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spontaneous teacher-pupil verbal behavior. The categories supporting 

Anderson's concept of dominative influence are closely related to those 

of Withall's teacher-centered influence; this comparison also holds for 

the relationship between Anderson's integrative influence and Withall's 

student-centered influence. 

The literature includes additional studies supporting the use 

of category systems; however, systems vary in number of categories as 

well as description of the categories. Patterns of teacher behavior 

are designated by the researcher's concept of the influence pattern. 

Flanders System of Interaction Analysis 
  

The Flanders system of interaction analysis is concerned with 

the influence pattern of the teacher. Flanders states: 

The spontaneous behavior of a teacher is so complex and variable 
that an accurate description of it is most difficult to obtain. 
Even trained observers struggle with the same biases that distort 
the testimony of witnesses at the scene of an accident. Too often 
an observer's preconceptions of what he thinks should happen allow 
him to perceive certain behaviors but prevent him from perceiving 
others, Interaction analysis is an observation procedure designed 
to minimize these difficulties, to permit a systematic record of 
spontaneous acts, and to scrutinize the process of ,instruction by 
taking into account each small bit of interaction. © 

The Flanders system is concerned with verbal behavior only, 

primarily because it can be observed with higher reliability than can 

most nonverbal behavior. The assumption is made that the verbal be- 

havior of the teacher is an adequate sample of his total behavior. 

  

Ned A. Flanders, Teacher Influence, Pupil Attitudes, and 
Achievement, Cooperative Research Monograph No. 12, (Washington, T D.C. 
U.S. Government Printing Office, 1965), p. 18. 
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In the Flanders system all teacher statements are classified 

  

first as either indirect or direct; thus, central attention is given to 

the amount of freedom the teacher grants to the student. The teacher 

may be direct, minimizing the student's freedom to respond, or he may 

be indirect, maximizing the student's freedom to respond. The teacher's 

choice depends upon his perceptions of the classroom interaction and the 

goals of the particular learning situation. 

In addition to classifying teacher statements, student state- 

ments are categorized, leaving a third section to be classified as 

silence or confusion, or anything other than teacher/student talk. 

A summary of the Flanders categories is illustrated in Figure 1.! 

The Flanders system is meant to be used as an in-service 

training device for teachers. It was originally used as a research tool 

and continues to serve this function. A trained observer may record and 

collect the data regarding classroom behavior, or the trained teacher 

may categorize a tape recording of his own classroom behavior. 

During the period to be observed, the observer, at three second 

intervals, writes the category number of the interaction he has just 

observed. Categories must have been committed to memory, for the three 

second intervals afford no time for deliberating a category. The 

category numbers are recorded in sequence in a colum, resulting in 

approximately twenty tallies per minute. As speakers change or 

  

7Edmund J. Amidon and Ned A. Flanders, The Role of the Teacher 
in the Classroom, (Minneapolis: Association for Productive Teaching, 
Inc., 1967), pp. 6-7. 
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1 
  

1. ACCEPTS FEELING: accepts and clarifies the feeling 
tone of the students in a nonthreatening manner. 
Feelings may be positive or negative. Predicting 
and recalling feelings are included. 

2. PRAISES OR ENCOURAGES: praises or encourages stu- 
dent action or behavior. Jokes that relieve tension, 
not at the expense of another individual, nodding 

INDIRECT head or saying "uh huh?" or "go on" are included. 

INFLUENCE 3. ACCEPTS OR USES IDEAS OF STUDENT: clarifying, 
building, or developing ideas or suggestions by a 
student. As teacher brings more of his own ideas 
into play, shift to category five. 

TEACHER 4. ASKS QUESTIONS: asking a question about content or 
procedure with the intent that a student answer. 

  

TALK _ 5, LECTURING: giving facts or opinions about content 
or procedure; expressing his own ideas; asking 
rhetorical questions. 

6. GIVING DIRECTIONS: directions, commands, or orders 
DIRECT with which a student is expected to comply. 

INFLUENCE 7. CRITICIZING OR JUSTIFYING AUTHORITY: statements 
intended to change student behavior from non= 
acceptable to acceptable pattern; bawling someone 
out; stating why the teacher.is doing what he is 
doing; extreme self-reference. 

