTION

0.4.5 ' indicators

college classroom - microteaching or

or learning lab (/F\ actual classroom
Assesses self-performance of all Intermediate level records of per-
aspects of the teaching act, formance in a laboratory setting, such
focusing on the four funitions as a microteaching laboratory, can be
outlined in this chapter . self-assessed by the teachers after,

lglaboration of this important subtask is found in Lee H. Ebman, Howard
Mehlinger, and John Petrick, Toward Effective Instruction in Secondary Social
Studies, Boston: Houghton-Mifflin, 1973, forthcoming. See Chapter 11.

-
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Specific behaviors include:

--making and using records
of teaching performances

--generating and interpret-
ing peer and student re~
actions to teaching per-
formance through paper and
pencil instruments, and
individual or group
interviews

--using verbal/nonverbal
interaction analysis systems
to describe and assess
instructional performance

--the ability to articulate
the standards or judgment
criteria used in instructional
evaluation

Three skill levels of task perform-
ance are possible. "At the loweat
level, records of others' teaching
performances can be subjected to
analysis by teachers performing
this task. Case studies with a

range of data, including objectives,

materials and instructional pro-
cedures, tests might be analyzed
and evaluated by the teachers
according to given or invented
criteria.

teaching. The difficulty is increased
because the teacher assesses him- or
herself, rather than someone else.

The highest skill level would simply

be assessed in a naturalistic setting,
where the teacher evaluates performance
in a live classroom, rather than a
contrived training situation. Criteria-
for all levels include ability to
select or invent appropriate instru-
ments, ability to record and reduce

raw data, accuracy and comprehensiveness
of interpretation, and ability to
modi fy behavior based on the self-
assessment.

-

Expository Approach

FUNCTION:

INSTRUCTION

SKILL: INTRODUCES TOPIC IN AN INTERESTING MANNER SO THAT STUDENTS ARE MOTIVATED

TO PERSEVERE IN LEARNING
1'3.1

college classroom
or learning lab

26

indicators '

'microteaching or

actual classroom d}
Introduce a topic to motivave students
with the use of more than one method
and medium. Student motivation will
be indicated by:

-=direct observation of in-class
interest cues



-=paper and_pencil reactions

-=interviews

SKILL: MAKES VERBAL (ORAL OR VISUAL) STRUCTURING STATEMENTS OR MOVES THAT
PROMOTE LEARNER'S UNDERSTANDING OF ORGANIZING FRAMEWORK UNDERLYING

MATERIAL
1.3.2 1+ indicators

college classroom microteaching or

or learning lab actual classroom
Given a topic, structure the . Given a topic, structure the presentation
preseatation so that it is clear so that it is clear and student compre=
and student comprehension is hension is promoted.
promoted in a role-playing '

situation: --presentation clarity will be rated
by observers -
--presentation clarity will e T
i* be rated by observers (and \ --student comprehension will be
A can be tape-recorded) ---~ """ measured by paper and pencil tests

-

--gtudent comprehension
will be measured by paper
and pencil tests

SKILL: COMMUNICATES SPECIFIC INSTRUCTIONAL OBJECTIVES TO STUDENTS

1.3.3 indicators
college classroom microteaching or
or learning lab - actual classroom °
Given a gset of instructional Given a set of instructional objectives
objectives, explain them clearly explains them clearly to students by
to students by written and/or written and/or oral means.

oral means.
--the clarity/precision will be
--the clarity/precision will rated by observers
be rated by observers
--student comprehension will be
determined by interviews or paper
and pencil tests

27




SKILL: PRESENTS SUBJECT MATTER IN ORAL OR VISUAL FORM RELATED TO TOPIC
OR UNIT BEING STUDIED

1.3.4 : indicators
college classroom microteaching or
or_learning lab actual classroom
Given a topic, (1) organize the Same as college classroom or learning lab

presentation in order to relate
each bit back to the structuring
moves, (2) visually represent the
material, (3) organize for optimum
'redundancy, (4) organize adequate
summaries and transitions, and

(5) plan opportunities for student
feedback. Criteria for judging
the presentation will be claricy,
organi zation/structure, enthusiasm,
interest arousal and student
comprehension/retention,

--clarity can be rated by
observers or student feedback
can be coded for confusion
indicators

--organization can be rated by
observers

--enthusiasm can be rated by
such charatteristics as gestures,
voice inflection, movement

--gtudent interest and compre-
hension can be determined by
direct observation or paper
and penc’l tests

SXILL: PRESENTS SUBJECT MATTER BEGINNING WITH GENERALIZATIONS; SUPPORTLNG
* THESE WITH MORE DISCRETE BITS OF DATA SYSTEMATICALLY LINKED TO

GENERALIZATIONS
“1.3.5 ' indicators
collége classroom ' microteaching or
or learning lab actual classroom
Given a subject matter topic, Same as college classroom or learning lab

present it beginning with general-
izations and supporting them with

28




discrete bits of data. Criteria ~\ 3
for judging the presentations will ‘
be clarity, organization/structure,

enthusiasm, interest arousal, and

student comprehension/retention.

These criteria can be rated as

described in Skill 1.3.5 )

SKILL: PRESENTS SUBJECT MATTER BEGINNING WITH DISCRETE BITS OF DATA AND
CONSTRUCTING WARRANTED GENERALIZATIONS

1.3.6 indicators
college classroom microteaching or
or learning lab actual classroom
Given a subject matter topic, Same as college classroom or learning lab
present it ‘beginning with discrete v i
bits of data and constructing
warranted generalizations. Criteria '

for judging the presentation wilk:

be clarity, organization/structure,
enthusiasm, interest arousal and !
student comprehension/retention.

These criteria can be rated as *
described in Skill 1.3.5 '

. Y
SKILL: PROVIDES FOR STUDENT RECALL AND INTEGRATION OF PRIOR KNOWLEDGE WITH
CURRENT SUBJECT MATTER PRESENTATION

1.3.7 indicators

college classroom microteaching or

or learning lab - actual classroom

Given a printed or taped class Given & group of students and a topic,
dialogue, state appropriate - engage in the previously stated
memory eliciting questions, identify activities. Skillfulness will be
appropriate occasions for positive rated on appropriateness and timing
and negative verbal and non-verbal as assessed by a coding system
reinforcement, and state utili- (e.g., Flanders' IA, OScAR).

zations of relevant student responses
and initiations. Skillfulness will
be rated on the appropriateness of
the performance.
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SKILL: PROVIDES APPROPRIATE _PRACTICE TO STRENGTHEN LEARNING OF SUBJECT

MATTER PREVIOUSLY PRESENTED

1.3.8 indicators

college classroom
or _learning lab

Given a subject matter presentation:

--plans appropriate application
questions

--performs a demonstration and
plans an application exercise
using new data to operate upon
with the previously learned
principles and generalizations

--plans questions to elicit
interpretations of new data by
students using a learned procedure

microteaching or
actual classroom

Given a subject matter presentation:

--asks appropriate application
questions '

--performs a demonstration and
has students apply the principles
and generalizations using new data

--asks questions to elicit inter-
pretations of new data by students
using a learned procedure

SKILL: PROVIDES FOR TRANSFER OF KNOWLEDGE LEARNED PREVIOUSLY TO NEW

PROBLEMS AND SITUATIONS

1.3.¢ indicators

college classroom
or learning lab

Given previously learned knowledge,
plans exercises in which it is
applied in its original or a

modi fied form to unfamiliar situ-
ations. Skillfuiness can be
assessed by rating:

--plans for appropriate
application questions

--performance of demons}ra-
tion aud plans for an appli-
cation exercise using pew
data to operate uzpnfﬁ?th
the previously learned

principles and gereraliza-
tions

30

microteaching or
actual classroom

Given previously learned knowjedge and
plans for exercises in which it is
applied in its original or a modified
form to unfamiliar situations:

--asks appropriate application
questions

~--performs a demonstration and has
students apply the principles and
generalizations using new data

--agks questions to elicit inter-
pretations of new data by studentrs
using a learned procedure



--plans for questions to
elicit interpretations of
new data by students using
a prqviously learned pro-
cedur :

SKILL: _ PROVIDES FOR REMEDIATION FOR THOSE STUDENTS EXPERIENCING DIFFICULTIES
LEARNING THE INTENDED SUBJECT MATTER

1.3.10 indicators

college classroom microteaching or

- _or learning lab actual classroom
Given written or taped case study Given students and an already presented
matezialis, diagnose learning subject matter unit, diagnose learning
difficulties and prescribe and difficulties and prescribe and explain
explain alternative forms of alternative forms of instruction for
instruction for individual stu- individual students, '
dents.

, -~gkillfulness will be rated on
~=gkillfulness will be rated the basis of the congruence between
on the basis of the congruence diagnosed difficulties and prescribed
between diagnosed difficulties remedies .

and prescribed remedies
--gki'lfulness will be rated on ‘the
basis of student achievement after
alternative instruction has been
administered

Structured Inquiry Approach

FUNCTION: INSTRUCTION

SKILL: ESTABLISHES OPEN CLASS CLIMATE
. #

2.3.1 indicators
college classroom microteaching
or learning lab actual classroom
Given a film, audio or videotape Given any classroom setting, the téacher
recording of classroom behavior, actively contributes to an open class-
the teacher: room climate by purposefully carrying

out behavior such as:
--identifies teacher and

student behavior which --acting in a friendly, non-threaten-
contributes to open and to ing way by smiling, showing interest
closed classroom climate in student feelings and ideas by

listening intently, using non-verbal
accepting cues such as nodding approval

31



--gsupplies verbal statements
at indicated junctures in
the record, which would
contribute to an open

- classroom climate

Explains, orally or in writing, the
. elements of an open classroom
climate.

Responds accurately to a paper and
pencil test of knowledge, compre-
hension and application of under-
standing about establishing an open
classroom climate.

--refraining from harsh criticism
involving sarcasm or other means
of hurting and shaming a student

--goliciting, accepting and using
student suggestions for modifying
class rules, procedures, topics,
activities

--refrain from talking enough of
the time so that the student talk/
teacher talk ratio is at least 1.0

Coding procedures, observer ratings
and student ratings can be used to
assess this skill

SKILL: CONFRONTS STUDENTS WITH OR OTHERWISE INTRODUCES A SOCIAL STUDIES

PROBLEM

2.3.2 indicators

college classroom
or learning lab

Given a social studies problem:

--explains orally or in writing
the essential features of the
problem which are necessary

for the beginning inquiry stages

--arranges, displays or other-
wise focuses attention using
pictures, recordings, artifacts,
speakers so as to highlight a
problem

--arranges, displays, explains
discrepant data which illustrate
that problem

Given a film, audio or videotape
recording of classroom behavior:

--identify steps in problem
_ introduction carried out by
the teacher

--critique the approach used
to introduce the problem Yy,

--rate the teacher's enthusiasm
in introducing the probiem

microteaching or
actual classroom

Displays and explains or otherwise
introduces data in the form of
written/oral interpretation, docu
ments, pictures, interviews, tabyea
and graphs, recordings, films, /
speakers so that students are

exposed to the elements of a problem.

Displays and explains discrepant
data or conflicting interpretation
concerning a problem.

Projects enthusiasm by gesture,
bodily movement, varying voice
intonation and inflection, varying
speaking rate, and acting interested
and excited by the problem being
introduced.

Observer coding, rating and student
ratings as well as student attitude
toward and ability to explain the
problem are means of assessing this
skill.
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SKILL: COMMUNICATES SPECIFIC INSTRUCTIONAL
2.3.3 indicators

college classroom
or learning lab

Given a film, audio or video tape
of classroom behavior, the teacher
can:

--identify instances of ob-
jectives communication

--rate the clarity of this
communication

--critique the task performance
--suggest alternative steps or

approaches for accomplishing
the tasK

OBJECTIVES TO STUDENTS

microteaching or
actual classroom

Communicates instructional objectives
to a group of students in a clear
fashion,

Observer and student ratings of clarity,
as well as student ability to explain
the objectives after they have been
communicated by the teacher, are means
of performance assessment.

SKILL: STRUCTURES OR PROVIDES AN ORGANIZING FRAMEWORK FOR STUDENT LEA JING

AND UNDERSTANDING
2.3.4 | indicators

college classroom
or learning lab -

Given a social studies topic:

--construct ‘visual diagrams,
pictures, charts, models,
outlines which display under-
lying structural features of
the topic

--explain, orally or in writ-
ing, an outline or other ab-
stractions of the topic

--gsummarize and review key
elements of a topic so as to

highlight its critical feature
and relationships

33
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microteaching or
actual classroom

Present and explain visual diagrams,
pictures, charts, models, outlines
which display underlying structural
features of tuhe topic.

Observer and student ratings of clarity,
as well as student ability to verba-
lize the structural elements and
relationships of the topic, are means
of performance assessment,



SKILL: QUESTIONS STUDENTS USING PROBING AND OTHER QUESTION TYPES AND LEVELS
TO ELICIT AND CLARIFY STUDENT STATEMENTS INTEGRAL TO INQUIRY PROCESS

2.3.5 indicators

college classroom
or learning lab

Given a social studies problem:
invent questions which will "
accomplish the following inquiry
functions:

--clarify meaning of student
statements

--clarify implications of
student statements

--elicit logical grounds for’
student statements

--gelicit factual grounds for
student statements

--elicit definitions
--elicit value judgments
-=elicit hypotheses
--elic;t generalizations

Given instances of student statements
or a typed classroom dialogue:

--identify instances of the
above-stated teacher questions

--invent new teacher questions
tc be inserted at designated
spots in the dialogue

Given a film, audio or videotape
of classroom behavior:

--distinguish between instances
of probing and non-probing
teacher questions

--identify instances of factual-
memory, convergent, divergent
and evaluative questions

34

microteaching or
actual classroom

Questions students to accomplish the
functions listed at left.

Both teacher and student performance
can be coded to determine successful
performance on this task. Student
performance of the various inquiry
functions listed to the left, follow-
ing teacher questioning behavior,

is reasonable evidence of successful
per formance.



