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ABSTRACT

This thesis is concerned with a study of the use of
microteaching in the one year postgraduate teacher training
course. It consists of two national surveys using two types
of questionnaire, an Organisation and an Attitude
Questionnaire. Education tutors and Subject Method tutors in
United Kingdom universities, polytechnics and colleges
offering one year postgraduate courses were requested to
complete questionnaires about their use of microteaching and
about their attitudes towards it. Visits were arranged to
meet the staff involved and toc see the type of facilities
available. ‘ﬁ similar survey was conducted in Departments of
Education in South African universities.

A comparative Sfudy of the use of microteaching iIn one
year postgraduate teacher training courses was carried out on
the data that was accumulated from the two surveys. Some
interesting points of comparison can be made both on the
types of microteaching organisation that have evolved in the
two very different education systems and on the different
attitudes of staff towards the use of microteaching.

Based on the United Kingdom data, an in-depth study of
the factors affecting the use of microteaching, was carried
cut. This study was related to the changes in teacher
training in the United Kingdom during the seventies,
following the publication of the James report, leading to a
more professional approach to teacher training and the

evolution of school-based training courses.
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Significant differences in the responses to the
Organisation and Attitude Questionnaires from the different
types of institution were examined using Chi—-square. The
Attitude data was examined for various groups of teacher
training staff, who differed in their approaches to the
organisation of microteaching because of, for instance, the
different facilities available, the length of time available,
the size of the student group or the logistice of the
microteaching programme, by the use of Chi-square and
significant differences in the responses of the different
groups were reported.

The results from the surveys were analysed and related to
the research findings as published in the literature to see
how the practitioners of teacher education differ in their
views and approaches to microteaching from those responsible
for the research into microteaching.

Factor analysic of the responses to the Attitude
Questionnaire from the different types of training
institution, i1.e. United Kingdom universities, polytechnics
and colleges and South African universities, was carried out
to examine the significant underlying factors which
influenced the responses.

The findings of the study identify economic,
organisational and philosophical factors which affect the way
microteaching is used. These factors and the recent
developments in postgraduate teacher training courses in the
United Kingdom are examined for their possible implicatione

for postgraduate teacher training in South Africa.
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INTRODUCTION

When the research study was first motivated the author was concerned about the limited
benefit that appeared to be derived by the practitioners of microteaching, in the teacher
trainipg courses that they were operating, from the vast amount of material produced by the
researchers intg the many and various aspects of microteaching. The logistics of operating a
microteaching programme and of incorporating it into an already overlcaded teacher training
course were such that it appeared impossible to build such a programme on a sound research
basis. The author was familiar with the Kind of research studies i1n which the staff of a
teacher training institution participated before making more wide spread use of microteaching.
_ A relatively emall experimental group of students are used }D investigate the effectivenesc of
a microteaching programme and compared with a control group not experiencing microteaching.
Local examples of such studies are those by Soobiah (1931) and van Os (1981), The planning and
preparation of a course for a small experimental group can be of limited value in repeating the
operation for the total population of students, the two Kinds of operation are likely to be
quite different types of logistical exercise. There seemed tc be a need for a research study
with a wider base to investigate the details of microteaching programmes as they were being
oftered in teacher training courses and see how these compared to the research findings. The
study was limited to the use of microteaching in the postgraduate teacher training course,
because the desigr of a one year teacher training course for graduates i1s very different from
the course cffered tc school leavers and spread over a number of years. Any findings in one
area are likely to have little significance in the other.

The =tudy was initially aimed at the South African situation, but was extended to include
the United Kingdom in order to draw on the experience of a wider population of postgraduate
teacher trainers. This extension of the study not only enabled a greater depth of study to be
achieved but added new perspectives, which in themselves may be of significance to the South
African situation as many innovations in education at all levels often follow the development
and implementation of new ideas overseas,

The thesis, as presented, first looks at the nature of teacher training courses as they
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developed in the universities at a postgraduate level. The use of microteaching cannot be
divarced from the whole structure of which 1t is likely to be a comparatively small part. The
changes, which have taken place in postgraduate teacher training courses in the United Kingdom,
from the traditionally theoretical, academic, largely campus—-based course to, in varying
degrees, the more professional, practical course with increasing attention being paid to
school-based experiences, are examined in detall in Chapter . These developments cf the
geventies and eighties are, in themselves, likely to have a significant effect on their South
African counterparts.

Chapter Z examines the development of microteaching gererally, since its 1nitial use at
Stanford University in the sivties. The commentary at this stage draws attenticon to the
empirical and pragmatic nature of those early develcpments. From the start, micrateaching was
advorated, not only as a new, novel and etfective way of training teachers, but as an ideal
research technigue intc the nature of the teaching process itself. Because this study is
looking at the relation between research tindings and practice, reference toc the mair research
results have been left to Chapter 4, where they can be discussed with the findings of the
present study. At this stage the thesis reports on the tvpe of approach adaopted in
microteaching research anc} the discussion in the literature on the relation between research
and use. As the findings of this study are ultimately based on surveys of the use of
microteaching in postgraduate teacher training & report on the findings of other recent surveys
18 included, even though they embrace initial teacher training courses other than the
postgraduate course.

Chapter 3 1¢ concerned with the design of the research study, which consists of a survey
ot the organisation of microteaching and of the attitudes towards microteaching of members of
staff in postgraduate teacher training courses in the United Kingdom and in South Africa,
including the Homelands. The Organisation Guestionnaire providec information about what
actually is happening, according to the members of sta$f responcible for the micrateaching
programmes. The Attitude Questionnaire provides information about what the sta$f members feel
about microteaching in relation to particular aspects of the whale programme. Acg the results
of the United Kingdom survey showed that microteaching was more usually part of the subject
method courses, particularly in universities, it was poseible to obtain attitude feedback on

microteaching from those staff members not actually using microteaching as part of their



overall programme.

The results of the responses to the questionnaires are reported in great detaill for the
Organisation of microteaching, 1n such a way that they enable a comparison to be made between
South African universities and United Kingdom universities, and between postgraduate teacher
training in other institutions in the United Kingdom other than universities. This is
particularly useful as in many ways the patterns of organisation, the size cf the student
intake and the attention paid to a general didactics approach im South African universities is
more like those inm the United Kingdom pelytechnics and colleges. The Attitude Questionnaire
results, which identify broad factors which may affect the use of microteaching, are examined
in greater depth to identify how thev are influenced by the particular factors that staff
members build into their micrateaching programmes and they relate to the detailed research
firndings, as identified in the literature. The maim analysic of the data 1s conducted on the
United Kingdom respgnses and the comparison with the South African responses ic made where 1t
is appropriate.

The data from the detailed and elaborate surveys are used to i1dentify the sigmficant
factors which affect the use of microteaching i postgraduate teacher training programmes, by
using a variety of statistical technigues. The United Kingdom data adds a further percpective
to the study by introducing innovative practicec in teacher training that are currently being
explored and that are likely to have great significance to developments in postgraduate teacher

training in South Africa.
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IDEOLOGIES OF TEACHER TRAINING

1.1 Traditional colleqe-based model of teacher training

It is not intended that this chapter will survey the historical development of teacher
education. It is sufficient to say in this context that the development of teacher education
is very well documented and that, with the attention given to teacher education in recent
years, some extremely comprehensive descriptions of the growth of teacher education in the
United Kingdom have beer more recently published (Dent {977; Lomax 1973; Lynch 1977}, as well
as those with a wider sphere of reference covering Europe and the U.S.A. (Lomax 1976;
Richardson et al 1953) and those on education in South Africa (Behr & MacMillan 1974; Behr
1964).

It is useful, even so, to note the sequence of events in the United Kingdom that led to
the traditional coliege-and university-based approach to teacher training, because of its
implications to the English speaking world, including that section of South Atrican soniety, if
not the nation as a wheole.

The first significant event, for England and Wales, was the Report of the Cross
Commission in 1888 which recommended that day traiming colleges should be provided 1n
university institutions as part of the public provision for teacher training to supplement that
provided by some forty-three private, usually denominational, recidential colleges. The first
Chaire 1in education had been established in Scotland at Edinburgh and St. Andrews in 1278 and,
as a result of the Cross Commission, Wales followed with Chairs at Bangor in 1894 and
Aberystwyth in 1895, The firet Chair of education in €ngland was at Durham in 1895, with
Manchester, Liverpool and London following suit by the end of the century. Such training
institutions were initially concerned with only training for elementary schools, the growth of
secondary training was much slower, due "...partly to the reluctance of the authorities of
secondary schools to accept the principle of training” (Lomayx 1973: 25) and to the fact that

there were few secondary schools financed by public funds until after the 1982 Education Act.



In the same period, as entry levels improved, students were allowed to take academic courses
recognised for degree purposes, so that by 1911 the Board of Education recognised training
departments attached to universities praviding a four year course, in which the first three
years were devoted to the study for a degree and the fourth or professional vear for teathing
{Dent 1?77). However, the Board of Education still maintained control of all training
curriculum through its own examinations until 1924 when the reponsibility for examinations was
handed over to the different universities, leading to the eventual establishment of Area
Trainming Organisations and Institutes of Bducation with direct responsibility for the teacher
training colleges located in the aree araund the university, by the implementation of the
McNair Report in 1944,

Clause £#5 (iii) of the South Africa Act of 1989 set the stage for education in South
Africa when it gave the following powers to provincial councils by stating:

"Education, other than higher education, for a period of five years and

thereafter until Parliament otherwise provides.”

This principle was retained and eventually incorporated in the Republic of South Africa
Constitution Act of 1961 under Clause 84 (1) (o) as:

"Education, other than higher education and Bantu education, until Parliament

otherwise provides."

Hence, the authority and reponsibility which had existed in the old colonies was confirmed and
retained, Teacher training was a responsiblity of the normal colleges which had been created
in the Cape in {87€, in the Transvaal in 1992 at Pretoria and {999 at Johannesburg and in the
Orange Free State in 1962 at Bloemfontein. The normal collieges tollowed the development ot
normal schools named after the ‘ecoles normales’ introduced into France by Guizot in 1634,
Natal established a Teachers’ Training College at Pietermaritzburg in 1969,

In 1916 the University Act made provision for three universities, the University of South
Africa with 1ts constituent colleges, the University of Cape Town based on the South African
College founded in 1829 and the Univeristy of Stellenbosch, which had been Victoria College
since 1887, Those institutions that became the universities of Stellenbosch and Cape Town were
the first to begin the training of teachers and the first professors of education were
appointed in 1941, leading to the first undergraduate and postgraduate teacher diplomas in the

early nineteen twenties. Similarly many of the constituent colleges of the University of



South Africa had set up departments of education and by 1951, those that remained had become
the universities of Pretoria (1938), Rhodes (1951}, Natal (1949}, the Orange Free State (1959
and the Witwatersrand (1921). Potschefstroom University was given its own charter in 1951
having become a constituent college in 1921 and, with Pretoria was also involved in teacher
training. In 1951 the University of South Africe, without its constituent colleges, was
re-constituted as a university for external students mainly through correspondence. Between
1968 and 19€1 new constituent colleges were established leading to full umiversity status for
the Western Cape, Durban-Westville, Zululand, Fort Hare and the North by 1969. The granting of
political independence toc TransKke: in 1976, Bophuthatswana in 1977 and Venda in 1979 has led to
the establishment of the most recent universities in those national states. Only the
Umversity ot the Transkel, however, is offering a postgraduate teacher training course (Behr &
MacMillan 19710,

The need for a thorough investigation on a national basis into all facets of teacher
training came to the fore in Parliament in 1962 and led to the Gericke Report, which drew
attention to the lack of uniformity of the training of White persons as teachers in the
Republic - "There is really no systematic and scientific system of teacher-training” (Gericke
1969: 3. Although all postgraduate teacher training had been conducted by university
departments of education, the National Education Policy Amendment Acts that followed the
Gericke report placed the responsibility for all secondary teacher training for Whites in the
universities. The whole pattern of teacher preparation was set out by the Committee of Heads
of Education (CHE) in 1972 {revised in 1974} in a document which contained details of the
structure of courses, the basic requirements of subjects to be taken, curricula and syllabuses
(Behr 1954),

With further reference to the development of postgraduate teacher trairing in the United
Kingdom, however, it 1s particularly relevant to the present study to note:

"In the pericd of freedom from the Board’s regulations from {92¢ onwards, the

final-year professional courses in the university departments of education took

on the form which many of them continued to have until comparatively recent

years. The school management and theory of teaching courses were differentiated

into separate subjects Known as principles of education, the history of

education, hygiene or health, educational psychology and the methods of



teaching.”

(Lomax 1973: 93}

Hence, in describing a proposed university course towards the end of the second World
War, Oliver identifies "the functions a teacher has to fulfil in helping children to grow up in
a democratic society" and maintains that "the University education and training of the teacher
must be such as to enable him to fulfal these functions” (Oliver 1943: {8). The way he
formulates the characteristics of such a teacher demonstrates the inherent conflict in this
traditional approach to teacher training, since, if his ordering of the items is intended to
indicate any priority, it appears to be contradicted by the use of "above all":

"...a teacher must be something of a philosopher and a scientist, and above all

art artist or a craftsman, He must have a mature and reasonably coherent outlook

on life, a philosophy which embraces the values of democracy. He must know what
childreri are like and how they grow up, and he must be knowledgeable about the
world in which we live. It will be an advantage if he is master of one or more
particular fields of knowledge or skill, and he must know the workings of the
educational system of which he forms part. Above ally he must be skilled in ways

of helping children to maKe the most of their lives for their own sakes and for

the sake of their fellows."
(Oliver 1942: {8

The details of such a course would include:

{. Health and Physical Traiming.

2. Clear ThinkKing and Expression in English.

3. Philosophical Studies.

4, The Study of Children.

5. Social Studies.

&. The Principles and Practice of Teaching.

7. Spectal Subjects - not common to all teachers.
and include the familiar components of the traditional theory-loaded, content~oriented,
college-based teacher training programme. His comment about the traditional written
examinations following each course 1s particularly interesting bearing in mind that these ideas

did not reach fruition until almost ancther forty years:



"Too often the work of students 1s distorted from its best form by a cumbersome
machinery of terminal and annual examinations.....examinations almost inevitably
lay the emphasis on the memory of facts as generalisations rather than on the
undestanding of them in such a way that they are available for use in other
situations.”
(Oliver 1943: 2D
. Campbell-Stewart prefaces his approach to possible content for a teacher training course
J
by saying:
"When graduates enter a University Training Department many people consider them
lost to the pure uplands of scholarship, sguelching steadily into the marcshes of
technical education.
What follows here is written in the conviction that to prepare teachers for
their profession 1s not jst to add technigques to the proficiencies of people
already educated. In helping teachers to prepare for their work one is committed
to considering the validity of all that goes by the name of education, and so,
inevitably, to encouraging the range of personality that can view these issues
with penetrating candour. One such issue is the content of and methods in the
courses of preparation themselves, particularly in the philosophical,
psychological and sociological work."

(Campbell-Stewart 1950: {)

He ther identifies four main aspects of study for the training of teachers by University
departments:

1. The methodology ot subjects 10 sthool, linked with the peychological

development of children and adolescents and with the general principles of school

curricula,

2. The history of the education system and the understanding of how it came to be

as 1t is,

3. The whole theme of the nature of education and of values in education i.e. The

Aims (or Philoscphy, or Theory) of Education.

4. The practical experience of teaching, involving practice and theory of



classroom management, administration and school organisation.

Again, it is interesting to note the sequence of these course components, particularly as he
then goes on to elaborate in great detail the content of the philesophy, psychology and
sociology acknowledging that "one of the main problems of the whole training course is to avoid
overlapping to any wasteful degree” (Campbell-Stewart 1950: 2}, The actual professional
preparatiaon, the fourth component, tended to be left to the teaching practice experience that
the student would have when attached to a school staff. Hence, the course became divided into
theory and practice, with the former being given the greater attention by the teacher trainers
in the structured time on the university campus and with the latter being left more to chance,
depending upon the staff of the particular school in which the student was placed.

Similarly, Richardson notes that:

“On the more theoretical side, the main purpose of the training course for

graduates is threefold: To enable the student toc Keep up the study of the special
subject in which he took his degree, to instruct him in educational philosophy
and psychelogy and in the principles of teaching, and to extend his Knowledge and
skill....to other school subjects and activities in which he may be called upon

tc play a part as @ member of a corporate school staff.”

(Richardson et al 1953: &6)
whereas the practical conponent, teaching practice, is seen as the time when the student
obtains a variety of classroom and school experiences, "for only thus car they hope to attain
the breadth of vision essential to the understanding of the nature and problems of the
educaticnal process in general and of the purpose of universal secondary education in
particular® (Richardson et al 1953: 28),

The student was left to bridge the gap between the theoretical ideas he was exposed to 1n
the ‘ivory tower’ and the situations that he experienced on his own at the ‘'working face’ of
the classroom.

The post-war years saw considerable changes in the nature of teacher education. The
Robbins report of 1963 led to an all~graduate teaching profession and the introduction of the
four vear B.Ed. degree by 196&, At the same time, following the increase in numbers of
universities and of university departments of education, the status of universities, as the

only degree-and higher degree-awarding bedies, came under pressure with the development of
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polytechnics and the Council for National Academic Awards {CNAA), as a permanent major degree-
awarding body. A variety of experiments and innovations in teacher education became possible,
such as Education as an undergraduate subject {e.g. York, Warwick, Wales), the emergence of
sociology of education as a major separate area of study, the approach to examining (Bristal
department of education gave up formal examinations in the 1920°s), the development of teaching
aids and audio-visual facilities, curriculum reform and its effect on the methods of teaching
schiool subjects.

The theoretical emphasis is also apparent in the ‘Criteria for the Evaluation of South
African Qualifications for Employment 1n Education’ which, although they came into operation
with effect from { January 1972, in many cases seemed to confirm and entrench the pattern of
teacher training that already existed, ever though a more flexible interpretation could be
permitted. Among the minimum course requirements for 2 one-year postgraduate Higher Diploma in
Education for the secondary schocl are listed:

"Education (Pedagogics) which must include at least the following five

subdivisiorns of the discipline:

History of Education

Philosophy of Education

Peychology o+ Education

Didactics

Sociclogy of Education

(School Guidance and Counselling and Crganisation and Admimstration of Education

must be included.)”

(CHE 1974: Para {1.4.11.3)
This thecretical loading is all the more marked when 1t is noted that only "At least six weeks’
practice teaching is a minimum reguirement for full-time and extra-mural training...." (CHE
1974: Para {1.4.11.6), It is particularly interesting that the Scuth African Criteria should
come intc operation in the same vear (1972) that the report of the Committee of Inquiry chaired
by Lord James of Rusholme, ‘Teacher Education and Training’ (HMSO 1972}, was published in the

United Kingdem, preceding wide scale innovation in all forms of tnitial teacher training.
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{.2 Post-James developments in teacher education

During the late 1%6@s there arose a widespread demand for a thorough investigation of the
education and training of teachers in England and Wales. One of the contributing factors was a
survey of some three thousand firet year teachers undertaken by the University of Bristol for
the Department of Education and Science (DES) which 1dentified particular deficiencies in the
initial training and many weaknesses in the induction process (Tavior 1972), A Select
Committee of the House of Commons appointed in 1968 to investigate the entire spectrum of
Education and Science turned its attertion to the training of teachers and evidence accumulated
to support the view that teacher education cught to develop within the wider perspective of
tertiary education as opposed to the monotechnics in which 3@% of teachers were presently
trained. The Committee of Inquiry appointed under Lord James’s chairmanship in fulfilling 1ts
terms of reference "offered a novel and tngenious, but extremely controversial, scheme of
education and training consisting of three ‘Cycles™ (Dent 1977: {5@), 1o which badies like the
Association of Teachers in Colleges and Departments of Education (ATCDE) responded by rejecting
Cycle 2, i.e. two vears of preservice training in & college and 1nduction in a school for all
teachers (ATCDE {972}, and which led to the Government’s formulation of its policy (HMSO 1972),

It is interesting to note the comment made by Behr when he writes:

"It would seem (from the foregoing and what is to follow) that many of the new

developments in teacher education in South Africa have elements in common with

the James Committee recommendations.”

{(Behr 1984: {08
particularly bearing 1n mind the post-James developments in the United Kingdom which resulted
in the Department of Education and Science recognising
"...new perceptions by the clients of the education service of what the service,

and in particular the schools, should do; new approaches by those responeible for

curriculum policy to the scheol curriculum; institutional recrganisation in

teacher training; and changes in the arrangements for validating it."

{DES 1924)
Teacher training 1n the United Kingdom did not remain static with the publication of the James
report, in the way that 1t tended to 1n South Africa following the publication of the Criteria

{see Page 14 abovel.
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Many different professional organisations have been invelved in the examination of
educaticn in the United Kingdom fcllowing the publication of the James’ proposals. Recent
vears have seen a number of different reports published. ‘Aspects of secondary education in
England’ reported that a large amount of teaching was carried out by teachers who were not well
gualified i the content of what they were teaching (KHMSO 1979). ‘Primary education in
England’ reported that many teachers were not adequately prepared for the range of the primary
curriculum they were required to teach (HMSO 1978). ‘The new teacher ir school’ (HMSO {922)
reported the lack of confiderice of many teachers {one in ten) when they were teaching subjects
for which they had apparently been prepared in their training and that this insecurity led to
an overprescriptive approach, heavy reliance on the textbook and an inability to follow up and
extend pupils’ answers. Similarly the Universities Council for the Education of Teachers
(UCET) set up Working Parties to report on the preparation of specialist teachers for secondary
schools (UCET 1979 and for those in middie and primary schools (UCET 1982), The former
reporte an "increasing consensus amongst those 1n training institutions about the aims and
methods” of Post-Graduate Certificate of Education {PGCE) courses for secondary specialist
teachers and a "now sharp appreciation of the need for courses to be at one and the same time
practically realistic and theoretically informed” (UCET 1{979: 16), It reports on the growing
consensus about the Kinds of methods the best profescsional training must employ and on the
topics which must be giver attention "an emphasis being placed on those that concern class-room
responsibilities whilst the wider professional responsibilities of the young teacher are
properly recognised” (UCET 1979}, Hence a PGCE curriculum, together with induction and other
forms of in-service training, is now seen to consist of the following topics:

"Nature of the subject(s) and relationships with others.

Alms and objectives in teaching the subiectis) including questions of literacy

and numeracy.

Svllabuses and curriculum projects.

Learning processes for the subject(s).

Motivation of pupile.

Teaching methods, skills and the language of teaching.

Class, group and individual work.

Projects, visits, local studies.
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Teaching exceptional children, e.g. the ‘special’ education group, the specially

gifted.

Use of equipment, rescurces and development of materials,

Planning lessons and sequences.

Assesement techniques and the use of records.

Class management and dealing with disruptive behaviour.

Pastoral care including health concerns and relatione with parents,

Religious, moral and social education in a multi-cultural context.

The organisation of the school.

The school, the community and the educational system,

The teacher and the law,

The teaching profession and professional assoclations.

(UCET £979)

The report stresses the need for closer cooperaticn with the schools, the neec to challenge the
previous sharp division into ‘thecry’ and ‘methods’ courses, with their separate and unrelated
assessments, In particular, the traditional curriculum of separate disciplines contributing to
educational theory is rejected for two major reasons:

“First, 1t has come to be recognised that the study of teaching methods and the

preparation of students for practical work are both intensely theory-loaded

activities, Beliefs of, say, a psychological and sociclogical character underlie

every area of practical teaching. The question 1s never one of whether practice

should pay any attention to theoretical beliefs, but rather whether the

theoretical beliefs any practice presupposes are in fact valid. Froperly

professional study of teaching methods and preparation for teaching activities

must therefore 1tself involve significant theoretical study. Secondly, it is now

recogrised that 1f educational theory, in any of its branches, is to influence

teaching activities in schocls, 1t must be directly related to those activities,

Understanding theory and being able to use it in the analysis of practice and the

making of practical judgements are two guite different things. It 1s therefore

important for professional training that within the course itself the educational

theory included be put to work by students in the analysic of practice and the
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making of practical jdgements.”
(UCET 1979: {11)

The Council for National Academic Awards as the body responsible for the validation of
the majority of PGCE gualifications in the public sector, established its own Working Party and
published its own recommendations, which are very much in line with those already quoted (CNAA
1924b). The report comments on the ‘sgueeze’ of the traditional Education Studies, adding "It
hardly seems tenable nowadays to argue for the preservation of the educational disciplines in
their discrete form" (CNAA {954h: {1), favoure & school-based approach to the PGCE and the
separation of primary training from secondary, "Courses have developed a long way from the time
wher Primary Education wac regarded as just ancther subgect riding on the back of the Secondary
route" (CNAA 1934b: 1@). In its ‘Notec of Guidance for the PGCE‘, the Council, among other
recommendations, emphasises the need for patterns of assessment to reflect the course
objectives and "Written examinations of a traditional Kind may be appropriate but in most
schemes gther forms of ascessment are preferred: various course work assignments, projects;
reports on schoo! experience” (CNAA {984a: 3). Similarly the Advisory Committee on the Supply
and Education of Teachers produced ‘Criteria for the Approval of Initial Teacher Training
Courses’ (ACSET 1584) attached importance to the selection procedures for initial training -
“Participation of experienced practising teachers in the selection process is desirable" (CNAA
1984a: 1), entrance gualifications, essent:ial elements for all training courses and the need
for close liaiscn with practising teachers in schoels. These recommendations were submitted to
the various profescicnal bodies for their reactions and the author was informed by the Chairman
of the Polytechnics Council for the Education of Teachers (PCET) that they were im line with
the policy of that body (Middlebrook 1584), This has led to the establishment of a single
Council for the Accreditation of Teacher Education to ensure that institutions conform to the
criteria ac laid down by the Secretaries of State for Education and Science, criteria based on
the recommendations already identified in the White Faper ‘Teaching Quality’ (HMS0O {923} and in
the recommendations from ACSET for Qualified Teacher (@T) status, including a minimum of 34
weeks, joint responsibility with experienced teachers from local schools working in close
partrership for planning, supervision and assessment of teaching practice and for the training
ori the campus, regular and frequent teaching experience for those involved in the instruction

of pedagogy, & substantial element of school experience and teaching practice (15 weeks),
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minimum General Certificate in Education (GCE} entrance requirements in English and
Mathematics, personal qualities for teaching, as well as a curriculum balance between
educational and professional studies (ACSET 1934),

"The time was when students appeared as isclated birds of passage for ‘teaching

practice’, occacionally visited by an external supervisor., But now the ‘student

season’ has expanded and they appear to clutter up statf rooms in larger groups

throughout the year muttering mysteriously about ‘schocl experience’ and

induction programmes’.

(Hadley 1982: 1%}

Hence the changes rote in the PGCE, as for other teacher training courses, have not only
affected those institutions providing the courses but have had a great effect on the school
statfs who have to adapt their professional expertise to student teachere and college tuters in
difterent ways depending upon whether the student 1s present in the school for an initial
school experience prior to starting initial training, a short exploratory teaching practice,
continuous one-day a weekK school experience prior to teaching practice, the long period of
teaching practice when a formal assessment is made, or as part of the induction programme for
the newly qualified teacher. The change in approach to teacher training is all the greater for
those staff who in their own initial training experienced "lecture courses on Philosophy,
Psychology, Sociclogy and History of Education (which) had little relationship to the
‘practice’ they observed or engaged in while actually teaching” (Hadley 1982),

During this period a number of major surveys of teacher training funded by the DES have
taken place, the significant one in the context of this study is the SPITE Project (Structure
and Procesc of Initial Teacher Education), based at the University of Leicester and confined to
ar examination of departmental methods, course content and structure, aims and objectives in
thirty university departments of education offering PGCE courses in England and Wales (Patrick
et al 1932), Evidence was collected from students and staff during the period 1979/20 and
indicates, amongst a wealth of detailed information, that the "nature of PGCE work ic
surrounded by unresolved problems. The tutcrs prepare students for a very uneven teaching
profession who work in schools which differ greatly im their guality and ethos" (Patrick et al:
208),

By comparison the changes in the South African courses are minimal. The Criteria
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implemented in January 1972 has tended to ectablish a comparatively short teaching practice

(see Appendix 1.5) alongside the traditional educational disciplines, as listed in the previous
section 1.1, Since 1979 the HDE(PG) as offered by South African universities hac been
unacceptable for QT status in the United Kingdom, as a mimimum of 12 weeks supervised teaching
practice in & 3@ weekK course is now required (DES 1954), However the establishment of the

South African Teachere’ Council (SATC) on ! January {977 with its control over the members of
the teaching profession and its increasing interest in having some say in the training of
students before they are accepted into the profession (SATC 1984) may well foreshadow events in
South Africa similar to those that are reaching fruition ir Englamd and Wales, bearing in mind
“that problems of evaluation and the criteria relevant for entry into teaching prove difficult

issues to resclve” (Fatrick et al {982: 26€4).

1.3 School-basec model of teacher training

The development of PGCE coursec 1n the United Kingdom with at least {2 weeks devoted to
teaching practice, or 15 weeks of school experience and teaching practice, i1s in marked
contrast to the minimum of 6 weekKs as laid down in the Scuth African Criteria or to the S or 9
weeke commonly employed by some universities in South Africa. The professional involvement of
practising teachers 1n the training of student teachers in the United Kingdom ic also in marked
contrast to the pattern existing in most Scuth African umversities. These two features have
now become the norm for PGCE courses and it 1s important that this be emphacised in order that
the school-based model of teacher training be seen in 1ts proper context.

A number of imstitutions in the United Kingdom have been implementing a schocl-based
approach for a number of years, The PGCE course at the University of Sussex is one of the
oldest (establiched in 1972) of these schocl-based courses and, 1N scme ways, may be regarded
as typical. The distinctive features of the Sussex model are that teachers are appointed in
school by the University to take a major responsibility for supervising and assessing the
student’s training experience, for much of the year three days of each week are spent in
school, two days in the university, as well as a block practice, and assessment ic continuous
ang not by formal examination.

/

"These features reflect the commitment of the University to the beliefs:
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(a) that students learn the craft of teaching best by working alongside
experienced colleagues and sharing the life of a school over an extended pericd;
(b) that ‘theory’ should feed off ‘practice’;
(c) that the competitive grading of students on a prafessional course is both
invalid and unnecessary.”
(West 1983: 2)

A more recent and wider based experimental project was the IT-INSET, operated and
evaluated by the Open University.

"IT-INSET ic a school-focused programme of combined initial and in-service

teacher education. It involves training institution tutors, each with ome or two

groups of up to about six students, working cooperatively with teachers in their

classrooms, for half a dav or one day per week. This arrangement continues for

at least one term and ideally, throughout the greater part of the initial

training course.”

{(Ashton 1981: 1)

Twenty colleges were involived in the initial IT-INSET Project, most of the students were
or B.Ed. courses though two cclleges experimented with their last intakes of PGCE students and
conseguently the majority of schools (87%) were Primary or Middle. Numbers varied from a full
year group of 135 to an option group of five. The most IT-INSET time was twenty days (three
colleges) and the least five half-days {one college) with the average at seventeen half-days.
Different areac of the curriculum were selected e.g. use of mathematical games, development of
cbservation and drawing skills, use of space in a Nursery school, Integration of Art and Design
it a Comprehensive school etc. A variety of team structures operated in the classroom, but,
most commonly; each team member worked with a small group of children and often members were
freed to act ac chservers, The focus of attention was on the development of skill in
co-operative curriculum evaluation and development, strong influences of Lawrence Stenhouse’s
model of the teacher as ‘researcher’ seem to be implicit in the approach (Stenhouse {975). Six
interrelated components can be 1dentified viz. analysing practice, applying theory, evaluating
the curriculum, developing the curriculum, working as a team and involving other teachers in
the school. Evaluation of the project was based on the analysis of written reports and,

although room for improvement exists, the exercize is valued for its practical relevance, for



creating opportunities to discuss, evaluate and co-operate - this latter was endorsed by Chief
Education Officers, Headteachers and the various team members (Ashton 1981).

Examples of other attempts at a school-based approach are alsc apparent. Cortis reporte
an evaluation of school-based training within & PGCE course 1n which two consecutive years of
students were studied, The results were inconclusive, 1n thaty although the first year group
showed improvement, the second vear group appeared to deteriorate (Cortis 1979). David Fogers
describes a school-based PGCE (Art Education! course as it operatec at Leicester Polytechnic, a
diagram showing the time allocation and variety of schocl-based experience is included (see
Appendix {.7) indicating that approximately half of the course time i1s spent in schocols, The
University of Bristcl operates a system of Schemes from which students choose to be actively
involved with interested tutors and a group of puptls on & regular basis, onice a week, Scome
Schemes operate for the whole year e.g Youthwork, Infermal Learning, Outdoor Education,
Learming Enrichment, R.0.5.L.A, Pragects etc; others operate for a term e.g. Study skills,
Learning difficulties, Remedial education, under-achieving etc. (Hannam 1922).

It is evidert that the school-based model of teacher training: with its emphasis on the
relation of theory to practical experience, cooperation between tutors and teachers and
curriculum evaluation as a team function, is very much in line with the policies advocated by
the Inspectorate, the DES, the professional ocroamsations (PCET, UCET) and the CNAA,
Consequently the DES has set up an evaluation project at the University of Cambridge, over the
pericd January 1953 to March 1988, of school-based training in the PGCE within four
experimental trairing programmes - Jniversity of Suscex, Leeds Polytechmic, University of
Leicester and Roehampton Institute of Higher Education. At present the members of the research
team are identifying their modus operand: - fifteen to twenty studerts from each of the four
institutions will be monitored during the academic year {923-4 and during their first,
probationary, year 1984-5 (Pocklington 1983, 1964, {935),

With this background to some of the different ideclogical approaches to postgraduate
teacher training, Chapter 2 lookes at the origin and development of microteaching as a training
technigue in teacher education, in order to relate 1t to the different ideological approaches

and to examine where its potential liec.
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CHAPTER 2

Development of microteaching

2
L

1 Early developments

Like many developments in the application of educational technology in education,
microteaching, in the early stages, was based on a number of different contributions that
supported each other in a particular situation. Although it could be rationalised as ar
application of a systems analysis approach to the training of teachers, its origins were based
on empirical findings and it was not the result of the application of a particular philosophy
or as a result of research findings. Microteaching originated at Stanford University as &
demonstration teaching exercise to jolt a group of liberal arts graduates out of their
complacency towards the study of education (Allen & Ryan (969), each intern teaching 5 or &
other interns who plaved varicus roles e.g. Johnny Good-Guy, Jo Bee-Bop, Helen Happy-Girl,
Carol Know-it-all, "professors and certainly the interns agresd that the experience was an
over-dramatized, anyiety-praoducing session that helped no cne” (Olivero {970: 3). In {961
Keith Acheson, a doctoral candidate, had discovered a newspaper article about a German
scientist who had invented a portable videc fape recorder - the Mactronic, The term
‘microteaching” was coined in 1943 when the first experimental intern programme operated
alongside a control group, with video recording used at regular intervals with the experimental
group and as a means of evaluating both groups before and after the summer school. Drs. RN,
Bush and Dwight W, Allen obtained a Kettering Foundation grant "to examine those experiences
which might be relevant for teaching imterns in an innovative teacher educaticn praogram”
{Olivero 1970: 2), The United States Office of Education made a grant available to Frederick
McDonald and Dwight Allen to investigate the use of videotape in the development of technical
skills of teaching. From the very beginning microteaching was not seen as a static concept,
"It continues to grow and change and develop both in focus and format” {(Allen & Ryan (949: 3).
The details of tﬁig growth are well documented in the literature and indicate that a wide range

of aliernative approaches to the use of the new technigue were explored, some successfully and
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some unsucgessfully, Garrison devel .;ped the Stanford Teacher Competence Appraisal Guide,
children were introduced as pupils and used to evaluate the interms performance, reteach cycles
were introduced, specific teaching skills replaced the general technical skills and over the
years a variety of skills wers 1dentified and refined (Allen & Rvan (949), The main
propositions of microteaching were identified as: real teaching, reduction in the complexities
of normal classroom teaching, focus on specific teaching skills, allowance for increased
control of practice and expansion of the feedback dimension (Stones & Morris (9720,

"Since then there has been an explosicr in the use of these technigues in the U.B.A, and
a very rapid developing interest in Great Britain" (Stones & Morris 1972: 79). The first
application of the microteaching orinciple to the training of elementary school teachers was
made by Kallenbach at the San Jose State College :n California in 1965, Undergraduate
education courses at the University of Stirling were planned from the outset to include pericds
of microteaching (Perrott 1967). The New University of Ulster used microteaching as an

integral part of its teacher training programme (McAleese & Unwin {971). By the late sinties
it had spread ta countries throughout the world - "Canada, England, Scotland, Ireland,
Malaysia, the Philippines and Australia, to mention a few” (Turney et al 1773: viiil, including

Rhodesia, at the University College in Salisbury in 196%, and Scuth Africa, at the Univercsity

of Natal in 1974,

2.2 Uses of microteaching

Microteaching was first introduced at the Stanford summer schools as a means of

introducing liberal arts students to education before they participated in imitial teacher
training. As indicated above, it quickly spread to teacher training establishments; in 1947
James Cooper of Stanford University reported that over 100 of the AACTE -a$#filiated teacher
education institutions were using it and Flanders, in the introduction to Aller and Ryan‘s
book; reports a similar survey by James A.Johnson of Northern Illinois University in 1948
suggesting that 53% of all teacher-education programmes, including 4% which reported ‘extensive
use’y were using it (Allen & Ryan {949), In 1964 Aubertine used microteaching not only to

traim undergraduatess, but also as a means of creating a cadre of clinically trained supervising
teachers. Allen also reports the use of microteaching in Teacher Corps programmes at Memphis

State University as part of the screening devices that might indicate whether applicants wers



1table for training, in Peace Corps programmes in which training must be brief, intensive and
effective and for micro—counselling (Allen & Ryan 1569},

From its earliest conception, microteaching was recognised for its research potential,
"Microteaching was born of an experiment., From its very beginning, it has been used as a means

of research....The researcher has great control over practice in microteaching” (Allen & Ryan

Arother early development was that of self instructional microteaching, in which the
technigues of modelling and self evaluation were integrated intoc a controlled and econamical
fraining process. Courses of this type were first reported at the Far West Laboratory for
Educational Research and Development by the Teacher Education Program. The in-service courses
were called ‘minicourses’ to differentiate them from other instructional models that use
microteaching, The minicourse model provides & self instructional package that can be used in
any school where a videotape recording system is available. The miricourse has many of the

dvantages of a normal microteaching programme, involving immediate feedback, focus on specific
skills and learning through practice, without the need for expensive tutor supervision, (Borg
et al a,b 1970)

A similar project was initiated by the Centre for Educational Research and Innovation of
the Organisation for Econcmic Cooperation and Development in Europe. This involved cooperation
between research groups at universities in Holland, Sweden and West Germany with the
Microteaching Research Unit at the University of Lancaster and with the Far West Laboratory
(Perrott 1977); this concern with international transfer of self instructional microteaching
materials led toc a further project supported by the Leverhulme trust between Lancaster and two
Indian Universities.

At Ulster Polytechnic, Hargie developed a Mini-Training aporoach in which, beginning with
a basic skill and adding other skillsy more complex and higher order skills are built up as
time progresses. This became a Simulated Social Skills Training suitable for a variety of
different profeseions, such as health visitors, careers officers, social workers, nurses, youth
leaders, doctors, clergymen, armed forces, as well as for teachers and for use in
micro-counselling (Hargie 19300,

Microteaching has also received attention as a mears of improving teacher training

courses in developing countries (Karmostai {920), Further examples can be found in the
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.echemes devised by Bulmershe College for introduction into Thailand and India (Trott &
Strongman 1979
A further situation for which the microteaching approach appears particularly suitable is
in the Staff Development courses in tertiary institutions (Yule {921}, The use of video
feedback of lectures or parts of lectures avoids much of the complexities that are found in the
classroom teaching situation and attention can be paid to the limited number of teaching skills

normally displayed in the lecture situation.

2.3 Trends in research of microteaching

Fraom the very beginning, microteaching, in spite of its specific formulation as 2
miniaturised form of classroom teaching, was used more as a generic term for a whole variety of
related experiences, Research has beer carried cut into many aspects of microteaching and
reports and reviews of the findings are well documented in the literature (Brusling 1974;
Hargie & Maidment (979; Mclntyre et al 1977; Turney et al 1973}, Consistent with the analytic
approach of microteaching and with the facility for contraol of the practice situation that is
an inherent part of the approach, the resesarch, particularly in the early stages, tends ic have
been concerned with the examination of the effects of different factors which together create
the whaole experisnce.

A variety of views have been eupressed about the type and gquality of the research
conducted. With the implementation of microteaching in undergraduate courses at Stirling,
funds were obtained for a five-year research project to evaluate the contribution which
microteaching could make to preservice professional education of secondary school teachers,
Yet even in this situation it was necessary to reject any attempt to reach a verdict about the
overall value of microteaching and instead "relatively emall scale investigations of various
Kinds were conducted" (McIntyre et al 1977: 13). The conflict between the needs of the
researcher and the needs of the teacher trainer become apparent:

"There were some inevitable tensions between researchers and teaching staff: the

interests of researchers were to explore the effects of different procedures as

fully as possible, to ask gquesticns of a relatively abstract and generalisable

kind, to allocate students to different treatments on a randem basis, and to

attend to the results of their previous investigations in planning further
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research and teaching programmes; on the other hand, the interests of the

teaching staff were to limit the proportion of their time which they had to give

to microteaching, to ask questions relating to their own immediate problems ina

particular context, to prepare each and all of their students for teaching in the

ways which seemed to them most appropriate for those student, and to glan their

work an the basis of their impressions of previous courses. The project has

accordingly been marKed by a succession of (generally amicable) compramises

between these two sets of interests,”

(McIntyre et al 1977: 13)

The issue of the need to compromise is aleo pursued by George Brown as a necessary technigue to
ensure full cooperation from the various participating bodies in a microteaching programme:

",hold informal meetings with tutors, principals (head teachers) and school

staff to introduce them to the ideas, if possible, to show them some examples of

videotaped lessons and to give them the opportunity of making suggestions about

the possible programme. Principals often are understandably concerned about the

benefit their pupils will derive from the experience and supervisore about the

benefits for students. The Key to success in these discuseions lies in carefully

thought-out compromises. It is worth gently pointing cut at such meetings that

ore as to balance the needs of various curriculum areas, pressures upon staff

and organizational problems vis-a-vis schools and the whole course. Compromise

on socme issues is essential if one 1s to develop an efficient and effective

pragramme,"

(Brown 1975¢c: 137)

If the teaching staff have to compromise and the researcher has to compromise with an already
compromised situation, no wonder that Wragg comments:

"..the literature abounds with descriptions or evaluations of schemes which vary

from the elaborate and rigorous monitoring of carefully devised experiments, to

the off-the-cuff, slappy or tendentious appraisals of the hare-brained and

madcap.

I have tried to exclude some of the more ham-fisted experiments, which

demonstrate little more than the fact that novices will, at the end of an
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experimental programme, manifest more of almost any Kind of behaviour when the
cold steel of their tutor’s gun is being held against their temple.”
(Wragg 1982: 42)
Ever zo other authors call for more of the same Kind of research. Turmey points out the need
for replication of previous studies
"..before teacher educators can justifiably hold the great confidence that many
have in the effectiveness of the innepvation and the teaching skills involved."
(Turney et al 1973: 28)
and supports the view expressed by Hargie that
"many guestions remain unanswered, relating to the use of tutors, the length of
microlessons, the types of observation schedule to be used in feedback tutorials,
the skills to be practised, the number of pupils and the use of ‘model’ tapes.
(Hargie & Maidment 1979: 27)
adding his own list:
“the best type of models for particular skills and particular students; the most
useful cueing and discriminatory devices; the optimum length of 2 model; the most
appropriate place for modelling in the microteaching cycle; the number of times a
model should be viewed to ensure maximum effectiveness; the advantages of the
expert model over the ‘coping’s student models;the most appropriate degree of
gvaggeration (i at all) and the incidence of the skill in a model; the value of
models of the skillbeing used in small group and whole class situations in
assisting students in the transfer of the skill to ordinary classrooms; the
smplovment of both positive and negative models of sKills as opposed to positive
instances only: the most effective role of the supervisor during modelling; and
the best ways of linkKing the modelling, practics, and feedback phases.”
(Turney et al 1973: 27)
In the light of these views it is difficult 1o reconcile Perlberg’s arqument that publications
in the field of microteaching have decreased in recent years, especially in the American
literature, because educatioral researchers have moved away from this concept and are now
seeling other ways to ‘shock the establishment’ (Perlberg 1978) but as this matter relates to

the trends in the nature of teacher training any discussion can be usefully deferred to
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2.4 Surveys of microteaching

In spite of, or possibly because of, the generic nature of microcteaching, a number of
surveys have been made in many different situations to obtain information about what is
happering with a view to recommending policies and predicting developments, Mention has
already been made of the American surveys by Cooper in 1967 and Johnson in 19458, A more
comprehensive survey was that undertaken in the USA in {949 by Ward and submitted for a
doctoral dissertation entitled ‘A Eurvey of Microteaching in Secondary Education Programmes of
all NCATE Accredited Colleges and Uriversities’ (Ward 1770). She reported "that 141 (of 442)
colleges and universities were using microteaching in some way, including, in 50 cases,
in-service training" (McAleese & Unwin {971: 11). Brief accounts of Ward’s survey are found in
many sources (Stones & Morris 1972; Turney et al 1973; Wrapg 1974); 2 more comprehensive and
critizal account is found in Hargie & Maidment (1379), who express the opinion that the survey
was conducted too early in the development of microteaching, as "one in four programmes had run
for ane year only and..the average lifetime of facilities at the time of survey being just two
years" (Hargie & Maidment 1979: 22), The modifications of the Stanford model zre apparent,
even at this =arly stage, and reveal the limitations of the microteaching organisation:

{. Over half the institutions reported had only & single course using it.

2. Only one irn four were using the reteach cycle.

3. 99% had less than the recommmended number (20) of teaching encounters and two in
three offered lese than five encounters to students.

4, Only ome in five used children at least 75% of the time; as against two in three wha
used peers for 75%.

5 Videotape was used by only 75% of those reported.

& One in five used twice the recommended number of pupils in the microclass.

The Stanford model appeared to have 2 stronger influence in Australia, as is shown by the
survey undertaken by Turney, yet only 10 out of 27 colleges always used reteach, 50% used
microteaching during the teaching practice period, three in four used children as pupils, half
the colleges used both campus and school locations and all used video recorders (Turney et al

1973), The strongest feature of Turney’s survey is the data on modelling (Hargie & Maidment



1$79). The numbers of student teachers and the logistics of operating a full microteaching
programme were also apparsnt. One of the main problems encountered was an inadequate number of
technizal statf to maintain and set up the eguipment. The use of children, aften on the schocl
lgcation, and during teaching practice gives some indication of a very impertant variation in

the Australiam pattern.

A survey was conducted in West Germany in 1772 by Brunner and, again revealed local
variations in the application of microteaching, Among the thirty institutions responding the
majority appeared to be operating with a class of normal size as often as not (4:2 if peers
only were used, {:4 for peers and children, {:! i only children used!, three in four
respondents reportad the use of increasingly complex training and on the whole the numbers of
students involved were comparatively low, averaging about 45, (Hargie & Maidment 1979)

Falus conducted a survey in 1374 in the United Kingdom and although “the microclass was
presented along the lines of the Stanford model by half the respondents...very few were found
to satisfy all reguirements of microteaching inits strict z2nse” (Hargie & Maidment 1979: 40)
and modelling was poorly developed. Only one in five institutions claimed to be using
microteaching in in—-service education, as compared with 75% in the survey conducted in the
following vear by Hargie and Maidment.

Prior to their own survey, Hargie and Maidment comment on their overall impressions
gained from the previous ones:

"Firstly, they all give the impression of an innavation soundly conceived but
less soundly implemented. The shortfalls from the original microteaching models
may correspond to shortcomings. Yet thers were many examples of ‘mature’

programmes in operation and of supportive research projects aimed at improving

effectiveness in operation.

Secondly, there was no indication of any falling away in the use of the

technique, though the rate at which programmes were teing set up was not examined

in any study..

Thirdly, the studies do not provide evidence of nation-wide, let alone

world-wice, acceptance and use of microteaching...despite the interest in

developments shown by international organisations such ag OECD (1974) and UNESCO

{1979)...



The final impression, left till last since we think it the most significant, is

that the surveys of microteaching tapoed an eagerness to 2xploit the innovation
ant to communicate experience of it, What this tells us about the personnel
responding to the enquiries is open to endless speculation. We offer just one
conjecture: that far too long too many teachers, including their trainers, have

regarded t=aching as subjective experience, unsuitable for analysis because it is

personal and complex. It is sometimes necessary to simplify experience, and we

(&}
e

concluded that willingness toc entertain doing this was shown by the proponents ¢

microteaching."

(Hargie & Maidment 1979: 40-40)

The survey that Hargie and Maidment undertock consisted of three parts. Part I was
desigred to identify areas of microteaching amang colleges and departments and any research
going on, a target population of 220 was identified. Part II was designed for those cperating
micrateaching programmes and Part III for these planning them, 40% of the target population
completed Part II or III, i.e. 24 questionnaires were analysed for their responses, They chose
rot to define microteaching in any formal way in order to cast their net as widely as possible
to identify the variety of approaches that were being adopted., Among the mass of data
accummulated, attention is drawn at this stage to a few items which relate to those mentioned
in previous surveys: 20% used peer groupsy 63% used children (including 43% using both), size
of classes varied with peer groups tending to be larger and larger classes tended to have
longer lessons (around a mean of over 10 minutes), 47% appeared to use the teach/reteach cycle.
In summarizing they comment:

"Microteaching facilities are widespread among teacher training establishments in

the UK. The rate of their installation has probably reached a peak but further

provision is 1o e expected. Operation of the facilities is diversified and

small-scale, reaching as yet a small minority of student teachers in training.”

(Hargis & Maidment 197%: 77)

The survey did reveal extensive difficulties with the development of the technigue, very few
oractitioners did not acknowledge difficulties "and these failed to specify it more because of
its magritude than of its absence" (Hargie & Maidment {979: 25). In spite of these concerns.

however, and possibly because microteaching appeared to be offered to only about 10% of the
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teacher training 2nraolments, they predicted an expansion of microteaching and an increase in
the mnumber of locations offering it. However, with the fall in teacher training places, they
saw any increase, not in absclute terms, but in the proportion of students who would be
involved in microteaching.

More recently Yule conducted surveys at a limited number of institutions in England and
Scatland (3 universities and 4 colieges) and in teacher training institutions throughout South
Africa {34 respondents), The United Kingdom survey was concerned with those institutions known
to be using microteaching fairly extensively and, amorg the details reported, he mentions that
50% were using reteach, that most micrclessons are 10 minutes or longer, that video recordings
are not used in all cases (4 institutions used only audio) and the majority of institutions
reguire students to teach either one or two microlessons. The majority of institutions used
microteaching as part of the subject method course and comments are made about the apparent
lack of microteaching facilities in certain subject areas, like home language as opposed to the
sciences, (Yule 19&1)

The Scuth African survey showed that of the 17 institutions using microteaching, the majority
(about twe—thirds) used lessons of {0 minutes duration, used video recording and used the
pattern of: lesson - glayback - discussion - next lesson (only five used the reteach cycle)

(Yule & Steyn 1922), The impression given by the results is that microteaching has been
associated with a much greater commitment to sophisticated technical facilities than is
zpparent in the United Kingdom, It appears that the highly developed Stirling model of
micrateaching, following the Stanford model, has had a much greater effect in South Africa than
it has in the United Kingdom.

The survey, carried out at the University of Leicester and funded by the DES, intc the
Structure and Process of Initial Teacher Education (SFITE} in universities in England and Wales
also gave some attention to the use of microteaching. Under the heading of ‘Chservation of
fellow students’ teaching’ microteaching was used as the example. Studelt responses indicated
that 9,7% had used it 'On a regular basis’ in their method course, 47,5%% ‘Occasionally’ and
42,5% 'Not at all’. "It was the modern language students who were most liKely to have such
experiences on a regular basisy and the English students who were least likely to do it at all"
(Patrick et al 1522: 108), Method staff reported that for 15,7% a lot of time was spent an

microteaching and for 32,2% some time was spent; the corresponding responses to the use of



interaction analysis being 5% and 25,3%. It is also reported that ‘microteaching’ and

interaction analysis’ were among "The topics which tutors most commonly avoided because they
were dealt with elsewhere on the FGCE" (Patrick ot al 1922: 190), The author was informed that
the evidence relating to microteaching was of gquesticrable value hecause many students were not
familiar with the term, so it ic possible that more were exposed to it in a limited form than

the survey reports (Fatrick 1954),

2.5 Place of microteaching in teacher training

It would appear that the contribution that microteaching can make in a postgraduate
teacher training course would be influenced by the undsrlying principles on which the course
organisation is based, Microteaching developed in the sinties as a means of makKing 2
campus-based training course more relevant to the needs of students, of making theory relate to
practice in the process of education. It is essentially a campus=based activity, in that small
groups of pupils are taught, abserved and recorded in a controlled environment and often in th
presence of sophisticated recording eguipment. Although the practical element cannot be
disputed, it is open to criticism for the artificiality that is imposed by the very factors
which are used to give it its main advantages viz. small classes, short periods of time,
limited and specific goals. The microlessons are designed o create a serise of structured
experiences for the students and as a result the pupils, particularly if they are children, are
used as more realistic aids to achieve these ends. From the stand point of the traditional
college-based model with the heavily loaded education theory divorced from the practical
experience in the classroom, microteaching can be seen as a technique which bridges the gap by
bringing some of the practice into closer contact with the theory, physically, temporally and
staffwise.

More specifically in the traditional approach to teacher training microteaching can be
seen ag a component of any tourse which concerns itself, in a theoretical way, about the
practice of teaching in the classroom. The total organisation of the course, as it varies from
one institution to another, will affect the way it is used. University departments in the
Urited Kingdom, particularly the larger ones, have tended tc cperate as a number of subject

method courses which come together for a regular input of theory. Hence,; microteaching is more



likely to have a place im a subject method course. This approach has camplications where a
student has a number of method courses, as ima Frimary course, because it would tend to lead
to a repetition of the same technique in different circumstances, This situation has led to

the organisation of microteaching as an extension of the work in Audio-visual, in which
students are given ‘practical laboratory’ work and, indeed, many references are made to
microteaching laboratories, In some cases, as in South African universities, a course like
Gereral Methods of Teaching or General Didactics: already existed and was able to assume the
responsibility for the organisation of a microteaching programme. In other cases, special
courses have been created to achieve the same ends, either as short introductory courses like
the Introductory Three Weeks (IT) course at the University of the Witwatersrand {Gregory 1924),
the T.L.C. campus-based teaching practice at Durban-VWestville (Shepherd 1934), or as specially
designed courses such as ‘Teaching S4ills’ at Bulmershe College of Education (Strongman 1954),
Teaching as an Activity’ at Dunfermline College of Physical Education (Hill 1924), "'The Art of
Teaching’ at South Glamorgan Institute of Education (Scott 1954), 'Microteaching Programme” at
Humberside College of Higher Education (Lowsley {984) and ‘The Organisation of Learning” at La
Sainte Unicn College of Higher Educaticn (DaKlsy {724),

The development of school-based models of teacher training has introduced & different
paradigm into PGCE courses. In a situation where students are introduced o real pupils in
real learning environments as they exist in real schools, microteaching appears 1o have little
to offer, unless the skills approach can be adapted to fit into the school classroom situation.
There are those who see microteaching still having a function, even in a school-based models by
introducing students to teaching skills inm a controlled environment which allows for direct
feedback, self evaluztion and a means of isclating particular lesson components for analysis
purposes (Hirst 1920, Rogers 1924)., It is possible that the adaptation of microteaching to the
school classroom might have the greatest potential for the development of teacher training
bearing in mind the visws expressed by Bolster in his criticism of traditional research on
teaching and the little influence it has had on practice (Bolster 1922). Boleter contrasts the
differences in conceptualization of teaching between teachers, involved in the actual process
of teaching, and researchers, who see teaching as a necessary achievement for learning 1o tade
place., The latter tend to adopt a nomothetic, reductionist approach, universalistic in

character, based on unilateral cavusation; whereas & more effective research model could be



"idiographic in origin and therefore particularistic in character” (Bolster 1932: 298); based

on a holistic conception which assumes & multiple causation of events and unanticipated
consequences enabling teachers to "function consistently as situational decision makers"
(Bolster {922: 2948). The classrocm is "...a small culture created by teacher and student as
they work together over a period of time" (Bolster 1922: 303) leading to the tacit consensus
between teacher and student about mutual expectations i.e instrumental acculiuration. In
calling for an ethnographic methodology based on sociolinguistics, anthropology and symbaolic
interactionism, Bolster acknowledges the limitatione of such an approach a) conceptually, in
that it assumes that Hnowledge of a situation is context specific and there is no demonstrable
generalization, and b} pragmatically, since the researcher is totally immersed in the classroom
situation for a long time, i.e. it is highly labour intensive. This argument could provide the
necessary rational basis for the IT-INSET school-based approach and grounds for the rejection
of the teaching skills and behaviour modification that is an inherent part of microteaching.
Ruth Eagle, in adopting a group teaching experience (four studsnts with a teacher) followed by
discussion on a regular weekly basis with a class, is an example of the application of these
principles and although it is "artificial, in that no gualified teacher could be waorking under
those conditions... as a training situation for a short period it has great potential” (Eagle
1772: 24). Further support for this standpoint comes from the authors of the SPITE report, who
call for a variety of research methods embracing those proposed by Bolster, and, "possibly
above ally a more sophisticated thsoretical orientation to the issues involved in teacher
effectiveness and effective teacher education. Such an orientation might encompass a view that
teacher effectivensss is context-specific, and would enable researchers to address themselves
ta questions relating to the subject content of what is being taught and to whom..." (Reid et

al 1931: 148), Hence, educational researchers and teacher trainers appear to be converging on
the same goal viz. the task of the teacher in the classroom, and are acknowlsdging the need to
see the process of teaching from a more holistic view point,

Taylor in his examination of the crisis of confidence in teacher education summarizes the
pressure on teacher education and stresses the need to accept that teacher education curricula
are subject to & continuous process of evolutionary renewal. He comments that a ‘care
curriculum’ is called for "which would presumably guarantee some kind of minimum competency”

{Taylor 1983: 45) and certainly this appears to be one of the functions of the new Council for
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the Accreditation of Teacher Education for England and Walee. When he adds, however; that
"merhaps we should hold judgement on a ‘core curriculum’ until some specimens are available for
evaluation” (Taylor 1983 44), it would appear that such a curriculum must at the same time
allow for the continuous process of evoluticnary renewal, or, in other words, teacher education
must be dynamic, not static, continually in a state of flux, looKing for the right answers but
alwaye finding them too late.