  

8. STUDENT TALK - RESPONSE: talk by students in re- 
sponse to teacher. Teacher initiates the contact or 
solicits student statement. 

STUDENT 

9- STUDENT TALK ~ INITIATION: talk by students, which 
TALK they initiate. If "calling on" student is only to 

indicate who may talk next, observer must decide 
whether student wanted to talk. If he did, use this 
category. 

  

10. SILENCE OR CONFUSION: pauses, short periods of 
OTHER silence, and periods of confusion in which communi- 

cation cannot be understood by observer. 

  

Fig. 1. ~Summary of categories for interaction analysis 
(Source: Amidon and Flanders, The Role of the Teacher in the 
Classroom, p. 14.)
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interaction becomes rapid, the observer will record at each change, 

thus having more than twenty tallies per minute. The observer stops 

when classroom activity is changed or when verbal activity cannot be 

observed. 

Observer reliability is extremely important; considerable prac- 

tice is required to develop the ability to make the accurate judgements 

necessary. 

In order to analyze the sequence of events in the classroom, 

the sequence of numbers is entered into a ten-row by ten-column table, 

called a matrix. The generalized sequence of the teacher=pupil inter- 

action may be examined readily in this matrix. Ordinarily a separate 

matrix is made for each specific lesson or major activity. 

After the observer tabulates the matrix, he is then able to 

develop a description of the classroom interaction. The different kinds 

of statements are tabulated by colums and stated in terms of per= 

centages. Colums of teacher talk are computed to show the total 

percentage of teacher statements and questions. The study of individual 

columns will further define the amounts and kinds of influence the 

teacher is using. 

Colums of student talk are also computed by percentages and 

the total percentage of student statements is noted. 

Having arrived at this point, it is next possible to determine 

the ID ratio, or the ratio of indirect to direct teacher statements. 

Additional computation will provide a revised ID ratio, an indicator of 
  

the kind of emphasis given to motivation and control in a particular 

classroom.
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The matrix provides the observer with a convenient device for 

analyzing the summarized teacher~pupil interaction data. Teacher verbal 

patterns of influence are objectively indicated. The individual teacher 

will make the final decision about what behavior is good, bad, undesir= 

able or desirable.® 

Interaction analysis as a tool, if properly employed, can be of 

great use to the teacher in improving his role in guiding his pupils! 

learning. 

The Flanders system provides the teacher a way of gathering 

objective data about his own behavior in the classroom. The teacher 

will determine the extent to which he uses the data in understanding 

his own actions more fully and in planning changes in his role. 

It is important that the teacher have a sound understanding of 

the system and its interpretation before he uses the system as a feed- 

back, Errors and confusions in observation and interpretation will 

hinder his own understanding. 

Amidon concludes: 

If the teacher is to maximize understanding of his own role, he 
should accept the fact that in this matrix are recorded objective 
data about his behavior in the teaching situation. These data need 
not be "explained;" the "whys" or "hows," the rationalizing, the 
defense, the intent have no place in matrix interpretation. The 
teacher may like what he sees or be puzzled or disturbed by it, but 
his chief job is to understand and to change it if he sees the 
need, 

  

the detailed interpretation of matrix data may be found in 
Amidon and Flanders, The Role of the Classroom Teacher, Ch. 3. 
  

WIpid., p. 93.



nee 

Related Views 

"Are certain patterns of verbal behavior characteristic of 

superior teachers?"10 In order to explore this question, Amidon and 

Giammatteo conducted a study of 153 elementary-school teachers from 11 

suburban school districts in Pennsylvania. 

Thirty-three teachers identified by their administrators and 

supervisors as superior and 120 teachers rated as average were observed 

by a trained observer who used the Flanders system of interaction. 

