—

) Documen.ts acquired by ERIC .include many informal unpublished matenals not available from other ;‘ources‘ ERIC makes every
cffort to obtain the best copy available. Neéverthelcss, items of marqinal reproducibility are often encountered and this affects the

DOCUMENT EESUHE

ED 142 707 08 CE 011 430 -
AUTHOR Ehresean, Nérman D.; And Others N
IITLE > An Inservicé Program for Vocaticnal Teachers of the

. Disadvantaged. Handtook. . b
INSTITUTION . Western Kentucky Univ., .Bowling 6reen. Center for
career and Vocatiional Teacher Educationt

SPONS AGENCY Office of Education (DHEW), washington, D.c.

BUREAD NO #98ARS0100 - .

PUB DATE Dec 76 o7 ‘ <

GRANT GCC-75C-0437 \

NOTE 323p.; For a related document see CE 011 472 ; Parts

may not reproduge clearly due to print quality of the
original document

EDRS PRICE’ MF-$0.83 HC-$16.73 Plus Postage.

DESCRIPTORS Behavior Problems: Eehavior Standdards; Classroomr
Communication; Curriculum Guides; *Disadvantaged
o Youth; *Effective Teaching; Group Dyramics;

*Inservice Teacher Educa{ion: Pcst Secondary
Education; Role Playinj; Secondary Education; Student
Teacher Relationship; Teacher Behavior; Teaching
Techniques; Vocatioral Education; *Vocational
Education Teachers
IDENTIFIERS Kentucky >
ABSTRACT , ' :
A product of a research project designed to improve
th2- teaching effectiveness of vocational teachers of disadvantaged
- studar+s, this handbook includes the specific procedures and
‘materizls that can be utilized in ar irservice ‘frogram for vocational
tcachers of disadvantaged youth. (The final repcrt of this project 1is
contained in a separate document.) The program i divided into six
instructional sessions .with each session encompa .sing two areas of
study: Aggressive behavior, classrocm interaction,- withdrawal
behavior, classroom management, supgorting behavior, teacher”
language, reciprocating behavior, instructional concepts, closing
behavior, group processes, theory, and role playing. The handbook
con+tains all the informational notes, directions, and practice
exarcises necessary for each session. The facilitator's guide is also
included in the handbook and contains uirections, teaching aids,
workshzet and transcript answers, and source of materials information
for cach of the.six sessions.-The units are designed so that, with
minor procedural modifications, they can be studied and completed
either during a scheduled inservice meeting or ty an individual at
home. (BM)

\
e

- »

r

. -

oualitvl of the micro'fiche and hard,cc_>py reprodiictions ERIC makes available via the ERIC Document Reproduction Service (EDRS), ~
1s not responsible for the quality of the original document Reproductions supplied by EDRS are the best that can be made from ~

jinal, .




ED142707

An Inservice Program ) -
For Vocational Teachers Of The Disadvantaged

t ' Handbook . .

Research Project In Vocational Education
- Conducted Under .
Part C of Pyblic Law 90-576

k-

" - DESTCOPY AVAILABLE

Project No. 49BAH50100 T -
S : Grant No. GOO-750- Gasr?

{ . -

The statements or contents of this handbook do not |- .

necessarily reflect the views or policies of The - . ) .
U.S. Office of Education, Department of Health,
A Education, and Welfare.

. . - <
» K] .
. : Norman D. Ehresman
‘ ) gohn F. Hanel
Betty V. Rabertson .
Center for~Career and Vocational Teacher ‘Educadion
Western Kentucky University
Bowling Green, Kentucky 4210]

o . +
A * at™
" e

O
e 0 % N
December 1976 M s e o e .,

O
"
v
0
1]
O,(




PREFACE

This handbook is the result of a reséarch project,

~

""The Development

and Validation of an Inservice Program For Vocational Teachers of The
Disadvantaged”, conducted by The Center for Career. and Vocational Teacher
Education at Western Kentucky University. The project was funded by the
U.S. Office of Education, Department of Health, Education and Welfare.
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A vast-majority of the material presented herein has not been

4

authored by the researchers and has been so indicated.

A complete list

of the source of these materials can be found in the Facilitator's Guide.
Since materials had already been developed which presented techniques
and concepts desired to-be incorporated in ,the inservice, our task was
mainly one of locating these materials and nmk1ng modifications, where
necessary, for convenient presentation .

Since the inservice was conducted in six sessions during its develop-
"mentzin the research-project, inservice materials are thus separated
accordingly. in Supplements A-F. The materials presented in these six
supplement° contain all informational notes, directions, and practice
exercises necessary for the inservice part1c1pant to'work through a par-
ticular sectiorn. The supplements have been desdgned so that with minor -
¢ . procedural’ mod1f1cat1ons, a supplement can be studied and completed either
during a scheduled inservice meet1ng or uy an individual at home. '
The last sect1on of the handbook, tﬁe Facilitator's Gu1d° (Supple-
ment G), has been developed to aid the inservice leadér in cohducting the
* ipservice program. This supplement contains directions, teaching aids,
worksheet and transcript~answers, and source of materials information for
each supplement.

It shodld be remembered that the ideas, concept, techniques, and
_manner of presentatwon are nothing more than suggestions. The inservice
facilitator is encouraged to make those modifications and changes neces-
sary to best meet the needs of the inservice participants.

-
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Overview . . ‘ - .
5’

Directions * . h oo h

>

)
"SESSION 1

& 0 L3

oy

- -

Session I begins with the film "Aggressjve Béhavior". The film presents
examples of aggressive behavior sometimes exhibited in the classroom by . .
the teacher or students. A worksheet is utilized to aid viewers in recognizing .
and controlling aggressive behavior. : .

-

< -
-

“Classroom ‘Interaction?, containing four subtopics, ‘has several helpful
methc us to bring teacher and student into a more comfortahle learning environ-
ment. The first subtopic, "Using Student Ideas”, suggests six methods for’
acknowledging or acting upon studeiit ideas. Another subtopic’, "Lesson
Organization”, helps a teachér understand the fundamentals of an organized _
lesson which contributes to the ease cf learning for the students. The subtopic,
“Praise and Corrective Feedback", helps the teacher become familiar with verbal, -
non-verbal, and -token ways of commending students and methods of facilitating
incorrect student responses into a positive learning force. The last subtopic, )
"Questioning", suggests various levels of student questioning procedures that )
can be used to test the cognitive development of students on subject matter. -

-

_ _ — e -—— -

I . - — - 3

o] s
This supplement contains two sections entitled "Aggressive Behavior" and
"Classroom Interaction". “Classroom Interaction” has four subtopics.® In -
each section you will be asked to read and study the written information. -
Where -transcripts or exercises are provided, you may complete them either .
individually or in small groups to test your learnimg comprehension.- Below_.you
will find thorough directions-for the completion of each section. Read the
directions carefully before you begin, to insure successful completion of each
section. Be sure to check the answers with the facilitator. '
b}

k)

”~ >
]

~r b

Aggressive Behavior * .
- - Read and study the definition of "Aggressive Behavior".
-, Complete in your own words the Pre-Viewing Activities.
View the film. :
Work in small groups to complete the worksheet exercises.
From film observations, complete the Post-Viewing Activities.
Check your answers td the Post-Viewing Activities with the Frogram
facilitator.. ' ’ ’
Read, study and provide the necessary information for the exercise 4
in the section, "Some More Thoughts About AggressivesBehavior".
., Review one of your classes and do the section “Now Use The Concept

* For Yourself ) ’

Be prepared -~ discuss the above classroom activity in the next session.

’ ©
A




-~ Using Student Ideas

3. Chechiyeur answers with the group factlitator. ~

“2. Supply: the necessary information for the exercise "Praise”.
.3. Do, the matching exercise "Corrective Feedback". -

Classroom Interaction*,

L . -

-~ k)

: »
! . ! & .
. » . . ’

1 Read an stuoy the 1ntroduction "Using Student Ideas. in Teaching
2.” Conclude this subtopic by supplying the necessary 1nformat10n for
the transcript, "Using Student Ideas".

1o

’.

Lesspn 0rgan1zat1nn Y . ' .l w
-T. Read.and study the \ntroduct1on "Lesson 0rgan1zat10n In Teaching". ' )
.. 2. Read an dy-"Teacher Behaviors Inyolved in Lésson 0rgan12at1on" “ :
3. Follow. Yy directions.given and work in small groups to comp]ete the
: transcript “Lesson Organization". .
4. .-Check your answers with the group facx]xtator .t -
. 'Prgxse and forrective Feedhack L q

1« Read‘géd study the 1ntroduct10n "Praise and Corrective Feedback 1n . :

Teaching”. «

4. Check your answers wvth the group facilitater.

L]

Questioning .

l. Read” and study the' 1ntroduct1on "Using Questions in Teaching" ..
2. Read*and study "Classroom Interaction- Questioning”.

3. Complete the transcript "Questjoning" in small groups.

4,

Check your answers' thh the group facilitator.

* The source of materials indicated throughoyt the supp]ement may
DT be found in. tﬁe Facilitgtor s Guide.
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- . AGGRESSIVE BEHAVIOR™ .
’ . o o ol S ‘
AGGRESSIVE BEHAVIOR: "...destructive. er hostile action, ofteh as 3~ -
~ : " consequence of frustration(annoyance; ¢onfusion,
- L - anger, engendered by dging thwarted, disappointed, .

: defeated, threatened)." Edward Hilgard, Introduction
¢ ¢ " toPsychology (New York: -Harcourt Brace Jova-
novicﬁ,.l953;, p. 591, says: . .
"A1T human beings exhibit aggressive’ behavior - for ‘one of two-reasons:
either as a coping response to ar. overwhelming stimulus or as an effort

to gain control over the behavior of anotQ;r.

*

L
1

Every teacher has’a'responsibility to leabm to recognize aggressive be-

havior in himself - and to'control it. My then can he generate '
" Classroom climate thgt will foster security, creativity and accompl¥sh-

Jent in pupils. o ‘ c

i ©
-]

I.  PREVIEWING ACTIVIT&ES S - ) o

Write what' YOU ‘think aggressive behavior s:

14

'Qescribe the visible characferistics: ) t .
3 - ’ * 7 %
I | j; l
—- Y.
L3 F‘ . ¢
. ~
A
' ._ i , ]
11 NON‘VIEN THE fILM: AGGRES&IVE BEHAvrbR .
- ) \' .
o‘ - I A-3 1‘) i : ;
ERIC o
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III. POST-VIEWING ACTIVITIES = :
' / /‘\ . . ¢ Y f/" -

kThg activities to,f611aw will help you_to becoke more observant, to"
further develop the ca,p'abﬂity to Tdentify aggressive behavior. In-
creased awareness should- help you better control your own aggressive .
behavior and.to *Tm_der‘a&and ‘and manage such behaviér in,others, '

- ~

. f ,
.t . ‘e . s - ep’
- - - . ® . L 2 : 9,

I . . N

,‘Stat@ the.definition for aggreésive"b'eha'vi‘or(’zs,' uged in this film): -

[ »
. - .
s] . . 4 . . R N

. >

IV. SOME ME‘JRE THOUGHTS ABODT AGGRESSIVE .BEHAVIOR -

“

.Frustration is a'state of ‘heightened Psychic tension -
as' stated of streds the heightened tension demands release.
Aggression (overt, hostile destructive behawior) , is a.prin-
cipal- (means of tension reduction. R _




TYPES OF FRUSTRATION: The aggressive behavior may be (a) direct action
‘ against the individual or-object that is the source
v -~ of frustration; (b) displaced action against an inno<
. 1§ ) cent .perspn or object rather than against the actual .
. or intangible cause of the frustration. Ernest Hil: . :
) BN gard, Introduction to Psychology, - (New York: Harcourt
'?race'JOVaquich, 1953), pp. 160-85

»

o

' R .

- ’ ' ' . ’
»

’ rd - . L

Think back over your behawvior during the last week.- List f}ve things you N )
didaEhat you woukd-now label &s aggressive behavior. T

, -
4

. T

- * B Lo ' 3
What.caused vou to be aggressive? oo
> : -
. - .
— . a N b ” .
"% Aggressive Behavior ‘. . \\ Causesgp \
: ' : \ )
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Ve NOW USE THE CONCEPT FOR YOURSEIF

.

‘e

Choose a class period which you consider "difficult.”" -Look for three

instances of your own aggressive behavior.

period fill out the cha-t below.

2. Récord pupil rasponses (Column B).

3. Fill out Columns C and 0.

Imnediately after the class

"1. Use.Coltmn A to describe your aggressive behaviors.

Column D ésks you to consider how you could haye acted differently.
Remember. you can do more than "bite your tongue.". You can plan

ahead.

You can take the trouble to establish relationships or

activities i which conflict or tension is reduced;

(.

OBSERVATION SCHEDULE

B
- Teacher Pupil
Behavior Response
-
<’ ’
INSTANGE 1 ZCS Opqp
Hostilities

A Withdrawal

¢
Why Was
I Aggressive?

D

How Could I Have

Acted Differently?

—

A’Otﬁer

Mostilities

ZCS Withdrawal

Iy .CE 2 ZQS Open
: Hostilities
: 22§'N1thdrawal -
ZC& Other
INSTANCE 3 ch Open

[CSHOthen‘
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, USING STUDENT [DEAS TN TEACHING* .

It is sometimes very hard to usé stuEent ideas. Though teachers are
useally well-meaning they often squelch student responses; it is easier to @
correct a wrong answer immediately or get information yourself than to~go
through the often long process of helping the student find the enswer him-
self. '

To use student 1dé§§ effectiQe]y. one ﬁust make a commitment first
to the value of having students}express, d{scuss, and respond to ideas put
‘forth by other students Jhd by the teacher. Fundamentai. then, to usigg ¢
stuﬂent ideas 1s.ah_attitude of respect for the students' ooinions, beliefs,

.and interpretations. This kind of respect 1s seen in the behavior of the
indirect teacher, as defined by reSearch workers who have studied teaching
styles. It is the indirect:teacher who fis moﬁe prone to use student ideas,.
gjsggss,sfudent feelings, and praise and encourage many different kinds of |
student responses. In general this is the teacher who does not do very much
lecturing or exert undue direction 1n a particular learning situation. The"
principle which we he]ieve to be true {s that students of the teacher who
uses their ideas often are likely to achieve higher and like school better

Jthan.students of the teacher whu does not use stddent 1deas:
In a ]esson designed to elicit student responses of one sort of another °
we believe th>. the teacher can use the students' ideas by responding to the
student in one or two different ways. The first way is through acknowledging
ideas. This general category seems te be composed of four subcategories .

of teacher response. These are:

* (a) 'simple acknowiedgement

(b) reinforcement




R -1 L

(¢) restatement

(d) summarization.
The secoqg way a teacher can respond is by qqting upon student ideas. This‘
category of teacher respoqse seems Ep be made up of two subcategories:

(a) application , -

\ (b) comparison. .

These different categories of teaching behavior aretelaboraftd on below.

o .

Acknowledgement

Simple acknowledgement: The first way to acknowledge ideas is through

.simple verbal statements such as "I Qet it," "I see what you mean," "Do you
all see what he means?" etc. Thus no evaluation of thée~idea is given but
the basic elements of the idea are acknowledged simply for the studeﬁts:

Peinforcement: A second way that a teacher may acknowledge a student's

idea is by reihforcing that idea. ﬁﬂg may say, "That was a good idea,”" or 4
"Thai's interesting." etc. Reinforcement may also be given to part qf a

student response, such as wﬁen a teacher saysl "Well, I'm not sure that's

all relevant (or accurate), but whsf you said aéout his motives is worth)

consideripg carefully." In this way the teache} focuses and selects certain
aSpect§’of ideas that are worth working yith. Putting a student's ideas on

the board is reiﬁforcement by-giviné him pub]ic récognition.

"* Refnforcement of student 1deas follows well-accepted practice for
the shaoing ‘or continuation of certa{n kinqstof Séhavior. In the caseepf
shaping, reinforcement may.be uséd to produce a higher cognitive Tevel of
verbally stated ideas from students. Shapihg takes)place when the teacher ) "% .
selects .and focuses on b61y parts of stydeﬁt 1Qeis} conveying the iqfdfmation

Ahat what will be reinforced are only task-specific-kinds of ideas and - -

o
.
- ES

-~

A8 4, :
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opinions. .Studeant behavior can, of course, be maintained fhrough the use
of reinforcement of ideas. When students(;ré assured that ce;tain of their
behaviors will be greeted by a positive kind of teacher response, then the
Tiklihood that those behaviors will be repeated is increased. Should the

&r .
teacher stop reinforcing the production of these ideas one can anticipate

a drop-off in the fre;:ency of student responding. Adso, should reinforce-.
ment be given for any ideas the frequgncy of divergent requnse;,ﬁay be.
increased. This may be good, or bad, depending on ;hé goals 6f ;he lesson.
Certainly the convergent(responses c§lled for in one gipd of.llssgnfyould

/be poor quality responses in other contexts. .

Restatement: A third way that a teacher can acknowledge his students
1deas is through repeating, modifying, rephrasing, or putting ideas into
other words. These are all possible ways of recoqqi§1ng ah idea and show-
i;g it; ?mportance. For example, suppose a student said that "Ame;ﬁéa's<
withdrawal from Vietnam is being conducted too siowly." " A teacher can
acknow]edée Fhe idéa~5y respondihg as follows: “Yoq say the withdrawal, is
being ‘conducted too slowly," or "You %hink withdr;wa] isn"t fast en&ugh? "
ot "So: yad're saying that Ame}ican tro&ps should be brough} home soon,"

. etc. By using any of these techniques--repetition, modification, rephraf-‘
ing, or qsing other words--the teacher is g;;nowledging thé'basip idea. .,
He is either resHapiﬁQ the idea for use in some way, gr putting it into a
foFﬁ which in his judgément wou]d allow better use. Or, the teacher m&y
merely be resEating the {dea in otder to enhance its va]idjty’as an idea

L 3

to be used in further discussion.




| \ ledgedrby a teacher is through summarization. :Either a single idea or a
set df related ideas may be brought together by a teacher or student in
some summary fashion. For examp1eﬁ a teacher may say, "Then you believe
. “that (a) we should conduct the experiment, (b) we should use beans and not )

carrots, and (e) we should all take turns watering.” In this way the

L4

- é
A Summarization: A fourth and final way in which an idea can be acknow-
|
|
|

teacher is sumarizing a discussion by a class and has®brought the set of

B .
ideas into focus. -

-

Acting Upon Ideas

-

A second major way in whxch student 1dea§*and responses can be used _
‘is, perhaps, the crux of what-we mean by using student xdeas. cThe teacher }

reSponses -noted above acknowledge the idea.” The teacher responses to be

' . discussed below actually act upon ideas in some fashfon. * ' i
Agglicatidn: The first of the ways that a teacher can act upar!an
idea 1is by application. For example,~a teacher might say, "Okay, go do 1
‘1t." or "Let's follow that line of thought and see where it leads us," or |
"What's the next step7", etc. Each of these examples are verbal statements
.. by a eacher that forces the-student or the class to take the next logical -
steps: applying the ideas which have come forth.

50

f ‘ bmgarison' Qne other way that a teacher can act upon students
ideas is through comparison of ideas. For example, a teacher may say,
“How does your statement compare with Stanley's?" or "Wasn't that what

Deborah had to say?" or "Would Thoreau have agreed thh that interpreta-

. tion?", etc. ‘Another way an idea is compared is with the facts. Thus a
teacher may say, “Is that really so?" or "What do some of you others think

of that?" The intent is to examine the ided in comparison with other e

v ' o
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- - factors. As long as ideas are being examined and compared they are truly

|
|
\
l
being used. If the st&dgnt fdea gets lost, or the teacher imposes many of - ‘
|
|
|

: his own ideas on the situation or discussion, then it becomes simple lectur-
" 1ing or teacher talK or one kind or another. » .
. . |
- “) ]
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TRANSCRIPT ’
USING STUDENT IDEAS* © e

N -

Directions:- Below is a transcript of a classroom discussion.

Each ugderlined teacher behavior is an example of

one of the six categories of "Using $tudent Ildeas."

In the left margin, identify which category you feel .
is being illustrated. Llsﬂ‘fwcategory for each +
underlined word or phrase.

N
N
T Recently two 011 tankérs’collided %; San Franc;zzo Bay,
and.they'made a huge oi7 spill. What do you think ybu _
i o céﬁla do to deal Qi%h the problem? What do you ‘think? Jay?
(children raise hanijs) .
0 St Clearup the bird{. - ,
ig; T: [Clean up the tArds? [Okay{ [writes on the.board)  Let's get
that. ‘What else? What would you do to deal with tMis
problem of’oil-spill? ' 7‘ ' 1
\‘S: Probably ;énd some rags or some stuff down there so they’ q )
f . could sop it up -
(4) Tj-lgﬁﬂl_’ {asks for hands) V1rng1a? ‘ ‘
L ‘ ’:S; You could ‘make a,mach}ne that could... make the oil‘g&
éway! Tike, suck it all up and leave the water there or
, , something, - | -
}» g; |Kmd of like a vacuum cleader, you nean?] M‘it_ég_tm_bga_g!_)l
S:. Yeah, o i
T{ Don 't they have something 1iké that? 'Doﬁ't they have 8.
vacuum cleanef? ‘ . ‘ . )
% S: ‘Yes{ F think they do, but ié's not very ‘uh... :
. gg; ' T: {You don't think much of the éacug@ cleaner? {So we could ;ggg ,
better clean-up machines, is _that what you mean? V\rginia?
o (9) g: Uh-huh. [(teacﬁerfwrites on board)]
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. T: Murray? ; ‘
\ »!
S: 1t'11 make more money for the taxpayers if they do that
(o) {You don'& 1ike the idea of a better clean-up mach_ine‘
Why not? ~ - l o ' Rt
h ‘S * Cause it'd be more for :he taxpayers to pay. That'd
i - i make em ‘pay more taxes. . _
) (”)1 T: |what do you think? Frap kﬂ ' _ L i}
- - S wen why shouldn'tl the taxpayers just want to have it .
» " . cleaned up -just as mucn as any other person7 They all
i "~7 pay taxes wh;_don 't they just pay more taxes and’ clean
'1t w? L. ’ ' z o
ﬁ L 2) ] T [What do you think, Hurray? Do you_like Frank's_idea?d
why" Jay, do you have sqmething to add to that? ’
' S: " Well, no, but they could use mechamcaJ machmes to X
ggide the ships .throughﬁ instead of relying on the captain ’
S ‘ ) to steer it. R
’ ] {}2; T: [Okay] [(writes on board) Oh, somebady"s excited.. uhat:
§ N was that? Wanda? T
, , ' 25: They coulds have people lookmg out over to makn sure that
| ‘ there is, there isn't no sh1ps coming the other way SO
) ‘they won_'t crash into each other. . -
T: You Tike that? ’ 3
° S: Uh-huh. . °
- T:‘ What do we ca\l\l‘ \them? 5 *
) “ S: Watch-euts. {
(18) | T: [what should I call them -- watcn_outs;’l uHrltes on boam)‘
i (e S: Yaah N R
o * |7 A Fignt. Steve? 21 L | 5
A A-14 , N




L%

w —— - |
|

(22)

(23)

(24)

- (25)

‘# S: Well, unless somebody invents a dev-, a motor or something’

-~

'St Why not just stop using of1 in this country? o Coe

IR Oh [What do you think (hands) [You've got an 1dea thereJ'

'S: 1 disagree because look at all the cars there are in-the
United States and think of a1l the people that work for
0il companies and Took "how many - people would be out of jobs.

|Mar1e ywmwﬁw.
S: Hell, 1f they do that what will the ships be using and

e —
P
[—
—_—

hhat?l

most people use it every -day in different ways, too.

T' [Steve, what was it you suggested 17 T

S: Why not stop usmg 0il m this country.

T: |You still don't, oh, Jeff, you'still don't think that's
a_good idea?] You're shaking’your head.. (hand) Jay?

to drive cavff that had no moving parts'. you colldn't
/,- ' ’ - :
omit oil.

T: [Steve, it' sjour idea, you want | to z;.j o
S: Well

. .

what about in Smaller quantities? Do we- really need

as much as we have right now?
T: [Jéff, (point'lng at_Jeff)_would that satisfy yoy - gxgn still
lTook a Httle .. p

S: I don't know because there would be lots of people still

]

out of work at the oﬂ companies.

T: [U\-huh]
S: Why don't we just use pipes? You know, we use them but

-

Tim? K - :
why don t we put double pipes over themsyou know ...

T: Lnstead of gutting the 01 in tankers?

S: Yeah?

272.
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{25) T: (M _right} [le;:'s get Stev'e'srideﬁ_up.:nerﬁ.'firs.,t.l-- that N
2-7) was to ... ) o . C
s [5: Stop. using oil. o, . .‘
(28) {1: (Stop usmg 0i 1] Lour idea mxs Lmsteeusmgt‘rﬁgm, ""

T (29) A
L {38y st 1£?] And to use plpes [( puts on board)

S: We use mpes but only we need double pipes in case their, i

inside p'lpes break. .

.
(31) IT¥ Wat your idea tg stop using tankers to_carry ail? *
o S: Yeah. ‘9 _ _‘ ' N e v :
(32-)~ T: 1Nh‘at .c‘io:_you th}nk.of that? (points at Jay) - Jay? :
) S: Wel}, if one's going ‘t break, the other one's going go'

3

break, nhre or less, like if an earthquake or something, -

- yuu break both of them, not just the 1nner one.

« [s: “Yeah. -7 o - . ) .

(33) {T: {You like that idea, Wandal] | o

( S: No, 1t n break The pipes’ N break.  If you have an B
I ' earthquake--Just Tike he s talking about .A T .
L T: {points at Jimny) . Jimy, you have a notion . o

S: Wy don' t we use a plane to carry the oﬂ?-{
T Marle?. - ' |
S Can't ’the; but a plastic one?'

' (34) [1: [Plastic whatd! - .
S: Tube, to carry the oil in. | '
T

(35) |7 M\at do you tnink?l Why not-- you don't -- you're shaking

your head. i 4.
S: They'd break, they'd break easier... than the pipes they're

using now. | -

(36) 4T |§teve, you ook’ puzzled) 23
T = A']5

o . T
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S. It wou]d-bg“as strong'as metals like they would use because
it'd-be a lot more brittle. (Hand is raised.) \

T» hqy? , - — T T i _
S: Hell; if you're goin§ to hse flexible plastic it wouldn't'
have to be strong--it'd give w1th the eafthquake or some-

thing. e

0’ ° ”~

;,T: JAT1 rigth;we have [two ideas here now. Oné waﬁ tq_u;e_ s

plastlc pipes and: one was _to use plane; llwasn t your idea

to use planes Dave LAl riqht]l]et s_get this_up.] y -

~ ~ ™ .
s . ’ Pl

s

We've moved on mow from.your ideas and we're trying to- see a
¢ . - T

what it is you've thbugbt up. [_gh'f you see_how some of

these have the same gehéral 1dea .about_them? | Steve?

S: What about’the 1ighting ships and the guide ... o
7: Oh, that's it. |Now how do these fit’togethery

S: well the 1ight would helpAthe guide to watch.

(Teacher points to board as she talks’) s

g e ¢ c—

éil tankers still but making their traffic safer All rig__

Let 7S see--I 11 put down “OT*" so You "n know that it's a

safe oil tanker. Okay. Lightlng ships. then, would | be a

7
. safety factor | |Are there any other safety factors?) Virginia?

The watch-outs.
Yes, watch-outs. What else?

The foghorns. C K B s

-t T g v
L X - on - a

Foghorns? MWhich one is that? “Mere we go ...




{46)

(48) |

|

3

-§H-Ne11. stop using of1-7t's kind of different from all the

T: (!gvhgygﬁfirst ideas to make the tankers.safe, to make:the

T:

T: [Ihls is going to.do away_ w1th the wholeAproblem. 1sn t 1t?

S

:for ciean-up.| ZPoints-to question }edarhihg Aot using 6i1.)°‘

(Tﬁf‘1s this 1dea? Nhat;bIg 1dea does this have?|, Jay7

Y

traffic safe.

(4]

others - .

Yes. and- how is it d1ffenent7

o

It's not us;ing 011 p&riod, and it's Just not like the other

ones--they al] have using ol and~thatdqne. it ;us; says

)
prevent1ng

?

<

-~

~

P-4

Then if there is an accident 160 have_ideas

‘of 0i1 spill.

be an accident.

of dTean-up--better cleag-upxein case ;here is an accident..

So-we_have_the_idea of safety, so_there won's

«(Categorizes qn boa}d ) -We héve the .ddea

And this thxrd idea’ you had was to do away with 011 so

that there wouldn't be an accident at a]];j

.
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This sectlon 1§ deslgned to provlde a teaching supervisor with
some practlcal suggestions about 1ntroduc1ng organlzatlon lnto teachlng
lt Should ald ih d1scus<1ons of teach1no. but s not meant to be exhaus-
. " ‘tlve. merelprnovocat1Yez The accdmpanylng Pratocol materlal is meaﬂt
. to stimulate aiscussion. Vlewers of"that Ptotocol should formulate * ;
" their own plans and reach tnelr -OWn conclusions about the use<of orgaht-

1 - " @

|

l ., 2ation in teach1:; The material that - fol lows s to .aid the supervlsor
L’ in lead1ng dlscuss1ons whlch wlll clarify the use of organlzatlon and -
F al"the student in understanding and‘analyzlngsthe concepts 1nvolved

so that the pr1nc1ple 1s-better mastered The ptinc1ple may be stated .

' ' }; follo;s when a teacner is perceived as a good organizer of the
learnlng env1ronment it 1s l1kely "that .there will:be an 1ncrease in v

student achlevement and that students will develop a more posltlve

O

Ay

att‘tude about the' class and the competency of the teachee* \
', 1‘L’ L The major concept to\undgrstaﬂd 1s that of’ lesson organlzatlon -
He conslder the term “well organized" to be a rating given to a teacher
‘ ' who exhibits some or Many of the chgra cteristtcs descrfaed.below.

IR ' ' Though it.sounds obvious, the :sacher-should 1nsure‘that-a lesson

. starts off 1R the desired dlrectlon One way to do this is to review
previous mater1al and set theé’ stage for the current material. ln“thls‘
way, perhaps-the structure of the curriculum can be made more expllclt .

. “for the learrer.’ Revlew1ng and prevlewlng actlvitlec can accomplish

v this job. Supsequent 1nstruct1on can sometimes be aided by the use of

-
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a sceries of lower-order questions. These questions provide feedbark
to the 1nstructor about the level of knowledge in the class so that

1nstruction on a topic may be geared to the right leve! of understanding.

.

. This could, potentially, give rise to ratings of the teacher as a “good

’

explainer”. Part of that rating is based on the abi‘ity of the¢ teacher
to conmunicate to students at their own level, one of the clarity di-
mensions which also indicates organization.: ‘i

A well organized teacher insures that the subject matter k2 is
concerned with-is the major focus’of discussion. Thisi4s called task
orientation' AIt is appropriat° to be ta§k oriented at the bedinning
of>a lesson such as when a teacher calls students to attention, or
says "Okay, let's get busy now." Durfng a 1esson, task orientation is
reflected in teacher $tatements like "You're getting off the subject"
or “Let's go ori if we can,"-etc. Task oriented behavior need not be
rigfd adherence to a curriculum nor should it prevent some horsing
around at the beginn1ng of a lesson. It merely is teacher behavior
wh1ch insures that sone semblance of bus1nesslike teaching and learning™
takes place over the long haul. R

Another way to show organization in the beginning of a lesson is

io present to the students organizing concebts around which they can

integrate the subsequent presentation of material. For example, 1f the

lesson were on myths, the teacher might ask students to apply what they °

1earnq:rom certain common and recurring mythological events to the
stories about the lives of Buddha, Jesus, and Lincoln. Or, students.

may be asked to look for the signs of royal birth, qssassination‘ hard

H
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trials, etc. in religious, political, and industrial folk heroes. Or, .
simply, .students may be Ssked to compare the mythical_.elements in the

1ife of King Arthur with the known events in his life. Though the firm

of the advance.organizer might‘yary. when it is used 1t _can provide '
structure for the student. It not only shows the teache; as wed1 organized

but also helps organize matérial for the student. -

)
G

Another method of showing organization at the start of a lesson is

to explicitly state the aims and goals of the lesson. Thus, rafher than

plunging into a lesson or starting with a statement 1ike "Today we'll

L 4

ta]k\of the French economy," a teacher may begin by stgting: ‘
"After this discussien and t;lkcyou should be able to siate
thrée of France's most importaqf imports aéd:three of her
mos t impdrtanf exports. Furfher. you will be able-to list
the four countrigs n@st dependent on France for market{ or
;or goods. Finaily. }ou;should be able to write of the
effects on the French economy of .the European Economic
Community."
These behavioral objectives inform the student,pf exactTy whal'iu
expected of him for this lesson. A teacher who can‘;tate such explic.t
goals and then provide a lesson whieh éccbmplgshes most -of thse goals
for most of the students ‘is g}trehely well organized. |
Part of what is meant by "well organized" is the ai; of efficiency
which permeates a class where the teacher is personally highly organized.
Personafihabits like h§vidg'g;étures to 11lustrate a topic, Or using an

overhead projector to shou\graphs or other important material contribute
} .

(-
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to high rating of the teacher's organization. Otier aspects of

Qgrsonal organization $how in the teacher who knows how much time to

spend on one topic or with one student before moving on. It shows in
having papers graded on time and tests returned with ?nformat1ve
feedback,~rather UuﬂLjUSt a grade. The hjgbly organized teacher anti-
cipates many of the needs dhith will arise during a lesson, prepares
ljsts of extra readings or asSignments in advance, and Qos referenoes
handy in order to respond to any student requests.

During the lesson the organized teacher, with clear goals in

mind, can signal the end of one segrient and the beginning of another.

in this way students are provided with reference po1nts so that they

may know where the lesson 1s. in light of where it is going.

©

Dur1ng the lesson the teacher can also emphasize 1mportant aspects

of the material. Cither verbal emphasis like "Now this is iMportant.”’
or visual emphasis such as listing key words on the board can'be used.
When enmhasis 15 given to the material that really does count, the

&

" lesson is usua1]y perceived to be task relevant, targetted d1rect1y

on course. etc. e a ’
A rating of thedorganization of a lesson is also greatly affected

by how the lesson ends. The inclusion'of a Summary in the presentation

of material scrves to tie up the basic lesson content aod again show © ;

the structure or flow of what oas been presented. ’, ' ) ’
If ques;ioos were asked of the studeots at the beginning of the

lesson to serve'ds organizers, then by the end of the lesson they

should be answeregs

&
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When objectives are reached, ¢ lesson or lesson segment should be

ended quickly. There is no nced to elaborate and dwell on material

o

which has already been mastered. The well organized teacher knows

when to stop. ' -

Organization is also in evidence when deliberate attempts to tie

materfal to other aspects of the curriculum are made. Thus a teacher

'miéht,note that a 1essonton the French economy can tell us ‘things
about national economies.jn general; or that theastudf of,ther;rench
economy points up._the 1ﬁterdependencg among events in man made systems,
whichvis analogous to the 1ntekdependence among ngnts in‘natyra]
sy'*ﬂms. like the water cycle, etc. These deliberate attempts to tie
a lesson to other courses or to mater1a1 that was presented earlier or

1s yet to be presented “anchor" the lesson and provwde for the'student

“the widest possible assoc1at1ve~net. Tnis anchorlng is also part of

uhat we mean when we say a teacher is "well organized o
‘ T
- A11 of the above kinds of teacher behavior contr1bute to a rating

of well organized for teachers.

e o e T
f
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S Teacher Behaviors Involved In o o
Lesson Organization : ’

-

Components : o h .

¢ -

. el) QSpecification‘of Objeckives- clearly stated objectives
for a lesson. .

2) Review~ context for students®to organize the events
which are to transpire. ”

> 3) Task Orientétion— bringing the classg to attention and
maintaining attention throughout the lesson.

4) Signals of Transition-'words and actions that tell one
part of the lesson is ending and another part is
° ) beginning. ' *

e

5) Emphasis- emphasis upon particular words or ideas to be .
learned. o

> 6) Clarity of explanation
7). Check tqf student comprehension. ¢

8) Personal organization of teacher- businessliké, achieve--

ment-oriented, concerned with intellecutua)l or cog- -

_ nitive content; systematic, responsible, prepared and
poised. :

-
s

- 9) Summary- review at the end of a lesson.

. . R 1

‘ ' . A-26



TRANSGRIPT
LESSON ORGANIZATION

Each of the following teacher statéments is an example
of one of the nine components of lesson organization.
Beside each statement, identify which component of or-
ganization you think it represents.

————--—————-—..—-——-———-—--—_---——-————--—..—--—_...-—-._..—_.--——-_—-—-——_—-—-

1. Let me give.you the definition of a capital good. get
me give you a definition. Capital goods are any gcods
which are»man made, which when used are not themselves
used up in the process.

- e - - MENCCCCRRDUC D DRGEREDS TSNS m e S W S S e W o -

2. - Okay, fine, alright. Now, if we tried to explain
. McCarthy's defeat, could you now be able to g&éi several

factors, uh, let's say three factors that explain why
he goes down the tubes ultimately? Is that clear now?
Okay, not clear? Alright. Suppose we put it jn the
framework of this kind of a questiqn.;'ﬁhat eie

3. Okdy, today we have begun to find pué who helps the
President in solving the problems'he faces. You'll find
out tonight-in your homework assignment who these others
are and what they do to help. Tomorrow the class will
hear the reports from yéu youhgsters who have done the

research. Do you have any questions? o




[}

You should be able to, "after this.iesson today, tozlist j
~ a number.of surpluses and to be able tu tell which one is ]
most important. In.addition, you should be able to define

capital goods and social overhead capital, ‘

Alright, good. Cities of Refuge were cities‘;et aside'

\ fo;: two types of people: th;se who were guilty of uUnpre- ,"I
meditated myrder or accidental dgath. causing the accidentail
death of'soﬁ;one else, and soldiers. Sold1ers who went .
out to fight under ¥ahweh‘s law killed neople. But they
were freé of an¥ kind of blood revenge by virtue of
these Cities of Refuge that Yahweh, had, estdbl!shed Ah,

' actually, what it came down to, the solder out of his

|
|
first month' s pay coqld--he plunked down a fcw coins wh1ch 1
went into the treasur1es of these cities, and that in ‘
effect, I shouldn't say bought him off, but. in effect it

did. It meant. that he was, it was symbol1c of his having 1
gone"to the City of Refuge and spent some time there. So

he was innocent then.

e e e e s i P e e e e e i A D - - - ——— ——— —————  — - 1 —— A -

¢
K Last time in looking at the Ten Commandments we saw that
htherehwas a great ﬁfmilarity betwcen the Ten Cofmandments ]
and Hamaurabi's Code. Todéy we'r; go}ng to go a little .
T S bit further. | s . y \ 1
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Alright, well. we've talked of surpluses and wa'v2 talked

.of capita] goods. now let us take a look at the one pre-

condltion for take-off, which 1s soc1a1 overhead capital,

-—--
LR TN, B e L U

Do you have another example? o
A11 the money we're spending on defense.: ' ’
Okay. ’ "

: “Nhat?

On defense, 1ike, you know, Vietnam. He;re not getting

' A anything out of.that, a buncir of .dead people.

-

Dave, you're getting off the subject. We don't want to get

) fnto the social aspects of fighting yet--we'11l save that

* til we get to our next class. . . , ‘

-
.--_---------q----h-------------------—---------------------------- -------

Okay, then we elaborated on several reasons that explain -
whyaMcCartﬁy did gain the Success which he did, including

this last possible economic ;;ason Earlier in the period

we exam1ned some of the factors in McCarthy s defeat~ And

.o ) on your test tomorrow, causal explanations, either for the
- defeat or the success; it is impossible for me to over-

emphasize, '

ccecooe e T - - - L T T -—— .- -
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Well, let's see if we can find out about some others . -
that help the President. [Teacher raises map to show
list of Fresidentia] helpers wrltten on;blackboaro.]‘
Now here's your homework assignment. You're—to find~

% . o
out what these pcople do to help the President. Do-we I

have some volunteers? o -

And by the end of the period today 'you should have--you
should be able to tell me three, at least three modern
laws that come u]t.mate]y from,the book of Exodus or . 7
earlier, You 11 have an opportunity in your homework

to do more than this, but 1'd like--I think by the end . :I

= B

of the period each of you should be able to idéhtifxB N 1

three modern leoal‘areas. ‘ 0

------------------------------------- ,---------------?-—--.-----’.‘.’l.------J
' . e
. 4

14. So we've seen today some examp]es'of laws which we have
today which can be toaced back te the 01& Testament: ;
workmen's compensation, negligence, laws protecting .

' ‘workers, and finally, of course, and most important, tie

Lex Taliones, the idea that the punishment must be commen- {

surate with the crime. B ¢
15. Right! Right! Now that's crucial to the understanding o
thig idea. . .
1
|
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. 16., - Now, today when we're done we 11 know more about who

. helps the President. to do these things. Now keep this
in mind: th1§e are big prohlems and one man can't do it

AR

all, so there must be ways that he can get help. "Noﬁ'
‘e

we ‘11 try to find out, try to understand what it's 11ke

to be Prés1dent ‘Let's see if we can name some of the

helpers.

17 'Now the homework for tomorrow is on the board, Exodus
33 to 34, The law analysis ts due Thursday and that's

what 1'11-be passin% out now. If you‘]l do that now,

“Brian? dhat I'm going to ask you to do in thl&. I've .
%
listed on these dittoes three columns. In the first
) ¢ .
column I've given the 01d Testament passage ... * *

-------------------------------------

-----------------------------------------------------------------------

[}

19. Okay, now yesterday:our oiscussion centered around the
issue of whetHer one should testify before a Congress1ona}
Connnttee or not during McCarthy'Y time. And there were” |
some main, 1deas that came out that is, factors which
influenced a person's dec1510n as to whether he would

- testify. “What were some of these factors? T




. ‘ :, ’ E ! . .' ¥ ! !
] ° ‘ b , .
----------------------- W-:-----_--—--_--_--------_-__------:------_------,.---------_---------d‘.:-?
o . 20, . “Okay, now we're through with some of the specific”examples,
i . - . some of the smaller examples in*Exodus, and we're gonna
\P . move on now to @ much larger concept, one that is-probgb]y'
T . K the most important legal concept in the 01d Testament.
- , ", That is What's called the Lex Taliones. ,
AY
'~.' - l
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"PRATSE AND CORRECTIVE FEEDBACK IN TEACHING* o )

o

:Praihse ‘
A student's need for commendntion from the teacher fis, recognized by":{ - ‘
all educators and forms part of the preparation-of each future teacher. L
" Teachers can see carly-ip their career that students are more responsive .
-and “successful ‘when comendation is ge*enously provided. Hhen a stu%ent
succeeds and {s praised, his feelings of competency are strengthened. iie'. ‘
will be ‘more confident to,step further., If on the other hand hiSesuccess‘ .
is ignored he may think°that his own achievement was really not so great .
-And he my no;‘j anxfous to repeat the achievement. The effg:t_of praise
Wil vary with each student A student who is clever. popular and secure
may not need positi ve reinforcensft- for cach success. But a student who'
of ten fails academically and socially may relish and savor his memory of 0 ‘
e an achievement. ‘which resulted in praise. In either case.)and for the vast
ar2a in between the' extremes. students will .generally respond afftrmatively
“ “to praise Adequate conmendation will often have carry-over effects .By
praising positi ve behavior the student s citizenship.‘his academic pecfor-
mance, his socdal relationsnips and h(s seolfe-image will .be strengthened
Verbal praise is the most easily recognized type of praise Several‘.
'teacher responses which exemplify verbal praise are: L
v S llonderfnl'

. " That 1s well organ‘ ~ed.

v

v Your handwriting ig neat. ' ﬂ' T ' . oo .

. ;_ Lo _.'l Tike your promptness o " o . ! l,:;

You wear attrgctive dresses. ' e , .




A smile, blush, or inn>r satisfaction is the usual student response. °-As
a teacher learns to give honest, spontaneous verbal praise he will be apt
to strengthen rapport with the class members. To Just thiak the expression
' of’praise is not adequate. Unless the approbation is expressed, tife student
will not benefit by the teacher' s reaction. For example:

¥hile grading a student's paper the teacher writes “good“ in her book.

In a discussion with other teachers, one teacher defends a student S
* behavior.

The student receives a higher grade because of good penmanship.
Although these statements reflect favorehle attitudes toward the student,
he 1s unaware of their occurrence. In such cases his bxhavior s not changed.

3

Praife can be hsed to stfengthen already existing behavior patterns, or it
can bé used to sH;pe behaviof patterns ...ich are considered desirable.
Praise can be conveyed without words. Host teachers will agree that
" they have neither the time nor the inclination to verbalize every positive
re>ction to the behavior of each student. To constantly vocalize praise
may not only be {edious for the teadhe;? but 1t may seem phoney to thec
qtudénts Nonverbal positive reinforcement may be in the form of a smile, !
a’nod a handshake, a pat, a hug, or other physical demonstration re]aying
the affirmative 1mprgssjon. These nonverbal encouragements may be more ;'
satisfactory to shy students as they are often more subtle éhd may be nér-
. formed without the other class members being aware of them. The extent and
type of praise will alsd depend upon the conduct being approved. A ghall A
. achievement may mérit nonverbal praise, while a major achievemgnt may call
for verbal attention. /

A third type of praise comes in the form of tokens. Tokens may include

trophies, stars on a ghart, rewards of more enjdyéble tesks, “+“fmarks.
= A 4t 1
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merit points, etc. The system of'reuards énd punishments h;s lon§ been
used in educatioﬁ. These mqterials~focqs'only on the rewarding poss{b{-
lities for a teacher. A s;anging s the historical token-of negative
behavior; a gold star has classiéﬁily symbol1zed excel]ent=behaviofi
Tokens, including grades, Gre a strohg factor in determining szudebts'
actionsl {n the secondary schools especially, students are not as con--

cerned about “pleasing the teacher" as they are about getting a diploma

‘or scholarship, two very significant tokens. Most teachers have seen a

sudden spurt of effort frem studeqts who ‘were told they‘"berdered between
an A and 8 B." Students seek thedaffi;m;tion that is inhcrent fn the high
grades. Further, nonverbal expressions of smiles aﬁd verbal approval
often acéompany the high grade token.

- An udderstanding of proper conditions for giving pfpié@ wi}lkmake the
praise seem natural ;nd will eliminate embarrassment. A teacher usualty
praises academic achievement. That is important, especially to students
who seldom achieve. But a teacher must also teach accepted social béhavior.
A most effective way of regulating social action is to laud éood conduct

and react negatively or not at all to unacceptable social behavior. Such

- factors as dress standards, morality, use of drugs, etc. may be influenced

by the attitudes conveyed by the teacher. In order to avoid didacticism,
a teacher may choose verbal and nonverbal means to express praise or
reproach. Examples of social praise could include:

Encouraging student concern for ecology by

writing a letter to a Jocal newspaper

applauding studunt involvement.

Praising students for establishing personal
dress standards without <chool control.

Allowing students to leave the classroom
without a hall pass.

A-35 A
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Another conditioh for prat;e would be the presence or absence of

witnesses. A teachér may wisﬁ to compliment a girl's hair style, but

would find 1t inappropriate to call the attention of other students to ‘v

.the single studert. A smiie may be a}l that is necessary to

let the gir) know her appearance is pieasfng. Pri-~te praise is offen
possible before or-after class séssion. It:1s quite common for a
student to place herself within the rangé of éhe'teacﬁer to allow the
teacher, to react. Students, especially in gyade school, expect and look
forward Foqthe privaté:praise a téaéher frequently gives for outstanding
social and academic behavior. It is important to publicly praise many
outstanding actions (especially if the behgvtok occurs outside the realm

of the classmates). A track or.other sports victory, an election victory,

or outstanding academic success often warrants public praise from the

teacher. It serves several purposes: (1) lets the student know that the
teacher 1s aware of the achievement, (2) alerts classmates to the situation
so they also can express praise, and (3) reinforces the student's behavior
so he will Qant io achieve again. A seemingly small success of a student
unused to success may warrant classroom recognition to gerve the same
purposes listed. above.

Praise to an entire group can be used.to control the attions of the
group. A self-fulfilling prophecy is involved. If the teacher tells a
class how good they are, the students may fee! good and, thus, act good.
The converse of this fs true also - a class told that.it 1s noisy and slow
to learn may express rebellion by'being noisy and reluctant to achievg.
Praise to the whole group 1s in o}der when thé'majority of the class '
achieves for, a period of time or does a group project well. The class 1s

. 4
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also apt to work harder {f the teacher coaxes the students with such
phrases a5, "I know you-can do this exercise today,” or "I think you are

ready to tackle this harder problem." Telling the glass members that they

“are generally neat and tidy will promote continued care. Such praise

establishes a climate that often makes the class willing to work with the -

,teaéher'to learn.

-

) Most braise relates to the behavior of ﬁtudents. .In fact, 1t is the
use pf contingent prafise ﬁhichfis the most effective in modifying behavior.
But a teacher.can express praise for circumstances not tied to behavior.
Such comments as, ;Your eyes are such a nice brown," "I 1ike that shade
of ink," "I appreciate this nfce, heavy paper,” etc. also convey praise.
These non-explicit expressions of praise are often helpfulahhen a teacher
wants to praise a particular student, but the student has performed no
particularly praiseworthy behavior. Even such trivial events as comple-
menting a student's choice of ink may cause the student to think of himself
as having good taste ;nd being discriminating. A student may interpret a
compiiment on his eye-éo1or as meaning, “The teacher thinks I am good-
looking. She esbecially likes my eyes. They are really prutty!"”