It may well be that a combination of the Visual Self-Confrontation (VSO) and Interaction
analysis techniques associated with microteaching through the use of video recording, together
with the opportunity for participant cbservation and the accumulation of qualitative data of
classroom situations, that is the essence of the ethnographic methodelogy of Bolster, will
provide the future framework for teacher education courses - a core curriculum allowing for
change and flexibility.

Microteaching has been introduced into teacher training at the same time as many of the
other innovations in education generally, through the influence of educational technology.
Herce, it illustrates a more systematic and scientific approach to the solution of teacher
training problems by identifying specific objectives, using appropriate methods and media and
evaluating to assess the effectiveness of the whole system. As a result microteaching has
appeared in many different forms by combining the different contributing camponents ina
variety of different ways to accommodate the many different situaticns in which it has been
used, The present study aims to look 2t the variation in these contributing components in an
attempt to identify the patterns of effective microteaching organisation to meet the differing
circumstances and to identify those factors in the situation which have contributed to that

pattern of microteaching.
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CHAPTER 2

RESEARCH DESIGN

3.4 Acouisition of Data

In approaching a study of the use of microteaching and of the factors atfecting its use,
there are ma~ facets to take intz accoust, Since the earis davs of Stanford: microteaching
hac found uees in many different aspects of traimng ather than teacher training. Teacher
training courses follow many different paiterns of orgamseation viz. imitial or In-service,
diploma or degree, post-graduate diploma. Hence this study was limited tc the use of
microteachling as a traimng techrnigue in the post-graduate diploma course for stocent teachers.
The main reason for limiting the study to this area was because the post-graduate teacher
training diploma course lasts only one vear, including a blocK of schocl teaching practice.
Conceguently, the time available on the university or college campus for the preparation of
student teachers and for the consclidation of their background Knowledge im education and in
tne teaching of their subjects at a schocol level 1s comparatively shorter than im other forms

of im1tial training. Microteaching tende to be very time consuming as 1t involves & practical

erxperience of teaching for individual students working 1m small groups needing & 1ot of stafs
supervisior. If there are difficulties inimplementing microteaching as a training technigue,

the post-graduate diploma course is likei~ to be the most critical and demanding, In addition,

the author’s immediate experience ic in 72 area of po

wn

t~graduate teacher traiming so that any
feedback from the study 1c likely to be of maximum benefit to his own work and req“onsibility.

However, the number of institutions 1 the Republic of South Africa offering a one year

post-graduate teaching diploma is cnly sixteen, including the Black Homeland universities of
Fort Hare, Transkei, University of the North and Zululand {see Appendix {.5). Hence, it was
decided to include the universities, polytechnics and coileges in the United Kingdom in the

study. The decision to extend the study in this way not oni~ increased the total population of

instituticns offering the post-graduate diploma course but also increaced the number of



ariables thet could be e.amined. Since new ideas and the way they zre implemented ofter
arisz in institutions overseas and sventually have an effect in South Africa, a comparative

study of this type could have some predictive vaiue for the way the HDE(PG) course might

develap in this country during the 2
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ties, bea~:ing 10 mind particularly the radical changes

to the PGCE in the United Kingdom during the seventies.

The study was particularly motivated oy the author’s cwn experience of operating a

m

Iimitec microteaching programme for some thirteen years at the University of Natal in

Pietermaritzhurg. Ag a practitioner in teacher education the author became awars of the

diffizulties and often impossibilities of implementing the findings of research in

microteaching ints his own programme. Maclseod and McIntyre comment on "the inapprogriateness

of

n

ome comparative studies of microteaching and the precipitous rush to pragmatic
gxperimaentation” {Macleod & Mcirtyre 1977: {11,

Wreras a minority of research studies kave tried to compare microteaching to conventional
teacher training practices, the majority of research studies on micrateaching have been
concerned with "...finding the most effective combination of components to optimise students’
use of the sKills being practised" (Macleod & Mcintyre 1977: 111). Such research, although

technically highly competent, has been unenlightening and ha t been of immediate help to

rned with the training of teacters,

"Inthe long run, it is far more econcmizal research sirategy to use looser and
y designs in the hope that from their results we shall have the
insight to be able to begin the development of theoretical ideas.”

{Macl eod & Mclntyre 1977: {12)

Eince 1t appeared likKely that the 'looser and more exploratory designs’ were in fact

Seing used and tested by the many pactitioners involved ipn the preparation of student teachers

sor their teaching in schocls, there was a need for information about how staff were using &
microteaching approach and for some measure of their attitudes towards the use of micrteaching
i their particular course struciure,

—

Rz initial tasks were concermed with the productior of suitable guestionnaires and with
the planring of a strategy for using them to obtain feechack from the staff at institutions in
the United Kimgdom ard in the Republic of South Africa.

Material for two distinct questicnnaires. invclving information abhout the organisation of
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microteaching and attitudes towarde the various aspects of microteaching was collected from the

literature ang +rom discussion with collea t the University of Natal as well ac those

w]
m

involved in microteaching in adjacent institutions. The Orgamsation and Attitude
Quecstionnaires were Kept separate ac their design and format were guite distinct. Two shorter
guesticrnaires might be more acceptable to the population sampled than one very long one and
the Attitude Questionnaire could also be used separately irn situations where microteaching was
nct actually being used, The Attitude Questionnaire format followed a combination of &
Thurstone-type scale with a Likert-type scale, ir that, for each item, 4our opimions were

identified for the subject to choose the most appropriate or the one nearest to their own
opinion but within that choice the cublect wae able to indicate or @ three point scaie whether
the opinicn was wist right, toc strong or too weak, This techmgue seemed tc combine the

<+

separate advantages of the two scales and to minimize disecvantages such as being rorced to
choose am item which the subject does not wholly agree with, and hence leaves hiark, or having
to rate an 1tem which does not truly apply to the situation in which the subiect fince himseldf,
Hence attitudes towards aspects of microteaching could be measured on a twelve point scale or
n a four point scale if statistical procedures required that the data be reduced tc a more

compact format. The Organisation Questionnalre was desigred to allow for both guantitative
data., which could be analysed statistically, and for gqualitative caeta, which would enable the
subjects 1o ex-resc themselves more freely.

Ac *he la~ger popolation of post-graduate teacher training institutions wes in the United

Kingdom, 1t was gecided that the pre-test of the material should be carried out on a sample

from that population. A list of imstitutione cffering FGCE courses in the United Kinodom,

together with addresses, was found 1n the British Council handbook (British Council {952

3.2 Procedure adopted

A preliminary Information guestionnaire (see Appendi: 1.1b) was designed which was sert
with an introductory letter (see Appendix {.1a) tc all universities, polvtechnice and colleges
n the United ¥ingdom offering ore year post-graduate teacher training course as listed in the
British Council hendhocs. The questionnaire was directed at the Course Coordinatn- of the
Postgraduate Certificate of Education Course 1n the Department of Education of the particular

institetion, Information was requested about cize of establishment, as indicated by numbers of



students anz numbers of staff involved 1n the PGCE course, about the importance attached to
microteaching, as indicated by the number of weeks devoted to microteaching and by ar
indication of which courses, within the PGCE, were most likelv to have a microteaching
component., Scace was included for gereral comments about the contribution microteaching could
make in the PGCE course, about its limitations, about the p-chiems idertified im its use, about
1te use 1n other diploma courses and scme indicatior of whether the microteaching policy had
gexpanded ar otherwise inrecent years. In particular, the mames of those staff, who were

directly concerned, or likely tobe ¢

h
m

rred, with the planning and operation of any form of
microteaching in any of their courses for the PGUE . were requestes so that they coulic be

cortacted &t 2 later date with the more detalled ouestionnaires, The Informaticon

u;

Questiz—raires were despatched when the author arrived ir the United Kingdom for a sabbatical
ieave of five months, The return address for the responses wacs at the Depariment of
Educational Research at the University of Lancaster, where the author had an Hongrary Senior
Lectureship and cffice facilities for the duration of his leave.

Whilst awalting the response to the Information Guestionnaire, the mere detalled
Organisation and Attitude Guestionnaires were drafted. The 1tems for the Attitude

Quesctionnaire had been formulated, thern vetted an” grouped by a number of judges identifiec

r statf who were Know~ to the zuthor 1o be invelved in microteaching

T~
o
r+

from those edy

programmes 1n South Africa. Additional feedback hac alec been receivecd concerning the

mn
u

uitability of the 4ormat of the guestionnaires and further feedback was obtained im the Urited
Kingdom from, for example, visits toc local experte in microteaching, Similarly the dratt
Orgarisatior Questionnaire was scrutinised and additicns and modifications made in the light of
ooesible microteaching practices in the United Ningdom,

A sample population for pre-testing the draft Orgarisation and Attitude Guestionnalires
wag nbtaine” by locating on a map the sites of the universities, polytechnics and colleges (see
Appendix 1.6} to which the Information Questionnalres had beer despatched. The man was thern
divided 1ntc f1ve distinct areas, the boundaries of which were chosen so that each area
contained, as near as possibles the same ratio of univereities, polytechnics and college
offering the PGCE course as in the whiole courtry, according 1o the British Council handhogk,
From these five areas one was chosen at random and, ac responses were received from the

Information Questionnaire, ten sta+f members from the range of institutions were chosen from
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the early replies. Copiec of the draft Organisation and Attitude Questionnaires were sent with
a covering letter to request their cooperatior and to explain that additional feedback was
required abeot the design, content and clarity of the instruments, so that they could be

modified for distribution to the main population of staff involved in PGCE courses. Certain

o

biguities end items liKely o be mislieading were 1dentifiec, the instructions for the
Attitude Queciionnaires were reformulated and a final format for the two questionnaires was
decided upor (see Appendix 1.2).

The responses to the Information Questionnaire indicated that the criginal list of
institutione was not sufficiently accurate for the purpcse of the stucy. In the case of
Scottish Universities, PGCE courses were orlv offered at the asscciated colleges. Some
addresses had changec with the recrganisation of polytechnizs and celleges anc telephone calis
identified institutions and PGCE course Zirectors who had not recelved the 1nitial
communication. Some institutions, that had received them, were no longer offering the PGCE
course as a result of the Government’s cutbacks 1m education, The Graduate Teacher Training
Register (GTTR 1984) was obtained with the most recent information about addresses, student
numbere and ocptioral courses. Even this was not complete as 1t only applied to England and
Wales and diZ not include those institutions, some of which had already responded, offering Art
& Design PGCE courses. Further registers of institutiorns offerimg FGCE courses were chtained
from the General Teaching Council 4or Scotland, the Department of Education for Northern
Ireland and the Clesring House for Postgraduate Courses in Art Education,

It socn beceme evident that, in many of the large Departments of Education in
universities and pelvtechnics, there was no ome persan who was fully aware of how microteaching

weae being used in the component courses. In some cases gdupll

o+
o
"

- hac beer made of the

“1
as

Information Questionnaire and more thar one completed vercior was returnec. In other cases all
ctaff nad beer circularized by the course director who returned either a summary of the overall
position as 1%t appeared, or the copies of the individual statements as received from tutors,
Sometimes there was a delay in responding because departmental meetings had beern called to logk
into the microteaching policy. Ofter, if there was no completed questionnaire, letters of
explanaticr were received indicating that no use was made of microteaching or the PGCE wacs no
longer cffered. In some cases, responses included short concise descriptions of the use made

of microteaching. It appeared that the best strategy for obtaining information was, after



contacting the PGCE Course Director, to contact the subsect method specialists or professional
course tutors., This meart @ much greater circulation of guestionnaires than was originally
intended bo® also meant that a much greater variety of responses were hkel\ to be received
from am one instidotion,

The final versions of the Organisation and Attitude Guestionnalres were posied or taker
to the variove institutions. The staff whose names were listed in the preliminary feedback
were contacted. In some cases visits to the institutions revealed further information of
possible microteaching components, 1n which case additional questionnaires were left, Visits
were arranged to a wide variety of institutions, Scme of these visite were by invitation,
others to foilow up correspondence and others to make an initial contact in order to finc out
why no response had been received, As a result the nature of the visits varied considerably
from one institution to the nmext and included sitting i on microteaching sessions, being shown

the physical facilities, meeting totors informally as well as establishing contact for the

urpose of obtalning as full 2 response as possible to the questionnaires

2.3 Responses tc the Information Questionnaire

In response to the initial circulation of the Informatior gquestionnaire fifty—four
completed recponses were analyeed. In addition letters were also recelved in lieu of completed
guestionnaires. As the responsec from the United Kingdom institutions were being received a?
the time that the main preparaticn for the more detailed survey was being undertaken, the
feedback received helped to confirm some of the detailed design strategy and the content of the
items.

A variety of respo s were received to the request 4or information about the value of
microteaching within the PGCE course {see Appendlx 2.1}, The one arez of comment that received
most attenticn (15 references distributed equally among United Kingdom universities,
polytechnics and colleges) was concerned with the emphasic in microteaching of the ‘skills’
approach. The next factor in order of priority (1@ references) was the emphasis on the
‘practical’ nature of the microteaching experience, particularly from the colleges. The
‘intrcductory’ nature or ‘gpreparatcty’ relationship to teaching praciice in schoole (&
references) and the self-awareness or self-evaluation aspect of microteaching (& references)

were noted mainly by the umiversities, The ‘analytic’ approach (&6 references) and the value of
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‘feedback’ (& references) were also specified. Urniversities mentioned its ‘diagnostic’ value

(4 references! and its use ‘after teaching practice’ apparently for remediai purposes. Alsco
mentioned were the safe ‘environment’ {3 references!, effect on the ‘confidence’ of students (2
references’ and ite value as & ‘group experience’ (4 references’ where students can learn from
gach other. Some drew attention to the fact that they were restrictec to the use of peer
groups oniy (4 references!, On the whole comments were very positive; 1n some tases (2
references) mention was made of the value that students attached to micrateaching.

The responses 1o the request for the limitations of microteaching and the problems
encountered are best dealt with together as different people responded to these in different
waye ans otten confused the two aspects (see Appendix 2.2), The ‘unreal’ mature or
‘artificiality” of microteaching was glve most atiention {16 references) with the addition of
ciner comments on ‘dse of peers’ (2 references) and ‘brevity’ (2 references!, The ‘time
carsuming’ nature was alec emphasised (13 references), as was the need for ‘rescurces’ {14
referenices), neec for ‘technical support’ (5 referencesi and the problems of ‘setting-up’ 3
references), The problems of equipment aiso received attention, with some mention of the
difficulty to ‘hear pupils’ ({ reterence} and in the use of the ‘camera’ (4 references) - one
comment merticned the adverse etfect on pupils, another of its ‘deceptiveness’ in recording
pnly certair or celective aspecte of the microlesscn and & third commented that it ‘revealed
all’, Only 4 reterences were made to the ‘arxiety’ or “ternsion’ caused to studerts and 3

references were mad

m

to the smallrese of the group as 2 disacvantage as preparation for the
real teaching experience, The limitations of a college-baced approach (8 references) as
opposel to a school-based experience were pointed out., Some saw the brevity and hence the
concerntration on specific skille as deleterious to the viewing of the lesson as a whole,

=

particularly as some ekills took time o warm up (§ references). Two reterences were made to

the repetitiveress and the boredom sustalned in

o

long microteaching programme, Only two
responses 1ndicated that they had experienced no probleme but gualified this by their present
lack of experience.

Guestions 4 and 5 were included in the Information Questionnaire on the grounds that
where expersive eguipment was seen ac a prereguisite ther 1t 1c easier to motivate for it if
either other courses were making use of a similar technique or the equipment was being used 1n

other ways im the same course. Responses indicated that in many cases (16 references) colleges
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and polvtechnice shared the microteaching facilities largely with B.Ed. courses and in some
cases dipioma courses in Further BEducation, Nursing and Management, whereas universities
identitiec concurrent degree/diploma, M.Ed., special education, medical and staff development
courses ir tReir sl responses. Similarly responses o guestion S indicated that television
wac uses im a variety of wavs other than for microteaching viz. recording students teaching in
school classrooms, television productions and projects 1n varicus subjects such as science,
drama, English and, geography; interviewing technigues anc students being giver experience with
television ac an audin-visual aid, It is used for recording lessons as models or video

xemplers for use 1n education and method courses or for introducing microteaching skills, as

IS

the recording and plavback of cff-air programmes.

well a

o
Uy

Although other uses of the technical resources may be seen as advantageous 1o a
microteaching programme 1n that 1t 1e likely to warrant a greater variety of more sophisticated
equipment together with more reliable and more specialised technical assistance, 1t can also be
a dizadvantace since other demands on potentially limited equipment would mean that it was lecs
accessible to any one course and consegquently 1s liKely to make the logistics of operating e
microteaching programme even more demanding. In scme cases respondents interpreted question 5
as requiring uses of televisicn for microteaching purposes and as a result they specified the
approaches of Professor George Brown of Nottingham Univereity or Professor Elizabeth Perrott of
Lancaster University as devising appropriate models of microteaching programmes for use 1n PGCE
courses (Brown (975¢; Perrott {9550

Ir ~esmo~se to question & asking for any changes 1 the way that microteaching has been
used {see Apoencix 2.3), one polvtechnic indicated thet in their case microteaching was
tnitiai.y used as a general intreduction to issues related to teaching but has increasingly
teer structured to focus on specific classroom shalls’ whereas & college reported the ‘changing
emphasis from & skills oriented approach 1o the evaluation of processes’ in teaching, Ancther
college indicated ‘A much wider use as staff realize 1t potential.’ but also commented that
‘Economics prevent expansion of space and technical resources.’, on the other hand a
polytechnic reported ‘Those who value 1t use ity those who don’t don't.” In the case of one
uriversits, which had developed & Teaching Method and Edurationel Technology Unit, ‘Facilities
expanded. Growth through university.” was reported, whereas ancther summed up the situation as

‘Some cclleagues having experimented feel that the time and effort involved are not justified



irn the iig-* of apparert advantage.” Another commentéd ‘Initially a sceptic - I now devote a
little more time.’ In an attempt to integrate microteaching with a more school-based approach
one university reported they ‘Would 1ike to develoo 1t into the classroom to provide actual
feedhack.” byt then added the commert that the time in the PGCE was ‘ceverely constrained’. So
many of the ccmments drew attention te the inherent conflicis i the organication of
micrcteaching :in a teacher training pregramme, as wae exemplified by another university that
sald ‘Students though finding the experience a little disturbing at times concede 1ts value and
usefulness as part of training,’
The preliminary investigation had already revealed a wide range of opinlons and practices
ard providec confirmation that a closer and more detailed study involving those stafé members

whz were directly responsible for microteaching would be & worthwhile activity,

3.4 Decig- of research instrument

The research instrument used concsisted of two guestionnalires with distinct formats, The
Attitude to Microteaching Guestionnalire (see Appendix 1.20) cansisted of thirty—four items
grouped under the following headings:

{.4 - 1.3 Phvsical and technicel facilities.

2.4 - 2.5 Pregaratior foo microteac-ing.
3.{ - 3.4 Supervision of microteaching.,

on

(4%

S - Imrediate obiectives,

6.1 - &,4 E+ffecte of microtezaching on students,

7.4 - 7.4 Prilcsophical factors,

2.1 - 2.3 Relation of microteaching to other courses.
9.1 - 9.5 Ezonomic factors.

Each item concicted of four statements or opinione from which the statf member was asked
to choose the ore that reflected their own point of view about the 1ssue in question, The
ctatement c-oser could then be graded or a three point scale by celecting the middle ~umber 2,
Sy & or 1) 17 it accurately described their point of view, the lower number (4, 4, 7 or 18) 1f

their opinion was closer to the previous statement or more extreme than the first, and the
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higher number (3, &, 9 or 12} 1¥ 1t was closer to the statement following or more extreme than
the last statement. The staff member was reguired to mark only one of the twelve possible
options ir each cace.

The Crganization of Microteaching Guestionnaire (see Appendix {.2b) concisted of
thirty-five iteme {including the name of the staff member and the institution!, The responses
were 11 the form of information to specific guestions to be supplied in the space provided or
by marking their choice wher alternatives were provided. The information asked far was to
relate only to the group of postgraduate student teachers for whom the. were recponsible 1
their particular course. I more than one resgonse was possible, where alternatives were
giver, the staff member was asked to 1ndicate this by marking all the possible choices. Space
was left for commente after particular items and at the end, to indicate any cutbacks or
developments in the use of microteaching inrecent years., The initial iteme 3 - 9 were
cancerned with general matters of course organisation, preparation and timetabling etc., 1tems
16 - 24 were directed at the specific aspects of the microteaching programme such as size and
type of microclass group, duration of microlesson, type of preparation for students,
supervision, feedback, use of reteach, number of microlessons and skills used etc, Items 25 -
27 were concerned with the physical and technical facilities used, iteme 25 - 31 with the
relation of the microteaching programme o school teaching practices and the type of
accessment, 1f any, used, items 32 - 34 with the maintenance of recording eguipment, if used,
and item 3% asked how lomg they had been operating microteaching programmes,

The accompanying letter {(see Appendis f.2a) explained the nature of the study anc
included a definition of microteaching which was as oroacd as considered feasible to include as
many as possitle of the practices anticipated. Anmy deviations from this definttion were also

requested.

3.5 Rationale of the research design

The intention of the author was to celiect as much information as possible about the way
microteaching was organised and about the attitudes to aspects of microteaching, bearing i
mind the limitations of the questionnaire approach, and to collect it in such a way that the

data could be analysed statistically for comparisons to be made between what was happening, as
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showr by the Organisation Questionnaire, and what should be happening, as implied by the
Attitude Guectionnaire. At the same time, allowance was made for more gualitative data i.e.
responses and comments unigue to the individual member of staff and 1o the institution,

The nature of the items in the Attitude Quectionnaire allowed for some cross-referencing
as & means of contirming the reliability of the responses. Items 1.1 and 1.2 refer to a need
for particular physical and technical facilities from the point of view of the practitioner
worHing uncder satisfactory conditions, whereas 1tem 9.2 refers to physical and technical
facilities ac a capital expense tending to providge some constraints on the way that
microteaching might be useg; in the same way, ttems {.3 and 9.3 refer tc the need for technical
assistance (see cection 5.9 in Chapter 55, Item 5.1, concernec with immediate obiectives of a
microteaching programme, can be relatec toitems 7.1 - 7.4 in which each specific abjective is
loo¥ec at in greater detail in order to reiate 1t to the ghilosophical rationale about the
sigrificance of a particuiar microteaching approach. Item 5.3, with its emphasis on the
identification, practice and assessment of specific teaching skills, can be related to item
7.3, where the philosophical implications of a skills approach explored ir relation to the
internalisation of skills and the transfer 1ntc the ‘real’ school classroom situation {see
section 9.7 in Chapter 5).

The research study had been designed to make use of both qualitative and quantitative
information concerning the way the staff of a postgreduate teaching tralning course were using
some form of microteaching., Comparisons could then be made between the fimdings of the
practitioners of teacher training anc those who had been carrying out research into the various
aspects of microteaching, as recorted in the literature.

In the design of any guectionnaire it 1s inevitable that the wording or the content of
the items cornflicte with some individual interpretations and these are shown by either failure
to respond or by written comments among the responses. The comments received on the Attituds
Guestionnaires are recorded in Appendix 2.2,

It was anticipated that the open ended nature of the research design would lead tc a more
fruitful study of the use of microteaching in pastgraduate teacher training than either a
straight forward hypothecis testing evperiment, a descriptive survey report or a comparative
study between two countries; all of which appear to be elements of the basic design. The

questions the author was asking as he initiated the study were:
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‘What are the patterns in the variety of approaches tc microteaching””

"What are the factors which affect the way microteaching is used”’

‘What are the differences hetween the profecsianally oriented approach used in

the United Kingdom since the James report in the early seventies and the

traditioral approach emphasising educational disciplines which 1s operational in

South Africa?’

It ic inevitable that a detailed study of thic form leade to other and poscibly more
useful cuesticns, Where strict hypotheses can be etated and where the data 1s in a form which
saticsfies the statistical criteria, these will be included within the results and findings of

the stud. as recorded v Chapter 5.

3.8 Qualitat:ive and quantitative analysis of data

The gquantitative data was processed using the University of Natal’s Sperry Univac 11@@
mainframe ccmputer. The responses to the Organisaticon and Attitude Questionnaires were coded
(see Appendix {.3) and punched on to computer cards so that they could be stored in a computer
iible for easy access. The file dats was processed and analysed using Genstat and SPSS
statistical packeges.

The Attizude Questionnaire responses were more eacsily suited 1o the handling of
statictical procedures than the responses to the Organisation Questionnaire, in that the format
restrictec or compartmentalized the possible alternatives more rigidly. Although the dats from
both questicnnaires was such that 1t could be tabulated and cross-tabulated using Freguency and
Crosstabs SFES programs, Factor analveis, Anova and Cluster analysis techniques were aleo
appropriate techmgues for examining the Attitude guestionnaire data.

Factor analysis is a statistical techmque which has 1te principal usefulness at the
border line of science L.e. "..where fundamental concepts are etill lacking and crucial
experiments cannot be found....The factor analyst is suspicious of choosing the important
variables & --iori no matter haw self evident their significance may seem to the
experimentes,,.” (Cattell 1973: 15, "It is necessary firet 1o find out what relatively
independent functional units are operative in the situation..." (Cattell 1973: {&). "Factor

analysis is a holistic method in that it aims to discover and deal with the more massive



45

functional and organic whales instead of losing research perspective in a mass of atomistically
conceived variables,” (Cattell 1973: {2), On the grounds that this study was:
a) using naturalistic obeervation rather than experimental control,

b) ectablishing a

uwi
mn

ollection of variablec by their empirical connections and not

arbitrarily chosen,

c) tending to produce hypotheses rather than strictly requirimg them,

d) leaving any causal relationship unassumed and not requiring any prior

assumpticne about dependent and independent variables;
factor analyeis seemed an appropriate technigue by which the data from the Attitude
Questicnnaire could be examined. Factor aralysie of the total United Kingdom responses to the
Attitude Questionnaire was carried aut and then the process repeated restricting the program o
four factors and using the Varimax orthogonal rotation tc refine the factors identified to &
relatively small number of items with high loadings on the factor. (Kim & Mueller {978a,5),
The four factors were identified from a possinle eleven factors with eigenvalues greater than
one by applying Cattell’s Scree-test which distinguishes, in this case, the four main factors
from the severn minor factors. (Kim & Mueller 1978b), Since, according to Harman’s procedure
for approximating the standard error of the factor loadings: loadings greater than ,29 are
significant at the ,@5 level, only those loadimgs are reported in Table 3.1, with the decimal
points omitted for convenience {Cooley & Lohnes 1962).

Items Z.{, 2.2, 2.5, 3.1 and 3.4 were nct 2 sigrificant part of any of the factore
identified, There appeared to be two doeminant factors, which included 22 cut of the possitle
34 1tems., Factor {, on inspection; includes items 6.1 10 6.4, 7.1 10 7.4 angd .1 to ©.3 with
the addition of 5.3, 9.1 and 9.5. Ac the most important factor it could be describe? as

consistent with those items with broad implications such as the philosophical urderpinning of

microteaching: the relationship with cther courses and the effects on students,
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Factor loadings of United Kingdom responsecs to Attitude items
Factor-1 Factor—-2 Factor-3 Factor—-4

Eigenvalue 4 .65 3,28
Percentage 44,5 21,3 1
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Factor ¢ includes items 4.1 to 4.3 on the use of retearh lessons, with 2.3, 2.4 on the
externt and type of preparation required, 5.1, 5.2 on immediate objectives and 7.3, 7.4 on the
skills and behaviour modification approaches, The latter show some overlap with Factor 1,
Factor 2 could be described as ‘more concerned with the immediate practical issues of
organising & microteaching grogramme’,

The other factors appear to be far less significant. Factor 3 1s interesting because it
appears to polarize the need for physical and technical facilities in items {.! to {.3 against

the economic items 9.2, 9.3 and might be deccribed as a ‘desirability for expensive facilities



and equipmenrt’, Factor 4 contains a collection of items of which six are found in the other
factore and which show rather low factor loadings. Because of the polarization between
preparation and economic items, this facter might be descibed as “the need for tame consuming
preparatiorn and relating it to other courses’.

Factor analyeis appears to confirm the groupings of 1tems in the Attitude Guecsticnnaire
sinice all the 1tems in Groups 1,4,6,7 and & appear together in the same factor and Group 5
items all have reasonable lcadings in Factor 2 - 1tem 5.2 has a loading of ,25 10 Factor 2.

SPSE Factor programs were also operated on the United Kingdom university, polytechnic and
college results and on the South African uriversity results, separately, as well as on five
different subject group areas viz. Science, Social Studies, Language, Education and
Miscellaneous, including Art and Desigr, Physical Education, Mathematice etc. (see Appendix

3.2h

Cluster analysis 15 a statistical technique, similar to factor analysis, which is used to
identify homogeneous groups by distinguishing comparable units and separating them from
differing units. The ideal cluster is ome which consists of individuals with great similarity
between each other and little similarity with those outside the cluster, 1.e. mutually
exclusive classes of members with similar characteristice (Bijnen 1773}, Where data ic
gathered in @ haphazard fashion cluster analysis can be used to determine whether there is an
implicit structure. Unfortunately. evern more so than factor analysis, there are a variety of
ditferent clustering technigues which give very different results , so it is left to the
researcher to decide on which clustering is the most relevant and, hence, which techrigue is
the most suitable (Everitt 195@). The Genstat statistical package recommends a hierarchical
method of ciustering using a single linkage option. This method was tried on the total
Attitude Guestionnaire data and on the nine groups of 3, 4 or 5 individual items. Because cf
the wide spread of responses tending to use the full twelve point scale on each item, there
were a conciderable number of outliers, i.e. 1ndividual unique responses, and a comparatively
small number of patterns of responses which attracted large numbers of respondents. In order
to help identify the outliers, the data was examined using the SPSE Frequency program to count
the number of respondents showing the range of combinations of responses for each of the nine
groups when the responses for each item were reduced from a twelve to a four point scale. The

evidence from this approach showed a large number of outliers and the tendency for a single



comparatively large cluster, which could be identified and described by reference to the items
1m the queztionnaire. This technigue of visual inspection was considered sufficiently valid in
1tself ac a means of identifying clusters for the Attitude Questionnaire. The technigue
confirmed; at the most, & single cluster im each group, but, where groups consisted of five
items, e, 2 and 9, and the number of possible combination of responses 1s 1824, even this was
not possible. As a result 1t wae not considered feasible to look for clusters among the full
thirty-four iteme. The nature of the particular clusters identified are described in the
discussion on the Groups following the analysis of the individuel items in Chapter 4.

Crosstabulations of the results from items on both the Attitude and Organization
Quectionnaires were examined for significant differences ueirg the SPSS Crosstabs program with
Staticetic {, Chi-sguare. For this purpose 1t was not only necessary to reduce the Attitude
Questionnaire 1tems to a four point scale but 1t was also necessary to recade the Organisation
@uestionnaire items to combine the possible alternatives 1n order to reduce the number of cells
with fewer than five members. Significant crosstabulations are found in Appendix 3.1,

The discussion on each particular result is found in Chapter 5 where the items are
discussed in great detail, relating the findings to the results from the Organisatian

Questionnaire and to the reculte of the mary research studies reported in the literature,
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CHAPTER 4

3]
L

RESULTS FROM THE ORGANISATION QUESTIONNAIRE

The responsec to the items from the Orgenisation Questionnaire (see Appendix {.2b) were
coded in order to retain as much of the cats as possibie and 1o allow for more than one
altermative tc be included. This poiicy led to e large number of ditferent possible resporses
to any one item and for ctatistical purposes 1t was necessary to recode the data in order to
reduce the n_mher of possible categories, The computer coding and receding for the
Orgamisatior Juestionnalire can be found in Appendiv 1.3, The data was punched on to the second
computer data card, whichy together with the deta for the Attitude Guestionnaire on the first
card, can be found in the computer print-out in Appendix 1.4,

The resulte from the Organisation Guestionnaire were crosstabulated against the Type of
Institution (UFCY in their initial form and in their recoded form to identify any significant
differences using SP5S Statistic {, i.e. Chi-square, The level of significance of the
differemce in responses from the ditferent types of institution is recorded, am asterisk (#) 13
used to indicate those levels of sigrificance which mus?t e 1interpreted with greater caution a
they are based or mare thar 20% of cell frequencies of less than 5,

Computer cades for the data are shown in parentheses af he descriptive label for eazh
1tem.

The discussion an each item contains a Takle giving details in each case of the total
United Kingoom and South African responses recorded for the cifferent categories 1dentified and

their percentages 1n parentheses., Reference is alsc made in the discussion of each item to the

results of the crosstabulation against the types of institution, as coded under UFC,

4.1 Type of institution. (UFD)

Each respondent was coded according to the type of institution viz, United Kingdom
universities (UPC @1-3@), United Kingdom polytechnics (UPC 33-45), United Kingdom celleges (UPC

S8-72) and South African unmiversities (UPC 50-9%) and given an Identifying number (ID). This
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informatict was punchsacd an to the ceconr data card with the results fram the Attitude

- o
Questionmaire,

Table 4.1

Number of responses from diftferent typecs of institution

Univ Foly Coll Total
United Kingdom ?4 2& 47 167
South Africa 51 —~ - 51

4,2 Sutiest area, (BUBJ, SUBJGE:

: Pl
emE z

From the responses 104 P and {11t wase possible to identify the specific group of

Specizl Education group or the total cocurse tntake. The specific groups were coded and

tabelled SUBJ. Thirty~three sub-gro

= we~f allowed for and these were groupet anc receded, as
SUBCGP, 1n s1» maln areas: Science, Social Studies, Language, Education, Arte and Mathematics.

These were reduced to five groups in order 1o achieve similar number of responses by combining

the lact two as Miscellaneous.
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Table 4.2

Number {(percentage) of responses in different subject qgroups

- United Kingdom - Tot Scuth Africa Tot
Univ Foly Coll UK Univ RSAY
SCIENCE Z8 & & (3170 ) (1175
Biology 7 +1 1 +1 1
Chemicstry 8 +1 1 +1
Physice 8 +2
Science z 3 4 +1 2z
Physical 5c. Z z
Techno!logy 1
Home Econ. 3
SOC STUDIES 18 i S (1970 3 C 740
Geagraphy g8 +Z 1 1
History ¢ +Z +1 2
Accounting i
Rel . Educ. 1 +1
Socc. Studies +1 +1 1
Economics +1 2
Commerce 1
LANGUAGES 14 2 & (1770 14 (3125
English 4 +Z +2 1 4
Modern Lang. @ +2 1 +2 S 4
Clacssics +1
TESL 1 1 1
Afrikaans 3
African Lang. 2 +2
EDUCAT I ON 3 S 8 (1370 28 (44
Guidance 1
Primary 1 +2 2 2 +4
Middle 1 +1 +1 2
Further Educ. 1
Secondary Educ 2 +Z2 2z 18 +1
Slow Learners 1
Educ/AV +1 i
MISCELLANEOUS 14 4 8 (284 3 770
aArt/Design i +1 Z +2 !
Music 1 I +1
Physical Educ. 2 +1 2 +1
Mathematics ig + 1 4 +1 3
No subject 1 +7 +2 7 +3 8 2 2

The additional numbers indicated by + are used to show where there were neo detalled

responses about the organisation of microteaching and the percentages refer only to thne

detailed responses to the Organisation questionnaire.

The sibject groupings (SUBJGP) 1 their final recoded form were significantly different

(at the ,8408 level) for the different institutiocns, United Kingdom universites showed a

comparatively large number (33,3%) of Science statf and a small number (6,9%) of Education
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sta+f among the respondents, whereas United Kingdom colleges and South African universities
showed a higher proportion (32,6% and 44% respectively) of Education staff, The Language group
for So4tn African universities was alsc comparatively large (3{%) with very few responses from
Srience .I1%;:. Social Studies (7%, Mathematics (7%) and none from Arts (l.e. Fine Arts, Music
and Physical Education). The United Kingdom polytechnics appeared to be the most
representative of the total group in the way the respondents could be classified according to

their SUBJGF.

4,3 Number of students organised, (A4

[}

Tre number of students orgamised for microteaching by any one respondent varied from 4 ¢

45¢. Numbers of 108 or more were coded for computer purposes as 99 and included trree from

-~

Urnted Kingdo™ universities, three from colieges and fourteen from Scouth African uriversities,
The data was recoded into categories of 1-18, 1{-15, 16-2¢ and 21-9% and 1 this form shown to
be significantly ditferent (et the ,868! levell,

Table 4.3

Number (percentage) of students orqanised for microteaching

1 to 18 11 to 15 16 to 28 21 to 99

United Kingdom 38 (28) 38 (28> 23 (17> 37 (27D

L 2y 27 ¢63)

[y

South Africa 12 (28) 3 ¢ 7

Missing waluese = 28

Folytecrnice angd South African universities were comparatively low in the 11-15 group
{(4,8% and 7,8% respectively; ang, 1n agdition, South African universities were low {£,3%! In
the {6-20 group and very high (82,2%) in the mere than 26 group. 1t appeare that microteaching
is more likely to be organised in comparatively small subject method groups in the Umited

Kingdom and in very large total course intake groups 1n South Africa.

4.4 Number of academic staff. (ASA}

Numbere varied from { to 23 and those of {8 or more were coded as 9, consisting of two

United Kingdom universities, one ccilege and nine South African universities. When recoded, in
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the categories {, £ and More than 2, the difference hetween the types of institutions wac
highly s1gnificant {at the ,ee¢¢ level).
Table 4.4

Number (percentage? of academic staft

{1 only 2 only More than 2

United Kingdom 88 (38> 35 (28 22 (16>

South Aftrica 28 (43) 72 (14> 28 (43>

Missing values = 23

0Of the Urited Kingdom urmiversities 74,7% ocperated as a single sta+f member and only 9,3%
in groups of more than two, Colleges tended (41,5%) 1o cperate as two staff members, whereas
South African univereities operated with a single member of staff (43%) or in groups of more

than two (43%). Poivtechnics were the most representative of the total group samplec,

4,5 Number of technical statf. (ASB)

Responses toc this item varied from @ to ? technical staff involved in microteaching with
4 and 9 being indicated by each of four South African universities. The most typical responses
were none or one (43,1% and 4¢,3% respectively). When recoded to restrict the categories to
‘Worme’ or ‘Cne or more’, there was no sigmficant difference (at the ,9555 levell.
Table 4.5

Number (percentage’> of technical staff

None 1 or more

Untted Kingdom &1 (4%5) 76 (&35

South Africa 17 (41) 24 (5%

Missing values = 29

4.6 Compulsory microteaching. (AS)

An analveis of the resgonses to this item showed that the majority of staff made

microteaching a compulsory component,
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Table 4.6

Number (percentaqe) with compulsory microteaching

No Yes

United Kingdom 14 ¢(18) 124 (98)

South Africa & (13> 41 (87>

Micssing values = 22
The ‘Yec’ responces varied from 27% in all universities to 96,5% in polytechnics and

95:1% in colleges. The differences were not significant {at the ,533<% levell.

4.7 Lecture time for microteaching. (A7A)

Responses showed that lecture time devoted to microteaching varied from € to &€ hours,
with the mode at { hour (35,3%), Whern the resporses were recodec 1n categories of 8, 4, 2, 3
and 4 or more hours there was no significant difference between the institutions {(at the ,3349%
level),

Table 4.7

Number {(percentage) with different lecture hours

None i hour 2 hours 3 hours 4 or more

United Kingdom 8 (18> 31 (38> 18 (12> 18 (12) 22 (28

Scuth Africa & (17) 18 (28 & (17> 2 ¢ &3 12.(32)

Missing values = %@
Colleges and South African universities tended to use more time and United Kingdom

universities were more inclined (51,3%) to use only one hour.

4.5 Practical time for microteaching. (A7B)

Responses showed that the practical time for microteaching varied from @ to &@ hours with
modes at 2 and & houre, When the data wag recoded in categories ‘¢ to 3 ‘4 to 7' and ‘More

than 7/ hours there was a significant difference tat the ,003¢ level).
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Table 4.8

Number (percentage) with different practical hours

B to 3 hrs 4 to 7 More than 7

United Kingdom 38 (333 37 (32D 41 (33
South Africa @ (237 28 (51) 18 (28)
Missing values = 52

South African universitiecs tended (51%) to use 4-7 hours and polytechnics and colileges

were more 1nciined to use more thar 7 hours (84,7% and 45,9% respectively),

4,9 Lergth of microteaching secscion. (Af)

The way this item was formulated assumed that a group of students would meet tcgether for
a period of time during which several students would present their microlessone. The responges
suggested that this was not necessarily the case, sometimes a sess1on was as long as &
microlessan. The length of a session was found to vary from less than { hour to 7 hours, with
the most popular times being ‘up to { hour’ (29,@0%), L to 2 hours’ (45,5%) and ‘2 o 3 hours’
(22,1%). Wher the times were reccded into three categories, grouning ‘More thar 2 hours’
tocgether, there was no significent difference in the responses from the different
tnetitutions.,

Tatle 4.9

Number (percentage? with different session lengths

Up ta ! hr 2 hours More than 2

United Kingdom 28 (27) 44 (42> 3z (31)
South Africa 15 (3&8) 22 (52) S (12
Missing values = &1

Fewer (12,2%) South African universities used more than 2 hours. The long seszicns
indicated by the United Kingdom universities were probably due to the common practice of
timetabling a subject method for a whole or half a day and that sometimes this time was used

for microteaching.
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4,19 Staff hours of prepareation. {A%A)

The responses varied from @ to {49 hours with those of {@@ hours and over being coded as
9%, the most common cholces being { hour (21,4%), 2 hours (21,4% and 3 hours {15,4%). These
results suggest that staff might not have worked out their preparation time 1n the same way and
that in some caces the responses were for one week only. Hence, the results must be
interpreted with some cautiorn. However, when the responses were recoded inte three categories
‘Up te { hour’, “1-2 hours’ arnd ‘More than 2 hours’, the dxfference between the responses from
different types of institution appeared to be significarnt (at the ,@Z53 levell,

Table 4.18

Number (percentaqge) with staff preparation hours

Up to thr i — 2 hre More than 2

United Kingdom 25 (38> 14 (19 4z (3515
South Africa (282 P (283 19 (54>
Missing values = 8%

United Kingdom universities tended (43,2%) towards ‘Up to { hour’, whereas all other

institutions tended towards over 2 hours of preparation.

4,11 Staff hours of student contact. (AYB)

The responses varied from @ 1o 14€ hours with those of 128 houre and over coded as 99,
the most common responses being & hours (16,1%), 3 hours {19,5%), £ and 1@ hours (7,7% eachl,

Table 4.11

Number (percentage) with ctaff contact hours

Up to 3 4 — & 7 — 1@ More than 18

United Kingdom 2é& (24) 38 (29) 21 (28> 31 (275
South Africa ? (25> 18 (28> 5 14> 12 (33)
Missing values = 63

Wken the responises were recoded into a emaller number of categories the difference

between institutions was not significant (at the ,3857+# level),
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4,12 Number o+ students in secsion, (A18)

The number of students in a microteaching sescsion varied from 2 to 4@, with modes at i@
(14,7%) and 5 (13,5%!. When recoded in the categories ‘4-67, '7-9/, "18-11{" and 12 anc over’,
there were signiticant differences 1n the responses from the different types of 1nshitotion (&t

the ,6@¢3 levell,

Table 4.12

Number {(percentaqe) with different size student groups

1 to &6 7 ta & 18 tc 11 More than 11

United Kingdom 38 (24> 35 (28) 26 (21) 34 (27)
Socuth Africa 28 (&1 Z C 4> & (5 1 (22)
Missing values = 36

South Africarn universities showed more responses 1N the (-6 group (61%), but the raw data
included responses of 2€ (2 responses), 21, 24 and 49 hours. Colleges indicated 7-9 students
{32,2%), polytechnics ‘More than 117 (26,8%).

4,13 Mixed or single subject groupes. (AiL)

Some institutions organised thelir microteaching for single subject groups, particularly
the United Kingdom universities (86,7%) and the polvtechnics (61,9%), whereas South African
uriversities and colleges tended to favour mixed subject grougs (63,6% and 53,7% respectively),
Wher those who were not using microteaching were added to the data, it was noticeatie that
there were very few nil responses from South African institetions, whereas g number of nil
responses were received from the United Kingdam.

Table 4.13

Number {(percentage) using mixed or single subjiect qgroups

Noc MT used Mixed ©Sinqgle subkject

United Kingdom 41 (22 58 (272 97 (515
South Africa 2 ( 4> 38 (&1 17 (35>
Missing values = 8

This difference in response could be related to the tendency in the United Kingdom o
organise microteaching as part of the subject method courses and that some subject method

tutors did not choose to use microteaching but had responded to the Attitude questionnaire.

id
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The differerces appeared to be highly significant (at the ,866¢ level),

4.14 Length of microlesson. (A{2)

Four possible cholces were indizated on the questionnaire but in many cases more tharn one
tategory was indicated, the combinations of cheices were alsc coded.

Table 4.14

Number {(percentage) ucsing different maximum times for lessons

Max 18 min Max 15 min Max &+ min

United Kingdom 3% (45 33 (23 39 (38
South Africa 3g (g1? & 13 3 ¢ &)
Missing values = 29

Scuth African unive-sities were much more strongly 1n fevour of the shorter times, 92.4%
indicating a maximum of 1@ minutes when the dats was recoded 1nto three categories. United
Kingdom institutions favoured the 6-1€ minute microlesson but showed more suppert, tham the

South Africar cniversities, for microlessons of up to and over 15 minutes {at the ,808% levell.

4,15 Type of pupils for microlessors, (AL3)

The response allowed for three choices and 10 many cases more than one category was
choser, The use of ‘peers acting as children’ only was favoured by all (45,2%), especially the
Sguth Africar universities (538,7%). Wher the dats was reccdec to distimguish beween those who
used childrer, either with or without peers, and those whe did not uce childrer at all; the
differences between the tvpes of institution were farrly significant (at the ,85879 level).

Table 4.15

Number {(percentage) using children or only peers

Children (+peers) Peers only
United Kingdom 38 (225 1864 (78>
Socuth Africa S (11> 4z (89>
Missing values = 24§

Sauth African unmiversities were less likely to be using children as pupile for
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micrclessons.

4,16 Number of pupils for microlessons, (A14)

Although four possible categories were allcwed for the data was initielly coded in eight
categories to allow for responses which indicated more thar one answer. The data was reccdec
to indicate the meximum size of the microclass used and the differences betweenr the types of
institution found tc be significant (at the ,08{7 level).

Table 4.14

Number (percentane) with maximum size of microclascs

Max o Max 18 Max 15 Max 15+
United Kingdom 22 (1&> S8 (43) 3& (270 18 (145
Scuth Africa 28 (42 14 (382 4 ( ?) g 19
Missing values = 26

Vhereas 42% of South African responses indicated a maximum of 5 pupils, the Lnited
Kingdom institutions tended to use a maximum of 1€ and even larger numbers of pupilis. This
latter tendency could be due to the use of the subject method group as the peer group class or

to the use of larger and more realistic groups of children.

4,17 Tvpe of preparation. (A15A,E.O

The purpose of this item was to icentify how the students were pregared for the

microteaching sessions, lectures and handouts constituting symbolic medelling, demonstration or

-3

video lessons constituting perceptual mocellimg. The actual recponses varied from ticks to
numbers, sc it was decided to recode the data in three categories to indicate whether lectures

{A154), handouts (AISE! or demonstiration lessoms (ALSC) were used.
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Table 4.17

Number (percentage) using different preparation methods

“~15A A105RB ~15C0
Lectures Handoutes Pemcnctrations
United Kingdom @2 (79 79 (468D 88 (&8)
South Africa 36 (g2 21 (72> 21 (4%

Missing values = 47
The results showed that abhout 28% used lectures and 7¢% used handouts, the differences
between the tvpes of institution were not significant in either case (at the ,41@3 and ,437¢
levels respectively), The uce of demonetration lessons showed a much more significant
variation (at the ,@@%¢ level). South Africar univercities (49%) were even less than the
United Kingdom universities (57,6%) in making use of demonstration lessons than either the

polytechnics (78,8%) or the colleges (44,2%),

4,14 Tvpe of supervisicn, (A18)

The recoonses to ALd indicated that the supervisicrn was mainly by lecturers alone
{74,7%), never by technicians or part-time assistants alone and, 1n a few college responses, by
students alone. Many responses indicated that the lecturer shared the supervision with one or
more others., When the responsec were recoded, there was no significant difference (at the
y246E level) between ary of the types of institution,

Table 4.18

Number (percentage? supervising microlescsons

Lecturer alane Lecturer + helper
United Kingdom 99 (732 34 (27)
South Africa 38 (81> ? 19>
Miscing values = 27

South African universities indicated the highest proportion (21%) of staff supervicing

Tariig

without help. The usual help came from techniciang (11,0%) and students (2,2%).
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4,19 Use of ohservation schedules. {(A17)

The responses to A17 showed that the majority (47%) indicated that observation schedules
were used ‘Sometimes’ with a gradual transition from mai=ly ‘Never’ by United Kingdorm
uriversitiecs (44,4%), through polytechnics amz colleges to South Africam universities who
mainly indicated ‘Always’ (43%).

Table 4.19

Number {(percentaqge) using observation schedulec

Never Sometimes Alwave
United Kingdom 45 (345 64 (48) 24 18>
Scuth Africa S (115 21 44> 28 (435
Missing values = 27

The differences were very significant (at the ,06€3 levell.

4,20 Type of feedback. (A1E)

The responses showed that in most cases (62%) feedback was obtained from the lecturer,
the peer group and the student himself ang from the lecturer and the peer group (Z1%). Only in
twe cases was the lecturer not involved in feedback. The difference between feedback from all
three and feedback from the lecturer and ome other was rot particularly significant {at the
11172 level),

Table 4.28

Number (percentaqge) providing feedback

Lecturer + one other A1)l three
United Kingdom 43 (31> P4 (69D
Scuth Africa 16 €34 31 (&4)
Missing values = 24

Folytechnics were almost unanimous (96,5%) about the use of all three to give feedback,



4.21 Type of discussicn of microlesson, (A{9)

The main emphacis appeared to be on group discussion only (64,6%) with 36,&8% 1ndicating
both group and 1incividual discussion. When the responses were recoded there were differences
between institutions (at the ,0@C2% levell.

Table 4.21

Number {(percentaqe) ucing different types of discuscion

Group only Individual (+ qgp)
United Kingdom 74 (545 62 (46)
South Africa 37 (79 i (21>
Missing values = 24

Polytechnics and Scuth African untversities tended to use only group discussions (79% and
£€,4% respectively) and United Kingdom universities and colleges were more or less equally

divided between only group discussion and individual discussion alone, or with the group.

4.22 Timinc of discussion. (AZ8)

The majority of responses indicated that discussion took place ‘After playback’ (49,2%)
and ‘After lesson’ and ‘After playback’ {12,6%), the former possibly 1mplying that either the
microlesson was not recorded or that discussion tooK place before playback.,. When the responszes
were recoded, the differences between the tvpes of institution were significant (a4 the ,0e7¢

level),

Table 4.22

Number (percentage) using different time for discussion

After lecscon After playback Later

United Kingdom 43 (33D 74 (545 18 13
South Africa o (11> 3y (83 3 ( &)
Miscsing values = 23

Whereas 47,6% of polytechnic responses indicated discuscion after lesson, the other
institutione Indicated discuseior after playback, 1n the order United Fingdom universitliec
(55,3%), colleges {60,0%) and South Africarn univercsities (83%). A relatively small proporiion

(11,5%) indicated that discussion took place ‘Later’, particularly among South African



universities (8%},

Very few responses (3,3%) indicated that reteach lessons were "Always’ used, a slight
majority (53,6%! indicated ‘Never’, The responcec were reccded to combine those who indicated
/

Alwaye’ with those who indicatec ‘Sometimes’,

Table 4.23

Number (percentaqe? using reteach lessons

Never Sometimec Alwayvs
United Kingdom 77 LIS 54 (48> 5 ¢
Socuth Africa 28 (44> 25 (54 1 ¢ 2
Missing values = 15

The ditferent types of institution showed signiticant differences (at the 0216 level),
in that United Kingdom universities were less inclined to use reteach lessone tharm any of the

other incstitutions,

4.24 Number of microlessons. (A22)

The number of microlecsons for each studenrt varied from | tc 1@, responses above nine
were coded as 9. The overall results were more or less assymptotic, 45% indicatec ¢, 22% 2,
11% 3, 11% 4, 6% 5 with smaller responses 1n the higher numbers, When the respocnses were
recoded to reduce the number of categories, the differences between types of institution were

very significant (at the ,00¢0 level.

Table 4.24

Number (percentaqge) using different numbers of microlessons

One only Two only More than 2
Uriited Kingdom 71 (53 34 (25 38 (22
Scuth Africa 11 ¢23) 7 S 29 (42)
Miccing values = 25

Whereas the maJjority of United Kingdom universities and polytechnics used only one
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microlesson (27,3% and 50,8% respectively), a larger number of colleges and, especially, South

Africar uriversities used more than two (84€,8% and 62,@% respectively).

4,25 Tvpe of sKills specitied.

After giving the number of microlessons for each student, space was allowed for the
specificatic™ of skills anc for any other relevant comments. The responses in thic item are
listed in order of popularity and are clascsified according to the tvpe of institution involved.
Similar skilis, showing the different terminology used, are listed together.

Table 4.25

Microteaching sKills specified by types of institution

Skill specified - - - UK - - - RSA

Univ Poly Coll Univ Total
Questicning, answers., 14 8 19 25 &é
Explanation, explaining, 15 8 @ 13 45

exposition, giving infcrmation,
instructing, presentation,
teacher talk, use of examples.

Set, introduction, warm up, 8 3 b4 28 40
start, beqinning, Iinitiating.

Variety, variation of stimulus, 5 3 i1 S 24
stimulus skKills, teacher live-

liness, enthusiasm, arousing

and sustaining interest.

Use of teaching f(visual) aids, 11 2 8 3 24
flash carde, OHF, blackboard.

Freparation, plannina, manage-— 7 Vit ie 3 z2
ment, corganisation, timing,

structure of lesson, pace.

Various, range of skills, teaching 7 2 4 ? 22
styles, global approach, methods.

Demonstration. g 2 4 2 17
Use of language, clear speech, 7 3 S 1 16
voice, communication, teaching

oral.

Reinforcement, drilling. 1 3 6 2 12
Subject skills, use of science S 1 S 1 12

equipment.
Table 4.25 caontinued




Table 4.25 continued

Microteaching c€kills cpecified by types of institution

Skill specified

- - - UK - - - RSA

Univ Poly Coll Univ Total

Content, concepts, specific & - 4 z 11
factual! problems, problem posing,

accuracy, right
effective learning.

interaction skiltise, reaction to - -

feedbacx . pupil

Observaticr, evaluation, task 4

level of difficulty,

darde
~J
m

response.

W
—
!
m

analysis, chisectives.

Movement, mobi]l

Claocure.

Reading, from prepared text, story

telling.

ity, physical
dexterity, non—-verbal, bearin

Group work, disc

Control.

Blank returns

3N
—
D
[SN
m

1o

H - 2 2 =
ussion, - - 1 1 z
- - 1 - 1

~N
I
N
bt
[a
1£]
)

As ran be ceen from the above information a wide variety of teaching sKills and strateqiss are
identified 4or the various microteaching programmes,. Some chocse not to specify ekills and us
a global approach., Where specific skills are menfioned. the siill of gquestioning is the mos!
commor and is usually specified as such. Exposition and introduction alec receive a 107 of
attention, but are describec in verious ways, Variation anc ihe N alde are
similarly a variety of wave, ag are sgbject orientates elills
4.2¢ Type of microteaching format,

The various componente of a microteacning programme were listed ang acHe

te place them in the sequence ac usec in their apprcath, From the many responses receiver, it

appeare that a varietv of interpretations were used in resoonding to this item depending uoon

whether the sequence applied to a particular student or 10 a group of students. Itis aszirem

that some staff members put a lot more effort into trying to convey their specific approacr

whereas ogthers produced &

comparatively simple formula, The types of organisation mentioned
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are listed below, together with the number who responded im that way classified according to
the type of institution.

The coding used in Table 4.26 is: L = Lessom, D = Discusesion, IndD = Individual
discussion, GpD = Group Discussion, NL = Next Lesson, RT = Reteach, (RT) = Reteach sometimes,
Prep = Preparation, Eval = Evaluatior.

