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ABSTRACT

The investigation presented here explores the use of audic +esdback in the

review stxas of 1 Microl

Fi1]

aching sxercisa,

The investination imvelving Year Twro buosic Tescher

a1

glf-gvaluation ratings made in response {0 three feedback conditions;

m

memory, audio, and video; and atiemplsd to suplain any difference in
retirgs by changes in the source of fesdback. The three self-ratings were
compared to an sxpart rating of sach microlesson 1o investigets any other
gtfecis feedback had on rating. The dezign of the study xlzo allowed for a2

mpzrizson to be made between two different teaching condiiions. one

teaching puplls in & classroom setting, amd the other teaching peers ino s

+

Althouwoh guestionnaire responses indicated & prefsrence  for video
fzedback, nore was actually little change betwesn auvdio and video ratings.
Meither of theese ratings were as accurste as the initizl memory rating
when all three were compared to the sxpert rating. The video feedback
appearad to generste & posifive image which resulted i trainess

cver-rating themselves, Most imporiantly, there was no signiticant

ditference betweer audio and video ratings.

oy the geer—itzaching
setting appeared 10 encourage an unrealistic view, with traingesz in this
group over—rating themselves more than those teaching pupils 21 school.

Questiornaire responses indicated that the oroup teaching in the school

(mR

setting tended to regard the Microlesson, although limiting, to be a

lowwzr tham the

in

valughle experiermce. Thiz group’s wmitial reting wa
peer—teaching ogroug. Dut they were mobre responsive 1o changes in

feedback.



Despite zevere limitations to the gererality of the study due to design
shortcamings: the {findings provide enough material for 2 generel
discuzsion on the differsnces in mode of feedback. Severzl issues are
rzised: including the idea that an audic stimulus gensrates & higher level
respinee thar & visual stimuluse, The discussion includes reference o an
informal study which was undertaken to explore this notion. (That it is not
dirgctly supporied by the findings i= probably due to design issuee which
failed to account for the superice status of videa in the eves of
inexperienced self-raters, and by the use of = rating scale which was not

sensitive to issuss of aural and visual perception.)

The discussion takes place within the content of Teacher Education,

preparing for a2 profession which 1s continually making demands on &

teacher’s adaptability to change and her ability i reflect on issues

£
T

s

regarding the pace and dirsction of those changes. The feedback stage o
Microteaching cycle iz seen 2z a place where such reflective activity cam be
ercouraged, especially by the use of a varisty of modes of feedback:
imcioding the activity of listening withoot viswual cues, or in other words,

audio teediack.
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TERMINGCLOGY

Students snrolied in pre-service traimirng for Primary School teaching are
referred 1o as trainees, (n the present study, trainees in their =second

wEAD)

The Schaol group refers o drainees who taught lessons o pupils {(children
of age 7 ar 19},

The Colleas group refers o irainees who taught leesons to geers {(trainees

of the same vear groupl.

Feedback refere to zny informatiom received oy the traines about past
teaching experience. In this study, feedback conditions include immediate

r

]
g

a1l (no zssisted feedback), audio (Unouided listering to & soundtrack of 2

gzaord, and video {unguided viewing of a film, with soundiraclk; of a

[—

le==zon). Feedbacl conditior, feedback mode, anmd tvpe of feedbaci are

interchangeabie terms.

Teaching condition refere to the snvironment for geitinngl where the

microlesson tool place, amd thersfore the tvpe of puptl involved i the
microiesson, either at School or at College, Supervisor refers to the
person implementing the music course, and carrying out the present study.

xgpert pating is the evaluation grade given by ths supervisor for gach

11}

microlesso.

The terms Microlesscn amd Microteaching exercise reter to the same

activity and are wsed interchangeably. The sbhrevisation MT i=s used in

places to stand for “Microlzaching. The terms Raiing scale  and

Evaluatior form are also used intsrchangeahly.

viil



CHAPTER 1. INTRCDUCTION

An Bducation System, liKe most examples of social organization responds
to change. For survival, the integral parts of any organieed group of
pumar activity are required o corrtinually adapt. Education; with a direct
respoansibility to children and their perents, iz perhape more vulnerable
tham other disciplines 1o pressure from external forces, be thev marl«‘ét

demande, community requirements, or technological developments.

Teacher EBducation is a specialised +aget of the discipline of Educations.
It is a vouthful facet, with sttention to precisely how best one person can
encourage learning by ancther person being the thrust for only the last
certtury. 11 has become accepted now that the possession of Knowledge
itself is simply not sufficient toc make a teacher, certainly nat alwaye a
‘good’ teacher, Teachers’ Colleges and University Education Depariments
epecialise in research and educating students of teaching im ways of
imparting that Knowledge, of creating =uitable learning ervironmernts, of

enquiry and discovery irn the classroom, and in later life.

Age oz young discipling, Teacher Edoczticnm is particularly responsive to
pressure and change. Schon (192%), in 1zlKing aboui preparing
professionals for the demands of practice, swggests that pressure from
the commurity often focuses on
"such izsues az the ouwality of teaching and the in—service
education of teachers. Teachers; who often resent becoming
targets of klame for the perceived failures of poblic
education, tend nevertheless to advocate their own versions
of the need {for profeesional development and rerewsl.
Critics inside amd outside the schools have argued in recert
vears that we must foster and reward development of the
craft of feaching” (Schon. 1985, pis)h
it iz in such am eager atmosphere of responsibility and professional

development that the growth of Teacher Education flourishes, Issues such

as; for sxample. the oper-plare classroom, the teacher as "reflective



professional”. microteaching, discovery learning exemplify the varisty of

concerns which challenge teachers and Teacher Educators.

Whern "Microteaching” was first introduced at a University Education
Department, it emerged 28 2 responee to a challenges in this case fram
within the profession - student teachers were disillusioned with the
relevance of their methods couree. (Allen zrd Ryans 1969, And as
Hicroteaching developed in various countries and in varied teaching
eonditions, it both responded to, and in tuen, challenged, thes principles and
practices of the teaching profession.

"Teacher trainers who had become dissatistied with previous

approaches to the practical training of teachers regarded

microteaching 35 & breath of fresh air in the clouded arga of

eftective teaching. With the imtroduction of microteaching

with ite associated emphasis on teaching behaviour,

edutatinnalizts hegan to examine gther wicer perspectives i

egucation. A= a result, there developed movemenis

advocating the total retorm amd restructuring of teacher

education itself" (Hargie and Maidment, 1779, plid),
The initial development and subsequent growth of Microteaching provides
ar example of what Schon was referring in as the Ydevelopment of the
craft of teaching” (Schon 1988). In its 23 vear development, Microteaching
hias been analvsed and adjusted by marmy sources and for many rFeascns;
being accepted by some and discarded by others. Allerr and Hyan
anticipaied this in the early days at Stanford, 2 primary locus of MT
development,; when they warned that;

"Hicroteaching currently has the same promize, and the same

danger,; that newly devised research and training techrioues

have always had; the promise of opening up entirely rnew

avermes; perepectives and slternatives to human sxploration;

the dangsr of locKing in ioo early on & first alternative which

arnse purely out of chance and convenience” (Allen and Ryans

1949, preface iii).
For some; the behaviour modification model of Microteaching proved to be
etther unworkable or unwanted in the Teacher Education process.  They
"locked in too early". For others, the flexibility of Hicroteaching was

seen as an advantage; and adaptations were made to suit various needs

and requirements, This has resulted in 3 refinement of the Microteaching



principles into various conceptual models (see Chapter 2)y an indication of
Microteaching both responding to, and being responsible fory changes in

educational thimking.

One such conceptual model has focused on the reed for tzachere to he
zansitive ta the changing needs of pupils, and to ke flexible in their own
teaching strategies. Souch a "reflective” model of Microteaching echoes the
ideas of Schon, who when writing about "Bducating the Retlective
Practiticrer”; talks of the professional engaged in & "Kind of
improvisation, inventing and testing in the situation strategies of her own
deviging” (Echon, 1942, pd). The way that Microteaching cam encourage such

a percpective forms the basis of the discussion in Chapiter & of this paper.

The initial developers suggested early in its development that;
"Hicroteaching a5 a teacher training technigue must proceed
vig & cargtul investigation of the contributicn of each of its
components”. (Allen and Ryan, 1967, pi3)
it is therefore the sim of this study io discuss how & manipulation of the
components of the Microteaching process can hest encovrage the growth of
reflection. In particular, the feedback component of the process is under

review; with both the main study and the follow-up study contrasting the

use of audio feedback with viden feedback. (Chaplers 4,5 and &)

The development of video recording and playback has undoubtedly had a
strong influence on the growth and acceptance of Microtzachings which is
itself evidence of the level of rezpunse which the Teaching profession
makies 1o technolopgical developments cutside the school., That videro has
dominated and influenced the growth of Microtsaching iz a reality ignored
by many writers., Of central importance in this paper ic the theciz that
audio tape can also he evfective in providing feedbacl; for general
classropm situations and especizlly for muosic teaching.  In fact, the
suggestion iz made that the absence of visual cues or images allows for

arid indeed sncourages & degree of concentration and attention at a despar



level, listening resulting in & more thoughifol response, and providing &

greater opportunity for the growth of reflective thinking.

Chapter 2 describes the evelution of Microteaching; and reviews some of
the literature contributed since 1983, the year that the MT programme at
Stamford was first introduced. It also brisfly ocutlines tihe development of
Music Bducation and the training of muszic tsachers. Finally, it combines
these two topics and discusses the place of Microteaching in the training

of Music Teachers.

Chapter & discusses the influences the literature has had on the preserd

thesis and cutlines the hypotheses which shape the design of the resesarch.

Chapter 4 explaine the procedure adopted for the main investigative study,
backgrounding the subjectz and recording insirumernts used. As well as
contrasting modes of feedhbacky the siudy was able to contrast two teaching
conditions {ieaching pupils and teaching peerel; a comparizon made

possible by design factors, but one secondary to the main thesis.

Chapter 5 reporits the results of the study, and analyses data collected
from the evaluation forms and guestionnazires completed by the subjects,
The results are integrated in & general discussion of the findings, with

reference to the earlier literature review.

Chapter & continues the dizcussion, and .repmrts the findings of an informal
follow-up study, undertaken to explore & notion of reflective
Hicroteaching which emerged from the main study. The chapier then
syrithesices findinge from both studies and with refersnce itoc material
from a related discipline, the psychology of hearing, draws sOme
conclusions. The foruz of the discussion is returnsd back through iszues
of listening,; of feedback, and then of Microteaching, to the more general

implications for Teacher BEducation.



CHAPTER 2. LITERATURE REVIEW

2.4.1 HISTORY AND BACKGRQUND

The first body of reszearch on Microteaching emerged from Stanford
Uriversity in 1942. The Education Department there defined Microteaching
in terms of practising teaching in & safe environment where the class, the
tazll and the time were all reduced, and where the participants reviewad
their attempts before repeating the lesson. MoGarvey and Swallow (1958
in a recent review, provide a congise summarised definition of the
Hicroteaching procese,

"The compler =iills of teaching were broKen down into simple;
componett sKills and rating schedules were developed to
define and monitor the attributes of sach siill. The studsnts
attended lectures and skiill demonsirations (often videstaped
‘models’ showirng examples of gocd practicel on these
comporent skills of teaching. The students then practised
these siillz by preparing and iteaching short lessons (3-10
minutes: to small classes (4-8 pupils or peers), They received
feediack about their performance by wviswing and discussing
the videorscording of their microlessons, using rating
schedules to guide fheir amalysis of the skills being
practised. Practising & specific teaching =Kill in 2 short
lesson with switt feedback provided a2 very much shortened
learning cycle az= compared to cornventionzl teaching practics
irr claszrooms,. This meant that students could receive mors
support and have more informstion about their performance.
They would aleo have the opportunities for repeal practice
and for developing their powers of perception and anzlveis.
Thus microteaching was intendsd fo help students improve
their teaching skills and their self—confidence." (McGarvey
amd Swallow, 1536, 02}

By adding modern electro-mechanical fesdback to & traditional training
technigue; the term "Micrgoteaching" wasz coined, a titls concordart with
crher "micro® developments in the glectronic and communications fields at
the time. Microteaching has since 1963 been assoriated with the Stanford
madel; all variations on the main theme being in some way related o the
original blueprint. (See Appendix A Tor an example of a Microteaching

experience provided by the Stanford teaml.
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The evolution of the Microteaching concept was influenced further by the
worl zt the Far West Llaboratory for BEducational Research and
Development (Borg, Helley., Langer, & (Gall, 1970), where the researchers
developed "Hinicourses", self-instructicnal courses encompassing & wide
rangs of simple and complex sKills {(cee Appendix C}. The adaptation of
these Minicourses for the Britieh setting (Perrott 1577: Brown (973)
developed the concept further: and with this development came associated
regearch into the overall effectivenezs of manipulating ogifferent

componente of the Microteaching sequence.

Periberg (1997) points out;
"It is important fo note that during the indiial stages of its
inception and development, Microteaching: like mamy other
edurationzl innovations: was not based on solid theoretical
conceptuslization and research evidence®,
He euplains that becavse of this, teacher educators moditied and adapted
the MT concept to suit their particular needs and resources. In New
Zealand, for example, the term "Microteachking” is used to descrike many
activities including single isclated lessons with no feedback, lessons
invalving two or more trainese teaching a group of childrem
demonsirations and discussions, and the practice of introducing trainees
o various teaching models (Battersbhy 19873, Very few instances amonget
those referred to in Battersby‘s survey seemed fto include feedback from
the recording and re-teaching phases of the evele. In Irglang, the couniry
invalved in the informal follow-up study reporied in Chapier &

Microteaching resembles more closely the original Stanford modely as

adapted by Perrott (19771 and Brown (1975).



2.1,2 MCDELS OF MICROTE ACHING

Microteaching has been widely applied since 19583, Research in more recent
years hag been of z review nature, with emphasis on the need for a
conceptual base for Microteaching (McGarvey 1986, Dunitin 1927, Wragg
1?22, It has been suggestied (Mcoleod 1987} that some sort of

conceptualisation is evident by organising research activities under one of

four distinct but sometimes overlapping models. The four approaches are:

1 The original Stanford approach: where modelling and reinforcement were

veed to tmprove the general teaching effectiveness (Allen & Ryan 1947%).

2 & behavicur-modification focus {(McDomald 1973) where success would be
measured by a specific behavicur change, achieved throwugh comtingency

reinforcement schedoles.

8 A social skills approsch, where teaching is to be regarded as & process
of decision-making and selection of relevant skille, rather than a
collection of individual =Kills fauoht in isclation, Halierns (1977) refers to

this as a Jensitisation Model.

4 The fourth approach is referred o &z a “reflective” or "cognitive"
madel, Because this model is referred to specifically later in this paper; it
ie discussed in some detail below, including reference to differences

between "reflective” and "routine” action.

Mclmtyre, Macleod & Griffithe (1977) adopt 2 cognitive model, suggesting
that MT could be assessed in terms of whether it provides “for the
gevelopment and inducticn of functional and adaptive cognitive structures”

(E242).

Joyee (1988} retfers to the acquisition of "meta—cogritions” - "ooncepis
that help the learmner to control the learning process; accelerate 1ty and

navigate the more difficult learming tasiez with greater confidence and igss

8
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amuiety" (E32). That there has been attention given to this in the
literature, accoarding to Jovee, is because Teaching Practice has
traditionally had negative Funnelling effects on trainee teachers’
development, rather than z "branching” of teaching styles which could be
pozeible from classroocm  experience. The development of such
"meta-cogritions” can, Joyce claime, be erncouraged through Microteaching:
and a variation on the Microteaching concept which he calls "Instructional

Svztems", reswlting in ieachers becoming more flexible in their choice of

teaching strategies, (pp32/34)

Adaptibility and flexibility in choice of teaching strategies has an cbvious
relationship to what some writgrs describe as "reflective” teaching. The
reflective model is seen elsewhere i the literature as an alternative to
the skills approach (Echon 1923); the "reflective practitioner” being

regarded more as a true professional than is the "rational technician®

G|
L

(pZad).

[

Dewey (1953) made an important distinction beiween reflective action and
routine action. Routine actior is "that action which is guided by tradition,
avthority, and the official definitione within & socixl setting". Reflective
action on the other hand entails "active, persistent and careful
cenzideration of any belief or supposed form of ¥nowledge in light of the
grounds that support it: and the further comseguences *to which it leads”
(Dewey 1933). Such reflective zction should, Dewey saves, always take
place within an attitude of responesibility, or the consideration of the

consequences which certain actions may have. (Zeichner 1782)

Van Manenes (1977 superimposes a three—tier distinction ontpn Dewey's
atiitude of responsibility, suggesting that first a teachsr trainee can be
reflective about the technical slkille of teaching, secondly about the
worthwhileness of educational goale and principles; and finally about the

social, political and moral implications of ones teaching.

9



The cogritive or reflective model of Microteaching iz clearly different
from the other threes models mentioned above. Whether it is Varn Manerns

I

consideration of educaticnal geals arnd principles, Joyce’s
"meta—cogritions”s or Macleod’s "adaptive cognitive sitrategies”, a
cogrnitive model of Microteachimg cany it is claimed, be responsible for
encouraging teachars io reflect upon their own teaching: through critical

self-evaluation of differencec between their intention and their actual

performance.

Net all the literature reported on the following pages can be sasily
organised into one of the theoretical models mentioned above. There seems
to be gereral agreement that MT "works" and is enioved by  the
participants, but this subjective reaction does little 1o validate the
resparch. As Allen eynlains,
“Microteaching has probably succeeded kbecause both
Teachers and supervisors liKe if. Teachers like it because it
gives them arm opporiunity to practice in a safe setting.
Supervisors like it because it has an aura of profeszsional
myetique. It is rather a harsh reality that thiz affective
evidence is more important tharn any research findings".
{(Allen 1750)
A review of such research is important though: in grder to understand
these short-comings and to discern the areas where further research is
indicated, Reegearch difficulties aside, much constroctive and elucidating
work has been done in many areas. Perhape if one was 1o adopt Perlberg’s
(1937) encompaseing conceptualization of MT as an “eclectic laboratory

training technique” (p717); much of what iz written below can he seer as

comtributimg greatly to the discussion.

