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1,05 THE PRESENT SIUDY ¢

The present study entitled "Effect of Various Treabments
on the Acquisition of Teaching Skills through Microteachingh is an
experimental study, It pertains to the area of in-service Geachers!

training for the classroom teaching performances.

It aims gt studying the efficacy of various feedback
treatments on the acquisition of five teaching skills on the
development of general teaching competences It also aims at studylhg
the relative effectiveness of bthe microteaching under various feed-
back treatments on the acquisition of those skills compared to the
integrated skill~-based tradibional prachice teaching on the
development of global teaching competence. As five beaching skills
have been used»during practice\sessions under different feedback
treatments, more specific study is also taken upbn the efficacy
of acguilsition of specific skills during practice on the ability
0 uge these skills in macrdwsituationss The study also aimé to
find the effect of the acquisition of teaching skills under
different feedback treatments oh the attitudes of tgachers Gowards

teaching, as well as, to study their reactions Sowards microteaching,

This experimental study has besh conducted on
in~service teachers of secondary schools. The various feedback
treatments are : self~analysis through audiotape, supervisory
feedback, supervisory-cum-audiotape feedback during micro-

teaching and the cohventiohal supervision during



practice teaching as in the teachers' training institutions but,
hé,ving skill-based approach, The five teaching skills for
acqulsition are: Probing qQuestioning, Explaining, Illustrating

with Examples, Stimulus variation, and Relnforcement, The final
outcomes of various type of treatments are measured in terms of
general teaching competence, summated scores on the five specific
skills of general teaching compebence, and attitude towards teaching,
The final data are subjected to analysis of parametrie and non-
para‘mebnc statistical measures, The study is culminated with broad
concluslons and implicat’ions.

Over and above, thls sbudy is addressed to the following

questions s

Whether microteaching is feasible and instmctional
strategles on various teaching skills developed for
preservice teacherst training programme are adaptable

to meest the challenging needs of the inwservice teachers 2

Whebher the acquisition of teaching skills have given
some lmpact on the development of general teaching
competence 2

which feedback treatments produce greater teaching
competence %

How does feedback trecatment affect the teacher behaviour
and classroom transaction %

Whether microteaching 1s a more effective technigue in
comparison with the traditional practice teachiag to
achieve the teaching skill 2

Wnebther microteaching 1s effective in inwservice training
programme without the sophisticated gadgets %
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Whether the acquisitions of teaching skills under various
feedback treatments affect teacherst attitudes towards
teaching %

What are the reactions of the teachers towards skill<based

microteaching, and integration of teaching skills in macro-

situations %2

The ratlonaleof these questions and related issues is being
presented through a theoretical framework developed upon the bases
of related studies and observations given under various captions of
this chapter, These captions are : the teacher education programme
with special reference to in-service teachers; analybical approach
and training of ineservice teachers; niicroteaching s meaning and
underlying principles; related studies on microteaching - effective-
ness of microteaching, feedback in microbeaching, teaching skills
studied through microteaching, significance of specific five teaching
skills, effect of skill acquisitions on teachers® attitudes towards
teaching; statement of the problem, objectives, hypotheses, key
terms used, delimitatic;ns of the study; and scheme of chapterisation,

l.1. THE TEACHER EDUCATION PROGRAMME WITH
SPECIAL REFERENCE TO IN~SERVICE TEACHERS s

Schools exist for the purpose of providing effective
ingbruction and pupilst lea.rning. But the fubture of schools depends
on the teacher who 1s of paramount importance in a ngtional system
of educat ion, He is the key to the whole formal educational process,
Therefore, a sound programme of professional education of teachers
is essential for the qualitative 1mprovexpent in general and effective

instruction in particular. |
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Bemands for improvement of the quality of instruction in
our schools over the past decade, coupled with %the increased need
for understanding of the4teaching-learning process have led to the
provisicn of training programmes for the teaching staff of nsarly
all schools. Alonhg with the wapid growth of knowledge within the
subject fields, pedagogical theories and practices in using various
instructionsl strategies and tactics, ahd rapid changes Gowards
she challenging needs of individual, societies and the state as a
whole, a new perspective for the teacher to improve himself has
arisen. The dynamic evolution of science, Gechhology, culture ang
pedagogy make it necessary for che basic preservice training of the

existing teachers to be supplemented by further in-service trainihg.

The modernization of %eaching, implies a moderhizabion of
Teacher educghion programue. This modernization of teacher
education takes into accounk the recent development in khowledge
and its interdisciplinary nature, modern ahd challenging strategies
ahd Gactics, and the need of the community to solve a humber of
problems likes adults! illiteracy, wastiage and staghation in
education elic, Hehce, the guiding principle for educabional policies
is, as statied by Faure Commission, UNESCO (1272), "Every individual
must be in a position to keep learning throughout his 1ife. The
idea of life~long educgtion is the keystone of the learning societyn.
The good teacher is never fully prepared for beaching, but is for
gver preparing. His preparation begins long before he enters a
teacher educatlon programme and cohbinues long after he completes
it, In a formal programme he should, concurrently, be both a
teacher and learner, establishing a dual role which he will maintain

as long as he teaches (Robinson, 1971)}.



In stabing the need for continuing professional preparation,
the Education Commission (1966) has urged the urgency in teaching
profession because of the rapid advance in z11 fields of khowledge
and continuing evaluation of pedagogical Ltheory and practice, In
the past many teachers ceased formal learning when they gualified
as teacher, Knowledge is growing 1n extent at a very fast rate. It
is very difficult for professional researchers to keep pace with
it, even within very narrow fields, It 1s therefore necessary for
the teachers to avall themselves of the facllities for further
in~gorvice education keeping pace with the knowledge explosiony
new pedagogic theory and practice having modern techniqies, methods,
mgk erials and media; and the changes in soclety, NCERT (1970) in
its publication of Elementary Teacher Educatlion remarked that
in~service education should be equally concerned with continuing
growth in an intellectual curiosity, in creativity and imagination,
in seeking new ingights and relationships, and in willinghess and
ability to explore the unkhown., The teacher with some practical
experience is more aware of the lnadequacies of his basic training
and may concentrate on the lmportant problems posed by the need to
improve the quality of education, On this issue, Kotasek (1975) in
the UNESCO Commission®s report stated that the transition from
training provided once and for all,f;:he tralning in several phgses
was an absolute necessity., He also emphasised, "this constant
training 1s more effective and more direct than the training
provided before the entry into the teaching professiont,
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, From these discussions it is apparént that the teacher
who is in the professional field of teaching, should be possessed
with a large repertoire of strategies and tactics to meet the new
challenges on the knovledge e@losion; be aware of recent deveiop-
nents in pedagogy and mebthodologys instructlonal skills and tacticsy ‘
and evolving needs of the society, the school, the teacher and the
pupil, Hence, continuous tralning is necessary for up-dating his
~kmzml_edge and skill to maximise the efficiency in classroom %eaching,
developing and refining the behavioural patterns, and to keep himself
consistent with the modern trends in the society and the state,

The ultimagte goal of teacher educabtion programme is to
prepare the teachers whg are effective in bringing about the
desirable behavioural changes in pupilse. How far have they been
successful in achieving this goal ? The gbove question has been
bothering the educationists, teacher educators, researchers,
teacherg and others who are involved in improving the standard of
the education.

Various education commissions and committees have pointed
out a number of drawbacks in Ghe present day teacher education
programnes (University Education Commission,1949; Secondary Education |
Commission,1953; Education Commission,1966; Jame's Committee, U,K,,
19723 UNESCO Commission, 1972 & 1975; COmmission on Teacher Education
UsSehay 19?1 o From the observations made by a number of studies
both in India and abrpad on the teacher edueation programme (all the
comm§ssioﬁs and committees, as stated; Palsane and Ghanchl,1967; ‘
Joseph,1967; Flanders,1967; sharma,1968; Popham and Baker,1968;



Cope, 19693 Marr, et al. 1969; Joyce,1969; Borg, et al.1970;
Khosla,197%); Srivastava,1970; smith,1971; Salkis,1971; Fritzell,
19723 peterson,1973; Mehrotra,1974; Buch and Yadav,1974 and many

others) the following major conclusions were drawn s

(1) There was ho consensus regarding procedures followed
in various aspects of teacherst tralning;

(11) the teacher educators were not clear about the objectives

) of tralning which can gulde in providing learning
experiences to the trainees and in evaluabing how far
they have been achieved;

(1i1) there was no common frame of reference with wich
supervisors made thelr objective observations; there
was no provislon of effective and adequate models for
follow up or setting the.standards, dynamic feedback
for achleving those standards; regarding the teaching

' mebhods concerned, there was no relationship between
what the teacher educabors follow and what they preach
"the trainees to follow; and it was generally in temms
of teaching process and not in terms of effects;

(iv) the practice teaching was silent about the main
ingredients of teaching competence, the encountered
teacher behaviour, and specifically the instructional
skills which influence the overall learning of the
pupils;

(v) Practice teaching is now in the process of being replaced,

) or seriously modified, not because it has been conclusively
shown to be ineffective (no adequate research reports for
ineffectiveness) but because more promising modds of
teacher training have now become possible;

(vi) teaching theory was regarded 84 a single whole. There was
. no stable and consistent criterion of teacher effectiveness
, paradigm and teaching process paradigm., . Niether of them
identified the features of teacher's teacning which led
directly or even lndirectly to evaluate the outcomes. The
> instabllity might be due to one or more of the following—
systematic and/or random changes in teaching behaviour,
difference in tegching from one situation to another,
pupils taught from one time to next, and finally, limit
gbtions in measurement methods (Gage,1972; Rosenshine,197%;
NXelsoh,1973; Berliner and Ward,1974; shaWlelson and
Russo, 1977). ~



From these observations the importance of in-service
education particularly the training of teachers in classroom
teaching 1s apparent, Preservice training only prepares an
individual for the job 1n hand, and provides the back_ground and
technical ability to sbart his work, bub for subsequent develop=~
ments in~service training is necessary. Harris;eb al. (1962) gave
some reasons oh this issue along with evidences on the importance
of ineservice teacherst education : (1) Preservice preparation of
professional sbtaff members is rarely ldeal and may be primarily an
int roduction to professional preparation rather than professional
preparatlon as such, (1i) Social and educational chahge magkes the
current professional practlices ebsolete or relatively ineffective
in a very short period of time, This applies to methods and
techniques, tools and substantive knowledge itself, (ili) Coordina-
tion and arbiculabion of instructional practices require changes
in people, (iv) Morale can be stimulated and maintained through
in-service education, and is a contribubion to insbtruction itself,

The heed of lh-service education parbicularly the training
to the exlsting school bteachers for desirable behavioural patterns
hgs been felt for achieving two major objectives.

