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CHAPTER ONE

INTRODUCT ION

1.1 IHE PROCESS OF TEACHING :

]

Teaching, understood in its broadest sense, as a
social interaction with the purpose of imparting knowledge or
providing inspiration, is as o0ld as human civilization.
Teaching, understood as a soéial interaction in "classrooms in
schools has developed during the past two or three millenia"
(Gage, 1968). Teaching is highly complex and intriguing. "It
is a difficﬁlt set of processes to analyse, hard to describe;
and clearly complex and often subtle in its effects upon those

we are attempting to teach." (Morrison, 1972).

To some extent its complex nature is reflected in the
ways teaching has been defined byrdifferent thinkers. A hurried
look at a few of these definitions may help cleartthis point . ‘
In Little Oxford Dictionary, teaching has been defined as "to
impart knowledge or skill:.giVe instruction or lesson; instil,
inspire with." TFor Gage (1963) teaching is an “interpersonal

influence aimed at changing thé ways in which other persons can



or will behave." Skinner (1968) defines teaching as “the
arrangement of éontingenciés ofﬁreinforcement under wﬁich St
dents learn." ‘Smith (1970) views ﬁeaChing~eSSentially és a
system of "sécial action iﬁvolving an agent, an end-in—vie%, a
situation and two sets of factors in the situation—one set over
which the agent has no control (e.g. size of a classroom and
physical characteristics of theﬂstuﬂents) and one set which the
agent can modify with reSpeqt to the end;in-vieW'(e.g.\assign-
. ments and ways of asking question)." Amidon and Hunter (1967v )
define teaching as "an interactivé ﬁrocess, primarily in%olving
classroom talk, Whiéh takes place between teacher and pupils."
Mitra (1972) suggests that teaching be viewed within the frame-
work of claésfoom and defines it "as a series of acts carried
out by a teacher and guided'by the formulgtion of teachiné task

in a formalised instructional situation."

A small sample of the definitiens of teaching given in
the above paragraph reveéls that teaching has been considered
both in wider as well as in narrower sense, In its wider sense
it is an inter-personal relationship entered into with the purpose
of imparting knowlédge and skill and thus changing the ways of
behaviﬁg of others. Thus the sermons delivered by a priest as
also a lecture by a social worker may be thought of as teaching.
However, in narrower and specific sense teaching is considered
as an interpersonal relationship characterisedAby the act of
instruction in the formal sifuation of classroom. For those
-engaged in the study of teaching, this view of teaching should

provide a frame-work within which to work.



Writing about the structure of teaching, Turner (1971)

makes a subtle comment about attributes of teaching as foliows :

"First, all teaching is dyadic - i.e., involves
reciprocal, interdependent responding between at

least two persons. That one of these persons holds
the greater authority. and has control of substantisl
reinforcements which can be delivered te or withheld
from the other are common features of teaching.
+e.o0econd, there must be a gap between the perfor-
mance of one of the persons, the pupii, and a per-
formance standard held by the other person, the
teacher, ....Third, the person holding the performance
standard must engage in an hypothesized instrumentali-
Tty to close the gap between the performance of the
pupil and the performance standard." '

By "hypothesiged insﬁruméntality" isgmeant that the
teacher predicts and then selecté certain feSponse or responses
which he believes will close fhe gap between his performance
standard and the performance of the pupils he is teaching.
TeaChiné eventuates in learning %9 the Qegree this prgdiction
is true. In case this prediction is not true, specific teaching
act has no value in relation to ﬁhe goals set, This concept of
"hypothesized iﬁétruméntality" is similar to what Smith (1970)
calls "means", by which ends-in-view are reached., For him, ‘
"means" consist of two types of factors : (a) material mean--
subject matter and instructional paraphernélia and (b) procedural
mean--the ways subject mattér and paréphernalia areAmanipnlated

1

and manouvered,

i

"Hypothesized instrumentality" or "means" are, therefore,

primarily important in determining the degree to which the gap



between performance ef pupil and performance standard of the
teacher will be‘bridged. If the gap remains altogether wnbridged,
learning fails to take plaée despite the means adopted by the
teacher and viewed as teaching activity by most of us. To be a
teaching activity, it is not sufficient only to have a purpose
or intention to bring about learning but that it must bring
about learning. If it fails to achieve this, it is doubtful

if the activity can be called teaching. No doubt, logically i%
is correct to accept that teaching may occur without learning
but from the point of view of value judgement, teaching and
learning are not independent. "Téaching is valued when it .
eventuates in learning and not oﬁherwise. That is why we spend
so much time worrying about teacher éffectiveness" (Turner,1971).
The assessment of changes in the pupil, the outcoﬁe; which
reflects degrée of success ér failure of teaching in using
"hypothesized instrumentality" is mest crucial to teaching and
ﬁot trivial as some may believe. What is emphasized here is
that 'end-in-view', in whatever degree it might have been
achie%ed; is not independent of teaching. In any serious
research in teaching, the study of changes in pupil(s) i.ec.,

the outcome of teachiﬁg, needs to be considereq. Iﬁ fhe light
of this discussion, Mitra's (1972) more or less specific and
operationgl description o% téaqhiﬁg "as a series of acts carried
out by a teacher and guided by the férmulation of teaching task
in a formelised instructional sitﬁation" needs a qualification
with respect to the outcome of teaching;fthe changes in pupil

behaviour, accomplishment of the énd-in-view, the learning.



From the above discussion, teaching may beé conceived

as under :

(a)

it is an inter-personal interactive process,

(p)
(c)
(a)

(2)

()

it occurs in a formalised instructional situation,
the teacher carries on an organised series of acts,

the .pupils learn.
A brief explanation of these concepts now follows

By interpersonal interactive process is meant that it
is a social situation censisting of interacting human
beings. In this interacting process there is the
agent——teacher,ﬁand a pﬁpil or group of pupils. The
interaction betﬁeen'theﬁ may take place in a number of
ways., If may ‘btake -place béfween teacher snd the whole
class, teacher and subgfoups in the class, teacher

and an individual pupil or pupil and pupil. Such an
interactive process is characterised by a cognitive-
affective climate typical of that interaction situation.
The nature and quality of this climate is determined
primarily by the behaviour of the teacher., It is his
behaviour primerily that sets the pattern of this
cognitive-affective climate. Various attempts have
been made to analyze the pattgrn of this climate with

a view to understanding the nature of teaching.