10



2.2 RESEARCH EINDINGS

2.2.0 MEASUREMENT DEVICES

The etfectivenzss of 4 MT cvele is vzually measured by an observed change
in the freguency of a particular sKill or teachers behaviour. This mav be &
behaviour measured before and after treatment: or a3 charge measured in
the trainees ability 10 evaluate and replan. Some studies have tried to
gstablish whethsr such & change is long-term and remains for subseausnt
use in the classroom, rather than just Geing demonstrated under laborstory

conditions,

When recording changes in teachers’ behaviowrs afier 2 MT exercize, thers
are twa types of mezsurement instruments which can be wsed. Copeland
(732} refers to these as "high-irderegnce" or "low-inference”" measures,
The term "inference" iz explained by ite indtiator Bosenshine (1771 as
“the procese imtervening betwsen the oblective behaviour seen or heard
ang the coding of this behaviour on an observational instrument” (pl7). In
the comtext of a2 HMT exercise, "high-inference" meazures rezouire the
ohesrver io infer the freguency of behaviours sueh as Yermthusizsm”,
"involvement'; or "clarity of presentation"; and "low-infersrce" mesasures
require the observer fo focus uwpon the freguency of specific overt

behaviours, such as eve—contact, number of questions asked, eto.

Referring o the third of Mcleod’'s conceptusl models, 2 sogial skills or
sersitisation model of MT will require the former mezsurement technigue
mertioned above. This type of reguired behaviour by definition will be
obeerved using "high—infsrence” meazures, and will therefore he more open
o challenge. Such ressarch is important though; in the development of
thiz MT concept, and measurement devicez need to be developed.

Guestignpnaires on trainee reaction: and compericon of trainees own

11



evaluations of different receords of the zamg lesson; or of a series of

leszons, are two poesible techigues for thiz area.
2.2.8 MICROTEACHING COMFONENTS

Haessarch on Microteaching usually focuses on the efrect on the cvcle of a
change In ore or more of the following components; Modelling,

Participarts, Supervisors, and Feadbacl,

Modelling ~ every MT cvcle will begin with the introduction of a specific
efill of behaviour in gquestiorn. This can be done through demonstration
izometimes called & "master lesson"} which can be live or recorded; by
discussion, or by some form of general observation. Interrelated to the
modelling component, are issues regarding the role of 2 supervisor {(should
s/he provide the model?l and the type of sKill being focused on &

nonverbal s#11 will need a visual model)

Pariicipants - mary research strategies have developed uvnder this
heading., The personality type of the traimee teacher, prior experience of
the participamts, at what stage of training the MT taMes place™; how
accustomed are the trainees to the MT cvcle?, etoy are all iszues concerned
with the trainees. The nature of the participating students is also
important - are they school pupilsY, if <o, does the MT fale place on their
territory?, are the participating siudents the {trainess peers?; are thev

Known 1o the traimee?; etc.

Supervisors - the amount of comtact a supervisor has with & trainee,
whether the supervisor is the same persor as the demonstrator, what form
the supervisionm takes regarding style of evaluation; these zand other

guestions nave formed the basis of zome research designs.

Feedhack — various typee of feedback can be made available to traireesz,

ranging {from immediate recall and observer ratings, to audictape and
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videptape., The effectiveneszs of ome form of fesdback over another has
been investigaisd in some studies, and the form of the feedback as well as

the sowrce, has interested som: researchers (see 2.2,4),

Z.2.2 MODELLING

Whern 2 Microteaching cyvcle is heing used by Teacher Educators to do more
than simply provide non-threatening mini-experiences to boost confidence;
thert a "model” or demonsirated skill iz probably involved. As Dunkim &
Biddle (1974) state clearly, "Those who wish to teach about or study
sducaticn find it convenient to set forth a2 model for their efforts" (p3i).
In their expowition of & general model for the giudy of classrcom teaching;
a Kimd of "maero-model”, they support the concept of providing models at
all levels., As teaching is a complex activity that reflects many factors,
and as improvements in teaching methods are always desirable, then
providing a model is often "the first-step in the development of a general

theory about teaching methods”.

The modelling stage of the HT ¢yele has received much attention from the
ressarchers. As already mentioned, the behaviouriet approach (MacDonald;
{972} suggeste that the repeated MT cycie provides an ideal climate for
successive appraximations by s trainege towards the target behavicur
medelled 2t the outset. Much of the dizfavour which MT experisnced in
recent vears could perhaps be explained by the predominarce of this
behavicuristic — mechanistic approach, which quite zlien to the humanistic,

holistic concepts prevalent in more recent vears.
’

The fact remains thouol. that leaxrrdng 1o teach doss involve imitation angd
behavioural change, The literature seems to suggest that there iz a
significani difference between viewing z seriezs of recorded, ideal
demonstrations, and learning from gensral observation. The readily

available storage and replay facility which video recording provided, may
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quitz possibly have discouraged some Teacher Educators from imcluding
gernersl ohservation, “apprentice’-siyle, in favour of epecitic,

demonstrated skills, modslisd for imitation,

One study, although concentrating on one specific skill, addresses the
question of the role of modelling: by comparing the use of positive and
regative models (Gilmore 19775, Two groups of students were provided
with 2 videotape models esach, Group A viewing positive sxamples of the
skills while Group B viewed negative examples of the skill. Group C werse
also introduced to the s=Kill, but did not view army model. After
Microteaching, there was a "clearly visible tendency” (pi37) for Group A
members to employ the skill, although this was not statistically
significant, As well az Gilmare’s study questioning the effectivensss of
necviding contrasting, onposing mocdeis, it alsn sunoeets, by showing the
different resulis they produce, that the use of more tham one model &
models were used altogether im this etudy) may remove the
behaviourigt-imitation emphasis in favour of the apprentice aszpaci of
modelling. In other words, i a number of models are provided, the trainee
may be aciively Iinvolved in observation and subsequent choice of

behavicur.

In resegarch designs where z video model was compared with just the
wiritten transcript of the same video (Koran 1974, Phillips 1973; in Marcleod
1937), no significard differernce was recorded. FPresumably, these cases
would have been dealing with verbal siills. It would be expected that a
visuzl skill such as eye-contact, vese of blackboard, etc, would be more
effectively modslled by a visual example, and a difference measured. OF
greater importance, Hacleod (1787 reports that varicus studies have
revealed that fraining to forus on demonstrated =skills in 2 discriminatory

way, without actually irving those skille out in & teaching zituation, can be
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just as effective in changing teacher behaviour; as the practice/feedback

component of the cycle.

Several examples of MT cvcles (Perrett {977, Mclntrye 1977) emphasice the
importance of the modelling stage of the cvcle, as long as skills or
concepis in guestion are discuseed fully, and are related to a theoretical
base (Maclntyre 1977, pidd). These anthors suggest that the traines should
chserve {positive and negative) examples of that skill in isclation, and
thern be trained to identifty that skill in the context of & lessom, Perrott
explaine that the video of a2 "model” teacher conducting 2 lessom should
zerve the dual fonction "of providing a clear performance model of how
each sKill can be used in & teaching cortext, and of helping the trainee to
recognise and discriminate between the skills® {(FPerrott 1957 p765k She
zlec suggeste that prompt feedbacK on the correctness of such
dizcrimination is essential at this point of the cycle. It does indeed seem
likely that such 2 ftraining in discriminatory observation could result in 2
charmge in teacher behaviour - the modelling component alone in this
gxample represents more contrelled training than many complete

Microteaching cycles.

The model, then, is seen &% & very important comporent of ithe
Microieaching cvcle, perhaps the most important; as some research has
shown it can stand ort its own as & sigrificant traicdmg techrigqus, when

discrimiratory skills are taught alongside.

2.2.4 FARTICIPANTS

In many pre— post— experimental designs involving large groups of
siudents and similar lessons taught on different days and {o different
groups, validity difficulties arise due to uncontrollable human factors
rehearesl and learning factors, sample =ize, cost, practical concerns in

long-term studies, and =0 on. A variables in some research designs which
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has proved o be success{fully controlled for validity is that of the nature

or personslity of those taking part.

When the same trainee is teeted before and after 2 MT experience, 2 valid
comparizon can probably be made; and changes attributed to the training
irhetween, When a group of trainess take part i individual experiences
aszipred as randamly as possibles then even more valid comparisons can be
made. Leith {19534} compared trainees grouped on twe factors, extraversion
arnd anxiety, suggesting from previous research that moderate amounts of
armiety seem to aid learning, perhaps by stimulating arcusal. Four groups

were formed

Introvert Extrovert
Gnxious = N
Mon—anxzious B D

ang exposes to iwe different MT conditions, one highly-siructured with
etep-by-step instruction and carefully designed feedback, the other
less-structured with no personal feedback. Significant differences were

revealed between the groupings, and against & control condition.

I the first highly-structured condition, the groups achieved im this order;
B, &, then ; with D achieving less than the control. Group D {nor-anxious
extroverts); Leith suggests, were inhibited by the roles and the structure,
In the second condition, the Armxicus Batroveris (C) achieved best, closely
followed by groups D and E. Group A, Leith suggssis: wers

"gverstimulated bevond their capacity to avoid confusion" (pl94).
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These results clearly support the notion that 3 MT cyele is likely to be a

syccessful verrture for seme trainees and not for others, depernding on the

e

rainees’ personality type. This; of course; 1= probably the case for most
general training techniques, and is not pecdiar to Microteaching. What is
significant about Leith’s snquiry, iz that 1t reveals that certain tvpes of

feedback and structuring may favour certain types of personality.

Thig research poses some difficulties with regard to the concepiusl base
far MT; which in &ll cases is, after all, aiming at some form of change 1In
the trainees hehavicur or attitude. Some Teacher Educators may im fact
hold the hope that anuiety. for example, may very well be a personality
feature which is undesirable in the claserogom and which a2 MT cycle may be
able to change. In other words, whils in Leith’s study, the degree io which
a teacher displays extroversion may be regarded as unimportant for
success in the profession: many would say that anxisty is something which

should be controlled.

Many studies report a change in self-concept and self-confidence after s
MT experience teg Stamton 1973, Copeland 1722), supparting the spprentice
or guild concept of masgtering one thing ot & time. Copeland (4982) reporizs
the findings by Hamacheck (1971 that "pupils of tsachers whose
self—concept is higher demonsirate higher academic achigvement than do
pupils of teachers with lower =21 concept" (piGiii. IF universally
acceptedy this would seem fto support the MT concept of changing teacher
behaviour snd atiitude (self-concept). something witich only % complete MT

cyrle imvolving microleszon and feedback could achisve,

FPerlberg (1927 refers fo the MT laboratory as a "safe-practice grocnd”s an
erwvirocnment he aszerts must be present in every classroom for imnovation
to taKe place; but more importarntly i the MT cvcle for confidence to grow

and anxiety to diminish (0717}, Research cguoted so far regarding the
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nature of the "participants" supports this concept; as dogs research or the

attitude of the participants (Mcintyre 1977

Selient characteristics of the pupils in a Microteaching class is anocther
category of variable which has also been investigated. Many studies have
made direct comparisons beiween peers and pupils {(Johnson & Fancrazio

1771, Levis 1973} but few have returned any definite findings.

Im those cases where such a distinction is present, trainee teachers show a
preference for teaching pupils rather than peers - they regard thizs as
"real teaching”. Buch a preterence could however simply he a demonstration
of the teacher frairnee’s esagerness o "tzste” the resal classroom situation
rather than any reasoned willingness to observe and practice new teaching

skill=.

Althouah trainees may prefer teaching pupils, ressarch indicates that the
Ciassroom 1sn’t necessarily the place where teaching behaviours are most
etfectively learnt., Levis (973} reqguired etodents to include three
uestioning skills in Microteaching to peers and to high school pupils.
Only the uvse of higher crder questions wae at a higher level for pupils,
with no difference between the groups in the use of probimg guestions or
in fluemcy im asHing guesticns.  Levis’ siudy reported that interest
lessened as the Microtesching programme grogrezsed for students teaching

[EETS.

2.2.5 SUFERVIEORE

Much of the research dealing with the modelling component also concerns

i

itself with the role of supervisors, Some however, specifically addresse
the issues of supervisors’ strategies in the feedback stage of a MT cycle.
In cre example of such research (Mclntyre 19771, four different typesz of
supsrvision were used, ranging from positive reinforcement, to complele

impartiality. Mo statistical difference between any of the four treatments
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was found (Rid4i). A questionnaire of students’ attitudez however,
indicated a "preference” for a supsrvisor who a2ciually peirnted out ways to
improve teaching, to a superviscor who merely pointed out appropriaie
teaching skKills. Mclmiyre also regported the interesting data that "all
groups warnted more of what they did not receive: and less of what they did
receive” (pl41); and concluded from this that & most effective HT
experience is one with a wariety of swpervisory approaches; enabling

trainess to malke use of such variety.

Wragg (41924) reports two studies where the supervizicn phase of the
Microteaching cycle was excluded, and reports that in both cases; the
zbsence of a supervisor had mo effect on teaching pertformance, The first
of these by McAleeze {(1976); reported that there was no significart
difference in performance ratings between 10 traimees whoo were
mepviged =nd 0 who wern Un-cupeevd
interectingly thought they were doirmg bketfer than they werel. The =econd
study by Ilingworth (1971 found no diffsrence between a group 15
firgt-year trainees who received feedback from peers, arnd a similar group

whao received supervisor feed-back.

However, thers are so many differences in experimental cornditions here
(performarice ratings, sample size, age/auwperience of trainee;, eizl, that
gefinitive guidelines on supervision can not poseibly be made, Ore
researcher who appears 10 have carried out the most comprehensive review
of this area is Griffiths {197&). He has identified three broad
conceptualisations of the sucervisors role; 1) where the supervisor gives
feedgback on how well the trzinee has imitated the model Y where the
supervisor acts in & counselling role; and 3) where the supervisor acts as
& facilitator in the frainees’ decision-making. He also states however,
that research has failed to reveal 2 single, most-eifective role for

supervisore, gxplaining that "the profescional literature has tended to
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promote an eclectic approach based on a listing of possible and overlapping

supervisory tasks" (p724),

Z.Z2.6 FEEDEACK

OF all comporent parts of the MT cvele, the feedback phase iz perhaps
considered by some to be the most important. It certainly is the phaze
which hzg received the most attention by ressarchers, which comes as no
gurprize if one recalls that the single most important influence on the
emergence of Microteaching as a training technigue was the development of

advanced recording methode enabling immediate and continuous feedback.

The inclusion of a feedhack phase has perhaps alzo added to the perceived
status of Microteaching: increasing what Allen referred to as an "aura of
professional mystigue” (Allem 1988). The term "feedback" is ore borrowed
from the other sciences:
"In the physical sciences; the feedback comcept can be traced
back to the thermostatically cortrolled furnace invented by
Drebbel (15373~1432) and the centrifugal governor invented by
Huygens {142%-15%3) for use in clocks. It was adopted for
windmiile and water wheels before being used by James Watt
for the steam engine. James ClerK Maxwell (1865) was the
firet to analyse such phenomena in mathematical terms and
can be regarded as the fazther of modern control theopy.”
(McFarland 1921,
Although Microteachinmg can be brolen down ioto componernts for the
purpose of research, 11 is clear from this review that the components are
i na way distinct, each one overlappirg with the gthers. The issue of

feedback therefore has been raised already under other headings: and

gerera] conclusions about its role have already beern made.

Orne of the earliest writers om this cubject remains influential, being
referred 1o oftem in recent Hterature. Bandura (1777), Through his social
learning theory, explains that fesdback (n general terms) strengthens and
maintains responses that already exist im & person. Comparing  the

modelling and feedback phases of MT; Levis (1997) paraphases ZDandura;
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"Modelling is regarded as an acquisition, while feedback

functione as a performance varizble. Modelling enables

trainees to acquire a skiil; feedback helps them to adapt the

skill 1o their own persorality and te teaching sitwations

other than those demonstrated by the model.,” p725)
With thiz distinction in mird. three of the major tvpes of research are
discussed: the quality of the fesdback, the presence of discrimination
trzining; and the mode of feedback. Wragg (1771 tried two different types
of fesdback; — video and observation data {dnteraction - analysis). He found
that neither condition resulted in a change in behaviour; but & combination
of them both did. Such a result supporis the views already stated that for
a MT programme o have much effect at ally the participants must be
actively involved; especially at the feedback stage. It would seem that in

Wragg's stiudy, the interaction analysis data emabled the irairees o maks

same sort of link to their own performance.

A slightly different sowurce of feedback, thiz time from pupils; was
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1974), Trainges received feedback from one of threes sources - evaluation
forme filled out by pupils, & summary of those forms via the supervisor, or
the pupils forme together with supervisor's comments. Despife the

unswally large sample size 50 students); there waz no significant

ditfergnce among the three groups 2fier feedback.

The video mode; as mentioned, has becaome the most popular method of
gtoring and replaying twraineess’ performence, but as Levie {(E707) =iates:
"That videotaps feedback is more effective in producing bebaviocural
changes tharn other forms of fesdback has been more often zsszumed than
tested" (£724). For reasons already stated, videotape hacs indeed become
immergely popular and almost synonomous with Microteaching: even though
the originators Allen & Hyan {({949) have ciearly stated: "Videotape
recording is a frill .. it i not an essentizl part of the microteaching

protess" (p34). Examples of research regarding the use of video are so0
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riomerous that they are not summarized individuzlly here. Despite Allen
arnd Ryan‘s claim, video has remained almost synonvmous with
Microtezching: as shown in reviews by Turpey, Clifi, Dunkin and Traill

(1973; pol0-24) and Hargie and Maidment (1979, padl.