The findings indicated that: the superior teachers talked a 

smaller percentage of the total class time, accepted and encouraged 

student-initiated ideas more, and made a greater effort to build upon 

student ideas than did the average teachers. The superior teachers 

dominated their classrooms less, used indirect verbal behavior more, 

and used direction-giving and criticism less than the normative group 

of teachers. In addition, they asked questions that were broader in 

nature than did the normative group and had more student questions and 

student participation, 14 

Following Soar's study of the development of vocabulary and 

reading skills in elementary pupils, in relation to the climate and 

  

105 aomind Amidon and Michael Giammatteo, "The Verbal Behavior of 
Superior Teachers," The Elementary School Journal, LXV (February, 1965), 
283-85, 

1aoid. 
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control existing in the classroom, Soar stated: 

Clearly, the results of the researcher have not yet made easier 
the classroom teacher's job; but there is some support for the idea 
that if abstract, inner-directed learning is valued, it will be 
achieygd best by indirect teaching and supportive emotional clie 
mate. 12 

In another study examining teacher=pupil interaction in relation 

to pupil growth Soar concluded that: 

Up to some point, increasing indirectness leads to greater 
subject matter growth and more favorable attitudes, but beyond that 
point, further increases in teacher directness leads,.to decreased 
subject matter growth and less favorable attitudes. 

Harvey, et al., studied the behavior of concrete and abstract 

teachers, and the implications of their influence. Harvey's results 

indicated that the classroom behavior of the teacher and the behavior 

of the students are significantly related. It was felt that the 

teacher's behavior could determine the children's behavior and the re= 

verse could also be true. The behaviors of the teacher and the pupils 

could be influenced by a third factor, organizational climate. Further, 

while students no doubt affect the behavior of their teachers, it 

appears more likely that, because of the teacher's socially prescribed 

power, his influence is greater and more direct than theirs, 14 

  

1eRobert S. Soar, "Pupil Needs and Teacher-Pupil Relationships: 
Experience Needed for Comprehending Reading," in Interaction Analysis: 
Theory, Research, and Application, ed. by Edmund J. Amidon and John B. 
Hough (Reading, Mass.: Addison-Wesley Publishing .Co., 1967), p. 242. 

  

  

DRobert 5. Soar, "Optimum Teacher-—Pupil Interaction for Pupil 
Growth," Educational leadership: Research Supplement, XXVI (1968), 275. 
  

‘lo, 3. Harvey, Misha Prather, B. Jack White, and James K. 
Hoffeister, "Teachers! Beliefs, Classroom Atmosphere, and Student 
Behavior," American Educational Research Journal, V (1968), 151-166. 
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Klein's study investigated student influence on teacher 

behavior and on the classroom in general. Her findings indicated that 

the positive (accepting and encouraging) teacher behaviors are more 

frequently associated with student growth than are the negative 

(rejecting and critical) teacher behaviors. +? 

Teachers quite often perceive a situation for what they think 

it is. Because a pupil if unable to complete his work, he is perceived 

as lazy or pretending confusion. Teachers are quick to use the direct 

approach, believed to be the efficient one: criticism may be voiced or 

more directions given. The two most common situations in which a 

teacher faces this choice are when new material is being introduced, or 

when a group already at work runs into difficulty. 16 

Amidon and Soar agree that there are times when the direct 

approach is appropriate and other times, inappropriate. When the 

objective is the learning of concrete material, such as spelling, the 

multiplication table, or foreign language vocabulary, the teacher should 

be highly directive and structured in his presentation; but when the 

objective is an abstract one, such as concept development in young 

children, or new math or creative writing with older pupils, the 

teacher should be highly indirect,17.18 

  

susan S. Klein, "Student Influence on Teacher Behavior," 

American Educational Research Journal, VIII (May, 1971),. 403-21. 
  

16,widon and Flanders, The Role of the Teacher, p. &1. 

17Tpid. , | 

18soar, "Optimum Teacher=-Pupil Interaction," 279,
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Early in the process of planning a unit with the pupils, the 

teacher may wish to be highly indirect in order to encourage the pro- 

duction of a variety of divergent ideas; however, in carrying out the 

unit, the teacher may be more direct in suggesting procedures for 

implementation and serving as a subject matter resource. Soar concludes 

that the more concrete or convergent the learning objective, the more 

direct the teacher behavior; the more divergent or abstract the 

learning objective, the more indirect the teacher behavior. 1? 