Table 4.26

Trypes of microteaching organicsation by type of institution

Microteaching - - - = UK - - - - RSA
format, Uniwv Foly Coll Uniwv Taotal

Playback after lesson

L-F-D g 3 s 7 25
L -P-D—NL 3 2 4 g 18
Li-L2-L3-P-D 32 - 2 i &
Li-L2-L3-P1-D-P2-D-P3-D 2 - - - 2
L-NL-P-D - - - 1 1
L-NL-P-D-RT - - - 1 1
L-FP-D-Eval - - i - {
L-P-Eval-D - - - 1 1
L -P-RT-Eval - 1 - - 1
L—P-D-RT-NL 1 - i 4 é
L-F-D—-RT 1 2 - - 3
L-P-RT 1 - - - 1
L-P 1 - - - 1
L-P-D—-(RT-D> 1 - - - 1
L-F-GpD-1IndD - - 1 - 1
D-L-P - - 1 - 1
D-L-P-D- 1 - 1 - 2
tect-\Video-Prep-L-P-D-RT-FP-D - - 1 - 1
Prep-L-P-Indb-GpD-RT - -~ 1 - 1
Discuscsion atter lesson

L-D-P 19 2 1 & 21
L-D-P—NL 2 - - - 2
L-D-P—-(RT)-NL 1 - 1 S 7
L-D-P/D-D—-NL - - 1 1 )
L-D-P-RT 1 - - - 1
L-Ind comment-P-Ind comm+Gp - - 1 - 1
L-D-P-0O b - 1 - &
L-D-P-D—-NL - - 2 - 2
Li-L2-t3-D-F - - 1 1 z
Prep-L-D-P-D-(RT) 1 - - - 1
No plaryback

L-D 7 S S - 17
L-D-NL 4 2 2 - 8
L-D-RT - - 2 - 2
D—-L-RT—NL 1 ~ - - 1

As can be seen from the above date, there was a greater tendency to favour the Playback

before the Discussion, but an appreciable number chose Discussion before Playback. Those that
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used No Plavback were restricted to the Umited Kingcom instituticns and a higher proportion of

South Africam universities appeared tc use combinations irmvolving Reteach,

4,27 Studic/room facilities. (A2S)

The mazrity of recponses indicated that most staff (58,5%) operated their microteaching
programmes under improvised conditions but a reasonable proportion (36,5%) indicatec that they
had purpose-built studios. Relatively few respanses (6,8%) 1ndicated that the improviced
facilities hagd the controls for recording outside the room. The respconses were combined to
compare those with only improvised facilities with those who had access to purpose-built
studios.

Table 4.27

Number (percentage) with different phycsical facilities

Improvicsed Furpocse built (+improvised?
Urited Kingdom 76 (61D 48 (39>
South Africa 22 (58> 22 (58>
Missing values = 36

TH

There appeared to be no significant differences betweern the types of institution (at the

(1386% leveli, but it appears that South African universities tenc tc have more atcess 10

purpose built studics for microteaching tham United Kingdom institutions have.

4.2¢ Technicai facilities, (AZ264,8,0)

Ac many recponses indicated more than one type of techrical facility, this item was coded
to 1dentify those using colour television (AZ6A), those using black and white television (AZ6B)

and those using audio or live facilities (AZ4C).
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Table 4.28

Number (percentage) with different technical facilities

AZSEA AZ&EB - - AZ&C - -

Colour TV Black-white TV Audi o Live

United Kingdom &4 (47) 1 (38) 19 (16> 38 (22
South Africa 21 (44> 27 (59 1@ (22 2 ¢ 4>
Miseing values = 26

There were no significant differences (at the ,8378 levell between types of institution
over the use of colour television, 48,7% used one o~ more cameras, More South African
universitiec {(59%; used black and white televicion with one or more cameras, the difference
with the othe-~ institutions being more significant (at the ,8629 level). Relatively small
proporticns of responses 1ndicated that audic recerding (16,0%) or live microlessons (17,5%)
were used. Very few South Africam universities (8%) indicated that they used live
microlessons. but the difference from the United Kingdom institutions was not signiticant {at

the ,1443 levell.

4,29 Recording of microteaching. (AZ7)

Responses indicatec that recorcings of microlessons were done mainiy by lecturers
(26,4%}, techracians (22,5%) or students (14,0%), operating alore. Various combinations of
lecturer witr escistants and of assistants recording without the lecturer were combined inte

tweo distinct categories for comparison purpose

u

Table 4.29%

Number (percentage) ucsing different staff to record

Lect only Tech only Lect +asst No lect

United Kingdom 34 (38> 27 (24) 25 (22) 27 (24)

South Africa 13 (28> 13 (28> Z_(18) 13 (28>

Micsing values = 48 incl. 9 UK responcses = Not applicable
There appeared to be no significant difference between the different typec of institution

(at the ,4261 level). There were no South African responses to that indicated that the
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gquecstion did not apply, implying that they did not use live microlesscns by themselvecs.

4,32 Relation with school practice pe~iods. (A23A,B,C,D,E]

As the responses very ofter concisted of several alternatives, they were coded into five
separate groups anc the coded responses analysed independently of each other.

Table 4.38

Number (percentaqe} indicating relation with school practice

AZ28AH AZ2E A28C a28h AZBE

Replaces Before In between After During

United Kingdom 1 ¢ 1) 112 (83> 4@ (38> 9 ( 72 15 (11D

South Africa 1 2 3% (855 16 (35) 8 ¢17) 1 ¢ 25

—

Missing values = Z
There was almost unamimity (92,9%) shown by AZS8A that microteaching could mot replace
schoaol teaching practice and no difference in the responsecs from different types of institution
(at the ,745%% levell. The responses 1o AZEE,D and E showed no significant differences (at the

y216@ and 13487% and ,2237% levels respectively) between the different types of institution.
01 the tctal responces, 77,8% 1ncizated that microteaching was before school teaching practice
and anly 9% indicated that it was either after or during teaching practice.

The responses toc AZ8C did show a signifizant differerce (at the ;8359 levell and
indicatecd that polvtechnics were equally diviced betiweer those who organised micrgteaching 1n
between teaching practices anc those who dic not, wherees the other institutions tended not to
have microteaching 1 betweer: teaching practices. Gf United Kingdom universities only 26,2% cof
etatf indicated that they used microteaching in betweer teaching oractices, as did 26.8% of

college statf and 35% of South African university stafs,

4.3{ Assecc=ment of microteaching, (AZ9)

The majority of responses (72,2%) indicated that aninformel assessment

was used,
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Table 4.31

Number (percentace? using acscessment of microteaching

Nore Informal Formal +inf
United Kingdom 25 (19> 1ee (745 tg ¢ 72
Scuth Africa 6 (137 38 (45D 18 (22>
Micssing values = 26

Those resgonses which indicated both formal and informal were combined as ‘Formal’ and
although 22% of South African university staff chose that category, ac opposed tc lese than 1@%
ot Urited Kirgdom universities, colleges and, particularly, poivtechnics (€%}, the diféerencs

vias not significant (2t the ,1342% levell,

4,37 Type of assessment, (A38, A3l

The overall recporses were distributed over glotal (84,2%), specitic (32,8%) and both
specific and global (22,6%).

Table 4.32

Number {(percentaqe) with different typecs of assessment

- - - - - A3Z8 - - - - - - - -A3l- - -

Spec. Glob. Spec+glob Indiv. Whole
United Kingdom 2& (42) 4& (58> 28 (22> 4% (88> 7 (12>
South Africa 18 (433 14 (33> 18 (24> 38 (84> T (14>

Miseing values = 73 for A28, 116 for A3L1, including:

it

Not applicable 15 UK and 1 RSA.

The differences in A3¢, between statf from citferent tvpes of institution, were
sigrificant {at the ,€369 level). South African universities tended to use more specific
assessment, as did the colleges, whereas the United Kingdom umiversities and polytechnice were
more 1nclined towards global assessments. Polytechnics showed less (7,1%) use of both specific
and global,

Whether the assessment was of the individual lessorn or of the whole microteaching course

{A21) showed no significant difference (at the ,5507% levell., The majority (€6,7%) of staff
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assessed individual microlessons and polytechnic etaff were unamimous.

4,23 Maintenanze of electronic equipment, (A324,E)

The responses indicated more than one cholce anc the data was coded to 1dentify those whe
did or did not use a departmental technician (A32A4) and those who did or did not use a
techrician centred in the Audio-visual section or belonging to the institution as a whiole or
belomging to an external comtractor (A3Z2ED.

Table 4.33

Number (percentage) with different mainterance facilities

A32A A32B
Dept. tech Inct- AV or Ext.Cantract)
United Kingdom 59 (31 &3 (55
South Africa 17 (3680 32 (72)

Missing values 44 including:
Not applicable = 16 UK.

The responses to A32A were very sigmificantly different (at the ,0089 level) for the
different types of instituticn and indicated that Unlted Kingdom uriversities were more likely
{(72,7%) to use a departmental technician for maintenance thar polvtechnics (23,5%), colleges
(21,9%) or South Atricam universities (37,8%).

The responses to AZ2E were aleo very signtficantly ditferent (2t the 0082 levell and
imdicated that Urited Kingdom uraversities were lese /32,3%) likely to use a techmician for

meirtenance from the institution as a whole aor from an external contractor, than were

polytechnice (22,4%), colleges (24,4%) or South African universities (71,1%).

4,34 Correction of faults. (A3

The responses 1ndicated that few (1,2%) statf experienced faults never being repaired,

The resporses were recoded to see whether faulte were repaired promptly or not,



Tabkle 4.34

Number (percentage) indicating when faultc are corrected

Promptly Eventually
United Kingdom 1gg (88> 13 <125
South Africa 34 (77> 18 (23>

Micsing values 358 including:

Not applicable 16 UK and 1 RSA.

There wae some indication that in Scutn African universities the faults were nct promptiy

repalred (23%), the difference with the United Kingaom institutions was significant (at the

40545 levell,

4,35 Abandoning due to faults. (A24)

The resnonses showed that United Kingdom institutions rarely, approvimately 17%, had to
abandon microteaching due to faults whereas South African universities indicated that 1t was
more likely (48%) to hapgpen.

Table 4,35

Number {(percentage’ abandoning microteaching due toc faults

Never Sometimes
United Kingdom 8 (85> 17 155
South Africa 28 (&8) 19 (4@
Misesing values = 45

The difference was significant {(at the ,0246 levell.

4,38 Time operating microteaching programmes. (A35)

The response indicated that the number of years varied from { to 16 with a similar spread
showr by all types of institutions, United Kingdom and South African, with the most typical

period being up to 6 years and a significant group having operated for 1@ years. When the
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recponses were recoded into four categories the differences between the types of institution

were cignifican® (at the ,8572 levell, Table 4.36

Number (percentage) indicating years cperating microteaching

1 to 3 4 to 5 é ta & Mare than ¢
United Kingdom 18 (18@&) 36 (289 36 (28) 88 (58)
Scuth Africa 14 (29> 13 (27) 6 (120 16 (32

Missing vaiues = @
A higher proportion, 29%, of staff from Scuth African umiverceities had beer operating

L 1

microteaching programmes for only § to 3 years anz a lower proportion, 32%, had beer operating

SR

for mare thar 1@ vears., Polytechnic sta$é ternded tc nave operated microteaching longer: 56,3%,
than those from other types of inetitution, whereas fewer United Kingdem universities (9,8%)
and coclleges (7,4%) ingicated that they had been operating for { 1o 3 years. The fact that
ceveral South African universities appeared to have beer operating microteaching for a shorter
time than those in the United Kingdom 1s most likely due to the recent establichment of

postgraduate teacher training in the Black Homelanc universiiiecs.

4,37 Comments from Organicaticr questiconnaire

The comments that were invited by asking for any developments or cuthacKs in the use of
micrateaching produced a variety of different responces (see Appendix 2.4), An analysic of

these cpen—ended remarks reveals that attention has beer give to the following, listed in order

ot pricrity and grouped according to the relation they have to each other.
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Table 4.37

Number of references to cutbacks or developments in microteaching

United Kingdom South &frica

Univ Poly Coll Uniwv Total
1> No ucse of microteach- 19 a8 12 @ 39
ing stated.
2> Minimal use of micro- 11 2 13 1 27
teaching due to shortness
of time etc.
2) No use made of tech-— 4 3 49 1 1z
nical saphistication.
4y Criticism of aspectes of &8 1 7 @ 14
the Stanford model.
%) Preference for global & 1 ] 4 18
approach.
&) Indication of a type of 18 1 7 %) 18
microteaching which did not
fit the definition given.
7> Reterence to school- 15 2 8 1 25
baced approcach to micro-
teaching or other related
activity.
8) Reference to cutbacks 1@ 3 zZ 8 16
in use of microteaching.
¢y Lack of adequate 1@ 5] 3 2 15
facilities.
18> Lack of technicians. S @ @ 8 S
11) Improvement in 3 1 S s 15
facilities for microteaching.
12> Pilans to increase time S 1 1 8 7
allocatian.
132 Use of microteaching 2 8 @ @ 2
for remedial work later.
14 No comments made. 28 S 18 4 2%
Although a number of positive statements were made atout the way microteaching was being
ueed im the dicferent eituations ard whith nave not besn included, the overall impression

gaineg $rom the comments is that microteaching, particularly the Stanford model, is less
favourably receiveg in the United Kingdom, thar im South Africa. A variety of reascns are
given, such as: general criticiem of the Stanford model or aspects of 11, shortage of avaliable
time, terdenzy not to use technical sophistication and the influence of the need for more
school-based experiences. The skills approach, which 1s part of the Stanford model, 1s time
consuming and, hernce, appears to becoming under pressure from a variety of different sources.
Those amticipating development of microteaching by giving more time to it are relatively few in
T

number, whereas there are more reporte of cutbacks in the use of microteachung. The

improvement of facilities for microteaching 1s enhanced by the South Africam responces, Itis
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difficult to know haw much importance can be attached to data collected in this way,
particularly in view of the number of ‘No comments’ made, However, it may help in the
irterpretatic— of athe~ evidence.

In Chapter & the results of the Organisation Questionnalire are summarised i order to

extract the main points relating to the United Kingdom survey {(Section &.1), the South African

survey (Section 6.2) and the comparison betweer the United Kingdom and Scuth Africa (Section

Ir the next chapter the results of the Attitude Questionmaire are analysed arc related to
the different types of organisational factors ac 1dentified by the Organisatior Questionnaire,
The respomses from the surveys are further related to the research findings as recorded ir the
literature. Farticular attertion ic pald to these areas which have developed very active

research fields, such as modelling, discrimination training, Videc Self-Confrontation, reteach

leseors, ekills approach, behavigural modification, supervision and the economic factaors,



CHAPTEE &

RESULTS FROM THE ATTITUDE QUESTIONNAIRE,

Each ome of the thirty~four items in the Attitude Guestionnaire (see Appenciy 1.2c) was
scored or a twelive point scale and in most cases responses showed a full use of the scale from
{ to 12, Innccacse was a range of less than nine usec, This resulted in a spreac of
responses whith was desirable for making comparisons, The scale was reduced to a four point
Trorstone-type scale, so that statictical tests of significance coolc be used, This scale

1]

reduction was actleved by squating the "too weas’ or “tco strorg’ ratings with the ‘just

right’y on the g-ounds that this was the initial choice which most resembled the subiect’s own
opirion. Hence, 1,2,3=2;4,5,6=5;7,%,9 =&, and 10,1 {,12 = {{, The four aiternatives
for each item car be conveniently referred to by the middle of the three numbers ir each case
.e. 2+ 9, 8 anc {4,

In the foliowing discussion of the individual items two percentages are gucted, the first
shows the responses i agreement with the opinion stated or a twelve poirnt scaley, whereas the

secord percentage (in parentheses) inciudes those whe indicated the cpinion was "toc weak' or

()_

1.e. as a four point scale. The tctal percentages do mot necescarily ad?d up to
100% because there were ir most cases @ number of MiSsSinNg PESDOONSES,

The figuresz preceding the opinion statements for each item represent the mumber of United

e

Kingdom recspomses recorced for each of the twelve points, The rumber of missing valuss for the
total United Kingdom responses is alsc included. The total number of responses 1o the Attitude
Qaestionnaire from the United Kingdom was 163,

The results for each item, on & four point scale, were crosstabulated against the results
faor the Items SUBJGP, A4 to 435 from the Organisaticn Questionnaire, which were recoded where
necessary to reduce the numser of alternatives. Differerces in the total responses for
different sub-groups were examined for their significance using SFS5 Statistic i, i.e.
Chi-szgare, a2 the level of significance 1s gucted in the text wher it ic of the order 04,05

(5%) or less. Ar asterisk (#) after the level of cignificance indicates those ~esuits which

must be interpreted with caution as the number of cells with expected frequencies of less than



S is more than 20%.

Each item $-zm the Attitude Questionnaire was also tested for sigrificant differences in
the responses +~om the United Kingdom universities, colleges and polytechnics, as well as for
cifferences hetweer the United Kingdom institutions and the South Africam universities, The
cocde used for the tvpes of institution, in both cases, was UPC, The total number of responses
from South Afritan universities was 32, The number of missing values, guoted after the tahles
showing the percentage of different institutiorns’ responses, includes the tota!l number of
respondents tc either the Organisation or the Attitude Questionnaires, or bothy from bath
SUMVEYS, 1.6, 2L2.

The comolete list of Chi-sguare levels of sigrificarce for all the crosstabulations is

given in Appendix 3.4,

5.4 Phveical arg technical facilities

The provicior of special physical ard technica!l facilities is seer by some as a nececsary
prerequisite for the managemert and organisation of & microteaching programme. The three items
in this sectior are linked according to the degree of technical sophistization, since a colour
or black/white mclti-camera video system is likely o require special studics and viewing roome
with competert technicians te maintain and aperate the system: whereas ‘live’ teaching
SeSSions, of even audio recording, can De crganised 10 a NOMMal TOCT and require little, if

any, technical tack-up.

5.4.1 Physical facilities Xi4
Number of UK
responses Opticr:

7 49 14 )= Animprovised classroam, with the recorder in the room, 1s adeguate for MT.

3 {1 & 95)= Animprovised classroom 1s adeguate as iong as the recording and contrcl are
outside.

o~

18 5 &= MT reguires special room facilities but the recording and replay can be in the
S3ame VEnue.

2 14 7 {1)= MT reguires specially designed studics with separate fazilities for recerding
and replay.

Missing values = 4,

The single most popular responze 42,3% (35,2%) supported the view that an improvised
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classroom with recorder in the room was adequate. This was the lowest level, 2), of physical
facility idertified on the four point scale. However, as can be seen, the remainder of the

favoured 30, an

~—

resconses were divided fairly evenly between the other choices: 6,7% (13,4%
improvised ciassroom with recording and centrz! cutside, £4,0% (17,2%) chose &), special rocm
facilities with the replay in the same venue as the recording, and &,6% (11,0% chose 11,
specially desigred studios with separate recorcing and replay facilities,

The resulte from different United Kimgdom tnstitutions were not significantly different
{only at the 3974 level) but colleges tended to favour {1}, the specially designec studio, and
universities the two improvised classroom options 2) and 3). The results for ditferent subject
groups were significantly differert (at the 0008% level), OF the srience group, 53,2%
favpoured the improvised classroom with the controls tnside; this might well relate to the need
tc use a science laboratory. There was alsc some indization, from ALl that staff not using
microteaching tendec to see it as reguiring special faciiities of some sort (at the 02355+
levelt, Similarly, from A2, those whe sometimes ar aiwave made dse of the reteach lesson were
ever more 1n favour of special facilities (at the ,0007 level) and this opinicn was mainly
supparted by those who made use of purpose built accommodation, even though 79,4% of those
using 1mprovised accommodation felt it was adequate (at the ,0000% level). Item AZ4E showed
thet staff using black and white televicion fazilities were mere in favour of special
facilities thar those who were not (at the ,031{2% level), whereas those using colour television
we~e not as eigtificantly different {at the ,3537% level), This was possitly because of the use
of cologs Po-tanak equipment as opposed to black and white studic television equipment with
camera mixe~s and special effect generztore. The resalis #rom AZD show (at the 0525+ levell
that those favouring discussion after playback also favoured the more sophisticated facilities,
% of those favouring discussion after the lesson chose the simplest faciiity,
option 20, The suggested polarisation between the technically sophisticated approach and a
more simple one, relying on improvisation is already apparent.

Se rescits from AlZ showed that 84,4% of those using over 13 minutes for a microlesson
favoured the simplest physical facility, whereas 57% of those using less than {9 minutes

favoured it fat *he ,0426% levell,
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Table 5.1

Percentage of different inctitutions’” responses for Item 1.1

Option chosen: 23 =P 8> 11> Tot.no.
U.K. universities 59,3 14,0 17,3 7,4 81
polytechnics 57,1 10,7 28,46 3,6 28
colleges 52,0 12,0 14,0 22,0 50
RSA universities 25,0 3,8 20,0 21,2 52
Miscing values = 4

Scuth African universities showed a very sigrafica~t difference (at the 0000 level) whe

comnared with e three types of Urited Mimg2zr institution., Whereas 50-60% of the latter

m

favoured 2}, 1.e. the simplest improvised accommadation; SC0% of South African universities

favoured &), 1., epecial room facilities with recording in the same venue, while a further

Lormiledy

21,2%, like the colleges, chose separate facilities for recording anc viewing.

S.1.2 Technical sophistication X42
Number of UK
reSponSES Option:

ra

24 5 2)= Ncrecording of lessone is necessary for MT to be of value,

ra

0 3 5= Eourc recording of MT lessons e adecuate for M7,
4 20 {6 &= CLTVrecording using one camera 1s adeguate for M7,

9 1& 2 411)= CCTV recording using two or more cameracs i€ necessary for MT 4o be of value.

The majority, 49,1% (61,4%), felt that video recording using one camera was adeguate for
microteaching. Only (5,0%) were In favour of audic recording only but 14,7% (19,0%! favoured
noc recording at all. On the other hand 9,&% (15,5%) preferred videc with two or more cameras.

There was rz significant difference between the results for staff from the different type
of institution cr for the results for staff 1n different subject groups, The results of ASD
showed that 82% of staff having a technician available for the microteaching were in favour of

CTV recotdings invoiving ore or more cameras, wnereas oruy o&,0% of those working without a

technician favoured CCTV (at the ,0018% level). The results for ALZ showed that, whereas 55,6%

of those who chose 2) prefer longer microlessons, 79,0% who chose 5), 54,6% who chose &) and
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§6,2% who chose (1) favoured a maximum of 10 minutes {at the ,012{# level). According to

Al7, those who alwavs used observatior schedules were maore im favour of the use of at least one
CCTV camera ‘a* the ;045 % level) and of thoee who favoured ro recorcing at all there was no
one who alwave used observation schediles, There was e strong correlation between those using
black/white or colour facilities with the need for CCTV cameras, the difference with those not
using any was significant {at the ,0000% and ,0358% levels respectively). OF those using eddic

or live sitcations for microteaching agair the ditference in response was significant (at the
0000% level), 5€,9% of the audic users faveoured CCTV, whereas the ‘live only’ group were
committed (73,(%) tc no recording. The remainder (26,9%) favoured CCTV with one camera.
Whether the recording was actually dore by the stafs member, by a technician or by others
(irivolving the lecturer or not) 80-90% favoured the use of CCTV, but again the ‘live only’

{i.e. those recording ‘Not appliceble’) group showed a strong preference (78,9%) for no

recording (at the ,0000% levell,

A study of the literature shows that a lot of attention has been paid to the technical
sophictication for operating a microteaching programme effectively. In the early Etanforc
approaches the use of videc was not seen as a necessary factor (Allen & Ryan 1969) and it was
not ceen as the essence of microteaching (McKnight {1971) as some authorities seemed 1o
indicate. As the use of microteaching spread tc other establishments in the early seventies,
it became undsui! te hear of the implementation of microteaching without felevision (Griffithe
1972%, The use of video was seen as the mocet dominant feature about which microteaching
progTammes were crganised and as adding a powerful dimension (Foster et al 1973 Evenso
VWard’s survey showed that a sizeable number of American institutions dic net use videz even
thouch the largest single group of respondents were using 1t at least halt of the time anc only
75% of these were using it all the time,

The use of viceo findes support from many authorities, since "To be able tc see yourself
teach is worth hours of other types of chservation.” (Bloom {969: 315). The use of videc
appears to enhance the effectiveness and flexibility of microteaching (GoodKind 196€;
Kallerbach 1949; Voth 1962) and there are commerts on the favourable reactions of students

wards it (Mintyre et al 1977) such as "...rost etudents acknowledge any stress or
artificiality are outweighed by the considerable advantages to be cbtained from the

experience.” (Turney et al 1973: {0), and
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"Oh, wac some power the giftie gie us
To cee purcels as ithers see us!

It wad fras monie a blunder free us,
And foolis™ notion

(Robert Burns - To a louse)

IJI

COne stud ~eported that video was ran¥ed last in students’ rankings of elements relating
to their succees in a microteaching programme (Wood & Hecgley 156%) and an experimental study of
various audic-visual combinations, involving no recording, camera on pupils oniy, camera on
teacher only and camera on both teacherand pupils, showed no difference in the effectiverness of

Y

Waimon & Ramsever {970), I1 appears to some as

n

performance {4 N0t essential to the exercise”

(Stones & Morris 1972: 1) or "...perhaps iess potent tharn ie assumed” (Mclntyre et al {977:

Cther stufizs show that, combined with other technigues such as interaction analysis
{Wragg 1971} o verbal feedback from a supervisor (McDonalc & Allen {967; Olivero 1970}, there
is some evidence of the value of videc taping microteaching lessons., Flanders sees a major
difficulty from ‘hardware fascination’ and notes "Televisior recreates behavior to a camera,
but the work of conceptualizing it remains® (Flanders 1970: 26{). In any case the contribution
of ‘mechanica! feedback’ is more compler than some writers agmit (Griffithe 1972). One of the

aim attractions of video is its ability o focus on a student’s presentation and consequently
there are lese distractiorne from muitiple stimull normally experienced 1n classroom observation
{Cliverz 19707, Even =0 it is pointed oot tmat there ic little clear cut evidence that videso

1s necessa~y fo- 1mprowving teaching skills (Brown 1975a), that it is ineffective in changing

\ 1
|

the teaching-learming process (Perlberg 19&3a) and that there are no really discernible effects
of self viewing as against no self viewing (Bierschenk 1972), Possibly students benefit more
frcm interaztion analysis and regular controlled observation (Kearney 19700,

Many writers express cancern about the anxiety and temsion experienced by students and
others who are exposed to video recarding; Kearney saw 1t as seemingly efficient but highly

threatening (Kearney 1970). Self-confrortaticn has become a study inits own right, whereas

n

ome see the experience as the most dramatic compenent of a microteaching programme (Meier
1968) others see the need for systematic training, by feedback from interaction analysis or

from a supervisar, since the first experience might produce feelings of surprise, fear, shock



and the adopticr of defensive attitudes (Brown 19755; Holzman 1949; Hough et al 1949).
Arousal, strees, anxiety anc tension are all negative effects of Videc Sel¥-Confrontation (VSC)
Sut it is seen as a necessary evil which car have positive results by facilitating behavioural
change and human growth (Perlbe~g 1983b), Perlberg etresses that the concept of curicsity
depends upon comflict and arcusal and the concept of growth needs are im contrast to deficiency
needs; hence, "Scientists in the laboratsry, or creative artists, are all aroused, develop

strang drives and go through stages of stress, conflict and anxiety." (Perlberg 1983h: 444).
Trot concluded that the cosmetic effect, experienced by students, is related to anxiety
awareness, since both maintained a significart level after several microteaching sessions and
beth increased after a break Trott 1977),

These two conflicting theories based con affect, 1.e. stress and anxiety producing and on
cognition, i.e, feedback to control behaviour, need to be merged intc an integratec
canceptualization so that VST ehould be used properiy, se that 1t should not be wasted hy
causing harm (Ferlberg 1952320, As for cliente in peychotheragy, 1t 15 evident that personal
characteristics will influence the benefit that student teachers will derive from VSC.

"The most promising...ds YAVIS: young, attractive {and perhaps anxious or at

least in some pain), verbal, intelligent and successful...the least...likely to

benefit 1s the HOUND: homely, old, unattractive, non-verbal and dumb.”

(Garfield 1971: 424}

It appears that the choice of CCTV with one camera might be considered a reasonable
compromise bott from the point of view of the responses in this study and from the findings of
research studies. As the support for video ic cpen to debate, there seems even less grounds
for a twe or more camera system with the need for more specialised technical supgart and
phveizal facilities, It also appears that there is a very strong commitment among & minarity

of staff tc the live micrsteaching situation and cne based o choice, with only a small

proporiion preferring one CCTV camera.



Table 5.2

Fercentaqge of different incstitutions’ rec<ponses for ltem 1.2

Option chosen: 2) 5) 8> 115 Tot.rno.

U.K. universities 19,3 2,4 63,9 14,5 83
polytechnics 23,1 3.6 47,9 17,9 28
colleges 22,1 3,8 53,8 19,2 52

RSA universities 2.0 2,0 &2,7 33,3 51

Missing values = |
South African universities showed a difference (at the ,0605# levell compared with United
Kingdom inztitutions in that they were almost unanimous 1n choosing CCTV recording, 62,7%
favoured & ang 33,2% favoured 1), whereas, although there was little difference in the small
number of resgponses in those who chose sound recording, a larger number of respanses from
United Kingdom universities, polytechnics and colleges (19,3%, 10,7% and 23,1% respectively)

indicated no recording of lessone.

5.4.3 Techrizal sta$f X413
Number of UK
respanses Jption:

(48]

™
i

! 7 2)= No assistance needs tc be available for M

t 12 17 &= Ungualified ascistants are sufficient, tc set up the furniture and cameras for

11

lassicstarts are necessary toc operate and manacs the equipment as well

.._
1)
ra
&
.
]
.

l
I
r

be available to set up the studio, onerate

S 31 4 {0= Competent techﬁ‘r 1 ageistants th
th ir ary faultse that might arise.

& eguipment and repal

Missing valuez = Z
A wide variatior of opinich was expressed over the need for technical or other

assictance. Responses were fairly evenly divided among the four possibilities with only & very
slight majority, 36,2% {55,3%), i favour of some sort of qualified assistance; 19,0% (23,9%;
felt that mo assictance was necessary and §,0% (19,0%) that ungualified assistance was
sufficient 1o se+ up the furniture and cameras. Or the other hand, {7,2% (3{,3%) reguired
technical assistance to cperate and manage the equipment and a further 19,0% (24,4%) even more

ocmpetent assictance, to repair any faulte that may arise as well as operating the eguipment.
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There was no significant difference between the resulis for staff from the different
types of United Kingdom institutions or for the different subsect groupings. However, of those
staff with technical assistance availakble for microteaching, as shown by ASB, only 16,4% felt
that no assistanice needed to be availabie, as opposed to 50,9% of staff not heving technical
assistance, whilst those with tech~ical help were very much more in favour of having it {at the
AARA T

L0000 level). It appears that only when they have technical assiztarze do sta+f appreciate the

gervice. Where lecturers usec techriziane to record, as shown by AZ7,

+

hey were obviously seer
as ingispensable (90,5%!. Where lectarers dic their own recording only 35,5% required some
img of techrizal assistanze and where 3 numper of different people were involved in the
recording opinions tended to be more egually divided among the four options, 61,1% of the no
recorgers 1ncizating that no assistance was needec (at the ,0034+% levell,This was alsc
supported by the results from ALS, sinze 91,2% of those who required ne assistarce operated
alorme 1 their sopervision of microteaching, whereas those whe chiose L) were equally divided
betweer theose whe supervised alone and those who supervised with help (at the ,0050 levell,

The results frcm ALZ show that staff who chose 2) tended 1o use longer microlessaons,
particularly when compared tc those who chose 5) or 14) {at the ,0427 level),

Staff using purpose built microteaching facilities were alsc more 1n favour of technical

gssl

l.n

tamte (41,0%) and particularly competent ones (36,6%), as compared with those in

imorovised accommodation e, 24,6% and 14,5% respectively (at the ,001

(o]

level), Similarly

b

£% of thsee gsing colour CCTV, as compared with 39,7% of those not veing colour, reguirec

;=
al,
ARTA 1a

techmical assistance of some sort &t the 0074 levell, whereas, aithough thosee using BlacK and

white COTV veme sigcrifizantly diffe-ert fram thcse who were not fat the ,0403 leveD, they fel?

less need 4o technical assistancze (orly 41,9%), Those staff vsing audic or live situations
tended o favour nmo assistance at all, i.e. 47,1% and 45,0% respectively, as compared with
17,9% who were using CCTV recordings (st the ,0576% level). With increacing vears of operating
m:croteaching programmes there appears 16 be an inZreasing meed for technical or other

assistance {at the ,0154% level), whereas 57,1% of those with { 10 3 vears experience felt that

no assistance was necessary, only 48,1% with {0 vears or more felt the came.
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Table 5.3

Percentaqe of different inctitutions’ responcses for Item 1.3

Option chosen: 22 > 2> 11> Tot.no.
U.K. universities 24,1 22,9 31,3 21,7 83
polytechnics 25,9 7,4 32,3 32,3 27
calleges 23,3 19,4 21,4 25,5 51
RSA universities 13,5 11,5 32,7 42 .3 52
Missing values = 2

There was a tendency for Scuth African universities to favour the more competent
. chose 11 and 22,7% &), with omiv $3,5% who chose 2), but the

difference was not significant {(at the ,244% level,

5.1.4 Physical and technizal facilities X!

When the responses to the three items were reduced to a four point scale, of first choice
of opinion, and crosstabulated against type of United Kingdom institution, a wide variety of
combinations of responses for Items {4 to 1.3 (X1 to X{3) were noted, varying from 2,2,2 ({4
resgonses! to 141,14 (6 responses). With the numbe~ of responses in parentheses, the most
oopuiar cluster of United Kingdom subjects included combinations 2,2,2 (18), 2,2,5 (125, 2,4,8

250, 208,440 (7) and 3,8,5 (&, 3,8,3 (2}, 5,5,1 ¢ (8) indicating responses in favour of an

(a8

IMorovi

wn

ec classroom and one televicion camera., On the whole this cluster was divided aSout
the type of tec-mizal or other assictanze neeced but tended to favour the technical assistance

sufficient 1o operate and manage the equipment and 1o set up the furniture and cameras.

Another Urnited Ningdem clusier aisc supported the need for more sophisticated resources and

ciuded the combinations %,%,8 (8), &,8,1L (5), &, 14,8 (8), &1 1,11 (4) and {1,411 (&Y

South African responses formed a more clearly defined cluster which tended tc be based or
the need for more scohicticeted fazilities and containec the combinations {1,44,10 (), 8,8,8
{9)15 E i 3)7 ;)ii,l! yS"ii;ii (4).

The crosstabbing of the results to 1.2 Technical sophistication and 1.4 Phyeizal
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facilities was highly significant (at the ,000C% levell. It revealed that of those cheosing

CCTV with twe o more cameras 44,4% and 25,5% favoured special room facilities and a specially

desigrned studic respertively, The improvised classroom with the recorder i the room was
adequate for 8{,6% cof those using CCTV with Sne camera, 52,1% of those using no recerding and

L

¢0,0% of those who chose audio. Of those preferring the improvisec classroom with controls
inside, 67,2% indicated that CCTV with ore camera was adequate

Similarly the crosstabbing of 1.2 Technical sophistication and 1.3 Technical statf was
also highly sigrificant {at the ,0000% level). Those who required technical assistance to
operate and manage the equipment consisteZ of 70,6% of those using CCTV with one camera,
whereas those who reguired more competent technical assistance included 55,0% of the ore camera
group anc & farther 32,5% of those using CCTV with two cameras, However those choosing CCTV
with ane camera were fairly evenly divided betweer no assistance {{8,7%), ungualified
assistants (23,2%, technical assistants to operate (35,4%) and competent assistants tc repair

L k-

faults as well 122,2%:.
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5.2 Preparatior for Microteaching

The logistice of ocperating & microteaching programme are such that a norbter of factors
have o be ta¥sn into azcoort whern planning anc preparing. Many of these factors involve long
term decizions and, as such, are dealt with in octher secticns of the questicnraire. Those
factors which are relatively more short term are dealt with in this section but, ac has been
rom the ~esults of the factor analveis in Chapter 2, the items that compose this section
do not have the same coherency that items in other sections appear to have., This does noty
Fowever, diminish the importance of some consideraticn for these 1tems in the preparation and

plarming of a microteaching programme,

5.2.1 Content cf lessone X214
Number of UK

responses Optian:
2 18 & 2)= Students should be completely free to choose the content of all MT lessons at

all times,

& 472 13 S)= Students should be free to chocse their content for MT lessons but staff
approval should be sought.

14 45 & &)= Students should be provided with a limited list of suitable topics to choose
from wher preparing MT lessans,

4 2 0 (4= Students should be allowed no choice in the selection of content for thein MT
lessons, tufor- shpould indicate the most suitable content for particula-

Only $1% (17%: favoured completely free choice in the content of microteaching lessons,
the majority favoured some control by staff - 25,8% (27,2%) preferring students to have free
choice bhut reguiring some staff approval whereas 27,6% (39,9%) felt that a limited list of
suitable topics should be provided., Only 1,2% (3,7%) favoured no choice in the selection of
content and that tutcre should indicate the most suitable content for particular skills,

The resilts for AS show some differences (at the ,0553% level) suggesting that the siz
of the student groun organized for microteaching affects the cholce of option; vet of the few
who chiose {1), 82,3% organised large groups, whereas for the other cholzes nz cbvicus trend is
apparent, It is rot surprising that A1Z2 shows a difference (at the ,0094¢ level) between staff

operating mixed sutject groups, who formed 46,4% of those favouring camplete freedom, and statf

operating single subject groups, who formed 55,7% of those favouring a free choice with staf
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apptoval, as the latter were more able to give the specialist advice or approval. Even so
approuimately the same proportion (40%) of both groups were in favour of a limited list of
suttatble topice, Staff not operating microteaching programmes were not significantly cifferert
from those whio were, in that they formed 25-30% of each group responding to the first three
ocptions.

Staff using black/white televisicn were also cignificantly different (at the ,0308+%
level)y ir that they tended to favour 33, freedom with staté approval, and 2, complete freedom

of choice (.e. 43,2% and 27,2% recspectively), whereas more (30%) of those not using

o
o

/white television were in favour of a limitec list of suitable topics. This might well
refizct the feeling that students being televised should be placed under as little extra strai-
ac possible, yet the tendency appeared the other way for statf csing colour televisicr, but the
difference was not significant {at the ,4845 level). The recults from A3D cshow that stafs
assessing specific aspects tend to favour the options allowing grester freecon to students in
choice of content, whereas those assessing globally tended to favour 2) (at the ,0238% level).
Tre difference {at the ,0262% level) shown by A33, concerned with whether faulty equinment is
corrected promptly or not, is not easily interpreted as it appears to be unrelated to the
students’ choize of content.

Table 5.4

Percentage of different institutions’ responses for Item 2.1

Optiorn chosen: z) 5) a» 117 Tot.no.
U.K. universities 2,9 42,0 43,2 4,% 81
polytechnice 25,0 32,1 37,3 3,48 28
colleges 25,5 39,3 37,3 2,0 51
RSA universities 38,5 32,7 25,0 3,8 52
Missing values = 3

/\W

A similar percentage, 39-40%, of all institutions favoured 5), but whereas the majority
of United KingZom institutions tended towards &), Sguth African universities showed & higher

percentage (3%5,5%)in favour of Z) (at the ,0569% levell,
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5.2.2 Flanning of microteaching lessons X270

Number of UK
reSCONEES Option:
2 22 14 2= Sigderts should plar all their lessons themselves,

14 61 9 39)= Students should pian their MT lessons eventually but initially they shouls be
giver some directian,

S 17 5 &)= Btudents should be given topics from which to pla= their MT lecsone.
¢ 0 0 ti=Students chould teach MT leszons planmed fo- them,
Missing casec = 4

The majority of coinicn supperted the view that students should plan their own lessons
and included 37,4% (51,5%), who felt that some direction should be given initially, and (9,5%
29,4%) who felt that even this was not necessary. No one was in favour of students teaching

lessons planned for them and 10,4% (16,6%) favourecd topics to be given by staff from which

The results from 410 show some differences {at the ,0325 level) depending upon the number
ot students in the micrateeching sessicn. No clear terndencies are evident, however, except
that 47,4% of those who chose 8) had less than six students in their group.

The use of colour television facilities showed a difference (at the ,04953 level), in that
more staff using calour CCTY were inclined towards giving students topics to plan from, whereas
mcre of those not using colour CCTV tended towards stucents plarming their owr lessons. The
difference shown by A3ZE (at the ,0275 level) ard concerned with the maintenance by a
technician puteide the Deparimert, appears 1o be unrelatec to the plamming of microlessons,

Whereas most staff argue that the preparation and planning of lessone is ar escential
part of e student’s preparatior for teaching, whether through a microcteaching programme or noty
an interesting alternative has been propoesed where students are givern a package of lesson
material for a peer group session as they arrive. A few minutes are devotec to the
‘preparation’ by the ‘student teacher’ and by the ‘pupils’, who may be given particular roles
tc play. This technique 1s desigred tc prepare and encourage a student teacher tc be more
spontanecus 10 his teathing and this, 1t is argued, can be more effective preparation for the
real classroom situation than a precisely structured, weli-rehearsed format (Qakley 1924,

The actual term used in relation to the student’s performance has come under some

discussion in the literature. Gregory prefers to use ‘spell of teaching’ or ‘episcde’ rather
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than a micro- or mini-lesson, both of which tend to focus on the completeness of the exercise,
implying a begi—ning, a middle and an end, which the skills approach does not necessarily
require (Grego~y L980).

The responses to A2EA, as shown by staff using colour television, are significartly

-+

different (et the ,049% level) to those from stafé who do not use colour teievision, in tha
the former terc to favour the idea of topics from which studerits plarm their lessons whereas the
latter favour studente planning their own lessons themselves, The responses to AZEE showe the
opposite tende~oyv for staff using black/white facilities, but the difference is not sigriticant
{at the ,2806 level),

Table 5.5

Percentage of different inctitutions’ responses for Item 2.2

Option chocen: 22 5> 8> 11> Tot.no.

U.K. universities 29,6 51,7 18,5 81
polytechnics 28,46 532,46 17,9 28
colleges 32,0 54,0 14,0 50

RSA universities 13,5 74,2 P68 52

Missing values = 4
Although 748,9% of South African universities favoured &)y the difference with the Urited

KimgZom insetitotions was not particularly significant (at the 1230 levell,

-

59.2.,3 Preczraticn for microteaching lessgoes X2
Number of UK

2
o

reSOOMNSES Cotiwom
2 18 & )= Students can be introduced to a MT experience with the minimum of preparation.

2 3% 7 9= Students are introducec to teaching siills in a general way before using them
ira MT lessor.
% 34 & &)= Students are encouraged to observe and identify teaching sills hefore

practising MT.

& 24 S 1{)= Before giving an MT lesson, students must be introduced to basic teachirg
slills, observe them 1n use and evaluate thelir significance.

Misging values = {.
The actual preparation of students for sessions of microteaching shows a wide divergence

of opinion. The majority favour middle of the road approaches in that 23,3% (22,8%) choose &
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general introduction to teaching skills and a further 20,9% (30,7%) felt that some observation
and identification of skille was necessarv before practising microteaching. At the extremes
< 11,0% (17,1%) felt that a minimum of preparation was sufficient and 14,7% (22,7%) thet &
more thorcough introduction involving the evaluation of the significance of the skills as well.
Hence, steff are mere or less egually divides over what is described as discrimination training
prior to microteazhing - 54% favour ity 45% are against,
The recults from A94 show differences (at the ,05568% level) for different hours of

preparation by staff, but these results rmeed tc be interpreted with cavtion as the responses on

the guectionneire suggested that some had respondes for a wee¥ arid some for the vear, The
length of the microteaching session, as show- by the results from AZ, 1ndicated differences (at
the 0267 levell. More (3%,5%) of those using up to one hour choee 1), whereas more (34,2%)

)

of those using uo ic twe hours choss &0 and 4£,3% of those using more than two hours chose ).
The results from All suggest that fewer staff (7,3%) not using microteaching chose 2),
indicating that the majrity felt that more than & minimum of preparation wae necessary for
microteaching (at the ,0328 level).

A13 suggests that where children are used as ‘pupils’ (with or without peers as pupils)
staff (44,0%) favoured 11}, the most rigorous preparation, involving the observation and
evaluaticn of skills, whereas those using only peers tended to “avour the cther alternatives
more o lese ecually with only 16,1 % in favour of the more rigorous preparation (at the J02£9
ievell, Similarly, in ALSA, those wheo used lectures as preparaticn for microteaching alsc
tended to favoor the more rigorous preparaticn @t the ,0099% level), as did those, in AZL, whe
used reteach {at the ,0358 levell and those, in A2, who arranged more than two lessons for

laad’
i

tudert (at the ,082¢ level). Thcese using microteaching before the main school practice

m
I
T

n

seemed less in favour of the more rigorous approach (at the ,0274 level), possibly because
there was rot the time available as, ir many cases, the main teaching practice tended to occury
the whole of the second term. Although both staff using audio or live microteaching, as showr
by AZEC, and staff who had been using microteaching for different numbers of years, as in A35,
showed significant differences (at the ,0438% and ,0404% levels respectively), no definite
trences can be identified - 41,2% of audio users favoured the most rigorous preparation, 42,3%
ot ‘live’ were saticfied if students could merely observe and identify skills, Gf those

involved for 1-3 years, 33,3% preferred the chservation and identification of skills, those wheo
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hat gperatec for 4-5 years terced towards even less preparation, with 46,7% of the -9 vear
- = -~ o= - - _ = - f - == - k= =
gredg favouring a general introduction and those of 10 or more years In2icating a more rigorous
approach, but opinions tended to be fairly civided in zll categories.

This aspect of microteaching preparation has received a lot of attention in the
literature under two distinct, but overlapping, areas of research viz, modelling and
discrimination training., "For the student to gain maximum benefit from his first teaching
encounter in the mizroteaching cycle, he needs careful preparation and there are numerous
gptions available" (Wragg 1974: 1048) and these options include not only the use of th

supervisor, videotapes, live demonsirations and ciscussion with other studeris, but also

wirainess value a ¥nowledge of the - e for, and ressarch into microteaching...their

commitment tends to increase" (Hargie & Maidment 1979 i), Turney identifies three main way

of greparing a studsnt, i.e, by the use of oral explanations and instructions - the ‘lecturs’,
by the use of written expositions and directicne - the ‘handout’s and by providing
demonsirations of the special teaching skill = the ‘demorstratior’ which may be audio, vidso,

#ilm recaor

s or a live performance (Turney et 2l 1973), All of these approaches are
embodied in the principle of ‘modelling’, the first two representing ‘symbolic madelling’ and
the last one involving sound and/or sight iie, ‘perceptual modelling’s which can be related to
the use of symbalic, verbal or pictorial stimuli in Bandura’s social learning theory of
imitation (Bandura 1971), The value of modelling was recognisec in the early Stanforc
aporeaches, L.e. "...an individual demonstrating particular aviour patterns which the
trainee learns through imitation" {Allen & Ryan {94%), and has become "...an important adjunct
tc the =kills approach” (Stones & Maorris 1772),
here is evidence of considerable research activity into the use of modelling in

1

value in different specific

mn

microteaching, many researchers examining and assessing it

situations. Perceptual modelling (i.e. videctape! was founc to be more effective than eymbaolic

31

) there was found 1o be no difference,

g sfépctive (Cotten et al 1972; Koran et al

t appeers that for certain s¥ills, dependent om verbal interaction; there may be nc
significance in the type of model used and symbalic is easier and cheaper to introduce (Koran

et al 1971}, Similarly audio has beer shown to be more effective than video, im & courselling

(Koran et al 1374; McDonald & Allsn 1967), whereas in higher order questicning (Berliner {959,

ut



By aveoiding less relevant or distracting information (Myrick 1749) and certainly as
modeliing does fird support as well, because 1ike all
other forms of modelling it does seem to be mo~e effective than none at all - whether it be

live op videotape 'Santiesteban & Korar 1977; Yeany 1977}, Other aspects of the

srcectual

Ln )

n to its tran

m

i fer to & vamety of difderent situations anc in relation to the

e e

T

(i1

sex of the model, the subject content, th= regetition within the episcde or the use of ‘normal’

ing episodes are also raised as factors to be looked at (Borg et al 1970; McAleese & Unwin

+
m
m
5

i
vt

i

1971), As a resulty although it is an important area, "..1t fas not yet been clearly

[

stablished which alternative type of modelling approach might be most sutcessful in certain

l'\
l
I'l
i
ot
imn

circumstances” (Turney 1973: 11} and ",..a combinatior of bath percentual and symboli

lJJ

might be emploved to ensure aptimum learning" (Turney 1973: 12}, in any case "Students clearly

fe

o

1 that they gain from..the videotaped models, the playbacks of their own lessons...”
(Mcintyre et al {977: 29),

Trz perceptual models have Ceen shown to be far more 2ffective 14 there i active student
tion (Bjerstadt 1947; Borg et al 1970; Popham (94¢) and if cues are provided to focu
attention {Claus 1969). It is this latter aspect that orovides the need for discrimination
training, 1.e."...salient cues to which the desired behaviour should be attached" (McAleese &
Unwin 1974: L&), Some authorities maintain that
"Thirty minutes of discrimination training was shown io be highly effective in

changing teaching behaviour while microteaching, i.e. gractising teaching twice,

,—u'r!

reviewing the lesson an video tape and receiving feedback did result in
significant overall changes in teaching behaviour."
(Wagner 1973: 303)
The importance of discrimination training is supported by further studies. One of which showeg

that there was no difference between two groups both of whom had discrimination training with
cnly one group following a microteaching programme (Petersom 1973), and another study in which
tweo groups, again: showed o differences even though one was involved in only peer group
sarticipation and the other in a full microteaching programme (Goldthwaite (969 A study from
I

Stirling provides evidence that cifferent treatments of modelling and/ar practice as well as

sKill definiticr. although significant for guestioning skills, were not significant for

| &3

H
+
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r
]
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L
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variation or clarity of expression (Mclntyre et al ! awn to the greater
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effect of the tutor in a supportive role using model tapes and lectures, ac oppcsed to the
merely instructive, if less well organized, role inimproving the teaching competerce of
stucents and that "...few researchers would suggest that tutors should be dispensed with
altogether” (Hargie & Maidment 1979: {1). The comparisan with a concept-based training, i.e. &
theoretical approach, and a practice-basec training, i.e. microteaching, suggests tha
discriminaticr training, which 1 more cogritively oriented than the former and more effective
at changing behaviou~ than the latter, "...appears premising anc less costly, disruptive and
intimidating" (Levinson-Rose & Menges {951: 420). But it is still arknowledged that actual
practice or‘'works-aps’ provide a motivation and the recults do not exclude the possibility that
practice in addition 1o discrimination traiming may prove to be effective Wagrer 19730

Whilet ackmowledging the importance of Totor imvalvement in preparation ace well as tutor
feedtac¥, it may well be that the wide range of opinions to Items 2.2 ang 2,3 are atfected by

what is seen as a reasonable statf/stedent contact time and the need to achisve

m

ome cegree of
comoromise between what is ideal and what 1s practizal, This view finds some sugpport when the
results of Item 2.4 are analysed.

Table 5.8

Percentage of different institutions’” responses for Item 2.3

Option chosen: 2 S5 e 115 Tct.ro.
U.K. universities 16,9 39,8 26,5 16,9 23
polytechnics 17,9 10,7 32,3 32,1 28
colleges 17,6 21,4 33,3 27,5 S5t
REA universities 5,8 34, & 26,7 30,8 o2
Missing values = 1}

The responcses from the different institutions showed noticeable differemces fat the 05

Ll

o

levelly in that, elthough 36,5% of South African anc 39,8% of United Kingdom universities
favoured 3)y & higher percentage (30,8%) of the former tended towards 11). Polytechnics
favoured 2) (39,3%) and 11) (32,1%), whereas 33,2% of colleges favoured &) with a maore even

spread over the other choices.



S.2.4 Lecturecs v handouts on teaching skills X24
Number of UK
responses Option:

{1 7 11 2!= Handoute on the sXills are by themselves sufficient oreparation for the
studente to give MT lessars,

~0
oW
e
o)
«n

= Demonstration of teaching sMille 15 necessary to grepare the student tc
perdéorm them ima M7 lessor.

7 22 {¢ #)= Handouts and demonstrations of ekills a~e mnecescary tefore they are practised
ina MT lesson.

9 5 4 {i'= Lectures or the rationale of MT skills and demonstrations of the skill are
essential before the student uses the skiil ina MT lesson.

Miszing values = 7.

Again this aspect of discrimination training showed a wide range of opinions, varying
from 4,2% (17,7% who favoured handouts alone, L.e. symbolic modelling, as sufficient
preparation, 19,0% (£9,4%) who required demonstratians, 1.e, percepiual modelling, instead and
20,2% (29,6%" who favoured both eymbolic an -Aper*' ptual. A further 9,58% (17,8%) reguired
lectures on the rationale of the particular microteaching sKills together with the use of
demonstrations.

ASA showed significant differences (at the ,0314 level) and indicated that 47,4%
responsec of staff operating microteaching in teame of mare than two favoured 11), Similarly
for ALZ, 34,0% of those staff who used childrern as pupile alsc favoured the more thorough
cregaratior as indicated by {1}, the difference not being & sigrnificant (at the ;0351 level.
The resporses 1o AlT showed that staff who alwave csed chservation schedules tended to favolr
handouts and Zemonstraticns (35,1%) and lectures as well (42,9%), where as 47,2% of those not
using them tended to favour demonstration only (&t the ,0C10 levell, Those using reteach
lesscns, in AZ0, were more likely to be in favour of handoote, demonstrations and ever lectures
thar, those who were not using reteach (at the 0003 levell., The responses to AZSA showed that
of those using colour CCTV 41,1% favoured handouts and demonstrations, whereas those not usin
colour tended to favour either handouts o demaonstraticns, the difference being significant {at

the ,0100 level). The organisation of microteaching irn between teaching practice, as shown by

AZ2C, chvicusly lends itself tc mome troroug™ greparatics i that 31,3% favoured hardouts a-d
demonstrations with a further 40,6% favouring lectures as well, whereas those nct operating

microteaching at this time tended to be equally in favour of handouts and/or demanstrations
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only fat the ,0007 levell.
Table S.7

Percentaqe of different inctituticns’ responses for Item 2.4

Opticon chocsen: 22 52 =P 113 Tot.no.

U.K. universities 22,8 34,2 286,48 16,5 79
polytechnics 21,4 21,4 35,7 21,4 28
colleges 10,2 20,46 38,8 20,4 49

RSA universities .8 5,8 28,5 44,2 52

Missing values = 7
South African universities showed siranger creferernce for & (35,5%) and t1) (46,2%) than
¢id the United Hingcom Inst l*L“.D"“- at the 0004 level, inficating the need for a much fuller

much

cormitment to the preparation for microteaching by supervising staff.
[

5.2.5 Needs of students v needs of ‘pupils’ X25
Number of UK
responses Option:

3 9 & 2)=0Only the needs of students should be taken into account when planning MT,
whether the pupils benefit does not matter.

& ©3 14 5= Students ang puplls mus? “st" benefit érom MT lescons, but the student’s need
far- controiled teaching has pricrity.

7 4% 5 ©)= Students and pupils can both benefit from MT lessons, but the needs of the
pu_:_‘.:. come first,

P2 1 D= Crly the meeds of the oooile ehould be taKen into account when planning M7T

leszons, 1 the pupile benetit so will the siuderts,

n

The majority 50,9% (43,2%) felt that both stude-ts and pupile must benefit from

micrgteaching lessons but that the students need for tesching In a contrelled envirorment has
priority. Oniy 5,5% (11,0%) felt that pupils need not be taken into account, whereas L{,0%
€,4%) thought that although both could berefit the neece of the puplils came first and a very
few 1,2% (2,4%' thought that only the pupils’ needs should be taken into account when planning
microteaching lessons.
It is interesting to note that only three significant differences were identified for any

cf the different groups examined. The responses to A% showed differences (at the ,0284% level
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and indicated that the length of the session for microteaching might have some effect, although
thic 1 not eacily interpreted eince those who chose 11) appear to have sessions of more than
tws hours, whereas those who operated for ane kour mainiy chose 5) (66,7%) and 8 (29,2%) anc
77+2% of those who used two hour sessione chose ). The responses to AYA suggest that the
hours of preparation by staff for microteaching might elsc have some effect which 1s not easily
interpreted {at the ,0929% level). Staff who used group discussicon alsc showed differences
(at the ,@224% levell from those who used individual discuscion 77,0% of the former choosing 9)
as opposed to £4,7% of the latter.

Thie learning of pupils has only comparatively recently been considered as & more
appropriate measure of the teaching effectiveness of a student ac a result of & microteaching
praogramme anc there i1s some evidence to support this (Sakamotc 1981{). There are various
popirions about the berefits for the pupils from participating in & unigue teaching situation
with a teacher who is exploring new ideas, skille and technigues (Bicom {989}, "...the time 1s
far from wasted" (Hargie and Maidment 1977) and, since the emphasis on interaction encourages
pupil participation and increases arousal, 1t may improve the performance of secondary pupils
but not of primary pupils (Wyckoff 1973:. Concern is sometimes expressed about the effects of
video recording on the pupils but research that the videc creates little or no distractions
tLevic et al 1973; Turney 197@) and does not affect therr verbal responses (Waldrop 19780, In
tact there have been many attempts to use pupiis ac part of the feedback evaluation system to
studerte (Allen & Rvar 1949; Bush 1966, Fortune et al 1957, Wragg 19711,

Table 5.8

Percentage cf different incstitutions’ recsponsecs for Item 2.5

Option chosen: 22 52 g3 11) Tot.no.