The divergence of reactions to viewing omeseld on video, prompted esarly
researchers to enguire as to the real sffects such self-confrantation has
ot a trainge. Ten years after MT had bezgun and had disseminated around
the world,; Fuller and Manming (1973} attacked the idea thet videctape was
ae gffective as most people believed. Self-comfrontation is, they conclude
after & comprehensive review of literature related to all sorts of video
self~cordrontation, "more promizing tham we dared hopsy and  more
dangerous than we Knew to fear” {p5121 What is it about receiving visual
feedback which could be so dangerous? Levis (1%87) summarizes Fuller &
Maommirmie Somddmme-
Manning’s findings

&) videctape feedbacK can be a stressfuly smxisty-producing

euperience: objective representation of the s&lf can be more

airmtiety producing if the subdect is already anuious; videotape

representation of self involves a selectivity and focusing on

zelf which makez such a feedirack experience maore arousing

emctionally, and different from other represertations of celf

By inifizl exposure o videctape replayve causes intense

self—focys on visdal-cuss;

£ for videotspe fesdback to e succesefuly it should be done

in situations where the subisct feels basically secure;

moderate rather than sxtreme dissomance has been found to

he more effective in bringimg change in nonattitudinal

matters," (p723)
Fuller & Marnming include & oreat number of siudies from outzide the area
of Teacher Education which illusirate the positive and negative effects of
visual feedback. It would seem that there are just az many geople who are
"closed" and defergive, as there are "gpern and trusting" pSll); and it is
thesze people who may find the totally revezling videp—tape presentation

too demanding. "Those who are vulnerable and without capacity to chapge

can be dameged" (pEl1)
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One author (Stonecs 1724 warns of the video camera itself being used for
purposss other than educational ones. He suggests care must be talen;

"to ensure that the machinery 1z used for pedagogical
purposes and not to gratifty the supervisor’'s, the teacher’'s or
the techricians’ desire to play the profeossiornal television
production team. A slicl; dramatic, artistic, techrically
excellent production ie not the aim of the exercise and this
fact needs to be held firmlv in ming by supervisors or they
will te seduced without their Knowing it (Stones 1954,
R23 728},

A mode of feedback which may be less thresiernino than video, i= an

19

audip—record of & MT experience, A emall numbsr of studies have
specitically confromted the issue of the effectiveness of audin-tape
compared with video—tape. Leorard et al (1971) comparad three different
modes of feedbacK on & emell group of students 0=12), using & comparison
of teaching performarice a5 the measure of success of each mode. The
modes were; audio feedback, video feedbacl, and supervisors comments. No
statistical difference was found among the groups: although the videno

group showed gaing in "indirect tsaching influence” and "student tall”,

Shively, van Mondfrang, & Feed (1770) used a larger sample (37 students)
to compare four different feedback modss, {audie, video, cbservational
data, amd the Stanford Teacher Compeience Appraizal Guide, a rating
zchedule)y and found in fhis case that the audic—tape was the most
effective at effecting a chamge in teacher bshaviour. The cbservational

data from live lesson was least effective. When the frairnees’ attitude

u

was queszticned, both the audio and video groups were sigrificeantly higher.
From the resuliz of this study, Shively recommended the use of sudip-tape

recorders in the Microteaching process.

Clift et al (1978) vsed an sver largsr sample group of 72 etudenis 1o
explore the etfects of different modes of feedback {audio ve videa) and the
oregence of supervisors - four groups were formed. No difference was
found between any of the four groupings; although the author reports that

for those students raied low on the firzt tezching session, audio feedback
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had a positive effect on thair teaching behaviour; and for those rated high,

audic feedbacK had & negative effect,

Arn important contribution to the discuszion has been made by Levis (1787),
when he suggeste that rather than one mode being superior to ancther in
the feedback area, it is the nature of the sKill which determines which
mode will be most etfective. Although there is mo specific literature to
support ity the claim is made that feedback on verbal skille will be best
gerved by audio feedback, while feedback on siille with vizuzsl slemsnis
would bensfit from video feedback. Al first glance, this would seem guites
acceptable, but when other research is taken into account, it can ke seen
that ather factors (such 2s personality-type, familiarity with UT concepts,
gtc) must be conesiderads ag well as the nature of the skill, when deciding

on a mode of feedback.

2.2.7 OTHER RESEARCH

It can be seen therefore that most of the Microteaching literature can be
crganised under the four headings: "Meodelling; Superviscrs, Participants,
ard Feesdback", although the examples quoted abeve illustrate the
difficulty researchers have had in iseolating the components for
experimental purposes. Some examplez of the research which do not {all

gasily undear one of the above headings, follow.

programme; continuing a line of enguiry which has irterestsd o number of
resgarchers. This particular series of studies showed a sigrmficant lasting
effect of & MT programme on the teaching performance of those who tooK
part, But as Mcleod (193%7) suggests:; such an experimental result may
=imply show that those trainees who are good at demonstrating skills, can

go just as well in & laboratory as in & classroom.
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Two groups were trained identically in the use of certain skills (Levis et al
19743, with micro-lessons taking place in tweo different settings, crne a
rormal schood environmert, the other 2 microteaching lsboratory. When
compared by means of an audictape recording of performance; the MT group
achieved better than the school group. Although, as Hcleod (1F27) points
cuty such e result may simply be a consequence or the audic-recorging
favouring the MT groups it iz sigrniticant that when directly compared, two
identically trained groups acheived substantially different resulis, due o

the learning envirariment.
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2.3 MICROTEACHING IN SPECIFIC SUBJECT AREAS

Another area of resgarch which doesn’t sasily fz2ll undesr the four main
headingse above, is the effects different subject—areas hiave on the outcome
of the Hicroteaching experience. Apart from some general stztements
suggesting that verbal material may perhaps be best recorded by audio
devices, and non-verbal (or visuall skille recorded by video, little has been
written regarding any specific differences between MT programmes applied
to distinctly different subject arsas, such as Art, Physicel Edurcation;

Social Studies, or Music.

Melmtyre, Meleod, and Griffiths, (1977)y when publishing the +findirgs of
many experiments carried out at the University of Stirling, invited
colleagues involved in the MT course there to comment on the programme
from a subject specific point of view. Four viewpoints are forwarded from
Zcience, English, Modern Languages and Histery specialists, and the firet
rezction from these authors is that if any differences are apparent, then
they mayv poseibly be explained not by the nature of the subject itzels, but

by the nature of the trainges attracted to that subject.

2.8 GCIENCE

Davizs (1777 inszists opon a holistic view of tszacher behaviowr and
therefors teacher trairing, but argues that in the area of Brience teaching,
zome specitic slills suit the MT process very well: "guided discovery,
explaining compley ideas with a variety of audio—visual aids, small group
dizscussion of experimental resuoits io encourade attempis  at
generalisations by pupils,; formalising familiar commonsense expsrisnces
in & framework of sclentitic Knowlsdge, etel (p283). Science, intesd;
appears to be a subject area which has been used extensively in the

literature.
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2.3.2 MODERN LANGUAGES

In the specitic subject ares of Moderr Languages, MT is seen by one author
(Johnstone 15977) to have both strengths and wealnesses. The concept of
short-leseon; single skill, teach-reteach, seems to be guite unzuited to
the Modern Language ieacher, who had difficulty im brealing down their
eubject area imto easily definable micro—sKill areas. Johnstone suggesis
there iz a need to relate "sKills" to "strategiss”; using examples (p241) in
illustrate that very ofien & traines may be demorstrating « skKill or group
of sKills at a high level, but the actual learming which takes place is
regligible, The idea that & skill i=s only part of an immense reperiocire,
needs to be emphasised to the Modern Language teacher, actording to

Johnetone.

Three "adaptations” of MT in the Modern Language setting seem fo have
been successful, when "harnessed" with other training approaches, namely
Lezeon Flanning and Teaching Strategies {dohnstone, 1977, p244/3). In this
particular setling; and with this personal; MT is regardzd as most useful
for "providing a meaningful context in which aspecis of Modern Lamguage
teaching may be analysed and discussed.." (p24%) not 2 specific skill

trairning technigue.

2.3.3 ENGLISH

Gilmore (1577 argues that there is a guite distinctly different apprcach o
MT between social science and humanitiezs’ students. He suxplains that
"unlike the sivdent of modern languages whose lesson strategies are
mainly programmatic,; or that of the science student who often emplovs
heuristic procedures in his teachings the English student’s approacit is
often hermeneutic or interpretive” (p233). Becauss of the nature of English
ag a subject, Gilmore maintains that "Mizroskills are less relevant to the

trainee English teacher than the more globel aspects of teaching; =.0. the
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selectiorn and seguencing of the content, lesson~planning, choice of cptimal

lesson strategies in relation to content arnd the like" p237).

Z.32.4 HISTORY

The above three authors are joined by Lloyd (1277} i the History area; who
nas some reservations about the "gap" between the learming of individual
ekills, arnd the irntegration of those sWills imto an accessible ang flexible
package for the classroom. OF the four, it iz perhaps the History teachsr
wheo speals moet enthusizstically for HT, alorng with the sciencs teacher,
Significardly, Llovd saye that "perhaps the most signal contribution that
MT programmes...have made; is the promotion of more flexible atiitudes

and greater professional awareness in students" (p251).

{eclated examples of research intoc the relative effectiveress of MT in
giher suject arsas sxist in the literature, zlthough there apoears to be
little relating directly to practical subject areas, such as woodworl, Fhys
Ed; ar aArt. It would seem that with the many models of Microtsaching

dizseminaiing from the original, these subject areaz could malke use of the

theoretical aspects relevant 1o their specitic nesds.
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2.4 MICRCTEACHING IN MUSIC EDUCATION,

Little has been writterm about the use of Microteaching in the education of
Music Teachers., It geems that Music, along with thosze practical subjecis
menticned above, like FPhysical Education and Art, has besn neglectsd in

the discussion which hiag affected Microteaching in recent years.

This may be explained by the fact that the origiral terms of reference for
Microteaching forused on questioning skills and teaching technigues for
the general classroom. Added to this, the fact that music iz perceived as a
"specialist’ subject may have discouraged the use of; arnd research into
Microteaching in Music Education. Hore importartly, perhaps; is the idea
that Music in the classroom has historically been regarded as an "extra" to
the "core" of subjects studied, and haz anly recertly enjoved some

B e o e L =k
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developmert of Mosic Teacher Bducation serves to illustrate thie,

24,4 BACKGROUND OF MUSIC TEACHER EDUCATION

Inm recent vears, & philosophy of Music Education has emarged in response
dusic asz a2 subject taught in primary and sacondary
schools (see refergnces cited below). Up until the middle of this certury, &
music-lesson was primartly the respongikility of 2 privats music teacher,
with some schools including singing and music appreciation az an "extra"

o the core curriculum.

As a "practical" subject, many perceived aims were achieved by group
practical activities such as group singing: relatively easy to organise and
gconomical with regard to staff input. Inm New Zealzxnd, since the
development of & syllabus and curriculum guidelines (1949,1943); the music
legson has changed considerably, althoush the "large-group activity" still
features in many schools under the guise of a "music lesson”. The privaits
mueic lesson (from & Registered Music Teacher) still remains, but it is mow
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the right of svery pupil to expect some musical training during school

years,

With the development of psychometric tests of mu=ical aptitude and ability
{Wing 1933, Beashors 1930, Drake 1933 the music lesson gained a little
more respect from the curriculum developers and education administrators.
By the 1780, textbooks began to include issues such as the comtent of
mueic lessons: at what age it should be taught, and how such learming could
be measured. The International Society for Husic Education {(ISME}, et up
in 1994, was the first attempt 1o co-ordinets the many differsnt
approaches 1o school-based music education which were emerging at this
times influenced by conservatories of many ditferent countries (ggy Curwin,
Fodaly, Dalcrozel. 1t now enjoys great success as an administrative body
cortrolling marny developments in the related fields of Music Education.
(The Journal of the International Society of Music Education iz published

ammually, currerd editor A, Kempy University of Reading; England.)

Imtermational Journsls hegan appearing as esarly as 1908 with Music

Teacher in Britaim, and Music Educators Journal appearing in the United

Siates in 1914, Various jpurnals in different countries have continued to
appEar with two significant additions arcund the middle of the century

being Education Musicale in France (1745) and Journal of Research in Music

Education in the United States in 1832, The latter has been a major foree
in develaping Music Education philosophy, together with the British

equivalent Feychology of Music, firet published i 1773, Hore recently,

Music Fercegtion (19583) and Fsvchaomusicology (1951 have contributed to

the ircreasing rumber of journals related to Music Education, with these
latest additions reflecting the recernt emphasis of Cognitive Peychology on

the develapment of Educational theories,

Textbocoks published inm the last five yveare alse reflect this emphasis;

Music Cognition {(Dowling 1%%4), The Coaritive Pesvehology of  Music
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(Blohoda 1985 The Developmenta]l Pevehnlogy of Music (Hargreaves 1954,

Music as Coogrition {Serafine {9874 and Music, Mind and Education

(Swarrwick; 17320 They have contributed to the discussion by refining and
redefining the topice involved in & philosophy of Music Educatior. These

texts continuse the thread from earlier texts such as Fsyicholoay for

Musicians {(Buck 1944) and Pevcholoay of Music (Seachore 1587, which, as

menticned above, grew as a response to the use of psychometric music

tests.

Im mamy countries,; the training of music teachers as specialists has
followed a similar path of development. As in other practical subject
areas such &3, for example; Home Bronomics and Art, the specialist Music
Teacher has in the past been recruited from the private sector of teachers
who hawve not traditionally been associated with a formal learning
ingtitution. L[Im the case of Music Specialists in New Zealand, marny who
were to be eventually employed by =chools and colleges, were first
memhers of the Regiztered Music Teachers Scotiety, a body which was
organised long before any school-based Muzic Teachsrs group {(Jenmings
19721, This group has been responsible for a very high standard of
professionaliem in their organisation and administration of training and
accrecitation policies; and has provided Mew Zealand schonls with many

well-qualified and accomplished musiciane.]

Wiern Teachers Colleges in New Zealand and other countries began o
assume the role of training specialist music teachers, they fageg the
responsibility of providing & classsroom based traiming programme
incorporating the practical sKills of traimed musicianz with pedagogical
methods; and of responding to the demands which the growing Psychology
of Muzic Education was making of the professiom, It has been the role of
the Tezachers’ Colleges therefore to enhance the expert skills of tsachers

from one specialist ares (private music teachingl, for use in amother
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closely related, vet different area, that of the school classroom, while all
the time responding io crgoing developments 1n music education. In mors
recent vears, this role has been further eupanded fo include kasic skill
training in the specialist areas of performance and compoeition, as well as
groviding models amd theories of teachimg specifically relevant to the
music teacher. Teachers’ Colleges encourage, and indeed requirg, the
participation of all trainees in some form of practical music maKing and in
the application of fundamental music skills in a teaching situation.
Specialist traineess participate in the study of musical styless in
compasition and performance, and most importzntly in the application of
acquired Knowledge in the planning and practice of music iessons, for both

full classroom and Microteaching environments.

248 MICROTEACHING IN MUGIC TEACHER EDUCATION

It may be expected that & Microteaching format as outlined earlisr would
lend itself sasily to the subject arez of music and the education of music
teachere. Ferhaps the performance-based mature of music teaching: with
tie continuous rehearsal and inbuilt feedback {features fournd also in a
Microteaching programmel; has resulted in Music Education not feeling the
need to zssociate itseld directly with a MT format. Very littls hags been
writtern on the area of Music and Microteaching: the wse of fesdbacH in
Husic Educations; or indeed omn the gemeral arga of the training of niusic

epecialists for the school classroom. Some examples of the literaturs

Fir

re

included below.

Carpernter (1771} in an article dealing mainly with & practice popular at the
time, (that of using televised music lessome in American schools) refers to
the uwse of videcizpe recording in pre-service teacher fraining  as
dicroteaching, here being regerded as an opportunity o "provide the
student with a stroctural basiz for continuing self- evaluation™(pi?). He

suggests that
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wLmicroteaching i especially helpful in music education

because it contributes to the students ability to cope with

the synchronous nature of the art; viz, the music iteacher

must ke able to perform simultaneously many of the

following tasks: read ang interpret the scors, sonduct or play

an instrument, listen for intonation,; phrasing ard balance,

detect performance errors, and identify myriad performance

and stvlistic problems. The immediate re-superience of =z

given lesson or rehezarsal provides an otherwise unavailable

opportunity for the evaluation and developmernt of these

importart cperationsl skills"

(170
it would appear that any of the four approaches to Microteaching autlined
earlizgr in thie chapter (2.1.2) could accommodate the shove philosophy o
some degree.  Carpenter suggeste that the composiie role of & music
tzazcher is highly suitatle for the type of individual treaiment
Microteaching is able o give to separate skills, and sverivally to groups

of siills.

A second sxampls of Microteaching in Music comes from  Stamford
Urdversity, whers, while general Microteaching developments were being
advanced in the 19407, the Music Depeartment at that institution was
talking advartage of the availability of the mew techrnology and training
procedures. Kuhn (17453 reviews the use of MT thers, stating emphatically
that the MT concept can apply directly to music educetion. Trainse music
teachers at EBtanford were acHed to "work towards direct musicsl
involvement on the part of the pupils” and "to utilise some of the rew
curricular methods and materials of music sducation dizcussed previously

inclags" in their microteaching planning.

Although, ae eupected from Stamdford in 1783, the main emphasis of this M
pgrogramme iz on sKill acquizition ("the focus in microteaching is om
instructing ... in the use of certain skills and concepte of teaching™). there
iz alsc reference to a "sensitisation” procese, particularly comcerning the
use of reinforcement. "They also become semsiticed to the effective use

of positive gestures, facial expressions; and 2rm and hand motions" {p32).

But pertiaps the most important claim in favour of MT in music made by
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Huhn is that videntifiable, common characteristics and qualities of
gffective teaching cam bes utilised within ore’s own field of currirulum

specialisation”.(p53)

McGuerrey (1743) refers to a cpecialised use of video—+feedback im music
rehear=al. He suggests that an application of the Stanford "teaching
skills" to music can reveal a group of five teaching skills which are
"detinzble; overt, frainable and of justifiable value: traindng
in s2%; training in the use of voire and in aiving clear
directions, training in closure, training in stimuolus variation,
ard trzining i establishing appropriate framez of
reference"(pso).
Although these are clearly imporiant teaching skills for svery classroom

teacher: this list does not include znyvthing of unigue relevance to the

music teacher.