One is to keep the teachers abreast of new khowledges,
gedagogic reforms and other developmentss and lnitiaste
hem into new methods and techniques.

The second one 1s to meet the inadeguacies In the existing
teachers® tralning programmes in the context of practicse
teaching for the development of teaciing competence,
desirable teacher behaviour, and effective classroom
interaction,



Harris, et al. (1969) stated, . "the inwservice education '
programme 1s not only a tool of progress; it is also a symbol of
faith in the improbability of the individual®,.

1.2, ANALYTTCAL APPROACH AND TRAINING
OF IN~-SERVICE TEACHERS

In order to meet these objectives and considering the
need of in-service programme various Commissions have mgade
recommendations for providing retraining and advanced training

courses to the teaching personnel already at work,

For reshaping the exlisting teachers! behavioural pattemns
and equiping the teacher with a large repertoire of instructional
strategies, a nwber of technigues have been evolved. These are 3
compubor assisted instruction, competency-based teacher education,
microteaching, simw.at?.on and games, programed instruction,
interaction analysis system and group dynamics, The teacher will
be competent enmough in acquiring certain lnstructional skills,
tactics, and in selecting, preparing, utilising and evaluating
the different media, methods and materials through the above
techniquess Definitely these trends either in knowledge at
course~content, pedagogy or of modern techniques will affect the
teacher behgviour which will further influence the learning of the
pupile So the teaching~learning proecess will be affected in such
a way bthat the teacher behaviour and pupil behaviour are shaped
and refined achieving the overall objectives of educgbion.
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Teaching is an interactive process generated from

teacherts and pupils*® behaviour in terms of reciprocal contacts.

If we can identify, discriminate and distinguish effective and
ineffective patterns of teacher beahviour, we can plan effective
programmes to change and modify the teacher behaviour in desired
direction. The teacher selects the content, classifies the objdctives
and sbates them as ebser\iable student behaviours that can be
measured. Then he takes decisions concerning how - he will instruct,.
He selects and implements the methoéls, tactics to facilitate his
pupilst learning., He wants to influence the behgviour of pupils

in a desired manner, when the teacher is engaged in the act of
instruction, his intentions become actions, But how far are his
intentions of egqai consistency with his actions duripg class
teaching ¢ How far have the behgviour of the teacher modified the
behaviour of the pupil %

~

Recently relatively discrete component activities havei ’
been identified in the continuous flow of the teacher!s performance.
These component actiﬁties or the sebs of related teaching acts or
behaviours performed which are called the Lteaching skills
facilitate the training of teachers and pupilst learning,’ In
minimising the complexities in teaching each skill 1s made the
focus of concern, so that it becomes easier to derive objectives
and reliable measures of changes in teacher behaviour, The teacher
uses a number of teaching skills during his classteach ing, He asks
questions, explains, illustrates with some examples, varles
stimulil, reinforces the pupils, evalugtes the present teaching

in terms of pupil learning, and so on. But, how far these skills
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are to be used effectively ? Whether the questions puf to the
pupils are well-structured, based on higher mental processes and
instructional objectives, proﬁef-ly put to evaluate the pupilst
achievement, Whether the teacher properly handles the pupils
having no reSponse; poorly organised response, a highly focussed
respohge, What kind of techniques should the teacher use in
inereasing critical awareness,the redirection, the level and
amount of pupil participation, in improving pupilst initial
response and in elimingbing the habits which disrﬁbt the flow of
- disotission 2 These are all the elements of various questioning
skills to be practised by the teacher for achieving the imented
behaviour, gimilarly in which way does the teacher explain the
i1deas, concepts, phenomenon with gppropriate examples % How far
does the teacher organise his ldeas logically with relevant mgbters,
continuity in stat ements and appropriate vocabulary 2 These
behaviours can be refined by the teachers if they acquire the
explaining skills, To draw and sustain attention and to lncrease
the pupil participation during classroom teaching the teacher
changes the various stimulil gbout his movement, gestures, speech
patterns, interaction style, oral and visual switching, Similarly
other teaching skills like 3 illustrabing with examples, silence
" and nonwverbal cues, recognlsing attending behaviours, increasing
pupil participation and some more are also used durihg teaching=~

learning process,.

Though behaviour is a continuous activity, as stated
by Joyce and Well (1972), its break dowh into identifiable units
to ﬁacif!.itate analysis is necessarily somewhat artificial, but is
useful, especially when simple responses must be built into more
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complex ones. Brown (1975) considered teaching as a mans;:éided
activity which includes a host of activities like questioning,
giving informations, li,stening,' participating in discussions,

and such others. The intention behind such activitiés of teaching
is to bring about learning, A sebt of related teaching acts orx
behaviours performed with an intention to facilibate pupils!
learning can be called a teaching ékill. The Asian Institute of
Teacher Educabors (1972) defined the term 'technical skills of
teachingt as specifically those activities of teaching that are
especially effective in bringing sbout the desired change in
puplls, They are related to each other, that 1s, the attainment
of a particular objective is unlikely to depend upon teacherts
displaying of single category of behaviour., McIntyre, et al.(1977)
defined the term 'technical skillt! as a set of related types of
teaching behavicur which in specified types of classroom interaction
situations tend to facilitate the achievement of specifled types
of educgtional oi:jectives. Analysing teaching into specific skills
reduces the complexities of teaching and gives direct prackical
guidance to the teacher about the behaviour desired, It also
provides reliahk criteria by which mastery of the skills can be
assessed, and mgkes possible research which investigates the
relationships between teaching skllls and studentst behaviour, as
shown by Perrott, et al. (1975). ’

The advantages of this skill~based analytiecal approach

i

in teagching are five fold

(1) It is much easier for the teacher to incorporate a
behaviourally defined, technical skill into classroom
behaviour,
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yi) Use of behaviourally defined skills make the classroom
transaction much easier in deriving objectives, reliable
measures of chahges in teacher behaviour and subsequent
effect on pupil behaviour,

(ii1) The stable and consistent criteria of teacher effective—
ness in relation to fteaching process paradigm have been

identified in micro-criterion approach i.e. in terms of
specific teaching skills.

(iv) To the experienced teachers who may have reached a
performance platean in their careers and addeved a point
of saturation in teaching competence, these teaching
skills may be acting as stimulii for further increase in
their teaching competences

(v) Finally, researchers can conduct more meaningful
investigaﬁions of relationship between the teacher
performance and pupil learning,

The component-skills approach emphasises the aequisition
of one skill at a time which can be nnderstood operationally in
terms of behaviour and evaluated in the light of behgviour and
controlled contextually. The skill gained through this process

becomes a teaching tool to be razbionally spplieds When the teacher }

cont rols over several teaching skills and knows the effect;s,’t'he
next step is to apply these skills to achieve his instructional
aimse For him the teaching act involves decisions about when and
where to apply his skills.

- Among the disbtinguishing characteristics of teacher
competence the instructional skills are the essential ingredients
and a number of them have been identified and developed so far for
the best development of teacher behagviour and teaching c:c>.m,x;,e’(:enc:e.~
The teacher can extend his professional competency on acquiring
various teaching skills either for refining the old ones or
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developing the new and untried ones, But it 1s observed that less
emphasis 1s given on the skill acquisitilon, for achleving desired
behavioural pattern, and teaching competence during the existing
teachers® training practices either in preservice or in in-service
programme, When growing dissatisfactioun among the teachers, teacher
educabors and researchers regarding the existing practice teaching
arose; and when the need felt on the immedlate change of curriculum,
evaluating the instructional processes, possessing new techniques
and instructional skills to meet the new challenges, they thought
seriously to develop the ways snd means for developing these
analybical aspects through various techniques,O0f these, micro-
teaching technique is most popular, widely used and researched,and
also a system of controlled practice technique concertrating on
specific teaching behaviour, It not only has wide applicabion,but
also is based on sound principles of tralning., There are research
evidences in support of its effectiveness in developing teaching

skills as compared to the other approaches,

Initially this skillebased microteaching was first
developed at Stanford University as a part of an experimental
programme for preservice teachers to ilmprove their qualities ,
during teaching-learning process. Subsequently this technigue
was also used for the improvement of teaching competence of the
existing teachers. The component-skills approach forces the school
or the teacher training ingtitution to define the teaching skills
it considers important for developing the teaching competence and
thereby modify the behavioural pattern of the teacher. Moreover,
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microteaching has also obther advantages for the in-service teachers.
Bsfore proceeding %o class Geaching the teachers cgn try the new
curricula and modern techniques through microteaching apprbach. It
cah be g 'cabalytic e%ement' for bringipg teachers together to
discuss the professional issues, The primary aim of supervision is
the improvement of inssruction and microteaching has opened up a hew
approach to supervision, Vithih the school, different teachers may
decide to use microbeaching for different purposes. Some may use it
for developing the teaching skills, others may wish to use for
curriculum development and so on, Allen and Ryan (1969) stated
emphatically, "microteaching's greatest potential is in in-service
Seacher educationn,

