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sL)ABSTBACT
Despite w;despread suppoqt'%or practice *eaching, few
studies have examined studenf f;thers' development of skill as
it aCtualfy oécnfs duriQQ ibe practicum phase of-teachér
trﬁining.’fhis study gauged the extent.to which student teachers
improvéd in the skills and behaviours that'pzior Iésearcq;gas\
found to be associated with effective teaching. Durirg a %3—week
extended practicum, a sample of studert teachers was observed
five‘timés. During the‘observation§‘£he focus was cn four
selected teacher effectiveness variéﬁles; pupil opportunity to
learn, teacher awvareress of pupil differences, teacher clarity.

of presentation, and classroom management. Additionally, data

were obtained about the students' teaching assignment and

R

supervision by cooperatirg teacherst{No'overalf?iﬁpfbvement'in
the performance ofiteaching §kills was observed although
éonsidérable variatior was found for individual students. Major
changes occurred in :student teaching load, ffequency'and gualitj
of cbservation cof tke studéats' teaching by the cooperéting
‘teachers, and the effectiveness of the feedback about the
studerts' teaching. The data indicated that unsupervised
teaching times and the quality of feedback frgm ccoperating
teachers were most congistently linked to va:iability in
practice teaching performance.

The overall corclusion of this study is that the si%dent

iii
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I. Introduction ° - L

The debate over what should constitute tke educatiCnAof

precerv1ce teachers has been well docu@ented €ege s Rvan (1978).
TEL , ;

o i
QThe uork cf educa CILS cuch as Gage (19}2}, lratf bggpn to ldentlfy

che.essentlal

sL
i’ EF

7 %
componenfc of an. effeg£1VE‘teach£r educatlcnm~‘

. = .
p:ogfam. Gage (1972) argued that-teache{ eﬁuca fgﬂ“chould
. - )ﬂ'
I

fe mddelc of

. th

provide studen*s with tﬁe cpportunlty to learn

teachfﬁg £kills L to practlce those akl’ls 1t*a contzolfed e
- #A,ﬂ_ :
env1ronm€5t wlth approprlate feedback” and finakiy to practic
i, -

. thoﬁe ;kllls ir an actual clas sroom setﬁlng:ihlthqygh pract'
: ¥

~ the practlcum KGregcry & Allen, T978 Stlle 1931).f

teachlng is bnt one: ccmponent, it has beenzldeutlfleq as ‘a Very

L. L A FY
B ‘s" "7»
1mportan+ and unlversal conponent o¢ ;cacﬁer‘%duca+1on pIogramc
ER . =

1:,

'h . N ~
most 1mportar+ componen+ of Such:p'ograﬁﬁ {Gallegcs, 1974-~ >4

e o e,

Shap11?7,1961), while cthers warn agaln;t an over re 1ance on

<~

et

- ”f Currently{ there are belleved to be three 1mpcrtant

.} -

) fanctlons bf the practlcum. First, it is clalmed that futdfé

‘,,

ok

performance as classrocm teachers is 1mproved by glVlng studen*

'teache 5] exp11c1+ practlce with teachlng skll‘lc and =trategles

9:

thr ough a well¥ilanned =equence of classroom“!%t1v1t1es (Pearl y

. ‘r
Burns;—ﬁ%foster, }969). This ccncluslon was stagfglyisupported

by Schalock (1970) ir tis reviéw of the reseafﬁh*cn work aamgleS«

B

e

e

( llftcn,«19797. I+t haq beeggtlalmed hg some’educators to, be the ;

»
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e
as predictcrs of success in teaching. He concluded that, when
carefully assessed, practice teaching performance is ore of the

best predictors of a beginning teacher's performarnce.

The second important function claimed for practice teaching

:gs’thatnprclcnged pericds in the classroom are thought to be

e

necessary for supervisory personned to assess the studert's

" suitability fo¥ teaching (Howsam, Corrigar, Denemark, & Nash,

1976) . That systematic observation of studert *eachers, such as
that required ky clinical supervision, requires extensive

observation time in the classroom has been well documerted

" (CoogaR’, 1973; Wilkelms, 1973). Clirical supervision is vhat

Acﬁ?@bh:atd7ball (1980) call an interactive, democratic,
- o7 v j

teachéﬁ;ﬁ%ﬁfe@Zd‘gﬁpervisory style designed to'heipizeachers

‘improwe their imstructional performance.

..~ Pirally, it is believed that the précti%dE provides tte

i

“~student teacher with an opportunity to link *heory with fpractice

(Housém et al., 1976; Russell, 197?). Fuller ard Brown (1375)
stated that the linkages between theory and practice begin to
become apparent during tke practicum, wher student teachers

become ccrcerred about the content of the educatior courses they

have takeﬁ and how that knowledge may be u;ed in the classroos.
Iz spi%*e of the perq.pved import;nce"and functions c¢f the

practicumuiréﬁiews of +he research irn both thé United States

(?ufnet, f9§§j and Great Britain (Lomax, 1972)°have»produced

little dependable information on the functioning ard



{? . ; ;
eféectiveness of this component of teacker edﬁéatiqn. Few
longitudiral studies.have examined tﬁe deéelopmenf of studernt -
teachers' skills as it occurs over tinme {(Popkewitz, Tabachrnik &
Zeichner, 1979). Post studies that have examired the impact oé
the practicue have concerned theaselves with specifiq attitudes
and behaviours of prospective teachers, such as.teacher
self-concept ard arxiety (e.g., Tattersall, 1979)._A£é most of
these studies relied dn pre- and posttestirg uithrgueétionnéires
and“gﬁrveys as their data source (Popkewitz et al., 1973).

Few studies cah be found that examined theirelationship
bet ween this group of personality presage variables and pupil!
achieveaent (Dgnkin & Biddle, 19374). An exception is the review
cf the literature on teacher expectations'anq pupil perfbrmdnce
by Kash and Borich (1978). They conéluded that teacher
expectations did alter teacher perceé&ions of pupils, and that
the subéequent teacher behaviours resulting from those
expectations affected pupil ﬁ%rformance. While the results pf
the research have generally been disappointiné, the use cf
presage variables and pretest-posttest research designs has
provided data thatghave.greatest utility in thke setting cf
‘admission standards for teacher educatior prograes. This type of
research has no* permitted an evaluatior of features of tke
practicua itself, thereby limiting knowledge about how to Qesign
1 T ¥ill use the terz pupil to refer to children in the

ciassroor. The use of s:udent will refer exclusively to student
teachers. :
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y
E

student teachers! ﬁrabtice teaching expé%ienée‘to provide the
lostheffective prograss for na}iéfzing post-practicum classroon
te;;hinq”ferférmance. - :4§k ' .
Téacher effectiveﬁess resea:ch, on gﬁé other hand, attempts
to discover clear, consistent -elatlonsh ips be*ueea :certain 4
teache;lbehaviouré (process variaples) and pupil achlevenentv‘
(prqduct variables).-Over tﬁé iast decade, this research has
Segun to identify classroom teaching behaviours which are
positively associateé i{%h pupil achievement (Bropty, 1379).
Ceftainly, a -legitimate subjecgﬂfor reéeérch is the method by
vhich these teacher behaviours develép in student teachers, and
the extent to which student teachers Becbme proficient in
modelling thern during fpractice teaching. This is the topic of
the present research. It exalkined the extent to which
measureable features of teacher behaviour, demctstrated to be
associéted with a teacher'é effectivenessiwuere present during
the practice teaching experience. The chus for this study was
hqﬁ, over an extended practicaus, Student teachkers gained
faciiﬁty in the skills and behaviours associated "vith effective
teaching and how those gains were reflecte§<in measures of those

skills and behaviours.

It 1s important to place *hls‘géudy ir the broader

1
~—

perspectlve of teacher education by contraetlng the conceptual
framevwork of teacher effectlveness wvith other points-of-view on

teacher education. Joyce(1975) examired a rumber of alternative



,

aodes of teacher education. Bach reflects a particular view of

the role of #*he Eéache: and the nature of the learner and

eyl

learning. R

Historically, schooling was basedvubon an eccronic
céncept;on of mar according to. Joyce. Schools were created to
meet the requirements of an inggstrial_society for a literate
populatian. The role of the teacher was one of taskmaster and
disqipliaatian. Learnihg was based upon reward andkpunishment,
and a pupil's failure to learn was due to lack of mo*ivation or

, P
laziness..Téacheré were “rained in teachers colleges or noraal
schools rather than universities. The inport%nce of the |
practictn ;n teacher education was seen as a means of
socializing student teachers iato therpractices of experienced—
teachers much like the models of apprenticeship characteristic
of earlier craft guilds. As method courses were kept segregated

s .
from the practicul, it was more difficult for innovations
presented in these courses to directly iafluence the stﬁdents'
teaching e}perience. This segregation effectively separated
theory frcm practice and assigned ihe former to a place of
lesser inportancé ir teacher education.

The wide swveeping sociél=changes that subsequently occurred
oveZ the latter half of this century have raised increasing
concern about the adeguacy of this economic mode of education.

One of these acvements attempted to refora schooling and the:

training of teachers. They have sought to develop alternatives



to *he trairing of teachezs by apprernticeship. These reforas can
_he characterized as prcgressi#e,‘academic, persornalistic, aﬂd
coapetency-based. {
¢ "The earliest of the refora movements was the progressive
‘movement. As articelated by the writings of Johg Dewvey (1916),
the moveaent was based upon a view of man as the creator of
cultare and kncwledge. Ir this view, the major function of
teachers is to lead children to idertify and sclve problems;
thereby creating kncwledge. To facilitate this, the classroon
functions as a miniature democracy, with pupils working as a
group onm;heir'problen-solving activities. Ip contrast to the
ecororic model, teachers need to individualize instruction as
meaningful learring can proceed only when a child begins at
her/his level cf understanding. To be successful, *eachers
reqguice a sethcdology %o cope Hiih the many characteristics of
children. Yethods courses therefore, should emphasize *eaching
aetqidologies rather than subject matter conpetencé. The student
teaéhe:s' classroon experience aust blend apprcpriately with
what has been learred in methods courses. To accomplish this,
there must be a balance in the importance accorded the practicana
and the universities' role in teacher education.

¥ith the launchirg of the first man-made satellites and the
begirning ¢f the techknological revolution, a movement arose that

attempted to base education on man as a schkolar. Bruner (1363)

argued that instructior should be organized arourd the structure

~
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of the acadgmic disciplines. Curriculum projec*s developed Ly
scholars were designedvto have children experience yhé ac¥deric
'digciglines as practitioners’of those,disCiplines; The
develcpmeﬁt 0of these curricula was$accompanied b& a :éneied
interést in cognitive psycholeogy. Withir +his mcvement, the
firgt pricrity cf teacter education was training student

J

teachers to become practicihg members of a schclarly discipline.

Sub ject ﬁa%ter competenCe %herefore became angimporfént
p:egequisate for me*hcds ccurses. The training of teaéhers under
this philoscphy was generally criented <o educating fhe “
acaderically talented pupils rather than the disadvantéged. For
this point of view to ke successful, the rractice teachirg
experience had to provide the cpporturity to practice the - .
discipline in thelfield under the auspices of a éeacher—scholaf.
Slightly afteé the beginﬁiné of the.scholastic movement,
personalistic reformers returned the focus in education to the
unigueness and dignity of the indiviaual child. Twc of the mest
notable proponents of this view of schooling are Carl Rocers
{1963) and Roland Glaser (1§68). This concepticn cf teaching and
learning as persoral ard idiosyncratic de-emphasizes the
impcrtance of curriculum goals, objectives, 5ndrccmmon pupil
learning cutcémes.-The ma jor function of the teachker is *to
provide an environment supportive ofrlearner choiée. Thus

identifying a ccmmon et cf teacher competencies keyed tc

subject mat*er is nct a priority. It is important that tte

e
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, training of~ studert teachers be a* procecs where the personal

characteristics of effective ﬁ%achers are emphasized rather than

“

a set of teacher competenc1es. Teacher,educatlon becanme an
‘ﬁ‘ Pl .

opportunity to proyide the student teacher with a helping

4

rélgissgfhip. That, in tura, modeled what the teacher's
relatiegnship with pupils should be like. In ‘this uay, practlce

teaching becomes the veh1c1e for self-actuallalng tHS student

‘; —‘K'

teacher.
The most recent conceptions of schooling and teacher

education have concentrated on improvirng tge,efggcieicy of
learning by identifying behavioural'éompeteﬁﬁies or teacher

effectiveness skills through research on teaching (G@gers‘vinnei
1975). This orientation is based on the premise that teaching

can be vieved as a series of such obsétyable behaviours. Through

%
I
3

appropriate training procedures, studert -teachers can achieve

expertise in these behavioural repertoires. Much research has

Ky

Py

beern conducted and marny teacher traimning sistems‘havé3peen

T

developed to ABalyze teachirg into sets of behaviours and modify

those behaviours. The training of student teachers is heavily
dependenf ufpon the systematic practice.of teaching through
simulation activities such as nicroteaching; Faniliarityruifh
the performance of'these skills is a érerequisite g?r improving
these skills durirg actual practice teaching.

The implications of the yieus of education teacher training

in general and th'e function of the student teaching practicun in



-particular are varied. Each perepective'has its unique viewpoint

on the role of .the teacher and the learner, and the imporfance

of the practicumr in the rrainingsof teachers. The orientation

,p

adopted in th1= study 'is prlmarlly coﬁpetency based.

Teacher effectheness views teachking as a series of

P

observable behav1ours that can be learned and subseguently

i

'!Odlfled through sore form of systematic pracrlce. This dlffers

'rather markedly from_other persepectlves. Teachers in the

prOgre351ve view regulre,ﬁroadlyf%ased compe tencies as opposed
to a nore spec1f1c reperto1re\of skills. The mar-as-scholar,
approach emphasizes the subject-matter competency of the
practltloner teacher.vflnalkg personalistic reformers see
E?&Chlng as the act of fac111tat1ng children in their learnlng.

This study consists of two parts; a pilot studyﬁand the
main study. The pilot study hed two objectives. Piret, data were
gathered ddring an extended practicum using a small sample of
student teachers to field test se;ected measures of teacher
effectiveness. The pilot testing provided feedback necessary fcr
the revision and adaptation of those‘measures. Second, the data
gathered during the pilot study rere used in an exploratory
fashion. It permitted tentative descrigjions of the effecti of
teaching gractice on pre-eevice teacher effedtiveneSSr v

A number ofG;;atures diétinguish this study from most other
related research. This study belongs to the group described by

Cooley (1978) as explanatory observational studies. Rather than




.
'

L

resorting to the more common empirical-analytical procedure of
pretest and pcsttest measures, the me%sures used in this study

S

‘were obtained at a number of intervals during an extended ™
practice teaching experience. Also, this studg;xaxgpondﬁcted‘in
¢1as£;jons undér’as close to normal conditions as possible in
order to satisfy, at least in part, the conditions for what g
Bronfenbrenner (1976) calls a "natural experiment". Doyle
(19718a) ;écommended this alternative research parad@gm because
it giveé priority to the complexity of lhe classroom
environment, and €;e fact that pupils, i.e., student teachers in
this study, are active‘agénts in their own learning. It is his
further opinion’(1978b) that detailed and long;term descriptive
stuéies of classrooms have improved significantly our knowledge
aboﬁﬁ the processes and events that occur in classroéms. The
qhoice of a natprai or ecologically-oriented rééearch setting
vas made vith the knowledge that potentiatl préblems exist with
this type of setting. A more detailed analysis of these issues
will be made in *the next chapter. The period for data collection
in this study is rather unique in that it was a full semester 6f
app;oxilately thrge months. This is considerably longerlthan
most other studies on the effects of the practicuna.

. Por the purposegjof this stﬁd&, tvo research questions were
identified. There exist, §¥Hpresent, some reasonably valid
measures of a number of the teacher effectiveness variables that

have been identified as reliable predictors of pupil's learning

10
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in the classroom (Medley, 1978). Is it pgssible to deteraine thg/"
rate, -and extent, that a student teacher achite5~facility in,
demonstrating those behaviours during practice teaching?

e :
Furthermore, this study attempted to identify some of the

=

factors affecting student teacher performance, such as the

3

nature and quality of feé@hack tecéivgﬁi‘énount of teaching
; L e :

vorkload, and the frequehcy and mature bf‘tﬁe supervisory

visits. The second ma‘jor research question wvas whether these

aaE;Fmiéht explain the observed changes, in student teacher
o ‘ : -
per formance during the practicua. ' . ,
; i,
4
P \
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IX. Related Besearéh /

.Early research on teacher effectiveness atteuptéd to
1dent1fy teacher characteristics that could distinguish levels:
e of effectiveness ,in teachers. Huch of thar research relied
T heévi{} upon subjective rating scales (Dunkin & Biddle, 1974;

*Flandérs & Slucn, 1969). These ratings characterized teachers

i "’a /

peréelved as effectlve, but the research fallgﬁ to shov a llnk»
betvween teacher characterlstlcs (presage variables) and pupil
achlevement (prcduct variables). Spec1f1ca11y, Fattu (1962)
found that many. of the criterion measures were ratlngs by self

S

peer, and supervisor which consequently correlated poorly u;th
meacsures ér a‘teacher's performance reflectipnghat pupils
learned. uédley (1978) summarized the deficiencies of thié type
of research as, “;hat a studgntlin a preservice teacher
educatidn progréq needs to learn is not what he should be but.
what he must do in order to be effective™ (p.13).

More recently, researchers have begun to look at
ef fectiveness as the degree to which- teachers possess and employ

approprlately an inventory of skills or conpetencie3~uh1ch

influence pupll learnlng experlences and, in turn, have a
positive effect on pupil learning (Medley, 1977, 1979),
Berliner (1976) identified methodological and statistical

problems that had to be solved before clear empirical

12
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relationships ccul® be identified»bggween +eacher behavicurs and
. ! . f B - ;

pupil achievement. It has been argued that in additior :o

problems cf a methodological rature, nmost, if D%&“ﬁ&%r*@?ﬁiheu

-~ G

variatiorn in puril achievement is accounted for by sources cther

thar teacker variables sucb/és pupil ability.and socioeccnomic

%

status. The pbint he made was that, o*her variables being

‘controlled, differences in teacher behavicurs have not accounted.

for significart differerces in pupil achievement.. Iz contrast

‘however, others (Gage, 1%78; Walberg, Schiller & Haertel, 137%)

L]

maintain that educational researchers have made sigrificarnt

progress in idertifying the components of effective teaching,

-

that is, teacher variatles which affect puril achievement in

cogritive and affective domains. -Gage (13978), ir his review of

recent research on *eaching, analyze&'the‘results cf four major.

w

) ’ x ¥ & - . \ ) - . ..
studies. From this examiration, he def¥elcped 'a se*-of inferences

P [

= 5 ('

as to how teachers cf *the early grades shouléﬁﬁerform»;n brder;7%

to maximize aclieveément. ' .

¥hile the definitive account regarding the/rélationship'

‘between téacher. variables and’pupil achidvement has yet to be

written, bigh quality research is assisting greatly in this

t

endeavor. Recently, Schalock (1979), ir a revievw cf the research

on teacher selection, identified a number of relatively fe;iable

and objective predictcrs of teacher effecti#eness that have Leet

tested empirically. Tatle I presents a breakdcwn cf teacher - -

variables tha* have been identified ir the majcr reviews of <the

= -

"

z
-

g

13

"?

38

P

Ed

- A




..

N’

teacher effec*iveness literature asz having a significant

Y‘elat10r1<h1p with student achievemen* product variables. TlLose
- ﬂl" .ﬂ -
nost frequeatly mentioned are the amount of tire +ha‘- pupils, are
. /o, 4 L
engaged in learni: teacher awareress of pupil individual:

Lo -

differences in hofh‘social~and&academic a:enas, teacher clarity

it

of presentation, classroom management (1“c1udlﬂg AiscipI%ne and
. L - - s
teacher preparaticn), the degree of teacher contrel }

insfrué:ion,'and the afféctive :espg£;es cf ?éﬁqﬁér to gup ils ?\7
often :efer:ed to as teacher "warﬁth";; o =

Over the pest decaﬂe,fedgéatbrs ﬁave begunwﬁaﬁgugétidn the k
absolute 1mportance cf the prac*lce teaching ggﬁpcnen* of
teachgr'educaticn (Gallegos, 1372: Stlles, 971)7 Sdhe; duc:‘x a;
Gage.(1972) telieve practice teachiﬁg is not sUfngient to'?f . A{

LJ . - -
guarantee Success as a, teacher, but shculd be conﬁlde ed as ¥re
compcorent, albeit a mcst impo:tant one, 'in an eff ec€ivo +eacne

education program; Glaser (1965), iw-his,ygrk ¢n training

'

research #hd'educaticn, analyzed the components of instructicnal

syétems required to teach complex skills. From his work

1?‘ - . : o

o

educa*ors have attempted tg-épply the principles cf _
s - 3 . - VR

instructional psyckolcgy to +the~trairing of teachers in crder *o. _
develop alternatives to *the practicum for irfluencing the

tehaviours c¢f preservice .teachers. Three of the more popular

‘

al-ernatives are microteaehing, minicourses and 1rnteraction

,J

analysis. Micrc+* eachlrg is scaled-down *eachl g ccnduc ted under

N

con+tzolled condi*ions. - ‘ ) . e !

oo o
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»Mlnlcourses developed as a self—adnlnl tratable form of
nxc;oteachlng. Inte;actlon analysis, developed by Flandezs
(1970), allowed teachers to observe And analyze their own

:*teachiqg behaviour. / : |

As a resul* of these alternatives, educators ha}é

- recomnended that considerable effort be directed Eo‘studyiﬁg'fﬂz
relationships between the cohponents of teacher education‘end
the acquisition of t;:;£er behaviours. Turner (1975L;fevieued a
number of studies that attempted to identify wﬂich featur;;ggﬁ'

‘teacher training had a significant effect subsequent .
in;service teaching success. ,He found that’ much of this research
had little success in identifying aspects of teacher education
that might optimize teaching success. These conclusions wvere
corroborated by Gage and ¥inne (1375) ipn a review of
performance-based,teacher.education. They coneluded that
overall, dittle evidence was available as to the effectiveness
of one teacher treining procedure over another.

These reviews identified a number of studies which;were‘
notable for their empirical rigor. Bo;g (1972) used a carefully
structured feacher training procedure based upon iicfoteachiog-
Students were taught and achleved high competency 1n a series of
skills related to questioning =trategf§s\jrollow-up observations
at three years were made to determine whether the frequency of

use of the skills held up well over the three year period. of

the nine skills that were included in the training procedure,

16



fite vere still being pctively used by the teachers and four.
vere not. In a simiiar?study; Kocylowski (13970), analyzed. a

’ group of skills related to the teaching»of a lesson, oopil
participation and attention, and teagierﬁbupiltrapport.‘Be foond
that tvo years ‘after a nlcroteachlng experlence, skill

2

performance had’ decreased on four out of six skllls. Koran,

'i

Koran and McDonald (1972) undertook a study of the prerequlslte
1nfornat10n needed by students if nlcroteachlng is to be

effectlve, They found that preceeding the microteaching with
material explaining the use of higher-order questions was as
effective in increasing the students' use of such guestlons in

the folloulng mlcroteachlng as vas observ1ng a teacher eaploy

P f ”Ee
ey

-

~the strategy. ‘ n

Others, such as Coleman.(19733 and Gaget(197é)>noted that a
eiieable body'cf research has demonstrated that teaching
behav1ours uhlch lnprove teacher effectlveness can be 1nfluenced
by teacher education programs. It is the . oplnlon of some (e. g.,
ucDonald, 1978) that the most promising components of teacher
effectivenese should constitute the core curriculum of teacher
education programs and should fora the major criteria upon which
student teachers are. evaluated.