The terms indirect and direct have been used throughout this 

review of related literature to describe teacher behavior. Further, the 

findings in the literature have indicated that direct and indirect 

teaching behaviors are influenced by the lesson and the learning objec- 

tives for the lesson; therefore, the perceptive teacher will need to 

consider the most appropriate teaching strategy for each lesson. The 

teacher may choose direct influence for a fifteen-minute segment and 

then change to indirect influence for the next fifteen-minute segment. 

In effect, the teaching strategy may need to change as the learning 

objectives change. Flanders, Watman, and Soar agree that teacher 

flexibility is more predictive of teaching success than the concept of 

direct—indirect influence, 29 

  

19 pia. 

20F Landers, Teacher Influence, pp. 4-8; Thomas J. Watman, 

"Measuring Interaction," Clearing House, XIVI (February, 1972), 382-8; 
Soar, "Optimum Teacher~Pupil Interaction for Pupil Growth," p. 279. 
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The type of verbal interaction desired in the classroom is 

dependent upon the goals and objectives of the lesson and for the 

class.21,22 

Watman and Crispin recommend the use of the Flanders inter- 

action analysis system as a practical objective means of informing the 

classroom teacher of what he is doing. Both researchers express their 

belief that efficient use of the Flanders system is within range of the 

classroam teacher. 22224 

As the writer's final remark in this section of related 

literature, Crispin's views are cited: 

In the Flanders System, we see that the basic technology of 
interaction analysis includes (1) a system and (2) a technician. 
A system includes theory—-assumptions about human interaction-~ 
carefully defined categories of behavior, ground rules, methods of 
training observers, checks on observer reliability, methods of 
tallying behaviors and methods of tabulating the data. The tech- 
nician is the medium through which the system is manifest. Ina 
sense he, the trained observer, is the method-—the human instrument 
--of interaction analysis. 

Flanders and other systems inventors never intended interaction 
analysis to be a method for administrative evaluation of teachers. 
Interaction analysis does not present a model of "good" teaching 
style. Rather, interaction analysis presents a method, by nature 
limited, for observing reliably, recording, tabulating and an- 
alyzing teacher-student interactions toward the improvement of 
instruction and for research in human behavior and classrgem 
socio=psychological climate--the psychology of education. 

  

  

2lamidon and Flanders, The Role of the Teacher, p. 80. 

22iatman, "Measuring Interaction," p. 383. 

3tpid., p. 382. 

2hnavid B. Crispin, "The Technology of Interaction Analysis," 

Educational Technology, X (July, 1970), 1317. . ; 
  

-oTbid., p. 16.
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Microteaching 

The decade of the sixties witnessed a growing concern, that of 

evaluating teacher effectiveness. Interaction analysis systems were 

explored, developed, and extensively reviewed. During this same time 

the concept of microteaching was taking form; today, the literature, 

particularly in the technological fields of education, includes 

description and application of the microteaching technique. 

The technique of microteaching is a training concept that may 

be applied during the pre-service and in-service stages in the pro- 

fessional development of teachers. Microteaching provides a practice 

setting for instruction, a setting in which the complexities of the 

classroom are reduced or eliminated. The microteaching concept further 

provides for feedback of the teaching performance that was demonstrated. 

in an abbreviated description it may be said that microteaching is the 

teaching of a brief lesson with a narrow scope to a few students during 

a short period of time. The purpose of the micro~lesson will vary 

according to the teaching objectives. 

A casual observer might describe microteaching as follows: A 
teacher instructs four or five students for a short time and then 
talks it over with another adult. An experienced observer would 
emphasize the fact that the teacher concentrated on a specific 
training skill or technique and utilized several sources of feed- 
back, such as the supervisor, the students, the teacher's own 
reflections and the playback of videotapes. The experienced 
observer would also note that the teacher has an opportunity to 
repeat the entire process by reteaching the lesson and again having 
his performance critiqued, and that in the second and subsequent 
cycles he teaches different students. 