To meet Ghese new challenges; to overcome the inadequacies of
preservice training; and to give a much more formal attention to the
problems of teachers, their classroom transactions in teaching ~
learning processes, in developing and extending their compebtence and
refining their behavioural patiterhs Howey (1976) indicated three
dominant approaches for effective in-service education programme,
The approaches are 'Job-embedded! or 'On-site Activity',!Teachers!
Centres!, and !'Cooperative training Complex!., The on~site aciivity
approach embraces thogse learning activities in which a teacher can
engage himself during his hormal work in his own campus. These
activities may be self-observatioh through cybernetic approach,
focussed experimentation with a hew teaching techbique or curriculum
desigh either with simulated or.real conditions in micrcteaching.
Through the second approach team Geacher roles need to be
developed. It facilitates Joint Teacher diaghosis and planning,
systemagbic collegial observabtion of teaching, feedback, modelling

of specific teaching skills etc, The essence of this type of
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in-seérvice training is professionals working closely together

who bring the differentiated abilities to bear on common problems.
The third major approach is an ideal vehicle as per Howeyt's

st gt ement because of establishing exchaghges of personnel between
systems in terms of both short and long tem ‘*residenciest, In
training complex or school complex the éXpériénced teachers are

not only able to pursue thelr owun education and technigues but
again contribute to both the pre and in-~service tralnibg endeavours
of others. Bdelfelt (1977) gave a \fvournphased)programme of in-service
teachers but not the detailed activities as hi;'bed by Howey., In
his programme of planning, designing, implementing, and reaching
closure he emphasised the basic objectiva‘g of ‘retraining of the
in~service teachers and to achieve these, the phasewise cycle will

A
be continued €11l the desired pattern has to be achieved,

The in-service progrzume of teachers is an on~going,
flexible, needs~responsive, emerging programme to improve each
teachers job competency, The training programme itself must be
_ structured to provide many learning opportunities teo mature adults
to assure that they learn ideas, techniques, skills and tactics,
at titudes and paﬁte;'ns, and to produce mgterials which are
immediately usable in practice and subsequent - clas%beaching.
winterton (1977) has emphatically stated M........it becomes
cleagr that improved in-servicé, not preservicd, will be the
direction of the future for im;{roving teaching competenciesn,
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1, 36 MICROTEACHING : MEANING & UNDERLYING PRINCIPLES

The technique of microteaching was first developed ab
stanford Uni\'rersity in 1960 (although named as *microteaching!
in 1963) as part of an experimental programme to improve the
quality of Geacher training. Though it was initially designﬂed
to provide teacher trainees with practice in teaching before they
entered the schools but subsequently the merit of the idea hgs
been positively demongtrabted within the context of in-service‘ ’
training, curriculum development, guldance gnd couhnselling purposes,
and educational researche. Even from the Encyclopedia of Bducation
(1972) it is seen that the implica‘tiéns of microteaching range far
beyond these applications. "

Microteaching is a training concept that can be applied
at various preservice and in—sérvice stages 1n the professional
development of teachers on a scaled down proeedure in terms of
class size, subject content, teaching uime&,teaching skill, Much
of the complex act of teaching can be broken down into simple,
more easily trainable skills and techni ques‘ through microzteaching.
The teaching time reduced to fi\}e to ten minutes, the scope of the
lesson is narrowed to a very small unit or concept, the emphasis
is on a particular teaching skill, and the class size 1s reduced
to 5 to 10 students. During microteaching the teacher ig
concent ragbed on a specific teaching skill, with a predecided model
in his mind. He is given feedback treatment in a particular way :
through supervisor, peers, pupils, the teacherts own reflections
OI:/ and playback of audio/videotape. This immediabe feedback after

teaching helps the teacher to view his performance as regards the
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extent to which he has achieved the set standard. Furbther he
replans and rebeaches to the same or different group of students
in the ligh%t of the feedback received. This cycle is to continue
till the Geacher acquires competency in that parbticular teaching
skille.

Cope (1971), in her survey of scho_ol experience, ended
with the remark that the acquisition by a teacher of specific
skills and techniques instead of being diffused through a block
practice might be accelerated by providing a different kind of
prac‘ticev experience, This experience was microteaching, as stated
by Brown (1975}, which controled the complexity of teaching and
which was showh to be more efficient than school experience as per

traditional pattern in changing teacher behaviours.

Allen nand Ry/an (1969) have given the follawing advantages
of microteaching s (1) microteaching is real tea‘ching/ which '
lessens the complexities of normal classroom teaching; (ii) micro-
teaching focusses on training for the accomplishment of special
tasks such as teaching skil; pra;:tice, pracﬁicé of techhiques of
teaching, mastery of certain curricular materials or tﬁe
demonstration of teaching methods; (1ii) it allows for the increased
controlled practice; and (iv) normal knowledge 'of results or

feedbagck dimension in teaching is greatly expanded, ‘

Microteaching can help teachers under btraining in abtleast
five ways with certain exceptions  (shore, 1972j, First, it views
teaching skills which can be learned Individually. Second, it is
supported by a specific and growing research literaturs, In éd&i”ﬁion,
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microteaching itself is a useful research btool. Third, learning
and teaching involve very complex events and microﬁeacﬁing is one
technique which facilitabes their study by providing simplified
situabtionse, It is also flexlble and can be altered to suit many
circumst ances, It can be used in internship or in in-service
traing to strengthen particular skills, Fourth, microteaching is
not depenhent on any particular facilities,liike use of gadgets,
Finally, microbeaching focusses on teaching behaviour, "This is

" the heart of the question of studying teaching", as per the view
of ghore. ‘

The main function of mieroteaching is to practise the
instructional skills in a miniaturised classroom teaching situation.
The original microteaching cycle was developed at Stanford with the
following sequences : plan, teach, observe (critique), replan,
reteach, reébserve (re»critigue). There are now many variations t6
the original Stanford model. The model used gt the University of
Ulster has ;*blan, teach and observeft emphasising on planning,
performance and perception, (Browg, 1975) lacking immedia%e
freteachts On thé same line of approach %3 immediate rebeach was
not necessary for the acqulsition of skills, as stated by Borg
and his associates (1970), in their Minicourse Instructional models
Though it was basically meant for the preservice teachers! training,
the same approach of microteaching with some deviations was also-
used for ianervige teacher training. There were nine sequential
steps 3 reading the handbook, viewing the instructional film,
viewing the model and lesson planning were on the first day of
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practice; microteaching lesson and viewing the replay of his own
microlesson from videotape for self-feedback were on the second
day and during the third day the teacher replaned the ssme lesson,
reteached and viewed the reteach from the videotape. Perrott (1977)
referred to five steps in the ingbrucbional' . model of a self-
instructiocnal microteaching course 3 'Study Skkills, Observe gkills,
Practise gkills, Bvaluate Use of Skills,and Refihe Si_{iils' in a .
cyelic waye The overall aim of the course were to produce
measureble improvements in quesﬁioning skills, encourage _éelf-
diaghosis of teaching abilities, and deficiencies, reduce teacher
talk and_increase pupil participation, and provide for individual

instruction on a cost-effective basis,

-

To reconcile the above differences on the immediate or
deferred reteach sessions Mcileese and Unwin (1971) developed
linear and branching ﬁrogrammes in microteaching (Figureldl &l2)
vhich illustrate possible variation on Stanford pat tern, Affinities
with programmed learning may be noted. In the linear programme
reliance is placed mainly on the critique and review sessions to
ensure that a teacher under training hgs successfully assimilated
a particular teaching skill, whereas t he remedial sequences are
built into the branching programme so that a teacher under
training must be competent in each individual skill in micro-
teaching setting before proceeding to thé_nexh. But very recently
Clift, et al.(1976) have involved in microteaching procedure into
three phases s knowledge acquisition, skill acquisition, and
transfer phase to achieve the qompetence in skill t’raining-,and
there after integrating and transfering those skills on subsequent
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classroom performances in normal situation, Their additional
sequence *transfer phase® is a new line of approach for the .
teachers under training to know the skills of integration of

various ingtructional skills in normal classroom situation,

Various principles underlying microteaching are given

belowe

From its inception, microteaching was closely associated
with two fundamental elements of behavioural learning theory
programmed insbtruction and task analysis (Spelman and Brooks,lé'?z).
From the discussiong of the linear and branching programme of
Mcaleese and Unwin, the affinities with programmed learhing may
be noted, The microbteaching techhique -involves the theory of task
analysis which is the process by which skills unrelated to
performance efficiency are eliminated and |*criterion behaviourst
which optimise efficiency are identified, The *Gomponent skills?
practised in microteaching are seen as the criterion behaviours
of the teaching task, Underlying the structure of micwteaching,
therefore, as stabted by Spelman and Brooks, is the behaviourist
premise that complex skills can be learned by means of the
ﬁ'fractionation' approach, In their statemenﬁ, vit is assuméd that
effective teaching act is a tskill® an agglomerate of behaviours
composed of individual and identifiable subcomponentsth,

The pattern generally followed in microteaching
technique ¢ tedch ~——=>» critique «———p> reteach, is the

Skinnerian theory of tghapingt or :!Successive approximationst
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in acquiring new pattern of behaviour,

Considering the Skinnerian terminology, "if an
operant response occurs and is followed by reinforcement, the
probability of its recurring increases. With non-reinforcement
the tendency of the operant response to recur decreases, and thus
becomes extinct" (Bartley, 1970). This principle is fundamental
to the feedback mechanism within microteaching. The behaviourist
theory is in gccordance with skinnerian theory of operant
conditioning, Reinforcement mugt immedlately follow a response
if it is to be effective and that 1s why immediate and positive
feedback is an important ingredient of microteaching cycles As per
the views of . Perlberg, et al.(1974) the feedback provides the
trainee with information regarding his behaviour enabling him %o
design behavioural changes and it facilltates the process of self-
confronbat ion by triggering a coghitive dissohance which stimulates
the psychological climate conducive to change,