HeoQuerrey adds a cautiomary note to the end of his review, explaining that
"rapid, definite behavioural change may be expected Dfrom microteachingl,
but it can be positive or negative. The wse of video eqguipment should be
preceded by careful planning and directed by experienced teaching starf".

(G52

The three articles cited above, writtern around the time of great interest in
the new MT practice, are non-investigative by nature and refer to only one
form of feedback, that of videotape. And of the research mentionsed earlier
in this literature review regarding the effectiveness of different modes of
feedback (2.2.48) none made reference to a specific sublect area sueh as

milsic.

A study by Nelson (1930) attempizs to compare different feedback modes in
the area of Music BEducation. Three feedhack procedures were examined:
systematic self-observation of wvideoiaped music lessons, unguided
eglf-observation of videotape, and werbal feedback frem instructor.

Nelson found that there was no significant differsernce amongst the three
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tfegdback groups when ecguired teaching sKille were aszsessed in a
post~tesd situation, but that a1l three groups were significantly higher

than the control group.

Thiz =tudy, although making an important cormtribotion to the research;
remains limited in its generality for two reasons.  First, of the three
differznt feedbacK modes; the {wo involving videcotape are closely related.
Although one of these groups was reguired to count specified behaviours
usirg intervszl recording technigues, and the other simply to view the
videotape unguided, the central focus oFf feadbacK remained 3 videotape of
the leszson. 4s discussed sarlier, the actusl viewing of cneself on video,
whether counting behaviours or noty can ke a stresstul enough sxperience
to comvtaminate amy outcome. The difference between these two conditiones

is slight.

<
o

]

cond: the importance of this siudy for Music Ecducators iz diminished
when the teaching skills involved are examined. Helson states "ssiected

music fteachin included teacher verkal reindorcement; norn-verbal

1
/]
i
(]
—
LK

reinforcement (facial =2xpressicons and {ouches), and the use of
instructional time." As was the case for the argument of HoQuerry (1965)
abowe,; the specificity of such ieaching skills to the music classroom is
questionable - although obviously of usge to all clasesrcom teachers, these

sKills offer nothing which is umiguely applicable to the music teacher.

I= it poscible then that Microteaching, using primarily visual proceszes,
has nothing specific to offer Music Educatiorm? MNelson, in her literature

revigw, iderntifies four freguently used feedback types: "instructor verbal
comments, audicstape analysis; computer printowt; and videoctaps
chzervation'. She utilizes only the firet and lzst in this list in her (780

study, avoiding one which would geem to have considerable importance for

Hueic Bducation - audiotape analysis,
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2.9 SUMMARY

The literature dizcussed in this chapter has unfolded the evoluticnary
development of the Microteaching process. In this development, a number
of different research approachss has been apparent, gach contributing to
the shaping of Microteaching in different ways., Some research has
compared audiotape and videotape feedback modes, arnd there has been
some discussion on the use of Microteaching in Music Education. In

zummary; the research indicates & number of general points.

First, Microteaching as & form of Ieracher education has become accepied by

& large number of institutions .

Second, Hicroteaching has, since ifs begimnings at Btanford University in
the 19607z, developed o accommodate difterent philosophies of what

should take place in & tzachers’ training.

Third, most research orn Microteaching has focused on ome or more of the
following integral components: modelling, participants, supervisorz and

tesdback.

—t

Fourth, there have been few aitempis to determine the succezs o

vartations in the Microteaching process for differsnt subject areas.

Fifthy =zlthough =zome ressarch has  applied Microteaching to Music
Education, nome appears 1o have been carried out which compares the

feadbaxck modes of videotape and audiotape.
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CHAPTER 3. THE PROELEM DEFINED

3.1 INFLUENCEE OF THE LITERATURE

Conclusions drawn from the review of the literature influsnced the present

siudy in & number of specific wavs.

Firet, the sensitisation or cognitive-skills approsch (see Z.1.2) is favoured
over the "behaviour modification” model involving successive
approvimaticns of a single sKill. A Microteaching programme emploving
thizs approach will be regarded as effective if there iz a change in the

discriminztion siills of the trainess taking part.

Second, the "modzlling” component is emphasised to emsurs, as Ferrott
{(1777) suggests, that a model serves both as a demonstration of the
EUpitia sy did eppeuprig bed =KL a0d &8 & opportunity Tor trainees 1o
improve their discriminmation skills. The literaiure alsc indicates that
=Kills should be tauoght in isolation first, and then within 2 context, and
that prompt feedback on the correctrness of such discrimination is essential

at this part of the cvcle,

Third, in gesrneral Microteaching programmes, where different types of
feedback have been tested, there seems to be little difference betwesn &
visual gr an avural replay {except whaere a =kill ie senes—specific). After
irdtial shyness is overcams with video review, this mode seems to be well
received by trainess az & mediom by which & true record oFf the lesson is
represented. But this medium also seems 1o have negative effects on some
people;, self-confrontation interfering with the aim of observing and
evaluating teaching activity (Puller and Manning 1973). Audic records
weres found by at least one writer 1o be az effective as video {Shively &t

aly 1970

37



Fourth, there appepars to be no evidence in the literature that one
particular form of feedbacK is better suited 0 Music Teaching than another
form. Some research identifies particular stengths of different
components of the Misroteaching cycle for particular subject areas (Section
Z.3)y but the only conclusive finding of the research directed at Music

Education: is that some feedback is better than no feedback.

3.2 RESEARCH PROPOEALS

Fuller ard Mannirng (%73 guestion ths assumption that video is by
definition the best form of feedback for a Microteaching exercice. Leonard
et al (1971} Shively =t al (1970), and Clift et al (1774) all investigated the
use ot audio-tape as a feedback mode, and found it as effective as videa.
It is therefore proposed that i a music Microteaching exercize,

t  there will be no difference in the sffects of an

audio—tape and a2 video—tape on trainee’s self-evaluation.

Bhively et al (1770 also found that the experience of the live lesson with
o feedback (except immediate recslll was least effective in changing
teacher behaviour. [t appears reasoreble to suggest that

2 there will be a differerce between the svalualion from

memory s and the evaluations from both audio and video.

Numerovus studies have incorporasted comparizons of teaching conditions,
and it is generally perceived by participants that teaching children is more
realistic and therefore more productive than teaching pesrs. However,
Levis (1973} reported that apart from a lessening of interest in the
Microteaching programme from those teaching peers, there was little other
difference between the graups. Therefore, it was expected that

2 there will be a difference in the level of interest between

the MT groups, but no difference in the accuracy of rating,

after changes in fesdback,
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3.5 RESEARCH DEEIGHN

The pregeni study proposss to ewaming the effectiveness of 2
Hicrotezching cyvcole {includirg the considerations outlined above) in the
Music +ield, and specifically o swamine thes differential =f
audio and visual fesdback in this area. A& short tasK (Io teach a2 2-part
zong to 2 small group of 5td 2 childrem will be performed by 32 trainess
after they have observed and discusszed a "master” lessorn of this activity,
This "demonstraticr" phass of ihe cyvcle will involve ohserving ceriain
condurting and leadership skills in isolation; and ther identifying them in
cortext, The micro-lesson will be videa-recorded, and the frainee will
evaluate the sxperience in 3 wavys, from memory (Gmmediate recall), from
sudio-tapes; and from vigeo-tape. The evaluation device iz a {0-item

guestionnaire, with a seven-point response scheduole: plus space  for

--------------
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modes, & com@arizon can be made of the gvfectivenesss of each mode in

The "effectivensss” of the feedback modes will ke examined by comparing
the self-evalustion raiirgs of traimees’ micro-leseons with evaluation
ratinge given by a panel of experts. who as trained practitioners, will alsg
view the video of each trainses’ microlesson, and grade the trainees’

performance using the same criteria.

39



CHAFTER 4. METHOD

The study compared twe microteaching conditions: and three fesdback
modes. Al=o of corsideration in the study was the aspect of whether a
microteaching programme can be econoimically efficient with regard to time
restrictions, and financial restraints within the College structure. To have
any degree of external validity, it would seem important that the
gxperimental conditicons could be replicated in the mormal ronming of &

traiming institution.

4,{ SUBJECTS

P

The particicanis were 3E frainee music—tsachers in their second vear of
preservice training, (27 female, 3 male; average age 20.4), In the first two
terms of this yvear, the trainees tocK part in microteaching programmes in
local schools. These teaching sessions involved 2 or more trainees
teachinmg & song 1o 1% pupils within & 20-mirufe time span. Thers was no
formal feedback or evaluation of the four teaching sessions available in
gither of the two programmes. The trainees were therefore familiar with
the concepts of reduced clazs size;, task and time-scale, but were not
familiar with the concepte of feedback ang self-evaluation in the

microtesching exercise,

The study rarndomly divided the trainees into two groups, a peer—teaching
group (College) and 2 pupil—teaching group {Schooll. Each trainee theretore

became his/her owr control within the different teaching environments.
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4.2 PROCEDURE

All trainees attended the same introductory and demonstraztion lessons,

-

planned {for 2 one-hour sessions in the weel priocr to the +first
microieaching session, These sezsions included =z full description of the
aim of the Migroteaching Frogrammes & master lesson—plan (Appendix D, an

~

imtroduction to the evaluation form {(Appendix E);, amd 2 demanstration

lessons,

Trairees rehearsed using the evalustion form =o that they could become
familiar with its contents before being asked to use it for their own
teaching, It was impreseed on them that they were reguired to complete
three evaluation forme, and that the correct order of completing the forms
waes important - first from memory, secondly from audio-feedback, and
thirdly from video—+eedback. (I'ne evaluation torm is discussed further in

Sectiaon 4.3)

Four ore-hour filming sessions were available, and with two video
cameras,; ong at School and one at College, & trainees were filmed each
weel; resulting in & sample size of 22, The soundtracks of the lessons were
immediately transferred to audic—tape, and bhoth tapes {audio and video)
made available to the trainses through the Texchers’ College plavyback
facilitiezs. Trainees were reguested to complete the first evalualion form
immediately; and the audic and video evaluztion forms as =con as possible
afterwards. It wae the trainee’s responeibility to complete these second
and third forms, in response ic the audio and video tapes, within one week,
No problems were anticipated with only & trainees sach weel regquiring

playback facilities - a similar protess had worked successfully with

third-year trainees earlier in the vear.
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Table 4,1 ——

Filming schedule

Seseion Coliege Group School Group
Introductiaon to the Microteaching Programme.,
1] Demonstration of teaching sKills and method.
Fractice using the Evaluation Forms.
2 Pemonetration Lesson I, Further practice

with, and discussion

of, Evaluation Forme.

[IA]

Trainees 1,2,3,4.
filmed. Remainder
act as pupils.

Trainees 17,18,1%9,20,
filmed,

Remainder teach.

Trainees 5,4,7,8,

Trainees 21,22,232,24,

4 filmed. Remaindesr filmed.
act as pupils,. Remainder teach.
Trainees ?,i0,11,12, Trainees 23,246,27,24,
= Fitmed. Remainder filtmed.
act as pupils. Remainder teach.
Trainsees 13,14,15,14iTrainees 29,30,31,32,
& filmed. Remainder filmed,
act as pupils. Remainder teach.
7 GBuestionnaire distributed to bhoth groups.
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The College aroup was required 1o act xs "the class"; with one {raines
teaching and being filmed, at one time. Although the other frainees acted
as pupils, each traines had ordy one opportunity to teach the group, and did
riot have any opportunity 1o practice the task betfore being filmed, although
a rehearsal efftect of watching others may have been present for =oms

trainees, and some vicarious learnimg may have taken place,

At School, the 16 trainees were divided into 4 groups, gach group situated
irn one of four teaching spaces available. Two classes of Standard 3 & 4 (9
& 10 vear—old) children were divided into 4 groups of about 15, and each
groug received a 10-1Z minute lessor from each of the 4 trainees assigned
to that group; that iz, gll traimees taught on each day. As only one trainee
of each group was filmed each day (four in totall, some trainees had the

opporturdty to practice their microlesson before being filmed.

The preszence of practice effects for both groups should not, however,
influence the study, which is concerned with a comparison of 2 different
seif-ratings of a single microleszson, and a compariscn of these ratings
with those of an expert, It i= not cormcerned with 2 comparisan of the level

of performance of the actual lessong,
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4.3 EVALUATION INSTRUMERT

Although some research has applied Microteaching to Music Education (ses
Chapter 2.4), none of the studies appear to have included either teaching
ekille or evaluaticn items specific 1o the music classroom,. The evaluation
form 1o be used in the present study consists of 10-items, including some
which are general in nature, but also including some specific to the music
teacher (see Appendix B}, For example, item 9 requires trainses 1o
evatuste the musizal activity of their pupils, by asiing whether "Husical

perfarmance was corrected, when necessary"

Each item has a severn—point rating scale with behavioural indicators
provided at four positions along that scale.  The four bshavioural
indicxtors for item 7 read:

t. Childrern are ocfien encouraged io improve their performance,

3. Class z=ometimes encouraged to improve their performance.

. Class occasionally encouraged to improve their performance.

7. No encouragement to improve their musical performance.

Such indicators are standard procedure when constructing rating scales
(see Brown, 1975 pi30, Turney. Clift, Dunikin and Trail, 1973; pio3),
serving 1o assist the respomdentz with their self-evaluation. Included
with each item is space provided for any additional response to the
guestiony and there is aleo zpace for comments encouracing the traines to

elaborate further in a general manner.

During the imtroductory sessiong; each item on the evaluation form was
explained in detail. This list of itemes therefors =erved alse as a guide to
the tvpe of planning and teacher behaviour required from the irainess. &

summary of the explanation given o trainmes is included with the

n

evaluation form im Appendiy B.
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4.4 DATA RECORDING

Microteaching records were available after the 4 week perigd in the form
of both audio and video recordings of 82 individual 10-12 minute lessons of
similiar comtert, {& faught to gpeers and {8 taught to pupils. Data were
toillected from participants in the form of self-evalvation forms completed
in response to listening to (audio) ang viewing ‘video) these recordings,

and also completed immediately after the lesson (no feadback.

The study also reguired that each video recording was then evaluated by =z
syUpervizsor, in this case the avthor. Rater reliability was defermined by %
agreement on & proportion of trainees, between thie rater arnd ome other

member of the Music Department staff. Analysis took three forms:

First, by totalling the ratings on geach of the three evaluation forms for a13

would reveal general movement frends; positive or negative, i the

trainees’ ratings due to feedback mode.

Second, it was possible to note the magnitude and direction of amy change

in evaluation response according to item type.

Thirdg; the supsrvisor’s ratings were totalled, and a comparison made
between thiz “supert" rating and the trainees’ three totalled ratings.
(Further discussion of the "accuracy"” of the "expert” rating iz provided in
32,4 ~ page 37}, Buch analysis would examineg the relationship between the
trainee’'s and the sxpert’s rating to determing in particular which feedback
condition retwrns & rating closest to the expert rating, and which feedback

condition (Af any) produces unrealistic responses from the trainee.
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All three forms of analysis took account of the two teaching conditions to

examine differences in the evaluations due to teaching envircnment.

Finally, a brief questionnairs was administered 1o the groups (Appendis F)
zsiing for a general response to the programme under headings of time,
task, model, feedback, etc. Together with informal interviesws and
disrussions with the participants, this guestionnaire sought to reveal any
trainee preferencte or perceived value in the different aspects of the

Microteaching programme.
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CHARTER 5. RESULTS

5.1 CHANGE IN TRAINEE RATING

it COLLECTION OF DATA

Twenty-eight of the intended ifhirty~two trainse: rompleted the whole
microteaching exercize, and submitted thres self-evaluatiom formg
covering the three feed-back modes. This resulted in 2 sample size of 28;

14 in the College groupg. and 14 in the School group.

Each trainee completed arm identicx] evzluation form for each feedback
mode rating themselves on 10 gquestions using a seven—point scalz, This
produced 3¢ ratings for each trainee, three for each item on the evaluation
form. For greater clarity in reporting dats, and in making comparisons, the
rating scale was converted fo a weighted scale, reversing the ratings from
i=high, 7=low, to 7=high; l=low. For example, s rating of Memory 3, Audio

2, Video £y 15 converted to read Memory 5, Audio §, Video &,

All ratings were then summed to produce a total rating out of 70. The
berefits of using & summed rating, apart from the obvious ore of clear
comparigon, include the fact that only large differences in & trainee’s
self-evaluation will register, It was conzidered that these advantages
outweighed the issue of a tofal rating being somehow artificial,
remembering that the total rating was used only in comparative apalysis,
and not as & measdre of achiegvement. Summed ratings for each trainee an
gach fesdback mode are presemted in Table 5.4, and in graph form in Table

3.2
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Table S.1a ~ College Group Summed Eaxtlngs

Feedback Mods
Trzinee Memor Audgi o Video
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Tahle S.1b — School Group Summed Fatings
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%.4.2 DIRECTIONAL TREND OVER THREE EVALUATIONS

The analysis is interested in observing any change apparent across the
three evaluation ratings. There are three broad trends possible: a
positive frend where a trainee increases her rating with & change in
feedback; & negative frend; where the ratimg decreasss; or &
mor—directional trend,; where the introduction of feedback does not appear
to influence rating one way or the other. Three exampies ssrve to

illustrate this further.

Firet; where a trainee’s rating is positively affected by fesdback. Trainee
58 returned three ratings, Memory=44, Audic=51, and Video=3%. This
would indicate that the trainee had the imprezssion immediately after the
lesszor that she ttad met the aims of the lesson reasonably successfully.
After listening to an audiotape of the lesson, the rating was increased to

31, and further increazsed after viewing a videotape.

Serondy where a trainee’s rating is negatively affected by feedback.
Trainee C4 rated Memory=50, Audio=44, and Video=4Zz, indicating an
cpposite trend where first listening to the lesson decreaced the ratirg,

ang then viewing the lesson further decreased it.