Formalised instructional situation has atleast two

connotations. First it is 'contractual! in nature with

t

not only well defined roles'of the teacher and the



pupil but also an acceptance of these roles by those
involved in the process of teaching., Making psychology
of economic behaviour as the base, Mitra (1972, pp.32)
defines this ‘comtractual relationship® as ‘a situation
where ‘one de;ands and the other supplies.‘ In s

" eaching-learning situstion the demand is from +the
side of the pupils and the supply is from the teacher.
This contractual relationship is a basic parameter of
teaching notwithstanding the observation made by
sympathisers of deschoolers who comment that in our
today's school ngither the pupils demand nor do the
teachérs supply. The second comnotation of formalised
instructional situation applies to the social insti-
tution where teaching is‘carried on, This institution
today is the school and, within it, the classes with

their teachers and students.

(c) By the concept of teacher carrying on an organised
series of acts it is meant that the activity of the
teacher is not ranﬂom and not taking place under the
influence of simple chance. Rather the teacher
arranges wWell-thought-of and plamnmed activities in
his classroom with the intention of previding learning
experiences to hié students. These planned activities
are the means and include what Smith (1970) has called
the 'material mean' and the 'procedural mean'. Material
meanﬂis concerned %ith 'subjéct matter and iﬁstructional

paraphernalia' and procedural mean with the 'ways

subject matter and paraphermalia are manipulgted and



(a)

manouvered'. Certainly, there appears to be a great
scope of §ériations of procedural mean which may be
helpful for different types of learning outcomes in
different sets of students. The decision of selecting
series of acts is again intimately related to establish-
ing learning butcomes on the one hand and devising
methods of measuring and evaluating learning on the
other. This is not to say that establishing learning
outcomes and devising methods of measuring and evalua-
ting learning are components of teaching process but
that these are important functional variables in a
total teaching-learning situvation. While evaluating
effeotiveness of organised series of acts of the
téacher, these two variables do come up for considera-

tion and provide data about effectiveness of teaching.

Teaching devoid of the concept of pu@ii learning is
meaningless from valuational view point., Even from
contractﬁa; standpoint teaching has no value if nothing
has been supplied by the teacher in response ﬁo the

demands of the pupil. What for is ‘there teaching if

_that does not lead to some learning? Conceiving teach-

ing. a8 independent of learning has no stand where formal

attempts are made in teaching with a definite goal.

SQURCES INFLUENCING CLASSROOM TEACHING :

How should one teach? Answer to this question has. come

mostly from sources other than empirical research in teaching.

Some of “the important sources that have influenced teaching



practices in schools over the years are (a) personal experience
as a learner (b) philosophical interpretation of fhinking (c)
theories of learning. The impact of these sources on teaciiﬁg

will now be briefly discussed :

(a) Personal Experience as a Learner :

4

The adage that one teaches the way one was taught
-during his school days is n;t only familiar but often true. We
often defend our teaching by citing a number of instances from
the classes of our teacher who ftaught us in our school days.
We quote some of the examples that might have influenced us
either way and, now, form a part of our vivid impression. These
impressions are personal for a teacher, but they do influence
the way he will be behaving in his classroom and the degree to
which his students will learn. While teaching, he tries to
cast himself in the model of his teacher(s), teach the way he
thinks he was téught best and gvoid teaching the way he did not
like in some of his teachers. It appears a gradual process of
modelling over the years as a student has influenced his teaching
behaviour now, How much is he aware of this influence is perhaps
not eagy to answer categorically but that, at times, he does
analyze it in this light is an indication that those personzl

experiencesdo form a part of his teaching repertoire.

(p) Philosophical Interpretation of Thinking :

Teaching may also be influenced by what philosophers
have said about thinking. For example, the attempt of Kilpatrick

to formulate method of teaching has its root in Dewey's theory



of logic and knowledge. Kilpatrick who advocated the project
method suggested that teaéhers should involve learners in
activity aimed at solving problems. These problems should be
real to the learners and about which the learners feel genuienly
concerned. The job of the teacher is to help students plan,
execuﬁe_and evaluate their work., It is suggested that even
skills such as reading and multiplication could best be develop-
ed through the activities carried on during the participation in
the project.

(c) Theories of Learning :

Theories of learning have profoundly influenced classS-
room teaching practices. A theory of learning attempts to
provide answer to the question how learning takes place. As
there is not one answer to this gquestion, there are quite a few
schools of thought about how an organism learns. Thus we have
several theories of learning which, often, compete with each
other. Some of these theories are the out-growth of experienced-
based-speculations whereas others have grown out of systematic
iﬁvestigation of learning. A brief discussion of how these
theories of learning have influenced teaching practices may be

in order at this point.

Barlier theories of learning that have greatly influenc-
ed teaching practices are (i) theory of mental discipline (ii)
theory of natural wnfoldment and (iii) theory of apperception;
Theory of mental discipline, whicﬁ itéelf derived ifts psycholo-
gical basis from faculty psychology, propounded that training

the mind through exercise strengthened mental faculties in the
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Same Way as physical exercise strengthen bodily muscles. The
process of teaching should, therefore, attempt to increase these
mental faculties. Conéequently, curricular experiences provided
to students were selected on the basis of their uwtility o
strengthen the mental faculties and methods adopted to provide
these experiences were guided by this consideration of disci-
Plining the mind which often included even severe punishment,
Theory of natural unfoldment stems from the belief that man is
naturaglly good and dyyamic. Rousseau expounded this view point,
Pestalozzi and Froebel applied this point of view in their
npedagogica; thinking. Teachers were urged to permit freedom

to their students, so that their minds could unfold themselves
naturally. Imposition of idegs and beliefs were forbidden as
that would stand in the way of this natural unfolding of the
mind. Theory of apperception is idea-centred. Apperception is
a process of associating new ideas with the old ones. Herbart,
using the concept of apéercepﬁion as the base, suggested that
real work of teaching was to aim at formation of apperceptive
mass. The task of teaching is %o link present appropriate
experiences with background experiences, The teachers should
start with the experiences which pupils already have and enrich
these experiences. Teacher colleges are familiar with the
Herbartian steps of "preparation, presentation, associatien,
generalization and application" (Samuwel Ball, 1970) that they
have been demanding from their students %o fo}low feligiously

in their lessons.