Microteaching technique has the same principle as that
of cybernetics (Ray,1978)s The central theme of cybernetics is
one of the presence of feedback control of activities through .
it sel f=regulation® to achieve desired objectives. In other words
any deviationh of the actual system behaviour from the desired one
is a signal to actuate the system in such a way that this deviation
diminishes to an acceptable limit, The actual system behaviour is
sensed, processed and feedback ‘trm: comparison with the intended
behgviour, The resulting error 1s then used to trigger decisions
so as to being the actual system behaviour in tune with the -



desired behavioure The Figurel3 depicts the structure of such

a cybernetic system, Through perceptual and symbolic modelling

the desired behaviourable pattern has been set wp and then the
teacher 1s under practice through microteaching cycles The
provision of dynamlic feedback through teachern®s perception helps

to differentiate the actual skill development with that of modelled _
pattern, The microteaching c.s%g.e is to be continued till the actual
developed behaviour reaches i:he desired pattern, Thus the hovel
elements of the cybernetlic approach in microteaching helps to
develop the refined behavioural patterns of the teacher,

FIGURE 313 2 The Structure of a Cybernetic System
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Thé\ microteaching»approach to the problem of teacher
effectiveness may bé said to be based upon the Skinnerian premise,
If detailed sequences of subebehaviours for teachihg can be
‘accomplished, certain technical skills evaluated, it 1s logical- ,
to assume that teachers c:an’ analyse these behaviours and incorporate

them into their teaching repertoire (Belly, 1970)¢ The problem of
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teacher effectiveness is thus seen as a behavioural problem, and
as one amensble to operational analysis within the ¢ontrolled

environment of microteaching technique.

le4e RELATED STUDIES ON MICROTEACHING s

As a technigue of teacher training, particularly for
in-service programme, microteaching is in its infancy, and mahy
issues related to its most effective use even in preservice stage
have not as yet been resolveds Even then most of the studies
conducted in this area show that it is i‘eas'ible and an effective
technigue in the modification of teacher behaviour,

The studies in microteéching relevant to the present
study may be classified under the following headlngs s(i) studles
related to the effectiveness of microteaching in comparison with
the traditional practice teaching and other techniques in
developing the teaching competence, (1i) studies related to the
effect of varying sources of feedback within microﬁeachjng setting
on the development of general teaching competence, (111) studies
related to the effect of specific teaching skills on subsequent
classroom performances, and (iv) studles related to teachers*
att itudes towards teaching after skill acquisition, The
classification of studies on microteaching was arbitrary, it was
dlfficult to separate the studles related to one aspect from those
related to other aspects, However, an attempt was made to review
the related studies regarding the above aspects, Though this

present study was underbaken on in-service teacherst training
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programme, the reviews of research studies were made on

in~service as well as on preservice training,.

1e4, 1a Bffectiveness of Microteaching s

One of the earliest evaluations of microteaching was
carried out at Stanford University in 1963 (allen and Clark,1967).
The results were clear and 'encouraging!. Students trained in the
microteaching clinic mgde discernible improvement in the skills
practised and were Jjudged to display greater teaching competence
than their colleagues who were in conventional training approach.
In another study at stanford in the same year on the effectiveness
of first microteaching clinic (Bush,1968), the findings revealed
that microteaching group demonstrated higher level of teaching
competence than the traditional practice teaching group,' and the
performagnce of student teachers in microteaching situation was
an effective predictor of thelr subsequent classroom performance.
A study was carried out by Bell (196é) experimenting with micro-
teaching in home ecohomics educasbtion at Texas Technicel University,
The prime purpose of her study was to determine the effect of
trainiﬁg upon specific trainlng skills of student teachers, Some
of her conclusiong were reported 3 (1) the programme was
relsbively more effective in teacher preparation than t he usual
form of training, (11) selfeevaluation of student teachers was
more effective in the case of microteaching than traditional
student teaching, Young and Young (1968) attempted to test the
effects of microteaching on classroom performances and found that

participants in microteaching » 71 experience acquired a greater
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nux’nber of }selected teaching behaviours and alternate teaching
patterns than those who did not participate in such an experience,
Gilliom (196{;) in his stuéy used peer evalugtions and selfs
evaluations, and found significant differences between micro-
teaching and non-microteaching groups, He reported that microteaching
group received higher scores in both the gvaluations than the .
non-microteaching group. In the same year of 1969 a study was
carried out by Kallenbach on microteaching with videotape and

block teaching practice in the Far West Laboratory, The criterion
in his study was independent observer ratings on stanford Teacher
comﬁetencé Appraisal Guiée for the ﬁerformances of trainees by
microteaching to one group and by block ‘practice method in normal
classroom to other group, The results indlcate that microteaching
was a more efflcient technique than the block practice training
procedure, A further study usi;ng some what different criteria but
involving control Vs, experimental design was carried out by .
Goodkind (1968): He found that the experimental group of teachers
displayed s greater awareness and use of specific teaching acts

and techniques, greater imsight into the activity and inter-
relatlionship of children withln the classroom, and greater
avareness of the problem of strucburing and pacing in their
teaching, Bxperience in other teacher education programmes has, by
and‘large, confirmed the Stanford findings, Ward (1870) conducted

a survey of microteaching being used in secondary-education
programmes in the United si{ates and tkie general Impression seems

to be that the teaching competence of both students and staff,

and thelr attitudes towards educatibm improved through microteaching
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approach. Schuck (1971) reviewed also preservice microteaching
programme in a number of American Institutions, He reported that
the student recelving microtéaching shoved a significant
improvement in teaching competence when compared to that of
conventional approach, It had also been studied by Berliner,1969;
Borg, et ale 19703 Wragg, 19713 Brown,1008; Wyckoff,1973; and
0lmo, 1973 that microteaching technique was effective in changing
the teache\r behaviours in the ciassroom, Allen (1973) reported

a study comparing microbeaching and traditional methods of training
for improving performance of a manipulative demonstration in
indust rial educgtions There was an evlidence of an overall signifie~
cant difference in favour of microteaching group as eompared to
the tradit ional mebthod group, Several experiments were conducted
by Saunders, et al.(1975) to evaluate alternative methods for
training preservice teachers in gquestioning skills, Four groups

of preservice teachers of Utah State Unlversity were selected
randomlys One group was deslignated the microteaching group following
the minicourse format; the second, third and fourth groups were
of peer microteaching, conventional pattern of having classroom
observation and traditlonal lecture~discussion respectively during
their training periods, Comparisons of pre-and pogh testing
videotapes of teaching performances revealed that regular and peer
microteaching produced the most conslstent and substantial gains
in use of questioning skills, The observation and traditional

lecture~discussion teeatments were less effective.
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In India, most of the studies conducted in this area as
a braihing technique show that it is feasible and an effective
technique in the modification of teacher behaviour, Chudasama (1971)
found that microteaching was more effective than the traditional J
technique in the development of student teachers' indirect

behaviour. Marker ( 1é72) found that microt eaching was a better |
technique than‘conirentional' é.pp:coaf:h in the development of certain
teaching skills on seb ihduction,ié‘;;;_e;gion, questioning,
reinforcement and ciosure. The sample was from student teachers

who offered geography method of teaching, Microteaching was found %o
be effective than the conventional approach to teacheng, Pas\si ahd
Shsh (1974) found that microteaching experiment botzh(in simulaGed

as well as inh real conditions was a success as far as the evaluation
of supervisors and the microteachers were concerhed, Moreover this
study revealed that microteaching was feasible in student teaching
p‘fogrammes on account of its inherent scademic worth and its
economiég efficiency. Singh (1974). compared . the effectiveness of
microteaching technique, Flanderst Intera;ction Apnalysis gystem with
verbal teacher behaviour and traditional method of teacherst
trai;:xirig. The results indicated that the student teachers trainad
through microteaching changed thelr verbal behaviour in the
classroom significantly better than those trained through the

FIACS technique and also those trained in traditional way.

Vaze (1975) revealed that the microteaching was a more effective
technique for the training of student Geachers than the

traditional approach to teaching. sharma (1976) also found
that the teaching competence of student teacher trained
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through microteaching was higher than the group recelving
training through conventional approach. Passi (1976) and Joshi
(1977) in their studies found that the development of general
teaching competence of the studeni: teachers who prackised through
microteaching under simulated conditions was more sighificant
than the student teachers of traditional training methods In
comparison withthe traditional practices, they also reported that,
microteaching in sinulated eondition was more effective on the »
development of certain teaching skillse Lalithamma (1976)
investigated also on the same line of approach on the development
of certain ‘heacﬁing Skills during her research study and f@ut;d

the same: conclusions,

mtheugh the studies reviewed above were encouraging
regarding the effectiveness of microbeaching, even thenh the
Department of Teacher Education, NCERT in collaboration with
CASE, Baroda; Department of Education, Indove;and thirty one
colleges/ﬁniversity Departments of Educgblon had undertaken a
large scale experimental field study for arriving a conciusion
on the feasibllity of microbeachling.in teacherst training
institutions in India and its effectiveness over traditional
'approach. The main finding of this study was that the student
teachers trained throxigh microteaching or in modified form
acquired higher teaching competence than the tradit ional teacherst
training technique (Das, et al, 1976 and 1977), Under this pro ject
a humber of resgarch studles were designed and carried out on
different variables In microesatting in several ingtitutions all

over Indla,
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The above studies were on the effectiveness of micro-
teaching on the development of teaching competence of student
teachers (preservice teachers) during practice teaching before
entering the teaching profession, The studies on the effect of
microteaching over various other techniques of teacher~training