Praise must be properly timed. Most often a student's praise {mme-

diately follows a prajseworthy act. To delay the praise may give the

student the feeling that the praise is Superficial and perfunctbry. that the
teacher s "just doing his duty." Delayed praise is often used, however,
as in the]case of report cards - an example qf rewards which are issued
perioditally. To recall past praiseworthy aétion may have positive value
for a student. It may serve to 1ift h1§ goals té(match previous action

and may convey a positive feeling for a teacher. who did qot fo}get past

Y
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jachievément. Delayed praise may be abpropriate in sumarizing the

. B @
- completed work of a unit or term. General. good conduct that does not '
merit daily praise may warrant praise at such a time. Such items as l

sustained good

tendance, constant good citizenship, or consistent happy

nat

eserve occasional praise. , » 1
Teachers. by virtue of their role, are 1mbdrtant to students. To

. . receive the gpp}obation of the teacher {s vital to the sound academic and \

emotional well being of many (especially young) students. Often students
mSy worry unproportionately at the withholding of praise by'a teacher.
quite and debased without praise or, on the other hand, sccure and accepted

|
Lack of praise can make a-student's 1ife miserable. He may feel {nade- , 1
if he receives appropriate praise. ‘

: |

Corrective Feedback

Feedback that attempts to modify the student's answer when it is either
gggggf(definitély 1ncorrect)'or off target (not a correct, anticipated or ‘
appropriate response, but nefther s {t definitely incorrect) is what we -
are calling correcti.2 feedback. It 1s not purely disapprovgl. but instead

“tries to channel a student's response such that he can be correct.

Corrective feedback can occur in five different waysé

1. Cueing and prompting: For example. when a teacher says, "What do

you think the word ‘renaissance’ means?", and a -tudent responds with
"nature," the teacher can provide cues and prompt§ by §;y1ng "How ‘about re,
1ike in revive or rededicate or reincarnate?” Then the teacher may follow
with, "What are some words that start with the nai sounds$?” If and when

the word "nativity" comes out, the teacher can talk of rebirth as the

meaning for renaissance. Thus the teacher has corrected a student response

s" 4.\)
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through cueing, prowpting, hints, suggestions and clues of various

sorts.

2. Giving directions: Directions may simply be, “Check your answer

with the book," or “Pair up with Samuel, he'11 show you how {t's done,*

or ”Look it up 1n «o+s" OF “Think about 1t some more,” etc. The key to ‘
directions is that there 1s a command of some sort. . The intent of the
“command by the teacher {s to provide help to the students in correct ng
an answer. |

3. Maintaining responses: Nhen a student seems to be on the right

track but has given a wrong response, a teacher may try to get continued
responding untfl a right response 1s made. A teacher may say, “No. not
quite,” or “Almost,"” or “Try again,” etc. It s also. possible fo} the:
teacher to maintain responding through tone of voice, such as a quizzical
"What was that?" or "How many?" By conveyfng disbelief in the first
answer through her tone of voice, a teacher may prod a student into con-
tinued responding until a correct answer {is given. The teacher 1s not
structuring the responding, as in cueing or prompting. Nor {s the teacher
issuing tnstructtons on how to solve the problem. as in giving directions.
In this instance the téacher is trying to help a student to make a correct
response when the abti1fty to do so fs present, but theustudent is not quite
getting {t. ' ),

4. Probing: This technique moves a student toward a different
response. Some typfcal probes to an incorrect student answer are "Do you
really think that s so?”, “If A=B and B=C, why 1s 1t possible that A8?"
"Would that condition change 1f smoking occurred?”" Sometimes probing in

these instances 1s 11ke a Socratic dialogue. Sometimes 1t s simple

persuasion.

*

‘ 4
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By using praise for correct responding and corrective feedback

when incorrect responses occur, a teacher {s likely»to be perceived as

a positive person, and one 11kely to have a positive effect on learning.




-Wallen, N. E. & Wodtke, K. H.
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PRAISE EXERCISE*

»
-

Directions: Place an X in the column(s) that pertain”to the situation
described. : )

“

¢

Praise for
Academic
Behavior
Praise for
Individual
Praise for
Explicit

Social

a

Nonexplicit

Honverbal
Tokens of
Praise™
Behavior
Praise of
Behavijor
Praise for
Behavior .
Immediate
Praise
LDelayed
Praise

1. John received the highest
citizenship grade.

5.

2. When Jose finished
reading, the teacher
applauded loudly.

3. The teacher tb]d Jose's
parents that Jose s an
outstanding reader.

3 -
L

4. After Joan solved the *
problem, the teacher found no
mistakes. ~So she placed an

A above the problem.

5. The coach said, "You are
the best quarterback on the
team."

6..The PC teacher gave extra
points to girls who showed -
good sportsmanship.

7. "My teacher really scemed
to Tike my dress,” said Lori.

¢

v

‘8. The teacher pattéﬁ my*
shoulder.,as I placed the
litter in the can.

-
3
.
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» 16. Mrs. Brown nodded to

.{colors!" exclaimed her ,
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9. “Yourﬂpétriotism is
contagious," she told the
class.

J0. The teacher admired
John's choice of costume.

‘

) ?1. The debators beamed with

pride as the principal
listed their achievements.

T —

12. Saliy's service at the
hospital was described by
her English teacher.

3. A letter of commendation
will be sent to the best,-
citizen in the class.

L4, The teacher smiled *
encouragingly to John as
he read the difficult
paragraph. :

15. John stood in front of
the class as his leadership
qualitiés were temized.

each student who correctly
so]vcd,njs~cha1kboard
proble@.

Pl

Y

L7, "Mary uses such pretty.

teacher,

18, tThe valedictorian is
Susan Brown,” announced th
principal. :

-

-~

O
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. CORRECTIVL FLEDBACK S :
| EXERCISE * : . ' l
\ Directions: There are four types of corrective feédback:_* : :
A (A) cues - ' . :
(B) directions , * I
(C) probing, and’ )
- (D) maintaining responses . _ - )
tach of the following statements is an example of one 1
type of corrective feedback. You are to identify these

teacher statements according to which type of feedback
you thikk it represents. . .

al

, \k\ "Are you sure fhat's the right answer?"
. 2.\\fYou can’ find the correct answer in your textbook."

N3
3. "SNx? That's nof quite it."

>

. "Does\ that answer go along with what Bill said earlier?"

5. "If you\ii:dy with Judy, I'm sure you'll see the answer. "

6. "The answex can be compared with Joan's . if you still think o
5 you're right." . ' ’
) R
—— 7. "You say the answer is . ... , but why not look at it this way?"
Jau

.

« - 8. "Suppose Hitler was not chancellor--what would Papen have done?"’ ‘

9. "You've almost got it, go on." ) i
. 10.. "Your answer is not cOmplets, is it?" ; :

-11. "Are you sure that what you have developed discusses all of -
the causes?" . ’

12. “Perhaps if you focus your attention on the anterior portion
you can see the relevant attributes." -

13. "Not quite, try again."

' 14. "Have you considercd the outcome af such actions when no one f .
: rebels?" ) , .
\' ) . > - . . . <
15. "If you apply your hypothesis to a different sample, won't the
results change?" :

16, "Turn the crystal 45° anJ see if the answer continues to be
the same."™ .

17. "“Why don't you reexamine the causes of the Mé;ﬁcan_War in light
nf the Southern desires for more territory?"

51 . -
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USING QUESTIONS IN TEACHING*

+

Ouestioning as an instructiomal technique has been recommended to
teachers since. Socrates first used 1t to draw out ideas from students
A steady stream of boods and monographs on the "art of questioning"
have appeared over- the years. These attest to the beliei that appro-

priate questioning behavior is an importamt teacher characteristic.

.-

" “A common ‘themé throughout the literature is that questioning is a means

by which a teacher stimulates thinking--the means with which she elicits .

higher order mental processes such as critical Judgment It-was John

Dewey who pointed out that thinking 1tself is questioning. Lt*nqu]d

‘seem that the critical requirement for a “"good" classroom question is

that the question prompt the student t0~use ideas ratker than just “
remember them. The genera]ly accepted premise is that the form of the

question serves aS‘thp stimolus for e]1c1t1ng certain kinds,of cognitive

— ;
activities which may range from simple recall to-highly complex inferences

from data.

-

Thus one of the first things a potential questiener must learn to
’

" recognize is the fact that questions have different characteristics.

Among the many types of questions we may distinguish two: those which

. are factual or iowér order and those which are more complex or higher-

order questions. Some people break down the lower-order onyMmemory

category into two sub-cateqories, knowledge and qpmprehension. Likewise,

some people break down the category of higher-order questions into a

number of sub-categories such as interpretation,’analysis, syﬁthesis,-

evaluation, etc. The reason ior'attempting to identify different kinds
. ) ,

Y
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s - IS :
) ‘ * of d%estions is quite simplé; it is béiieved that different types of
questions produce different kinds of cognitive responses on the part
_of students. :s-’ . f e < ~ “.
Not all stuaent rcsponses are cogni ve; some carrbe seen through
Simpie classroom observation For exampie, when a teacher asks 2
simple memory question iike, °Who wa; the sixteenth president of the
L ; . United States?", students often wﬂidiy raise their hands, utter such
: . sounds as "ooh OOi‘" which in generai,etry to attract the teacher' s
o attention S0 the student may be called upon. The studen*s are sure N

-

‘they know the answer. They are sure they can deiiver a response which

. = thé tedcher will accept as correct. On the cther hand, when a question .
is highiy complex, students will often ask for g]arification of the

- question or show signs of puzziement or tentativeness in the hand-raifing\

that occurs These are observable behaviorai indicators of the. Simpiicity

. through simple observation, and without any. access to the cognitive

structure of students we can often see the effects of questions
Questions can also be asked in certain kinds of sequences F

example, a number of factual questions in a row can be used to estabiish

.2 certain data base., This can be foiiowed by a higher-order question
whichrincorporates materiai from the estabiished factuaT data base, .
Other strategies mighf caii for simple aiternation of lower-grder and
higher- order questions. The "correctness or “incorrectness" of using

L4

the various strategies is unknown, What is deSirabie is .that the teacher

- o recognize that such strategies, do exist

or comp]exity of the various questions that are being asked . Thus even .

I
!
!
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+  Another streﬁegy observed in teachers besides the sequencing of
questions 1is the.qse of “personalizing”. PersOna]izihg ocgurs when;e f
teacher'apblies rather hbstraét 1Heas or historiéa] events to‘everyday
swtuations that students are familiar with,, Thus thoqgh the class may
be d1scuss1ng the uuique customs and habits of some tribe ‘the teacher v
can make an 1mpowtap$ anthropolog1ca1 point by asking students 1f any . <, )
unlque or private behaviors ogeur within their own fami]j Certaﬂn
favor1te sayings or customs, etc might show how each fam11y is in
' 1t5’1‘ a unique cul ture. Or when a 11terary concept-as lone11ness is’
be1ng discussed, one might ask students to‘descr1be the feelings=of
‘1one11ness _that they might themse]ves have’ fe1t Personal1zing an
abstract concept can therefore bring it c10ser to th studentsa »

In sunmary, what shou]d be uneerstood about questions is that they
T ovary in type (a1ong any of a,number o? d1mens1ons) that they have

dlflerent effects upon students depend1ng upon their s1mp11c1ty'0r
com

lexity, and’ that they ‘¢an be comb!ned {nto certain kinds of questiond
ing! strategles . o '

| ' -' .o b
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Classroom Interaction
“Questioning"*
Sander's Taxonoamy of Questions

'Lower order
quéstion - Memory- student recalls or recognizes information

[Translation- student ‘changes information into a differ-\
ent sy@;SIic form or language.

Interpretation- student discovers relationships among
\facts, generalizations, definiti&ns, values, and

-

skills. ]

Application- student solves a life-like problem r;quir-
ing both identification of the issue anh the se-
lecticon and use ?f appropriate generalizations and

Higher order skills.

questions Y N

Analysis- student solves a problem in the light of con-
scious knowleége of the parts ;nd forms of think-
ing. ‘

‘|Synthesis- séudent solves a‘problem which requires orig-
inal creative thinking. i

Evaluation- student mékes a judgment of'good or bad, right

or wrong, according to standards which he himself

designates.

\A—S]




QUESTIONING TRANSCRIPT *

Dirtect Long s

Below 1s a transceript of a classroom

discussion.  Lach tcacher question is an
example of one of the categories of guestion-
ing outlined 1in Sander's Taxenomy of Qudstions.
To the left of cach teacher question,lindicatc
the category that 'you fcel is being iflustratgd.

Y

(3) |71:

(58) {7

Uh-huh.

°o

Let's pick up for a minute on something that happened at

the beginning of this scene. What prevented, right at

“the beginning, Huck and Jim from seeing the raft?

The fog.

The fog. Why couldn't they yell to each other in the fog?
(hands) Amanda?

Well, Huck said that he couldn't recognize things or recognize
voices. And they kept giving hoots to each other (another_
student:(lwhoopé - whoops) whoops to cach other.

Okay. They gave whoops andwthey gave nollers but they still
couldn't recognize them. Where were Jim and Huck heading?
Jennie?

Cairo,

They were heading towards Cairo. (hands) Why were they

heading towards Cairo? Silas?

I want to ask a question.
Okoy, go ahcad. ‘ ‘ v
Is Cairo the capital of Egypt?

Is Cairo the capital of Egypt?

MNo.



(6)

(7)

: ®

(9)

" (10)

(11;

Amanda ;

They were heading towards Cairo 'cause that was in the,
free states. . : ‘ o
Okay, ihat was in the free states. Is there another’Caifo
in Eqypt? Rachelle?

Yes, there is,

Is it tﬁé,capital of Eqypt?

That's what it says in the dictionary.

Okay. That's what it says in the dict}onary. What trick
did Huck play on Jim? Jennie? l
Umm, he made Jim think that when they lost the raft and
when it got -- when they were separated, he made Jim think
that it was all a dream.

Okay, why did Huck play such a trick on Jim now? Jennie?
Umm, becau§é, maybe-Pecause he hadn't played-a trick in a
long time. . .
And was just in a kind of moéd to play a trick on somebody
and put something over on somebody. Do any of you disagree
with that? Do you think that Huck had other motivétions’
for playing such a trick? N&bédy disaérees? Timothy?

He just came-up at the right time and something”happengg.

- just for that trick.

The right time? ,
He knows all these tricks, and you know, he has this trick

and he does it.

What's the right time? What do you mean by that? Greg?
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S: Uh, like he probably had a, you kaow, ha(fa: wanted to

play a trick and he was just waiting for, you’know, a

\ ’ chance to do it. .

t

(12)]7: Do you disagree with the opinion that Jim held of Huck when

he found out the kind of trick that he'd beep--that had been -

played on hjim? ’ : .
v |s: What? '
(13)}-. Do you agree with the opinion Jim had of Huck, or do you

think that he Was unjustified inisétting so angry and so
upset. After all it was just a ganc; wasn't it? Bonita?

S: I think that, um, wgyld you repeat the question?

T: Sure. I was trying to get at whether vou agreed with Jim
feeling angry and upset and enraged over the fact thgt a
trick had ‘been played on him. .

S: I agree with this opiniop bécause I would have felt bad if
somebody did that to me too because, well, I don't like to
be played trick§ on, especially as bad as the one Huck

played on Jim. .

(18) {T7: Can you th%nk of an example of prior to this chapter when
Huck had pargs of conscience? Afteraéll,he was he]p?ng a
runaway "nigger", wasn't he?

S: Yes. ‘

;

T: Laurie.

S: One time he was just about to give Jim up and the man was
coming on hisgboat and he said, he asked Jim, he asked Huck

[ 4
if he has anybody with him and then they said, "What color '

is he?" and then he stops and thinks about it and then he

ERIC bl
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(16)

(17)

(18)

says he was white.

And that was the turning pointz wasn't it? Because Huck

was just determined that if he d been brought up right -

‘and_proger that he wasn't goang to turn his best friend 1n,

was he? '

As a result of this episode, this raft scene, how doeg the
relationship between Huck and Jim change? Rache]\e? b
Could¥ou repeat the question?

Sure. ‘Um. After this scene where Huck finds, you know,

"plays a trick on Jin and Jim realizes that he's been made

?

a.fool out of, how does the relationship between the two
boys change? ‘Amanda? .
Well, at first they hqd a réally, really close relation-

shiﬁ and fﬁey, well they lost the raft, they were looking
for each other but then when Huck played the trick on Jin

the relationship kind of turned 'cause, and Jim felt really

. badly about it and he just kind of‘left.

Okay. Does anyone disagree? Greg?

Um. Well, I don't actual]y disagree but um, they did
kind of come a 11ttle c]oser together after,. you know,

at the end when they both felt, you know, sad about each
other. ’ ' .

So in other words, you think.possibly 1nstea; of growing
farther apart they're actua]lx brought together. How are

they brought together? Laurie?




A Y

S* Umy um, they kind of told what they felt for each other

at:) Huck didn't kruw he didn‘t-‘fel,; that, well, liked him"
that much, so when he thought he was dead, he was so anxious
to see him, um, Huck dign't’know he felt, he was so close

to Jim. Hick feeling so close to hide.

(19) |T: So in other words, a bad scene like that actually brought

o

the two people closer together. Have you ever.had an
F* - experience like that where you're, say in a fight with
your best friend, or you disagree with a teacher and get

in a real bad argument with a teacher, and then afterwards,

’ - .

that kind of experience makes you closer to that pgrséh?

Li;a? ’ .

1s: wé}l, Rita and me were outside and we dfdn't like Vicki
that day, we Qere real mad'at her. And so when we were out
on the‘yard she wanted to go get a pizzé,in the cafet;iia and
so while she was in there we ran away from her, we were
hiding from her. So, uh, so when' she got back in the class-
room she was feeling a;l bad and everything and then we made
up.

T:‘ And when you ﬁade up you felt closer vor it?

§ |S: VYes.

(20) {T: Okay. What is the meaning of the phrase, "Huck had diffi-

culty hunbling himself before a nigger and it took fifteef

minutes before he could do so.“, Bonita?

S: wéll, he had to sort of think it over because, well, it

wasn't up to his, um, well , ., .
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(21)

1]

Can anybody help her wi"ch"the word to fi11 fn. Timthy?

Well he din't, like she said, white people didr't want to

’ apo]og1ze to black people and it,would be Tower and they'd

Ve
lose their pride.

How do the rest of you feel_about that kind of SItuatlon .

exlstlng today? -Where a white person as enbarrassed to
hunblé himself before a black person? Jenn;e?

Um, in some cases peopla.are prejudiced and they feel. that
they—sheuldn‘t hunble themselves to someone who doesn't

look like them. , . .

: * Okay. Considering what you've said about prejudice, if the

raft scene, lmaglne in your mind, it could have tiken place
today instead of when it took p]ace,= How would it have been
different do you suppose? Jennie?' . —

Well I don‘t think Jim would have taken ig so seriously

'gguse he wouldn't have to run away from slavery.

2
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.. : SESSION 1T~ . 7,
Overview . . . o i

Session 11 begins with the fiim, "Withdrawal, Behavior". Represented W
in the film are student behaviors exhibited .as pupil withdrawal, recogn n
of the probTems, its causes, and how both student and teacher can avoid the
problem, . -

. A -

“Classroom Management" combines positive reinforcement, group alerting, -
learner accountability and withitness into one section. The subtgpic, “Positive
Reinforcement" emphasizes a variety of positive reinforcement technigues-to
help teachers adapt to varied classroomn situations and routines. ~ Another of
the subtopics, "Group-Alerting" involves teacher behaviors designed to keep
students -alert in the-classroom, while increasing pupil work involvement and,
véducing deviant behdvior in the classroom. The.concept of "Learner Accountia- {
bility" is based on the teacher's use of accountability stratedies in the ‘class- .
room; thus, reflecting & higher dégree of student work invplvement and fewer
class disruptions. The!subtopic "Transitions" is concerned with clas..oom.
management techniques exhibited by the teacher for the purpose of. facilitating
the smooth transition from one classroom activity to -another. Last of the:

- subtopics in this section is "Nithitness“?‘qpigtnrefers to the- teacher behavior
demonstrated due to her knowledge of what ‘s going on in the classrgom. * To
further clarify, the teacher, threugh communication with her children, is aware
of what the children are ctoally. doing and at the same time increasing student
work involvement and decrgasing any -disruptive student-bpehavior. :

\ : - o

v.

? . \“ . . . v ' M ‘\'

Directions ) . s, .0

R . _ . . .

. This supplement contains two sections entitled "Withdrawal Behavior" and

.~ "Classroom Management".* "glassroom Management" containg four{subtopjcs. In *
each section you will be asked to read and study the written information. .

. Where transcripts or exercises are provided, you may complete them either -
individually or in small groups to.test your learning comprehension. - Below -
you will find directions for the completion of each section. Read the directions
carefully before you begin g? insure successful’ completion of each sectjon.’

Be sure to check the answers\w?th the facilitator. .

|

o . . .
Withdrawal -Behavior

1. Read ana.study the'definition of "Withdrawal®. ,
. 2. Using your own words, complete the. Pre-Viewing Activit‘es.- -
3. "View the film. ® :
4. Review aggressive behavior and the complete the Past-Viewing
Activities in small groups. ' ‘. -
, 9. Check your answers to the Post-Viewing exercises with the program
. facilitator. . o

-6. Read, study and supply the information needed’ for the subtopics,
"Think a Little More About the Causes of Withdrawal" by working ‘in
. small groups. '

-
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Withdawal Behavior, continugd

.

.
e i

o~ 7. Choose a class period where withdrawal of students sometimes occurs,
' then complete the subtopic, "Now UUse the Concept For Yourself". )
’ 8. jf prepared to discuss the above classroom activity in‘ithe next session.

4

v : [

Classroom Management* . .
A. Positive Reinforcement ’ R : ‘ .
1. The facilitator will.give an oral presentation over the fc!]owing rnater- . b

jals: "Classroom Management, Through Positive Reinforcements" *, "Teacher
Attention As a Reinforcer"; "Activities and Priwiledges as’Re.nforcers."

- B. Group Alerting . - ‘ ;

1. Read and study "Group Alerting - Desciription of the Concept".
© 2. Follow the instructions given, and complete the transcript "Group. ,

Alerting". . - \ , , . LI
3. Check your answers With the group facilitator." AR v
3 * é '
C. Learner Accountability ‘ . R - .

stﬁdy “{earner Accountability - bescription of ‘the Concept".

2. From hstructions given, supply the necessary information for the -
transcyipt, “"Learper Accountability" by working in small groups.
3. Check Your answers with the nrogram facilitator. ) *

D. Transitions

| ’ . ,

1. Read and stydy "Transitions - Description of the ancept"

2. Roleplay oryrité out on the.sheet provided a classroom situation -
which incorpovates one of the threée behavioral indicators of tranmsition.
manner.

E. Withitress

1. Read and stddy "Withitness - Descr}ption of the Concept".

- 2. Follow the.instructions given, and copplete the transcript, ﬂﬂithitness“
. in smald groups. v, LY .
(/ - 3. ,Check your answers with the program facilitator. ’ ‘ .

®

. . < - AW
. * The source of materials indicated throughout the supplement ‘may be

found inL}he Facilitator's Guide,
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WITHDRAWAL BEHAVIOR*

, . &
WITHDRAWAL: "...to turn away (as eyes) from an object of attention;

to draw back or uside; to remove oneself from participation;
to become socially or emotionally detached. " (Weoster's
Dictionary) . .

No teacher wants to be the’cause of pupil withdrawal. Most teachers want
to motivate pupils, to excite them, to keep them involved. Yet, pupils

'do withdraw - frequently, and jn larger numbers. What can a concerned

teacher do? He can become more observant - more sensitive. He can learn
to recognize the specific behaviors that signal pupil withdrawal. Then,
he can look for the causes of that withdrawal. Where he is himself the

* . Cause - he can control. By learning to control his own behavior, the

teacher can begin to reduce pupil withdrawal.

I.  PRE-VIEWING ACTIVITIES

o~ Think abcut the behaviors of pupils®and teachers ydu have séen in

the classroom. In your own words, write what you think pupil
. withdrawal means:

4

- How do you know when a pupil or a teacher has withdrawn? Describe the
way a person may act when he is withdrawing.

NOW VIEW THE'FILM: WITHDRAWAL

B-3
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* LIL._ POST-VIEWING ACTIVITIES e
Obviously, thereé are some visible behaviors which signal that withdrawal R
is occuring, e.g. lowering of eyes, lowering of Voice. '

Aggressive behavior signals frustration. Withdrawal also expresses
frus ution, anxiety. You have just seen apathy - indifference -
inactivity - inatientiveness. These ,are often Torms of withdrawal - .
means of coping with overwhelming problems.

Sometimes teacher behavior is the cayse of pupil withdrawai. IF IT IS,

we must be alert, sensitive and ready to change our own behavior in order

to remediate the cause. J / o
Thé\following activities will help you develop greater skill in recognizing
the symptoms of withdrawal. They will also help you refine your understand-
ing of the causes of withdrawal behavior. - /

i

.
Can you improve your first def}nition of pupil witgdrawal?

i
]

'
/

!
i

! .

4 !

|

/ )l/
|
—

|

o
>

Make a new list of behaviors which indicate withd awal,
. .

. ¢




IV. THINK A LITTLE MORE ABOUY_ THE CAUSES OF WITHDRAWAL...

Ernest Hilgard, in Introductjon to Psychology (New York: Harcgngﬂ//
Brace Jovunovich, 1953), p. 186, says:

SRS

When resistance js FUTILE...the frustrated person may become sul]en
and detached instead of angry and defiant. WITHDRAWAL ). . .often
indicates that aggression tendencies are bLeing held in check or
inhibited. .

Withdrawal may be into a fantasy world, or into a state of detach-
ment, non-participation.

Think of yourself. What dc YOU do when you withdraw? What causes

you to withdraw? Think of students. What do THEY do when they
withdraw? What causes them to withdraw?

A B

List some behav1ors which you State some situatiops, problems,
_exhibit when you withdraw: etc. that cause you to withdraw:

(The two lists need not coincide)

List some behaviors which stu- State some situations, problems,
dents exhibit whan they withdraw: etc. that cause students to withdraw:

Ty




Pupil 3

V. NOW USE THE CONCEPT'FOR YOURSELF! -
. ¢

A J

Choose one of your owﬁ class periods in which you might expect to find
SOme;gxamples of withdrawal. »

A. Either during or imﬁediately after class fill out Columns A-and B,
i.e., write names of pupils and the observed withdrawal behaviors..

B. As soon as pgssible (you may not forget, but the pupil will;so minutes
are important), fill out Columns C and D using the following procedures.

-(1) Tell the pupil what you saw him do as .you noted,in Column B.
(2) Ask him what he was thinking about when he withdrew. Write
that answer in Column C. ;
(3) Now ask the pupil, "Was I doing anything that made you..."
(withdraw) Then-write the answer in Column D.

X 4
REMEMBER:  The pupil's answer will be reflective of his trust in your
sincerity. If he believes that you are really trying to work
on YOURSELF and not on him, he will help you. -You will find
that this activity will itself help you to establish better
communication as well as better relationships with your

pupils. )
0BSERVATION : INTERVIEW
A - ‘ B o D
Names Observed Behaviors Withdrawal Thoughts Did teacher cause?
-
e
H ‘ s
N
a
3
o- !

B-6
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What could you do to help these pupils avoid the problems of withdrawal?
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CLASSROOM MANAGEMENT
THROUGH
POSITIVE REINFORCEMENT *

Introduction '

The past fifteen years has been a time of evaluation and change for the
rducational community. Asja result of a growing dissatisfactiop with the
success rate of the educational process, eJucators and psychologists
have developed-a number of innovative educational tecnniques for the
public schools. Many teachers have started to use these techniques in

an effort to increase the motivation and achievement of their students.’

One learning technique that many teachers use }o manage their

classrooms effectively is positive reinforcement. This particular learning
model emphasizes three skills: 1) the teacher assesses what ig hapbéning

in the classrqom in terms of observable behavior; 2) the teacher reinforces
students by attending to and otherwise acknowledging student accomp]ishments;
and 3) the teacher works to develop self-motivated, self:}einfOrged learners.
Essentially, these skills dea] with teacher responses t6 student behavior--
responses which have a significant:effect on classroom managame#t problems.
Reinforcement skills enable the teacher to pécoﬁe a positive force in the
classroom whish, in turn, leads to increased student motivation and achievement.

Management problems decrease rapidly when students are interested and

successful in learning. : ' Cen

3

l

The purpose of this module is to introduce teacnhers to a variety of

positive reinforcement techniques: It is impo%tant to emphasize that these
B-8
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techniques can be used successfully in all kinds of classrooms with a]f
kinds of students. Positive reinforcement can add to the success of

many teaching styles such as open classrooms, non-graded subject areas,

or team teaching. Positive reinforcement can also help a varigty of'
students; average and below average students can become more motivited and
more successful if they are reinforced for learning. All students need
reinforcement. Therefore, teachers are advised to add thesé positive
féinforcemeni skills to their teaching repertoiré and adapt them to fit

their students and their regular Classroom routine.

.

What is Positive Reihforcement Theory?

This module is based on a psychological behavior theory which has evolved

in the last fifteen years. This theory states that behavior is determined by

its "consequences. If a behavior is reinforced,”it will increase in frequency.

-]

Reinforcement theory has been tested with student$ at all grade levels in a
large number of ciassroom recearch stuaiés. These research projects show
that student behavior is the result of all the reinforcers (positive and -
negative) that are afti}g on a student. In effect, positive andﬁffggfive

rejnforcement pushes and pulls a student toward school and away from school,

as illustrated by this diagram:

POSTIIVE AND NEGATIVE FORCES ALTING ON A STUDENT

HOVLS CHILD MOVES CHILD
TOWARDS SCHOUL AWAY FROM SCHONL

Positive Teachers — ES —>» Negative Teachers Cscape
~.
HHELLSS -—————$~ c: — ralluro Revenge )\
H @)
Johs .o

rarse and Attention —_— —D Borlng Work

ln(vrngt1nq Activitins — () —> Demeaning Treatment Lars\\§i
[ndividualized Materials —» t; —> Sitting‘Still felevision”
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Obviously, 1t is desirable to move students toward school, to develop
positive feeli1~qs in students about s;hool,’teachershand subject areas. There-
»+» . fore, this module emphasizes a variety of .positive reinforcement techniques
to help teachefs accomplish this objective.  using praise, attention ana
interesting classroom activities to reinfq?ée on-task gtudent behavior;
making sure that success i; available to ali students; adapting or developing -
individualized 1nstructional matgria]s; and developing 3 repertoire of

positive verbal and non-verbal responses to student behawior.

This moaule does not recommend that teachers use negative reinforcement
to mOtivate'students, simply because negative techniques do not show long-
range positive effects on student motivation Qnd achievement. Additionally,
criticism, failure, demeaning treatment, and}punishment tend to 5ush the
student away from school. In this process, student; often havé negative
fee]ing§ about school, tfachers, thei~ self-image. These negative feelings

. can result in students avoiding school altogether or trying to “get back"
at schools through further misbehavio;, vandalism, or jusf not doing any

schcol work.

<

To understand the positive reinforcement system, it is necessary to
know the meaning of .two terms--behavior aéd reiﬁforcement. These terms
figured very importantly in the definition of reinforcemeni theory we stated
early in this section: behavior is determined by its consequénces; if a

behavior is reinforced, it will increase in frequency.

What is Behavior? -

A behavior is any observable responée, incident, event or piece of

-

action that can be seen and reébrded. For instance, some typical student

behaviors might be writing a story, whisperingfto a friend, completing a math

problem or shooting a rubberband. Some typical téﬁther behaviors might be
Q. ( ) N . B-10 ‘G “
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giving test’directions, sittingwith a student, complimenting a student on

his work, or correcting math worksheets.

-

These behaviors are described in two very important’ ways 1) they are
spec1f?c actions, and 2) they are observable actions. This emphasis on
specific behavior is essential to this module because reinforcement theory
deals with the objective reinforcement of behavior. In order to reinforce
behavior, it is necessary to define "behavior" in'speéific, observable
terms. It is difficult to’ reinforce feelings, states of mind, or other
concepts because they're too vague to identify in terms-of behavior. It
is'ea§y to reinforce behavior that _you can observe. Therefore, whenever the.

term "behav1or" is used in this module, it can be defined as a specific,

observable act1on E -

prs

What is_Reinforcementl

“

°

A reinfofkement is.dn event that.increases the frequency of the
. benévior that it follows. For example, if You praise a student for
working hard on a writing project, if‘is likely that he will work ha;d
again, because praise is an effective reinforcement for most students.
Likewise, if you compliment a student for cleaning up his work'a;ea,
it is tikely that hisqwork area will remain neat, hecause teacher at-
tention is reinfb;cing Lo most students. Praise and other kinds of .
teaéher attention forin just one group of reinturcement that is available
in the classroon. JResearchers who have studied the effects o} positive s
rcinﬁorc?mcn{ in a variety of school situations have found that teachers
have an infinite number of effective feinforcers at thc%r finder-tips:
" teacher attention, praise and proximity; various classroom activities
and privileyes; and extra’surprises like food or toys. These rdin-

-

forcers arc frequently cataioyued as a hierarch& of positive events

[ "

-




. food%or tangible objectc ta start working and learning. Therefore, it is

because they are usually too expensive, too strong, and too easy to use

e “ o

Level 1. Self-reinforcers. The 1earnigg task is self-reinforcing ad the

student works and as he achieves mastery of the task skills.

rJo
.

Leve! }}ESDEJED&LSJ”SQ!ESIE- Praise and attention vam teachers,
. — .

recognition and approval from peers, grades.

Level 3. Activity and privilege reinforcers. Helping the teacher,

free-time, any classroom activity or privilege the student

enjoys.

Level 4. Tangible reinforcers. Candy, food,.extra objects not normally

contained in the classroom. : ; .

¢
)

' Every é]assroom‘contains students who are uperating on these
different levels of reir‘orcement. A few students may be completely self-
motivated; they are reinferced by their own pleasure and success in solving
a difficult prqp]em, réading a story, or completing a series of tasks. These - -
students seldom need outside reinforcement and usually areﬁvery effective
learners. Most students, however, are working on the a-.tention reinforcement
level. These students are a little less self-motivated and occasionally-
need teacher or peer recognition to accomplish learning tasks. A tew )
students in a typicel c]aseron may be working at the next re1nforcement :
‘evel; they need an extra push as a motivdation to sfart working. W1th these
students, the teachér can make popular classrodm activities and pr1v1leges
cont1ngent upon the students starting to work--complet1ng some initial

learning tasks. Most students -do not need the powerful reinforcement of

advisab?e to use activity, and pr1v1]ege reinforcers to mativate hard to-reach

students whenever possible. It seems wise to avoid using tangible reinforcers

haphazardty.




, L]

~ There are three important steps 1n using re1nforcement ta increase

student mot1vat1on and achievement: 1) ldentifying at which level students

are ogerat1ng on the reinforcement hierarchy; 2) reinforcing students for
]earning, at their individual reinforcement levels; and 3) progressing

students up the hierarchy, leve] by level, unti} they have develope: self-

!

re1nfoh$\ng working hab1ts In other words, the initial purpose of using

reinforcement is to mot1vate students to beoin or to continue working. The
final objective is to deve]opﬁse1f-motiv5ted lecrners and to phase the

teacher out of-the reinforcing role.

1

o

An interesting step in this process is identifying just where students.

" are on the reinforcement hierarchy. The pragmatic approach seems best--

start at the top level (self- -reinforcement) and work down trylng d1fferent .

re.nforcers unt1] you find-one that is successful in motivating the student

-

to work and learn. Always use the minimum amount of the highest 1eve1 of

=~

reinforcement When the teaqher uses as little, re1nforcement as poss1b1e,

it 1s easier to progress the student up--towards self- re1nforcement ’

-

¢ *Another interestinyg step in using reinforcement is learning how to

+ push the student up the h1erarchy o) that he becomes less and less
‘ v
dependent upon the teacher for ‘reinforcement. Teachers can practice -

this skill by combining different reinforcementilevels--a]ways aiming -for

less outside re1nforcement and more self-motivatiod in students For

-

example, a teacher can motivate: a student with a special act1v1ty or

-

privilege reinforcer. Whenever this reinforcer is used, it is coupled

with teacher attention: "Sam, you did that typing problem so fast and so

H ¢

correctly that you can quit for today and run some errands for me. You've

worked-well and done a redlly great job!" To advance a student from praise

L




\ . .
and attention to self-reinforcement, the teacher must associate these two

levels of reihforcement together, such as®
)

assignment aiready

“Mary, you've completed that

Fast work! Here, check it with the key, put the grade

on it, and then mark it in my book that you' ve omp]efe that aSSignment

\

-Summary |

\ ¢

theory, which

if a behavior is

'

Positive reinforcements like

states that behavion is determined by its consequencesy

\

\
praise, ottention, sucpess, and interesting actiVities inCrease student
motivation and give stddents a positive feeling about schoo¥, teachers, and

thgmseives Negative reinforcements iike criticism, punishment, failure or

¢

demeaning treatment are not effective in achieving long-range motivation:

or achievement gains. Tedachers can use various levels of positive rein-

forcement to motivate students. There are two key steps in using positive

reinfbhcement effectively: 1]) using the minimum amount of the highest level

of reinforcement that will nmtivate the student and 2) phasing out outside

reinforcements in order to déveiop self- -motivated learners.

-
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TEACHER A4TENTION

A[ What is_Teacher Attention?

-

' AS A REINFORCER *

A large portfon of teacher time is spent in paying attention to on-task

and of f-task student behaviors in the classrcom. This atfention can be

Ir _described as verbal or non-verbal. K . ;/ 4
a y
| .
| ¢ VELBAL NON-VEPRBAL -
Right, correct answer! - oo Smile.

f ' You finished that workbook as- NQd‘yes.
’ signment qusckly, Sam!

- Sy g ckly | Wenk.

G , 3 y ] . -

Ood‘myou QOt two more problems right Move near student.

Verbal statements refer to specific activities or tasks the student
s working on. This practice reinforces specific on-task behavior and is

most effective in motivating the student to continue working or bebaving

F

in a certain way at a specified task. Vague statements such as "OK; You're

doing well; You're behavingfnicely; You've been good today," might make the

) . - " . ‘q 4 ' .
F student know exactly what he's doing right, wicely or W If he isn't X"
F aware of exacily what he did to get the teacher S praise, he can't very well .

do if again. for more Therefore. it is advisable to make reinforeing state-
. wA

- ' ments refér to spec1f1c student behav1or in this’ qct1v1ty 1

N -

[s)

. There is another facet of teacher attention “that is more reinforcing. "~
than praise to most students. This kind of atteraion involves acknowledging - . Le
the Student as a rea] person Th1s can be accomplished Ly callwng students : .

| by name g1v1nghgnd1v1dua1 students some pf{j/te teacher attention, using . M

} ' student information in- d1scuss1ons and in ak g class decisions. This
personal sort of attent1on involves the teacher in looking at students

I 1nd1v1dual1y, d1scover1ng ‘what they 1|ke and don t ltke g1v1ng them more '

ophlst1cated attention than praise for- work1 nd participat’ g in class..
[Jihi; - B-15 qg,f - L )
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‘l

“does occur. Therefore, the teacher who pays attention to students who are

3

Theréfore, teachers should try to use both'praise and more personal kinds

- ! N ’
of attention to reinforce studeats.

M :
® i

'Nhy Pay gesszAttEntion to Off—Task Behavior? ’ .

Paying attentlcn to off- task behavior is unwise because it has a
\
number of uné§S1rab1e consequenc\“\\Remember the theory that states "if

a"behavior is re1nforced it will 1ncrease in frequency?" .This theory

agplies to on-task_gng_off-task behavior. Frowns, reprimands or corporal

.puni shment actually reinforce off-task behavior and make it increase in

' ~C

frequency: This 1ncrease may occur 1mmed1ate]y or at a 1ater time, but it

¢ ". ’

N

roo]1ng around or be1ng d1srupt1Ve aften accomplishes exact]y the opposite

‘of what 1s 1ntended-—these students continue to be off-task and occas1ona1?y

dev1se even more or1g1na1 ways to obtain teacher and peer attention. Attention

Lk . .
is precisely what these students are demanding, even when the attention is a

’

frown, reprimand or threat.

-

Another Undes1rabte s1de -e¢. fect of paying attention to students when

}

they are oﬁf task 1nvolves studen se]f -concepts and feelings. Criticismend

repr1mands underm1ne pos1t1ve self- ccncepts and encourage aggressive

"

reactions in students. A‘student who is reminded of his.mistakes mcre .fre-

" quently than he is complimented on his successes is 1iable to begin to think

he's a real loser. He muy then expect to do poor]y, exffect to fa11 in new

exper1ences, new subJect areas. These negative feelings lead to general

-

anger towargs school. At this point, some students just "turn-off" teachers

_and evade school. Depending on the harshness and frequency of the negative

.

attention .they are receiving, other students strike back by encouraging

classmates to be disruptive--destroying phpefrs and books, vandalizing “school

»

~

H
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 get some attention as soon as he responds positive.y.

property or Qetting teacher and peer attention by disrupting the class in

othgr ingenmious ways. |
v c . [

.

|

Should Teachers Try to Withhold Attention From A1l Off-Task Behav1ors’

The Leacher should pay as 11tt1e attention as possible tc off-task
student behaviori. It is difficult to 1gnof; d1sru;t1ve behavior, but it is
important for the\teacher to develop the skill of baying less attention to
nuisance be;aiiors like pestering, fiddling, doodling or whispering. It is
also important for the teacher to develop the skill of paying Iess/attention

to distracting behaviors like talk-outs, humming and other strange noises.

These ignoring ski]lé are most effective when they are combined with the

skill of payiné attention to on-task behavior,.because ignoring used alone , .
ic not effective .p incraasing on-task behavjor.
‘A&

The teacher who is nterested in getting students on-task more often
[N q‘

tries to iﬂgggg off-task behavior and tries to reinforce on-task behavior

with attention--at the same time. In terins of what the teacher actually does,

this comb1nat1on of sk1lls involves: turn|ng away from d1srupt1ve behavior

and 51mu1taneous1y re1nfonc1ng on-task behavior in another student In this

£

way the teather also focuses the class's attention on a student who is

-~

working; instead ¢f making the disruptive student the center of attention-
with a reprimand or threat. Af the same.time; it's also a gooa idea to watch

for on-task behavior to reinfarce in this disruptive student so tnat he can

o

¥
- Of course some off-task activities are difficult to ignore; some

d1srupt ve behavior¢ may be dangerous to the students involved, very-.
J
‘distracting to other students, or damuaging to school propertv In emergenc:’

casns luxe this, the teacher mav have to sacr1f1ce Qay1ng attent1on to the

S - _ B-17 &)
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disruptive behavior in order to rescue other students. But the teacher \
should be aware that stopping a fight, vaking a dangerous object away fr@m

4 studert, or-removing a disruptive student from the room does not so1ve,the

*

basic oroblem by itself. Ih fact, such actions probably make the overall

-situation worse, because the disruptive behavior in question has been !
{

reinforced, and it will occur again. In emergency cases, the teacher has

to decide which is more important at the time--reinforcing the disrubtivé

. Stadent or rescuing classmates.’ ' o
If the teacher decides to pay attention to off-task behavior because it
» is déngerous or Qery distracting to other students, it is advisable to use

the follgwing tecﬂniques to minimize the undesirable consequences of paying

. attention to off-task behavior:

Reprimand softly. Minimize peer-g}ohp attention by making your

| comments-audible only to the disruptive stu@ent Move to within
thrge fept of the student before you say anyth1nq Walk over at
{ a normal “pace and, ,1f possible, continue talking to or lgoking at

working students as you wa]k over to the d1srupt1Ve student.

! Depersdné]ize reprimands. Only refer to activities‘that are hap-
peﬁiﬁg at fhat time; eliminate evaluative comments concerning
student ability %r past behavior. For instance, "Your argument
(conversatign, physical activity, etc.) is disturbing me and
distracting the rest of the class. I would like ybu (both of you)

‘to stop (separate) now. We'll all have a chance to talk about this
at ___ (a specific time)." This comment teélls the student why he

should stop whatever he's doing and schedule a later time to let

off steam.




)

stafements: Concentrate on telling the student what to start'doing

>
Emphasize "start" statement. Don't limit your comments to “stop"

instead of misbehaving. For instance, the comment--"It would be good

-~ - m— T

if you <tarted your reading assignment now"--is a logical extension
of the comments'above‘because it ercourages the student to begin a

specified on-task behavior.

Equalizing Attention to the Whole Class

It is important for teachers to pay attention to all the students in
the classroom. Teacher attention is such an important reinforcer that {t,
should be shared by all studeats. A1l students should bé reinforced each
day by freguent smi[es, nods and words 6f praise from their teacher. When
teachers attend to the good things all.students do by paying attention to

tiiem, students will be encouraged to act more positively.

Very often teachers get into attending habits. Certain students
_participate "in class often. They answer questions, volunteef infortation
and accomplish goals. These students receive lots of reinforcement because
teachers like to see students listening, working, pérticipating andﬁ\
succeedfng in school. These successful students and their teachers gét into
the habit of reinforcing each other; the teacher smiles or praises when the
student answers. The student wants more atteﬁtioﬁ so he volunteers,
‘participates in class more often. The teacher is happy to see the student's
interest and reinforces him often. And so it goes--a circle of positive

reinforcement.

Two kinds of students are often left out of the reinforcement circle--
disruptive students and shy students. Disruptive students usbally receive a

Tot of negative teacher attention, but teachers often miss the chance or
e dme *"’ -

B-19 . &.)




. =~ forget to reinforce these students for their on-task, positive behaviors.

Shy students rarely receive teacher attention, probably because they may
be hesitant to volunteer or raise their hands with answers. Instead of
interacting 1n the classroom, very shy students often disappear Sehind the
hands and ve of the more verbal, more involved students. Teachers need
to be t som; disruptiye,:shy or withdrawn students‘aré failing to

get their share of positive teacher attention..

Ideally, all students would participate’invclass and be on-task a
large percentage cof the time. 1In this ideal situation, al} dtudents would
share the teacher's attention equally. This ideal balance is difficult to
appréach when ﬁany of fhe teacher attention regponses are part of an
habitual pattern which does -not.encourage the quiet or less successful
student to bepome more invdlved in class. Hdaéver, many times the teacher
developes an attention pattern that does not include all students. +#hen this
occurs, the teacher should make a conscidbs effort-to find, and pay attention
to on-task behaviors in §}udents wZ; are being left out. This attempt at .

equalizing teacher attention will break the acquired pattern apd divide

»

teacher attention among all the students in the class. A1l the students

will tegin to be on-task more often so they can get more reinforcement. The

circle of reinforcement will be enlarged to includé more®and more students.




ACTIVITIES AND PRIVILEGES
AS REINFORCERS*

Activities and privileges are stronger reinforcers than teacher attention.
This type reinforcer is used with the student who needs an extra pish to try
new learning behaviors. ' |

Effectively practicing posftive reinforcement to achieve classroom manage-

3

ment requires the teacher to observe students as they work and interact in

order to determine which studénts, if any, need reinforcers sfronger than atten-
tion. At the same time, the teacher observes students to identify which acti-
vity or privilege reinforcers hight be effective in motivating students to be

-

on-task mure often. w e

Observing the Class -

To manage the classroom through positive reinforcement involves perigdic
classroom and individual oSservations. Observations give the teacher
information abouf the nature and frequency of on-task and off-task behaviors;
observat:ons enable the teacher to determ1ne where students are on the
re1nforcement hierarchy; and observatlons (and informal talks) give the
teacher information about wh1ch activities and privileges are most effective
in motivating individual stu%ents. One studert may be motivated by a
activity or privilege that may have no motivating effect at all on anothqrq
student. |

0bserVapions’of Ehe frequeﬁcy of certain off-task behaviors help the i

teacher evaluate Just how interrupting or destracting the behaviors really

are. Maybe observation wil1 reveal that students aren't off-task as often

.
i

as -teachers think.




Observation alsp helps tre teacher identify individﬁ31 behavior
pacterns. The teacher might find that certai students nave problems
being on-task in on]ylone activity. If bui]ding displays-in D.E. is when

o

' Larry is off-task most, then the teacher can change teacher responses or

o]

individual assignments 5o that he will be encouraged to pe onjgask more
of ten. '

Can any of you think of activities or privi]engngggﬁ_you use or can
use for reinforcement? This type reinforcement has the advantage o% being
inexpensive and readily available. In addition, few students need rein- -
‘forcers-any strénger than this (i.e., most students are at tﬁe h{erarchy
level of privileges and activities or higher. N

The initial purpose in usiﬁg activities and privileges as reinforcers

is to motivate students to try new learnfng bebaviors. The goal of using

such reinforcers is to give students more and more opportunities to initiate
Y -] - N

behavior on their own and to Zontinue working as self-motivated learners

who are reinforced byrsuccess. Activity reinforcers are just a means to

o

reach the goal. Therefore, activity reinforcers should be phased out as
soon as the student achieves some success in being on-task or makes some

¢

" progress towards academic success.

D C o .
Why Use Activities and Privileges as' Reinfor:ers?

~
s,

The initial purpose in using activities and rrivileges as reintorcers
is to motivate students to try new learning behaviors. The goal of wsing
such reinforcers is to give students more and wore opportunities- to initiate,

behavior on their own and to continue working as self-metivated learners who

are reinforced by success. Activity reinforcers are just a means to reach

.




-

~only AFTER- the appropriate learning behaVior has occurred. In this way, accor-

this goal. 'Keeping the goal of developing self-motivated learners in mind, ‘
teachers are advised té begin phasing out activity reinforcers as soon as

the student achieves some success in being on-task or makes some progress
towards academic success, -

. Using classroom activities and privileges as reinforcers is success ful

in motivating students to try new behaviors because it.is a very flexible posi-
tive reinforcement technique., The teacher first discovers what is reinforcing ~
to the'student andthen makes that activity or privilege contingent upon a .
certain quancity cf social or academic achievement. The chOice of the acti-
vity'reinforcer is very f]exibie, students may enjoy being a teacher-asSistant

stapling papers, running errands, etc. Whatever the individual reinforcer may

be, the teacher ]earns to make this enjoyable activity available to the student

ding to reinforcement theory, the learning behavior is reinforced and will
occur aqain, ) . - - )

| Certain bas'c decisions have to be made before you can use activity or
privileg: reinforcers effectively. ‘

l.v Identify Nork Reqyirements. You identify the behavior or area in which

the student needs to increase production or to increase on-task social
behaviors. For example, you may want the student to compiete more. : -
problems, worksheets, etc. In addition, you have to be sure that the

[ [
student can succeed at the task identified because success ful comple-

tion 1eads to achievement of the reinforcer which increases student
) motiva;ion. Therefora, it may be necessary to make special work-

sheets, say, for this student. .