SKILL: GUIDES STULENTS IN DISCRIMINATING BETWEEN DEFINITIONAL, EMPIRICAL AND
EVALUATIVE ISSUES AND QUESTIONS

2.3.6 indicators
college classroom microteaching or
or learning lab - actual classroom
Given a social studies inquiry At appropriate junctures in a class
problem, orally or in writing, discussion, explain or question so
find important definitional, as to guide students to discriminate
empirical and evaluative problems between definitional, empirical and
embedded in it. evaluative questions/issues.
Given a film, audio or videotape Make smooth and clear transitions
recording or typed dialogue, of between definitional, empirical and
classroom verbal behavior: evaluative questions/issues.
--classify inctances of Avoid abrupt and frequent shifts
definitional, empirical and from one to another of these types
evaluative statements of issues so as to minimize confusion
and to maximize clarity of the dis-
-~at indicated junctures on cussion.
the record, invent teacher
statements and questions Observer ratings must be used to
which would guide students assess performance of this task.

in analyzing each of the
three types of issues and
questions noted above

SKILL: ACCEPTS AND REACTS TO STUDENT STATEMENTS BY USING PRAISE, CURRECTIVE
. FEEDBACK, AND INCORPORATING STUDENT IDEAS INTO INSTRUCTION

2.3.7 Andicators
college classroom ' microteaching or
or learning lab actual classroom
Given a film, audio or videotape, Accept and react to student statements
or transcript record of classroom so as to:

behavior, the teacher can:
--accept student ideas
--identify, using a coding

system, instance of --use student ideas
(1) acceptance of student
ideas, (2) use of stu- --praise student ideas
dent ideas, (3) praise,
(4) corrective feedback --provide corrective feedback to

_ student ldeas :
--invent statements which
would fulfill the four Assessment of this task performance can
functions listed above be made through the use of a coding
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system such as Flanders basic category
system, categories 2, 3 and 7.

SKILL: DEMONSTRATES AND ENCOURAGES THE USE OF DIMENSIONS OR CONTINUA IN

TREATING VALUATIONAL ISSUES

2.3.8 indicators

college classroom
or learning lab

Given a valuational issue:

--construct and define

several dimensions or continua
useful in the analysis of the
issue

Given a film, audio or videotape

record of classroom behavior:

--identify potential dimensions
which would be useful in valve
analysis !

4

microteaching or
actual classroom
. \
Introduce and explain‘the use of dimensio+
in value analysis to students engaged in
value inquiry:

--use the board or overhead projector
to {llustrate visually the dimensions
and their end points

--agsk for rank orderings, on the di-
mensions, of value objects

Assessment of this skill must be made by
an observer rating the performance,

SKILL: CHALLENGES STUDENT VALvE POSITIONS BY THE USE OF ANALOGIES

/_.

2.3.9 h indicators

college classroom
or learning lab

Given a student value position, the
teacher can:

--identify the principle(s)
underlying the position

--challenge that principle

by substituting a new case or
set of facts to which the
principle might apply, and
constructing questions about
this new case which would
cause the student to modify
the principle, or to continue
to endorse it

Given a film, audio or videotape, or
transcript record of classroom dia-
logue, the teacher can:

36

microteaching or
actual classroom

Challenge a student's value position by
clarifying a principle underlying the
student argument, and then presenting
an analogy to which the same principle
must be applied.

This skill must be assessed by an
observer rating the behavior.



\a

--identify instances of
analogies used by students
or the teacher

--ingtances where analogies
could be used to challenge
student positions

Ungtructured Inquiry Approach

3.1 Setting Goals and Objectives

Skills for thi; function are, in general, as described in the common skills
section. However, less emphasis is placed on setting and sequencing specific
objectives in unstructured inquiry teaching because of its open-ended nature
and because the content of the inquiry is ncot necessarily prescribed nor Qntic-
-ipated by the teacher. Setting goals amounts to subscribing to_ché educational -

o k]

ends implied by the procedures set forth in the instruction section beiow--the
. |

active involvement of learners who sense and clarify a problem, hypothédsize

solutions, analyze value questions, collect data, test hypotheses, drav and

3 /=

verbalize conclusions, and attach personal meaning to them. Justifying goals
and objectives is as described in the common skills sectipn;
' i

3.2 Plannin- 1

The plauning skills in unstructured inquiry are sim{lar tc those specified

in the common skills section, but require much more flexibility and adaptability -

to student desires and rapid changes in the directicn of inquiry. Much more
likely than with either the expository or structured inquiry approaches,‘planning
for multiple-sub-groups, rather than a single class, is necessary.

In unstructured inquiry teaching, materials preparation involves adaptation
and invention, rather than adoption. In addition, utilization of loéal resources

outside the school is a materials-related subtask teaching skill for unstructured

inquiry.
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FUNCTION:

SKILL: PREPARES MATERIALS

3.2.1 indicators

“cnllege classroom
or learning lab

Anticipates the need for, locates
and adopts, or invents, materials
to introduce, highlight or provide
data bearing on a social studies
inquiry problem:.

Low-level skill indicators of
this task include:

--collecting and organizing
data relevant to a range of
social studies problems

--locating relevant data,
given a real or hypothetical
problem situation

SKILL: UTILIZES LOCAL RESOURCES

3.2.2 indicators

college classroom
or learning lab

Knows, locates, communicates with
iocal individuals/agencies with
which students might work ia
seeking out data relevant to
social studies problems. Arranges
when necessary, meetings, tours,
demoustrations, etc., for student
groups

--1s aware of and can locate
local resources

--names or lists from prior
knowledge or as result of
research, individuals/agencies
which might provide useful
information germane to a
specified social studies
problem in one such indicator

38

PLANNING

microteaching or
actual classroom

--providing sets of data simultaneously
- to several student subgroups working
on different problems, or different
approaches to the same problem

microteaching or
actual classroom

--communicates with and arranges for
appropriate meetings, etc., with
individuals/agencies



3.3 Instruction

Instructional tasks for unstructured inquiry are similar to those for
structured inquiry. They require, however, more fle#ibiiity and responsiveness
to students than any of the teaching approaches. This flexibility and respon-
siveness is a quality which cuts across all of the unstfuctured'inquiry tasks;
~without it, high-level skiilfulness in any task is absent. Unlike other
approaches, wheré the faithful execution‘of a well-grounded plan marks skillful
instruction, unstructured inquiry makes neéessary a high lqyel of creative
improvisation on the part of the teacheﬂ. Of course, this improvisation has
to be supported by intensive preparatioé--perhaps more so than for the other
approaches--and a clear notion of inquiry-related goals. But the latter are
only necessary, and not sufficient, characteristics of skillful unstructured

inquiry instruction. Flexibility and responsiveness to unanticipated directions

are also cruclal.

&
SKILL: MOTIVATES STUDENTS
3.3.1 indicators

college classroom microteaching or

or learning lab actual classroom
Written or oral plans for motivation Helps to release student interest,
can be rated for their potential for enthusiasm, and perseverance for
contributing to the factors listed inquiry into social studies problem,
to the right. Specific teacher behaviors include:

--challenging students intellectually

--presenting data which conflict
with .tudent ideas and beliefs

--using media in a compelling way

--exhibiting teacher's own enthusiasm
about a particular area or problem

--amplifying, through reinforcement,

interest in problems brought up by
students
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Une low-level skill indicator is teacher
enthusiasm. Ratings of enthusiasm have
been linked to positive student outcomes,
and this connection might operate through
the linkage of increased student motiva-
tion. A higher-level indirect indicator
must be the level of motivation indicated
by students themselves. Interest respoind-
instruments, observationg’ of external
student physical cues indicating interest
and enthusiasm can be used. Measuring
student perseverance--the amount of time
and effort he or she is willing to spend
on the inquiry-- is another indirect
indicator.

SKILL: INTRODUCES/ELICITS AND CLARIFIES PROBLEM
3.3.2 indicators

college classroom microteaching or

or learning lab actual classroom
Une low-level skill indicator is Confronts students with or otherwise
the ability to explain orally or unfolds a social studies »roblem or
in writing the essential features problem area, or stimulates studeats
of a problem which are necessary to introduce their own problems.
for the beginning inquiry stages. Specific behaviors might include:
Another is the ability to arrange,
display and explain interpretation . --introduction of conflicting or
of discrepant data which illustrate discrepant data or interpretations
a problem or sub-problem. Also, relating to a problem area
arranging, displaying or otherwisé
focusing attention using pictures, --use of pictures, artifacts, record-
recordings, artifacts, speakers, ings, interviews, speakers or other
etc., so as to highlight a problem means of revealing the problem
is an indicator. dimensions
A higher-level skill indicator is --a verbal description by the teacher
the degree to which students, after of the problem; or any combination
having been introduced to the of these.

teacher's or other student's problem,
can articulate its general critical
features. Negative indicators

might include student behavior such

as confused questions responses and
reactions, random or avoidance actions,
questions or requests for extensive
reexplanaticn, etc.
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SKILL: ELICITS HYPOTHESES
3.3.5

college classroom
or learning lab

High-level skill is indicated
by the ability, in a teaching
gsituation, to elicit a range
cf plausible hypotheses from
students. Frequency counts
and quality ratings can be
employed in assessment.

SKILL: FACILITATES STUDENT PLANNING
3.3.6

college classroom
or learning lab

Low-level skill indicators include
performance of the inquiry planning
activities by the teacher himself,
including anticipating data needs,
working out sources, meihods, etc.,
for their collection. Ratings by
another person would be required
for assessment of skillfulness on
this task.

42

reinforcement, corrective feedback,
probing, etc., can be observed and/or
rated through this observation.

t

indicators

microteaching or
actual classroom

Elicits, by way of questions, student
hypotheses to answer or solve the problem
which has been formulated and clarified.
A range of alternative hypotheses, rather
than just one, is a condition of success
on this task. Teacher behavior in this
task centers around:

s

--divergent questions

--probing techniques and any other
eliciting operations

Low-level skill indicators are divergent
questions formulation and asking and
probing. Paper and pencil tests or
direct observation of teaching can be
used to assess low-level skill.

indicators

microteaching or
actual classroom

Facilitates student planning necessary

to carry out hypothesis testing activitiet
including data collection. This task
includes:

--helptng students determine what
data are needed, when, how and where
they might be collected, etc.

Specific teacher behavior includes:

--rapid and frequent shifting from
group to group and problem to problem

--probes 8o as to give maximum help
to those groups requiring it



SKILL: ELICITS AND USES STUDENT REACTIONS TO THE PROBLEM '

3.3.3 ' indicators

college classroom ¢ microteaching or

or learning lab actual classroom

Elicits a range of student reactions
to the problem, and helps students
explore the differences in reactions
to the problem. Primary teacher
behavior for this skill include:

--divergent eliciting questions
--acceptance/use of student ideas

Skill indicators can be generated from
direct observation of teaching using

an instrument such as subscripted
Flanders' Interaction Analysis System,
the Reciprocal Category System, etc.,
with special emphasis on the Flanders'
basic categories 2 and 3.

SKILL: FuURMULATES AND CLARIFIES EXPLICIT PROBLEM STATEMENT

3.3.4 indicators.

'college classroom microteaching or
or learning lab actual classroom
T

~
~

e Guides and encourages students to apply
analytic thinking skills in explicating
‘and clarifying the problem as fully as
possible.

--elicits key definitions

--questions, summarizes, reinforces,
corrective negative feedback, etc.,
should be aimed at facilitating
student articulation of the problem

--teacher probing questions should be
especially evident in the problem
clarification stage

Skill indicators can be generated from

direct observation of teaching. Fre-
quency and quality of teacher questions,
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--gives suggestions
-~asks challenging questions

High-level skill indicators must be
generated from observation of the

‘ teacher while in the process of carry-
ing out the task. Ratings of both
teacher and student progress in the
planning would be used, and would
focus on the quality and completeness
of the planning activity. Seeming
disorder or disjointed activity
might obscure accurate ratings and
should be carefully screened out of
the ratings 1f not detracting from

the basic task.

SKILL: FACILITATES STUDENT 0ATA GATHERING

3.3.7 indicators

college classroom microteaching or

or learning lab ' actual classroom

A low-level indicator of skillful- Assists students in obtaining data with
ness would be the ability, given which to test the hypotheses that have
a paper and pencil problem set, been generated. Behaviors include:
to explain ways in which a teacher
could help class subgroups to collect -~guggesting or locating library
data bearing on one or more social references

inquiry problems.
--making available existing files
or books made ready for the purpose

--suggesting and/or arranging inter-
views or visits, etc.

Skillfulness in this task is, of course,
linked closely to knowledge of and ability
to work with data in social inquiry
applications. In performing this task,
the teacher must help students engage in
firsthand activity that generates new

data bearing on the problem.

. Higher-level skill would be indicated

through observation and rating of data

gathering facilitation activities in

a naturalistic or laboratory setting.

/ Rating criteria should include movement
from problem to problem, rather than



.ignoring one or more groups or problems,
suggesting alternative rather than
/ ) singular sources, plans, etc., accuracy
of suggestions in a particular content
field, etc.

/ - SKILL: ELICITS STUDENT HYPUTHESIS TESTING/GENERALIZATION

3.3.8 indicators

college classroom microteaching or

or learning lab ..actual classroom
Low-level indicators of this skill Ensures that students convert and synthe-r
can be generated in laboratory size data collection activities into
teaching settings, in which the hypothesis testing, hypothesis modificati:
teacher helps a small group or even and grounded generalizations. Specific
single students to synthesize and teaching behavior relevant to this task
generalize from data and a problem includes:

presented to them.
--asking convergent, divergent and
evaluative questions

-=-probing

--comparing and contrasting student
ideas

--asking questions which challenge

--reinforcement and criticism of
student ideas, especially as included
in oral and/or written student reports

Higher-level skill would have to be
demonstrated in naturalistic teaching
settings in which the teacher is dealing
with a multiple set of problems and
students. Criteria on this task used
by raters should center around the
hypothesisltesting/generalization/syn-
thesis operations performed by students
as a result of the teacher's indirect

v structuring or his or her direct inter-
vention ir the proceas
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SKILL: FACILITATES GROUP PROCESS
3.3.9 7 indicators

college classroom microteaching or
or learning lab actual classroom

Fecilitates productive social inter-
action in class so as to maximize

the educative function of group inquiry
exp. rience. More specific teacher be-
havior for this task are:

&
--awareness of and use of peer
leadership

--intelligent grouping of individuals
for small-group.work

-~reduction or stimulation of inter-
personal tension in student groups

Teacher might also include:

--modeling both group leader and
group follower roles

- --facilitating fidelity of within-
group communication

Although this task is a very important
component of the unstructured inquiry
approach, its specific skill indicators
are somewhat imprecise. This is-partly
because of the particularistic and
personalistic nature of the task and
the setting in which it might be per=-
formed. Nevertheless, here are some
possible group process skill indicators:

--deliberate grouping or regrouping
so as to balance talent, defuse
putentially troublesome conflict

--designate leadership in large- or
small-group work or deliberately not
so de:ignate, so that leadership
skills are fostered and practiced

--probe,_ reflect, repeat, refocus or

otherwise clarify communications

within a group so that the fidelity
. of such communications is maximized
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--reduce within-group conflict by
depersonalizing discussions, moving
from points of conflict to other,
more fruitful issues, etc., and

. modeling discrete roles and functions
by taking part as a student in large-
and small-group work.