for the in~service teachers are reported in the following,

Gélassi, et als(1974) in a sbudy on the use of written
Vs;, videotape instruction to train the in-service teachers in
quest ioning skills referred that out of obher findings teachers
who participated in Minicourse-®, regardless of course version
or grade level taught, learned to ask higher percentage of
thought~quest ions in class discussions than the teachers who did
not participate in the course. They also found ‘that-'the frequency
of higher cognitive responses and long responges in pupil behaviour
was higher in case of the experimental treatments than the control
one, Wyckoff (1973) in a study on the effect of stimulus variation
oh learning from lecture, inferred that microteaching growp was
superior to thg control one. In 1971, the Moray House Centre for
Educgbion Overseas lamnched a pilot microteaching programme %o
observe whether this technigue could be useful on the Teaching of
English as Secohd Language (TESL) courses, They took in=service
teachers with some pupils from nearby schools and tried sixteen
skills in the TESL Courses. They found a significant improvement
of microteaching group over that of traditiona]: treatment group.
This was reported by Carver and: Wa.liace (1975). Bhattacharya
(1974) studied the relationship between the effectiveness, of
mierotdaching and the conventional practice of in~service teachers
of polytechnie training centres, Be‘ reported that higher
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significant changes in the indi;'ect behaviour of trainees were
produced by the group receiving microteaching treatment than by
the control group, The teacher education programme of the Far West
Laboratory for Educational Research and Development (Borg, et al.,
1970) focussed a major research and development effort on developing
and/or modifying specific classroom skills and behgvioural patterns
required for effective teaching, The instructional model developed
for in-service training courses were called tminicourses! which
were the adaptation of the microteaching approach, Reducing the
teacher talk and enhancing the pupil participation,increasing the
teacherts use of probing questions, reducing the negative teacher
behaviour and increasing the teacherts use of higher congn;l.tive
questions were the main contributions of practising the Mini  course
-] over the usual classroom teaching, There was conslderable
evidence that self-inst ructional microteaching mgferials considered
for transfer brought about significant changes in the classroom
skills of in-service teachers (Borg, 1969)s. Moreover, research
and development work carried out in U,K, by Perrott and her
associates (Perrott, 1977) had shown microteaching to be an
effective tool in improving the teaching skills of in-service
teachers and that self-evaluative inst ruments played a more
important rolé than tutors in this improvement, From the studies
of Borg and his associates in U,S.A., and Perrott and her
colleagues in UK, 1t was found that microteaching or the mini.
course formateg with self-evaluatlon proved to be highly effective
with in~service teachers for the development of desired teacher
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behaviour, Microteaching has beeh exbtensively and successfully
used for in-~service teachers! trainiing scheme organised by the
Governments of U.S.4., UK., Netharland, Sweden and some othr

countries.

The studies reviewed so far yielded results favourable
to microteaching and established its supperiority over convent-
ional practice Geaching, Now some studies which reported micro-
teaching as effective as convenitional practice teaching and some
others which reported microteaching inferior to conventiohal
pracbtice teaching are feviewed here..

\ Kallehbach and Gall (1962) reported in Far West
Laboratory bhat the puclpose of thelr study was to determine the
effeckiveness of el ementary school inkerms trained through micro-
teaching approach in relablion to obther interns urained through
cohventional approach. The findings were 3 the two groups did
not differ significankly on ahy of the post-trairing measures
of teacher effectlveness rather microteaching group was as
effective as the obther group having conventional approakh, buj
the other findings stressed that microteaching was more
economical in time ahd money, Microteaching was a superior train-
ing strategy since it achf eved similar results in only one-fifth
of the Gime reqﬁired for traditionsgl Graining programme,
Copeland and Walter in 1973 conducted a study on uhe effect
of laboratory skill training bthrough microteaching on
classroom performance of social studies sbudent teachers. The

study showed that she microteaching mode of laboratory skill



training did not have a significant effect on student teacher
performé.nce in classroom on ghestioning skills. A study by
Wagher (1973) on a comparison of mieroteaching and cognitive
digerimingtion training revealed that the microteaching group

was not significantly more student-centred than the control group
having traditional approaches, rather the diserimination group
was significantly more student-centred than the microteaching or
cont r0l groups, The results strongly supporbed that without
appropriate discrimingtion training, microteaching practice was
ineffective, The experimental] studies were carried out at the
Malmd School of Education in 1969 and 1970 - (Blerschenk;1972) for
the purpose of studying the effects on the self-assessment of the
student teachers via CCIV and YR in microbteaching and secondly,
dyadic confrontation processes in the form of traditional tutoring.
The results revealed that the experimental conditions produced no
effect lses did not have any difference in the ability of student
teachers¥ to discriminate on the basis of student teacherst
self-assessment, helther externally mediabted self~confrontation
nor dyadic confrontation led to significant effects bub the
teaching situations in microteaching resu;ted in sighificant

effects concerning the ego dimensions, ’ '

In the light of the studies examined earlier, it was
observed that microteaching technique was used as an effective

tool for the training of the ln-service teachers on the development
of general teaching competence and refining the existing teacher

behgviour, But in in-service programme the studies researched so far



were very few. Hence, the present study was taken up on the
in-service programme with one of the purposes to determine
relative eoffechs of skill-based microteaching and integrated
skill ~based traditiocnal practice Geaching on the development
of general %teaching compebence.

lad,2e Feedback in Microteaching 3

This section is devoted %to stcudies on the relative
effectiveness of various feedbach treatments in microteaching
either on the development of teaching skills or on the development

of general teaching competehce,

Achescn (1964) in a study ot Stanford University
investigated the effects of videotape feedback and different
kinds of supervisory treabtments on direct, indirect and ho super-
visory couference, Analysis of data showed that neither direct
nor indirect supervision produced significantly greater chahges
than ho supervisory conference. The study also revealed that
video~recording as a feedback method combined with tutoring was
useful ingbrument for student teachers to gnalyse themselves
and to change thelr behaviour in tegching situation. In the
same year i.e. in 1964, Olivero considsring various methods of
providing feedback in microteaching indicated that %trainees
benefited more from some kinds of feedback than from self~-
ashalysis; video plus verbal feedback was more effective than
verbal feedback alone, and University supervisors were more
effectlve than school supervigors in giving feedback, Again,
Olivero in snhother experiment in 197 ,found that trainees who had the

opportunity to see themselves perform and to receive verbal feedback
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from suervisors mgde greabter changes in ﬁeﬁaviour defined as
‘understanding of alm'! than those who received verbal feedback
only. McDonald and Allen (1968) also ind:\[cated the same finding K
stating that self-feedback appeared to be least efféctive since
the viewing of trainees own tape was not,’adequately cued for the
desired response, Along with the gbove finding some importanit 3
findings were drawn : immediate feedback was related to initial
acqulsition and deiayed to retention of performance level, feed-
back on limited sets of related behaviours gppeared to be superior
to a global or summary type feedback and adding cue discrimination
to the training either on the video sound track or through
supervisor substantially lmproved the training method,

Grif:t‘iths (1972 investigated the effeets of self-
viewing accompanied by prompting by an experimentor. In another
study reported by him four groups were subjected to four feedback
t reatment s, The first étudy advecated self«viewing through video
tape with prompting by the supervisor and the second study reported
the effectiveness of discriminaption training by supervisor with
videotape, In a programme of teachinhg skills Brown (1975)
demonst rated how basic skills of teaching can be identified and
improved by practising them in a small group of situation with
supervisory feedback, The trainees of Ulster and Stirling
Universities were firmly convinced of the need for supzrvision
(Brown and Gibles, 1974; McIntyre and Duthie,1971)o McIntyre ( 1971)‘
in a study carried out at stzirling, compared the relative

effectiveness of three approaches to microteaching supervisioh

t
H
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individual conference wit!h a tubor suervisor, groups of three
students working with a tutor, andugroups of three students
working alone, The study revealed that the group having individual
conference with a tutor supervisor during feedback session showed,
greate'r mastery of skills ’s,imd:i.eé’u> Johnson and ;(naupp (1270)
concluded in their experiment on supervisors that students
preparing for microteachibg expected supervisors who were
qualified to render technical assistance in planning, conducting,
and evaluating their microteaching, Young (1970) compared the
effect of the provision of a single supervisor with colleague
supervisor teams, It was found that students working in teams,
performed a significantly greater number of specific teaching
behaviours in ,*o;ienting studel?bs to the learning [ta.sk". s'hudénts
in teams also performed signifjcantly better on three of the

eight verbaJ‘.‘ and three of the ten non-verbal behaviours aimed at
treinforcing studentst responsest, Morse, et al. (1970) reported
a sbudy of the effects of four kinds of feedback : (a) no feed-
back from audiotape or supervisor, (b) feedback from audlo~tape
only, (c¢) feedback from audioltape and by listeming Ito' a guide,
and (d) feedback from audiotape, guide, and supervisory conference.
One of the conclusions reached was that "the available evidence
Qdoes not support the value of feedt;ack in the absence of a
personal supervisor®. Tuckman ang Oliver (1968) compared four
kinds of feedback conditions ; (a) pupilts feedback alone, ‘
{b) shperviso:m‘s feedback alohe (c) both'pupil'é and supervisorts
feedback and (dy ho feedback. Results indicated that both ‘
treatments involving pupilits feedback i.e.(a) and (c) groups
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produced sighificantly greater change than the other two
conditions. An interesting result was stated that pupil feedback
produced significantly greater change in teacher bemaviour than
supervisory feedback, and that supervisory feedback alone also
produced a hegative shift in teacher behaviour, away from the
direction suggested by supervisor, Levis, et al. (1973)

expressed that students had a strong preference for having self-
analysis supplemented by feedback from fellow studehts snd
‘'supervisorss. Allen and Ryan (1969) admitted that videotape is

not an essential part of the microteaching process, Microteaching
has been adopted successfully in many places, without the use of
such equipment, They have also criticised strongly that "t is a
®frillt that can substantially further the aims of ﬁicroteachihg",