The balance of thls review is an examination of the most
pronisiog components of teaoher'effeotiveness. Beside theldenand
for eiperimental rigor, the final selectionrof the variables to

be used in this study was made on a number of other criteria.

v




First, selectlon vas based on the c1ar1ty and prec151on of the
variable's deecrlptlon and ope&atlonal definition. Itﬁvas fe*t

that the operational definition of a particular variable should

L

be understandable and unaablguous. A precise description

P
“(.

generally Bet- the second crlterlon- namely, a psychometrlcally\\\

a

sound, obJectlve ‘measure of the variable that could be used in a
classroog ulth minimal disruption. The final regulrenent vas for
naxigunfdiscreteness among tﬁe chosen variables. Hhile}teaching
'iév; conéiéx;set of skills, the researcher tried in this |
seiecfion,to reduce the chance that two variables mighi, in'

| part, represent comnon or closelj related teaching behav%yurs.

Opportunity to learn

o

s

It is wvéll recognized in the teacher effectiveness
literature that not only the amount of time available fof
learning, but in- pa:tlcular the quality of the tinme spent are
strong associates of pupll achievement (Centra & Potter, 1980).
Using observatlons made in 166 grade one and three classroons,
'S+a111ngs and Kaskowitz (197&) found that the anount of time
spent on reading and mathelatlcs correlated rellably with pupil
achievenent. Goed and Beckerman (1978), using grade six pupils'
from a vide range of farmily baékgrounds, found consistently less
involvement in iearning activities across subject matter amongst

lov achievers conpared with high achievers. Their description cf

18~
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involvement vasftakén from.the work of Kounin (1970) oﬁ
classioom management énd ua; bésed on whether thevpupil wvas
engaged in the assigned task. Evertson and Brophy (1974)
determined that for a sample of grade two and three tgﬁchers,
vhose classes' gain sccres on the Metropolitan Achievement Test
_showved consistency within subteS£§ and across a three-year

period, had,afgignificantly greater amount of pupil/involvénent

in the learning tasks. The results of Cooley and Leinhardt's

Instructional Dimensions Study (1378, 1380) established that for

grade three mathematics and reading, thg*pefcentage oﬁ/%ine that
pupils were "on-task," i.e;, actively eﬁgaged in thé/learning
activity;'corrélated reliably with pupil achievement gains
vhereas the amount of time available for 3rning did not. Using
elementary schocl classrooms, Karweit an@jZIavin (1981)

deternined'that pupil engagelent;;g learni@g positively affected

mathematics achievement while allocated'ti%e;did not. Both total

engaged file.and.rate of engagement correlated reliably with
scores on a standardiged mathematics test for grades two and

three. No similar reliable correlation existed for grades four

=~

aﬁd five. .

'IQ the Beginning Teacher Evaluation Study, Fisher, Filby;
Marliave, Cahen, Dishaw, Moore, and Berliner (1978) found fhét
grade two and five pupil achievement in readinézénd mathematics
vas positively correlated to increases in the measure they
called Academic Learning Time . Acadeaic Learning Time comsists

Ed
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of_three components: time allocation, engagement raté, and error
réte. Tine aliocaﬁion is the actual timé the teacher has set
aside for the ;esson. Engagement raté is the proportion of they
lesson pupils were aétively engageé in learning. Error rate ig
the ratio of incorrect pdbiiyresponses'to correct pupil
response§ made dufing an instructional -task. Martin, Veldman,
qnd Anderson (1980), in their Eéudy involving 15 grade one
ciﬁsses, found that achievenen§4££ reading was statistically
reliébly higher (p<.05) when pupils ansvéred more gquestionms
correctly. This result held whether the unit of data analysis
was the class, the particular reaéing group, or the individual
pupil. |

Thus, in Acadenic Léarnihg Time we have teacher behaviours
which are relatively easy to identify in the classroom and which
can be measured accurately and objectively.'It has also Seen
" demonstrated empirically té be positively linked with puéii'
~achievement.

“«

Avareness of Individual Differences

That effective teachers have the ability to organize and
maintain a classroom learning environment which provides for a -
maximam amount of time to be spenf on productive learning

activities has beer supported by a nﬁnper of educators (e.g.,

Brophy, 1979; Nedley, 1977; Powell, 19793).

20
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Good, Biddle'and Brophy (1975) listed teacher awaremess of
classroon events'asviacomponent;of effeétive teaching. They
characterized lack of awvareness in te#chers who expressed
preferential treatment to high achieving pdpils, had few
contacts with some pupils; and who made inaccurate judgements
about the attitudes and achievement of some of their pupils. The
idea that pupils learn more when the teag&gr is awvare of and
provides for the learning requirements of individuwal pupils is
central to a number of educational innovations such as mastery
iearning (Bloom, 1976). Bloom maintains that pupil cognitive
entry behaviours can account for up to 50% of the variance in
vpupil achievement. A PUpil who is assigned to a task by a
teacher unaware that the pupil }acks the necessary cognitive
entry behaviours may have a nuah reduced chance 6f being
successful at-that task.

Eﬁpiricallevidence asrto~the importance of teacher
auarénes§ of student indivigual diffé;ences in teacher -
effectii;ness has been demonstrated by Shavélson and
Dempsey-Atvwood (1376). They exapined sfudies vhere teacher
variables correlated with pupif'achievelent'gains. Obserxrver
ratings were made, at five-minute intervals, of instancés vhere |
the teacher individualized instrugtion or used pupil ability
grouping for instruqtion. One of their findings was that a
teach;r's ability to diagnése the‘acadenic requiremepts of

pupils i.e., teacher individualization, is a stable vagiéble

21



over t::z_and correlated'reliably (p<.05) with pupil»achievemehﬁ'
gains. In Pisher et al.'s work (1978),;it was found thatvfeacher
avareness of the individual characteristics of pupils was a °
promising pfedictor of teaching effectiveness. When teachers of
. grade tvo and five ;eading and matﬁematics showed a high degree
of proficieny. in idéntifying individual learniﬂg differenées,
éupil achievement was significantly higher. Data‘onathis |
variable were obtained by a measure of test-itqm prediction; For
items on a particular ciassroom test, teachefsiuere'asked to
predict whether arpupil would correctly or'ipcorrectly complete
~a given item. This was then compared to the:pupil's performance
on the item. Teéchersthose‘percentage of correct prediction was
high were judged torbe more aware of the individual learning
characteristics of their pupils.
Iten prediction ;easures reflect gﬁly_o;é'aséect”of teacher
avareness of pupil}characteristicé i.e., cognitive aChieveientg'
and may be improved if the itens are‘selected from affective as
vell as cognitive domains. A strong advantage to item predicfion

is the ease with whkich it can be enpldYed irn the classroom and

the objectivity of the scoring procedure.’

5
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Clarity
¢

Teacher clarity was described bylngﬁenshine and Furgt
(1971) as a téacher behaviour thit appears promising as a
<teache£/effectivenessxyariable. Uéing pupil ratings, one of the .
teacher behaviogrg.tﬁg; Gage (¥372) found closely related fo * .

LT . o

pupil conprehénsipnvgcores vas the teacher's clarity of
presentation.fBﬁ;L and Kennedy (1977) used ratings by junior
secondary students to develop a set of teéacher behaviours that
‘discriminated between clear and unclear teaching. Fifty-four
teacher behavicurs were factor analyzed tojyield five clarity
factors. The faétors identified were explaining through
eialples, usingimu;tiple teachin&r;traﬁegies, task orientation,
vérbal fluency, and‘drganizing seat work. Descriminant analysis
was used to determine vhich behaviours most ﬁgﬁini?ely¥separated,Wﬁ,
., clear and unclear teaching. In a followv-up replication study,
Kennedy,,Crui*shank, Bush, énd Meyers (1978), using grade nine
students' ratings, tested empirically the clarilty components
described earlier. From their results they post latéd that the
construct célled teécher clarity consisted of number of
factors lodified'sﬁnewhat from the earlier study. A‘high level
of clarity exists if the following three teacher beha;iou;s'are
present: the teacher deterninesAif the pﬁpils have understood

the task or content and is prepared to modify activities to

accormodate them, the teacher provides the pupils with the

23 . ; | Z



opportunity to think about, respond to, and bring together into
-an understandable state what isabeing learred. Third,vteachers
whose clarity in their teaching is highk frequently ﬁérk examples
for the class, review Frevious work, and preview future or
up-coming vwork. From their work, a set of 22 teacher behavioural
. statements in a fornét suitable for pupil rating was developed.
?hese statements were beﬂaviours identified ir the earlier work
of Bush and Kennédy (1977) that had descriminated well between
studen¥ perceptions of cleér and unclear teaching. Additional
support fhat these factors define theAconstruct called teacher
clarity is p:o;ided by Mintzes (1979) ~ In ‘this study, he had
tniversity studénts, given a brief definition of clari£y,Atate
the clarity of their instrﬁctors and rate the frequency with
which the instructors performed certdin.specific chservable
teaching behaviours. The behaviours yhich correlated ﬁost
significantly (p<.05) with the clarity rating fell within the
- three factors discussed above.

Pupil ratings of teicher behaviour fregquently have beeﬁ
‘used as a criterion neasqfe in research on teaching at all
levels, though it appears most prevalent at the secondary and
post-secondary level (Botem & Glasman, 1379; Veldman & Peck,
1963).yievin (1979), in his review of curreﬂt teacher evaluation
practicés,,foundrthat of six approaches to teacﬁer evaluation,
rating$ bf pupils (of sucﬁ behaviours as teacher clarity) were

- probably the most reliable and valid method. Though used’
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extensiveiy, rating scales must'%e”employed withicaution. Duankin
and Biddle (1974) summarized the difficulties‘eﬁcountéred wéeré
rating scales have beenﬁused in research on teaéhing. Two of.
these ace pertinént to this discussiAn.&Pirst, some rating
scales requife the observer .to make high~inference judgements,
for which he/shéihas received only minimal!instructions or
training. Seqond; the items in ratiag‘sqgiés often have not had
their construct ;alidity demonstrated.:Thaf\is, there has been
no systematic attempt to ensure that the items are,'in fact,
measures of the‘particular product variable.

Teacher clarity, a composit of‘behaviours affecting pupil

achievement, seems to lend itself t£Q measureament by pupil

ratings. The reliability of the ratings can be increased by

)
using statements which are easily interpreted by the pupils and

having the time between the lesson and the completion of the
scale as short as possible.

Classroom Management

The iaportance of ciassrbol management for pupil 1earnihgi
has‘heen recogﬁized uidelj (Brophy, 1979; Dunkin & Biddle, 1978&;
Medley, 1979; Rosenshine & Pursi, 1373) . Classroonm mahagement is
generaliy agreed to consist of three teaching skil;s:
“discipline, planning forllearniﬁg, énd organizaticn of
activities and routines. Brophy (1979), in-~his Feviev of teacher

L
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"~ transitions from activity to actiﬁity, periods of confuSion

s

effectiveness Iesearch;,statesrthat eﬁ§ect£ye teachers have the

ability to crganize and maintain a classroom learning

8

environment that reduées tc-a minimum tbe time 165t due to\

within the &isssroom, and disruptions tha@)réguire diéciﬁlﬁﬁ&fy
action. Research on classroom management has shown that pupii
involvement in the 1eérnin§ task and pupil achievement are

af fected by napagenent sfratééies. Shavelson and

B

Denpsey-AtHddh's (1976) review found that direct control of
undesireable,pupiigbehavioug by the teacher was a stable (over
time) teacher variable which correlated reliably with pupil

achievegent gains. Also, Coolej and Leinhardt (1978) found that

~effectiye cldssroo-'lanagenent vas one of the technigues that

?appearéd to be most highly related to gains in pupil achievement

in grades one and three reading and ma;hématics. Evertson,
Anderson, Anderson, and Brophj’(1980) studied the teaching
performance of 68 junicr secondaty English and mathenétiés
teachers. In nathemétics, but not;in English, statistically
reliable correlations (p<.01) vere recorded between pupil
achievement and effective teacher orQanization, control, and
management of pupil misbehaviours. :Observers recorded the
teachers!' consiétency of enforciqé classroor rhles, time épent
dealing with pupil misbehaviour, and the spee@ of teacher.

response to pupil ndnagenent probleas.

26
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Kounin (1970), in hlS workﬂ Bn dlsc1p11ne and classroon
nanagenenti identified what he_believed to be the essential
conponehts of classroon management: withitness, overlapping; ;
group alerting'aod learner accountability, and snoothness‘and
momentur. Withitness was defined as a teacher knowlng what is -
g01ng oﬂ 1n the classroon and communlcatlng this to the puplls
by her/hls gttual behaviour. Teachels who appear able to deal
concurrently and successfully with two eventS'ln a classroom
exhibit overlapplngnes Group alertlng refers to teacher

activities that pmaintain the attention of all puplls,ln the

learning activity and*generally keep pupils "on their toes".

‘Learner accountablllty 1nvolves teacher behaviours that hold

pupils accountable and respon51ble for thelr task perfornance. A
teache* whose behavionrs are characterlzed by an absence of

1nterference with the flow or the pac1ng of the lesson EXhlbltSr

snoothness and momentum, respectively. He found that these

components correlated rellaBIy and negatlvely“ulth pup11

"deviancy and positively with pupil work involvement.

Using a Kouniﬁ-based'training program in classroonm .
nanage;ent wvith nine intermediate elenentorjAteachers, Borg and
ASclone (1979) found statistically reliaﬁle {(p<.05) inprovenents
between pre-post observations for fertain teacher oehavioors.
Those behaviours and tie correspsgd{bgf§ouni; categories vere:

S ? oo

withitness (loud desists), group alerting (questioning

technioue), and leartrner accountability (work showino and peer

m\
Y
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Some researchers have encountered d;fflcultles in
‘ repllcatlng Kounln's Hork. Recently, Kala1d§15 (1980) tested
Kounln's teaching variables u51ng 20 llnu+e v1deotapes of 15

English and social studies teachers in rec1tat10n lessons u1th

'{A

their grade elght pupils. Correlatlonsvbetveen Kounin's teacher

gariables’and pupii wvork involvement and:deviancy yielded.

T~

cOrrohoraiing results for only learner accountability and group
alerting.rLearn accountahility and broup alerting correlated

rellahly (p<.05) Vlth a decrease 1n student off-task behaviour.

‘.

Withitness, on the other hand, coggelqted negatlvelytilgh both
freedon fron deviancy and work involvement which diffefed
sharpely frcam Kounin's work. Inconsistencies in Kounin's

theoretical and operational definitions of the/;ifﬁfzge3§ r

variable have been suggested as a'poésible source of tﬁg )

%

=

discrepancies in this replication (RKalaidzis & uartih,'fgét).¢e

There appeér§:little doubt that classroom management, as a

teacher effectiveness variable, has an important effect on pupil
achievement. The choice among the components of classfoou;
management to be used in this study is based upor a nunber,of‘

2

= . . J
conditions. The components must be predicated on clear

= .
=, -

operational 5efihitions'that bhave been tested empirically and

_can be objectively observed in the classroos.

¥
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The ted;hjﬁﬁg?cts that relate to teacher centrol over --..

instruction, often called directriustruction, have been =

E

.advocated and articulated by a nuﬁber?oﬁ_researchers (e-g.,

-

Brophy, 1979; Cruikshank & Kemnedy, 1979-‘5 Good et al., 1975)..

Many clalgs for t he support of this group of teacber behavxgurs

e

for 1lprov1ng pupil achievenment galus are based upon growing
Leqplrlcal ev1dence_(Brophy, 1979). Uthers such as Halberg,
gchiller, and Haértel‘k1979) believe that due to ‘the small
number of studies, the results are inconclusive and should be
interpreted cauﬂiously.tﬁifgct‘instruction is a composite of

teacker behavicurs as is-the case with claéstbon*manageneq;f In

LS

direct 1nstruct10n, the teacher controls the tlmlng and -

sequencing of 1nstruct10n, chooses the materlals, and nonitorsf”:

pupll perfornaﬁ%e. Rosenshlne (1979) stated f1ve conponents of 5 -l

"a\

-7 B ey

direct 1nstru&ti6n~ an academlc focus, useugf large groups .
rather than small groups for 1nstruct10n, uss“of =eguenced and

structured materlals, teacher selectlon of cLassrogu act1v1t1es,q'

L=

.

and structured teacher—pupll 1nteract10n.

An bxtensive reviev of the research by Petérson'11979)

'COIRQSEd the effects of- dlrect and open*instructlon on- pupll

— -

achlevement. Open xnstructlon 1s descrlbed as a learnlng -

environment uhere the puplls take a greater role 1n—select1ng/

and nonltqrrpg thelr'learnlng ‘activities. She concluded —that ——— —



pupils who receive direct’'instruction perform slightly better on

achievement tests but more poorly on creative and froblenm

sblving tasks than pupils in an open classroom setting. For

Véffgqti?e,learning outcomes, direct instruction appears to be
“ihfefiogutb open instruction indinproving pupil attitudes toward
school and teachers, as well as in profﬁting pupil independehce'
of thought. No différeéce between eifﬁér'method of instruction
fhg.found fof’pppil self-qoncept,‘locus-of-control and anxiety.

‘Affective Responses of Teachers

Thezfinaqueacher procéss variable listed in Taple I is the
degree to vhich the affectiye rééponses of teachers to pupils
reflects the construct called "wareth". Ryans (f960) introduced‘
the variable he called "warath". In his study, which made
extgnsiig use of rating scales, he identified three independent
characteristics of  teachers: warmth, responsible classrooa

behaviour, an&‘imagination. He claimed they correlated reliably

. Wwith other teapﬁer prodess variables. This process,varigble,

vhile having a certain intuitive appeal as a process variable

. responsible‘fc; positively affecting pupil achievement, has

failed, in the opinionébf a number of reviews of teacher
effectiveness literature, to produce consistently significant

result§rwhén tested empirically in classrooms (Dunkin & Biddle,

AJSJA;_Elgpders & Simon, 19693; Walber et a1.5“1979). Some recent

“y
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support forvthis variable has beén provided by Eée;tson et al.
(1380) . In this studj; deScribgdypfg:iously, statistically
signifiéant ;orrelations (b<;p1) vere recorded between both
éupil‘achievemeﬁt in'mathengtics and attitude fouards
nathélatiés'forvthe observed teécher variablés; ggspect bet ween
pupils and teachers, teacher enthusi&sm, pfaise,/and téacher
receptiveness to pupil inpn¥; Brophy (1981, in his‘review of
the reseaiqh on'teachér préise,<concluded that teacher praise
fails to correlate éith pgpil cognitiVé léarning cutcomes. As a
teacher behavidur he conciuded that praise, in contrast to some
such as the amount of time spent on learning activities and
'structuring in fhe ciassroon, has little or no affect upon pupil
échievement;in a typical everydaj classroon. |

The use of teacherv"éarnth" and control over instruction as
leasureé of teacher effectiveness lacks the empirical support
afforded to most of the other vé#iabies revieved in this
chapter. It may be argued tﬁat a full description of classroonm
eventé requires that data must be collected,.evén if‘sbme of
those data prove to h&ve question;ble utility. This must,
- however, be haianced against the pfeeuinent requirement for this
study; sinimum interference in activities of the studegiryeacher
in .the classroom. I chose the teacher efféciivenesékva;iégles

fof this study while attempting to reconcile the réguirélents of -

<

full description of classroom events with the preservation of

the classroom as a naturalistic setting as well as maintaining
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good research methodology. \

It was decided nbt tofincludeﬁdirectuinsfruCtion or the
degree of‘teaéher control as efféctiveness variables_fo be used
in this study. The empifical evidence ciﬁed»earlier appears to
be inconclusive as to their effect on .pupil achievement. Aspects
of direct instruction are co;ered to a la;ge extent by engaged.
time and some of the components ofﬁclassroom managesent i.e.,

group alerting and learner accqnnxability-

Methodological Concerns

‘As mentioned earlier, natural or observational studies

require an extra measure of concern for validity in their design

—

and analysis cdnpared to expeiinenfal barédigus. Cook and
Campbell (1979) identifiedvfour ciassespof threats to the
validity abcut claims of causal relationships between observed
effects that Qay occur in résearéh: internal, statisfical .
conclusiog} cﬁnstruct,'and qxiernal.

" Threats to interral validity may be characterized by what
Ellsworth (1977) identified as the presence of rival compefing
hypotheses. Iﬁ this study, competing hypotheéés would be rival
explanatipné as to hoi,changes in the measures of student',
teachgr effectiveness vere due to events other than the extendéd
practiéﬁmﬂzlt@is Coolei's (1978) opinior that this threat is

*
present due tosa lack of understanding about the phenomena being

3
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studied.

Cook and %ampbell (1979) have identified a oumber of
potential threats to internal validity e.g., history,
naturation, instrumentation, testing, statistical regfessiop,
selection, and mortolity-.Therevare a number of reasons Jiy it
is unlikely that the first five are of serious concefnain this
study. Kazdin (1981) argued that where repeated assessment is
used with multifple participants as it iS‘unlikeiy that a single
historical event or maturational process could account for
change. Also, the complexity of events_in‘thérclassroom would
probably preclude any cbserved effect beiog due to an event that
is not of interest in the study. further, multiple observations
vere used rather than a pretést-posttest research design which,
in the opinion of Kazdin(1981), yields patterns in the data
Vvhich would show changes that‘light be symptomatic of the
presence of threats to internal validity. Finally, except for
the student log, the student teachers were only incidentally
avare of what observations about their teaching vwer€e being made. -
It is unlikely that enhanced performance due to test familiarity
vould have been present. | . ~

Potential threats to internal validity in this study conme

Pt
B ©

mainly in the area of selecting subjects (ifé;,fstudent teacher
- £

selection), and subject mortality. Subject selection wvas not/

randoa but was based upon travelling considerations for the

researcher. In crder to observe as large a group of students as

ES
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.éossible, selection was liﬁited t0‘t§oradjacent school
districts. Mortality of subjects‘in a study with a small sample
size is a sericus‘concern. Any loss of participants in a study
" such as this must be examined to determine whether the losses
are representativé of the sample or reflect some unique
Characteristics. | ‘

The ﬁ%ésgnce of confounding or intervening variabLés
provide a threatrtovthe construct validity of a study. Ellswvorth
(1977) claims that the choiéé of research -setting is a'majorr
factor in guaranteeing this type of validity. The conééfn for
construct validity in this st udy is twofola. First.the chosen
variables, takeﬁ indi;idualiy, must represent unigque, though.
perhaps unequal, contributions to the construct called student
teacher effectivenessi Second as a grbup, the sum. of the
contributions must describe adequately the construct. Construct
validity seems to be relatéd to what Bronfenbrenner (1976) calls
"ecological validity", i.e., the reqdirelent‘ihat the research
setting be an accurate reflection of the "real world". It is his
opinion that fhe "integrity"™ of the sétting must be preserved.
That is, the classroom where the student teacher epends the
practicum must be an accurate reflection of normal classroom
conditions.rlf"the"preceéding tvo conditiohs have been
satisfied, we may be reasonably confident that changes in
student teacﬁer‘effectiveness dqring the practicum would have

occurred in the same way had the observer and other intrusions
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(e-g-, the log) not been present.’

;Finally, threats to external validity affect the
generallzab111ty of findings to other student teachers and
practlca.}Gage (1978) feels that expectlng large-scale
generallzatlons from a. 51ngle study of this type is unreallstlc.
In his opinion it would be better to use successive replicatioms—,
to reveal the ge9era11ty over dlfferent student teachers. For
the purposes of this study, the original findings obtained
durlng the pllot-testlng have been reported separately.,Data
from the ma;n study may be considered as the firet replication.
Since random assignment is usually absent in this type of sgudy;
Cooley (1978) belie;e§~that'careful attenfion to eggvfipg that
the sample is representative of the population saupied will

reduce the threat.