3.4 Evaluation Tasks

The evaluation tasks and skill indicators for the unstructured inquiry approach
are as presented in the cémmon skills section. The formative and summative
evaluation tasks will be somewhat less structured than in the ei}ository and
structured inquiry apptdaches, although these tasks are just as necessary in
the present approach. Rather than structured tests, the instrumentatign of
such evalua‘ion necessarily must involve oral and/or written xeports the
" progress and conclusion of the inquiry process, ac well as informal observation
by the teacher of students as they proceed through the various inquiry elements.
Grading students' work may have to be made on & group rather than an individual

14

basis. Student self-evaluation is another possible tool to use in this approach.

Social Participation Approach

FUNCTION: GOALS AND OBJECTIVES

-

SKILL: CONSTRUCTS SOCIAL PARTICIFPATION PERFORMANCE OBJECTIVES APPROPRIATE FOR
GIVEN SOCIAL PARTICIPATION CONTEXT

4.1.1 indicators
college classroom smicroteaching or
or ledrning lab actual classroom
Given a social participation ‘Use same procedure.

context and a set of social
participation skill categories,
the teacher will construct a
set of performance objectives
as:

--tecnniques of clear inter-
personal r >mmunication

\‘j ..
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--techniques of participant °
observation :

~=-designing and organizing
group activities

-=-scheduling group activities
--mobilizing support within
groups and between groups and

individuals

--bargaining and negotiating ~ ;

ul

--determining individual and
group costs and benefits of
group activities

--using alternative, appropri-
ate decision-making processes
1
[
--generating and disseminating
information in groups with
given communication sStructures

--defining and using various
leader-follower relations

--identifying problems and
designing group experiences
to facilitate constructive
problem solution, (Gillespie
and Patrick, (1973).

In order to satisfy these criteria:
&
-~-potentially achievable
within the given social

participation context

--appropriate for the range
of student ability

\_ FUNCTION: PLANNING

SKILL: WRITE4 PROPOSALS FUR STUDENT PARTICIPATION EXPERIFNCE IN GIVEN
SOCIAL PARTICIPATION CONTEXT

/
T 4,201 indicators
college classroom microteachiag or
or learning lab actual classroom
Given a social participation context, Use the same procedure.

the teacher will write a proposal
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for a student participation
experience in that context
to clear and complete in the
following areas:

--the instructional objectives
for the participation experi-
ence

--rationale for participation
experience in terms of
curriculum

--identi fication of time and
financial requirements for
all concernéd -

.~-description of social
participation context

--description of expected
student participation activity

--identification of costs and
benefits for people already in
‘social participation context

--implementation schedule for
social participation proposal

SKILL: ESTABLISHES COOPERATIVE RELATIONSHIPS WITH PEOPLE IN DESIRABLE SOCIAL
PARTICIPATION CONTEXTS AND WITH SCHOOL ADMINISTRATORS

4.2.2 indicators

college classroom
or learning lab

Given a role-playing situation in
which people play roles of school
administrators and people in
social participation contexts,

the teacher will establish cooper-
ative relationships with the
people in those roles, with per-
formance evaluated for adequacy
in the following areas:

--identification of costs and
benefits to people in the social
participation context

microteaching or
~actual classroom

The proceduré will be the same except
real social actors will be meeting
with the teachers.
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--explanation of proposal
--résponses to questions
-=-degree to which the

teacher's approach was
positive and non-threatening

SKILL: IDENTIFIES STUDENTS WITH APPROPRIATE CHARACTERISTICS TO PARTICIPATE
IN GIVEN SUCIAL CONTEXT

$.2.3 > indicators
college classroom micrnteaching or
or learning lab actual classroom
Given written records and The procedure will be the same except
descriptions of students and the student descriptions will be

a description of a particular replaced with student interviews.
social participation experi- ‘
ence, the teacher will identify

the prerequisite knowledge,

skill, personal and social

characteristics needed to

participate and will match

with appropriate experience,

FUNCTION: INSTRUCTION

SKILL: LINIKUDUCES PARTICIPATING STUDENTS AND PEUPLE WITH WHOM THEY WILL
: WORK IN A SOCIAL PARTICIPATION CONTEXT

A

4.3.1 e indicators
college classroom microteaching or
or learning lab actual classroom’
\ .
Gived a role-playing situation, the The same procedure will be used except
teacher will structure an intro- real social actors will be introduced
duction in which peers playing ’ by the teachers.

students and the people with whom

they will work are iatroduced anhd -~
the sccial participation experience

is begun, clarity of introduction

to all copcerned will be rated in

the following areas: '

--responsibilities and expecta-
tions of each participant

—--limits of experience and time

requirements and scheduling of
activity
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--how to start the participaticn
experience

SKILL: UTILIZES DEMONSTRAITUN TO TRAIN STUDENTS TO PERFORM SOCIAL
PARTICIPATION SKILLS

4.3.2 indicators
college classroom microteaching or
or learning lab actual classroom
Given a social participation con- The procedure will be the same except
text, the teacher will describe, school students replace the observers.

justify, and demonstrate social
participation skills appropriate
for the given situation. Adequacy
of the demonstration will be
evaluated by observer's \ability
to identify, describe, and justify
the social participationiskills
demonstrated. \
\
SKILL: UTILIZES SIMULATION(e.g., ROLE-PLAYING, GAMING) TO TRAIN STUDENTS TU
PERFORM SOCIAL PARTICIPATION SKILLS '

4.3.3 indicators
-college classroom ' .mi»roteaching or
or learning lab actual classroom
Given a simulation of a social The procedure will be the same except
participafion situation, the real students will participate,.

teacher will engage peers role-

playing students in the activity
so that they will practice pre-

determined social participation

skills. ‘

|

SKILL: CONDUCTS ANALYTICAL AND EVALUATIVE DISCUSSIONS WITH STUDENTS DURING
AND AFTER STUDENT SOCIAL PARTICIPATION EXPERIENCES WHICH THE TEACHER
CANNOT DIRECTLY OBSERVE

4.3.4 . indicators

college classroom - microteaching or

or learning lab actual classroom
Given a role-playing situation, The same procedure will be used except
the teacher will interview a real students will be interviewed
peer role-playing a student to after a real social participation
obtain enough information to experience not directly observed by

the teacher.
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analyze and evaluate the stu-
dent's social participation
performance. The teacher will
initiate the interview with a
series of analytical questions
designed to elicit essential
data.

SKILL:

PROVIDES STUDENTS WITH ANALYTICAL AND EVALUATIVE DATA REGARDING THEIR

PERFORMANCE OF SOCIAL PARTICIPATION SKILLS IN A TEACHER OBSERVATION CONTEXT

4.3.5 indicators

college classroom
or learning lab

Given a role-playing context, the
teacher will systematically ana-
lyze and evaluate the social
participation skill performance
of a peer role-playing a student
by means of a prespecified set
of criteria. Following data
collection he or she will struc~
ture and conduct a discussion
with the student such that he

or she will have recieved the
analytical and evaluative data
and have a plan for improving
future performance. A positive
and minimally-threatening’
approach is to be used by the
teacher.

SKILL:
4.4,1 indiq;tors

college classroom
or l%igping lab

Given a social participation task
in a given context, the teacher
will identify alternative skills
and sequences of skills which can
be used to accomplish the task,
identify the costs of each
alternative, and determine the
probable relative efficiencies of
the alternatives.
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microteaching or
actual classroom

The procedure will be the same except
that real students will participate
in the instruction.

EVALUATES EFFECTIVENESS AND EFFICIENCY OF STUDENT PARTICIPATION SKILLS

microteaching or
actual classroom

Given an interview with a student who
has been working on a social participa-~
tion task, the teacher will structure
and conduct a discussion to determine
how effective the student's use of
social participation skills hae bLeen

in accomplishing his or her task.

In the discussion the teacher and
student will also consider alternatives,



Effectiveness of skills caanot costs, and probable relative ef-
be determined in a classroom or ficiencies as previously described.
lab setting. The discussion will culminate in the
. formulation of a plan by the student
' to improve his or her effectiveness
and efficiency in future similar
situations.
The following’matrix is designed to provide an overview of the skills
statement section of the chapter. It can also be used to quickly ideﬁtify
the similarities, and differences between the skills of the four teaching
approaches. It is essentially the matrix of Figure'l with the cells filled.
N
The first column is labelled Common Skills. The skills appearing in those

cells are relevant to all four of the previously discussed teaching approaches.
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analyze and evaluate the stu-
dent's social participation
performance. The teacher will
- initiate the dnterview with a
series of analytical questions
* designed to elicit essential
data,

SKILL:

PROVIDES STUDENTS WITH ANALYTICAL AND EVALUATIVE DATA REGARDING THEIR

PERFORMANCE OF SOCIAL PARTICIPATION SKILLS IN A TEACHER OBSERVAT1ON CONTEXT

4.3.5

college classroom

or learning lab

Given a role-playing context, the
teacher will systematiczally ana-
lyze and evaluate the social
participation skill performance
of a peer role-playing a student
by means of a prespecified set
of criteria. Following data
collection he or she will struc-
ture and conduct a discussion
with the student such that he

or she will have recieved the
analytical and evaluative data
and have a plan for improving
future performance. A positive
and minimally-threatening
approach is to be usad by the
teacher, 3

SKILL:
4.4.1

college classroom
or learning lab

Given a social participation task
in a given context, the teacher
will identify alternative skills
and sequences of skills which can
be used to accomplish the task,
identify the costs of each
alternative, and determine the
probable relative efficiencies of
the alternatives,

51

indicators

indicators

microteaching or
actual classroom

The procedure will be the same except
that real students will participate
in the instruction.

EVALUATES EFFECTIVENESS AND EFFICIENCY OF STUDENT PARTICIPATION SKILLS

microteaching or
actual classroom

Given an interview with a student who
has been working on a social participa-
tion task, the teacher will structure
and conduct a discussion to determine
how effective the student's use of
social participation gkills has been

in accomplishing his or her task.

In the discussion the teacher and
student will also consider alternatives,
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CHAPTER 7

. TEACHING SKILLS IN MATHEMATICS INSTRUCTION

Frank K. Lester, Jr.1

Introduction

Traditionally, nextéto language arts, mathematics has been considered the
most important subject in the dlementary and secondary curriculum, Assuming
that there are good reasons to warrant this high esteem, great care must be
taken to insure that teachers receive the best possible training in mathematics ‘
and pedagogy.

Mathematics is unique ’'-. that its very nature facilitates a careful scrutiny
of the mo;t.basic and iméortar aspects of learning and teaching, which is not
possible in other subject aree3t/£1he’we11-defined, easily observed skills and
knowledge which must be developed and learned, and the sequential nature of
much of school mathematice, have promoted the intensive s:iudy of lower level
cognitive aspects of learnirng and teaching. |

At the same time interest in higher cognitive processes such as concept
formation and problem solving has been enhanced by the study oé how children
form mathematical concepts and develop mathematical problem solving ability.
Indeed, it is perhaps in mathematics that we have léarned the most about how
children learn and how to provide the most effective instruction (Shulman, 1970).
Hence, the identification of essential teaching skills may be less difficult
in mathematics than in any other area. This fact does not suggest that the
key teaching skills in mathematics are easily pinpointed. Even in an area
which has been the medium for so much educational research, the task of delin-

eating teaching skills is at best a .complex and formidable endeavor.

lThe author is indebted to F:nfessors Donald R. Kerr, John F. Leﬁlanc,
and Paul R. Trafton for their assistance in preparing this chapter.




A brief analysis of the key components in deciding upon an appropriate
instructional strategy may help to bring this point into focus. The process of
bringing external cues and prior knowledges together to facilitate the choice

of .an instructional strategy involves at least four components: underlying

knowledges, cue reception, decisicn-making, and action. (See Figure 1.).

UNDERLYING KNOWLEJGES CUE RECEPTION

Knowledge of Instructional Goals Attention to:
Knowledge of Child Development Child Cues
Knowledge of Learning Theory e ﬁ Environmental Cues
Knowledge of Mathematics 3 Subject Mutter Cues
Knowledge of Pedagogy

——# Decision-making Process

AdliON

Selection of Teaching Approach

Development of Classroom Procedures

Use of Resources

Effective Presentation and Explanation
Use of Appropriate Questioning Techniques

Use of Appropriate Motivation and
Reinforcement Techniques

Determination of Diagnosis and Evaluation
Methods

'Effective Self-management

I

Figure 1., LKey Components in Providing Appropriate Mathematics Instruction
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The knowledge component includes such aspects as knowledge cof instructional
’ goals, xnowledge of child development, knowledge of learning theory, knowledée
of mathematics, and knowledge of pedagogy. It is expected that the level of
needed expertise in each of these areas can be determined.

Cue receptioﬁ refers to the teacher's attention to child cues, environ-
mental cues, and subject matter cues, Although it may be impossible to train
diredtly a prospective teacher to attend to these cues at the appropriate
times and in an appropriate ﬁanner: it is possible to provide the teacher
with experien;es which point out the importance of this component,

The third component is decision-making. Thg process of making correct
decisions based on a careful consideration of all available information is
difficult to analyze. It is not clear how decision-making abilit} is best
developed in the prospective teacher but certain experiences seem tc be mcre
-effective than others.

The'action componen: : the result of decisions made on the basis of
information gained fro- .ne first two components. 7his phase of the instruc-
tional process involves the selection, development, and implementation of a
teaching strategy and the subsequent evaluation of instruction and student
learning. It is reasonable to expect that the prospective teacner can be
made aware of and knowledgeable about each aspect.of the action component.

Specific training and experiences relatea to each component of the
instructional process can be provided and evidence:of a certain level of
skill with and knowledge about the various aspects of each component can be

obtained. However, it is quite difficult to determine the type and degree

of training which will best prepare teachers who not only have acquired a

variety of skills, but also can integrate these skills into a sequence of

-
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‘instructional acts which make the stGdy of mathematics an enjoyable and proéil )

able experience for the learner. ' St

The purpose of this chapter is to idéntify thg competencies needed by
. every teacher in order to provide effective mathematics instruction. 7he focus

will be on thgse skills whigh enable the teacher to make sound decislons about
the instructional process inrhis or hér mathematics classroom.
Goals of Mathematics Igg;iuggigg

Befr- pecific skills are consicdered, serious thought must be giyen to
the;goals of mathematics“instruction. A critical consideration'in establiéhing
the goalsﬁof school matheﬁatics is the pace of Qhaﬁge in our society. Although
change has always been a bart of the human conditi;u, we are now faced with the

.

prospect thét the pace of change will accelerate so rapidly that every part of

‘life will be affected, Such rapid chaﬁg;\@%kes it extremely difficult to pre-
pare for the future since there i§ no ptgciée way to predict what scientific
aﬁd.téchnological discoveries will be ..ade. Collaterally, there is no suffi-
‘cient way to learn now everything that will neéd to oe known in the future
about a subject like mathematics. ®

Today mathematical activity in such areas as engineering, the physical
sciences, the medical sciences, the social ;cienCes,.the behavioral sciences,
and business are so extensive that the need for a mathematicglly literate
Eitizenry is highly important. Indeed it is clear that our culture is becom-
ihg increasingly "mathematized" and that mathematics will continue to be an’
importaq} part of any séhéoI curriculum. The question is, “How.can a school
mathematics curriculum best prepare students to meet the de@andé,of an increas-

ingly more compiex technology-centered society?” The answer seems to be that

Ky

we will haye to equip our students with an ability to 'learn things that no one

-
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‘ness of the nature of mathematics as a legitimate human endeavor, It is

N

“

yen knows.
A second critical consideration in establishing®the goals of school mathe-
matics is the knowledge we now have about how students learn and develop. A

basic feature of this knowledge is that students learn most effectively wvhen

‘the learning material is presented in a way that takes advantage of their

-

- experiences, interests, and level of cognitive development, and when the key

o %

ideas of what is to be learned are identified for them. f
Keeping in mind the preceding considerations, three goals become evident.