- The studies, above described, advocated the presence
of supervisor dquring feedback treatments, in other . words,
supervisory feedback on acquisition of teaching skills through
microteaching was significantly effective on subsequént develop~

ment of teaching competence,

On relative erfectivéness of modelling and feedback
McDonald and Allen (196%) compared the different combinstions of
modelling and feedback procedures, Results suggested that
perceptual and symbolic modelling procedures pro@ed more effective
than symbolic modelling treatment althe, Supervisory feedback in
relahién’to perceptual modelling, did hot lead to signéficautly
greater increases in performance, The optimal comblnation was

that of the combined symbolic and perceptual modellibg procedures
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in the presentation phase plus prompting and confirmation
feedback (conditions. Videot apes were a.iso efféctive vhen used
to present models of teaching performance. Concerning t_he-‘ove;'fall
results of their three studies (first and second, on feedback,
in 1§6‘7; and third, on relative effectivehess on mz;delling and
feedback) the authors concluded that the power of wideotape
recordinés to rec;'eate the original teaching experlience made the
feedbgck phase of suervision more relevant an,d effective, In
summarising the research on feedback, McKnight (1971) indicated
that videotape recordings are a valuable adjunct to supervisory
c:itiduesa Claus (1969) investigated the ef,fgcts of modelling
and feedback treatments ont he development of teacherts
questioning skills. The independent ﬁariable was the presence
or absence of cueing by the supervisor during the presentation
of the model tape and/or during the replay of the traineest own
" microlesson. Results indicated that the superviéor had a positive
role to play in training with the videotape models during
int roductory phase. It also found (as stated by McKnight, 1971)
that, with perceptual modelling, supervisory feedback did not
lead to any greater increase in learning than did self-viewing

of videotapes,

There were a number of studies where the results were
not in favour of supervisory feedback, Sadker and Copper (I1972)
cited a study of Harrington (1970) in which critiquefs by self,
another fellow student, fellow instfr'uctor, and supervisor were
judgéd to be equally effective in terms of improving teacher

competence, !Self~supervigiont was being used in a number of
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microteaching programes, sometimes supplimented by supervisor
commentorye. ‘.phe minicourses of Far West Laboratory and its
adoption, as Self-Instruct ional Microbeaching éourses adopted
self—ané.lysis with videotape during feedback (Borg, - et al. 1970).
The Self-Instructional Microteaching Course on 'Effective
Questioning! was a self-instructional course in which micro-
teaching was an integral part (Parrott, et al. 1974). One of the
overall aims of this course was to encourage self-diagnosis ‘,
through videotape of teaching abilities and deficiencies. In
circumstances where no video-recording equipment was aiailable

the course was adapbable for use with audiotape to subsﬁit ute:

the videotape recrodings of the microclessons, In a number of y
studies by perrott (1974), Perrott, et al.(1975) they used mainly
videotspe in self-diagnosis of microlessons, Supervisory feedback,
according to her, was usually general rather than specific.Videotape
provided complete and objective record of what had occurredy, which
was available for analysis and the Microteaching Course emphaslsed
self-analysis using highly objective evaluation forms, Waimen and
Ramseyer (19070)s study was gn ) contin%m from no videotape feedback
to maximum videotape feedback. of teacher behagviour. They found that
video_tape feedback was highly effective and significant in
concenbrating on one component task of teaching at a times Legge
and Lois (1972), in their study, came to the result that micro-
teachibg uged in conjunction with videdi:ape held great promise

for working with preservice teacher trainees. They stated that
self-appraisal by teachers in training was more meaningful in nmany
respects than appraisal by others. *
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In several other studies, audiotape feedback was in
fact found to be more effective than videotape feedback (i.e,
' ghively, et al.,1970). In one study, Ward (1970) compared the
effectiveness of four kinds of feedback on the acquisition of
questioning skillse Four groups of in=service elementary school
teachers evalugted their performance by (i) self videotapg,
(1i) self audiotape, (1i)) a combination of self videotapes and
model videotapes and (iv) reflective evaluagbion without equipment,
The largest mean difference in the number of probing questions
asked by the teacher between pre and post test was found in the
audio~tgpe group. Turney, et al. (1973) categorically stated
that feedback on the performance of prédominantiy verbal skills
might be very effectively mediated by audio“tape, while feedback
of such skills as non-verbal cueing and variability (Stimulus

Variation) would obviously necessibtate the use of videotape.

A limited number of studies was undertaken by
researchers in Indla on feedback treatments. The Department of
Teacher Education, NCERT; in collaboration with CASE, Baroda and
some teacherst training institubtions and University education
departmenﬁtobkghp a National Project on microteaching and its
feasibiliby., During the first phase of th:is study Paintal, sharma,
et ale; and cheth of different institutions carried out their
studies on different dimensions of feedback in the year 1975~76,
The studies of sSharma and Shebth revealed that supervisory feed~
back was as effective as the peer feedbacke. But Paintalts study
was seen thaﬁ supervisory feedback was more effective than the
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peer feedback, The above three studies were in simulated
conditions, During the following year, sevenh institutions vere
parbicipated in this national project taking studies on feedback
treatments, Five were on relative effectiveness of peer and
suparvisory feedback; one on immedigte vrs. delayed feedbacl;

and other one on peer student teacher and audiotape feedback,
None of the above studies found any significant change 1n the
general teaching competence scores of the student teachers due
to chgnge in he varylng sources of feedback, This revealed -
that supervisory feedback was as effective as peer student teacher
feedback; delayed and immediate feedback affected equally in
changing the teacher behaviour; and the peer feedback was as
effective as audiotape feedbacks. Sharma (1976) in his docbtoral
study on effects of different techniques of feedback upon the
attaihment of teaching skills related to stimulus variation among
teachers found that the group having supervisory feedback in
microteaching was as effective as that the group treated with
peer feedback,

A research study conducted by ward (1270) oﬂkin—service
teachers which was already referred before advocated self-feedback
with audiotape for acquisition of questioning skillse Though, Borg
with his associates; and Perrott and her colleagues conducted so
many studies on minlcourses; and self-instructional microteaching
course on effective quest loning respectively taking in-service
teachers using self~feedback with videotape in microteaching, they

did not investigate the relgbive effectiveness of varying sources
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of feedback, However, as the feedback is an important aspect of
microteaching cycle, the present study investigated the relative

effectiveness of various kinds of feedback treatments in develop~-

ing the general teaching competence.

L1e44e 3 Teaching Skills gtudlied Through Microbteaching s

'Op erational definition of specific teaching skills are
essential to microteaching., These teaching skills are derived from
an analysis of the teaching process. Through microteaching the
teaching skills have been developed for acquiring teaching competence
and maintaining desired teacher behaviour. "Each skill hsgs an
observable and easily countable teacher response linked (with some
exceptionsy to a specified and also easily counbable student
behaviour'{; MecDonald (1973}, Micro‘beaching is not intengded %o
supply teachers with all the skills required for professional
competence, but the most widely accepted lists supplied by Bchool
*of Education of Stanford and Far West Laboratory have been studied
ext ensively by i'esearchers, A brief review of the studies related
to the skills for the development of teaéhing competence tljlrough
microteaching and of studies related to Ghe effect of teaching

skills on subsequent classroom performance follows,

mlgn (1969} selected the skills of stimulus variation,
closure, and silence and hon-verbal cues for an experimental study)
Bell (1970) in anobther experiment used the esbablishing set,
reinforcemént, questioning,'closure anci establishing a frame of

reference for developing the teaching competence onh those



part;,cular skills, In both the studies they found significant
changes in the behaviour of student Geachers. Allen (1973) -
conducted an experiment by referring to the following skills~set
induction, developing main points, closure, using audio~visual
aldsy varylng the stimulus, higher order questioning, giving
éirebtionsa, and reinforcement, His findings revealed that microw~
Seaching was more effective than traditional teaching for
inmproving berformance in ski1l braining,

Gopeland and Valter (1973) and Copeland (1975) using
questioning skills~higher order, probing and divergent qiestions
(exploratory student responses) studied the relationéhip bet ween
microﬁeaching and student teacher classroom performahces Micro=
Leaching mode of laboratory skill training did not have a
significant effect on student teacher performance in classroom
in the former study whereas in the latter study the experimental
group exhibited a significantly higher occurancé of target ékills
than the control group.

Young and Young (1968), Raymond (1974), and Saunders,
et al, (1975} reporbed favourably'i:he effect of the development of
teaching skills through microteaching on classroom performance
after training, Raymond in his study took the skills of non~verbal
cues and the use of silence whereas Saunders and his associates

had taken questioning skills as per the miniSecourse format,
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McIntyre, et al.(1977) in their study on the diagnostic
assessment of sbtudentst! microteaching behaviour, attempted %o
de¥elop the systematic observation instriments for the skills of
varying the stimulus, reacting, questioning for feedback, higher
order gquesticning and probing, clarity of explanation, and use of
examples. These instrumenfs vWere used %o record relevant aspects

of teaching behaviour inssead of rabing scales,
The effectiveness of microteaching, in Indian Conbtext,

in the acquisition and development of varicus teaching skills by

the preservice teachers during thelr microteaching praciices were
reporsed in the following studies ¢ skill of developing indirect
seacher behaviours by Chudasama (1972); skill of guestioning,
reinforcement, silehce and noh-verbal cues, illustrations and use

of examples by Passi agnd Shah(1974); skills of fluehcy in question-
ing and probing questioning by Abraham (1974); skills of reinforce-
ment, and silehce and non-verbal cues by Joshi(1974}; skills of
divergent questions, convergent questions and probing questions by
Vaze (1975); skills of stimulus variation, relnforcement, and
silence and non-verbal cues by Sharma(1976); skills of introducing

a lesson, achieving closure, fluency in guestioning, probing
gquestioning and reinforcement with the instructlonal materials
prepared for these skills by Passi(1976)3 skills of increasing pupil
participation, explaining, using blackboard, writing instructional
objectives including the development of instructionsl material by
Lalithgmma(1976)3 and skills of stimulus variation,illustrabing with
examples, silence and non-verbal cUes,and recoghising attendibg beha-

viour with the development of instructional mgberials by Joshi(1977).
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Passi, Lalithamma and Joshi in fheir studies in simul gted
conditions found thagt microteaching was more effective on the
development of specific teaching skills and also on the
development of general teaching competence than traditional

practice teaching,

N All these, studies referred to above were from preservice

setbing and the following studies were undertaken with in-service

teachersq

] Galassi, et alo (1974) in their sbudy took the
minicourse format of questioning skiils and found that thbse
teachers who participated in Minicourse-9, learned to ask higher |
percentage of thought questions in class discussions and produced
greater frequency of higher cognitive responses and long
responses in student behaviour, Wyckoff (1973} in a study to
findout the effect of stimulus variation on learning from lecture
said that teacher - mobility, gesturing and pausing while ‘
presenting a lecture affected pupill recall of factual information,
pupil performance. Ashlock (1968) described ohe example of
adapt ing microteaching to ab off-campus science methods course
for in~service elemhntary school teachers, He reported that they
improved their classroom interéﬁion by using questioning and
listefning behaviours, The teacher education programme of the
Far West Laboratory for Educstiocnal Research and Development
(Borg, et al, 1970) focussed a major research' efi;ort on
developing and modifying specific classroom skills and behaviour
patterns required for effective teaching, The instructional
mgbterials called minicourses dealt with questioning skills on
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probing, divergent and convergent questions, higher cognitive
questions, Minicourse~I dealt with twelve specific skills for