Summary

i
In sunnary, ‘recent enplrlcal ev1dence suggests that a

nunber of teacher behaviours do have a s1gn1f1cant positive -:f
effect upon pupil achievement. The most proeising to da;e,are;
providing the pupil with the'opportnnity to learn, awarenesc of
\,puﬁil individual di fferences, clarity of teacher‘presentation,
effective classrocm management, direct instruction, and teachet-
"warmth". ThlS study attenpted to determlne, under the

P

assumptions that measures of the most pronlslng teacher
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effectiveness variables are reliable predictors of pupil
learning performance in 5he classroom, at what rate and to what
extent during a practicum does a student teacher aCéuire

facility in demonstrating the teaching behaviburs that support
those measures? That is, to what levels and at what rate are the

componernts of the construct called teacher effectiveness
developed in s{udeﬁt téachers' perform;nce?.Finally, this study
attempted to identify some of the factors affecting student -
teacher performance or development, and explairn why the}obserﬁed

"\
changes in student teacher performance occur during the

practicunm.

This stgdy‘is f;ther unigﬁe in that it uses in~depth
obserfation to determine boulthe<skills of teaching are acquired
‘during a pfactice t;;ching experience. Also, it attempts to
~identify the characte;istits of the practicum that enhance or

retard this acquisition. The next chapter details how the data

vere obtained from the extensive observation scheme and

L
accompanying record- of classroom events. \w///>

.EA e
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"IIXI. Method

e

Participants and Setting -
~

The pilot study was carrieg out in the fall of 1980 using
intermediate elementary student teachers. The pilét-study
contained thfeefobse;vations (veeké'z,‘é, and 12). It had two
main objectives. Pirst, the feedback provided by the student
teachérs.uould‘assist me in amaking revisioas to thé
observational instrunen;é and guestiomnnaires. Seéond, the
observations made during the pilot study would serve as a
training procedure for the paiﬁ study.

The three semester (12 month) Professional Development
Prdgram (P.D.P.) of teacher preparation at Simon Fraser
‘University contains two extended practica.rThe £i£st (EDUCATION
‘Q01) is a half-semester (six weeks) of initial observation and
teaching experience taken in the first half of the first
semester. fhe second (EDUCATION 405) is a full semester of
classroom experience taken during the second semester. Drring
these practica, tpe student teacher is aSsigned to the classroor
of a cooperating teacher (School Associate) appointed by the

~‘Oniversity in consultation with school authorities. The student
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feacher is regularly v151ted in +the classroom by a
representative of the Faculty of Educatlon (Faculty Associate).
Faculty Associates are experienced, practicing classroomn
teachers who have obtained leave from their employing school
districts. For this study, the 405 practicunm was chosen because
of its length (13 weeks) of almost. completely uninterrupted
oépqrtﬁnity for the student to observe apd teach. This praCt;cun
is also the students' firnal preservice c}g;s%oom experience.

At the beginning of the;005wpractiCUn, all student‘ﬁeachers
have a basic fanlllarlty with the routines and procedures of the
‘school system galned from thelr 6-veek 1nt1t1a1 classroon
experlence. As well, an 1ntroductory kno:iedge of teachlng was -
received during the 7 weeks preceedlng the extended practicum.
This half-semester at the university consisted of seminqrsiahd
workshops in pfeparation for the coming extended practicun.
These classes fbcusvon curriCuluﬁ afeag (e.g., science, language
arts) and teaching methodologies. The sen;ﬁars and workshops
chosen by the student teachers in this séﬁdy vere not the same
or even necessarily similar écrosé’particiﬁan;§. A great deal of .
individual choice is permitted and even encouééged within
certain limitations. All intermediate elementary student
teacﬁets are strongly advised to includé vorkshops in language
arté and na*helatics, howvever. Thus, it is reasonable to

characterize the student teachers as having somewhat

‘idiosyncratic proflles of teaching competencies. = =~
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There are two main options avallable to student teachers 1nn
the Program, the Campus Progran and the Interlcr Progranm.
Students are adsitted to the qanpus program in September and
January. The intericr Frogram is designed to serve communities
in the 1nter10r of the Prov1nce, generally ihbdistriEts uhere a

regional college is located. The only intake for thlS program 1is

.

@

aln September. The campus enrollment for the 405 practicum that
began im fgnuary, 1981 was approximateiy,Zogistudents. They were
divided into 15 groups based upon the studentvteachers'
geographical.placements in school districts. 211 students wvere
piaced”vithiat100 kilometres of the*uniwersity canpusl To

provide the laréest sample for the nafﬁ?study that could be

-3

visited by one observer, two school school® dlstrlcts closest to

B

-

the campus (Burnaby and-Coquitlan) were seleoted. Due to the

range of subjects taught by the students, and the general

Ay

e

acceptance of classroor épservers by pupils, it eas decided to
seiect particifants from intermediate elementary placements
(gradesuu~-'7). Papils in the primary grades‘vere'erclnded as
they could not complete the teacher clarlty,lnstrune;t. Student
placelents in secondary school Were .not - 1nc1uded as. ro&atlng
period timetables would make the scbedullng of ohservatlon
vxf%ts dlffleﬁlt to arrange. Twenty-two students met these
requirements. ~ . 1

Involvenent of some students in another research project

reduced the potential sample to 16. A letter containing a brief
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overview of the research and a.regueSt for voluntary
participation vas sent to each of the 16 students. They vere
given a detailed description of the proposed research. Copies of
these are included in Appendix B. The stg@ents'vere told’that
- data on generally accepted teaéheraeffecﬁﬁveness variablés suéh
as clarity cf presentation and classrooa ma;agehen would be
collected in the‘blaséroom during:their teéching. No information
¥as given about thé specific instrnnentilto be used. :
After the students had received the letter and had a week
‘“to read the proposal, a follow-up telephone call was made.
,VOluﬁtary consent to participate vas received from 1% students.
: Let£eré#reques€ing Yoluntary participation were segt to the
Scﬁéql‘Associates and principals in the students' plécenent;
schools. Consent was obtained from all of thg students'
)érincipals and ten of the School Associates. Copie; df letters
and consent fofﬁs are given in Appendix B. This resulted in a
beginning sample size of ten student teachers (seven in gurnaby
and three in Coquitlam). These students came from four of the;15

groups mentioned previously.

The distribution of grade levels represented in the ten

£ e

#

sample classtoons‘wére: grade 36“(1);;§rade 5(2), é}adé'5-6(1))

grade 6(4), grade 6-7(1), grade 7(1) . The class size{gdgged from

18 to 33 with a mean of 24. The pupils répresented a wide raﬁge
~ of socio~economic backgrounds. The schools, with one exception,

éenerally drew pupils froama low to middle income families. The

L
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exception had aisignificentnhugggr*of pupils where parents were
upper middle class non-professionals. There was a range of

minority cultural groups represented in each class. Ir only one

school vas the proportion of minority children high: #

(aprroximatley 60% compared to the other schools. Hovwever, this

bigh proportion vas not reflected in the classroon being

observed. Where bcssible,fthe same class period and same subject

. ¥as used for each obserfgtion; It was decided that the

e,

curriculum areas of the lessons to be observed would be language

arts and,nathematics. ng reasons underlaid thiééchoice. Pirst,

it was felt cross-comparisons.for content and lesson format .

might be possible. Second, these f}o subject areas were thought
to Tepresent relatively more and less flexible teaching
sitgations, respectively. Thus, a greater degree of
representg;i#éness of the student teachers' use of teaching
skills ;:old be ohtained by sanpllng these tvo currlcular arease.
In each classroom involved, puplls vere given an explanatory |
letter and consent form to be taken home to their parents
Seventy~-two parents out of 240 (30% refused consent for iheir
children to participate or did net return the consent fdris."Tuo
student teachers asked to be reloveé from the study after the |
first Bogervation'during‘the second veeﬁ of the practicum. The
reasons glven vere the 1ncreased tension that resulted from 2

hav1ng an cbserver in the classroon. In one case some pressure

to withdrav from the stndy wvas exerted by the School Asscociate.
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‘One student withdrew frbm'the practicum during the ninth veek.

Thus, seven studeht,teathers remained ir the study throughout -
' 5

-~

the observation period. uortallty of subjects in the study was
30%; tvo after week 2 and one after week 9. Only Ccne of the

studeats vlthdrev fron the practlcnm, the others only wlthdreu

- froa the stddy;:For’the Program the withdrawalvritezwas about

t o

2% .

: . A
Little evidence has been found that the studen+¢teachers

who part1c1pated vere not representatlve of student teachers

'generally in the Progral. The students ir the study had - a range

of cululative grade point averages betweengz.ﬂ and 3.7 which was

ﬁepreséﬁtative of the students in/the Program. The rdte'of

A
3

Hlthdraval from the practlcul as a whole vas approxlmately t}e
sarpe for the sanple in this study. One exceptlon to the gbneral
representatlveness of the sanple Has marital status. In the e
study,qflve out of the seven studepts;yere -arrled (71%) which

is much higher than that for all students in the Program.

R

P

Instrymentation o .

Table II is a snlnary of the teacher effect%veness
varlables and the correspondlng measures of those behqvlours
chosen for the main study. All,neasures«vere conpleted 1n thev‘
classroons hy the observer and pupirs, or student teachers.
Though many of the measures used in the pllot study were.also

» kS
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 used in the main study, significént differences douéxist.AFor
exaaple, during pilot-testing, a randoﬁAsample of five pupils in
éach classroom was used to measure engagement fate at two—minute
iﬁtgrva{s. In ag elémeh{ary classroom with learning centers or
- ; ﬂ?ork areas, where pupiisidi& not @lﬁays‘renain in their desks,
N ihe observer had cgnsiderable difficn1ty observing the five
ttaIQet pupils. Thué the measure was changéd tofobserving all’ "~ ;.3

‘pupils eVeryrtwo;iinutes. Exce§t~as noted, all instruments used
wvere the sa’g‘if thpse in the %ilotlstudj. All meacsures of
téachgf efﬁeétivenegs,'with the gxception of*engagément rate,
wvere made duringﬁthe first 30 minutés of,the observatfonhlesson
* im order to‘;aig conparisons'betﬁeen”in ividual student téaéhersb
possibié; Bngd}enent rate, because. of ;TD relation to ailocated
time nus;;be observed during the entirefiegion. The pilot study

is appended on page 150. J

Pt

bamapsaches .y,
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' Teacher Effectiveness Variables and Corresponding Measures

-

E-4

$%§cﬁef Effectiveness Variable Measure _
) Academic Learning Time : - Engagement Rate
L S ' fError Rate
Awareness of Individuel Differences Item Prediction

' Teacher Clarity Pupil Report’

| on Clarity
- Classroom Management Desist Statement Quality .
- 4 -~ " Learner Accountability

Group Alerting

*
- 1)
el &
. : . D T

-

Acgdenicsgéarning Time  For the main gtudy, all the components

- e’

Agcabelic Learhing Time (engagéient ate and error rate)

described in the Beginning Teacher Evalation Study were used.

Engagement raté isQ£ﬁe proportion of th ’tineialloéated to a

ey

;articular lesson in ﬁhie; pgpils are actually epgaged in the
learning gask. Prom the fine éhe stuéent feacher began the ~
lesson uﬁtil.ite end, the observer noted every two minutes, the
nuibet of pupils who ve;e‘ndt engaged in the 1earning activity.
In addition, the amdunt of class time time allocated to the
lesson (totai allocation) was recorded froe the classroor

timetable or teacher's lesson plan. The amount of time actually

uSed‘for-a’patficular lesson (total instruction) was obtained by

1
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thking the difference het;éen théxtimerthe studenf actually
began the instructibﬁalfportion of the lesson, so that ﬁsettlzéé
down" time w;s not included and thn the student indicated to
the pupils to put away their books or otherwise signalled thap
the lesson wéé at an.end. Samples of engaged .and nbteengaged
activities reccrded by the obseryer are given in Table B |
(p.136)..Distinguishing engaged and notfeigéged.activities was
often qui£9«difficult. Siqns oﬁ daydreaning or lack of attehfion
vere operaticnalized as the pupil nofrfacing the geaqher,
ailléss draving, continued rearranging of objeéts or clo+*hing,
‘énd playiﬁg with;rings, keys, and buttorns. Hhefﬁer‘bupil-pupilz
conversations vere engaged or not was fairly simple to determine
vheﬁ the conversation was audible to the observer. However, when
it was no;:,pupillfacial expfessions such as frowning, giggling,
and smirking vere used to help the observer decide.

Total allocation and total instructidn are required fo£
?alculéting engagement rate. Engagement rate is the propottion
of allocated time for which the pupils vere engaged in learning.
Error rate,fefers t64the proportion of incorreét pupil responses

to total pupil responses. AS a result of difficulties with

-

—_ It T

observirg target pupils exﬁérienceqiigrthempilaf stﬁdxim;trééé;,/

decided that all pupils would be observed at two-ainute
intervals. At the beginning of the lesson and comtimuing at
tvo—mignte intervals, the observer recorded the number of pupils

-
wvho were not engaged in the learninrg activity. To permit the

S, b
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dalculationzof the error‘rate,_the observer recorded, fof each
pup11 response to a teacher-initiated questlon, vhether the
pupll provided a response which the student teacher judged

correct or incorrect. Error rate is the percentage of questions -

‘Nasked“by the student teacher that‘the pupils were unable to

,answer correctly. Appendix C con apns the observatlon record and

s

the sheet for calculatlng the components of Acadenric Learnlng

Time.
Awareness of Individua; Differences To measure the student

teache;'s avareness of pupil individual differences ancther
measure used in t+he Beginning acher EQEluation¢study; success
at itenm prediction, was used. On each observation ﬁeek, the
student teacher,%ggspresented with a 12-item test,and asked to
predict the success (right‘or.vrohg) for multiple-choice itenms,
or ranking for five-point Likert-type scale items, for each of
the preselected sampie of pupils on each item. The test was
constructed with items from four domains: vocabulary, spelling,
vhole number operations, and pupil self-concept; Items from the
first three domains were chosen from standardized test forms

commonly used with intermediate elementary children. After the

.student teacher had made her/his predictions, the ts were

distributed to five randomly pre-selected pnpils for their
coapletion. The pupils vere given as much time as they required
to conplete the test. Fron th1s a dlscrepancy score was

calcnlated for each of the five pupils. The dlscrepancy gcore is

4eé
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the absolute value of the difference between the score the pupil
received on ah item and the score the student téaéher-predicted
for the‘pupilf Studené tcacher success in item prediction was 
expressed in»the?lten Prediction Suecess Score. This score ig
the difference between the total disgrepancy écore‘for the five
pupils, e;%ressed as a ratio out of 60 (the maximum totai

*

discrépancydscore possible), and one. Different test items, but

~equal in total test length and domains sampléd, vete used for

each of the of the five observation weeks. L
The measurement of student avareness of pupil individual

differences was the same as in the pilot study, with one

exception; Tc provide additional data as to whether there wvas

improvement in item prediction between veek 2 and week 12, the

‘Same 12-itew test and the sade five pupils were chosen for these

observation weeks. The student teachers were not made avare of

—this similarity. ' g E—

Teacher Clarity A measure of teacher clarity was included in the
main study. A suitable instrument was not obtained in time to be

included in the pilot study. To measure the four factors

-

involved in student teacher clarity (i.e., assessment aof pnpil

learning, provision for pupil opportunity to reflect on what was

N

taught; use of examples, and use of reviews and organization of
material taught), a sample .of the 29 behavioural statements uéedA
by Kennedy et al. (1978) was dsed with a Likert-type scale. The

clarity statenments wvere characterized as being either structural

-
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(a teacher behaviour not reguifing an overt pupil behaviour) or
function;1 (requiring ah overt pupil behaviour). Selection was
:nade in orderlfo balance, where possible, the Qumber>6f
statements,;ﬁ each cell and to avoid repetitions. Table III
‘shous a na;#ix distribdtion, of thefééiéétéd étéfémentsvby
clarit} factors and type of pupil behaviour required. The
'statenents were reworded frbm the origiral Kennedy et al.
v&rding Fo‘make‘the vocabulary more readily undérstandahle to

intermediate elementary pupils, and to nake them specific to the -

lesson jhst obsérved. The statements were also reworded to fit

the stem, "Our student teacher". The pupils in the classroom *’

were asked to,réte the student teacher on each statement. The
pupils were carefully instructed by the observer on how to
respond to the étafeiéi?s. It was emphasized that the:résulté of -
the guestionnaite would in no way affect £hé student teacher's
grades. The Teacher Clarity Sgore was obtained for each pupil by//
.assigniﬂg vdlues (3, 2, 1, or 0) to the rating of each ///
.Statelent. From this, the Teacher Clarity Mean Score was the/
mean of all the overall pupil ratings for a given student
-teacher. Thjffﬁithet Clarity Ratio is a comparison of the bf
;

Teaché:-clarigy Mean Score to 60 (the maximum rating score

possible) ./ The instrument and instructions for calculating the

o

Teacher CIhriﬁ}-Ratio are given in Appendix C.
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Table III
Distribution of Teacher Clarity Statements

By Factor and Pupil Behaviours Required L

Clarity Factors

Assesses Provides Uses - Reviews &

Learning Opportunity Example Organizes

Functional 2 . T 0 0

Teacher =

Pehavioursiryctural 4 2 6 2

Classroom Management To measure the presence of classroonr

management skills, a ruomber of the factors identified by Kounin

-

{1970) were used. The accurenCe of these behaviours was coded
over the beginning 30 minute portion of the lesson. .

One major chénge to the neasurenent of classroom mabagement
vas made in the main study. In addition to the nnhber éf Qesist‘
incidents, the obgerver recbédad the naﬁure of the desiéf
incidgnts by ifdicating whether the student teacher's response

- to a deviancy included identifying the deviapt pupil, a "stop"©
(i. €., the deviant behaviour is identif;éd{;’and a "begin"

(i.e., an acceptable alternative behaviour is suggested). This

vas done to describe more fﬁlly the nature of the desist -

1
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. incident rather than simply recordirg the frequency of their

oécurrence.‘Table IV contains sampie desist statemerts
categorized by the number offcoﬁpohents cortained in the

statement. Examples df_non-verbél desist stq@emgnfs were also

- recorded. For example, a student iight use eye contact with a

pupii td“establish the identity of the deviant, quietly remove

the baseball cards the pupil had been playing with (the "stop"),

and point silently to the open mathematics text and notekook
(the "begin"). The guality of the incidents is the proportion of
student teacher desist statements thatincluded the deviant, ‘a

"stop”, and a "begin".

e
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Table IV
Examples of Desist Statements

‘Categorized by Number of Components

Components , e Example

Deviant + Stop + Begin "John, stop talking & pay attention”
Deviant + Stop "John, stop talking"”
Deviant + Begin ' “John, do your work"

v "Turn around, John" .
“John, to work" T

Stop + Begin "Stop talking and get to work®
Deviant "John, is there a proBlem?"
: "John"
? Stop "Stop talking"
;T , “S#sh”
“(To class) Yousre too noisy"
: Begin "~ "Get to Work"
A .
"Quiet”

"Everybody, back to your work"

F

N £ -

The,recordiéﬁgof group alerting techniques consisted of

observing thefétudeq;'teache:s' questioning technigue. An
example of positive questioning technique (QT+) occurred when

the student teacher asked a question, paused for two or more

<

seconds, and then asked an individual pupil to respond. The

<

important elements that must be included to be recorded as an



instance of postive questioning‘are that~the‘téacher frames't@é<
guestibn. After a few seconds pass (the pause), the teacher///
calls‘upon‘a‘pupil to reépond- If those élements were included;‘
it was recorded as an examgle of'positivé questionirg. Positive
questioning technique reguifed a single response rather than
choral resbonse,aunless specified otherwvise by ﬁhg,étudent
teacher. The Positive (Questioning Ratio ‘was a coﬁpariéon between:-
the,quesiions coded QT+ and the sum of all teacher-initiated
. questions. | |

‘The frequency of alerfing'cues (AQ)'were also recorded.
fhese*cdnsisted of incidents where thékstudent teacher wa££ed
either individugl gTOuUps ofrnon-reé?onders that they might be
called:updn to answer, or asked phpils to respond wh§ did‘not
have their hadd.up or did not appear prepared. Some éxanples ofq
vays feachers use alertinq/EQes might be the following: "I vant
everyone_fo think about fhis as I might ask any one'of ycu to -
fgiVe the answer", or "let's all be thinking of the answver."

For learner accountab;lity,ﬂthe observer recorded the
incidénts'whége t he student teacher asked a guestion which

focused on the pupils' work plans or work progress. Called goal

‘directed prompts (GDP),,snéh questions usually focus on the
individual or are in the form of the teacher's enqdi:y about
Hhether the class understood the nature of the 1éarning task at
hard. Some examples are teacher ‘questions such’as: "ghat is the

first thing you do in your work books?" or "How would you start
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on this new activity?" In ‘work showlng (VS), the.wtudent asked

%

the pupils to:chow or demonstrate skllls or knowledge, to the

++" student teacher or other pupils. Hork showing 1noludes a pumber
of strategies such as having pupilsfhold}up work for the teacher

to check, pupils‘answering in ‘unison to a teacher questionm, and

the teacher circuiafingvaround tne room checking'the p‘
wOork. fn peer involvement (PI), rhe studenr,teacher att
involve puplls in the work of their peers. Peer involvenemtv
occurs when the teacher brlngs another pupil 1nto a recitation
such as, "Bob, you and John work the problen together and be
ready to help”eaéh other out“, or involves a group in the
-per formance of'an individual pupil vith a sfatelent such as "I
see some of you agree and some of you don't agree with what
Sally says. What do yonu thlnh of Sally's ansver, Lester;"

One of the problens encountered during the observations of

)

‘'classroon management during the'pilot study vas the B
"interconnections between some of the»categories in'tne group,
alerting and learner accountablllty factors. Teacher guestions,
depending on their structure and intent, could fall within a -
number of the subgroups (e.g., alerting cues, gquestioning
techniques, goal directed'pronpts, and work showing). To hefb,
-renove some of the anbiguities, a chart was constructed to
expiore all the response optlons that might occur-.in the codlng

durlng the observations Examples of questions that would be

coded under more than one group were prepared, sinilar to those
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‘in Table V. L .

a -

- ' ' Table Vv ~
Exampleé of TeaChér Qunestions

Requiring Bultiple Coding

Coding Groups To Be Used > - Example

Qr’ AC WS What is the answer to the next
: question? (Pause) John? (Hand not

up or inattentive)

WS - -What is the answer to the next
. questlon? (Pause) John? (With
hand up)

QT ~ GDP . How many questlons have you
: completed? (Pause) John? (Hand is up)
+

QT AC - GDP How many questions have you completed
' (Pause) John?.--(Hand not up or
inattentive) .
S QT WS John, what is the answer to the next
- question? ~ (Hand may or may not be
up)

QT " GDP. | How many questfons have you completed
John? (Hand may or, may not be up)

QT

»

T

: key: QT+ = inciden£ of positive quéstioning; 0T- = incident

.lacking positive questioning; AC = incident of an'alerting

- cue; WS = incident of work showing; GDP = incident of a goal

&

directed Frompt
" Sumaary Table VI contains a list of each student teacher.
variable used in the main study. For each variable, the

operational'definition and the score used for each vaziable,hasp

\ -

. R \-/
"
. ! :
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‘been included.

Table VT

Summary of Teacher Variables)

Their Operational Definitions and Scores

Used in the Study

RS

Variable

Definition

.Scoré

Academic Learning
Time

Awareness.of
Individual
Differences

Teacher Clarity

Contains two components:-
engagement rate: Portion
of allocated time that
pupils are actively
engaged in learning.
Error rate:s Portion of

incorrect ‘pupil ‘responses .

to ‘teacher~initiated
questions.

A comparison of a

teacher prediction of
pupil success on test
items to actual. pupil
performance:on the = .
items. o :

Teacher's ability to
assess pupil learning,
provision of
opportunities for pupil
reflection on what was
learned, use of examples
use of reviews of
material taught, and
organization of lesson
materials.
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_Item-Prediction
‘Success Score

- Teacher Clarity
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Table VI continued... : , é - fg:i R
3 S
Variable Definition _ Score
Classroom - Desist Incident Quality: Desist incident
Management Proportion of teacher - frequency and
desist statements that quality
contain the deviant, the _ £

7.3
e

unacceptable behaviour

and a suggestion of an

alternative behaviour.
Group alerting: Teacher Alerting cue
keeps pupils alert by frequency
using a positive AV

questioning technique o
and alerting non-
performing pupils that e
they may be ¢alled upon.