The first goal is cultural in nature and involves the development of an aware-
. . . i ’

t . \ ’
important that the child be given the opportunity to become involved in the

-’

type éf activities which characterize mathematics as an open, dynamic field

of inquiry. This 'awareness' is best developed by actually doing some nathe-

-«

matics which is more than arithmetic tedium or solving routine 'word problems."

. The second goal of school mathematics is to equip students with- the skills
to impiement'ény career decision which is consistent with their intéiests and
abilities. Attempts to achieve this goal haveé%gzditionally emphasized.ﬁhe Y
acquisition of ceréain computational skills. The fact fs, however, that we no
longer need.thé skill to perform very complicated calculations; machines can do
these much better than men. There is now a demand for people who can analyze
a problem and devise a means of solving it, leaving the actual solution of the
pgoble&,to a computer or similar machine. It seems thét equipping studen®s A
with the ability to implement career decisi’ons is really a matteerf finding

v
the appropriate balance between developing.”neeQ cé know now'' skills and
processes which involve mathemgtical thinking.
.The third goal is to develop prgblem solving ability. 1In a functional

L3

sense, mathematics is a means for solving problems. Any curriculum which does
%
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not give serious, direct attention to developing problem solviag ability irr’

students is not s° txsfactory. . .

In this chaﬁter any mention of problem solvxng refers to the process of

~

coordinating prevxous experiences, knowledge, and intuition in an effort to

determine an,outcome of a situation for which'a procedure for determining the

outcome is not known. Thus, finding a correct answer to the question, '"If

the length of‘the hypoter—'se of a riéﬁt“t?fhngle is 10 inches and the length

o + b '
of ope side is 7 inches, what is the length of the third side?'" does not in-

LY

volve problem solvi;hg fox: 'most students who are fomi ¢ar With the Pythagorean
.Theorem. lowever, for tlie student who i§ not fgntliar with this theorem,
determining ;'corrgct answer to this question may involve ptoblem solning of
a‘coﬁplex nature. ]
Clearly, the dhaﬂging goals of school mathematics imply a different role
i

2
of the future should give constant attentfon to developing children's problem

for the mathematics tjacher. These goéls suggest that the mathematics teacher
solving ability; preparing children to deal with new situatioms, and instill-
ingﬁattitudes which are -amenable to change. Let it suffice to say that mathe-
matics curricula of the futhre will be concerned with the development of
problem solving skills, real-world applications of mathematics, and the pro-

motion of genuine understanding of the nature of mathematical ideas and the

relationship of these ideas to one another.2

Aggroaches to Instruction,

Among’khe recommendations made for t:kkner training by the Conference on
v

the K-12 Mathematics Currlculum (1973) was that "each teacher should be pro-

~
vided with the necessaxy information and skills to allow him or her to have

2Participants in the Conference of the K=-12 Mathematics Curriculum,
Snowmass, Colorado, June, 1973, were in unanimous agreement that future trends
will be in this direction.

-



avpilable and be comfortable with multiple strategies."
. - ’
Assuming that the use of a variety of teaching approaches facilicates
good mathematics teaching, the factors which influence the choice of teaching

_ approach.deserve careful consideration. U ’ : ' v

. - The teaching approach selected for use by a teacher ié.dépendent‘on the

g&hls of insttuction, both long and short range. Other factors whibh inflﬁ-

2

ence the choice ot a teachigg-model are studeut characteristi® and the

¢ n

mathematical gontenf to be taught. 'Qlearly, the cognitive, affeciive and

[}

° . psychomotor development of students muyst also be given serious consideration
before any choice of\Todel is made. Finally, the mathematics to be taught

plays a role in determining the apbrop:iate model, (

\J

Three teaching approaches will be considered in this chapter: ' exposition,
. , - ve
structured inquiry, and the unstructured inquiry. Clearly, these approaches
. 4
are not the only. ones which can be used but they adequately represernt the c

salient features of both teacher-directed and student-directed approaches.
, :

a Teaching Functions.

»
.

Five major teaching functions will serve as guidelines for specifying

‘Essential teachericompetencieés. These functions include: explaining,
- . »*

questioning, reinforcing and motivating, and diagnosing and evaluating. Skills

classified under these five fﬁnctions play.roles of varying importance depend-

|

.ing gn Ehg inktructional goals and teaching approach.

As the terxX suggests, planning refers to those aspects of the instruc-

L\ . * _
tional process which precede actual implementation of a lesson or activity.

The determination of gqals and objectives, use of resources, teaching approach,

K

and sequencing of instructional activities are among the tasks involved under

this functioﬁ¢




L

Explaining, questioning,'and reinforcing and motivating are functions

which tage place during the iastructional act and involve direct interaction

-

with students. Thus, the teaching approach used is the primary factor in

determining the relative importancé_of—ééch of these functions.

~ The fifth function, diagnosing and evaluating, includes the identi fication
—\ 1] » * - [] [] . [] @ -
: of student difficulties, prescription of remediation, formative and summative

[

evaluation of student mathematical behavior, and assessment of the appropri-
' )
Ateness and. effectiveness of instruction.

. v . —_—

. Summary.

The intent of this chapter is to isolate and discuss the various skills

-

which are essential for a teacher to have in order to provide effective mathe-

' . \ ) s ) *
matics instruc.lon. Three dimensions are considered in determining these skills:

goals of mathematics instruction, approaches to instruction, and teaching
functions. BbBefore beginning a discussion of specific teaching skills, these

dimensions are reiterated:

Goals &\\

1. To develop in the student an awareness of the nature of mathe-
matics as a legitimate human endeavor. . .

w

2. Yo equip the student with the skills needed to implement any.

. career decision which is consistent with his'or her interests and
ability. i
.. 3. To develop problem solving ability. 1 . ',{ﬂ
.7 Approaches to Instruction
. ~

1. Expository
2. Strucfured‘iqquiry

3. Unstructured ggquiry




Teaching Functions

1., Planning.
2. Explaining
3. -Questioning
4, Reinforcing and motivating
" s, Jiagnosing aﬁd evaluating
As. was mentioned earlier, the purpose is to determine those skills which
prepare teachers to be confident and competent decision makers. Thus, instead
of attempting to create an exhaustive list of essential teaching skills, the
focus is on identifying a core of skills which enables the teacher to pull
together the unéerlying knowledge about students, goals, mathematics, and
pedagogy and various external cues to make sound decisions about instruction.
It is upon this core of competencies that future teacher training programs in
mathematics should be built. |
The remainder of this chapter will contain two ;ections. First, the
major teaching skills and skill indicators will be presented. The skills
will be grouped under the five teaching functions. The final section will
include a discussion of three approaches to teaching mathematics and the

skills which are most important to each approach.

FUNCTION: PLANNING

SKILL: 1IDENTIFIES KEY IDEAS AND CENTRAL THRUST OF ACTIVITIES

0.1.1 indicators
college classroom microteaching or
or learning lab actual classroom
Given a unit of textbook materials Given a remedial class, the teacher:

for a particular grade level:
--focuses activities on major ideas

--identifies the main thrust of in order to aid student understanding
the materials and selects the



. key ideas around which --omits materials or activities which
T the.paterials are developed are not essential to the learning of
the key concepts, processes and skills
After viewing a film or video- i
tape of a lessor presented by a For any unit of instruction\the teacher:
teacher: '
--develops activities around key ideas -

--identifies the key ideéas :
- --identifies and follows a central
_ -~identifies the cen-ral thrust in the unit

thrust

After viewing a film or videotape
of an activity involving a small
group of students:
--identifies the key ideas
--identifies the central

thrust

SKILL: IuENTIFIES IWSTRUCTIOIIAL GUALS OF A GIVEN CONTENT AREA

0.1.2 indicators
college classroom microteaching or
or learning lab actual clagsroom
For a given content area (e.g., As a part of a complete lesscn or activity
numeration, function and relatioms): in a given area:
--consults scope and sequence --writes instructional objectives in
charts, textbooks, or other terms of desired student behavior
sources for suggested major
objectives --identifies long range goals of a

given content area (K - 8 or 9 - 12)
--specifies 3 major instruc-
tional goals in terms of
desired student behavior

SKILL: oISTINGUISHES AMONG EXPLORATORY, DEVELOPMENTAL AND CLOSURE LESSONS/ACT1IVITIES

0.1.3 indicators
college classroom microteaching or
or learning lab actual classroom
After viewing a film or videotape In a microteaching situation:
of a mathematics lesson/activity: '
~ --plans and implements each of the
--determines if the lesson/ three types of lesson/activities

10 .




activity was expluratory,
developmental, or if closure
on a toupic was intended

--if exploratory, identifies
the key ideas beinyg explored

--if developmental, identifies
the lesson/activity as being
introductory, an extension

of previous study, or designed
‘to maintain a previously
learned concept, proces$ or
skill

--if closure, ideuntifies level
of understanding or skill
which is being sought

--identifies an appropriate
type of lesson/activity for
the next step in a sequence
of lessons/activities

SKILL: PROVIDES RATIONALE FOR ORGANIZATION OF MATERIALS

0.1.4 indicators
college classrocom microteaching or
or learning lab actual classroom
Given a set of textbook materials: --justifies organization of lessons/

activities on daily basis
--gives justification for the
choice of topics, sequencing --justifies organization of materials
and method Sf presentation and for a unit of instruction
explanation

--gives reasons for disagree-
ment with organization of the
materials

Given randomly ordered objectives

for a unit of materials:
'--ordersgobjectives into an
appropriate sequence and
provides rationale for that
ordering

11




Plans a lesson/activity for use
with students and includes reasons
for organization of the lesson
witu respect to:

-=-student characteristics

--objectives of the lesson/
activity

--nature of mathematics involved

SKILL: PREPARES OR RECOGNIZES LONG RANGE, UNIT AND DAILY OBJECTIVES

(COGNITIVE AND AFFECTIVE)
0,1.5 indicators

coilege classroon ?
or learning lab .

Givea a set of prepared materials:

--identifies the long ringe,
unit and daily objectives of
those materials

For a given content area and
grade level:

--writd$ long range objectives

--writes unit objectives con-
sistent with concepts, processes
and skills to be included in the
unit

--writes daily objectives in an
appropriate developfnental sequence

--plans a brief lesson/activity

and identifies the objectives of
the lesson/activity

12

microteaching or
actual classroom

bl o 72



SKILL: = ODESIGRS Al ILSTARAUCTIORAL SEQUENCE CONRSISTEWT WITii INSTRUCTIONAL GOALS,

TUPICS Ak STUJENT CHARACTERISTICS
0.1.6 T indicators

college classroom
or learning lab

Given a mathematical topic and
objectives, designs lessons/
activities:

--sequer~ed in a mathemati-
cally sound way

-=leading to desired student
behaviors

--appropriate for particular
student characteristics

Given a unit of prepared instruc-
tional materials:

--evaluates the appropriate-
ness of sequencing with respect
to goals, topics and student
characteristics

Given a set of mathematical topics.
randomly ordered:

--orders topics into an instruc-
tional sequence for a given
grade level

After viewing a videotape or film
of a mathematics lesson/activity:

--evaluates the appropriateness
of the sequencing of topics
with respect to pedagogical and

mathematical considerations
"~

13

microteaching or
actual classroom

--provides rationale for sequencing
of lessons/activities



SKILL: UESIGNS A SEQUENCE OF LESSONS/ACTIVITIES REFLECTING A TRANSITION
FROr CONCRETE TO ABSTRACT

0.1.°7 indicators
college classroom microteaching or
or learning lab . actual classroom
: 7 :
Given a particular mathematical For a given mathematical concept,
concept, process or skill: process or skill designs lessons/

activities which:
--describes more th§n one

manipulative materials which --include concrete embodiments of

illustrate that idea that idea

--describes more than one --include representational embodi-
\\\ foundational activities for ments of that idea

developing that idea
-~-indicate an appropriate transition

~--describes more than one from concrete to abstract
\ pictorial or diagrammatic
\ materials illustrating that -~-take into consideration the stu-
\\ idea dents' readiness for abstraction of

the concepts involved
. --identifies the most appro-
priate point at which to intro-
duce the idea abstractly and
gives justification for the
choice

SKILL: PLANS UNITS REFLECTING CURRENT RESEARCH AND THEORY

0.1.8 indicators
college classroom microteaching or
or learning lab actual classroom
Evaluates an observed demonstra- --assesses readiness of students to
tion lesson on the basis of: learn certain concepts in the context
of particular learning theories and
--agreement with particular plans units accordingly
child development and .
learning theories --distinguishes among concept forma-
tion, skill building, and process
--research supporting the learning and provides a rationale
instructiona!' ciratepyv P for the choice of instructional
used strategies used with each

Given a particular theory of
learning or instruction:

--describes a lesson/
activity which demonstrates
adherence to that theory

14
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SKILL: SELECLS Aiiu JESIGKLS ACTIVIIY-URIENTED TECHNIQUES Ao ACTIVITIES TO
MOTIVATE SIUDENTS Ao PROVIVE MNEEOED PRACTICE OF SKILLS

Juol.oo indicators

college classroom
or learning lab

Given a concept, process or skill:

--cites at least 3 sources of
materials which might have
ideas for stimulating interest
and appreciation

--describes more than one
activity which allows for
direct student involvement
in learning that topic

--describes more than one
technique for relating
that topic to student
experiences

--describes more than one
technique for relating that
topic to student interests

microteaching or
actual classroom

During the planning of a unit of
instruction:

--designs student-centered activities
which rely on student experiences
. and interests

--identifies altérnate activities
for that topic

--includes enough flexibility to
allow for studeat divergent inquiry

N
\

SKILL: PLAKNS THE USE OF AUDIO-VISUAL RESOURCES APPROPRIATE FOR A GIVEN SITUATION

D,1,19 indicators

coullege classroom
or learning lab

Given an instructional objective
for a mafhenatics topic:

--sugéests a concrete and a
semi-concrete aid that relates
- to that topic

-=-cites at least three sources
of material which contain
alternative aprroaches or
related ideas

--prepares a variety of media
and instructional material

15

microteaching or
actual classroom

--plans effective use of chalkboard,
overhead projector, etc.