  

*Cpwight Allen and Devin Ryan, Microteaching, (Reading, Mass.: 
Addison-Wesley Publishing Co., Inc., 1969), p. 2.  
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The five essentials of microteaching are: (1) microteaching is 

real teaching in a practice situation; (2) the complexities of class 

size, scope of content, and time are reduced; (3) the focus is on 

training for the accomplishment of specific tasks: instructional 

skills, techniques of teaching, mastery of curricular materials, or 

demonstration of teaching methods; (4) all factors may be manipulated 

for a high degree of control; and (5) the feedback dimension provides 

an accurate and objective insight into the teacher's performance.~! 

Because the micro-lesson will vary accordingly with the 

objectives for the lesson, no further description will be given. It is 

the writer's opinion, however, that the feedback dimension and the 

critique procedure bear additional interpretation. 

Immediately following the micro-lesson, the teacher or trainee 

engages in a critique of his performance; several sources of feedback 

are at his disposal. To begin the critique process he may seek the 

help of another person, his advisor or colleague, to assist him in 

analyzing his own performance in respect to his goals. Student reac- 

tions to specific aspects of his teaching may have been obtained, thus 

providing another source for trainee and supervisor analysis. If the 

lesson was videotaped, the playbacks offer a third means of feedback. 

All of the sources of feedback may be immediately translated into 

practice, particularly when the trainee or teacher reteaches another 

micro-lesson shortly after the critique conference .~8 

  

27 Tpid. 

28ipid., p. 3.
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The microteaching pattern of teach-critique=reteach is con= 

sistent; however, many variations of the format are possible.27920 

For the purpose of relating the technique of microteaching and 

the system of interaction analysis, the writer will present a brief 

summary of views. 

Flanders states that: "Microteaching helps to focus attention 

on teaching behavior and provides a setting for controlled practice," 

He adds that attention to teaching behavior has been a long-unfulfilled 

need in the teaching profession. "Concentration on what we do while we 

teach is a good place to begin an analysis of the teacher's job. "4 

In 1968 a study was conducted at the University of Texas for 

the purpose of gathering direct evidence of differences in undergraduate 

teacher candidates! verbal teaching behaviors associated with their 

participation in a program of laboratory teaching. The design of the 

laboratory experience followed that of the microteaching technique. 

  

29 James L, Olivero, Micro~Teaching: Medium for Improving 

Instruction, (Columbus, Ohio: Charles E, Merrill Publishing Co., 
1970), p. 7 

30me microteaching technique has been treated briefly. ‘The 
reader should be aware that the implications of microteaching are not 
being dealt with in this paper. Further readings may be found ‘in the 
publications of Allen and Ryan or Olivero; these men were instrumental 
in the development of the technique. 

31 Di ght Allen and Devin Ryan, Microteaching, with an 

Introduction by Ned A. Flanders, (Reading, Mass.: Addison-Wesley 
Publishing Co., Inc., 1969), xiii. 

320, L. Davis, Jr. and B. R. Smoot, "Effects of the Verbal 

Behaviors of Beginning Secondary Teacher Candidates! Participation of 
a Program in Laboratory Teaching," Educational Leadership: Research 
Supplement, IV (November, 1970), 166-168. 
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The teacher candidates taught a ten-minute pre-test lesson 

under laboratory conditions, and verbal teaching behaviors were 

analyzed with the use of an interaction analysis system. Following the 

pre-test two groups were established. Group A engaged in two tasks: 

clarifying instructional objectives and interacting. 

During the seven-week experimental period the following pro- 

cedure was observed: Group A students taught a laboratory lesson; 

received pupil, instructor, and audio tape recorded feedback; then 

taught a reteach lesson. The lessons were from five to eight minutes 

in length. During regular class sessions the students in Group B read 

and discussed issues and problems in teaching. Some of the topics were 

also treated in Group A sessions. The Group B students had no direct 

experience in teaching. Following the experimental period, all students 

taught a ten-minute post-test, and their verbal behaviors were analyzed 

with the use of the interaction analysis system that was used following 

the pre-test. 