=2

Learner Accountability: Frequency of
Teacher holds pupils Goal Directed
responsible for their, Prompts
work progress. : : -

Frequency of

Work Showing

‘ ' Frequency of

. ‘ ‘ \‘ Peer Involve-
o ment
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week-iong,teachiig;log during egéh\9h§eryq£}qp”yeek.-The 1og was_

~a record of the student's teaching assignmeht, and supervisioa/”//

by the School Associate and gpculty Assoc1ate{ Infordaiion about-

the teachlng assxgnient included the grade levels taught, nunber'

- of lessons taught during~the ohservatidﬁ“jeeks, the nuaber of

hours during the observation weeks spent teaching in each
/curriculum area such as reading, Hritten language, mathematics,
is tke propcrtlcn\gf\zvailable instructioh time during rthe veek

that-th student‘teac\erggctually taught in a classroom. The

~——

;'rstndent teacher also recorded infargatlon about the superv151on

.. of her/hls teachlng by the School Associate and Faculty

Assoc1ate;\Th15 1nxylved recording the nuaber of lessons
VGEEEfVEdRaﬂthhg portion of the'student teacher's teaching for

vhlch the School Assoc1ate “Wa s present in the classroom.

i
-, FEE -

Further, 1nforlat10n vas gathered about how cobservation
data were recorded by the School Associate and which aspe?&g of
the sﬁperV1sory cycle vere conpleted The supervision model uéed
for student teachers in the Professional Bevelopnenr Prograe is
.based upon the process called Instructioral Supervision by
Copeland and Béyan (1974). as praCticed‘in the Program the model
'cogSiStg\af three;nainvstages; Stage one involves a
snpervisor/student'%eacher eonfereﬁee that pfeceedsﬁfﬁe lesson.
It is an opppripﬁity to establish the.fochs'fcrhtie observation

£ £
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etc., and other non-teaching duties. Total teaching load S
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and the method to be used to obtain oBjective data during the
'observation of the lesson. This stagerin the'supervisory cycle
‘establishes the tone or pattern for* the remalnlng step$. The

~

next stage is the obsetvatlon of the lesson by the superv1sor

0

-

and the systematiC'collecting of data on the specific focus
previcﬁsly agreed ﬁpoq. Fiha*ly, a postconference is held yherev;
the supervisor provideeiﬁeedback ebout the lesson and helpsbthe‘
student identify,needea chenge suggesting ways that tﬂe changes
‘might be effected. '

A rating inétfllent pf 30 itees, developed by’Hohnan
(1971), to identify the»:ole expectatibns of supervising
teachers was adepted for this stndy. Seventeen items wvwere
selected to deflne a scale that would gauge the degree to which
the respondents felt that the student teacher should be
qptbnqpous from the School Associate during the practicum,
During‘the five observafion wveeks, both the student teacher and
the School-aiﬁgciate completed the instrument. A practice
teaching diszcepancy score was calculated by examining the >

,degree of dlfference betveen the ratlngs of the School Associate

o and the student teacher (on a Y=-point scale) on each itew as a

ratio out of 68 (the maximum discrepancy score possible). The

- degree of agreement between the student teacher's and the School
Asspciate's attitude towards the practicum wvas expressed by the

Practice Teaching Agreesent Score. This score vas the difference
betveen the practice teaching discrepancy score and one.
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It vas dec1ded that durlng ‘the main study the student
teacher would be asked to gauge the degree of teaching
difficulty they vere experiencing at;that point in the
practicun. To do this in each obserVarion veek, the student
teacheE vas asked to. complete a 20-1tem guestlonnalre whose

items were selected from an 1nstrunent developed by ulddieton

and Cohen (1979) for use in evaluatlng the level “of préﬁaﬁat;on‘

of students in a teacher educatlon program. The selected items

concerned teaching skills that students oftfen nentlon as prohlen

- teaching areas such as disciplihe, assessing and eveiugting

pupil learning, and‘lesson‘blanning.‘The students rated the

. degree of'difficufty they vere ekperiencing with each jitem at

that point in the practicuam. The ratings vere scored from 1N(no

difficulty) tc 5 (extreme difficulty) to‘yieid an Areas of

he/she was experlenc1ng 11ttle dlfflculty at that point in the

‘ practlcum. The 1n=trnnent can be fourd in the student log in

Appendlx D. Tatle VII is a summary of the classroon varlables
and the 1nstruments =e1ected to measure thel. Thls group of
measures was conpleted by the student and the School Associate

during each ‘0f the ohservatlon veeks. -
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Table VII

Classroom Variables and Correspondirg Measurement Instruments

Classroom Variable Instrument
Level of Teaching 4 Areas of leflculty
Skill Preparation (Student. Log)
Student Teacher-3chool Associate Practice Teaching
.-Relations - Agreement Scale
: Subérvision ' N Student Log .
Teachigg Kssighment - .~ -Student Log

%

-i The\EE51gn for the main study was a multiple basellne
rde51gn across behav1ours. This guasi-experimerntal de51gn, the . .
featu;es of vhlcg are dlscussed in a number of references (e.g.;
Anton, 1978; Gottman, McFall &:Barnett, 1969) is patticula:l&

'psefullvhenwexanining the components of a qpmplex set of skiils
(€. g., Hérsén SlBe}lack, 1976;1 The 13-week.pracficum'contained'
five observations (weeks 2, 4, 6, 9, and 12). The Observafions

began on the seccnd week of the practicum sinée the'studént'

‘teachers generally sperd the first week observing in the
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: éparrived sufficiently in advance of the particular lesson to be

!

classroom and do little direct teaching. Each student teacher

ves observed reaching one‘lesson on each of the five observation
veeks. | B |

The stﬁdent teachers vere asked to keep e log of teaohing
act1v;t1esadur1ng each observatlon veek Also, the School |
Associate and the student teacher independently completed the
17-1ten }ractlce Teaching Agreenent questlonnalre. The student
teacher was asked to conplete the Itenm Predlctlon sheet and
7a551gn the correspondlng tests to the pre—determlned puplls at a
convenlent tlle durlng the observatlon week. All other teacher'
effectlveness measurements were made durlng the visit Oof the
observer to thefclassroom. Recognlzlng that the gquality of data -
1s dependent on the care and attentlon taken during the

;observatlon, I (the observer) developed a set of 1nstruct10ns

that detailed hov each effectiveness behav}our vas to be coded.

~

: "'L;\

. In excess of tue}ve hours of practice in the techniques reguired‘gzr

SO

for the observation was underteken by me during the
pilot-testing in ihe semester preoeeding the lainisfudy. I N
observed and looated lySeif in a position with a good view of
the student teacher and pupils while remaining dsiunobtrusive as
vpossible. I attempted to sit at the side of the room about
midway between the_frgot aod'rear of the CIhssrooi;”tﬁongh'fhis
vas often not{oossihle. At the end of the observation of the

lesson, I gdve the clarity instrument to the pupils. When this

61
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was completed the observation routine was at an end.
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IV. Results and Interpretation
. o ’: .(- .

The results of this study are reported in four séctions;
the general setting within which the student?;eachers worked,
the efﬁectivenes§ variables, the classrooﬁ variables, and
patterns between teacher effectiveness varigbleg and classroom
variables; The secohd and third sections are fﬁrther‘subdivided
to include the results of the individual vé;idbles measured in
the studj.and an analysis of trends for the variables across
practicunm observatibn weeks.

Due to the in-depth nature of the obseantions made in this
study, it was decided~to provide data on individual studernts as
well as group data to permit intra-student as vell as
inter-s£udeﬁt comparisons. It was felt this would be consonant
Qith the‘hear "casé-study character” of the data analysis. Also
the rather idiosyncratic’data profiles for‘in&ividual student
teachers indicates some cadtion when\aggregating the findings.

To address the question of significant change in a variable

_ : e
for the grcup,cfkstudent teachers across the practicum, a method
of da£a analysis recommended by Kazdin (1978) and Aﬁtop:(1978)
fo: singlé-case‘exﬁefiiental design was seiebted. Tée‘method,,
trend or pfbgress egtiﬁatioﬂ usihg median slbpé, uas;devéleped

and- tested by White (1972, 1373, 1974). It involves plotting the

- . - .“
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data means of data for the gfdﬁp:across observatibn weeks on a
semilog chart. This tyfe of chart was chosen by White as i*
makes the.data most iinearvand is readily interpretable by
personnel without an extensive backjround in mathematics. An-
advantage of linear data is that?the function may bé.easily'/
described visually and:its,siopé tested for statisfical
'significanée. After the data have been plotted on a semilog
chart, a method of estimating *he "Iine;of-ptogress" or

"celeration" line based on the median slope'ié used (see White,

% .

1374). To describé the rate of progress or average change of the

celeration line, the "slope" (steepness) of the line-of-progress
on thevsenilog chart is calculated. This techniqueuproduces alﬁ
straight line which most evenXy splits the data pbints. This

number describe% the mean gain or loss that has occufred’ueékly.
For example, a "slope" 6f x1.60 indicates that the mean score on

)

a gisgn week will be 1.60 times greater than for the preceedipé
h,ueek. Conversely, a slope wr%tten : 1.60 wbuld indicate the nea@i
score had‘decfeased 1.60 times ffon the preceedingﬁveek. Thé
ters "slope" as it»is used here is not a regression slope. To
avoid confuéio#,jthe use of the symbols +.and - to indicaté
direction have not been used.. |

White (1973) describes a method for establishing the
probability that the "giope" of the celeration line igjfgliably
difﬁg{ent from horizontal i.e., no change over the practicua.

~ Applying Fisher's Exact Probability Test (see pp.96-104 of

’éu‘



Seigel, 1956) will determine if the data points are

51gn1f1cantlv dlfferent from a dlstrlbutlon that would yield a

<

line of nc progress i.e., horizontal. The 1ack of pgpwer of thlS

nonparametric test tends +o increase the chance of type I1II

error, that is,: no treﬁ% of the celeratlon line when in fact one
does exist. To ccmpensate for the low pover, a p-level of .15 or
better will be c0351dered reliable in thls study. Almost all )
tests of the celeration. llnes resultlng from the data in thlsi
chapter were nct reliably differeant (p>.15) from a'horlzontal‘
line with a "sioée" of 1.00. |

311 data are reported to only one decimal place due to the

sweall samfple siée.'ﬁith the exception of error rate which*héé

its scale reversedk‘i’higher score represents a higher level of
occurrence of the.particular variable. The individual student
data as well as some descriptive statistics are displayed in a

figure for ~each variable. In the figures, means (denoted by ——)

L5

and medlans (denoted by =--) for the group as well as 1nd1v;dual
student results (lahelled a to g) are provided. The same letter

has been used *o refer to a particular‘student throughout the

~chapter. Semilcg charts are not used in.the figures to make

visual interpreta*ion easier for the reader. Semilog charts tend
to reduce the varlabllty of ohe‘nata p01nts o that of a
straight lrne. To descrlbe trends,ln the teacher variable oata,

I have,choéen to use the terms "improvement" and "deteriorgtlon“w

to describe the direction of charge between observation weeks.
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The criterion level performance change between successive
observation weeks was set at 10%. To be considered

" . & . . S ) -
"improvement’, the mean score of a particular teacher variable

AN
EaN

had to have increased 10% or more_.over -the preceeding
observation. Similarly, a "deterioration" represented.a decrease
of 10% or more. This allows comparisons between error rate, with

its reversed sca;ggvand the -other variables which might become

e

confusing if terms such as increase and decrease "were used.
s - B T . R

.
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General Setting

The classrooms to which the students in this study were

rassighed could be described as represertative. All pupllc sat at.

’set up around the periphery of the room. The_teaching and v Lo

- of student c and d) and others aore permissive (student b and: . 0

 was often not present durlng the observatlon. The classec vere

taught for the most part by the School-Aschiate, with

é

L

-organizational styles of the School Associates were varied with

; r
desks in rows, though some of the classes had learning centres

ks

G g §

some being characterized as somewvhat authoritarian (in the case A

\

ej; No examples of cornflict between the_ScHool Associate and the
student ‘teacher were ever ndticed during the observatidns,’

though in the latter half of the practlcum the School Associate

L%

4 ’ " L. ; . i . e
platooning generally limited-to art, music and physical
5 B 74' 5 »E ‘;

education. One class went to another teache: for french. Lost of

1

S Lo . | . . A
the student teachers' teaching experlence outside the a551gned
class occurred 1n classes that ordlnarlly would he taught by the

School Assoc1ate during.platooaing. { - ‘ 5 v
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pupils in t learhlng task ‘though the range in engagenent g@te

’1ncreased\cgn51derg ly between week 2 and 4. ﬂlth the except;on <

‘above the neans.\

\\able pupils begam to- wander. \

> p

L

Teacher Effect;veness Variables- 2 : o o ‘4;

=i

gggog;unitz'to Learn fngagement rate<and errorlrate'uere\used

as the measure of pup11 opportunxty to learn. The data are

+ -

conta1ne& in Figure 1. Mean engagement rate appears to have been

quite’ constantly high across‘the practlcum. No change for the

student: teachers as a group occurred in thelr ability to engage

1

-

o

v

'of stnéen:%:a nd 4 the engagement rates of ind1v1dua1 students %

such as b, f, and g showed conslderable fluctuation below and

The School Assoe;ates for students a and d

showed vhat the ) server described as rather rlg1d classroom

control. Puplls uerﬁ'req01red to obtain pern1551on uhen they

needed to leave thelr’seats. These School Assocrates perlltted

E

\

only very llmlted amo nts of pupxl—pupll 1nteract10n. Generally,

the interactlon Was be ueen teacher and pupll. Taken as a group,

lxttle change 1n\engage ent r%te occurred over the practlcun,

\
| §

though the engageient rates fdr 1nd1v1dual students showed a

‘

N
s a general trend within lessons,

i “, . -
iear1y~in the 1esson wvhen the student

great deal of varla*lon.

engagelent rate was highest
teacher was 1ntroduc1ng the materlal and was louest tovards the
end of the seatuork uhen thelnore able puplls completed their

g

work and loved ‘on to other ta ks ;hlle the attentlon of the 1ess
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_The seccnd comporent of Academic learring Time observed in

this study was. pupil error rate. From Figure 2 it appears that

the mean error rate and range of scores is unstable across the

practicua. Between weeks 2 and 4 there was cornsiderable

deterioration in error rate. Betweer week 2 and 12, the ability

: ‘
of this grcup of student teachers to ask questiors for whick

they received correct pupil responses appears *o have

‘deteriorated. Figure 2 presen*ts the error rate per¥ormance for

each student teacher across the practicun. TbeAérror rate for
some students is missing on certain observatior weeks. Thics
resulted"Qhe;e thke student asked less than twc guestions
requiring a fpugil response in ;he,observgd portion of the
lesson.iThe number of students usirg two guestionsvor less
during the obsetved lessons increased across the practicum. From
Pigure 2, studerts a ard c appear to tave a rather consistent
error rate across the practicuas. The rather rigid claésroom
coﬁtroi exhibited by these School Associates'lay have f%sulted
in‘only pupilsfvho had the correct answers feeling confidert
enotgh to respord. Por the rest, ;here error rates wvwere
calculated or at least four occasions (i.e., b, dg.e; and g),
all at some poirt in the practicum had error rates above and
below the mear error rate. An error réte of zerb for stpdent c
in wveek 2 resulted vhern the student asked 6ﬁ1y t¥o guestiors and
received correct papil responses for both, This resulted froa

almost the entire period being devcted to seat vork with little



¥
interaction betveen t@e'student teacher and the étpilé.
Similarly, the;er;oittate of’1.00 fdé'étudent’e and g was based
Tee _
upon two quesiiéns'both vith incorrect responses. A possible.
explanation for the detericration ipr error rate could be that

tthe student teachers wished to challénge pupils by asking

gquestions tha* could not be answered Easily.
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Figure 2: Error rate during practicum observation weeks.
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Avareness of Individual Differences Student teacher awareness
of pupil indi?idual differeoces was gauged by tést-itei
prediction. Thé-Item-Prediction'Success‘Score was a measure of
how successfuli&:the student predicted pupil success or. failure
on the indiviéual test items. Pigure 3 contains the results for
this variable over the five observation weeks. The mean successr
at itea prediction, amcngst the students as a group, appears to
have improved little over the practicum. The success at itom
prediction for individval students showsllittle change across
the practicua for sonae (e.g9., a,b,c, gnd d)iand great change for
others (e.g., ¢ and g); Two features distinguish ;tudents e and
g from théAfosf of the sample. Their classes, both grade seven,
were the largest in the study. To clatify the interpretation of
the'Iten-érediotion Success Score, a'score cf .6 for studengs-a,
b, ¢, and d in veek 2 means that across the five pupils in each =
class who wrote the test, those student teachers predicted / ‘

correctly the outcome of 60% of the items.

14
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One hypothesis was that item prediction would respond to

tae simsplle exposure of the student teacher to pupils in the
cla oom setting and would show general imprgvement independeﬁ{
of the progress of fhe other variables. Thodéh tbeJreéults of

the test of sigrificance of the celeration line appeaféjto
indicate otherwise, individual studert teacher improvement in %
item prediction between week 2 aand 12 increased 10% or more\%or
five of the six students. Data for the sev®nth student vas
incomplete. The lack of'sensitivity of the significance test of -
the celeration linre coupled with the wide fluctuations in item |
'.predictibn'success for individual‘studen:; may have masked any
meaningful progfess over thé practicum. Perhaps the student
teachers were nct aware that awareness of individual differences.
vas a desirable'teaching skill. Or, the gauge of student
teachers' awareness of their pupils' individual differences may
have failed to refiect dimensions that the student teachers -
vieved as most important. Por cxample, pupils' interpersonal

efficacy ray have been the aspect of individual differences

student teachers atté)ded to.

T4
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Slope of celeration line = X1.04, p > .15
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Figure 3: Test-iteém prediction during practicum observation

weeks.
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-To provide additioral ianformation about whether a change of
10% over fhe practicusms can be accepted as important, the 12-iten
test as well as the five pupils for ghom each student teacher
predicted scores were the same for weeks 1 and 12. A t-test for
dependent sa;ples ias perforaed on the students' Item-Prediction
Saccess Scores for the two weeks. A t value of .828 indicated
that no statistically reliable (p>.10) change occurred in their
ifen-p:ediction perforzance over 12 weeks with identical pupils
and'items. This evidence along with the ndn—significance'of the
test of the celeration line argues against the observed increase
in item predictior success peing consideréd as an important
increase 1in therawa:eness of student feachers of pupil P
individnal differences over the practicunm.
Teacher Clarity Teacggf,clarity of presentation was measured
by a 20-item rating scale. The Teacher Clatityjéatio was the
mean score based on the pupils conpigting théLinstru-ent within
eact gtuaeﬁt's clasé, expressed as a ratio of the maximus
clarity score i.e., 60. Data gathered on teacher clarity over
the observations are'given in Pigure 4. .Little change in either
aeans or ledian is apparent, though the range éf scores appears
to .widen across the practi&un. By following the teacher'clarify
of'iﬁdividual students across the practicum, as in Figure 4,
little change is evidernt. Students such as’a, d, e, £, and gr
tended to keep their posifions ¥ithin tﬁé group across tkte

observation weeks. Studernt c withdrew from the Progran in week
. : ) ~ T
e
2 . )
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13 cf the practicum due- to vhat vere essentially classroqn
uanagenent problens. The student teachers in the study, then,
did not shov any reliable change in their clarlty of
presentation, as perceived by each student's pupll ovet the
practlcun. The frequency of tuo of the clarlty factors, the‘use
of ‘examples and reviewing.nate&ial taught, vwere rated very low
by the pupils. It appears'that the clarity the student teachers
exhibited in teaching more ccnnqnly inclnded the other twc_
components of the vafiables i.e., assessing'learning and
providing opportunitfes to reflect on nhat had been Learned;
Classroon Management Six ofdthe measures of ciassroomr
Eanagement nsed‘in'the piict study were used in this study. One
additional measure{ desist incident'quality, vas addedﬁifigure 5

contains the data and descriptive statistics for de51st'inc1dent

/

frequency. The number of de51st statements nade by the students, 2

as a group, arpears to have changed 11ttle from Heeks 2 and

The number of such statements dld show a substantlal increase

took place over weeks 4 and 6. Bxamining the fregue;cy of desist
statements for inrdividval students in Figure 5, most shoved an
increase in the number of desist statements used (a '
deterioration) froam weeks 2 and 4. This ;ight be e;pected‘as the’
student begins to assume a greaten respoﬁsibility for class

control from the School Associate. For most students, a
deterioration took place in week § litnfan;iap£01enentfin—#eek—w S

9. The results for. week 12 are ifikd with an improvement for

-

-

17



sone‘studenté and a deterioration for others. Fror these'resglts
it appears that the problems with classroom<contrbl, as
reflected in increasing number of desist statements, continued
to the mid-point in the practicunf In the last half of the

practicua, classroom control appears to have improved.
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In contrast *o tte léck of change in desist incident
frequency discussed above, Figure € éhéws a[considerable
decrease in the gquality of the desist statements between weeks 2
and 12 for the studeﬁts as a group. During *the observation ueéks
subsequent to week 2, students appeared to rely more heavily
ipon desist statements wvhich contained only a ﬁstop“ or a
"begin® such as "Sit down®, "Class, stop -talking", and ";t's
getting rather ioisy in here®. The test of the slope of the
celeration line vas, hovever; aot sigrificantly different frél
horizontal. The individual results in Figure 6 indicate that
student's desist incident guality within the group teaded to
rexain constant\across the practicum. That is, a studernt
renainéd at or above thke mean, or similgrly a* or below the mean
for the pract%cum.‘This wonld terd %o c?nfirn that students

vhose desist statements lacked the three elemerts did not learn

to include *hem as the rracticua progressed.
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A comparicsor of the desist intident gua lity across the
practicua wvas rade for students with a bigh frequency of desist
statemen+s. It was found that sost students vhose frequency of

desist statements vas high also exhibi%*ed high desist incident

gquality. In thislsttdy, the use of desist statements where the

student teacher named the deviant, and indicated'both the
unaccéptable behaviours ;;d an acceptable élternative vas not
associated vith reduced use of desist statements. |
Two measures of teacher alerting behaviour ;sed ih this-
study were positive guestioning and alerting cues. Proa Pigure
7, the results showv that thé guality of teaéper initiated
que;tions as measured by the mean Posit%ve Questioning Ratio
shovs little change over the practicuml The range, hovever,
varies widely among the students in the sample. By following .

L ¥

individual students across Pigure 7, ve can see how the, fositive

guestioning skillwofrsfﬁdeﬁt fe&éhé%s”fiﬁcédagéa éié;éﬁ;;érb;lbﬁ

the means across the observation weeks. Yet, as we have seen -

fror Pigure 7, means vere relatively corstant across thke

practicaa. This ctpexplained movement Segls to syggest thaf'the
students vere not awvare of vhat constitufed'positife

guestigning, naleiy, asking a gqguestion, pausing,rchoosing A

responder, and waiting a reasoﬁabie period for a respods?, A

rather common occurence, recorded asineg§tif -questioning, was

vhere the studer< permitted pupils to chorally respond to

guestions even though a single responder had beef ‘named. Hissing
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While +*he mear use of alerting cues was low, there was,
however, a consideratle decrease in their use across the
practicue as skown in Pigure 8. The *est of the celeration line

confi;ned that the line was statistically reliably (p<.15)»§?
non~horizontal. Observations of individuél studghts sho} tgé A
salelfluctuations above and below the means across the praég§éun

that was found for positive guestioning. )

The finalrco¢ponént of classrbon'nanagement stﬁﬁiedﬁwas
learner accpuntability. The three mea sures used veée the |
freqdency of vork showing, goai-directed prospts, andrpeer
involvement. Witk the exception of work shoéing, the incidents
vhere learner aécountabilitf was practiced were few. The mean
frequency of work showing given in Figure 9 declined steédily
across the practicuns. ihileAthe overall decréase in the
inq}dence/of work showing at the group level was not

statistically reliable. Generally, its use by students can be

seen in Figure 9 *o have deterioratéd rather cegsiderabfg;
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Figure B8: Alerting cues during opracticum observation weeks.
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For goal d{bected prompts ap#8 peer involveaent, fhe
frequencies of their use is so lov so as to make any inferences
very tenuous. ¥hile the changes in the mean frejuencies for géal
directed Frorpts aprears very‘slalf (see Figure 10),-peer
involvement (see Pigure 11) between weeks 2 and 12 seems to have

declined.