Some of the learning thefories that were developed

in this century and have influenced teaching are (i) S-R bond



11

theory (ii) Ciassical conditioning (iii) Reinforcement theory
and (iv) Insight theory. S-R Bond theory with its implication
for feaéhing was developed andApopularised by Thorndike. As is
well known, thie theory assmmes that in learning, specific
responses get linked with specific stimwli. This S-R bond,
according to Thorndike, has a neuvral basis agnd is formed by
random trial and error. The famous laws of 1eafming propounded
by Thorndike found ready acceptance in classrooem practices., In
classical conditioning, an organism learns to respond to a new
stimulus in the same, or similar way it responds to the old,
unconditioned stimuwlus. Basically there is stimwlus substitue
tion. Skinner definéd reinforcement in operational terms. Any
stimulus is reinforcer if it increases the probability of a
response occuring again. Basically there is response modifica-
tion in thié learning theory. One of the greatest contributions
of Skinner is gpplication of his theory to the development of
the field of programmed instruction. This approach to auto-
instruction is not 6nly a new approach to instruction but is
also a chasllenge to age-o0ld classroon %eaching practices, The
Gestalt-field definition of insight is a sudden awareness of
meaningful relationship between objects, situwation and processes.,
When confronted with a problem, learning often occurs through
insight. Teachers are exhorted to arrange experiences for their
students, so that they are able to see relationship and thus
learn., More recently works on modelling (Bandura, 1963), princi-
'ple learning (Gagne, 1965) and problem solving (Ausubel, 1968)
appear to be ﬁotential soﬁrces of learning theofies that can l

influence teaching practices.,
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1.3 THEORY OF LEARNING OR THEORY OF TEACHING

The belief that kmowledge of learning theory can be
‘directly wsed in teaching is examplified by this statement, "a
given theory of learning implies a set of classroom‘practiceé.
Hence, a theory functions as an analytica} tool; its exponents
can use it to judge the quality of a particular classroom
situation" (Bigge, 1964)., This view is held by many who think
that theory‘of learning is adequate for teaching. If we have
an adeguate theory of learning, then the teacher must make use
of that theory. Teaching must thus, be a kind of "mirror image"

of learning. .

Learning theorists believe that research findings on
learning can provide a set of principles that can be applied to
the instructionsl process, .Thorndike‘s suggestions as Yo how
to apply his laws of learning in claséroom teaching still have
a profound influence én practising teachers., Among the recent
psychologists are Skinner, Cronbach and Gagne who hold that
learning theories have the potential for developing the psycho-

logy of teaching.

The outstanding contribution of Skinner (1954) has
been in the area of programmed instruction. Cronbach ({963)
holds that there are seven elementis of learning, viz; éitua%ions,
personal characteristics, goal, interpretation, action, -conse-:
’ quencés and reaction to thwarting. Also, he holds that ény
teaching situation is characterised by feﬁr problens, viz;,

organizing of curriculum, ﬁ@tivating the learner, providing for
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individual differences and evaluation of teaching. He argues
that Sevén elements of learning when combined with the fowr
problems of teaching can present a model of instruction. Gagne
(1965) has offered a model of eight types of learning con81st1ng
mf 81gna1 learning, stimulus response learning, chain learning,
verbal association, multiple discrimination, coencept learning,
principle learning and problem solving. These eight types of
1earniné are arranged in a hierarchy froﬁ.signal learning to
problem solving and are basic to individual as well as classroom

teaching,

Against those who insist that learning theories are
adequate for developing psychology of teaching are those who
hold that this position is not tenable. They point to the failure
on the part of the learning theorists to come forward with ade-
quate and comprehensive psychology of teaching. Inspite of a
number of theories of learning, c¢lassroom téacheré have not been
benefitted much. Gage (1964) argues that if our aim-is to
develop a science of teéchiné, learning theories will not help.
We will have to study how in a teachlng~learn1ng 51tuatlon, one
behaves 1nj§1uene1ng another individusl to learn. What are the
structures and components of such teaching behaviours that
eventuate in learning, should be the concern of those trying
to develop theory of teaching. .Bruner (1966) thinks of a theory
of learning as descriptive and suggests_that>a theory of teaching
should be prescriptive. How learning takes place in an organism
is quite different ffem how an individual should be taught.
These two sets of body of knowledge are different with réSpect

to the process studied as well as the procedure adopted to study
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that process. Smith (1970) has pertinently expanded this idea :

"It is often‘assumed that if we know how learning
occurs, we thereby know hoew to teach e.g., if we know
how individuals solve problems, then we know how %o
teach by the problem solving method., To teach, in
this view, is to see that the individual does the
operations that problem solving requires. We camnot
go directly from theories to practicél applications
because there are particular problems that arise with
respect to both materisls and procedures. To apply
any theory one must understand the phenomenon to
which it is to be applied." ...."It is just as
necessary to understand the phenomenon of teaching

as g condition of applying ideas and principles to
it, as it is to understand the principles and ideas
themselves, We must first identify and describe

the dimensions of teaching behaviour before we can
think of realistically about concepts and principles
relevant te its control."

*

RESEARCH IN TBACHING

What is research in teaching? How is it related to

research in learaning? Attempts have been made to define the

boundaries of research in learning and research in teaching.