) B-23 7
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Choose a Reinforcer, _The teacher must decide which privilege or

activity will best act as a reinforcer for each individual student,
Always make sure, however, that the student receives his activity
reinforcer after he has completed the work requirement. For in-

stance, a student gets to go to lunch early only after he completes

additional problems or worksheets in the morning.

o
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_three behavioral indicators fo

-6 GROUP ALERTING

Description of the Concept*

——

Introduction: . ' 5

k The principle underlying GROUP ALERTING may be stated: TEACHER .
BEHAVIORS DESIGNED TO’KEEP STUDENTS ALERT WILL INCRCASE ON-TASK BEHAV-
IOR AND REDUCE DEVIANT BEHAVIOR IN THE CLASSROOM. In Kounin's © study |
of teacher style in 49 elementary classrooms, he found a correlation

between teacher GROUP ALERTING skills and pupil work*involvement of '
.603. GROUP ALERTING, however, also tends to reduce the amount of

deviant behavior during recitation lessons. This is probably due © -

to the fact that many children engage in deviant behavior because they~

are not closely  involved in the lesson. Kounin found that teacher i

GROUP ALERTING skills correlated .442 with freedom from deviant behavior

on the part of pupils during recitation lessons.

At the present time, the concept GROUP ALERTING has little meaning
for you. Consequently, you have nc way of utilizing this in your .
teaching behavior. Therefore, it wiil be necessary to translate ttris
abstract concept into meaningful specific behaviors. In short, you
must learn specific techniques in order to apply GROUP ALERTING in your -
teaching. In this module, you will be introduced to three behavioral
indicators of GROUP ALERTING. A behavioral indicator is a specific
behavior that’/ou can apply in the classroom. There are other behaviors
that a teacher can use to apply GROUP ALERTING to teaching. These three
have beep chosen for emphasis because use of positive GROUP ALERTING and
avoidance of neqgative GROUP ALERTING -can increase pupil work involvement
and reduce off-task behaviur in your classroom. :

4

Learner Objectives: ‘ .

At the completion of this module, you should understand and be
able to apply the concept of Group Alerting. You will be asked to
identify examples of the three positive and negative behaviora)

indjcators of Group Alerting when given a transcript of a classroom-
discussion. ) - S

The Behavivral Indicators

Kounin tcentified several positive and ncgative group alerting
behaviors that teachers ,conmonTy use in the classrgoin. A positive group -
alerting behavior is one that tends to keep chiren alert while a nega-
tive behavior tends to reduce the involvement of non-reciters -in a reci-

tation session. " From the.behaviors identified by Kounin, we have selected

' : _Tor you to focus on in this module. These’
behaviors can be either positive or negative, depending upon how the

teacher uses them. A brief definition of the three behaviors are; ot

I

e

‘ 6Koum’n. Jacob S. Discipline and group management in ¢classrooms.
New York: Holt, Rinehart and Winston I..c., 1970.
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1. Questioning Technique -- The teacher frames a question and
pauses before calling oa a reciter (QT+), rather than namiig
. the reciter and then giving the question (QT-). ’

Recitation Strategy -- The teacher calls on reciters%at random
(RS+) rather than calling on them in & predetermined sequence
(RS-). : ‘ , .

ra

1

Merting Cues -- The teacher alerts nonperfo}mers that they
mdy be called on (AC) - '

(75}

.
-

Questioning Technique

When a teacher frames a question and pauses befg.e calling on a
reciter , several desirable outcomes occur. Most important, perhaps,, is
that since pupils do not know who will be called on, all of them are

- motivated to think of ah answer to the question. The pause is aiso an

- 1mportant part of this strategy since it gives children time to think of
an answer. Teachers who ask rapid fire questions and give children .
no time to think can expect little more than memorized answers. = One
of the most difficult things for teachers to learn is the art of
pausing for a few seconds before calling on a child. Many- teachers
regard this as time wasted. However, if this timd is being used by
all of the students in your recitation group to think of a satisfactory-
- answer, them the time 1s being well spent. B )

£

-

when a teacher first namés a reciter and then asks the question,
the teacher in effect is announcing to all of the other children in the

! recitation group that they will‘not he called on. This in turn meant

thgt other chaldren in the group will not think of an answer to the !

question and in many cases will become inattentive or will engage in . -

deviant behavior. Therefore, teachers who use the positive question-

ing technique of framing the qucstion, pausing, and then calling on a

reciter (QT+) w11l obtain higher levels of pupil attention’ and work

involvement and will experience fewer incidents-of deviant pupil.behavior
than teachers *who use a negative questioning sequence which involves

. naming the reciter and then givingathe question (QT-). ' °

v

s Recitation Sfrategy

A%

. When the teacher employs a.positive recitation strategy in_which
reciters are called upon at random +ather than in a predetermined se-
quence (RS+), the result, again, is that children must attend carefully
to the lesson since each child feels he.may be the next person called
on. On the other hand, teachers who use a negative recitationstrategy
(RS-) such as calling on children ‘in- a predetermined sequence will
find children less attentive and more likely to engage in deviant .

- 'behavior. After all, if the teacher calls on children in a predetermined-

s sequence’, the child whose turn will not come’ for several minutes has!
) .]itt]e reason to attend to the cldssroom activity. Of course, it is
4 desirable to make lessons suffﬁciently irteresting so that the child

will be motivated to attend. However, even with intefesting lessons,
the Tevel of attention will be much better if children cannot predict
. who will be talled on next. : i

- A

v
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There are other negative recitation strategies that tend to re- :

- duce pupil attention. For example, if the teacher calls only on children
who raise their hands or volunteer an answer, then the child who does not ‘\k;
wish te recite knows that he can avoid reciting merely by never raising ¢

his hand. The result of this negative stratégy is that thc teacher rare[w
calls on thé children who are most likely to nced the recitation experience.
Andther negative recitation strategy used by many teachers is to call on
the same few pupils most of the time. These are usually the bfighter and
more eager pupils in the classroom. It is far better to call on all
children during-a recitation lesson so that over a period of a week each
child will have been called-on about the same number of times. Some
teachers who have gotten ‘into theé habit of calling on a_few pupils can
break this habit by keeping a class roster at hang during a recitation
1%sson and tallying the number of times each child is.called on. It is
then an easy matter ‘for the teacher to call on children who have fewer
tally marks and,-therefore, gradually balance the recitation of different
childres*in the class. ‘ . \

> . N . . “

In this module, we will emphasize the positive recitation . .
strategy of calling on réciters at random (RS+) as apposed’ to the :negative 7
strategy of calling on pugil% in a predétérmined sequence (RS=). Although -
we will not emphasize tge other negative strategies meptioned, §uch‘as
calling(m1volungeers only, avoiding these strategies i%5 important and
should be kept 1n mind by the tegcher. "

¢ * =, Ve v ‘o .
a ‘ . . Y

:Alért1ng Cue

Alerting Cues (AC) are Used by the teacher to remind children in

the recrtation group that all are likely.to be called on. Théhuse of = .
alerting cues is.particularly important if the ‘teacher as previously used
negative recitation strategies ar negative questionirg sequehce. Many
times alerting cues .are used to make Students aware of the ground ., *
rules the teacher will use,in the recitation. - For example, the teacher
“may say, “During this recitation, lywill first ask a questioh, then I
will pause.fpr a.few seconds and then I will call for-gne of, you_to

give me an answer. Since, you 'have no way of "knowing who I“will call

on, each of you should use the time when I pause to think‘of a good

answer to the question." 1. the teacher ndtices that a few children are
“'not listening, Jn aierting cle will rémind “them that everyone should be

listening and thinking of answers in case he is called on next. For ex-
ample, the teacher-might say, “Remember, no one knows who will be called’
on next, so each of you shauld listen carefully and be ready with a, good -
Tanswer 1n case T call on you." d ‘ ~

-

Once the tcacher has used positive quéstioning sequence and recita-
tion strateqgy over a period of-time and has avoided negdtive group

~

alerting behavior, children will require relatively feg alerting cues. o

However, ‘alerting cues are especially important when the teacher is

c¢hanging from negative group alerting behaviors to positive behaviotrs.
Also, alerting cues should be’used whenever a teacher feels that some .

children are not attending carefully to the récitation. Such reminders,

are often sufficient to increase the work involvement-and reduce devi- S
+ant bersvior, M . : A .

L ; B-27 T R
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Al thiree of the DOSILIVC group alerting techniques , which we have escribed -
above, are very sieple benaviors for tne teacher fo employ. Yet, these
«benaviors can pring about very amportant changes in.the atmosphoro of

@

. s )Our discussion and recttation lessons.  [f yoy use positive group SRR -
* alerting behaviors, children will listen more §6refu]]y, are more. likely . .-
. to give a goug answer when cdliled on, and will gcneral]y display a-higher NI
s level of work pvolvement. A second advantage of using positive group
. - alerting tachmiques 15 that as tne wdrk involvement of the-group goes up, and

the frequency of “»~viant behavior such as dlsruptlng the class and dis-
ciphine peoblems, goes down. °

Sunmary ’ » .
2R F
1. Positive Ques tanlnH_TLcnnl(Lj‘ (QT+) involves frdmunq,th question ¢
before callyng on a child to answer. 1t is desirable to pause“after framing
; the question-in orfler to give children time to think of an answer. -
o« oo .
J. Positive Recatation Strateyy (RS+) involves La111ng on pupils
at random so” that all chiddeen will have to prepare an answer
. ) -3 Aferting Cues (AC) 1nvolve alertlng ch1ldren that they should pay
attentign and think «of an answer Qo every guestion s1nce they might be
Lallcd on next. . -
s - £
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. " GROUP ALERTING
T TRANSCRIPT*  ~# - = L~ v

Instructions: L

!

There are several teacher behavﬂg;s which can be employed to keep
children alert during classroom -interaction. ~Three such behaviars-are:

. L destlonlng Technique--The teacher frames a question and
pauses before calling on a reciter (QT+), rather than naming
“the reciter and then giving thle question ¢QT-). ’

2.. Recitation Strate eqgy--The teacher calls on reciters at random

§S+) rather than calling on them ina predetern1ned sequence
RS- Lm

N -~

A

3, Alerting Cues--The_ teachen alerts nonperformers that t ey may

be called on (AC]. | ) ) -

The fo]]ow1ng is a transcript from a classroom situation.- Throuﬁh-
cut the transcript you will find teacher remarks are underlined. Read
each remark and decidé whether it is an example or a violatien of one
- of the three behaviors listed above. To the left of each underlined
statement, write the appropriate symbol as follows: . -

3 é :
AC* --for Alerting Cue ‘ ?
QT+ --for correct Ques*1on1ng Techn\que (if teacher violates this
procedure, yse QT-)
- R§+ --for Réc;tation Strategy (1f teacher violates this procédure, .
use RS
NA --None of the Above .

¥
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~ GROUP ALERTING

o

- /‘
~ Seating Arrangement : STUDY FIRST L
ES " > ‘;
- LY .l\ !
b, Krusi

- ‘1

1

. |

Part I:

T: In our science lesson, we read about a boy finding g
a strange bone. The boy thought thg bone might be

e from an-extinct animal. How could anyone tell 4

~what kind of animal a single bone came from?

T Mary? I
Mary: I'f you compared it with similar bones from the

same animal, - . ) -

-4

That's™a good idea, Mary. Brett?

Brett: I found some bones and I could tell which ones are

ribs and back bones, hut I couldn't tell what

animal the bones came from. >
B-30
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Brett:

Doug:

.Barbara:

Paula:

Then you've had some personal experience with old.

bones, haven't .you, Brett? Could it have been
some bones to a horse?
No. They're too little to be from a hd'Se

Okay. Doqg, has,Brettggmven us g_xﬁ1mportant e

1nformat1on fromAh1s experience? n

Yeah, I hadn't thought about that b°fore but if

the bones were sma]] ‘then they would come from a

- small animal. So you couldn't get a mouse's bones

mixed up with a cow's bones. - . -
Right, Doug. Now, perhaps we could answer some

harder questions. Everyone think about this care-

fully so you can give a good answer if called on.

How would a scientist be able to recognize the : .

bone from an animal such as a dinosaur that no man
has every seen? Barbara7

That's not hard because the bone would be bigger than
any other type of bone that they knew about so it
would hé&e to be ffom a big animal, -

Good answ;r. Paula?

And if they found a feﬁibones.'they could piece
them together and g;t ar idea of the size and
shqpetof the animal, _

Okay, you've done a good job of thinking.‘ Now
suppose you found only one bone or a'few bones,
would you be able to tell anyihing about it?

Think.this over for a moment while I decide who

to call on. ‘Consider some of the things we
- B-31
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Mafy:
6.
Part II:° -
T:
i Doug:
(T!
. - Brett:
e
.
8.
Paula:
9, T

already know. Mary?
[f.you found a tooth or part of.égjaﬁ'you may sbe

able to tell what kind of food it-ate.

~ I

Kl -

Instructions: Decide what recitation strategy

has been used in Part 1 of this transcript.

Write your answer in the biank un the left.

-
-4

" Okay, fine. Doug?

If you found a leg bone,“you may be able to

* tell if it runs feg& by measuring it or by

F 4

its .chape.

Brett? . -

I think the more yoh know about animals today,
the more you woula know about animqlg in the
past. So you may know something about an ani- .
mal even though you may never have seen them. ;
Okay, Qrettr that's a very fine p&int. You've
told s ond way scier;tists continue to search

for facts. 0Okay, class. Ypu'vg done very'well.

Now we're getting into more difficult material

. o C
sO think very carefully about each question I

ask. Okay, stddéhts, here is the first question.

Assuming that a scientist can tell you what kind

of animal a boné came from, how could they pos- -

sibly tell how old it was? Paula?

I read -something -about that but I can't remember.

C

Mary, can you help us?’

B-52 94
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Mary:

'
'
/ )
o 3

- Barbara:

%c‘

Bhett:'

Doug ..

+ If the bones were fossils, you would know that

might help you.

D

they were old.

Okay, very good. ‘It takes a while for a bone tq,

become a fossil. Barbara?

-
¢

o

Knowing what k1nd of rocks they were found in

<

Okay, Brett?
I ember now. A geologist ﬁight be able, to
helP~ou because they know quite a bit about dif-

ferent layers of the earth, ¢
i s

Very good. Paula, what can you tell us about fos;
sils? .
I've read about a place ‘in the desert where you. can
get fossils of f1sh Becau%e theafoss1ls are in sed-
imentary rocks. they have been able to tell the age
of the fossils. /); .

Okay, Paula has brought hp an interesSting point.

How can fossil fish be fouhd in the desert? While

I pause to call on someone, each one of you should

think about this carefully. Use the informatiok'

© we have learned .by reading the chapter. As you

know, you don't normally find fish in the desert.
Doug? '
Ouh book said“that there was once water there and
maybe(the climate changed or the earth changed
mak{ng it become a desert.

Fine. Brett?
e - \\
B-33 g9



N ¢ .
Maybe the €arth was pushed up forming a mountain,

or én‘earthquake coula have changed the shape of A
the land. {

. . ’ /7
Very good. You've all done a very fine job on

this unit.

»

“Instructions:* Decide what recitation stkategy

has been used in Part II of this transcript.

Write your answer in the'blank on the left.
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LEARNER ACCOUNTAGBILITY *

Description of the Concept

-

Introduction:
intrody

]

The concept of LEARNER ACCOUNTABILITY 1s based oh the following
principle: WHEN THE TEACHER USES SPECIFIC STRATEGIES TO HOLD THE STUDENT
ACCOUNTABLE FOR MIS WORK DURING THE CLASS, THESE MANAGEMENT STRATEGIES vt
WILL INCREASE THE STUDENTS' WORK INVOLVEMENT AND REDUCE THE FREQUENCY
OF DISRUPTIVE BEHAVIOR. Kounin“ found signi¥icant relationships between
the teacher's use of accountability strategies and amount of work involve-
ment shown by students. He also found a signmificant relationship_be-
tween teacher usc of accountability ‘and, frecdom from deviantstudent
behavior in the classroom. Therefore, the teacher who uses accounta-

- bility strategies 1s tikely to have a Higher degree of student work
mvolvement and to have fewer class disruptions and discipline problems.
Accountabrlity strategies consist of asvariety of-techniques the teacher ¢

can use o keep informed about student progress. An essential element B
. . in all %1 the accountability strategies is that the teacher must show
- clear and unmistakade signs-of li8tening and checking: Going through

tne motions of tae accountability techniques 1's not enough, unless the . 4

teacher clearly attends to the resultant pupil remarks or benaviors. Y
For example, 1f the‘teacher asks children to hold up their work so
tnat che may check it, she should obviously Took at the wark being
held up, praise work that is particularly good, and ask questions 1f
_tné pup1l has the wrong answer or hgs failed to tollow instructions .
on the work he is showing. - .. . - "8
/ 2 M - . . . -
| At the present time, the concept LEARNER ACCOUNTABIL}TY has Tittle
‘\Jiednlpg for you. Consequently, yod have no way of utilizing this in 1
+ your teachinmg hehavior. Therefore, itawill be necessary to transiate . .
r Lthis abstract concept into meaningful specific béhaviors. In' short, S
. you must learn specific techniques in order to apply LEARNER ACCOUNT-
: ABLLTTY n your teaching. In this module, you will be introduced to
Lhree-behavioral indicators of LEARNER ACCOUNTABILITY. A behavioral
indicator 1s-a specific behavier “that you. can apply in the classroon.
L There are other behaviors that a teacher'can use to apply LEARNER ‘
* ACCOUNTABILITY to tedching. These three have been chosen for enm!vsis
' because (1) they Lanfbe‘used In a wide range of teaching situctions,
(2) they bring-about substantial improvement in student work involve-
| ment and behavior, and (3) they are simple enough for you to master
' without practice 1n a-reqular classroom.

1

Learnei Pbjectives ;

[ oot : At the completion of this module, you should understand, an¢ be able
to apply the concept of Learner Accountability. You will be asked to

l _1dentify oxamples of the 3 behavigral indicators of the concept Learning
Accountability when given a transcript of a classroom discussion.

-~ -
L4 *

ounin, J.5. Discipline apd Group Management in Classrdoms, New
-York: Holt, Rinehart and Winston, 1970, -

Q , B-35 1 -
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gengvicral In
5‘; 5} oo o - . . LJ
To achigve ¢n understanding of -the concept of Learner- Accoyrtability, -
and be abdble to qifly 1t, involves learning tpe following three behavioral
indicators, hy V! N
3 M . [
I tohrected iorpls <= Teacher asks questions which focus on

wostidént's goal by asking his about his york plass or work
- ¢

a .
s T
) ' [

&owire Thawang -- Teacker holdy students accountasle for -their
ROCE Ly naving tnem show work or demonstrate skiils or knowledge.
N « e e e s ——— B

>

i

~

ERIC

*

S deer ovelee onto-- Teacher nvolves students in the work of their
peers by having thew respond to another student's recitation or

« work activity,
/. : ;

woal Directed Proipts . 7

s
N

Geal dirccted prousts are teacher questions or stategments aim»d at ¢

focusing the puprl on the steps inveived n reachiny his goal. Such .
questrons usaally deal with either work plans or word progress. Work ;o
plans proipts ake da1med dat getting the student to think through parts
of the work process gr work 'strateay he. will follow, and-anclude teacher
questions, such,as: “ahat is the first thing you should do on your pro-
‘Ject book? nr "Whatwihould you ag next on this assignment?”  or "How -
would you start on fhis new activit3?"  Other gaal directed prompts are -
aimed-at learning ‘hesstudents' projress on a work activity. Examples
e0f wOrk progress proipts ar2: "John, Low far have you gotfen”on your
notebook ™ or 'tow did vou get along yesterday in your library search?”

or "How arce\u prouressing on your science reort?" or "What ig the -
farst thne S du should ao after I hand back the test papers?” or “Are .~
you going to be able to fimish,im tise for your report next week?"

. Lo

, ¥ - : T : ’
Y30 shdd ecploy doal Directy Proupts to convey ideas such,as
- 7
« the following to” your ,tudents: . ’

Loow¥old, as the teacher, are anterested In the stulent's work and
- wantsto-Leep inforred about his progress.

«

<

-

2. He shculd plan his work so that each step will bé clear as he’
prugresses. ’ ; °

~
- -

| 3. Since you, the teacher, frequently ask about his progress on
his work, 1t musy be important. .If he is to have any progress
to report, hé must keep working towards his goal,

.

™~

[y
[ . ,

s ‘the teacher, want the studente to do well. When he- .
ounters problems, you are rcady to help Rim. :
“In susmary, you are .interested lb Ris pregress, want hwm to do :
well and ¢re ready to help if he '5.'; turn wiil do as well a5 he can.
b

EY

. 4. Jou
enc

. ¥

A -




ected Prompts are concerned with t
Work Showing

This includes a number of ‘sfrat
both groups and wndividuals to learn how well students

Peer Invojvement Strategies
- . K4

In some cases, 1t is difficult to differentiate between pork.
Showing and Gual Directed Prompts since bot™ may occur in the éﬁém
teacher action. In completing ydur Recognition Practicé Lessor,’ label
as "work sh&wing" any. teacher action in which the 1}
plays his’work, demonstrates a skill, or gives answers (suén as-choral

response) in wnich he demonstratesshnis knowledge or understanding of
the material he is studying.

tarner actually dis-

2

\ In_contrast, Goal Directed Prompts require the student to well
about his work rather than Show n15.work or démonstrate what he nas -
Tearncd.

Work showing deals with curriculum content while Goal Dir-
he woik or learning process.

tegies that the teacher cam use with ,

are progressing
“in their work activity. These include: . .
- 1. Students ho]d%ng up their.york for the teacher to check. -
2 . 21.‘SLudents recitisg 1n uni;gh‘go teacher queétion. ‘ . .
' - 3. {

Visual cheeking -» The teacher circulates and checks the work -
of «nonreciters wnile a given child is reciting.

The teacher requires a child to demonstrate and checks his
performance. : - ;
- ’

-

Using check points -- The teacher sets up certain checke 7
poiats 1n order to §ystematica]]y'check the progress of _the
class. For example, the teacher might say, “When you've
- finished step one, bring it up to me and 1 will make sure
it 15 correct before you go on." .

: -

7

' <. 1,

L
Individual -- The tedcher brings ather pupils”inty a ‘reci-
tation with cues such a., "Bil],,yOU and Jim work the problem
"together and be ready to help eaéh other out,“‘or "Mary,

listen to John's answer and be ready to add to what he.says."

e -

firoup -- These are strateqies which require the grouo to become ‘
~involved in the performance of an individual child. For ex-

ample, after an individual response, the teacher can say, "How

many of you agree with John's answer?" or "1 s.ce some of you

agree and some of you don't agree witn what Mary says. What

do you think of Mary's arnswer, Jim?" A game can also be‘used’,

to obtain group peer irvolvement. For example,, the teacher can ‘
set up two teams. The teacher asks a question to a member of
feant 1 and then calls on three i :ubers of Team 2 at random to

see 1f each can add ‘sonething to the Team 1 answer. Then, the
teacher asks a new question of Team 2 and calls on three members
of Team 1 to see if they'can add to tre Team 2 answer and so on,
Points could beé given for the 1nitial ahswer as well as the
additions made to the answer y the other team. . ot

. o '
B-37 -




LEARNER ACCOUNTABILITY*
- TRANSCRIPT  © * - .

. .
r w
i - ¢ . - .o
4 . . -
- . . v

Instructions: ~° ° o o

.

e There are several teacher behaviors which can be employed to hold = ‘
a student accountable for ‘his work during class thereby~increasing the .
studgnts' work involvement and reducing,the frequency of off-task behav-

- jor. Three of these behaviors are: - . ]

1: Goal Directed Prompts -- Teacher asks questions which focus®
on the student‘s goal by-asking him about his work_plans or
work progress. ) T R 1
2. Work Showing --, Teacher holds students accountable for their v
L ‘work by haying them show work or demonstrate skills or 1
t knowledge. ' - . - : L ..

- . 3. Peer Involvement -- Teacher involves students in the work of . _ i
- ) their peers by having them respond to another student's
- ’ recitation-or work activity.

o . L , ‘
<. T e . N |
The following is a transcript taken frjom a classroom situation,

Throughout the transcript you will find that.teacher remarks are under- T
19ned. Read edch remark and decide whether or not it is an example of,
one of the three teacher behaviors of Learner Accountability. To the .
left of each gpderlined statement, write.the appropriate symbol as 1
follows: , ) > . ’ |

-~

Goal Directed Prompts ° ' A
.Work Showing .

Peer Involvement
Nene of the above - . .

v GDP -
WS -
PI -
NA--




T: 7 Today, IP m going- ‘to divide you into two teams’
- for.a math activity. Each team will® take a turn

' Y stating a math story for the othe&team to solve., ‘.5’
— I ' ' A maximum of - four points a'probiem will be awarded;
- L . ’, )

|
|
I
l L Two points .for’settin_g’ up the problem and cofrect
i oL : mathematical notation the first time,, one point
’ “*if you get ’itpthewsec'ond time. Two points for
correct answer to the prob{em the first try and
{ i - "one point on the secona-try. - Thé captain of the /
e CA ’ " team ‘asking the ‘question will be able to choose
/! ¢ . ' any member of the oppos{te team to.set up and  -v
‘ solve, "’the problem on the board Therefore, there .
wﬂl bera one minute time period in whlch each

.. ‘ member of that team may work out the problem on

. a pdece of paper. I will hand each captain a set ,) *

of questions from which he may choose one to ask

. o PN . when it's his'téam‘s turn. Are there any questions
. ) before we begin? Since none of you raised your
1. - . hands, but are Tooking.a Htt]e ‘puzzled, I' c‘l.er
‘ to review. What does !our team do ghen asked a ‘
,‘ ‘ ; m:estif? Kent"

Kent: _ - They try to get the answer. ) ',/

S 2. __;__*r: - Do you agree with 'Rent._ (ﬁaire? o
’ Claire: In-a way, but he should -have said that all members \
. ' of the team work the problem be;.uuse no one knows ;
" oL 2 _ .. who the captain will call ont S g , ]{
. - - \ o | ve s 11
. - B39 ‘ |
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Theresa:i I'm Mnished. . _ S, . \

8. = T

I~ LY
Who can gdg somethiné,to Claire's statement? ‘Mike?l ’

B : R ~

Everyone in the team must be responsible for their

. - ' ) . - N .:o " . < . &S

. team to win. > : . :

* . . '-. . . P T . ; K
That's right, Mike. Naow, before you start.working.-. - . 1

N . ~ - - 3 “ '] . e

for points, let's have a trig] problem. I'11be ° . :

¢ thf?captain and you be the team. , Work out the
problem on paper and tHen I'11 call on one of &ou -

. .
to do the problem on the board: W111 all of you hold up

the pad of;paper my hel per t@s gjven you, SO I can,
k.Y
. be sure that each of 1ou is ready to go~to work: * .

M1ke, you don't have any paper, come-up to the

. desk and I'1T give you a pad. (pause) Okay, here is’ the .

‘proplem. Sue had 57 stamps. She pasted seven

- stamps A a row. How many rows of seven .could she .

»

make? You have one ‘minute. (pause‘ What are you going
to do first, Sally? . »

‘First, I waquld write the proh1em down on paper,

¢

but I'm not sure how to do this one. ° 2
| 4 . .

Try to work it several ways and see 1f you can get .

the answer. Theresaj how-far are you? . \

Gdod, Theresa. .Even though;g minyte isn't up, I'd -
) .

1ike to check your progress. Raise your hand to show 1

4-"-. s ‘ ,
how many of you are finished. ' (Several students raise.

hands ) Good, some of you are finished. The rest of you

. -

st111 have a 11tt1e time. (pause) Time! ‘Kent, will

¥

you come up and put ypur prob|em on the boar¢ . o . i

(Kent goes to the bqard and wr1tes‘down the problem
P-40
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-*

G "
+ -your work with his- Okay. will you expiain’

@
o

e

, ) ] , -
_and answer.) Tne rest.of you'ﬁatch and check . Y

. dfy\ded into 57 w0u]d go 8 t1mes wﬁth a remainder a

<

how you got that anSwerl !‘ .

There are 57 stamps with seven ina row. Seven

S s
of 1. . !V . . qo; . u‘ . . -
_'Do you all agree with Kent? Some qf you are " .
shazlng your heads Mxke, is somethingetne matter.* . ;,
.wlth this solut1on? s : X _in'ﬁ' ;“:{ : ,:, ¥»T:" -
Kent.forgot to wrfte remainder oi 1 -ip uith the
rest of the answer  He on]y wrote it down where S

he %ubtracted it. f o R

.. \

.That is r1ght. Mike. Rema inders must, be _S'Mn as LN

part of the answer. So I would give three -

-

‘points for ‘that answer -- ‘two because the’prob1em

a

was written torrectly. and one because the QOrrect . . K

'answer was grven tﬁe second time .. -,,

\ - .
- N

Let's begin to.pday now' Claire, you will be the

gaptain of Team A Start by read+ng one of the

o

—problems for Team B to work .
Nel] there are sfx tomatoes in each bagq and '
there‘aredﬁs bags. Hom many\tghatoes aré:there? 1

(pause) ” o ’
(Teacher~;alks-among students; obgerving.) \n- )
lHarlan. let me see your_work. - 0.K. Kim?. t e

Gocp -Theresa, your worktlooks real qood QB -‘: .  ;

far. ,_Keep it covered. though. S0 no-one can see o .
it. 4 Clatre. o o e

B-41



rSally: _

Time is up! Cagjalnl,you may- ca]] 0N someone to

answer* thws questwon

Sally. ) ~

Sally;fcome‘qﬁ to the Loard then and show us how

-

;'you worked the prob]em The rest of you watch
A

agaln to: cogpare your work -

(pause) . ‘

ga]]y; ewplain your answer, please.

I multiplied 35 by 6’to get a total of: 210 to-

Y

' f'matoes.

Two hundred ten tomatoes? Okay,\\sw many ;%,you

agree with Sally's answer? Good, becau;e Sally's

v ©
answer 15 correct. Sb, your team would get a

.total of four peints. Two points because the pro-

blem-was written right and two because thé answer.
. Lo

wasfrigh; the first time. Now, it's the other

team's .turn. -
. . A




> *, TRANSITIONS * '«

.

Description o: the Concept -

»

" - Intreduetion: |

This modulé is concerned with the -goncept of TRANSITIONS. The ~
 prifciple updérlyingxTRANSITIONS may be stated as follows: Classroom
MANAGEMENT TECHNIQUES, USED .BY THE TEACHER EITHER FACILITATE:OR INTERFERE -~ - -
-WITH THE SMOOTH TRANSITION FROM ONE CLASSROOM ACTIVITY TO ANOTHER. :

s . 2 LY =

Presently, the concept TRANSITIONS has 1ittle meaning for you. . \\
. ConsequentTy, you have no way of utitizing this in your teaching behavior. \
Before you can begin to employ TRANSITIONS in your classpoom teaching Y \,
behavior, it will bk necessary to translate this abstract concept into * AN

o f;"a meaningful Specifit tehaviars. In ‘short,~you must learn specific . L S

A S
- N D] » .

technigues in order to apply TRANSITIONS in your teaching. .In this’
module, you will be introduced to three behavioral-indicators of -t
TRANSITIONS. © A behavioral ihdicator is a specific bebavjor that you -

can usg in the classroom to apply TRANSITIONS to teaching. These three .
have been chosen for emphasis because use of positive TRANSITIONS and :
avoidance of negative -TRANSITIONS can increase pupi1 work involvement

and’ reduce disruptive hehavior in your classroom. Lo o -

. - ~
-
3
R
L

Learner Objectives:
-, - . At the completion of thi& module, ycu should understand and be’ .
‘able to apply the concept of Transitions. You wil} be asked to display ‘
your knewledge of the concept by presenting to the class a classroom
" situation which incorporates the three behavjoral indicators (negative - T

and positive) of Transitions.’ © . . »

o 14
+

el

Behaviorak-Indicators: : 3

~
ey
i

In this Tesson, we will deal with ‘thi.e specific behavioral |
indicators related to effective -transitions in the classroom. Each of -
these behaviors has & positive and negative,element. That is, the teacher
cah behave in one way which interferes with the classroom activities and
v teads to pnor transitions ar can dedl .ith the same problem ih another
way which does not interfere with the classroom activities and leads to .
smooth transitions hetween:gifferent topics. :

El




. . M
L4 \
- ‘ . - .

To achigve an understanding of the conce
pt, and be able to appl
1t, involves” earning the following 3 behaviora}l indicators: pp d

v 1. Stimulus_Boundedness -- The “téacher is deflected from the main
o - activaty and reacts to some external stimulus tnat 1s unrelated
to the on-going activaty, versus Delayed Response -- the teacher 3
delays responding to an unrelated stimulus until a natural break

occurs in the classroom activity. '

L

2. Tarust -- The teacher bursts in suddenly on the children's
activities in sich a manner as to indicate that her own intent of
———— - thought was the only determinant of. her -timing and point of = °
entry, versus Timely Inter3ect1on -~ The teacher introcuces infor-

N - mation in a manner which minimizes interruption to the student's
activity.
- - 3., F1p-Flop -- ".e teacher starts a new activity without bringing ,
. the original activity to a close and then returns to the original
L activity, versus Smooth Transition -- The teacher fu]ly completes
A one activity before moving on fo the next.
‘ s 3§p1mu1us-80undedness (SB-) e
) . o Stimulus-boundedness tends to interrupt the classroom act1v1t1es In
) " stawnulus-boundedness, an ongoing teacher activity is interrupted by
o~ ——an external stimulus. The teacher immediately responds to th. external .

stimulus, therefore, 1nterrupt1ng the ongoing activity. We will call®the
" “positive behavior that is opposed to stimulus-boundedness delayed response (SB#).
In this cases’when an extefnal stimulus is introduced into the classroom,

: the teacher continues with her act1v1ty and delays responding to the -
stimulus unt11 & natural break occurs in the classroom activity. In effect,
the teacher refuses to be sidetracked by an external stimulus that will result
1n stopping the normal.classroom act1v1t1es at a point where these activi-
ties should be continued. '

Thrust (T-) .
In a thrust, the teacher suddenly interrupt< the children's activi-
ties such as seatwork, at an inappropriate tiue. In-the case of the thrust, . P

the teacher 15 not respond1ng to an externul-stimulus. Instead, the teacher

thinks of some statement or question that should be raised and suddenly

bursts in on the classroom activity rather than wa1t1ng for a time when her

comment will not interrupt children who are involved in the act1v1ty

Thrysts frequently involve the teacher giving additional instructions -

or raising additional points that should have been raised prior to the:start

. of the students' activity. .We will call the positive opposite of a thrust

d a tamely interjection, (T+f. Ideally, the teacher should provide all necessary
information before students start a seatwork activity. However, when the |
teacher forgets to do th1s the information should be iptroduged in a manner

By

- +
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trat dous not suddenly break 1n on the children's c(tﬁglty, and should
be 1ntroduced at a point 1n_the activity where the interruption will
>have mnmimum effect on the activity.

| A flip-flop occurs when a teacher starts a new topic and having
gotten into the noew topic returns to make some comment or give addi-
“tional insiruction about the topic Just concluded. The flip-flop,

brrurs only near trans1t1ongpownts when one topic is-being concluded

and @ new topic 1s being introduced. We will call the opposite bchavior

smooth transition (FF+). A smooth transition is one where the teacher-

fully comp]etes the initial topic before moving on fo a new topic.

What are the essential differences amone stimulus- boundednnss
thrusts, and flip-flops? Stimulus-boundedness can be differentieted .
from .the other behavior indicators because it invariabky involves the
teacher responding to an exiernal stimulus. In contrast,” thrusts and
flip-flops usually occur because of an internal stimulus. That is, the
teacher thinks of something that should have been included and responds

to this thought. Thrusts can be differentiated from fHp-flops in that

_a thrust involves the teacher suddenly bursting in on a topic that is

already underway. While a thrust may occur at transition points, it
always involves a clear elemert of suddenness. Flip-flops always occur
at transition points and ba51ca11y involve the teacher oscillating be-
tween the old topic ,that is being concluded and the new top1c that is
being introduced. .

v




TRANSITIONS

Role-Playing

'

. A
Divide into three groups. Each group select one of the three

behavioral indicators of tranditions: Stimulus-Boundednéss, Thrust,
or Flip-Flop. Your task is to present a classroom situation to the
other groups incorporating your behavioral indicatcr of trafisitions

in first a ncgative and then a positive manner. = 1




WITHITNESS* ©

Description ot the Concept

Introduction;

The term WITHITNESS was coined by Kounind to refer to the teacher's
behavior that demonstrates, that she knows what is going on in the class-

. room. More precisely, Kounif defines WITHITNESS as " . . . a teacher
communicating o the children by her actual behavior that. she knows what
the children are doing . , ." In his research, however, Kounin's opera-

. tionad definition ~f WITHITNESS was much more Timited. sAlthough Kounin
. admits that other events could be used to measure WITHITNESS, he limited
. his measurement to desist events that the teacher employed in the class-
room. A desist is some action that a teacher takes to.stop a.child's
misbehavior. Kounin failed to find any relationship between style of
- desist used by the-teacher and the-success.of the teacher in stopping
, deviant child behavior. The important factors in.teacher desists appear
"~ © -to be (1) whether the desist is directed at the correct target, i.e., -~
the child who initiated the deviant behavior and (2) whether the desist .-
was timely, i.e., applied before the deviant behavior spreads to other
: children or increases in seriouspess. A teacher's-WITHITNESS score
- was obtained by dividing the total number of her desists by the number
of mistake~rree desists, i.e:, those directed to the correct target
| before the deviant behavior had spread or become more serious. In Kounin's
' study, he found a correlation of .615 between teacher WITHITNESS and pu-
I pil's work involvement and .531 between WITHITNESS and pupil deviant be-
{ ] havior. These relationships are high enough to_indicate that teacher
. WITHITNESS is an important factor ‘in keeping children on task-and reduc-
[ ing misbehavior in the classroom. . . ’ ‘
. . The principle underlying WITHLTNESS is: TEACHER BEHAVIORS WHICH - N
’ - DEMONSTRATE THAT-A TEACHER KNOWS WHAT IS GOING ON IN THE CLASSROOM
TERD TO INCREASE STUDENT WORK INVOLVCMENT AND DECREASE DEVIANT OR-DIS-
RUPTIVE STUGENT BEHAVIOR.
D ° ) At the present time, the conce, t ~ITHITNESS has 1ittle_meaning for
~ you. Consequently, you have no way of utilizing this-in your teaching
behavior. = Therefore, it will be -necessary to translate ‘this abstract .
[ concept into meaningful specific behaviors. In short, you must learn
specific techniques in order to apply WITHITNESS in your teachirg. In
' this ‘module, you will be introduced to four behavioral indicators of _
I ’ - WITHITNESS. A behavioral indicator is a specific behavior- that you can
apply in the classroom. There are other behaviors that a teacher can
- . use to apply WITHITNESS to teaching. These four behaiiors have been
- .chosen for emphasis because they are specific and clear-cut and can
! readily be dpplied in the classroom.

~

= - Lo

’ e ";g" BN |

9 Kounin, Jacob.S. Discipline and qroup mana ement in classrooms, -
New York: Holt, Rinehart and Winston Inc., ig?o.
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Learner Objectives:

can employ to reduce the frequency of deviant®or off-task pupil behavior..

~emphasized in this modyle. These behavioral indicators are: Desist,

At the completion of this module, you should ypderstand and be able
to apply the concept of Withitness. You will be asked to identify
examples of the four behavioral indicators of Withitness when given a
copy of teacher statements deal ‘ng with deviant behavior.

Definitions:
Withitness has been broadly defined as any behavior which the teacher ,

We have identified four behavioral indicators of Withitness that will be

Suggest Alternative Behavior, Concurrent Praise-and fNescription of
Desirable Behavior. - - }

<

Behavioral Indicatonsf

]

To achieve an understanding of the concept offwithitness, and be able
to apply it, involves learning the following four behavioral indicators:"

~{1) Desist--The teacher demonstrates ﬂithitﬁ@%s by telling
-~ ‘students to stop the deviant or off-task behavior. I
_ _ order_to be effective the désist must be:directed at the
student who injtiated the deviant behavior and must be
administered before the deviant behavior spreads or )
becomes more serious. It must be timeiy-and'on target
; (D+). If the desist is not timely or on target, it is a
negative desist 5eferﬁid to as (D-). 7

(2) 'Suggest Alternative Behavior--When deviant behavior océurs,
- the teacher diverts the.disruptive or off-task student by
suggesting that he, engage in an alternative behavior. |, .

" (3) - Concurrent Praise--The teacher avoids direct confrontation
with a student who is displaying deviant or off-task behavior
by concurrently praising the non-deviant or on-task behavior
‘of other §tudents. ‘

¢ . - !

(4) Description of Desirable Behavior--The teacher describes or
has.the off-task student describe the desirable behavior
which the student usually exhibits or should exhibit in
"place of the on-going deviant or off-task behavior..

=t
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Desist y -

In simple terms, a desist involkdy the teacher telling the studert
to stop disruptive or off-task behavior. Usually the desist consists of
little excep® the teacher telling the pupil to step doing whatever the
deviant behavior is although'desists differ in such varfables as firm-
ness, clarity and punitiveness.. Under extreme conditions iavolving
physical aggression where a child might be injured by the deviant be- ’
havior, ‘the teacher may use physical constraint in addition” to a verbal
desist. As a rule, the teacher should not use desist techniques if one
of the other Withitness behaviors such as concurrent praise is likely to
be effective. There-are three miin occasions when desist behaviors should- -
be- employed. .These are:

(1). When the pupil's deviant behavior is seriously disrupting the
- activities of the class. Since the teacher's use of a desist
" usually interrupts the class activities, it is not wise to use
desist behavior to stop deviant or off-.ask pupil behavior whigh
is not creating a seriods disturbance. In these cases, the-
teacher's verbat desist is likely to be more disturbing to the
.. Cclass than the deviant behavior itself, If you have studied
v the USU protocpl module on Transitions, you will recpgnize
that desist behaviors often constitute Thrusts or Stimulus
Boundedness on the part of the teacher unless the desist can

be carried out in a manner which does not disturb the rest of
the class., “ c

3

v (2) Desists should be used promptly in cases of deviant behavior

that involve physical 7 jgression on the part-of the child.

For example, if one child is poking another with a pencil,

the teacher should immediately use a desist to stop this )
-*" behavior since it could result jn the injury of a child. In
Situations of this sort where injury is poSsible, ‘the "teacher. .
may physically constrain the child in addition” to using a '
verbal desist’. ' ’ o

. . . . ]

(3) Desists should also be used with children who have consistently -
failed to respond to other strategies such as concurrent pra.ise
or sujqgesting alternate behavior. However, childen who con-
sistently fail to respond to alternative strategies should be
counseled by the teacher since the desist is essentially a
form of negative control, <0

% s ’
Another reason for avoiding the use of desists when other Strategies

are likely to work is that many children usé deviant behavior as a de-
vice for gaining teacher attention. The desist, of course, gises the
child the attention he is seeking while a behavior such as concurrent
praise does not. In his study of desist behavior, Kounin related the
degree of success of the desist in stopping misbehavior with various
characteristics of the desist such as clarity and firmness. He did not
find consistent significant rel jonships between .the style of the
teacher's desist behavior and g®tjng the child to stop the deviant be-
havior and return to on-task behavfor. The only consistent- finding wn
this regard was that when teachers display anger or punitiveness in their
desist behaviors, pupils in a class tend to react with more behavior dis-

ruption such as overt signs of anxiety,lregflesshess and reduced involve-
. i :
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_ment with the ongoing task than when teachers use desists that are -
not given in an angiy or punitive fashion. Therefore, displays of anger -
or punitive behavier should be avoided by the teacher. Such teacher
behavior has a negativ8 effect not only on the child who is the target
but on other ¢children as well. ‘

o~

Suggesting Alternative Behavior

' © .
Often, the teacher may stop deviant or off-task Hehavior by suggest-
ing some aiternate behavior to the deviant pupil. For example, if two -
_children are whispering the teacher can stop the off-task behavior by
asking one of the children to pass out papers or perform some other task

which remove's him frow the off-task situation. If the teachep is tryly- - - —

"with it", sne will note whether the deviant behavior has restmed after
the pupil completes the alternate behavjor that she has assigned to . -

him. If the deviant behavior does resdme, the teacher should try anothef -

strategy such as concurrent praise or descriptiop of desirable behavior.
However, if the deviant behavior-begins to spread to other children or
" constitutes a seripus disruption to the class activities, the teacher
should immediately use a firm, non-punitive desist. | -
. S . F- * . ;
Concurrent Praise 7 ) .

¥

» In many cases, if a child i§ involved in minor deviant behavior .
or off-task behavior, the teacher can gev him back on task by concyrrently
praising the behavior of a student who is on-task.. -This concurrent praise
can be directed at a child sitting 2ar the off-task ¢hild or can be di-
rected to all children in the gMup-who were on task. -Concurrent praise
should a®so be specific, i.e., the teacher should identify the specific
on-task behavior that' is being praised.., Some examples of concurrent praise
are: (1) "John, I like the’way you ggh Yut your workbook and got right
down £b doing the lesdon.” —{John-sits Wéxt to Jim who has started draw-. - -
ing pictures instead of getting out “his workbook).: (2) "Mary, ‘Joe and Bill,
you are doing-a fine job of follpwing "3 your reader while Jane reads."
(In this case, the teacher.has.praised’all the children in the reading
Group except-Frank who has been“looking out the window instead of follawing
the reading activity). (3) "I like the way most of you have worked on your
sciefice assignment without whispering or disturbing others." (In chis case,
two children in the group_are whispering while the rest of the children are
on-task). When using this technique, the teacher must be careful not to

- use a punitive tone of voiceor in any way compare one child unfavorably with
j~ another. For instance, the statement, "Jane, can you tell Lori the question,

you do such a good job of listening in class,” may have the desired effect
of getting Lori, who didn't hear the question, to pay attention, but it also
compares Lori to Jane unfavorably. The same effect could be accomplished
by simply making a positive statement to Jane ard no reference at all. to
tori; i.e., "Jane, can you repeat the question for us? You have been doing
a very good job of listening.in class.” Here the teacher overlaoks Lori's
unacceptale behavior completely while concurrently praising Jane's ac-+
ceptable behavior. e
Therefore, concurrent praise is a desirable strategy because it
praises on-task behavior and does not give attention to the deviant or
off-task child. Yet, even retarded children quickly recognize that when
they misbefrave, their peers réceive praise which is being withheld from
them.  Concurrent praise 's effective in bringing most deviant or off-task
children back to on-task behavior. : . .o

» 0 B-50 1:y
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Describe Desirable Behavior

. A deviant behavior can often be stopped if the teacher either (1)
- “describes the desirable behavior that should be going on as an alternate
to the deviant behavior, of (2) states the classrdom rule regarding the -
deviart behavior or (3) asky the deviant student tb describe the desirable .
behavior or state the rule. Desgribing desirable behavior «can take
several forms. For example, the teacher can state a rule&:ithout direct- - .
" ing this statement to any particular child. Let us suppos®, fpr:. example,
that the class has a rule that when they finish<an assignment early,
-they can work on their,art project for the remainder of the period. If
a child gets out his art work before completing the assignment, the
teacher might say "Remember class, our rule is ‘that you can work on your
art project only -after you have, finished your assignment.” Under the
same conditions, the teacher could direct the rule at tne leviant child .-
. by sayiag, "John,:remembet” our rule is that you cannot work on your art °
project until you have finished your reading assignment" or the teacher
could-ask the child to state the rule by saying, "John, what 1is.the class
rule about working bn your art project?" Or the teacher could describe

the child's usual behavior by saying, "John, you usually are very good | o
i about getting your assignments fimished beforg}uorkingmonﬁypuq art -
project.” . Y, o0

. T,

~ o

\ {

. - - ‘ .
= When using Withitness behaviors described “in this lesson, the
teacher <hould always note carefully the effects of her behavior on the
. Off-task or misbehaving pupil. Different Withitness behaviors_work best
with  different pupils. By carefully ‘ncting the effect of your Withit- .
ness behavior on a giveﬁ child you can quickly determine which behavior e
is most likely to be successful for a given child under a given set of
. conditions. Being "Withit" not only means that you quickly notice o .
= deviant or off-task behavijor and make some overt move to stop such bex
7™ havior, it alsé/ eans that you are alert. to the effects of your strag-
egies. g

The Effects of Withitness Strategies

~

B

-

Ignoring Dpdﬁant‘Behavior

Since many childyen use deviagt behavior as a device to gain -
teacher-attention, the *eacher can sometimes extinguish the deviant be-
Jhavior by ignoring it. If the behavior is minor and is not seriously
disturbing other pupils, %ou may wish to try ignoring some deviant . .
behaviors. You shculd rte carefully whether ignoring these behaviors, -
however; is successful in stopping the behavior and returning the
pupil to his regular classroomwork. ihis approach is not always
effective-since much deviant behayior is not designed to gain teacher

° attention. For example, if the pupil's real goal is to get the
attention ot his peers, it will do no good for the teacher to igqore
the behavior since the teacher is not the. source of reinforcement.
Another problem with ignoring deviant behavior is that students may
conclude that the teacher 'does not know what is going on, i.e., she
is not "with {t". , .. ‘ ’ ,




WITHITNESS TRANSQRIPT *

Instructions: ) . . ) .
There are several teacher béhavidrs which can be employed to demonstrate
that the teacher knows what is going on in the classroom and thereby reduce

the fregquency of off-task behavior Four of these behaviors are: , .