-

Por §oal directed rproepts in Figure 10, students a, b, 4,
e, and g were rather consisternt in uaintaining their positions
above or below the mean across the practicue. Though as
aentioned-before, the number of incidents is low, it still
appears that students € and g found few occasions for checking
on the wvork plahs or work progress of their pupils. Students d
and f made more frequenct usg of the technique. It is rather
interesting that lowvest use oﬁlgoal directed prompts (students e
and g) was in grade 7 classroqms, vhile use amongst studerts in
grade 4 and S cl;ssrools (students 4d and f) was highest. Perhaps
the student teachers saw this facet of learner accountability as
more appropriate for younger children. ‘

Little can be said about the individual results'for peer
involvement in FPigure 11 except to note thatrfor most of the

student teachers involving pupils in the vwork progress of their

peers was nct a teaching skill they practiced.

-

83



FPreguency of Goal
Directed Prompts Slope of celeration line = $1.07, p> .15

10-

8-' i -— Mean

Median

4 g NG cg

0 eg -l g bde e
2 4 . 6 9 12

Week of Practicum

l[] .

igure 10: Goal directed prompts during practicum observation

weexs.



Freguency of

Peer Involyeq%yf

ope of celeration line = ¥1.V6, D> .15

91
- 8- 4 e 'Mean'

71 ) ft ' Median

6-1 = +

5- a .

44 d

3- cd

2- f ab . e a e
15 CC\/‘

\\_ .
0 —head cdefg abfg Deefd a0cdg
2 4 6. 9 12

Week of Practicum

Figure 11: Peer involvement during practicum observation weeks.
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To summarize the results for the *teacher effectiveness
variables, the mean scores for each observation week have been
" arranged in Pigure 12. Across vweeks 2 and(E; t+he trend for
-engagesent rate, desist incident quality, items prediction,
positive questionring, and error rate was a deterioration between
week 2 and 4, vith veek U being the lovest point in the
practicua. 2 similar trend was found foszork showing but it waé
not included iz the Pigure as it was/ifzrequency couat, not a
- proportion. Goal directed pggnpts ané peef involvement were
similarly not included. Aé a group, the five variables showed a
general improvement between weeks Aqnd 6, in mRost cases
.ieturniné +0 the levels of week 2. Across week 2, 4, and 6

5 ,
teacher clarity vas constapt. Teacher clarity, positive
guestioning, and error rate deteriorated betveen weeks 6 apd 9,
while engagement rate and desist ;ncident quality renaiied
constant with only itea prediction showing isprovement. Work
'shouing also_deteriorated'bétween week 6 and 3. Between weeks 9
and 12, engagemen} réte, itea predicfion, and teacher clarity
showed no chanqe‘ Desist incident guélity, work showing, and
error rate detericrated, while positive questioning increased

. . i
during the samae period.
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Figure 12: Mean scores for teacher effectiveness variables

during practicum observation weeks.

CLAR teacher

ENR = engagement rate, ERR = error rate,

clarity, DIQ = desist incident guality, IP item ~
prediction, PQ = positive questioning
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Comparing ékill levels for weeks 2 and 12, with the
excertion of item p:ediction; the variables either deteriorated
or did not change. The results for the variables as a group

. across the practicua are quite cé%sig‘bnt. There appears to have
been no ov%;all iaprovement in the perforeanceé of the teaching
skills observed in this study over the extended.practice

teaching experiernce.
Classroom Variables - . ,

Similar to the teacher variables, tvwo terms are used to

describe change in -mean scores betweed successive observation

.

weeks. The criterion-level of change was set at 10%. an

"increase" represents - a mean upward change in the cccurrence of
. a particular variable of 10% or above. Conversely, a "decrease"
© g '

is a corresponding negative change of 10% or aore.

The student teacher log contained two categbries of
information about tﬁe practicua; the ieaching assignment angd
student supervision. Data fronm the log showed that all students
in weeks 2 and 4 taught only the grade levels in theé class to
vhich they were éssigned. In wvweeks 9 and 12, however, nmost

students taught at least one other grade level.

s

The proportion of lessons taught by the students out of the

total of 35 lessons, given in Pigure 13, reached a peak during
. “ -

/

,\\
~——
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veek 6 aad remained at albout the saae ievél for the rewainder of
therpracticul. During the last quarter of the practicum, though
the students taught a mean of 80% of the week's lessons, thé
ainimum shows that sose were teacﬁing as few as dne-hélf the
lessoné. A]1 students, with the exception of b ircreased the
proportion of lessons they *aught between weeks 2 and 4 by 10%
or more and a majority (4/7) by 305. Studgnt b had to contend
vith considerable platooning of the class. This mearnt an
increase in teachihg load involving other classes and/or other
teachers. Some students seem tao have increased‘graduaﬁly their
‘lesson preparation over the first half of the practicum, such as
a, ¢, and g Hhile others started at a lov level and made large
_increases at ueekié,isuch as b, e,kand f. One student (d)
started at a rather high level (60%) and contirued to increase
over the practicu;.

It is perhaps appropriate at this point to discuss the
foraat ahd pacing_of-tﬂe observéﬁ lessons across the practicum.
In the first half ofithe practicum, the lessons had a variéd
format. In gereral, they consisted of an introduction which
evidenced a high level of pupil interest, plus a variety of

activities in the active teaching phase. This was followed by a

e
e

short, but intensive period of seat work. The pacing was brisk
and the classrooaz had an ataosphere of expectancy about whdt vas
to come. lLater in the practicum, the lesson format became rather

predictable. Often the lesson inttoduction was simply a
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reference to pages in the text tovbe-learﬁed. The student then
vorked some examples on the chalk board.,The majority of- the

: rendindér of the period was devoted to seat vork during which -
the student circulated around the ;oom,assisting Fupils ¥ith
difficulty and :aintaining classroom control.

Total teaching load was operationalized as the proportion
of the ihstructional week,of t425 minutes that the student spent
teaching. ®hile closeiy rela ted tq le ssons tgught, the -
correspondance is not perfect,; as in generél, the mofﬁingib
- periods are longer than afternoon periods.'Oplyﬁin\the‘case 6f
one student (f), who had consider&ble‘brevio?s pfe—pracéiculL
" experience as a teacher aide, did thg total teaching load reach
100% durind the practiqu-. Fron Figur%;1u, it appears ihe sprg?d
of teaching load was smaller during the middle of the pfacticuq
‘thar at either end. The School Aséoqiates vere less consistent
;bout therteachigg load assigned to ééudents at the beginning"

and end of the prhcticu-.
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Similarly, it appears soné%gtudents gradually increased their

. teachirg load durizg the first half of fhe'prapg;cum (e<g., c,

_ load betveen weeks 4 and # (a, b, e, ang f).

differ widely in their assignment of other non-teaching duties

"such daties. Seae—stndeﬁts;:svch/as~a;*f;*and~gjhad~littie?or*no

Frey

* o -

é ‘% ha
e~

'45‘};‘
=75 .
.- N -
2 )

1‘2, - S % H

4, and g), while cthers rade l&rée i%creages in their teaching

.
Figure 15 contains the data on non-teaching duties suck as

. : o sy e I A
before and after the school day, recess, and Jlunch hour. This
‘has been expressed as the proportion of tine‘the_student spent e
on non-teaching actvities out of a norsal non-teaching time of

five hours per week. The amount of nontéeaching‘duties'assgyned

< '3

to student teachers varied considerabki:“SOle had no
nor-teaching duties, though of a poteﬁ?ial of five hours a week

the mean vas about one hour per week (.2x5). School AssSociates

to student teachkers. Pigure 15 gives the individual results for

<

npon-teaching duties acrossrthe éracticun, while fcr some (e and<'
g) they vwere a significant and consistent réquirelent. A largé
part of this duty was the coachiné and superviszng of tean
sports and games at noon hour and after school. Still other
astudents (b,c) vwere giver such dnties only during the first half
of;the practicus. The’;gét conmoln typé\of ron-teaching duty was

in .the classroom before classes in the moTning and at recess.

=
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e

The Areas of leflculty Score 1é a measure of the dé@ree of
dlfflculty the ctudent felt at thax p01nt 1n the practlcum.

- & ?*
Flgure TE contalns ‘the results obtalned from the student logs.

A

‘The mean scores were very consxstent across the practlcum. The
range, ;n scores across the practlcum lmdgcates that vhere\was ay
s r, .
_greater dlver51ty of oplnlon about the degre% of dlfflc ty the
studénts vere hav1ng at both ‘ends ?f tmégpractlcum. Tbe‘hreas of
leflculty scores for 1nd1v1dual studen€§ is given in Flgure 16.
‘Data for: student d in veek 12 is n1551ng. Perhaps expectedly, as
their teaching locad 1ncreased, students generally 1nd1cated an
increase iu teaching difficulties between weeks 2 and 4. Only
one student (c)'registered a géneral increase acrpss‘the
practicum.

Q As mentioned previously, student teacher supervision is an_
inpoftant’part of the practice teaching experience- Much of the
student log:vas devoted to:gathering informaticn about this' |
aet;vitj. The data in Fiéure 17 ds the propdrtion of lessons
tanght by the student that vere observed by the School.
Associate. Theynumber of lessons observed detreased ever’the’
practicum. The test of the slopevof the celeration'line i

: « ,

confirmed that a statistieally reliable (p<.15) decrease had

occurredsx - o

101



-3

Areas of :
. Difficulty 1.0
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El

- Some étudénts receivedrconsiétently high levels of supérvision

(a,c) uﬁile otﬁers'recgived minimal supervision over much of £%el
practicum (b, f, g). During weeks 9 and 12, observation by ~
SchoqliAssociatés vas -at a vefy.low level for a;nost all
studenfs in the study.

Schoqf;ESSbciates may be presenifin the clasSrodh ;hile the -
'student is teaching, though not in the role of observer. They
may be teaching a §mall group, marking, preparing lessons or
acting in other Hays.gs an informal presencé in the class:oom.
As-outlined ir Figure 18, the proportion of the students®
'teaching for which the School Associate }as presen{ inf?he -
classroom also decreased over the practicu: but in contfast to
rformal observation, iﬁcreased aga;n in week.12. Contrarj t6 the
case for lessons observed, the test sf the élope of the
celeratiah line for the tine the School Assdciate was present
during the students{,;gizhing wvas not a statistically reliable

(p>. 15) decrease had occurred. A statistically reliable decrease

3

did occur, hoiever, over weeks 2 to 9. Compigiaqfindividuals in
f\"\ - '

- Figure 18, a group of students had their Sdgool Associates
present for a mQjor part of thgir teaéhing (c, e) while octhers

- . { ’ .
did a large part of their teaching without the School Associate
present (d, g). The lowest level of School lésociate presence
vas found in veek 9. In the case of student a, the rather large

increase in lesscns observed by the School Associate between

veéks 6 ard 9 was a response to the student's request for help
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with classroon ranagement problems. Interestingly, Figure 18
shows this increase ir observation was not accompanied by a’

corresponding 1ncrease 1n time theifshool Assoc1at\ was present

‘1n the classroon.
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Lessons Obsérved By Slope of CeLerapion line = +1.24, p< .15

School ‘ , e - . ’ 5
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. Weeks of Practicum .

Figure 17: Lessons observed by the School Associate during

practicum observation weeks.
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"-Slope of celeration line = +1.10, p> .15

- - . / .3 e, Mean
School Associate - : . :

Presént in Qlassroom . .
1.0- bf | b ==== Median

b g

| £ o
2 4 6 9 12
L . Week of Practicum

_.a&Bigure 18: Presence of School Associate during student teaching

Eat

during practicum observétion weeks.
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. e . . R
Using the clinical 'supervision mpdel discussed earlier,

School Associates are encouraged to include a precorference and
_é postcohference when observing the student's teaching;'Table'

VIITI provides a gauge as to how compl tely the ég%ool Associates

S .
implemented the supervisory model.»The phases implemented for

indi#idﬁal»studen;swacross the practicﬂm\eﬁ/ééwen. The range

. . T e oo .
across the practicum 1is wide with some“ScheelwA§§gglates

.employing the model fully and others not at all. Some students, -

- » .

such as ¢ and e, were exposed to all phases of the supervisory

cycle. On the cther hand, others such as a, d, and g were

observed with little benefit of the conferences. The

'éreconference was the rhase most frequently omitted. An

interesting situation occurred. with student’ £ ir week 6. The
School Associate and the student met iﬁ a,postconfefence to
discuss a lesscn that the School Associate had not obse;ved; The
use of the supefvisory model deteriorated over the practicus.
Fhen theﬁSchooi Associates observed students' lessons, they
most often tdok brief noteslduring the observa*ion. These notes
formed thé basis for the postconference, wﬁen it occurred.
Although it vas much less frequently employed, ﬁréguency counts
was another sethod of gathering dati during thé observation.
School Asssciates used frequency counts fof‘recording the
incidents of teachingrbehaviours such as the number of times the

student picked certain pupils to resﬁpnd to questions, or

time-on-task measurements.
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Table VIII _
e

Implementation of Phases of the Supervisory Cycle
: o 4 : i

Observation Week

Cycle Imﬁlementedbr 2- 4 6 9 12
No phases ‘ c bdf bdg
ObsérVation only - - ad adg adg ag a
Coﬁferences only | | bl -v;
Observation + Preconference f R
Observation + Postconference bg b b C
Complete cycle . v . cef ce e ce ef

K]
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and Faculty Associate about the students' teaching proiress;

»

‘”hu;ing_casual conversation. The quality of School Associate

o .
. o

) g A
Peedback is provided to the student by the School Associate " .

- e
-

This is done formally during the postconferénce and informakdy . %, °

5

" feedback, giver in Figure 19, was rated highly by ‘the studenfg,

3o

* though the ramnge during weeks 6 and 9 was wide.

A rather inteteSting comparison eqérges from Figure 19 and
Pigure 18 and Table VIII. There appeaTrs to be little

relationship between School Associate supervision, presence 1in:

fihé classrocm, and guality of feedback. It*appears that stddént‘

teachers did,notxequaié,high levels of School Associate

supervision, School Associate presence in the classroom,'and

full ilplenenfation of the supervisory cycle with effective
feedbaék. The cnly‘ccnéistent pattern was fouﬁd in the case of
student g,'uhere fow levels‘of supefvison, School Associate
présence in the classroom, and implementation of the supervisory
cycle Has»éccompanied}by a hibgwggting forifeedback gualiiy. The
amount of supervisioﬁ Qas not_réfleckeé’gk tﬁe students! rgtings
of the quality of'fsedhaéi they reéeived. Ebually, their~r${ings
of feedback quality did not reflect the degree ofimplnentaéiog
of the supervisory cycle. i ; )
As a gaudge of the relat;ggsg;p between the School Associate

and the studént teacher, the PraééieerTeaching Agréement‘Score

ias,consistentlj high across the practighn. The group statistics

- and indi vidual scorzs in Pigure 20 sh65¢1ittle change across the

N
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Figure 19: Quality of School Associate feedback during practicum

observation weeks.
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"This seeas to cuggest that as far as- s;uden%~%eaeherr | — _,,4,;;
responsibility and autonomy Hlthln the classroom was concerned, |
the relatlonshlp‘between studenr,and School Associate was
narnonious. During the observation, noustress in student
t.eacher-School Associate relations was noted, nor was any
‘expressed by elther party. Additionally, most of the School
Assoc1ates 1nd1cared they agreed voluntarlly to SUperv1se a
student and made p051t1ve and supportlve c;nnents about,the
students to the observer during the practlcun. At the beginning
of the practicum, the School Assoc1ate assoc1ated with student
reacher d‘wasavery critical of ‘the Professional Development
'Progran and the level of preparatlon hlS student teachers
,recelved. His attitude became more p051t1ve as the pract1cun
progressed. This was due to what .he percelved to be the

I

conpetence of the student and’ the 1nterest ‘and support shown by o
the Faculty Assoc1ate. | T |

By'uay or a sumpary of the classroom variable measured in
rhe study, Figure 21 conbares‘the'lean values for most of thet
classtoom variables across therpnacticun.rTuo conponents of
classrooa lanagenent: teacher alerting and learner
accountabllltyirere not 1ncluded as they were recorded as

- frequency coun{s rather than ratlos.

This stndy employed five 1easures to aéééfisé”ihé”"

superv‘s on of the sE*HEnf teacﬁer. They were total teachlng
load, time the School Assoc1ate was present whlle the student
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—,

teacher was teaching, apount of éime therstudént7teacher taught

H1£hout supenv151on, number of lessons the School Assoc1ate

observed, and pa ts of the superv1sory cycle 1mp1emented. Flgure

22 is a graph compaxring the first three varlables above. On the

scale 100% is the total time in a school veek availablé for
instrnction. Each bar Tepresents thegstudent's total teaching

load for that part1cu1ar observatlon week. The bars have been

divided into the two components; ‘student teacher teaching in the-

presence of the School AsScciate or alone.
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Practice Teaching Slope of celeration line =1.00, p> .15
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: 10 |
.9- f d/ abeg bafg,\\abg .
8-  abdeg===abeg df ~ - d v\‘\._der
.7' % C cC
.61 c c ,
g,_,
51
44 *
31 | —— Mean
5 . Median,,yim
Bt #
0 r ' . Y r
2 4 6 9 12

Week of Practicum
Figure 20: Practice Teaching Agreement Scores during practicum

observation weeks.
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Figure 21: Mean scores for classroom variables during practicum
~ observation weeks. \
NOTE: AD = Areas of Difficulty séorés7 ISC = implementatién of
| supervisQ}y’cycle, LT = lessons taught, NTD = non-teaching
duties, PTA ; Practice Teaching Agreement scores, SAF =
S:A. feedback, SAO = S.A. observétions} SAP = S.A. present,

ITL = total teaching load
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¢
Three situatiors are‘tepresented he:e: one School Associate who
represents minimum supervision, one vwho represents maximum
_supervisioq,‘and the means for all School Associates in the
sample. The top two graphs in the Figure illustrate thergreat
variation in student teachers' unsupervised teachiﬂg tine.k
-”Taking the student teachers as a group across veeks 2 to 4,
>Hhen the studentst teaching load increased {see Figure 14), the
School Associates wvwere present in the ciassroom about the sanme
amount of time for both weeks. The result was an Ancrease 1n the
amount of unsupervised teaching time. Over weeks u to 6, as the

students' teaching loaad generally‘feached its peak, the School "~

Associate spent‘relativelﬁeless tine in the classroon. This

resulted in a still further increase in the tlme the student
taught unsuperv1sed in the classroom. A change occurred over
weeks 6 to 9 with. a slight decrease in total teaching load,
though the School Assoc1ate spent a st111 smaller portion of'/
time in the classroom. This had the effect of increasing'the
portion of the student teachers' teachlng load that was .
unsupervised. During the final veeks 9 to 12, the total teachlng%
load showed a slight overall iitrease vith the School Associate
‘spendlng a larger portion of tlme present in the classroona. Thls

resulted in a reductlon in th@ tlne the student teacher was

teaching in an unsupervised situation.
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. B Week 4
Minimal »?“” Week 6
Supervision - 7%

iﬁeek 9

Week 12

. Week 2
Week 4
"Maximal Week 6

Supervision
' ‘Week 9

Week 12

Week 2

Week 4,
Mean for . Week 6
Supervision

Week 9

Week 12

S.A.
Present

Student Téaching Time

’

)
L4 ¥

0% . , 50

Y/

[ E‘épt Wl

Figure 22: School Associate supervisibn of student teachers

during practicum observation weeks.
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Figure 23 contains the results for Noth School Associates

stuaentstvlégéops and thé‘deqree of

observation of th
implementation of\ the supervisory cycle. Beginnigb at the left
of the Figure,'ueﬂhave the mean lessons taught by the student
teachers represented by 100%. Moving toward the right there is a
successive breakdown by observation of the School Associate and
iiplelentation,cf the supervisory cyclg. For e?anpl;, during
week 4, School Associates were breéent in the classroom for half
of the students'! lessons (50%). Furthe:, for the lessons taugﬁt
that veek the School Rssociate was not fresent for 50%, fresent
but not obéerving for 25%, and observing 25%. Pinally, for thé
lessons taught by the students, the full supervisory cycle was
implemented only 11% of the time, part of the supéervisory cycle,
3%, observafion only 11%. In week’ﬁ, feedback'to‘fhe étudént
teacher’;hrough‘a precaonference and/or postconferéﬁée'ias only
received for 14% of the lessons (11+3). Corresponding figures
fo{"\.;eeks 2, 6, 9, and 12 are 35%, 4%, 2%, and 3% respectively.
After week 6, School Associates provided formal feedback to
student teachers for less than 5% of their lessdns.
Additionally, considering the time the School”Associate’uas

present in the classroom, we see that after wveek 4 the ratio of

- not observing to observing increases dramatically.
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o

Interaction Between Teacher Variables and Classcoon Variables

S . : R
Few patterns were found between teacher effectiveness -and

classroom variahles..Table IX gives a compérison of the teacher ,T'*
effectiveness and classroom‘variables across the practicua. -
Again the terms‘"improvement", ”dét;:ioration", "incrgase", gnd
‘"decrease" are uéed to.déscribe change between succeséive
observation weeks of 10% or more. A variable has been omitted

‘fof a given pair of observation weeks uhén either the 10% leve;

had not been met or the change for individual students wvas

inconsﬁ;;ent, with no clear trend indicated.
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‘Table IX
Changes in Teacher Effectiveness Variables

And Classroom Variables Over the Practicum

Teacher Variable | Classroom Variable

IM O DT | IN O DE
Week 2 - 4 ENR X LT X
| ERR X ™ML X
DIF X NTD X
DIQ X SAP X
CLR X
Week 4 - 6 ENR X : : ' LT X
ERR X ' TTL X
DIF X ' SAO X
DIQ X SAP . X
CIR X "
IP X ’
PQR X
Week 6 - 9 ENR X LP X
~ ERR X 7L | X
.DIF X NQP 'X v
CLR X : SAP , ‘K‘_
PQR X o
Week 9 - 12 DIF X SAP X

 CIR X _SAF. - X

' NOTE: ENR = engagement rate, BERR = error rate, €LR = teacher

clarity, DIQ = desist incident quality, IP = itenm
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predictiocn, LT = }essons taugﬁt, TTL = tota} téaching lo;d;
SAO = S.A. cbservations, SAP = S.A. present SAF = S. A.;
feeﬁback, NTD = non—teachlng dutles Also M 1é1mprovement
DT = deterioratiqn, 0 = fo change, IN = increase, DE =
‘decrease |

Across weeks 2 to 6 the student teachers' teachlng loads
increased, *he School Assoc1ate spent less time ir the classroom
‘and observed a smaller number of the studentsf lessons. This was
acconpanied'bi/a general deterioration overrthe teacher
variables. While the trerd for the classroonm variables—continued
througt weeks 4 and 6, perfornanqe ir the teacher variablesi |
generally imprdved. Desist incident frequeacy appears te begthe
enlfeteaCh r variable that changes consistently wirh classroem rff}’
variables. Charges in total teachl g load, and School Associates
presence in +he classroom are matched by changes in the use of |
desist statements.