the teachers to use with intermedlate grade students, Minicourse-8
on organising the kindergarten for independent learning and small~
group instruction; Minlcourse~? on thought questions for
intermediate grades; and Minicourses~4 and 12 on verbal classroom
lnteraction and interaction analysis as a gulde to classroom
change usihg FIAS, For developing a U.K. Programme on tgffective
quest ioning® wvhich was a part of Lancashire Education Authority's
ineservice training scheme for experienced teachers, ?errott and
her asscciates (1977) desighed a course of !'self~instructional
microteaching course on effective questioningt to help the teacher
to improve twelve questioning skills on these objectives 3 %o
encourage pupils*t readiness to respond, to improve pupils! initial
responses, to increase the level and amount of pupil participation,
and to eliminate habits which dlsrupt the flow of discussion.
Teachers éﬂ:er completing this course, they reported, showed
significant lmprovement even above 0,01 level of significance

in these skills from pretest to post test measures and skills
learned in microteaching were transféred.to the subsequent

classroom performances,

In Indian context only two studies were undertaken in
in-service setting. Bhattacharya (1974) used the skill of developing
indirect teacher behaviours through microteaching for acquisition
by the polytechnic teachers whereas Threlsiamma (1975) took the
skills of recognlsing attending behaviour, and teacher liveliness
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for acquisition by school teachers. In both the studles they
found significant improvements in the experimental groups over

cohtrol group.

All the . above mentioned studies revealed that micro-
teaching was definitely an effective technlque for the development
of teaching skills both for preservice and in-service teachers and
also these acquisition of teaching skills showed significant
impact on subsequent classroom performance, From the studies
reviewed so far it was revealed that not a single study was there
on specific five teaching skills i,e, on probing questioning,
explaining, illustrating with examples, stimulus variation and
reinforcement for acquisition through microteaching in the
in-service context. Moreover, no studies were reported on these
skills practised through microteaching on the development of
general teaching competence of secondary school teachers in
comparisonw :*f:;e skill oriented traditional practice teachinge Hence,
another purpose of this study was to find out the effect of
acquisition of specific five teaching skills on the ability to

use them in macro~situations during classroom performgnces.

Most beginning teachers start their carsers with a
narrow array of teaching skills and techniques, The experienced
and old teachers are probably in a stage of performanhce plateanu
early in their careers having less incentive to improve. For all
of them in developing and exbtending the tegching competence and
refining their behavioural patterns a number of teaching skills
are required, Based mostly on the lists of teaching skills
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developed at stanford University, the Far West Laborstory and
the 1list of teaching _skills conceptualised gt CASE, Baroda,
twenty one fteacbing skills have been lidentified as essential
for general teaching competence (Passi and Lalita, 1976),

For the purpose of this study these fiv_e skills s
probing questioni;:g, explaining, 1llustrating with examples,
stimulus variation, and reinforcement for acquisition were
selected on consideration of which skill would be the mogt
important, useful, psychologically sighificant and immediately
necessary for the in-service teachers of secondary schools in
removing the deficiencies and refining their existing behavic;ural
pattern, It was not possible to take more than five skills due
to shortage avagilable for thg study,

The detadiled literatures on each individnal skill inay
be referred to the edited volume of passi (1976) "Becoming
Better Teacher : Microteaching Approach". ’

1.4.4. Effect” of Skill Acquisition on Teacherst
Attibudes Towards Teaching s ’

The teacherts abtitude towards teaching 1s an important
factor which may affect his effectiveness in teaching. Moreover,
the attitude towards teaching is a sighificant corrélate of
indirectfteacher. behaviour, student liking, various measures of
teacher effectiveness, and desi‘rable classroom relations;hip.
Teacherts att itude zpaterialiy affects the educabional and |
vocabional adjustmer;t, hié interpersonal relationships and obher
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few sbudies on the effect of microteaching on%he\_teachersfq
. \k .
attitudes tovards teaching are reviewed. "Ntveas\‘ -

ﬁard (1970 undertaok a', survey of m.icr‘otveéchizig}
programmes. He asked what changes were observed in student :
teacherst attibtudes towards education following the introduction
of microbeaching in teacher educatioh. The four most frequently
reporied changes were ¢ (1) greater understanding of the teaching
process as a complex challenging profession; (ii) greater interest
and enthusiasm towards educgbionsy (iii) increased self confidence;
and (iv) greater concern for self improvement and self evaluation.
Goldman .(1969) conducted a study in which ohe group of student-
teachers, prior to entering on professional elementary education
course, received mieroteaching experience and snother group did
not. Results indicated that student-teachers in microteaching
group developed a significant better regard for themselves and
became sighificantly more ;:ritical of teaching cliches and other
educational concepts as measured by a @-sort modification of the

Minnesota Teacher Attitude Inventory,

One study in in-ase:rvice programme was conducted by
Perrobtt, et al.(1974). After a course of teffective questioning!
through microteaching, attitudes of in-service teachers towards’
teaching were tested through a questionnaire !'Teacher Practices
Inventory (Broun, 1968)!'. Both in pre-course and posk-course
megsurement the quéstionnaires were adopted, It was infered.

thab there was no indicgbion of change in response to ltems
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reflecting the proper degree of pupil autohomy in problem
soYving, There was a significant shift away from streés on
formal{ class teaching, Teachers were also somewhat more positive
about new educational media af‘ber the course. More accepbance of
group work, more pupil parbicipation and less emphasis on formal
teaching were all detectable in post-course responses during
thelr study on abttitudes towards teaching,

In another study conducted by Sparks and McCallon (31974j,
the results indicgted that the experimental group of elementary
seience preservice Geacher hgving microteaching expérience did
not achieve a more favourable attitude btowards-teaching elementary
science rather there was a more positive change in the group taking
a regular sciénce methods course. In India,Passi (1976) and Joshi
(1277) in their studies found that there was ho sighificant
di fferences in change 1n attitude towards teaching after acquisi-
tion of teachlng skills either through mic:::oteachimg or through
that of traditional practices. Moreover, under the National
Project (bas, et al. 1977) the studies revealed that (i) the
effect of change from perceptual to audic modelling on favourable
attit ude showed no conclusive results; (ii) the results of
attitude gain scores due to varying sources of feedback showed
no significant change; (1il) none of the teachers showed attitud-
inal changes dwue to changes in microbegching condition from
sinmulated to real or miiced; and (iv) the chanée in set of skills
or evenh teaching units did not produce any sighificant change in
the attitude of the student teack}ers towards teaching. Finally
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it was infered thathe acquisition of teaching skills through
microteaching did not affect any change in student teacherst

"attitudes towards teaching.

Though number of studies conducted so far gave
famurable'results on abtitude of the student-teachers/Leachers
towards microteaching (Cooper and Allen, 1970; Perrott and
Duthie, 19703 McIntyre and Dubthie,1971; Levis, et al. 1973;

Passi and Shah, 1974; sharma,1976; Passi, 19765 Joshi, 1977)

but atvitude towards tegching after a course of microteaching

with skill acquisition was unfavourable as was obéerved from

the reviewed studies. Only one study was traced from the
inwservice setting where a mixed result on attitude towards
teaching was seen, thus it was felt that a study should be
undertaken with a view %o comparing the attitudes of in-service
teachers towards Geaching before and after the skills acquisition
either through microteaching or emphasising those in an integrated
manner through tradit ional practice teaching.

1.5. STATEMENT OF THE PROBLEM g

This research study was underbaken with the following
purposes s to study the effectiveness of skill-based microteaching
over that of integrated approach in the traditional practice
teaching on the development general teaching competence, to
conpare the effects of varying feedback treatments withinh micro-

teaching on the development of general teaching competence, to
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study the effect of the specific skills acqulsitions on the

ability to use them in macro-sibuation, and finally, %o study

the effect of skill acquisition on the attitudes of the teachers

towards teaching and thelr reactions towards microteaching.

Hence, the present problem was entitled a study of

wgffect of Various Treatments on the Acquisition of Teaching

Skills through MicroteachingWe

L5Se1.

follows

1)

2)

3)

4)

15420

Objectives 3

The specific objectives of this study were drawn as

To study the effectiveness of microteaching under
various feedback treatments compared to the imkegrated
skill=bhased traditional practice teaching on the

development of geheral teaching competenhce.

To sbudy the relative effeciiveness of various feedback
treatments (self-analysis through audiotape feedback,

supervisory feedback, and supervisory-cum-audiotape
fe%dback:)in microteaching s:“ﬁuationsyon the develgpment

of general teaching competence.

To study the effect of training through microteaching
in specific Geaching skills on the abilify to use these
skills in macrolessons,

To study bthe change 1n teacherst attitudes towards

teaching after acquisitlon of teaching skills through
microteaching.

Hypotheses 3

The following hypotheses were formulated for testing

in the present study s



The gain in scores on General Teaching Competence at

the post-test over pretest and of the retention test

over the pre/post-~test is significantly higher for

the microteaching group using any of the three feedback
treatments (self-analysls through audlotape, supervisory
feedback and supervisory~-cum-audiotape) than the ‘filler’
group under integrated skill~based traditionagl supervision.