‘L Des1st -= The teacher demonstrates H1th1tness by tet%ing
students to stop the deviant or off-task bEhayaorh, Qﬁorder
$

to be effeftive, the desist must be directed at t dent *° : *
~~who initiated fhe deviant hehavior end must be admInlstered L )

before the deviant behavior spreadf or becomes hore ser10us
(D+). If the desist is not timely or on tcrget it 1s a
negative desist-referred to as (D-). 4

2. Su £ A]ternatlve Behavior -- When deviant behavior occurs, .
‘the teacher diverts the disruptive or off-task student by
P, suggesting that he engage in an alternat1ve behav1or

3.  Coacurrent Praise -- The teacher av01ds direct confrontat1on
with a student who i$ d1sp1ay1ng deviant or off-task behavior )
by concurrently prais ng the non-deviant or on-task behavior e
6f other students.

: F
* 4, Description of Desirable Behavior -- Fhe, teacher describes
. - or has the off-task student describe the desiralrle behawjor
"« ° which the student usually exhibits or should exhibit in
- place of the oh-going deviant or off-task behavior. . +

The following is a list of classroom situations 1nyolv1ng off-task or .
deviant student behavior. Each teacher:response is an ,féxamp]e offone of the -
* four Verbal teacher skills listed above. To the left of each situation;
write the appropriate symbol as follows:

.D+ -- Desist (Use D- if'the_Des15t~is not timely and on-target.)
SAB -- Suggestion of Alternative Behavior . .
P -- ConcurrentrPraiSe : . ’
. DDB -- Description of Destrable.Behavior .

NA - Not an examplie of any of the Withitness behaviors.
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Now let's get out our textbooks (teacher pauses
as_students get out materials; however, Dave is

.re&@ing the 'schocl newspaper).

I'm glad to see Tony and Jéme§ are all ready to.
start our discussirn. They.have their textbooks

out and are read- *7 begin.

(Dave continues to read.)

. .
: Dave would you please hand out these wprksheetg( /

(Jeff ‘reaches-over and punches ¥m.) o e :

: ~Jeff, you're usually very attentive 1ﬁ’class. .
What's the trcuble? ‘

&

- . . I
(Jeff punches Tim again, and Tim punches back. )"
Jeff 1¢$Ve Tim alone and pay attention to the

lesson. No more nonsense.

(Lou is-thumbing through. the textbook when the -

teacher calls on her to read.)

:. Lou, you usually listen and kriew exactly where
we are. Please try to ytay-with the class.

pencil.)

also dangerous. ‘

(Tom tries to get Julie's attention by tapping

her on the shoulder.)

: " Rick and Lor{; I ‘appreciate the way you two are
paying attention. You're doing a fire job.

(Erfic cannot supply an answer from the homework assign-
ment because he did not do the-work.)

Eric, What is our procedure when I give a class

assignment for everyone?

- s e

119

-

(virginia pokes student in front of heﬁ'with ‘

Virginia, not' only does that bother Eric,git‘s

A

-------------
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(Jeff reaches over and, knocks James' books ¢ff
the desk:)

®

¢

9
Jeff, how many times have I told you to keep your
hands to yourself? - (Jeff tries to exp]ain) No,
don't want to hear anything abeut it, just pay

.attention and keep your hands to yourself. .

(Lorx is ‘looking .for something in her notebook

when ca]led ‘upon by “the teacher. ) .

Jane can you give us the answer " You've been
- doing a good job of listening and keeping up today.

(As teacher collects paper Virginit and Erxc
start tmwhwper ) .‘

cI'd ]ike to have Virginia and Bric pass out the\, -

worksheets for tumorrow.
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= 2“ Sesszbr 1t begins with the section entitled "Supporting BehaV1or" s - )
After. viewing the film entitled "Supporting Behavior", a teacher can bette -
understand the effect suppor®ing behavior has on the self-concept, emotional
- .development, cognitive development, and social devglopment of Students. -

a - * L4

"Teacher Language" contains four subtopics which stress theé importance "
~ of effective teacher language. The first subtopic, "Clarity" suggests the

.- use of precise, short, and simple statements .or questions for explaining !
w~_, a concept'or an idea. The second subtopic, "Organization”, emphasizes tEe
o need for reviews of past subject matter and current subject matter at the
. beginning, the end, and other appropriate places during the lesson. ‘The v

L o . third subtepic, "Emph<>1s", points out effective techniques such as voice modula-
“ 4 - tion, paraphrasing and cueing which indicate important points for students to
: remember. The last subtopic, "Feedback" imparts the need # solicit feeiback
-from students to determine their understanding, interest ar attitude toward °
SubJEg& mattér.

E

> :3x  Directions . . : -
o This supplement  contains two sections entitled "Supporting Behavior" and . .A/'u
"Teacher.language". "Teacher Language" has four subtopics. .In each section

-you will be asked to rzad and stuay the written jnformation. Where transcr1pts

or exercises.are provided you may test your learning comprehension by com- - .

- . pleting thém individually or in smalT groups. Below vou will find directions

77 mfor the omplet1on of each section. Read the directions carefully before you

' begin, td insure successful completion of each section. Be sure to check the
answers with the facilitator. v -

" e

Supporting Behavior*

& . F 4 B
A.“w 1. Read the opening statement and complete the Pre-Viewing Activities. .-
2. View tie film. -

SN 3. Review film observations by daing the Post-Viewing Activities in small
"*‘} - groups.

A 4.- Check your answers with the program facilitator. ' .

<i‘/ +5. Read and study the subtopic, "The Concept of Self is a Product of
N - Transactions With Others".
o ‘ii 6. Complete in your own words the exercise, "Proposed Effects of 3/

_ Suppor®ng Behavior" while working in small groups®t’
:7. After observing one of your students, do the exercise, "Actual Effects

LI of Supporting Behavior".
%5?"1 8. Be prepared to discuss the above classroom activity in the next session

L o o C-1q 07 - ‘ ;
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Teacher Language*

A, Clarity
Ly
1. Read and study "Clarity - Description of the Concept" .
2. Check your learning comprehension by doing the transcript, "Clarity".
3. Check your answers with the program facilitator.

> B. Organization**

1. Pead and study "OrgaQJzat1on -Description of the Concept”.
2. After readinrg the concept or during the presentation, fill in the
-, necessary information on the "Organization" worksheet.
R 3. Check your answers with' the program facilitator.
’ 4. Present a role playing exercise on "Organization" or develpp a series
. of teacher statements that demonstrate this concept.

C. Emphasis** . °

1. \Read and study "Empha3is - Description of the Concept".

2. After reading about the concept or during the presentat1on,

- ’ provide the negessary information for the "Emphasis" worksheet.

%3. Check your answers with the’ program facilitator. =

~ . 4.% Present, a role playing exercise on "Emphasis” -or develop a series
: of teacher statements that demonstrate this concept.

)

: . D Feedback**

. 1.~ Read and study "Feedback - Description of the Concept".
. -2. After reading about the concept or during the presentation, test
. ycur understanding by doing the "Feedback" worksheet.
3. Check your answers with the program facilitator. !
4. Present a role playing exercise on "Feedback" or develop a series
of teacher statements that demonstrate this concept.

* Th2 source of materials indicated throughout the supplement
may be found in the Facilitator's Guide.
** Note - The facilitator may assign these top1cs to sma]l groups
for presentation to the entire class.

©




SUPPORTING BEHAVIOR =

SUPPORTING BEHAVIOR

It is generally agreed that parenfs:and teachers profoundly influence

., _both the intellectual and emotional “development of children through
supporting behavior. To be an effective influence .for positive develep--
ment, adult supporting behavior must be thoughtful and consistent.

I.. PRE-VIEWING ACTIVITIES

ter

- '

1. 'In your own words define supporting behavior.

2. Recall the evepts of the paét week. You must have npticed some
situations in which adults exhibited supporting behavior toward .

children. Briefly describe the specific, observable behaviors
_ that you would ‘label as supporting. '




CIIT. POST-VIEWING ACTIVITIES N )

These activities will help you to further develop your understanding of
supporting behavior. They will help-you become more sensitive to the
Characteristics of supporting behavior, more aware of opportunities to be
supporting,qand more considerate of the consequences for children.

|
1. Begin to organize your thoughts by restating the film definition
for suppcrting behavior. ' ' : ‘

--

2. List the supporting behcyiors ‘that you observed in the film. (List ) 1
only what you-saw, not what you may have inferred.) A




-

-do, and what he might become. )

A3

e

<
-

IV.THE CONCEPT OF SELF IS A PRODUCT OF TRANSACTIONS WITH OTHERS.

.

Transaction is the negoti~tion of ‘meaning between yourself and others.
When you express an idea or behavior, another responds to indicate a
deyree of understanding or agreement. The response "feeds back" to.you,
causing yeu te maintain or correct your own understanding of the original
idea or behavior. Through this feedback process you constantly "check
out”. the sensibility, logic and acceptability of your own expressions.
You come to regard your language as clear if others indicate they under- .
stand your meaning. You regard your.logic as sound if others agree that
it is $0., You regard yourself as worghy if others tell you-.that you are
worthy. . - .

ES

~ el

"As you transact with others you are "checking ﬁourself out." You nego-

tiate your identity in your own eyes and in others. When you receive
positive, reinforQing feedback about your ideas, and. behaviors, it means
that other péople See you as ‘favorable as you see yourself. Negative,

.disparaging feedback, means, that others see you unfayprably. If you

consistently receive negative feédback,—your‘se]f-concgpt changes to
to bring it in line with the views of those others. :
\ ¢ -

A teacher whg seeks opportunities to §Lpport a child provides important

feedback ijch helps that child develop a stronger, more competent self-

image. This, information helps the child clarify who he is, what he can
)

A person who believes, realistically or, not, that he is likely to
succeed and that he deservss respect and attention wil) present a
posture of confidence and thereby intrease the lLikelihood of his
success and the respectful attention of others. Such a person's

. expectations become” a reality to others as well as_to himself, both
by virtue of his gvert actions and statements. and b the energizin .
effects that positive expectations for the future are |igeiy to have

upon the present. '

S. Coopersmith, ~Antecedents of Se]f-Esteéh
(San Francisco: W. H. Freeman, 1967)

A pubil's expectations of self are generated and maintained th?ough the
process of transaction with signi~icant others. A teacher is a "signi--
ficant other" in-a pupil's life. ~




&

V. PROPOSED EFFECTS OF SUPPORTING BEHAVIOR

. What do you thinﬁ happens to“a cnitd wnen you éust&in, uphold and defend '
' . him? What meanings are you transacting with him? - With others who may
be involved? Use the chart below to organize and record your ideas. i

Effects of Supborting Behavior on Child's...

s . . -

~

Immediate Effects ‘Long-Term Effects

:..Sel¥-Concept x " L ° .

. .General
Emotional
Development,

L. .Cognitive . .
Development o : :

—— .

.. Social . :
Development )

s 1u3
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VI. ACTUAL EFFECTS OF "SUPPORTING BEHAVIOR

Choose a pupil from your class whom you recognize as needing support.
Over a five-day period make a point of supporting him frequently. Look
for opportunities to do so. At the end og the ?ive-day period-notice
any changes in the child. Record thesg in the table betow.

* [ ]

Effects of Supporting Behavior on Child's...

Describe Changes You Describe Changes You |
Have Seen Occur Think Occurred

...Self-concept|.
p .

...General
Emotional‘
Development |

...Cognitive .
Development . ' g

L ..Social
Development

- c-7 129
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CLARITY

. Description of the Concept*

Introduction

Thls modu]e deals with the concept CLARITY as it relates to teacher ver-
bal behavior in the classroom. The principle underlying CLARITY may be
stated as follows: Teacher use of clear and precise language tends to make
the material more understandable and increases student achievement.

The concept CLARITY can be useful as a general g:ide to follow in your X
teaching. For example, a sign with the word CLARITY posted in your rcom will
serve as a general reminder ta both you and your students of the importance of
this concept in effective.communication. However, to be most valuable in im-
proving your teaching, you should translate this abstract concept into 'speci-
fic behaviors that you can incorporate into your teaching style. You can then
focus your attention on these behaviors until you use them naturally and
effectively. This module will introduce you to three behavioral indicators
of CLARITY. A behavioral indicator is a specific behavior that you can apply
in the classroom. There are many other ways that a teacher can apply CLARITY
to teaching. However, these three have lbeen chosen for emphasis because (1)
they can be used in a wide range of teaching situations, (2) they have been
found to bring about improvement in student achievement, and (3) they are
s1mple enough for you to master without practice in a regular classroom.

Learner Objectives P

At the completion of this module wou should understand and be able to
apply the concept of CLARITY, You will be asked to identify examples or
violations of the three behavioral indicators of CLARITY when given a trans-
script of a classroom Situation.

The Behavioral Indicators

In the field of communication, * 'noise” is defined as any extraneous
fauditory sound(s) which interfere with the transmission of the communicated }
Messagu e major purpose of the behavioral indicators presented below are -~

~tq iTlustrate ways in whlch the teacher can present material in a clear manner, :

without the presence of 'noise”, thus lessening the chance of misinterpretation
on the part of the student. o

-
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To achieve an understanding of the concepf of CLARITY, and be able to
apply it, involves learning the following three behavioral indicators:

1. Precise Language--Tne teacher avoids the use of vague or
ambiguous language in classrogm presentation and utilizes
precise and definite language in directions, description,
and illustrations. : .

2. Asking Single Questions--The teacher calls for an answer
to oniy one question at a time, rather than asking two
or more questions before seeking a student response,

3. Defining New Words--The teacher introduces new terms by
defining them or.eliciting student definitions and
seeking feedback to determire if students, have a ‘clear

. understanding of their medning.

L]

Y €

Precise Language Lt . ‘e

A1l teachers use vague and imprecise words such as "some, much, few, seem, °

may. .-." but those who fail in the art of classrqom communication tend. to use
them in greater prsbortion. It is not the intent of,this ‘module to eliminate
-from. your vocabulary all words that are.somewhat imprecise. However, whenever
~ the content of your lesson permits a choice hatween vegue and precise state-
ments, you should strive toward precise languagde. Research has’ .
clearly demonstrated that your students will learn more effectively if you use
precise language and 4void vague Tanguage, The following is a list of words
common to everyday speech that tend to make your descriptive remarks vague or’
dmbiguous. Use such words only when more precise language is hot appropriate.

some few - perhaps
many, . much | > probably

of course ¢ maybe something

a Tittle . . in fact actually -
things . you see

At times, non-specific words such as "some" or “probably" are appropriate
in teaching. Sometimes, a.divergent, non-spe¢ific question is very effective
in stimulating students to seek a solution for problems. For example, a
teacher might say, "Let us imagine‘that we were asked to sét up a colony tn -
the Moon. There are many things we wolld have to consider. Remembering all
that we have learngd about the Moon, what are some of the problems we would
probably have to‘solve?® This question uses vague words effectively to encour-
age a divergent approach to the problem. The student must bring together
different "bits" of information, rearrange them in a new configuration, and
apply them to the question. Thus, imprecise language is often useful in diver-
gent or open-ended questions. Precise language, on the other hand, 7s most
effective in teacher- descriptions, in presenting new information to students,
and in answering student questions. :

-
o

©

o

T
-
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Another importunt aspect of clarity is the complexity-of terminology ’ -
and sentence structure., In their monumental volume Learning from Fiims, /

May and Lumsdaine (1958) investigated how a variety of independent variables
influence one's avility to acquire new knowledge. One of their studies was
designéd to determine the effects of ambiguous language. .In this study a
20-minute film "What is China" was rewritten so that there were two versions
of the cdhnmntary. The difficult version was an attempt to imitate the style
of more advanced high school textbooks, A second or easy versio? was made by
breaking long sentences into shart ones, replacing acadamic constructions by
,colloquialisms, simplifying the grammar and replacing unfamiliar words with
familiar ones. The cCommentaries were then split in half so that each group
of subjects received one-half of the easy «commentary and one-half of the diffi-
cult., One hundred and thirteen pupils’ from the 7th and 8th .grade viewed film
version A (first half difficult, second half easy) and 119 .pupils viewed film

. version B (first half easy, second half difficult), Results from a post-test
evaluation found.that d:fferences were not significant between the two first
halves but were significant favoring the easy version at the .01 level for '
the second halves. In terms of achievement, those who had the easy version - s
on the second half gained about one third more than those who had the :diffi- .
cult version. These results clearly dewonstrate that your use of clear,
simple language as a teacher can have a significant effect upon the learning
of your students. ‘ "

Asking Single Questions

<

Anotiier simple teacher language pattern that can improve §tudent achieve-

ment is the use of single questions in discussion and recitation lessons, This

component of clartty was investigated by Wright and Nuthall (1970). In this >

study, the investigators correlated teacher behavior varjables with student
- achievement in the mastery of science concepts. They found that teacher

"utterances" (an utterance was defined as a single teacher-pupil interaction) -

containing only one quéstion‘were_posipjxg]y and sjgnificantly related to

achievement. (r=,43), while asking two or nore questions before getting an _

answer was .egatively related to achievement (r=.52). This led the researchers,

to concluge that greater pupil knowledge of subject matter will be produced by

teachers who ask relatively direct questions one at a time which can be an-

sweéred by pupils without the need for additional inforwation or rephrasing of |

the question. One of the great’problems of students at all academic levels ® |
" is figuring out what the teacher wants. When you, as a teacher, ask two diff- {

erent questions in the same breath or mix your questions with your expository

remarks,. many students will inevitably be confused. Confusion of this sort K |
- is frustrating to your students and, as research hat demonstrated, intertferes

significantly with their learning. = -

-

~

LY

Defining tlew Words : )

In the process of acquiring new knowledée and dealing with new ideas, the ,
student is constantly adding new words to his vocabulary. The work of May and
yumsdaing (1958), cited earlier, clearly indicates that achievemeng is adverSg]y

3

-

e
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affected when the student is confronted with words as they arise, One of the - .
most important habits you can develop is to be alert to new words and provide
definitions when new words are introdyced.
Since students in a given classroom differ greatly in their vocabulary .
levels, it is usually possible to elicit definitions of new words from your . -« °
class. If none of your students can define the new word, you can often help ot
‘them discover the definition. Clues to the meaning of a word can usually be - ’
obtained by breaking the word into its ‘parts or by analyzing the context in
which the word is used. You should encourage students to-.ry definitions by
Context analysis. New words are often related to words the students already
know. The class should be enccuraged to study the makeup of the new word in >t
seeking clues to its meaning. ' . . .
The aforemanlioned strategies uSua14y result in students arriving at &
suitable definition., If your efforts to elicit student definitions fail,.you *
" should either give the class a definition or refer students to.the dictionary. T
The important point to remember is that new words must be defined if.tMe student
is to learn. Helping students arrive at a definition is dsually preferable to

your giving a definition, but in either case, understanding the new word is 0
essential. ' :

e .

-~

a
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There nre‘qevcral spcciflc skills Lhat teathers can use to make
thelr classroom discussion less ambiguous meloying these techniques
willoincreJSE‘student achievement. Three such skills are:-

8 ¢

. ¢ * »

L. DLfin.ng new words-—The teacher introduces new terms by defining
them or eliciting student definitions' and seeking feedback to
. determine 1f students have a clear understanding of " their mganing." E

- * .

2. Precksc Lang)agg-—Thc teacher avolds the use of vague or am- L7
o biguoua .language in classroom presentation and utilizes precise
and definite language in directions descriptions and illustrations..

*

3. Asking qinLAe questions--The teacrer calls for an answer -to only

lined.

Read cach refpark and declde whether it .1s an example or a violation °

of ong, of Lhe thylee verbhal procedures liqtedvabove. Then write the
npproprinte symbgl as follows: ' . ) o

' 3
- -t
Dt Teacher defines new words (if teacher elicits student defi-
nfitipns, use Ds) . .
Pi+ - Preqise language (if teacher violates this procedure by using

. Y vapgue languagu. use P1-)
Sq+<  Single questton (1f teacher violates thiq procedure by using
’ multiple questlona, usé Sq-) If the single question is asking .
. for a deflnitlon,>score as a definiflon.”. . .
NA? N6t an example or violation of .any of these behaviorq

’ a
-". M
~ .

' -
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thn:

Martia:

[y

ST

. b

“Martha:

[y

““Brlans

Al

. . .

<

Class, today's story;has to do with a person, thral has

7 -b

2 handicap. Jolm, do you know ayone who has a handl-
R - , . < -
cap? .
1'm.not sure, What docs handicap mean? ‘ )
Look al the word as | write 1t on the hoard.  Handfcap.
Who can tell me what the word handicap means?  Rosy?
Well, llke if you're blind, deaf, or you can!t talk,
then you have a handicup. T

# ' - . . .
Okay, these are_types_of. handicaps. Martha? -

Don't you hagc a handlcap when you are glven pofnﬁs »

LH0 tpat you®are even with others?
k-]

Yes, Lf jyou are thinking of a sport. }

Well, -1 was thiaking of golf. ’ .
* ‘ ; LY

Okay, that may have Bbucthing to Yo with this. e £.n?

- (The underlined section is a violatibn of one of the
Qéhuviordl;{ndicatérs. Indicate which one.) , E

llow many people ln thQQUQited States are handicappcd?
Well, there are quite a few. - (The underlined section is

bt Semindhtih St i A 3‘
i violatfon ol one of the behaviorul {ndicators. Indicage-

. s .
which one.) Who else ¢an respond.to this question? So

far, Rosy has said .that blind and deaf people are handi-
s * 3 -
capped and what Ma¥tha said 1% also true. landigaps are .
i - " ¢
{nvolved in some sports. If you're*not quite as geod a

player as someone celse, you may be gilven a handicap. For

* ‘ fi . L)

example, If you bowlyand you argn't very good, you will be

glven a certain number of points at the beginning of the

: ' . q
pame or they may add so many points td yobur game. ' Tami?

4 *

<« : "
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‘é‘c . Taml: Doesn't handlcapped mean crippled? ‘

1 Crippled or disadvantaged. [n the story thev used the

.

ward hondlcapped for someone who s disadvantaged. 1f

6. you _Il_l‘(.‘_ﬁl_l_t_;.l__(_l_l;'-}'\‘lil_\':l‘l_)_[;l&k‘-__w_l_l_t_'_n_x‘()'u are .l_l..l_ndi(uxpp(-dj what
[ o *

would you say that this means? Rosy?

o . Rosy: Um, if you are blind, you would have an advantage if you

'

could see.

T: Okay, then if somcone cannot sec they are. at a disadvan-
. N ,
- N
7. tage. If you broke this word into syllables, you would

.- bave dis and advantage. If advantage means to have an T
cdge on somgone, what docs the prefix dis mean? Mellssa?

Melisuar Well, If you're not content,

el

L T . Clark? .
Clark: =~ It means not. ) B . ) :
. 8. 1 jjg;iﬁrgpfrect. It mcans not or.without. kufhout an .
advantage.’ §o’a.person with a handicap is without an ad- }//
e T vantage or lacking in a certaincfréa. Many pebple h;ve . ?/
.
handicaps. 1 would even chahce to say that everyone of J
you {in thc_rdom has somq kind of h;ndivap. ngever, your / '
# handlcaps are probably small ones; like, maybe you cannot /
run as fast ss others can, so when you're playing a run- A f‘ .

ning game, you are handicapped. Maybe you cannot rcad as
well as others in your class. When yofi're reading or when
you're doing something with reading you are handicapped.

- . Phystcal handicaps are like being blind or deaf. What's

9, _ - . another kind of physical handfcap? Can you think of some-

'

v thing that can be wrong with your body or something that

¥

FRIC ‘.

A Fuirmext provided by ERic:
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Kristine:

Mike:
10. T:
Rosy:
T:
11
12.
Jeff:
13.___ T
Jeff:
. T
Mellissa:
14 T

h 2

would make you different? Kristine? (The underlined

‘Lack of speech or speech proﬁlem.

section is a vidlatiun~of one of the hehav.oral indica-

i

tors, indicate whlch'one.)
Retarded? ~ .

Maybe, retarded. -Mike? 9

Crippled hands.

Yes, 'that's an example of a phvsi;nl handicap. Can
someQne give.anéthcr example?

Lack ofﬁspeech.

J Okay, in'today's story
the person in the story has a physical handicap. ler
name (s Helen Keller and'I'm sure many of you have lieard
about her. Today's sgory deseribes her handiﬁ?p and part

of her life. Some people, are born with thelr handicaps

but not Helen Keiler.

At 19 months she was {1] and had

a very high fever which caused her to become blind and

deaf. In the story it tells how Helen Keller partially

corrects her handicaps with the help of a therapist.

Does anyone know what a therapist is? Jeff?

Well, it's a person who helps another person.

What does a speech therapist do?

I know he gives kids lessons and they practice them to-
make them talk better. '
Do you have anything to add, Melissa?

1

.es, 1sn't a speech théﬂhpist sort of like a doctor? _

To become a speech therapist one must attend a university

or college which offers a graduate program in specch

c-16 1o
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Niel:

® ———

Margery:

therapy, Ne usually goes to college five or six years

before he is ready to’help people who have speech’

problems, . '
N B ' .
But there are other kinds of therapists too, besides

spevch,

el

By

Yen, & Ltherapls t o is a J)_c_m_o_nww!n_«_): _h_.l'S_ _s‘_L‘ui(‘l.(_.‘_(l _one tqu___n_(_ X

probiem or handicap dand~then uses the skilis he has dcarncd
to help people overcome thelr handlcap. 0f course, all

handicaps cannot be cured. For example, it is often not
possible to correct the vis‘on of the blind so that they

can sce-again., But what can be done to help blind people

dyefqgmp their handicap? Margery?
Maybe they could be taught Braille.
\‘

Okay, blind people who cSh\read Braille can overcome part

of the handlcap of seing blind. ?

llow du people read in waille?

.
5

Well, symbols to represent letters are pressed into the

rapuer so the paper has_raised dots on it. The blind person

runs his fingers over the paper and can read by feeling

how the dots are arranged.

¥




ORGANIZATION

2

Description of the Concept *

Introduction

This instructional package deals with teacher language that is designed
to aid students in organizing their learning, We will call the concept upon
which this kind of teacher Tanguage is,based ORGANIZATION. The principle under-
lying ORGANIZATION may be stated as follows: ~Teacher Tanguige designed to help
the student organize his learning and place it in contcxt tends to Jncrease
student achievement. Research has clearly demonstrated the validity of this
principle, Therefore, an understanding of this concept and of the ways it can
be applied to your classroom behavior can make you a more effective-teacher.

Presently, the concept ORGANIZATION has little meaning to you. Consequently,
you have no way of utilizing this in your teaching behavior. Before you can be~
gin to employ organization in your classroom teaching behavior, it will be
necessary to translate this abstract concept into meaningful specific behaviors.
In short, you must learn specific techniques in order to apply ORGANIZATION in
your feaching. In this module you will“be introduced-to four behavioral
indicators of ORGANIZATION. A behavioral indicator is a $pecific benavior that
you can use in the classroom to apply the concept. There are other behaviors
that a teacher can use to apply organization to teaching. These four have been
chosen for emphasis because (1) they can be used in a wide range of teaching

_ Situations, (2) they bring about substantial improvement in student participa--

tion and (3) they are simple enough for you to master without practice in a
regular classroom, :

-

Learner Objectivec

At the completion of this module you should understand and be able to apply

" the concept of ORGANIZATION. You will be asked to present an explanation of the

concept, and the teacher behaviors involved, to the group and provide examples
by either . (1) role playing a clascroom situation or, (2) developing a series

of teacher statements that demonstrate the concept of ORGANIZATION, to be iden-
tified by the group. :

The Behavioral Indicators

To achieve an understanding of the concept of ORGANIZATION, and be able to
apply it, involves learning the following behavioral indjcators:

1. Teacher Elicits Review--At the start of the lesson and as
needed throughcut the lesson, the:teacher frames questions
to elicit from stuuents review of relevant past learning,

C-1B4 ©
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2. Teacher Reviews-~At the beginning and as needed throughout

-the lesson, the teacher supplies a review of relevant past
learning. ’

3. Terminal §tructyref-Near the end of the lesson, the teacher
gdds coritent relevant.information which has not been
covered in -the discussion.

4." Summary Revigur<ﬂgér the end of the }essgn, the teacher

////jz;ifyg/thé’hain ideas and the essential content of the
] 30n,

“Using these simple but significant behaviors can make a considerable differ-
ence in your teaching effectiveness. Your continued use of these four behaviors

will lead students to more effectively organize their learning and thus increase
student achievement, -

Teacher E]icit§ﬁﬁeview

It is not uncommon to find teachers beginning-their class discussion with
a point blank barrage of dates, names, places and events. Often, this leaves

the students confused as to how this new information relates to previous learning
and also unsure of the direction that will be taken with the new material to be
covered. This "coming from nowhere and moving in who knows what direction" can
be eliminated by good ORGANIZATION. Teacher language which elicits from the
student a review of relevant past learning contributes to. good organization,
Essentially, this process involves the teacher implementing effective question-
ing procedures. The questions should be posed in such a manner so as to provide
a foundation of ideas and informatio®™Upon which you can. build the new lesson,
Your-questions‘also help you determine what specifically the students do not
know. In order to accomplish this, your questions should begin with broad
topics and gradually become more specific. For example, a teacher might follow
the following lines of questioning: N ) .

Teacher (T): Alex, what were we discussing yesterday? .
A]ex; i Well, we were talking about war,
T: - Can you tell me WhiF war we were distussing?
Alex: , It was the Civil War.
T: * Good. Can you tell me what we did discuss?
‘A1ex: | Well, we talked about the causes for ‘the north to
fight the south. v
T . What was one speciffc cause we mentioned?
Alex: ‘ Well, in the south they wanted to keep the Negroes

slaves 'cause they needed them to pick cotton and the
people in the north didn't want to have slaves 'cause
they didn't have any cotton to be picked.

c-19
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Another example of eliciting a student review is: "John, would you tell

us all you can about our discussion about ffuit flies in spience class yester-
day.," ’ ) '

Not only does this technique help students establish the information base
they need to move on to new ideas and content, but it also indicates to the
teac. - where his/her teaching failed to communicate. Hence, the teather is in
a better position to effectively reconstruct the daficits of ihe previous instruc-
tioral sequence and thus supply the missing information. : :

o

Teacher Review

The teacher review of past learning s different from the teacher elicited
review in that the teacher takes the initiative of providing the content or
ideas needed by the student to maqve ahead. Here, rather than question the stu-
dents, 1t becomes the job of. the t@acher to synthesize and integrate the data.
Often times, this means clarificat on of previously misconstrued concepts. In
. this case, the teacher briefly outlines or summarizes for the student the rele-
vant information., Cxamples of teacher review are as follows: "Yest:rday we
discovered in_our science experiments several properties of light. We found
that light travels in straight lines, .and that it can be reflected, absorbed,
diffused and bent." "Yesterday, we talked about cell construction. The main
point-from this lesson is that the nucleus, cytoplasm and cell wall are. the
basic structures found in almost all living cells."

. ¥ . . . . . . . .
This process of review provides a situation in which-misconceptions can

be corrected, lacking information added, and a foundation built from whjch the
teacher can move to more complex concepts or new Zontent. ’

Observation and analysis of teachers who are well organized has led to
the conclusion that the establishment of the knowledge base (that is, checking
for the amount of knowledge and comprehension level of the student) is an im-
portant part of the organized teacher's repertoire of behaviors.

(3

:

Terminating the Lesson

The two behavioral indicators included under this .heading are (1) ter-
minal structure, and (2) summary review. These behavioral indicators are
very similar and generally camnot be differentiated by an observer unless he
knows in detail what the class has previously coveréd. In providing terminal
structure, the tcacher adds new content-relevant information that has not been
covered in the discussion,. In summary review, teacher brings together the
main points that have been covered in the discwésion. Terminal structuring is
particularly useful if the topic is to be discussed further since it helps to
set the stage for the next discussion. Both terminal structuring and summary
review, when used by the teacher to organize presentation, correlate with in-
creased;student achievement, :

I3
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Two examples of terminal structuring are as follows: “Today in our ‘
1esson we have talked about the continental shelf which extends into the ocean
from the shore of the continent. But, we didn't mention depth of the shelf.
Did you know the average deptnh of the shelf is 400 feet?" “In our science
lesson today, we talked about the Sun, but I didn't talk about the materials

that compose it. More than 99% of the Sun's mass is made up of hydrogen and
helium," , . -

Examples of summary review are is follows: "“We have a very interesting
lesson today on light. In this lesson, we discovered that light from the Sun
is not simple, but is made up of many colors. A prism, such as we used in
class today, sorts white light into these many colors." “An atom, as we dis~
coverad in our science discussion today, is a tiny particle of which substances
are made, The nucleus.of an atom is made up of protons and neutrans. Composing

. the rest of the atom are electruns which orbit around the nucleus."

Sumnarz

The concept ORGANIZATION is concerned with teaching language that is de-
signed to aid students in organizing their learning. The four specific behaviora)
indicators of ORGANIZATION that we have presented are all used to focus the
learner's attention on information or ideas that you as the teacher want him to
remember. An extremely difficult problem for most students is figuring out what
s and is not important and relevant information. Typically, the student does
not have enough background in the area of study to make this differentiation

without help. You as the teacher can aid him by using the following four be-
havioral indicators: .

1. Téacher Elicits Review--At the start of the lesson and as
needed throughout the lesson, the teacher frames questions
.o . to elicit from students review of relevant past learning,

2. Teacher Reviews--At the beginning and as needed throughout
the lesson, the teacher supplies a review of relevant past
learning.

3; Terminal Strucfure--Near,the‘end of the lesson, the teacher
adds content reTevant information which has not been ,
covered in the lesson discussion. . . .

-

4. Summary Review--Near the end of the lesson, the teacher

reviews the main ideas and the essential content of the
) lesson,
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. ORCANIZATION ' ~

- Worksheet®*

P
-
.

In order to demonstrate understanding of the concept ORGANIZATION,
It Is necessary that you can state the principle underlying this concept

= and be able to llst and briefly define four specific behavioral indicators . .
that a teacher can use to apply this concept to the cla;sroom situation.

As the concept and behavioral Indlicators are explained, f!l} out
thke following worksheet, * : '

.

1. State the principle underlying the concept ORGANIZATION in your own words.

03

2. Name and briefly define four teacher language skills (behavioral -
_ indicators) that can be used in the classroom to apply ORGANIZATION.
, ~(a) Name: .

Definition: \
i < 3
(b) Name; Definition:
- - . ) o,
* (¢) Name: s Definition: .
(d) Name: ‘ Definition:
- - n -
¢ [ 4 : . '
¢ , C-23




EMPHASIS

Description of the Concept*

¢
Introduction

This module deals with teacher lanquage that is cesigned to emphasize
important facts or concepts. We will call the concept upon which tE1s kind

of teacher language is based EMPHASIS. The principle underlying EMPHASIS .

may be stated: Teacher language designed to draw $tudents' attention to

important content tends to increase student achievement. Research has cleafy
demonstrated the validity of this principle. Therefore, you can become a

more effective teacher if you have an understanding of this concept and of .
the ways it can be applied in your classroom behavior,

At the present time, the concept CMPHASIS has little meaning for you,

In order to appiy EMPHASIS in your-teaching, it will be necessary to trans--
late this abstract concept into meaningful specific béhaviors. In other
words, you must learn specific techniques in order to apply EMPHASIS in
your teaching. In this module you will be introduced to three behavioral
indicators .of EMPHASIS, A behavioral indicator is a specific behavior that

you can apply in the tlassroom. There are other behaviors that a teacher
" can use to apply EMPHASIS in teaching. These three have been chosen because
(1) they.can be used in @ wide range of teaching situations, (2) they bring
about substantial improvement in student.%articipation, and (3) they are
simple enough for you to master without practjce in a regular classroom.

-

" Learner Objectives

L.
At the completion, of this module, ybu should understand and he able to

apply the_cogcept of EMPHASIS. VYou will be asked to present an explanation

of the cgg;tgt, and the teacher behaviors involved, to the group and provide

examples Ly ‘either (1) role playing a classroom situation or, (2) developing .

a series of teacher statements that demonstrate the concept of EMPHASIS, .to

‘be identified by the group. * : .

-

-
. T . 4

i The Behavioral Indicators ] I
|

-

To achieve an understanding of the concept CMPHASIS, and be able to apply
it, involves learning the following hehavioral indicators:

T ! Ty . . .
1. Voice Modulation--The teacher uses voice tome and iffflection
to point out and emphasize main or important facts or concepts.




2. Paraehrasingw-The teacher repeats the most important contentu - .

ot either a student response or of her own remarks using ) .
different words or phrases.

. \ 3. Cueing--The teacher calls the learner's attention to impor- .
- tant points by using.phrases such as "this is important,"
\\\< or "be sure to remember tnis." ’ , -
N Although these are simple behaviors, their use can make a significant ' )

diffexence in your teaching effectiveness. Do not underestimate theif im-
s portance.

Voice Moduthion

] . N

" Most teathers spend over half of their time in the classroom talking to - :
students. MHust of this taik is devoted to explaining and expdsitory teaching, .
i.e, transmitting .ontent infosmation to the learner. The language skills
you use in explaining, describing, and transmitting information have a great
deal to do with your effectiveness as a teacher, The difference between an
exciting and a dull xlass can often be attributed to the teacher's ability to°

skillfully use verbal\emphasis and voice modulation in both oral presentations
and classroom discussions. - .

Research has.indicat d that teacher verbal emphasis has a positive effect . .
on student achievemeny, Also, words or sets of words that are verbally em-
phasized by the téach¢r are wore often learned or remembered by 'the student.
’ ) . S . .

s

Paraphrasing g ' )

“Tell 'em what you're gonna tell 'em, tell 'em, and then tell 'em what
you told ‘em.” This and the similar rule of thumb for written exposition _
that every paragraph should begin and end with a topic. sentence is the essence
of paraphrasing. Research has indicated that students understand a Wcture
better if each main.point is mentioned at the start of the lecture and re-
viewed at the end of the lecture. By introducing a point explicitly insfead -
of just moving into it, students are prepared to listen for the specific con- .
cept. Likewise, restating the point after discussing it is important if the
s tudent is to obtain a concise and accurate picture of the important concepts.
Teachers sometimes feel that it is unnatural and merely worthless to restate
a main point after discussing it, saying that this kind of repetition is
merely a waste of time, But, important points demand this kind of repetition.
In a review of research, it has been found that students increase achievement i
scores when their teachers paraphrase -important points.

In addition to emphasizing main points, paraphrasing also increases the

- Probability of the learner understanding-what you are saying. A student who.

does not understand your first explanation will often "get it" if you restate
the .same idea in different words. :

I




Cueing ‘ ' . ;

- - There are several kinds of cueing that a teacher can use to emphasize
- important ideas and information. One of the simplest and most effective
is direct cueing. In direct cueing, you call the learner's attention to
important points by using such phrases-as “this i§ important”. . . "this
“  next.idea is critical", . ."pay particular attention to". . ."be sure to re-
member". . - most importantly". . ., and "now get this". . . . These phrases
signal the student to pay attention to°the informatiaon immecjately coming,

One, of.the most difficult problems students have is identifying impor-
tant points. Studies of lecture notes taken by colege students demonstrate
» Ytnat even at this level most students miss a substantial proportion of impor-
tant points covered in a lecture. Direct cueing can greatly help the student
infidéntifying the cchepts you want him to learn. " .
" " , P . 2
In addition to directly cueing main points, there are several other
cueing techniques that you can use to help your students. Among these are
gesturing and enumerition. - ' . -
' SRS S = ) -
. Gesturing can be divided into two-.categories--intentional and casual,
Intentional gestyres -are those that are thought out beforehand and are in-
serted specifically for an emphasis of main points. The casual gesture is*
different in that it occurs during the delivery of the lecture, and is not
~closely tied to content. Our conceérn here is with making gestures intentional
, 50 as to cue students to’important information. _With continued pradtice,
. yIntentional gestures can become a natural part of your .regular- teaching be- .
“*Yavior. _It has been found ‘that intentional movements of gither hands, body,
or face makes the important point easier for students to identify.and remem- :
ber. For example, pointing.po<a map or demonstrating conflict with clenched
fists can cue students to important points and make -your presentation more .
interesting. ’ :
Enuileration, énother technique of cueing, is accomplished by starting
your presentation by outlining or briefly stating the main ideas, reasons, SR
or points, and then enumerating each ds. it is presented. As you can see,
v enumeration is’ similar to paraphrasing. Lecturing or conducting a classroom
discussion in this manner helps the student to organize the lecture in his
own mind before it is presented. This preview immediately enables the stu- '

-~ dent to isolate the distinct ideas and separate the main ‘points to be remem-
bereq. ) : . : ‘ ' -

~_You,should‘remember that cueing techniques can.only complement and give
additional meaning to your oral exposition, They cannot compensate for a
s koppy, unorganized, or confused presentation. .

.

S ' Summary - a

e W

. . )

The concept CMPHASIS 'refers.to teacher language which'is used to focus
the learner's attention on information, ideas, concepts, or facts that you, -
as the teacher, want the student to remember. One of the great dilemmad

L

+ ——
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graduate school, is f{guring

for wost students, be they iﬂ nursery school or

out what they are to learn. As a rule, the studeﬁt’does_not have enough . »

background in the area he 1s studying to differentiate between what is im- ‘
, . portant and what is not. You,.as the teachér, can greatly help him and,

- therefore, increase your own effectiveness by learning to apply the three

L behavioral indicators in this instructional package, - These are: )

\ 1. Voice Modulation--The teacher uses voice -tone and inflection

} to point out and emphasize maip or important\facty Qr con-

cepts, . N . .
. - . } . .
L 2. Paraphrasing--The teacher repeats the most ifportant content a
. -of either a student response or of her own remarks using dif- .
ferent words or phrases, v /
-, 2 c'
LR A 3. Cueing--The teacher calls the learner's attention 'to impor- .
| tant points by using phrases such as "this is important," or .
- "be sure to remember this." ‘ :
N ) L4 ) e ’ : N * N
.. Mthough these are very simple language behaviors, Tesearch has shown N
thdt their use can increase student achievement and make a substantial im-
, provement in discussion lessons. . L
v .- .
- .\ - : ’ |
: ; -
! ’.
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®MPHASIS | \

, WORKSHEET * .

In order to demonstrate understanding of the concept EMPHAS S lt
is netessary that you can state the principle underlying this concept .
and be able to list and briefly :fire three specific behavioral indi- \
cators that a teacher can use to - / this concept to the classroom
situstion,

As the concept and behavloral indicators are explained, fill out
t he followlng worksheet , “ .

1. State the principle underlying the concept EMPHASIS in your own
words.

»

\f L4
Name and briefly define three teacher language skills, (hehavioral
{ndicators) that can be uzed in the glassroom to apply EMPHASIS.

(a) Name: . Definition:
A \\
S
{b) Name: ' Deffnition:
2
(c) Name: .Definition: }]
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FEEDBACK

Description of the Concept*

" Introduction

This instructional package deils with teacher language that is designed
to obtain information about your teaching from your students. We will call
the concept. upon which this kind of teacher language is based FEENBACK. The
principle underlying FEEDBACK may be stated-as follows: Teacher lanquage de-
signed to solicit student feedback facilitates teacher adjustment of “the
learning situation to meet student needs and thus increases student achieve-
ment. Research has clearly demonstrated the validity of this principle.
Therefore, you can become a more -effective teacher if you have an understanding
/of this concept and of the ways it can be applied to your classroom.

Although basic to effective teaching, the concept FEEDBACK is not known
to most teachers. Although-most teachers occasionally ‘seek student feedback,
wery few systematically obtain feedback and apply it to improving their
teaching. Before you can begin to implement this concept in your teaching,
you must translate 1t into specific behavioral techniques you can utilize in
the classroom., Thus, in this module you will be introduced to three behavioral
indicators of FEEDBACK. A behavioral indicator is a specific behavior that
you can apply in the classroom, There are other behaviors that a teacher can
cuse to obtain student feedba:k about hlis teaching., These three have been chosen
for emphasis because (1) they can be used in a wide range of teaching situa-
tions,, (2) they bring about a substantial “improvement in student participation
and attitude, and (3) they are simple‘enough for you to master without prac-
tice in a regular classroom, \

|

Learner Objectives

At the completion of this module you\should understand and be able to
apply the concep* of FEEDBACK. You will e asked to present an explanation
of the concept, and the teacher behaviors ihvo]véd, to the qroup and provide
examples by either (1) role playing a cla sroom situation or, (2) developing
a series of teacher statements that demonstrate the concept of FEEDBACK, to
be identified by the g.oup. L T
\

The Behavioral In&icators

To achieve an uncerstanding of the concept of FEEDBACK, and be able to
apply it, involves \Farning the following behavioral indicators:




L ]

¥ .
1. Soliciting Feedback Related to Student. Uriders tanding--By
questioning, the teacher determines the level of student
understanding regarding the specific subject matter or - s
ideas that have been covered in the lesson.

2. Soliciti.y Feedback Related tg Pupi) Interest--Throug%
questioning and obserVatfon,rﬁhe teacher 1dentifies those
areas of the curriculum that arouse student interest.

® -« 3. Soliciting Feedback Related to Pupil Attitude--The teacher
frames questions which are designed to determine student- s
perception of the relevance of the curricular materials, : :

Thes are sinple, yet significapt, behaviors which ‘make a considerable
differe . in your teaching effectiveness. Do not underestimate their im-
portanc increased student achievement will result through continued appli-

< cation of . £EDBACK, .

i

/
Soliciting Feedback Related to Pupil Understanding

In this s:ction we .are concerned vith information that helps you appraise
s tudent understanding.” Effective teaching is often the result of aderuate -
assessment of student progress. Differences among students in a particular
" class necessitate that you frequently seek feedback regarding understanding,
In order to do this, it is nécessary that you become proficient in asking
specific questions which wili yield, for you, the student level of concept
mastery. Essentially, this tethnique consists of asking frequent questions
as the'Tesson progresses. With this procedure, you are able to determine
whncther your explanations are getting through to your students. This can be
done by directing questions to the group (i.e., "Is there anyone who doesn't
uniderstand what the low pressure areas mean on the weather map?"'), or to indi-
vidual students ("John, can you describe a low pressure area in your own words?"),
Individual questions can call for longer responses and usually require th
v student to demonstrate his understanding rather than merely indicating thgkahe
does or does not understand. For exampie, "John, now that we have discusse .
+ photosynthesis, can you explain to me what this process does?" "Bill, can \\\

you give me an example of a change in an animal that can be explained by the
theory of evolution?" \\\

Soliciting feedback related to pupil understanding has been found to be AN
positively correlated to teacher change in verbal classroom behavior. This ‘\\\
‘type feedback can be a powerful aid to the teacher in adjusting teaching be- .
havior to the needs of the students. A
In summary, you should frequently seek feedback from both groups and indi-
vidual students so you can ascertain their understanding of the ideas being
presented or discussed, If some of your students do not understand, you should
‘vexplain further, making use of paraphrasing and examples., You should also be
alert to both verbal and non-verbal indications that students need more help
with the lesson, Puzzled facial expressions, restlessness, and annoyance are
usually signs that you have "lost" <ome of your students. Since success in
tomorrow's lesson often hinges upon a good understanding of today's work, it
is never\gﬁse to move ahead until you are satisfied that your students understand,

/ \ c-31
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Sotniciting Feedback Related to Pupil Interest

soliciting feedback related to pupil interest is much the same as the firct
befavioral indicator (soliciting feedback related to pupil understanding). The

“difference between these two lies in the focus of your questions. In soliciting

I

feedback’ related to pupil understanding the emphasis is upon the student's cog-
nitive processes, yhereas in soliciting feedback related to pupil interest, the
area of concern 1s the pupil's motivation to learn. Here the teacher is asking
the student for an emotional choice rather than an intellectual answer. By

-.polling the class in this manner, a teacher can gear her lesson to the interests

of the class. For instance, if a teacher found a particularly strong student
interest in agriculture, she might focus her social studies lesson on the food
crises in countries such as India and China. Very often this technique increases
student attentiveness ‘and participation in the discussion. Examples of teacher
questions which yield feedback regarding pupil interest are as follows: "Which
kind of mammal would you like to study first?", "What do you feel is the most
exciting project in our space program?", or “What aspects of the welfare system
are most interesting for you?" Questions desigred to appraise student interest
shouTd be asked not only at the start of the lesson, but also as the lesson
progresses. Such questions as "How many want to do something else now and re-
turn to our discussion of space travel tomorrow?" should be asked if it appears
that student interest is flagging. Once student interest begins to drop,

Tearning will slow down and ,you can accomplish more by moving to a different
activity. )

In most lessons, alternate paths of study are possible at certain points.

- These alternatives can be presented and students asked which interests them

most. Often, different students will choose to concentrate on different alter-
natives, so the entire lesson will be covered by the class as a whole.

Finally, teachers often miss important educational oppcrtunities because
they are unaware of the hobbies and special interests of their students. Such
special interests can often be tied to on-going class work, and can bring in
stimulating ideas as well as providing important recognition for some of your
Students,

Soliciting Feedback Related to Pupil Attitude

The student's attitudes about the instructional situation can do much
either to facilitate or inhibit his learning. Student perceptions of rele-
vance -are especially important and teacher solicitation of feedback should be
frequent and systematic in this area. In planning your lessons, ycu should
try to relate as much of the content as possible to those aspects of the stu-
dent!s life and environment that you believe your students consider to be rele-
vant. You should try to learn as much as possible about the issues and problems
that most concern your students. This kind of information often comes out in
free discussion periods, reports, and papers that students write. For many
s tudents, your success as a teacher v1i11 depend to a great degree on your in-
sight into the concerns and values of your students and your ability to relate
the curriculum to these concerns. However, since you as a teacher are a product
of a different generation and often a different culture than your students,
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gaining this insight 1s a difficult task. Teachers often find that just when
they feel they really understand their students, something happens that makes

it clear that their understanding is far from complete. Thus, it is very im-
portant that you frequently seek .feedback from your students that will give you-
a petter understanding of what they regard to be relevant. Here are some ques-
tions that can be asked that can help you get the feedback you need; (1) "Is
this unit of work really important?" (2) “Who can tell me how our study of
urban problems relates to things that you feel really count?" (3) "Is this
question really worth studying, or should we spend our time on something else? .
[f we should study something else, what are some things you feel are really
relevant to today's world?" (4) "I've told you why I believe business math is
really important to you.. Am I right or wrong about this?" (5) "Let's look at
the chapter titles in our Introductory Physical Science book and I will tell
you a bit about each chapter. Then, I would like you to decide which topics are
most important to you as an individual. We will then plan our work so we can
spend most’of our time ofi the most important topi-s." (6) "Is this discussion
going the way you want it to go? Are we missing the point?"