Purther analysis was employed to determine whether changes
during week 6 *o 9 and 9 to i2, forchhool Associate presence in
the classroom and the‘number-of lessons observed, could help
explain the variety oflchange amongst the teacher effecti#eness
variables. To do this, teacher effectivené%s variables for .
students who had a substantlal increase (>10%) irc the amount of
unsuperVLSed tige accompanylng a major chaig; (>10%) in S;hogl o
Associate observation were compared. The{Presence of both
conditions was accompanied by a deterioration in tte teacherv

\ . . )
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effectiveness variables. Also, increases ir the observatiors by

School Associates while at the same time increasing the

_students' unsurervised teaching time wvwas accomparied by a

N

deterioration in the teacher effectiveness variables. No similar

patterns could be fcund over weeks 6 to 9 and 9 to 12.
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V. Discussion

i

.Thfs study had.two ma.or purpqses. Thézfirst vasato observe

" and measure how s*udent teachers, over an ex+ended prac+1cum, |
-demonstrated ‘teacher behaviours that research chous are '

as5001ated with effectlve +eacb1ng. "The “second was to develop an

. =
underCtandlng ct classroom events that right affect studenr

teaching performance ir genenal;’and their use of a s%t of
teaching‘béhaviou:s in particular.

This chapter dlscusses the Tesul ts obtained for the e

arlables that were observed; behaviours associated with teacher

T
5

effectlveness and indices describihg rhe ciassrdo@‘as an
‘environment for practice»teacbing.'The'aim is to evaluate the
association be+*ween features of the eaVironment that |
,characterize‘the4extended practicum and the levels of studsnt
tegching perfcrmaace..
It is important at this point to discuss iimitations as to

tae generaiiZability of this study. Althcugﬁ the particirpants do
" not appear unrepresentative of the pépulatipn'of studeﬁt;
teachers in this training sequence, the results from such‘an
extremely small sample surely must be. treated vith cautlcﬁ”ﬁﬁh

‘

students in this scudy vere selected fronm only one of three.

s

. . - . - ;’ S 1 4 B
+ training segquences within the Profe551onal.Develepnent Progran. .
. - 3 : :
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That‘is,"hey completed thelr tio'practica over twc consecutfve

¥

=

semesters. These practica were separated by a half~semester of

— JoorT

on-campus ednca*lon semlnars._Thefstudents' *otal tralnlng and

3 : .
profe551onal pIEparatlon, precéﬁ&%ng the prac*1¢um used in thls

. = "”-

study was short° only one sémester.“Thlc differs” con51derdbly

o
£

from’ the other campuc-based program where the two practlca are
separa*ei by a full semester of. profe551onally *elated
coursework The +h1rd cequence, for students +bat are beyond

commutlng distance to the campus, also 1DVOlVeS two practlca

«over tyoAconsecutlve semesters. The superv151on and evaluatlon

of the students in all three sequences was.malnly the
responsibility of the cooperating teacher with on average,
biweekly v151ts from the faculty represen‘a+1ve- Any

generallzatlon, then, must be rade wltb ful‘ ccnsiderdtion'for

Vthe nature of the studentst preparatlon for teacblng ard R

supervision during teaching.

Teache: Effectiveness Variables ’ )

B

On almost all teacher effectivénéss variable=4observed in

this seqi%’no change in nean performance levels ‘was found across

_thewg;actlcum, although the pef ormance of= 1nd1v1dual students

LI
",
-

showed considerable variation;1Three'tEntative explanations for

hed

this absence of change at the gfoup level can te rroposed. The

student teachers may have begun tg% practicunm applylng +the
R

wer
-
“a
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‘l
tw

. ia“performance was unlikely because ©he School Asscciates made .

_possible explana*tion, Bnot necessarily independent of the ~

vpfecéeding one, is that the practicum's major function is to

teaching skills at levels Lelieved accep*table by School

-
1]
[}

ocia*tes for studert *eachers. Therefore, further improvement

e &

»

few atteapts, such as specifically focussed supervision

activiti=s, to al+*er the student teachers' perfcrmance. Another _
A } B &

B

provide an opportuaity for studen+s to practice teaching skills.
As Gage (1377) would argue, if no further training ia the
-

per formance of those skills occurred during the practicusm, no

change would be expected. PFinally, though this practicum is

-long, it still may not be of sufficiert lergth tc produce

>

significant bekavioural éhanges in the skills observed in tpis'
study. ?e:haps the *ime required exterds beyondrthe student
teaching éxperience'iﬁto'the bedinnirg *eaching experience;'ﬂ”*""' o
Forrfhe-vafiahles of engagement rate, teacher clarify, and.
avareness of'individual'differences, perfbrnance ¥as high at the

beginning of *he practicum and coatinued at a high level across

.the twelve weeks. Por example, aeasures of mean endagement rate

ovef the praciicum vere betweez .7 ard .8 which is nearly
egnivaleﬁt to “ke*rTesults of studjies discussed earlier (quley &
Léinhazdz, 1980; Fisher,_;_gi;, 1978; Good & Beckereman, ???8;:
Karweit & Slavin, 1981). The initial and sustained high levels

of perfocmance seer to suggest that for these variables the

students wece familiar vwit!l these teaching skills and were able
:? ] ) . ) R

[



to epply ;heg at at'apprqpr;ate ievels across the pfacticuu.

Another next group ef teaching variables, ﬁamely, error
rate; uork showlrg and desist 1nc1dent guallty, were ones where
the students' performance at/the beginning of ‘the pracelcumruas
acceptably hlqp”and‘subsegueﬁt;y deteriorated over time. Error
rate, fot exanple, was low in veeK 2 and inqreased$iﬁ the

. - . ’ ]

following weeks. It seems unlikely *hat the students would
ﬁforget" hew te perform these teachihg skills as the practicum
vprogressed. More likely, theae beglnnlng perfcrmance levels were
due to the reduced teachlnglload, _®Which allowed the students to
emﬁloy theee teaching beha;ioprs while control of classroonm
Toutines still.tegéanea largelf with the School Associate.
During these,iﬁfgzal ieeks of the practicunm, the‘School
',Associates' presexce 1ina the classroom was most frequent. Also;
" with the light teachlng ‘load, studentS"Here'teeching'part of a
lesson or 51ngléﬁiessons anterspersed with - the School e
Associates! teachigg. Late:;‘withithe rapld increase in teaching
load and an assunpﬁioﬁ'of~greater;responsibility for cléssroom,
routines andfdisciéiine, tﬁe—hse of these skills apparently
succuabed fd‘the'classroom pressures of iecreased'planning,
rarking of’pupil work, and extracurricular tuition. | '.\‘\

The reiéining group of variableé, i.e.,alertingrcues,
pcsitive questiorning, goal directed prompts, and peer
involveient,vare clessroom‘maﬁagelent skillserThe perfornance

levels of these skills vere Qenerally relatively low across the
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pracficﬁm. Could it bé that the students were unaware of these
skills and perhaps did\not see'tﬁem practised by their Scﬁool
Associates? Conversations with the students ir the study
revealed that they all.exéreSSGd reservations about theif
effectivenesé ir hardling discipliné in the classroom. They
tended to see *heir difficulties as unique and, rather tharn
seeking help from the School Associate or Faculty. Associate,
most students elected to drav upon their,individhal experiences.
This'qeneral concern with classroom management in the pracéicum
has been'corrobbrated by others who have examined features of
this particular exfended sequencé (e.g., Kaufman, Shapspn &
Rosettis, 1976; Tattersall, 1379).

This study does not support the contention that the

v 3.

3

- practicum compcnent of this teacher education program provides

o

an envitonnent.uhere’tédchingrgkilis that research has linked
with improved pupil‘achievemgnt can be‘practised in a vay that
leads *o imérdved"use 0f the skills. This study took the

. perspective that there exists a-set of teaching behaviours that
positivély»affect puﬁil achievenent i.e., agpcompetency

‘orientation<to the training of teachers ere appears to a be-a
definite lack of emﬁhasis on these teaching skills in the //// E

.

Professional Deé%lopment Program. Thus, student teachers*

e

ould not be

developmeat of a set of common teacher competencies

expected. Rather, the Program may emphasize soci 1izing the

student teacher into the classroom. Perhaps e enged practice




teaching in a classroom under the supervision of an experienced

“teacher is an effec*ive means of training teachers who are well

-

avare of the urigueness and dignity of each pupil, or who are

facilitators ra*her than directors of studern* learning. In other

-

words, the Program may be better cast'as operating from models
of teaching and teacher education more in turne with those linked
to Devej or to Rogers. Thus alth;ugh certain teacher educators
emphasize tﬁat teachirng practice must be carefully defined and
consist of'well-planred and sequenced classroor activities
(Burns et al., 1969;_Schalock, 1379). This‘may ﬁot chafacterize
the Professional Development Pf@gram at'Simon'Frase: bniversity.
Perhaps, this explaiprs the less than expected changes in levels

of teacher comretencies cbserved in this research.

f

Classroom Variables

EN
'

The information gathered or *he nature of classroon éyents
faiis into two éatego;ies; the teachingwassignmént, and the
'supervisior of ard feedback about the students' teaching. The
Professional Development Prograsa, in vhich the students in this
study were enrolled, describes the first five weeks of the full

semester practicum as -the "phasing-in" stage and weeks 6 to 12

) . '

as zhe "immersion" stage. Lessons taughkt, teaching load, ard

C e rean -~

non-teachinrg juties reached a maximum during week 6, with week 2

beirg the ginimum. The s=udents' teaching assignments increased

L

sba
L
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over the first half of *he éracticum and cortinued at or near
those levels fcr +the second half. A% the group level, %his is
consonant with Program guidlines.? Howgver, extreme variabiiity
found amorngst individual students for these measures of teaching
a551gnment was pac tlcularly no+1ceable during the first balf of
the practicum. There was little consistency in how rapidly a
student teacher assumed +he dﬁties of‘a Tegular classrooe
teacher. This appearsvto conflict with the requirement for
effective practice teaching outliﬁed by Pearl et. al. (1369),

tha* 1is, the initiaticn into teaching practice should be
' ¢

3
Y

It may be that a reduction in the intra-student variability

vell-planned ard logically sequenced.

concerning the teachking assignment variables would result in a
reduction in the varia*tion amoag students for scme of the
teacher effectiveness variables. For example, the large-
var;ation among individual students for scme of the claésroom
management variables may be a resul: of performance of classro&m
management skills being particulary sensitive to changes in
teaching load.

Supervision and feedback are important elements of the
practicus experiejzce in the Profgésiohal Develqpment Prograt.
The guidelines suggest that a "reasonable schedule for regular
cocferences" be established and that the School Associate

! Peferences to Prograxzn guldellnes and objectives are contained
in the Educatior 401 and 405 Haadbook giver to al¢ student
teachers and School Associates.

3
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practiceb"SYStematic supervision"‘thrqughout the tracticvue. The‘
h(results of éhis study indicate a discrepancy betweer what is
expected and‘what occurs. Both the number of lessons obserQed
and’the time the School Associate was presert in the classroon
declined dramatically over the practicum. In the "immersion"
stage (veeks 6 to 12), School Associates observed only about 17%
of the students? lesscné over the last 'six weeks and were;
present in the classroom for just slightly more thar 30% of thel
students' teaching (including lessons observed). During veeks's
to 12, students were hardly experiencing the *ype of "systenatic
supervision" the Program expects. I* appears that cne of the
most important Cpnditions'for effective use of the practicum as
postulated in the review by Schalock (1979), namély, the careful
suﬁervision and assessment. of the practice tea;hing experience,
is not being met. |

The observatior of a student's teaching is expected to take
the form of a three phaée cycle of supervisicro. The results of
this study indicate that School Assoc1a+es only infreguently
erploy all phases, paftlcularly after week 2. In about half of

*
the lessons that the School Associate:supervised during weeks 4

v

to 9, only observatior of the lesson occurs. This falls short of
the Program goal of “regul#f}conferences" because if they vere
regular, then the preéonfeténce and pdstconference would occur
frequently and consistently over the practicum. The intended

purpose of the preconference and postconference is to provide a

b
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focus for cbserva*ion aﬁd feedback to the student téacherﬁabout
her/hié teaching. Pussell (1373), in his interviews uith sﬁudent
teachers, found that student teachers wanted feedback thét wvas
given immediatelyﬁat the end of the observed lesson. Por a great
percentage of their teaching tinme, the‘students in this stﬁdy
did not receive this type of feedpack.‘The fact that this study
showved the_postconferencevphase of the quervisory cycle was
often omitted, appears to be in corflict with the studentS"
generaliy high ratings of School Associate feedback. waevegp it
may be that student teackers may ?erceive feedback they receive
at other tinmes as more important. Perhaps, the comments of |
School Associates provided in a less formal atnosphere have
greater impact upon the student;

In"an attempt to develop greater consohance betvween Program
6bjectives'and the ;ealities of the practicum as it‘presently L
exists, the Professional Development Program has introduced
‘changes in three areas; student placements, Sckool Associate
selgction,°and School Associate inservice. Mary of these
recoamendatiors have come froa extensive intervieus with School
Assgfiates (Terry, HSiborn, & Gardner, 1980).

j// The Program has attempted to work closely with school

district personnel in matching student curriculum requirements
to district resourcgs-'During selection; School Associates are
enéonraged to ;olunteer to work with a student teacher rather

than to accept a student under pressure. Once a School Associate '
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has been selected more intensive workshops in supervigion are
provided to increase the. School Associates! awareness of their
supervisorj reéponsibil;ties. Following a-successful tenure as a
School Associate, the cooperating teachers is now awarded a
tuition fée voucher that entit1e§ her/him to between thréé and
five semester hours of free tui;ion,depending on the length of
supervisicn corpleted. The effectiveness of these heasures in
improving the qué@ity of student iﬁ-class SUpér;ision has not
yet been demonstrated due to the éhort implementation period. It
seems imperative that high quality supgfvi%ion by exceptionally
competent School Associates is the esSential ingredient in
develaoping the skills cf teaching over an extended pra%ticum
where the modellirng of those skills for the student rests with
the School Asscciate. 3

In spite of the near total absence of iaprcvement in the

students' use cf teacking behaviours observed in +*his study, it

would seen rather inéautious té conclude that the studert
teachers did not improve theif performance in any of the skills
of teaching durig% the practice teaching experiehce. This study
considered only otservable behaviours that are present during
interactive teaching. School Associates and Faculty AsSociates
who are responsible for the supepvision of the students durinév
the practicum may not be wor}ing uithiﬁ’the compe tency-based
teacher effectiveress franewofi. In this case, one would hardly
expect significant change in teaching behaviours within this |

»
3
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framework. However, classroon teaching is,qot‘thé only. activity
of teachers. The previous work cf Gregory and 2llen f1978)
indicated that an increase in_sfudent proféssional seli-concept
does occur during the last half of *he practicum. Tattersall |
(i979), using the same practicum, found a decline in teacher
anxiefy in the laﬁter half”of the practicum. These results tend
to indicate that students are experiencing positive feelings

about their professional competence ir the lat*er half of the

"
practicum. Do student teachers channel their enetgiés into the
develophent‘of érganizational skills? Perhaps student teackhers
attach greater impgrtancé and significance to these skills as
the skil¥s cf competent teachers.

Student teachers rprobably s?end a great deal of *ime and

effort during an extended practicum learning a number of

teaching skills that are nht based or direct interactionvfith
students ia classrooms. Some of:these organizational skills may
includg/géveloping subject matter competence, lesson and urit
plénning{ and assessing pupil learning. Perhaps it is these
skills whigh respond most positivelyrto practice in the
classroom;;in fact, an area varranting investigatiorn is whether
students; improvement in a practicué are in tﬁeée fre-active and
post=active areas of teaching raiher tharp interéctive teaching
behaviours. Another issue worthy of 1nves+1gat10r is whether it

is also 90551ble that t%eﬂgh ln&iv1&ﬂal teaching skilils shoveﬁ

no improvement, perhaps the students! ablllty to orchestrate




these s3kills changed. Does the students' ability to arrange or

combine teaching skills for maximum effect improve of decline

e

e
it

~over the practicum?

Another important consideratiorn ié whether important
teacher behaviours'exist outside the teacher effectiveness
paradigm. Teacher effectiveness variables are necessary but not
sufficient for good teaching. Features from other paradigms such
as subject;matter comfetence, supporting learmer choice, atdv
respect for pupil dignity, also may be important, though |
research has yet document these variables as essential to good
*eaching.

‘\ .

Initially, student teachers begar *he practicum with a wide
range of compe*encies in a variety of teaching skills. In the
‘first gJuarter of the praéticum, +hey were able to teacb‘a class-
which was strongly influenced bf the organizatiornal,
instructional, and disciplinary structures of the 3chool
Assoéiate. The School Aséociaée's frequert presence .in the
classrooa helped mairntain that learning envirorment.

Af-er the ini*ial familiarization, the School Associate
began *o reduce her/his preséhce in thé classroom. The frequency
of stddent teacher‘é.lesscns observed also declined with a
siaﬁltaneous dramatic increase in teaching tige. It was during
this time, abou* week 4, that the frequency of most teaching
skills reached a mirimum. Later, as the student adjusted«to:the

-

rapidly increasing teaching load and decreasirg supervisior,




energies were directed to trying to mairtain theﬂgeneral‘
classroon atmosphefe that existed gefbré“tﬁe pfac{icum begén or
creating an atmosphere mcre consonant with the student's
teaching style. It is inferesting to notelﬁhatvthe students' X
level of skili pe;fcrmance generally improvéd at this timé.ﬁ“
In the final quarter cf the practicﬁm, ;he heavf teaching
load and low level of School Assoqiafe supervision and
observaticn béban to demonstrate ardécrease«in the quality of

the learning ervironeent. It was noted during the observation .

visits for this study that students were having difficul ties

with classrcor managerent and subseguently were relying on more

ttaditionallleéspn formats such as a lecture to the whole class
followed Ly reiétedrseét~work exercises. This has several .
implica;ions'for the Professional Developmert Program conéerning
the effectiveress of the extended practicum in the ‘training of
student teachers.

The Progranm obje@;iyes for tpe éxtended practicum include
an expectatiorn tha+ upcn complé;isg tﬁe studént teacher should
be able to: (1) plan, teach and evaluate aﬁ exterded seguence of
. teaching/learning; (2) operate the‘extendéd sequence without
excessive‘subervisiong and (f) evalu;teAand'then modify his/hef
b¥n teaching pérférmance. While some emphasis is fplaced, on
planning instructional material, greater importance is placed on
teacﬁiﬂg and evaluating teaching perforsmance. The essential

-

sequence in this design appears to be that the students will
¢
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£
have adequate cppcrtunity to plaa.a seguence, evaluatevtheir
teaching perforamance, ard finally modify that performance. This
study has not addrecssed the first component, namely, the
planning ghd preparing of the seguernce. Regarding the second,
the low levels of supervision found in this study cartnot be
judged adequake, but rathter insufficiert for an appropriate
level of feedback reg?éding teaching performance. The results of
this study do nct suppcert the third contention that student%
evaluation and modificaticn of their teacking performaﬂce
regularly occhrreg. The levels of performarce fof the teaéher
‘effectiveness variables d4id not indicate a general trend across
gtudents over the last two obserVation-weeks. This,indicates
that no<systemétic attempts to evaluate and modify teaching
performance.veié present. To conclude, this s*tudy has
demonstrated that practice teaching with low levels of
superviéion fails *o provide the apprdpriate;levels of feedback
to enable the student to modify her/his'teaching performaﬁce. Tt
has raised the question abgdt the areas in which student
teachers.concentrate their energies;'organizational skills or

teaching skills? Firally, what skills hsy be most effectively

developed by student teachers during such a practicum?
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‘Appendix R

? The Pilot Study

Participapts and Setfing

The teacher préparaticn program at Simcn Ffaservuniversity
contains twc éxtended préctica. The firs* (EDUCATION 401) is a
half-semester {six weeks) of initial Ebservatidn‘aﬁd teaching
eXéerience'inra Britist Columbia éphool. Tte sééond (EDUCATICN
405) is a full csemester of classroom experience taken durirg the
second semestet.'Du:ing these practica, the student teacher is
assigned to the Classrodﬁ of a cooperating teacher (Schocl
Asscciaté) appcinted by the University in corsultatior with
school authorities. The student teachez—isrfegularly visited in
the classroon byla representative of the Paculfy'of Educafioﬁ
(Faculty,Associate)f Fcr this study, the 405 practiéum uas
chosen because of*itériength (13 veeksf of almcst bompletely
uninterrupted cpportunity fo:‘the étudent +0 cbserve and. teach.

It is alsc tte studernts' final freservice classroom experience.

- -

At the beginning of the 405 praCtigqﬁ) all student teacheré héd
a basiﬁ familiarity with tte tcutinésaand prcqeduies of the
schecel system as well as én introductcery knoiledge of teaching
skills. Most had completed the major part.of theif profeséioﬁal'

coursework.
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The pilotéétudy was‘car:ied out in *he fall cf 1980 using
feur intefmediate‘elementary student teachers assigrned =c
schcecols consénfed in metropolitan VancowﬁeF, Britiéh,Coiumbia.'
The practicum ccntaired three observatiorns for fhe pilot=study
(weeks'é, 6, ard 12). Theyrwere informed as *o the nature of +he
study and agreed to prcvide me with iﬁ%crmation that uoula
assist in develcping the observation scheme and other
measurement insiruments. They and their pupils prcvided tﬁe
researcher with valuable feddback that resulted in a numket of
revisions to the observational instrusents and questionnaires’
used in this study.

The Stﬁdent teachers received brief descripticns bfﬁthe
prorosed research. It was the researéher's opinion that "an
importéné coﬁ?cnent of all teaching_prﬁctica is thte irntéraction
that takes rlace betueeg the studen* and *he cooperating
teachef.jéy fully disclosing all “he specific details of the
d%Serafién scbemérto ke used, it was felt that students wmight,
eiperience conflict between the expectaticrs of thg Schocl |
Asscciate anpd the nature of the>data collected by the observer.
One student ir the pilct study indicated some frustraticp over a

dimension of classrocn management used ir the cbservation. The

observer was recording features of desist inciderts;

specifically, whether the studen® named the offendirng pPupii or

not. The studert, on tte cther hand, had been insttdcted by'tHE,

.

School Associa*e that it was school policy nct to identify the
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offender but rather fo address the desist statement to the

entire class.