Third, where reither a positive nor a negative trend is apparent, but a
combination of them both. Trainee 510 showed this trend ; with Memory=45;
Audic=5%, and Viden=34. Here the trainee increazed her rating after
hearing & recording of the lesson, but decreased it after seeing the video,

althiough remaining higher than the initizl Memory rating.
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Tables 5,1 and 5.2 show that twerty seven {(94.5%) of the sample of
twenty—eight registered at l=ast one change in their total self-evaluation
ratirg over the three evaluations. Eight irainees showed ar overall
decreasze; L0 showed an increase, ard 7 showed no unidirectional change.
Three trainees showed very little or no change across zll three modes,
There is no significant difference betwsen the two feaching condiiions,
pupile {(Schooll and peers (College). No one sinmgle trend is therefore
apparent from these indtial figures, supgesting at this stage that no one
mode of feedback stands out as particularly influencing traines rating.

In other words, there were roughly equal numbers of trainees whe were
ermcouraged by fesdback, as thers were discouraged: and as there were not

affected.
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5.1.3. ANALYSIS BETWEEN MCDES

Further analveic iz possible when changes between just two evalyations is
considered - that is, hetween Memory and Audio, and then between Audic
and Video. It is alse of imterest to compare the Memory evaluation with

the Video.

Tzkle 5.2 shows the number of {rainees who changed bstween two modes,
and the magrnitude of these changes. (See Appendix G for detzils of
magritude and direction of individual changess There iz very little
dit+terence between teaching condition, School and Cellege. The Total
sample figures show that 27 trainees changed their rating when Audio
feedback was introduced: with 102 actual changes recorded. When Video
feedback was introduceds, 21 trainees changed their rating, with only &6

changes recorded. This could be explained in two ways:

Either the introduciion of videc had less esffect on trainees’
self-avaluation because the material in the video provided no extra
information, the trainee already being intormed by the audio tape. Or there
was a rehearsal or repetition effect evident which resulted in some
trairees, by the third self-evaluation, simply repeating what they had

already written,
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Table

Za3 = Mumber of traipges who changed rating

and magni fude

of changes

Memory to Aaudicjaudio te Uideo iMemory to Widec
(Total 1 CTofal £Totbal
Mumber| Change st | Mumberi Changesd | Mumberj Changesl
College 14 (o4 i 383 11 £533
Schaont 132 Cdg) io o0 13 L8473
Toxta 27 c1aze £ &4 24 L1EF)
Table 5.4 — Direction of changes
Memory to audioldudio to Video (Hemory to WVideo
| Foz (Meg I FPos |MNeg M Fros |Meg
College | 14 & o 11 & 5 i1 & 5
Schood 13 0% 2 11} g & iz 2 4
Total 27 i1 Z1 ig it 24 13 &
¥ p = 044 (5ign Test?
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When the direction of changes beiween feedback mode is considered (see
Table 5.4); the only result of any significarnce is the School group atter the
Audgio mode, Temn of the thirteen ©=.05, Eigr Test) trainees changed their
rating in a positive direction when swudic fsedback was introduced. EBven
when the zize of individuzl differences iz tzken into account (WHicoxon
Test - =es Appendix Hiy this resull remains statistically significant

{p= 05

This may be suggesitimg that for the Scheoo! group. an indtizl  low
self~rating after Memory mode was positively influenced by the
introduction of the Audio tape. When Video tape was introduced, & less
definite influence is apparent, with & of this group reacting negatively, 4

positively, and the remezining 4 not changing their rating.

When the video rating is compared with the initial memory rating; however,
aluet Une Sae Ndinher aopear 1o nave Dgen arreciss by video a3 by audio.
So although the significant resull of Audio seems 10 ke supporting the idea
that audio feedback iz helptul for seld evaluyation, the almost identical
result for video may indicate either that each is as helpful as the othery or
that the imitial "Memory" feedback was very weal and that perhaps any
mode of feedback would effect a change. The introduction of video zfier
audio can cerfainly be =aid not to have further increassd the rating - the
lack of any reel differernce between auvdic ang video feedback ig discussed

=

below in Section 5.5,

The College group situation seems less clear, with about 30% of the group
beirg affected either way by gach feedback condition. When both College
ared School groups are considered together, & general trend becomes
apparent where the Audio feedback encourages a positive response and

where the introduction then of Video resulis in & negative response.
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The analysis =0 far indicates that for the Total sample, ket mainly for the
Echonl groupy the introducticn of Aundic feedback positively affects =
trainee’s self-evalouation. The introduction of video fesdback after audio
teedbacK dogs ot further increase this ratimg - in fact, after video
feedback; the rating iz decressed:; although 1t is still higher than the
crigimal memory condition.  {The possibility of an ‘order’ effect heing

present has been discussed =arlier in this section — page S2)

It is peossible that such small differsnces between ratings from the ihree
zources of feedback indicate that the scales are closely related in what
they are measuring. In order fo lovestigats the relztionships bolween the
feedback modes, the Spearman Rank-Order Correlation; corcected for ties,
weg yged. (The rani order of ratings iz listed in Appermdix I). Table 3.5

summarises the information, presernting correlations for the whole sample,

[ R T e e
BOIQ TLET QUL tedldniny LU Ll e

Although they are not significantly differerd; the coefficientz here do
support the trend which has smerged already. The video feedbach wae less

clozaly related 1o the memary fesdback (&4), than was the avdic fesdback

T

1
Y

ITI

(.75 suggesting that when trainess heard themselvee on audictape, their
sgli-rating was not very different from the initial memory response, and
when trainees viewed themselves on videotape, their self-rating was still

close iz the memory response, but not as close as the audio.

Alsc of irterest from these figures, is the very high correlation between
the Audin and Video responses, suggesting very little difference in ths

resporise  to the evaluation form o these two modes. This perhaps

irdicates morg that the rating scale was not sensitive enough to register
differences between the fesdback modes. (Correlation cosfficients
between individuzl items on the evalustion form are alsoc high - see

Anpendin K
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Table 5.5 - Correlation Cosfficients

Memory to Aaudia te Memory» to

Audi o Video Video
Catlesge .22 71 .71
Behoal S5 :B1 38
Tatal . 7 -84 . &8
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2.2 COMFARISEON OF TRAINEE AHND EXPERT RATING

The discussion has centrad on any movement or charnge of trainees’ own
ratings gererated by the introduction of feedback, and haz identified a
glighily stronger influence from audiotape than from videotape. No
accourt has yet been taken though as fto whether such imcreazes or
decrgases in trainees rating are realistic or well-founded. In order fo
investigate this, sach irainee’zs three ratings were compared with an
"axpert" rating. The method of obtaining the "expert” rating is described

helow,
9.2.1 EXPERT RATING AND INTER~-RATER RELIARBILITY

The author viewed all 8% video recordings; and rated sach trainees on the
same 10 items= of the svaluation form. These ratinges are presented in

Table 5.4,

A secord rater, also a member of the Music Department with experience in
Microteaching, rated 10 (36%) of the videcosz chosen at random from both
teaching conditions. This provided an inter-rater reliability of 28%
agregment {(within + or -~ 1), (bGee Appendix J for details of inter-rater

relixbility)

Both ratere were familiar with the eriteriz used for rating and had been
irvolved in both the planming and supervizion of the microteaching
programme.  Thiz involvement, together with the Hnowlsdge that both
raters were pxperienced with mary facets of the pre-service training of
music teachers, including in-school teaching practice and college—bazed
microteaching programmes, gave support to the notion of an "expert”
rating. The inter-rater reliability of 246% agreement was considered sirong
enougl o use the expert rating in the study 25 an accurzte indication of 2

trairee’s performance on the set task.
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Table S.8a3 — "Expert" Ratings

(College
Trainee Rating
Ci =8
cz 43
C3 S7
C4 a3
CS 44
c4 39
cv a3
c3 52
ce 47
cio 51
Cii 440
c12 53
c13 44
H
cl4 1 4z J
Table 5.4b — "Expert" Ratings
(School?
Trainee Fating
=31 S2
52 59
5 4%
S4 47
g5 T4
54 52
57 43
a8 38
S 44
sid 47
S1t sz
512 &l
&13 =2
Si4 44
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By u=ming trainees’ ratings reported in Table 5.1 and Expert ratings
reported in Table 5.8, Two comparisons can be made. First, the leavel of
agraemert between the twa cam be established for each feedback mods, and
seeond, the effect each feedback mode had on 2 traines over-rating can be

determined.

3.2.2 TOTAL AGREEMENT BY FEEDEALR

The comparison used in this amalysis is a =simple matching of the total
rating-scores, to sstablizsh which of the 3 traines rating-scores is closest
to that of the supervisor. No account is takien at this stage of the
direction or magnitude of any difterence. For the purposss of this
analysie; when a traimee has the same rating-score on more than one
feedback mode, the mode which is first in the seouence iz counted., For
example; Traineg CZ has ratings 53 49 4%, and has an expert rating of 45
This iz interpretsd as a result in favour of the audic mode, berauze this

rating was completed before the traines viewed the video.

Of ratinge completed from the threee different modes of feedback, those
completed immediately {(fram memory) most closely matched the ratings of
the supervisor. Table 3.7 shows that £4% of the whole group rated
themgelves the same as, or clpsely to, the sxpert’s rating: when they used
the first mode of fesdback; ie, immediate recall. There was no difference

s

jux}

between the proportion of trainess who found the audio-fesdback

-

and those who found the video—{feedback (12%); the best for providing a

rating in agreement with the "axpert”
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Table 5.7 — Number of traineseccs whose rating asgreed wi th

"expert® rating, by teaching condition.

Memor Aurfino Uideao
College i{M=143 11 LR 2 Ci14¥ i £FM
School (MN=142 P 1 o = LRI EE k.
Total (=28 18 (548250 5 L1838 S Lign
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When the sample is compared by condition: {Callege angd School), & greater
number of the College group (72%) found the Memory mode most effective;
while 30% of the Scheool group found this mode effective in providing i
rating inm agreement with the "expert". Less than & gquarter of the College
groug {14% & 7%} rated themselves accurately after listening or viewing,
while These modes provided half (81% & Z9%) of the school group with an

accurate rerall.

A slightly different picture iz emerging here. While the earlisr analvsis

suggested that the Audic mode influerced trainee rating the mosty the

]

pitparigon with "expert” rating above indicates that such an increase wa

I

urfounded, and that the Memory mode for initial evaluation) was actually
most rezlistic, These findings are discussed more fully in Ss=ction 5.5,
together with issues of design which may actually limit the generality of

the results.
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5.2.3 OVER-RATING BEY CONDITON

A further analysizs of irterest compares the total traimes ratirgs (Table

r

5,11 to the expert ratings (Table 5.8); to reveal the number of trainges who

included hsre as larges encugh to be comsidered an indication of
Thiz iz a different comparizon from those above, and by

incivding ail traimeez who have refed themselves higher, a general

Gvarrating was more prominent after the video feedback in both conditio
{College 44%, School 21%). HMore College group trainess over-raied

themzslves than School group tralnees on 21l three feedback modes.

Thiz adde another dimension to the analysis, The resulis have shown that

p

Audio feedback increased trainse rating, but that Video decresased it again

(Tabie 3.2}, Comparizon with the edpert rating has shown aowever that the

U‘l

initial pating from memory waz actually the most acocurate (Teble 5.7, And

now, the resulis shown overlegaf incizate that the wideo feechzack
gncouraged trainees to overrate thelr microlssson.  An interprelation of
this, together with a2 discussion of ditfersmces between the Bchool and

|

College groups appeers In Bection 5.0 below.

62



Taple 5.2 — Wumber of fraineecs who rated themzslues

higher than expert by 5 or mors points.

Memory et o Video

College {N=143 PR AT} A & {4RK3 Fo0AgED

School (=143 2 {14 2 0014%0 R S
Totszl Chl=2532 AT v =2 LB7H: 12 CEEG
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.3 CHANGE EY ITEM

The analyszis was also directed toward establiehing the rating scals as a

ensitive evaluation instrument: and 1o exploring the effect that

131

individual items have on trainee rating. (See Appendix € for the svaluation
items). It was expected that there would be varyinp degrees of change for
different items dus te the nature of the item. Items {, &4, and 7 dealt with
the lesson introduction: plamning and involvement of pupils: three parts of
the Microlesson which were easily controlled, and therefore  little

difference was expected between fesdback modes.

Items Z; &, &y and 10 were comcerned with the les=zon aim, achievemsnt of
the objectives, use of reinforcement; and general teaching methods, and
were expected to generate more changes than items 4, 4 and 7, but lessz

than ttems 2, 2, and ¥. A moderate change was anticipated,

The remairing iteme, 2, 2y and ¥ were directed to teacher erdhusiasm, uses

of gestures and actual performance. three subjective; unplanmed

urt

behaviours relving on fteacher-pupil intesraction: amd 2o it was expected
that these items would be most strongly influencsd by enhanced feedback;

ard therefore produce large charnges in self-ratings.

Im summary,
little champs was expected from itemes i, 4, and ?
moderate change was expected from items 3: &, 8, and 10

large change was expected from 1tems 2, 3, and 7,

Table 5.9 presents the chamges made by traimees on individual items,
betweern the different fzedback mnodes. The Wilcowon Matched-pairs
Sigrmed-ranks Test iz zpplisc to these figures. to indicate whether the
direction and magnitude of the changes are considered zignificant 1o a

level beyond 05,
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~ Mumber of rating changes by item

Memory to Sudic

Item
1 = z 4 = & 7 & 110 | Tatal
College | ¥ = 4 & g jiltise 2 {10 = 75
Schoaol 4 8% 4 & & 7 oidx | 5wy 7 = b
Tatal 13 iz (g |12 114 |ig | |12 (17 [1& 133
Audic o Video
I tem
- ; :
1 = 3 ! g I 5 ! & I ?I 2 7] 10 | Total
College | 7 & 4 S¥ 13 7 =5 7 5 &
Schon! %1 B g ¥4 7 A1 10 S ok 57
Tatal T oiidg 117 lizs 112 14 i 171011 7 125
HMemorw to Yideo
Item
1 z € 4 g & 7 & #1001 Totad
College | 3 Ed > b} & & o101t 1a Fara
School z a ? 1 8 (1t 7 a 4 7 =
[Tuta! o 17 13 14°114 {i7 {10t igf 2001 17 | 155
ek
c o= 0L
tt = 1.9
¥ = {0.5

{(Wilcoxon Fatched—pairse Signed-ranksi
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When total changes by item are considered, the trend which has appeared in
Bection 5. is repeated, with the largest number of changes occcurring
between Memory ang Viden, followed by the changes which ocourred
petween Memory and Audio, and the changes occuring between Audio and

Videg baing the smallest in rumber.

Berause of the very low number of iteme which generated a strong result,
one way or another, the 10-item evaluation form cannot be regarded as an
zencitive measurement device. For most ifems, there ware as many
pocitive zeli-rating changes as there wers negative, High corrslation

cogfficients between individual items also indicate 2z close associstion

%

between tha evaluation forms on different modes (gee Appendix K.

Four items proved to have a strong influence on the School group. Detween
the Memory and Avudio modes, items 7 and & LoF08%7th generated a
uri—directionsl shift, and between the Audic and Video modes items i, 4

zrd 10 resulied i 2 umdirectional change.

[tem 4 om planning also influenced the College group in the same way
between Audic and Yiden modes, the sin trainges who changed their rating,
deing so in the same dirgction. Item 4 alsoc influenced the School group

L

ratinns when the differernce hetween Memory amd Yideo modes is analyesd.
7 Y

When the ftotal figures are reoviewed, it becomes clear that the degree of
change 4ollowed approximetely that which was anticipated. Table 5.10
presents the mean change of item groups cutlines above. In each of the

three analyses, the items which were expected to have the least change (I,

m

4, and 7) did in fact record the lower number of changes. There was 5 larg
change orn items Z, 3; and 9, ag the mean of 15.20 indicatess: which was
gupected. The iteme which it was anticipated would encourage 3 moderate

change, (3, & % and 10) have a mean of 14,75, which is between the other

two item groups.
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Fable T.10

~ Mean

chanqe by

i tem—Qroup

Item group
1, 4, Iy &, 8, 1G. 2, 2, 7.
Memar» to audio 11.32 15.25 12.3
Gucgic to Wideo 1.3 iI2.5 14.0
Memor> fo Uideo 11.2 14.5 153.2
Maan 11.2 14.73 15.20
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EUMMARY

From +igures shown inm Tables 3.4, 3.2 armd 5.5, the following genersal
tindings were reported. Audic feedback was seen to positively influence
traires rating of the microlesson, sspecially for the school group (Tablesz
3.3, 3.4, Appendix H). Video feedback tended to distort trainee rating,
when it is compared with an expert rating (Table 3.3). Bot in terms of
agreement with the expert rating; the initial feedback mode or Hemory

conditicn produced the most concordant outcomes. (Takle 5.7)

However; results are confussd even mors because of the high correlation
ketween feedback modes (Table 5.5, Appendi: Kl especially for the Collsge
group. And when the rating scale is examined (Table 3.9)% it is found that
at a measurement instrument; it ie not very sensitive io issues of audio or

virden feadharl,

Conclusions can be drawn from these findings nevertheless; and are
discussed in Section 5.5. The following section +iret considers responses

to the guesticnmaire; which also influence the final discussion,
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a4, QUESTIONNAIRE RESPONGE

3.4.4 INTRODUCTION

All participaints were asked to complete a brief guestiornnaire (Apperdin F)
which included 3 direct guestions concerned with the rnature of the task,
the time; and the teaching environment, and 2 indirect guestions concerned
with what they "liKed" and "disliked" about the whole Micreteaching
exercize. The questionnaire responses of the irainess may give an
indization of their prefersnces or apinions on the value of specific aspects

of the programme and would help illuminate the dizcussion of the rating

Iird~]

scale data. There was an 28% respanse rate to the questionnaire {22 were

5.4.2 TEACHING ENVIRONMENT

The questionnaire responses revealed as expected that the College group
found working with peers to be unrealistic and repetitive.