Gage (1968) gives a convincing ansver to this problem by stating

as folliows

"Research on learning deals with all the conditions,
under which learning, or a change in behaviour due
to experience, takes place. Research on teaching,
on the other hand, deals with a subset of the condi-
tions under which learning occurs in one person,
namely, the conditions established by the behaviours
of another person, called the teacher.,"
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Thus it is clear that research on learning is élobal
a8 it studies all the conditions that bring about changes in
behaviour as a result of exposure to experiemce. 4s such, for
the study of changes in behaviour the conditions ﬁay be arranged
for human or infrahuman, in situations that may range from pure
laboratory through natural settings. The chief focus of research
in learning has been to try to learm how an organism learns. We
are aware that different theoretical orientations backed by
different experimental designs on learning have led to formula-
tion of a number of theories of learning. . Research in teaching,
on the.other hand, focuses on tﬁe study of only those conditions
which are determined by‘the behaviours of the teacher in an
organised instructional situation and as they are related do

learning in the pupils.

From the above, it may be obvious that if research in
learning representé the whole, research in teaching is a dimen-
.Sion of that whole--a dimension that concentrates en study of
changes in pupils as a consequence of conditions set by teaching
Eehaviours. Research in learning is a more inclusive and global
field of study whereas research in teaching has a restricted and
specific field of study, viz., the field of teaching which

focuses on the teacher, teaching process and pupil change.

The Stanford Centre for Résearch and Development in
teaching has suggested a conceptual paradigam of research in

teaching. This paradigm is.reproduced below (Gage, 1972) 3
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In the above conceptual framewerk, the domain of
teacher behaviour and teacher characteristies is at the centre.
This domain consists of variables which can be considered both
as independent as well as dependent variables. If teacher beha-
viour and characteristics are considered as independent variables
and student learning as dependent variables, then we have research
on teacher effect (Gage prefers to talk of teacher effect and not
effectiveness in oider td avoid value judgement gnd maintain
neutral attitude of the researchep). On the other hand, if
teacher education procedures serve\és @ndependent variables and
teacher behaviour and characteristics as dependent varigbles,
then we have research on teacher education. Here teacher educa-
tion procedures include selection proged;res bf teachers, informa-
tion input and skill develepment training etc., as independemt
variables, Accepting the ab&ve paradigm a8 a conceptual frame-
work, research om teacher effectiveness can be conceived in
terms of presage, process and product variables. These terms
were first used by Mitzel (1960). Presage variable is one that

exists and is measured before the teaching starts, as for
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example, measuripg a teacher trait of warmth towards pupils,

The corresponding process variable of warmth towards pupils would
be some behaviourally specified measure of ﬁarm acts while teach- -
ing. FProduct variable in this case would mean an educational
outcome such as pupil learning or change in attitude logically
related to teacher warmth. Research on teacher effectiveness has

considered these three variables in the following manners :

1. BStudy of presage - product variables

2o Study of presage

process variables

product variables

3. Study of‘process

Rosenshine and Furst (1971) make a distinction between
process—product studies and exPerimeﬁtal classroom studies.
According to them process-product research includes "correlational"
studies only in whipﬁ "nagturally eccuring behavioursé are related 4
to student outcome measures whereas in experimental classroom
studies the "experimental teachers are trained te exhibit, speci-
fic instructional behaviours" gnd their effect om pupils are
compared ﬁith effect on pupils taught by control group teacﬁersa
However, so far as the present investigation is concerned, such
distinction has been aveoided because if process-product studies
try té relate "observed teaching behaviour to student change
measures" (Mitzel, 1960) then they should include both the
correlaﬁioﬁal as well as experimental classroom studies. If a
study focuses on finding relationship between observed teaching
behavieur and student change ;t may be iﬁcluded under procesSs—
product research irrespective of whether one is observing

"naturally occuring" teaching behaviours or treatment induced
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teaching behaviours, VWhen conceived in this sense, process-
product studies can either be correlational or experimental in

designe

Research ;n teaching has been going on almost as leng
a8 research on learning (Gage, 1968). Some studies were corducted
in 19105 and 19208 and guite a few more made during the 1030s.
Since early 1950s research in teaching has indeed become extensive
both gmantitatively as well as gualitatively. Research in teach-
ing has been guided by the desire. to find dependable answers to
the problem of teacher effectiveness, The quest, which has a
practical outleok, is to find answer to the question of "how to
define, identify, measure, evaluate and train for teacher effec-
tiveness.," It is a quest for finding ways and means of discrimi-
nating more effective téaching from less effective teaching, to
find out elements of teaching behaviour as they are related to
pupil chénge. Looking at the role of a eclassroom teacher in our
éontem@orary educgtional scene, the pfoblem of reéearch in teaching
with its emphasis on studying teacher effectiveness is not an
idle one, BExposure to good or bad teaehing is in the lot of all
those who, iﬁ our society, are to go through the process of
formal schooling. That researéh in ‘teaching has 3 practical4
orientation right from the beginning is illustrated by the
research attempt of Stevens (}912) who inveéfigating gquestioning
practices as a measure of "efficiency of instruction" concluded--
rather hastily--that "a large number of gquestions is'an indispu~
table index of bad teéching (except in some modern language and
developmental lessons).... é small number of guestions deoes not

necessarily indicate good teaching,"
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Despite its long history, research in classroom teach-
ing haé been largely unsuccessful, "We remain very largely
ignorant of how teaqhers affect the intellectual and emotional
development of the pupils they teach, and more significantly
Wwe remain very largely ignorant of how best to go about developing

this knowledge" (Nuthall and Church, 1973).

The trend of research in teacher effect, as conceived
in Gage paradigm, has been broadly classified by Mitra (1970)

into (a) Criterion approach and (b) Interaction approach.