—

Instrumentation

“
’

Table 2 is a summary of the tedcher effectiveness variahlés
and the corresponding measures of those béhaviours chosen fb:
_ the pilot study. All the meaéhres were completed/in the
classroor by the observer, pupils;;ot studént teééhérs.
» ’ ’ :

Table A

Teacher Effectiveress Behaviours and Corresponding Measures

Teacher Effectiveness Variable Measure
_ o . ,
Academic Learning Time ) Engagement Rate

Awarehess of Individual Differences Item-Prediction

Classroom Management ~ Desist Incident Frequency
‘ Learner Accountability
Group Alerting

Academic Learning Time 0f the components of Academic Learning

~ Time described ir the Beginning Teacher Evaluation Study, only

engagement rate was used in the pilot study. Engagement rate is
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the propcrtior of *te *ire allccated “o a patticular lesscn ir

vhich purils ate actually engaged ia the learning *ask. From *he
. r o " .

time the student teacher tegan the lesson ur*il the ead, *he
, - ; v

observer noted a* the twc minute point, the rmumber of pujilz whc

*
R \

Wwere not engaged ii the learhing activity. Irn additioxn, the
;mount 0f class *ime time allocated to “he lessor (tozal
allocation) was recorded from the classrocm *imetable cr
teacher's lesscr planm. &he amount of +inme actually used for a*ﬁ
particulac lessor‘(&otal instructior) was oﬁtained by *aking‘tgé
différe%éeibéfhe;ﬁ’fhe time the student actuailybbega: tc “each
the lesscn, "gettling dcﬁn"Jti@e was not included, .ard -wlter tle
student indicated to tte pupils to pu+* away their bccks cr ﬁsed
scme other sigral that the lesson was at ar end. Total
allocation and to*al instructicn are :equired‘for calculatin@i%,
engagemeﬁt rate. Engagement rate is the propcrticrn of allocatel
time for whick the fpupils vwere engajed ir learning. Table B

contains examrples of pupil '‘activities “hat wculd te'judged as

engaged or not'engaged.'

tug



Table B
Examples of 'Engaged and Not Engaged Activities

Used in Observing Erngaged Time

Engaged Activity Not-Engaged Activity

| Listening to the teacher Looking out the window
Reading A : - Getting something
o v ’ out of desk i
‘Talking to neighbour about Sharpening a pencil

the class activity

Writing answers ’ Talking to a neighbour about
s : an unrelated matter

Waitng for teacher's help

Awareness of Individual Differences To @easure the student
teacher's awéreness of pupils' individual differences ancther
measure used in the Beginning Teacher‘fvé;uation Study, success
ét item predic*tior, was uséd. Cn each observatior week, the
student teacher vas-présqnted with a 12-iten test:and asked to.
predict the success (right or v:ong) for the multiplefchbiée
iiems, orV;anking for the five-point.Likert;type scale itemé,
for each pupil on each item. The test was constructed with iten§
from four domains: vocabulary, spelling, whole humbe;

vy

operations, and pupil self-concept. The items were chosen from

\/

I
o
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elemenéa:j.children. After the studen+* teacher had made, ker/his
p:edictions, tte té%;s were distributed to the randomly
pre-sélected pvpils for their completior. The pupils were given
as muchvtime as +tey required to:compieté the test. Fromnm this’a
dis;repancy sCore was calculated for each cf the five pupils.
Thevdisgrépancj score is +*he absoluﬁe valuve of *the differerce -

.between the score received orn an item and the score the student

teacher predic*ted fcr the pupil. Student teacher success in item

-

prediction vas expressed in the Item Predic*iorn Success Score.

This score is tte -difference between the total discrepancy sccre

for the five pupils, exfpressed as a ratio out of €0 (the maximum

‘total discreparcy score possikle), and one. Differeht tests, but’

equal in length and domains sanpled; were used for each cf the

{

of tte *hree ctservaticr weeks.

Classroom Management = In this study, we observed the student

+eachefs' atiiify tc marage ef;€c+ive1y pu?%é deviancy ard tc
malntaln a high level cf pupil iavolvemen+® 1n\+he learning
tasks. To measure tte presence of classrccn management s{iii% a
numtenAof the factors identified by Fourin (1970) werTe used.;I%é
occurrence of *these belavicurs uaé cdded concurrently over tte
beginning 30 mirute portion of the lesscn. The obce*ve; recorded
the frequency cf the desist 1ncideaus- The recording Qf groug -
alertlng technlgues consisted of obcerv1ng the studen- teachers®
guest;onlngﬁtecbnlque. Anp e;ample,ob 9051t1vevquestlonlng

techrique (QT+) - occurred when the studert teacher asked a
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gquesticn, paused for two or more seconds, and then asked an
individual fupil to respond. In thisﬁcaégjvif +he cther two

elemenﬁs were included, it was recorded as an exarple of

pcsitive questicning. Fositive guestioning technigue Tequired a

single response nct a choral response uﬁless specified by the
student *eacher. The Pésitive Questioéing Ratio was a éogpariéon
between the questions coded QT+ énd the sum of all teacher
initiated guégtions. * » |

Alerting cues (AC) .vere also reccréed; TrLese coﬁsiSted Qf,
incidents where the student teacher warred non-responders that
they gight be~ca11ed dpor to ;nswer, of asked pupils who_did not
have their»hand up or did not appear prerared to respond.

For learner accdnntability, the observer recorded the
incidents where the student teacher asked.a questior which
focusseﬁ‘on the pupils' work pians or work progress;*tak&%d goal
dirécted Eroeg*s (GDP), the question might focus on the |
individual cr be the teacher's enguiry about whether the élass
understood the nature of the learning task at hand. In wcrk
showirg (WS), the studert asked the'pppils to show or
démcnstraté £kills or knowledge to the student teacher or other
pupils. In peer involvement (PI), the studen* teacher attempted
to involve rpupils in the Qork cf their peers. ‘

From thése observations of classroor management came a

number of measures. The frequency of the desist incidents is the

o 2

numerical sum from the observation form. A Pcsitive Questioring
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N : ,
Batic #as used to show thke degree to which'therstudent useé |
pcsitive questicning. The. ratio is thé proporfioh of all +thé
ieacher iritiated guestions that.we;e ccded as positive
guestioning techrique. Finally,'thetﬁeashres ct gcal direéted

prompts, work showing, ard peer involvement are the sum cf the

occurrences of eack as reccrded during tke observation. Student -

Log To provide additioral information on evepts affed?fﬁgkfhev'

.

student teachgr it -*he ciass:otﬁ,lthe studert kept a Qe?fFlohg
teaching log during tke cbservation weeks. The log con*ained
information abcut the'teaching—assignmeh{Vsuchra% étades tihéhf,
rumter of leéscts taught, amount of *time spent teaching, c*her
supérvision duties, ard total teaching load. Total teaching lcad
is the propcrtion of available instructics time during tre week

that the studert %teacher taught. The student teacher alsc ATE

recorded information alout €he supervisicrn of *er/his teaching - .

by. the Schocl Asscciate.and Faculty Associate. This involved

recording the numter of lessons observed, *he pcrtion of "the

g

student teacher's teacting for which the Schcol Asscciate was
Fresert in the classrocm. Purther, informaticp was gathered
aktout hoyAcbsezvaticn data were recorded bty the School Asscciate

and what asfpects of the supervisory cycle were coipleted. q////

s
2 L

A ratirg instrument of 30 items, developed by Hohg}z/i

(1971), to idertify the role expectatiors of supenvféing

teachers, was adapted for this study. Sevfﬁgeéb items were

selected to defire a scale that would/gaﬁge the degree *c which
- - ,/ .

o
e
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the respondents felt that the student teacher should be

‘autcncmous fror +he School Asscciate durirg the practicue.
4 .

During the three observation weeks, both the student teacher and

\thé'School Asséciate completed the instrument. A fpractice
teacking discrerancy score was calculated by examining tte
‘,;dégree of difference Letween the ratings of the School Associate

-and the étudent teacher (on a U-point scale) on each iter as a

. -
e

~Tatio out cf 68 (the maximum discrepancy score possihle).'The

degree ot agréement tetvween the student teacher's and the School

‘Associate's attitude towards the practictm was expressed by the

‘i’—; Co L } .
Practice Teachirg Agreementf§cCre. This score was the difference

between the practice teaégéng discrépapcyAscdré,aﬁg-ohe.

Table é is a su;mary ct éhe classfdbm variablgs aﬂd the
instruments selected to measure them. This group cf measures
vere completed ty the student and the School Associa‘te dering
eact cf the chserva‘ior wveeks. | |

-
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Table C

e

Classroom Variables and Cbrreéponding Measurement Iastruménts

Classroom Variable - Instrument
Student Teéqher—School Associate - Practice Teaching
Relations .7 Agreement Scale
Supervision L Student Log -
Teaching Assignment ” Student Log
Results o | . .

The follOVin§ is a description of the student teachers!
_ . . v ‘
teaching assignment as recorded in the log. All students in the

»pilot study gained experience in teaching at more thar one gréde
level, though none experienced more thar two grades.‘During the
practicua, the pumber of lessons taught irncreased dramatically,

though therteaching tiee d4id not. This may be a result of the .

student beginning to teach more of the shorter lessons that

genera11§ ﬁccu: during afternoons. The total teaching load

L

s



A

increased over éhe practicum, but fell ccnsiderably shOtt of a
~full teaching lcad in the last quarter of the practicum. The
appérent decrease during week 6 1s probably not a meaningful

difference fror Qéekkz. Tatle T-contains the data cn the

teaching assigrmem*s., T S
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- Table D

Data on Teaching Assignment From Student Logs

Ubservation Week

—

2 6 12
Number.of grades taught s.r. 11 2 2 2
: , U S.T. 2 1 |
- S.T. 3 1 1 1
s.T. b . 1 3
Mean - 1.3 . 2.0 1.7
Numbers of lessons taught’SiT. 1 12 22 gl
S.T. 2 11 )
S.T. 3 9 11 22"
S.T. 4 7 30
Mean 12.0 16.5 35.3
/.Téaching time (hours) S.T. 1 8.7 4.8 18.3
' S.T. 2 8.3
S.T. 3 7.2 6.8 12.1
S.T. LP 15.5 11.5
Mean - 7.1 5.8 1h.0
‘Total teaching load S.T. 1 A .2 .8
' , S.T. 2 4
S.T. 3 .3 3 .5
- S.T. 4 7 .5
Mean 03 -3‘{(’ -6
Supervision duties SiTh 1 .8 Kgfé 1.8
(hours) . S.T. 2 s
S.T. 3 4.3 L,2
S.T. 4 3.2
Mean .8 2.6 3.1

Note: S.T. = student teacher

1The raw data for each student teacher as wellras,group

means are included in the table.
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Schoqi Asscciates are responsible for much of the
superv}sion of student‘teacﬁers. Little variaticn, in the ngmber
of lesscns cbserved over the practicum*uaslfound with the mean
being.less tHan ore lesson each day. Ir %be early péit oﬁ the
‘practicum, Schcol Asscciates we#e presert in the classroon for‘:
more than half of the student's teaching time. This decreased
over the pfacticum, tq»a lou;in week 12 of iess than one-fifth
of the students' teaching. The ;upé:#isory mode}‘recommended for
use in\P.f.P. corsists of three phases:;preccnf;fegce}
observaticn, ard pcétccnference. The dafa from the studernt lcgsr
suggest thaf at the beﬁinning cf the practicum, all three phases
are genéral]y inpleménted. Later?iﬁ the préciicum} this falls tg
two, most ccmmerly the observation and pcstccnference. The mest
cerrcn fcrm for reccrding chbservatiorn data ié=brief rotes. Few
School Associafes used other methods such as,frequency ccunts or,
tape recordings. Cn tté whcle, tﬁe student ieacbers appearéd tc
be satisfied with the nature and quality of the feedback tthey

received from *he ccoperating teacher. Table E displays the data

on supervisicrn.
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-Table E

Data on Supervisioh*From Student Logs

Observation Weeh

2 6 12
Number of S.T. lessons observed =~ S.T. 1 .6 3 5
by S.A, ' S.T, 2 0 .
S.T. 3 3 2 1
S.T. 4 1 0
Mean 3.0 2.5 3.
Proportion of S.T. teaching with S.T. 1 1.0 .8 1
S.A. in classroom ' S.T. 2 0 A
' S.T. 3 .6 . 2 .2
S.T. 4 7 .2
: 7 Mean .6 .5 .2
Phases of supervisory cycle — S.T. 1 3 2 3
implementedl //ft> s.I..2 2
P S.T. 3 2 2 2
S.T. & 3 . . 0
: -~ . -Mean 2.5 2.0 1
Quality of feedback2 . S.T. 1 3 3 3
’ S.T. 2 & _
S.T. 3 4 4 4
S.T. b3 3
\ Mean 3.5 3.0 3

Note: S.T. = student teacher, S.A. = School Associate

lMaximum of three phases »

2Scale used: 4=very satisfactory, 3=satisfactory
2=unsatisfactory, l=very unsatisfactory\\B

4
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The Practice TeaCEing Agreement Score was used *o gauge hcw
the attitudes cf student ard ccoperating teacher, towards

practice teaching, ccmpare over the practicum. Over the three

observation weeks, nc significant differences were found between

the responses cf the Schbollhssociateé ard studer.t teachers.
Simiiariy, no meanihgful difﬁprences cver fhé Fracticum were
found‘for the mean‘Item-Prédiction-Success Séoies and mean
engagement rafes; thcugh scié-individual studé:ts appeared *o
have made éignificant’changeé ir their skill'levels.

For the measures cf classrcom maragement, with the

~ exception of gcal directed prompts, no sigrificant differences

over thé practiénm were fourd. For goal directed prompts the
mean for week 6 is well above that for week 12. With the

extremely small sample size, we may cautiously .infer the

o

P

students were checking or pupil work progress more frequently at

the middle cf thé'practicum than at the end. Table F coﬁ{aihg

the mean scores for the rest of “he teacher effectiveness

measures uséd durirg the pilot-testing. . - o
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Table F

Data for-Teacher Effectiveness Measures

Over the Practicum

Observation Week

”

- 161

2 12
Practice Teaching Agreément S.T. 1 L7 .7 o7
Score - S:T. 2 7
' - S.T. 3 .9 .8 .8
S.T. 4 .8 : .8
Mean .8 .8 .8
Item Prediction Success S.T. 1 ‘ A 6
Score : S.T. 2 .6 .7
‘S.T. 3 .7 .6
s.T. & .8 .7
» Mean .7 6 7
Engagement Rate v LSS;T. 1 .8 .7 .9 -
: S.T. 2 .7 .7 .6
S.T. 3 .6 8 .7
S.T. 4 o7 .7 .8
; Mean «7 -7 ' .8
// . | .
Desist Incident Friequency S.T. 1 9 . 7.
. L P S.T. 2 n 2
S.T. 3 5 6
af “?‘ 7 S.T. 4 O
’ " Mean . 9.5 8.3
. Alerting Cue Frequency S.T. 1: 0 0
) : S.T. 2 0 0
d S.T. 3 0 1
y 3 F S.T. Ll' 0
Mean -0 3



Table F continued...

Positive Questioning Ratio S.T. 1 .6 .8.
: « : S.T. 2 -7 -5
S.T. 3 y .6
P S.T. 4 iy
; Mean 6 .6
Goal Directed Prompts S.T. 1 5 3
g ' S.T. 2 2 0
S.T. 3 2 3
- S.T. 4 5
Mean 5.3 . 1.7 o
Work 3Showing | S.T. 1 3 8
~ . S.T. 2 2v 0
S.T. 3 -2 3
S.T. & -5 |
MEAN 3.0 3.7
Frequency of Peer : S.T. 1 0 0
Involvement .- S.T. 2 2 0
- . S.T. 3 0 0
SlT. 4 2
Mean o7 0

Note: NlSSlng data during week 2 was due to extensive revision
in method of observing and recording these varlables.f\
Comparisons with other observation weeks would be

misleading.
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Discﬁssicn

There were *wo primary objectives for the data collected
during the pilot study. One was to pefmit the researcher to
modify and revise:tge'efféctiVenéss Qeasurés téugaké them more
sensitive ?Q events.occuringkduring +he_pr;cticu§: The othetx was
tc rrovide data.that'iculd begin to addréés the gﬁeStions abcu+
the practicur asked earlier. |

For the first obﬁective, the pilo* study allerd changes in
#ocabulary and format used on the istruments %o make thes
bspecific to practice teaching arnd to have fhem clearly
‘understood by all'fhe farticipants ig/f?é study i.é., studenf
teachers, cocperating éeache:s,'and Fupils. o |

I+ was hoped #hat the pilct study would beginr to exglain
how student teache;s learn and practiéé the skills of teaching .
during>an extenaed pracéicum_ Though the size of the'sample was
very small and many revisions to theliRStrumepts cccurred éuring
the filot study thg:e aprears to ﬁave‘been lit+*le cr no change
in the levels of effectiveress, as measured in this study, over
the Eracticun. Thié is in spiﬁe of the evidence frcm *he
students' lcgs shich shoﬁed‘great variatior ;n all aspec?gaqf
thelr *eaching assignbent. Thouéh ex®reme cantiohkié regtired in

any interpretation fror the pilo*t data, the practicum may rnct be



‘

the‘time wher *he s*tudent teacher practices the skills of

-

effective teackqu. Perhaps ctudent teachers concentrate on

~other skills such as developirg =ubject mat*er competence,

~

lesscn and unit planning, and the skills ©f communicati@n with

peers, princifpals and rarents.
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Letters ‘and Consent Forms

e

8th December, 1980

°

DefréStudent Teacher: -

T am'a graduate student working on a doctoral degree in
education. My research interest is on the effects’ practice teachlng .
Has on developing; in the student teacher, necessary’ teachlng skills.
The research mainly involves observ.Lng the student tealher and her/ ° -
his performance at regular intervals durlng a practicum. I should
like to enlist your voluntary support to-be a participant in this
study. To help you decide 1 am.including all the essential details
of the research. Title of the Study: 'The Acquisition, by Student
Teachers, of Selected Teacher Effectiveness Behaviours Over an
Extended Practicum. Proposed starting date of the Study 5th January, : )
1981. Proposed duration of the' Study:’ 13 weeks. ‘ .

1. Purpose of the Study

Practice teaching is an important and universal component of
teacher education programs. It is considered by some to bé the most . -

" important component of such programs. In spite of the perceived

importance and function of the practicum, few studies have examined

the skill development of student teachers as it actually occurs over

time. Teacher effectiveness research-has now begun to identify .
classroom teaching behaviours which strongly influence pupil achieve-

ment. A legitimate subject for research is the method by which these.

behaviours are developed and the extent to which student teachers

Q‘become proficient in modelling them during their practice teaching.
Using measurable features of teacher effectiveness, this study will

attempt to Jauge the extent to which they are present in a given
classroom. During an extended practicum, as the student teacher

gains facility in the skills and behaviours associated with teaching,
the gains should be reflected in changes in those measures of teacher
effectlveness.

2. Research Hypothesis

An examination of a number of reviews of teacher effectiveness
literature have identified a number of aréas of teacher behaviour

>
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that strongly affect pupil achievement. They are the amount of time

that pupi¥s are engaged:in learping, teacher awareness of pupil
individual-differences (both social and academic), teacher clarity of
presentation, classroom management, the degree of teacher control

over instruction, and the affective responses of teachers to pupils.

From this, two research questions:can be identified. If the measures i .
© of teagh#r effectiveness are reliable predictors of pupil learning
performahce in the classroom, then, at what rate and to what extent,

during a practicum, does a student teacher acquire facility in demon-
strating the teaching behaviours that support those measures? That

is, are ﬁbé components of the construct called teacher effectiveness
déveloped in student teachers' performance to predictable levels

during a practicum? Finally, is it possible to identify some of the
factors affecting student teacher performance, such as the quality

and nature of feedback received, amount of teaching workload, and

the fregquency and nature of the supervisory visits, with a view to
explaining why the observed changes in student teacher petformance ,
occur during the practicum?

3. Experimental Design & Procedure 7 =

The three’ semester Professional Development Program (P.D.P.) -
at Simon Fraser University is characterized by two extended practica.
During these practica the student téacher is assigned to a cooperating
teacher (School Associate) and is :egularly visited in the classroom
by a representative of the Faculty‘bf Education (Faculty Associate). -

.For this study, the 405 practicum will he used because of its
uninterrupted length (13 weeks) and as it is the final preservice -
classroom experience. The experimental design select%d for this study ) &
is a multiple baseline design across -behaviours. The 13 week practicum :
will contain five observations; week 2, 4,6, 9 and 12. During each

observation the four teacher effectiveness measures will be administered

and supplementary information will be gathered by the student for the

entire week. A sample of 10 to 15 iritermediate student teachers from

Lower Mainland school districts will be used. Student teacher

participation will be voluntary. School Associates will be notified

that their student teacher is a participant in the study. The letter

will give information about the study and will request their voluntary
participation. All the teacher effectiveness variables and the

corresponding measures of those behaviours are to be completed in the

classroom by observers or pupils. In-class observations will be

made by the researcher or trained observers‘\\Tralnlng in the use of

the observation instruments will be given prior to the beginning of

the study. Two of the measures (item prediction and teacher clarity)

require pupil participation. Pupil anonymity Wwill be preserved on

both of the instruments. Though pupil participition is voluntary,

they will be encouraged to complete the instruments.  Parental per-

mission will be obtained in the form of an open letter from the researcher

to be taken home by the pupils in the classroom.

-

Y
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¥

The analysis of the data from this study will be structured to

answer a number of gquestions. First, were there statistically

significant changes in the measures of student teacher effectiveness

over the practicum? More specifically, d}d the mean scores on the )
four measures for the student teachers in the sample change in a ’ N

statistically significant way over the 12 weeks?

Next, looking at

the changes in mean scores,'what trenq in the measures appeared over
the practicum? Finally, how important was the effect of the supple-

mentary data gathered on the student teachers' experiences during
the practicum in affecting change in the effectiveness measures?

A time-series graph will be prepared for each of the four teacher .
effectiveness measures. The trend lines will then be tested to
determine if they are statistically significantly different from

zZero. : ,

Anonymity will, of course, be respected at all times. It is
hoped the results of this research will help in the training of future
teachers. I hope you find the explanation to your satisfaction.
If you have any questions please contact me at my office (291-4387) or-
at home (420-6362). To meet the requirements of the University
Ethics Committee, would you sign and date the attached consent form
to indicate your informed consent to participate in the study.

N 7

Sincerely,

-

W. O. (Bill) Marble

WOB/ta
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Dear School Associate:

As you are awmre, & student teacher from Simon Praser University
will bs aasigned to your classroom owver the first three months of

to participate in . a resesrch project to° be conducted by myself. I
an a graduate student working on a doctoral degree in education.’ Ny
research is the effects practice teaching has on developing, in .
I, necessary tsaching skills. The research mainly
the student téacher and her/his performance at
regular intarvald during a practicuh. I should like to enlist your
“thres ways.  -~Pirst; T -will need to viste your
classyroom five times and ohserve the student tesaching the class.

A trained observer or myself will locate ourselves as unobtrusively

- a8 possible atthch.ckofyourclum in order to keep the

disruption of normal routine to a minimam. At the end of the lesson
pupils will “£i1]1 out a short questionnaire rating the clarity of thae
lasson. Next, five pupils will be selected td perform a simple 12
questiosi quiz to allow me to see how well the student teacher's
prediction of pupil performance compares with the pupils’' actual
performance. Both thesé measures ars for research purposes only.

During the weeks of my visit, I would 1 to have you complets a very

short questionnaire, giving your opinions the practice teaching
of this research may help in the training of future teachers. I~
hope you will find this explanation to your satisfaction. If you
have any questions please contact me at my office (291-4387) or

at home (420-6362). To mset the reguizements of the University Ethics

Review Committee, would you sign and date the attached consent form
to indicate your informed consent to participate in the study.

Sincerelv

: W. 0. (Bill) mMarble .
NOB/ta ‘

-~

_experience. Anonymity will be respected. It is hoped the results

1)
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CONSENT FORM

- SCHOOL ASSOCIATE/STUDENT TEACHER

r ‘ - . B
f\f&kﬁﬁhﬁs research proéedure has been requested by W. 0. Marble, a

‘graduate student at Simon Fraser University.

outlined in the letter to School Associates.

.-} Understand the procedures to be used in this research and also

understand that the proceadures may be terminated at any time at my request.

i have read the procedurés

| also understand that | may register any concerns | might have

about the research with Mr. Marble.

My signatureAbe!ow certifies that 1 consent to the procedures

described in the accompanying letter and which are to be condycted during -

the period January 5 to April 3, 1981,

DATE: _ NAHE

9 $1GNATURE

(please print)

“d

¥

4

vy Copy AVAILABLE
-SEULE COPIE DISPONIBLE




(Letter to School Principal)

12th December 1980

As you are aware, a studeht teacher from Simon Fraser University
will be assigned to a teacher in your school for the first three months
of the new year. During that time the student teacher has volunteered
to participate in a research project to be conducted by myself. I am
a graduate student working on a doctoral degree in education. My research
~ is on the effects practice teaching has on developing, in the student teacher,
necessary teaching skills. The research mainly involves observing the student
teacher and his/her performance at reqular intervals during the practicum. 1
will need to visit your school five times to observe the student teaching the
class. The observation will be done as unobtrusively as possible to keep the
disruption of normal routine to a minimum. In keeping with your School Districts’
policy and the requirements of the University Ethics Review Committee I would
1ike to obtain voluntary participation. A similar request will be made to the
teacher, pupils and parents involved.

for your information I have attached copies of letters from
Dr. Jared Curtis, and Dr. Stan Shapson. As well I have included a copy of the
‘research proposal which has been approved by Burnaby's Research Review Committee.