Questions on relevance should be asked at the beginning of each unit of
work, If students perceive a unit as irrelevant, you may be able to convince
them of 1ts mportance. If not, the students' attitudeés will probably interfere
seriously with their learning, In discussing relevance with vour students, try
to avoid discussions in which you support one side of the question and the stu-
dents all support the opposite view. Try to play a neutral role and encourage
students to give different points of view. If your class is divided on their
perceptions of the relevance of a given unit, it is possible to offer two.or
three alternate assigrments so that each student is working in an area that he
perceives to be important. "Relevance" is a value-laden and often meaningless
term in today's society. Many students condemn all education as "irrelevant"
without giving the matter any real thought. Don't settle for unsupported state-
ments or slogans., Urge students to defend their positions. This forces the
s tudents to think, and any time your students are thinking you are earning your
salary as a teacher.

Suwnarx

The concept FELDBACK refers to teacher language which is designed to ob-
tain information relative to student interest, understanding, and attitudes.
With this inforination, the teacher is in a better position to gear his/her
instructional program to student needs. To obtain adequate student FECOBACK in
the classroom, the teacher must seek such feedback frequently and systematically.
The three specific kinds of FLEDBACK (behavioral indicators) that have been

presented and that you will learn to apply in this protocol instructional mddu]e
are: ’

Soliciting Feedback Related to Pupil Understanding--By questioning,
the teacher determines the level of student understanding regarding

the specific subject matter or ideas that have been covered in the
Tesson.




Ed

2. Suliciting Feedback Related to Pupil Interest--Through question-
g and observation, the teacher identifies those areas of the
. curriculumthat arouse student interest.

E)

3. Soliciting Feedbagk Related to Pupil Attitude--The teacher frames
questions which ate_-designed to determine student perception of
the re]evancg of the curricular materials.

&

Although these are very simple language behaviors, their systematic use
can give you insights into your students that can greatly improve your teaching
skill and thus increase student achievement, interest, and motivation.

o | “Ys,
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- : ) FEEDBACK

worksheet ™

In order to demonstrate understanding of the concept FEEDBACK it
is nécessary that you can state the principle underlying this concept
and be able to list and briefly define 'three specific hehavioral

2

indicators that a teacher can use to apply this concept to the classroom.

As the concept-and behavioral indicators are explained, £i11 ot
the following warksheet. ) ,

1. State the principle underlying the concept FEEDBACK in your own words.
& °

3 ’
-%

y

2. Name and bricfly define ¢ "\tee teacher language skills (behavioral
indicatots) that can be uded in the classroom to apply FEEDBACK.

(a) que:“ ) Definition:

(b) Name: °* Definition:

(c) Name: Definition:
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SESSION 1V
Overview . ,
“Reciprocating Behavior" is the first sectinn nf Sessjbn IV. The ‘ o

film presented he1p§’a teacher identify reciprocating behavior.
mutgal exchange of ideas, the teacher can facilitate more opportu
reticent or reluctant pupils to particioate in classronm discussi

Through _
nities for
ons.

-

"Instructional’ Concepts"”, containing three subtopics, presents the idea of - ‘
conceptualizing the instruction process in order to make imurovements in com- \
ponent parts of the process. The first subtopic. “Concepfualizing The Process
of Instruction" suggests alternate ways of looking at the total instruction
process along with the variables that affect this process. By- 1ooking at
verbal interaction in the subtopic, "Verbal Interaction In The Cognitive Dimen-
sion: The Relationship Between Teacher Verbal Behavior and Student Response", -

a teacher can become familiar with a matrix classifying modes of teacher
verbal behavior that will generate productive verbal behavior from the student.
The subtopic, "Organizing Facts To Teach Meaningful Relationships" emphasizes
the need to teach subject matter in a logical sequence and conceptualize all
.nformation into relevant categories. -

Dir-.tions oo ' -7

This supplement ccntains two sections, "Reciprocating Behavior" and
. "Instructional Concepts". -Instructional Concepts" contains three subtopics.

* " In each section you-will be asked to read and study written information. Where
transcripts or exercises are provided you may complete them individually or
in small grolps to test your learning co pprehension. Selow you will find
diractions for the.completion of each section. Read the directions carefully
beforé you begin, to insure successful completion of each section. Be sure to

. check the answers with the facilitator. ’

€
[

Reciprocating Behavior *

1. Read and study the introduction and definition of "Reciprocating
Behavior.” ] . X
2. Inyour own words, tomplete the Pre-Viewing Activities. ; o
3. View the film. ) ‘ : . .
4. Classify film instances of reciprocating behavior in the Post-Viewing
» Activities by working in small groups.
to 5. Check your answers with the program facilitator.
6. Think of an example of reciprocating behavior that happened to you,
then do the subtopic, "Yeu and Reciprocating Behavior".
7. Read and study the subtopic, "More On Reciprocating Behavior".
. |
\
|

% “ -
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Reciprocating Behavior, continued KN

8. Pick a class sess1on to encourage reciprocating behavior and
provide the necessary infqrmation for the subtopic, "Your
Class and Reciprocating Behavicr". ’

9. Plan a teaching strategy for students reluctant to part1c1pate
in classroom discussions by complet1ng the subtopics, “"Apply.
The Concept To Your Own Classroom”. !

10. Be prepared to discuss the above classroom activities in the next
session.:

-

Instructional Concepts*

Conceptualizing The Process of Instruction

1. Read and study "Conceptualizing The Frocess of Instruction"-

2. View 'the film, "Conceptualizing The Process of Instruction". .

3. Complete the "Model Bu1ld1ng" exercise on "Conceptualizing The
Process of Instruction" in smal® groups.

4. Check your answers with the program facilitator.

Verbal Interaction

1. Read and study "Verbal Interaction In The Cognitive Dimension:. .
The Relationship Between Teacher Verbal Behavidr and Student Response".

2. Using the page entitled "The Analytiecal Framework" of the subtopjic
you just read, complete the transcript; "Classroom #1 and #2, by
identifying the verbal behavior of the teacher or student. Place your
answer in the space provided by each number. There is an answer for ,
every number. ’

3. Check your answers with the program facilitator. '

Organizing Facts

e
N

Read and study "Organizing Facts To Teach Meaningful Relat1onsh1ps

Read and study "Concept Teaching'

Using as a reference your prev1ous reading on verbal 1qd1cators of s
concept teaching, compTete the trdhscr1pt "Organizing Facts to Teach
Meaningful Relationships". 1ndicate in the space provided by each '
number, the verbal 1nd1cator that identifies the undeslined portions af.
the teacher's conversation.

4. Check your answers w1th the program facilitator.

) PN e

* The source of mater1als indicated throughout the supplement
may be found in the Facilitator's Guide.

4
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RECIPROCATING BEHAVIOR - .. - «

. RECIPROCATING BEHAVIOR *

T
-

?

(4

Increasingly, teachers characterize pupils as being unresponsive, reluctant
to participate in any but the most routine of activities, difficult to sti:
mulate. Frequently such claims are qualified to mean that pupils are less « |
likely to ®spond to teacher questions, requésts or directions with the

same enthusiasm as sMown in previous years. Whatever the validity of these -
claims, jt is true that many teachers are actively seeking “"new" ways to
stimulate pupils tq participate enthusiastically in classroom activities. °

.\gne impoftant means for stimulating pupf] involvement is through RECIPRO-.

s

<

ATING BEHAVIOR.

L

-

Reciprocating Behavior: Behavior through which one gives of one's own ideas,

« emotions, skills and personal resources “in exchange"
. for those of another.

I. PRE-VIEWING ACTEIVITIES )
T S T\
Describe two classroom situations in which a teacher might seek fo\ .
stimulate pupil activity through “"exchanging" his own ideas, skills,
. or emotions for those of a pupil. .

a) o - )

b) ol >

What specific (observable) behaJiors would indicate that an ekcnange
has taken place?

a )L;'/ . ‘ ' . t

@ ~

b) < - .




Il. ‘NON VIEW THE FILM: RECIPROCATING BEMAVIOR

ITI. POST-VIEWING ACTIVITIES

3

“The following activities will help you to become more observant - to iden-

tify instances of reciprocating thavior when they do occur, and to recognize
opportunities® for using™regiprocating behavior t§ stimulate pupils.
. .

LT . : . . . . -
Review in| your mind the examples of reciprocating behavior depicted®in
. the film.} Use the table below to summarize three examples. - Describe
v the teachEr

in Column A the pupil(s) in Column B. Use the middle
columns to record the behavior expressed by the teacher, and the pupil
responise which the teacher hoped to stimulate. ° »
¥
+ »' TEACHER: — PUPILS ~
. . N e
Behavior Response e
Name/Description Expressed Soyqht Name/Description
:8‘ .
1
2 7
3 =
- Q L3 T \
A . v B )

In each case the teacher attempted to stimulate pupil(s) by structuring an ™

exchange, saying in effect, "I'11 do it first, then it's your turn." The

teacher’s expressed behaviors were both models of what to do and invitations

to respond. in kind. ~ : ‘
, ‘ ) ¢ <

N ' v s ﬂ

1(5: o
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IV.  YOU AND RECIPROCATING BEHAVIOR

Think back over the last week. Did anyone attempt to stimulate you b¥
structuring an instance of reciprocating behavior? Identify “hree examples
and record them into Columns A, B, or C of the table below.

Other Person

—_— Yourself -
B C
A Behavior Behavior . D
Name/Description Expressed Expressed Feelings
1 )
3 . [ 4
2
3
Y \

Try to recall how you felt about each situation.
cate (i.e., make the exchange response) so as
Record your feelings in Column D.

going?

1 (5v H

D-5

0id you want to recipro-
to keep the relationship on-




. V. MORE ON RECIPROCATING BEHAVIOR l ' -y

‘ /
" Reciprocate- to give and take mutually; to make a mutual exchange or return

in kind or of like value; to move backward and forward alternate-
ly.

Webster's Dictionary

I

‘ | j
Leaxping is an active process requiring the pupil to concentrate his attention
and energy on a productive task. In a classroom, the teacZer attempts to
engage his pupils in a continuing sequence of tasks through which they will
learn new ideas and skills. To be most effective the teacher initiates; a
dialogue in which both pupils and teacher express ideas and judgments. Through
the give-and-take of true dialogue both parties are stimulated to be active
in the teaching-learning process. j '

° !

The learning potential that can result from the recipr/cation characteristic
of a dialogue is greatest when the participants draw freely on their personal
experiences in efforts to apply the ideas under discussfion to real situations.
To initiate such a dialogue, a teacher may begin by sharing his own ideas, /
feelings or expe: iences. By doing so he: a) establishes a focus for discuss- '
ion; b) models the kind of behavior he wants the pupil|to express; c) contri-.
butes tc the development of an emotional climate in which it is safe to express
" oneself. To maintain the dialogue, the teacher must remember to respond in /
kind to pupils to continue sharing in response to pupils. It is not enough
to initiate only; the teacher must also keep the dialogue alive by continuing
his offers to exchange. ; \

The combined use of modeling and reinforcement procédures (i.e. through

reciprocating behaviors) is probably the most efficadious method

of transmitting, eliciting and maintaining social response patterns.
/

| ’ Albert Bandura, Principles of Behavior

\ - Modification (New York:\ﬂo1t, Rinehart
\ & Winston, 1969) ‘ ,

It is important to erember that in addition to providing fog\gxchange of ideas
and skills, reciprocating behavior also provides for exchange \of confidence.
Through such behavior, teachers and pupfls are saying, "I feel secure enough

to share with you - I want you to feel secure enough to share with me. We

are together.” 3 \\

e, \

/




VI.  YOUR CLASS AND RECIPROCAT G BEHAVIOR

Choose a class session in which yol: hope to generate discussion or joint pupil-
teacher activity. Look over the table below

. Begin the class session with
a determination to be self-aware. Either during or after the session, fill
out the table.

MY OWN RECIPROCATING BEHAVIORS

Teacher —_— Pupil
Behavior I Behavior Pupil
Item [Modeled/0f fered Actually Offered Behavior 1 Why
No. for Exchange for Exchange Wanted Different?

Were there other opportunitie
else could I have don
dialogue or activity?

s for exchanging ideas, emotion, skills? What .
e to stimulate pupils to make them more secure in the




VII. APPLY THE CONCEPT TO YOUR OWN CLASSROOM

Identify three pupils in your class who are normally reticent, reluctant to
participate in class discussions. Recall what you know about them. Think how.
their own experiences might be related to the ideas/skills you are trying to

. teach. Then think about your own life - how the ideas/skills you teach apply
to your own experiences. Identify exchanges you could make so as to bring the
pupils into a productive dialogue. Fill out the table below.

4

’ PUPIL TEACHEREXBEQIENCES EXCHANGES which
PUPIL NAME EXPERIENCES/ that are similar might encourage
INTERESTS to those of pupil |productive dialoqu¢

!
?

1¢8
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CONCEPTUALIZING THE PROCESS OF INSTRUCTION *

Rationale

Many classroom teachers do not have a clear, conceptual grasp of
the process of instructicn that can allow them to consider a broad range
of alternative instructional decisions. Preservice teacher education
has tended to stress selected and specific relationships between teacher
ana students and to attend to the development of particular teaching
skills. The process context within which those specific relationships
and skills are exhibited and which gives instructional meaning 'to those
specific and otherwise isolated evenfs i; usually not confronted in
teacher education classes. * )

Learning how to teach by induction from specific behavioral skills
and an understanding of certain specific teacher-pupil relationships is
just one approach. Anothér alternqt;§e. a complementary deductive
approach, is to first conceptdalize the process of instruction by iden-
tifying its components. The teacher can then study and analyze discrete
behaviors and events'with the advantage of understanding how these
behaviors and events fit into and influ;nce the instructional process.
The teacher's role as participant and decision-maker in instruction isl
put in perspective, and the points of potential intervention in jnstruc-

tion are likely to become more clear. ' \

Instruction is an extremely complex process. It is a real challenge

to prepare teachers who can analyze instructional situations, diagnose
and interpret classroom behéviors, and alter instructional decisions

accordingly, Teachers can be helped in developing a working concept of

the process of instruction by seeinq'specimeﬁs or representations of

169
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instruction, analyzing them, and from that ana]y§is copstructing their
ovn mocels of the instructional process.: Valid representatiors of
instructional situations on film can be\analyzed and studied in detail

<

to identify and classify the relevant attributes or characteristics of

the instructional process. Relationships between categories of behaviors

———

or events can be hypothesized and tested. The inferences drawn froﬁ

. the analytical viewing of the films can be stated as generalizations and

schematized as the viewer's own conceptual model of the process-of instruc-
tion. That model can then be tésted for its abiKQty to withstand variance

.by applying it to different inscructional situations.

4

Objectives .

The‘objectives of this module on conceptualizing thq process of
instruction are to enable teachers:

To identify factors that vary (variab]és)iin instructional
situations.

To classify these variables under at least three major categories.

To analyze the relationships among the component categoriés
in terms of the specific variables subsumed by them, -

To draw a simple model of instruction, incorporating at least
three major components and indicating their interaction with
one another. o

To describe and analyze an instructional situation in terms of
* 1ts components, the variables subsumed by those components, and
the relationship among those variables.

s
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CONCEPTUALIZING THE PROCESS 0OF INSTRUCTION

Model Building

By - identifying the categories of the comblex instructional situation,
you can begin to grasp the concept of the entire process of instruction.

To aid in this conceptualization, a model or visual representation
of the reality may he helpful. Model building is a step toward making
and testing hypotheses concerning instruction, the form1ng of genera11za-
tions, and the development of theory.

Model building begins with the grouping and arranging of conceptual
categories like those you have devised from sorting observations into
groups. The arrangement of the category components and the indication of
their relationships in the structure being built should facilitate the
formulation of useful hypotheses and theories,

In the space below, draw a model of the teaching-learning process
called instruction, using as structural components whatever major .categories
you think will account for all that goes on 1n that very complex process
(you may use those headings developed by your group, the headings selected
by the class, or you may devise new ones).

P]ace the names of the categories in boxes and show the structural
relationship with solid directional lines (e.g.,| Teacher 1).
Talk

—y
|
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VERBAL INTERACTION IN THE COGNITIVE DIMENSION:
THE RELATIONSHIP BETWEEN TEACHER VERBAL BEHAVIOR
AND STUDENT RESPONSE * il

}

,Ratienale 0

As a generalization one can say that teachers are expected to
Plan, control, evaluate, and modify instruction so that}learning takes
plgce. They are expected to make good instructional decisions both
for thé short range and the 1ong. But the process and the context of
instruction with which teachers deal are very complex., The classroom
'represents an integration 6f teaching and learning behaviors, ?nd it is
on the.basis of perceptions of the kinds and quality of integration that
the teacher makes instructional decisions. The teacher needs to be able
to look at the total teaching-]earning configuration in ways that help
answer nis or her questions about specific behaviors and aspects of the
environment that influence what is happening in the classroom. °A con-
ceptual framework or model of instruction can help make contextual sense
of specific variables in behavior or the environment and provide a‘guidé
for hypdthesiiing whether specific behaviors influence or are influenced
'by other variables in instruction.,

A conceptual model that breaks down instruction into basic component
fbarts makes it’ﬁbss{ble for a teacher to consider in a ratibnal context
the nature and function of sub-concepts in instruction. Such a framework
.permits the intelligent selection pf‘behavioral and situatignal variab]es‘
with which, to work in making instructional decisions and modifications.
It helbs avoid the teacher's working with instructional concepts so
broad in scope that interpretation is fruitiess; it helps prevent the

teacher's manipulating and interpreting disprete variables in a vacuum.

C173
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A model that includes Teacher, Students, Situation, and OutcoTes, :
for example, as major components, suggests various categories and Iéve]él
of sub-concepts under each of those componénts and some possible relation-
ships between and among the sub-concepts. The category "'Teacher”, includes
Teacher Behavior, whicﬁ subsuﬁes Teacher Verbal Behavior, which can be
further delineated to include Teacher Questioning, which includes Asking
Higher Order Questions, which includes Asking AnalyticaI'Questiqns.’ The

= category "Students" can be broker down intb,sub;con;epts. e.g., Learner
Characteristics and Student Verbal Behavior. Those concépts can be
further dkscribed.:"Stude;t Verbal Behavior, er instance, -contains. useful
sub-concebts such as §tudent duestions and St;dent Responses and Stu’dent~
Responses can be additionally refined into Productive Responses and Con- °
forming Responses. StiHl further, Productive Responses might be broken
down into.adgitiona]‘sub-concepts, e.g., Divergent Response. Depending

v

. on the level at which he ‘chooses to work, the teacher may make and check
hypotheses about relationships between very specific variables or a
larger cluster of variables, He may, for instance, want to look generally.
at the relationship between classroom verbal interaction and affective
learning outcomes or he may want to examine specifically the re]ationsh{p
betw;eﬁ his accepténce of student ideas and fe ?%ﬁg§ and the frequency ,
of student response. K/} :
The hierarchical and relational structu}ing pf concepts offered
® by an efaborated model of instruction. allows a,g?acher to continue to
' : see a comprehensive picture of fhe instructional process regardless of‘
the specificity or expansiveness of the concepts with which he is '
inmediately concerned, It affords him.the opportunity to choose to move -

up or down or across the conceptual structure as his need to analyze and

ihterpret instructioral .behaviors and situations, changes.
. ai" iy
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An assumpf?onnunderlying this module is that teachers have need

to\uﬁderstand middle-level concepts ;nd particularly those that deal

i with interaction between teacher and students. Concepts used in this
unit are middle-level in terms of the’ hierarchy outlined above.. They

‘ ‘ are Teacher Verbal Behavior and Student Response. Verbal Intéraction N

«

' in the Cognitive Dimension is &1so middle-leyel--not so broad as just - -

. Verba? Interaction.and not so nanrow as Memoéy Level Question§ and
’ Responses, for example. , ‘ -
[

-

~ ) "\ 7 9 R
Substantively these m:;erials reflect the view that teachers are
1

naturally and professionally motivated to find out more about the nature

of classroom interaction in which their own béhaviors play an influential

! . A
. - Ppart, Research studies of teaching indicate that the teacher's interest

v

; . is in student involvement and that "the teacher's own measure of how well

he is doing in the classrgom is the minute-by-minute evidence of shis

' " students' involvement in the task at hand." Experienced teachers"1ook

for the attention, enthusiasm, and degrees of cognitive fnvolvemeﬁl of

) studéhts during classroom izierag;ion. and most teachers aré aware‘that'
- their vgrba]=fﬁbut acts as a mediating influence on student response.
!lfﬁas beeﬁ hypothesizéd that the more “open" teacher, "func}ioning'at

the optimal level of percgptual awareness of the learner, is more likely

to make an effective spontaneous de&ision in direct response tp the ~

l ? iearrer--a decision which will expand opportun{ties for variations in’

i "~ the learner's productive behavior. Teacher interéhanges with the learner
‘ will be differentiated and transactibneoriented. relating to tre realities
h of the.immediate interaction context...” Teacher behavior that is

"closed" exhibits "limited awareness of the learner's frame of reference
and his readiness to respond, and it restricts opportunities for variations

! in learner behavior." Essentially, teachers need an understanding of the

D_]B‘I ¢ )
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nature~of\verbal interaction, particularly "open" behavior, so that

they can éctively participate in developing persons who can respond

or1g1na1]y and 1nvert1ve1y to a changing environment. -
D1ffereht kinds of meanings are commun1cated in classroom verbal _.

........ S O

interagt%on;rTSome connmn1cat1ons”carry primarily cognitive meanings--
those relateé‘ﬁo the ;ubstance of the subject matter or ways of knowing
about it; some ?ommunications carry primarily affective meanings--those
associated Qith feglings;<gﬂd“§6me communications emphasize social }
meanings and indikate where a person stands in relation to the group
in_terms’ of autonaﬂy. authority, leadership or pawer. Ali three kinds
‘in one dimensfon ofégn depend on meanings derived in the 6ther two
;d1mens1ons. 1 €.y the student derives cogn1t1ve affective, and social
mean1ngs for himself *rom what a teacher says and does in the c?assroom.
Therefore,~the behavio¥ of the teacher influences the nature of the "
?student regponse. The student bases gis response, or lack of.it, on \ ‘ ;
hfs perceptien of teachér behaviors. The relationship between teacﬁer .
and'studént‘verbal behav{ors is a critical focus for illustrating and
analyzing openness in verhél interaction.

Interaction here is not used synonymous 1y with the ‘entire procéss

\ . . )

of instruction, but refers'to the interaction within the classroom

that begins after objectives, antecedent conditions, and instructionat

3

alternatives are already gi&en or selected. Interaction takes place "
before and during the crystalization of othbhesTQEd is the in-process .
s tage of instruction. In the context of this module, ﬁn;éraction refers
to a specific phenomenon in which there is recfprodyl teacher-stgdent S
or student-student action that is ob;zrvable. . |
? To interpret levels of student cognitive oper&tién and modes of .
tedcher verbal behavior necessitates an observation sysfem of some type.
| D-16
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For the purpose of this’module, the matrix developea L'y Macdonald and
Zaret will serve as the organiz;r for preparing us t; Took at teacher .
and pupi}_beﬁéviors illustrative of verbai interaction in the cognitive ] -
dimension, This matrix allows one to analyze the relationsﬁfp beiween' ‘ o,
the. degree of openness in teacher verbal behavior and pr;ductive th%nking
on the part of the student. The framewark of the matrix éhd‘ﬁértinens

verbal behavioral terms illustrat}ng the four primary categories appear

|
on the following page.
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Learneg

Discovering
Exploring
.Experimenting
Elaborating
Qualifying
Bvaluating’ -
Synthes{zing
Explicating
Deriving Implications
Divergent. asdociation
Counter-responding

Pr ducEiygi

Behavior

*
&

1 o g
L& e

iy 1‘ﬁifecting'
- Judging s -

Roie*exﬁecsangx".‘(Verdicta) S

Oriented’

Oriented proving
Décisions .

Rejecting . &
Ignoring
Probing / ,
Priming -
*Monitoring
- **Chairing

N

Faetual Dialogue |

"tell]:‘?ns) .
Affirming

N
~

7

B

L4

v

CLOSING ..

Guessing -

" Confirming ’
Acquiescing
Following
Parroting
Counter responding .

(directing, judging, .
reproving, rejecting, "¢
defending)
Reproducing facts
asoning based on
given or remembered ,
data - ’

Re roductive
Behavior

.

-*Monitoring - calling on a{a;udent to respond; recognizi g a volunteer

} N response.’
**Chairing -

14

keeping a discu

sslon going; no teacher talk.

oo . . . c < ~
Easent1alxcﬁaracgeriaticb of th: foyr main categories are:

L . . .
Transaction-oriented de

a
P ]
%

c{pLonq

' ] ) /
1. reflect flexible teacher expectations.

Z.O_accépg and‘eqund\thé-lvarner s meanings.

~
A

.

3. promoté,ﬁivexgent. evaluativ ,'and cholcq-maklnu learners

behavior.

)




<

]pld-cxpectancx-ortented decisions

o

1. reflect rigid teacher oxpgétationa.

2, reject or proscribe the lsarner's mnpningo.

3. promote convergent, non-svaluative lsarner beha-

vior.

Productive learner behavior 1nc1u£cmecva}uative 2ad diver~

gent responses,

Reproductive behavior includes coguitive memory and conver-

gent responses.

Objectives

The objectives of this module on verbal interact‘on are to help

teachers;

i
!

1. Recognize the characteristics of verbal interaction in the
“cognitive dimensjon,

2.

3.

'fhentify a uﬁit of analysis useful for interpreting relationships
*in verbal interaction.

Differentiate generally between teacher verbal behaviors that

are transaction or

oriented.

task-ofiented and those that are ~ole-expectancy-

Differentiate generally between student responses that are
productive and those that reproduce the teacher's behavior or
conform vo the teacher's expectations.

Hypothesize relationships between. teacher verbal behaviors.and

student responses in interaction

‘domain.,

dealing with the cognitive

Recognize and be able to analyze teacher openhess as a variable

in interaction.

179
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TRANSCRITFTS

*
CLASSROOM #1

Segment One ) ) -
(1) Teacher: You know 1 don't like to pick up after you.
(2) Student A: Yeah, we should have to, Lf we get something out,

say we got some science matarials out...
(3) Teacher: Now ju-t a minute, Thos, I think you should run
this, this discussion as far as room jobs and the

rqom responsibility are concernzd. N

Segment Two ~ h ™
: : ‘ /
(4) Teacher: I can tell you right now, I'm not your nursemaid.

I'm not going to pick up after you, but I'm not
going to live in a pig pen, but I want a lot of
junk in the room, but I want it organized. Now.

(5) student A: Well, I think, say--say we...if I got some science

materiai out and like if it was some chemicals and

I got it on the desk, I-slouldn't just leave it for
the junitor to clean up. I should try to clean it

up myself, so, because the janitor wouldn't hive to
go through so much work.

»  Segment Three

(6) Teacher: Bruce, wha! 1s your responsibility {n the rog@ .
right now?
(7) student B: ‘ Well, I take care.of the reading corner, and, um,

David and John, they take care of other parts of
it. I think David and John:do a pretty gond inh....
they...

4
[

(8) Teacher: What does takiné care of the reading carner mean”

ERIC . I




Segment One

(1) Teacher:

(Z)Student B:

(3)Teacher'

(4)Student C:

(5)Teacher:

({)Student C:
(7)student D:
(8)stwdent A:

(9)Teacher:

Segment Two

(]O)Teacber:
<]])Student D:

(lz)Student A:

" another that helps your decision?

e

CLASSROOM #2 *

What kinds of ihings can you th}nk of,. Candy, .
what one thing can you think of that somktimes -

makes a difference in the decision that you
five make? Somé?hing y' u do.

Well, we like, we der
like, sometimes wr

on, like we, whenever
a lot what we are going

a

to decide. Like _ides ca something else
and we just argue _... 1t 'til we get the
answer. N

OK. Gooq.

Well, waen, say there's only two in the pictur.
and ther,, 'No, I think he would be better.” And

- you know, and then 1f the rest of them came in

and then they would cast a vote and.it's uneven.
Well, then one or the other woi.ld win.

OK. So it makes a difference how much you talk,
you're saying, and how strongly you're arguing-and
exchanging the ideas? 2

Yeah.
who thinks of the best things like that. .

Who expresses th:mselvea the best.

0OK. Good point. Who thinks of the things the
‘first and th: best. Thinks of the best ideas and
expresses themself best,

¢
7 . .

Can yo2u think of anythiag elge that you do with ane

&

Ah, we, ah, we try to, 1f they try, we try to think
together, _

We don't think what Mr. Sayre w-uld like.
think what, ah, wha'

We, just

th: room would like.




(]3)Teacher:
(]4) Student A:

(]5) Teacher:

(]6) Student A:

(]7) Teacher:

How do you...tell me a little bit about what you
mean about trying to think togeth:r, Thos. When
you say trying to think together--show me how;
tell me how. '

Well, like independently withoui. ah, thinking,
having somcone else do the thinking for you.

’OK.‘ You mean alone without the teacher?’

Yeah, you can have, be able to think independently.
Like you think somathing but you think, "Oh, no,
Mr. Sayre would like this, so..." Some people
might say, "OK." ah... "He's the student of the .
week," even though you don't think...he was.

OK. Good point.  Before we lose this point, let's
get this down on the board. T

)

[ acd

—

[

‘lv"”:
¢
5
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. Rationale

. ORGANIZING FACTS
TO TEACH MEANINGFUL RELATIONSHIPS *.

>

The trend in the last decade to concept-oriented curriculum has

. underscored the passing of the ancient rite .of "just teaching the facts."

This new emphasis has served to increase teacher'intecest in what con-
\ N L
cepts and generalizations are worth teaching and how they should be

taught. Teachers have accepted new ideas about what abStract knowledge

to teach and why, but have found it more difficult to determine new

ways to teach that knowledge. Acceptance of the view that the student -
must create knowledge from his own experiences, including'school, requires’
the teacher to do more than give the facts. define the, terms, or lay out
the accumulated wisdom of a subject field. Teachers must help students )
build concepts from attributes they associate with classes~of things,
events. or ideas.. They need to help students understand relationships

among concepts in order to create a new cognitive product--the

generalization-—and to build more abstract knowladge like constructs

and theories. Finally. students need a chance to demonstrate and test

their new knowledge.

The purpose of this module is to give teachersan idea of the

~~“characteristics and the feel of a teaching strategy that promotes learn-

ing and leads to the student creating knowledge for himself: This unit
is not intended to show a model of good or bad teaching. . Rather, it
provides an opportunity for teachers to identify and relate representa-
tive attributes of a teaching strategy based on the assumptions that: Y
1) there must be interaction hetween content offered by the teacher and

a student's mental proces;; and 2) the student must te Jiven a chance to

form and try out his new cognitiue products.

0-24 g1y
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The concept examined in this unit is phrased in a descriptive

-way--"organizing facts to teach meaningful relationships.” It might

have been called "concept teaching” or “a strategy for teaching for

concept attainment.” The choice of words for the concept as expressed

s

. in the title was an éffort to make the unit broadly applicable to

a -

organizing cognitive input at various levels.

A pefjnition

-

This unit focuses on teacher verbal behaviors. indicative of a
part{Eu]ar teaching strategy, but those behaviors are interpreted in

terms of how students learn. If it 'is assumed that learning results

<

_ " from an interaction between content and student mental processes, the
teacher must present substantive content in a way that is most likely
_to encourage and facilitate student mental activity. A concept teach- ,
ing strategy orgﬁnizes facts and presents them in a sequence that
. facilitates the attainment of the concept by:the learney. Research
indicates that ;tudentslrecOQnize the differenca between teaching that

helps them acquire"new and useful meanings and teaching that'fosters

14

merely absorption of unorganized facts: It is not surprising’that students
prefer the kind of teaching that encourages their exploration of tne real:

of ideas.

0bjeetives - .

L d

The objectives of this umit on organizing facts are to help teachers:

. 1. Understand the composition of-a strategy which enables a
teacher to exert considerable control over student learning
of concepts, generalizations, and higher order knowledge.

. LIdentify specific teacher verbal béhaviérs that are characteristic
of a strategy for teaching concept attainment.

3. ldentify specific student verbal behaviors that are indicative of
acquisition of aew knowledge structures (concepts, generalizatioqs).



o

4.

Analyze a teaching episode in terms of teacher verbal behaviors
that indicate-the use of a strategy that provides for
sequencing, for higher order thinking from students. and

for application of new knowledge. y

~

) ' - 180
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CONCEPT TEACHING *
b G ) s

A

Coqcept teaching is thatxigacher strategy which leads a student to perform
sequentially covert mental opérations that are ‘necessary for the development

qf cogni§ive skills. Concept teaching strategy promotes higher level think-
1ng; 1t 1s a strategy that manages concept learning.

To under;tand concept teaching involves, first, an understanding of
cqncep; learning., The following definitions relate to concept learning and
will give you an idea of what it entails.

“

Concept: "A generalized body of attributes associated
with the symbol for.a class of things, events,

or 1degs."1

- -

"An inference based upon the notation of recur-
rence in the context of variance which enables

oﬁe to order and organize experience."2
- “The concept 1s basically the rule for grouping."3

Conceptualize: "To note the recurrence of patterns, to perceive

a rule for grouping."a

Concept Attainment: "The prqcess of identifying the attributes that

characterize a particular category."5

Concept Learning: "Learning to make & common response to a set of
stimuli; that is to say, a group of stimuli is

assigned to a single response tﬂtegory."6

1Marlin L. Tanck, "Teaching Concepts, feneralizations, uand Constructs,"
Social Studies Curriculum Development, 39th Yearbook, Mational Council for
the Social Studies (Washington, D.C., 1269), p. 101. :

-

2James C. Tyson and Mary Ann Carroll, Conceptual Tools for Teaching in
Secondary Schools (Boston: Houghton Mifflin, 1970), p. 25.

. LI .
Jerome S. Pruner, Jacqueline T. Coodnow, and George Austin, A Study of
Thinking (NewYork: Science Editions, Inc., 1965), p. 45. '

4Tyson and Carroll, Concéggual Tools, p..27.

5Robert M.W. Travers, Fssentials of Learning,(NeQ“York: The Macmillan
Company, 1967), p. 136.

Robert Glasery "Concept Learning and Concept Teaching," in Learaing
_Regearch and School Subjects,.edited by Robert M. Gagne and William J.
Gephart (Itasca, Illinois: PF.F. Peacock Publishers, Tus., 1968), p.3. .

i
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TEACHING BEHAVIORS CHARACTERISTIC OF CONCEPT TEACHING

Y
9

To achieve student concept attainment involves the teacher's tse of
concept tezching strategies. Below is a list of teacher behaviors char-
acteristic of concept teaching. .

> - »

A teacher can exert control over concept learning:

1. By reduclng the number of lrrelevant attributes.

i
_ . ./

2. By improving the identifiability of‘the relevant attributes.

3. By providing sufficient time for viewing material after
feedback 1s glven g

4. By facilitating the coding of informatfon.

-t

5. By arranging for concepts to be learned in an order cansis-
tent with their structure.

Verbal behaviors necessary for concept teaching 1nc1ude:2

1. The teacher should present or formulate vithothe students a
concise definition 6f the category.
2. The teacher should present a grovy of examples of the category.’
“ H
" 3. The teacher should indicate a contrast between. examples and '
- non-examples of the category.
& ©
4. The teacher should request students to-give examples of the
category. . . )
L4 -
5. The-teacher should indicate the accuracy or 1naccuracy*of the
student response. . ! .

[N

«6. The teacher shouldhrequest students to discriminate petween
examples znd non-examples of the category.- Lo

7. The teacher ‘'should give examples of the rclationsﬁips between
the category and some slgnificant human actlvity, problem, or
question.

.
7 ¢

1liobert M.W. Travers, PIssentials of Lecarning (New York: 1he Macnmillan
. Coapaqy, 1967), pp. 138-42. .

9 : i .
“James C. Tyson.and Mary Ann Carroll, Conceptual Tools for Teaching in
Secondary Schools (Boston: Houghton Mifflin, 1970), pp. 63-66.

.
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~ VERBAL INDICATORS OF CONCEPT TEACHING . S
A WAY  OF ORGANIZING FACTS TO TEACH MEANINGFUL RELATIONSHIPS

From the 1ists of teacher behav1ors characteristic of concept teaching

and relatéd literature, the fol]owing verbal indicators of concept “teaching
have been extracted. 9

The teacher helps the students:

=~ 1. To reduce the 1rre1evaqt attributes, °

a.  The ;eathet presents the students with a definition of

. the concept.

b.. The teacher tells the students the image of a given concept.’

c. The teacher gives the students the common characteristics of

a group of unique events.
[4 E U * = - .

2. To 1dent1f7. differentiate, and group ‘the relevang attriibutes,

a. The' :eacher gets students to btainstorm

b. The teacher asks students to enumerate the list of relevart
attributes. . ~

¢. The teacher asks studeats to 1dent1fy cogmon properties or*
to explain why things go together,

d." The teacher agks students to label and categorize.

) \’ 2 s
3. To 13np‘ro,ye the identifiability of the relevant attributes,

- (5 -

‘a. The teacher makes identifdcation of attributes easier thrqugh
uge of pictures. maps, graphs, or. other visual aidb ‘&
T b. The teacher helps students code visual fnformatjon verbally
4, Toncompate and contrast recutring 1nscances of the.concept in
varied situationa, : ; .
. ) v NI
a Theepeacher prowides examples. of the category.
b. The teacher provides positive and negative instances. . .
G. The tehcher provides suffitient time for viewing materials =
after fecedback is given. ]
s ’ { - %
5. To build and expand the coﬁhegt. .l

a. The teacher zsks students to identify relationships. :
b. . The teacher’ asks students to explain, ’to give a variety of .
) occurrences, and to derive implications, -

A

?

6. To verify tne significance and utility of the coneepi, ’
a:. The teacher asks students to apply the concept or p%inciple
to-an unfamiliar situation . ‘
X b. The tcachet askn student. To predict from known condltione
I / a PN
> N, 7 ’ ) ' co T
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"VERBAL INDICATORS: NON-INSTANCES OF CONCEPT TEAEHING

’ - v P
-

Non-Instances of Concept Teachlng is a teacher verbal behavior that
reflects the ibsence of a: systematic and’ purposeful strategy designed to
help students attack cognitive tasks and attain cognitive skills. The

following is- a list of Verbal Indicators that are Nonqinstances of Concept
Teachung

7 <
o

»

v e
[y

The teacher refers generally to an- 111-defined topic
area; dOes got give an image of a definable  concept.

/

v

The teacher exhorts students to know rather than giving
the outline of a cognitive task to bé learned.

The attributes remain irrelevapt .and no attempt. 18’ made
to meaningfully reduce, differentiate, or group the
attributes. i , 4

~

The teacher emphasizes memory, the accent is on facts,

not concept'development. . - {
, Pos

ViSual aids are used to little advantage; questioms ¢

asked on the basis of those aids little imprdve the

- {dentifiability of. attribqtes. L

Feedback is irrelevant and 1nsufficient time for review
and assimilation_ is glven -after feedback

< 2
The teache;Bdoes little to facilitate the coding of in-
forpation, '{n fact, the teaclier codes to irreltevancies,, )
‘.
in this case, cities to dots and rivers to lines on a " .

map. o7 v - " ‘ \>
. . ,

The teacher's strategy suggests no order and no sense.'

LK}
+ *

The teacher s use of pOsitive and negative cxamples is
random and fails to illuminate specific attributes,
thefr reLationspips or thelr predictive properties.
i
a
10.. The criteria for student perfgidmance are vague and
- . 1llogical, if existent.

%
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CRGANIZING FACTS TO TEACH MEANINGFUL RELATIONSHIPS *

-

Verbal Indicators

Transcript R

Tchr:

Stds:

Tchr}

Terri:

- - people“chggse their officials and representatives in periodically held free elections.'

°

The last time we were talking about democracy:it seemed to me we stressed the U.S.
* ' L4

Senators and Represehtaiiﬁsgmand the whole.structure of the national ggye;nment

- *

SO

nuch that you peaple were coming away with the 1dea that the‘only kind of democracy

"

. . . - .
was representative deaocracy. And we were trying at the end of.the period last ti-e

-

to think »f another kind of democracy, still democracy, still governzent by the

by

people in the same way you had defined répresenfativé denocracy but in,a slightly

different form. ﬁavg;zqgwhad 3 chance to think in what other form, in what other

wéy, neople make decisiéns éil together about rules and laws that effect them and N
- ‘

what that might be called? Anybody have any ideas?

ey

(*lo response.) : .

-

How about taking a look at the dictionary~definition of democracy? Let's take a look

at that and see if it defines the term democracy only as representative democracy.

Terri, you want to be our lexicographer?

"Government by the people, ruled by the majority, a form of gévernmén; in which the

a2

supreme power 1s vested

n the people and exercised by.them directly. . . . A fora of

government in which the supreme power is vested in the.people and exercised by them

indirectly through a system of representatives and delegated authority in -which the

< . 2

1.




Transcript

T -
.

“Tchr: N2, who heard two different kinds of democracy in there? Did you hear it? Debbi%?
Debbie: There's the indirect demor~icy when we have the representatives and then the . *
direct dezocracy when we do the d;cidiﬂg ourselves. - ‘ )
Tchr; Good . Sow‘can you gilve an efample; not takeﬁ from the dictionary or froa the u.s.
goverument at.the national.leVel which g representative,'can:you‘the ce an exaople
o{ the exercise of deTocratic power directly by the pedéleﬁ or bg;anixgigup of
people? (Debbie -shakes her head.) Who can help her our? Pat, do you hgve an:idea?
Pat: You mean, people.do~'t agree- on something that, they do? %3 ﬂﬁ
'Tchr: Vell, now wait a secoéd. Leh's se¢ if we understand the same thing by di?éct )
democracy. Debbie, how did vou understand the meaning of direct dcmocraéy?
' Debbié: When we oursel&es decide th%ﬁés and not have people representing and'decidiﬂg for )
‘ us. . ' - ’
Tehr:  Right. That's what it said, didn't it, Terri? (Terri nods.) - OK, but give 3
specific example that you can think of.. Evenifroq your life here aE s;hqé}. ,OK,
Jim- . ) B ¢ 7’ . . .‘ - N '. ' .
Jim:‘ Like when iéu\elect a p;esidgnt from the‘qlgs;: ) ) ‘ ‘ K
Tchr: 0K, 5gith5é;;ﬁ the steps so we are sure it's direct and not representative'
demgcraéy. What woul&.have to happen?- | I ) , - )
Jim: Well, ah, you nominate somebody and then you v&gé on it, 4nd“th&P the majority
decldes.. . ‘ . .1
;?%ﬁr: Who's the "you"? When you say ?;ou" vote on it, who agg;you tajk;ng about? .
: S A

”»

L PR —




_ Verbal Indicators T v - ‘ " Transcript ' . .
J.a: The people in the class. - ’
(10)] Tchr:  Evervbody in the class? m.a: do the rekt ‘of you think? Do you agree? ~
' Stds: (+11 agree.) N ' . )
(]]2 Tchr: ﬂl:..let's h‘;ve‘afxother example. . . of diréct democracy. Think -of sonething, Cene. |
- Gene: Uell, like for t!'.f captain of ti1e team or somer.hing‘. \ . -
(12)} Tehr: 0K, w;w would have to vote? ’ ., - ’ -
. ?enf:: Well,% the plgye&s. - ' .
"(13)| Tchr: ALl of them? “ o ’
' . Voo . .
Gene: Yes. . b . c
) (14) ’l\'Shr: "Now, usually in a democracy, because it mearns a form o? government, usually we ;re
. - PR T
thinking. af establishing ru?les rather than just - say ¢.electing a captain. Coul‘d'
we change your exaople and ask, if you lay}ioim .a new rule for your football team, .
® the;a -all of the playet:s' would vote on it aand :hit would be direc’t de.moc?acy?' .
(Gene: K. | - . . A ] - ‘
(15).|. Tchr:  Let me ‘give you an example anclzyou tell me whether it's t.'epresentative democracy or ’
\ ' . direct d'en_gcralcl'. Let's see - oK, Let"s say that the City Council decided rhat <
th;y ‘wanted to fluori::late the wat‘er s:ystexn°~ that is., ‘éut fluoride in 1:_ and pre-
3 sx:{nably cut down on .cavlt'ies in teeth. That 1.ssue has t.o go to the vo(‘e 9f all Nt‘he ' f-
peoiylé in tﬂé{city., Is that an example of re;);eSentati\'/e democracy or direct ,. o
democracy? -, ) f . :
oy, o . - e ST




Verbal Indicators

= = ’. - ¥}
| ) - Chuck: Both. ’
? g (16) Tchr: In w’hat wav? . B ” \ ‘ ’ .
) ’ Chuck: The’ represent.ative part is the Council getting sonething for the people to vcee on.
‘ You knov;, they;’x'e seéing 4f ~he people want '-something they t'h;hk they migat xf"‘ant.
Tc‘hr: OK. Chuck has a very important idea there. He's shown how in th‘ar.-particular issue“
there is the idea, represéntative democracy, because, we elected the codncilcer.,,but ’
‘ s they can'ﬁ make the decision about éhe water Sunplfy. They are turning it over to
< (~]7) everybody to vote op, a use of direc't duno;:racf Do you have any ideaqwhy, in the
’ : ’ case cfﬂtting somethmg in the vater supilLeverybody would jbe asked to!o..e on
) it and use direct democracy? Amy? ' T - T
i Am; "Well, because e\;erybody would be affected and ix;:fluenced by it.. E.\:'e'rybody is going
. ! to be drinkir;_r, the water, 50 they should have some say over what the drinking water
P is going ’-to be .1ike. i , ’
'- (]8) Tchr: An extremely" importai;t point. She said "because everybody is going to be inf 1ue..~ed

" by 1t".

That tells us so:nethig;_ﬁore* about direct democracy.

A R R Ok & "
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. SESSION V - .. 2
» . 4
S G A
: o . . N T -
Overyiew D e T o <,

) L A R . *

.~ Session V begins®with~the-film, "Closing Behaviory. ‘Classroom teachers *
can socialize their, studesds intg a non-participant or participant-mode 5
of behavior through -the use-of closing behavior. [t Recomes-evident in the -
film that -unsupported verbal attempts faorces ,the: student.to become dependent

"on the téaehﬁr. . 7. L N - ' T

. . [ » .
)

‘e

3 The section, "Group'Pr&Eess" contains_four subtopics ‘that consider varigus
roles of group members. The subtopic, Anti Group Roles" ‘ilJustrates negafive
behaviors foumtk in gréup dbtiyitjes that may destroy mqorale or. inpipit .
achievement. Another-subtopic, .“T#sk Roles" leads. the .way td succeSsful: ¢

" problem solving or acéomplishing group ‘wals. "Unifying Roles",:the third
subtopic, states the imﬁorfﬁhce of group facilitators wﬁb‘hélp,pujld.anq
‘maintain group umity. The final subtopic, "Stages of Group Growth®,” fami<
liarizes one gith the four phases of group growth: ..initial communicattion,
conflict which®locks group achievement, resolution of the “cenflict, and | -

‘ncreased productivity. - < T )
. * ! ‘o T . . . N\ ‘ L] ) T
Directions . N )

- . = S .. -
. This session comains wo sections entitled, "Closing Behavigr" andes .
v "Group Process." "Group Process't contains four subtopjcs. In each section
» ¥pu will be asked to read:.and study written information. Where transcripts
.Or exerciseg are provided, you may test your learning comprehension:by com-
pleting them indivtdually or in.small groyps. Below you will find directions
for the completion of each section. Read the directions carefllly before:
you begin, to insure successful completion of each section. Be sure to check
- the apswers with the facilitator. - -« ' *

-
A4

-
Closing ‘Behavior *

%
-

e A . e - . . .
.3 1.7 Read and study the explanation éhg definition of “Closing Behavior.®
. #. From-past experiences provide the needed infqrmation fors the Pre-
‘Viewing Activities. e st T .
3. View the film, - . .
-4,
v 5.

From exaﬁbleg-in the film, complete the, Post-Viewing Activities.
Check your answers to the Post-Viewing Activities with the prograth
facilitator. v R N IR

6. *Read and study the subtopic, "More About Closing Behavior".’ .

+ 7 —Identify. the closing behavior ¥ou.Used in.the taped episode of

- gqur Class fOr the exercises in” the subtopie "Now an it.for Yourseif".
8. Beprepared to discuss the above Ctassroom activity n ‘the wext-session.
L ' ! . . .
¢ e .
. —
. S -t 203
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|
} R Yoo Vo R Group Process *
B Av Anti-Group Roles | ‘
' 1. Read and,s,tuds(' "Anti-Groyp Roles - Description of the Concept”.
- 2. View the film,; "Anti-Group Roles".
3. Discuss Anti-Group Roles" with the group.
t [ - L] v . . . »
B. Task Roles o, C e
. ~ /\ . . - . ‘ .
- 11 Read and study "Task Rolés - Description of the Concept”.
v 2. Complete.the: transcript “Group Process: Task Roles”.
. 3. Check your answers with the group facilitator.
: . C. Unifying Roles ° . -
{. 7‘4 .t * .o\ ’ -
~ . 1. Read and study "Umifying Roles - Description of the Concept”.
\ .- 2. Provide the necessary information for the ran'scrip% “Group Process:
T * Unifying Roles". .- U :
. 0 @ 3. pheck ‘your answers with the .group fgci]itatp‘r\

D.. Stages of Greup G_rov;th

. « 1. Read "and ~stu;éy "Stages of Group Growth - Description, of the Concept"”.

< 2. " View the film, "Stages of Grouf) Growth". ,
. 3. Discuss "Stages of Group Growth" with ‘the group.