(a) Criterion approach is "concerned with the criteria of
feéchﬁr competence which are then sought to be predicted by a

set of variables involving teacher personality and its antecedents
and environmental or situational factors. Teaching enters into
this model only as a secondary variable and in a global manner,
chained to the antecedent variables of personality and situation
on the one hand, and to the consequenceé of teaching, leading to
some measurable degree of effectiveness as defined by a set of
criteria, on the other hand". In this approach the focus is to
find relationship between critéria of teacher competence and

his personality and demographic characteristics. For example,

an attempt 4o discover relationship between achievement (reflect-
ing one of the criteria of teacher effect) and teacher emotional
ad justment (reflecting his personality characteristic) may be
classified‘as belonging to criterion approach of research in
teacher effect. For Mitzel (1960) this approach includes
primarily the study of preSaée - éroduct variables ., Presage

variables encompass teacher characteristics such as his attitudes,
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educational view points, emotional adjustment and intelligence
etc., which are, what Mitra has termed, "teacher personality

and its antecedents and environmental or situational factors."
Product variables, on the other hand, encompass the "consequences
of teaching," some educational owbcome logically related to
presage variébles. Product_variables may be more learning,

pupil attitude change, pupil metivational change etc., assessed

with the help of relevant eriterion measures.

Research in teacher effeet using eriterion approach
ﬂas reiatively a long, voluminous and at the same time, noet so
suceessful history. These studies have concentrated primarily
on investigating two‘categories of teacher characteristics as
they are related to different criteria of teacher competence
viz. (i) teacher personalitf - characteristics such as sense of
humoui, sympathy, enthusiasm, emotional adjustment and (ii)
teacher biographical and test data such as age, sex, teaching,
experience, intelligence gquotient, social siatus. The criteria
of teacher competence often used in these studies have been
student or .supervisor ratings of teaching, increased participa-
tion of students in academic pursuits or student achievement.
An example of this approach to research in teacher effect is
the monumental work of Ryans and his associates (1960). In
India some isolated studies have been done, as réported by
Jangira and Sharma (1974), in which attempts were made to find
relationship betweeh teacher vafiables and ‘teaching efficiency.
For example, study of Samantaroy reported in the above survey
Showed g positive relationship between teacher adjustment and

teaching efficiency.
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(b) Interaction approach, on the other hand, "considers
%eéching'pfocess more directly, but considers it as’claésroom
social interaction. The teacher in a class of students does
something and the pupils do some other things. The focus is on
an accurate description of this segquence of classroom events of
teacher-pupil interactiénal»behaviour. Here the emphasis is en
what gsetually goes on in the claserOm"(Mitra; 1970), Paying
direct research attention to teaching is about four<deCades old

if we take work of,ﬁérr (1929) as the begimming, although Some
earlier isolated instancés of such effort are found in the studies
of Stevens (1912) who investigated questioning préctices as a
measure of instructional efficiency, Horn (1914) who developed a
system for recording partiéipation of pupiis in‘different kind

of classes and Puckett (1928) who developed a System for observing
and recording various kinds and levels of verbal participation

by pupils. Wrightsone (1934) used code entries for nine specific
wnits of verbal behaviour. ﬁis emphasis was on developing an
instrument for research workers studying the "experimental social-
‘péychology of the classroom." Round about the mid-century inter-
action approach to studying teaching started gathering accelerated
pace. This was due to a number of reasons, the most important
being the growing feeling among researchers in this area that

this approach could take them nearer to the understanding of the
complex problem of teaching than the criterion approach. This
trend of shift in research emphasis from criterion‘ma interaction

approach has been sumed up by Bloom (1972) as follows 3

"O0f late, there is a growing consensus among
researchers that it is the teaching not the
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Yeacher that is key to the learning of students.,
That is, it is not what feachers are like but what
they do in interacting with their gtudents in the
classroom that determines what students learn and
how they feel about learning and about themselves,"

The focus in this approach is to study functional
relationship between process of teaching as independent variable
and product of teaching as dependent variable as against presage =~
product studies where functional relationship is searched between
teacher variables and product of his teaching. The process of
teaching is conceived in terms of interaction between teacher
and pupils and amongst pupils themselves. This interaction,
which is socio-psychological in mature, generates a classroon
climate, the nature and quality of which "determines what studepts
learn and how they feel about themselves." Various attempts have
been made to study élassroom interaction and this.has led to the

development of a new technigue of study--the interaetion analysis,

1.5 INTERACTION ANATYSIS :

As applied to classroom teaching, "the term interaction
implies an action-reaction, or a two-way influence which may be
between individuals (e.g. pupil-pupil, teacher-pupil, or teacher-
target), or between éroups or between materials and individuals
or groﬁps" (Tisher, 1972). The elements of inter#o%ion is usually
inferred frém the behaviours of persons engaged'in interaction
situation being studied. These behaviours may be verbal or non-
verbal and contribute té the cognitive and affective dimensions

of the classroom interchanges.
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Interaction analysis is a technique to analyse the
nature of classroom interaction and has developed, during the
last two decades or so,\krom the need and motive to discover
what goes on in classroom teaching. Flanders is considered by
many a8 the chief exponent of interaction analysis. According
to him "interaction analyéis is a label that refers %o an& tech~
nigue for studying the chain of classroom events in such a fashion
that each event is taken inte consideration., An observer sits in
the classroom, or views g video-sound play-back, or just listens
to a voice recording and keeps a record of the flew of events on
an observation form" (Flanders, 1970). This is a technique that
attempts to provide more objective data about what goes on in
the classroom interaction. With the help of this technique it
is possible to capture elements of the elusive process of teach-
ing as well as the cognitive-affective climate this process
generates in the classroom. Iﬁ helps in capturing the quantita-
tive and gqualitative aspects of classroom interaction by studying
its dynamics. According to.Flanders (1970), interaction analysis

serves the following purposes :

1. to study teaching behaviours by taking into account
“ events that occur during classroom interaction,
2e to help a teacher develep and control his teaching
behaviours, Planned aéquaintance with one's patterns
of interaction can not only help a teacherﬁin acquir-
ing an awareness of his teaching behaviour but also
in manipulating and controlling his teaching behgviour.

In fact, Ober and his associstes (1971) have elaborated

this theme of awareness and control of ones teaching
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behavioﬁr in a whole volume,

3 to discover the reason for the variations’which occur
in the chain of classroom events., This will help in
understanding teaching behaviour and its relationships

to classroom interaction and educational outcomes.