--designs duplicated materials and
overhead transparencies to facilitate
desireu student behavior

--plans bulletin boards, audio- and
videotapes, films, filmstrips, dry
mounts, etc. to facilitate instruction



-~demonstrates ability to

operate a variety of media
equipment ;
|

Given a particular audio=-visual
aid and package of materials:

--describes types of instruc- -
tional goals it facilitates "

--describes how that aid

facilitates instruction

SKILL: PLANS MANIPULATIVE OR PICTORIAL MATERIALS APPROPRIATE FOR THE
MATHEMATICAL TOPIC AND GRADE LEVEL INVOLVED

0.1.11 — indicators
college classroom migroteaching or
ot learning lab aftual classroom
Given manipulative materials such --includes\ appropriate manipulative
as counters, rods, geoboards: ] and pictorigl aids in planning
%

instruction

--describes appropriate uses
and limitations of each --in remedial jnstructional -situdtions
- ... ... relates conte

--justifies the selection of tive or pictor)al models

materials for use in developing

a concept, process or skill --indicates poihts at which a shift
from manipulatiye to pictorial aids

Given a particular mathematical may be approp
concept, process or skill: topic and grade level

--describes two or more
manipulative or pictorial
devices to facilitate student
learning

--describes how a transition

‘can be made from concrete,
to pictorial, to abstract

( '

16
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FUNCTION:
SKILL:
STUDENT -STUDENT ANV STUDENT-TEACHER
0.2.1 indicators

college classroom
or learning lab

--discusses various approaches
to classroom interaction with
respect to content and instruc-
tional goals

After viewing films or videotapes

of instruction involving a variety
of interaction styles:

--identifies the merits and

limitations of each style . \\

--compares and contrasts the
various styles

--determines the conditions
under which each style would
be effective

EXPLAINING

IMPLEMENTS INSTRUCTION FCSTERING A VARIETY OF INTERACTION ST&LES:

microteaching or \
actugl classroom

--places students into flexible groups
based on developmental, intellectual
and emotional considerations
--maintains openness and honesty in
dealing with students

--encourages Student participation
and divergent points of view

' .--implements instruction of the follow-

ing types: . games, independent inquiry,
small group discussion, teachar-guided
inquiry, lecture-demonstrated

SKILL: ADJUSTS PRESENTATIONS OR EXPLANATIONS IN ACCORD WITH STUDENT

CHARACTERISTICS, LEVEL OF ABSTRACTION AND GENERALIZATION AND

CLASSROOM ENVIRONMENT

0.2.2

college classroom
or learning lab

After viewing a film or videotape
of a lesson/activity:
o .
--identifies situations which
could necessitate adjustment
in presentation or explanation

--identifies opportunities for

adjusting the presentation or
‘explanation which were not used®

17

inditators

A8
\

microteaching or
actual classroom

--continually assesses the effective-
ness of a presentation or explanation
by analyzing the degree to which it is
based on a consideration of student
characteristics and topic

--is receptive to classroom cues indi-
cating a need to alter a presentation
or explanation '



g

+

--identifies d@ppropriateness or §\

elfectiveness of adjustments
which were made
4
While viewing a film'loop of a
¢ritical classroom situation:

--reacts spontaneously and
indicates immediate action s
waicih 18 needed

-
[

SKILL: RELATES TOPICS TO APPLICATIONS AND QTHE& REAL-WORLD CONTEXTIS

0.2.3 .

-

college classroom
or ‘learning lab

For a given mathematics topic:

--identifies an application of
that tupic in more than one
field

-
-~-relates the topic to every-
day expericuces of students
of a given grade level and
sociv=-econonic background

--identifies and takes advantage
of opportunities to make real-
world situations more tractable
E? applying mathematics

indicators

microteaching or
.actual classroom

~-asks questioﬁs that bring out the
mathematical potential in a situation

--explains topics in a context which
is consistent with student everyday
experiences

--applies the topic to real-world
situations whenever possible
-=encourages Sstudents to interpret
physical situations mathematically

--provides students with a variety
of situations in which to apply
their problem solving skills

SKILL: RELATES TOPICS TO STUDENTS' PREVIOUS MATHEMATICS EXPERIENCES,

{OWLEDGES AND SKILLS

0.2.4 indicators

college classroom
or learning lab

For a given mathematical topic
and grade level:

--identifies previously studied

mathematical topics related to
the given topic

18
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microteaching or
actual classroom

--explicitly points out the relation-
ship bctwcen a given topic and pre-
viously studied topics

--presents lessons/activities which
facilitate student awareness of the
inter-relatedness among various topics



L
- |
--studies scope and sequence # --implements lessons/activities which
cQ:}ﬁs to gain awareness, of are sequenced in a pedagogically and
the/relation of that tqgic mathematically sound way
to other topics (K - 8) o L.

--identifies those mathemati-
cal aspects (content, knowledge,
skills) which are prerequisite
to new learning

-]

o ,
SKILL: ORGALIZES EXPLANATIONS AROUND KEY POINTS OF A LESSON

~

0.2.5 . indicators
college classroom’ * microteaching or
Ao or learning lab actual classroom
Given a prepared lesson/activity: --maintains focus on the key points

\ of a lesson in order to avoid student

--identifies the key points confusion or misdirection

After viewing a film or videotape --organizes student-directed.-activities
of a lesson/activity: , in such a way that students focus on
key points

--identifies the key points

--plans lessons/activities

‘and points out the key points ,

nl'

SKILL: INTEGRATES MATHEMATICAL TOPICS WITH TOPICS FROM OTHER CONTENT AREAS

0.2.6 indicators
¢ollege cladsroom microteaching or
or learning lab ' actual classroom
Given a mathematical topic and --points out the uses of particular
grade level: mathematical topics in other :ontent

areas whenever appropriate
--identifies two or more

applications of that topic --encourages students to look for

to two or more other content applications of mathematics in other
areas content areas

--identifies the relationship --works closely with teachers in other
between the topic .ahd some areas (7 - 12) or resource teachers
topic in two or more other (K - 6) to identify relationships be--
content areas (e.g., use of tween mathematics and other areas

statistics in social science;
geometry and art)
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Given a content area different
from mathematics:

--states at least two topics
from that area which have
direct relationship to
mathematics .

--collects and makes available resources
and references which describe appli-
cations of and relationships between
mathematics and other areas

JFUNCTION: QUESTIONING

 SKILL: LOENTIFIES AND CONSTRUCTS VARIOUS QUESTION TYPES .

0.2.7 indicators
- :
college classroom ;/” microteaching or
or_learning lab actual classroom
Demonstrates question types --gives direct attention to planning
involving different levels of the use of different question types
cognitive understanding (see in lessons/activities
for example Bloom's Taxonomy;
Bloom, 1956) by: --is aware of and uses question types
involving different cognitive levels
--writing a question of a
given type related to a ——— P

given topic

--listening to, reading,

or viewing a teacher-student
dialogue, and preparing a
summary sheet of question
types

Demonstrates questioning techniques
such as clarifying, prompting and
redirecting (see Orme, 1972) by:

--identifying particular question-
ing techniques after reading,
listening to or viewing a teacher-
student dialogfue

--citing an example of each
questioning technique

--prepares a lesson/activity

in which 50% or more of the
questions are at the application
level or higher

20
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SKILL:

0.2.3 indicgtors

college classroom
or learning lab

Views a film or videotape of a
demonstration lesson and:

’,--evaluates the appropriateness

of the questioning techniques:

used with respect to: number

of higher level 'questions, bal-

ance between reflective and
factual questions, clarity and
‘effectiveness ' .

i

USES APPROPRIATE QUESTIONING TECHKIQUES TO ATTAIN SPECIFIC OBJECTIVES -

microteaching or
actual classroom

. =--develops and implements inductive

and deductive question sequences

--devotes substantive amount of
development time to questioning

--asks open-ended questions both
of individuals and the class

--maintains appropriate balance
between reflegctive and factual

questions \’/ﬁ

--states questions clearly and
unambiguously

--uses questions to redirect and
refocus student attention to a
specific objective

--uses questions to clarify, prompt
or promote critical awareness

--changes the questioning pattern
used to suit the instructional
approach used (e.g., more analysis
questions in structured inquiry,
more divergent questions in un-
structured inquiry and more appli-
cation questions in exposition)

SKILL: USES APPROPRIATE QUESTIONiNG TECHNIQUES IN DEALING WITH INCORRECT

of

0.2.9 indicators

college classroom

or learning lab

Views a film or videotape of a
lesson/activity involving incorrect
student responses, student misunder-
standing o1 wmisdirection and:

--evaluates the lesson/activity

21

STUDENT RESPONSES, STUDENT MISUNDERSTANDING, OR MISDIRECTION

microteaching or
actual classroom

Uses questioning téchniques to:

--determine a student's level of
understanding an idea

--determine the nature of a student's
difficulty -



with respegt to tie appro-
priateness of the teacher
action taken

--supgests alternate ways
of dealing with the sit-
ation involved

--redirect or refocus a student's
attention to a specific objective

Accepts an incorrect student respoase
and builds on the response

Avoids -criticism of a student for
giving an incorrert response

" Given a mathematical topic and 4 .
an area of possible student Identifies areas of possible student \
difficulty: difficulty prior to implementing
. . instruction and directs questions
--constructs a questioning . to deal with those difficulties
.sequente’ to deal with the ,
difficulty -« . i
- . FUNCTION: REINEQRCING AND MOTIVATING . V

) ) oA
SKILL: PROVIDES CCNTINUAL FEEDBACK TQ STUDENLS ON PROGREARS IN UNDERSTANDING
- CONCEPTS AND" PROCESSES AND DEVELOPING SKILLS

0.4.10

college classroom
_or learning lab

Given a set of objectives and
sequence of lessons and activities
comprising a unit of instruction
on a mathematical topic:

--denotes points within the
instructional sequence at
which formal feedback on
progress should be given "

--identifies an acceptable
level of achievement of
objectives at various points
in the instructional sequence

22

indicators

microteaching or
actual classroom

--apprises students of the purpose
and objectives of a lesson/activity

--apprises students of the purpose .
and objectives of a unit of instruction

--informs students at regular inter-
vals of their progress toward attain-
ing specified objectives

--avoids open criticism of a student's
lack of progress toward acliieving
specified gcals

--avoids aversive feedback which might
discourage students from attempting
to attain specified objectives
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SKILL:
MATHEMATICAL BEHAVIOR

0.2.11

college classroom
or learning lab

Given a fi1lm or video tape of

student behavior during a mathe-

matical task:

--reinforces/ignores student
mathematical behavior when
appropriate and justifies
choice of action

--identifies techniques for
eliminating undesirable
mathematical behavior

When confronted witii various
'critical incident' situations
during a mathematics lesson/
activity: )

-=-supplies appropriate
reinforcers to deal with
the situation

--indicates means of avoiding

undesirable situations

SKILL:

indicators

PROVIDES POSITIVE REINFORCEMENT TO STUDENTS REGARDING THEIR

microteaching or
actual classrbom

--spontaneously rewards and encourages
desired behavior on a mathematical
task

--apprises student of incofrect mathe-
matical behavior and indicates desired
behavior

==avoids inattention to undesirable
mathematical behavior

OEMOXNSTRATES EWTHUSIASM FOR TEACHING MATHEMATICS AND INCULCATES

ERTHUSIASM Tiv STUDENIS FOR INVESTIGATING MATHEMATICAL IDEAS

0.2.12

college classroom
or learning lab

Given a film or videotape of
a mathematics lesson/activity:

--appraises level of teacher
enthusiasm

--suggests ideas for increased

overt display of enthusiasm

indica.urs

23
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microteaching or
actual classroom

--displays excitenent for teaching
mathematics

--participates in mathematical
activities with students

--encourages a variety of approaches=
tc sclving problems



T~r a given mathematical topic: --encourages divergent inquiry when

appropriate

--describes two or more foundas

tional, student-centered --displays enthusiasm for student-

activities for that topic . initiated inquiry

¢ .

--cites two Oor more sources -~includes mathematical materials

of material containing ideas and activities which lend themselves

for stimulating stuvdent to active exploration !

interest /
--includes materials and activities

--designs two or more activi- which can be used by students inde-

ties for use by students ) pendent of the teacher .

independent of the teacher

SKILL: DEMONSTRATES KNOWLEDGE OF AND APPLIES TECHNIQUES FOR REINFORCING AND
MOTIVATINC DESIRED STUDENT BEHAVIOR

j G.2.13 indicators CA
college classroom ‘microteaching or
or learning lab . actual classroom
For a given mathematical topic: -~-uses non-threatening, non-punitive
techniques in dealing with undesirable
--describes two or more alter- student benavior
native procedures for motiva- i
ting students " -~gpontaneously rewards and encourages
\ desired intermediate and terminal
--prepares a behavior modi fi- behavior
cation plan for dealing with
specified stuueat Leuavior --uses alternative procedures for

motivating students
--designs lessons/activities
which include specification
of reinforcement techniques
to be used aud justifies
choices s

For a given 'critical incident’
situation:

--describes non-threatening,

non-punitive techniques for
dealing with the situation
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FUNCTION: DIAGNOSING AND EVALUATING

SKILL: IDENTIFIES STUDENT PROCESS OR SKILL ERRORS ARD ERROR PATTERNS .
Ny .