Sincere1y, .

W. 0. (Bi1l) Marble

WoM:mt
Attach.
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. December 15, 198
. \ 3

Déar Parent,

As you are perhaps aware, a student teacher from Simon Fraser University
willy assigned to your child's class over t}le first three months of the
year® During that time, the student teacher has volunteered to participate .
in a research project to be conducted by myself. > I am a-praduate student
working on a doctoral degree in education. My reséarch’ii on the effects
practice teaching has on developing, in the student teacher necessary teaching
skills. The research mainly 1nvolves*obserV1ng the student teacher's perfor-
mance at regular intervals during the practlcum There “are two ways in which
your chld may be involved. First, a@&gr certain lessons thepupils in the class

-will be asked their opinions ‘about tge”tlarity of-the instruction they received

from the student teacher. Second, ybur child may be selected to perform a
simple 12 question quiz to allow me to see how well the student teacher's
prediction of pupil performance compares with the pupils' actual performance.
Both these measures are for research purposes only, and will in no.way affect’
the progress of your child. Anonymlty will, of course, be respected at all
times. It is hoped the results of this research will help in the training of
future teachers. I hope vou will find the explanation to your satisfaction.
If you have any questions please contact me at my office (291-4387) or at
home (420-6362). To meet the requirements of the University Ethics. Committee,
would you sign and date the attached consent form to indicate your informed
consent for your child to participate in the study.

v

Singerely,

’ _ .~ W. 0. (Bill) Marble.

WOM:mt
Attach.
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PARENT/GUARDI AN

CONSENT' FORM

As the parent/guardian of (name of child)-

* f consent to my child participating in tie research outlined in the letter to

Parents -to be carried out in the school classroom duting the period January S

to April 3, 1981 in a }esearch.prdject to be supervised by Mr. W. 0. Marble,

a graduate studenmt at Simon Fraser Univérsity. o S

. . / oo . : R
My signature below certifies that | understagd the procedures to be used

and have explained them fully to my child. In particq1ar, he/Sherkﬁous that they

have the right to withdraw from the study at any time, and that any concerns about

the research may be brought to the attention of Mr. Marble.

DATE g ‘ NAME ~

(please print)

%  SIGNATURE

1n2 o , ——
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Appendix C

Qbservation Instruments

ACADEMIC LEARNING TIME OBSERVATION RECORD

O
Identity No. Week: : Observation, Date:
Class {sample ) size: Grade:

1. Number of minutes allocated for the lesson according to the time
g

3 1
glmetab‘e of lesson ?lan. , TOTAL ALLOCATION = (a)

2. Humber of minutes of instruction given in total.
Time lesson began = TOTAL INSTRUCTION = (B)

Time lesson finisheds

Time Interval . ) Time Interval
Start . Minute 30 §
Minute 02 : ‘ 32
04 . 34 {
- 06 . ' , 36 %
B - - 1
08 ) 38 :
10 - k 40
12 ' 42
14 . 44
i
16 ! 46 ¢
18 48 o X
. - i
k8 -y
20 ) 50 . e E
22 o 52
24 : 54 !
- T
26 56 ‘ -
28 . 58
60

PUPIL RESPOMSES TC TEACHER INITIATED QUESTIONS:

CORRECT PUPIL RESPONSES = . i

INCORFECT OR NO PUPIL FESPOMSE = ®
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CALCULATION OF ENGAGEMENT RATE:

4 . - . N -
Identity No.: . Week : Observation Date:

(1) Number of ‘'unchecked' spaces in observation form =

(©)

(0

1’ . . -
(2) Number of 2-minute intervals =
{3) Average number engaged = {|) & N = .
| r 3 —
(4) Number of students in sample =
(5) TOTAL ENGAGEMENT RATE = (B} X (C) =
’ (A) X 205 :
w_ A
CALCULATION OF ﬁ&a RATE
) Identity XNo. ) Week: Observation Date:

Number of incorrect pupil-responses = (&)
Total number of pupil resporises ) . = > (B)
3 ‘ ‘ .
, (a) .
- ERROR’ RATE ‘ _—(B) ‘
2 - A
. ’
’ 3" &
— :r"‘
- T
- -"’ 2 ~—
13 .
: .17k o,
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ITEM PREDICTION ' .

Identity Number ] ) Week

The S pupils listed below will be completing the 12 items on the -attached
sheets, For each item predict how each pupil will respond on the items.

For items 1 - 9, put a v or a X in the appropriate sdpaces below. for whether
. -~
you predict the pupil will get the item right or wrong. For items 10-12,
Ty b Y
predict which word the pupil will check and write the word in the.appropriate

spaces below. (;heck your predictions carefully befgre vou ask the pupils to
complete the items. ' Lk
Next, have the pupils complete ’the items (be sure _.tovha;ve them put
their nameg on the quiz). Place this sheet pius the five unmarked quizzes
into the envelopg provided.
an ' v
PUPIL'S MAME ITEM PREDICTION .

QUESTION NUMBER
3 4 5 6 7 8 9 _ 10 , 11 12

b
[}

Core
1

%y
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¥ : : - -

Name ’ 7 . 5

Please do your best on the 12 questionsi on this ‘paper. It will have noéff;:t on
your grades, it is only for university research purpdses. ) o ’ ;
'Find the word that means the same as the underlined word. Place the number of
the word in the space at the right: '

1. They planned otherwise

(1) wisely (2) ahead (3) with others (4) differently )
e
2. ‘His firm voice . '

s (l)floud (2) soft (3) angry (4) steady 2( )

3. A small fragment
(1) crack (2) description {3) piece (4) layer . - 3¢ }

Find the spelling mistake. Place the number of the mistake in the space
at the right: '

4. (1) drops  (2) fine (3)' éoat (4) clozed 4l )

'5. (1) kindergarten (2) policemen ) (3) -Canadain - (4) alligatoi - 5¢( ) ’

6. (1) mind (2) bare (3) neat (4) rased . - 6 )

Work out the answers to the following problems: . > ' ” 7
kN s 8. 58 9. “ R

X 6 X35 . 23Ys8000

X T
For each of the next 3 statéménts, check under the word that tells ‘how 726\717 feel

'you compare with the other stidents in the class. For example, SuppoSe you *-

- i »
think your singing is very good compared to others in the class, your answer e
would look like this: ' S

Great Very Good: O.K. Bad

Hfaw well you sing ¥

10.-How smart you are

i1l. How~good you are at games {

12. How other kids like to play ‘with you

“~i-ONLY Copy AVAILABLE
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‘Name ) : - g 7 .

Please do your best on the 12 questlons on this paper. It will have no effect f;,L
on your grades, it is only for unlverSLty research purposes. ’ —=

Find the word that means the same as 'the underlined word. Place thé number of the
word in the space at the rights

1. A hasty decision

(1) wrong (2) nhurried - (3) hard (4) thoughtful , I N )
2. -An exact statement : . i *

(1) lengthy (2) accurate (3) caréless .(4) acceptable 2( )
3. Apply-for the job .

{l) ask (2) look (3) 3repare (4) dress . “ 3 )

»

Find the spelling migtake. .Place the number of the mistake in the space

at the right: a ' .
) P ‘3 “
4. (1) jam © (2) ice cream (3) brik {4) angry : 4 ( )
5. (1) a&ef (2) "tenth  (3) fether (4) agent 5¢( ) K
6. (1) lasy (2) turn (3) cover (4) idle . 6 )

Work out the answers to the following problems:.

7. 2.4 oo 8. . 9.

Cx 13 8y 75 8V 1670

Sk

For each of the next 3 statements, check under the word that tells how you feel

you compare with other students in the class. For example, suppdse you think’

yog} slnglng is, very good compared to others in®the class, your answer N

would look like thlS. . -, vy
iy
= ¥ : Great  Very Good 0.XK.. Bad
€ ) GO
How well you sing .3¢

10. Have good ideas in class

s »
g

11. How good you are at sports ) '

= 12. How popular you are ’ i 5
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Name

Please do your best on the 12 questions on this paper.

- -~
) 18

It will have é%

effect on your grades, it 1is only for university research purposes.

Find the word that wmeans the same as the underlined word. Place the numbef

of the word in the space at the right:

1. Dacided the outcome -

(1) believed (2) changed {3) settled (4) lost
2. Eicuse the mistake '

(1) repeat (2) correct (3) answer (4) overlook
3. A frigky horse ) . , o

(1) wild (2) fast (3) spirited (4) frightened

.

.¢ )
2. ) .
3.0 ) -

Find fhg spelling mistake.’ Place thé number of the mistake in the space at

the right:.

4. (1) lace’ (2) learm ' (3) seet (4) else 4, ( )
5. (1) neither (2) asking (3) printing (4) liveing 5.7 )
6. (1) tonsils (2) skale (3) bowl (4) palm 6.C )
Work ouﬁ‘the answers to the following problems: .
7. ' 8. : 9. '
910 79 147 S-E—E-E--
X 7 :

X 34

For each of the next 3 -statements, check under the word that tells how vou

feel you'compare with the other students in your class. For éxample,

suppose you think your singing is good compared to others in yotr class,

your answer would look like this:

I feel....

Great
Good

v

How well you sing

Very Good O.K.

Badly

10.  How good your marks on tests are
11.  How healthy you look
12.  How many friends you have ~ 7
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Name

Please do vour best on the 12 questions on this paper. It will havé no

effect on your grades, it is only for university research purposes.

Find the wdid that means the same as thegunderlined'word. Place the

number of the word in the space at the right:

¢

1. The animal's fleece

(1) wool (2) hide (3) fur (4) mane 1. ( )
“2. A former teacher V )
(1) striect (2) proper (3) previous (4) well-liked 2.( )
3. Evidence of light 5 ' .

(1) sign '(2) notice (3) pictures (4) outcome C3.( )

Find the spelling-mistake. Place the number of the mistake in the space

at the right:

'47 (1) hatch (2) gardin (3) .yard (4) after . 4.(‘ ) s
5. (1) bass (2) metrs (3) fear (4) damp ' 5. ( )
6. (1) atic (2) drag (3) error (4) hare 1 6. ( )

Work out the answers to the following»prbblems:
7. 80 8. ; 9.

X2 7 . 6] 8 4 e 24552940

7

For each of the rnaxt 3 Statements;-check under the word that tells how you feel

. f=~.$

you compare with other students in the class.” For example, suppose you think your

your singing is very good compared to others in the class, your answer would

look like this:

Great Very Good.. 0.K. Bad
Good

How well you sing . \// ‘

iO. How smart you are

11. How good looking you are

.12, How well other kids listen to you ol o
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CALCULATION OF ITEM PREDICTION SUCCESS SCORE
Identity Number Week
K - % ‘ :
b Discrepancy score for pupil #1 = B
Discrepancy score for pupil #2 =
Discrepancy score for pupil.-#3 =
B *
- Discrepancy score for pupil #4 =

Discrepancy ‘score for pupil #5  =-
T ' A N

Total discrepancy score =

Total discrepancy score

=. . A .
60 S ¥V
Item Prediction Syccess Score . = 1 - {A) =

S 180 o o " E
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This i, questionnaire on hoy you feel about the lesson vour - - S
student teacherN\jiust taught. This information will not Se used o
grade.ycur studgnt tegcher rut Is for university research purposes . .
: T . :<
znly. . . .
4 - B Y
4s you read eachijuestion, put a v under ONE of theifive
. . v S B i
cclumns at the right of each guestion. .
ZYere Is an example: ’
o ALL - MCST SCME NONZ i
OF THE OF THE OF THE QF THE DON'T
TIME- TIME TIME TIME, KNOW
o 2
Arote ‘impertant
~hings on the board. f { & \
Zf the student <teacher
NEVER did this vyou would )
sut a here - - )
> * -
If7you zan't remember cor
ion't know, you Wwould puT, oy o
a ¢ nere — -
. ) ) ,
I the sTudent teacher i e : ¥
i .
Zid <nis enly SOMT OF THE s K]
TIMZ you woulld put a v ~ .
nere . ‘ .{f?’ . .
;.
) -
- . ) e .
\ - ‘
© X !/j - - ‘ -
E
=Z — — - — - [ -
* 3
5 - . - i
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TUR STUDENT TEACHER: '

=

2nT Thra T The nEeW wnr

+
“zzviked the work we nad o
do and how to do iT.

iz iz 17 we Fnew what we
were TC 1T and naw e wers N
o
ratirat 2% “or wWhal W wers -
_Zirz In tre nexT l2sscoo. -
*
N
Az ercusn neTtiils when
Tz-2z27s2 0 ThIngs tThat wers ]
narTt = inZarstani.
25 a -hance
haT was selnT
Tzv2 L5 entiTh oTime Tov
TraTTioe. \
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_A YAISTARNRN ASNSTASEISYAR
‘ , SR S/ s8/88) S
A
" OUR STUNENT TEACHER: Y S/ST/ST/) §
Tmewrob o1m oawaTmTias ot hot to -
The classwerk and homeworix.
*
.
4
EIEN ERN Jult Trooiems
o Tho bhoaw
“raved on each part 27 the
werl ntilowe undersITood. = .
Twnlained somethine and then
~ worked an examtle.
g
i
toe s 1 chdnce T00 18)
poatioana i . ~
¥
hWovied us how T 10 the work ) B ~ _ _
= ' 1
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CALCULATION OF TEACHER CLARITY SCORE

Identity Number

For each pubii responding:

Strike out all statements where pupil -ode (A)

Statements remaining = 20 =~ (A)

Score remaining stateménts as follows:
. J T
Sum these valuse to obtain a Total Score
(C) x 20
(8)'

(<) : .

Calculate Teacher Clarity 366;;\‘=

(A) (3) 7(C) Teacher Clarity Score

f guoil 41 i
. #2 -
3 |
#4 .
#5 R . ’
#6 ,
47 . o ;
& %3 ., |
: #9 ' ‘
410 ] ] . ,
#11 R . ’ , -
$#12 - ‘ -
#13 . ! ¥ i .
#14 ' ’
#1549 - , _
#16 ‘ . :
#17 -
#18 , ;
#19] B N T T E
#20 I ] :
#21 ; N
422 i ' . . >
423 ' ] )
#24 yi :
425 , - J . o .
426 -
#27 . :
#28 .
#29
#30
#31
#32

e

TOTAL TEACHER CLARITY SCORE = ) (D}

(D) ;
TEACHER CLARI ) = =
< TY MEAN SCORE Number of pupils (E)

TEACHER CLARITY RATIO = LBy =

690 —————
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CLASSROOM MANAGEMENT OBSERVATION FORM

i Ho. ’ J : . -
ldentity o Week Observatione Date:

- Time observation began

]

Time observation ended

(30 m.)

]

Elapsed time

DESiST INCIDENTS

D1 -2 3 L 5-6 7 8 9 10 11 12-13 14 15,16 17 18 13 20

P
21 22 23 24 25 26 27 28 29 30 31 32 33 34 35 36 37 38 39 4o '

DEVIANT ) STOP - BEGIN -

frequency

GROUP ALERTING

ALERTING CUES

+

AC 12 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 4 -

_ QUESTIONNING TECHHIQUE

+

QT 1 2.3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20
_ . s . \c\ .
QT 123 4 5 6 7 8 9 10 11-12.-13.1h 15 16117 1813 20 o

LEARHER ACCOUNTABILITY

GOAL DIRECTED PROMPTS

+

G 1 2 3 4 5 6 7.8 9 10 11 12 13 14 15 16 17 18 19 20
WORK SHOWING
bWST 1 2 3 4L 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20

PEER INVQLVEMENT

Pt 172 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20

L




CALCULATION OF CLASSROOM MANAGEMENT SCORES

-\7

Identity No. ' Week : Bbservation Date:

L)

: ~
DESIST INCIDENT FREQUENCY = Total number of desist incidents - =
Frequency of "DEVIANT" + “STOP" + "BEGIN® = (R}
Desist Incident Freguency X 3 = (B)
() _
DESIST INCIDENT QUALITY = 5 =
. . o
NET ALERTING CUE SCORES = #AC - #AC . : =
N 7 + ) )
POSITIVE QUESTIONING RATIO = ————%3————_ =
QT + QT
+ : .
FREQUENCY OF GDP . . =
+ ' .
FREQUENCY OF WS . =

+
FREQUENCY OF PI _ =

™\

a7
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Appendix D

Student Log

o

STUDENT TFAGIEP 10G

\

. IDENTITY

Teaching Assigrment:

Grades
Taught

Mlumber of ) Teaching
Lessons Time (min)

Reading

Language

.Spelling

Writing

HMathematics

Science

Social Studies

Physical Zducation

Art

“usic e

Others (specify):

Other Duties: Give total time (min.) spent for each duty for the week.

. '
SUPERVISICN

Before class in the morning
During recess
During nocn~hour

)

After school

3

TOTAL TIME (min.)

s =

— NOTE: Include any activity involving students (e.g., coaching or
refereeing under the appropriate time of day.

Vhere there anv changes to regular school hours this week? N0

If 'S, how manv hours less? .

187
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Observation of your teaching:

How r\an:v lessons were ohserved (full or part) by vour S.A.? >

For what percentage of your teaching tire was the S.A.
present in the classroom? ‘ '

What parts of the supervisorv cvcle were usuallv

campleted by the S5.A.72 . .
(check those that apply) bre-Conference .

Cbservation

.. Post—Conference

" How was the observation data about your lessans genérrallx recdrdeé
by the S.A. (check those that apply)?

Brief notes Frequency counts

—— .

Tape recorder Others (specify); ' ' R

In general, how would you-describe the feedback about your teachin
that you have been receiving fyom your S.A. to datg?

VERY SATISFACTORY

N

INSATISFACTORY

VERY UNSATISFACTORY

ilow many lessans were observed (full or part) by you F.A.?

In general, how would you describe the feedback about your teaching'
that vou have been receiving fram your F.A. to date? '

L}

VERY SATISFACTORY
| SATISFACTORY - :

INSATISFACTORY

ey YNSATISFACIC‘R!{
R L - . »
Muring the week were there any disruptions during any of your le@\s,
(e.g., firedrill, assembly, nurse etc.)? o
. ’ NO YES

If yes, please describe the disruption(s) :

| Ly CoPy AVAILABLE
| ULE COPIE DISPONIBLE
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-
\

© The following areas involve acquired skills in methods and curriculum that

are potential problem areas for student teachers. Circle the number that
best represents the degree of difficulty you are presently experiencing
during the practicum (leave blank any items that do not apply):

\ No Moderate =~ Extreme
Difficulty Difficulty Difficulty
Managing the classroam 1 2 3 4 )
Individualizing instruction 1 2 3 4 5
Understanding the legal responsibilities 9 3 4 5
of teachers -
Teaching culturally different students 2 3 4 5
Utilizing school and cammnity resources 2 3 4 5
Teaching excepticnal children 2 3 4 5
Designing units of instruction 1 2 3 4 5
Applying the results of educaticnal
1 2 3 4 )
research .2
Assisting exceptional pupils to gain o .
) : 1 2 3 4 5
acceptance in the classroom
Assessing pupils' instructional levels . 5 '3. 4 5
and ‘learning needs -
Using alternate teaching strategies with 1 o 3 4 5

pupils having learning prcblems

s

Applying classroam rranagarlént techniques
that insure positive interaction 1 2 3 4 5
and facilitate learning for children h

Cvaluatifg pupil progress and using this

data to revise vour teaching 1 2 3 4 5
Utilizing appropriate questicnning 1 " 3 4 5

technigques N - i
Designing and using teacher-made tests 1 2 3 4 S

Developing andy/or using instructional

media {(e.g., audio-visual aids) 1 2 3 1 >
. l.,
Identifying goals and objectives 1 5 3 4 5
appropriate to pupil needs
189 —
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o %

?lam:.jng O meet long—terr.ﬁ and short-tem
goals ;

Planning appropriate leamning activities
and experiences ;

!

Building self-awareness %ndbseﬁ-mnwpt
in pupils :

190
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STULERTT TEACHER LOG ANALYSIS

ﬁ-'\\

‘Yeek

Identity
“Teaching Assignrent:

" rades taught
r

tumber-of lessons

Teaching time

Supervisian

school hours
CObservation:

Lessons by S.A.

Observations by S.A.

’Superva.sory Cycle Score

Observation Data A

a

S.A. Feedbacl: Quality
Lessans by F.A. 0

F.A. Feedback Quality

5.7. Areas of Difficulty Score

h.

(min.) = h.

"

tlotes
F.C.

T.R.

-
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PRACTICE TZACHING QUESTIONNAIRE

This scale has been prepared to allow you to 1nd1cate how you fee] toward the
practice teaching experience. Please answer every item. For each statement
draw a circle around the latter which represents your own reactions, in the

area 10 the right of each guestion.

SA - if you ﬁtrbng]y agree

A - if you e

U - if you are undecided

D - 1if you disagree

SD - if you stronglf disagree .

ine which actually represents how
and honestly.

Remember, the only correct statement is ¥ +
you feel. Do not hesitate to answer, franklj

1. A student teacher should be permitted

to take SA A .U D SD
over the class any time he/she is prepared.. . ‘

A student teacher should not be Ieft‘alone ; SA A U D SO
in the.class‘ _ ‘ _

The student teacher should be permitted to teach SA A U D SD

during the first week of his/her practicum. If

W

Cad

orepared to do so. i .

£

Conferences between the student teacher and R SA AU D SD _
supervising teacher should be initiated by . '
the student teacher.

(6]

A student teacher should conform to suggestions "SA AU D SD
of her/his supervising teacner. )
5, the supervising teacher should permit the SA A U D 7 SD
studentrteacher to operate free]y‘so he can '

express her/himself as a teacher.

The supervising teacher should explain the SA. A U D SD
best way to solve any problem that might arise

during the student teaching experience.

8.  Much time should be spent in conference SA A U8B SD
discussing the methods and communication '

to and from pupils. ‘ ’ ‘ =
3, The student teacher shouldrnot criticize . SA A U D %D
the supervising teacher.
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ES

10.

1.

12.

13.

-

15.

16.

17.

The student teacher should not critize

the school facilittes.

Not more than 10% of the t1me during- the

ent1re experience should be used by a student
teacher,_ to check attendance and other "clerical”
tasks. :

The student)teacher must be given the opportunity
to plan~and execute his ideas e&en if they
disagree with the supervising teacher's ideas.
The student teacher should take thie initiative

to seek out the available material to supple-
ment his teaching. =

14 The Student teacher should be 1ntroduced to

the class as your other teacher" or "my
assistant teacher" rather than as a "student
teacher". . .

The student teacher should assume féspon{%j
sibilities gradually under the guidaﬁce 0
the superyising teacher.

Hopeful]y,‘the student teacher will assume
the supervising teacher's entire schedulg
during the school éxperience. ®
Student teachers having assume the teaching
load shou]d be on their own but informed

as to where the supervising teacher can be .

reached if needed

¥
- ‘,‘3\',».
t w
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SA
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U D SO -
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CALCULATION OF PRACTICE TEACHING AGREEMENT SCORE

i

Ident};y Number ) v Week Y ‘ ‘ .

—

Scorfng: S=SA, 4<A, 3=U, 2=D, 1sSD o I

8

. \‘ SCORE DISCREPANCY '
- SCHOOL STUDENT SCORE

ASSOCTATE . | TEACHER

ITEM #1 o L &
~ o

wlwiotuwlrfw
!
/

o

O

10 ]
1
12
13
14 e
15 ' B . 7
17 ‘

TOTALS ' T @ e

PRACTICE TEACHING DISCREPANCY SCORE =_'—(—”i68——-— a - "(B)

PRACTICE TEACHING AGREEMENT SCORE = 1 - (B)=
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