Beginning of interest in anaiyzing social interaction
can be traced back to the work of Andersom (1939). He reported
a study that aimed at developing reliable téchniéu@ for recording
dominative and integrative behaviouwr which teachers use with
~kindergarten children. He used the typology of "dominative"
and "integrative" contacts to explain classroom~interactioﬁ.
Domination was defined as the behaviour of a person "who is
inflexible, rigid, deterministic, who disregards thekdesires or
judgement of ofhers." On the other hand, integrative behavieur
was characterised by.being non-eoercive, open minded and consis-
tent with the scientific approach. Lewin and his associates
(1939) reported a summary of a series of experimental investiga-
tion of group life under autocratic leadership and democratic
leadership. Some,of the findings were that hostility was 30
times frequent in the awbocratic group as compared to the demo-
cratic group. Much of the aggression was directed tovards
scapegoats within the group and none of the aggression was
directed toward the aubocrat. Evidence indicated that lack of
aggression was not caused by lack of frustration but'by the
repressive influence of the autecrat; Withall §T949) developed
a technique for asséssing the secial-emotional élima%e in glass—
room. His category system included seven teacher statements.

Categories 1, 2 and 3 were learner centred and categories 5, 6
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and 7 were teacher éentred. Categorj 4 was neutral with no

influence on either set. Bales (1950) developed a'12-category
system to analyse interaction in‘smali groups and it has been
found by him that these categories reveal differences between

more effecti?e and less effective problem solving groups.

1 46 OBSERVAT IONAL SYSTEMS :

A

Since the work of Anderson (1939) many researchers
have evinced keen interest in-analysiﬁg cléssroem intgréctiem.
Ameﬁg them, the work of Flanders stands prominent for its sus-
tained effort. Different researchers, guided by -theoretical
frame-work of their own, have focussed their attention on
describing certain aspects of what occurs in classroom inter-
action. Because of complexity of evepts that characterise
classroom interaction, different investigators have designed
their observational systems from a number of different pers-
pectives., Most of them have concentrated on studying only verbal
interaction with the result that mest of the systems provide
data about verbal communication only. Again'scmg researchers
have focussed on affective dimension of the classroom inter-
action, some on cognitive dimension and a few on both. The net
result so far has been theydevelopment of ninety twe observational
systems (Siﬁon and Boyer, 1970) which is one of the most Signi-
ficant dévelopment in the area’of classroom research. Observa=-
tional systems may be classified into two basic kinds :
(i) sign system and (ii) category system, (Ober et. al, 1971).
& éign system consists of a list of behaviéqfs and tﬁe obser§er

goes on checking in some manner each behaviour that occurs
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during interaction. The behaviour is checked once during the
period of observation_even if that behavieur occured more than
once. The Florida Taxonomy of Cognitive Behaviour developed by
Brown and his associates is an example of a sign system (Simon
and Boyer, 1970). The category system consists of 1ist of
classifications.of behaviours., The observer at regular interval
determines in what category‘the observed behaviour fazlls and
records“that category number. Thus the sequence of the behaviour
events are preserved. Flanders Interaction Analysis Categoery
System is an exXample of the category system. Underlying all
these attempts are not only the motive %o previde empirical basis
for the development of more effective educational practices but
also to provide tools for research in teaching. In the para-
graphs that now follow a brief descriptien of a few represen-

tative systematic observational systems is presented :

(a) Flander's Interaction Analysis Category System (FIACS)
6Wés its origin, ;tleast in part, to earlier works of Anderson -
(1939), Lippit and White (1943) and Withall (1949). Anderson

ﬁho studied dominative and intégrative behaviour in classroom
interaction not only developed a reliable technique to measures
behaviours but also, later on, used it in understanding classroom
climate. Research of Lippit and White investigated authoritarian,
democratic. and laissez~fair leadership. This woerk supported the
findings of Anderson and his associates and thus emphasized the
importance of considering social interaction in terms of domina-
tive and integrative contacts. Following the analysis suggested
by Withall (1949), Flanders devised a simple ten-category system

for analysing classroom interaction. He conceives of teacher
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exerting indirect or direct influence in the classroom and these
concepts are parallel fo ﬁhs earlier concepts 6f integrative and
dominative climates of Amderson (1939) and democratic and agubho-
ritarian leadership of Lippit and White (1943). Flanders' ten-
category system, which measures affective dimensien of thé class-

room communication, is presented in the follewing table :

Table 1.1

Flanders' Interaction Anplysis Categories (FIAC)

1. Accepts feeling. . Accepts and clarifies an atti-
tude or the feeling tone of a pupil in a nonthrea-
tening manner. Feelings may be positive or negative.
Predicting and recalling feelings are included.

2. Praises or encourages. ZPraises or encourages

pupil action or behavior, dJokes that release tension,
- but not at the expense of another individua; nodding

head, or saying "Um hu?" or "go on" are included.

3+ Accepts or uses ideas of pupils. Glarifying,
building, or developing ideas suggested by a pupil.
Teacher extensions of pupil ideas are included butb
as the teacher brings more of his own ideas into
play, shift to category five.

RESPONSE

T ALK

4. 4sks guestions., Asking a question about content
or procedure, based on teacher ideas, with the
intent that a pupil will answer,

5. Lecturing. Giving facts or opinions about con-
tent or procedures; expressing his own ideas, giving
his own explanation, eor citing an authority other
than a pupil.

TEACHER

6, Giving directions. Directions, commands, or
orders to which a pupil is expected to comply.

7. Criticizing or justifying authority. Statements
intended to change pupil behavior from nonacceptable
to acceptable pattern; bawling someone out; stating
why the teacher is deing what he is doing; extreme
self-reference,

INITIATION
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8. Pupil~talk--response. Talk by pupils in response
to teacher. Teacher initiates the contact or soli-
cits pupil statement or structures the situation.
Freedom to express own ideas is limited.

9. Pupil-talk-~initiatien. Talk by pupils which
they initiate., Bxpressing own ideas; initiating
a new topic; freedom to develop opinions and a
line of thought, like asking thoughtful guestions;
going beyond the existing structure.