- . " 3 N ) . e ! *

v * ’ - e =2

Fi
- ! - o -,
. - " .- . )
\ Nag . &‘l ; v . - * )
. * Jhe source of materials indicated throughout the supplement may be
. T ~~Taund‘in the Faci]i;‘ator'saGuige. y
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..'., .- CLOSING BEHAVIOR *

"4 CLOSING BEHAVIOR
7 The responses Jﬁich teachers make to pupil statements have an important
™ impact on..pupl thinking. - o

R t Pupil thinking is enhanced when” the chi’ld is encouraged to clarify and
I elaborate his own ideas. Children practice and develop thinking skills
s when they. are givens tha opportunity ‘to manipulate ideas verbaliy. N

. . ) \

; £ _.In order to sustain and extend pupil thinking, the teacher must 1isten \\

|~ to-what the pu)ils say and show genuine interest in pupilyefforts to ' : \
m?tw} work through ideag. $Im: doing so, the teacher lays the .groundwork for \\
A F 5 amore mature, Fespbasible and productive -re]ationshipﬁwith:pupﬂs. . - N

' Language anda thinki -4a§ilitjes arg developed through language use. The

~+ " teacher who consistggély encourages pupil use of-language ‘11 facilitate
: X groking‘lgnguagg and\thinking skills. .

" _'w, The respenses ¢ teacher uses to stimulate pupils to express ideas also
w. contribute to the development of positive attitudes toward self and others. P

Teather responses which consistently terminate pupil'opportdhjties to

.. express id inhibit development of language and thinking skills. Such

o responses also contribute to the development of negative attitudes toward

self, disaffection from the teacher and withdrawal. ' )

tLOSING QEHAVIOR: Beﬁavior through which one termihates the oppd}tunities
' of another to express his ideas, emotions, and skills.

.

.M“ I. PRE-KIEWING ACTIVITIES - o -

A ) Think about the behaviors of teachers and pupils in the classroom. .
- “y, g Rememt severa].instances in which a teacher either knowingly or unknow-
.~ vingly . _rminated pupil opportunities to talk or act. List some OBSERV-

* ABLE bghaviors through which teachers close out pupils.

~,,

.




II. NOW VIEW THE ~ILM? - CLOSING BEHAVIOR
S ;
III. POST-VIEWING ACTIVITIE%

The following activities will hé!p‘&ou become more sensitive to the occurr- - e

ence of closing behavior. You will become skilled in recognizing closing
behavior and more thoughtful about its use. C e

¥

Recall the examples in the film. 1In the table below list: a) those
closing behaviors which were most noticeable; b) those'which you
really had to look for.

Closing Behavior Observed in Film

, 4 - , MOST,0BVIOUS I LESS OBVIOUS

. N , . . o
Put a plus (+) by those closing behaviors which seemed to be necessary

to "proper” teaching:procedure. Put a minus(-) by those which seemed

likely to inhibit pupil development. Examine your reasons for judge-
ment.




Lar

Q

P

List some circumstances where closing behavicr is abprOpriate for a

teacher to use. List some where inappropriate and potentially dam-
aging to pupils. . ) }

Appropriate , " Inappropriate

IV. MORE ABOUT CLOSING BEMAVIOR

The"process of "talking~th1ngs over" with another person enables us to:

b)

.

organize our thinking by putting our thoughis into stated form;
gain’feedback about the accuracy of our ideas and their ‘potentijal
meaningfulness for others; ‘ ’

gather additional information and ideas which-we can use to
further develop our thoughts; <o

obtain feedback through which we evaluate self-worth:

transact social relationships that are mutually satisfying.

T

The teacher may terminate several opportunities for a pupil to express
. himself without apparent harm: However, when the teacher's responses to
a pupil assume a“pattern of closing behavior, he becomes an active -

. deterrent to the pupil's social, emotional and intellectual develop-
ment. T :

7

>
f v .
‘




How many kinds of teacher responses will do thts?

4

The expression of tnoughts in language allgws us to give our thinking shape
and direction If we do not talk or write about what we are thinking, our
thoughts may remain muddled and indecisive. When we express our ideas to
one another, we must-make them clear so that our meaning is understandable
both to ourselves and others.

Another person's response to our jdeas isy in effect, a “critigue" of those,
ideas. It gives us an opportunity to recheck our tuinking for possible
errors or lack of cdarity. In addition, the feedback provided by another
person's reaction to our words may contain additigmal information which

will help us further develop both our ideas and abilities to -express.-them
clearly. : ’

* >

Many teachers jump from one pupil to another in classroom discussion. They
fear tnat if the class isn't kept under control.it will become unmanageable.
The "jumping around" is explained ‘as a means to "keep everyone rvolved."
The result of this jumping around is that each individual pupil is asked on=
ly to submit a fact ‘or idea, rarely to develop it. Hence, each pupil is
"closed out" from the development of ideas and reduced to the role of
supplying information which the teacher will then develop through further
instruziion or by.asking for another pupil's comment. This interruption
breaks off the child's flow of talk, and in many cases bis thinking is

" cut off. Eventually this may lead to frustration, depéndence and tuning
. out, . - :

v
=3

Teachers who continually employ a pattern of closing behaviors to maintain

a "fust pace" may well be socjalizing pupils intd a non-participation mode
of behavior. Pupils.may become accustomed to talking only long enough to
elicit the closure response from the teacher. ,Im this way they have shield-
ed themselves from actually embark®¥ng on a thinking task only-to be put down
because they didn't get to the right answer as quickly as the teacher wanted

. it. If such situations occur often, they "condition" the learner to behave

accordingly. If a child's verbal attempt$ are regularly ‘unsupported by the
teacher, his thinking, rather than becoming independent, .becomes dependent
un the teacher. He waits for teacher responses to signal when to talk and
how much to think, Instead of gaining self-confidence in his own mental ab-
ilities, the child begins. to believe that he really can't Tigure out things
by himself. . ’ Y oo .

A crucial.element in a good teaching strategy is a response, pattern which
gives each"child adequate opportunity to clearly express his thoughts.



V. NOW TRY IT FOR YOURSELF!

JASS

Make 'a ten to fifteen minute audiotape recording of one of your class’

discussions(large or small group). Play back the tape.

See if you can

identify the insfances of closing behavior in your own teaching. Don't

forget to complete Column D for each inappropriate Closure you fiqp

-

.
.
3

A Closing Behavior
g Closure
§ * ppropriate| I No, What Could
Teacher Behavitr Why Teacher Closed [yes No | Have Been Done
b
7
¢ ! '\ . ‘ J
A ' B C D

s

What could you do to avnid over-use of closing behavior? ‘

LY

-~
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ANTI-GROUP ROLES <
Description of the Concept ~

The concept Apti-Group Role= consists of behaviors that can hinder

the group by destroying mora]e or b]ocking achievement of the goals. The

five anti-group behaviors which we have illustrated are:

“ A,

C.
D.
E.

Aggressing . _ ’
Blocking

Attention-seeking

Dominating N . -

Non-cooperating}

It is important to distinguish anger and resistance which are
productive from that which tears a‘group'down. Not all negative"be-
haviors are anti- group A group member may constructively,critize
another!s behav1or or idea, or correct]y persist in opposing a plan of -

action that could lead the group to failure. Or members } may find that

hon-cooperating is the only reasonable tactic for dealing with an ° -

‘oppressive leader. Look carefully at the context in which the behav1or
" occurs in order to* judge whether the behavior is truly. ant119roup In

fact, it is quite possible thqt you wi'l disagree with some ‘of the inter-

-

.pretatvon5<of behavior that are providéd in. £R§ Protocol film. Because
of ‘our-decision to show brief examples, this is to be expected. .
—

Aggressing: expressi;g unconstructive disapproval of members '
. values or ideas or actions ' . 2
Examples: 2. Verbal: "You don't know what you;re
' ¥ talking -about. You never do -
and 1 bet you never will."
, » Non-verbal: scowling" ‘
b. Verbal: no words
Non-verbal: hits other

Commentary' The aggressing member launches an attock However,
the fact that he is in opposition to an issue or fo a group

member does not automat1ca11x make his action anti- -group.” His
manner of opposing is crucial: ,if he tries to make persons in the
group feel worthless, if he addresses them sarcastically, if he
heckles or taunts, if he tries to knock thém down, or tries to.
get others to do any of these things, then he is aggressing.
Aggressing persons can Hraw on a whole range of tethniques or
choosé the same style of attack each time. Aggressing can be

quite obvious, noisy and prolonged or very sly and swiftly

[ 3

-
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[

C S

timed Some persons adopt aggressing as.a role; others may s
aggress in one situation and not another. )

,JBoth to change aggressing-behavior and to help students
learn 4o ‘protect themselves from it takes time, patience and the
presence-of positive student and teacher models.:

' Once a teacher diagnoses that aggressing action IS disturbing
. a group, he may decide to do noth1ng at all and let the group
take care of itself, 1f he feels it is capable of d-.ng S0, or he
may move 1n firmly and decusuvely to protect the persons under
attack. You mvght choose the latter approach if you feel the
"group is.not. cléar that. the attack is unfalr, or the aqgress1ng
member does not know that there are alternative ways to deal with
or voice his feelings.

Depending upon the vulnerabllity of the students 1nvolved
you may want tp work. separately with some of the 1nd1v1duals
concerned For example, if the aggressing student appears to be
actung out of strains that did not origlnate in the group, he
may need special attention.. Or if the persons attacked begln to
withdraw from group activities, they may require Spec1al support.”

B. Blocking: resisting ideas or sqggestions in a stubborn,

‘ ,unreasonable way

Examples: a. Verbal: "No, no, no, no....Il _don't want

K h ) to dlSCUSS the: ways 1n vhich we
) can improve this group, and I
. won't:" o

Non-verbal: set jaw . N
b. Verbal: no words i
Non-verbal: ‘holding on to the treasury
: ‘ box with all her might,-
o Josephine refuses to Tei the
club members see how much
- i money has been collected.
c - ntarv: ‘ The blocker categorically refuses to listen to. other
.pjjgie 's reasons. He wants to do things his way, or not at all.
He is a drain on the group's energy. He may block swiftly and

"7 deftly with one strong “Noa.'r he may persist.at his blocking

&«

. over a long period of time. ..
Role-playing may be a particularly good technique -for
helping both the group member wgﬁ.i1;es blocking as a role and-



I

“* behaviors can be called attention-seeking.

the members who have been faced with this behav1or Trying to
reason with a blocker may have little posxt1ve effect. Th-ough '
role-playing he might both become aware of the effect he is having
on the group and ﬁnd a safe outlet for the blockmg energy . Role-
playing also can add a little humor ahd l1ghtness

C. Attent1on -seeking: .calling @lisual amounts of attention to

opeself, by boasting, self-criticism, or
other ‘means -
Examples; a. Verbal: "Everybedy here knows that I m
‘ the one youfneed the most...right?"

.\

‘ Non-verbal: smug posture IR B
; bi Verbal: -no words
. Non-verbal: Carla nudges the visitor and-,
. " . ‘smiles at him every few m1nutes

tommentary: Tpekattention-seekihg member wants te'bisproportionate
amount of other group members' approval and/or time. He wants
praise and{reinforcemeni for work that is quite usual or is not
relevant to the. task or for work he did not even do. Perhaps
he wants spec1al recogn1t1on for aspects of hlmSel£~-his past
exper1ence his present perlems--that are not.of immediate ]
1nterest to the .group. Perhaps .k he simply engages in behavior wh1ch
makes hﬁh the fo;al point of the group's attention by scraping
his chair, removing his coat or tapping his pencil. _Many:many .

In observ1ng the student who has adopted attention-seeking’
as“a role you may feel. that he is not getting enough attention

. from other sources--his home, his friends, you. Just recognizing

this may give you a chance to find other means of support for
the student and take the strain off ‘the group.

There are other possibilities. The group may be content
to suppiy his‘attention need, or they may be clearty letting him

————know nat he -is imposing on them, or they may be asking him for-< —

sone special atteniion in exchange for his demands.
' o |f the group does make the attentian-seeking,student feel ‘
very rejected, you, perhaps together with others, (counselor, -

other teachers, adults from the community) may want to find ways

to help him handle his feelings. This type of support could ‘in

itself lead to changes in his -attention- seeking hehavior

e i
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- being caused? The decision you make will prcbably depend both on

D. Oominating: tfying to boss or bully group members

Examp)es: a. “Werbal: "Straighten up...Get over .
- -
there...Don't move so
~ slowly...now."™ T l
, Non-verbal: callous, tense
“ -b. Verbal: "This group is more mine
- than yours...1've been in .

it longer and I know more."

Non-verbal: cold, superior ' . '

" Commentary: The dominating member tries to take over. He-may not -.

even be the appointed leader. He may just think he ought to be in
command.. E , .
If he is the leader and acts in a dominating fashion, his

. actions may be too easily accepted by the group. If the group

is not able to defend itself against a member who his taken the ; :
role of dominator and has not -asked you to 1ntervene, yqu have a "

'dlff1cqlt décision. Should you move in to protect the group?

Should you let the group remain on its own, despite the.pain

your outlook in regard to-the amount of teacher 1ntervention of \ .

" which you, generally approve and your Judgement of the group s =

toﬁennnce for conflict. You own awareness of conflict as a stage
that many groups. endure nny help you in your decision.

" If you decide to intervene, you might simply ask the group
to rotate the leadership position. In experiencing non-dominating

. leadership_from other members , “the group may begin to reject the -

unfair treatment of the dominator. With older students, or

students who have had a 10t of experience in groups you may

wish to guide them in some discussions of group process and ‘roles.
As they move into evaluating their own group and the roles they -
play, they will be more able to recognize and deal with the
dominator .




E. Non-cooperatiug:_ not participating in the group's activity

. A by use of nonchaiance by p};ylngfaround
’ o . or by other means - SR
Examples: a. Verpa[: "Hey John, let's spllt They can
: ' " do-the work." - ™
- . Non-verbal: indifference
b. Verbal: silence .

o » Non-verbal: sleeping v 7. . o

Cﬁﬁﬁeﬁtary: The ﬁon-coopera%fng member has withdrawn frod the

. action, either in mind or body. lt is_important, and perhaps

_dlfflCH]t to dlstlngulsh between a lack of involvement that may

be e1{her Tea] boredom or a constructive "strike", and that which
is determtneq_x_ﬁestructlve You will need to Took carefully at
the context in which the behavfor occurs.

Some students who’ take non- cooperatlng as a role may have
had a number of .negative experiences in groups in school, or-ﬂmy
have neyer functioned in a "real™. group--one in which - the students
interacted with one another or they may never have.been lnvany —

" oné group long enough to learn ta expect the tensions that

naturally occur. You can help prevent this by encouraging groups .
in the plassroom to stay together as long as theyfyant to and can.

’ {
. B » -
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TASK ROLES
Descri n of the Concept*

.

© -
- . t

The concept Iask Roles consists of bebaviors engaged in by group
members for thg purpose of solving the problem or accomplishing the

4

e _work which the group has undertaken. Six task oriented behaviors '
av which can occur are: e n . ot .
v A. Initiating . - . ‘

B. Information seeking
c. "Information giving L. ‘
D. Opinion giving .. ) 7
E

F

»

brienting -
, Coordinating .
These. are not the ‘only behaviors that the ;concept of Task-Roles
refers to, but these-are ones which occur often. Here. are tteir definitions:
- A, Initiating: offering new_ideas relating to’the;group's.task e
Examples: a. "Heré's the way we could solve the
. : fund-raising problem. Let's ..." = o
' "I think 1t would go faster' if we
N i broke up into teams of three and )
. then came back to discuss .each
S " team's.recommendations.” . '
thmeniary The impotrtant. cue to the behavior is the suggesting T e
of something new...a new approach a solution not yet discussed ¢
Although initiation is & behavior, qften assumed by leaders, ft- .
would be incorrect to assume that, 0n1y leaders initiate. This _

behavior and the other task behavinrs could be enacted by any
grdup member . .

-

N,

P
or

- -

By noting wWhich students tend to initiate, you may be able to
identify and ‘reinforce potential leaders. For example, you may
find that studerits who initiate only occasionally in one group >,

. might be strong initiators in another group. By encouraging such- _ -
students to take apportunities to lead you can help them strengthen
their confidence You might accomplish this by having the position
of leader be a rotating one or by building an environment in which
students feel free ‘to form groups on i spontaneous basis.

— E-13. 5, . . )
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B. Information Seeking: requesting facts and/or opinions relgt-
.. LS N 1ng to the group’s concern .
, ) Examples: -a. ‘“What would it cost to feed 50 m men e
.f:_;¥ _ -+ atour team's annual pancake jamboree?" ! #

. : v e b. "Do you think the protest march will
‘ ' help change anyone's mind?" v
. ] Commentary The speaker reveals that-he is, 1nformat1on seeking .
when he>is hunting for kiowiedge in the form of facts or op1n1ons
“The lack of lnformatlon -seeking behavior may indicate extreme )
clarity in task assignments or lack of motlvatlon _on the part of Lo
\ . e
) ‘ group members ; or'you may Judge that a low frequency of 1nformatlon e
' seeklng is due to -the nature of the task--it may not inspire’
o 1nqu1ry, oruperhaps it' s the resuit of poor interactive skills
. (the students may not be accustomed to questioning); or it may be
o the result of the personal tendencies of tfle members--(one of- two

well-informed ?embers may be intimidating less confident contri-*" .
.. - . . butors). : : : Py °

-~

‘ You may have observed that so@g group members spend too

; much energy on information seeking. It seems as if almost .all
thejr contributions efd in a question mark. Though information ° ,éyf
Seeklng is a worthy activity, it nevertheless can be a relat1ve1y

. low risk behavwor 1n the grouo sett1ng When yod become aware

that a student specializes solely in 1nformat10n seeking, you *“‘“‘“““*——jf
- may want to try one of: these strate91es dependlng ﬁpon the age,

- personality, and experience-of the student. You might 1) suggest )
) other co?tributions he could make; 2) introduce him to other "
studentsrwhp have the same tendency (if they work together they -
may naturally start exercising other task behav10rs) 3) ask the
student to lead a group in a task in which he is already well-

1nformed (in leading,.he will be ﬁore 11ke1y to use a range of
+ task relevant behaviors).

-z

! - $

- t.mmmmmmm:mmwmmﬂmwwmwmwﬁmwsﬂ.ff
o - ' - concern i i
"% Examples: a. "I checked with thé‘administration the cost
' of renting the auditorium is more than this - .
group can afford." . e :
b. "How do 1 know the dessert we've planned is
Turkish? I spent seven years 1n Istanbul.”

R0 . o




" Commentary: The information giving member draws both upon outs1de

-sition of ski]]s Qf course, it's a frequent ‘teaching behav1or

\ « , . M ¢

sources and his own experience when he brings factual data tq the. ',d ; —f e
group Information giving i espetia]]y essential in ciassroom
groups where the emphasis s often on problem-solving and acﬁui- -

o7

in the context of both small and Targe groups . L ' i

When vou see a group has enthusiastic members who are in- x, L.
volved in a task they like yet their -progréss is slow, _you might eo . .p
take note of their information-giving behavior. Perhaps none of ‘ )
the members have had’sufficient_experience i the topic at hand.
In ‘this case, you miy want- to partiC1pate in the group 1n1t1a1]y
as an information givor, or you .may wish'io guide the group to
an awareness of their need for information. - .

“Another exp]anation far low frequengy informatioh-giving . ¢
may be the reluctance of some‘students “to reveo] what they know,
since appearing to be "too smart" may,be taboo. If you can spot " ’
specific students who are setting this _horm, ydu might’consider ) "
looking for ways to help them beceme more at ease with their own/ " : N

information giving e LI -

~y

-

D. Opinion Giving: stating one's own belief or attitude releyant

[+

to the group's concern
Examples: 2 A "l don't believe in what we're doing.

I feel wetre on the wrong track."- o
7 -b.-.1 think you've got wrong information.
‘ " but I can't prove it."
Commentary: The opinion-giving: member expresses his feelings, his
beliefs, his _intuitions. Protoco) project,stoff’observed a lack -

" of opinion,giving in the classrooms they visited, yet in many

groups outside the school opinions account for a ]arge Percentage

of the task behavior. A group might appear to be functioning I
quite productiveiy without opinion-giving behavior, but on second
thought=-are these -students afraid to trust their own instincts?

Do they feel they always have to cite authoritativé sources’

Are they afraid to risk revea‘ing their own stand since it might

be seen as 1rre1evant. or unprovable? Though‘it may be ddfficuft
to substnn;iate intuition ig based on knoJiedge and experience.

lt can sometimes lead to more affectiveﬂsk accompiishment than - -

| “5210' S




_an apparently‘logical task. ‘“As a‘group member, you may sometimes -
want to express yoar personal: *hunchés or provnde support for- ~
opinion-giV}ng bv other members. Obviously, the other extreme. ,
too much op1nlon giving, might be just as” harmful to group produc- ,
tivity. . . 5 . .

E. 0r1enting- def1njng theggrOupﬂs pos1t1on or call1wg,attent1on ’ N
© to its Stated goals U

] Examples;- a. “"In order.to get. our overall wo:k done "}
, ° - we better put most of our energy and e .
time into this idea. - V
b. "Remember, that\s not the strategy we :
. . - »or1g1nally dec d. to use .in tackling T
.. this project.® S
Commentary- The orienting member remlnds the group to remain on . N
© coyrse or steers it back'When it loses sight of its goal or its ) ) o
plan for achieving that goal ) T R ’
. Like initiating, or1entﬁng often occurs as a leadership \
function but can be and’is performed by other members As a it -
teacher, if you xake this role too often. you may prevent. a group . )
from learn1ng to pperate~1n an"autonomous manner. Persons ‘who are - o’
used to orienting may beeome overly sens1tive to its absence. .
‘ Actually, it can be. temporarily beneficial ﬁpr a group to suffer ': "eeg
from the lack of orfentihg Statements. Ln failing to meet an ’
. obligat1on or in dev1ating too far from its goals, the group will
. ‘have an opportunity to learn from it:- own mistakes. In the process
of recovering a tense of direction, one of two members may move
naturally into the role of orienter, or trom time to time different
members may orient the group to the part of the task in which
they feel gapable or respohsiple. R N
.F. Coordinating: puliing together 1deas and efforts relattng o s
' e to_the group's concern ' :
Examples: a. “I hear several ‘different suggestions, -
. , T think the first and the third can be * = YL
combined, and the rest tabled." L .
b. "I wouldolike to state the plan we Have “
developed so far; it Seems that Tom and -
Vera are‘wllllng to-do the research and
the resEt ]vgll help write the report."

217
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- are some of the questions they could ask themselves:

Commen{ary
of: the group's work, by pointing out relationships or suggesting a

Coordinating 1nvolves drawing together diverse aspects

way to diyide the Iabor Coordinating s not a simple skill; it
requires both an ability to think in an organized manner and a
sensittvity to the tapabilities and wishes of the members,
is 1mportantf By recogn1zing the complexity of coordinating

Practice

' behavior and the neeq‘for experience, you might help groups in a
_ number of ways:

1) Encourage groups to discuss-ccntroversial
topics: This will provide practice in dealing with diverse opinions.
2) Guide groups an learning some specific techniques for problem-
solving 3) Introduce groups to a self-evaluation approach. Here

Can we survive
w\thout a coordinator? Can we have too many coordinators? Was an

~unclear interpretation of events offéred by the coordinator?




_l,

TRANSCRIPT

GROUP PROCESS: TASK,ROLES*

Instructions:

There are several student behaviors engaged in by group members for the
Purpose of solving the problem or accomplishing the work which the group has

undertaken. Six of these task oriented behaviors are: _

1. Initiating -- offering new ideas relating to the group's
task. -

2. Information Seeking -- requesting. facts and/or opinions
relating to the group's concern.

3% Information Giving*-- contributing facts relating to’the

group's concern. g/
4. Opinion Giving -- stating one's own belief or attitude
relevant tb the group's concern.

5. Orienting -- défining the group's position or ca4iing -
attention to its stated goals. ' :

-~
-

6. Coordinating -- pu]l{ng togethér ideas and efforts relating

to the group's concern.

The following is a transcript taken ‘from a classroom §jtua

out the transcript you will find cértain student remarks aré ir -

Read the transcript and identify the Task Role of the remarks
by writing the appropriate behavior to the left of the remark.

[hrough-
Jheses.
‘ntheses

v



TASK' ROLE

(1)

(2)

(3)

@

TASK ROLES oo )

TRANSCRIPT

L

--Are there any other modes of communication that
we can -explore?
(No one .has yet perceived the need strong

. enough_to do a newspaper.)

--Ma'e a list in other words--Make a list of
three or four or five things, as many as you

think appropriate. .-

(--1 think we should just have a p]g}--the:mora],

i

like books...)
--Yeah, a play.
‘(--Make them like gifts like, and_a guy -~someone ‘
like me or Jeff or Mark--Someone two guys konﬁ

in an; Tike try to steal books and they run.off

with them and sﬁmeone--a police guy like Mark.

would come and catch us and,..)

3

(-JTakc out the fish, ‘take out the wateéer, take

out the racks, and then take it apart, and then




TRANSCRIPT

<

carry the part to the other room, put it together,

then put in the rocks, put in the water and put

-

in thé fish.)

v

K

(--When have been the times that‘we have been most °

together? Do you remember? Last-year?)

~
o

~ 2 o

(--How do you know that they're called that?)

--1 don't know. 1 just heard it before.

4 -

(--Well, what|do they do?) :

‘ .
--1 guess make the bean grow. . ¢

« -

--Yeah.
(--How can we ifigure out what makes it grow?)
(--How does it| make the bean grow?)

-~-Because. .. ) . “

--That's what we're trying to find out. ’

AN

fe +
'
I
‘1
1

--The fdrs;-thﬁng we asked was why should you

evaluate tea%hers. and you haven't really said




TASK ‘ROLE

(12)

. N e

O

_TRANSCRIPT

(10)

t

-

N

anything. (What are you going to do with these
evaluations? Just say, here's your evaluation?
You stlnk or you are really great what A :

d1fference should ycur eyaluat1on make in that

teacher's Tife and in the kid's life?) ’

[

~ 'S

(--Treeschool, uh, there's a‘school in Menlo Park,

o
¥ o,

uh, it's.another free school and they Havé a-

‘I jugt saw it for the first t}me two nights égo--

they~print on d;tto paper thi§ little newspabér, )
it's this Lig by this big.

.

--It's a fittle book. - :
=-And it's just all these little teeny pages and -

it's poetry and it's also, you know,.what !

. people are doing qnd,everyone has their page.)i

°

--Then you can plant a bean in plain water.

(--No, because it needs the ground.

TPV R S :
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TASK ROLE

-, --Where do students fit into revolution?

“--Yes.

TRANSCRIPT - i

R ¥ Lo ~

No you can't because it needs soil and light to
wyd .
-go along with water. If you have just water then Tt

o~

< won't' grow. ) ' . ' .

3

--Where do students (péusé) fit ipto the revolution?

#

.

L4

(--Students are--a revglution is'a revolution of |

_ ‘consciousness, too. Students are peopTe who are
~ developing consciousness, just as all people are,
'bup in pa;ticularzxthé}'s kind of like their ro]e,‘
" as-a person is devéloping iﬁ, you know, hélpiﬁg in
develop%ng consciousness, that's like part of the

reason the SMC are on eampus.

2213



TASK ROLE

Ad

TRANSCRIPT

e

(14)

~(15)

“(16)

-1 feel that, you know?)

-

-~We could but we don't ' . -
N
(--1 have some fé%iing that I'm working with other

people at the school.. I don't say that I'm--

we're all doing the--we're ali in the same school.

~

(=-You can't walk on--walk on- sponges

--Well, you k;ow'that yourjust'dight c;n It might‘
be a little hard, but you stw]]--you'll get used
to it. lee you got now. If you was watching--
washlng--wa]klng on sponges when you were flrst
born you would be used to it and- lf you walked
on grod;d ;t would be a little harder.

--If tH}s earth was jbst sponges then’nobody could
live on it. Because jf you think about it...

--People Ean grow in sponges though, and there would

be enough oxygen.

--No, because..)

(--Like someé kids can be kicked out of schoo] because



TASK ROLE

(17)

(18)

.~ TRANSCRIPT

none of the teachers like the kids, you know,
he's hard to put up with and all this. 1 think -

it snould go the same way with teachers.)

=

--We'd see a few people over the summer but . maybe
we need something during the week to get the ‘
people together. /
(--wn&f--we're still talking in the context of o
standing face-te-face to somebody and saying.

“Hey, look, here's what I'm into.” Are there .

other modes of communication that we can explore?)

--Factqry made sponges are the best kind. . . ) v
--Not ;oally;

--Yes they are.

(--Well, we're not'ta]king about factory made sponges.

‘We're talking about how--how beans grow in certain

T
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substances and things. )
- ' <-Qh I see. .

<

--When you grow up you'll just Tearn fike'tﬁat but
“you'll cnly be stealing bigger things and then ,

]

you'1l get in jail for it. . ° :

L
}‘ 2
(19) (-~I know, but the.problem, what I'm throwing in
i . your 1abs right now js'what can we do about it?

What kind of a--what kind of a control can you

Put on this? What can you do? What should we

. do?)

>~

°

-

- (20) 1 (--1 éet the feeling that we all think tbe»newspaper;s

-

a good idea. And I'd like to do that, you know,
get to work on .it and do something with it and
see if we can bring in other péop1e4and make it

,(; . - .work. Use it as a stérting point. A point to
K ... wock off from and do other things. )

e ~ ~
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TASK ROLE

(21)

(22)

TRANSCRIPT

5

(--Well,

r z ]

t
-

--Okay, our break i5 over. We better get back to work.

Would you sit down?
--After you, young lady.

--Miss R6thaﬁv

3 - +

(--If we klnd of collect our Choughts, to resume o

where we were before some of our members had Eo

Teave. Jeff had said something te Brlqn about

revolution and I think Steve you were ponder{ng

>

jumping in on it.) ..

R
. , o \

--l--1 stl]l think that sponge;ethat beans will °

only grow im soil.

_plants, but not all othgr plants -may grow in

But other plants--some othe

water, ) \\\

I think that “the only way\wé'cyn come to
a conc1us€on whether they'l1l grow or nof, and in. (\,

what, 4s to fry'both'things. And Paul thinks

-

th5t~it'11 grow in sponge and Debbie thinks it'l}

grow in cotton, aﬂd I think the only way we can

-

do it is to try 1t )




UNIFYING ROLES -
Description of the Concept *

>

I 5
i

» . The concept Unifying Roles consists ot behavior engaged in by )
group members for the purpose of building and maintaining unity’ and
momentum.” Five unifying behaviors uhich can nccur are:

Gatekeeping

Energizing

Harmonizing - .

Compromising i - -

E. Encouraging .
Again, as in the case of task roles, these are not the only behaviors

which could describe unifying roles. They have been selected because
they are quite essential.for unifying purposes. The unifying behaviors
“are aimed at constructing. good relationships among group members, and

~ creating an atmosphere in which individuals feel free to contribute and
comunicate. Since the emphasis ‘is on'affective rather than cognitive
interactions, the examples will 1nclode some possible non-verbal attri-

. butes of the bghaviors.- - ‘

A. Gatekeeping: attempting to keep communicatlon channels open
by facilitating the: participation of group members
Examples: a. Verbal: "That point has been well presented
. v by John and Bartholomew but Beatrice °
‘ hasn' t said anything about, it yet "
Non-verbal: warmth concern . -
b. Verbal: "Hold it. We're all trying to talk
" at once. Why don't we go around S
the table and get everyone's opinion?"
_ Non-verbal: assertive, positive y
Commentary: The gatekeeping member moriitors. the communication flow.
How formalized and how frequent gatekeeping is in a particular group
depends upon the group's level of matprity, 1ts size, its task, and
its style. Thus, a large group may find it necessary to appoint a
member to call on those who wish to speak. A smal’ group that has
functioned together for a long time may have experienced the natyra’l
evolution of certain rules, such as “Ne won't interrupt one another"
or "We vote on al) important issues." Id such a group, the rules
may be so well understood that all members function as gatekeepers
by monitoring themselves. £-27 228 ~ .
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- Whether-exercised as an internalized process or a formal

function/ gatekeeping is an extremely necessary.function for a = &

healfhy group. If each member does not have thd opportunity to N -

have his say, or if communication flows bnly ‘in one direction-- , 1

from the Jeader  to -the group--the grnup may eventually d1sso|ve . R

for lack of a voice. \ , _ A
Gatekeeping is one of the Ahnctions that a leader, or a ) .

teacher serving as leader, might consider delegating. Soﬁetimesf ' )

Jeadérs think they must assume most of the task and unffying

roles. This can keep a group from deyeloping a sense of itself =~ -. ‘

as a capable organization, or can keep members frd@_g;quiring

needed skills. .Although as a teacher ybu p bly are very much

concerned wtth acting as a gatekeeper, students.should also be T

encouraged- to play this role. - \ 4 A

B. Energizing: urging or stimulating the group to action '

Examples: a.” Q\Ierbal: "Wake up, we've only been at

jt for an hour and we have so

, much more .fo da. .Let's move.” *
Non-verbal: intense

" b. Verbal: “Hey, listen, really, let 'S

{

‘follow this up because this P R
idea could be the: ariswer to our d11ennu "
/ . Non verbal: _enthusiastic * . . Y

Gommentary: The.energizing member pushes the group to perform,

prods it to greater heights or new direciions. The eqergizing .

action may be related to either task or affective aims. For ‘

example, a member may urge the group to solve an interpersdnal ¢

problem, such as conflict between members or he may make a v

strong plea for accomplishdng a p1ece of work. - N
- Members who energt;e tons1stent1y tend to be either leaders - »

or persdns who, are willing to take significant responsibility.

One sign of a ﬁature group mey be the degree to which eriergizing _ s

is a shared activ1ty If one or two members are always providing.

most of the impetus, the others may be overly passive 0Of course,. -

the parti.ular cause of the pass1v1ty will depend on the sjituation.
These members may always rely on others to provide the steam;
or they may be un1nterested in the. subdect. ‘or they may basically
dislike the group.. . E-28 e T
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50 are
- clashes|and differences over task issues, groups are likely to S

o,

C. Harmonizing: attemptini to mediate differLces ambng Loup

members .o : . , .
Examples:'  a. Verbal: "You warit to have the meeting '
' - at nota and Mervin wants to
: e meet at four in the aftefmoon. / -
;’ _What about 2:307"
Non-vergal -concerned, positive
* b, Verbal: "We can't seem to agree on any .
o "' * of these alternatives and we N
. .can't seem to stop arguing. I
think we should take a break . R
+ calm down, and then come back
»and see if we can combine some
- of the assats of each suggestion." ) :

Non-verbal: confident, calm Sy s
Conimenta y " The harmonizing member tries to resolve conflicts. —
He does not always succeed. . . : : .

Mos groups endure periods of conflict. and groups that do
ikely. to’become more cohesive. In handling personality -

acquire skill in harmonizing, compromising 1nd gatekeeping., If .
you_decjide to. help a group deal with confyict, you coufd let -

T them krjow that both task and personal conflicts happen to groups.

They may ask you “to spend time talking with them about ways to.

resolve friction between members or ways .te "problem-solve" a

task issue. Or they.may wish to go through conflict on their

“own, finding their own ways to cope.

Ihe harmonizing member(s) might suggest various means of
resolving conflicts. Eor example in conflicts over task matters
he can propgse that the -group discuss debate. or seek outside
advica: in conflicts over persend) matters e may suggest role-
playing, having a cooling-nff-period, or inviting someone else T
to help. As the group becqmesaskilled tn coping with a whole
range of conflicts more members will become capable of harmon-
izing, "and some wil specialize in certain types of harmonizing
One person might be able to help the group out of a stalemate
over an academic question while another parson might be adept

at’easing hurt feeling. E 0 - .. - ‘*' oy
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. D. Compromising: agreeing to alter one's stand or admit error
A in one's own position
Examples: a. Verbai: ."You may be right. I didn't
’ look at it that way."
Non-verbal: relieved .
b. Verbal: "I still don't agree with the ©

O rest of you, but I'11 consent
_ to the plan anyhow." =
Non-ve-bal: displeased . & §

Commentary: The compromising member yields to other members when
they oppose ﬁis view or point. Compromising, like hacmoniz1ng,
makes it possible for a group to move past a- stalemate, or create
a unified positioh when- necessary. Of course, there are cases
when compromising should be delayed or even avoided To compro-
mise one's case too early canzﬁe a mistake. lf the position has
merit it's worth fighting for. Or perhaps, qompromise 1s.not in,
order at all..since the mdlber may feel he hasﬁghosenctheuonly
position that will reasonably benefit the group, and:is willing
" to work tirelessly to conv1nce the other members (as one might
da on a Jury) © e s .
Compromising has crucial implications. for the teacher. Both’
as participant in the small group or leader of the class, you can
, ™del compromising behavior. However, because your. positions
carries authority, you may-without thinklng about it expect.more’
compromising behavior from the §tudents than you do from yourself.
Depend1ng upon the situation, this may be patently unfa1r or it
may be appropriate. But whén students feel "that your uncompro-
mising pos1tion is unfair, they. may.acquiesce meekly and silent\yu
resent you, or they may openly resist.’ . T
E. Encouraging: pra1s1ng,agree1ng with or accepting;the
- cogtribut1ons of groqpﬁmembers
Examples: .a. Verbal' "Wow, welre really 0ett1ng
/ a lot done today."
Non-verbal: warmth, enthu§1ash
b. Verbal: "I like your suggestion. "
Non-vexbal: pleased, gentle

"

-
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Commentary: The encour ..ng member gives support. We feel en-
couraging behavior may be the single most important behavior
described within the unifying roles, yet it is too often absent
from the group member's repertoire.

The quality of both the task motivation of the group and the

-personal interactions may be profoundly affected by a lack of

positive feedback on the part of student or teacher members.
Genuine acceptance and warmth may not only be modeled by the
others, it may also become the chief reason the members remain
a group, )

You may want to take an active role in encouraging
“encouraging”--by praising supportive statements and acts.

You might say, "I'm.giad to hear you're giving yourselves credit"
or "I just heard Marcel tell Richard that he read his work. 1
think it's great you do that for each other."

This is not to say that group members should not communicate
negative feelings as well: But yo' ! need to help group members
learn the difference between~rejéct1ng 2 member's contribution
and rejecting the member himself. In this case. how well members

listen to one another or the tone in which criticism is made,
makes the difference.

E-31 :
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TRANSCRIPT : "

, GROUP PROCESS: " UNIFYING ROLES °

Instructions:
- . -
There are ‘several student behavtors engaged in by group members for the

purpose of building and .maintaining unity and momentum. Five of these uni-
-fying behaviors are: .

1. Gatekeeping -- attempting to keep communication channels . - -
open by facilitating the participation of group members. . >

2. Enernglng -- using or stimulating the group to action,

3. Harmonizing -- attempting to mediate differences among
group members.

4, Cbmpromtsing -- agreeing to alter one's stand or admit
error in one's own position.

5. Encouraging -- praising, agreeing with, or accepting the
contributions of group members. v

The following is a transcript taken from a classroom situation. Through-
. out the transcript you will find certain student remarks are in parentheses.
Read the transcript and identify the Unifying Role of the remarks in parenthe-
ses by writing the appropriate behavior to the left of the remark.
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UNIFYING ROLES * ' *

UNIFYING ROLE TRANSCRIPT

©

() (--Take a vote. Anybody in here that has been hit
with a natjonball and it hur* very much? Thought
you.would just about cry you.hurt so bad?)

--Me.

--1 won't talk.

--1f you don't“want to, it's alright man.

--Come on Bruce.

(2) (--Yeah Bruce, we haven't heard from you in a while.
For about an hour.)

--He's fhinkipg, I suppoge.

--0h, brother.
--1f they are walking in the grass they deserve
to get water on their heads.

--Aw, man, people are gonna Took at this place

and the manager is not gpnna like that too
much. [ mean, you know.

(3) (--Paul and Marty, you're just sitting the;e. you
know maybe you're getting bored with this, but
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UNIFYING ROLE TRANSCRIPT

we said we would move it. What do you think?
Do you think like Steve. or do you think we

3

gotta do what Chris says? - - .

(4) (--Well, if we are going to play this game why don't
we think of some more rules? We only got about

15 minutes.) N ! _ . “ -~

_--They want it bad, but they want other people to
do their work for them.

--Pight.

--1 know, that's how come nothing's getting done.

--(overlapping)

--You have to get people enthused. You just can't
announce it in the daily bulletin and expect
people--1 think maybe...

~ " --Okay, what should we do then?
(5) --Okay, listen. (I téink that maybe during lunchtime

it wouldn't be taking of f the peoples' lunchtime,

) | E-34 e
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UNIFYING ROLE

/
. e

(6)

_IRANSCRIPT

or 1nc6nven1enc1ng them in any way. But what we
should do is, we should have kind of like a rally,
and let them sit around, get a microphone set up and
talk to them about it. Acd if they didn't want-to
listen;,;AflThat‘wayﬁﬁéidfdxiiéast get ¢cross and ?

Ld

get some power-packed hitting things,.)

--Pretty soon by the time you get through ;ith the
’business everybody's bored and restless and has to ...

--Yeah, I'm getfing a little bored and restless .
right now.

--Okay, then that's a cirticism, a very valid

criticism, that the Town Meetings just take so
long, (okay, we should do something about it, instead-

of all walking cut of the door and saying, "Wow,
man, that just took so long I'm so bored ! can't
stand it, I'm gonna go home and eat lunch," we

should sit there and see what Qe can do about it.)
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UNIFYING ROLE

TRANSCRIPT

(7)

(--Why don't the students, you know. just be alone
on recess and break and then teachers be the

referee on P.E.?7)

-

<

--We don't want really to be fair, ;e want to win.

--Right. - |

--1 don't want to go against tﬂis in an unfair
way, you know. ’

--But that's not really unfair.

. --It's not really unfair. They've had a lot of

AN

time.

--ihey've had a lot of advantages.

--Because, see...

--Yeah.

--1 think...

--They don't'even Héve to research.

--1 think we should let them--let them have a
group discussion or something and then one day®
1ike meet in the multipurpose room and we could

have 1ike a debate to see where we stand, exactly.
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UNIPYING ROLE

(8)

TRANSCRIPT

--We alrealy kniw where we stand. .

-=It's just thac fceling-. I mean...you know.

That's just what they--They think that w%ll
nappen. That's all they afe say{ng is, this-is '
gonna happen, you know. They're gonna steal
Safeway or something, you know.

(--Well, I think a1l Inez wants to do is have a
debate to bring out all the issues, you know,
and see who's riéht and who'g wréng. instead
of {ust getting a group of people together, 1
think ‘the school board, they are all against it.)

--That would be good. ‘

< v
3

--It's easy, we get the saw from the next room,
you cut.fhe door’, the door is 1ike that, you ’
cut a big hole in it, some people get up,
then move the big door, then set.it aside, you
put the aquarium on wheels and then you just

haul it through.”

E-37
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UNIFYING ROLE

(9) °

TRANSCRIPT

A}

--What are you gonna do with ;he big hole after
you're finished? : , .

--What?

--What are you gorna do with the big hole when "

you're finishgd?

--Put the door back in its spot and .you patch it-up.

;:Yeah. the reasbn’ we're téking%it apart is because

" jit's too heavy. Now how're you gonna put it
up on the--pn the wheels? '

--People got muscles you know, we can lift.

--We can't 1ift aﬁ aquarium,

--Nobody here...

~-What? '

--1 said nobody here's got muscles.

--Well, you can grab one of those--um, you can get
a board and stick right under it anddyou can

just 1ift it like that.

" --We don't have one of those

-~ P

--With no water or fish or anything it should be

pretty easy.

(--Okay Paul, why don't you do us a favor and just--

—
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UNIPYING ROLE

(10)

[

TRANSCRIPT

‘
- -

okay, why don't we jusi’take it apart.aand then
, A

the next’ time we haveﬁto do it we'll do it your

way, okay?)

--No.

--1 think maybe that would be a good idea. To
let you referee yourself at your break_time and
over your lunch hour and then if we play a
class game on your own P.E. period, I referee
you at that time.‘

(--Alright, I'11 accept that. That sounds fair °
engugh.

--1 agree to that,) . P -

--We just can't have a sit-in, you know.

--Open campus...
--Something that trivial...

--Hey, you know, we're gonna have to...
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"UNIFYING ROLE

TRANSCRIPT

(M)

(’

--I think we should jgst have that-

--What?

--Everybody leave the campus. And we're all
suspende&. ’

--Really. Really.

--I krow. Stop. Nobody go to the school. And
we're all suspended for a week. -

--Open campus is way more involved than just .
that clothes code...

-5yé§h, I think® it is.

~--] mear you got... i

--Okay, m&ybe one more tﬁqe——maybe one more time-
go through.the proper chanqgls, l%ke we did
before, and make it a well known thing. Have
speeches and everything. Go through the
channels, make sure everybody knows about it
and then if we don't get it, resort to the more
drastic action. (Just--just do this part even
though I know it wouldn't work. Just do it to
prove to them that we've tried everything. Okay,
every peaceful way so they can't say, "Well, a‘

Tot of people didn't know about it 4nd nobody
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(12)

(13)

TRANSCRIPT

cared because you didn't haveothe support and
everytﬁing, and you didn{t go through-the
proper channels first.")

>

--And even 1f it is a few inches bigger, all you

\\\ can do is turn it diagonal and 1t'11 go through,

(

--Put it this way Paul, how did they get it”in here?
’\\\Qg can get it out the same way they got it
in here. If they couldn't fit it through the
door, how did the& get it in here? |
(--Alrigﬁt, alright, okay, I1'1} agree with you.)
--Airight.l ﬁ

(--56 that was a.good suggestion that Helps L
whoever is pTaying have that extra margin to
ah, give that extra oomph. Because it seems
1ike some of the girls a;e having a hard time
getting the ball over. And then also, no socking

or overhand of the ball. You have less control
[
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UNIFYING ROLE

-
>

(14)

(15)

TRANSCRIPT

-

anyway--but to hold the ball. So wha; else éan

. a4
you come up with? Those are threé great ideas.)

4

1

8

(--Right, I think it's gonna work, I really do.
- 1l/think--l think we've got it down just about
perfect. It's really beautiful.) \

.-

<

--You can't grow a bear up and just, you know, in
a ﬁachine. you Kknow, you need fhe ground soil.

--Wel1 the ground soil--The ground soil makes
a bean, um, softer. So does yiter. SO you can
grow a bean in water. _)

--No ., ,

--Well, water helps. It might ju;;,;ake Tong.

(--Hey, Debbie, you got-you have 5 point there,
because this is so soft that it even'll bend.)

"'l know. . K

1
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STAGES OF GROUP _ GROHIH " ¢
Description of the Concept * L “

- . -«

- i o o ¥
‘ . £y

. The concept Stages of Group,Growth consists of four phases which
3 group may endure. These are: . I o

A. Initial communication - e .
8. Confllct which blocks ach1evement of the group goal
C. Resolution of conflict 0

D. Increased productivity ? N .
. These stages are usually sequentiaﬂ yet they do not always occur
in the expected order. Further, the length of time a group will spend
at any one point can vary drastica]ly--one group may take an hour or a
day to plan its work, another may need severa] months Some groups may
zcycle through one or several of the Stages more than once depending
. upon the number of tasks- and problems they face and the duration of the
group S existence. Some may start in a more advanced stdge, never needing
to experience ‘preliminary growing pains; others may become stuck ip a.
planning or organ1zing phase and disband-out of frustration.
A. Stage One: Initial Communication “the group may do any of the
following -
1. Set goals or clar1fy the _purpose of the meetigg

-
? 2

Example: * Gerald: |,

“I'm not quite sure why this group was formed." ‘
Jean: o

"Well, we betfer talk about that first."

Cloe: - _—

- "Okay, according to the memo, we're goipg to
put on a pTay."

Gerald: L .
"Oh, but I thought

?. .Devise a plan of. action

$ Example: Vince:
. "I propose we spend three weeks in the field before
each major decision point."
Daniel:
“You mean you think we'll do'a better Job if we
really kncw what's going on out there?"
Vince:
"Yes, much better tnan last year S proposal committee."
. Daniel: )

"Well, you may be right but you have to corsider the
amount of time thig_ \24 ;ake.” '

S
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3. Choose leaders or experience the natural emergence of leadérs TS
Examp]e Paul: - .
- . "Amy Lee seems to know more about what we're doing .. oo
' than the rest of us. Amy Lee, tell us what to do." y
’ ) Amy Lee: L "
T - . "No, I don't like to give directions.” . .
Marge: T .
_ "Al1l right, all. r1ght well, why don t we start . .2
. by telling us what you know." . ;. o
Ce Corwnentary Unless the group has extra,ordmary enthus1asm or ,
' experlence getting started is hard The group is not yet a - -0
N . o+ group. Some or all ofvthe” members may not even “know each other.
Stage One is a‘time of testing. Who knows what we're do1ng7 .
Who's timid? Who's assertive? Do we want to work together at all? .
:

With this stage, and with all the stages,-you can probably
be best prepared by just being aware of what m1ght ocuur. If you .
. ’ know that starting is rough that members might not click * 1
e . with one another, that it takes talk and t1me to name goals and

make nlans, and that leddership roles need to be worked- out. you -
are likely ‘to be more willing to watch the group fumble.

.,
gt

. - You could Tet them know that you undedstand getting started T !
" takes time and that if they.want some suggestlons on how to '
:proceed they should feel free to ask yéu to help. Gr you may ) 1
) ! ,wlsh to leave them completely alone and say nothing at all, on ‘ o
*the premise that their need ‘for autonomy is greater than their " - ‘
_need for guidance. o ‘. :

-\ B. Stage Two:, Conflict whlch stops the group from meaching its goal®

the group may experience either. or both of the following: . 1
1. Conflicts involving the content of the task at hand

- (3

b xample: Merrill: {7 ] 1
- "I know we don't have enough time to get even )
o . half of the prOJect finished." . '
Helen: ‘ . . v 1
"Oh. my God, you re r1ght " .
’ Moe: ! ' 1
, : . "Looks like a kind of bankruptcy for this organization." .
Merrill:
"Yeah! I haven't the sﬂightest idea how to get us ']
out of this mess." »
5 | e , ' |
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2. Personal clashes among group members

Example: Rea i

“With yewr here we never get anything done."

. Joe:
uOh yeah!"
Rea: ‘
"You've got a mouth 1ike a #ww#w .