U.K, univercsities 13,2 &8, 4 14,5 3,7 76
poclytechnics 3,7 78,4 22,2 3,7 27
colleges 13,5 &1,5 29,8 52

RSA universities 8.6 &6 .8 20,8 4.8 56

Miccsing values = 18

"~
i

ne gifferences inr

nm

scanses from the cifferent institutions in the Urited Xingdom ang ir

South Africe are not significant (at the ,5967% level),
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©,3 SUPERVISICON OF MICROTEACHING

Supervisizt of students in the teaching situation by tutore has always been seen as an

important part of teacher training., However some autrors see micrcteaching supervision as very

|,n
<h

differert from classroom supervision anc that there cam be a difficulties in erring from
the classrocrm situation to the micrcteaching clinic because of the tutor either talking the
wholg time or thinking that he must use the video recording by plaving back the whele recordin
inetead of selecting and focussing on particular aspects (Beriiner 1969, McAlesse & Unvir
1971, Initially the supervisor’s role was seern as twofold: to help the studert develop the
skill and to hels him understand when to apply it (Allen & Ryan (969, The microteaching
cgpervisgr is seen to be mcre active than the school practice superviseor as he must be
involvec:

1, in the zlanning stage, 1o decides o~ which skille tc focue and in aralysing

the various teaching tasKs in order to arrange the aptimum precsentatior of

madels, protocols and critique sessions,

2. during the lessony to complete evaluation schedules and arrange discussion

critigoizs itk othe- studernts, and

3. after the lesson, in order to interpret the events that have beer recorded

(Stores & Morris 1972),
Ir the critino s session e three *tie- svster 1o advorated:

- o - L -
f. ask the studernt what chamgee he thoogh

[11}

2. rewarZ anc reinforce those things the student cid well, and

3. fotus o a few specific teaching skills (Oliverc 19700,
The need for specific feedback 1s stressed (Horarm {9€9), anc for clear and unambiguous
communication tetween tutor and student, in order to avoid the student changing in a way not
gecired by the tutor (Btewig 1970). At the same time the expert guicance given must allow the
students oppo-turity to find and develop their own teaching s*vles (Johnson & Knaupp 19700, =0
Bat the totc- may "cot the umbilical cond as s0om as possiole” (Siones & Morris 19720 920

These general findings are supported by the findings from video therapy, since "The best

resdlis were focund when the therapist provided clients with specific and structurec guidance on
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A

how to modify selected behaviours" (Hung & Rosenthal 1981: 29}, Ir addition, any negative
aspects have tc be mirimised o avoid aversive reactions. Untrained superviscrs can be a

drawtack in helping to mocdify teaching behaviour and 1t 1 ofter easier to train the studert to

be capable cf his own self evaluation (McAleese & Urnwin 1970,

.2.4 Tutor supervision and feedback X3!
Number of UK
rESPONGES Option:

0 2

<>

een introduced to MT with ecme totor supoort, supervision

anc feedback fram tutcre are not necessary,

fin]

)
C

L

l

it
n
e
C
Q.
o
=)
—
mn
T
s
<
m

{ & & &)= Tutors need only be available for supervision and feedback, 1f they are
reguired by particulan students inregard to their MT lessons,

20 90 20 {ii= Ever if MT is properly structured, tutor supervisior and feedback are

Missing values = 4,

The majority of opinions 55,2% (79,2%) felt that tutor supervision and feedhack were
essertial, Small minorities expressed other opinicns viz. 4,9% (9,2%) who agreed only 14
tutors are required by particular students, 4,9% {7,3%) only in the introductery stages and
52% that no tuto- supervision and feedbacK were necessary.

The resulte from different subject groups showed scme differences fat the 050Z+% levell,

imthat Educetion totors were less infavosm of 1) (only 53,8% and showed a reasonabl

m

. - EY amd o e A=t [T - 4. L S ; - = -
support for 3) anc £ (19,2% and 24,5% resgpectivel . Crosstabllatic— with At shoued that

ps

1

twtars not using microteaching programmes were alsc less 1 favour of 110 (63,0%) with more
sucport for 9 (25,0%). It agpears that thoss cirectly concermed with the subject teaching and
having direct anc immediate experience of microteaching are more or less unanimous about the
rieed for tutor support after the lesson has heen given,

A rumter of research studies have shown that the acguisition of skills ic not influenced
by whether a tutor observes and discusees the lesson or not (Clift et al 19765 Illingworth
1971 McAleese 1974; McKnight {9710, wheresas one study shows that detailed remarkz are more

valuable than st numerical ratings (Beach 1920) and students showed a preference for working

with a tutor (Gregory 1971 Mclntyre 1974; Sliverc 19464; Perrott 1972). In general "the help
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given by psycholzogy lecturers and postg-aduate students engaged inreseanch on microteasning

=

J.LL

was more valoes than that given by subject specialists” (Mcintyre et al 1977: 22), D4 the
varioue roles igentified by Allen (196%), that of meorale booster 1e emphacicsed particularly in
relation to the use of video (Turney 1970) and i reducing the aruiety of self confrontation
{Stroh 1948). Because of this sort of evidence and in spite of the feelings expressed by

studerts and tutors, "One telling poirt in favoor of self evaluation 1s that 1t reduces

pressure on logisticel organisation and reguirec less personnel for the operetic— of a

3

croteaching system” (McAleese & Unwin L9710 150,
Jable 5.9

Percerntage of different inctitutions’ responses for ltem 3.1

Option chosen: 2) =) 8) 11> Tot.no.

U.K. univercities 2,9 749 749 82,5 20
polytechnics 17,9 82,1 28
coelleges 11,8 7,8 80,4 51

RSA urniversities 5.8 7.7 86,5 52

Missing values = 4
South Afrizan universitiec showed an even stronger support for 11) than the United

Kirgoom tnetitotions, but the cifference was not

u

ignificant (et the ,3520# level),

%.3.2 Peer grouz supervision ars feedback X370
Number of UH
recoonees Totior:

—— A

2 4 2 2)= The studernt’s peer group can provide the necessary supervisic™ and feedback to
the student without any preparatior.

S 5% 10 %)= The student’s peer groug can provide the necessary supervision and feedback
orce they have been showr wha ’t ig involved,

15 35 12 &= The studert’s peer group mav be akle to supervise the MT lesson but carmct
provide the necessary feedback to the student.

3 10 2 1= The student’s peer group cannot provide either the supervisios or the

feedback,

Middle of the road policies were favoured in that 32,7% (42,9%) felt that peers could

provide supervision and feedback and 21,5% (3%,1%) agreed with peer group supervision but not
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with peer group feedback. At the extreme ends &,1% (9,1%) favoured neither peer group
supervisio~ nor feedback, whereas 2,5% (4,9%; felt that the peer groug could provide then bcth
ever without any preparation by the totor,

The classification intoc subject groups showed differences (at the J(2S2% levell In that

2 LT

ial Stucdies tutors favoured 8) more (66,7%) and Science tutore favoured S) more (80,6%),

[ﬂ

Stat+ who did not use lectures as preparation for micrcteaching, as shown by ALSA, terded ic

favour the peer group involvement in microteaching in thet 52,4% chose 5) and 19,0% chose 2)

3
a
)
tn
+
3
o
o+
»
o
-
1

{at the ,0092% level) and similarly those whe did mot use de e i prepare students
£8,8% favoured 5 (at the ,001(9% level)) as shown by the results for ALSC, The timing of the

discussicn of the micreteaching appeared to show some differences fat the ,05482% levell i- that

a higher propo~tion of those having their discussion immediately after the lessor anc those
Ravimg it sometime later tended to favour 5) (57,86% and 56,2% respectively’ whereas those

T t.scesion after playback tended more towards ), Higher proportions of the small grous
havimg discossicn later also chose &) 12,5% amd 14! 16,:8%. Similarly of those using Black and
te CCTV, higher proportiore i.e. 14,0% favourecd both 21 and (i), with 52,8% of those not

using black/white CCTV choosing 5) (at the ,0165+% level). There tended tc be some difference

ir the responces of those whe used a departmental techrician for maintenance, as shown by A3ZA

-+
or

{at the ,0505% levell, but only between the choice of 5) and &),

Scme studies have shown that the use of peers carn provide betier sugervision and feedback
tha- t-e preserce of griv a tutor {(Griffiths (974), and this approach has been developed on the
grounIe of assisting conceptualizatior and internalization of siilis, ez well as Seing more
suzzartive, by recucing the effects of self confrontation and tutor criticism where a clash is
likely (Gregory & Vhite {977), Peer group feedback can have cther advantages over tutor
iritiated feedback, such as greater informality, greater variety of gcerspectives and greater

apzreciation of each other’s problems leading to franker discussicns (Mcintyre et al 19770,



Table 5.10

Percentage of different incstjtutions” recponces for Item 2.2

Option chosen: 2) 52 8> 115 Tot.no.

U.K. universities 6,4 53,8 30,8 ?,0 78
polrytechnics 3,7 37,0 51,9 7,4 27
caolleges 4,0 36,0 48,0 12,0 51

R5A universities 2,9 27,5 52,9 15,7 52

Missing values = 9

The attitude to peer group supervision by the Scuth African universities was closer o

that of the pclytechnics, i that 52,9% favourec 11D, than it wae to the Urited Kingdem

Ln

universities, but the differsnce was not significant (at the 17301 #level).

5.3.3 Value cf chservation schedules/check lists X33
Number of UK
espanses Cption:

2 & 1 2)= Dbservation schedules are of no value to students practising MT.
2 38 7 ©5)= Okservation schedulec are of limiteZ value to students practising MT, but may
7
serve some purpose in susplementing tutor’s comments,

& 29 9 )= Observation schedules are useful for G**E‘ s+"4e—-*9 tc use so that they can

20 7 {4= Observation schedules are very valuable for etocents to assess their teaching
ity wher looking at their own MT-lecsor clavback,

Few statf 2,7% (5,5%! thought that cbservation schedules were of no value, but the
remaincer were very divided in their opinions of the purposes of such schedules in that 22,4%
{31,3%: felt *~& had a limited value in supplementing tutors’ comments, 17,2% (22,2%) thought

Rem tc be of uce tc other students to provide feedbazk about the lesson and 24,3% {32,5%)
thought they were very valuatble for students to use themselves to assess their own playback.

Universities tended o be less in favour of observation schedules, 10,1% choosing 2% and
44,2% 31, than either of either Polytechnics or Colleges, who tendecd to favour £) amd 110 {at
the ,0014% level', Increase in the number of academic ctaff involved ternded tc favour the use
of observation schedules (at the ,0254% level), thic finding might well relate to the previous

one, as staff ir Universities are more likely o operate om their own, or with one other
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person, withir the subject method course. Similarly where there was more time devoted tc
mizrcteaching,as show= by A7B, more use was likely to be made of cbservation schedules by other
studerts (36,8%) and by the student ascessing himself (44,7%), whereas ¢f those using less thar
7 hours practical time 43,8% and 4%,4% chose 5 indicating that schedules were seen to ke only

of limited value (at the ,0244% levell,

Differences in the hours of preparation (AFA) and contact with students (A%B also showed
some differences inresponses (at the ,0017% and ,0391# levels respectively) with longer sta+f
contact time for those who chose to use schedules more #01ly, and progressively longer houre of
preparation where schedules are more liKely to be used. Acs shown by the groups formed by Al
staff not usimz microteachirg anc those operating with mixed sifject groups tended tc see

obeervaticn schedules beirng used more by the studen* for self acses=ment, whereas staff

operating with single subject groups saw them having & more limited use {at the ,0402% level),
This latter group could be associated with University staff operating microteaching in the

individual method courses. Acs miztt well be anticipated, of those using observation schedules
all the time £3,8% see them as being very valuable for studenis to use in self assessment,
whereas those who sometimes or never use them tend toc see them as being of limited value only
(at the ,0009% levell,

Observatior schedules provide a more chiective evaluation instrument for the assessment

f teaching performance which is ir Keeping with the microteaching approach., The criteria for
such measuring instruments include not only objectivity but also reliability, sensitivity,
valiZity and Ciility (Gage 19430 a=d, ir the case of instrumente to evaluate teaching, thev

must alsc be able to describe all the sig-ificant aszects of teaching, The measu~e must be
made of specific observable and controllable behavicure and, as far- as possible, eliminate any
subjective judgement (Schueler & Cold 19640, 1f they are to be useful and if the user is to
receive the mimimim of training, they have to be valid, potentially highly reliable and simple.
Conseguently they are difficult, 14 not impossitle, to construct (Mcintyre et al 19770,
Following at*empts et a global approach liKe the Stanford Teacher Competence Appraisal Guide
(Allen 1962), instruments evaluating epecific teaching skills were thought to be more reliable
- "It iz guite possitle that Interaction Analysic combines with microteaching woolld provide a

potent training procedure for helping tc develop and control teaching behaviour™ (Flanders

1970: 284),
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atiom, that has just been touched om, is the preparation required to uce

a echedule of this sort effectively, "Data are as precise, accurats anZ valid as the chserver

T

who collects them" (Wekh & Browr (9702 4927, Hence the use by s¥.Zents, wheo Rave not had

g zrepatatior, appearc to be of cuecticrable value, Evaluation is & problem not easily
cvercome ant a *remendous rarge of instruments have been producec (Trott 1983}, including both
glotal (Brow= 1975¢; Flarders £970; Siomes & Morris 1972) and specific (Brown 1975¢; Perrott
{982; Turney (975!, Ir spite of the cifficulties, such instruments that have been used

"..have consistertly beer operaticralised in terme of simple observation procedures rether

than in terme o rating scalec such as thoze used 2t Stanford” (Mclntyre et al (977 341 ang

se~ve a real puroose by helping the stucent "..focus nis attentior on relevant aspects of his

’

~ 2

Percentane of different inctitutiones’ responses for Item 3.3

Option chosen: 23 D 22 11O Tot.no.

U.K. universities 10,1 44,3 22,8 22,8 79
polytechnice 2,6 14,3 22,1 50,0 28
colleges 23,1 36,5 40,4 52

RSA universities 4.2 14,7 31,3 47,9 48

Missing valuecs = 8

2 suzpont for tho ez of gheervatior schedules oy South Africarn Cmiversities was
cimilar tg the?! shown by polytechnics, and to some exrtent that showr by colleges, in that 47,9%
favourec 11 whereas United Kingdom universities (44,2%) favoured 5), indicating that they

were of a limited value. The cifference was sigrificant (at the ,00i0# levell.



5.3.4 Agsecsme? X34
Numbe-~ of UK
reSooncses Cotion:

& S8 233 D= There should be no formal assesement of students for MT,
¢ 6& 7 S)= Crlvinformal assesement by tutors about a student’s overall MT success should
be given.

.~

2 7 L 8= Tlipors showll give a formal assesement of a student’s success 1n MT,

ot

0 ¢ 0 ‘D= Totors should give a formal assessment of MT an2 it should be incorporates ir
the final mark for practical teaching.

Missing values = &,

Responses show that staff were virtually unanimous in agreeing that there should be no

=

formal assessment of & stucent’s microteaching performance; 40,5% (30,5%) felt that an informa
assessment could be appropriate.

The respcnses to AYE show where there ic littie student contact time there 18 no support
for formal assessment and, even where there 1s up to 10 hours for microteaching, 45% favour no

ct time

u|

assessment and of those favouring some focrmal assessment 71,4% have the longest cont
at the ,0342% level), Those staff who arrange for discussion on the lesson later are 60%

against assessment whereas those who have discussion immediately after the lesson or playbac¥
are more in favour of an informal assessmert (gt the ,020Z2% level'. Those sta$f who inZicates
that they uses microteaching before Teaz-irg Practice tended to favour ar informal assessment
(£2,6%}) whereas of those who did not use microteaching before Teaching practice 55,3% favoured
nC assescment (at the ,0193 levell, Apgai- there is g very sigrificant difference (at the ,0C22
level) in respomces for those staff using micrcteaching during Teaching Practice, but in thic

case the oppesite is true in tha* 84,7% favour no assesement. Apparently a different
significance ic atiached tc even an informal assessment of microteaching depending upon how 1t
relates tc Teaching Practice. The responsecs to AZ9 shaw that even of those few staff who
formally assess micratearching & high proporticn (55,5%) do not apparently agree with doing so;
whereas 67,4% of those assessing informally do agree with that type of assecssment and 73,9% of
these rot assessing feel that ic the best approach (at the ,0000% level). Although there

appea~e 1o e oo orelatict, 84,8% of those getting maintenance of the eguipme~t by a teztnician

putside the gegartment (e, institution, audic-vicual or external contractor) faveurec

informai assessment. Those who were not getting their maintenance that way were more or less
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egually divided hetween nc assessment and an informal one (at the ,C173% levell.

ohbservatior schedules are designed to contribute to a more objective assessment of teaching,
the purpose cof assessmert is more to proyide a critical and objective feedback than & rating

fom ranking purposes., Ac hac been menticned previously cne study showed that numerical ratings
and detelled remarke from tutors did make a sigmificant gifference to the students gcaine curing

a microteaching session, Sut so did detailed remarks only, whereas nemerical rafings or their
own prodozed no differences (Beach 19805,

Table 5.12

Percentage of different institutions’ responses for Item 3.4

Option chosen: D) S =] 11> Tot.no.

U.K. universities 43,2 51,9 4,9 a1
polytechnics o1,9 40,7 7,4 27
colleges 35,3 56,9 7,8 51

RSA universities 17,4 39,2 192,64 23,5 51

Missing values = 3
South African universities showed a noticeable difference (at the ,0000#% level) in their
FOs Ta i -~ -1

responses as compared with all United Kingdom 1nstitutions, in that 23,5% chose 140, 19.4% 2

and only {7,6% 2.

5.3.5 S_ze~vision of mizrcteacking X3

A

When the responces to the five items were reduced to a four point scale, of first choice
of opinions, and crosstabulated againet type of institution, the most popular combinaticns of
United Kingdem recponses for [temes 3.1 tc 3.4, with the number who showed those combinations ir

par'eﬂthESESy were 11,5;5,5 (14), 11,75’1‘195 (iZ/y 1‘173,1192 (ig)r ‘1195:9}3:’5 (4.0), 11,3,5,5 (107.

o
s

PLE002 (8) as well as 14,8,8,2 (5, 14,5,14,5 (5), 14,5,8,5 (5), 11,5,8,2 (5), 11,5,5,2 {B)
indicating that the dominart cluster of opinion over the four items comsisted of:
A1) Even if MT is properly structu-ed, tutor supervision and feedbacK are essential,

i - . \
(9! recmorces

3.2 5 The student’s peer group can provide the necessary supervision and feedback once
they have been shown what is invelved. (45 responses)
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or 8) The student’s peer group mav be able tc supervice the MT leeson but cannot provide
the ~ecessary feednack to the student., {45 responses)

3.2 5) Ohservatior schedules are of limited value to students practising MT, but avy serve
k]
some pUrpts g 10 :UD_AE er ‘Ll» tutore’ comments, (29 resoonses)

rvation schecuales a~e useful for other students to use so that they can provide
the necessary feedback about the MT lesson, (25 respo-see!

v veidable for :tudentc +n assess their teaching
A MT lesson olaybacHs, {37 responses:

3.4 2} There cshould be no formal assessment of students for MT. {35 resognees)

4

givern, (56 responses!

-

or 5Y Onlv informal assessment by tutcrs about a student’s overall MT success should be

Herce, the gemerai consensus apgears ic be:
i. o tutor supe-vicior and feechazK are essentialy

2. the peer grouo cam hels with the suzervisior and the feedback they prcvide

2, gbserva*icn schedcles can be useful for suppiemerting tutors’ comments, for
the peer group to use or for the students themselves, and
4, the only form of assessment stould be an informal one by tutors,

tor commitment is a heavy one, bearing in mind that microteaching operates with small

roupe of studenis and trat the totor must plam the whole operation, prepare schedules,

SsUpervise anc provide feedback on individual students (whether i & group situation or not and

Amcng the petterns of respormses from South Adrican universities only two were of any

sigrificance viz. 14,5, 4,40 8 and 14,5,8,5 (84). These resylts raflezt the value atiached to

r

the use of cheervaticn scthedules and the need for ctaff supervision and feedbez¥. The first

.

by some universities on the formal assessment, which is

n

- | S JR B s PR R
comIimation aisg shows the emphact

incorporated in the final mar¥ for practizal teaching.
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5.4 'RETEACH’ LESSCNE

The teach~-eteach cycle was seen as am imzortant comporent of the microteaching approach
gver inits earliest conceptians at Stanford, Of the four main phases viz.mode! performarce,
teazh-record, play-bact¥ critique and reteach, that Turney identifies for the microteaching

process, the one that is most likely to be left out wher compromise arrangements are made, ic

P
r
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m
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n
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m

vetal 1973, Im many cases where staff have limited *ime available
the terndency 1s ot to give students em opportunity to incorporate suggestions and ideasima

second attempt, oot rather to use the time, if availakle, for exploring further skills.

S.4.1 Teac-/reteach intemval X4!
WHumbher of UK
rESOCNSES Optic:

7 44 12 2)= 'Reteach’ lessons are not necessary, 1t does not matter when they take place.

{ 24 2 B5)= ‘Reteach’ lessons can be severel davs after the ‘teach’ lessom and still be

effective.

3 39 7 &)= '‘Reteac~’ lessons should be planned soor after the ‘teach’ lesson, but need
rot be immediately atter.

2 10 2 {{)= 'Feteach’ lecsons should be plamned {mmediately afier the “teach’ lesson has
bee~ viewed and discussed.

Se attitude previously expressed is reflected in the results, in that 27% (35,7%! of

‘teach’ .essor, 23,9% (30,0%), who were i favour of them soon afier but not immediately after
amg only 641% (2,5%), who felt that they should be planned for immediately after.

The responisec to ASA, concermed with the number of academic statf operating a
microteaching programme, indizated a similar proportion favouring 2) but that with increasing
numbers of acacemic etaff involvec there was ar increasing tendency among the others to favour
{1 rather than 5) {at the ,0293# levell. The length of the session used for microteaching
showed some Zifferences in respense {at the ,0330% level), in that those =taff operating in 2
hour sessions showed a stronger tenderncy towards 2) (43,2%) but all groups tended to regard

reteach lessons as unnecessary, The number of pupils in the microteaching class indicated some
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difference ir the reteach interval (at the ,048%% level), those with mizro-classes of § or iecs

and *hpse with 1€ or more were lese irclined to see the reteach lessone as unnecessary but

those with bigger classes, i.e. {1 anc over, showed no support for 1), This could reflect the
rgblems of organmising with the larger groups. The use of children or peers, as pupils, also

showed gifferences (at the ,0003% levell, those usimg only peers felt fairly strongly (53,9%

that reteach was wnnecessary, whereas those using children were more divided between the gther

n
<>
[
» o~
e

opinions. The responses to Ald showed thet there was a significant ZJifference {at th
levell deperding upon whether the lecturer supervised microteaching alome, whern *here was &
stronger feeling that reteach lessons were unnecessary (06,8%), or whether the lecturer haz
assistance, when 40,0% favoured reteach afsr several days. Those who used reteach,
‘Sometimee’ ar ‘Always’, alsc showed sigrnificar® differenzec at the 0029 level as compared
with thicse who ‘Never’ used reteach lessons, Of these who wused reteach lessons, although 40,0%
chose 8), 25,0% indicated that they were nzt necessary by choosing 2), whereas 60,3% of those

not using retrach lessons felt that they were unnecessary, It is interesting to note that

514,7% of those using microteaching before Teaching Practice felt that reteach was unnecessary
whereas, of those who were not, 28,0% favoored ©F and &) as well as 2) {at the ,0850% level) -

this could be due to the shortage of time at that particular stage of the course.

Table .1

()

Percentagqe of different incstitutions’ respaonsecs for Item 4.1

Option chosen: 23 =) 82 115 Tot.ro.

U.K. universities 49,4 18,2 24,7 7,8 77
palytechnics 22,1 10,7 44,4 10,7 28
colleges 33,2 20,8 25,4 10,4 48

RSA universitijec 25,0 ?.6 40,4 25,0 52

Missing values = 10

Sputh African universities were similar in their responses to the polytechnics with 40,4%
choosing 8), but & further 25,0% favourel i1 as comparec with 10,7% fcr the pclytechnics.
Urited Kingdom universities showed more support for 2). The difference was sigrificant at the

RAOA S,
,n/iq\.l iEVEL.



5.4.2 MT programme - reteach X427
Number of UK
responses Option:

& 32 4 2)= Reteach lessons, where the student teaches the same or similar lesson i0 2
differert class, are unnecessanry,

& 73 1! B5)= Reteach leszcons should be optional or at the discretion of the tutor,
2 12 5 2= All students should be reguired to reteach certain lessaons.

0 2 ¢ U= Reteach lessons should take glace on every occasion and immediately after
teaching and viewing.

Missing values = 2,

The majority of the staff 44,8% (55,4%) felt that reteach leseone should be optional or at
the discretion of the tutor and only 15,6% (25,2%) felt they were unnecessary, Some 7,4% (L1,7%)
thought that all students should reteach certain lessons and only 1,2% that they should take
place on every occasion immediately after the imitial teaching and viewing.

The responses to Al3 showed that where children were used as ‘pupils’ 30,4% favoursd )

whereas those using peers only 34,4% favoured 2) with the majority in each case supporting

—

optional reteach lessoms (2t the ,0003# levell, Al3 shows some differences (at the ,00%4% lavel)
suggesting that the small support for &) and L1) comes from those with small micro-classes, with
53,2% of those with a maximum of {5 pupils indicating that reteach lessons wers unnzcessary,
Those using reteach showed some differences {at the ,0044# levell 1n their responses as compared
with those who were not. OFf those who used reteach 72,5% favoured the opticnal use of reteach,
whereas only 49,2% of those whe did not use reteach favoured 1t, 42,9% of these indicating that
reteach lessons are unnecessary, The number of microteaching lessons for each student has some
gffect gn the use of reteach (at the , 0425+ level), with those committed o fewer lessons tending
i be more liKely to choose 2) and those who planned for two micro-lessons per student showing =
slight support for more than just an optional use, Staff with purpose built facilities tended to
be more in favour of the use of reteach than those in improvised facilities (at the ,0402%

level)y as did those using colour CCTV eguipment (at the .0322#% levell., The responses to AZ7
showed that those not recording were less likely to use reteach lessons (58,2%) and that where
the lecturer was not involved or where a technician recorded the microlesson there s some
suppart for more than just an optional use (at the 0344+ level). A35 suggested that the number
of years of runming microteaching programmes might have some sigrificance (at the ,0521#% level)

but those who hav

mn

cperated !-3 years are more like those who have operated 4-9 vears in



indicating that reteach lessons are unnecessary, Table 5.14

Percentage of different institutions’ responses for Item 4.2

Option chosen: 2) 52 22 112 Tot.no.

U.K. universities 3353 53,8 10,3 2,4 78
palxtechnics 21,4 &0,7 175 28
calleges 20,4 &7 43 12,2 42

RS& universities 157 &&,7 7.8 7.8 51

Missing values = 2
South African universiiies showed similar responsecs to the polvtechmics and colleges in
that the majority (66,7%) favoured 5), wherezas United Kingdom universities showed z stronger
preference (33,3%) for 2) than the other institutions. The difference was not particular!

significant (at the ,1332% levell,

5.4.3 Value of reteach lessons ¥23

nr

Number of UR

fEsponses Option:

2 & 0 2)= The reteach lesson has a negative effect on the acquisition of teaching
smds.

2 12 | 5= PRetesach lessons are of no value 2t all, the time 1s better spent practising

16 546 22 &)= Reteach lessons have a limited value only and should oe Mept to a mimimum.

12 1 11)= Reteach lessone are very valuable and indispensable for reinforcing teaching

[
(KR ]

The majority opinion 34,4% (57,7%) was that reteacn lessons tad 2 limited value and

and

M

should ke Kept to 2 minimum. Only 7.4% (16,0%) felt that they were verv valuabl
indispensable for reinforcing teaching skills. At the ather end of the scale, only 11,0%
242%) 4elt that they were of np value at all and a small proportion 2,5% (4.9%) felt reteach

ons had a negative effert on the acguisition of skills,

m

The responses to A4 suggested that where there was a large number of students invelved
iy

microteaching, .8, over 21, there 18 more support for 100 (27,8%) whereas where there are less

] Ay
/
W

students to organise reteach lessons are seen to be of Limited value tat the 0

Similaply ALl suggests that, where staff are not cperating microteaching programmes, they
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microteaching, i.e. gver 24, there 1s more support for 1) ( <! whereas where there are lecs
students to organise reteach lessoms are ceen o be of limited value (at the ,0074% Jevell,
Similarly A{f suggeste that, where staff are not operating microteaching programmes, they
attack more importance (£8,2%) to reteach lessors than those using either mired or single
subjest groups (at the 0203 leveli. The type of pupils appeared to make some difference (at
the ,0075% level) in that those not using childrem at all were more 1n favour of 3) (19,5%

against 4,3%) and less in favour of 14} (5,5% against 34,8%) than those who did use children,
with the majority in each case choosing &), A21 showed that there was little difference in the
majority of those who were not using reteach and those who were, since 65,5% and 69,4% agreed
on 1ts limited value, but 24,5% of those who used reteach lessons, ‘Sometimes’ or “Alwave’, saw
them as very valuable whereas 27,6% of those who ‘Never’ usec them saw them as having no valde
(at the ,00{Z% level), A similar variation in opinion was shown by those who usec purpose

buiit facilities as oppesed to those who used improviced ones (a3t the ,0213% level).

Table S5.15

Percentage of different institutions’ responses for lItem 4.3

Option chosen: 2) =D 8> 11> Tot.no.
U.K. universities 4,1 14,9 63,5 17,6 74
polytechnice 7,7 23,1 44,2 23,1 26
celleges 2,1 8,5 74,5 14,92 47
RSA univercities 3.8 59,6 36,5 =2
Missing values = 16

South Adricarn uriversitiecs tendec 1o be more in favour of reteach lessone than Urited
Kimgdeom institutions. A higher proportion (36,5%) chose 11) and no one favoured 2) {(at the

WO0222% Jevel),

5.4.4 Reteach lessons X4

When the recponses to the three iteme were redured o a four point scale, of first cholce

T la T L
T ToLT10m. anC

cestabilated againet type of institution, the most popular combinations of
United Fingdom responses for Items 4.1 to 4.3 appeared to fall inte two zeparate, but

OVEriapplng groups. The first cluster contained the combinations, with the number who showed
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them in parentheses, 5,5,8 (24), 2,5,8 (47}, 2,2,5 (16} an2 2,0,5 {16) which represent an
opinion cpposed o the use of microteaching consisting of:
4,1 2) ‘Reteach’ lessons are not necessary, 1t does not metter wher they take place. (49
responses)

or 5) ‘Reteach’ lesscrms cam be several days after the ‘teach’ lessor ang still be
~ - .

™
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m
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4,2 2) Reteach lessons...are unnecessary, (22 responses)

or 5) Reteach lessons should be opticnal ar at the discre*ion of the tutor., (32
responses)

4,3 @) Reteach lesscns have a limited value only and should be Kept toa mimmum, 54
responses!

or  3) Reteach lessons are of no value at all, the time i1s better spent practising new
skills. {16 responses)

It can be seen from the combimation of cpimors that ever thie group anticipated reteach being
used 1 a few instances, 1.e. at the tutors discretior and not ac a fundamental part of the
microteaching programme.

The other cluster terded to be dominated by the combination 2,5,8 (28), which appeared to
be t?.'fe bridging group between the previous cluster and the one representing a more positive
view of the use of reteach made up of the combinations ©,5,14 (@), &,2,48 (M), 14,5,5 (4), _
1i,5,11 (30, 8,52 (3) and 14,5,2 (3). This cluster consisted of:

4.1 ¢) ’Reteach’ lessons should be planned scan after the ‘teach’ lesson, but need riot be
immediately after. (44 responses!

ar 1i) ‘Reteach’ les=ons should be olarmed immediately after the ‘teach’ lesson has been

y

viewed and distusses. (10 responces!

m

4,2 51 Reteach lessons should be aptional or &t the discreticr of the tutor. (44
resoonses!

or &) All students should be required tc reteach certair lessors, (413 responces:
4,2 %) HReteach lessons have a limited value orly and should be Kept to a minimum. (34
resmonses)

or 11) Reteach lessons are very valuable and indispensatle for reinforcing teaching
skills., (1% recponses!

As can be seen, even this cluster 1s not particularly strongly in favour of a reteach cycle but
tends to represent 1t as more of an 1ntegral part of the microteaching programme than the
previous cluster.

A similar distribution of combinations was noted for the South African resporses, The
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.9 IMMEDIATE QBJECTIVEES

Although t-ere is no epecific mention in any of the 1tems in this section, the
£ L

personality of the student teacher 1s a factor which relates tc them ail, It is difficult to

cnsider the ¢ wing items 1 1solation without some consideration being given tc the tvpes

8]

¥ gtudent personality involved, However research stucies show that there are mo easy answers
to questions in this area. It is recocted that students working individually with tuiore were
more liKely to feel their personalities suited to teaching thar those who worked in groups
wittout tutors (Mcintyre et al 19770, Oo the other hand studies of personality (Hargie et al
1978h,c; Leith 1582) have not led to any specific contlusions bat ac it has beern pointec outs
"Teache- trainers who have Hagd experience of student reactions to microteaching,

will be well aware of the extreme variatione which proliferate, Some students

are very enthusiastic, while others display hostility, and a few exwperience

cevere boots of nervousness....Certainly more research will have to be conducted

in this sphere before any firm conclusions can be reached.”

(Hargie et al 1978c: 43-44)

9.5.4 Objectives XB!
Number of UK
responses Option:

10 2 Z¥= MTis merely cosmetic, tc enable studants 1o see themselves teaching.

4 27 {1 5= MT ie mos? valuable as an early introductior to classroom teaching.

70 & 2= MTis ar introdoctios to class-oor teacting witt some opportunmity to practise
particuiar teaching skills whick have been spe-ifiel.
4 19 3 14z MTis a deliberate attemot to modify student behaviour inrelatics to certain

orescribed teazhing s Kilis.
Missing values = 2,
Very few staff (1,8%) see microteaching as merely cosmetic and, elthcugh 16,6% (29,5%)
felt iz was mcoet valadable as arearly introduction to classroom teaching, 42,9% (51,5%) felt it
aiso provided some opportunity for practising particular teaching skills., Only 11,7% (16,0%)
regardec microteaching és e delberate attempt to modify student behaviour in relation tc
tertain prescribed teaching skills

mo e
b

e responses o ALSEB suggest that there may be come relation between the use of handouts



inpresaratics fo- microteachs e oojectives (at the ,0331# level), since 53,5% of those

s

—sing hanrfouts favourec ) whereas 53,(% of those whi we- t favoured 52, suggestin

cussion coul? also he relevant (at e \0012% level), since staff who chose (1) held

dizcizsions immediately afier the lesson oo playback and not later. Similarly those using

reteach lessors, sometimes or alwaye, attached mare importance to the behaviour moZification
aspects (at the ,0325# level), as dic those using formal and informal methods of assessment (at

the ,0477% levell, OF those not assecssing mitrateaching, 98,3% regarded it as an early
imtroduction to Zlaszroom teaching orly. More emphasis oo the ekills approach implies mare
emphasis o assezsment,

The four aspectis included for comoarisst punooses in tnis item are dealt with more fUl

n
it
—
—
m
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v

later in individu L to 7.4, Itis suffizient at this stage to consider whethers
g has superficial effecis or whether the effects are long term. Inherent in the
~oteaching appreoach is the point made by Keri Davies recuiring " ‘carry cver’ by the student

from the micro-situation ...tc the macroc...” (Mclntyre et al 1977: 2310,

Table S5.16&

Percentage of different institutions’ responsec for Item S.1

Option chosen: 23 97 )l 11> Tot.no.

U.K. universities 3,7 30,9 49,4 14,0 a1
pelytechnics 25,0 57,1 17,9 28
colleges 20,8 s3,8 15,4 52

RSA universities 3,8 é5.4 20,8 57z

Missing values = 2
Scuth African universities showed much stronger support for the long term effects of
microteaching in that 63,4% chose ) a=2 30,6% 11), whereas 25-30% of United Kingdom

~etitutions chese 5). The difference wacs at the ,0079# level,



5.5.2 Oblectives X502
Number of UK

respoTces Ootiom
{12 & 0= 1t is sufficient for the student tc receive support and encaouragement from MT.
4 44 17 3= Although receiving suppo-ty, acditional skille could be acguired.

=ty

2= Although inttially sucpo
expECIEC,

,_
o
T
o~
-
L)

‘ive cer*aln behaviour modificatiorns should he

(=
wn
(a0 ]

14)= Ce~tain behaviocur modifications must occur as a result of MT.

~

Missing values = 2,
Again 27,0% {38,9%) felt that microteaching nrovided an opportunity for acguiring

1 her Soome (AT

additiorzl siciles whereas 2%,2% (83,5%) felt that certain behaviour modifications should be

expectes. Only %,0% {13,5%) regarced microt ing as ariy providing support and encouragement
and ony 3,1% (4,9%) felt that certain behaviour medifications hac to occur.
The resoonses to A7B suggest that the longer time commitied to microteaching is related

to thece chjectives {at the ,00%4% level) since 64,5% of those using more than 7 hours chose

), indicating that certain behaviour moedifications should be expected, whereas 30% of these
ucing less than 7 houre prefer 3), which emphasises the skills, Similarly longer than 4 hours

o+ sta+f preparaticn shows the same effect {at the {LZ27% level) as compared with those using

lesc time. Hence it appears that behavicor modificatian aporoaches can be related to a greater

time commitment both in preparation anc actual contact, A similar lime of argument can also be

b

extence” to inclade lomger micro-lessons, as shawn by A % of those using over 10

mitotes choose T oas opposel to 53% of those using less than (0 minute lessons who choose 5)
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< shown by A15B, was
aseoriated with the tendency fom more of a skille and behavicural modificaticn approach {at the
y0578% level)., The responses tc Al7 showed that there was some difference (et the ,0330%

level) betweer those who always used abservation echedules, 72,7% chose 2), and those whgo never
used them, 51,3% choose 5). The timing of the discussion immediately after the lesson also
related to these who favoured tehaviour modification changes, i.e. 59,5% choosing £), as

opposed to &5,8% of thocse wha hac their discussion sometime later and chose 5) (at the ,0212#

ievel), The influence of microteaching’s relaticn to Teaching Praztice 1s such that, if it was

carried out between Teaching Practices, 62,9% chose 2), whereas, if it was organised daring
Teaching Practice, only 26,7% chocse &) and 40,0% chocse 5), ac shown by the resgzmses to AZEC
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ard E (3t the ,0577#% anc ,045%% levels respectively).

The aspecte of micrcteaching which are raised in this item are dealt with in more detzil
in relaticn to later items e.g. support and encouragement in relatien to the student’s
confidence in 6.3, It is sufficient to comment at this stage that the support function
assooiated with microteaching 1s "...to give students a gradual introduction to teaching, thus
avoiding the distresc sometimes associated with students’ first experience of classtocom
teaching" and hence " one would expect scme tendency for students...to become more canfident in
themselves as teachers” (Mclntyre et al 1977 31,

Table 5.17

Fercentange of different institutions’ recponses for Item S.727

Option chosen: 2) 5 22 {1)

Tot.no.
U.K. universcsities 16,0 42,0 35,8 &,2 81
polytechnice io0,?7 32,1 57,1 28
colleges 11,5 32,7 30,0 5,8 52
RSA universities 7.7 26,9 38,5 26,9 52
Missing values = 2

Sotth African universities were more strongly 10 favour of 11) than were the United
Kingdom institutions, in that 26,9% felt that behaviour modificetions must occur and

correspondingly lese thought that they should st be expected (at the ,0017 levell,

ccmert of sperifiz sKille X52

t 2 £ 2= 1tis not possitle to identify specific teaching skills such that students can

usefilly praectise them,

3 16 7 35)= Although some benefit may be gained by trying to identify specific teaching
sKillsy the whole process of teaching is far toc complex for 1t to be of real
valye.

13 25 13

25 13 8)= Although students may practise specific teaching skills, it is impossible for
supervisors to assesc the use of the sKille with any reliability.

2C 4% 7 1= MT erables students to practise specific teaching skills effectively anc alzo
7

rocvides am opportunity for supervisors o validly assess the skills.

Missing values = 7.

The great makority (81%) valued microteaching as enabling students tc practise specific
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teaching skille, but 15,3% (31,3%) thought that it was imposcsible for staff to assess the use

of those sMills with any reliability. Whereas a small proporticn C,6% (2,4%) felt that it was
imocosible to identify epecific teaching sKills in suth & way that students could practise

them, 7,2% (15,7%: dz_bties their value as the teaching process appeared too comples,

he responses to A7E showed that, when staff commitied a lot of time to microteaching,
they were very much committes to a skille approach; since 65,4% chose 11) and the rest @),
whereas a much wider spectrum of opinion was shown by those using less thar 7 hours (at the
,0324# level). However, as shown by the responses to AS, those operating in sessiors of up tc
cme Nour were more in favour of the skills approach (76% chose (1)), whereas those opsrating in
ionger seseions were mome of the opirion that it may be difficult for supervisors *c assese the

skille with any reliakility {at the \G499% level:, This latter groug are more likely to

it of subject method tutors using microteaching within their awn courses, which are
led for whole or half dave and would provide the time available for lomg sessicns, The
responses to Al suggected that more of those tutors not using microteaching (23,1%: oo those

operating in single subjects (19,2%) tended to feel that teaching was too complex to be

arnalvsed into separate skills {at the ,0266% level), Those who used the reteach lesson tendel
to be mare 1n favour of a ekills approach thar those who never used reteach (at the ,(159%
levell. AZZC shower that there was some difference {at the ,0244% level) between those whao

usec microteaching between Teaching Practices and t-ose who did not, 72.7% of the former chose
11) as opposed tc 42,2% of the latter, who expressed more concern about the reliability of

sirg the skills,

o
m

Tabkle 5.18

Percentage of different institutions’ responcses for Item 5.3

Option chosen: 2) =P, 8 119 Toct.no.

U.K. universities 2,46 24,4 28,2 44,9 78
polytechnics 3,4 10,7 32,1 53,4 28
colleges 2,0 8,0 40,0 50,0 S0

RSA urniversities 2.8 33,3 96,7 51

Missing values = 8
Scuth African universities were even more in favour of the emphasis on specific skills

anc that they could be valiidly assessed by supervisors, but the difference was only at the
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5.5.4 Immeciate chjectives X8

When the responses to the three items were reduced to a four point scale, of first choice

of opinion, and crosctabulated against type of imstituticon, the most popular combinations of

-

United Kingdom responses for [tems 5.0 12 5.5, with the number of responses in parentheses,
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S35 5,5,8 (10), 5,5,5 (&)

©,5,5 (9) and 5,5,41 (5 Indicating that the dominart cluster of opinion cver the three items

I

n
5.0 5 MTis most valuable as an early introduction to classroom teacting, {23 responses)

or @) MTis ar introductior to classroom teaching with some opportunity to practise
particular teaching skills which have beer specifiec. (8% recponses)

or {1} MT is a deliberate attemp? o leDuu\/ stucent behaviour inrelation tc certain
prescribed teaching sxi Kills, (47 SCIMEES!

3.2 3 Although receiving supporty accitional skills could be acguired, (32 responses)

or & Although initially supportive certain behaviour modifications should be expected,

{51 responses)

5.3 5 Although some berefit mavy be gained by trying to identity "“’Cl‘flr tecxchmq skilis,
the whole process of teaching is foc camp

responses)
er 3) Although students may practise specific Tearums skille, it 1s 1mpzesible for
‘supervisors to assess the use of the skills with any reliability, (Sé reepanses!
or 1) MTenables studenis Vills effectively and alsco
provides an apportonity seczc the skills, (54

resporices)
Herce, it appears that micrcteaching is seer as a valuable means of introcducing students

to classroom teaching with particular emphasis o0 the practise of teaching skills, such that

Vo
r+

behaviour is very likely to be changed and, in spite of the comp cf the teaching
situation, tutore may be able tc assess the skills., Ac indicatec im Sectior 5.7, tutors
apzarently see microteaching as achieving a variety of difrerent objectives and consequently it
is important that the cstatemente within the iteme be seern ac a taxonomy rather than straight
alterratives.

The main cluster in the South African resgponses bears some similarities to the United

Kingdom ones ir that the matin combinations are 8,%,11 (93, 2,5,11 (&), £,5,2 (D) and £,8,8 (D)



E‘t"".*eﬂ";'*"""a":”“ LEE > d 44!

auicl Ll

s eftd ot Wi dplopdd r

caticr and sk

oehavicural mos




5,6 EFFECTS OF MICRCTEACHING ON STUDENTS

The mair advantages identified for microteaching in the early stages of its development

include the fcllowing:

it 15 real teaching.

It lessens the complexities,

It focuses on specific tasks,

It has a high degree of control.

It imprcVes the feedback dimension, (Allen & Ryan 1989

Tc which can also be addec:

Students are phased into teaching.
Pupils are lese at risk,
Conflict between student and tutor are reduced by use of self appraisal. (Stones

& Morris 1970)

It is not surprising that from these advantages microteaching should be expected to have

a number of benefits for students,

[
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S5.6.1 Effect of microteaching on the student Xél

lumber of UK

FESDOTSES Cptiom:

2 1 0 2= As aresult of MT the =‘u_, T ceec teacning as neither intellectually
deranding nor as regoitivn a range of gistinctive pr fessi riai ekilis.

59 10 %)= As result of MT the student sees teaching as requiring a range of

>
.
w
0

[
o

distinctive professional skills but not intellectuzlly cemanding

0= As a result of MT the student sees teaching as mtellec‘tually demanding but
ona. skills,

not as reguiring a range of distinctive profesci

94 15 {(1)= As a result of MT the stucent sees teaching as an intellectually demanding Job
whick reguires a range of distinctive professional skills,

Missing values = 13.

- e - = by - - 3 17 - 1Y - —~— [ : - -
micrsteaching etiZerts see teaching as an inteliectually demanZing joo whiz™ regoires a ran

g

bu

The majority of responses, 57,7% {76,7%), supported the view that as a result of

R

[T}
m

fdistinctive professional skills, A further 0,6% (2,4%) saw it as intellectually demanding,

t not requiring a range of skills, and 4,9% (14,0%) were more in favour OF the view that a
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student seec teaching as demanding a range of s=ills, but that it is not intellectually
demanding. 4 few responses 0,6% (4,8%) indicated that as a result of microcteaching the student
sees teaching as nelther intellectually demanding nor requiring a range of distinctive
srofessional s¥iiis,

The respcnses to A20 showerd that those who timed their discussian later were unanimous
(100% in choosing 1) whereas of those having discession after lesson or playback, 84%
favoured 11 (a* the ,0531# levell. Similarly the responses to A30 showed that those stafs
using assessment of specific skills were alsc unanimoas 1n chocsing 11) yet of those assessing

] !

globally 12% ¢~z
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€ A% of those using epecific and global assessments (at the
y0534% levell,

It appears that the following statement finds some saooort

"It was hoped and intended that the microteaching-centrec course would lead
students towards perceiving teaching as an intellectually demarding jok which

requires considerable skill in interpersonal and, in particoliar, involves the use

f a range of distinctive professional skills.”

lu}

(Mcintyre et al 1977: 30}

Table 5.1%

Percentage of different institutione’” responces for Item 4.1

Opticn chosen: 23 ) 8> 115 Tot.rno.

U.K., universities 1,4 13,2 1,49 83,3 72
polytechnics 7,d 2,46 3,4 8%, 28
colleges 14,0 4,0 82,0 S

RSA universities S,.1 &, 1 87,8 q%

Miseing wvalues = 14
This particularly apclies to the South African universities which showed an 27,8%
reeponse in favour of 11), the difference with the United Kingdam institutions not being
sigrificant (at the ,1851% level). It is apparent that there is very little variation in the

responses from any of the sub-groups examinec.



rce of micreteaching for students X472

FPESPOTSES Qptiom:
{ & 2 2= MTis notseenas a relevant experience by stuceris Secause 1t is a
sceled~down, isolated experienze in front of & camer

¢ 1 0 5= MTicnotsesr as relevant by students even when it serves as an introduction
to a schocl classroom experience on teaching practice.

e
>
~0
>
r.J
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H
=

T is seen as relevant to students but onlv wher 1s servec as an introduction
tc a school experience,

& 123 2 1= MT ic seen ac very relevart by studente and is a goad schetitute for classroom
tezIning.

Missing values = 4,
The majomit, of respomses, 37,7% (78,5%!, agreed that mizroteaching was seen ac relevant
by students only when it served as an introducton to Teeching Practice, 8,0% (12,9%) ever saw

1t as very reizvant arnd a good substitute for classroom teacti~g. One person (0,6%) thought

micrateaching was not seen as relevant wher used as ar introloction to Teaching Practice and

2

7% {5,5%) thought that it was not seen as relevant because of the scaled-down isclated
experience in frant of a camera.

The resp s to ASA indicated that the number of staff involved in the organisation of
microteaching may have some effect {at the ,0134% levell. Where there were two membere of
staff there was ever greater supzort (93,3%) for 3)y whereas i larger teams there was a
greater divergenice of opinion between 20 and 110, The responses to ALl showeZ that of those
staff not using microteaching less cheose 1) and more chose 2} thar did gtaff csimg elther
mivel or sirgle sgbject groups {at the ,0256% levell, showing *hat more statf who do nct use
micrateaching ate more critical of such claime for microteaching. Whereas more, 20%, of those
whc ‘Newver’ usec observation schedules saw microteaching as a substitute for classrocm
teacting, more, 13,8%, of those who ‘Always’ used chservation schedules felt it was not seen as
relevant by studerts even as ar intrcduction to teaching practice (at the ,0385% levell, The
use cf microteaching in relation to teaching practice produced some differences, in that 20% of
those using it during the practice felt that it was nct ceen as relevant ever as an
introductics to teaching gractice (at the ,0005% levell, more, 27,3%, of those who used it in
between felt it was a good substitute (at the ,0403% levell and cof those using it before the

sractice 13,2% chose 11) (at the ,02.4% level). A3ZR responses showed that maore, 25,5%, cf
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tafé ot using an institutional technician for mainte-ance felt that it was seen as
relevant and a gosc substitote for the clacssroom {at the ,02€3% level,
A nember of studies confirm the positive atfitude of students towards microteaching
{(Brown 1974; Bush 196&; Davie 1970; Fortune et al 1967; Gregory 197%; Hargie 1977, Hargie et al
1970; Perrott & Duthie {970; Perrott et al 1974}, and Hargie, in icoKing at the effectiveness
of microteaching according to cther criteria ic able to conclude "Once again, then it seems
that MT is rega-ded as an effective teacher training technique when the attitude of trainees is
used as the criterion” (Hargie & Maidment 1979: 24). A number cf studies have shown that the
combination of microteazhing and teaching practice can be more effective than just teaching
practice alone {Shea 1974; Turney 197C)., However, some of these fircdings may "not ke

’ﬁ

scierntifically gustified" (Bruslimg (974 293, or "vary from the elaborate and rigorous
mon:toring of carefully devised experiments, 1o the off-the-cu#f, sloppy or tendentious
agoraisais of the hare-brained or madcaz” (Wragg 1982: 423, or mav serve only a propaganda

purpose where the authors want to draw attertion to their own work (Lumsdaine {970),

Table 5.20

Percentage of different institutions’ responces for ltem 6.2

Option chosen: 2> =) 8’ 11) Tot.no.

U.K. universities 6,2 75,3 18,5 81
polytechnics 7,4 3,7 85,2 3,7 27
calleges 3,9 84,3 ?,8 51

RSA universities 1,7 3,8 &7, 2 26,9 S52

Missing values = 4
Soutk African universities were even more positive asout the relevance of microteaching
fo~ students, in that 26,9% supported the view that micreteaching could be a good substitute
for classroom teaching., Among the United Kingdom institutions, 12,5% of the university

responses alsc favoured 11, the difference was at the .0708% level.
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5.6.3 Confidence of studente Xé
Number of UK
responses Cptiom:

2 0 0 2= MTundermines the corsidence that studerts have in their ability as teachers.

2 2 3 5= MT ondermines the corfidence of most studerts, but some are liKely to have
their confidence increased.

¢ 6& 39 &)= MTincreases the coc—fidence of most students, but some are likely to have
thei~ corfidence undermined.,

7 2L 2 (1= Mtincreases the confidence of students in their teaching abilities,

Missing values = 3,

T

Tre mac-ity of Urited Kingdom resporses supported the opinic thet micrcteaching
increases the co-ficence of students; 19,0% without eny reservation and 40,5% (69,3%) feeling
that some students might have their confidence undermined. There were no responses ic support,
2), the view that* microteaching underminec students’ confidence but a minority 1,8% (7,9%) feit
that most etidents have their confidence undermined with criv a few having it boosted,

The responses to A9B showed that of those staff who had longer contact time with students
more (44,4%) felt that it increased thei~ confidence and of those who spent less tharn 4 hours
in contact tims 3% were more in favour of 5 (at the ,0307#% level). This could indicate that
either the confidence of students is increased by the contact with staff i.e. a5 a morale
soster, or that the =tasf with longer commitmenit feel thet it must help the students;
otherwise the-e is no real purpose for it. A similar result was shown by those organising more
5%

ro-lessoms oer gtudent, 29,5% of those offering more than two lessons choosing D10 2t the

s0342% level)l. A13 responses showed that of those staff using chilcrer as pupils more (45,2%)

felt that stude~t confidence was increased without reservaticrs, as opposed tc those using peer
grcups orly, of whom 75,5% chose £) (at the ,0447% level).

Research supported the view that studente dic develop self confidence as a result of not
orly being In the microteaching situation, but also because of the use of videctape, since
"...although they may have felt nervous and ill at ease, thic was not apparent...they appeared
cooly compeient and self assured” (Stanton 1978: 122) and by sharing the experience of others
in a discussior efterwards. There are also reports of othe- fincings abzoot the gal

confiderce (Bloom 1949, Ward 1970; Wood & Hedley 1945),



Table 5.21

Percentage of different institutions’ responsecs for Item &6.3

Opticn chcsen: 23 93 8> 11> Tot.ro.

U.K. universities 2,8 74,32 20,0 80
polytechnics 10,7 g87,1 32,1 28
calleges 1,9 69,2 28,8 52

FSA universities 2,0 41,2 54,9 =1

Missing values = 4
Sguth Africam universities were even more st-ongly in support of the view that the
etudents’ confiderce was increased; in that 5¢£,9% chose 14) and no one felt that it undermines

confiderce {a* the ,0005% level).

5.6.8 Analytic/Prescriptive v Creative/Originality apprcack Xé4
Number of UK

responses Option:
¢ 7 3 2)= Because of the analytic prescriptive approach of MT, students under mate

the rees for creativity amC originality.

Lo
)
~

{1 5= The analvtic prescriptive appreoach of MT 1s likely 1o affect the need 4o-
creativity ancd originality, but rwJ+ significantly at this pre—service ctage.

9 52 4 &= The anmalytic prescriptive approach of MT does not affect the ctudents’
gstimation of the need for creativity anZ originality,
no have an analytic presomigtive agoroach, 1t allows and encouraces
- ke

gs N €
stuZents to be tcreative and origial cazh Yo teazhinz,
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e majority of responses supported the view that creativity and originality were a= much

-

& part of microteaching es the analytic prescriptive approach, Of the tctal responses, 31,9%
(47,2%) acknowledged the latter bt felt 1t did not effect the studerts’ estimation of the need
for the former and a forther 15,2% (19,7%) felt that microteaching dic not have an analytic
prescriptive approach bot encouraged creativity and originality in teaching. At the other end
ot the scale [£.4% (20,1%) thought that the analytic apprcach was likely *c affect the resc for

creativity Sut not signifizantly at the pre-service stage ang only 4,3% (4,2%) felt that

students do unZerestimate the need for creativity in teaching because of the analytic approach
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of mizroteaching.

The responses from the diféerent cubjest groups showed some differences {at the ,0440%

levell, in that more, 20,0%, of the Language group chose 2)y more; 40,0%, of the Scierce group
chcze 5), more, £0,0%, of the Sccial Studies and Miscellaneous groups chose 8). The Education

group appeered o be typical of the total staff in the way their choices were distributed. A32
showed that those staff whe did not have their faults repaired promptly were almost unanimous
(00,9%) ir their choize of &) (at the ,08327% levell.

Although the following view has beer enzressed:

"..there was some fear lest, as a result of the analytic prescriptive approach,

students might come to underecstimate the need for creativity arc originality ir

(Mzlptyre et gl 1977: 30

which appears in Keeping with an emphasic on the acguisiiion of skille or a behavioural
mocdification approach. The ways in which micraoteaching is interpreted by staff who organise
the programmes suggests that the need for creativity and criginality is not a matter for
concern, althcugh, as it has beer indicated, in particular subject areas there may be scme

cancern that not encuch is being ackieved.

Table 5.22

Percentage of different inctitutions’ responses for Item 6.4

Option chosen: 2> S 8> 115 Tot.no.

U.K. universities 6,4 24,9 46,2 20,5 7g
palytechnics 14,3 17,9 42,% 25,0 28
colleges 2,0 23,5 56,9 17,46 51

RSA univercities 19,6 45,1 35,3 o1

Missing values = 7
South African umiversities tended to be more in favour of 11) tharn the United Ningdom

irstityutions, hut the difference was only at the ,02644% level.



5.48.5 Effects of microteaching on students X&

When the responses to the four 1tems were reduced to a four point scale, of firet choice
of opinion; and crosstabulated against type of institution, the most popular combinations of
United Kingdom responses for Items 8.1 to 8.4 were , wath the number choosing those
combinations in parentheses, {1,5,3,% (39), L1,8,5,5 20), 11,2,8,41 (12), 14,38,14,8 (11}

14,204,100 Oy 14,404,528 (8) as well as 5,8

2 (5), 542,8,5 (4), 5,5,8,41 (2) and 11,3,11,5

(3, 11,440,811 (D), 14,114,118 @), 11,44,11,1¢ (3) indicating that the dominant cluster of
opinion cver the Items £.1 {0 6.4 consisted of the following opinions arranged in arder of
priority as indicated by the number of responses:

8.1 11) As aresult of MT the student sees teaching as an intellectually demanding job
which reguires a range of distinctive professional skills, (106 responses)

or 3) As aresult of MT the student sees teaching as requiring a range of distinctive
professional skills but not intellectually demanding. (1! responses)

b
“

2) MT is seen ac relevant to students but only when 1t serves as an introducticn to a
schocl experience. (102 responses)

£
-

or 11) MT is seen as very relevart by studentis and 1s a good substitute for classroom
teaching, (14 responses)

5.3 ®) MT increases the confidence of most students, but some are likely to have their
configence yndermined, (90 responses)
or 11) MT increases the confidence of students in their teaching abilities, (27

responses)

£.4 5) The analytic prescriptive approach of MT 1s likely to affect the need for
creativity and originality, but not significantly at this pre-service stage. (27
responses)

or &) The analytic prescriptive approach of MT does not affect the students’ estimation
of the need for creativity and originality. (64 responses)

or 11) MT does not have an analytic prescriptive approach, it allows and sncourages
students to be creative and original in their approach to teaching., (26 respaonses)
Hence, the effect of microteaching on students appears to be seen by United Kingdom staff
ac a view of teaching definitely reguiring a range of distinctive professicnal skills and
tending to be intellectually demanding. It is seen as relevant for students particularly 2= an
introduction to schaool experience. On the whole it increases their confidence and; to varying

degrees, 12 not likely to affect the students’ estimation of the need for creativaty and
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criginality. As car 5e seen from the above numbers involves it

B onses, this zgsT= 2

very positive position for et2ff 1o fakK elation to the variety of approaches 1o

(]

micrateaching that are being adopied.