PUPIL TAILK

INITIATION [RESPONSE

10. Silence or confusion. Pauses, short periods
Silence of silence and periods of confusion in which commu-
nication cannet be understood by the observer.

First seven categories are related to teacher~talk,
category 8 and 9 are related to pupil-talk and category 10
records silence or confusion in the classroom interaction. Oub
of seven teacher-talk categories, categories 1, 2, 3, and 4
are assumed te contribute to indirect influence in the classroom,
categories 5, 6 and 7 are assumed to contribute to direct
influwence in the classroom. Observers can be trained to use
this system after a brief training. Flanders (1970) has also
suggested a 22-category system which he has devglopéd by subs-
cripting some of the categories of his basic 10-category system.
He believes that subdividing these categories helps a researcher-
in investigating a unique problem. Thereafter, the data can be

collapsed back to the basic system,

A number of studies using the basic 10-category system
have demonstrated the usefulness of this system. For example,
Buch and Santhanam (1970) reported the applicability of this

technique in Indian situation. Many category systems have been



29

developed making Flanders' system as the base.

(p) Ober et. al. (1971) have suggested two @bsérvational
syétems - Reciprocal Cafegory System (RCS) and Equivalent Talk
Categories (ETC). The RCS was developed by Ober and the EIC by -
Bently and Miller. The RCS is a modification of Flanders!®
interaction analysis category system and is mainly concerﬁed
with Socio;emotional climate of the classroem interaction. Thié
system contains nine categories for the teacher talk and the
same categories are applied for student-talk also. For example,
category number 2 (Abcepts: accepts the action, behsviour,
comments, i&eas, aﬁd/@r contributions of anether, poesitive
reinforcement of these) is assigned to teacher talk and the
Same category is also assigned to student talk as category
number 12. The assumption is that "for every teacher verbal
behaviour that can either be observed in the classroom or
theoretically conceived, there exists g corresponding student
verbal behaviour" (Ober et. al. 1971). Category number 10
refers to silence or confusion. The BICw-RBquivalent Talk
Categories~-is concerned with the cognitive dimension of the
classroom communicatien, This system aéain contains 9 cate-~
gories that applies to teacher talk as well as student talk,
'Oategory 10 is meant for pause and silence in which there is

absence of verbalization.

(ec) Amidon and Hunter (1967a) have suggested a twentyfour
fléxible categories system which is an extended version of
Planders' system. In seeking the extensioen of the categories

the authors claim to have drawn from the work of Hughes, Taba



and Gallagher and Aschner.,

The ten basic categories are
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retained but subdivision of all the categories except 1, 5 and

6 have been done.

the following table :

Table 1.2

Modified Categories - Amidon and Hunter (1967)

The modified categories system is given in

1o

Accepts feeling

2a. Praises
2b. Praises using public criteria
2c, Praises using private criteria
§ ‘ 3  Accepts idea through :
< (a) description
(b) inference
B (e) generalization
4,  Asks :
- éa) cognitive memory question
- b convergent gquestion
(c) divergent question
H (d) evalustive gquestion
: 5e Lectures
i 6. Gives direction
= 7a. Criticizes
Tb. Criticizes using public criteria
Tc, Criticizes using private criteria
e 8s Pupil response :
= (a) description
™ gb) inference
e c) generalization
. 9. Pupil initiatien :
A (a) description
@0 (b) inference

(e¢) generalization

10a. Siience
10b. Confusion
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The auwthors think that the system can be used "as a

feedback tool, to analyse one's own teaching, to think about
and formulate questions, to role-play behaviours in fthe college
classroom, to observe teaching patterns and to‘diagnoSe teaching

probleﬁs."

(a) Bellack and DavitZ (1963) made use of the theoretical
frémework suggested by'Wittgenstain and developed a Sysﬁem of
classroom verbal interactien for use in their study. 1t was
assumed by them that verbal interaction in a classroom between
teachers and students can be conceived as moves in a 'game’
which follow certain implied rules of behaviour. A fﬁrtheé \
assumption uvnderlying their work was that "the meaning of a word
is 1t%s use in the language." Thus the system of analysis
developed by them focussed on the functions of language in
classroom-communication, This system of analysis of classroom
discourse considers six aspects of meanings viz., pedagogical,
substantive, substantive-logical, instructional, imstruction-

logical and emotionsl,

Pedagogical meaning refers to the ways verbal state-
ment of a person defines his function ash teacher in the class-
room interaction. Four pedagogical movés identified by these
reséarchers are structuring, soliciting, resébnding and reacting.
Substantive meaning refers to the content/subject matter being
discussed in the classroom. Substantive-logical meaning refers
to the logical processes involved while dealing with subject
matter discourse. Included in this are three logical processes
Vize., analytic, empirical and evaluative. Analytic category

means defining terms or interpreting statements. Empirical
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category means stating facts and explanatiens. Evaluative
category includes giving opinien and justifying reasons in
defence of an opinion. Instructional meaning includes classroom
management and other proéedures followed during classroom dis-
course, Instruétional—logical meaning aspect has categories
parallel to the categories under substantive-~logical meaning.
But the categories of instrus%ion-lagical meaning are related

to instructional process. Emotional meanings include three

categories, namely, valence (pleasant-unpleasant), potency

(strong-weak) and activity (active-passive).

(e) Smith and Meux (1970) developed an observational
system which is primarily'concérned,with the logical and seman-
tic quality of)teacher verbasl behaviour. As empirically oriented
philosophers, their work has focussed on logic of teaching, the
logic of verbal transactions in the classroom. They have
identified two basic forms of thé unit of discourse viz.,

episode and,ﬁanologue. An episode is defined as "one or more
exchanges that comprise a completed verbal transaction between
two or more speakers," A monol6gu§ is defined as "the solo
performance by a speaker addressing a group." Their system
contains thirteen logical operations out of which eight repreéent
basic categories of analysis and the remaining five are used to
ideritify entries in coding and not in describing th@}logic of
particular épiécde. The eight bésic categories of logical
processes are defining, designating, classifjing, comparing-
contrasting, conditional infering, explaining, evaluating and
opining. "Smitids' conceptualization of the logic of teaching,

his views. on the inter-relationships among language, logic, and .