- Joe: -
"A11 right, I've had it, I'm pulling out and !
bet half the group comes with me." ’

Commentary: Perhaps the most important thing that can be said
abuut Stage Two is that it can and does occur. Too often a
state of no conflict is looked upon as a desirable goal for
groups. Conflict can be ‘healthy and probably is a necessary
ph;nqmenon in groups. By attempting to deal with their d*“fer-
ences, whether over task or personal matters, members develop

respect for tneir individuality and a sense of their abilif: to
survive difficulties. Classroom'groups that experience conflict
are exposed to a world that at least bears a resemblance.to the
one they step out into when they leave the school world. Your
main role either as a member of a group or as an observer may be
to reassure the group that conflict 4s not only acceptabl@ but
is also something to be expected. .

Depending upon the behavior and previous experience of the
students, the teacher may wish to set certain limits. Violence
may be:out of bounds. Prolonged verbal haranguing may be ruled
out~ lnti-group roles, su;X,as aggres<ing and dominating, may be
discouraged. In other words, it will be important to help students

\see the difference between the form the conflict takes and the mes-
sages which are being communicated.

Hov.cevar, conflict, particularly when it involves friction
betweei persons, has & certain unpredictable quality. If there
are too many prescriptions as to how rnegative statements and
feeling should be comunicated, spontaneity will be squelched.

Some verbal harshness or hurt feelings will sometimes just be
| df}t of the process that pre-edes peace.

L4
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C. Stage Three: Resolution of conflict: the group nay do either
or both of the following:

1. Find solutions to task-related conflicts by compromising,
accepting_ the. decision ot their leader, using the help of
an_outside negotiator, or other means the group devises.

Example: - Chet: '

"We better find a way out of this impasse."

Cam: '

"I'm stuck, too."

Ada: .

“Look, I have an idea. Let's each speak our minds for

three minutes without being interrupted and take a vote

on which of the two plans is best. How does that sound
to you?"

(group agrees to this; everyone talks, and then a vote -
is taken) '

Chet: .
"Whew! Well, we got through that, At least, we have a

decision-and we can get moving--even if it's not the one
I would have voted for."

2. Settle personal clashes or convince conflicting parties to
refocus attention to the group's goal(s).

- Example: Gary:

/ "A11 right, all night, so half of you 1ike the way

‘ I lead and half of you don't. What the ****x {g

you want me to do? I feel like the baby King Solomon
would have divided in half."

Gloria: \

"Calm down, Gary. Those of us who criticized you

didn't say we wanted you to stop being our leader."
; Gary: .

"Well *****  what doi you mean?"

Lisa: | !

"Look, lets take a brkpk, so we can all cool off."

(After a half hour, the group gets back in session.)

Gary: : p .

"Okay, look, I feel a ijttle better. I think I'm

ready to hear some of your comments now...but this

isn’'t easy, you know, so I'm going to tell you what
I think too."

\ Gloria:
"Fair enough."

Commentary: The resolution of confiict is often a process that

evolves from within the group. It's a process that relies upon
the .group's spontaneity and 1magina#1on and good will,

i
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. Timing is often important. }he group may be exhausted and
blocked. After a rest, obstacles are more easily overcome.

Many kinds of energy can contribute to the resolution. One
member may be a harmonizing foﬁpe while another infitiates alternatives
and yet another performs as gatekeeper.

Both individuals and group§ may be embarrassed at "being
stuck”, and this embarrassment in itself may block resolution.
In this situation, you or an experienced group member could let
;he others know this happens to lots of people who are trying
to create something--whether the object of creation is the group
itself or the task it has undertaken.

D.. Stage Four: Increased productivity: the group may become either

or both of the following:

1. More purposeful, noticeably closer to its goal

Example: Debbie:
"You know, .his is finally beginning to hang
together. And I'm getting excited."

Dave:

“I know what you mean."

Mort: \
“Well, I'm ready for a rest."

; Debbie:
: "Not me, I'm just beginning to see an end
in sight. Can't stop."

Dave: ' \
“Yeah, now we've plowed and planted. I'm not N
going home until we water it. Aw...Get to work."

2. More cooperative; more able to cope with personal clashes N
with understanding, humor and speed

Example: Arnie:
“I'm not going to do this alone. I'm not. I'm not."

Jim:
"We heard you! We heard you!"
Cory:
"So who do you think you are...anyway?"
Arnie:
"The King, the King (of Hearts), who else?"
Cory:
"Well, 1ook at him!"
(Laughter)
N
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Commentary: Stage Four has a certain fluid and perhaps elusive
quality. Since persons and groups have their "up's" and "down's,"
it would be unreasonable to Jjudge that a group had reached Stage
Four only when it is constantly purposeful and positive. What
is important is the general feeling and trend.

Groups are so different in their make-up and history that

it may be unreasonable to expect Stage Four to look the same
from group to group. The description of Stage Four for a parti-
cular group should be viewed in relation to its previous stages.
A group that has endured intense and repeated conflict may reach
the productive stage with a sense of quiet and calm: Another
group, plagued by indecision and a low interest level, may express
obvious and catching enthusiasm in Stage Four.

A group, formed ‘for purely social purposes and never having
had to accomplish a specific task, may be described as productive
in Stage Four in terms of the amount of satisfaction gained from

interactions rather than by its progress towards a tangible product.

7
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ROLE PLAYING
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SESSION VI

Overview _ . .

This supplement explains the theory and mechanics of role-playing. The
section, "Theory: The Role Playing Model", points out the idea that role .
playing can be used in many different situatiops. One important advantage
of this technique is that it encourages the use of emotions and intellectual
ability. Shaftel and Shaftel suggest that roleplaying preparation should
include warming up. the group, selecting participants, preparing observers,
setting the stage, enactment,\evaluation, reenactment, more evaluation, and
finally drawing gereralizations.

In the section; "Role Playing: Critical Skills", emphasis$ is put on
specific planning for the role playing activity. Through questioning, the
teacher can emphasize feelings, values, problem-solving skills, or subject
matter exploration. With a definite focus in mind, the teacher can plan a
story with an appropriate sequence of events for the students to act out
and discuss. The teacher must adequately facilitate the role-playing exercise
to sucessfully attain the planned goals.

Directions

For this session, you will be asked to read and study about the theory
of role playing and critical skills necessary to complete the role playing
activity. Classroom activities include a tape presentation and a role playing
exercise. Read the following directions carefully before you begin, to complete

this session successfully. ) ”
RoleoP]aying*
1. Read and study "Theory: The Role Playing Model". v
2." Read and study "Role Playing: Critical Skills'. .
3. View the video training tape. ' »
4,

Demonstrate this concept by having four or five class members
present a role-playing activity.

* The source of materials indicated throughout the supplement
may be found in the Facilitator's Guide.

- .
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THEORY: THE ROLE PLAYING.MODEL )
¢ 3

. Overview . |

’
0

In role playing as a teaching-strategy, students explore human

(<3

relatlons problems by cnacting or Improvising problem sltuations and then

discussing the enactments.® Role playlng gives students a sample of human . .

Interaction to analyze in order to fdentify alternative ways of handling .

° 4

situat lons, clarffy social values, and learn to deal with the emotions in

conflict sftuations. At the ‘same time, because it is built on role playing . ‘
. L

> B
rather than on a real problem situation, the participants can analyze thelr X
2] i |
. own behavior and permit their values to be criticized without the gevere

conscquences which may occur when real vonflicts are explored.  For example,

in a role-playing situation one can take on the role of a dlshonest person

and then carry on a discussion of honesty and dishonesty and one's own i

teelings about e, something much more difficuit when it follows a real act

e

of dishonesty. Through role playing one can also e¢nter into unfamiliar roles.

A leader can expertence how {t feels to be lelt out, shy, or made fun cf. A

hully can learn how 11 fecls to be bullied. 2
[ . - -
Role playiug as a strategy has roots in both the personal and sociall

L dimenstons of soclal education. Tt belongs in the personal dimension
because 1t attempts to help the individual find personal meaning within ’ |

his social world. It belongs also in the social dimension because {t

|
)

Thts model comes from the work of Fannic and George Shaftel. See:
qug_g[nx{g&‘(gqﬂﬁovgql'Yqugg. (Harper and Row, 1971), pp. 32-37. . l
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Aruitoxt provided by Eic:
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4
"al lows groups of individuals to work togethe; to analyze soclal situations,

9

vdapecially problem situations, and to develop decent and democratic ways

of coping with these situations. The underlying assumption of the strategy

.

Is that hy becoming conscious of the values (hat guide our behavior and

5

ot thelr consequences for ourgselves and others, we can lLook at our own

©

vialues critically, mod{ fy them {f necessary, enhance our sensitivity to

others, and Improve our gkill in relating to them.

The Essence of the Strategy

s

LAt one level, role playing is simply the enactment of a.problem

situation by several members of a group while other members observe the

enactment.  Depending on the educational purpose of the activity, the

N

~

&

chiluien or the teacher may select and analyze a particular aspect of the

situation. AL another level, group members become deeply involved and

experience many of the "same emotional reactions that they have in similar

Leve-tile sitnations.  fn a sense, well done role playing becomes . part

of Hfe. A pernon puts himself In the position of

another person. and then

thies Lo Interact with someone elsge wha 18 also playing a role. Empathy,

Fhe emotional content as well as the words and the

l
the Iateg nnnlvnia.( )

wyﬁpathy. anger, and aftection are all generated during the interaction.

actions become part of

Role playiug has the power to .notivate particlpants and obscrvers alike

beeause 1t involves them and generates emotional as well as intellectual

¢coutent,  When two people are playing roles, for instance, in which one

, | 3 254




is prejudiced ard the other is trying to overcome them, the observers begin

to "want” the conflict to be resolved. When the situation {g finished, evei
" the observers are involved enough to want to know why the one person reached
the other, what the sources of resisténce were, and whether there were

other ways this kind of sftuation could have béen approached. ‘The

essence of role playing is the involvement of participantg and observers

fn u rea! problem situa-ion and the desire for’resolution and understanding

that this involvement engenders. ’

- -

Several people have experimented with role playing for social education.

i

7 .
Thelr treatments of the strategy are remarkably similar. The version we

v

will explore was formulated by Fannie and George Shaftel.” The Shaftels

N +

have developed storjes that pose common human problems; these problems
can be used to stimulate role playing. However, any type of difficult

interpersonal situation or event can be ::ansferred to a role-playing

(2)

situation, -

There ate two basic reasons-why a teacher might decide Fo use role

¢

- ) . ¥
plaving with a group of children. One reason is to begin a program of

soctal education in which a role-playlng situation forms much of the

material to he discussed and analyzed; for-this purpose a particular kind

2 .

vl problem story might henselected. The second reason 1s to help a group

of children deal with a human relations problem they have; role playing

Can open up a.problem area to the children's, inquiry to help them solve

the problem.  The first situation is a systematic, curricular use of role

plaving in a program of social cducat ion, whereas the sccond is an
. a .

Inctdental use of role playing for counscling purpose:, .




k]

©

€ -
¢

Role playlug way also be considered a seneral process in which yoc{al

- 4"

problemn are dealt with through action.. - Siudents define the probiem,

k]

deltneale alternat jyes, experience the consequences, Liyrough réle playing,

and analyze the vons:quences. As a process, role piaying develops inquiry

skills and provides practice in decision méking. Sc@crae types of social

., o

problems are amenable to exploration through this modl-i lnfludtng:

L.

.

e ’." . »

Interpersonal conflicts. A major use of role playing 1is' to reveal -

.
,

) - 3
interpersonal conflicts so that students can discover techniques
\ :
: &

RQ{ overcoming them, .
Inter -roup reiations. Interpersonat problems arising from cthnic

and radial étereotyping or from dichotomous, unilateral thinking

can also be explored through role playing. These'problems

1 ." 1
fnvolve conflict, but the conflict may not be apparent. Role-

playiqg situations of this type might be used to uncover stcﬁco—

types and prejudlces or to encourage acceptance of the deviant.
‘ ’ L 4
Individual dilemmas. These arise when a person is. caught

between two contrasting values or between liis own intercsts

and the Interests of others. *This kind of-problem is particu-
.. -

Jordy ditficult for young children to deal with, gince their

moral judgment is still relatively egocentric. Some of the

most del{cate and difficult uses of role playing make accessible

~

to the child this dilemma and help him understand why it occurs and

what e can do about ft. A §ituation for such use might he one

~1n which a p:rson i{s caught between the demands of his peer group

and those of his parents or between the pressurces of the group

K
<

aned his own preferences.

. 250
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- Rolce playing is designed especiaily to alter social and emétional \

behavier. But how can a teacher determine whether changes in these kinds.
V.

©

4+ of bcehaviors have‘pccurreg? In their book Chesler and Fox discuss role-
playing cvaluation and suggest techniques for assessing student porformdncc.(J)

‘Thoy also list one teacher's evidence of student growtﬁ. .

. I. - Studeunts were able to suggest a gggater variety of solutions

for a glven problem situation.

£l

2. They were less inhibited and mo;e able to rcspond‘to one ,,/

N

* another's problems in class.
> . \

]

\

3. . They were better able 66 act out their feelings and examine

Ee
~

them in class.

4. Children who had been socially Ineffective began to learn

more appropriate and effective social behavior.

5. Formérly rejected children were increasingly integrated into the

s
2

classroom process. g

AT ' :
The studeats asked her te arrange Buint'sessions wi;h.older

< - classes so that the lessons of the role-playing experi&nce_

could be shared with real sixrh-gradeis.(é) -

El

\ - ’
The-benefits of role playing are not merely in completing an eqactmgnt

\ hut in the quality of the enactment and of the analysis, and in the l

s - T - ’
P

“application to rcal-llfe situations. -~ . .

\ A sincere involvement in the réles 1s essential if the experience

s
\

. iqﬁ}o he meaningful. Children would not necessarily engage effectively

in Eblo or role Enalysls‘the first time they try it. Many have to lcarn ' i

{
\

to ungagc in role playing in a sinceru way so that the content generated
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can be seriously analyzed. Some authorities fh role playing sugpest,

pantomimic exercises us a way of freelng'iﬁexperienced students.(s)

!

Role playing is not likely to be successful if one simp{y suggests

- a

it Lo the students, tosses out a:problem situation, persuades a few

¢hildren to act it out, and then conducts a discussfon about their

cictment.
o .

of nine steps.:

1.

The Shaftels suggest that the role-playing activity consist

Warm up the group <t v
Select participants ' '

Prepare obscrvers

Set ‘tife stage

Enact ) i ) "
Discuss and evaluate-

Reenact . : b
Discuss and evaluate ) .'°

. 4
Share cxperiences and generalize
: . .

-
o
\

LS




Figure 1 shows these steps and activities. ’ e

® ‘a

o “

LY

Figute 1 .,

-

R Steps and Activities in Role Playing

v -

»l/’

Step

.__,__’...._.'-.4 . —— . — - ——

Warm up the group
7 ?
Select "participants

get the stage

-

Prepare the observers
, T
Enact

Uiscuss and evaluate

1
Reenact

A {

Discuss, and evaluate

Sharc cexperiences and
generalisce

"t Activity

Identigy or introduce problem
Make problem expllcil ¢

Seuit”

Speculate on or interpret problem story

Describe roles T

Cﬁoose’role players o b

Sct'linetof action
Restate roles

Get inside problem situation

Assign observation tasks -

I
|
v

Begin.role play
Maintain role play

Break role play

Focus on action in role play

Shift to alternatiﬁe proposals

' Play.- revised roles, suggested next stcpa,

or behavioral alternatives @

As in step 6

4
Share similar experierces

Formulate general principles of conduct

¢ e ———— - v cas e e - 4 s e oa e
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Steps {n Lhe Strategy: A Discussion

L. Warm up U Group

The tirst step fuvolves ;nt:oduciné students to a problem so that _ o
they recognize it as a problem that everyone needs to learn to deal wi.n.
The warm‘ﬁb can begin, for‘example, by identifying a problem within the

group.

.

Teacher: "Do you remember the other day we had a discussioh about

o >

'Janey's funch money? Because she had put her moncy in her pocket

- d@nd had not given it to me when she came into the room it was lost.
° T . ' * - Ay - ., s & v
We had quite a talk about finding money: " whether' to keep 1t or

v ‘ \
turn it in. . o )

-

%ﬁrmiimos’ii'é not casy to dacide what to do. Do you ever have

L 4

%, . times. when you Just don't know what to do?"

The teacher sensitizes the group to a problem and creates a climate

of acreptance so Lhat students feel that all views, feelings, and behaviors
van be explored without retribution.
The second part of the warm up is to express the problem vividly through
- \

- examples. These may come from student descriptions of imaginary or real
« *»

. sltualloﬂsithat'cxpress the problem, and from situations selected by the

. " teacher, such as a film, television show, or problem story.
In thelbr hook the Shaftels have provided a large sclection of problem

¢ 5tories to . be read to the class. Each story stops when a dilemma has

- ©
A + . .

e
~

F-9 260




' /

/

N

become apparent. The Shaftels feel that problem stories have several

advar. ages.  They focus on a particular problem and yet ensure that the

)
chitdren will be able to disassociate themgselves from the problem enough

to face it. Incidents the students have experienced in fheir lives or
the group has experienced as a whole, while visually and emotionilly
involving, cantgau;e considerable stress and therefore he very dd[ficult
to analyze. Another advantage of the stories is that they are éramatic
and make role playing relatively easy to 1pit1ate. The burden of getting

rd
the children into the activity is lightened.

The last part of the warm up 1s to ask questions so than the children
will think about and predict the outcome of the story: "How might the
story end?"; "What is Sam's problem.and whét can he do about|1t?" The
teacher in the illustracion above handled Lhis step like this:

Tearher: "I would Llke to read you aistory this afterngon about a
boy who found himself in ju%t such a spot. H{is parents
wanted hitn to do one Lhing,lput his gang insistied he do
something else. ‘Trying to please everybody, he got himself
into difficulty. :This will be one of those problim stories
which stopi but are not finisped."

A Pupil: "Like the

ne we did last week?"
|

Teacher: '"Yes."

\
A Pupll: "Oh! But can't you give us one with an ending?"

¥
'
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Teacher: "When you get into a jam, does someone always come along
and tell you how your problems will end?"

Puplls:  "Oh, no! Not very often."

3

Teacher: "In 11fe, we usually have to make our own endlngs - ve ha.u

to solve our problems ourselves. That's why I'm reading

you these problem stories - so that we can practice gndings -

try out many different ones to see which work the best for us.
"As 1 read this story, you might be thinking of what

you would do 1f you were in Tommy Haines' place."

" The story is about a boy caught between his father's views and those
"of his club, He has committed himself financially to a «club effort his
father does not approve of and would not support. Tommy does not have the
money and resorts to somewhat devious means of getting ft. The problem
centers on Tommy's opportunity to clear the debt with his gang. lle delivers
a package for the druggist and is overpaid five dollars - enough to ciear
the debt. Tommy stands outside the customer's door, trying to decide
whether Lo return or keep the money. After rzacing the story, the teacher
focuses the discussion on what might happen next, Lhus preparing for ' .
ditferent enactments of the situation.

Teacher: "what do you think Tommy will do?"

A Pupil: "T think he'll keep the money!"

Teacher: "Yes? - - =" o




A Pupll: "Because he needs to pay the club."

A Pupil: "Oh, no he won't. He'll get found out, and he knows it."

2. Select Partlclgunts

The children and\she teacher describe the various characters - what
they are like, how they'f;el, and what kind of thinfs they might do. .
Children are then asked to volunteer to role play, or they may ask for a
particular role. The Shaftels caution ieachers not to assién roles to a
child who has been suggested for it because the person making the suggestion
may be stereotyping the child or putting him in an awkward situation. A
person must want to plaJ;:‘role or should¥be the one to suggest himself
, for {t. Although she takes intc account the children's preferences, the
teacher should exercise some control in the situation,

The teacher can use gseveral criteria for selecting a child for a role.
Roles can Le assigned to those children who appear to be involved or who
ldentify with it, those who express an antisocial attitude that needs to
be explored, those who will best typiky the problem, or those whb need
Lo ident ity with the role or place themselves in another person's position.

N 2
Shaftel cautions the teacher to avoid selecting children whd would give
"adult-oriented, socially acceptable" intérpretations to the role becauge
such a quick resolution of the problem dampens discussion and thé exploration

(6) "

of the basic issues.
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the entire group experiences the enactment and can later analyze the play.

v

In our {llustration the teacher agks someone to be Tommy and then

. o

asks him what roles need to be filled. He answers that he'll need someone
to Le the customer and students to be the gang. The teachet asks several

chlidren to £f{l1 these roles.

3. Set the Stage

In this step Lhe role players plan what they are going to do but do
not prepare any spécific dialogue. They simply sketch the eetting and
perhaps one person's line of action. The teacher may-help set the stage
by asking the stﬁdents a few simple questions about where the cnactment
1; Laking piace, what it is llke, and so on. It is necessary only that a
simple line of action be identified and a gencral setting clarified ;o
that participants feel pnodgh aecurit§ in the roles to begin to act.

In our illustration the setting is arranged so that one corner of
the classroom becomes the school where the gang is waitfng for ?ommy to ’
briqg the money; in anot@er corner a chair is used to represent the) door
of the customer's house. The teacher asks the boy playing Tommy whiere
in the action he wants to begin, and he decides to start with the scene
where he {s delivering the packages. ' : \

A

4, ﬁrepsrc the Observers

=

It is important that the observers become actively involved so that

The Shaftels suggest that the/teacherjtnvolve observers in the role ﬁlay
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by assigning them tasks, such as evaluating the reality of the role playing,

——

commerit ing on‘the effectiveness and sequences of the role players' behavior,
and defining the feclings and ways of thirking of the persons be}ng
portrayed. The observers should determine what the role players are ‘
trying to accomplish, what actions the role players took that were helpful
- or not helpful, and what alternatives might have been cnacted. Or they can
;at;h one particular role in order to define the feelings of that person.
The observers sﬁould understand that there will be mo;e than one enactment
In most cases and that therefore 1f they would have acted o a certain
role in a different way, they may get a chance to do Qo.
“In our illustration the teacher prepares the observers as follows: - |
Now, you people, as you watch, consider whether you think Jerry's way
of ending the story could really happen. How will people feel?l You C
may yant to think of what will happen next. Perhaps you'll‘have
dif ferent ideas about it; and when Jerry's finished, agd we';e talked

@

about it, we can try your ideas." )
. Enact
At this point the role players carry out ‘the situation. They assume

the roles and "live" the situation, spontaneously, realistically responding

to one another. The role playing 1s not expected to be a smooth dramatization,

P




however. Nor is it expected that each role player will always know
how to respond. Thl; is part of life as well as part of feeling the role.
A pcrsbn may have a general idea of what to say or do but hot b; able to
enact It when the time comes. ‘The action now depends on the children and
emerges according to what hapgens in the situation. This is why the previous
steps were so important.’ .

Shaftel and Shaftel sugge;t that enactments be shert. . The teacher
sh;uld allow the enactment to run only until the proposed b:havior is:
clear, a character has developed, a behavioral skill has been ﬁracthgd. ¢
when an impasse is reached) or vhen the action has expressed its viewpoint
or idea. She can then reenact this scene if‘the follow-up discussion
reveals lack of understanding about the events or roles. The purpose of
thc'f1rst enactmer 1is sim;Iy to establish events and roles, which in later
enactments can be probed, analyzed, and reworked. During the initial
enactment, role players of the major role can be changed to demonstrste
the varicety o; the role and generatec more data for discussion, In our

illustration the boy playing Tommy chooses.not to tell the customer that

he has overpaid.

6. Discuss and Evaluate
1f the problem was an important one and the participants and the
observers were involved, then the discussion will probably begin spdutaneously.

At first the discussion may focus on different interpretations of the

260 .
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poftrayal and=d1;agreements over how the roles should have been carried
out. Some people may think that individsals would not act the way they
were portrayed. More important than these interpretations, however, are
o the consequences of }hv action and the motivations of an actor. To
prgb;re for the next step, a teacher should focus the discussion on both
of these aspgcts. "

To help the obsefver think with the role players, the teacher can
askoquestions such as, "How do you suppose John felt when he said that?"
The discussion will probably turn to alternatives both within the roles
and within the total pattern of the situation. When it does, the stage
is set fo? further enactments in which role players change their roles
and interpretations, or play the roles in a differentg;ay. .

The first enactment in our {|fustration went like this:

Teacher: ‘"Nell, Jerry has given us one solution. What do you

. think of ft?"

A Pupll: "Uh-uh! It won't work!"

L
. He'll phone the druggist about it,"

Jerry: "So what? He can't prove anything on me. 1'll just say
he didn't overpay me."

A Pupil: "You'll lose your job."

Jerry: "When they can't prove 1t?"

Jerry: "Why not ™"
. T A Popil: '"That man is going to remember how much money he had.




9

A Pupil: '"Yes. Even if they can't prove it!"

Teacher: "Why do you think so, John?"

John: "'Because the druggist has to be on the side of his customer.
He can fire Tommy and hire another boy. But he doesn't
want his customers mad at him."

A’gupil: "Hetg going to feel pretty sick inside, 1f?he keeps ;he )
money."

Teacher: "What do, you mean?"

A Pupil: "Well, it bothers you when you know you've done something
wrong." ' i
Teacher: '"Do you have any other way to solve this problem?"

A Pupil: 'Yes. Temmy should knock on the door and tell the customer

about being overpaid. Maybe the man'll let Tommy keep the -

v

money . "

/ 8 '
Teacher: "All right, let's try it ygur way, Dick."( ) ]

7. - Reenact

A/
L

e reenactment may take place many t nes. The students and the teacher

can share new interpreattions of roles ard decide whether new individuals
| . Q
[ should play them. The activity alternates between discussion and acting.
|

The new cnactments should explore as much as possible the new possibilities

\‘1 . . . F_]? 2(58 . )
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3 ) ¢
for causes and effects. For example, only one role may be changed so

that everyone can observe how that change causes another role player

to behave. Or at the critical point in the .enactment, the participants

P

Wiy try to behave in a different way and see what the conscquences are.
In this way the role playlng becomes a dramatic conceptual activi?y.

In our {llustration, a second enactment produces Lhe solution in

-
%

which Tonmy alerts the mag to his overpaymeat apdnézts to keep the money

for being so honest.

" 8. Discuss and Evaluate

In the discission that follows the students are willing to accept

" the wolutien, but the teacherpushes for a reallstic solution by asking

. whether they think this ending could really happen. One student has had

A samibar experience but was overnaid only $1.25, which he got to keep.

The teacher asks the class whether they thought it might be different
with five dollars. She- asks for another solutlon, and it is suggested
. -]

that Tommy consult his mother. There follows some discussion of Tonmy 's

tather, concepts about family, and parental roles. The teacher suggests

that this third solution be enacted. Here's what happens in the third

-]
cnactment @

Tommy: "Mom, 1'm in an awful jam!" g
Mother: "What's the'trbuble'Tommy?" (Tommy tells his mother the

-

whole story.) -

F-18 ]
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Mother: "Why, Tommy, you should bave told me sooner. ‘Here, you

pay the money (opens purse) and wq'll talk this over with

Nad when he comes home."(g) !

¢ 4
J - | . ot
Durtng the discussion of this enactment the toacher asks what wiil happen

next, and someoue suggests that Tommy will get a licking., The students

1

feet that this punishment will relieve Tommy's mind.

'

9. Share bxpericnces and ggnerallze .

This period of sharlng and generalization should not be expected to

result in generalizations about the human relatlons situation itself. Such -«
generalizations require much experience. The teacher shoulds howeverz

‘ ® . - .
-- attempt to shape the discussion so that the children, perhaps after leng

experience with this strategy, begin to form general ideas :ibout approaches

.

1] M -
to problem situations and about the consequences of those approaches. The

more adequately the shaping ?f discusslon Is done, the more general wiil 1

v

be the conclusions that are reached and the closer the children will cohme

to hypothetical principles of action they car use in their own lives, - e

’
The initial goal, however, is to relate the prohlem situation to the Yo

’

children's experlence in a nonthreatening way. This goal can be accom-
plished by asking the class {f they know someone who has had that experience.

v our t1lustration with Tommy and the money, the teacher asKs the class

v
.

whether - anyone knows of an instance in which a boy or glrl was in a situation .

2

O
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lee loumy S. (*u's:ydent describes an ~xperieﬁc» with hlé—fatho‘ The
;vncher thcn asks about p:rentai attitudes and the role of fathera with
Fespect Lo their cﬁ%ldgen's money .

From such dlscd&slons emerge principles that all students can articulate
and u;c: These prlnc}ples can be npplled to this kind of problem situation
or he used by the chtlgren as a springboard for the cxploratién of other
kinds of prablems. It‘ys hoped that the children wiil graudally master
the strntegy so that whéh a problem comes up, either within tﬁ;ir group
or Srom a topic they have studied, they wili be able to use role playirng ) Ve

tu gain xnsight into the pmoblem or at least achieve clarity about ST

Students might for example systematicaily use role playing to improve the

quatity of classroom democracy. B

| i

Teacher's Role \

\ \ &
" Teacher questions and comments should encourage free and houcst‘
uxprosston of ideas and fceiingf The teacher must ustabiish cquality and

L ]
,;rusl between himgelf and.his students. He can do this by accepting atl *

»

Supnestions as legitimate and making no value judgments. He simply reflects

the, ehildren's fuolings or attitudes. For example, {f a Lhild reveals anger

during the role play, the teacher might say, "You are very angry, aren't you?"

Ur the teacher might summarize the child's views: "It sgems to me you <’
arce saying that you don't know what to do Aext." S -
»
, . 20 i
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s
Though the teacher 1s reflective and supportive, he {s not nondirective.

. .- -~

lle often selects the prcblem to be explored, leads the discussion, chooses

the}aciors, makes decisions about when to act enacfments, helps design’ X :
~ the enactments, and, most significantly, decides what to probe fci and .

what suggestions to explore.” In essence, the teacher shapes the explora.ion

of behavior By the types of questions he asks, and through questjoning,

estahlishes the focus.
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ROLE PLAYING: CRITICAL SKILLS

¢

re

~ {

: i
As you read earlter, role ‘playing is an extremely versatile mode 1

and 18 applicahle to several important educational objectives. In addition,
it carries with it an appealing set of activities. Students like buth

the action and acting. Because of this we tend to forget that the role

-

J play ttcelf is only a vehicle for other educational goals. Many teachers

fall into the trap of thinking that ' making enactments happen" (phases 5
and 7); or even going thitough all the phases, accomplishes the cbjective;
~ N

.-of this model. Role playing is not designed to develop acting ability.
. . ,
ln Tact, the real purposes of role-playing strategy are legs 1n the proceas‘

than In the content that is developed .and emquea, that is, ‘the content of

o

students' values, feelings, attitudes aéd soiationé to problems. The processes

4Ll serve to explore this content. - . T T

I — &

| Threugh skiilful questtoning and reséonding the teacher can irsure an

i fn-depth exploration of substance and emotional involvement on the” part of the
% v students. Teaching skilis, both in _plenning ;nd implementing the model, ‘are

| ~ important for high qdallty role-playing - activities

In this sertlon we explore teveral nritical ' *aching-gkilis. ¢0ne is a

l plnnnlns.ugill, Sume are general tcachfwg skills designed tp’ create ‘a foﬁns or

}pprove“praticlpntion and eome ra2lated to specific phases of this model. The

critical skills are listedd in Figure 2, '

[
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Figure 2

————— e . !

1. Planning Skills

t. Selecting a Focus

II. General Teaching Skiils

1. Paraphrasing
2. Probing

3. Symmarizing
4. Participation

111. Phase-Specific Skills -

1 é:groduce the problem \
2. ceptualization of roles !
3., Select the participants
4. Set the line of action o
5. . Get inside the situation

6. Behavioral alternatives
7. Analystis of feelings (observed)
8.  Analysis of hehavioral reality
9.  Consequences of action

. 10, Reflection and summary
it. Prepare observers
12, Monitor the enactment . ®
' /
- ———————— — ._......|L... S s - v - —— ——— ———— ——————— ]

SKILL |

§glcctang A Focus:. A Critical Planning Skill

A planning gkill is an analytical skill. .It is part of the decisfons

¢

you make in thinking Qbodt or planning for instruction rather than in

interacting with your studenﬁi. ‘Planning skills'are important because many
o G c o

Q . ? N F'Z4 2'; 3 " ' )




of the instructional d?cisions’you makéigefote teaching limit, a;sist,
hinder, or otherwise shape what hhppcns‘when you teach.‘ Deciding what to
tcach is a planning activity, The sk*ll of selecting a focus is a decision
about what to emphasize when you use the Role Playihé Model. Then, as you
plan further, your decisioﬁlsbout,tﬁe focus will govern the nature of your’
L questione when you teach. The possible foci, discussed earlier, are listed
below.  We have organized these into four m;jor categories:
L. Fxploration of Feelings
2. Exploration of Attitudes, Values and Perceptions
3.  Dbevelopment of Problem-Solving Skills and Attitudes
o 4. . Subject .atter Exploration.

Within each of these are zeveral points of departure.

s

L. Role Playing as a Vehicle for Exploring Feelings
d4.  exploring our own feelings
b. exploring others' feelings
C. acting out or releasing feelings\ *
d. to experience higher status roles in ofdervto change the

perceptions of others and one's own perceptions

It. Role Playing as a Vchicle for Exploring Attitudes, Values, and Perceptions
a. to identify values of culture or subculture

b. to clarify and evaluate one's own values and value conflicts

o o F-25° 276 {




1.

Iv.

potentially emerge, it 1s easy to hive only superficlal consideration to them.
e difficulty we are faced with then in using th;s model 1s tﬁat an 1n;depth
treatment of agy one focus requires time and trying to touch all possible

foci in any one sesston is probably not helpful. We -re inclined to feel

that it 1s {mportaut to eelect.one, perhaps two, major foci for any once
session.  This is more true at the beginning when students are gettinf

accustomed to the model and to gn’explotation of their behavior and feelings.

Role .

8-
Subject Matter Exploration
a.

b.

Because ir the role-playing process all these foci tend to or could

enness as to solution

E

laying as a Meang of Developing Problem~-Solving Attitudes and Skills

ability to identify a problem

ability to generate alternative solutions

ability to evaluate the coneequences/to himself and others of
behavioral alternatives

experiencingnconsequences and making final decisions in light of
experienced consequences
Eo analyze criteria-and assumptions behind alternatives

to acquire new behaviors

feelings of participants

°

H

historical realities:

w

B

Al

Loty

v

historical crises, dilemmas, and decisions

|



The teaching skills for moving through the phases are ail helpful, but -
_should be used selectively depending on your major focus, e.g., Fhane-
Specific Skills. 1n the de@onstration tape you will see how a teacher uses
d4ll these moves and, at the sdme time, maintains the focus on problem soi;lng

s~ . .

and the generation of altemative solutions.
Another thing to remember is that there ig usually a key concept

related to a focus that students may or méy-not be familiar with. For

'example. the notion of "inner or emotional conflict" is central to the

purpose of exploration of feelings in a problem situation. We usually

do not have a problem 1f there ig nb~conflicting feelings. You may waht

to introduce students ts the concept of‘"inner céhflict" in a discussion

bofo;e beginnigg the role playing model, During the model, yow would mainta;n

this focus by having them examine the problem and thg}r feelings in terms of

this concept. You may need to paraphrase the "inner conflict" they-may be

describingjbut can't label as such, and you may wart to keeb using the

term "conflict.” In other words, yocu raise to consciousness the problem

of the conflict of feelings, Other central concepts related to each focus .

arc presented beloQ. Reflect on these, and others you may think of, ag

you prepare for this model. Ask yourself what 1t ig in general you want

the students to understand about feelings, valucs, and problem solving

and how does that apply in this situation.




Sample Concepts Underlying Different Foci

-

Role Playing as a Vehicle for Exploring Feelings o
\
1. concept of "inner conflict"

¢

2. recognizing and naming feélings
3.  concept of "role"

4. feelings can determine behavior

Role Playing as a Vehicle for Explof{gg Attitudes and Values 5

v

2 l. concept of "value"
2. values determine behavior

3. concept of "attitude"

. "

°

Role Playing a; a Means of Developing Problem~Solving Attitudes and Skills
1. concept of "behavioral alte;natives" \
2. concept of "problem solviné and decision making";
3. concept of h;havioral consequences n

.~> 4.  concept of a problem-solving style

5. concept of criteria for decision (ethiqal)

6. concept of risk
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SKILL 2 -

Sctting and Haintaining the Focus

* Once you have determined your purposes in using thisqmodel, you can
consider each phase i terms of the‘questions you will ask and themes
you will emphusize. For example, rather than asking an open-ended question
ln the wamm up, e.g., "What's this story about?" or “What's the problem
her ' you might be more apecific, 'What was John feeling?" or "What was
most important to each of the people in the story (values)?” No one
question alone will produce as much exploration as you ﬁéed Tﬁ; idea is
to design a eequence which probes the events and 1deas on the story in
terms of the focus or concept you are emphasizing. And 1f students go
into another focus,such as how they might solve the problem, you should

refocus them on John's feelings. You will see the teacher in the.demon-

stration tape setting and majntaining the focus and refocusing students

through all phases of the role playing model. Notice wﬁgn and how she does this.

SKILL 1)

@
. \ -

-

In addition to the themes you inltiate through your questions, yoy
maintaln, or more appropriately reiterate, the fccus by paraphrasing

the students' idcas. Puraphfasiﬂg 1s restating in new words the #ﬂeas

°© L

of someone else. In this case, you would restate the students' ideas

I3

and at the same time, put them into the context of “the focus ot~perhaps;J

A
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a4 broader concept. Often studenls, especially youngur ones, will recfte

the pnrtltulars and you can restate and 1nterpret these on a more gcneral

“hevel, lhiu skitl is used both in discussiohs and as a Lransition to

o

fuither enactments.

SKILL 4

Probing ‘ '

4

As students contribute their opinions and analyses to the prob fémn
situation, you will want to have them extend their ideas, especially

in terms of the focusl If, for example, the focus in on feellngs the

student may explain the problem "in teums of the actual choices oi the

Ya ~ v

person in the gituation. (The teacher may prope, pursuing the focus, -by
*

asking, "OK. So what's Mike feeling?" and then perhaps, paraphrase

-

the students' response in terms of the conflicted feeling.

2
¢

.
- «~
' I S
<

~

SKILE 5
Sqmma_l_'_!__z lng_

x

Role playinb enab les studenta to compare their perceptions of reality

atid ways of solvling problems with,other people. As a result therc wiltl

o

and should he'a diversity of idéas. One of the skilig for 'keeping
. M

[}

41 fdeay tok(he‘fore' is summarizing. Summarizing moves solicit or

supplv a review, or.a list, of what has just occurred acting or idcas.




‘o

4

Below are several examples of summarizing moves. This will help
students keep track of one another's idess and compare and contrast them.
SKLLIE 6-17

Phase-Specific Skills

“

To start a particular step or activity in role playing.
. b Introduce the problem: to convey a sympathetic attitude
toward the situation, and focus the student's attention.
"We are often caught between what we want to do ;nd what
someone nlse'wants us to do. This is a story about that
situation. Try te think of what you might do.' .7
7. Conceptualization of roles: to delineate and generalize about

the character. "What kind of person is he?" "What 1s he 1ike?"

"what are some of the things he feels?" "Why does he behave that -

;- way?" "What are his parents like?"

8. Select the Participants: to select the role players.
Usually sclection {s deve loped indirectly 1in terms of a
proposa{ or design of the situation, "Johnny, why don't
you come up here“and show us what you mean?"” "Who will you
nced to help you?" "Whom, will we need for this enactment?"

9.  Set the liq?'of action: to describe one way of handliug the

sltuationv/ 'Okay, let's explore your idea of what happens

If Tommy keeps the moncy."
%




10,

Cet inside the situation: to describe the time, add place and
perhaps one person 8 activity - who is doing what. "Where {is
this- taking place?" "What 1s it like in this place?” "How

do you happen to ‘be there?" "Hhat time of day is 1t?" "Mary,

_what are }ou doing when Sue walks in?" . g

11,

12'

‘]'

Behavioral alternatives: to elicit proposals for solutjons,.
) . ! P ;

"What could you suggest to solve the problemf" >"Do you have
any other way to solve the problem?" "What else’ could he -

have dope?"
Analysis of feelings {observed): to analyze the feefings of -

the role players toward themselves and otheré; changes in

P
feelings, and the feelirigs that result from othera acrions.
+'How does Tommy feel?" '%y does hie feel -that way?" "How does

he feel toward his father?" "Who will be affected hy Tommy's T

ki

behavior?" "How will they feel?" 'Have Tommy's feelings changed?"

. 7
"Why?" ¢ -
@

]

Analysi§ of behavioral reality: to probe the reality of the
. &

LY

enacted. situation ot of proposed solutions and circumstances

14,

%

"Do you.think that could really happen?" "WOuld it matter if

circumstances were different?" "Why do you think that wouid’

happen?" :

a
* . .

Consequences of aétion:. to establish the evcnts and analyze the
conscquences of observed or proposed behavior. ."What happened?"
"What were the results of Nelson's behavior?" "When he did thai,

what happened?" "What will happen 1f Tommy doeap't give the

money back?" ﬂ 4 '

%




15.

16.

17.

- will happen now?” -

& A .
Reflection and summary: to reflect the studénts’ fealings.or,

summarize ideas. This move ls‘ﬁsed both dhring discussion and

@s a transition to further enactments. "You feel gullty

~about the money . " ‘"You think vou've_done soﬁething wrong?"

"You feel- it's okay to do something your parents disapprove '
of becauae they do not make an effort to understand the

situation.”" "You are saying that because he hit you first,
.'L—‘ ’

it's all right tq hit him back?"

% ' o

Prepare 6hqervers' to assign observation tu-Rs, Lo focus

observation on thc analysis Qfafeeling, rculity, or conso-

quences, or to suggest Lhe next steps of the action. "As

~

- you watch the actors, decide 1f that's how they uould bchnvc

-

in real life."" "Try to think about what wle happen after

his parénts_visit’the teacher." "T;y*to decide what Tony \\\

2

is feeling." - s . !
EI . :

Monitor the enactment: GOcQﬁift to another solution or
set:uP anolher énnctment.;,ln the first case, the role-playing

leader steps in with a reflecgtive or:summarizing move. 1In

g

the second case, he might say: "What'is hnppcnlgg?" or "What

[~ . *
Remember that these moves should be: used §trated&cally depending on your

prvposes and wajor focus, A

Y

“e

. -
7 ' .
a 2 ot
- ¢ 1
& * -
4
.
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_Types of Moves and the Role-Playing Strategy'

Figure 3

o

-4

-F

”

JSteS.

Type

Function

Y e ——

£ O

C ¥

I. Warm.up the group < *

-

2. Selec¢t participants

d
s
-~ -

e #-

‘3.?NSct the spdge

e,

4, Pfépare the observers

-
.

5., Enact

a

Ed

-
6. Discuss and evaluate

D
«

*

7. Rqenac; °

8. Diacuss and?@vu%pa;e

9. Share experlencés
and ‘generalize

+ Problem definitior,{ )

Participation

Conceptuatization
of roles ~ -

Activity - specific '
& . (‘=

Activity - specific

Conceptualization:.’
-of roles SR

Activity - specifiq
& - i
Activity - épeg1f1§
N}

v =

Particigation };

‘.»* a

Reflection and summary
Activity - specYfic

Participation
Analysis of feelings

Analysis of behavioral
reality s s
Consequences of action
Reflection and summary
Behavioral altetnatives

Activity - apecific
|, Same as 5
Same as 6

Reflection and summary

.

Iﬁtroduce prob lem
and set climate /

Focus attfention and
injtiate discusslbq

-

Get gtudents to
feel roles

Seleet participants

Set line of action
Restate tbies.
1f necessary

Cet'inagde_bfoblem
situation -,

.
Assign cbservation
tasks

,y%gin role play
Maintain role play
Break role Qlayn '

Monitor enactment -
LY

Open yp* discussibn
Analyze feelings’

Probe reality ¢ .

Analyze ewants
Summarizé ideas .-

Elicit -proposals

Monitor enactment

[
o
hd .
.

" Summarize idcas-

N

v .

: ~.=-é472‘

-

Y
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INTRODUCTION

Supplement G, the Facilitator's Guide, has been prepared to

aid the‘inservice leader(s) in guiding participants through the
uinservice materials: Directions, worksheet and transcript answers,
presentation aids and some suggested alternate means of presenting
the individual sessions have been provided in this supplement. In

- .

addition, the source of all materials, films, etc., utilized is ' ‘

LA

presented .under the section "Source of Materials."

The ideas, concepts, techniques, and manner of presentation
in these supplements are nothing mgre than suggestions, some of

which have been tried. The facilitator is encouraged to make those

changes necessary to best meet the needs of the inservice partici-

pﬁnts.




LYl

‘Directions

¥ A
¥

SESSION 1

Overwview - . o e
Session | begins with the film "Aggressive Behavlor“ The film presents

examples of aggressive behavior sometimes exhibited in the classroom by
the teacher or students. . A worksheet is utilized to aid viewers in recognizing
and controll1ng aggressive behavior. ‘

-"Classroom Interaction", containing four subtopics, has several helpful
methods to bring teacher and student into a more comfortable learning enviren- .

.ment. Theé first subtopic, "Using Student ddeas", suggests six methods for -

acknowledging or acting upon student ideas. Another subtopic, "Lesson

Organization", helps a teacher understand the fundamentals of an organized 8
lesson which contributes to the ease 0f learning for the students. The subtopic,

"Prais~ and Cerrective Feedbazk", helps the teacher become” familiar with verbal,

*non-verbal, and token ways of commeriding students -and methods of facilitating .

incorrect student responses into a positive learning, force. The Tast subtopic,
"Questioning”, suggests various levels of student qﬂES ning procedures that
can be used to test the cognitive development of students on subject matter.

(

. Th1s supplement contains two sections ent1t1ed "Aﬁ’;ess1ve Behavior" ahd
"Classroom Interaction".- “Classroom Interaction” has four subtopics. In

‘each section you will be asked to read and study the written information. -

Where transcr1pts or exercises are provided, you may complete them either
individually or in small groups to test your learning comprehension. Below you
will find thorough directions for the complet1on of each section. Read the ’
d1rect1ons carefully before you begin, to insure successful completion of each

section. Be sure to check the answers with the facilitator. - <
Aggressive_Behavior * - .
1. Read and study the definition of "Aggressive Behavior". - .
2. Complete 1n your ownmwords the Pre-Viewing Act1v1t1es g ' . o
3. View the film.
4. Wdirk in small groups to complete the worksheet exercises. :
5. From film observaticns4 complete the Post- -Viewing Activities. .
6. Check your answers to the Post-Viewing Act1v1t1es with the program
facilitator. *
7. Read, study and provide the necessary information for the exercise
in the section, "Some More Thoughts About Aggressive Behavior". s
8. Review one of your classes and do the sectioh "Now Use The Concept
for Yourself". <

9. Be prepared to discuss the above classroom activity in the next session.

*




A. Us{n

,’Jﬁ

3.

‘ B. Less
1.
2.
3.
4,

C. Prai
1.
2.
- 3.
4.

D. Ques
1. -
2.

.

k.
-4,

T

bl v 7 .~

Classroom Interactionx*-.

g Student Ideag

Read and study the introdyction "Using Student Ideas in Teaching".
**Refer tc the teaching aid "Using Student Ideas". - o

2. Conclude this subtopic by supplying the necessary information

for the transcript, "Using Student Ideas".
Check your answers with the group facilitator. -

on OFganization

Read and-study the introduction "Lesson Organization".

Read and study "Teacher Behavior Involved in Lesson 0rgan1zat¢on"
**Refer to the teaching aid, "Lesson Organization" for further

explanation of the preceeding teacher behavior romponents.

Follow-the directions given and work in ,smal]l eroups to complete

the transcrint- "Lesson Oraanizgtion.” *

Check your answers with the group facilitator.

se and Corrective Feedback

.

Read and study the 1ntroduct1on "Praise and Corrective Feedback in -

Teaching". :
**Refer to the teaching-aid, "Praise". '
Supply *'e necessary information for the exercise "Praise".
Do the matchinc exercise "Corrective Feedback".
Check your answers with the group fag111tator

tioning ' . _ .

- T

-Read and study the introduction "Us1ng Questions-in Teaching".
Reaq, and study "Classroom Interaction. - Questioning".
**Refer to the teaching-aid "Quest1on1ng"
Complete the transcript "Questioning” in small groups.
Check you* answers with the group facilitator.

* Refer to page entitled, "Source of Materials" for address

of mater1als ut111zed

® \

For fac111tator s use.
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. TEACHING AID - USING STUDENT IDEAS 7 Y Lo
THE FOLLOWING MAY BE PRESENTED VERBALLY BY THE,FACILJTATOR AS A POST- -
SCRIPT TO THE INTRODUCTION "USING STUBENT IDEAS IN TEACHING" .
’ . . 1 F oo - -
. ‘With indirect teaching, the teacher does lTittle lecturing and does /fﬁ ’
not<exert undue direction in a,learning situation. The “"direct” teaching ”
pattern tncludes more lecture ;nd other kinds. of teacher behavior whjc&ﬁ
control’ the i%teraction in the classroom. - //
The greafest difference between teachers who direct and those whoL B
;re.fndirect is found in whether or not student ideas aré used. The direct
* teacher does very little in the area of 'using student ideas while the indirect:* o
) teacher utilizes student ideas frequently. , _ ‘ .
ot .Z/ ' Using student ideas is a good predictor of positivé achievement and \ .
positive attitudinal outcomes of instruction.. Where stuqépt ideas are used, -
“students are Aikely to-achieve higher ‘and 1ike school._ better.
| "
r g :
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TEACHING AID,- LESSOM ORGANIZATION

- ?
-

[N

THE FQLLOWING MAY BE VERBALLY PRESENTED BY THE FACILITATOR AS ADDITIONAL
INFORMATION TO THE SECTION "TEACHER BEHAVIOR INVOLVED IN LESSON ORGANIZATION, "

3

i Lesson organization is the term we are us?ng for the way in which Y

teacher activities are put together, in order Br the teacher to communi-

-7cate more effectively to students Teacher'organi’ation has been found -
to be positively correlated with student ach1evement whlle disorganization

yielded negat1ve corre]at1ons with student achievement. s

' . . J " Q

o

0rgan1zat1on can be divided 1nto nlne subcategorles
~
(1) SpeC1f1catlon of ObJECtIVES - when .goals were clear, teacher was rated (
h1gh on organization. 3 )

(2) Review of prev1ous work - ties to other curr1cu1um areas or overviews;
has -a positive effect on learning. -\

(3) Task or1entat1on - correlates n1gh1y posit-ive with ach1evement e

ﬂ) S1gna s of trans1t1ons - 1ncreases student ach1evement‘/ B
%
(5) Empihasis’~ upon partlcular words or 1deas to be learned.
(6) Clarity of Exp]anatlon positive corre]at1on - c]ar1ty promotes factual
- gain
. : Inc]ude5°“ appropr1ateness of lesson to abi]ity
. > of student's interpretation. .
. Lack of clarity: megative correlation
. Where 2 or more questions were contained =
¢ in one interaction (uriclearfpresentation).
Where information followed a quedtion
(obtains wrong apswers or asks poorly
» structured questions). ..

s -

&

(7) Checkvfor student comprehens1on

(8) Persanal crgan12at1on of teacher - positive correlation between businesslike
teacher.and student achievement; saves
class time and maintains task-re]event
class.