-’

0.3.1 indicators
college classroom microteaching or
or learning lab actual classroom
Given a sample of a student's During planning of a lesson/activity:

written work:

--identifies possible areas of
--generates a hypothesis con- difficulty
cerning possible error patterns

--lists the types of student

~~constructs a diagnostic process or skill errors which

activity or test to test the might arise

hypothesis '

Checks student progress toward unuer-

After viewing a film or video- standing of concepts and processes
tape of a student mathematical and development of skills frequently
activity: during lessons/activities

--generates a hypothesis con- Takes immediate action toward elimi-

cerning possible error patterns nating difficulties as soon as they

are identified
-=-constructs a diagnostic
activity or test to test the Uses questioning and observation
hypothesis techniques as well as written tests
to identify student difficulties

4

SKILL: DEVISES APPROPRIATE DIAGNOSTIC ACTIVITIES TO ISOLATE STUDENT
DIFFICULTY AREAS

0.3.2 - indicators
college classroom microteaching or
or learning lab actual classroom
For a given mathematical topic and Uses questioning and observation
grade level: techniques to isolate student
difficulties
-~devises an activity to serve
as a diagnostic tool Designs games and other student-
. centered activities to serve as
--describes various classroom diagnostic instruments
procedures for diagnoeing stu-
dent difficulties (e.g., Designs written diagnostic tests
questioning) to isolate student difficulties

25




. After viewing a film or videotape
of a student activity:

~-devises a diagnostic activity
to isolate student difficulties

L

SKILL: PRESCRIBES APPROPRIATE REMEDIATION BASED ON RESULTS OF DILAGNOSIS

0.3.3 indicators
college classroom microteaching or
or learning lab actual classroom
Given a list of student conceptual, --prescribes remediation of student
process ui skill errors for a difficulties based on results of
particular grade level: self-made diagnostic testing
--describes remediation activities --prescribes remediation of student
for each area of difficulty difficulties based on interpretation
T of standardised iLest results
Given alternative remediation pro-
cedures:

--gelects one or more procedures
and defends choice

§
SKILL: DEVELOPS, USES AND INTERPRETS INSTRUMENTS FOR EVALUATING COGNITIVE

AND AFFECTIVE ASPECTS OF STUDENT MATHEMATICAL BEHAVIOR

;
£

0.3.4 indicators |
college classroom microteaching or
or learning lab actual classroom
Given a prepared unit of mathe- --evaluates student performance based
matics instruction for a specified on predetermined objectives

grade level: ..
--develops indicagors of desired stu-

--develops diagnostic instruments, dent cognitive and af€ective behavior

both formal and informal during times of no teacher-student
interaction

--develops attitudinal surveys

regarding student interest and --devises alternative systems for

motivation during the instruc- evaluating student behavior

tional unit
--aids students in evaluating their

--develops achievement instru- own progress
ments, both formative and
summative

26



--designates points at which
each type of instrument should
be used during the unit

~~jdentifies alternative evalu-
ation instruments both formal
and informal

Given the results of an instru-
ment measu.iug (1, readiness,
(2) achievement, (3) attitudes
with respect to a specified

topic(j}

--interprets readiness results
ang identifies prerequisite
skills which are not present

--interprets readiness results
and i1dentifies conceptual pre-
requisites which have not been
attained

--identifies the degree to which
mastéry ot the objectives has
been attained

--designates remediation which
is needed

--identifies interest and motivation
students l.a'e regarding mathematical
topics

-~interp-ets results of standardized
tests

SKILL: DISTINGUISHES BETWEEN FORMATIVE AND SUMMATIVE EVALUATION

0.3.5 indicators

college classroom
or learning lab

For a given mathematical concept,
process or skill:

--constructs sample test items

to serve the following purposes
respectively: (1) diagnostic
instrument; (2) readiness inven-
tory; (3) measure of achievement;
(4) assessment of attitudes and
perceptions toward that topic

Compares and contrasts formative
and summative evaluation instruments

27

microteaching or
actual ciassroom

--administers appropriate formative
evaluation instruments before and
during instruction

--administers appropriate summative
evaluation instruments after instruction



SKILL: DESIGWS AxDL USES VARIOUS INFORMAL EVALUATION METHODS

0.3.6 indicators !
\
ccllege classroom microteaching or \
or learning lab actual classroom
For a given mathematical concept, --uses questioning techniques to gain
process or skill: information on student behavior with

respect :o prcidetermined objectives
--outlines a procedure for an :
informal evaluation of student --uses observation techniques to gain
progress information on student behavior with
respect to predetermined objectives
After viewing a film or videotape
of a mathematics lesson/activity: --gains information &n student behavior
through individual counseling
--identifies one or more method
.of informal evaluation which
could have been used

Describes the attributes, advantages

and limitations of rating scales, T
observation techniques, interview

techniques and other informal evalu-

ation techniques.

For a given description of a mathe-
matics lesson/activity and its
objectives: .

--describes at least one method

of informal evaluation to be used
during the lesson/activity

SIILL: DESIGNS, USES AND INTERPRETS INSTRUMENTS EVALUATING THE APPROPRIATENESS
AND EFFECTIVERESS OF INSTRUCTION

0.3.7 indicators

college classroom microteaching or
or learuing lab actual classroom
Videotapes a lesson/activity de- --frequently examines objectives,
signed and implemented by the materials and strategies for an
teacher and: ingtructional unit in order to
isolate tinse areas which may need
--uses some Systematic ob- alteration
servation technique (e.g.,
Flanders interaction identifies elements in his/her own
- analysis) to analyze teaching which need improvement
h instruction
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--evaluates the appropriateness --identifies strquths in his/her
of materials and stratcgles teaching
used with respect to student
attainment of objectives --plans and engages in continual
and instructional approach professional education

intended by the teacher
--uses systematic observation tech-
niques to analyze the appropriateness
of instruction

~--seeks out and accepts advice of
colleagues regarding instructional
techniques

--identifies cultural or other biases

in his/her own belief system which
might influence instruction

Teaching Skills Grouped Under Approaches to Teaching Mathematics

Three approaches to teaching mathematics were identified in the first
section. It was mentioned that these approaches were chosen because they repre-

sent both teacher and student-directed approaches to instruction. In this

section it will be pointed out that the specific characteristics of these

approaches require special skills on the part of the teacher. The reader is
cautioned that no suggestion is being made that the skills listed under a par-
ticular teaching approach are uniquely important to that approach alone. Instead,
the intent is to emphasize that certain skills are particularly important with-
in a specific approach., It must also be pointed out that several of the skills
identified in this section are the same as those listed in the preceding section.

1. Expository Approach

Formally, an expository approach is one in which the teacher communicates to
students the kiowledge and ways of behaving to be acquired. Although the focus
is often on the transmission of information to the student by means of direct

presentation by the teacher, exposition can be used in teaching higher cognitive
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processes and affective processes, such as attitudes. Typically, a teacher,
or some learning aid (film, textbook, étc.), commu;}bates and explains facts,
concepts, ur processes to a group of students. The large group lecture classes
which are so common in many colleges and universities usually use an exposi-
tory approach. However, this approach is not limited to use with large groups
only. An expository approach of one sort or another is used whenever time-
cost considerations are important and seems more appropriate for students in
Piaget's formal operational stage than the concrete stage, (See Ausubel, 1964
for a discussion of the usefulness of exposition).

There are at least four arkas in which an expository approach is most
likely to be used in teaching mathematics: :

l. Presenting facts or ideas in as efficient a manner as possible’
(e.g., definitions, rules). \\“

2. Reviewing familiar material and explanation or clarification
of certain points.

3. Providing a summary of material in order to gain closure on
a topic or concept.

4. Illustrating algorithmic techniques or other techniques such
as problem solving processes which a student can imitate.

Example: If the teacher's aim is to present facts, concepts, definitions,
rules, formulas and the like in an efficient maAner, the expository approach
may be appropriate. An cxample is often seen in ninth grade algebra. Suppose
the class has been studying quadratic functions and equations: factoging,
completing the square, solution of quadratic equations, etc, Furthermore,
suppose the teacher decides that the primary objective of studying quadratic
equations is to be able to solve any quadratic equation of the form
ax2 + bx + ¢ = 0. With this objective in mind he decides to derive the quad-

ratic formula for the class. It should be pointed out that, although the

-
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teacher presents a derivation to the class, the presentation relies oq/the
students' previous experiences with factoring, completing the square, and other
related topics. Thus, a serious attempt is made to present the derivation in
a meaningful way to the class. Notice that the instructional appreach was
contingent npen the instruction-objectivé. |

Several factors may have influenced the.teacher's choice of approach,
The decision may have been based on the belief that although it is important
that the students know the qua@:atic formula in order to solve certain equations,
it would take too much time to derive through an inquiry approach. Other con-
siderations might be that the teacher does not view the derivation of the quad-
ratic formula as important or that spending time trying to 'discover' the
—ﬂﬁﬁadratic formula might distract the students' attention from a more important
obfective, Of course, there also is the possibility that the teacher may think
that deriving the quadratic formula by the stﬁdents would be too difficult and
not worth the effort., The main point to be made is that the teacher based the
choice ot teaching approach on the instructional objective which-had been identi-
fied., Since the goal w;s to equip the students with a useful formula and not
to make them aware of some mathematical process or introduce a key mathematical
concept, the decision to use an expository approach seems appropriate.

Specific Skills Within the Expository Approach

Function 1. Planning

Since the-expository approach focuses on the transmission of knowledge by
means of direct presentation by the teacher, it is'essential that the selection
and sequencing of instructional goals be given careful consideration. Since
.efficiency is often desired, the teacher must be sure that_goals are carefully

thought out if efficient instruction is to take place. The skills which are
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associated with this function relate primarily'éd goal selection and sequenciné
of materials. . |
Skills. Of particular importance are the following:
-1. Identifying the key ideas and central thrust of each lesson.
2. Distinguishing among exploratory, developmental and maséery lessons.

.

3. Providing a rationale for the organization of the presentation.
-

4, Writing of terminal, unit and daily objectives.

5. Designing an appropriate instructional sequence: consistent with
gouls and reflecting a transitional from concrete to absfrract.

6. Planning of lessons r;flecting current researéh and~theory;
Functions 2, 3 & 4. Explaining, Quesiioning, and Reinforcing and Motivating

It is at this stage that the expository approach becomes clearly different
from the two inquiry approaches. Within this approach the teacher must carefully
. select a method of presentation which will be clearly understood by as many
students as possible. Also, since Lhe student is not actively participating in
scme sort of inquiry process there may be little intrinsic motivation to learg.
Thus’, a large part of the studenmt's motivation must come from what the teacher
does. That is, the teacher is the main source of motivation within an ekposi-
tory approach, whereas in a structured .inquiry approach motivation comes from
a combination of the teacher and the material to be learned and in unstructured
inquiry the material and the learner are the primary motivational factors.
Since the nature of expositioq delegates a serious responsibility to the teacher
to design effective means of directly transmitting information to students, the
key skills deal with sequencing of topics, questioning techniques, and perhaps
most importantly, ability to adjust presentations and explanations to &he level

of students' understanding.
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Skill 1. Sequencing of topics and materials :

a. Sequences a set of mathematical topics in a way which is consistent
with the structure of the mathematical system being considered.

b. Developmentally sequence a set of mathematical topics in a way
which is consistent with the student's stage of intellectual
development.

c. Distinguish among and design introductory, extension, maintenance
and reinforcing, and mastery lessons,

d. Illustrate a hierarchial learning model for a ma jor topic 3
v+ (e.g., addition of rational numbers).

Skill 2, Designs and implements effective explanations of mathematical
concepts, processes and skills through direct presentation to the students;
more specifically:

L

a. Gives alternate explanations of a given ccncept, process or skill
at .a particular level.

b. Interprets real-world situations mathematically.

c. Uses correct mathematical terminology in writing and speaking.

d. Relates explanationg to the previous experiences of the students.
Skill 3. Uses appropriate questioning techniques in order to:

a. Determine the student's level of understanding of a mathematical
idea.

b. Determine the nature of a student's difficulty in understanding
a mathematical idea. ~

c. Guide the student to a point, Wwhere he is able to discover a
mathematical generalization or idea or to develop a deeper aware-
ness of a mathematical principle.

Skill 4. Adjusts presentations or explanations of mathematical topics

in accord with student characteristics (such as ability level, age and

previous related experiences) and the level of abstraction, generalization,

and sophisticatiof of the mathematical topic under consideration.
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Skill 5. Motivates students to learn mathematics by demonstrating
enthusiasm for mathematics during the exposition of a topic, by selecting
appropriate instructional aids (e.g., films, filmstrips, pictures, diagrams)
to facilitate student understanding, and by relating the mathematical ideas
involved to the students' experiences., !
Function 5; Diagnosing and Evaluating

The primary focus of this function within the expository apérqach is on
formal evaluation of student progress and understanding. Whereas,: diagnosis
may play a major role in determining the level of abstra;:}bﬁ or generali-
zation cr a prespnr?tapn, it generally is not used for purposes of individu-
alizing instruction or determining the specific deficiencies of students.
Also, %ince interaction between the teacher and students is minimized with
an expository approach, informa} evaluation of student behavior is rarely
feasible thus necessitating the use of formal evalu@tidh instruments, usually
paper and pencil tests. The only other means of assessing student progress
and understanding is through questioning during a lesson or checking student
assignments,

Skill 1. Designs appropriate methods of assessing student progress,

'skill and understanding for the following purposes: . :

a, Assessment of .the degééz of mastery of a mathematical 8&oncept,
process or skill.

b. Assessment of attitudes and perceptions toward a particular topic.
c. Diagnosis of student difficulties.

d, Determination of prerequisite matliematical skills and abilities.
Skill 2. Administers and evaluate; instruments designéd to measure

specific student cognitive behaviors.

t

)/
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11. Structured Inquiry

A structured inquiry approach is designed to guide the student through a

series of acti dities which will ultimately result in the attainment of certain

predetermined objectives. This approach allows the student to become an active

participant in mathematical activities whici, have been carefully selected by

the teacher. The student is given the feeling of being involved in independ-

ent inquiry and exploration but at the same time the teacher bas scme control

over the direction of his inquiry. An important feature of this apprbach is

—_

— that it adds flexibility in the sense that unexpected results may occur. That

is,'there is the possibility of the student blazing é\xrail into unknown ierri-

L)

tory, whilc at the same time the teacher maintains enough control in the

inquiry process to prevent unwarranted floundering or misdirection by the stu-

dent.

Among the areas in which a structured inquiry approach is appropriate are:

1.

2.

4

Discussions or inquiry in which teacher-student and student-student
interaction are desirable.

Areas in which the teacher desires the student to gain experience
in using a particular problem solving strategy or other mathematical

thinking process such as searching for relationships and pattern
finding.

Introduction to unfamiliar concepts or processes when closure is not
necessary.

Activities designed to lead the student through a chain of reasoning

(both inductive and deductive) to draw conclusions about a mathemati-
cal idea.

Example: A structured inquiry approach is often successfully used to intro-

duce new concepts when no closure is necessary. An example from a fourth grade

class can illustrate this approach. Factors and multiplgs of counting numbers

are often introduced in the fourth grade and can provide opportunities for

students to do independent inquiry which may lead to a clearer understanding

35



of these number properties. Suppose the teacher wants tihe students to gain
an understanding of prime numbers and decides that the best way to introduce
the class to prime numbers is by designing a concrete activity using the
geoboard. Briefly, the activity involves the following procédures (refer to
Figure 2):
Stage 1: Using the geoboard and one rubber band, have the students
_ form a rectangle having one square unit of area (Note:
i There are some obvious prerequisite skills and knowledge
involved here). Can a different rectangle be made that has

the same area? (i.e., length and width arc different)

Stage 2: Have the students do the same thing for rectangles of
area 2, 3, 4, 5 etc,

At each stage the students record their findings in table form on a pre-
pared sheet (see Figure 3). After recording results of therr investigations
for counting numbers 1 through 12, the children are asked t§-look at their
tables to see if there are some numbers which are like others Qith respect to
the number of different rectangles having a certain area.