1



33

psychology; and his emphasis on rigerous empirical research
have established significant guidelines for subsequent investi-
gations in this area. In addition to the particular system of
analysis_ he has developéd, his emphasis on cognitive processes
has provided impetus for other researchers interested in the

study of classroom interaction" (Davitz, 1970).

(£) Davitz (1970) reports the category system developed
b&”Gallagher and ﬁschnér. Making use of the concept of "opera-
tions of thinking" which is one of the dimensions of the
"structure of intelleet" developed by Guilford (1956) on the
basis of a factor analyfic study of mental test perférmance,
Gallagher and Aschner have presented five categories for analy-
zing classroom discourse. They are (1) Gonvergentwﬁemory. This
category inciudes such thought proceésés as recogﬁition, rote
memory and selective recall, (2) Divergent thinking refers to
analytic and integrative cognitive processes that occur within
a distinctly structural frame-work, (3) Evaluative thinking is
concerned with jﬁdgements based on perscnal value, (4) Divergent
thinking refers to cognitive processes that presumahlﬁ involve
initiative, 6pontaneity, ideational fluwency, origimality,
flexibility and other related characteristics, (5) Routine is
concerned with management and conduct of the class. 1t is not

directly concerned with thought processes,

This' system does not suggest the desirability of one
‘or another cognitive process. The system is developed from
psychological research of Guilford and is a useful tool for

o3

studying cognitive proceéses manifested in classroom inbteraction.
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1.7 CONIEMPORARY RESEARCH IN CLASSROOM VERBAL
INTERACTION : ) ’ )

The past twenty five yeérs or so have been characteris-
ed by a great deal of research interest in the area of classroom
interaction. As has been stated earlier, this display of keen
interest arises out of the hope ﬁhaﬁ, unlike the "Criterion
approach", study of the précess of classroom interaction might
provide us a body of knowledge that will help us have a‘better
understanding of the complex process of teaching., It is further
hoped that the degree to which this hope is realised will have
a corresponding consequence on the way teachers are‘trained as
well as the strategies they adopt in interacting with their

students in the classroom to achieve instructional objectives.

Reviewing the studies done in the area of 'classroom
behaviour Kliebard (1971) gives two major lines of research
concentrating on verbal 5ebaviour in the classroom. These are
(a) research concentrating on emotional climate of the classroon
énd (b) research concentrating on cognitive dimension of the
classréom discourse. ZEmotional climate fésearch operates
essentiglly within the social-psychological frame-work and uses
such descriptive terms as "authoritarian" and "democratic",
Lippit and White (1943), " dominative" and “integrative" teacher
behaviour (Anderson, 1é39), "learner—centredﬁ and "teacher—
centred" behaviours (Withall, 1949) and "direct influence" and
"indirect inﬁluence"’(Flanders, 1970). Research, on cognitive
dimension of claSSrooﬁ interaction piaces emphasis on the
intellectual level of discourse and uses concepbtual units of
anaglysis ratherlthan arbitrary time-unit. The aim is to study

the cognitive processes that characterise classroom discourse.

s
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The research effort of Smith and Meux (1970) is the most signi-
ficant example of this grea of reseafch. The observation system
developed by them has already been described. They distinguish
between "teacher-behaviour" and "teaching behaviour". According
to them teaching behaviour "consists of those acts that the
teacher typically performs im the classroom in order to induce
learning". Other examples of research on cognitive dimension of
classroom discourse are these of Bellack and Davitz (1963),
Gallagher and Aséhner (Davitz, 1970), Tabs and her sssociates
(1964). '

The overall gains from research in classroom inter—

action so far has been as follows

(1) ' development of a large number of observational systems
) (Simon and Boyer, 1970) which have made it poessible

to obtain precisely quéntified data about classroom
discourse. It is hoped that these "new observational
category systems will play the same role in the
development of a science of teaching as the telescope
and the microsoope have played in the development of
the physical and biological sciences" (Nuthall and
Church, 1973).

(1i) accumulation of a substantial body of knowledge about
’ classroom teacher-pupil behaviour. We knmow more than
ever before about how our teachers interact with their
pupils while teaching. This knowledge is primarily

concerned with verbal interaction patterns.
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(1ii) * research programmes have been developed to help
teachers change their classroom behaviour using

interaction analysis category system.

(iv) a large number of correlational studies to find rela-
tionship be%ween teaching behaviour and pupil change
have been conducted in natural classroom situation.
Some of these.precess—product studies which used
‘high inference measures' have revealed that such
%eaching behaviour variagles as cognitive clarity,
use of variety of procedures, enthusiasm, business
like manner, oppertunity given to pupils, use of
pupil ideas, structuring statements, general indirec-

tedness are related to student achievemente

(v) an awareness about the need for conducting more
controlled experimental studies in the area of

teacher~-pupil classroom interactione.

(vi) a growing belief that it is possible to search for
. theories of teaching by conducting controlled research

in c¢lassroom interaction,

Some of the gains of research in classroom teaching
enumerated above give an indication of the progress made so far
in understanding the complex process of teaching. This should,
hovwever, not create an impression that we are at the threshold
of unravelling its complex nature. On the contrary, it may be
confessed that we are still far away from the goal of finding

an adequate answer to the problem of teacher effectiveness, This
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failure has not only reinforced the attitude of the sceptics

but has also produced a shade of disappointment among some

of the researchers. Nuthall (1973) suggests that this state

of affair should encourage usﬂin dévising other ways of look=~:
ing at the data and of conducting research. He adds "it is
foolish to give up because an immediate pay-off is not evident.
Surely if scientific enterppise means anything in the educational
context, it does not mean quick returns in the research bhased
platitudés, but a procedure for coming to wderstand the genwuine
mysteries that confront uws. 4And the natwre of teaching is just

such a mystery" (Nuthall, 1973).