-

te Booth Africen responses showed & similar pattern, the main combinations being:

daory 14 0 oofd
id 34y A..sn.p‘.ni 1]

‘}3 AA"'\-I-QH f&}n ii,El,Eh { "5‘; with a bias

towards 11,5,44,5 (3}, 14,14

1
it bdjadpia

2 (8) and 14,11,41,11 (D) indicating that there was & greater

tendency towards the top of the scales, with the possitle exception of 4.4, The South African

rESpONSes were even more positive inthei~ attitude towards microteaching.



£.7 PHILOEDEHICAL FACTORS

The itemc i~ this section are classifieg under the heading of Philosophical Factors,
ecavze, althouct they relate to the objectives in a previous section, they attempt to examine

more closely the underlying principles and assumptions that could be basic tc the
implementatic- of a microteaching programme. There are many who still maintain the traditional
view that teachers are born and rot made. Ar opinion which reflects the understanding of
teaching as ar Art (Highet 1951), as oppocec t2 the more modern approach which lookes for a
scientific basis 1o teaching {Chanar 1973, Gage 1972, Rogers {949; Skinrer 1948), The
ics=tidficatior of teaching sMills and, hence, the imclementation of a skills approach to
teacther training, whether oo not it involves deliferate behavioural modification, is part of
the scierntific approach. Inits most specific interpretation, microteaching is ar example of &
systeams arorcach to teacher training, but it i evidert that 1t cam be and {s used in & variety
of Ziker, more traditionaly, ways, which may be seen ac either & ‘cosmetic’ euperierce or,
meraly, as a more controlled introduction to teaching in schools,

The responszes to Items 7.1 1o 7.4, that follow, can be usefully compared to the responses
to Ite~ 5.4, The folicwing table shows the percentage United Kingdom responses to the four

ctlectivee’ that composed the four opinions in Iftem 5.1, togethe~ with the perzentage
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~ ihe same aspects as recorded for [tems 7.4 to 7.4

Responses Responses
tc 5.1 to:
Cocemetic 1,84 7.1 = &3.84%
TR preparatiocn 2% SV 7.2 = B4.74
Skills S1.5% 7.3 = 94.,4x
Behaviour madification 1a,04 7.4 = B2,1%
Itis noted t-at the percentage responses are in the same order evern though the orie reflects a

cholce betwesez the different aspects anc the other shows the responees to the aspects
sefarately. Cograll e substantial maority are ir sapport of all of them as impo-tart aspects

of microteacting and rate them in the order of [, sxills trairing 2. preparation for teaching

practice, 2. beraviour modification, 4. the cosmetic effect, Hence, microtes ig seer ac a



means of training students im specific skill
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Responses

Coesmetic
TP preparation
Skills

Behavicur maodification

Although the results do not show the same consistency as the !

€ ag an

1mtroduction

 to

th the initial exposure to video being of valo

e 1teme are shown below:

Responses

to 5.1 to:
0,0% 7.1 = 80,4%
2,17 7.2 = 97,94
70,24 7.2 = 97,84
27,77 7.4 = 93,74
Urited Fingdom resalts, it

the schoo! classrecr by

ca

ar be

seen that all are rated highe~ in the respomses to Item 7.1 ic 7.4 but where there 1s a choice,

as in Item 5.1, behavio

Hence, the South African attitude towards micr

the United Kingdom one.

oteaching appe

ural modification and the gkills approach receive even greater supnord,

ars to be ever more positive than

5.7.1 ‘Cosmstic’ effert of microteaching X7

Number of UK

~ESoOTSes Opticrn

o1 4 2= There s no value in the ‘cosmetic’ aspect of MT, studente do not become aware
o7 hzw others see them, the experience car camage their teaching.

0 1 1 5= There is little value in the ‘cosmetic’ experisnce of MT,etudents do not

efit particularly from seeirg and hearing themselves,

4 31 {0 2= There ic scme ‘cocemetic’ value in MTy it is inevitable that students will
berefit from seeing and hearing themselves as others see and hear them.

7 25 12 1= Cre of the values of MT is ‘cosmetic’y since students have an opportunity to
ses anc hear themseives as others see and hear them, and tenefit from it.

Missing valuesz = 10,

Tre great majority of ~esoonses
gxperience im ~iiroteactimz; S2,4% 02
microtead

dng, whereas

woulc berefit from seeing and hearing thems

indicated that there was value ina

ely ‘cosmetic’

crie of the cirect benefis

tn
™
t

glves,

Jught that it was irevitable that students
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There were mC significant differences at the ,01 level for any of the aspects identified

tv the Orgarizaticn quecstionnalre, this gives some indication about the universality of the
importance attached to the cosmetic value of micrcteachicg,

These views are supportec by those of Perrott who in the self instructional microteaching
approach comments that students, when first exposed o vides recording of themselves, te=2 1o
forus o the cosmetics of their performance e.g. physical appearance, clothes, voice guality

~

(Perrott 1982: 25 and by McAleese anc Unwin whern they write "...trainees seeing anc hearing

w

themselves for the firet time on & television screen are more concerned with personal
attrib_tes tharm with teaching technigues” (Mctleese & Unwin {974 15) and who gualify this by
"..in the beginting, supe-viseors encounter supercritical traliness and ofter have to temper
coog advice with marale boosting” (McAleese & Unwin 1971: 14),

Table S.22

FPercentage of different inctitutions’ responses for Item 7.1

Opticn chosen: 2) =) g 11> Tot.no.

H.K. universities 1,4 27,0 71,6 74
polytechnics 3,6 3,48 35,7 57,1 28
colleges 2,0 29,4 68,46 51

RSA universities 2.0 2,0 19.& 76,5 Sl

Micsing values = 11

Soutt Afrizan cnivercities are ever more imsupport of the cosmetic value, as 74,5% chose

i 7 = R < R - e - 1 < fi { = L]
L1, the Zitteremoe with the United KincZor recsponces was not significant (et the 888592

level)
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£.7.2 Preparatio for schoc! teachins pracztice X7

Nurbter of UK
FESPCTSES Zotion
0 3 2 2= MTisarmunnecessary preparaticn for classrcom teaching, school teas

£ VaiUue W “hout it.

2042 5 5= MT hac little value as a nrepa"atif‘n for teaching pr-a:tice i schools, 1t need
rzt relate to the periods of schocl teaching practice at all,

19 442 7 &= MT has value as a preparation for classroom teaching and should precede the

0 4 2 iD= MTis most valuable as a Zrecaration for classrocm teaching and coold replace

“

t!’:e school teaching practice pericc.

The great majority of responses, 85,7% (24,7%), supported the visw that microteaching was

valuable as a preparation for classroom teaching anc should precede the school teaching
sractice. Cnly 0,8% (1,8%) thought it was valuable encugh 1o replace teazhing practice
2% (11,7% felt that it was of little value as a preparatics for teaching
practice and nesd not relate to the teaching practice periocs at all, and &% felt that
teaching practice was of more value without it,

The resposes to Al showed some differences (at the ,0001#% level) in that & higher

s resulting in 2 lower proportion,
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Il the ones who rated the value highest, 1.e. 98,8% for £}, as & oreparation

AZ2Y ehows that those using reteach lecsoms
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attach less impomtance to the preparaticn of microteaching for teaching practize (3% the 0427+
level). Of *hose using microteaching before teaching practice and of those who did not dse it
teachinc p re 95,7% anc 73,59 @t the JI09SE anc W0454% levels
recpectively! as compared with the cpposite groups in each case,

In the ear!; stages of the introduction of microteacting in the United Kingdem, it was
seen as a possitle aliernative to teaching practice because of the many oroblems involved at
thet time with placing continually increesing numbers of stoedent teachers in suitable schools,
Ime&my case, "Z-e ofthe most cortroversial and vet most widely aciested areas in Teacher

Ecucetion has teen the practical teaching component” (Hargie & Maidment 1977: £5). Sore of the

o-oblers agscliiated with 1t are:



{. 1ndivicial differences between sumervisors with respect to observation ard
the feedbacK giver,

2. superviszos may see urtypical lessorg,

2. many faztors stk ac time of devy azademic level, subject matter, type of
schoz! cam affect a student’s performance (Collier 1929,

4, studerts are exposed to both good and bac teaching (McKnight (9822,

S. there is a large elemen® of chance Dent (977),

&, itis disficult to assess objectively, and

7. very expensive to operate croperly.

I~ cpite of these difficulties, of the alternatives that have been proposed anc excerimentel
~ith such as teacher assessors (Emmett 1985), use 0f & ‘practice schocl’ with or withol! team

teazhing (Colitham 1964; Price 19464} and ‘group practice’ (Kirwin 8 Shaw 194£1, microteathing
was the cne that appeared to offer the greatest objectivity and versatility at & reascnable
price. Few ecucationalists now regard & microteaching clinic as a reglacement oo sthos!l
teaching praciice {Hargie & Maidment {977).

The positive response of students towards microteaching reported from Stirling is
qualified by the comment that these comments came from students before their first teaching
cractize ¢nd that after that "the response was generally lukewarm” (Mcolntyre et al 1977 323,

because the relevance of microteaching to & normal classroom was i
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micrcieathing ang school practice are egually satisfactory” (Mcl=*vre et al 1977: 225, This is

a fundamental part of teacher training that needs more attention as it seems only reasonable
that "...stiZents who have learnec to cescribe and evaluate their teaching according to various
expiicit criteria in the microteaching context should be helped and encouraged tc use the same
criteria, among cthers, in their echool teaching practice” (Mclntyre et al 1977: 321, White
invectigated the relatior betweer the more objective supervisory approach of microteaching to
the ohservation and evaluation by tutors in a school teaching practice. Although tutors showed
more agreement on their sysiematic ches-vations than they would using conventional oocedores
"..its use is far from sufficient to prevent the advice a etudent receives from being largely

4

dere~dert or the idigsyncracies of his supervisor” (Mclntyre et al 1977: 493, Therefore,
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althougt the ewpression of gpinion is fairly strong that micrcteaching is of vaiue as a
precaration o7 zcheo! practice, there ic Little evidence of any trancsfer of the microteaching
erperience 1rte the =chool either by students or staff, In spite of this, UCET, in its

idertificaticn of a new peolicy for PGCE training ir Englang anc Wales; saw the development of
s¥ille and persanal gualities by microteaching as a preparation for the time the student sgpert
=2 that there was "...a need for traiming instituticns to engage in much greater
experimentation in the use of micrateaching exercises in which the students must act

an. 6

individually or the basice of their own analvses anc jodcements” (Hirst (950: (4],
B S =

Table 5.24

FPercentage of different institutions’ responces for Iltem 7.2

Option chosen: 22 =P 2> 11) Toct.no.

U.K. universities 1,2 14,5 84,3 82
polytechnics 3,4 14,3 82,1 28
colleges 1,9 5,8 85,9 5,8 S2

RSA universities i,% 24,2 3,8 S2

Missing wvalues = 0
South African universities gave even greater support to the value of microteaching as

preparation for class~oom teaching, but the difference was not particularly si

~r

y0944% levell.
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1, Ancther small group, 2% (2)8%), thougHt that the oractising of

wae*e o< time as there wae o transfer of the

o it rather tham €3, the difference being s1gniicant 2% the WE20# level.
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and more mizrz lesscns. They alsc are more likely o use chilfrem a-2 zoseroztics schedy
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The responses to AZZE showead that aimost y 93,3%, of the few ctadd whr _sez

mirmotearhing Coming sohozl teashing practice favourec 3, as opposes to 55.7% ¢ thoce whe

The value of specific teac
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sHilie iz see~ i” the ritrochiteriz appmoactt o teache:

tralning; .8, "ratter tran seeX crites o- the over-all effentiver

~cie" (Gage 1972: 958, The skille aporzach
gcteblishel a move from the momE Cconv

‘Improver or Ative Approach’ in the evaluaticn of a siug

Cattertioe o

Padmt v

evaluate these aspects "imorder to minimise the use of vague and iciosvmItatic criteria”
Mcointyre gt al 19770 321, In the esarly stages acs many as focunteen teaching skilis were

B - c VL - - Co +
does not o mooh Boild upon the finst

Svdrey identified nine (Turpey et al 1573, 19751, and hernce there was a need +o- each

el

inetitution to redine and develorn its owr sete of skille (Tocper 19470

bt

thers 1e no corzlusive evidernce th

2t higher order guesticning leads toc enhanzes pupll

Groenewald 19%4; Pe-rgtt 1977,19

touth Im the view that



pevchologizal theery, ant of the consens_s apimiore of enpeniences teathers, o0
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Kimdsy oot imsuéficient groonds for such criteria tc he authoritatively
prescribes, Giver these cimco—s*arces, one can only treat specified patterns of
teaching tehaviour as hypothetical skalls of teaching.”
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conzeptoel basis for the skilis approach (Beattie (977 Clift et el 1974, Smith 15¢%; Spelnan &
s Tar - Do aly X=Nd
S+ 0ohn Brocke 1977,
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1, Could not distinguish the particular e<ll from the 2fter asgects of the
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e TN & e - e bbb } - pe bdarm (T emm -~ =
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to act as a focal point, The need for ar approgriate research Daracig™ <or the techmuc
skills of teaching is called for (McKrizht 1980 and the identifizetior of p-type, i.e.

phenomerclogical, and a-type, L.e. analytic, sKills (Browr 1975¢: 30} and thelr applizatico by
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anc the comventicnal phenomenologizal azoroach to teaches traiming and e assessme
—_ - - - , - . [ R I .
Ir =zite of the prcacignal study that attempis toshow zains in tte leatn

teatherz improve im performance of patticolan skille (Magike 1920 Sakamots 197
azrpea~s that siills "...are not hasic or essential because there are nz Zata 1o show thata

teacher vtz uses ther profaces more effective learning” (McDormald 1973: 55 and, hence,
McDeonald’s criticism of microteaching in favour of behayvicor modification apsroaches based on
reirforzement and modelling,
Table 5.25
Percentage of different inctitutions’ responses for Item 7.3
Option chosen: 23 o2 8> 11> Tot.nc,
U.K. universitiecs 2,4 3,7 55,9 28,0 ez
polytechnics 3,45 3,4 37,1 35,7 28
colleges 1,7 57,7 40,4 S
FESA universities 1,% 22,5 55,4 Sz
Miesing values = 1
South Afrizan universities were even more in ravou™ oF & sKills approach, as 59,6% chose

e difference inresponses being at the ,0845# level,

r

18 4 3= MT hac little va
much atteriion is giv
teachitg stylie,

26 99 11 @)= MT has sgr2 vaius as & mears of Sehavicor modifization by removing undesitall
Refite that might irterfere with the effectiveness of & student's teaching
siyle.

S O2 L i0= MTis mostvaliable az i evstematic and plamned approach o behaviour
mocification b, whizt stgdemtz’ teaching styles are change? 1o follzw a
partizular mogel.

Mizeimg vaivees = 5.

The majcrity of responses, 60,7% (92,1 %), saw the behaviocural meodification aszect of
microtearhing as useful i- removing undesirable habits that might interfere with the
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mizroteachimg was devised as a grocedore for facilitating hehavicom control,
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Fumther, 1% weg _36l &g a way ©F Ccrezting 2 more effective enpemimertal perazios

which for the first time made it oossifle to use soshisticatel experimental
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Marv uszrs of micrgieaching agzzrertly
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TOTOR ERRETIMETIENITT wWhiDT was selg

“Mirzroteaching remeains an unstodied techrigle,

Ay

The most undesirable conseguence of the oromotion of microteaching was that the

ur modification 1m traimim7 was cherured., There 12 very little

else about microteaching as a methooiolonizal device *F
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Coope- a*feches a Ziffere~t Kind of impartence to the betevicural asgect of miooteachig
whes he writes that “lmicrzceaiting rofably watmed o the tsacher ecocaticn aodiere for the

- N g - —_— - - - R G ) I = Ll o A < - -
cring of Competercy BeseZ Teacher Edozeatior” {(Ccoper 19270 144!, which he describes as

- - mdg e _— I U e am md e dlee . [
betavioural, aczountasle, criterior —efere~ied aZI-tal” to teatrzT elicat oY o :
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smaii szale, while CETE programmes reguire a syetieme appriech o manage and momitor the
irteraztions of ma~y more va~iables,” {Tooper (9100 (4450

Zotir the sare way that Perlberg loovel fom & 1o~ o omice betweer the affective a7
cozmative maodels of Video Self Confrontaticn, there are "Lthree didfere—1 views o+ Setavioo-
charnger the self tneoty of exngeriential View, 1eatning theory o @ setavioor mofifizatict viEs
amz attribotios theor " (Fuller & Manming 19730 5030 and these three views are notanhithetical

st a molementa~y Va.each it & different contribation toma et %
bot are comzlementa gach it ¥ tcontribotio Ke tc cu-rent cyclopea

h

-3 =T d

crizeztualizaticos about feedbackt 150, Molntyre logHs Loroa sizilar

compromise betweern theory basel
and practically necessary "conceptually ‘simple’ cognitive stuctures used by teachers In
clessroome” (Molndyre et al 1977 2800 leading o an explanatery —odel of mizroteaching.

Table 5,24

Percentage of different institutions’ responsecs for Item 7.4

Option chosen:

N~
cn
0
T

Tot.no.

U, M. usniversities

._‘
w
e}
~0
w
w0
o~

.3 79

pot»technics 14,3 e, 4 ! Z8
cclleges =,9 82,4 11,8 51
RS& universities 1.7 1,9 75,0 21,2 s2

Miseing values = 5

South Africar unlversities were eve™ mare stromgly in favour of the behavioural

moci-ication approach, the difference being at the W0 I78# level,
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order of importance, consicted of:

Jndesin &.“E'

-

gtiz’, since students have an Dopo tunity tc see

Lale 4 Dt

7.1 11} One of the valaes of M7 is ‘tos
anc hear themselves as others see and hear them, and berefit fram i

T midod Vimmr e S mdid 4l Moo S b frirer rpemmmeme <meime b 2 =i Ve maddmmm ~L
of Urited Kingdor ims¥idotion, Thne Souts Afrizan responses inficated & sirilam patterm of
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SERELATICN DF MICROTEACZHING TO QTHER COURSES

affects its uge, Ir the early StarmforC modelc it wee developed ac enezemimental apomzath in
SoTTer ethonls, Uriversity of S

methog of teather traiming around which etractured, Inmost othes teacher
traimicz couwnsss im gtte~ imstitltions it tende to Se @ methoc of teacher training that has

been imcorporatel 1n%c the overall theoretical 277 prazttical ~ramework a5 a compomet o9 an

it treir own statys, strustyre ang

1o is, tm2 easie” ‘rancfer between the situations taXes zlace” (Brusling {974 2T,

can be rercered more effective in controlling the behaviour of teachers both im the classroom
and in thzir ore- and post-classroom activities (Smith 1970, it is suggested that models be
used not as exemplars for imitation but as protoccl mateniale for anaivsis, In this way *h

IS turmed abo.t sz that oz

PSS PR ~ {7 =l 4 a o ne gt .=
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The majorit. of responses indicated that some relationshio was ectablished between the

27,:8%) thoug=* t-at —:

reiationehip. T-1 12,3% (14,1%) thought thet

Folotechnice ant Collegee in that, althoggh all three chose & Witk a perzentaze of afz ! S0%,
It that thete was nomelatisTemio wheteas the cther
Y, fetimite reletiomshin
This may be irticenzsd by the way

microteathing is

stz ueing the most time for mic-cheacning alsc teit that there was a much

ze dic thcze using colous CCTV facilities (at the ,0500%

level). A3! responses showed that a fair proportion (25,4%) of ctaff who assessed the whole

coJdrse as opposes to the individual microlessons nficated that the, felt thers was ro
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(Fectinger 1957) appear to be fairly evident (Mo¥night §975; Meier 196587 bot mavbe it is
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The inK wits pe.thoicyy ts alsz reflested im the

theometizal tatkgroong of thoee involoed 1nresearch 1nio mitrotealring: thiz acar s evidet

twrough the inferests in behavicural aspelts, modelling and discrim

Maidment 15750,

- - =
Table §.27

Percentane of different inctitutions’ recponsec for Item 8.1

Cpticon chosen: zZ3 =i g 113 Tot.no.

U.K. universities 542 24,0 S0, 4 18,2 77

pol»technics 7 2,7 44,4 44,4 27
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, B 49

A - —_ = Eon) o Ty -~ = 4
Se yniversities 5.7 2,7 33, 5,7 S

Micesing values = 11
South African universities were even more strongly 10 suppord of the relaticoship with
e g¥ills of teaching anc psychoicgicel theory ir that 54,%% chose L1 Thev also differ from

- [ - 3 = - = 4~
gsoonse o Sy el 2,5% as opposes i

26,0%, the 2ifferenze bein e 0008 level, This di<tererce iz pochably due to the mors

(RSB A

contert oriented approach im United K tles as the microtsaching is organised 1o

o
__..,JE_', meETTZC [

©.2.2 Microteaching and ed.zaticral

woenten e’ o WEdL . G di il BEUL 3 e d4

P ke AT

Numbe- of
(BT P
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- IS AN - PR | 4 TR ~ - = - - - -—
2 ¢ D)= Educaticrel sziiclogy 1s not related 1 the gractice of teaching at ally not
ever 1o the ciassroar,
L) [~ - B e S - =1 = - -
2 19 2 Si= Educatizral sgriclog is motrelated to the M7 approach.
=) ’ by e m™ -
20 62 ¢ inthe prattice of MT ic not

¢t 2 gZuretiora! soriclogy becacse students
CTUrsE preaches,
Missiroovaloesz = 44,



The largecs® g-cup, 35,7% 60,7%), e et the applicatic of eduzational
srzizlogy fC the Tragtize of mictoteathing y 515 ant, Only &,4% {{23,8%
thought that microteashing acded real me g 1n eSulatismal §0CI0I0LY Sy GIVITE
stlde~*s am zopooiumit fopractise what the course preaches. Another L,7% (14,7%) felt thas
edutetional sociclicoy was notrelete o the mizroteaching apomcas™ and a further 1,2% (1,0%
of ciner inetitotinne, particularly polyiechrize (at the 0492# level) ang similariy for those
=Sing colour television fat the JOETO¥ lewel’, AL shows that those staff usirg children as
ponilz v ETE MITE T at the 000e# levell, The
reszonses to A7 show that, where the lecicrer is ot imvelved in the recording of
cecctd theiT o.7 Classes (at the 0037 levell. ea Taxe
some difference {at the ,0045% levell, where 75,7% of those assessing individyal lessons favoar

&Y and 25,6% cf those assessing the whole micrcieaching course are divided in their cpinion ang
choose 30, B or i,
Table 5.28
FPercerntace of different inctitutions’ responses fogr Item 8.2
Option chosen: ) 52 = 112 Tot.no.
UK. universities 2,7 22,7 &4, 0 10,7 75
pclrtechnics 17,4 52,2 30,4 23
coclleges 2,0 &1 79,06 12,2 4%
RE®s univercities e,.2 40,8 51,0 49
Missing walues = 19

South Afrizan uriversities showed a marked difference ‘at the ,0000#% le.2l) *o thz United
Fimglom imstititions in that B4,0% chose (1), Indicating strorg suppart for the relatiz-ship
with ecozatioral sociclogy. They alsc differed particularly from the United Ningdom
Sniversities, sinze only 2.2% chose § e opooseld 12 D0,7% of the latter. The Zifference car
agair be related o the organisation of microteaching in sutject method groupe in Urited

\(iIngcor urive-sities,
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o™y wsedul 1f it related to all other courses, theorstical and practicel, ard a small minority

4,2% 14,P% 14 that no attemst eholld be made to relate it to the cther courses

The resaonses to Al indicate that there iz little ditference hetween those stass
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Tong assessmert to informal arnd formal e

mental technician f27 maintenarce of the

cteaching being iim¥ed with cther courses ‘at

S31img f1974) reports that the need for a link between the theory ard practice o+

een reponted by many writers (Goodlac 19635, Sorenson [967; Thompsom 19700 and the
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a theory of teaching (Gage
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5¥ imstroctios (Brurmer 1986, Mclntyre resorts that althoogh the stucerts favoured the

lation with pe zrology,s as suppont 4or the skille approath, the

$plt that lezz tire should be giver to com-icllam seminars in SULJECT groups aimed at shiowing

‘- relevanze of the il *o *me student's - - subject (Mcl-~tvre et al 19770, One reacor

given for thic attituds was that they had encugh 1o cope wit!

Saving tc explore the content of the soEgect

Percentaqe of different institutione’ responscses for Item B.2

Option chosen: 22 S5 2 112 Tot.no.
U.K. univercities £,2 37,2 42,1 4,3 79
polytechnics 2,7 22,2 55,48 1,5 27

colleges 2,1 22,0 52,0 22,0 50

FSA universities 1,9 17,2 S1,7 28,8 52

Micseing values = 7

South African universities showecd a stronger support for the LinK with other colmses,
ther did the United Kingdor inetitutions, which, particularly the universities, showeZ a
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refererce towards those courses preparing the studert for practical teaching ‘2t the 2283
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The economic factors are probably the most
higher educatior. This was apparent i the late sixties and early seventies when thers
appeared to be no shortage of fipance in education and thers was a great development in
physical facilities and resources in nigher education in many parts of the world, It 1s
equally apparent during the recessioh periocs that followed when the finance, even to maintain

the facilities; was no longer available, It is imteresting to note that microteaching

Wi

1nitially developed during the boom years of the sixiies but that, by the mid seventies, even
the experimental unite like Stirling were beginning to argus for some sort of economies in the
way microteaching could operate:

"Microteaching can be very expensive on manpower, equipment and

organisation...for 1t to be an economically viable training technigue these

Varigus resource reguirements must be mimmisec,’

.
I

]
i)

(McIntyre et al 1377:

3

=

but also to report that students’ reachions tend to suggest that the more expensive

s

ltermatives, increased staff involvement and more sophisticated facilities, are preferabls;
"..economic considerations and students’ reactions lead to contradictory conclusionz"
(McIntyre et al {977: 323,

The system of Minicourses, developed by the Far West Laboratory for Educational Research
& Development in the United States (Borg et al 1970a), 2nd the self instructional microteaching
system at Lapcaster University in the United Kingdom (Perrott 1974a,b), wers devised and
promoted a5 more economic alternatives, Similarly in Australia there were attempts to 1dentify

re economical approaches to microteaching (Clift et al 1974).

2.5.1 Use of lecturers’ time X571
Number of UK
CeESponsEs Option:

2 30 6 2)= MTisvery expensive on lecturers’ time, as it requires 1 1ot of personal
supervision and tutorials for discussion of the lessons with individual
students.
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i T is expensive on lecturers’ time, but meore economical use can be made of
group discussion with students.

3 &7 & B)=MTi=nmo mc~ expensive on lecturers’ time than the traditional approaches to
: ching of methad courses for school subjects.

2 0 0 1D= MTreduces a lecturers’ contact time, since 1f MT is properly organised the
students will benefit without the lecturers’ involvement,

COnly two responses 1,2%) indicated that microteaching reduced a lecturer’s contact time
and that with proper prganisation students could benefit without the lecturer’s involvement.
The largest group of responses, 41,1% {49,1%), indicated that 1t was no more expensive on

lecturers’ time than the traditional approaches to the teaching of subject method courses.

Whereas 17,2% (23,28%) thought that it was eupensive on time but more economical use could te
made of group discussion, 13,4% (23,3%) thought it was very expensive, as it required a lgt of

personal supervision and tutorials for discuszion of lessons with individual students.

A higher proportion (7L;1%) of those using more than 7 hours of practical for
microteaching chose &), as compared with 53-57% of those using less than 7 hours and more of
those using less than 3 hours (2%,4%) thought microteaching was very expensive on lecturer’s
time (at the ,0939 level). The resporses to All supporied the previous finding, since those
staff who did not use microteaching tended to favour the views that microteaching was time
consuming for staff, as opposed to those involved with mired or single subject groups that
showed less differences between themselves (at the ,0004# lavell, The responses to AlZ showed
some differences (at the \0220# level), in that 75.1% of those who used microlessons longer
than {6 minutes favoured &) and more of those using less time (37,0%) favoured 2!, It appears
that the actual length of the lessom itself is not directly orogortional to the time committed
by the staff member, suggesting that other factors are also involved, Staff using children as
‘oupils’ for microlessons also tended towards the view that microteaching was more expensive on
staff time tham those using only peers (at the (024Z+# level), az did those staff using smaller
rumbers of pupils (at the ,0108#% level), This was possibly dus o the tendency for maost
subject method lecturers to use their peer group as the class as opposed to using small groups
of childrem, AISE responses suggest that those using lectures as preparation for microteaching
showed some tendency toc the feeling that microteaching was more axpensive on staff time ( at
the ,0322% level). Sta$f who organise their discussion on the microlessan later tended (50,0%)

to favour 3) whereas of those having their discussion immediately after the lesson or plavback
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the 12ea that microisaching is expensive on staff time (at the ,0353# level) as opposed to
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The total rejection of what could be the basis of a selt instructional microteaching

course for student teachers is interesting bearing in mind the development of such approaches

in in-service courses for practising teachers, (Borg et al 1970a; Hutchine et al 1974, Perrott

19744, {974h), The responses also appear to reflect a less rigorous approach to microteaching

than the sHille or cehaviourist approaches imply, 1n that the majority of responses indicate a
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FPercentage of different institutions’ responses for Item Z.1

Option chosen: 22 =2 22 117 Tot.nc.

U.K. universities 25,3 24,1 47,4 i,3 77
palytechnics £1,4 o PP | 42,9 3,8 ze
colleges 2343 12,8 56,9 51

ESa universities 15,4 24,4 40,4 2.8 =2

Missing values = 5
South Afpican universities tended to choose 5) more than the United Kingdom universities
and colleges, and in this way were similar to the polytechnics, although the difference was not

particularly significant (at the ,0991% level),
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&), supparting the difference indicated previousiy for [tem 1.2 that scienze stafé preferre:
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©an? ~zms inZizated that norecording was necessary, whereas those staff who ‘Never’or

- - Y iigieGn

i ~ oo
D1 {20%) (@t the

them were more everiy Civided hetweern D) (35%), £ (43%! and

,.\
-

v significant (a4

smoroviged faztilities

with playback im any venue, whereas those discussing after plavback were egually divided
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Percentaqge of different institutions’ responses for ltem 9.2

Option chosen: 2) S (=D 11) Tot.nao.

U.K. universities 3,8 31,3 47,5 17,5 80
palytechnics 7,1 25,0 97,1 10,7 Z23
colleges 45,1 5,1 ?,8 S1

RSA univercitises 12,5 4z .3 44 .2 52

Missing values = 4
A higher proportion (13,5%) of Scuth Africar responzes were in favour of 2), whereas
trere were mone in favour of 110, Hence, the tendenzy in South Africa was towards more
gupEnsive ard saohisticated facilities than were required by *m2 United Kingdom institutions,
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‘Cooper & Aller 19570, Ward’s survey in (970 showed that 52% of Americar colleges used peer



161

croups 76-100% of the time anc only 12% used childre- 76-100% of the time, In 1672 Tur-ey

reponts that three in foom Australian colleges were using childrern and Hargle reports that of

S o= N - - N a il [=¥al-d 3 ——— = gl . NS S S P - Lo )-SR [ R 5§
instituiions i tne United Kingdom 80% usel peer groups, 3% uses childre- and 43% used both

m

Harzie alsz rezz-ts from Ulster Polytechniz that students saw norelevanze in teachisg pess

.t we-e hostile to ther & the students’ teaching, reporting & student as sayini:

»
i

"It'e nerve wrackitng enough in front of the camera out 1F T theought those puplls were watching
every move I made, that would just firish me." {(Hargie & Maidment 197%: 5), even thoug” scme
#m that children’s ratings cam be of value (Bush 19485; Fortune et al (955
Weazo 1971, On the other hend it hac alsc beer shown that although stadents may prefer
little ditference o the acguisition of skills a~2 to

PO, =3 SN -

teaching child~en, teaching peers makKes
their seif confidence (Wilshaw & Telford {57¢; Waood & Hecdley 1942, im adZiticn, peers e~
Goidthwalte {969 Levic et al {19730,

benefit from carticipating as pupils

Table 5.32

Percentage of different inctitutions’ responsec for Item 7.4

Option chosen: o, 52 8 11> Tot.no.

U.K. universities 8,8 10,0 52,5 28,8 80
polytechnice 14,3 17,9 42,9 25,0 28
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N

R84 universities ;—

J
~
o
48]
Q.
W)
o
]
)
&)
a8]

Miscsing values = 3

o5 T B [a3E=3 ] =) Y fad N e - - - - b= - - - - ~ R
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ot amiiro-liess, but g2, 06 C that children were desitable, givimg the impressic- tha

DEEC OrCUDS are mcore likely to be used than in the United Kingdom. The differemce was oot
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Namber of UK

FrEESONSES Option:

!5 2 2= The gregaraticn and plamnming of an effective M7 programme is so 2=manding that
it becomes impossible to implement with the limited time and facilities
available,

& 36 9 o= MT c'q\_llf“-": comsigde-ahle pregaration and planning to cocrdinate siats,

students, pupils a~2 the use of recording equipment effectively,

{65 132 &= The preparation and planning for MT appears formidable o4 o the -zl itis
quite straight fcrward.

4 22 3 ii¥= The greparatics and planning for MT is not & preslem, it is easily
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Only a minz-ity of United Firgcom resporses 3,1 % (8,30%) indicates that vz orepa-atior
R O S ~ . e - R Y T S s et
anC planming of mizrzteaching programmes was so demancing that that 1t becere impoesible with

thg limited tirz a~C faciiitiss available, but 22,1% (31,3%) felt it ~eguired corside-atle
creparation ano planming to coordinate staté, stucents, pupile a2 the use of recomding

equipmenrt., A further £7,4% 134,2%) felt that although preparatior and plar-ing agpea-e3
formidable, on the whole 1t was guite straight forward, and 19,6% (25,2%) thought tha? 11 was
not a problem but easily azcomplished.

Although the practical hours devoted

- 4 - ‘- P A i R
croportior choosing B Le. 49%, whereas

n

and 11 {at the ,0001{% level), Similarly those using reteach lessons tended towards T8 wilst

lessons tenced fowards 1) in thelr opinions fat the (Di84%

e

levell, Agair the use of CCTV appeared 1o show differences in the responces, a =i

_{t:' e _‘"\W

orogpoTticn of ttose gelng tolzar {85,2% favoored B ard a higher propartion (37,2% of those
using lack/white favoured 11) (at the ,0152% and ,0220% levels), The resgonses 4o AZT showed
ciffe-ences (a* the ,0203% level ir that approximately 50% of those operating microteaching

programmes for up o five years chose 4b, 45,4% of those operating for 8-9 yeare chzse LD ans

£2,0% of these operating for ter or more vears chose Sh.
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S 2} Tre oreparation anc planning for MT appears formidable but on the whole it is aquite
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cr 147 MT reguires consideratle preparation and plarning to coordinate statf, students,
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CHAPTER &

CONCLUSIONS AND IMPLICATIONS

&.1 Conclusians from the investigation

The data from the research study can be categorised in various ways, [t consists of the
findings of two surveys concerned with the use of microteaching in one year postgraduate
teacher training courses; one of the Post-Graduate Certificate in Education (PGCE) course
offered by universities, polytechnics and colleges in the United Kingdom, the other of the
Higher Diploma in Education (Post-Graduate) 1.e. HDE(PG), offered by the universities of South
Africa. It consists of a comparative study of the use of microteaching within two systems of
postgraduate teacher training which are evolving independently of each other since they are
each affected by their own urique geographical, social and political situation.

11 also consists of an in—-depth study of the factors which affect the way that
microteaching is used with an attempt to identify future directions and trends. For this
purpose most of the attention was given to the Urated Kingdom data rather than the South
African data, on the grounds that a larger number of institutions are involved in postgraduate
teacher tralmang and a larger number of responses were received giving a more comprehensive
coverage of the various aspects of postgraduate teacher training. In addition, more United
Kingdom institutions and staff were likely to have been using microteaching programmes over a
longer period, as 1t is a comparatively recent innovation in many South African universities,
of which many have only recently been established as institutions. It is also apparent that
teacher training like many other aspects of education in South Africa is influenced by ideas
ard techniques developed overseas, particularly in the U.S.A. and Europe, with the English
speaking universities being especially influenced by those in the United Kingdom. The teacher
training curriculum and content are examples of this influence, ac are the various innovations
in education such as team teaching, audio visual media, programmed learning, television,
curriculum developments in schooley counselling, remedial education, giftedress etc. The

United Kingdom often serves as a buffer between innovations from the United States and their
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implementaticn in South Africa, providing an opportunity for ideas to be tried and tested.
Henrce, an in—-depth study of teacher training and the use of microteaching in the United Kingdam
does not only have predictive value for the United Kingdam itself, but may have significant
value in estimating future trends in Scuth Africa. For this reeson the two groups of data have

been Kept separate as two independent but related surveys, linked by a comparative study.

é6.1.1 Conclusions from the United Kingdom survey

In examining the results of the United Kingdom survey, it is useful to bear in mind two
of the more recent surveys conducted by Hargie and Maidment in 1975 and by Yule in 1930, which
are referred tc in some detail in Chapter {.4. The former was the most camprehensive of the
two surveys and was directed at 220 'target’ establishments, classified as local authority,
voluntary, university and polytechnics, operating all types of initial traiming, not jst
postgraduate, at a time when "...the end of the first decade of microteaching in the United
Kingdom was approaching” (Hargie & Maidment 1979: 42). Resparses to Part I of the survey
numbered 177 and to Parts Il and III, the more detailed investigation of existing or planned
microteaching programmes, 84 responses were considered to be of sufficient detail for analysis.
Apart from the type of institution there appeared 1o be no distinction between the use of
microteaching in one year postgraduate courses and four year digloma or B.Ed. courses for
initial teacher training. The survey by Yule covered & uriversities and 4 colleges in England
and Scotland, with responses from 20 people, and did not distinguish between the types of
initial training; but most institutions appesred to offer the one year postgraduate teacher
training course - the universities of Bradford, Lancaster and Stirling were the exceptions.

Hargie and Maidment’s survey preceded "...the most far-reaching and long-term changes in
the system for training teachers in its long history" (Hargie & Maidment 1979: 49) and which
led to the outright closures, amalgamations and redesignations of colleges that have occurred
i recent years in the United Kingdom. The present survey may be able to provide answers to
scme of the guesticns posed about the possible direction of microteaching that arose from the
earlier survey, but only 1n relation to postgraduate teacher training.

With reference to the four points that Hargle and Maidment make about microteaching in

the United Kingdom, the present survey suggests that for postgraduate teacher training:
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{. The degree of market penetration

1t appears that the use of microteaching is more likely to be on the decline than on the
ascendency. Although a few institutions indicate that they are exploring 1ts use for the first
time, there is more evidence of tutors no longer making use of the technique. A number of
factors appear to have contributed to this trend. The decline in the national economy has
introduced cuts in capital development and, more importantly, in the maintenance and running
expenses of existing facilities. There were many reports of lack of technical assistance, of
technical assistance being restored again after an interval and of equipment not being provided
when requested. Teacher training staff appeared to be under increasing pressure, again due to
the financial restrictions imposed on the institutions by central government. The move towards
increased productivity and greater efficiency in teacher training departments has alsc made 1t
more difficult for tutors to provide those aspects of the training which are expensive in time.
Hargie and Maidment’s estimate that "...we expect student involvement in microteaching to
increase in proportion, if not in absclute terms.” (Hargie & Maidment 197%: 112) might well
have been achieved, but this is no indication of the growth of microteaching but an indication
of the tremendous decline of teacher training places.

~

2. The degree of differentiation

The evidence from the survey shows an increasing tendency towards differentiatior in the
use of microteaching. A few institutions continue to offer the Stanford model of microteaching
but an increasing number appear to be developing more econcmical models, by using live and
audic facilities. The change in the whole climate of teacher training towards more
school-based courses has alsc added to the differentiation, with some tutors exploring a
microteaching model more suitable to the school classroom situation as opposed to the special
microteaching laboratory or the campus. Hargie and Maidment’s conviction that "...the
‘teaching’ element will survive," (Hargie 8 Maidment 1979: 113} appears to be supported by the
present survey, but the ‘training’ element of microteaching does not appear to have grown in
that the maprity of institutions were providing a minimal number of microlessons for their
students and very few were offering what might be considered as & full microteaching approach.

3. The degree of capitalization

Electronic equipment for video recording has become more reliable, more effective and

cheaper. The trend towards microteaching studios with several black/white television cameras



and a videoc mixer in a fixed location, although still used where they have been established,
appear to have given way to a portable colour camera and video recorder with the facility for
end-on electronic editing. This supports the tendency tor microteaching to be used in
improvised rocme and even in school classrooms,

4., The degree of utilization

The survey suggests that there has been a fuller integration of micrcteaching into other
areas of the curriculum, but this appears to have had a counter effect on the use of
microteaching in teacher training as existing facilities have been put under even greater
pressure, Because of the demands from other courses and the greater pressures on, sometimes
diminishing, technical assistance, to avoid timetable clashes and possible disappoint many
tutors have chosen not to require the sephisticated facilities and to operate microteaching in
a simpler way or not at all,

Microteaching appears not to have challenged the self-sufficiency ot teaching practice,

The lengths of the pericds of block teaching practice have been more likely 1o increase than
decrease and these have been supplemerited by regular school experiences throughout the whole
course of training. The overall evidence from the study, particularly the trend towards
school-based teacher training, shows that government and society at large are more in favour of
increased schaol experience for student teachers and greater involvement in the training of
teachers by those with immediate and direct responsibility for the education of pupils in
classrooms.

The present survey certainly supports the view "...that the ‘dizzy decade’ of
microteaching development in the the United Kingdom, from 1966-75, 1s being succeeded by a
‘guiet quirquennium’..." (Hargie & Maidment 1979: 114), but, in postgraduate teacher training,
with its increased emphasis on a subject method professionally oriented approach, microteaching
appears to have reached a fairly minimal use, serving mainly as a preparation for lenger
periods of classroom experience.

Yule’s conclusion that microteaching sessions are organised mainly within the subject
method courses 1s confirmed (Yule 19&1). However, the evidence from this survey suggests a
much wider application of microteaching than Yule suggested from his, in that a reasonable
response was received from first language ( i.e. English) as well as the other subject areas

(see section 4.2). Hence the lack of use of microteaching is not necessarily related to the
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subject or the philosophy inherent in it but appears to be related to a number of factors,
which this thesis attempts to identify in section &.1.4 of this chapter.

The overall picture of microteaching in the United Kingdom that this survey conveys is of
a pattern of organisation very different from the original Stanferd model. There are many
comments on the Organisation Questionnaire (see section 4.37 and Appendix Z.4) which indicate
that many different subject method tutors see their particular approach as being rather unigue
and not fitting the normal model associated with Stanford. Some are prepared to call what they
are doing ‘microteaching’, whereas others, for a variety of different reasons such as not
videorecorded, no children involved, no use of reteach lessons, no specific skills emphasised,
etc., choose not toc refer to their approach as microteaching. The ‘purer’ form of
microteaching appears to operate inrelatively few institutions and, where it exisis, is
usually organised by Education staff as a compulsory course for all PGCE students, independent
of subject method courses. It is interesting to note that one of these, viz. Bulmershe
Ccllege, altrough placing great emphasis on the skills approach, does not use video recording.

United Kingdom universities, universally, organise the professional preparation of
student teachers through the subject method tutors and the course pattern that has evolved
consiste of an early short teaching practice, a much longer block teaching practice and one day
a week school experience during the remainder of the course. The pr‘ofe.ssional preparation time
also includes tutorial work and seminars relating to important education themes so that they
can be related and made relevant to the sublect method area. In spite of what appears to be a
lot of timetabled periods available, i.,e. one whole day for main subject method and half a day
for second method, the pressure of time still exists, particularly for those aspects of the
course which are campused-based. Hence, mary tutors, instead of operating a formal
microteachlng programme on campus, are looking for a school-based alternative. The subject
method being the main focus of the course, less emphasis appears o be placed on general
‘teaching skills’ and more attention appears toc be given to subject specific skills, such as
demonstration in science, language exercises etc., for the limited number of microlessons that
can be accommodated before or in between teaching practices. The majority appear to use
microteaching, if video recorded, for its cosmetic effect and as a preparation for the
classroom experience in the early teaching practices. Although some acknowledgement is paid to

a sKills or behavioural modification approach, the time allowed and the opportunity available
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for students is generally so minimal that little, 1f anything, can be achieved.

The following summarizes the findings of the United Kingdom responses, the percentages
indicate the proportion who chose that particular opinion on the Attitude Questionnaire or
responded to the item on the Organisation Questionnaire. The information is tabulated
according to the grouping of the items in the Attitude Questionnaire and the most popular
opinion(s) for each item is listed together withany relevant results from the items in the

Attitude Guestionnaire.

Physical and technical facilities

1.1 Animprovised classroom with recorder in the room was adequate (55%). Responses to A25
showed that 81,3% operated in improvised classrooms only.

1.2 CCTV recording using cne camera wacs adequate (§1%). Responses to A264,B showed that 37%
used only one colour camera and a further 22% used one black/white camera.

1.2 Opinion was divided between ro technical assistance needed (24%), techrical assistance to
operate and manage the equipment (3{%) and more competent assistance to operate and repalr any
faults (24%). Response to ASB showed that 55,5% had technical staff available, but only 13%
used technicians to supervise (A1é) whereas 38% used them for recording (A27). Respanses to
A3ZA showed that 45% had a departmental technician available for maintenance. Responses
indicated, also, that the use of technicians was not applicable in 12,2% of cases. Other

aspects of techniciams are discussed under 9.3 in relation to Economic factors.

Preparation for microteaching

Recsponses to AYA indicated that 49,4% of staff allocated lesc than three hours to their
preparation for microteaching.
2.1 Students should have a free choice of topics with statf approval (32%) and a limited list
of topics should be provided (40%).
2.2 Students should plar their cwn lessons (30%), but initially they should be given some
direction (51%).
2.2 Opinion was divided between all the possible options available from a minimum of
preparation ({7%), a general introduction to skills (29%), observation and identification of

skills first before using them (54%) and, of these, evaluating their significance as well
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(23%). Responses to A15A showed that 78,6% used lectures as preparation for microteaching.
Responszses tc A7A showed that 43,1 % used only one lecture, 24,6% used 2-3 lectures and 27,2%
used more than three, of which some used considerably more. The number of microlessons and the
size of the student group are also likely to be factors which affect the preparation and both
these showed considerable variation, as detailed later in 7.2 and 9.5.

2.4 Opinior was divided between demorstration only of the skills first (29%) and the use of
handouts with demonstrations (30%). Responses to A{SE,C showed that 6€,1% used handoutc as
preparation and 63,4% used demonstration lessons.

2.5 Although both students and pupils should benefit, the students need for controlled

teaching has priority (51%). As the responses to A13 showed that only 20,9% had actually used

children for all or some of the microlessons, this issue 1s not a particularly crucial one.

Supervision of microteaching

3.4 Tutor supervision and feedbacK are essential (£0%). Responses to Alé showed that 72,6% of
lecturers supervised microteaching by themselves, a further 25% had other assistance as well.
Feedback toc the student (A1&) was provided by the lecturer, the peer group and the student in
6&46% of cases.

3.2 QOpinior was cdivided between the peer group prov.iding the necessary supervision and
feedback once they have been shown what is involved {44%) or only the supervision without
feedback to the individual student {32%). Responses to AlE showed that peer groups alone were
used in only % of cases. However, A19 showed that 54,4% of discussions on the microlessons
occurred with the whole group of students and 43,46% indicated that individual discussions also
took place, either instead of (3,8%) or as well as group discussion (36,8%).

3.3 Opinion was divided between observation schedules of limited value only (31%), of value

for other students 1o use when viewing lessans (28%) and of value for the individual to use
when assessing their own playbacKs (33%). Responses to Al7 showed that 47,8% sometimes used
observation schedules and & further 17,9% always used them.

3.4 There should be no formal assessment (93%), but there could be an informal assessment
{(50%). Responses to A29 showed that 74,{% used an informal assessment and 7,4% a formal
assesement. Of those assessing microteaching 43% chose to do it globally and 69% chose to do

it for each individual lesson, ac shown by responses to A30 and A31.



Reteach lessons

The responses to A2t showed that only 3,9% always used reteach lessons and 39,7% of staff
sometimes used them.
4,1 Reteach lessons were not necessary (39%), but 1§ used could be plapred for soon after the
initial lesson (30%).
4.7 Reteach lessons should be optional or at the discretion of the tutor (55%) but not really
necessary (26%).

4.3 Reteach lessons were of limited value and should be Kept to a minimum G&%).

Immediate ohiectives

5.1 Anintroduction to classroom teaching with some opportunity to practise specific skills
(52%).

5.2 Supportive to students (80%), but opinion divided over whether additional skills could be
acquired (37%) or certain behaviour modifications should be expected (43%).

5.3 Allows students to practise specific teaching skills (81%), but 31% thought it was not

possiblie for them to be validly assessed.

Effects of microteaching on studerits

6.1 Students, as a result of microteaching, see teaching as an intellectually demanding Jjob
which reguires a range of distinctive professional ekills (78,7%). The range of skills
identified are included in section 4.25 of Chapter 4.

6.2 The relevance to students is seen as an introduction to school experience (78,5%).

6.3 The confidence of students is increased (93,8%) but of these 69,3% felt that it might
undermine the confidence of some.

é.4 The analytic prescriptive approach does not affect the need for creativity and originality
(65,6%), with some of these feeling that creativity is encouraged {19,6%), but others feel that

there 15 likely to be conflict but not significantly at this stage (23,3%).

Philosophical factors

7.1 Students benefit 4rom the cosmetic experience of seeing and hearing themselves (94,4%),
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Responses from AZ8A,B,C indicate that 47,4% used colour television, 37,&% black/white and 14,1%
audic recording.

7.2 Microteaching has value as a preparation for classroom teaching and should precede the
school practice (84,7%). Responses to A28A,B,C and D showed that 75,6% used microteaching
before schoo!l teaching practice, 29,6% in between, 6,7% after, 11,1% during and 0,7% to replace
teaching practice.

The number o+ microlessons (A22) for each student was one (52,6%) or two {25,2%) with only 4%
indicating more than five and up to 1¢. It appears that the opportunity for either a skills
approach or behavioural modification is extremely limited in the circumstances and herce the
favourable comments towards the behavioural modification aspects of microteaching from the
Attitude Guestionnaire are possibly not as sigrificant as they first appear.

7.3 Although of value for practising teaching skills (94,4%), of these only 33,1% felt that

the skKills were learnt.

7.4 Micrcteaching has value as a means for behaviour modification but might interfere with the

effectiveness ot a student’s own teaching style (€2,1%).

Relation of micrpteaching to other courses

Responses indicating the subjec.t area of the statf responsible indicated that only 146,9%
were not in a particular subject area, the maprity of response came from subject method
tutors. As in most cases a whole day 1s devoted to the main methad course, the length of the
sescion can be up to 7 hours, 30,8% indicated a session of more than two hours (A8). However,
as has been previcsly mentioned, the pattern of postgraduate teacher training which has
developed ir the United Kingdom in recent years is such that the gap between education theory
and classroom practice is an important responsibility for the subject method tutor.
8.1 Microteaching does establish a relationship between the skills of teaching and
psychological theory (73,6%).
8.2 The application of educational sociclogy to the practice of microteaching is not
particularly signiticant (60,6%)
8.2 Microteaching can be useful when related to those courses preparing the student for
practical teaching (78%) and of these 29,5% felt it could relate to the more theoretical

disciplines as well.
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Economic factors

9.1 Opinicon was divided over whether microteaching was no more expensive on lecturer’s time
(49,1%) or whether it was expensive (46,7%) with 23,4% feeling that more economical use could

be made of group discussion., Responses to A%A showed a wide variation in that 30,1% indicated
one hour, 19,3% two hours and 50,6% more than two hours, with some considerably more.
Respanses to A9B alsc showed a wide range, 24,1% indicated up to 3 hours contact time, 27,3%
4-6 haurs, 19,4% 7-10 hours and 28,7% more than 10 hours, with some of the latter having
considerably more.

9.2 Simple CCTV facilities could be used with playback in any venue (31%), of these 47,2%

chose improvised classrooms with audio recording as an alternative and the other 32,3% favoured
ore or two specially designed studics., Only 3,1% favoured a large capital outlay and 13,5%
preterred improvised accommodation as no recording was necessary., Responses to A26A,B showed
that only 1{,£% used two or more colour cameras and 15,6% black/white cameras, whereas A24C
showed that 22,2% used live microlessons with no recording., Responses to A2S5 showed that 38,7%
had purpose built studios and 9,7% used external controls in improvised classrooms.

9.3 Regular maintenance and repair facilities must be available (80,9%) and, of these, 43,5%

felt that thece services must be immediately available. Responses to A3ZA,B showed that, of
those that needed the service, 51,3% had a department technician for maintenance and 54,8%
could use a technicianm fron the institution’s central services or through an external

contractor. The latter are less likely to be immediately available than the former. Faults

were corrected promptly, according to 3&,5% (A33) and microteaching never had to be abandoned,
according to €3,5% (A34).

7.4 Childrer are desirable but not essential so any expense car be avoided by using peer

groups (75,1%) and of these 22,5% felt it wacs better to use peer groups. However, as

previously stated, the responses to A13 showed that only 20,9% had actually used children for
all or some of the microlessons. It appears that the cost of using children is not seen as an
economic factor, in relation to their transport or supervision, but 1s more likely to be a

matter of convenience in the preparation and planning..

9.5 Opirion was divided between whether the preparation and planning was considerable (31,3%)

or whether it was gquite straight forward {61,4%) with 36,2% of these feeling that it only
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appeared fermidable. As already indicated preparation time varied considerably, providing some
explanation as to why the responses to Item 9.5 vary. Another related factor could be the size
of the group and, as the responses to A4 showed, these varied from 27,9% with groups of 1-10
students, 27,9% with 11-15, 16,5% with 16-20 and 27,2% with groups over 21, including 4,8% with
100 or over. Similarly, a wide variation, from one to ten, was found to the number of

microlessone planned for each student (A2Z), as described following 7.2 above.

6.1.2 Conclusions from the South Africa survey

The use of microteaching in universities and colleges in South Africa had been surveyed
by Yule and Steyn using the same guestionnaire format as that used by Yule in the United
Kingdom, Thirty-four responses from differernt institutions were received and no distinction
was made between the type of initial teacher training course, although the data appeared to
refer mainly to a four year initial training course (Yule & Steyn 1982).

In the present study only those universities offering the postgraduate HDE were
approached for information, the majority offered the course in ore year of full time study,
only one offered the course over two years of part time study. In response to the initial
request using the Information Guestionnaire nine complete returns were received from Heads of
Department or Course Directors of the 17 universities contacted. All the universities were
contacted by telephone and during the period of the study eight were visited. As a result, 47
completed Organisation Guestionnaires were received and 49 Attitude questionnaires,
Organisation Questionnaires were received from {5 universities and Attitude guestionnaires from
16 universities, the maximum from any one university was twelve (see Appendix 1 ). Responses
indicated that the majority of students for the HDE (PG) were prepared for the secondary school
and the majority were experiencing some form of microteaching during their training. Fourteen
universitiec organised microteaching as part of a general organisation for all students, the
other three organised 1t through the secondary method courses. The pattern of organisation
showed considerable variation, in that 6 universities made provision for microteaching
throughout the whole year whereas é other universities confined the microteaching to a few
weeke, either as an intrcductory experience before the initial schoo! teaching practice, in 4
cases, or in between teaching practices.

The following summarizes the findings of the South African responses, the percentages
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respondad to the item on the Grganisation GQuestiornaire, The intormation is tabulated
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in the overall practice teaching mark. One perscn who did this qualified his resgonse by

adding 'No true assessment - & marK is svantually allccated which is added to the Practice
Teaching marK.’ Responses to AZF showed that é4,7% used an infcrmal assessment and 20% a
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school traching praciics, 35,8% im Setween, (3,8% atter, 2,2% during arnd 2,2% io replace

teaching cractice. The number of microciessons (A22) vor sach student was on2 (22:9%) or two

(12,0%) with ncre indicating more thanm five, If ippears that the cpportunity for zither o
lls approach or hehaviocural modification is exiremely limited in the circumstances and that
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cearing in ming the particular importance zttached 1o behavicur modification, viz,
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7.3 Although of value for zractising teaching eKills (93,1%), of these 37.4% felt that the

sKills were lgarnt,

7.4 Microteaching has valus as & means for bahavicur madification 195,2%) Dot 7S,0% <2lit *hat
1t might intarfere will the effectivensss or z studeni’s gwn zz2hing siyle,

Selation of microtsazhing ig other coursas
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Responses identifying the sublect sree of ihe siaff responsibis indicated that 47,3% were
=0t i a particular sublect ares, just over half of the responses came from subect
tutars and of these 30,4% repressriec the Language grovn. The placing of micrateaching im
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Scuth African universities (see Appendix {.3}. Hence, it is not suprising that a clcse
relation i seen between microteaching and the theoretical educzation courses, as indicated by:
3.1 Microteaching dozs 2stablish a relaticnship oetween the skills of teaching and
psychological theary (70,2%M

3.2 Opinicn was divided bztween the application of 2durcaiional scoiology to the practice of
microteaching being not particulariy sigrnificant {46,2%) and glving real meaning to th
gducaticnal sociology as students are able to practise what the course greaches (51, O/a..'

2.3 Opinion was divided between microtzaching heing use<ul when related 1o those courses
preparing the student for practical teaching (34,7%) and whan relatzd to all other courses

theoretical and practical (28,3%).