The objective may be to lead the students to a realization that a prime
number, P, is a counting number that can be represented by exactly two rec-
tangles having area P square units. However, this activity is designed to
allow the students to look for a variety of number relationships. For example,
in addition to classifying counting numbers as prime or compcsite (1 is in
still another class), the students may obServe that all numbers that can be
represented by exactly three rectangles are.petfect squares (4, and 9 in
Figure 3). They may want to investigate the possibility that this is a nece-
ssary condition for determining if a number is a perfect square, (it is not,
of course). Thus, in addition to guiding the students toward a predetermined
objective, they have au spportunity for independent investigations.

»
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Figure. 2.

Geoboard illustrating all rectangles of area
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No. Dimensions No. of Rectangles

1 1 by 1 Nt
2 1 by 2, 2 by 1 2
3 1by 3, 3byl 2
4 1oy 4, 4 by 1l; 2,2 \ 3
5 1,5; 5,1 \ 2
6 1,6; 6,1; 2,3; 3,2 ‘\ 4 -
7 1,7; 7,1 2
8 1,8; 8,1; 2,4; 4,2 4%
9 1,9; 9,1; 3,3 3
10 1,10; 10,1; 2,5;
5,2 4
11 1,11; 11,1 2
- 12 1,12; 12,1; 2,6;
6,2; 3.,4; 4,3 6

Figure 3. Sample student record of observations from geoboard
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Speci1fic Skills Within tlie Structured lnquiry Approach

Function 1. Planning

Structured inquiry dpproach to teaching mathematics cncourages active
studrnt involvement in the instructional process under the guidance of the
teacher. Thus, an important feature of this approach within this function
is the ability of the teacher to ~stablish goals and objectives which can
be operationally defined in terms of expected student behavior. In this
way the student is better prepared to identify the direction of his inquiry
and can self-assess iiis progress. Although the ultimate goals may involve
several ptuduct-oriented objectives, process cbjectives are always included

;>in the sense that the student is learning mathematics by doing mathematics.

That is, the teacher must be keenly aware of the strategies and skills which
the student is developing in order tc effectively monitor his activities and
help him acquire correct strategies and techniques. Hence, in addition to
the basic decision-making skills which must be acquired, the teacher must
have the following skills:
Skill 1. Translates objectives into words which are familiar to students.
Skill 2. 1Identifies those aspects of a planned mathematics activity
which will be accessible to student exploration and those which will require
considerable clarification or direct explanation by the teacher.
Functions 2, 3 & 4. Explaining, Questioning, and Reinforcing and Motivating
within this approach the teacher is an organizer of student understanding
uof concepts and processes and a facilitater i student development of skills.
Since the focus is on student involvement in teacher guided inquiry much
attention must be given to the development of activities which will enhance

this involvement. Also, the teacher must ccnstantly attend to cues regarding




.

student attainment of specified guais. while less emphasis is placed on explain-

{rng than in an expository approach, questioning skills and reinforcement skills

play a promianent role.

Skill 1. Designs and implements mathematical activities which promcte
student inquiry by:

a. relating tosics to real-world contexts.

b. relatipg topics to students' previous mathematical experiences.

C. relacing topics to students' interests.

Skill, 2. Designs and implements mathematical activities which are sequenced
in a wax;ghich:

a.. is mathematically sound.

b. will lead to desired student understanding of skill with a minimum of
teacher prompting and redirecting.

c. best illustrates the features of certain mathematical thinking processes
and relationships among concepts.

Skill 3. Designs and implements mathematical activities which are appro-
priate for: |

a. initially intrvducing a concept, process or skill.

b. extending student skill in or understanding of a concept or process.

c. reinforcing and maintaining a certain level of understanding or skill.

d. developing mastery of a skill or a deep understanding of a skill or
process.,

Skill 4. 1ldentifies and anticipates student difficulty or misdirection
during the conduct of an activity and can take appropriate action to provide
assistance. AN

Skill 5. Redirects a student's inquiry by use of appropriate questioning
techniques o; can refocus the student's attention on essential ideas when the

need arises.

40



Skill 6. Uses appropriate rcinf;rce@eu: techniques (both verbal and
non-verbal) to encourage student investigation during an activity.
Function 5. Wuiagnosing and Evaluating.

Informal evaluation of student behavior plays a more important role in a
structured inquiry approach than in an expository approach. While the teacher
may still rely on formal testiang instruments to assess student behavior, the
fact that there is considerable student-teacher interaction allows the teacher
to measure the student's attainmeng of goals in a more informal way. Dail;
evaluation of student progress enaQ&fs'the teacher to adjust activities to the
needs of the students and prescribe appropriate remediation, if needed, before
too.much time has passed. Also, diagnosis may be used for individualizing
instruction. or for grouping purposes. ;

Skill 1. The teacher can specify possible functiong which informal
methods of evaluatiun could serve,

Skill 2. The teacher utilizes an appropriate informal evaluation method
for a given siéuation.

Skill 3. Identifies possible student conceptual, process and skill errors
and devises diagnostic activities to isolate the student's difficulty.

Skill 4. Constructs an activity to provide remediation for stﬂﬂiﬁgg who
need additional work on a topic.

Skill 5. Identifies those students who are capable of more intensive
exploration of a topic and provides an opportunity for them to do so.

III. Unstructured Inquiry
This approach refers to teaching in which the teacher withholds from the

students the concepts and processes they are to learn but gives them the exemplars

and problems from which they can induce or deduce these concepts or processes



for themselves. Rather than directing the studcui's inquiry as in the struc-
tured inquiry approach, the teacher facilitates exploration and open-ended
experimentation. A primary fhesis for this approach is that practice in
exploring and, thereby discovering for one's self, makes the acquired infor-
mation easier to apply in problem solving situations (Bru-er, 1961). Under
this approach students choose their own inquiry strétegies and methods of
exploration. The emphasis is almost totally on intrinsic motivation stemm-
ing from independen. inquiry into certain mathematical processes.

As with the other approaches, certain areas seem to lend themselves to
use of an unstructured inquiry approach.

1. Situations in which open-ended exploration is desired with no pre-
determined objectives; student allowed to use experience and intuition
(e.g., paper-folding in first grade, free play with manipulative devices

such as geoboards, cuisenaire rods, multi-base blocks).
\\ 2. Topics which lend themselves to interesting activities involving
mathematical processes which are basic to more sophisticated mathématical
activity (e.g., number patterns, informal geometry, writing computer pro-
grams).

3. Introduction to a new concept or process inm wuich closure is not
necessary, rather the emphasis is on allowing the student to become familiar
with the concept or process through independent inquiry.

4, Gain experience with mathematical processes used in problem solving
such as trial and error, heuristics, pattern finding, and sc o;)/'

Example: Active involvement in mathematical aclivities is\essential
to the development of mathematical thinking processes in the student. Indeed,

many mathematicians argue that the best way to learn mathematics is by doing
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mathematics. Assuming that this is the case, it is important that the teacher
design mathematical activities which encourage indej adent exploration, and
suggest certain mathematical concepts or processes without having specific
objectives. An interesting activity for intermediate gréde students is to
make tessellatiops3 using non-rectangular shapes, A student will be success-
ful if he or she uses regular hexagons and forms a honeycomb p;ttern. On the
other hand, the student would be unsuccessful if pentagons were used., In
general, the student will only succeed if the sum of the measures of the

angles of the shapes (this discussion is limited to polygonal regions) which
meet at any vertex of the tessellation is 3600.

| In this activity the teacher simply presents the problem to the students
and leaves the finding of solutions entirely to their ingenuity. The teacher's
role becomes one of providing hints if desired and encouragement if needed.

The mathematics which can be learned by investigating such problems as tessel-
lations of tne plane is rich and allows the student to gain valuable experience
in using ti.e kinds of maghematical processes which are essential to mathemati-
cal discovery.

Specific Skills Within the Unstructured Inquiry Approach

Function 1. Planning

Providing instruction using this approach requires very careful planning
to facilitate exploration and open-ended inquiry into a generally broadly
defined area of mathematical activity. That is, the emphasis is on student

~3A tessellation is a pattern of;shapes which covers the plane completely.

For example, the plane can easily be covered with rectangles or regular
hexagons as shown here.
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involvement in doinyg mathematics and not on attaining predetecranined perivimance
objectives. This does not mean that :his approach can be used only to give
studeits expericuves iun using mathematical processes, In fact, very well-de-
fined skills and abilities may result; but the primary focus is on direct
student involvement with certain strategies, methods of exploration, and proc-
esses of mathematical thinking. Hence, for this function the skills the teacher

must possess center around identifying those areas of mathematics which lend

N
N

theaselves to investigation by means of certain mathematical processes.

Skill 1. Identifies mathematical topics which are accessible to explof-
ation at a given grade‘levef and for givew student characteristics,

Skill 2. Identifies mathematical problem solving strategies and heuristics
which may aid student in learning. |

Skill 3. Selects and designs games and other activity-centered techniques
which facilicate student inquiry.

Skill 4. Determines possible mathematical concepts and skills needed and
processes used in proposed student activities.
Functions 2, 3 and 4. Explaining, Questioning, and Reinforcing and Motivating

As with structured inquiry exolaining skills are not as important in an
unstructured mode as they are in exposition. Also, with this approach the
teacher is more a facilitator than a guider and thus the teacher's role as a
motivator is diminished. Implementing mathematical activities which enhance
independent student inquiry and stimulating student interest in exploration
are key features of this approach wicihin these functions.

Skill 1. Implements instructional activities suitable for small group

or individual inquiry.

Skill 2., Designs exploratory activities best suited to the abilities and

interests of individual students. .}
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Skill 3. Facilitates independent student inquiry by providing feedback

“\ and appropriate reinforcement to students on thelr progress in investigating

$

& mathematical topic..

Skill 4. Inculcates enthusiasm in students for active exploration and
divergent thinking.
Function 5. D{agnosing and Evaluation

Assessment aspects of this approach are basically concerned with measure-
ment of higher cognitive processes (such as anaiysis, synthesis and evaluation)
and affective dimensions of student behavior., Since the emphasis is on inde-
pendent inquiry and exploration the teacheTAmu§t also determine the extent to
which the student has mastered the skills which are needed.

Skillﬁgﬂ Designs and uses ihformal evaluation procedures (such as obser-
vation, and individual counseling).

Skill 2., Identifies and remediates student process errors.

Skill 3. Develops, uses and interprets instruments for evaluating affect-
ive aspects of student behayior.

Skill 4. Evaluates the approprie}eness of activities designed for individual

o

inquiry and exploration.
Concluding Comments

A variety of teaching competencies have been deterﬁined by focusing on the
teacher as a decision maker. The truly skillful teacher was identified as being
a person having the ability to use acquired knowledge and external cues to
determine an appropriate courese of action toward implementing maéhematics
instruction. A &iagram (Figure 1) was given to illustrate the decision-making

process of integrating the various components of the instructional process.
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However, this diagram does not indicate how this decision-making process cpecrates.
In the initial stage, decision-making irvolves détermining answers to
several questions regarding objectives, student characteristiés, and subject
\
matter. Among the questiong\qéigh must be answered are the following:
l. What are the main objégtives of the lesson(s)/activities?

2. What key concepts, genefg}izations, skills, and processes are involved?

3. Is (are) the lesson(s) degigned to introduce, extend, maintain, or is

mastery expected? \\
4. What ideas and skills previously studied do the students bring to the
lesson(s)? %
T *

5. Should any developmental work be provided? What type?

6. What sources of difficulty exist for the students? Can these difficu1;;§'
areas be dealt with effectively?

7. low does the lesson(s) fit into the overall mathematics program?
3. Where and how is this topic treated again in the mathematics program?

9., How are the mathematical ideas contained in these lessons related to
other subject matter areas?

10. What can be done to modify, enrich, or extend the lesson(s)/activities?

The teacher who can answer each of these questions is ready to choose a
teaching pproach and implement the other tasks which are included within the
action component of the instructional process. Thus, the skillful teacher is
more than a person-who is skilled in doing a variety of tasks, but is also a
person who can pull together each of the components in the instructiqpal process

to enable the student to develop his abilities to their maximum potential.
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CONCEPTS ASSOCIATED WITH APPROACIHES

TO TEACLING MATIUEMATICS
L

Expository Structured Inquiry
Demonstrating Active participation
Explaining Convergent inquiry
Information transmission Divergent inquiry

Lecturing Process orientation

Product orienteu Student inquiry

‘Reviewing Student-student interaction
Summarizing Teacher-guided )
Teacher-directed ‘ Teacher-student interaction

Time/cost considerations

Unstructured Inquiry

Active participation
Discovery
. Divergent inquiry

Tntrinsic motivation
Open-ended exploration
Process orientation
Student inquiry
Student-student interaction

\ Student-teacher interaction
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Summary of Skills by Approaches to Teaching Mathematics
-Expository
Identifies the key ideas and central thrust of_each lesson.
Distinguishes aﬁong exploratory, developmental anﬁ mastery lessons,
Provides a rationale for the organization of a presentation.
Writes terminal, Qnit and daily objectives.

Designs appropriate instructional sequences: consistent with goals
and reflecting a transitional from concrete to abstract,

Plans lessons reflecting current research and theory.

Sequences mathematical topics in a manner consistent with the structure
of the mathematical system and the students' level of development,

Distinguishes among and designs introductory, extension, maintenance
and reinforcement, and mastery lessons.

Illustrates a hierarchial learning model for a majer topic.

Designs and implements effective explanations of mathematical concepts,
processes and skills through direct presentation to the students.

Uses appropriate questioning techniques.

Adjusts presentations or explanatione of mathematical topics in accord
with student characteristics and the level of abstraction, generalization,
and sophistication of mathematical topic,

Motivates students to learn mathematics.

Designs appropriate methods of assessing student progress, skill and
understanding.

Administers and evaluates instruments designed to measure specifié
student cognitive behaviors.
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Structured Inquiry

Translates objectives into words which are familiar to studeats,

Identifies those aspects of a planned mathematics activity which will
be accessible to student exploration and those which will require
considerable clarification or direct explanation by the teacher.

. \

Desigﬁs and implenents mathematical activities which promote student inquiry.

Designs and implements mathemstical activities which are sequenced in a way
which: is mathematically sound, will lead to desired student anderstanding
or skill with a minimum of teacher prompting and redirecting, and best
{illustrates the features of certain mathematical thinking processes and
relationships among concepts.

Designs and implements mathematical activities which are appropriate for:
initially introducing a concept, process or skill, extending student skill
in or understanding of a concert or pro:ess, reinforcing and maintaining a
certain level of understanding or skill, and developing mastery of a skill
or a deep understanding of a skill or process.

ldentifies and anticipates student difficulty or misdirection during the
conduct of an activity and takes appropriate action to provide assistance.

Redirects a astudent's inquiry by use of appropriate questioning techniques
or can refocus the student's attention on essential ideas when the need
arises.

Uses appropriate reinforcement techniques to emncourage student investigation
during an activity.