.

(3) Summary - positive correlation.
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( TEACHING AID - PRAISE .
N . . ’ -

THE FOLLOWING MAY BE PRESENTED VERéﬁLLY BY THE FACILITATOR AS CONCLUDING
COMMENTS TO THE SECT-ION “PRAISE AND CORRECTIVE FEEDBACK IN: TEACHING.™

] ) , )
The effects of reinforcement on behatior has been extensively .studied.

Most has been in laboratory studies of tne effects of food reinforcement

/ -

on the behavior of animals. It has been assumed that praise to a human acts

4

much like food to animals (i.e., hymahs may be shaped by the use or withholding

or praise). The use of praise (verbal and nonverbal) has a positive correlat1on

R |

w1th achievement. . . °

. - - - ” 3

- . T % CORRECTIVE EEEDBACK

-
-

, * Corrective feedback is a form of correction when the responge iS wrong
and criticismggs considered inappropriai:e. Much Study has heen conducted .

dealing with criticism in the classroom: In a]most all cases cr1t1c1sm

hl

showed a negat1ve correlation with ach1evement Also, ‘the move intense

the cr;t1c1sm, Jthe greater the negative co?re]ation

Y

0bv1ous]y then; criticism 1s no value in the c]assroom However when

the studenxfg1fes an incorrect response, the teacher muse\replx This is

. -’
- whece corrective feedback is of value. It removes much of the negative effect

which is associated with crigicism.® By chanreling student responses into
-~ . ? . i . .
a correct mode, which can, in the end, be praised, corrective feedback becomes

a positive force for student achievement. *.

o : . 8

, ~ . 4
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Y] x4
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" TEACHING AID - QUESTIONING |

bl z . o ' . ' . \
THE_TWO SECTIONS BELOW MAY BE PRESENTED BY THE FACILITATOR IN SUMMARY 70
THE SECTIONS “USING QUESTIONS IN TEACHING" AND "CLASSROOM INTERACTION -
QUESTIONING" .
Using Questions In Teaching'
A student's day is spent answering many questions. Four-fifths of

-school time is spent in questionmanq/ahsyer interchange. Although the rate.

of questioning is‘high, are these questions tapping cegnitive levels that

resaly in greater learning? ’ ) =

A Two-;hir{s of the questions yedyf;e'd}rect recall of textgook iqforma- J
*tion. Students who are expgsed to hna]ysis and:evaluation questions scored _ -
higher on testsvand did not suffer on recall -of facts. Students who were 1
exp6§éd to recali quesfions did not do as Qel[joﬁ higher order evaluation N

. - 1

questions.

.Sander's Taxonomy of-Questions ©
. This sf%ategy-of questioning was designed)aé an aid for teachers to .

get students responding at certain levels of thinking and to reflect different
. . 4 Fad 7-‘ - 4
. levels of cognitive understanding. o : o

There is no clear -cut gJide‘for the use of questions in the classroom.
However, the understanding of question types: question strategies, and

question effects is beneficial. Unwanted effects from particular question
types can be avoided.
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- ANSWERS TO SESSION T MATERPALS

. \
+ =

-

Aggress1ve Behavior - Post V1ew1ng Act1v1t1es

State the definition for qggress1ve behav1or (as used in this f1]m)

Answer - Obtrusive behavior that seeks to control or exercise
p power over others -

¥

List the aggressive behav1or yc . observed ig the~fi1h,

Answers - Verbal abuse ) Demanding .
. Increased Volume Dominating
"Striking" Tone - Manipulating
Controlling ) .
i &
'4
Using Student Ideas - Transcript .
L J
Answers -* 1, Restatémemt * 25, Restatement™
2. Acknowledgment - 26, Acknowledgment
3. Reinforcement ‘ 27. Reinforcement
: 4. Acknowledgment -1 28. Restatement
5. Restatement 29. Restatement
6. Reinforcement - 30, Reinforcement
7. Restatement 31. Restatement
8. -Summarization - 32, Comparison
9. Reinforcement - 33. Comparison .~
10. . Summarization (or) 34, Restatement
, " Restatement ® ™ 35, Compar son
11. .Comparison g 36.” Comparison .
12, Comparison 37. Acknowledgment .
13. Acknowledgment - . 38, Summarization
- 14. Reinforcement ) 39. Restatement
. 15, Restatement 40. Acknowledgment
16. _Reinforcement 41. Reinforcement
17, Comparison 42, Comparison
18. Re1nforcement 43. Applicition
19. Comparison (or) 44, Summarizatien
Acknowledgment ~ 45, Comparison
20, Comparison (or) | - 46, Summarization
. Restatement 47. . Comparison.
21:; Comparisan ' 48. ¢ mmarization -

22. Comparisen . .~ .
23. Comparison RN
24, Acknow]edqment \
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Answen§ -} 1. Clarity of Explanation

>

-~ 3 *
Lessen Organization - Transcript * ¢ .

-

/ 2. Check for Comprehension 4

3. Summary (or) Review
4, ctmphasis *

o ER
5, Specification of Objectives .

6. 5Taritj of Explanation (or) Symmary.{‘

. .

7. " Review
L I ,
8. Check for ‘Comprehension
9. Signal for Transition
(N0, Task Orientation =

11, Summary.(or) Emphasis- :

v

12. Personal Organization

+ *

¢ 13, Specification of Objectives
14. Summéry‘ko}) R?view
15. Emph&sif )
16. Specfficatioq of Objectives -
1}. bgrsona]~9rg$hization=
18.- Task Orientation S
19, ﬁeview ‘
20, Signé] of’?ransition

- 4
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" . PRAISE EXERCISE~ ’: S e .
. ' B (Answers) oLl N SRS

. ercgthps Place an X in the, column(s) tht pgrta1n to thg s1tuatlon R :
~ described. L

¢ -
. k-4 - L
-

L . . . . ) " - - . R »’

-
-
-
i
T
XI
’
»
or
€

i
q&
[
Y

aise fo
Academit

-

1

Explict

H-Behavior
Nonexplicit

Indivicdual -
Praise for
'}l Behavior -

fionverbeal
Praise

Praise
Behavior
Praise of
Immedia
Praise

Behaviér
HPraise for
'Group

L)
¥
>,
pig
.
>

Verbal.
'1fPraise
Tokens o
Praise
Pr
Sccial
Praise
Delayed
Praise

1. John received the hlghest
citizenship grade.
/}

-

N ~
e o -
. -

><
s
4
><
><
.
><
*
><
&

a- “ - . -

s When/ﬂgat finished . o N b X o
rcadl g, the teacher ' _ . :
;| applauded loudly, . X X . X X |~ ¥ :
‘ N . ~ - . . . - A Y
3 The Leacher told Jose's - A . . . .
[ parents .that Jose was an . .

outstanding reader. X X . X '

<
2
>k
*
.

4. Aftcr Joan solved the .- ' - - * .
{‘problmn the teacher found no| - .
mistakes. 50 she placed an ' { } -

A above the prublem R X X1 X .X . ¥l ) "fo

T T

5. The coach said, “You are . $ "
the bcst quarterback on the ' . S . .
tean.' .. X b N

4 - « .

. * . .

.| 6. The PL teacher yave tra 1 - I :
points Lo girls who showed . )
yood sportsmanship. . X X - X X - X .

»
o : ¢ "‘L ) . . -

| 7. "My teacher: rwhmg'su(mcd l T Y
to ®ihe my dress,™said Lori. X X X : X X -

3

oF

s
¥

- 0
-~

18- The tcacher patted my. _ 28 BT RV . .
4 shouldeér as 1 placed the X A CT

INtter in the can. o 4o _ . ¥ X X | X ' ‘

ERIC . - e & e

s . *
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9. “Your patriotism Ts . ® s ol | L v . i
. contagious,” She,told the ) ) I (RN I B P B .
class. * o L Xy . X A3 T D S A% R
5 - . . . . - Y * - 3 .
Ld - 1] - 1 & * b - c P ""
L. - ’ As ’ ’ LL w - ‘o ’ - . . -
N . . Y ~ . he v 1 1.4 '
. {0, The €eacher admired 1 . , t - a . |
John's choige «of ,costyue. * 4 X . X X - XX
. : , ( N - "1 My, . <, R
3 —-— S — - 2 h ..,
. : ) . : - g D,
I'1. The debators beancu with . - - " : S,
S0 prade ascthe printNpal X o X el I O KR S U 2 o N O R G
listed their achicvements. v - ’ : ’ b\
. . - Lo, . . ) .o .
e —_— i L2 e .1‘ ac L - —_—r— .
12, Sally"s servace -at the ! ' ) } L PR » '
. hospital was degcribed by - A S : .
her English tcacHpr.. X, leox - x | X |, o
A . p - A Y
> n s 1 .
. L . e v, e ‘. ] - “ - ) .
13. A letter of conpmendation . . R AN LI JooYy T
will be sent. Lo the best X i g - X 1% x - el -
~ -Jcitizen n the class. ‘ ’ .5 .
Y {7 : T 4 . . -~
— — —F - A ]

‘ $42 The teacier smiled . I . _ .
encouragingly ;to John as . . o o 1 . R
he read the difficult X X 'y K o X 1 ¢

’ paragraph. ) - R T o ' .
' ’ .
. " o < . *
5. John stoud in front of . , - ..
the cluss as his leadership , S '_ A Y
qualitics were iseitized. X - | X X X, '
- " e - = ok
, . " |
‘ 0 rd PEE) . . . g B
FIG. Mrs. Brown nodded to . ' N I e
77 f€ach student who correctly | X x bl B\\ X N .
solved his chalkboard - | . .
problem. N N S S M ; P .
N . . ) ) . - - i
17. "Mary dses such protty ’ LN . . ..
lors!" exclgwed her . : :
colo eaclqrned he X . . X T . X X [ o
teaclier. . ; . . . .
» 1. T ,
; : 3 e : U Y
g "Fne vgledictorian s ‘ ) .
[Susan Brown," announced *the | * | X X X , X .
princwaiﬂ. . ' 1 _ : ,
A L S 0
| ‘o :
s . : i . . ) -
Q ‘ . - * * .
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.o . Ansvers -

v, Quest1on1

'

-Corractive Feedback txercise’

1. ¢ G 12, A
2. B . 8.- C 130D
3. D- “« 9, D 14, C
4, € 10. C 15, C
5. B *ooe 1., € 16, C
6. B 17, A
P
g - Transcr1pt - 4 e
1w Lower-Ordec Mamory .
2, Lower-Order Memory or Analysis
.A<Lower Order‘ﬂemory" . \
. * Lower-Order Memory ‘ : \\
Lower-Order _Memory \

3

4

5

6. Lower-Order’ Memony

7. Lower-Order,Memory

8. Lower-Qrder licmory .

9.~ Righer-Order Analysis * ' -

0. Higher-Order Evaluation (or) Interpretation
1. Higher-Order Translation (or) Interpretation -
2., Higher-Order Evaluation .

3. " Repeat:  -Higher-Order Evaluation

4., H1gher-0rder App]lcation

15. H1gher-0rder Synthesis

.16. < Repeat:. Higher-Order Synthesis

Answﬁrs -
¥ "N. - -
. ¢ ~
]
"
n"‘, -
/‘
-
A
AY f\

‘17, - Highet-Order Evaluation

18+ Higher-Order Analysis (or) Synthes1s

19. Higher-Order Application - also personalizing

20. Higher-Order Translation (or) Agalysis

21, HighersOrQer Analysis (or) Evaluation - also
* personalizing -

22,  Higher-Order Synthesis

-1 299
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SESSION II 3

X ) ]
IR VI .
:" * Overview

©

vy

A Session}?lvbeqins with ‘the film, "Withdrawal Bahavior". Represented
~In the film are student behaviors exhibited as pupil withdrawal, recognition

" % o PGf the problems, its causes, and how both student and teacher ’can avoid the . >
- problem, . . .
‘ . . «

y *;;,z “C!agsroom Management" combines positive reinforcement, group alerting, AN
L learner.accountability 'and withitress into one section. The subtopic, "Positive )
s Reinforcement" emphasifes a- variety of positive reinforcemgft techniqaes to O\
= hélp, teachens adapt td variéd classroom situations and routines. Anothér of \
£ 7 'sthe subtopics, "Group Alerting" invelves teacher behaviors designed to keep - o
"' students alert in the classroom, while increasing pupil work involvement and - -
reducing deviant behavior in the classroom. The concept of "Learner Accounta- ooss
&, 7 ® bility" is-based on the teacher's use of accountability strategies in the class- ,
- reom; thus, reflecting a higher degree of student wo~k involvement-and fewer .- - - -——
S - class disruptions. The subtopic "Transitions" -is-concerned with cTassroom
S Y ‘managemente techniques exhibited by the teacher for the purpose of facilitating
« ¥ the smooth transition from one classroom activity to another. Last of the v
v~ subtopics-in this section is "Withitness", which refers to the téacher behavior
- -demonstrated -due to her. knowledge of what is-going on in the classroom. To
.+ » " further'clarify, the -teacher, through communication with her children, is aware
o of what the children are actually doing and at the same time increasing student

work involwement -and decreasing'any disruptive student behavior. :
Ay, ¢ . ) - ‘

- -~ - -

.,

\

Directions - . . _ )

This cupplement contains two sections entitted -"Withdrawal Behavior" and

s&PCIassroomjManagemenQ"r “Classroom Management" contains four subtopics. .In

®.'each section you will be asked to read anc “tudy the written information.

n “w Where trafiscripts -or exercises are provicer you may complete them either . '

» ~ Tndividually or in small groups to test your learming comprehensiop. Below -~
you will find directions for the completion of each section. Read the directiorns
carefully before you begin to insure successful completion of each section. '

o «B% sure to‘check the answers with th€ facilitator. '

g @ R s
5 Withdrawal Behavior *
,f?a'e Y - .
- - s ' .
. ® . Read and study the definitjon of "Withdrawal". :
: >??”; 2. Using your own words, complete the Pre-Viewing Activities.
3. View thé film, - -
4. Review aggressive behavior and_then complete the Post-Viewing
] . Activities -in small groups. . ‘
Lo o 5. Check yeur_answers to the Post-Viewing exercises with the program
, N . facilitator.’ -
[} 6.

%, Read, study ‘and supply the infqrmation needed for the subtopics,
T “Think a Little More Abput the Causes of Withdrawal" by working in

R small groups.
. - I ) * ? v, P
!\ﬁ‘::‘ ) 3 . ) . .
Q 1. . ’ " G-12
JERIC? Lo ' ‘ . Ei@i)
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5 Withdrawal BehaQior, continued

} 7. Choose a class period wheLe withdnawal of students sometimes occurs,
then complete the subtopic, "MNow Use the Concept For Yourself". )
- 8. Be prepared to discuss the above classroom activity in the next session.

a

{ ' : Classroom Management * ‘ . :

a4
I

3

A. Positive Reinforcement
1. The facilitator will give an oral presentation over the folloying mater-
ials:  “Classreom Management Through Positive Reinforcements"™s "Teacher
Attention As a Reinforcer"; "Activities and Priviledges as Reinforcers."

-

B. "Group Alerting

L 1 Read and study "Group Alerting - Description of the Concept". .
e~ — .. Follow the instructions given, and complete the transcript "Group e
--Alerting". . ‘
. 3. Check. your answers ﬁﬁth the group facilitator.
: -

C. ,Learrer Accountabflity g
L T * 4 . P . ¢
) 1. Read and study “"Learner Accountability - Description f the Concept".
- 2. From instructions given, supply the necessary information for the -

N - transcript, "Learner Accountability" by working in small groups. *
' 3. Check your answers with the program facilitator. i
. D. Transitions ' ' ' AR _ < T —

-

1. Readand study "Transitions - Description of .the Concept".
2. Roleplayvor write out on the sheet provided a classroom situation:
-~ which incorporates one of -the three behavipral indicators of transition. -
. . Write it or roleplay it .first in a negative manner, then in a positive

".-mamner. .
C : LT . )
E. Withitness - . -
* R 4 - . . -
1. Read/and study “Withitness - Description of the Concept”. N

2. Follow the iinstructions given, and complete the transcript, “Withitness"

‘ .® 7 in Small groups. .
3. Check your answers with the program facilitator.

* Refer to page entitled, "Source of Materials" for address of materials
.utilized. ‘ ‘

»
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/ ANSWERS TO SESSION II MATERIALS

I. Withdrawal Behavior - Post-Viewing Activities

Answer - Lowering of eyes

Silence

Physical movement away

~

1I. Group Alerting -'Transcript

‘5' Answers - QT+

Make a new list of behaviors which indicate withdrawal.

Can you improve your first defimition of pupil withdrawal?

" Answer - A ceping response to an overwhelming stimulus,:

1. 7. Cm
2. QT- 8. QT+ -
3. AC 9. QT-
4. NA 10. QT-
5. AC 11. AC
6. RS- 12, RS+
ITI. Learner Accountability - Transcript
Answers - |, GDP 9. WS
2. PI 10, FI .
3. Pl 11. PI
4. NA 12, NA
5. WS . 13. WS
6. GDP 14, NA
7. GDP 15. . WS
8. GDP 16. PI
17. NA
IV. Withitness - Transcript
Answers - 1, (P 6. D+
, 2. SAB 7. CP
3. DDB 8. DDB
4, D+ . 9. ©-
5. DDB 10, Cp
11, SAB .
U
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. SESSION I11

Overview

-Session 111 begins with the sc. “ian entitled G“Supporting Behavior". ~
Aftec.viewinqhthe film entitlJed "Supporting Behavion", a teacher can better
understard the effect supporting behavior has an the self-c ncept, emotional
cevelopment, cagnitive development, and social development”of students.

. "Teacher Language" contains four subtopics which stress the importance )
of effective teacher lanquage. The first subtopic, "Clarity" suggests the )
use of precise, short, and simple statements or questions 'for explaining
a concept or an idea. The second subtopic, "Organization", emphasizés the
need for reviews of past subject matter and current subject matter at the«<
beginning, the end, and other appropriate places during the lesson. The
third, subtopic, "Emphasis”, points out affectiva techniques such as voice modula-

- tion, paraphrasing and cueing which indicate important points for students to

remember.  The last subtopic), "Feedback" imparts the need co solicit feedback
ftom students to determine their understanding, interest, and attitude toward
subject matter. - ¢ .

.
LY

Directions -« - - ) - : ) ‘
. . . . e I T
This supplement contains two sections entitled "Support1ngﬁBehav1or and .
“Teacher Language". "Teacher Language" has four subtopics. In each section

you will be asked to read and study the written information. Where transcripts

or exercises are provided you may test your learning comprehension by com-

pleting them individually or in small groupg. Below yold will find directions s ¢
for the completion of each section. Read the directions carefully before you

. begin, to insure-successtul completion of each’ secticn. Be sure to check the

answers‘with the facilitator.

-

Supporting Behavior * °

Read the opening statemenffapd complete the Pre-Viewing. Activities.

View the film. ’ St
3. Review film observations by doing the Post-Viewing Activities in small
. groups. : . ) e
Check your’answers with the program facilitator. ’
Read and study the subtopic, "The Concept of Self is <a Product of
Transactions With Others". : - :
6. Complete in your own words the exercisd, "Proposed Effects of

Supporting Behavior" while working in-small groups.
7. After observing-one of your students, do the'exercise, "Agtual Effects

of Supporting Behavior". ’

8. Be prepared to discuss the above classroom activity in the next session.

N -
. ol

(323N

-
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y e Teacher Language* - . |

. A. Clarity
1. Dead and study “Clarity - Description of the. Concept".
2. Check your learning comprehension by-doing the transcr1pt "Clarity”. ’
3. Check-your answers with the program facilitator. .

LS

B. Organization**

Read and tudv "Organization -Description of the Concept". ‘e
2. "After reading the cencept or during the presentation, fill in the
necessary irformation on the "Organization” workshee:.
" 3% Check your -answers with the program facilitator.
N 4. Present a,role playiig exercise on "Organization" or develop a series
of teacher statements that demonstrate this conceot.

. C. _Emphasis**

—
.

Read.and study "Emphasis - Description of the Concept”.

2. After reading about the concept or during the presentation,

. provide the necessary information for the "Emphasis”. worksheet.

Check your answers with the program facilitator. .
Present a role playing exercise on “Emphasis" or develop a series

of teacher statements that demonstrate this concept '

W

D. Feedback**

.. Read and study "Feedback - Descr1pt10n of the Concept". .
After reading about the concept or during the presentat1on test ’
your ‘understanding by doing the "Feedback" worksheet.

Check ycur answers ‘with the" program facilitator.

Present a role playiny exercise on "Feedback" or develop a series
of 'teacher statements that demonstrate this concept.

LEN

FINPIRY I g

Refér to pdge entitled, "Source of Materials" for address of materials
utilized.

¢ Note - The facilitator may assign these topics to small groups
for presentation to the entire class.

v
L
-
3 .

3
H
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ANSNERngO SESSION “ITIT MATERIALS o
A . 4 i" | 3
.. Supporting Behavior - Post-Viewing Ackivitids - )
¢ !
S e '
S Becin to orqanize ydur thoughts by restatind the film definition for g
9 ‘ supporting behavior, : ' ’ -
e . . [
Answers - Hold up Fe¢l secure, power,” control w
Defend ver environment
Guidance - Enfouraged student ideas A
Emotional support “Sustain, uphold, and defend" i
N '{' .
List the supporting behaviors that you obsdrved in the film. (List g
: only what you saw.not what you may have in erred). ) , . :
i - 4 A . - \
. Answers - "Want to talk-about it" 4o T ¢\
, ~ ‘ Stayed with pupil ; T : v
‘ ) Keep others from interfering . .o
‘ Repeat others ideas i . g s
Physically showed interest } . ) _ . N
T { ) ” -
{ . . i ‘
- 3 -
IT. Clarity - Transcript ' H ~v = o
. . - ‘f . ) T @
__Answers -1, Sq+- ‘ F 10, NA - s
B 2. Ds . [ A P14+ - ‘
3. NA ) T F 720 Ds Rl Co |
: : 4, P1- / 13, Sq+ | - R
. ' 5. Pl1- o ; 14.7 P1+ - ’ o
- 6. Ds i 15, Dt or P+ . .
7. Ds . : 16. Sq+ | C .
8. Ot ‘ 7. P+ -
o 9. Sqg- ' ’
LS ;
P " ) . f - ‘.
IIT1. "~ Organization - Worksheet ‘ - . : &
. S T . -
: Answers -"1v  State the principle underlying the concept ORGANIZATION~- ~
, in your own wotds. Model answer: Teacher languae that hélps - .
the student organize hic learning and place it in context to in- '
crease student achievement, - , : ) o,
Example of satisfactopy restatement of principle: The}teaché; L F
can use lanquage so that the student can better organize his- ' s
. learning and place it 1n context. Jhis helps increase student .
achievement. e - e o .
3 I3 . ) " ’ ’
300 ‘
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2. Name and briefly define four teacher language’skills
‘ ] (behavioral indicators) that can be used in the classroom to
) ) apply ORGANIZATION. Model answers: '

‘(a) Name: Teacher Elicits Review--At the start of fhg lesson
.- ' ang as needed throughout the Tesson, the teacher frames ques-
. tioens to elicit from students review of relevant past learning.

(b) Name: Teacher Reviews--At the beginhing and as needed -
throughout the Tesson, the. teacher supplies a review of rele-
vant past learning.

LS

(c) Name: Terminal Structure--Near the end of tHe lesson, the
teacher adds content relevant information which has not been .
covered ip the lesson disgussion. ‘

- %%
Lo, XY

? o . )
~ (d) Name: Summaryfkev?ewigﬁéén the end of the lesson, the teacher

v . reviews the main ideas and the @ssential content of the lesson. -
" P ¢
. ¢ . , . : ~
IV. Emphasis - Worksheet * : i

Answers - 1.“3;ate the principle underlying the concept EMPHASIS
¥ 7 - in your own words. Model answer: Verbal emphasis indicatihg
‘ important content tends to increase siudent achievement.

T I — - .
Example of satisfactory restatement of principle: By verbally
emphasizing importanﬁtcontenu,,a teacher can increase student
achievement. ’

o -5 2. Name and briefly define three teacher language skills,
(behavioral indicators) that can be used in the classroom to
apply EMPHASIS. ‘Model answers: RN

(a) Name: Voice Modulation. Definition: “The teacher uses - .
voice' tone and inflection to point out and emphasize main or .
important facts or concepts. °

. ‘ ., N

(b) Name: Paraphrasing. Definition: The teacher repeats the .
most important content of-either a student response or of her

own ‘remarks using different words or phrases.

(c) Name: Cue'ing. Definition: The teacher calls the Tearner's-
. attention te important points by using phrases such as® "this is
, important," or "be sure 1o remember this.®

V. Feedback - Worksheet

. . Answers - 1. State the principle underlying the concept FEEDBACK
K in your own words. . Model answer Teacher solicitation and use
of student feedback facilitates adjustment of the learning

e situation to meet stgﬂipt needs.
.o Ty
+ ~ ‘ h
. . . Juu . ,
G-18 : o

<~
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Example of satisfactory restatement of principle: The teacher

should use student feedback to adapt the future learning sequence, .~

and to improuve student performance by diagnosing student weaknesses,
stydent interests, and student perceptions of relevance.

"+ -2.° Name and briefly define three teacher solicitation -

skills (behgvioral indicators) that ®n be used in the class -

room to apply FEEDBACK. Modgj answers:

(a) Name: Soliciting Feedback Related to Student Understanding.
Definition: By questioning, the teacher determines the level
.of student understanding regarding the specific subject matter )
or_ideas that nave been covered in the Tessoh.

. A § . -
. (b) Name: Soliciting Feedback Related to Pupil Interest. De-
finition:. Through questioning and observation, the teacher .

identifies' those areas of the curriculum that arouse student
interest.’ . ) , :

(c} Name: “Sdliciting Feedback Related to Pupil Attitude. De-
‘finition: - The teacher frames questions which are designed to
determine studént perception of the relevance of thé.curricular
materials. . . L s

-



- . - SESSION IV ' ,

Overview v

x : |
.~ "Reciprocating Behavior" is the first section of Session IV. The.
film presented helps a teacher 1denttfy reciprocating behavior. lh}Ough
mutual exchange of ideas, the teacher can facilitate more opportunities for
reticent or rqluctantvpupils to participate in classroom discussions. )

, “Instructional Concepts", containing three sybtopics, presents the idea of

. conceptualizing the<instruction process in order to' make “improvements in com- -

L ponent parts of the process. The first Subtopic, .'Conceptualizing The Process - * *

} - of Instruetion" suggests.alternate ways of looking at the total instructfon:
process along with the variables that affect this process. By looking at ‘
verbal interaction in the subtopic, “Verbal Interaction In The Cognitive Dinen-
sion:® The Relationship Between Teacher Verbal Behavior and Student Response"”,
a teacher can become familiar with a matrix classifying modes of teacher i
verbal behavior that will generate productive verbal behavior from the student. T
The subtopic, “Organizing Facts To Teach Meaningful Relationships" emphasizes- -

- the need to teach subject matter in a logical sequence and conceptualize all
informdtion into relevant categqries. )

g

P
- 1

e : . ¢ -
Directions . : ' ’

This supplement contains twd sections, “Reciprocating Behavior? and-
“Instructional Concepts”. Instructional Concepts" contains three subtopics.
In each section you will be asked to read and study written information.. Where
iranscripts or exercises are provided you may complete them individually or
- in <mall groups to test your learning comprehension. Below ‘you will fing' o
-~ directions for tHe completion of ‘each secticn.  Read the directions carefully.
before you begin, to insure successful completjon of each section. Be 3ure to .
check the, answer$ with the facilitator.

~.
, ) , Recapfbcating Behavior* .
1. Read and study the introduction and definitinn of "Reciprocating
Behavior. :

’ . -
2. In your own words, complete the Pre-Viewing Activities.
* 3. View the film. . : : .
4. Classify film instances. of reciprocating behavior in the Post-Viewing
Activities by working in sgall groups. " N
5. Check your answers with the program facilitator.
6.

Think of an example of retiprocating behavior that happened to you;,
then do thé subtopic, "You and Retiprocating Behavior". : :

7.- Read and study the subtopic, "More On_.Reciprocating Behavior".




s Reciprocating.Behavior, contgnued R
.o v ' .
8. Pick & class session to encourage_reciprocating behavior and

provide the necessary information for the suBtopic, “Your |
Class and Reciprocating Behdvior". . : ’ 1
9. Plan a, teaching strategy for students reluctant to participate C e ’
in classroom discussions by compléting the subtopics, “Apply.
"+ The Concept To Your Own Classroom". ‘ - .
10.° B& prepared to discuss the above classroom activities in the next . )
Aession. - * S ’ Co .
i - . < % 5 a - - *
Instructional Concepts* ’
Conceptualizing The Proces% of Instruction ' .

—

2.
3.
4.
Verbal Inferad‘ion

1.

2.

3.

EY

._.hzad and study “Cinceptualizing The Process of Instruction".

**Refer ta the teaching*aid, "Conceptualizing The.Process of °
g Instruction” for hints on lesson presentation.
View the film, "Conceptualizing The Process of Instruction."
Complete the "Model Building" exercise on "Conceptualizing The .
Process of Instruction" in small groups. - . =
Check your answers ‘with the program facilitator. 3 St ‘ .

. 4
&

H
- Read and study “Verbal Interaction In The Cognitive Dimension:°
The Relationship Betweep Teacher Verbal Behavior and Student Response”.
-Using the page entitled "The Analytical Framework" of. the subtopic
you just read, complete the transcript, "Classroom #1 and #2, b
idertifying the verbal behavior of the teacker or st?dent. Plate your
answer in the’space provided by each number. There {s ai answer for -
every number. ’ ‘
Check your answers with the program facilitator. o

o
-

o

Organizing Facts _

1.

.

.‘—‘2 .
3.

+

‘Read and study *'Organizing Facts To Teach Meaningful Relationships". .

**Refer to teaching aid, "Concept Teaching"for addifional informa-

tion. :

Read and study "Concept Teaching". . -
Ysing as:a reference your previous reading on verbal indicators of .
concept ‘teaching, complete the transcript "Organizing Facts to Teach
"Meaningful Relationships". Indicate in the space_provided by each ¢
number, the verbal inaicator that iden*ifies the underlined portions ’

. of the teacher's conversation.

4.

.Check your answers with the program facilitator.

* Refer to page entitled, "Source of Materials" for address
of materials utilized. ' :

** For facilitator's use. . 309



.~ ADDITIONAL INFORMATION IS GIVEN T0- FURTHER EXPLAIN VARIOUS CO“CEPTS DIS-

. c]assroom epispde. Then deve]op a classification systém of at least

TN

TEACHING AID .
CONCEPTUAL IZING THE PROCESS OF iNSTRUCTION .

/

THIS TEAC#YNG AID IS A SUGGESTED METHOD OF PRESENTATION BY' THE '
FACILITATOR ON THE SECTION, "CONCEPTUALIZING THE PROCESS OF INSTRUCTION."

<

, CUSSED IN THE SECTION. /,

-

ki
a
-
>4

”, . T - . -

Give out introductory materials and allow time for participaﬁts to read.

N -
-~ L] » + -

L

We're 1nterested in what _you observe when you ]ook at a c]assroom
I'm going to show a film of two c1assroom s1tuat1ons (please 1gnore the
fact that they are of elementary classrooms--and remember that we're
only trying to establish a point or ,idea). I want you to write.qown
what you see happening in each of these classrooms I‘(l1ke students an~
swer1ng questions, teacher g1ving d1rect1ons, students hot paylng atten-*
tion,, teacher reprimanding. etc. ) Make a separate list for each of the,

¢ .

c]assrogm ep1sodés T L - .

Show film* “Conceptualizing The Process of Instruction.”

© * )

Now in sma]l groups, compi]e the observations into one 1ist for each

three headings ‘to encompass all observations on both lists (exampley- -

-1iving things are divided into glantsvand animals).

Write headings on the board that each group develops.

-

G-22




.. . A]right: which allows the teacher. the best focus and'most flexibility
} .« for describing what islhappening and why? . Test the classification systep
ol . . - ‘.

. to-§ee if all1 observations can be Tisted under these major headihgs.

v

T ——e . N -

- . B e
> . - -

Give out the Mode] Bu1]d1ng handout and have each group design a model of

.

the 1nstruct1on process. > . . " -

Have each\grOUpfekp]ain their model. Put ah examp1e of the model on the -
) . “ » . A
board.. o S ' '

.
A -

Okay, think back to classroom ep1sodes #1 and #2 that we just saw.

& . N
Did you observe differences. in the two c]assrooms? Where were the dlf-, '

4 v

ferences? ‘Answer. in teacher - -

in stuqegt

°

iq learning environment ,
A]ridht, then factors comprising instruction vary-from classroom !
to classroom. _Theee variables influénce the process of "instruction.
. We can see that variables exist between classroom #1 and #2. Are
there any variables within a single ctassroom? Look at classrorm #2,
are there épec{fic‘behaviors the teacher'can manipu]ate, change, or
contro]?; - Answer; fhe way the teacher asks questions: attitude -

toward incorrect anéwers;~exp]anation techniques, and .

.- change in group arraqg__ent may result in change,of

student behav1or Al]vpf these things are'var1ab]es.

. . i b
. - ’ §
~ - - P A

o %
Al M

- What are some things a teacher has no ‘control over? Answer:. time . -

%Y

N i ) .. ‘ '
of day, weather, background of students, certain teacher characteristics. '

-

‘ 3
These are not variables.
t
k] . 1 5
. «

I T8




. ¢
[ 4
b
!

percept1on of thatv1nteract1on 1nfjuenc1ng what other students say ‘
. 4 5

’ a

of Jnstruction., By Iook1ng at component parts and thelr relat1onsh1ps.

T ’ (

P ks o
-

[ Y

“
.

Which of these teacher and student‘behaviors are interacting with

other behav1ors7 Anzwer: sstudent background and teacher s 'nanner‘:f

questioning, studenﬁ answer interacting with teacher response, and the.

\. . .
) é
- o - 4 .

In other words, there is an interac&idn between students, teacker,,
L S L@ N [
nd the situation which yields outcomes or learnings. :
.o } k) ' . -
This ¥s just an»attemp& to get’you‘t0~1ook at the entire process

Z,
. v

L

S

you can bettér understand how behav1ors (teacher and student?, s1tuat1ons,

o
-

and events f\t into and 1nf1uence the 1nstruct10na1 process.

i

- .
- .

a
4

-



. .. . TEACHING AID - CONCEPT TEACHING~ . . o v

. _ . ’ -, . B ~2
R ' | ~
: ] THE FOLLOWING TEACHING AID SUFGESTS A-"METHOD OF PRESENTING )

-
" o
-] - .

{ S ?HE SECTION “LONCEPT IEACHING1 FOR THE FAoILITATOR . ) D

<~ -
.‘1ngfu1 Rclat1pnsh1ps,“ and then "Concept Teach1ng " After.the Al _

- part1c1pants~have “read the 1atter,.ask the follow1ng'question: a .

What are some attr1butes of concept learning or concept attaln-

¢

L Gxue out 1ntroductory materials, “quan1zing Facts To Teach Mean-
. .
H
f ‘ ment--from the def1n1t1ohs7 Answer. Identifying, classifying or s
) Kgrouping, organ121ng, relating, applying, testing, creating original
examples.
' T

G1ve out Teacher Behav1ors Character1st1c of Concept Teach1ng, Verbal

-* Ead

Ind1cators of Concept Teach1ng, and. Verbal Indicators: . MOn-Instances

of Concept Teach1ng, and allow t1me for the part1c1pants to read . : S

Q

€ A
+ - N &

<

Discuss.
N '7' '__ . s

G{ve'out trans cr1pt to be ana]yzed and completed by .the part1c1pants

.. Th1s can be-done 1n small group;

- A,

- N -

Discuss the answers-te the transcript.

-

4 2
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ANSWERS TO SESSION IV MATERIALS

¥ FtJ . I. Recipracating Behavior - Post-Viewing Activities
The following activities will help you to become more observant - to iden-
tify instances of recigrocating behavior when they do occur, and to recog-

R nize opportunities for using reciprocating behavior to stimulate pupils.
L Review in your mind the examples of reciprocating behavior depicted in
. " the film. Use the table below to summarize three examples. Describe
- £ « the teacher in Column A; the pupil(s) in Column B. Use the middle
L columns to record the behavior expressed by the, teacher, and the pupil
. ré%ponse which the teacher hoped to stimulate.
L ‘ (ANSMERS)
- TEACHER — ———— PUPILS
- o2 Behavior Response ) ‘
Tres Name/Description Expressed Sought Name/Description
) Showed pictures To get student.to. | »
of his triends talk about self Lo,
- ] - ) and friends *
;‘J’:s ’
: F4
Give opinion of Trying. to get
: the value of dam | student's ideas ,
2 . on dam ﬁ :
3 | -
+ ‘.-
. : Wanted to help Students suggested}
- a,g students bring how to help each
Ty - 3 _ up their grades | other
2t B ) R .“\-‘ R
3 B Ag
‘*;,‘ I each case the teacher attempted to stimulate pupil(s) by stiucturing an-
<0 exchange, saying in effect, "I'11 do it first, then it's your t “YThe
teacher's expressed behaviors were hoth models of what to do and invitations
" to respond in kind. o .
P i xnd
S . .. N
. . 3 Ly
TN 1 . G- 26
| ERIC |




II. Verbal Interaction - Transcript

> Classroom # 1

Answers - 1. Reproving

5. Self-reproving, acqu1esc1ng
¢. Confirming, acquiescing 6. Probing
3. Directing 7. Reproducing facts, evaluat1ng
. 4. Affirming, réproving, directing 8. Ignoring
Classroom # 2
Answers - 1. Facilitating" . » 10, Facilitating
2. Explicating 11. Explicating -
3. Accepting . 12. Qualifying
4, E]aborat1ﬂq 13. Facilitating
) "~ -5, Accept1ng, Clarifying 14. Elaborating
, ) ' 6. Confirming 15.  Accepting, clarifying
-~ 7. Divergent association 16. Elaborating
: - : 8. Divergent association 17.  Accepting, support1ng,
s - 9. Accept1ng, supporting, clar1fy1ng directing .
ITI. . Organizing Facts To Teach Mean1ngfu1 Relafionships - Transcrint Z
Answers - 1) Image or definition of concept (1)
2. Brainstorm (2) , Co :
3. Use of aid (3) . S AT
4. To identify (2) . - : ’
) 5. Apply concept (6) ' . -
« <. 6. “Explain (5) Co e R
) 7. Lxample of concept or apply concept (5) or (6) °
8. Enumerate common properties (2)
9. Explain (5)
10. Brainstorm (2)
11, Apply concept or g1ve examples (5) or (6) .
™7 Explain (5) )
. 13. Explain (5)‘;
’ 14, Image or characteristics of concept (1) a , |
15. Teacher example (4) > ﬁ q
. 16. Explain (5) ) . - *QHQ
17.  Explain (5) -
. 18. Image or charaéteristics of concept (2) )
.
<3 -
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SESSION V

Overview

Session V bégins with the film, "Closing Behavior". Classroom teachers :
can socialize their students into a non-participant or participant mode
of behavior through the use of closing behavior. [t becomes evident in the

film that unsupported verbal attempts forces the student to become dependent
on the teacher.

The section, "Group Process" contains four ‘subtopics that consider various
roles of group-members: The subtopic, "Anti Group Roles" illustrates negative -
behaviors found in group activities that may destroy morale or inhibit
achievement. Another subtopic, "Task Roles" leads the way to successful
problem solving or accomplishing -group goals. "Unifying Roles", the third
subtopic, states the importance of group fatilitators who help build and
maintain group unity. The final subtopic, “Stages of Group Growth", fami-
liarizes ome with the four phases of group growth: iQiijal communication,
conflict which btocks group achievement, resolution of the conflict, and
imcreased productivity. - : .

-,

Directions E

-

e g e

this session contains two sections entitled, "Closing Behavior" and
"Group Process." "Group Process" contains four subtopics. In each séction
you will be asked to read and study written information. Where transcripts
or exercises are provided, you may test your learning comprehension by com- . ‘
pleting them individually or in small groups. Below you will find directions .

- for .the completion of ‘each section. Read the directions carefully before «
i B you begin, to insure’successful tompletion of each section. Be sure to check .
—  -the answers with the facilitator. n - - ‘
"Closing Behavior * : ‘ 1

Read and study the explanation and definition of-"Closing Behavior."
2. From past experiences provide the needed information for the Pre-

—
.

Viewing Activities. it
3. View the film. : , .
4. From examples in the film, complete the Post-Viewing Activities. ! .
5. Check your answers to the Post-Viewing Activities with the ‘program
facilitator. . -
6. Read and study,the subtopic, "More About Closing Behavior".
» 7. From a taped episode of your class, identify the way you used closing ’ {

~behavior for the exercise 1in the subtopic, "Now Try It For Yourself!™
8. Be prepared to discuss the above classroom activity in the next session.

o

.
‘ 1
.




Group Process *

Anti-Group Roles . (

"1. Read and®study "Anti-Group Roles, - Description of the Conceét".
2. View the film, "Anti-Group Roles."

3. Discuss "Anti-Group Roles" with the groun

A}

Task Roles o .

11" Read and study “Task(Roles - Descri

2. Complete the transcript "
3.

ption of the Concept".

Group Process: Task Roles". v
Check your answers with the group facilitator,

Unifying Roles ' ' ( ’

T. Read and study "
2. Provide the nece

Unifying Roles". -
3. Check your answers with the group facilitator.

Unifying Roles - Description of the-Concept".
ssary information for the transcript, “Group Process:

Stages of ‘Group Growth

Ao
1. Read and study "Stages of Group Growth - Descripéion of the Concept".
2. View the film, "Stages of Group Growth." _

3.

Dic-uss "Stages of Group-Growth" with ‘the group.

\

Tow Refer to page entitled,
of materials utilized.

-
’

.

"Source of Materials" for. address

|

|

|

| : . -
\ ,
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ANSWERS TO SESSICN V MATERIALS

I. Closing Behavior - Post-Viewing Activities

The following activities will help you become more sensitive to the occurrence
of closing behavior. . You will become skilled in recognizing closing behavior

and wore thoughtful about its use. |

1
i

* Recall the examples in the film. In the table below list: a) those clos-
ing behaviors which were most noticeable; b) those which you really had to
Tock for. 4 ) .. ~ .

.z

Closing Behavior Observed in Film °°

" (Answers)

S

A B -

+ : ., ) +

- MOST OBVIOUS LESS 0BVIOUS - -

- Boy lost place (shift atten- } Teacher went from reader to |+ -.

’ tion to another pupil) reader
+ - | Teacher terminated conversa- ) o
- tion after answer . Teacher failed to identify . -
. . hand . )
- Teacher.did not pursue "no Barrage of questions + -
response"

. Teacher igndrs student anwer
- 1) Goes .to next question + -
2) Answers own question - -

Teacher didn't elabarate on -
answers

t

Put a plus (+) by those closing behaviors which seemed to be necessary to
"proper" teaching procedure. Put a minus (-) by those which seemed likely
to inhibit pupil development. Examine your reasons for judgement.

T, o o

3
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Answers - 1.-

2.
3.
4.

17.

18.
19.
20.

" Initiating (offering new idea)

“Information seeking (requesting opinions)

.~ Opinion Giving (stating own: belief)

+

[I. Task Roles - Transcript . .e

Initiating (proposino :ew way to aétaCK task) | .
Initiating (offering new idea) ‘
‘Init1ating (suggesting sglution‘to 6 problem)
Informaffon seeking (requesting facts)
information seekiqg$(requesting facts)
Information seeking (requesting facts’)
Information éeeking (requesting fécts)

L ©
Information seeking (requesting facts) 5

"Information giving (offering facts)

'

Information giving (offering facts? o,
Information giving (offering personal experience - ¢
and_ facts) : : : .
Opinion Giving (starting own belief relevant to ‘a .

- group's coneern)

Opinion Giving (stating own attitude N

Orienting (questions general directions of
discussion) g

Orienting (brings group back to subject) -

Orienting (brings group back to subject)

Coordinating (takes consensus and est2blishes e
relationship between ideas) : ] g

Coordinating (summarizes)

Coordinating (pulls ideas together)

<

e




&

1. Unifying Roles - Transcript - - . - §
Answers - 1. Gatekeeping (helps‘keep comnunication channels open) . -0
. 2. Gjteggeping {facilitating partiéipation‘of'othgrs) .
3. Gatekeeping (premotes active.participation of group members)
. ¢ 4. Ene;giZIngJ(prods grazb to action)
I 5.1 Energizing (prods group, sgimulqtes interest) . _
. 6. Energizing (arouses group to hfghgr level of activity) —.
. 7. Harmoaizing (proposes a solution abcéBtablé to both bariies). -
’ " 8. Harmonizing (attempfs to méd1ate differeﬁces amon§ other - :
group members) bf ’ : <
° 9.— Harmonizing (atfempts ﬁo mediate éifferénées)
10. gomprom}sing (agree to alter stands) L
. 11. Compromising (agrees to defer judgment SO group can %ove {
on Qoward goal) . o
’ ‘ T2, Compromising (alters stand) ) ' N
13. . Encounag}ng (praises contributions of g;oup m;mbecs) e
: . 14 Encouraging (agrées thh and praises gon;r}butionslof group) {
15. Enc0uraging’(supports other group members) - | -




o . SESSION VI u ‘

k4

Overview
’ . This supplement explains the theory and mechanics of role-playing. The
section, “Theory: The Role Playing Model”, points out the idea that role

/

pgeying can be used w many different situations. One important advantage ’
_ Of this technique is that it encourages the use of emotions and intellectual ' “fe
P ability. Shaftel and Shaftel suggest that roleplaying preparation should
include warming up the group, selecting participants, preparing observers,

setting the stage, enactment, evaluation, reenactment, more evaluation, and
} - finally drawing generalizations.

In the section, "Role Playing: <Critical Skills", emphasis is put on
- specific planning-for the role playing activity. Through questioning, the
i teacher can emphasize feelings, values, problem-solving skills, or subject
matter exploration. With a definite focus in mind, the teacher can plan a '
story with an appropriate sequence of events for the students to act out

and discuss. The teacher must adequately facilitate the ridle-playing exercise
to sucessfully attain the planned goals

Directions g

Far’ this session, you will be asked to read and study about the theory )
of role-playing and critical skills necessary to complete the role playing
activity. Classroom activities include a tape presentation and a role playing
.exercise.- Read the following directions carefully before you begin, to complete

this session successfully. (An oral report can be presented by an individual -
with expertise in this area). P ‘

Role Playing *

1. Read and study "Theory: The Role Playing Model" . ' g -
2.. Read and study "Role Playing: Crit cal Skills". ' . . X
3. View the video training tape* ~ .
. 4. Demonstrate this concept by having four or five class members . . ‘.
Y present a‘role-playing activity.
* Refer to page entitled "Source of Materials” for address of materials
utilized. ’
, -
‘ . G-33 _ " B
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| ’ - Source of Materials*

1975-76 Protocal Materials .

National -Resource and Dissemination Center S : o '
Universit,. of South Florida - ° {

Tampa, Florida 33620

The f11ms and materlals utilized in the following educational concepts . [

s were.adopted and mod1f1ed from the above source;
. .

Classroom Interaction .
“Classroom Management ! o |
. Group Process . -

, Instructional Concepts.” "
Teacher Language a

2 ’ d

Interactions in the Multicultural Classroom
Science Research Association, Inc.

« - 259 East Erie Sireet 1 s ' . ) :
: Chicago, I1linois €0611 ; ol : -
p The following films and respective film gu1des were adopted and -
modified from the above souree: )
Ll N 0 » N )

<

Aqgressive Behayior , , . ,
Closing Behavior ‘
Reciprocating Behavior ’
Supporting Behavior

b ’ Withdrawal Behavior

-

X

Models of Teaching by Bruce Joyse and Marsha Weil | - d |
Prentice HaTl, Inc. )
- Englewood C11ffs, New Jersey ° ‘

X The materials:utilized in the follow1ng educational concept were adopted
and modified from the above source:

<

Role Playing

1

S Stanford Center for Research and Development in Teaching
Stanford University
Stanford, Cal1forn1a

The vidéo training tapes utilized in the role playing session were .
prepared by Bruce Joyce at the above source.

v
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b

Minj-Coukse 23 - "Classroom Management Througk Positive Reinforcement"

Far West Laboratory for Education Research and Cevedopment - ' :
1855 Folsum Street ‘ -
San Francisco, California 94103

«

The materials utilized in the fol]ow1ng educational concept were
adopted and modified from the above source:

Classroom Management Through Positive Reinforcement

r

* The resedrchers found all of the above films to be.available at no cost
from the Audio-Visual Service Center, Media Service$, at Western Kemtucky .-
University. Those wishing to utilize these films should check with the -
Media Service Division at the nearest state 1nst1tut1on of higher educa-
tion.