Econemic factors

7.1 Opinicn was divided over whether microctizaching was no more expensive on lecturer’s time

A r

(40,4%) or whether it was DVpenswe 52%) with 35,8% “eeling that more scoromical use could be

r

made of group discussicr, Responses to ATA showsd a wide varlation in hours of greparations in

h

that {7,6% indicated cne hour, 24,5% twao hcurs and 535,9% more than two hours, with some

-
-

comsicerably more - ugpto 20 hours, Responses o AYE alzc sh

J

wed 3 wide range for staff contag
time with students, 25.8% indicated op o 3 hours contact time, 23,6% 4-4 hours, 14,3% 7-10
hours and 21,4% more than {0 hours, with some of the latter having considerably mars - cver 109
hours.

7.2 Simple. CCTY 4acilities could be used with clayback in any venue (35,5%), of these 44,2%

chose improvised classrooms with audic recording as an alternative and the othar 42,3% favourad

-

Sne <r two speclally desigred siudics. No one relt that it could be organised in improvizad
accommaedaticn as recording was not necessary sut L3,7% felt that a lapge capital outlay was
mecessary, Resgonses 0 ADSAS showsd that 22,2% usad two or more colour cameras ard 37,3%

black/white cameras, wherses A25C showed that arly 4,4% used live microlessaons with no
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- felt that these services must ke immediately available. Responses 0 A322,B showsd that, 37,0%

fad a department technician for maintenance and 74,{% could uss a technician from the
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instituticn’s central sarvices or through am extzrnal contracior, The latter are less liksly
to be immediately available than the former. No one indicated that the need for a technician
was not applicable. Faults were corrected oromptly, according to 75,8% {A23) and microteaching
never had o be abandcned, aczording to 55,7% (A34).

7.4 Children are desirable but not essential 50 any exgense car be avoided by using peer
groups {84,6%) and of these 23,1% felt 1t was Setter o uss peer groups. However, as

previously stated, the resporsas to AL3 showed that only §,7% had actually used children for

all cr some of the microlessons. It appears that the cos? of using children is net seen as an

aconomic factor, in relation to thelir transport or supervision, but is more likely ‘o be a
matter of convenience in the preparation and planning..

9.5 Opinicn was divided between whether the preparation and slanning was considerab

ll‘l
E:]

fn)
in
¢

or whether it was quite straight forwarg (39,4%) with 31,9% of these feeling that it only

appeared formidable. As already indicated preparation time varied considerably, providing some

A

gxplanation as 1o why the respenses to liem 9.5 vary. Anather related factor could e the size

7

the group and, as the responses 1o A4 showed, these varled from 27,7% with groups of L-10

)

students, 7,0% with Li-15, 2,3% with 1&-20 and 52,3% with groups over 21, including 32,4% with
160 or over. Similarly, a wide variaticr, froem one o five, was found to the number of

microlessons planned far 2ach student (A22), as described following 7.2 abave.

1.3 Comparison ketween micrctrzaching in the United Yingdom and South Afrira

The study has identifisd many differences In opinizn and practice batwean the Un
Hingdom ang Scuth Africa. Atfention has alrgady been drawn (Chapter L) to the different

_' - -y A = = P < - re FL o -
approach to posigracduate teacher sducalion in the United Kingdom fcliowing the

Ju"""
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—I tii

conservative stance solidating the traditiomal curriculum, It is interesiing 32 -ois
that afier the radizal raview 24 ihe zesigraduate tzacher 4raining curriculum, *he DE5 i the
United Kingdom, through a system of accreditaticn, is now creating a mechanism for entrenching
rnot the olid traditional academic pattern of teachar fraining, Sut mew and inmcvative curriculs,

emphasizing the professional, practical and schoeol-based. The indications are hat the

differencas are connecizd with the ditferent fundamental visws of the naturs of postgradeate



teacher training, a factor more usefully explored in section 6.1.4,

Another significant difference between postgraduate teacher training 1n the twao nations
iz the importance attached tc General Methods or Didactics in the South African situation. In
many waye it has many advantages for offering component courses 1n the use of audia visual
aids, librarianship and microteaching based on & teaching skille approach. It has the
disadvantage 1n that it attempts to teach the use of teaching methods without linking them with
any particular subject content. It appears to be part of the campus-based philosophy of
teacher training and is an extension of the analytic scientific approach to education research
and training that has received much criticism recently, as it appears to have little berefits
for the Kind of teaching thatactually goes on1in the classroom and the Kind that teachers would
value. Further details of this debate have been amplified in Chapter 1,

Reference to the data from the different institutions, as recorded in Appendix 1.5, shows
that a much longer time is spent in schools in the United Kingdom than is <o in South Africa.
At present a postgraduate teacher training course in the United Kingdam, in order to be
recognised for Qualified teacher status) must have 12 to 1% weeks of school teaching practice.
As indicated in Chapter { most coursesinclude a regular once & week schoal experience as well
as the long blocks of teaching practice. South African universities offer from 4 1o 9 weeks
cnly. This important issue will again be referred tc in the next section.

1t is appropriate to examine the two detailed surveys and to describe and comment on the
differences which have been identified, the similarities will not be described, as this would
involve further repetition of details already described in the previous sections. The same
procedure will be adopted as has been used in the previous sections, the detailed comparison

will be presented according to the section used in the Attitude questionnaire.

Physical and technical facilities

South African respornses attached greater importance than did the United Kingdom to the
need for speclally designed studios (Item 1.1) to the use of two or mare cameras, (Item 1{.2)
ard to more competent technical assistance (Item 1.3). In spite of the more recent
introduction of microteaching into many South Africar institutions, there was evidence of less
use of improvised accommodation formicroteaching and many universities indicated that specially

designed studios were being completed or were anticipated. This emphasis on specially designed



183

sophisticated facilities for microteaching may explain why mare use is made of black/white
television in South Africa than in the United Kingdom., Expensive capital development when
asked for must be used. As part of the rapidly developing electronice industry, television and
the use of videc is improving so fast that whole systems guicky become cutdated. In spite of
the need for more competent technical assistance, there was little difference in the way that
technicians were used, but the evidence suggests that there are fewer technicians available in
South African university departments and that there have been mare problems in staff operating

videc equipment.

Preparation for microteaching

Few items or responses showed any significant differences. South African universities
tended to provide maore freedom and less help for the student in choosing the content for
microlessons (Itemz.1) but tended to provide more background to teaching skills before the
microlessons were given (Item 2.3). More importance was attached to the use of lectures on the
ratiorale of microteaching skills (Item 2.4}, Organisation responses showed that less use was
made of demonstration lessons of the sKills to be used in microlessans and, even, less use

appeared to be made of children as puplls for microlessone.,

Supervision of microteaching

South African universities attached less importance to peer group supervision (Item 3.2),
placed more value on the use of obser'*vation schedules (Item 3.3) and were more divided over the
issue of assessment (Item 3.4), in that although importance was attached to formal ascessment
by some, another group were against any form of assessment of microteaching. The organisation
responses showed that in rno cases were peer groups supervising microlessons by themeelves,
although greater use was made of group discussion, rather than individual discussion, during
the microteaching. The greater use of observation schedules and of formal assessment was also

confirmed.

Reteach lescons

South African universities attached a greater importance to the use of reteach lessons

than United Kingdom institutions, in that they emphasised the need for planning (Item 4.1) and
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attached more value to the reteach cycle (Item 4.3). Fewer South African staff did not use

reteach lessons and more used them sometimes.

Immediate objectives

Although similar emphasis was placed on the practising of teaching skills, greater

attention was given by South African universities to behavioural modification (Items 5.1, 5.2).

E ffects of microteaching on students

South African universities, in some cases, considered microteaching as a possible
substitute for teaching practice (Item é.2). They had less doubt about the confidence that
students gained (Item 6.3) and were more supportive of creativity and originality aspects of

microteaching (Item 6.4).

FPhilosophical factors

More value was placed on the learning of skills as opposed to the mere practice of them
(Item 7.3} and again more attentior was given to the behavicural modification aspects of
microteaching (Item 7.4). In showing similar support for the cosmetic effect of microteaching,‘
South African universitiec were seen tc be making greater use of black/white video recording
than in the United Kingdom. In the same way they showed similar support for the introductory
value of microteaching for classroom teaching, less use was made of microteaching during
teaching practice, even though it was fairly minimal in the Urited Kingdom. Fewer Scuth
Adrican universities planned for only one or two microlessons for each student, none used more

than five, as was sometimes found in United Kingdon institutions.

Relation of microteaching to other courses

A much higher proportion of completed returne (almost 50%) came from Education staff in
the case of South African universities. The general organisation of microteaching, as opposed
to the subgect method approach in the United Klngdom, has already beer mentioned. Soth African
umversities indicated stranger relationships between micrateaching and educational psychology

(Item £.1}), educational sociology (Item ©.2) and education theory courses generally (Item £.3).



Economic factors

South African universities showed that they were more in favour of group discussion to
relieve staff time (Item 9.1), this was supported by the greater use of group discussions,
Lorger hours of preparation were indicated. South African responses tended to favour a need
for a greater capital outlay and were less in favour of improvised facilities (Item 9.2) and
the organisation responses showed more use of two camera systems and less use of live
microlessons than in the United Kingdom. South African tuters mentioned that specially
designed facilities were being completed or anticipated whereas there was no mention of such
developments in the United Kingdom, even though they appeared to have a similar proportion of
purpose built studios already. Although equal 10 the responses for the need for competent
technical assistance, South African umversities appear to have fewer departmental technicians,
ecpecially when compared with United Kingdom universities, and appeared toc make more use of a
central or cutside service. More problems were experienced in the preparation and planming for
microteaching in South Africa (Item 9.5), which may be due to the significantly larger groups
of students organised for microteaching and to the tendency to plan for three to five
microlessons, not the one or two, or even the larger numbers, of some United Kingdom
institutions.

The Stanford model, through the Stirling influence, appears to have had & very marked
effect in South Africa, whereas a larger proportion of institutions in the United Kingdom have
not been influenced by 1t but appear to have created their own idiosyncratic approach to
microteaching.

It appears that South African postgraduate teacher education has attached muth greater
value to microteaching than its United Kingdom counterpart. Not only are the responses to the
Attitude Questionnaire less critical and more favourably disposed to microteaching im all its
aspects, but there is a much greater capital outlay in the provision of specially designed

studics and sophisticated facilities.

6.1.4 Identification of factors affecting the use of microteaching

The study has identified a number of factors which appear to affect whether microteaching

15 used and, if so, the way it is used. ‘
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{. Subject method v education organisation

When the United Kingdom responses to the Organisation Guestiornaire (A4 to A35) were
examined for significant differences among the subject groups (SUBJGP) using SPSE Crosstabs and
Statistic {, Chi-square, among some predictable differences & few others were identified
suggesting that the subject area might be an impartant factor. As could be anticipated, the
responses tc ASB showed that Science statf made greater {40,8%) use of technical assistance
than those from other subject groups (approximately 15%), the difference being significant (at
the ,0453 level). Science and Education tended to use longer sescsions for microlessons than
the other groups (at the ,0550#% level). Education staff were more likely to be operating with
mixed subject groups than those from the other subject groups fat the ,0000 level) and
Education were more likely to make use of children (at the ,0144 level). The responses to Até
showed that Education staff were more liKely (50%) to supervise microteaching with some
assistance, whereas for the majority of the ather groups lecturers supervised alorne. This was
particularly the case for the Language group (90,9%) and less true for the Scierce (66,7%), the
difference was significant (at the ,0470 level). Responses to Al7 showed that Education staff
were more likely to make use of abservation schedules, 62,5% ‘Sometimes’ and 31,3% ‘Always’,
and those groups indicating ‘Never’ were Language (50%), Science (84,7%) and Miscellaneous
(40,7%). The difference was significant (at the ,013Z% level). Education stafé were more
likely (73,3%) tc make use of reteach lessons and Science staff were the least likely (23,1%),
the differerce being significant (at the ,0120 level). The responses to AZ24C indicated that
Education sta$f made the most (37,5%) use of audio recording and the Language staff made the
most (406,9%) use of ‘live’ microlessons, the maljority of sta+f not using either, particularly
the Social Studies (87,5%) and Science {73,7%). The difference was significant (at the ,0015%
level). Education staff were less, 43,8% as compared with 74,6%, likely to use microteaching
before school teaching practice (at the ,00&1 level) and more liKely, 50% as compared with
29,4%, tc be using microteaching in between teaching practices (at the 0110 levell,

The main differences appeared to lie between microteaching organised and supervised by
Education staff and microteaching as part of a subject method course. The former appeared more
likely to operate a form of microteaching closer to the Stanford model, including, as well as
reteach lessons, observation schedules, use of children in the longer period available between

teaching practices as indicated above, but also lecture, handout and demonstration preparation,
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discussion after playback, more than two microlessans tor each student, more sophisticated
black/white television and an assessment both specific and globhal, even though these aspects

were not statistically significant.

2. Factor analveis of Attitude 1tems

Factor analysis of the responses for the four different types of institution to the
thirty four attitude iteme was carried out using SFPSS FACTOR, the procedure and detailed
results are recorded in Appendix 3.2. A detailed description of the Factors as identified for
the United Kingdom universities, polytechrics and colleges is included and a comparison made
with those Factors identified for South African universities. Attention is drawn in this
section to the different types of course organisation. United Kingdom uriversities tend to
cperate as a number of small subject method course within the overall PGCE framework. Because
each subgect tutor is relatively independent in selecting students, organising the majority of
the course and supervising the school experience and block teaching practices, there does not
appear to be the course unity that appeared to exist in the polytechnics and colleges and in
the South African universities. Education in the polytechnics was more centred around the
PGCE, it tended in the colleges to be composed of a comparatively emall group dwarfed by the
four year Bachelor of Education students. Regular submission of course structures, for
validaticn by the Council for National Academic Awarde (CNAA), could also contribute to the
cohesiveness of the course structure in the case of polytechnics and, to a lesser extent,
colleges, the latter sometimes being validated by a local uriversity. In gereral terms the
study identifies the broad factor of the total course and the way it ic organised in the
institution.

In particular the Factors show the different emphases of the different types of
institution. It is apparent that, to different extents, the same aspects of microteaching, as
identified in the Attitude items, contribute significantly to the major Factors in each type of
institution. Philosophical aspects (7.1 to 7.4) and immediate cbjectives (5.1 t0 5.3}, both
concerned with why microteaching is used, appear to be important, as do the relations to other
courses (5.1 to 5.3), The need for student preparation (2.3, 2.4) also contributes, as does
the attitude towards the use of reteach lessons (4.1 to 4.3), even though few staff make full

use of reteach lessons, The use of peer groups for supervision and feedback (3.3) appears
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significant and, in the case of South African universities the role of assessment. Physical
facilities (4.1 to 1.3) are in Factor I for colleges, Factor II for poltechnics and in Factor

111 for both sets of universities. Economic aspects (9.1 to 9.3), although dealing with very |
different costs (sta¢f contact time, facilities, maintenance, transport and preparation time)
appear to receive equal mention but are more commonly found in Factors IT and 111, depending

upon the type of institution.

3. Srhonol-based v campus-based teacher training

The most significant factor which has ariser out of the total exercise of analysing the
data obtaired in the United Kingdom and South A+rica is the underlying philosophical approach
tc teacher training. The developments of teacher training in the United Kingdom in recent
years have highlighted the change in the underlying philosophy. The traditional college-based
model and the innovative school-based model of teacher training have been described and
compared in Chapter {. The place of microteaching in teacher training has also been examined
in Chapter 2, following a discussion on the criticism levelled at the value of much of the
traditional research into education and the need for a different approach, which could be of
more use to the practising teachers. This has now been brought into focus by comparing the use
of microteaching in a more traditional teacher training atmosphere like South Africa and the
comparatively radical post-James situation in the United Kingdom. The crux of the 1ssue seems
to be, that, 1 teacher training is seen as an activity that takes place on a coliege campus
and consists largely of lecture, tutorial and seminar activities leading to formal written
examinations, then microteaching is an exciting innovation and has a lot to offer, whether it
is live or recorded, involves real children or peer groups, is a global teaching activity or
concerned with specific skills. On the other hand, 1f teacher training is seen to taxe place
in a school environment, with the student working alongside interested and cooperative
practitioners, involved in, what are seen as real issues and problems with real classes of real

children, then microteaching appears limited by 1ts artificiality, which in the traditional

approach to teacher training is its real strength.
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BISING FROM THE INVECSTIGATION

There ic a great neea in teacher traiming for ar interchange of information about the
nature of courses among the staff involved, Much of the succese of this study has depended
upon the varicus staffd members who were prepared to communicate details about what they were
doing and thinking in relatior to their courses. This information was obtained through
structured guestionnaires, through detailed descriptions and comments, by visits and personal
contact. The reports of the surveyes and the analysis of the data, showing the types of
crgamsation used and the attitudes of staff members towards the different aspects of
microteaching, should be of assistance i helping those 1nvelived 1n teacher traiming to analyse

their own microteaching courses ang help them to explore alternative approaches.

6.2.4 Implications for teacher training

Although the study is concerned with the factors affecting the use of microteaching in
post-graduate teacher training, in order to achieve this, it has been necescary to examire the
framewocr¥ in which microteaching is offered 1.e. the total curriculum of post-graduate teacher
training. The compariscr betweer the courses as offered in the United Kingdom and in South
Adfrica have highlighteg certain differences, which draw attenticn o the need to look at these
cocurses within an everi broader framework, 1.e. the national, social and political frameworks of
their total eduzation polities as they have evelved and as they appear to be evolving 1 the
iight of present evidence. This comparison across two distinct mational, social and political
education structures has the advantage of turning & study bacsed on evidence coilected in the
present into a study with a time perspective, since changes 1mplemented in the Urited Kingdom
are eventually, after a number of years and possibly with some modification, introduced into
the South Africarn system. In other words the system ac it has evoived in the United Kingdom is
likely to suggest the way the system 1s, and possibly will be, evelving in South Africe. In
order to do justice to this argument it 1s riecescary 1o examine certain developments in the two
national systems of ecucaticn, the influemce of the curriculuT development movements taking
into account how they relate to the total social and political situations in which they

operatey the effect oo teacher training of changes in the school curricula, and the problems of
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curriculum evaluation.

Overview of the deveiopments in United Kingdem education

In the United Kingdom the foundation for universal elementary education was laid by the
1670 Act and instituted two systems viz, the existing grammar and public schools, and the
elementary schoole of the state system. These two systems operated until the 1744 Act when,
with the provision of secondary education for all, a tripartite system of grammar, technical
and secondary modern state education was introduced leading to the multi-lateral and
comprehensive systems of more recent times. These different systems operated through different
curricula which were controlled to varying degrees by three distinct bodies, the state with its
Inspectors, the local authority through the governors and other advicors, and the teachers as
individuals and as a professional body. The control of education and of the curriculum was a
very complex i1ssue due to changes in the balance between the contributing parties. Lawton has
examined in great detail the changing pattern of curricula decision-making in the United
Ringdom and commented on the influence of social change and educational theory on curriculum
planning (Lawton 1973) and on the influence of class and culture on the curriculum (Lawton
1975). It is sufficient in this context to draw attention to a few of the points that he makes
about curriculum control in the early stages, which show the different relations which existed
between central government and the different classes which developed within the system:

"Elementary schocl teachers, in the nineteenth century fought against rigid

central control of the curriculum and succeeded in the twentieth certury in

shaking off this control almost completely.”

{(Lawton 1930: 13)

"One of the myths about secondary education in England is that there is a long

tradition of teacher control over the curriculum.....even in Elizabethan times

the curriculum of grammar schools had been subject to close government scrutiny

and interference. More recently there was sirict control of the secondary

curriculum from 1902 until secondary requlations were superseded by the {944

Educatiorn Act.”

(Lawtor 1980: {3)

Elementary Regulations were abolished 1n 1926 and Secondary Regulations were made obsolete by
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the 1944 Act, diminishing the authority ot central govermment. However, the partnership
bhetween the Department of Education and Science (DES), the Local Education Authorities (LEAS)
and the teachers, which implied a satistaction and trust in spite of the struggles that
existed, has been replaced since the 1970's by the concept of accountability, implying
dissatisfaction and distrust. Lawton identifies, and expresses concern about, ‘the growing
power of the mandarins’, who consist of

"HMIs and civil servants, sharing similar social and educational backgrounds,

(who! tend to make the same Kind of assumptions, and tend to poscess similar

beliefs, ideologies and aobsolete thecries.”

(Lawton 1930: 28

In particular the policy of accountability 1s being imposed by the DES through the Assessment
of Performarce Unit (APUl, which now constitutes a national testing agency concerned with
gducational standards. Other recent moves by the DES relate to the part played by the Schools
Council for Curriculum and Examinations (SCCE), a body constituted in 1964 in which teachers
were given a majority representation, which was criticised in the early seventies for being too
progressive and too teacher dominated and, following a review 1n 1978, now has its financial
control firmly under DES and LE A responsibility, Similarly the Secondary Schocls Examination
Council (SSEC) established in 1917 with the universities playing a dominant part, has had its
responsibilities incorporated intc the Schools Council. The university role inexternal school
examirations has diminished over the vears and teachers have increased their influence over the
detailed operation of the examinations by their representation on Examination Boards. But,
with the shift in the power structure in the Schools Council, the ultimate control over pelicy
decisions now lies with the officaals of the DES, Examples of teacher influence over external
examinations are the replacement in 195! of the group examination of the School Certificate by
the single-subject type of examination of the General Certificate of Education (GCE) and the
establishment in 1965 of the Certificate of Secondary Education (CEE) with the opportunity for
much greater control of the curriculum by teachers through the use of Modes 2 and 3 type
examinations. This pericd alsc saw a much greater emphasic on the teacher as a professional
person. Teaching was nc longer seen as a vocation or a decication. The power of teachers’
organisations developed in the post war period as part of the democratic labour movement

seeking better canditions for its members and representation in the education decision-making
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process. Any advantages, that were gained in this way at the expense of the status of the
teacher as seen by society, now appear to have been lost,

The struggle between the three partners involved in the control and decision-making
policies during the first part of the twentieth century in the United Kingdom is alsc reflected
in the continuing debate between the progressives and the idealists in education, in which the
teachers, particularly the professional asscciations, represented the progressive view and
central and local government the idealist.

"Progressives are said to see education in terms of growth, toc see teaching ac

child-centred rather than subject-centred, and to see the curriculum as an

inter-disciplinary one, based on the needs and interests of children....On the

other hand, idealicts are supposed tc see education in terms of acquiring

Knowledge, to see teaching in terms of initiating pupils into traditional

culture, and to see the curriculum organized to transmit an understanding of

established disciplines..."

{Lawton {975: 7)

Progressives and idealists may be seen as the extreme ends of a continuum, with possibly
realism linkKing the two since both progressives and idealists appeal to reality, as they see it
from their different standpoints for support for their line of argument. The importance
attached to disciplines in educatior relates the i1dealists to the conservative forces in
society and there are many arguments in favour of them. The school curriculum must be
expressed within some Kind of approved convention or framework. The advantage of using
dicciplines o describe a curriculum is that identifiable standards are built into the
structure and the knowledge, methods and rules of pracedure are shared by those who practise
the discipline (Stenhouse 1975). In addition, Lawton argues that reality is made more
meaningful by means of disciplines. Different disciplines are important because they look at
reality in different ways. There is scme relationshilp betweer disciplines and human mental
structure and there 1s some evidence that discipline—structures aid learning, but even so
"disciplines should be used in planning a curriculum, not that the curriculum should be
discipline-centred” (Lawton 1975: 82). This distinction clarifies the use of disciplines in
identifying inter-disciplinary enguiry in a progressive curriculum and the discipline-centred

curriculum of the idealist. The progressiviste view of reality tends to allow for different
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perspectives and consequently they adopt a maore flexible approach, seeing education as
inveolving change and to be more child-centred.

The system of education that cperated in the schools of the United Kingdom in the 4irst
half of the twentieth century can be described as autocratic, elitist, comparatively static,
ore which reflected and maintained the existing class structure and based on the 1dealist view
of educatiorn. The {870 Education Act did not achieve the completely seculary national system
of campulso~y, free education desired by the progressives. H.G.Wells described it as:

"Not ar Act for & common universal education, it was an Act to educate the lower

classes for employment on lower clase lines, ant with specially trained, inferior

teachers.”

(Wells 1934: 2}
The class system was maintained by applying selection procedures and supported the idealist’s
view of education, with secondary and elementary schools operating on different curricula aimed
at leaders-ip ang foliowershis respectively. Baoth curricula can be seen as discipline—centred
whether they are based on latin, science, language and mathematics etc. or on reading, writing
and arithmetic.

The 1944 Education Act heralded a new era for educatior in the United Kingdom. Instead
of being autocratic and elitist, education was now to be more democratic and more egalitarian.
However, in its attempt to cater for individual needs and imterecsts, the resultant tripartite
cystem of secondary education based on selection due to «bility and effort was mare
meritocratic than democratic, True democracy in a free soclety should provide a better quality
of life for all. Preferential treatment based on ability is no fairer than that based on
wealth {(Yourg 1958). Hence, during the third quarter of the twentieth century, there have beer
progressive movements towards greater egquality of opportunity for all, as in the establishment
ot non-selective comprebensive education by labour governments and LEAs., Initially greater
use was made of streaming according to a pupil’s particular abilities and in more recent times
mixed ability classes have become more gereral, At the came time, in order to cater for a
wider range of abilities, the curriculum was broadened to accommodate more optional and
vocational courses, at the expense of achieving the basic literacy and numeracy emphasised
previously. Curriculum reform and development became the norm at all levels of school

education.
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The swing towardes progressivism that took place after the {944 Act due tc the influence of
teacher organisations has now beer replaced by a swing back towards idealism as reflected in
the poliry decisions of the DES. In order to examine the significance of these trends it is
nececeary to look at the way techniques used in curriculum evaluation have developed. Lawton
maintains that the choice of any particular form of evaluation is in itseld a political
decision. Evaluation, as "...the process of applyirg a set of standards to a programme, making
Jdgements using the standards and pustifying the standards and their application” (House 1973:
3}y is based on a model with certain Kinds of built-in assumptions, whether measurement 1s
involved or not. The older well-established statistical models; as used in
agricultural-botanical research and industrizl research and development, are both considerec
unsuitable In education because of the assumptions that have to be made. The former is
concerned with the meacurement of anything that 1s easily guantifiable and does not take into
account the complexity of the teaching-learning situation. Humar beings are more complex than
cabbages. Variables cannot be identified as easily in the classroom as in the field and cannot
be controlled as easily. The observation act itself is more likely to contribute to the
results as a further uncontrollable factor. Similarly, the industrial research and developmenit
mode!l 1s based on the false assumptions that all education outcomes can be translated into
behavioural cbectives and that all changes of behaviour can be measyred. In both models
sampling cannct be achieved with any degree of success and both use a reductionist technique
which fails toc examine the wholeness of the situation in guestion. The illuminative evaluation
mode} baced on the methodology of social anthropelogy (see Chapter 2.3) explores more
qualitative forme cf assessment and, although 1t provides a means of describing the full
picture of an evaluation situation, there is a danger of personal, subjective impressions being
put forward as objective data {Lawtorn 1960), An adaptation of the illuminative model is the
teacher as recearcher model proposed by Stenhouse as an alternative to the objectives and
process models of the curriculum (Stenhouse {973). In this case the teacher becomes a
professional involved in research-based teaching with the emphasis on self-evaluation. As for
the illuminative model objectivity 1s likely to be a problem, with the additional problem which
arises out of the conflict of roles between the teacher as curriculum innovator and the teacher
as participart observer and evaluator. MacDonald’s political model of evaluating curricula

attempts to 1dentify and collect the information and jdgqements on which decisions can be made,
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taking intc account the total context of the educaticnal programme {MacDonald & Walker 1974).
Three ideal types of political evaluation can be identified: the bureaucratic, in which the
evaluator plays the role of @ management consultant; the autocratic, in which the evaluator’s
rele is that of expert advisor who makes the final decision; the democratic, in which the
evaluator acte as an hanest broker to the whole cammunity., The use of a case-study model of
evaluation 1s cne which car embrace the holistic impressions of the 1lluminative model with the
conventicrial ‘hard data’ of the statistical approaches without the problem of controlling
variables or of celecting representative samples. Hence, a variety of techniques and
strategiec are now at the disposal of the curriculum evaluator. Evaluation 1= not seen as
merely the measurement of guaniifiable behaviour either in control arnd experimental groups or
by the use cf pre- and post-tests. Lawton expressed concern that in the Umited Kingdom the DES
through its policy of accountabiliity in education as operated by the Assessment of Performance
Unit was basing 1ts decicion-making policy on "ohsclete thearies....the result of that Kind of
‘common sense’ set of shared assumptions rather than a carefully formulated theoretical
viewpoint” (Lawton 1930: 29).

"The DES/APU 1s moving towards & dangerously obsoiete model of evaluation.”

(Lawton 1980: 13D

"In a democratic society it is not ordy important that there should be a

warthwhile common curriculum; 1t 15 also important that the machinery for

curriculum development and change should be appropriately controlled, and that

this sharec control can be seen to ke fair and appropriate by all thase who have

a legitimate 1nterest in it

(Lawton 1960: 139)
Lawton deplores the ‘secret’ decicior-making, whether it be by teachers based on thelr
professional expertise or the DES based on its bureaucratic power. There is a need for an open
partrership in the solving of all problems assaciated with curriculum planning.,

From 1270 to the pericd following the 1944 Education Act, the school education system in
the United Kingdom evolved in directions which can be ciearly related to a more democratic,
progressive approach. Although these changes in the schools, which supplied the students, had
implications for the whole structure of Higher Education, teacher training courses were likely

to be affected not only by innovations in their own curricula but, in addition, by the
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curriculum innovations in the schools for which the students were now being prepared. The
autocratic, elitist system of grammar and elementary schools enshrined in the implementation of
the {870 Education Act had been mirrored by a similar teacher training structure. Universities
were responsible for the educaticr ot teachers 4or the secondary grammar schools. Iratially an
academic degree was considered sufficient as a teaching qualification, but with the
ectablishment of university departments of education (UDEs) a profeesional certaficate became
increasingly important before 1t was eventually made compulsory in 1973, In the same way that
the new grammar schools had been cast in the mould of the established and successful public
schools, the new UDE<s tended to follow the successful academic pattern of related departments
ectablished in other faculties. Prospective secondary teachers followed cources in those
academic disciplines similar to the disciplines in the grammar school curriculum. Elementary
school teachers were trained in special monotechnic institutions, in order to make them
proficient in teaching the basic skills of reading, writing and arithmetic; hence, H.G.Wells'
reference to the "spercially trained inferior teachers” (Wells 1934: 93), Fopllowing the 1944
Education Act, with the introduction of universal secondary education and the establishment of
the tripartite system of grammar, techrical and secondary modern schools, teacher training
colleges became colleges of education. In the same way that the new secondary modern schools
terded to copy the organisation and curriculum of the established grammar schools with their
emphasis on a variety of academic disciplines, the colleges of education tended to follow the
university type of curricula, in that Main Cources (and later Advanced Main) were introduced
+or the student’s own academic progress. Teaching in the basic skills was supplemented by
courses and caomponents from the edutation disciplines found in UDEs, viz. philoscphy,
psychology, sociology, history, comparative, etc. As comprehensivisation of the secondary
schools imtroduced greater equality of educational opportunity, the colleges of education and
universities moved closer to each other with the introduction In 1948 of the Bachelor of
Education as the first teaching degree followed by the move to an all graduate profession. The
secondary curriculum expanded in the range of school subjects offered for grammar, technical
ard secondary modern schools, so that some of the developing comprehensive and multi-lateral
schoole were able to offer curriculum choices including French, German, Spanish, Russian,
Latin, Greek, Classical Studies, Economics, Physics, Chemistry, Botany, Zoology (and the

varigus science combinations), tagether with Woodwork, Metalwork, Technical Drawing, Home
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Economics, Needlework, Accounting. As greater flexibility was introduced into the secondary
system to enable children to transfer from academic to non-academic streams and vice versa,
colieges and umiversities introduced courses which catered for the needs of teachers at the
different levels. Graduates were able tc follow thelr education courses in colleges of
education and special courses were offered by universities to prepare graduatec to teach at
lecss academ:ic levels in primary and different types of secondary schocls. The expansion of
comprehensive education meant that universities could no longer concentrate realistically on
the preparation of graduates to teach in grammar schecls. The various curricula experiments,
surch as team teaching, integrated studies and mived ability classes, in the school system have
had their repercussions at all levels of teacher training and especially on the UDEs offering
the PGCE.

In 1976 the percentage of schools having @ mixed ability organisation seemed to be
escalating (DES 1978}, Itis reported that:

"In the mig-1970s, 90% of Nottingham PGCE students iaunched upor the schools as

probationers each September would have entered selective schools and many would

have taught sixth formers during their probationery year. By 1979, ninety per

cent of these probationers find placements in comprehensive schools and handle

mixed ability classes in their first few weeks,”

{Alexandsr & Whitaker {980 42)

In 1974, a Teacher Education Projecty based on Nottingham and Leicester Universities, was
funded by the DES to experiment with training materials and methads in the PGCE course. The
project operated on seven broad fronts in identifying these materials and methode:

{. Class management and control.

2. Mixed ability teaching,
3. Fast learners,
4, Slow learners.
5. Questionning skilis.
6. Explaining skills.

7. Lang2age across the curriculum,
As can be seer, the projct idertified very different tssues from those associated with the

traditicnal teacher training curriculum with its emphasis on the academic education disciplines



194

(Alexander & WhitaKer 1980). A further project, funded by the DES in 1979 and already referred
to in Chapter 1.2, carried out research into “The Structure and Process of Initial Teacher
Education within universities in England and Wales’ (SPITE) 11 order to find gut what was
actually happenirg in PGCE courses (Patrick et al $935),

The lact ten years have seer various moves by the DES to control, what might be seen as,
some of the excesses of the curriculum reform movemerts in the United Kingdom. The autonomy of
the various independent bodies in the national education system, such as universities,
examination boards, teachers’ urans etc.; i1s now being challenged by the policy laid down by
the DES. It is interesting to note, however, that the area which attracted public concern much
later thar any ather i.e. teacher training, had maintained its traditional curriculum from the
19205 until the publication of the report of the James commission 1n {972, It is particularly
interesting to riote that the policy of the DES i thic area of teacher training tends to be
radical armg innovative, whereas in the other areacs the DES appeared tc exert a more
concervative, traditional policy 1o counter the escesses of the radical teacher motivated
innovations. It would appear that the relatively static nature of teacher training courses
prior to 1970 did not adjust tc the changed situation in the nation’s schools. There was a
need to train teachers for the reality that existed in the state schools and not for a system
that might have exicted in the memories and experience of those responsible for teacher

training courses or for a system that should exist in a fully ‘democratic’ society. The

[+

ccreditation of teacher training institutions by the DES, in order that they might be
recognised fo- Qualified Teacher status, is the latest development in the central control of
the teacher training curriculum and has been described in Chapter 4.2, The new pDolicy combines
aspects of the traditional academic approach with that of the teacher apprentice. It would
apoear that the essential qualities necessary far sta#f involved in teacher training should
consist of:

1. Authority in an academic educaticn discipline.

2. Ability to pursue educational research,

3. Adult education eKills, to handle students.

4, Becert and on-going classroom experience.

Whereas the control of the school curriculum in the United Kingdom could be seen to
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involve three partners: the central authaority (DES), the local authorities (LEA¢<) and the
teachers, the control of the teacher training curriculum irvolved:

i, The central authority (DES),

2. The private, church and local autharities responsible for the staff and

physical facilities in the colleges,

3. The university departments and institutes of education,

4, The professional teaching bodies such as the National Union of Teachers (NUT),

the Assictant Masters Association (AMAY and the, more recent, Schoolmasters

Association (SMA) and

5. The teacher trainers, ac individuals and through their cwn professional

organisation i.e. the Association of Teachers in Colleges and Departments of

Education {ATCDE),
As the shifts in the power structure of the partners who controlled the school curriculum
affecied the schools, the situation in teaching training wae more comple:. In the imtial
pericd up to the 1944 Education Act, universities, through their own tutors, controlled the
curriculum for graduate teachers and the various local authaorities contrelled the colleges in
partnership with the central authority, i.e. the Ministry of Education pricr to the
ecstablishment of the DES, and the teacher trainers. The professional body of teachers was
divided, only the AMA operated effectively as a representative body for graduate teachers and
tended to give its support to the conservative practices of the universities. Foliowing the
1984 Education Act, the McNair Report recommended the formation of fourteen university Area
Trainirg Organisations (ATOs!. Henze, through the development of Institutes of Education, the
uriversities were able to exert an even wider authority to include the newly established
Colleges of Educatior, which replaced the old Teacher Training Colleges. This increase in the
power and authority of the traditional university i1s an interesting development bearing in mind
the changes to come, viz.the increasing emphasis o equality and democratization in education,
the increase in professionalism in teachers organisations (especially the NUT and SMAY and
among teacher trainers {ATCDE) and the continuing influence of the progressive movements in
educaticn. It 1s worth noting that the system of staff members from one ccllege serving acs
external examiners in another contributed towards some sort of uniformity in the curriculum,

but in view of the number of bodies involved and the way they tended to group it s not
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surprising that the principle of the ‘common curriculum’ or ‘core curriculum’ that the schools
were aiming for would be more difficult 1o achieve i teacher education. With the increasing
opportunmity for all in secondary education, the various external examinations which LEAs had
initielly introduced for young schaocl leavers, were replaced in 1963 by a new national
examination - the CSE. Allowance was made for equivalence with GCE examirations and, hence,
ertry tc an atademic and professional career was passible for a wider range of pupils,
particularly from the working class. During this pericd, with labour governments an office,
the number of places 1n Higher Education were increased and the number of better gualified
candidates increased in universities and colleges, Evidence of the need for more central
controi of Higher Education had begun tc appear with the introd.ction in 1940 of the Clearing
House system for university, polytechnic and college aprlications. The static nature of the
teacher training curriculum as cffered to postgraduate students in UDEe hac already been
gescribed ir Chapter 1. Whereas the secondary modern schocols, after initially tending to copy
the grammar school structure, became more progressive in their approach, the Colleges of
Education became more 1dealistic in tending towards the UDE model. The lergthening of
compulscry schooling steadily increased with the raising of the schocl leaving age, with the
corresponding increase in the length of teacher training courses in colleges.

The seventies was the latest period o+ development in United Kingdom education and
overlapped with the return to power of & concervative government with a large majority. This
period tcllowed the education expansion of the sixties with the boom 1n public finance which
had resulted in expansion in all sectors of ecucation - comprenensive schools, new
urivercities, polytechnics and teacher training facilities. It followed the increasing
comprehensivization policy which resultec in marny of the semi-independent schocls choosing full
independence rather than be swallowed up in the new system. This factor contributed with the
cdrop in the birth rate to the apparent over supply of educatior facilities and teachers in the
state schools. Consequently the last ter years has seen a revolutionary change in government
policy towards all leveis of education, particularly by controlling the finance available, but
more recently by imposing direct constraints in Higher Education on the courses which can te
ctéered and the numbers of students who can be admitted.

By the eighties the DES had exerted its authority on education at all levels. It was

atle to exert control over the curriculum in schools and on the external examination structure
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through the Schoole Council. An unparalleled situation had developed in Higher Education, in
whirh through redundancies, closures and amalgamations, the DES and the LEAs, &y means of the
University Grants Committee (UGD) and the National Advisory for Local Authority Higher

ion1n England and Wales {INAB), were akle to impese their policies on the universities as

well as those institutione in the public sector (Jagues & Richardson 1945!. Bv mears of ACEET,

tremendods cutbacks were achieved in teacher training and the number of places and types of
curses available for student teachers was rigidiy controlled through the Clearing House

system. I*is interecting to note that of the three alternative structures for teacher

traiming:

{.the 2 cr 4 year B.Ed. course,

3. the four vear BA/BSc with concurrent training,
the four vear courses for B.Ed. and concurrent BA/RSc appear o be the most favowred as they
indicate an earlier commitment to teaching and, hence, provide a longer period for professional
develcpment. Cf these, the BA/BSc model provides greater flexibility by providing the means by
which students, who are discovered to be unsuitable for teaching, may be awarded an academic
degree oniy (DES 1984a). The monotechrnic Colleges of Education were phased out by closures and
amalgamations with universities, polytechnice and technical colleges, in some cases creating
rew Ccolleges of Higher Education. This new structure enabled prospective teackers to be

i

ired om ary of the above types of courses alongside students preparing for cther tradec and
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pfeseions, avoiding the isolation that had existed previcusly. By means of the system of
accreditation, the DES was able to exert contral on the teacher training curriculum in both the
private and public sector institutions. Through the application of the princiiple of
accoudntability, pressure is now being put on qualified teachers. It is reported in the Times
Educational Supplement that a research project into regular assessment of teachers was being
undertaken and that "...the EZucation Secretary reaffirmed his commitment to asseszment of
teachers...and said that if urions and employere coculd not agree on a scheme, he might have to
introduce one by legislation" (Durham & Garner {983),

Althougn Lawton expresses concern about "the growing power of the mandarine" (Lawtorn
1930: Chapter 3), his concern appears to be more for the apparent secrecy of the decision-

making and that the decision-making body should be representative of the variocus contricuting
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elements in society. There are indications that, in spite of the apparent power wielded by the
DES on the various sectors ineddcation, that the authority is not as undemocratic ac it first
appears. Even the previous guctation as reported in the Times Educational Supplement suggesis
that the decision-making is not as unilateral as Lawton would have us suppose. A more
reasonable interpretation could be that the government has moved towards a policy based on
concensus as opposed to one based on the power of any one group., The DES seeks agreement from
the other two parties on a scheme for regular ascessment of teachers, because 1f not 1t can

only proceed through legislation. As indicated in Chapter 1.3, the radical and innovative

pclicies for teacher training that are being introduced as part of the accreditation policy

appear to have the full support of a variety of professionel bodies representing the UCET,

FCET, CNAA and the LEAs, In 198! the LEAc had set up their cwn National Advisory Body (NAE) 1o
discuss the future of Higher Education in England and Wales. The Society for Research in

Higher Education (SRHE} published a series of Leverhulme Reparts from 1931 onwards and in
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i organised a conference on ‘The future for Higher Education’, which "...brought
together researchers, politicians, civil servants, purnalists, industrialists and other
interested parties" (Jaques & Richardsor 1935: :1iD). The Chairman of the UGC, Sir Peter
Swinnerton-Dyer, initiated a public debate amaong the universities by asking for resporses to
twenty-eight far reaching questions on the nature and organisation of the universities
(Swinnertor—Dyer 1983). Although, in the deciining economic climate of the eighties, these
appear to impose an unprecedented threat on those institutions, a dialogue between all the
interested parties has been initiated on the future of Higher Education and the cutceme, based
or some sort of consensus, 1s Now awalted.

It 15 interesting to reflect or: the position of the schocl-based model of teacher
training, described in Chapter {.3, as opposed to the traditional campus—based model, described
in Chapter {.4. The school system is desigred to prepare pupils to take their place in
society, whereas the college or department of education prepares students to take their place
in the schocl system. The de-schooling movement of [llich and Reimer that arcse in the
seventies argued against the artificiality of schooling, that schools are unnecessary and
positively harmful and that schocls serve tc perpetuate the inequalities in society. Illich
condemned manipulative and people-processing institutions and the society which prepared human

beings for a ‘life of comsuming’, instead of convivial institutions and a ‘life of action’.
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Although alternatives are not specified as such, it appears that the preparation for life in
society might be through living in soclety itself and not in an artificial mamipulative

institution which exists for that purpose alone. This could conesist of a networkK of resources
that would bring together things, people with special sKills, other learners, ana even

educators. The de-schoclers appear to be the extreme of the progressive cpirion as applied 1o
education. Alternatively they may be seen as beyond the poscibile extreme of the progessivists,
who merely want tc improve the school system ard do not reject 1t altogether. The schooli-baced
policy in teacher training might be seen as related to the principle of de-schooling, as it
appears 1o regect the college campus. The campus-based curriculum s considered unnecessary
and, to some extent, harmful in the preparation of student teachers for the real warld af the
school and the classroom. However the variations in schooi-based models that have and are
being explored still retain varying degrees of contact with the college campus, but much of the
structure of the coliege as an instituticr (l.e. lectures, examinations, 1solation from the
schools, theoretical education disciplines) are rejected. How successful such a model will be
and how 1t will relate to the evclving model of teacher training in the United Kingdom cannot

be inferred at this stage, but possihly the present study undertaken at the University of

Cambridge and menticned in Chapter | will give some indication of its future possibilities

e
2

(PocKlington £9€3, {984, 1925), However what is apparent, even at this early stage of its
developmert and evaluaticn, is that schoci-based traiming, like microteaching, 1s not a
specific but & generic term as a wide variety of practises are covered by the schogl-based
programmes cffered by different teacher training institutions,

e i

Comparison with developments in Scuth African education

The Urited Kingdom and South A+frica show some interesting differences in their approach
1o teacher training. In England and Wales, the implementation of the McNair Report in 1944 and
the creation of university-sponsored ATOs, resulted in all teaching gqualifications, not only
those for graduates, being awarded by universities (apart from an anomaly at Cambridgel.
Following the recommendation of the Robbins Committee, the establishment of the Council for
Matignal Academic Awards (CNAAY in 1964, meant that the degree-awanrding monopoly of the

uriversities was now challenged and, in particular, the CNAA expressed a willingness to

validate the B.Ed. degrees, initiated in {963, Many colleges which found the approach of their
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own universities too restrictive turned to the CNAA as an alternative validating body. By
1922, "...roughly half of the students graduating B.Ed. receive & university degree and the
remainder receive the degree of the CNAA" {(McNamara & Ross {982: 50) and, of those B.Ed.
gegrees valicated by the universities, a distinction has tc be made between those awarded
internally and those taught in the associated colleges. In Scotland, courses for all
professicnal teaching qualifications were taught in the colleges. InEngland and Wales, it is
possibie for graduates to pursue studies for the PGCE outside the universities either in the
assoclated colleges or through the CNAA, CNAA validation shows evidence of a more progressive,
professianaly oriented approach to the PGCE, invelving the use of course work assessments
instead of final written examinations:

"Writter examinations of a traditional Kind mav be appropriate but in most

schemes other forme of assessment are preferred: varicus course work assignments,

projecte, reports on school experience.”

(CNAA undated: 3}

Hence, while responsibiiity for secondary teacher training in South Africa was legally
transferred to the universities, the universities in the United Kingdom were losing their
monopaly ta the CNAA and, to same extent, their autonomy to the DES. In South Africa, as the
Gericke Report in 1948 did not support the institute pattern for colleges to offer courses
validated £ a university, the university responsibility for teacher training was even more
strorgly entrenched at the secondary level., A tvpe of institute policy was introduced by the
University of Natal. in which secondary teacher training courses continued at the provincial
training colieges and Techrikor whilet the control of the curriculum and the award of the
gualificaticm bezame the responsibility of the Uriversity. Similarly, the independent Homeland
of Bophuthetswana is presently developing an institute pattern of teaching training
ogrganisatics for its teacher training colleges, so that a more defimite formal relationship is
ectablished between them and the university, Niblett, in his review of Scott’e “The crisis of
the university’ {(Scott 1984), comments on the sponsarship of Institutes of Education as “an
imaginative concept, whatever its deficiencies, of how urdversities could exercise a
liberalising influence over a range of surrounding institutions of higher education which were
growing in their diversity” (Niblett {935: 102) and cees it ac a further example of the

conservatism of the universities which has affected their ‘lack of vision’.
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The recent developments in the Unmited Kingdom have undermined even further the autonomy
of universities. The financial contrel of governmment has beer exerted on the universities,
resulting in the imposition of guota systems which cantrol the type of specialisms offered in a
PGCE course and the number of students whe may be admitted. This control, operating through
the Clearing kEouse system, is part of a much more drastic policy introduced by the
establishment of the Advisory Courcil for the Supply and Traiming of Teachers (ACSTT) in 1973,
which became the Advisary Committee on the Supply and Education of Teachers (ACSET! in {980, A
policy of retrenchment and recorgarisaticn in the colleges and polytechnics of the Public sector
has resulteg in enormous reductions in the places available for teacher training. This policy
of cutbacks has operated at all levels 1n the supply of teachers, South Africa, on the other
hand, has beer concerned with an expansion of teacher training facilities in the area of Black
education fcilowing the publication of the De Lange report in 1980, Alongside the increase 1
the number of teacher training collegec for Black students, there has also been an increase in
the producticn of Black graduate teachers by the Homelarnd and other uriversities {including the
establishment of the new correspondence university Vistal. In the White and Indian systems,
the suppiy of newly gualified graduate teachers has only recently begun to exceed the demand
and for the first time entrance to yruversity 1s being controlled and growth 15 being limited.

In South Africa, althouegh central government has the legal authority and the financial controi
over unlversities through the subsidy system, it has chosen to delegate the responsibility of
controlling the student intake tc the individual institutions.

In the United Kingoom. the DES has assumed much greater central contral over primary,
secorndary and tertiary education andy in particular, cver teacher training., Qualified Teacher
{(GT) status 1s only being given 1o those traiming institutions that meet certain criteria (DES
1984b). The system of accreditation iniroduced by the DES coneiste of criteria which affect
imitial selection procedures and qualifications, the duration of the course, the duration of
the practical teaching practice and school experience components, and the qualifications and
recent (i~cl_ding an—going) classroom teaching experience of those tutors responsible for
teaching method courses. In South Africa, the criteria for teacher training institutions has
beenirm operation since 1972 and controis the academic, professional and practical components
in the course curriculum and the initial entry gualifications of the students. Although any

criteria is bound to produce some constraints on the 1nstitutigns and courses to which they
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refer, in South Africa they tended to consclidate and confirm existing practice, whereas in the
United Yi~gdom the criteria are being used to put pressure on those institutions that are
resisting the change towards the more professional approach that is felt desirable (DES
193485),

The class system of education that followed the 1€70 Education Act in the United Kingdom
with its tweo distinct curricula for leadership and followership, can be compared to the racial
system of ecducation that foliowed the :mplementation of the Republic of South Africa
Constitutior Act of 1961, which was based on the South Africa Act of 1909 (see Chapter 1.2),
YWrhite education could be compared to the best anywhere and prepared White pupile 4or leadership
ir the trazi*ic~ of the grammar and public schoels in the United Kingdom. On the other hand

lack education was very inferior and, although the cpportunity for educational advancement was
there for the few who were able to take advantage of 1t, the main chjective was to prepare the
majority of Black pupile for followership. The upgrading of all teaching gualifications is &
far more comelex issue in the South Africanm context than it is in the United Kingdom. Whereas
equality in the professional status of all teachers was achieved in the United Kingdom by 1973
with an ali graduate profession, although parity in years of training for Whites has been
achieved in South Africa, an all graduate profession has mot beer achieved even for White
teachers. Fecent vears have seer the upgrading of BlacK teaching gualifications from a
Standard & entry and a two vear course of traiming to a matriculaticn entry and three or four
vear course, comparable tc the standards in the other pop.latior groups. Meanwhile attempts
are being made tc upgrade the teachers with minimal gualifications who have been ir the system
for some yea~s (Marcum 1982), The economic problems and the home language problems aggravate
the South African attempt to achieve any real equality.

Ir the United Kingdom, there appearc toc have bee~ far more radical experimentation in the
developmert of school curricula at all levels., The changing shift in the power structure
suggeste that much of this imnovaticn was the responsibility of the teaching profession and
that the changes did rot receive the public support that they needed. The lack of a rigid
central policy meant that same schocls and LEAs were hardly affected by the curriculum
innovations. Scuth Africa with 1ts more centrally directed policy, operating from the
Committee of Heads of Education (CHE! in the White sector and the centrally controlled hodies

iy the other sectors, was able to regularize any curriculum reforms and developments. Further,
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because of the delay in following any new experimental approaches overseas, South Africa was
able to learn from many of the mistakes. Curriculum development wae achieved acs part of the
rentral policy, through groups of speclalist teachers working together as part of the
provincial and national policy and not ac representatives of a power structure, such as the
teachers’ Unichs, in oppositicn to central authority.

The South African eguivalent of the United Kingdom Schools Council for Curriculum and
Examinations would appear tc be the Human Scierces Recearch Council (HSRO), which as part of
the central education structure can be empowered to conduct research into any aspects of
education. Whereas the Schocle Council committees, as they were originally plarned, contained
a majority of teacher reprecentatives, the HSRC commitiees are mare like those which have now
evcived in the Schools Council 1.e. thev represent central opinion, rather than local or
professional opintor. United Kingcom palicy apzears to have moved more inte line with South
African, or alternatively, South Africa may have benefitted by walting to see the autcome of
radical changes in policy before initiating tts own inmovations.

Similarly the secondary examiration structure 1 South Africa shows more central control
than its United Kingdom eguivalent. In the United Kingdom a number of different independent
national examination boards exist at GCE level, together with a number of regional CSE boards,
Fart of the functions of the Schools Council is the coordination and moderation of the various
external examinations and the 1dentification of a common policy. The Joint Matriculation Board

(JMB! in South Africa is the national body which identifies core sylliabuses in all the approved

thelr own examinations for their own Leaving Certificates at Standard {0 which are recognised
for matriculation exemption purposes. It appeare that the United Kingdom is moving towarde a
mcre centrally defined policy in relatian to secondary examinations, than has existed
previously. The DES policy in the United Kingdom appears tc be aimed at one examination which
will embrace the wide range of CSE and GCE examinations.

Irn the United Kingdom, the LEAs have always played an important part in the
agministration and control of education in the public sector. In spite of the authority
giertec by the DEE, there ic evidence that the LEAs are =till exerting their own authority on
the contral of the curriculum in their cwn schools. The Inner London Education Authority

(ILEA) has recently conducted :ts own inguirtes into its own schools and shown that parents;
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teachers and pupils 2ll agree on the present unacceptable level of underachievment ir both
primary (Thomas 1984) and secondary schools (Hargreaves (9230, In South Africa, more autharity
has always been delegated to the provincial education authorities for the White education
sector, whereas the Indian, Coloured and BlacK sectors have been administered and controlled by
cermtral authorities, such as the Departmernt of Indian Education, Department of Coloured Affairs
and the Department of Natignal Education. With the new political dispensation introduced in

1924

I

nd foliowing the recommendations of the De Lange Commission (HSRC 19&{a), changes to the
halance betweer central and local authorities in the different sectors are likely to be

affected in the immediate future, but the direction of such changes 1s difficult to anticipate
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The stratificatior in United XKingdom ecducation, which affects the organisation of
schools: the carriculum policy and the structure of teacher tralmng, is one that appears to be
based orm class. The upper clacse is catered for by the private system, whereas the state
provides, through ite LEAs, for the education of the middle and working classes, although there
is considerabie flexibility at all levels for mobility between the clacsses. Inspite of the
move towarcs greater eguality and demaocratisation of the school system that followed the
impiementation of the 1944 Act and succeeding reports (Crowther in 1959, Newsom in 1963,
Plowder ir 1547 and Robbins in 19438, 1t now appears that any national curriculum policy is
likelv tc allcw for twe levele i.e. an academic ang a practizal or pre-vocational. The clacss
system, ac it cperates in the United Kingdom, does allow for mobility and is not enshrined in
the legal svstem. Im Scuth &frica, the education system is divided according torace, each

stratification, as found in the United Kingdom, has been achieved by the racial structure in

mn

outh Africa, a system which has been enshrined by law in the policy of apartheid since
independence in {5463, the class divisions have not demanded the same attention as they have i
the United Mingdom. However, in recent years there has been considerable relaxation of
segregation according to race as evidenced by the opening up of private schools and
universities to the nther race groups.

Teacher professionalism, as shown by the increasing power of teacher urions, became a
significant force in the politics of education in the United Kingdom. During the sixties, the

balarce of power between the three partners appeared to move in favour of the teachers, whereas
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inrecent years there appears to have been a reversal of this trend by the authority assumed by
the DES, Teacher assecsment has become a controversial issue, which has not yet beer resclved
(Durham & Garner {983, In South Africa, the professional aspiraticne of teachers have been
representec by teacher socleties, at both a provincial and national level. As an indication of
tre type of central control which operates in the South African context, the South African
Teachers Council (SATC) for Whites was establiched in {975 by government statute as the body
octficially reczgnised to represent teacher opinion., With the new political dispensation, it is
likely that the composition and representation of this body will be widened to include the

other race groups. Although the SATC has 2 professional control over 1ts own members, it ic
teginning tc antizipate some contribution to the curriculum planning of initial teacher

training courses {see Chapter 1.2). In the United Kirgdom, the teacher unions became a force

to be reckones with, by both the DES and the LEAs. In South Africa the teacher societies have
a semi-otficzal recognition, in that the senior officers of the societies are Jsually promoted

to senigr administrative positions in provinclal education. This official recognition of
professional service has no doubt contributed to less militancy among teachers in South Africa
than is evidert in the United Kingdom and also illustrates how the strong central authority in
South Africa has & greater unity, particular-ly in the White population group. The White

teacher societies resemble the AMA by their greater concern for professional matters, whereas
the BlacK teachers organisation are more concerned with conditions of service, as the NUT and
the SMA have been. The clase ditfe~ence in the United Kingdom tends tc become a racial
gitference ir South Africa,

Ir the Urnited Kingdom, there appears to have beer far more radical experimentation tn the
development of school curriculia at 21! levels, The changing shift in the power structure
suggests that much of thie innovation was the responsibility of the teaching profession and
that the changecs did not receive the public support that they needed. The lacK of a rigid
central policy meant that some schoole and LEAs were hardly affected by the curriculum
innovations. South Africa with its more tentrally directed policy, operating from the
Committee of Heads of Education (CHE) 1 the White sector and the centrally controlled bodies
10 the othe- cectors, was able tc regularize any curriculum reforme and developments. Further,
because of the delay in following any new experimental approaches overseas, South Africa was

able to learn from many of the mistakes. Curriculum development was achieved as part of the
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central policy. through groupe of specialist teachers working together as part of the
provircial and naticnal policy and not as representatives ot a power structure, such as the
teachers unicng, in opposition to central authority.