"Tidre't really teach 25 one would in & classroom situation”

(Trainee No C8)

"I gidn’t like having 1o hear ang do the came songs over and over -
it got a bit tedious" {£3)

The "interest” and "effort” in the presermt exesrcizs, sven though both
teaching groups were "supervised" by the personnel normally associated
with Microteaching, certainly remaired tigher for the School group. 04
note here is the fact that the School group consistently tool 2 shorter time

o complete the seli-evaluation form and guestionnzire. The College group

required many reminders to Keep on task and complete the forms, indicating
perhaps 2 gereral dissatisfaciion with the exercize of "acting like

childrer for their peers,
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Although seme of the College group commented positively about the
foeer—teaching” environment

"Much easier with older students" (E9)

"Gave us confidence with own age group" (C13)

"Informal atmosphere meant we weren't pressured o worl 2t someons

else’s standard” (C14)
the general response was that the peer—tzaching situation wae urrealistic

and repetitive. This iz despite the fact that it was impressed on zll

n osslft-evaluation more

[

traimees 2t the ouizet, that this was an euercise

than ane im feaching, armd that they were to tzke this inte account whan
plarming arndg teaching. It is apparent that, evern with the buili-in potential
for a successtul, musically rewarding lesson, the peer—tezching experience

wae sufficiently removes {from the “real classroom” io prevent most

7]

members of the Celiege group from regarding it as an opporfunity o

praciice teaching and o evzluate that performance.

Faour of the College group respondents indicated however that they found
the peer-teaching rewarding: &s it gave them the opporturaty to

"watch peers taking a lesson and lzarm from them" (C3)

“watch peers teach: you realise you're mot the anly one to kotch up

somztimes" {C6)

"sgz others’ abilities to tsach" (CLD)
Such a factor, although only mentioned by four of the College oroups may
have had an advantagzous "rehearsal” effect on 21l members of this group.
All College group trainess had 1o a grester or lesser extsrnt, the
experience of watching athers teach, which may have enbanced thiz group’s

—

Lich

1]

performance, ard therefore their overell rating. The possibility that

an increzse im rating mey have been zzsociated more with & familizrity
with the subject matter thar with an improvement in actual tesching: is

discussed later in the chapter,

70



2.4.3 TIME SPAN

Microteaching, alang with reducing the leszon content and the numbsr of
pugdle, aleo reduces the time span of the lesson. OF the 21 Trainees who

replied o the quesiion zbout the reduced time soan of the lesson, G found

it satisfactory (Fi%), with no significant difference between the two
teaching groups. O+ the & who found it too short 7% S were from the
Zchool group;

"20 minwtes would be more appropriats, therefore allowing for practice

angd improvements® (56)

"10 minutes was not enough time to correct singing of children and get

through plar of work" (37)

“You just get there, warm upy and you have 1o go® (5132)
This agaln indicates perhaps a greater desire by the School group o treat
the exercise as 3 reazl teaching experience. Only cne of the College group
suggested that the time was too short; wanting "more ftime to correct
miztakes being made" (C%). The remainder of the Lollege respondents found
the time
"generally O (CLL)
"snough to get things done" ()
"1 got through 211 my activities guite well" (C13)

"Had time to deo what I wanted 0" (Ci4)
"Ary longer and T wouldn’t Knosy what to do" (C12)

3.4.4 TEACHING TASK

When asked o respord to the difficulty of the tasK set, more of the
College group found the task "jusi right " than "ioo sasy", this number
being even higher than the School groum; sugoesting thaet most found the
task relevant to the situation. Mzny of the College group ingicaied,
however, that the repetition of materixl (many Trainees used the same
songs) aftfected the level of performance due to rehearsal;

"College teaching mezn l'c-'-z ¥new the songs" {C8)

"evervone ¥new all the songs and could sing them anyway" (C3)
"1 got eick of some songs" C7)
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ard therefore atfected the way thay individually responded to the group.
Ore may expect;: i thiz was the case, that the College group would respond
= "too sasy'. They did not. & discrepancy which may be
gxplained by the gereral trend of the College group already szeny to regard
the exercise as an “unreal” teaching experience; resulting in o failure o
adiust their performance and planning to make the most of the opportunity
to practice the task.

f]'l'

can’t understand why we need to practice on each other when everyone
zlready ¥new the songs” (C3)

Mornetheless; at least ong College group fraines seemed to understand the

—diy

"it wasn’t exactly a2 a frue class would be, but organisation and

communication skills were the same" (€12
The aititude of the College groun may be summed up by one Traines who

e

COMmmente

All should be in schools. It got very monotous here at College" (CR)

S.4.5 INDIRECT RESPONSES

m

Other indications of interest from the Questionnaire incluce refererces tao

vell-defined maodsl on which o base the teaching. OF the ninme Trainees

—

who mentioned this, 4 were from the College group and 5 from the School
group:; Derhaps showing & similar relevance independent of the tyvpe of
teaching group. Trainess from both groups liked;

“a basic plan that could be stuck to" 61
"having something =pecx ¢ tooworl towards
"tn e given the guidelines at the start" (C6)

BT 1

We had & gond ind deJt tiors ang cqul model that" (57)

1\

Lo

The self—sevaluation aspect of the exercize was specifically mentioned by

some also (2], with 5% of those coming from the School group;
"it’s better to be able 1o evaluate vourself niow and cha"tge things" (53)

"able to listen and watch vourself, Good svaluation exercise” (B2)
"it provided am opportanidty to evaluate vourseld! (C7)
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3

ome specifically mertiomed the presence of & camera while they were
teaching;

ing watched by & camera is very nerve-wracd o
"heing watched by mers is very nerve-wracking” (G2

"the video mads you nervous" (C10)
"we need & less conspicuous form of filming" (S10)

while others indicated that they would appreciate the opportunity o
revigw the tape with a supervisor;

"o talll about the way 1t went and offer advice for the future® (E9)

[N

to give & short evaluation of good teaching techniques used: and a
origf summary of things to develop® (C14)

Mo one expressed a direct preference for one mogde of feedback over
another, although most ernjoyed the chance 1o see themselves on video.
wo people guestioned fthe use of an audio tape as well as viden., WWhen
asied if the Music Dzpariment could use their video recording in the

future, 12 dended permissicny and i1 gave permission; 9 of whom came from

the College group.
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J.4.5  SUMMAEY

OF GUESTIOKMSIRE RESPONSES

Iiem School Group College Broup
Tezsching Very relesvant Unrezalistic. Soms

conditions

enjored working

with oider studsnts

Time SR an

Gener-ally satji=-
factory. Some
¥

oundg tt too short.

is
Fourigl

Generally =ati
factory. Some

it too long.

Tazk Yery appropriate Yery appropriate

General - Mode i FMods1

positive Chance to eual-— Chance o seeocthe
yate =elf. teach.

ol
M
a
o
- i
—_
|

o+ M

=
g
{IW]
B

Fresence of camers

Fresence of camers

Teaching peers.

74




3.2 DISCUSBION

5.5.1 EFFECTS QF FEEDEACK MODE

P

Resesarch reported in Chapter Two (2.2.8) suggests that video feedback iz
the, most successful means of providing information s&boutl & tsaching
experience. Scme research has indicated howsever that there are negative
aspects i the uses of video (Fuller & Mannings, 1573, Levis, 1987 in
particular that self-confrontation can distort the evaluation process far
aricus students; & situation less liKely to ocour in the use of audic-only.

ch is more than usgally weighted

[

It cauld be expected i 2 subject arsa wh
towards the aural superiznce; that audio tapes couwld gprovide a source of
feedback s informative as video. This study set out to exwplore this

possibility,

The resulis are ¢lzar snouch. Despite several lmitationzs of the study
with regard to design (ses below); it can nevertheless be concluded that

there was no real differsnce between the two feedback modes. augdio and

I

videoy in their function of providing a source of information for & draines’
zelf-ovaluation. Thiz iz supporizd by the analysie of resul

indicate no malor change in rating (Table 3.3}, and also no major difference

in rating when compared to the Bxpert ratimg (Tabkle 3.75.

Lo oo

AL Ffirsty this would seem to megate the suggsstion that an sudio mode is
betiezr suited to 2 supject like mueic, The lack of any real difference may
perhaps be enplained howsver by the absence of any reluciance on the part

of the traimees 1o use videm, and consequenily the absence of any negative

)

[

Manning (1773 reported a negative response from amilous suljecis, due

the general increased exposure to videos in homes and in schools.
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It is possible that a rating scale which was more sensitive to aural
aspects of ieaching, and less to behaviours whick relied on the wvisual

mode; could have producad a differemt result. (See Table 5.9]

Of greater interezt thouwgh, iz that when the Memory mode iz included
along with the other two modes in a comparison with the Bxpert rating Un
an attzmot 1o estzblish effectiveness), the results suggest that this
"ro-feadback", ie, memory,; mode actually is more accurate in producing

realistic evaluation than the other modes. Taken that the "ewpert” rating
is an indication of good and appropriste tcaching behaviour, {(supoorted by
a high irnter-rater relizbilityd; this finding svuggests in itz simplest
imterpretation that both en eudic and & video fTeedback modes distort a
wrainge’s evaluation of what occurred in the lessom and that am immediate
evaluation of 2 lesson without fesdback iz more accurats; isy in closer

agreemernt Wit the "experit”.

This imterpretation iz put in 2 different light howsver, when the design of
the study is tzker into account. Trainees were reguired to complete the
evaluation forms i & strici order; Memory, Audic: and thern Videg, with the
situation possibly ariging that, being unsliilled in using a mechanical
source of feedback, frainees charmged their rating unnecessarily, perhaps
fesling that they were recuired o simply by the design of the study. This
iz quite peessibls with & group of inexperienced self-raters; aware fram the

i

outset that there were 0 be three different sources of feedback.

Becausze the study dicg not include a reteach phass; it is rnot possible 1o
comment on whether feedback actually influsnces subsequent teaching
sehaviour. This can only be assumsd by an interpretation of the rating
changes atter feedback, an assumption which wunderlies many research

exercises (=ee 7.2.56); as well as the present study,
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3.9.2 TEACHING CONDITION - PEERS/PUFILS

Although research has suggested that there iz no real difference between
pupil teaching and peer teachings the results reported here indicate that
the peer teaching condition was in fact 2 largely unrealisiic environment,
supporting the trairees’ own perception, apparsnt from the guestionnaire
responzes. The number of trairees who over-rated themeslves in all
feedbacK conditions (Table 5.8, was at least 3 times higher for the Collage

group than for the School group.

Both groups followed the same trend in agreement with the Expert e,
Memory mode most acourate), with the only real ditference between groups
evidert in the Videp mcode; where 4 times as many School group trainess
agreed with the Bupert than College group. (The number of trainees in the

vigeo category thougin was very smail - zee Table 5.7}

The Schonl group generally wag less affected by the varisty of feedback
moges than the College group, returning agreements of 50% from Memory,
21% from Audios and 29% from Video. (See Table 3.7) This difference from
the College groups which was in high (79%) agreement in the Memory mode,
but low agreement in Audic {(14%) and Video {7%) modes, can possibly be
explained by the gereral dimimdshing of interest for thiz group az the
Microteaching programme progressed. [t was mores difficult to sustain
irterest {for this group, suggesting perhaps that they perceived the
teaching environmert as unrealistic, whereas interest from the School

group was maintained throughiout the whole programme,

Table 3.5 showed a consistently higher correlation between fesdback modes
for the College group tham for the Schoo! oroups which is perhaps 2 further
indication that the teaching envircnmert and attitude of these trainees
affected their perception of reality to the extent that differences between

feedback modes were very slight,
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The {rend for ths Echool group to be more responsive io changesz in the

L,L

mode of fesdback was also indicated by their inclination to respond
positively to the Audic and Video feedback (see Table 3.4k As already
dizcussed; the imtreoduction of Audio feedback atfectsd 10 Schoocl group

-

trainees to improve their sglf-rating (p=.09); and the introduction of video
affzcted 7 tc improve their self-rating (p=.1%). Theze self-ratirg changes
possibly result from & greater level of interest as a direct conssguence of

perceived realism in the T programme, even i these ratings actually

kave a low level of agresment with the Expert rating (Table 5.7%

The School group perbhaps had an initizl low concept of how their teaching
wert; which improved when supporied by feedback. Thiz would ==em o be

the case for andious traimees, who being cbeseeved in the “"heat' of the

classroom with real children: have difficulty in remembering the positive

L
A

heir teaching. The College group’s reaction was more balanced,

==

]

points o
reither audio nor video causing any significant uni-directional changes in
rating. The first rating for the College group was in high agreement with

the Buxpert,

3.5.3 LIKITATIONS

The prezent study adopited a design which atismpied 1o Keep a1l variables
gxcept one constant. A more usual split-group design, with some subjects
it one congition =g, Audiod, and some in g differeni condifion (eg, Videnok;
would have falled to accoumt for differences in the nature of the suhiscis
and difterences between the iteaching encounters.  Inm this study, the

variable in gueetion was not the student; nor the lesson; but the

gvaluaiion as g result of source of feedback.

78



The present study nevertheless had & variety of design limitations.
First, the rating scale was nat specific enough to detect differences
irn the effect of feedback mode (see 3.3) Items which were more
sensitive to izsues of hearing and vision may have geperated widely
difterent responses after Audio and Wideo feedback. This problem

wag evident in the design of garlisr ressarch.

SZacond, although a3 good inter—rater reliability was obtained, the
concept of an “"espert" rating and comparison of thiz with oz

trainee’s own rating is questionable.

Third, the sample used was small, with only 14 subjects in each

group. Differences betwesn groups, and sspecially within a group

Fourth, iha dzcod

2 S O  ST
LR gR requaremen

=
[
i
£k
"1
]
H
1
il
[}
ftl

idemtical evaluation forme resulted in a certain degree of
faimiliarity amd a declime in interest, particolarly for

peer-teaching (College) group.

Taking these limitations irnto account, less emphasis perhaps should be
placed on the result which indicates Memory for mo feedback) as most
gffective a2t producing anm acourate evaluation. OF greater inmterest to the
music tzacher is the Indication that there sxists no real differsnce
botween Audio ang Video feedback. For the pre-sorvice and inservice
teacher sducatory & tape recorder may provide s moch information nesded
for evaluation purposes as a video—tape: and poss=ibly i 2 less threatening

form.
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3.9.4 CONCLUDING REMARKS

Accepting the limitations of this study, in particular that both the use of
the expert rating as & measure of accuracy and the evaluation form as a
sensitive measurement device are guesticnable, it can neverthelesze he

crncluded with regard to the original hypotheses (see Chapter 3) that

1 There was little differerice between the effects of an audictape and 2
videotape on trainee rating. This would suggest that for economic reazons
alone, an audiotape can be promoted as a2 source of feedback. There was no
evidence from analysis of change by item type, that one mode was superior

tu the other for an aural-baged subjzct like muszic.

2 There was a large difference hetween the evaluatiorns from mechanical
feedbrack, and evaluation from no feedhack, No-feedback evaluxtior
apceared to be the most accurate in terms of agreament with an exoert
rating. Az it stands, thie would suggest further research into the use of
feedback at &1l for a Microteaching programme which was not using the

reteach stage, (although gereraliiy iz limited by the design of the studyl

3 There were some differences betwesn the teaching conditions. A trend
wae apparent in the School group to alier rating 5 but for this changed
rating to be less accurate. There was a trend for the College group to lose
interest and perceive the texching gnvironment &5 wnrealistic, resulting in

their ratings being affected less by change in mode af feedbachk,
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CHAPTER é. GENERAL DISCUSSION

&.4 INTRODUCTION

In the past twenty—+ive vears since its inception at Standford University,
the concept of MT has beem reviewed and resnaped, distpesed and
dissected by many worKers and researchers. The review of literature
i

provided in Chapter Two explzined some of these attempts, showing that

writers have approsched the gontinual discussion from marny different

The effzels of emphasising different compornents of the Hicroteaching
cycle has been considered (29, the role of supervisors, Holntyre 1977 The
perzonality type of the teacher trainees taking part was studied (Leith
1954}, The effect on self-confidence and self-concept has been measured
(Btarnton 1978 The characteriztics of those beging taught has been
compared (Levis 1973}, The type of feedback used has been investigated

{(Rvan 1974),

Microteaching has been investigaisd in different subject areazs; although
much of this work has been of a general nature and inconclusive in its
findimgs (Melscay (980). Hore recemily, atiempts have been made o

grganise MT into procedures which fit mors easily into definitions of

medels of teaching (Hatterns L9771,

One such model, the cogritive or "reflective" model; has as & primary aim
the growth of & feacher’s ability 1o reflect on performance and issuss in
the classroom (see Chapter 2,1.3), It has been proposed by various authors
(vann Manens 1977 Joyeoe 1738, Moleod 17770 that & well-designed

Microtezching programme can be responsible for encouraging & greater

degree of reflection.

81



It such reflective thinking is to occur, it is liKely to tale place at the
feedback or self-evaluation phase, a noction supported by Dewey ({935},
who points out; "to reflect iz io look Gack over what has been done 1o
gxtract the ret meanings which are the capital stocK for intelligent dealing

with furither experience” (Dewey 1935, pd7).

While the present investigation found that audio-tape, when compared with
the relatively high—-status video tape, was no lese effective at providing
teedback for self-evaluation, it zlso found that there was poseibly &
gifferent Kind of response from each feedback mode. A=z the present
investigation progressed; it became apparent that a ditferent lsvel of
response was possibly being generated by the two feedback comditions,

bevong that which could be measured by the evaluation instrument.

Specifically, it seemed possible that audio fesdback had & different effect
ot the level of "reflection” than did video fesdback. To investigate this
notion further, aminformal, exploratory study was underfalern, of & similar

decsign to the main study, but on a reduced scale.

The findings of thiz study are reported in the following pages, and
although only exploratory in designy they coniribute to the discussion by
expanding on the main investigation. Chapter 6 continues with refersnce
to differences beiween aural and visual perception within the context of
the psycholegy of hearing, and concludes with s discussion on the

implications of this far the {future of Microteaching.,
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4.2 THE FOLLOW-UR ETUDY

8.2.0 BACKGROUND

The follow-up study differed from the originl in two ways - first a much
emaller number of trainess was involved {31, ard secondly, the teaching
gitills under ochservation (questioning sKills of redirection and prompting -
zee  Appendix L) werse directly adapted from  the original Stantord
Microteacking skille, and were not specific to music, These =kills were part
of the MT programme in progreszs at the Teachers’ Qollege where the
foullow-up study took place, Bt Patricks’ Coliege, Dublin. (Background

information on thiz College;, and on HMicroteaching in Ireland angd Great

Britzin iz provided in Appendix M.