The analysis of the pre-test indicated that both groups employed 

a restricted group of teaching behaviors; they lectured, asked conver- 

gent questions, and clarified little. At the end of the experiment it 

was found that: Group A students asked few convergent and more diver- 

gent and probing questions; they informed less and clarified more; their 

students initiated and responded more and were supported more than were 

pupils in Group B. In general, candidates with the teaching laboratory 

experience seemed to have developed and expanded their variety of 

teaching behaviors. 

  

33 tpid,   
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In conclusion, the following quotation is offered for thought, 

study, and an examination of its far-reaching implications: 

I believe that instructional technology offers unique and 
priceless opportunities to bring to every student in every class= 
room the kinds of knowledge, the kinds of experiences, the kinds 
of insights that can truly widen the dialogue and help fin the 
common ground for solutions to our most pressing problems. 4 

=-Wilbur J. Cohen 

  

ys Tour J. Cohen, "Quotable," Educational Technology, X (July, 
1970), 17. | . . —_  



    

      

   

    
   
   
   
   
   

      
       

  

CHAPTER III 

DESCRIPTION OF THE STUDY 

Structure of Sessions 

Preceding an examination of the microteaching sessions, an 

outline of the planning and structure of the lessons is presented. 

Each session included three main areas: preparation, critique, 

and teacher behavior. 

Session preparation dealt with the selection of pupils and the 

method of selection, including the notation of any other necessary 

considerations. The room arrangement or physical factors were also 

described. 

Session preparation further included the closely related areas 

of topic, anticipated pattern, and lesson objectives. The objectives 

of the lesson were examined first, with consideration given to: desired 

     

      

       

           

    

  

verbal patterns; practice and improvement of categories; and oppor-= 

tunities for teacher/pupil and pupil/pupil interaction. It was then 

necessary to choose a topic that would create interest and help to 

motivate pupil discussion. In other years, third year pupils were 

highly interested in social studies topics; consequently, most of the 

lessons were devoted directly or indirectly to a social studies area.    
The anticipated pattern was stated in the categories that were 

expected to result. The pattern incorporated the lesson objectives and     
an anticipated verbal interaction sequence; however, the anticipated 

    

  

     

pattern was not intended to be a prohibiting or limiting device. The 

2h  
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pattern was established for purposes of analysis and interpretation, and 

it proved to be a very necessary part of the planning. 

It should be noted at this time that the 0 category was used in 

place of the 10 category. Flanders defined category ten in terms of 

silence or confusion; however, confusion was not included in this study, 

therefore, zero was used to denote silence or time for reflection. In 

order to follow the Flanders system as closely as possible, the tallies 

denoting the O category responses were recorded in the category ten 

column on the matrix. There were no other category deviations. 

The session critique, the second main area considered, 

immediately followed the audio-taped microteaching lesson. It included 

the report of the lesson and the analysis and interpretation of the 

matrix. The critique was based on the following sources of feedback: 

listening to the audio-tape; tallying the verbal responses in terms of 

categories; and analyzing and interpreting the verbal responses from the 

matrix. Conferences with the project advisor offered an additional 

evaluation and analysis of the verbal interaction. 

The report section of the critique recorded the general tone of 

the pupils and of the session. The analysis and interpretation section 

of the critique discussed the outcomes evidenced by the matrix. Verbal 

categories, verbal patterns, and the anticipated pattern were treated in 

this section. The matrix for each session was included. 

Teacher behavior, the third area, was reflected through the 

description of the successes, feelings, and options for reteach lessons. 

As the sessions progressed, a fourth area was added—questions.
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Teacher successes described the positive aspects of the lesson. 

Accomplishing objectives, successful use of verbal categories, and 

additional description of the verbal interaction were included in this 

section. 

The teacher's feelings were presented subjectively; this 

section provided an outlet for possible reasons or causes that influenced 

the desired or undesired verbal interaction. 

The third section of teacher behavior formulated options for 

reteach or new lessons. It further included recommendations for 

category or pattern improvement. 

The last section of teacher behavior resulted as an outgrowth 

of the feelings section. Questions began to arise regarding the 

microteaching sessions and their resulting verbal interaction. The 

questions were offered for consideration and reflection. Answers were 

sought but many questions remained without answers. 