The severties introduced a period of severe education cuts in the United Kingdom
falicwing the expansion irn the sivties. In South Af-ica, with 1ts more complicated racial
structure, toe cuts in White education came a little later, but were accompanied hy tremendous
expansion in all other sectors, particularly in Black education. This new policy which
attempte to implement to some degree the findings of the de Lange Commission could he compared
to the 1944 Egucation Act, in that 1t i aimed at greater equality in the provision of
educaticn at ail levels for the various racial groups. The de Lange Report identified the

~

{pliowing as ¢

X

early demonstrable indicators of the inegualities that existed between the
education available for the different population groups:
"1} Acgessibility, including the freedom of choice in the sense of the absernce of
educaticnally irrelevant limitatione.
i1) Curriculum contents and standards, for example subiect choice, syllahuses,
textbooMs, evaluation criteria, examination standards, certification, and gereral
administration.
111} General compusory education, for example of 3 specific number of years
agreed upon.
iv} Teachers, for example level of training, teacher-pugil ratio, etc.
vl Prysizal educational facilitie. for example the number and quality of
buildings, equipment, szorts facilities, ete.
vi) Finarcial resources, for example per capita expenditure.

(HERC 19&1a: 211

The James Report drew attention to the need to relate 1nitial training with inservice
training. In the United Kingdom a variety of incervice facilities are available for teachers,
organised nationally by the DES or locally by the LEAs, UDEs or colleges etc. It was an easy
and natural move to combine 1nitial training anc inservice traiming in the IT-INSET project so
the students, teachers and teather trainers could benefit from working together as a team 1n
the classrocm. Inm South Africa, although imital training (at the secondary level) is the

respansibility of the universities, who alsc provide postgraduate degree courses, the updating
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ot teachers by inservice courses tends tc be the responsibility of the provincial education
depertment using their own tnspectors and subJgect advisors. Inservice courses, of @ practical
and professional nature, are seen as having a different value and purpose to the academic
courses and qualifications cfferec by the uriversities.

In the United Kingdom, the influence and effects of the progressive movement in education
were felt very strongly 1 the years that followed the 1944 Act. Following the de Lange Report
in South Africa, it is reported "In labor and education, however, reformist activism 1s
acquiring corsiderable punch.” (Marcum 1982 {4}, but since “Neither the dominant ideclogy nor
the constitutional law of white—-ruled South Africa is conducive to social and political
reform...Only a modest measure of hope 15 mstified by the articulated goals of the de Lange
Commission report... {(Marcum 1982: 700, Time wiil tell whether the new pclitical dispensation
ot 1964 hac opered the doors to "...imaginative; catalytic initiatives in education (which)

I3

might signifizantly further the cause of peaceful change” (Marcum 1932: 70).

Curriculum change in posigraduate teacher training courses

The provision of education facilities in a modern progressive soclety is a complex
process., Arny attempt to examire 1ts comtribution or the contribution of any of 1t component
parts, whether these be based on level (primary, secondary, tertiary), class (upper, middle,
warkingl, race (White, Indiam, Ccloured, ElackK) or cutcomes (academic, vocatioral, functicnail,
is complicated, not only by the relation between the various elements, but by the relation of

education to scriefy as a whole. Ina modern Western society the organisation of educational

affsctes not only by the input into the system, such as physical facilities,
technological development, teaching resources and stat4, but it is alsg affected by its own
output, since the output into society from the education system controls the availability of
the input. I the modern world 1t 1s of limited value to examine even naticnal systems, as if
they could be isolated. The provisions of education are part of the total economy and
consequently decisions affecting education as a whole, or any of its components, are rot only
ethical and political, but they are also economic, The interplay of education with the
eccromics of the scoiety that it cerves makKes any analysis difficult if not imposceible, The
economic situation which exists at a particular time and place 1s not only a determining factor

i devising and modifying an education system or any of its component parts, butitis alsc a



(%]
[
ra

product of the outcome of that system. Herce, the scientific ar analytical approach tc problem
salving in this sphere of human endeavour can only be of limited value, However, although 1t
may be impocssible to identify the right decicion in a particular time and place, 1t could ke
possible 1o 1dentify wrong decisions. Because of the highly interactive nature of the
components i a modern eCocnomy of in a mocern education system, which by the process of that
interaction are subJect to continuing change, any decision not to change a particular component
can be regarded as not the right one tc make. The resictance to change in teacher training
courses that appears to have continued until quite recently is an example of an inapprcoriate
cecision. It is important to distinguish between ad hoc changes, or changes for the sake of
change, and tnose based on some sort of systematic plan or strategy, even 1f in the light of
f_oture everte that plar has to be charged, The new situatior, that has been created, becomes a
new factor which was impossible to identify previcusly, The grocese of logking for a sclution
is more imporiant than the solution 1iself since any specific sclution can only be of limited
value in the long term.

I {979 the revolution in the PGCE course was acknowledged by many of the stafé involved
at a SRHE conference, entitled ‘Current developments in the Fostgraduate Certificate of
Education’ {Alexander & Whitaker 1930). The discussions following the publication of the James
Report in 1972 have resulted in a variety of new approaches tc postgraduate teacher training
aiming at better professiocnal preparaticn. A continuum of curricula can be 1dentified from the
pre-1970 traditional model of a PGCE course through the present more professional mode! to the
more inrovatory school-based approaches, The introduction of microteaching can be seenac &
transition stage between toe traditional model and the present United Kingdom model. The
position on the continuum also indicates ditferences according to the following
characteristics:

1. Less thecretical and mcre practical,

Z. Less academic and more professicnal;

3. Less simulation and more use of the real situation,

4, Lecs pascive learning and maore active participation by students,

5. Lesc campus-based learning and more schogl-based learning,

4. Less attention to education disciplines and more to subject method,

7. Less static and more dynamic curriculum,
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5. Less lecturing more group discussion,
9. Less use of separate disciplines and a more integratec approach,
10, Less use of written examinations more use of course work assessment,
i1, Shorter contact with ecucation specialisis anc longer contact with prcfessianal teachers,
{2, More use of teachers in all stages of selection, training and assessment,
13, Lese concern with Knowledge about education and more concern with skills and abilities of
teachers, ‘Knowing that' is replaced by 'Knowing how'y
14, Less education and mare traimng,
{5. Less attertion to lorg term aims and more attention to short term objectives ; such as
‘survival’ in the classroom.

Changes in education are often interpreted as taking place like the swing of & pendulum,
forwards and backwards. Some of the abeove characteristics of the present curriculum trends

suggest a ewing backwards, However, it ic important that teacher training be seer in the full

™

ontext of educatiar, which must also be seen i the wide- context of a developing society.
The swinging pendulum has a pivot that moves forward, the swing appears backwards but the
pendulum bob still moves forwards., The circumstances are continually changing and in such a
dyﬂansic sityation no process is a repetition of what has gore before.

On the continuum of teacher training curricula, it would appear that postgraduate HDE
courses in South Africa are more like the traditicnal model ot the PGCE in the United Kingdom.
I the South African context there are signs of changes which must have their repercussions
eventually on the curricula of teacher training. The universities no lomoer have the autonomy
in Hicher~ Education that thev used to have. The development of technical egucation and, in
particular, the Technikons and the equality of post structures acroes different types of
tertiary institution has diminished the prestige that universities used to have. The school
curriculum has been sutject to various modificatiaons, which appear to be crystallizing in a
form similar to that in the United Kingdom, where an academic curriculum is followed by a
minority and a broader based, pre-vocational curriculum is anticipated for the majority. Mixed
ability teaching has been a more common feature in South African schogols, but as the curriculum
for the ditferent levels have been very similar and pupils have tc pase each year in order to
be promoted, there has been greater uniformity in the mixed ability classes, among some of the

population groups, than is evident in the United Kingdom. On the other hand, mixed racial
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classes would undoubtably 1ntroduce special needs 1n teacher traiming courses, 14 and when they
are introduzed. The opportunity which now exists for student teachers in the different
population groups o train tocgether in universities is also liKely toc lead to changes in the
schooi sveter for which they are being prepared.

A consersus type of decision-making policy 1s apparent in both countries. Bouth Africa
is moving towards it politically from a very strong central racially-avtooratic form of
government, in such & way that the comsensus decision-making pelicy 1s built into the legal
framework, In the United Kingdom, the central government is trying te use its more nebulous
authority, based on ar electoral mandate, on the varicus autonomous groups to achleve a similar
tyoe of consensus without falling back on the law. However in both cacses the effects of
‘responcibie government’ are being felt through the power of the central authority.

The effect of the greater pawer of the central authority, 10 South Africa, has resylted
in a greater uniformity, at least within each racial group and 1n some cases between them. For
instance, the iength of practice teaching reguired is consistently less in HDE(P®) courses than
it is in PGCE courses (see Appendix 1.5). Consecuently the HDE((PG) 1s no longer recognised for
QT status i the United Kingdom, "...since 1979, we would regard a 30 weeK course with 12 weeks
supervised teaching practice as comparable to a PGCE course here, provided the other aspects of
the course were acceptable” (DES 19840, The larger distances invelved im placing anc
supervising student teachers i schiools 1s ar important contributing factor. The effect of the
large distances is further aggravates by ithe establishment of four separate racially segregated
ion systems. It is laMely that there may be some thanges made due to the influence of
the SATC, cr some central registration authority as recommended by the de Lange Commission

(HERC (98
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» and ac greater profescional demands are made on those jkining the profession.

gacherc in South Africa need to be made more aware of their responsibilities to students in
training and more use needs to be made of them. South Africa could benefit from an [T-INSET
approach, ir which students learn from working with a profescional teacher, the teacher
benefits from working alongeide a teacher trainer and the teacher trainer benefits from working
in the practical environment of the classroom.

The place of microteaching in the contiruum o teacher tra

ID

ula is very
significant. If teacher training is largely a campus-based activity where students learn about

education and teaching, microteaching has tremendous contributione to make because it
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introduces a practical component for tndividual students. The analytic nature of the activity
breaks the complex process of teaching into smaller discrete shills to which the students can
be introduced gradually. On the cthker hand, 1f teacher training ic largely campus-based,
micrateaching 1s very artificial in the way it 1s set up and cam only serve as an early
introduction to the classrocm cituation to help the student into their initial encounter with
puplis. Whether this latier use warrantis large expenditure o physical facilities, technical
equipment and specialised assistance has to be considered in the South African context, bearing
in mind the minimal use made of such facilities when real classroom situations are more readily
available, as they are ir the United ¥ingdom. Capital expenditure on rescurces is further
aggravated by the maintenance ang running expenses, because of the large staff involvement,
There 15 a denger that, orice the commitment has beer made, that 1t has to be used to warrant
the expenditure and not because it 1c the most desirable or effective way of training teachers,
Thus, factors such ac the dominant ideology and the particular form ot constitutional law
which applies 1in a country can infivence the socio-political system which affects the
distributior of wealth and, consequently through the economic situation created, such remcte
tactors can influence the total education structure and thus the curriculum operating in
teacher trairing courcses. Microteaching, as a possible component of a postgraduate teacher
training course, 1s likely to be influe-ced by factors which are outside the direct control of

educationists,
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6.2.2 IMPLICATIONS FOR SQUTH AFRICA

he changing role of educational research is likely to recelve increasing attention in
South Africa, particularly as it has to meet the needs of societies which are rooted in both

the developed first world and the develosing third world. The qualitative techrmigues of
ethragraphy, referred to in Chapter 2.3, offer strong possibilities for bridging the gaps
between educational theory, educational research and the practice of teaching (Woods 1983),
Such an approach tc educaticnal research would also relate to a more school-hacsed approach to
teacher training, which brings the student, the teacher and the teacher trairner intc a closer
warking relationship.

Increasing attention is likely to be paid to university avtomcmy in higher education in
Sputh Africa. The conflict between the educational needs of a state, as seen by the
politically powerful cerirel bureaucracy, and avtoriomous institutions of higher education
{Millett 1934) which has brought about the changes experienced in the United Kingdom in
relation to the place of the umiversity in a medern technological society (Phillipson 19€3;

Scott 1924) are likely to have their repercussions. The elevation of public sector
institutions to an equivalent status 1s already arindicatin~ that undversities are losing
their unigque position in higher education in South Africa. |

The influence of the Scuth African Teachers Courncil with its concern for the professional
statuc of teachers 1 alsc likely 1o use 1te authority on the nature of seiection procedures
ang the curriculum of teacher trainirg courses ars as a result thallenge university autonomy 1n
these areas of decision-making., Because of the different nature of the relation hetween the
state and the varicus autoncmous bodies established by statutes, the conflicts experienced in
other countries might well be avoided.

A comparative study is particularly valuable i the South A+rican context because of the
impact of research and new ideas fram overseas. In South Africa innovative educational
practices, suth as new curricula, new methods, new media etc., have ofter followed the
developmenrt of 1deas in the United Kingdom, ever 1f with the passage of time a more mature and
less radical policy was eventually implemented. Scuth Africa has gained from the added value

of watching experiments conducted elsewhere and evaluating them before modifing its own
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There are, however, certain specific points that arise from the study and which relate to
the South African situation. Microteaching must not be seen as an end in itself but as a means
for achieving an end viz, the training of students as teachers for a variety of different
schoa! eituations. The majority of teacher trainers in both countries agree that microteaching
cannot replace the real experience of the classroom. Importance 1 a*tached to the development
of a sKills approach to teacher training and of behaviourai modification, both of which appear
tc be part of the academic, campus-based philosophy. The value of microteaching comes through
as a worthwhile introductory experience far the real classroom situation, whether the course is
campus-based or school-based. This study shows that a number of tutors are achieving
satisfactory microteaching programmes 1n & variety of ways.

1t appears that expensive faciiltiee with sophicsticated videc equipment may be more of a
hindrance than an aigd, due to the probleme of mainienance and the anxiety caused in students,
These are areac which reguire much more careful examination bedfore any definite conclusion can
be drawn.

It ic apparent that microteaching has & more intense image and a more expensive ore in
South Africa. There is a danger that the only worthwhile microteaching programmes are those
asscociated with expernsive physical facilities and, particularly, sophisticated videco equipment.
There is also the danger that the increasing use of such expensive facilities is achieved by
reducing the block teaching practices, 1n order to reduce the total costs of teacher training.

Tre neec for technical assistance i providing and maintaining the sophicticated
equipment is alsg an area that needs attenticn. In the early stagees of any innovation tutors
are prepared to work with & certain amount of intonvenience, but once a course becomes routine
and repetitious the preparation and mainterance are aspects which can be delegated to others,

Similarly, it appears that in the early stages tutors are prepared tc commit a lot of
time tc preparing and orgarising microteaching programmes but once the technigue becomes
ectablished they are likely to look for more efficient ways of using their time even if it
mears a reduction in the time allocated to microteaching. There are already indications of

Jcing the staff time commitment.

CL

tutars using group discussion as a means of re
The evidence from the United Kingdom also suggests that the enthusiasm for the use of

observation schedules and reteach lessons by South African universities is also likely to wane
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as tutors become more familiar with the technigue of microteaching generally and as the
limitations of the benefits from those techniques become apparent in the short time available.

Assessmant is an aspect of teacher training that particularly demands attention. The
formal assessment of microteaching 1s given more importance in Scuth African universities and
can be seen to be compatible with the general assessment procedure adopted, i.e. a multi-course
structure with each component formally assessed by ewamination, written or practical. Thic can
be seen to be related to the more autocratic nature of society as such examinations provide a
necessary motivation for students to participate fully. A more democratic apprcach to teacher
training would be such that the curriculum was designed 1in order to provide that motivation and
as a result mcre use can be mace of assessment of course work assignments that are seen by the
students as being important and reievant to their professional development as teachers,

The schoc!l-tased approaches to teacher traimng, of which various models are being tried
and evaluated in the United Kingdom, mav have much to offer South Africa. IT-INSET ic based on
the principle that teachers are not st trained in ore year but need constant inputs and &
very effective way of achieving this is to link the teacher more strongly with the
student-teacher, with the education tutor playing an active part in the partnership alsc, each
learning and benetitting from the association. The combination of initial training with
in-service training could be of particular vaiue 1n those areas where teachers are
undergualified and need some form of upgrading. The incorporation of some of the beneficial
aspects of microteaching into a schooi-based model of teacher training needs further study.

The introductory function of microteaching to whole class teaching 1s one obvious way. [t
could be that other aralytic approaches to class teaching incorporating similar feedback
technigues can be develaped in situations where the student Knows hic class on a more
continucus basis. Teaching is comcerned with cersonal relationships; part of the skill of
successtul teaching comes from the teacher’s Kknowledge of the class as a number of very
different individuals., The ability to handie individual pupils, with their unique and perscnal
problems, in a group situation in the classroom is one of the essential skills that the
successful teacher must acquire and 1s one that tends to be neglected in the more artificial
microteaching clinic.

There is a similar need for more experimentation with holistic approaches to teacher

training. The incorporation of a more dynamic and flexible type ot microteaching using



219

improved technology, involving portable equipment, lends 1tself to a school-based approach as
well as the traditional campus~based model, It is likely that less importance will be attached
to the develcpment of specific teaching sKills and Sehavioural modification because of the
short time available for each student to perferm.

The imzortance of subject methods or subject didactics in professional teacher training

~
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courses is alsc receliving attertion., Speakers at Subject Method Symposia held in November 19€
at UNISA anc in November (984 at the University of the Orange Free State emphasised:
"The subject didactice component in the HED course should be regarded as an
important part of the course and car serve a meaningful iinK between theory and
practice....the subject didactic component coulid probabliy form the core of the
HED course.”
{Degenaar 1982: 3)
"It may even be sald that each of the difterent perspectives of pedagogics can be
macde applicable to the practical teaching situation in the classroom via subect
didactics.”
{(McFarlane 1982: 5)
"..such an arrangement could cocunteract the widespread perception of student
teachers that their preparation is fragmented, disgointed and irrelevant. Rather
thar a theory-based approach, a practice-hased approach which 1s both pupil
criented and subject orientec...would seem to be the most likely to succeed...”

-~

Leieman (19547
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Ar aspect of teacher training in South Africa that already appears to be receiving
attertion is the balance between academic, profecsional and practical components (van
Loggerenterg 1984). In addition, the need for international recognition for the HDE (PGQ) is
likely tc lead to a longer supervised teaching practice in schoole, Such a development would
lead to a reduced time on the university campus and is likely to be achieved by a reduction in
the time for the academic components. Niemar went even further when she sowed the seeds of an
IT-INSET approach by adding "Another way 1n which subject didactics lecturers could practice
what they preach would be to join theiwr students at schools, and again become teachers of their
subject” (Nieman 1964: 7)., She alsc proposed a sequence of experiences offering progressively

greater challenges to students, by:
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{. Tutoring a single pupil poseibly 1n a clinic on the campus (Maarschalk 1981,

Z. Tutoring small groups of puplis either at school or on the campus,

3, Finally confronting a full class in a regular classroom,

This would allow for & ciose analyesis of their teaching performance before they proceed to the
more exhadsting experience of a block period of teaching practice. If there 1s to be more
emohasic on the professicnal and practical componente 1t can only be athieved at the expense of
ihe academic; within the limitations of the time available,

On the other hand postgraduate teacher fraiming i South Africa 1s even more campus-based
than the equivalent training in the United Kingdom, since the length of supervised teaching
practice in schools 1s so much shorter Le. 4-9 weeks as opposed to {2-18 weeks, Hence in the
South Africen situation it is Likely that more importance will be attached to microteaching as
it creates a valuable practical component on the university campus which supplements the usual
practical component experienced during the black teaching practice in schools.

There are already indications from the Subject Didactice Symposia, referred to above,

that alternative approaches to the organisation of microteaching are being explored,

n

carticulatly wnorelation toa Gereral Methode course or to specific SubJject Methods. Thie is
ar area which demangs closer attention as, although the nature of the cholce of organisation in
any one urdversily may e influenced by factors peculiar to the university, is is likely that
the form that the microteaching programme will follow may be significantly different, Although
there may be a mar+ec degree of overlap between general teaching skKille ac perceived by an
‘education tutc~ and subject specific skills as perceived by the different ‘subect methaod
tuters’, the eviderce in Chapter 5 suggests that the models of microteaching programmes may be
significantly ditferent, because of the difference in attitudes expressed to the use of
physical facilities (X114, X92), to the analytic/prescriptive approach (X64) and to the type of
supervision (X31, X32).

The importance attached to the use of scphisticated video recording facilities is an
aspect that is worthy of further study as indicated in Chapter 5.1.2 by the work on Video
Self-Confrontation and ite effects on different individuals (Ferlberg 1933b). These different
effects suggest that pereonality studies (Hargie et al 1923a,b) may contribute tc a more

etfective use of videc recordings.
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The changing of teaching behaviour is another area that 1s fundamental to the wheole
concept of teacher training and the research evidence outlined in Chapter 5.2.3 suggests that
it is not clear ac to whether thic 1s achieved by the various types of modelling, by
discrimination training or by actual teaching practice. Further research into these aspects
could corntribute tc more effective forms of microteaching, possibly reguiring less expensive
tacilities and less time. The nature of the supervision arng the use of observation schedules,
as outlinec ir Chapter 5.3, anC the use of reteach lessons, in Chapter 5.4, also relate to the
effectiveness of microteaching in changing behaviour and further study is required on those
tactors which appear to aft4ect the way they are veed.

The acquisition of teaching sKills in a microteaching s1tuation and their transter 1o the
school classroom is a further challenging area of study. There i1s a need for short term and
long te~m evaluations of different models of microteaching programmes, their relation to the
stucent’s gerformance on teaching practice and to thelr ongoing performance as teachers.
Chapter 5.7 draws attention to the need for clarification about the skille approach and its

etfectiveness in the long term.

However the underlying 1ssue 10 this study of the use of microteaching in postgraduate
teacher training is the nature of the total course, the balamze hetween the various components

anc the balance between the disferent typee ot phyeical cituztions created for the benefit of

/

+

fe student teachers in the university and in the school. No one would deny the need for the
training to be seer as relevant to the professional preparation of teachers, the chalilenge in
postgraduate teacher training ic to unify the tutor’s broad educational perspective of
‘relevant’ with that of the student’s more narrow subject teaching perspective,

As the political situation in South Africa clarifies with the new political dispensation,
1t may well be that a more efficient use ot school subject specialisme in teacher training may
have tc be achieved.

The situation in South A4rica appears to be ready for change, socizlly, politically and
educationally. The effects of such changes on postgraduate teacher training courses are likely

to follow the trends that have been identified as a result of this study.
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Dept of Educational Rescarch
University of Lancaster
Bailrigg

LANCASTER LA1 4YW

6 October 1983

Head of Postgraduate
Diploma course
Dept of Education

Dear Head of Department

Microteaching has been recognised for a number of years for its contribution
to teacher training, both as a research tool and as a training tool. There
are indications in the literature which suggest that the findings of research
are not necessarily of value to the practitioners. In this study I am
investigating how microteaching is used by the practitioners of teacher
education. I am restricting my investigation to the one-year postgraduate
diploma course because of the pressure of time in that course.

The aim of my investigation is to identify the patterns of microteaching
that are used and to try to identify the factors which affect the way
education staff use microteaching.

I would be most grateful if you could complete the short questionnaire to
provide some information about the use of microteaching in your department.
I would like to follow this with a more detailed questionnaire directec z:
the staff involved in microteaching.

A stamped envelope is enclosed for the return of the questionnaire.
Please fold the questionnaire so that the return address appears in
the window.

I would welcome the opportunity of discussing more general issues involved
in the one-year postgraduate course so that I can become aware of the
whole context in which microteaching is possibly a small component.

[ would welcome the opportunity of visiting your Department in order to
make this contact.

Thank you for your co-operation.

Yours sincerely

Lt

Mf G. Kendall
VISITING LECTURER
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Appendix 1.7b

MILCROTEACHING  INFORMATINN QUESTIONMAIRE

Thig questinnnairg is designed o abtain informazion about tne one-vear gostaraguarte

diploma course and the way microteaching is used as a course component.

Please complete the following:

NAME
A D RES S e
..................................................... TEL. NO. oo
TOTAL STUDENT INTAKE for one-year postgraduate course : secondary ... ..
primary ...
TOTAL STAFF INVOLVED in one-year postgraduate course : Academic full-time ..........
Academic part-time ..........
Technical .........

TOTAL FORMAL TIMETABIED COMMITMENT by students during the year for all courses in

tne diplioma: s ... ... ... DoUrs per week TOr ... ... weeks.

PLZASE [NDICATE HUW MICROTEACHING is organised in the one-year postgraduate course
by deieting those statements which are not appropriate and by including the name of
the course and the staff responsiblie:

Not a component of any course
OR Offered to all students as a general methods organisation and srganised by

JR Offered to particular groups of students as part of specific method courses.

Please list: Course Staff responsible

Total number of weeks committed tc microteaching in one-year postgraduate course

?lease zomment cn the contribution that microteaching can make in the one-year postgraduate course:
ANA 0N TES TIMIEAE 0N ot it et e e e e e e e e e e e

©
-t
<
[aS]



225
Appendix 1.2a

UNIVERSITY OF NATAL

Dear

I am involved {n a study of the factors which affect the use of microteaching
in the one-year post~graduate teacher training course,usually known as the

HDE (Post Graduate).

1 enclse coples of two questionneires which I weuld be grateful if yeu weuld
compleze and return to me. The Informatien questionnalre is cesigned to flnd
out how yeu organise the micreteaching programme for a particular group of
students, either as & course on its own or as part of a metheds of tasching
eecurse. The other gquestionnaire is designed to obtain some indication of your
attitude to particular aspects of microteaching as they apply to the PRE (75D,
Even {f yeu do net use any form of microteaching in your course with #PECD
students, your respanses to the Attitude questionnaire will still be of great
valua to my study,

For the purpesa of this study I am defining microteaching as the versien of
practice teaching scaled dewn in time, content, odjectives and number of
pupils, usially recorded and usually in a contrived situation on the student's
campus, which enables & student to practise methods of teaching at s level
appropriate to the stage of development ¢f the pupils for whom the student is
being professionally prapated, se that the student can obtain Feedback {7
order to make hiaz teaching mere effectiva, Other tarms may be used fer this
type of expetiente, suéh as 'a pregramme of minilessens' or ‘Campus Muf '
teaching practice'. The tarm ‘students' is used to apply to thase lewn:A§
:o teach, wheraas 'pupils' is used for thosa whe constitute the c¢lass that is
augrt,
If you use 'microteaching' to embrace a broader range of student experiences,
T would be grateful if you would indicate this where there is space avallahle,
otherwise plesse 1imit yair responsas to theowe micreteasching esperiences which
are covered by the abové definition.

Tharkyou for yaur cooperation.

Mr. G. Kendall

PO Buv )8 Pietermatitzburg 3200 RSA Tolcén;nc visi-03330  Teiegrams Univermty 7"‘»““’7"
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Appendix 1.2b ORGANISATION OF MICROTEACHING QUESTIONNATIRE

Please complete the items below giving only information relating to the group of
graduate student teachers for whose microteaching you have responsibility.

Where appropriate mark your choice of answer or give the information required.
than one response is appropriate, please indicate. If you cannot respond to an
please indicate why.

post~

If more
item

1a Name of staff member .cccesccocococesccccnacsnnaoscoseasoscsscos
2.  University/Polytechnic/College .csooococaconcoanococcsaacaacoacacsocss
3.  Which students are involved in MT? | AL} . . R
: s ©ac 00000 000N a0ONO0 F

4;  NUHPEr of students involved in MT: cceeacocssnaccss
5. Number of staff involved in your MT group: AcademiC eesse.. Technical .cceceocs
6. Is student participation in MT compulsory? £ Yas % No

£ 4
7. Time committed to MT by student: Lectures .......hours Practical .......hours
8. Length of sessicn used for MT: .....cs...ominutes
9. Time cemmitted to MT By staff: Preparation etc. ..s..soss..5taff hours

Student contact (cecessce.staff hours

10. Number of students sharing a MT session: .ccceccacccace
11, Mixed or single subject MT lessons: | Mixed 1
12, Length of MT lesson for each student:l L5} 6-10 i 11-15 ‘ Pt § minutes
Lo es5on L e P 1
13, Type of 'pupils' for MT lesson: fChildren Peers as childrehl Peers as peers
14.  Number of 'pupils' for MT lesson: ’f; 5 ? 6-10 § 1115 ’ 215
15« Preparation fcr MT lesson, indicate approx. number: Lectures .eccececsescoes
Handouts ccesaceesccssesess Videotaped/Demonstration 1eSSons ceccesaescscso
16, Supervision of MT lessons: | Lecturer [ Technician Student {P/T assistant ?
' >
17. Use of chbservation schedules/check lists: ;Never Semetimes Always &
Comment cuscoccososcccsoscscocacccanecocaceoosccoomaonoancccooacodscocacaasosassa
18. Feedback to student on MT lesson: § Lecturer l Peers Self i
i v
19. Discussion of MT lesson with student: INone ; Individually «%Group %
20, Timing of discussion: EAfter lesson g After playback iSometime later } Never }
| ;
21, Use of 'reteach' lesson: Never % Scmetimes é Always
22, Number of MT lessons given by each student: l 1} 273184 §5; ;
x L f ecoen
23. Skills specified for students: s.csocsccocacnss coscoooaacacooao coocsccascocas
Comment ceecsececnsnscoacansnoccacnanooocaosaononococoassoooaacooaccecoaccossnaasoa
24, Usual format for MT programme, sequence any or all of: lesson, discussion,
playback, reteach, next lessen, etc.
25, Studio/room facilities: iImprOVised } Improvised with controls outsideipgg??ge é
— ! . b

Comment cocoececcosenosnvocoacooososoanocscocosonsooooooooosoaooeceosaconacsosacncoas

CC 00 ®0O®O0ANGECQOON0GC00D0@AO0O000QAODNT0O000GGOEO6030000006§6883000

4 0Q0DOMNODODOA0OEO0QA0NDHSSAEOA0

.l..u-oooo.oo-ouooooaooooquoaooauoqn-noo-aoaoaanoaooanonooeoooooocoaaonooaoonnae

P.Te0s/2 -0n



Ploase

return tos:

Mr G Kendall

Department ol Iducation

Pindversity of Natal
RN YA
Pictermuaritzburyg
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MICROTEACINING : AEPTIMUDE CGHESTLOAMATRE

1re attitude questlonnalre consists of 34 itews on varieus
agpects of mferoteaching. Fach itcem consists of FOUR state-
ments or opindons from which you are asked toe choose the
one that reflects your own polnt of view.

EXAMULE
2 3 MT lessons should nobt be recorded.
5 6 MT lessons should he audio-recorded orly.

8 Y Ml lessons should be recorded using CCTV with only
one Callera.

11 12 M lessons should be recorded using CCTV and 2 or

more cameras. :

p

©.

Lt a statement accurately describes your polnt of view, 5.
nark one of the middle numkers i.e. 2,5,0 or 11, 843
R 3

£ your vicw is nol accurately reflected by that statewment, >

if it lies closer to the previous ststement, mark the lower 7™

nunber 1.e. 4,7 or 10, Y

On the otherband it your view tends towards the statement
foltowing, mark the higher nuober i.e. 3,6 or 9.

TE your view is more extreme than elbther the first or last

In each case mark only ONE of the twelve options.

Please use PENCLL, 1f possible. to indicate your answers.
Hame (oveesionnean e ceareti gt

University/Polytechnic/College cooiuic v iierecananevenn.
Please conplete and return this questionriu.re even if you
do not: use any form of microteaching with PGCE students.
TE appropriate complete Lhe Organlsation guestionnalre
Cirstb.
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L. PHYSICAL AND TECHNICAL WACILUTIED MOK MICROTEACHING

MT Lo be properly orpgonined needa n very iuarge cnpltoal ootd

1.1 Phyoical facilitlen 1 2 3 Jor the provisvion ol severnl cecording studios and playbuck
roomg apeclaolly donipned with gophigticated CCTY facilitics
An lmproviued clagaroom, with the recorder in the room, Ia
3 adequate for MT. MT can bha effectively orpanised uging one or two gpeclally
4 5 ¢ deglgned recording atudios with simple CCTV unity;  pluybac
6 An ipprovised clasaroom ie adequate as lomy: ag the recording . can be orgunised In uny venuoe,
und control are ouluide. MT eosn be orpaniuod in improvised clossreoms wiing alnplo
T t ¢ CCTV or cven Juul asudio-recordimg pluybuck coan ba arronge
9 MT requires gpectal room lacilitiecs but the recording and in any vente.

Lthe viewing cun be Ln the sume venue.

10 11 i- MP can be properly orgatlaed in fmprovigoed accommodation;
MT requires speciully built or remodelled vindios with A ©orequlren no npectual Pucillllos sa recording e not necensa
12 geparate fucilttice for recording und viewing.

9.3 Proviolon of asophiulicated oqulpmeunt

1.2 Technical sophistication .
Tha CCTV equipment unal in UT requires ropgular maintonance

3 No recording of lespons ie neceosury lor MT Lo be of valuo, 12 3 wnd vepuir by o Lechniclun who o dmmedisloly availuble in
order to avoid lestons where Lhoere io no recording or tha
6 Sound recording of MT leswvons ig adequate for MT to bLe uselul. quaiity of recording ta unsativluclory.

The CCTV equipment uoed In MT requires repular maintenance
and repair by a technicinn who s not Junedlintely avallabl
us long ns 1L worksa next time L fo uaed,

g CCTV recording using one camecra ta adequale for MT. 1 5 6

CCTV recording using two or more cameras ls necegsary for

12 Mp to be of valuo. 7 8 Regulur wainlennnce of CCTV aquipmont for Ml is unneceasar:
9 lowyg un any faulls nre remediod fulrly poon after Lhey uapgn
_The equipment unced in MT docs not require any regulur main
1 e oneo ad I thero Lo s breskdown (U can be repoaired ot any
9.4 Trovision aof achool children

1 > + Ay children nro eanentinl tor o MY ¢l o, the tyunoport an
“ wupervigion ol Lhem g nn ndded expenose on thy cousts of MP

4 o 5 Childdren are enusentind for o MT cluos bul the sdditional

J

expenae of tranuporlt wnd guperviuton fs neglipible.

Children are densirable but are not egwential for a MY clao
7 7] g any cxpense of btranuporl aud supervision can be reduced by
uging pecr groupn.

Tt fa better Lo une peer group classea ralther than chilidre
1u 11 12 for MT; the wldditlonol expense tor truvel snd pupervision
io unneceusnry.

9.5 FPreparation nnd planning time

The preparotion and plunning of en offective MT programns
1 2 3 o demanding Lthat L bhecomeo tmpossiblo wiith the limited o
and facltlticy uvailablo.

MT regqulres congldornble preparabion and plunning to coord
! H 6 guarf, ghudentn, puplls and the ugue of recording equipmont
ctlectively.

The prepavation nand plaoning tor MT appears formidable but
on the whole to quite ntraipght forward.

The preparadlon and planndnge Cop Tt not o gacl te i

[
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Halontton Lo poychologleal Lheovy 1

Thevo bn no velattonuhitp bolween the oot Ubg of beachtog 4
‘puychotoglenl theory.

MT doco nol eotabliuh any retanbtionohip helwoen Lhe akdlio of 1
Leaching und poychologloenl Lthoory .

MT cotablichan n vague rolatlountidp botwoen Lhoe wk) by of 10
toaching wnd pouychologlenl Lheary.

MT cotabilnbhen v dafinite relnllonahip bobtweon Lhe ohilln of
teanching nnd poychologlieal theory.

MT and educntionnl suclolopy

Educntionnl soclology o not related Lo Lha proctico of

Leaching nt wll, nol wven In Lho ¢lanaroom. '
Baucat ; ,

. Lonal nociology fs nol reintod Lo the MT appronch. 1
The appliicatlon of cducntlionn) voclolopy o Lhe porenctice of .
MT I not prarbicalarly altgnt ficand . !
M b cend monntng Lo the courne tn cduentionnd noclolopy
becaune nbadenty pel an opportunity to practirge what Lhao 10
courne proachon.

M1 nnd other couroen
No nltempt should be mode Lo reliate MP Lo obhicr couneaen i
cducalion,

i
MT ahoald be velavad Lo Lhoae couraen whitch prepanre o atudept
for prictleal teaching and to sose extent Lo Lhe wore 4
Lheoeotical cduention dlociplbtneo an well.
MT can be o a naeful experience for gstadento when VL Lo relatal '

|

Lo thoge conrien which prepore o obadenl dtur priacllonl
Lenchiing. 10
MT 1o Gnly usetul fn tencher teasindoe 48 VL dn pelobed to ull
olhier Couries.

1
BCOHOMLEE FALTOND
Uoe ol lecturera' Lilmo p
M tu very expesoive on bectarers® Blhoe, an bL regprea o ot '
ot pernuenad superviaton ned tutorinlag tor dlacunolorw o Lhe I
Lenopons with fndividual sludento.
MT b expenglve on Yecturern' Uime, bul more economlenl wsa 10

enn bu mide of group digewsston with atudanta.

: et ' Aad L unnd
MT in ono more oxpeonlve on becturern Lime Lhnn bhe tvid
whitng of methud coviraen for pehioot sabjectn

iy froncheg to Lhe Lo
oo a docturerfe biae, rince G0 P Lo property o z\.nll.-;.nl
o et w1l Lencfll withoat tho lecbarera? fuvolvewend .

vt

re
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No technictan naglotnnee needs to be avatiable.
Ungundified ansfabinta aro aafticient, Lo net up Lhe
phyulical wrvangoment ol Nwormtbaro and ciunor aa.

Techatenl nootalnntn wre necenasry Lo operato and panngs
the equipment wn well an aetl up the furniture, ele.

Compotent Lechnten) noslutants munt bu avallable Lo vet up
Lthe sludio, operinto tha egquipnent nnd ropolr any funlto thot
mighl nrine.

PREFARATION FOI MECROTBACHING
Contant of lennonn

Students ahould boe completely {ree Lo choooe the content of
M1 lensona tor all Leachtng ekilln.

SJtudeots uhould be free to choose thelr content for MT
Lovsony bl atalf approval should be songht.

Studentis nhonld be provided wilh a lintled 1iul of suilable
Loplco Lo choone Trom when prepartng MT lewnona.

SJlwdonty shoatd bho aYlowed no chotes Iy Lhae neleclion of
the contenl of thele M lengons, tutora should tndacote the
content monl vuiled for porlicaluar aklite.
N>
\%
Planntong of MI' teosona

Gludenbn shoald plan a1l their own Yenoona themyelves.

Studentoa ghonld plan Lheir own lenounn evenlunlly but
Inftially they should be given nowe dircaction.

Sludenta nhould be glven taplen (rom which to plan thetr

\
lersuon.

Jiudentys ashould Lteach lensonn planned for them.

Preparation for W lesconn

budenta cnn be lobroduced bo o BT experfence with Lhe
whalmam oF prepnration.

Sludento are tntrvodncsd Lo Leaching ok ln dn a general wiuy
betore woting Lhew oo MT venaton.

Hludents are enconraged Lo ohocreve and ddentlly teuching
phillo beltoro proctlaing MT.

Belore practintag in o MP clannroos otudendn maot be tntro-
duced Lo baode Lenchingg okl la sond be ablo Lo olneprve Lhaa
fnoune and evindoatoe Lhedr slgnlfichnco.
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Lectyrcs v handouts on aokille

Handouts on the skille are by themoolven pufficlent prepara-
tion tor vludents before prucliving MT pkills.

Demonstration of the poarticulnr skills are oulficient
preparalion for the ptudents before practising the MT okill.

tlandout materinl and demonstrntions of the partlcular skills
are necessury before the student prnctisco them tn MT.
Lectures on the rationule of MT ghille and demonstrations

of the okilly in practice are esuventinl bLetfore Lhe gtudent
practises the skill in MT.

Learning of students v learning of pupils

Only the need of student teachers should be taken inlo
account whon planning MT, whether the pupilag learn anything
or nothing does not matter.

Ytudent teacher and puplile muat both benefit from MT
legsons, in cuses of any conflict the ntudent teacher's need
for controlled teaching pructice has priovity.

Jtudent teucher and pupils -+ both benefit from MT, in
cases whore thare could be conflict the necdo of Lhe puptls
should come firat.

Only the needa of the pupils nhould be tnken Into anccount
when planning MT, it the pupils bonefit oo witl the student
teachers.

SUPERVIGTON OF MICKOTEACHING
Tutor gupervision and feedback

Ir M? ia propevly astructured, feedback

ase NOL necueysary.

tutor gupervision mud

" Once students huve been introduced to MT with some tutor

support, supervigion and teedbuack from tuturs 1ty not

necesuury .

Tutors need only be available for superviasion and feedback
If they are required by particular otudents in regard Lo
thulr MT leuysonn.

Bven 1f MT is properly structured,
feedback onz vynential.

tutor guperviglen and
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vepayation for wchool Leaching proctice

W g . . .
ST ds oan annecensary proparation for full claguroom Lonchi
Lhe avhc_)ol Lunching practice 1o of morve value without ft.

MT hoe L1LLYe volue ng a proparantion for teaching practice
?u schools, 1t need not relato to Lhe periods of ochool
Leaching practice al all,

MT hna Ualue as o pre

pavation for clasnroor :
whould "

X aching and
procedo Lhe achgol touching., ©

MT 1y moul valuablo ng a propnration for ¢lagaroom teaching
and could repluce the wchool teaching mruclice perlod.

Ukillo appronchi Lo MT

N
The practising of purlicular Leaching skills in MT ig hur
Ml ag L oinlerferen with the ntudents® own personal
approasch to Lenching in the claosroom.
The practiaing of particutar teaching sk111la in MP
wasle of Limu an thare in
teaching altnabion,

is a
no Lranafer Lo the ¢laasuiroom

MT hag gomu valuw ag an opportunity for atudents to pract)
particulnr Leaching wktlia;  ft iu posarbite that thoy muy
Tearnt for uve lator in the classroom.

MT {5 wout valuable as an opportunity of atudenta to pract

nod Lenvn purticular Leaching wkille in a controlied envi
ment, .

Bebaviour modification npproach Lo MT

MT ag a meane of wehteving behaviour moditication la hurmt

Sand dangerons Lo Lho profesnfonul preparation of a teacher

MI b LEtLle value no oo meanyg of behavionr modification
glonce no motter how wmuch attonljon is given to 1L aludunta
will not significantly change lhelr Leaching otlyle.

MTP hugs some value ng a meang ol behaviour modification by
removing undesirable habity that might fulertfore with the
effectivencas ol a gtudent'a Leaching glyle.

MT to moal valunble na o pyostematic und planned npproach t
behaviour modilication by which students® teaching styles
chanpged Lo follow a particulur teaching model.
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L3 Contldence of oludaenln 5.2 Peer group nuperviston and feedback

: T . . . The otudeat'n peer group can provide the e . p e

3 MU underminos the confldence that oladentn nlhready hiave in 1 2 ‘o1 d l""lll 'kl‘ -lH LI ! I Hessnniry aupos
Lhetlr bl iby i Lenchess. . vinton an eedhbuck to-the otudent withoul any preparallion,
) » CaYP ] oy . . . N N - .

6 ML underminen the confidencs of moal o Ladenta, Lot nomos ors ' ) - ; The oladent ‘n peer proup ljllll provide the neconcury llllp.nl -
Ytkely Lo have thetr confldence dncrensced. 2 o vidton and foedbinek Lo Lhe otuwdont onco they have been

} - shown whnt 1o fnvolved,
g MU increiwses Lhe conftdence of mont stuwlenin, hal uome Ara

Likely to bave Lhete contidence undermined . ! 0 9 The ntudent’s paor group may he ablo Lo anpervige Lhe MT
12 ME tncronses the conftdence of stadeuboe th Lhe s Lenchiog bul cnunot provide the necenoney feodbinek Lo the gtudent.
- whilitiun. o 11 12 The sludent'n pear group vannol provide elther the aupor-
1 : viotlon or the tacdbnch.
-4 Analylto/precseriplive v crenbtive/ovipginniity approanch
3 Becuune of Lho npnlytte prescetplive approach of M1, sladenbn 3.5 Value of Obnervabton vcheduleo
underestimote Lhe nced for creabivity and oripinaiily. :
- The nnndlytic pyoancriptive appronch of ME da Jiholy Lo affect ) 1 2 .
[ the nood for crenbivity and origlonlily, bl nob obgnd (- _ 3} Obgervatton ochedules ars of no value.
cantly at thin slage.
9 The analytic preocriptive approvoh of MU doen not alfaol Lhe " G Ohmn'vnt.l“fl “(;h‘“l”lmjj ““,|0' ““IH;‘mnw”“u Lt sy norve
atudente' estimatlon of the neod for creativity and oclgin- 4 4 v omome purpone dn aupnlomentinge Lulora® comntita.
nljly. : Obporvation uchadulon ave vwaelal oy other wtudentp ta use
A . that th can provido tha necapanry feedbnek wbout Lho
2 e eodfTan analytlc preacelptivoe npproanch, M1 oncourngen i §] (3] ht“‘on vy Htophav ' ' ey pann e
12 and ollows studuntn to be ceondive sod originnl in thetr Heon .
Approach Obnervation nschedulen arva vary valonble oy atudents to uwe

10 YL 12 44 gnneus thetr Lonch Tog abllity whon lookling ut thelr own
racorded tuonuno. o
(0

—

3.4 Asovnomend
PUHILOGOTHICAL FACTOLWLS

1 2 3 There shoubd be no Tormnl asespmenl ol wdiodentn for MT.
.1 Coometic eoffect of MY )
Onty tatormn)l asaconment by Lubors abont a atudenl's

: 1 5 Y oovaerall nuecoess phould b piven o bogg M7
3 There fua no ovanlue in e 'conmct e’ nppectl of MP, atudentn " ) ) . ,
A6 nol becomse awire of how othern nce o Lear Lhoem, b 1 " . futors nlmul’-l plve 0 formal ansesumenl of a gludent'a
cxpertonce can damage thedr Leachibogy, . susceun Lo W

Tutors should glve o formial accocment and L should be
Incorporaled tn Lthe (limd wark for practical Lenching.

i There 1o btttle valuo Ln Llnf eosmetict expert.ooe ol M1, 10 11 12
obudents do nol benet Ll paotieadarty trom neelbngy ol heser Ly
Lhemne tven.

2
7

g There 1o come ‘comsetic’ value toe ME, (L s inevicable Thal
ntudentn wild benettt Feom scobng and hearing themselvea ns 4. CHETEACH? LEGDONG
others gee and hear Uhem.

12 One o7 tha vaaogp o B 4o “cosmetice' ) since the aludenbn o 4.1 TPench/retench Ionterval
S bave wn opportuntty Lo nee nad hear Lhemseive:s: ng oLl
gee than and benef b from Lhity experience:, 1 2 3 etench’ lessonn are not neceonury, no dL doen not matter
» when Lhey Liake placo.
4 5 6 "licteach' Yessonn cnn be nevernl daya nlter bhe P Leach!
lescon and ohli bl b el tfectlva.
‘f 3 9 ebesel! lessons ohould be plponned soon altey the 'teooh!

tenson, bul need not be tmwed inbely ntLor.

1011 12 rpe *rotench' lennon should ho planned bamedintely niter
Ll "L bt Do
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10

10

10

10

4.2 MT Proprummu - roloach

2 Hotoach wvauuslona, wvhove tho ntudent teaohow Lhe onme oy
sinllue lepvon to u diffuront cluon, are clisiscennary,

5 6 Roteach poaunionn should bo oplionul or al the Jincrotion ot
the vnugerviaor.

4] g  Al} studonts eahould bo reguired Lo rolonch cerbain Bonglonn .

11 12 Relonch vosuutong whiautd ba plunned (or on vvery cecanlon

fumedintoly after teawohbme und viewlng.

4.3 VYalue of reteach lcepuons

When students ure required Lo rebtouch n Insuon, L hon o

2 negnlive offect on thotlr wcquinlillon of that akill.

5 6 Kotouch leapony nre of no veluc ot all, tho Lime ia bulltor
spunt practicging now phtily.

1) 9  ltetcach lensons huve a Limited valuo onty and should be

kepl to o minimun,

11 12 Heteach leunons are very valunble and

ind} ] v e
relnforcing teoching akilio. Hiorenaiiite o

. IMBELIATE 01U BCTIVES
5.1 Ob)jeclivey

2 3 MT i3 merely cosmclic Lo cnnbla studenta see Lhew clveo
teuching.

M1 Lo most valuable no e earty Introduclion Lo claguroom

5 6 Lenchiogg.
MY tg an lolroduction Lo clnsaroom Lenching with some
3] y opportunily Lo practtue purticulare tenching skitls which

hove becn apeer Ubod,

5 Mt 1y o deliberaty attenplt Lo wodtfy sludent Lehaviounre La
11 12 : A
redution Lo certurn preseribal Leaching sk bo.

5.2 Objectiven

It 1o sarticient for the ptudeal to veccive pupport nnd

2 3 encowrugement from ML,
Atthouph receiving gsupport osddillonal aktbila could be
5 6 i
Beguirad,
0 9 Although dnilinlly oupportive certanin behavionry modlficn-

tions vhould Ly dxpected,

11 12 Certuain behaviour modlliecationa mual ocvur usa o resull of

1)

10

11

W\

11

Przedfee and vosessment ef apecific akitly

3 L 10 nol powsible Lo ldentify opecific Leaching shidls in
’ nueh w8 oway thut they can be vselfully praclised by sludonta.

AlLthouph some benelit may bo gained by trying Lo tdontify
6 vpeclfic tonching okiltln, the whole procous of teaching 1o
too complionted tor 1L Lo be of ren)l valuu.

Although otudenlo wny proctine spoctfic tenching okiilo, 1t
9 16 dmpouniblo for superviaors Lo wsscoss Lhe tse of Lhe
skitly with noy rolbiabality.

) HT enobles studunla Lo practioe ppectfts tonching wkilly
12 eifectivaly und wlso provides un opportunity for suporvisors
Lo vald by aososo Lhe skilloa. '

6. BFEECTS OF MICROTEACHING ONH SJTUNERTS
6.1 Effoet of MT on tho astudent

Ay a resuit of Mt tho otudenl pecs tounching as nelthor
3 intuelleclunlly demnndfog nor sa requiring a rango of
diptinctivo proteonionnl gkills.

¢ Asoa rosull of MT Lhe gludonl neen Lenching ae ruguiring o
rango of diolinctive prafosslonal ekblly bul not intel-
lechtanbly domanding.

9 foco oottt of MU the ntudont seon Leaching ue fntelleciually
demiarting bat nol ne requicing o runge of distinclive
proteastonnl ahilin.

12 As o rooult of ME the sludent peen tonching an van intel-
C o luctually domanding job which requiros a range of
dligtinctive profeontoms]l oktdln.

6.2 lelevinea for ntudenty

M ota not gven no n rolevant expurionco by otudenty becuuge
3 4L 4o a pealed down , twolatod expertcnce tn tronk of u
ciunera,

MT 1o not peen nn relevant by sluwlents evon when §t nervous
G rooan introdnclion Lo o uchosl clnanroom expericnce on
tenching praclice.
MT o veen ag relevant to aludoents bat only when (U perveo

an un dntroduction to o schoul clavnroom experivncu.

Wb peen ap very rolevent hy studonto and a pood gub-

12 gtitute for elosaroom teachimg.
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Computer Code for Responses

Organisation Questionnaire

Code for Data Card 2

1 SUBJGP
1-2 SUBJ
4-5 A4
7 ASA
8 ASB
10 Ad
12-13  A7A
14-15 A7B
17 AS
19-20 A%A

{i=
Science

1t Biol.
12 Chem.
13 Phys.
14 Scie.
15 Phy¥s.S
16 Techn.
17 Home E

Number
Recode

Number
Recode

Number
Recode

So

21
22
23
24
25
246
27
28

of

2=
c.Stud. L

Geog. 31

3=
anguage

Hist. 32 Mod. L.
Bus.Ad. 33 Classic
Acc. 34 TESL
Rel.Ed. 35 Afrik.
Soc.St. 36 Afr.L.

Econ
Comm

students:
1 THRU 10
11 THRU 15
146 THRU 20
21 THRU 99

academic s
1

V4

3 THRU @

technical

= None
i= 1 THRU ¢

MT compulsory:
1= Yes
2= No

Student
Re code

Student practical

Recode

2=

taftf:

staff:

lecture time:
1= up to 1 hour

2=
3=
4=

1 - 2 hour

s

2 - 3 hours
4 THRU 99 hours

time:

i= 0 THRU 3 hours

3=

Length of

4 THRU 7 hours

8 THRU 99 hours

Recode 1= up to 1 hour
7=
3= > 2 - 3 hours

> 1

~ 2 hours

Staff preparation time:

Ed

English 41

42
43
44
a5
44
47

131

01

4= 5= &=
ucation Arts Maths

Guid. 31 Aart &1=Math:
Prim. 352 Design

Mid.S 93 Music
F.Ed. 54 P.Ed.
Sec.S
Slow L.
AV Ed
Recode 5= 5 & &
ie misc.
- 99
4
¢
- 9% hours

01 - 99 hours

MT session for group:

1 - 92 hours

01 - 99 hours



28

31

32

34
35

36

38

AYEB

AL1D

All

Al2Z

Al13

AlL4

234

Recode 1= up to 1 hour
2= > 1 - 2 hours
3= > 2 THRU 99 hours

Staff contact time: 01 - 99 hours
Recode 1= up to 3 hours

2= 4 THRU & hours

3= 7 THRU 10 hours

4= 11 THRU 9% hours

Number of students in MT group: 01 - ¢9
Recode 1= 1 THRU &

2= 7 THRU 2

3= 10 THRU 11

4= 12 THRU 99

Mixed or Single subject groups:
1= mixed
2= single

Length of MT lesson: Recode
i= < or = Smin

& - 10 min 2

11 - 195 min

S min

& S ie max 10 min
& 8 ie max 15 min
& 9 ie max > 15 min

f
bw."-‘
NN

PRATTERDN
R

Type of MT pupils: Recode

= children iI=1, 4, 6 & 7 children
peers as child. 2= 2, 3 & 5 1e peers only
peers as peers
1 & 2
2 & 3

1, 2 & 3
1

TRERE

& 3

Number code
ie max 9

o
1
2 & S ie max 10
3
4

n
u

3
o
7o

c

)

n

-
—
&)

& &6 ie max 15
, 7 & B ie max > 15

|
=
(R TR

IR A T

N O A
R~
ENFREN

i

2, 3 & 4

-

A1SA Lecture preparation for MT:
Al15B Handout preparation for MT: 1= Yes
A15C Dem. lesson preparation for MT: 2= No

Al s

Supervision of MT: Recode
1= Lecturer I=1 jie lecturer only
2= Technician 2= 2, 5 THRU 8 ie not lect.
3= Student only
= P/T Asst
S=1 & 2
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41

a4

45

47

49

S0

Al8

A1?