Tho Soilmu—ure atidy smed 2 mimilzr daoed
I A= MR L I S S S B K =S oz Eymiizr Dosl

ot thRes meadis b r:!}; ro

Chapter Four. Trainees prepared & short (S-minute} lesson om a subject of

]
—3
T
i
h

their choice, making sure thers was plamning for the targetl skill:
lecenin was pecordetd by both audic and video tape; and trainees then
reviewed the lzsson with the help of 2n evaluation form {ses Appendix M.
Ac with the main study, trainees were regquired to complete two identical
eveluation farms, efter gach of the two feedback reviews, A comparison of

“audio” and "video" evaluation was therefors available along similar lines

[4]]

to the comparizone made i the main study.

The main differences between the original study and the follow-up study

were the omissic

o]

et the initial evaluatiion from "memory” or
n I__f' db_—k“ d .th ‘=_=.‘ l (o +hf= ’F-"‘-’ ..I’.I! r,-‘ A q L abepn =
noa—Tee sCA s an £ QmMmEsibny Ot ThE ZapeErT EvValuation. AN 24Tra
dimensicn wae included; that of irterviewing the trainees involved. It was
hoped that analysiz of evaluation formzs and interview responses would
also give some indication of the level of reflective thinking that had taken
Ll
L

place; & guesticn not previously considersd but which grew out of the

&

original studg

—
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6.2.2 RESULTS

A comparizon of sach person‘s two evaluation forms wae possible; one
from audio feediack and one from video feedback. On both parts of the
gvaluation, Fedirectimg and Frompting, the cbservations made by the
traimess, reguiring a tally of sventis, were essentially identical for audio

feedback and for video fesdback

OF greater interest are trainees’ comments on the evaluation form.
Az eupecied, the comments itended to be directly related to the mode of
feedback. For example, some comments afier video—tape feedback referred
to vizsuwal factors;

"video helps improve one’s posture”

"from looking at the video, it is elear ic sew the importance of being

obeervant, A1 times, pupils were engaged in private discussion of

which [ was not aware™,

“when you are reviewing the tape, you tend 1o watch the pupils and

their reactions to the questions and because of this you don't fully

liztern to their answere".
On the gther hand; responses after listening were related to aural factors,
Traifnees ztressed;

“the importance of the correct voice and tone, and the elimination of
mannerizms and collogquialisms".

"elarity of voice is very important. Iotonation is alse important, as
the tone of vour voice can evole interest in the children'.

"vay listen very carefully to the childrens’ answers and vou can

znalyse better how vou asked the questions®.
Further though; the comments made afier audic-tape tended to be more
reflective rather than simmles shesrvations. For example. one trainese’s
comment after lietening to the audin-tape was;

“The questions most sullable for redirection ere dizcuseion rather tham
farctusl"

The same trainee’s comment after viewing the video-tape was that

"some of the pupils answered out of turn”,
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Another trainee when asked to comment about redirection, after audio tape
said that

"guesztions could have been formulated hetter”,
and after video tape said that

"guections did not necessarily follow in the order irderdsd,”

It seems possibkle that audic feedback, bercause of the absence of
distracting visusl images and because it reguirez the trainees o
concentrate more desply on the lssson conteni: may gensrets & more
thoughtful response to guestions. The two sxamples sbove sugoest that
differences in response go bevond the cbvigus ditfersnces in information
provided: and that the audic mode iz encouraging a more "reflective”
response. Other comments after audio includs;

"the prompiing was inadequate due to bad phrasing of the questions.”

Vi plmigidny ot ine quesiions is vital, as e tne amount of them®,
Such responses indiczis ihat soms thowght has qone into why planning is

impartant, & responiss which was generally aheernt after the video feedback.

Although generally positive zbout the use of video, trainees did offer
some interesting commernts., For example;

"puplls may be aware that they are on camers, and may give different
resgponzes thar they normally would”

Argther traines thought that using video resultied in
"focusing too much on how yvou ook with the children”.
Thiz same frainze thought that using audio alone meart thet

"your attention is engsged more girectly towards what you say.

&.2.3 DISCUSEION

I general terms, the findimgs of the follow—up study supportsd those of
the main study im that they showed little difference between audio and
videa tape in the ability of each to provide & source of feedback to traines

teachers. Any differenges betwsen audio and video evaluaiions were slight
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in terms of providing information about the actual eventis which ceceurred in
the micrplessor, such as, for sxample, the number of timesz a question was

redirected.

Some differencesz became apparent when irainges were reguired fo
elaborate their thoughts and comment an the lesson, in written form ang in
irterview., As exuperted, commments aftter audio tape referred to aural
details, such as tone, pitch, and intonation; and comments atter viden tape
referred to vizual details, such as posture and eve contact, In addition
though, the comments after audio tape tended in some cases to be broader

irn outlook and more directly related to the teaching skill in focus.

In canclusiory, the fellow-up study was wseful in adding another dimension
to the gerneral discussion of audio arnd video feedback. It has in & limited
way shown little ditference between the two for general observation, and
it appears to have indicated that greater consideration of the original
target sKille and perhaps a greater degree of reflection may take place
when traineesz are not confronted by images, but are reguired 1o

congcentrate only on an apdio recording of events,

If the findings of the follow-up study can be confirmed by further research
using a larger sample and more highly sensitve evaluative devices,
audictape may prove actuelly to emcourage & more reflective response and
more guestioning attitude. How could audiotapes perceived by many as a
very much limited wversion of video tape and involving only one sensory
chamnel, possibly result in a higher level of cognitive activity? An
explamation possibly lies in looking at ithe processes involved in the
perception of sound itself, and although reguiring more coverage tham this
paper tcarm provide, the work of Moore (195821 on the pyschology of hearing

provides some useful information.
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&.2 MICROTEACHING AND AURAL FEEDBACK

Moore explains that the zuditory percepiual process iz governed by the

~z

zame Gestalt theories as the vizual process, Our listening reguires us o
i q

erceive good coniinmgation, similarity, and tales account of the

T

figure—ground phenomenon: In the same way that cur sight doss.

— i

for sxample, we "tune” in to 2 singls source of sound against @ background

-

— T S

of sounds, and control our perception in thess terms. (Moore, $98%, S20Z2/73)

|t
]

He zlzo =uggssts that in the perception of speech we ars constantly

involved in a progees of "

active matching” {g2ii). This iz a complex process
involving a feedback loop found only in the auditory syctem and not in the

visual perceptusl system., It alsc involves a3 specialist auditory or

tic memory, although the details of such 2 mechanism are uncertzin

Moors provides many examples of research using sound waves and pairts of
the sound spectrum, suggesting that our auditory process is well geared to
perceiving charges in the auditory stimulus. I+ ihis is so, it may be
possible that such 2 process is active throughout our lis
gegree of discrimination and analvsis is sctivated by aural stimoli
dgoes not pocur from other sernsory chanrmels. In other words, we ars
engaged in more highly complex discrimination when Hsterdirg than when
looking. Although Moore doesn’t go as far as stating this, he does
comclude that “the auditory process sezme particularly well suited to the

ok

analvzis of chamges in the sencsory input” (p191)

There is also some suppori for the idea in that for greater concerdration
ot & sound stimulis, we close our eyes to listen. By concentrating our
zource of gensory input into one charmely, we are enharncing odr capability
of pErcen

tiarn end therefore of anzlvsis. And perhaps we arg Bve

enftancing our capability of discriminstion ard reflection.
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v, thizs is & highly speculative case in support of sural input, or i
the svent of receiving expecied informationy, aural Teedbacl, Much
research inm thizs arsa would be rnesded before any more conclusive

statement could be made to suppart such & claim,

For example, some genersl research in the ares of perceptual differances
reeds to vake mlace. Such research could begin by ueing & sophisticated
evaluation technigue, designed to measure the level of discrimination and
reflzction, in 2 study involving two groups of people superiencing the same

avent; ane Invalving vision and one not. The event sxperianced showld be

imgependent of the cbservers at this stage - it would seem important

¥
]

pesy

grences berore including ar element o

“ia

OF interest in this arex would also be general ressarch into the tvps

i

cogritive or reflective activity which tales place when a person listens do
z radio and walches a televizion. With the development of zensitive
gvaluation instruments,; the #img body of Krowledge could then be

tested in the ares of eeli—analyeis and criticiem, and differences in zource

of feedback investigated.
Mevertheless, it is possible that there are sirengihs im the auditory
process which counter balance the oovicus strengthe i the viszal process.

and which may Qo some way toward suplaining the tentative findings of the
presernt siudy. The implications of thiz for the music teacher seem
particularly importand, 2 it would seem that & subject ares which already
includes 2 high degres of aural dizepimination would benefit if its teachers

were encouraged thiough traiming methods involving awral feedbeack io

kecome even more discriminatory about their tzaching.
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.4 THE FUTURE OF MICBOTEACHING

purt

the outset of this study: Mizroteaching was introduced as a practice

At
which received encouraging support from the Teacher BEducziors at g time
whierh much pre rvice training zeemsd irrelevant and undirectsd. Iis
structured format, use of technologiczl resources, apparsnt sase of
implementation and usage. and potermtial success in indroducing and
v of teaching skKills not previously identified

Q0N ahn HOganls =121 y M S 1 v attractive to instituticns whichk
gl an organized manner,; made it seem att + stityt hich

"organised” methods of preparing izachers

for the rigours of professional life in 2 school.

The major implication from this siudy is that the feedback stage of the

Microieaching cycle is clearly orme which iz very important and needs

iy

further research o establish the effezcts of wvaristions in zource ©

edback, Although part of the findings of thiz study revealed that z
no—feedback or memory-only condition resulited in a high lsvel of
agresment between trainees and “enperte” evaluztion ratings, such 2

result cannot sefely be generalised for reasons alrgady discussed,

YWhat may he Lkely to have greater impact on MT recearch iz the tentative
tinding that there was little difference between autio ang video feedback.
This result is from & stody which was very limited ir itz desiogny and which
had many shortcomings. If & similar result can be replicated in & more

methodologically zophisticated study, and with svaluation technigues

and resources may be emploved ino MT programmes in the future through the

use of the less expernesive and combersome audio taps,
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There is no denying that video tape provides a valid and ueseful source of
teedback. As & source of recording and reclaving teaching encounters, it is
urdoubtedly highly accurate and preferred by frainees ang educators zlike,
It is mo coincidence that the development of MT arnd the development of
video technology occurred arcund the same time, despite Allern and Ryeans
{1949 claim that "vides recording iz & il and is not an essential part of

the Microteaching process" (p3d)

It is {elt bowsver; that the ‘moor cowusin’ audintape can be used mors
effectively than it has recently been. And that particularly in the aural

field of Music teaching, audio taps could provide an especially relevant

JiF]

source of feedback to teachars, This probably is in fact the case, although
the present study, again through shortcomings in desigr. mamely regarding
the structure of the evaluation questions, failed to conclusively establish

that.

What the present study did revezl though, wae a similarity between the
two fesdback sources,; and a tendency for audio feedback to encourage s
level oF response differsmnt from that of the video. OCn these grounds
alore, the present study encourages the uze of audio tape alongside

videotape in the Microteaching cycle.

&6.4.2 FINAL COMMENT

& very much an what

3
i

2dr

1
(4]

The {future of Microteaching itself depends of ¢
developmenis occur in Teacher Hduration in general, And changes in that
ares in Mew Zealand depend directly on developmeniz im the Education
system as a whole, MT as devised im Stanford iz now practised im that
form in very few places. Many institutions which are interestsd in the

concept have developsd thelr cwn svstiems from the original. That iis

potential was perhaps never reached by institutions who dismizeed |

90



teo rigid and inflexible iz a2 sign perheps more ot the constantly changing

nature of Teacher Bducation than of flaws in the basic concept itseldf,

Teacher Education is under constant pressure 1o address itself 1o changes
in technologizal developments, in pedagogical thirMing, ard in what socisty
gxpecte of its schogls and teachers. Schon (1987) has suggested that
historiczlly, Education as a profescsicm has been poprly eauipped with a
"spcure foundation of sveotematic professional Bnowledge” and that it
therefore “vearns for the rigour of science-based Knowledge and the power

of stience~based technigues." (ph

That Microteaching was accepied so readily in the 1950s by Training
Institutions amd Educaticn Depariments was perhaps for this reason. It
offered a highly structured cycle of imetruction and learning, and in doimg
so placed the training of teachers nearer to the respected science—based
profeecione. The inclusion of a "fesgback loop” could even be explained as
being borrawed from biclogy o mathematics, as explained =arlier in

Chapter Twao.

Microteaching was also welcomed in ite sarly dayes zs it was x system
which stood for an alternative to the simple apprerticeship system which
was the maim stay of Fractical Traiming, and it promised to accommodate
the diverse personality styles of trainee teachers. Ite strength wase seen
&% an adaptable training approach which could be adjusted and controlled to
suit the variouzs and diversze needs of trainess. Research has actually
guestioned the effectivenesgs in this regard, but at least it has provided
ore bridge i Teacher Education from the ‘hit-and-miss’ copying which
went an before; to the fraining of & professional artist which is the aim

today.
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Schon also sugoesis that in the ongoing quest 1o educate this professional
artizt, the "reflective practiticner”; educators must discover how “mature
professionals can be helped fo build their repertoires of sKills and
anderstandings on & continuing basis” (Schon 1737, pi3). Buch a growth
begine of course in prezervice trainimg, amd in particular in the practical
comporent of a training programme, The challenge must be for the teacher
educators, while focussing on sssential teaching skills necescsary for =
begirring teacher: to do this in such & way that methods of enquiry and
celf~analysis are used which by their nature sncourage reflection and
which readily transfer to other levels of reflection when the frainee is

ready.

Activities such as the analyei=s of feedback, selt-svaluation, ard
self-appraisal invelve skille of discrimination and reflecticn which wher
martored within the safe environment of a2 Microteaching programme; Ca&n
take root there and become part of a teacher’s ongoing thinkKing, The
"reflective practiticner” is indeed the aim of many training programmes,
and as already discussed, reflective action can be encouraged by
Hicroteaching., That it can be enhanced by & variety of feedback techrnigues
ard sources; and in particular by the inclusion of audic feedback, is the

premise of this paper.
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APPENDIX A

Example of a Mirrolesson

Trom: Allen D W, and Ryan K A, {1749) Microteaching.

"A student teacher holds up before four children a picturs of what
appears io he & branch that haz five brownish lzaves., However, when the
puptls inspect the picture closely. they realise that two of the five leaves
are actually butterflies, The student then guestions the four pupils,
trving to see whether they can come up with an esxplanation of the
phenomenegon. Fifteern feet away, & supervisor aims the camera of =
portable videotape recorder at the group and occasionally jots down some
rictes. The leszon lasts only five minuies, but during this time, two things
happen: The pupils discover that butterflies are camouflaged so that they
look like leaves, and that this digpuise nratecte the budterflice fram their
ratural enemies. The student has a chance 1o practise the teaching skKill of
zsKing probing gquestions. As soon as the lesson is over and the pupils
have gone. the supervizor and the student discuss the legscn, reviewing
the supervisor’s notes and wviewing parts of the videotazped lesson. Them,
after & short brezl, the entire procese is repeated with a different group
of four children. The stouderd teacher, the supervisor, ard the pupils have

peen irvolved in the process of microteaching.”
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APPFENDIX B

The Stanford Teachirg Skills

from: Allen I Wy and Rvan K A, (19491 Micraoteaching,

i. Stimulus variation

Z. Bet induction

3. Closure

4, Bilence and non—verbal cues

3. Reinforcement of student participation
4. Fluency in asking questions

7. Probing guestions

%. Higher—order questions

7. Divergent questions

10, Recognising atiending ehaviour
11, Ilustrating and use of examples
12. Lecturing

13. Planned repetition

14, Completeness of communication

A detailed explaration of these teaching sKills can be found in

Alten D W, {1787 Microteaching: & Description
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APPENDIX C

The "Minicourse", or Instructional Model

from: Perrott B, (1970 Microteaching

1. The trainge has the opportunity to study & limited number (usually ons
to three) of specific teaching skKills; which centre on a particular ares of
competency,: .0, he may read about how to azk questions that are likely to
provole a higher cognitive response from pupils, and undertalke exercizes

which are designed {c classify the =skills involved.

2. The trainee chserves examples of the skills. Generally this involves
viewing & videotape or film in which esach of the sKills is described and
iMlustrated, This is followed by a vidostape or film which shows & ‘'model’
teacher conducting & lesson im which sach skill i=s demonstrated several
times. While observing the skills, the teacher’s attertion is focused by
cues in the form of narratar’s commerts and captions. This model lesson
gerves the dual function of providing a clear performance model of how
gach sKill can be used in & teaching confext and of helping the trainees fo
recogrise and discriminate among the skille. Doring the course of the
model lessonythe trainges i asked to identity sach sKill as 11 ocqurs and

receives prompt feedback on the correctness of his identitication.

3, Ths trainee then has the cpportunity to practise and svaluaie his uss
of the skille., Practice takes the form of a isn-minute micrateaching

seesion in which five fc eicht pupils are involved.

4. The microlesson iz recorded om video or audictape ard the traines
obresrves hiz performance, evaluating his use of the skills with the help of
aelf—evaluation forms, which help the teacher to focus on each skill in

turm.
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3. The trainse refines his use of the skKills through additiomal practice.
He replans the lessom emphacsizing those skills irn which his
self-avaluation revealed his performance to be most inadequate. Then he
reteaches the microlesson with another group of pupils, and evaluates bis

soacond recorded performance.
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AFPENDIX D

Lesson Plan

Alms

To increase pupile’ musical sensitivity by requiring them 1o sing
(in tunel, and listen to different sounds at the same time.
To teach and pertorm two partner somgs, or & two-part song.