Specifies possible functions which informal methods of evaluation could serve.
Utilizes an appropriate informal evaluation method for a given s{tuation.

Identifies possible student conceptual, process and skill errors and deviges
diagnostic activities to isolate the student's difficulty. ' ]

Constructs an activity to provide remediation for students who need additional
work on a topic.

ldenti fies those students who are capable of more intensive exploration of a
topic and provides an opportunity for them to do so.
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Unstructured Inquiry

Identifies mathematical topics which are accessible to exploration at a
given grade level and for given student characteristics.

Identifies mathematical problem solving strategies and heuristics which
may aid student in learning.

Selects and designs games and other activity-centered techniques which
facilicate student inquiry.

. Dgtermines possible mathematical concepts and skills needed and processes
éfd in proposed student activities.

f/ Implements instructional activities suitable for small group or individual
inquiry.

Designs exploratory activities best suited to the abilities and interests

of individual students. a

ment to students on their progress in investigatiug a mathematical topic.
(:Zﬂinculcates 7nthusiasm in students for active exploration and divergent thinking.

Designs and uses informal evaluation procedures.

Identifies and remediates student process errors.

Develops, uses and interprets instruments for evaluating affective aspects
of student behavior.

Evaluates the appropriateness of activities designed for individual inquiry
and exploration,

<
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CHAPTER 8

TEACHING SKILLS IN SECONDARY ENGLISH

Alan C. Purves and Bryant Fillion

€

Knowledge

A competent teacher, we might say, is first of all one who knows the subject
to be taught. A teacher of English must have a knowledée of the English lanéﬁage,
its structure and its history, a kncwledge of rhetorical theory and practice,
both coral and written, and a knowledge of literature and of criticism. These
three areas form the tripod with wbjéﬁ:mést English teachers are familiar. The
limits of knowledge in each of these areas seem boundless; minimal knowledges for
teaching must, therefore, be arbitrarily defined. Recent surveys like the English
Teacher Preparation Guidelines and the Illinois State-Wide Curriculum project in
English Teacher Preparation both set forth minimal levels of preparation in these
subjects: knowledge of structural, traditional and transformational grammars;
knowledge of Aristotelian and Plat~nic rnetérics; knowledge of the sweep of
British and American literature; knowledge of 'nmew' and thematic criticism,
Certainly a}l of this knowledge is important, although specifics within these
broad areas become difficult to determine. In literature, it is iTportant for
a prospective teacher to have a working knowledge of popular literaturé and ado-
lescent literature, as well as the literature of ethnic and regional minorities
and the "literature' on film and other media. In rhetoric, it would be useful
for a stuaent to be aware of the rhetorics of Ken Macrorie and of James Moffett,
since both are used in the schools. In language, it is important for a student '

to have a knowledge of dialectology, sociolinguistics, and psycholinguistics,

a8 well as a command of traditional grammar sufficient to cope with Warriner



and with school bvards., of transformational grammar sufficient to deal with the
‘textbooks of Paul Roberts and Owen [homas, and of structural grammar sufficient:
to uncertake . nirastive analysis ot the students' diclects and whatever passes
for "stansard."

1{ we svem to be placing a premium on knowledge and prescribing a curriculum
suitable for a Ph.D., it is for a reason. We have noticed that teachers, bbth
prospective and working’teachers, have to cope with all these matters, yet they

haven't as much at their fingertips as they should have, and they often do not

have a means uf acquiring the knowledge that they need. They, therefore, avoid _,

teaching their students language, compositioun, and an appropriate strategy of
response. Many of the content courses do n;f give. the teacher the.concept; k
about the subject that are powerful or they present those concgbts in such a
way that details take on greater meaning than the conceE% itself. In language,
the concept of deep and surface structure is probably one of the most powerful,
but too few texts and classes allow the college student to worry that concept.
Phrase structure rules become the important matters instead. Courses in litera-
ture seldom prepare the student to deal critically with a new work, and none go
into ti.e tessweas for approaching literature in a particular way or into a
conscious examination of critical strategies. We have noticed that current
lists of competencies tend to list trivia or té@t items rather than tht concepts
those items measure. Thus, they perpetuate the inanity of most catalogres of
behavioral objectives. English courses do allow students to act like English
student-schoiars, to perform critical and QiaLorical research, but they do not
. H

- - 5
provide students with the metatheory that is going to help “them determine why
they do what th%?'do. The metaconcepts of language, literature, and rhetoric
are important for they can enable a student to move into new material, a new

textbook, a mini-course framework, or an open or closed teaching situation

-



with a certain degree of confidence. We should st;es§ here that tor say a
teacher should have all of this knowledge is not to say the teacher will impart
that knowledge to students. A teacher must know more than will be spewed forth
in a class or a unit; thus, and only thus, can a teacher understand that which
students do and why they do it. Further, increased knowledge of the subject
enables a teacher to see the various ways people "know and de¢'" English, and to
see beyond the limitaitions of particular textbooks and curricula.

A second set of concepts that a teacher should have at command are those
dealing with learning and development, particularly as learning and development
are re:ated to the mother tongue., Concepts of learning come, of course, from
the theories of Piaget, Ericson, and others, bu; those general concepts must
be seen in the context of lancuage learning not as vague theorx, It is for
that reason that one might well set forth a series of competencies based o1
the ability of prospective teachers to observe students in the process of be-
having and to determine what operations they are performing with respect to the
mother tongue. In language, one should be able to look at the develonmental
indices set forth by Carol Chomsky, Kenneth Gnndman,  ond nthers, as they are
illustrated in the talk or writiug of children. In rhetoric, one needs to be
able to make a rhetorical analysis of a student essay, not simply to grade it.
In literature, one should be able to describe the cr;tical stance taken by a
student in a classroom discuseion. A prospective teacher, then, should have
the ability to observe the linguistic behavior of people at various levels and
should be able to analyze the behavior. It is this observing and analytic
ability that enablcs a tcacher to make effective judgments about students'
gtrengths and weaknesses, about how whet a student is curreutly doing may be

related to what that student could do., Instead of expecting a ninth grader to

write a critical analysis of "After Apple-Picking' like the critical analysis



the teacher wrote in college, the teacher might see how the ninth-grader acts

when acting like a ninth-grader.

Learning theory as it is embodied in behavior with respect to the mother=
tongue is but a subset of general learning theory, one of the foundation
knowledges that a prospective teacher should have. But as we have suggested,
in subject matter the pfOSpeccive teacher has no sense of the forest. All of
college instruction deals with trees and how to deal with trees. In the edu-
cational foundation courses, most prospective teachers get an overview, but do
not see how the overview relates to students with whom one is dealing in English
courses. We suggest the teacher léarn to perform the operations of the learning
researcher and the educational psychologist or education anthropologist. Compe-
tence in observing, recording, analyzing and interpreting behavior in the various
facets of English would enable the teacher to function better as a diagnostician

in the school and in the classroom.
The Spectrum of English Teaching

Although one can think of radically different approaches in the teaching of
’

other subjects, the teaching of English at the secondary level is not so easy to
categorize, primarily because of the compléx nature of the subject. Méther-
tougue anstruction includes the reading and criticism of literature, composition
in visual and aural media, debate, poetry, writing, dramatics, mime, dictionary
work, semantics, grammar, spelling, library research, and a gallimaufry of other
activities. At times training in these activities demands a quasi-behavioristic
approach; 2t others a proto-Regerian approach. These differences do not account

for the major differences betwecn English teachers, nor do differences along

didactic or heuristic lines.



To us, the major distinctions in the teaching of English seem to devolve
from the conception“the teacher has of the relationship of the student to the
language and to the activities one performs with respect to that language.

Three approaches seem to typify schools of English teaching: the imitative,

the analytic, and the generative. No one teacher in all the manifold activities
of secondary school English adheres firmly to one approach all the time, but
teachers do tend to have certain tendencies, certain shibboleths. Teachers who
are close to the imitative approach talk about the students_as needing to know;
those of the analytic approach talk about the students as needing. to be able to

¢ .
do; and those of the generative approach, as needing to grow and develop. The

Y L ]

three approaches cross over; all incorporate cognitive and affective goals; all
seek to justify their approaches with a vision of society and the function of

language in that sociéty.

3

The Imitative Approach

The imitative teacher tends to view language as containing a conservative
—--. element; an extreme imitative teacher sees it as static and decries neologisms
and shifts in usage. The imitative contains a sense that there is a form of
language that one might call standard, a model of speaking and writing that one
might call classical, a standardized canon of literary works. The approach
operates from a sense that there is, ;; Matthew A&?old said, ''something excellent
rather than inferior, sound rather than unscund, true rather than untrue." The
teacher of linguistic etiquette is of this type, Sso too are the teachers of black

"change

studies or women's studies. who want to acculturate their students to
their consciousnesses.'" There is a moral sense allied with the imitative approach,
a sense that might lead to thematic study or ethics or some other humanistic

study related to the mothe? tongue. -




For the teacher from the imitative approach there is always a sense of
standard: in writing a usage, a syntax, a rchetoric that is to be preferred and
to be defended on the grounds of authority. Authority reigns behiné literary
study or the study of popular media, as well. -The authority is frequently the
authority cf the past, although there may well be various forms of revisionism
as cau be seen in ethnic and women's studies.

The style of the imitative teacher is generally expository, a term which
might be used to relate this approach to the teaching of other disciplines. The
style, didactic and subject-centered, views English as a body of information and
experiences that the student is expected to know. ‘The ideal expository  teacher
is 2 "gifted orator," a performer who is able to make English clear, interesting,
meaningful, and memorable to students. The dark side of the performer is the
"lecturer," the person who drones away in presenting material that could be con-
veyed better in some other man;er. Whether skillful or unskillful, the imitative
teacher is concerned with such questions as ''what will my students nggd to know

and understand in today's world?" and "how can this subject macter best be con-

veyed to them?"
The Analytic Approach

The analytic approach is concerned with the skills employed by a scholar or
practitioner in the various aspects of English. In language, these might be the
skills of the lexicographer, the grammarian, the dialectologist. In compositionm,
they might be the skills of the rhetorician, the orator, or the self-conscious
writer of fiction or poetry. In literature, they might be the skildd 3T the
critic, be he formal, thematic, or historic. More often than not the emphasis
»f the approach is on the cognitive development of the student as a dispassionate

observer and analyst of linguistic performance, his own or that of others.



The writer who can edit, the listener who can apply the skills of the semanti-
cist, the reader who can analyze his own responses all are ideals set by the
analytic approach.

In teaching strategy, the analytic approach will generally follow the
principles of étructured inquiry since this is best suited to the training of
skills and heuristic téchniques. "To know'" English is to be able to perform

certain operati@ﬁg? reading, writing, speaking, listening. As James Mpffettl

says, a student ''learns how to operatemzzhglisﬁ7."rhe main point is to think
e .
and talk about other things by means of this system. In teaching s.udents
.skills, one provides Fhem with structures, problems, devices, and procedures,
and enables them to practice using those procedureé. An "ideal' may be the
composition teacher whose students become adept at wiiiing, or che transaction-
al critic whose students learn to question the literature and their own responses
sensibly and seriously, or the semanticist who provides tools to students to
look at their own language and that of others dispassionately. The teacher who
uses the principies of mastery learning would be a latter-day ideal of the ana-
1¢¢ic:approach.. At worst, the teacher may be criticized as not teaching anything
at all or as becoming over-structured and trivisl, of cuitting the forest for
the trees by being so concerned with sub-skills that the main skills are lost.

In tpaching writing, for instance,'a teacher may have students write correct

but vapid prose.
The Generative Approach

The generative approach to English teaching predicates instruction on the
idea that language is8 a human activity at once social and expressive, People use
language to order phenomena into meaningful pattérns and to present thouse patterns
to other people to form‘some sort of comﬁunity. Teachers of the generative

1Teachingkthe Universgse of Discoursé, Boston (Houghton-Mifflin, 1968) p.6
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school do not deny the validity and importance of cognitive development or skills
but they are more apt to see linguistic development as a natural process to be
fostere§ rather than something to be taught about or couveyed by a te: her,
They see language behavior as intensely personal, permitting and influencing
. )
other growth and development, rather than as a finite set of behaviors to be
imposed as ends in themselves.
| In school, the generative approach to the mother tongue has as its main
goal fluency - fluency of talk, of writing, of reading. There may be little
emphasis on "correctness'" in a textbook sense and ljttle emphasis on some form
of metalanguage (grammar, say, or criticism) by which to treat the utterances
of students or of the speakers and writers to which they attend. A generative
teacher may be less concerned with having students speak or write according to
a standard, than with having them become habitual users of language in its
various modes and for various purPoses. Language acts can become therapeutic;
at the vé?y least they help students order their perceptions and their feelings.
In literature a generative tgacher will encourage free reading, much reading,
and will be less concerned with criticis; than with the very act of '"hooking"
students on books.
The basic teaching procedure of the generative apprsach is unstructured

inquiry, the focussing on experienccs that will generate language activities,

but which do not have a particular predetermined end. The inquiry is valuable

objectives, The ideai teacher is the "gtimulating'" one who successfully
rhallenges students to go charging off in self-chosen profitable directions,
He or she may be a Rogerian facilitator, helpful and encouraging, a resource,

or "idea" person. At worst, such teachers may Create little more than chaos



and leave students without leadership or order.

Each teacher is to some extent idiosyncratic andltgere are probably few
representatives of a "pure' approach. Most English teachers are quite eclectic
in the classroom and over a period of time will be obsecrved deﬁbnstrating
skills and behaviors characteristic of all three approaches. Unfortunately,.
however, the approaches are different enﬁugh to create conflict and frustra-
tion for the teacher, Whereas his talents and orientation may lead him toward
a ggnerative approach, he will be aware of and ﬁerhaps somewhat intimidated by
teachers who are particularly skilled in the expository or analytic approach.
While he may take®satisfaction th;t his own students are actively involved and
enjoying the sﬁbject in ways he considers worthwhile, he may nevertheless feel
some guilt that they cculd not compete with an expository teacher's students in
demonstrating systematic knowledée of the subject in éore traditional terms,
Similarly, the teachgr skilled in expository t.echniques may have doubts whether

the knowledge and skills his students can demonstrate are as valuable as the

inquiry skills developed by students of an analytic teacher,

Teaching Functions

~

Regardless of the teacher's general approach and orientation, certain tasks
are inherent in teaching English in today's secondary schools. Different tea;hers
will perform the tasks in different ways, partly because of their orientation,
and to this extent different skills may be required, but all teachers are con-
cerned with creating a viable classroom.climate, getting students involved in
learning experiences and sustaihing their involvement, and evaiuating the outcome
of teaching, both intended and incidental., More specifically, the functions of the

classroom teacher may be identified as follows:



Evaluating the existiug learning environment

Diagncsing student needs, interests, abilities, and expectations
Spécifying instructional goals and objectives
élanning for instruction