The gain in scores on General Teaching Competence at
the pogt-test over the pretest and of the retention
test over pre/post-test is significantly higher for
the microteaching group under supervisory-cum-audio
tape feedback than the micrpteagching group either of
self~analysis through abdlotape or of supervisory
feedback,

The gain in scores on General Teaching Compebence at
the post-test over the pretest and of the retention
test over pre/post-test 1s significantly higher for
the microteaching group under supervisory feedback
than the group using self=snalysis through audliotape,

<

The gain in summated scores on the five specific
teaching skills of the Geheral Teaching Competehce ab
the post~test over prestest and of the retention test
over pre/post-test is signhificantly higher for the
microteaching group using any of the three different
feedback treatments than that of the filler’group
under integrated skill~based traditional supervision,

There is ho sighificant differences in gain in summated
scores oh the five specific teaching skills of the
General Teaching Competence at the post/retention test
over pre/post-test 1n case of three microteaching groups,

The galn in scores on Teachers*t pttlitudes towards
Teaching at the post~test over pretest is significantly
higher in case of microteaching group using any of the
three feedback treatments (self-abalysls through
audictape, supervisory feedback sugervisory—cum-
audiotape feedback) than the ‘fiiler group under
integrated skillw=based traditional supervision.

There is no significant dlfferences in galn in scores in
Teacherst abtitudes towards Teaching at the post-test
over pretest in three microteaching groups using self-
ahglysis through audiotape, supervisory feedback and
supervisory~cum~audiotape f‘eedback..
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In stating the hypotheses Hy » Hy s H3 y Hy 9 and Hy
the gain scores of (1) post~test over pretest, (ii} retention
test over prebest, and (i1i) rebention test over post~test were
combined under the statement of each hypothesis; but the analysis
of the results and thelr interpretations, discussions, and
conclusions were made accordiig to each gain scores separately

of a particular hypothesis,

1e54 3 Key Terms Used s

In this study, various key-terms are used, which are

explained in the followlng s

(a) Various Treatments - Specifically various treatments
were the various feedback treatments during microteaching, The
feedback treatments represented those acts of supervisor,
informat lons about the performances through selfesensing viewing
from audiotape, or even through supervisor simultaneously viewing
fron audictape which suggested the teacher whether he was
progressing along with the desired direction, These treatments
were lmmediate, specific and satisfylng; identifying appropriate
and inappropriate behaviours; alert in comparing with the
extrinsic staz;dard or the modelled pattern of desired behaviour
and in finding the ways and means of achieving further to meet
the desired behaviotﬁ‘.

(b) ~ Teaching Skills =~ These were a set of relgted teaching
behaviours which in specified types of a classroom interaction
situations tend to facilitate the achievement of the specified
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types of educebional object ives, The whole teaching situation

during classroom transaction is an agglomerated performance having
twenty one identifiable units or teaching skills (Passi, 1976Ye

In achieving‘the compebency in teaching, the practices of at least
five teaching skills as per the following were essentially

required for an effective teacher. Hence, the five teaching skills ¢
Probing Questioning, Explaining, Illustrating with Examples,
Stimulus Variation, and Relnforcement were used in this study. The
details of these skills are described in the volume !'Becoming
Bebter Teacher s Microteaching Approach', edited by B.K.Passi,1976,

(i) | Skill of Probing Questioning =~ This involves the teachér

o to competent himself on the following techniques for a
desirable behavioural pattern in helping pupils to go
deep into thelr responses, Those techniques are 3
prompting, seeking further information, redirection,

refocusing, and increasing critical awareness,

(11) gkill of Explaining « It involves maximising the use
f of desirable teacher behaviours, namely, using

explaining links, using beginning and concluding
statements and testing pupilst understanding, and
avolding the use of undesirsble teacher behaviours,
namely ¢ stating irrelevant statement, lacking inm
continuity in statements, using inappropriate
vocabulary, lacking in fluency, and using vague woxrds

and phrases.
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(i11) Skill of Illustrating with Examples ¢ Teacher
S illustrates a concept, rule or idea with the help of
simple, relevant and interesting examples using

appropriate media and inducto~deductive approache

(iv) Skill of Stimulus Variation ¢ Teacher draws and
sustains attention of the pupils by using purposeful
movement s, gestures, change in speech pattern, fo‘eusing,
change in interaction styles, pausing, and oral-visual
swit ching,

(v) gkill of Reinforcement « It is a skill on the part of
the teacher to use the verbal and hon-verbal positive
reinforcers more gnd more and to decrease i‘.he use of
negative reinforcers for strengthening pupil behavieur
positively and encouraging him to participate in the

classroom discussiohy

(e) General Teaching Competence = This is the overall

compet ence of t:i:xe teacher on pianning the lesson, presenting the

mat ter, evaluation and managerial aspects of the bteaching in the
context of classroom teaching at the secondary level, This
teaching competence was measured through the Baroda General Teaching
Competence (BGTC) Schedule, developed on the lines of Stanford

\ Teaching competezice Appraisal Guide (STGAG).(ESI' ScaleySee
Appendix—fe)e

() Teacherst jattitudes towards Teaching -~ The abtitude

towards teaching was represented by the scores obbtained through
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the administration of the ;*phluwaliats Teacher sttitude Inventory'.
This was an inventory developed to test the teachers! professional
at tit udes towards teaching on six aspects 3 teaching profession,
classroom teaching, child~centred practices, educgtional process,

pupils and teachers. (For Scale, See Appemdlx-B),

(e) Experimental Group « This represented the teachers who
were exposed to the treatment of instructional materials for the
selected teaching skills through microteaching under variocus
feedback treatments., Three experimental groups 3 Eq (Self-analysis
through audio~tspe feedback); E, (Supervisory feedback); and Eq

( Swervisory~cum~-audiostape féedback) were taken under micro-

teaching setting,

() ‘Filler' Group -~ This group represented a control group
with filler’task to avoid or to reduce the Hawthorne Effect, The
teachers in this group were exposed the same treatment on
orientation and modelling of the teaching skills as in experimental
group prior to microteaching pract icés. But instead of microw=
teaching they practised those skills simultaneously in an
integrated approach through traditional practice teaching with
skill~based traditional supervision. . ¢ . The significance

of a'filler'group is discussed elaborately in the caption 2.1.2,

This group was named as 'F! groupe.

(g) Macrolesson = A lesson which was taught by the teacher
_in a normal classroom of having about forty pupils taking usual
time period about forty minutes on a subject content using
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hecessary bteaching skills - in an integrated mahner,

(h) Integrated Skill-basedTraditional practice Teaching - The
traditional teaching practices are usually taught by the teacher
in macrolessqns during normal class situation through the usual
methods of teaching adopted in teachers® training institution.
Their lesson-plans, practices are more Treflected on the development
of subject content rather the teaching skills, The remariks of the
supervisor are vague, subjective,and not leading to any skill
development for the teacher under practice, But in this present
context, the teacher under traditional pracbice teaching was
exposed to the perceptual and symbolic modelling on the specific
five teaching skills anhalytically, The macrclessons ;)n subject
contents were planned accordingly where all the five skills were
reflected in an integrated manner, During practice, the teacher
took the classes in macro~situation as per his lesson~plans. The
supervisor observed the full lesson taking down the components

of the skills to be improved and other suggestive informations

onh these skillse After the class the supervisor fedback the
teacher under trainlihg accordingly as per hls noted observations
on these skills in an integrated manner for the development of
teaching competence, This kind of training was adopted to the
teachers in the ‘filler’ group,

1.5, 4. Delimitations of the study :

This study was confined to the secondary school teachers

(in~service teachers) drawn from Orissa State. The sighificance ofj
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tgking ln~service teachers in this study was discussed elaborately
on the caption 1,1 and 1.2; and under the caption tthe statement

of the Problemt, The sample in number was limited to thirty three

mgle trained teachers only from nine rural and privebte managed

secondary schools of two educational dlstricks of Orissa,

only four independent variables of various feedback
treatments i B, 3= Self =~ a:éialySis through audiotape; By 3~
Supervisory feedbacks Eg#= Supervisory-cum-audictape feedback
under microteaching sebting; and another Fi- filler’ group having
integrated skill~based tradibtional supervisory practice teaching

emphasising selected teaching skills were undertaken,

This study was further restricted to a five selected
teaching skills s Probing Questioning, Explaining, Illustrating
with €xamples, Stimwlus Varistion, and Reinforecement.,

The efforts to develop these skills among in~service
teachers were restricted to microteaching setbting in real

classroom cohdlt ionge

The investigator acted simwltaneously as the organiser
in organising and coordinating the programme in schodls for the
success of the study; as observer in assessing the general
teaching competence of the teachers during pretest, post-test
and retention test through BGTC Schednle (though an experienced
' person was assisting him during class observation); as a resource
personnel during modelling the teaching skills, giving model

microlessons during demonstration classesj demonstrating the



mgcrolessons integrating all these skills, and as superviser during
feedback treatments both in micioteaching practices and in
traditional practice teaching for E, (Supervisory feedback) and

By (SupServisory-cum~audictape feedback); F (Filler’group under
integrated skill-~-based approach in traditional supervisory
practices) respectively,

The experimental fleld work of this project were undertaken
in an in~campus activity instead of effw~campus for the in-service
secondary school teachers, The invest igator proceeded from one
school to another after completing the experimentation as per the
schensbic design, devoting thrity to forty days in each school, ill
the nine schools having thirty three teachers were covered within

one academic session.

L6, SCHEME OF CHAPTERISATION 3

The report of the study is dlvided into five chapters,
namely, (1) Introduction including the present study, teacher
educat ion programme with special reference to in-service teachers,
analytical approach and training of in-service teachers, mlcro-
teaching and 1ts relabted studies, statement of the problem,
objectives, hypot heses and delimitations of the study; (i1) Mebhod
and Procedure of having\ the desigh of the study, sampling,'
experimental treatment, significance of the filler group, tools
ugsed, schematic design of the study, . .~ the treatmenis, and
sbatistical measures employed; (iii) Analysis of the Data and
. Interpretation of Results as per the objectives anl hypotheses-wise
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including the content analysis on the teacherst reactlons towards
microbeaching collected through Self-evalugbion proforma; -

(1v) Discussion of the Results as per (a) effectiveness of
microteaching, (b) effect of varylng sources of feedback within
microteachling, (¢} effect of specific five teaching skills,

(d) teacherst attitudes towards teaching after skill acquisition,
and finally the conclusion of the study; atid (¥ Summary and
Recommendat ions including educational implications and suggestions
for further study,
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