Ohbigctives

At the end of the lessons, the chiitdren will be able to:
~ identify what musical activity the teacher is doing, while
they sing a well~-Known song.
- perform a musical activity {clap beat, rhythm, etcr, whils
Singing & =ong.
- ing one song; while senzitively listening to the partner
song being sung at the same time.

Materials

Simple pariner songs (Or two-part songs)
i Becky Mourtain/L’il Liza Jane
Z Oh Susanna/Year of Jubilo
3 {lair de 1a Lamie/Here we go Lobby Loo
4 FAow your boat/Are vou sleeping /3 blind mice
3 Tramping/We'ra on the upward trail
& Tipperary/FPack up your troubles

Method

Sing a well-Knowr song, or fun exercice, as & warm-ug.

—_

3

Class zings; teacker performe a different musical activity
(clap; etamp, sings descart, etc). AsK children "What was 1
doing?; at the end of the sono.

3 Same again. Teacher performs a series of musical activities
during the song, Children identify correct grder

82 Repeat; using volunteers, instrumerts, ete.

4 Introduce new sang - sing it well, teaching phrase by phrasze it
ressssary, with werd-chart.

3 Orwee well-Known, teacher sings an ostinato (from the song)
while claze cings the sorg. AsK children to listen capefolly
to what teacher is doing.

va If two teachers, ging song and ostinato as & demonstration.

& Teach the ostinato to the class. AsK the class to sing the
ostinzte while the teacher sings the song.
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7 Divide the class intc two groups — one sings the song while the
other sings the ostinato. Then change. Make zure to emphasice
good, tunsful singing, asKing the children always to listen
1o the ather groun, while singing.

e

Imtroduce partner song. Teach as in 4 above.
¢ Repeat 5 (Class sings partner song: Teacher an ostinais)
3 HepeatSa, 6 &7

{0 %When both songs are well-Known; divide glaes into two groups -
each group sings own song independently. Then ask one half to
sing theirs twice through - the other group joins in with
thelir song on the second time.

{{ Hepeat &, changing groups.

Remember

~to insist that the children listen carefully to what the other
group is doing at all times.

~to reinforee the children’s efforts throughoot, praising for a
good sound, encouraging for a betier responce.

Don't say something “socundec good”,; when 1t clearly didh't.
Erncourage the children to listen and evaluate.

—-to "break up” the leszon with "fun" acitivitizs {missing out
words; standing to march the beat, etc); but always return to
vour planned sequence.

-be prepared to repeat paris of your senuence for & musical aim or
FEASOM.
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APPENDIX Ej

Evaluation form used for the main study

The purpose of this assignment is to help you become more aware of
your teaching behaviours and for you to be able to critically
evaluate your own teaching. Use the following criteria and the
7-point scoring system (l=high, 7=low). Add any additional comments
in the space provided.

1 RELEVANT INTRODUCTION WAS GIVEN

Lesson aim explain Short warm-up in- Introduction and Introduction
ed and introduced cluded and brief warm-up included and warm-up
with a warm-up. reference to aim. but not related not included
to the lesson.
1 2 3 4 3 & Z

2 DISPLAYED WARMTH AND ENTHUSIASM

Was very enthus~-Was generally en- Was indifferent to-Was not enthus-

iastic, and de- thusiastic and wards activity and iastic,and fail-
veloped & warm warm towards class atmosphere. ed to develop a
atmosphere. class. warm atmosphere.
i 2 3 4 g5 P4 7

L I A A L ®? ¥ @3 s a2 EEEEEEREEEE ¥ 3 2 23 % 522 EEEETEERREEEREENNNNET S EEEETEREEGR

3 TEACHER ENCOURAGED PARTICIPANTS BY GESTURES, POSITIVE STANCE,ETC.

Frequent use of Moderate use of Some use of Very little use

gestures; stance gestures; stance gestures; stance of gestures;

very encouraging. moderately non-committal, stance not
encouraging. encouraging.

1 2 2 4 3 é 7

4 LESS0ON WAS WELL PLANNED

Closely followed Had a plan, Had a plan, Had no plan,

a planned sequence and followed a but didn‘t and followed no
of activities, general sequence. follow it. SequUence.

1 2 3 4 3 & 7

3 LESSON AIM WAS KEPT IN FOCUS

ATl activities Most activities Activities Kept Activities were
were related to kept aim in aim in focus for not related to
lesson focus. focus. some of the lesson lesson focus.
i 2 3 4 3 é 7

MASSEY UNIVERSITY

LIBRARY
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4 DBJECTIVES OF LESSON WERE ACHIEVED

fbjectives
achieved, Actiu-
ities performed

Obiectives mostly
achieved. Activ-
itiee performed

{kjectives anl¥
partly achievad.
Activities per-

Objectives naot
achisuved.
Activities per-

well reazonably well.

formed quite well formed poorly.

7 PUFPILS WERE ALL INVGLVED

Every chitd part- Most children Some children not Many children

icipated all the invalved most  invclved for a nat invaluved for
time. of the time, iot of the lecson most of leeson.
1 Z 3 4 ] & 7

g VARIETY 0OF REINFORCEMENT TECHNWIQUES (DELAYELD, IMMEDIATE, ETC,)
USED.

Wide varigty of Some variety in Limited use of Uerw narroy yse
reinforcemernt reinforcement yarioue reinforce—~ of reinforcement
technigues. techaigues. ment techniques., technigues used.
1 z 2 4 Ja] =) 7

? MUSTCAL PERFORMANCE WAS CORRECTED, WHEW MECESSARY.

Chiidren aften
encouraged to

Clazs occazionally
encouraged to
impraue their improve their improve their musical per-—
perfarmance, performance, performance, formance.

| 2 3 4 3 & 7

Class zometimes
encouraged to

Mo encourzgement
te improve their

R Y N TN F AR T NEF Y OEEN T K AT RN RN [ I

10 TEACHING METHODS WERE AFFPROFRIATE

Methods highly
appropriate for

Soame methods
inappropriate for

Methods mostiy
approprizte for

Methods inapprop-
riate for lesson

lesson content. lesson canfent. lesson content. contant.
1 z 3 4 o & 7
GENERAL COMMENTS

----------------------------------------------------
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APFENDIX EZ

Az part of the inircductory seszion; the ten items on the evaluation form

were elabprated in the following way:

i, "Relevant introduction was giver", included introducing self to class,
gaining attention, explaining the lesson aimy doing 2 singing warm~up.

2. "Displaved warmth and enthusiasm” included being comfortable with
the subject matter, sharing enthusiasm and involvement, the "total
rackage".

3, "Teacher engouraged participanis by gestures, positive stance eic'.
ircluded,; movement around the teaching space, use of body language: eve
contact, non-verbal communication

4.  "Lesson was well planned® included covering small taske firet going
from Known to un¥nown material.

. "Lesson aim was Kept in focus" included following the lessoam  plam
keeping the aim of the lessan in front of the class.

. "Okjectives of lesson were achieved” included, was the class satisfied
at the conclusion? were the activities performed as planned?

7. "Pupilzs were all involved" included defining the groups for
part-singing; ensuring full participation.

2. "Variety of Reinforcement Technigques used" ircluded varying the
verbal reinforcers, use of pauses, being pogitive only when warranted.

2. "Musical performance was corrected, when necessary” included
ercouraging for & better result.

9. "Teaching methods were appropriate" included changing pace and

direction when needed, varying the activiiy.
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AFPENDIX F

Guestionnaire ysed in the main study

Bow Humber
2, School or College ([Circle One?
3. The time allowed for teaching was too shori/just right/too long, Why?
4, The task el was too ditficultsjust right/toc easy.
Why?
3. The "claseroom” I worked in made the exercise irrelevant/
of some uyse/very relevant,
Why?
&, Write down three things you liked about this Microteaching
Exercize.
7. Write down three things you didn’t like; or would 1ike to zee
changed.
&. The mpst useful form of fesdback was memory/audio/videc?
7. Crpes one out., I do not want my audio or video tape heard

or seen by athers.

I give permission for the Music Department to
Keep and use my audio and video tape.

Signed
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AFFENMDIX G

Magnitude and direction of trainee

total rating change. (Ecilege)
Trazinees | Memary to mudio to PMemary» to
Gudio Video Video
ci -2 + 9 +7
cZ ~d4 a -3
C3 +2 +2 +4
cd -& -1 -&
CS +4 D +4
Ca -5 -3 -&
oy -9 +8 +3
ce —& -1 -
ce +2 -2 0
cCig -1 +1 ]
cit +4 -4 ]
ci1z ~q Q -4
ci3 +4d +2 +&
14 +4 +3 +7
Total 5S4 3& 43

Magnitude and direction of trainee

total rating change. (Schogl)
Trainee Memory to Audig to Memory to
Audia Uideo Videao
=1 + 2 a +2
sz ~d a -4
5z +5 -7 +12
54 +2 +1 +3
59 +4 +2 +4
54 & -3 +9
57 +4 +1 +5
S8 -1 -39 —&
S +1 +1 +2
Si0 +i1 -3 +&
Sit +3 - +4
g1z +2 —d ~Z
=512 -3 a -3
514 o 0 G
Total 48 20 &d
TOTAL 102 oY) 127
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APFPENDTIX H

Direction and magnitude of changes. Wilcoxon.

Memory to | dudio to Memory to

Audio Video Videa

i T M T M T
Callege ig 27 11 25.35 i1 s
School 12 17# 10 12.95 12 23
Tatsl 27 11 21 8.5 24 113

where N = total number of trainees who changed
T = smaller suim of ranks with the same sign
£ = .0% level of significance
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APPENDIX 1

College Group Rankings

Trainee fMemory Audio Video
Ci 14 14 13
cz g= ¢ 1A
c3 = 2 1
(o) 1t iZ2= 13
CS 8= = S
Cs i Gaz ¢
cz 5 B8 3
ce 10 11 11
ce = 4 &

cin iz 12= 1z
Cii 2 1 2
ciz = 7 rd
Cci3 == 3 -
c14 1= io ¥
School Grogp Rankings

Trzinee Memory FAudia Video
51 4 & &
32 = 12 12
3 7= 7 1
54 12 i2 iz
g5 il & =
S4 14 in =
57 = = 2=
a8 12 14 14
S7 = 1¢ 10=

510 = i ==
Z11 3 2= =
5172 2 2= =
5132 1 2= =
g14 = v IO=

105




APPENDIX J

Inter—-rater Reliability
Trainee Rater X Fater Y Aaoreement
e Total Total within + or ~ 1

53 4% 48 8

c4 ad o7 '

57 48 47 a

=8 32 41 1]

(917 S0 44 7
510 44 41 =1
el 3z 44 e

cy S5 a5 1a
[ - 4.4 25 8
514 44 4% in

Total gs

106




APPERDIX K

Spearman Ranlt Correlation by Item

A Spearman Rank Correlation of the figures
presented in Table 5.9 reveals a close
relationship between the ratings. When the
ranks of the ratingz are compared, &
corretation coefficient confirme that xs a
rating schedule, the evaluation form from
the memory mode, i€ closely zxssociated
with the evaluation form from the Audio
mode, and probabkiy affecte it, on a number
of items.

Spearman Fank Correlationg;
Memary and Sudio

Item

1 2 2 4 5 & 7 &8 10

College LS55,43.80,82.31.81.45.28.465.58

School  Z232,28.44,49.58.74,40 4%, 51 .37

Similtar coetficients suggest the same sort
of association between thes Audic and Video
evazluztion forms.

Spearman Ranlk Correlztionst
fudie _and Video

Item

i 2 2 4 5 &« ¥ &8 710

College LO7.54.88.71.75.75.51.87.77. 81

Schaol 24,34 . 598,87 ,.463.37 . 17.39.87. 84
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APPENDIX L

Teachino and Questicning SKills ysed for the Follow-up Study

HEDIRECTICN

Fedirection invelves asking & question and after the first pupil‘s response
zeveral other pupils are also asKed to respond or to add to the original
arnzwer. To enable this Kind of externded response to ccocur particular

atterntion must be paid to the formulation of the guestion.

FROMFTING

The sHill of prompting iz used when, after 2 teacher has asked a guestion
pupils give & weal, inadequate answer or even an ‘I don't Know' response,
Ity these circumstances the teacher sither gives hinte or asks a SERIES of
guestions which will enable the pupils tp arrive at the answer to the

question.

PROBING

It ig important to distinguish clearly betweer the siill of PROMPTING and
the skill of PROBING. In the former which has been explained above
additional information is given beyvemd that supplied in the imitial
question. A seriecs of steps is created o lead the pupil toc & more complete
response when the initial guestion proves to be too difficuit. In the sKill
of Probing NO additional information iz supplied. The fteacher endeaveours
to elicit a more camplete response from 3 pilinl without supplying any
further inftormation. This presupposes a good ¥nowledge of pupile

capabilities on the part of the guestioner,
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APPENDIX M

Evaluation Form used for the Foliow=-up Study

It will be necessary to review/replay your video tape & number of times to
complete the various elements of the evaluation. If your totor is going 1o
review the tape with you it is preferzhle that vou have vour own
evaluation completed prior to a joint review.

REDIRECTION

Your guestions may have beern planned (P} or unplanned (L. Atter
identifying the category to which the guestion belongs Keep a tally of the
pumber of pupils to whom the question was redirecied. This can be dome by
ineerting a dot () in the appropriate box to represent each respondent.

RQUESTIONS 1

a
L
I
wn

Planned (&
ar
Unplanned (L)

No, of Pupils
involved {J

COMMENTS:

PROMPTING: Replay the seguence this fime foecusing on the rumber
of times vou prompted successtully.

PROMPTING i 2 3 4 35 ¢ 1P g8 9 D

WAS THE PROMPTING

Vary Adeguate [3 Adequate [ Imadequate [

HOW MIGHT IT BE IMPROVED?Y

Summarise the important matters vou have learned from this section of the
programme.

Identify improvemszmts that you will try te incorporate intoc subseguent
micro—lessong,
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APPENDIX N

Baciground fc follow-up study

Many institutions in Ireland and Great Britain adopied the origiral
Microteaching concept and have undertaken major developmental research
(Urniversity of Nottingham, University of Stirling, Ulster Folytechnic). A
suprvey of UK. colleges where HT was being used in some recognisable form
revealed that 40 colleges and universities were wusing Microteaching
(Hargle and Maidment, 1979, p%0). Eighteser of thess institutions had
adopted either the Stanford model or the Minicourse model, adapted for

Greazt Britain by Perrott (4977, (Gee Appsndices A, By and G0

The Teachers’ College used for the follow—up study was chosen because of
ite similarity to the College used in the main study. It is sitoated im &
larae urban area: ard has a roll of about 600 trainess from both orbam and
rural backogrounds. Orme differance between the celleges which needs to be
mentioned is the length of the B.Ed degree. In Mew Zealand; the RB.Ed
degree taKes 4 vears o compleis, 2 final year of Umversity study being
required after a trainee has successfully completed threz yvears at College.
I Irelznd,; the E.Ed is awarded afier three years; the degree heing
conterred by the University College of Dublin, The important implication
here is that, assuming both degrees have approximately similar
proportions of academic content, then lesz time is available in the Irish
Teachers’ College for praciical training. & comparison of Teaching Practice
figures confirm this - 2 New Zealand Teachers’ College includes a Teaching
Fractice component of 24 weels, and an Irish Teachers’ College includes a

component of 18 weeks.

L.

It is likely therefore that the use of Microteaching has been encouraged in
many Colleges im Ireland where Practical Training time is at a premicm;

because of itz economic use of time arnd rescurces, Certainly the College
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where ihe follow-up study took place includes a highly siructured
Microteaching programme i both its firet and second years of training.
FPersonal communication with the director of the MT programme at this
College revealed that they had adopted Microteachimg im its Practical
Training programme because it was considered an efficient and economic
use of the trainees’ and the pupils’ time. "It provided & focus o the
classroom, good 'neutral’ feedback, and bridged the gap between zollege

and school", (Personal commurication)

MICROTEACHING AT 5T. PATRICKS COLLEGE

St Patricit’s College, Dublin, has based its Micrpieaching programme on the
accepted cycle of - Siudy — Observe - Practice — Evaluate - Refine.
Traimees are provided with & manual which gives & full expdanation of the
Microteaching concept, Self Assessment Questionnaires throughout, and &
full description and explanation of each of the Teaching and Questicring
sKills covered by the programme (See Apperdix LY. These skills have been

zdopted from the model developed by Perrott (19770,

Demonstration lessons made by Perrott in 1975 were originally used as
model lessons toc chserve in the second phacse of the cycle, but these soon
became out~of date; and were sufficiently different as to reguire replacing
with more culturally relevant material. New demcnstraticon lessons were
recorded, still emploving the same clusters of identified siills., Bach of
these initizl phases of the cycls, "Study"” amd "Observe"” takes place under
the direction of a tutor, who fully discusses the use of the farget skill

hefore any planming tzkes place,

The Practice phase of the programme involves teaching pupils in
“laboratories” at the College. Pupils from the on-campus primary school
wally accompanied by trainees; to the Microteaching Centre, and are formsad

inte small groups of sbout 7 children. enabling many Microlessons o talke
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place at the sams= time. Each group of children is sssigred five or six
trainees, all of whom remain in the teaching room while their colleagues
teach, which means each trainee has the opportunity io obeserve all
micrclessons. Trainees therefore spend 45 minutes each week in the
practice phase of the Microteaching oycle; preparation and playbzack take

place irt their cwn time.

Playback and evaluation take place immediately afier the microlessons, or
ac soan a5 possible afterwards, Each of the tem clusters of skills has its
own specific evaluation instrument which wsually copsiste of & rating
schedule of observed behaviours and an irterpretation of those behaviours
in written form. The swvaluztion form used in the follow-up stody is that
provided by the College for the unit o Redirection and Prompting. (zes

Appendis M),

Like many Microteaching programmes including the ome used in the main
study; the programme at 81 Patricke’ College has no sgpecific re—-tieach or
"refime” phasze. The Microteaching Marwal explains  that particular
atterntion should be placed on the skills during teaching practice, and that
"refimement 15 not to be ssen as an immediate geoal but scmething that

entends well bevond the limits of the programma®,
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