Summaries of Sessions 
  

Session I Preparation 

Selection of Pupils 
  

Because the first session took place early in the school year, 

six students were selected who, in the teacher's opinion, would not 

hesitate to participate verbally in a microteaching situation. Of the 

three boys and three girls chosen, it was discovered that one of the 

girls had laryngitis and could not speak; therefore, the session was 

held with the five remaining students. No consideration was given to 

academic level or experience background of the pupils.
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Room Arrangement 
  

The taping session was held in a soundproof speech therapy room. 

The dimensions of the room were approximately ten by fifteen feet. In 

order to insure good mike pick-up, the teacher and pupils were seated 

around a table with the microphone placed in the center of the table. 

Topic 

"The Importance of Rules" with emphasis on daily living and 

experiences of third year pupils was considered at this session. No 

pre-teaching had taken place. 

Anticipated Pattern 
  

teacher talk 
teacher question 
pupil response—=not limited by the question 
praise from the teacher for the response 
extension or clarification of pupil ideas by the teacher. W

M
O
 

F
w
 

Objectives for the Session 
  

The teacher's objectives were of an exploratory nature: 

1. To determine the kind of verbal interaction that takes place, 

both teacher/pupil and pupil/pupil. 

2. To determine how freely the pupils will participate in a 

micro=lesson, 

3. To examine and analyze the teacher's role in guiding and 

controlling the interaction. 

Session Critique 

Report 

The three boys responded freely to the teacher's questions and 

to each other's statements. They tended to compete with each other to 
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be heard; thus, the two girls were unable to make more than one comment 

each. In their eagerness to talk the boys, at times, misinterpreted 

the teacher's question and thereby disregarded the intent of the 

question. Following the session the participants wanted to hear the 

tape and it was played. The boys were pleased with themselves, but the 

girls had no comment to make. Time of the session was five minutes. 

Analysis and Interpretation 
  

The matrix reveals a concentration in the 9-9 and the 4-9 cells; 

however, more interpretation is needed. As stated above the boys often 

misinterpreted the teacher's question and spoke without giving careful 

consideration and thought before responding to the question. Many of 

the pupil—initiated responses were a repetition of past experiences, In 

light of the objectives for the lesson there was no attempt made bythe 

teacher to redirect the discussion. 

The 9-2 cell of the matrix further reveals that the teacher was 

somewhat successful in the use of praise following pupil initiated 

responses; however, the 2-3 cell is empty, thereby, indicating that the 

teacher did not follow the anticipated pattern of 5-4-9-2-3, This was 

due to the type of pupil responses that were given; the teacher's 

deviation from the pattern was an attempt to keep the students! 

attention on the topic. Had the teacher extended student ideas, thus 

showing a build up in the 2-3 cell, the topic would have become too 

broad and meaningless. The 9=3 cell with five tallies indicates that 

the teacher attempted to extend and clarify pupil ideas in the few 

instances that the 3 category could be used to advantage.



29 

TABIE 1 

Session I Matrix 
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Teacher Behavior 

Successes 

The objectives for the lesson were met. Verbal interaction took 

place that could be analyzed and interpreted, thereby, providing a 

starting point from which the teacher could begin to experiment and 

practice desired verbal patterns. 

Options for a Reteach 
  

The first session was set up as an exploratory session without a 

reteach to follow; however, in planning a new lesson, it was concluded 

that a reteach with the same students would be valuable. Jn the reteach 

or second session the teacher will be more direct in guiding the dise 

cussion and conscious of the use of category 4 in order to provide more 

opportunity for the girls to speak. The anticipated pattern will change 

- to include the 0 category to permit time for reflection and thought 

before the student's response. The pattern will be 5-4-0-9-2-3. This 

pattern will be employed with the first session students and then with 

a new group of students for a second reteach. 

Feelings 

Following the first taping session the teacher was perplexed 

with the type of responses that were given to teacher questions. In 

order to be as objective as possible the teacher began to consider the 

characteristics of third year students and the kinds of responses they 

could be expected to make early in the school year. In light of this 

consideration, the repetitive student responses were not to be con= 

sidered unusual at the beginning of the third year of school. The