A20

Azl

AZZ

AZ2S

AZ24A

A26B

235

R
H W

2 & 3

it
N - e
"
W

observation schedules:
1= Newver

2= Sometimes

3= Always

Use of

Feedback on MT lesson:
1= Lecturer
2= Peers
3= Self
4= | & 2
5= 1 & 2
6= 1, 2 & 3
7= 2 & 3
Type of discussion after MT:
1= None
2= Individual
3= Group
4= 2 & 3
Timing of discussion:
1= After lesson
2= After playback
3= Later
4= Newver
S= 1 & 2
6= 2 & 3
7= 1 & 3
&= 1, 2 & 3
Use of reteach lessons:
1= Never
= Sometimes
3= Alwayrs
Number of MT lessons:
Recode 1= 1
2= 2
3= 3 THRU ¢
Physical facilities for MT:
1= Improvised
2= Impr.+ ext cont
3= Purpose built
4= 1 & 2
5= 1 & 3
6&~= 1, 2 & 3
7= 2 & 3
Colour TV facilities:
0= None
1= One camera

W

2+ cameras

Black & white TV facilities:

Recode

1= 1, 4, 5 & 7 ie lecturer +
2= 2 & & ie not lecturer
Recode

1= 1 & 3 ie group ontly

2= 2 & 4 ie individual +

Recode
i= 1 ie after
2= 2 & 35
3= 3,

lesson
ie aftter playback
& THRU 8 ie later

Recode

i= 1 e never

2= 2 & 3 ie sometimecs/always

1 - 2

Recode

= {1, 2 & 4 ie improv. only
2= 3, &6 & 7 ie purpose built
Recode

0= No ucse of colour TV
1= 1 & 2 ie uses colour TV

Recode
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0= None 0= No use of b/w TV
i= One camera i= 1| & 2 ie uses b/w TV
2= 2+ cameras

52 AZ&8C Audioslive facilities: Recode

0= Nogne 0= No audio or lijve
Audic only i= 1 & 3 ie uses audio
Live only 2= 2 ie live only
1 & 2

T

94 AZ27 Recorder of MT lesson: Re code

0= 1, 2 & 3 i= 1 ie lecturer only
Lecturer 2= 2 ite technician only
Technician 3= 0, 5 & & ie lecturer+
Student = 3, 4, 7 & 8 ie others
P/T Acscst
1 & 2
or 4
or 4

EIO O A T

W W

1 &
2 &
2 &
Not

B

ot applicable
56 AZ8A MT replaces teaching practice:
57 AZ28B MT before teaching practice:
58 AZ8C MT in between teaching practice:
59 AZB8D MT after teaching practice:
&0 AZBE MT during teaching practice:

1= Yes

2= Ngo

&2 AZ2Y Assessment of MT:
1= None
2= Informal
3= Formal
4= 2 & 3

code

1 ie no assessment
2 ie informal only
3 & 4 ie formal+

TV

88
(93]
D)
W
o

Tvpe of assessment:
1= Specific
2= Global
3= 1 & 2
9= Not applicable

&4 A31 Type of assessment: Recode
1= Indiv Lesson I1=1 ie indiv lesson only
2= Whole course 2= 2 & 3 ie whole course +
3= 1 & 2
?= Not applicable

65 A32A Maintenance by Department technician:
0= None
1= Dept tech
= Not applicable

&6 A32B Other maintenance: Recode

None

Inst. &7or AV I= 1, 2 & 3 1e other tech
Ext contractor

1 & 2

Not applicable

TERwT



N

A

ik
[

70-71

I
(A
&%

of TV 43
FPromot) »

Eventusl]
Sever

Not appli

of TU' +fau
Never
Scmetimes
Often

Not app

il

.
o

Lt

-+
i

o

vears of MT:

- 99

—id

,‘liibl

el
"
I

Pt oea

ade
1 je

2 & 3 ie
ode

1 THRU

2
4 THRU &
;-

10 THRU

promptly
nat prompgtly

Years
years
rears

PP vears
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Aattitude Questionnaire

Code for Data Card 1

i1 =2

urcC

ID

X1

X1.1
X1.2
X1.3

X2

XZ.1
X2.2
X2.3
xX2.4
X2.5

X3
X3.1
X3.2
X3.3
xX3.4

x4

xX4.1
xX4.2
xX4.3

X5

X5.1
X5.2
X5.3

Xé

Xé.1
Xé.2
Xé6.3
Xé&.4

X7

X7.1
X7.2
X7.3
X7.4

X8

X8.1
X8.2
Xe.3

Type of institution:
01 - 30 = United Kingdom Universities

32 - 45 = United Kingdom Polytechnics
50 - 72 = United Kingdom Colleges
80 - 2% = South African Universities

Staff member in institution

PHYSICAL AND TECHNICAL FACILITIES
Physical facilities

Technical sophistication
Technical stat+

PREPARATION FOR MICROTEACHING

Content of lessons

Planning of lessons

Preparation for MT lessons

Lectures v handocuts on teaching sKills
Needs of students v needs of pupils

SUPERVISION OF MICROTEACHING

Tutor supervision and feedback

Peer group supervision and feedback

Value of observation schedules / check lists
Assessment

“RETEACH* LESSONS
Teachs/reteach interval
MT programme - reteach
Value of reteach lessons

IMMEDIATE OBJECTIVES

Objectives

Objectives

Fractice and assecssment of specific skills

EFFECTS OF MICROTEACHING ON STUDENTS

Effect of MT on the student

Relevance of MT for students

Confidence of students

Analrytic/prescriptive v creativesoriginality approach

PHILOSOPHICAL FACTORS

‘Cosmetic’ effect of MT

Preparation for school practice
Skills approach to MT

Behaviour modification approach to MT

RELATION OF MICROTEACHING TO OTHER COURSES
Relation to psychological theory

MT and educational sociology

MT and other courses



71-80 X9 ECONOMIC FACTORS

71-72 X7.1 Use of lecturers’ time

7374 X9.2 Frovision of physical facilities

75-76 X?.3 Frovision and maintenance of equipment

77-78 X9.4 Frovision of school children
7980 X7.5 Preparation and planning time {for MT

Each item 1.1 to 9.3 coded: Recoded
01 =
02 =
03z
o4
05
0&
07
o8
0%
10
11

i2

0z = 1,

1
rJ
1;0
A

il

0 =4, 3 & &

i

It
o= e g DN DS Y R e

o= O

08 = 7, 8 ¢

il
|‘0
~

11

i
Il

10, 11 % 12
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APPENDTY 1.5
Institutions responding to survey

United Kingdom Universities

Tatal

time
Hrs
/W

23120
13715
- HI‘-'
22/18
-./ -
3allh
23713

24/20
20/14
24726

24720

2/9%3033/5¢3

20/18

99

/&
la/ 20
18,20
23/22

- - Type of response - - Follow  MNumbers in
received -up  department

Nage PC Inf Org Att Let Handouts Tel Vis Student Staff

oo Bu, Gu, Bu, ter FB AT Pr it Sec Pri fc Tc
Bath Y0 0 Y NN Y Y T 0 th 8
Belfast oY Lt 0 NNN N N 0L 017 2
Birminghas 02 Y 5 4 | N N Yoo 163 0 18 -
Bristal R S A S A A A A )
Brunel NooOoo ¢ NN K N ¥ 150
Cambridge 04 Y 7 7 O ¥ N N Y ¥ 192 0 20 5
Durhaa g o4 4 17N T A - 134~ 40 2
East Anglia 0a N 3 4 ! N N Y ¥ ¥ - 125 40 -
Edinbur ¢ Y0 4 0 Nz PGCE ccurce offerad, only in
Exeter 07 Y o0 Lt ¥ NN N N 13820 &0 -
Glasqaw. TG 0 4 Mot invaived in teacher lraining,
Heriot Watt M0 0t He Departeent of Cdurstion,
Hutl g o8ttt 2N NN Yo - L2
kKeele oW L L L NN Y N BEC
Leeds 0 K 4 4 2 Y NN ¥ ¥ -277- 46 4
Leicester ¥o0 6 5 N NN Y Y 18648 34 3
Liverpoc: 11 Y 3 4 2 Y N N ¥ N [0325 21 |
Laughbora  .: M 4 & 4 H L NO¥Y ¥ - 128
Manchester i Y 2 2 3 & N N v o 13030224 12
Newcastle 14 K f 1 | N N Y Y ¥ -140- 31 -
Nottinghaa 15 ¥ & 5 O N N N Y ¥ 203 0 23 3
Mifard 6 Yy 3 I 0 NNN Y N 150 0 14 1
feading 7 oY & & YN Y ¥ s 0 223
Sheffield 18 ¥ 1 2 2 N N N ¥ N 154 0
Southampton 19 ¥ 2 ¢ © N N N ¥ ¥ 110 0 18 3
Sussey FA S S A T A A T
Aberystwyth 2t N 2 2 0 N N N N ¥ - 139-
Bangor oY 4 S ¢ N NH N N {3 27 2
Carditf a2 ¥V 4 4 LN NN N W 13030 18 4
Swansea 28 Y 1 £ ¢ W N W ¢ N L3122 1B |
Harwick ™Yy 4 P RENY YO OT OB - -
fark 2 N U 0 I NNN Y Y - T70-
Landon fofE & ¥ 1 L L N W N v N 430 47
" Boldcaiths?e Y !t 2 2 Y NN Y N - 23E- 27 |
"King's 29 Y I 2 B N N N N N 10l 0 14 Z
“Chelsea 30 Y 2 2 ¢ N N N N N 100 & 22 7

o
20723

i

il

time time

Wks.

12

£
1s

14

&d

I

!"\
1z

/
4

Hrs.

2uks

N

FEEEEEEEEZ =

Hi.

= leg ot - - -~ -
microteaching - -
Sc. §5. La. Ed.
Ms. Ms, Ms. Ms.
4t 20
I« 0 9

2 3 2 0
Lo 0 o
O 0 0 0
202 1 0

t 2 0 0
20 00
ot 09
(A VR (S |

SRS /R
T2 a4 0
o 0 00

[ ¥ A |
600 9
Lo 6 4
b0t G
o1 20

1 o 1 0
T 2 8 ¢
[ VR |

S S S
66 0 1
20 0 0
(U

R S

J 1] 9 il

L U
U T S
v 20N
I T

O O S
5 0 4 9

t Except ior asin metheds Phvsicz. Chemistry, Biology students for whom MT is subsused within specific

sethode rourse,

2 Further Education in PGLCE alsa.

3 Siivul -bazed FolE course.
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AFFENDIX 1.3 cantinued
Institutions responding to survey

United Kingdos Colleges

- - Type of response - - Follow  Nusbers in Total TP HT ---lUseof -----
received -up department time time time - - microteaching - -
Name UPC Inf Org Att Let Handouts Tel Vis Student Staff Hrs Wks. Hrs. Ben Sc. 55. La. Ed. Ni.
No. Bu. Bu. Qu, ter PG MT Pr it Sec Pri Ac To /B rg Ms, M=, Hs. Ms. Hs.
fvery Hill 50 N 3 4 0 N N N ¥ Y - BO- -/~ B+ - N ¢ 1 t 0 !
Bath CHE 5t Y & 2 0 N N Y ¥ ¥ 4020 26 2 20/20 14 Zwk N ¢ 1 1 0 2
Bedford 2 Y ot 0o NNN Y N 3012 - 1722 6 WY 0o 0 0 1 90
Brad, & Ilk,33 ¥ 0 1 ¢ NONOY Y 058 4L /- R T N (R | R
Bretton Hall34 1t 1 NN oY oY 7020 26 - 28/20 12 - N OO0 0 0 0 |
Buleershe 95 Y { L o Y Y ¥ Y ¥ X0 0 {§ - 22/22 12 Bk Y O 0O 1 0 ¢
Christ Ch 74 N 0 0O 3 N H N N N - &/ -/- - X 0 0 0 00D
Chestar ¥ 0 4 ¢ N NN Y N 200 t6 - 4109 12 4 Y OO0 0 1 0 0
Craigie 790 0 0 0 NN N 8 012 {2 - Z&20 12 ¢ N 0 0 O 0 0
Crewe & Ans.36 Y L 4 0 N N N Y ¥ 50235 29 5 1822 13 Sk Y O O 0 1 0
Borset IHE N0 0t N Y N P/TLert. Ed. FE only.
Dundee CE 37 Y L 1 O N N N N K 4510 049 12 2k N0 0 0 L0
Dunfermline 58 Y 1 1 @ BN N N 15 0 & - 47308 - Y 0 0 ¢ 0 |
Edge Hill 59 ¥ I 1 O N N N Y Y 47723 -/~ - N 0 1 6o 0 0
Homerton &0 Y 1 2 0 N N N ¥ ¥ 4245 4312 Z5/15 k¥ I 0 0 0 4
Hugherside 42 Y 3 3 0 Y Y N Y ¥ J0Z0 33 5 14/16 13 Sk ¥ 0 1 0 2 D
Jordamhill 768 Y 0 G ¢ N N N N N 3h022 99 - /- - K 0t 1 0 0
King Alfred 73 Y 0 0 0 Y N ¥ Yoo L W oE -y 00000
la Bainte 61 Y 1 I 0¥ ¥ N Y Y 040 11 2 -/9 13 Sk ¥ 0 04 0 L 0
Liverpenl 63 N 2 2 2 H N Y N - {l0- -/~ N oo 1 ¢ 0 0
RiponiYork &4 N 2 2 & ¥ N N Y N - 70- - 13 - N 06 6 0 0 02
Roghaspton® 63 N 4 3 f ¥ N Y ¥ ¥ - 222- -t - Nt 0 0 20
St.Martin's 66 N 2 3 L N N N Y ¥ - l02- -/- - N 0 0 1 01
St.Mary's* 47 N 1 Z O N N N Y ¥ - 40- -/~ - N 1L 0 0 0 0
St.Mary's® 68 Y 2 2 0 N W N N N 16 06 &1 -/- - N ¢ 1 0 0 0
Cheltenham 69 Y 3 & ¢t N N N ¥ ¥ 3715 30 &4 23/20 13 4d/sY 1 O 1 1 1
S.Blamorgan 70 ¥ 2 1 O N N N Y ¥ 3343 35 3 24/22 1Z 13y r 0 0 t &
Trinity&Rl1 78 N 2 2 0 N K H Y ¥ 43 0 -/- - N 0 L 1 0 g
W.Midlands 72 Y I L 1 W N N Y ¥ 4020 25 - 19/i6 1§ - Nt 0 0 0 ¢
K, Sussex oY ¢ 0 9 N NN N N 2023 15 - 1820 15 - Y 9 0 4 ¢ ¢
Westainster NG ¢ o N NN Y ¥ - 355 -/- - N 0 0 0 0 0
W.Llondon IHE74 N 0 0 O W N Y Y Y - [0d- -/- 12 - N 0 6 0 0 0
Worcester 73 N 0 0 0 N NN Y ¥ 30 O -/- - N 0 0 0 0 0
Guildhall &, N 0 O | HNeotrelevant to this institution.
Bell C.ofT. N0 & 1 Kot a teacher training collegs,
Galashiels N0 & U Wo teacher-training courses operate,

P/T Fhysical Education only.

Subject area naot specified.

Roshampton Institute includes: Froebel Inst., Dighy Stuart, Southlands & Whitelands Colleges.
Strawberry Hill, London.

Fanhaw, Newcastla.

Primary only, secondary under subject method course.
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APFENEIX 1.3 continued

Institutions responding to survey

South African Universities

- - Type of response - - Follow
raceived

Naae UPC Inf Org Att Let Handouts Tel Vis

No. Bu. Bu. Bu. ter PG HT Pr 1t
Cagpatown B2 K 0 I | N N N ¥ N
Durbap-W'vI 85 ¥ | 2 Q¢ Y Y ¥ ¥ Y
Fort Hare 99 ¥ 4 4 1 ¥ N N Y N
Natal (Dtn} 83 N 2 2 O N N N ¥ ¥
Matal (Pgh) Author’s base - not used.
0.F.8. Y 3 3 I NNN Y Y
Port Eliza, 8% ¥ 2 2 I N N N Y N
Fatsch. 4 N 4 4 L NY K Y ¥
Pretoria %3 N 2 2 1 N N N ¥ ¥
RAL % K 2 2 L N NN Y ¥
Rhodes g8 vy 2 72 0o ¥ Y M Y N
Stellepbosch92 Y [ L 0 N K N Y N
Transkei % N L 1 L W NN Y N
UNISA g N 3 3 0 N NN Y Y
Univaof . 97 N L & 0 N WK N Y ¥
Western CapeB8 VY I 3 0 W Y N ¥ N
Hits g6 v 12 it LY ¥Y N Y Y
Iululand 95 Y 4 4 0 H N N Y N
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Student GStaff

Sec

al .
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12¢
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173
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Appendix I.6

SAMPLING AREAS FOR UMIYVERSITIES, POLYTECHNICS AND COLLEGES IN THE UNJTED KJNGDOM
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Appendix 1.7

DISTRIBUTION OF SCHOOL BASED STUDIES ON THE
PGCE (ART EDUCATION) COURSE

Primary school -tutorial group observation
Secondary school  tutorial group teaching
Secondary school: sub-group teaching

emphasis on individual teaching
in the summer tarm

2:5

52

20

785 days
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APFENDIX 2.2

Commerite froT Information Questionnaires

Coniributior that microtearn:~z cam make 1o the one—vear postoraguate course

Umited Kingdom: University responces

We #ind it a useul technigus fone of mary) to assist students incoming to terme with therr
work ag feactners,
In particular:

112 2 va ine 0F exploring the skille needed ard sensitivities reguired
i 1nteraction of student

&
acher, (U/Bath

Fre-teaching practice simulaticn i a sa*e environment,

tdent analyses more clearly owr and others developing teaching styles.

An importart giagrostic function for methods tutors, (U701

Varigs, Al 0F the above stafs ame willing 1o be contacted 14 vou wish to visit the University.
We do televice students teaching smali groups of other students bt thic is not accompanied by
the usual .'.'i:*-:v*‘.»:— ﬁg programme.

No specific exills are idertifiec arc we only use a teach/chserve sequerce, (U704

It ic difficult to complete the guestiornaire as 1t stancs as individual tutors arrange
"-icr:teac‘vif; pxperience for their students and a collective view of the amourt which takes
place, etc, i impossible togive., (U705

Teacher training ic done i the colleges of education in Scotland with the exception o
Stirling. (L"Ed:nburgm

Alerte students to variety of sivies 1n teaching
¥inute analyeis of proxemics, ethclogy, ian uag= tonec etc, very enlightening. (U/07al

Awareness of theory anc practice of CAL inmhumarities teaching (use of micro-prologl. U070

"~ = - - ek iaials] - N . . b~ ¥ 1 -
12, stugents coming an tnis course either already hold a

Dipicma course concurrentl wit"- teacher traiming &t either

Note: Diplome
teacher’s certi -.’x ate or take the
15

of our local teacher traiming colieges. The Department of Education, indeed the University, ic
rot inveolved i teacher training. (U/Glasgow!
iregr 1 nil return to your Questionnaire on microteaching....as we do not have
a dega ior)., (U/Heriot Watt)

I have had a reply from only three colleagues saving that the: do still make limited use of
microteaching, though I L(n'w c:I ore or two others who have had 1o give up this techrigque acs 1t
is eC fime ComisuUMmi (L
I circulatecs it to those who indicated they used microteaching but the letter mever re-emerged.
A1 the December rres‘ ng of the department no one admitted tc holding it Vour secons letter
wae given to the tutor-in-charge PGCE, but when asKec she could not find it. (U/0%:

r—&
(&)

It ic clear from our discussions within the department that it s likely to play a mejor

cart ir tne progposed changes in our course siructure. The department i very committed toan
IT-INSET approach whereby students will spend up to half the t1ime on the course in schoole.
Certainly we wi.l use videc to record some of this time but our commitment is to a course where

r
™
9)}
m
-3
w0
el

1
ln

sues are seer as essentially problematic and where the teacher, the met*»" tuto-
and the s‘t dert all engage 1 curriculum enguiry during the actual process of teaching, Thus
we are committed o the teacher as researcher model for the basis of gur postg rawate traiﬂi'g.

T

{(U/Leicester

& large number of people are involved in small ways. Impossible o say, it varies from period



r2
[y}
[s 8

1o period anc grouvp to groug.
My impression is that use of microteaching has deciinec since the early seventies, when cevera
of us were experimenting with it. Some of the reasorme for this may be practical: pro lems o
using chilgrer, clashes im bocking the videctape, recuction in technical support, etc. Cther
reasons relate more to the 'ideclogical” underpinning of M7, with 1ts rather ﬂrr'ms’t (in
come formulatione at least: view of "teaching skills"., This distrust in simple SAAIL_ may 1n
turn be linkec to the prach the PGCE of aliowing enoush
+1me to ;'au._e tifferent uated apprcach towarc= the
mplexity of teaching pr

Teaching gractice preparation and follow-up, U/ (3

Students first awareness of self as a teacher.
Means of developing pedagogic siills,
A post-experience d

inr 4requentiy made of students teaching their fellows and learming how they apoear and
< to see their performance and analyse 1t (U/:

R P o Tt . W

12y whern CCTV 1

1v unable to answer the guecsticrnaire simply because [ do rot use
1o mv debit) never have done. (U/13]

Mairly it provides & opportunity for =tuden‘r to see ang hear themselves ac others do, and 1o
entify any difficuities inpresentation, expianation etc, and any volice or physical

The PECE course is a school based course 1n which students spend three days per week in the
same sChoo: during the Autumm abc Spring terms together with a period of continuous practice in
the same schoo!, It is therefore str-uc’(ured VEDY dih’ﬁrem}y from & course constructed of
different "unite” in & traditional way. Within the university component (two daye per weel

siuderts engage in semirar programmes with persconal anc curriculum tutors, 'L'Z

gw style of celf-assessment, (U/2Za)
expect etudents to "teach’ the

Uuming with a large group anc time for

ach ant hogefully learn from the
thir the group, (U/Z22b
. expositional, didactc teaching.

orly D._,""'TL"T“’.‘ ever) to actually see themselves
_;. crasiecs etc.

eiz of both "goog" and "bad" practice.

Gives confidence in speak ‘:, to a clases.
Practical esperience in geveloping teaching skills.
Evperience in mearingful preparation.

Iamriot perso icroteaching but @ consider it has a valuable comtribution to
makKe in teacher training, particularly imaioing self-evaluatl rna calm context, (U/24)
Not a component of any course.  (U/ESH

I return your partielly campleted guestionnaire. [ am sorry about the delay, but we are sc
large and diverse it 1s hard to obtain & general comment on anything! (U/27)



mplete your questionnaire, for a variety o4
. re you with., My main problem is that vou 2o not
indicate wha~ vou mean oy microteaching. Thus, ir some sernses of the term, all twelve
Education Tutors here, and all 45 Methoo Tutors probably do some g4 1, O tme othes -and, in
& .

nother version. mavhe none

T c for Claesics stucents during the Lent term concentrating on the sHill
stor s work), Fattern - prepared stories reag and told by eath

sty ¢ by peers ang observation group - feedback to student from two
source later, (U/2%a)

Two s . . -""yxr‘“ out small sections of a teaching programme asins the other
student ars L f ack and comment a} from ithe performer bl from others and tutor.
There are de<inec ters +'o'* observation which are developed and refined as the course
orogre thes ar esseniial basic for development of the skill of sels-analysis

W L

‘t ali others, *-_-l_we:f “, a:’escwe—.
One full-day - preparec lesson-
+ viden, 1982-83

'gef"erau. teacher . :
not alwaye. depends o group., (U/ZG
Autumn term lst fortnight 1. ore-TF two sessior
mins presentation, folicwed by assessment (10 mim. Zme SESEIoN (o* the \wc\ is vmeu—reco"deL
& plavback servecs or self (& other: assessment, Sprin ;
availabilit of videg' same exercise for all onvigceo., C
;:ter-‘r"wart” (?"’7993

lr 1
o
m
-
[m]
pars
m
[0
—~
0
=
"
-
s
fow
n
-+
[
Q.
m
0
pas
n
é-';
L3
[0 N
il
-
<

o
moare 'w‘:th ear‘hc-f- wideo

ve vt to 4ingd ar

of this Kind of thing in
Vis ¢or the

iculti es withou?t ne hassle

F., screlimes gn Friday afierncons (a:c:‘-:rag to the needs of the QFD.J._, anc a‘.-wa\/s in
thic a '

F n
ter~ at the enc cf "workshop” dave., But I dc not count = "micrgteaching'

tiorn and not

re stak £ y Methode ans Skl in Games
students are glven ar opoortunity to "ce:-.c* crn other but this is not real microteaching in
the sence that it involvee follow-up analysi ide Flangers), I; seems to bullo up contidence
and give e iittle insight intoc imparting Kho. e iran hierarchical, logical and clear

sequence etc., ’:::_.‘_ 1t e teaching in an artificial environment. With small group teaching of

ee some advartages of a gereral »:'_vchc/logica‘ na‘ur-e but mot haghly specidic
ssroom teaching process; that is if anythin g cou 2 be described as & normal
e s¢ marny different Kinde of activity are practicsed in different subjpecis at

of hza"—"'a and developmen U/29g)
eally relate to my areas of work in the department. (U/29h)

iof tﬁe value of microteaching - at least in my own subject., However in the
Sprang ?e"r. we 40, orice a week, view and analyse videctapes of & variety of teachers (and two
student teachers) doing a variety of ditferent English lessons,  {U/291)

nables the siuderts ic become more aware of their performance in precenting scientidic

United Mingdom: Polvtechric responses

No separate companent 1s offered on any courss, neither is any forme! or svstematic
microteacning dore, out individual staft, particularly insecondary subject methods courses, do
use an element ot 1t from time to time.

Perraps a lim:ted contribution incollece, with peer teaching exercices, (P/34)



analyeis of verbal and non-verbal skilic usex in presentation. (P/3%)
Fro "dec a) controlled means of focussing on specific teaching skills, b) enables
identificetion and refinement of 1ssues o “e «tended in schocl baced stunies. (F/34

We use thic ir the inductior course &S & means of feechack toc studerts ancoit their cerformance
ot 37

- —— P — [ . T -t~ o g - { !
anc it forme zant of the course 'The Teacher as Communicator’. (F.

tirvolves etuderts in emall scale teaching svperiments based on al Ar‘c Coricepts anc by
specific teacning schedules, (F/27h

dicroteaching iz used ona number of PGCE courses e.g. Social Studies, History anc Languages,

alt-ough otne- subject areas have used it from time to time.
Ir terms of the importance allocated/available for microteaching, I thirk it would be fair 1o
say tmat thiz 1z limited more by constraints of time than anything else. (F/33)

possible advantages of r.i:"'"cra'*'i ; f0r & COUrSe such as curs. So far it has not really g

bevond tald, except that we have discus wavs ang means whereby to combine microteaching wath
student practice at operating sl 1 have now run short courses

{ore-dav for all students om ho ‘w'-e may vet this vear set ug
situations where the, use such very crude microteaching activity.

Microtraiming faciiities are avariable to all students and are used by academic staff when
considered a—"opr te. Nc formal course. However students learn technigues (using eguipment
gtc. onan informal basis., Video availabie. (P/4Z,

izc lookKs at theory through the "evec"” of the teacher in the ciassroﬂm.

¥icroieaching follows this up by focussing o the particular skills etc. under cebate. (C/050)

*iC arswers, {(C/33)

uperience of teaching 1n a conoentrated form with instant

i tc be diccucced rather thar w'-it‘e-‘, about so brisdiy, My
y talk about t":E use of microteaching 1 you can fitin & visit

reaitstic” comporment of ILT. cther thar the method

techmigue proved most useful in terms of allowing e
lysic ot &) & universal madel for analysing teaching systematically, bl the
rigorous manner as they haon't encountered previously!.

more indepth an

a
studerte’ own teachs fim =1k =
LUBENTES Own leaching Um such a

A ueeful simiiatior exercicse as part cf @ caresully planned schocl-based course.
It can give students an opportunity 4or experien-_mg tearhing in a suppartive environment and
geﬁmg immedlate feedhack, (C/59)

Focueses an Key basic companents of teaching, encouraging an early analytic approach 1o & stud:



gaching.
i

t
it alec 1f appropriatle. managec enahies the tutor to bullc up the confidence of siudents.
o ane

It has always been apart of our Bacic Ed. Tech. course, whith in turm 1s bacsic 1o all our
courses comprising Po

training. We dom't ses 1t ac & separate item. (T/61)

As part of total schonl invalvement.
Oives ooporturity to try particular aspects of teaching €.g. questiorung, (C/82)

WMicroteaching occurs ir some codrse es part of the method workshops which take place once &
weel. Itis impossible o be more specific thar thie, It is very dependant on the teachung
stvle of the tutor anc *he s:ze of the group, Ac thic is cur last year the total gr \.JD 1s very
small and some method groups woulc 1ot be large encugh to sustain microteaching. (C/6d
Confidence and experience of teaching (Mod.L\Ed,Rel.5th,

£ .perience of publishec course materiale (Mod.l).

Avpidance of rr.a;?* traps ir teaching techrigoes (Maod.L,Ed),

Gue=tlo”'. mg

This course selects the art of "effective questioning” as the skill explored, evaluated and
practisec 1z the micrcteaching. By selecting one major teaching skill (i.e. asking
nigher-order guestions and practising higher-order responses! students can practise this and in
consequence become sensitive to 1ts function in the classrocom, (C/70a)

arly 1mitial pupti-student contact.

mell group development of specific teaching

egular cortact with pupils throughout the year,
pa i

tudents car onserve each other at work, (C/7708)

m -;{] oM

ey

Useful in the early part of the course, before experience in schoole. (G773

ya

e N

e

=

rn

Iamrelativelv new and so far as 1 Know none of my colleagues use microteaching te

present, As vou will Hmow we are 1n 2 period of review and ! cannot say at pressnt what u
1

Ly

mav be made of microteaching 1r the future, (C/778a
The FGCE Juruor students are i the w.“c;e of thelr cauree Not exposed to micrcteaching -
regretsully. WTo76E

Awareness for all graduates lirked to & simple hands on

ks |
2]
B
8]
e
3
n
=
3
m
(@]
A
N

It 1s le4t to individual departments to decide the
(Cr7e
Thiz ig a very small college, in terme of students, staff and resources and thus we do not

think we couls afford to do pstice to microteaching, Also, the course would have fo be
reorgarisec to make this approach possible, (2/79)

Iregret that your questionnaire has no relevance to this institution. (C/Guildhall

Iregret that we carmot assist you as this is not a teacher traiming coliege., (C/BEell C. of

T

We spend very little time on it. Itc pr‘ncipai use to us is 1o give our studerts the

opportunity 1o team teach (briefly! & small set of children in college as an experience of



teaching and *c hear and see themselives and be commented an efterwards, (C/Cheste-

South Afriza: University responses

At 1is best a wonder{ful introductory experience of lea“r:;“,g to pecome & teacher.
D

Frovides cogritive anc affeciive basec

We make sirzie use of gur ElacK ard white facility.
t = either teach the rest of the methods group or & small group of
rd soon thereatier watch a replay of the lesson with comment :

Exposure in terme of seeing themselves and ac ar instrument iz introdute studentie 3o praciical
teaching.

In thiz teaching situation they will gain very limited experience in specific teaching siiils

(e.g. variatio~ & guestionning!. (5/35:

To develop the students ter of competence by concertrating NOT or the totality,

b~‘t or isniatec elemente (skillis),

o develcp his repertoire of professional skille inan atmosphere comgenial to learning - the
SAF: entvironment, away from the normal classroom life, witr a great deal of FEEDEADK., (5728
Valuapie contribution as 1t ¢ofers the students, over and abaov eir pericde of formal
practice teaching, extrz opnortunity to practise teaching.

Giving teacning practic e - real teachi g &lthough structurec,
Practice of instructional skills, techm ching; maste~y of certain teaching methods
etc.

We believe thet 1t is usedUl In making studerts conscicus of what they are doing and helping
method lecivrers with some standarg faults, (6/%6)
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ENDIX 2.2

Commente from Irformation Guestionnaire

Lim:itations of mitroteaching and problems experienged with 11s Uce

United Kinpdom: Urdversity responses

It 1e very time consuming in an already cramped caurse,

Students are **’ten amxious about such a c‘c:e relationsnig,

Students, wnilst sensing ite value, do not always sse the contribution it makee o class
teaching techrigues., (U/Bath!

Studertc mev perceive the activity as ‘unreal’,

The orgarizatior of ‘remedial’ post TF micro secseions: cifficulties here are a function of
other course demands and problems of link-uC with lozal schools in terms of time-tabling.
AT

(SEFAVES

Artificiant. esperially with cameras.
Brevity means & ¢ ' nored { 1r<e Hitler‘e) - takes time tc warm up.

1g
Sel+ =:m5:1"'_«:-“§§s ~1n teac" ng one should LOSE oresels 1n the children — the sels waicher
N )

rn

J
m
k1
[m@
n
'
=
m
~
[
Q
[
o
3
4]
n
ut
[

Non procedural ianguage.

Not yet available, (U/078)

Group size.
Lack of equipment and its availability,
Technical assistance. (U713

It is escential to diversify ite usec and sustain them but thiz is conetrained by tim
availa'ﬁle.

"

to be ‘set-up’ each time &= we do nct have permanert

Sometimes it 1= done in schocia. ac well ag im the department.
it 1g often done under artificial aircumsiances anc gemerates some ternsion in the stugerts

=5 IVE, SITCE Camera i “selective” ang Pecor'dmr ie misleaglin
Acceptab itetions of our practice: noreal learners (pu obtainable 1n general.
Nc problems, once you accept the limitation intentions of Utilization.
Services ar’ techmician needed to sety e‘*:-:1e‘.
CLH, for traditicnal expositional ?eac.u g but not for other styles, heurisiic, interaziionary
etc,
Stugents 1

arners/recipients, This 1s not entirely satisfactory, ]
hooe BvENtU to ov,' :E sses fram
Technician/Cameraman: could constitute & major Limi
respect. P.G. ar,;"fla*ec my objectives gui
techniciar anc tutor have to ooerate ac a team,

am extremely forturate 10 this

Must not be embarked upon too early in the course, Students must haeve ar aopportunity iz become

acaucur'teo with cne another before microteaching *fﬂ:*hsr
5.W. asserts that camera i1g "selective” in one respect. this is certainly true, but equally the
camera car be comprehencively honest. At bect 'ti' tutor, on hic owr ter«
subjective. The camera, on the other hand, reveale all. (U/22b)

s to be gse:ectively

Certair artificiality - inrespect of age anc ability,
Naone - students appreciate 1te alue, EU /2



ra
| &%

Obviously, it can only supplement the real thing - actual practice 1n schools. U/
There i insusficiert time to broaden the scope so as to irvoive schoclichilzren and classrocm

mteraction

Space limitatione of timetabling anc resources. (U/30)

United Kingdom: Polvtechnic responses

Problem of selecting an appropriate occasion, where resQuUrCeES Carm Se organlses and time 1s
avel.able for follow-up.
Difficuit to structure 1t to meet neede of students ac they ariee, (F/34)

te role in our context is rectrictec to the fi-st phacze
tudents are subjected to conciderable amuiety, (P/3

[ Man

Ac simulatign it has artificial constraints of time, numbers and age of iearners,
Depernde on the ability of the teacher to establich that 1t is 2 credibie and "realistic”
experience.

Not aware of any major problems — perhaps 2 case of ignorance being pliss! (F/380

Itis v College based - but i¥ vou come 1o the college vou can discuss it 1n detall with
the staff., (F/37ai
Partic ¢+ of a resgurce nature - time and hard ware. (F/37H)

1 tnink 1t would be ‘ar to say that it is limited more by constrainte of time than anything
eise. Microteaching is time consuming.

little time tc use the technigue to help them improve and refine ckills - more to
g ther 1o the fact that such skills do exist and can be built up with practice.

The lim:tations/problems relate to the fact that this course tries to maximise ‘real’ contact

between students and puplis - microteaching would D"E:U'ﬂdt‘1\’ came out of conventional schocl

practice (for wnich there are DES minimum requirements anyway

The big problem with any PGCE is fitting in all the things vou'd 1 (¢ to — the solution ic

veually (and perhaps not always rightly) to put in these thinge for which yvou have ready
¥oertise and/or experience — untried inngvation (on your own terms' does not rate highly im

such comsiderations (regardless of e success for others elsewhere!, (P/25)

Nco problems apart from setting up equipment and availability of technical eupport, (R/4D)
Time, {& minctes per student = 3 min teach + discuscion + 2minreteach, (F/44;

Time consuming, consumes a great deal of s1z44 time for comparatively small grogps. (P/45

United Kingoo—: College responses

Notimoressec, can’ grade bits to measure overall perfarmance,
Time consumimg, uset more systematicaliy previously., (C/50)

(9]

Reqguires presence of a tecnnician and sophisticated eguipment. (C/
imevitable problems of scace, time and equipment, (C/52)

With gur equipment 1t can only be done on campus and not in :F"V:ls. This means trang
children ir to an unfamiliar set‘cing, cr using peer groups which is not alwaye satisfactory
because of the level of work being taught.

Specific to this inctitution - the timetabling of limited rescurces and the demand by other
courses on the availeble microteaching space. (C/54)




Ditficulty in applying technigues to nursery -infant group. (C/54)

We oreviously tended to focus on
to using microteaching 1n a more proce

of ‘eac‘.ir.; more thar at oresent, We have now moved
= grierted way ~ 1o engage students in the process of

m wac almost unsu-"“:rt e —1r 4"* WE "a"&l-f g
N Elv we had to move orn after g teach analysis format,

With groups of children the ‘camera factor’ cam be disturbing — 1 tend to use students.
Finding more time inan already short course. (C/59)

Time consuming and scmetimes limited due tc logistic and mechanical consideration
Difdicult to give students encug?. (C/&0

We need to attach MT to microcomputers for better cate inpot and hancling, We have the proram
el ready, experimenting ne:t vean,

Just time. We go for Questioning shills -~ not Set Incucttior which would be arm easier start far
the student, Mavbe with a 26 week course we start thaet way, (L/&81)

Somewhat artificia
Limited time.
No major problems. (C/&2)

Audience of studente not children; therefore a false situation :f regarded as direct
preparation for secondary (or primary) echool, Audience tor s;rppﬂﬂtm (Rel.5t,EC.
TiME CONSUMInG,

oo repetitive 1€ all parts of cours ‘_155 zt.
A railability of equipment on site, 1f videoing,
Organisational problems (Maths) - solved as some tutors will not be using it until ne:t Summer,
(0769

isclating jus? one skill and concentrating upon it with studerts in .T.l- car lead them to
overeirese ite impourtance 1n relation to other teaching technigues. Students in talking with
childrer cam become obsessed with practising this CL\_-‘ and fail to hstef to what chiidren are
artually saying.

Mary students become armiious when confranted with TV cameras/replay ¢
Techmical problems of hearing each child's re
Microteaching is BEST used with more condid

CJ
pr
+
o
2.
]
~
m
[(Y)
n
g
fo
2
0

Using it oriefly with students in LLT.T.

Somewhat cortrived and artificial,

B commitmert throughout the year not alwave forthcoming.

Csz be seern as complementary to the whole tlass approact of much traditional Sec, Schoc!
teaching.

Limi access to CCTV facilities becavse of demard acrose faculties., (077000

A ronmirived situation, pupile not ac they are inown school bage, (C/73)

parent nimitations apart from the tradition of linking micros with maths. e.g. prveical
“:-:_-_i“.; ai emp:‘ewt

dinal change e.g., History & English graduates, (C/77!
It is artificial and car "O"US on separate skillz at the ey
separate s¥ille can and ehould be isolzted),

Mainiv tecmrical ones. (C*Checter)

e of whole teachinge (though

Scuth Africa: University responses

No substitute for school-hased TF.
ot sufficiert time 1o take all etepe would like to facilitate tramsfer,
utors who use poor tutoring practices. (E/&0!
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artificial if broker up into component skills and practisec separately. (5/84)

We are limitec by the amount of time available.
Large numbers mear that schaol children cannot &

m
cr
3
)
b )
T
[

it ie gone in the context of peer-teaching.
Probiems: a) In regard to the all
o) Accerctance of the approach by
c‘ Occasipnal breakoown in eguipr
' Too many ctudente to aliow for

purpose with third and fourtn vear integrated

aughtin for the microteaching. Therefore

l.'l

} might be regarded as seomentation and not as a compiex set of sMills and relations,
no agreement on ‘“e pecential ls 1o be i"'i_“_":‘,” i the course. Teaching to peers

urreaiistic,

ghil]

Time cansuming mature of microteaching. One would liKe to c-rer the students more

nq#.r.n& unities,

e
No probleme really, (5729
Not real ciassroom sityation - unnatural,

Time, studertis do not get chance for immediate follow-up lesson., (57710

Cannot serve as an alternative for prac. teaching, (5752
It is expensive of time,
14, as we believe desirable, it is dore by lecturers in method subsects it does not come out in
a "exilie” form because it :s hard to get them thinking along those lines: 1t becomes "phasec”
of the lesson more commonly.

We are gradually getting all method leciurers to read up oo microteaching theory,
We are going ir slewly, expecting problems and trying to get coordination between iecturers,
which 1s not easy: we havern’t got very far really
Evern with cur foclproos system we get some technoicg,

e time 1s neeged to stucy the content of the matr:
. berc are fast increasing and micrcteashin



Changes 0 the years im the use ant o-ganisetic of microteac

United Kingzom: Uravereity responces

Like most techniques, I imagine, those who value 1t. use 1t - those who don’t dorn’t. (U/Bath!

Microteaching became an element of the PFGCE course 7 vears ago as & result of a small-scale
research project investigating whether students e,\::E'zercm; microteaching treatment showed
supericrity las measured by performance of teaching practice! to a matched group not

experiencing such treatment, (U/DD

The studenis analysed their performance, Now we sxpect the childrer to analyss 11 as well,
(Uso7a
Yes -~ nor-existert before 3207 (U/07E

Inreading over the responses from my colleagues I am not certalin that sufficiernt svetemat
t you are seeling from “a more detailed guestionnatire directed at
= =+ - 4 -

ching” but D leave 1t to you o follow it fand & visitl Up at &

ter date. I hope that what appears Fere s of some use tc you im any case. (U/!

no

Some of my colieagues have experimented with the techmgue and have not found that the time .
1.

effort, etc, involved were not jusiified in the light of the apparent advantages gained.
It may well be more appropriate insome sugjects than others e.g. modern languages. (U719

No sigrificant change.

In view of the abcence of real learners, no full-blown exploitation (a 1a G. Brown, for

examplel 1e attempted. “

We walt until a groug of traimee-teachers 1 sufficiently cchesive 1o provide more support than
-g-l--\p .t ‘__" Fia

Initially a scegptic... now devote a littie more time fC micrcteaching.

PGCE students, though finding the experience a littie disturbing at times, concede ite valgs

fre e

and usefulness as part of the:r training. {U/ZIb!

It hes thanged ove~ the yvears i response to curriculun changes, methodological advances an the
appearante o new courses. (U/IG

it 12 nct posstihle to giv to this question.

Ac vyou yourself state you need tz informatior directly from those actually imvolved im
using microteaching for ' (/24

it has develoged from my experiences at Stirling
Mac_eod et al. I wished to extend 1t into the ¢
but or the PGCE cource there are severe conet

I still believe that "classroom based fr;:r“::ea:."u-.x;‘ is what is required. (U/30:

h Donald McIntyre, Cordon
r - toprovide actuzl feedbacy

It hac become more general among PGCE etudents 1n the place of the Protessional Theory and

Initially vusez as a "general” introduction to 1ssues related tc teaching, but has intreasingly
been structured to focus on specific classroom sKills. It is considered appropriate toextend
it surther bt develoomente are severely constrained by lack of time, (P/36)



-

imnformation vou require.  (P/37

12 liKe to see it wtilised or thiz course
ave heer for orly this academic year). The malin
' lance 1o new modes of operation (perhags

{ be necessary prior E:.DE’FIE’!’ICE of LJS.".;

to necessary equipment, Its perhape

S O - - . P
OJpleC perfnaps w g: dfzeskl

g Courses which could most benefit by such ‘compreseed learring’ are most
likely toohe fmose that argue they haven’t gof the time available to tryat. (F/39)
se now 7ome tormal,
I hope this is of some help. Dnfficult toorespond in some areas hecause there are no precice
31 k. '.;L' L. < -

rn

New primary course 1m preparation - some use ervicaged. (G
Year { of running a PGCE course, (C/5Z)

Apologies for an unhelpful reply! The merger of colleges has led to many statf changes thatl
—

hesitate toc generalise +rom past experience, 27520

A much wider use hac beer made as stadf have become more famillar with its pcdentxal.

Zonomics hgwever prevent BxXpansion in terms of spafe and technical resources.  (C/54)
Eguipment become contracted for use by all courses,
Changing emphasis from a skillis criented approach to one or stressing 1nvolvement of studertce
ir evaluative process.
Greater emphrasis made this year or guality of supportive teaching materials
Ac a result of the logisticel problems, we have temdec im cur pre-service course to stop using
AN eq_;.;fnsﬂ'“ +cr recording teaching episcodes during class -f;me. Students still go through the
teach/analveis situation and are ther reguirec tc film their teaching/ analyse privatelv/

ik

analvse with futor .:'-D-s_' v reteach) as part of their assecsement.
Untort '"atei I'm not sure whether our enperiences of microteaching in PGCE courses are of
int 1 tc you., Nevertheless [ wisk vou all the oest in your efforts, (C/580

Similar patte-r used for last 5-7 ves

Growth mainly since 569,17 _
We've been inn Bo, Tech. & long time.

S o 1 ER
More integ than pefore. (2.6

m =1 - L= Apmts L ke PRTR A - - P~ il = L1
This i1s the last intake of etudenis 1o~ the PGCE course and a visit would not be very helpful,
f— g

Vs 8o

In the early days we got pupils ir from schocls for s*.'_:dents to teach, This may still goonin
the B.Ed. course, but for PG'e 1t 1s .’r.,:s actical now (1f it ever happened here) hecause o
time/energy limitatione if nothing elce.

This quect gnnaire e very difficult to complete (1ike most!) because the quecstione don't 4it
uatior. {C/a89:

]
(D]
—.
vb

We have alwavys comcentrated on the slill of "effective gqueshioning” (usmg a mocified ve"sion
of Perrgit’s Lancaster self-learning materiale for teachers), We use Junio~ Sch bu‘ chilgren -
each student "teaching’ 5 pupiis one week and ther praciising the skill agair with another
group of S children the followinc week.

As we evaluate 1t place within ILT.T. we may - al move tgv.cwd: t"xE story-telling ekil! rather
ham effective gaestionning - or - b give up thiz ‘tool’ entirely. Limited use of the

ca - Uz
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approach with studente 1n 1LT.7T. has seemed tc produce limited results, (C/70)

Usec less thar hefore - because time consuming, some students feel threatenec, lack of interecst

staff concerned with coures, (C773

Obviocuels related tc effective teaching sHills anc the IT-INSET maodel.

Much improvecd anelvsie of incivicdual tensions that maxe it -7~ for some able student teachers
e.g. 1dicsyncratic approach, {(S/7T

Nc change with regard ic formal arrangements on College sczie - left to departments to decide
or degree of usage, {C/7E

Very litile, 17 at all, (C/Chester

per student {lectures etz ir‘crpaced from S to {1 hours (MT pracs.
venues, from 3 to & oekills, from 1 to 4,28 hour practicals
iesson comtext {{ hour! with help of n';r_' material. We are integrating
a framewort of whole-clase teaching and the whole introductory three-week
sses. [1 hasz not been integrated with the school experience that follows
¢ TESE t& major weakHness [ believel, (8780

amme. as ti me p

In our dept. very little,

We are not committec to extencsive use of microteaching. With cur method lecturers actually im
the dept. we get into the schocle as much 25 pozsible and place more emphasie on subgect method
thar ary vﬂlﬂ\. glee, (E/54;

Fairly cans a'*-* but for a limited pericd of time {using 1t past 2 yvears) with small changes to

taks into accourd student and staff criticisme.

The fuil use 04.' microteaching 1nvoives complex orgardsaticn and facilities when large numbers
are involved. (S/83)

. 1984, Thie programme has been revised for {985, With assistance from, ang
Ke-i Davies in May 198 4, the programme fom 1995 has elready beer approved by the
ducatior, Three didactic lecturers will have 7 sessions of {25 minutes per week (9
plete desired cycle in each session. "Closure ant Transter to Classroom” will be
1C pupiis at schocle. evaivated by all lecturere in Department € weeks!, (5/82)

Fave reached the stage where we have grtended the micro situaticn, whers the c‘uGe"f ar
- : ‘

ed sMille inore final lesson of approximately 20 mingtes

Smaller groups, more regular uce , special facilities in new building. Doing microteaching
with second *t.,l"H and focurth year of integrated teacher trainimg, (5761)

OCrganisation as such has not changed much. (&/9%

We bega~ las?t year.
ch— huve a dicloma year for 180 cther ctudents s the 40 UED's are oniv a smali part of cur
r

paid! "coordinator” to try to streamliine the diploma cources and
ceve'.:p vider feedback in training teachers. (5/96)

After the iritial : veare of irtrogouction to thice course when all studente ang all lecturercs
ad tz attend the microteaching g once a weekl; now all lecturers proceed
indepencently and discuse their orogrece at & fortnightly meeting, (5/99)
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is crganises. administered/ supervised
urther MT is deemed useful to the student
entrally organised ir ¢ artmert, using mixed method groups and

efore the second e ten r10C 0F school pracziice.”
(U/0zt) s Education:
"A new but worthwhile vernture for us, We hope toincrease the fime civen to M7, including
recording 17 s:“;c&’s on Thursday mornincs throuchout /-'«._; nn term.

(U/7020Z) History

"Only some :;esﬂ‘.icu'az seem o apply. We call thie our ‘teaching prodect’ always use inner-ring
hoo! ically mixed grou ' e students to teamteach and microteach — we 4o

riot ineist or this . It ic a chance for them to experiment in teaching skills.

(U/7023) Sccial Studies:

"Fupil feegdback iz advocated rather than microteaching as such using questionnaires., We used
(=

0 microteacsh b t we lost our CCTV facilities and technician in the cutbacks. Some facilities
! ctored to us
Chemistry:

[

”MT ic minimal because overall course time 1s tco shzrd.
(U/028) German:

"We use microteaching in a very specialist anc individual sense. It is tooc compler 1o go intc
here hut I would be only too pleased to discuss in detail the format of cur work, We make very
iittie use of TE’thC&x equame"t as the faciiiiies we have are now iimited and also because
within the context of what we do, they serve iittle ':';:59. I have nct filled in the Attitude
Guestr"a) £ as 1t is not alwaye appropriate to what we o

- questionnaire and feel urable 16 make & considered response. I have no

= g im any shape or form and have not sericusly concidered 1ts methode
or objectives., Inany case my appointment is for one vear only so that I have terded tc adopt
r i reagd Microteaching was not one of them.”

t has beer in the past,
,:t. eguipmert is too much or too

g, Pressure on AVA deg
» priority ir this university and the dept. hag st
my students but carn’t honestly use the term microteaching.”

me value but the capital and rescurce :mplications are out of reach in
1manicia lcuts and falling rolls. Used enthusiasticaily it reinforces the image of
as transrmt ter rather than consultant with 8/5 or Operant Conditioning

(U/7041] Cheractry:
"1 ehouls .-il-i to sperid more time on it looking more oHen at specific teaching skille. The
times meniicnel anove are spread over four terms
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prepare and teach chemistry and binlogy ior: laste
two hours foroeath student and h

circus’ anc sz they teach different students who rotate five times in the two hours. They
. 4 1

li tC mary and
' ot tnis

-%:.,3} Mathematics:
Rave 9 students teaching a lesson each inrotation e, 1,2 ?’Duns, although in practice 1t
takes much longer. 50 we do 4 groups of 9 and this amounts to & whale days on the timetable
with Z sta+f involved. No cutbacks (at present!.”

,eac?‘mg as a way of giving students an initial teaching experience in a sheltered

' iticiem Is offered by me and the rest of the group in trust and charity but 1t
a 1t ic ceen by the students as a useful ‘baptism”: by me acs useful in diagnosis

0f performance def ;cxe”me We donot use 1t for specific skl teaching. It is valued by

T

"We have time x‘or* orly one session of this Kind per student, Ideally I wou}d like to

gvperiment with microteaching and I would certainly like to have at leas® two MT sessions prior
T teaching “actlce, with poesibly ancther foliowing TP, Each studert’s videotape is viewed
by them inoividually (with a checilist), b the group {with lecturer led discussion)y and
‘reguently thatis alse an indivadus! tu‘tor’zal with the stulent)’

(U055 Geography:

No comment,

(U/032) Histamy:

"Other coliezgues {(e.g. Maths., Geography) use MT in similar ways.!

u 'C‘f’ Moge~n Languages:

) gical Education
“The present svetem use c’s is ot microteaching proper. Studernts use own expertise to teach the
de- cf the group. School applicatians are triec anc discussed by group as a whoie!

remaindes grouc

(U/055) Chemistry:

"We taks the viceo eguipment in echiocl amd record students teaching ang then play 1t back tc

the inCividoal student with comment, If the students are also watching the lessor, they finc

it boring anc repetitive to view the same lescon again.

not corvinced of the value or cost-benefit of a ull blown Sta"-;ar':' /type MT setup. We

preser 1o :‘esl with the raw situation. TV presents a distorted view of selected experiences,
t ce total immersion in the classroom.

*m . vear due to lack of time.”

Usdell Chermistry:

"Video recordings and analysis of student-teachere giving a demonstration experiment ac a
prelimirary to micrcteaching in schoals,
Five afterroone in schaocls 1n teams of three students. They plam, teach and video record the
lessonz. Later analysed by themselves and tutars. Teaching skills noted or recordings ther

:‘evslcpec‘ i.’r =uh=equent ieseone,
B m teaching the students alsc lea~r from each other. The fact that they film
sC allows a fcvu_.r,_ by the operater on specific skill etc,”
gmatics:
Schoal:

ompleted as [ am not using MT at the moment.

S

t 1c complete your guestionnaire if MT used is not the ‘classic’ form of MT. |
€ ‘c.entum lessone’ since they are about the smallest step one could take., Also
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ditferpnt technigues are used with difterent groups depe'a:;"g or avaiiable time, relevmre to
I dorm’t think the picture my ancswer v tells you much about wnat

avl w-:;uic r‘eply if I used C:T‘v'. don't use :t ecause 1t 1s used by ot hE'

un
ul
=
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-
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colle ing 1n 14 the same technigques are usec in
sev ses wxuf the cmaew*_E a*te"

Na

s ==

"Not Filaren, but we do run a couple of sescions of v1dr~c recordings ot students

performin -/with other students limited to self-evalaztion of performance 1n guestioning and
1r practical dramea. neitner of these are close enough to vour definition of microteaching ic

Qur s <or not ueing the technigue are though [ therK significant. Itis certainly not

from ignorance of its existence. We are moving towarde school-based courses, and attempting 1o
scale dowr actual experience for students by DlaCif‘zQ ther 1n schocle for two days per weeli
lea:ir'; up tc two periods of block ncert 18 to construct a programme

of activities <or i

mn

Limited, definec tazks in the

o full responsibility for the
1 tre DEES 1s clearly pointing in
week im ezhool leaves ue very little time in

i & sutmma" subject plus educaticr
mizroteaching is not shortage of time Sut a

c a

deliperate gelicion to trair Dy other mears,”
('i_T/-C-?i‘

"1 yuced MT o & limited scale here about (0 years ago. More recently | usedit in Australia as
cart of a reg lar programme. I do not use 1t at ali now, nordol intend to do 0 in the near

- - 1
foture.

TT/AT Te

(U/072) Junio~/Middle Scho

Neo mzcr-cfeacr-:ng 1s used,

G/073 Fime At

"Use of stutic eguipment and chiidren for six afternoons over cix weeks,”

(U/06!) Middie School:
"MT wag operated for a period of 2-3 years but due tc cther oressures has beern dropped from my
programme. 1T wae last used in the [982-83 session.’”

27) Relicipus Education:

"My students have lectures, practice armang themselves, ocbcerved ¢

on teaching practice themselves for & term. [ am ~2treally sore that any of this guite fiis
what vou are (ooking for.”

L)

-+

hers im echocls and ther

8

e = e

poe

"I 4ing thic particular secsicn a) enhances student presentation, bl provi
;*-::"*La*t feeback - it is however imzortant not 1o holc sesciorm bhedfore
tC Enow eacn other, © a half way stage to the school situation.

(U .'.wfw Mathematice:

VAT rl 1= -

+

1des tutor with
; oup fave t’-Eg,_J'.' hee get

"Tencl ose an articie which describec ar alternative 1o microteachong which I am still gsing im

SImliar wa

/093] Seoporach
No comment,

Us/101) Geocraphy:
"1'vE mc.ﬁea:e-"? MT +rom toker session to 5 sessioins this year - much more successful angd will
s haven’t affected 1n any wav."

* mas varied over the years., This year we asked studerts to prepare five 2 minute
D'E;E':i&f‘“" on Sgecﬁxed topics. The student ‘drew’ are of these and then actes as part of
the peer grooo avdience for the other 3 or 4 presentaticns, The student was then in & position
1o campare his/her preparation with that of his/he~ peers. Each group spent 20-25 minutes on
this activity,

m

03, Mathematics
No comment,
{LC/104) Histor
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No comment,

(U/Leicester' Science ang Mathematics:
"l regret that I cannct finc time to complete vour guesticrnaire. Microteaching e 1s what ]
should dezcribe as an infiltrational activity here anc without pursuing individual statf, many
o< whor are tuey or TF supervis 2~ Cooremil it woull be gifficult to tease oot precisels
where and Row
(U6l Human:
e

I make ng use of rralc'“’ffte;«:":'xc ar the PGC
tick on your instrument.”

(]
in

cour

g and cannot 4ind ‘appropriate responses’ to

ie the first year | have not used MT ir come torm, The reason for thic 1s mainly
I kave recently obraimed some part-iime helg, This reduces tre Time [ have for

time-consuming activad

Th inConvenieny 'a.**.E' ‘hf a '"urleﬁ m?h u‘*,\
(U/313) Fovsizal Education

“Charge in cocorse struc+ure ioss of specialict teachersi h
of time for M7, Itis used by ‘other subject’ tutors inst

{Ur7114) H;St:w:

s causer reduced numbers angd lose

, g improved, especially in the last 2 or 3 vears, Equipmerrt ie more efficient,
m ortatle and more economical. Tapes from previous years can be deploved for illustrative
purpoees with subsequent groups. Specific project material i1s used.”

(us124)

No response,

(U/122) Physizal Education:

"Our MT programme 1s an integral part of the whole course.”

(/{23 Science, Husic etc.s

“Have cooperated in MT with CCTV but gams rever seem worth the trouble. MT in1tself ic very
valuabie foot-wetting for most students.

U/124) Technology:

"MT ac defirec by you is net usm‘? or, 7=; mair method course. My group of & studerte ¢o prepared
lesson demonstrations to me with the rest of the group acting as the class. Thic takes place

r the workeroos and each student ef+ort 1¢ discussed after the lescson b‘;-’ us all, F‘“ar:’ﬂ
’r'""—lesse'ﬂ lasts about {5 min. and every stuce~t does two betore teaching practizel’

nC
'Fadio 4 years, cut of pudget on 3 occasions, It willd nav oo to
Survey eparation sheetc for forms of KT inuse and to interview & few tutors ang

(/121 Modern Languages:
"?-i:?c.'-:;‘;eac?‘ mg “to emzrace & brcager range of student experience’ - I take 1t thic 1= the
space’ We mazve sure that our students have 7 sessions where they pien and teach a se!
lesson 1o thei‘ peer group betore they go out on their first TF in the first term.

think 11 that 15 reievant for your questionnaire,”

ma~y Schpols

pologise EﬁrﬂewhaT for the negative response. However as you Car see some facllities we
have and some qse is made at the sec:-’.-:a'y level in some areac ! beileve. My own atiituge s
not se ne g Tve - it Is very much a questicn of recources - namely time. I equate M7 rather

i eaching within the clessroom. My ‘attitude’ is largely derived from those
es, within & school or within a college with the childrer cormr'-; into the

[&]

L
T
et

Al H cmsicler~ a lot of MT occurs as groug work ete, as the natural part cf teaching
g i

"1 am curren ;/ cr study leave and thie perind marks the ernd of my work ininitizal teacher
educatior. I am enclosing your gquestionnaire untouched.”

(U/134) Physics:
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"Ag ever , PGZE programmes vary from glaze to place anc there is same mismatch between your
Guestionnai~es anc our practice,

There ic alsc some miematch betweern your rather complete view of MT and our more incidental use
cf it. Over ts course of ceveral vears the ppportunities 1o look at several aspecte of MT

arise but it remaine ancillary 1o TP."

(U/135) Histor

"I have retirec, without reclacement, end there 1s mow no mai PGCE history group here.
U/136) Mathematics

m year 1o year, Soretimes mathe and scisnce students present & group of
lessons in seguence o a tr; {e.g. Blood) to a peer audlen"e. Sometimes maths teach own
choice of mettc topic to maths grovp. Sometimes they work alone in groups of three. Sometimes
mathe groups teach general topics e.g. sailing a dinghy.
Scmetimes we practice & special sMills writing and intf*oducmg a work sheet, starting an
nvestigatio=, computer aided teaching, using e visuel aic or practical materiall”
(U/183) English:
“More admir work nas pressured me intc thinking of abandoring MT but student response remains
Technicians’ time is very shord a*l bookings have ¢ bz made long 1n advance.
vertually? have ic be repiaced, This would put the whole MT in jecpardy.”

3
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(L/151) Modern Language

"Facilities good but used to breaking point.
‘:tL.‘.JE nts..."

/182) Bicliogy:

Nc comments,

(U/153) Physics:

IR

Would 1ike more time for MT but with 200+

(a8

|

“A1=D vse M7 in Summer term for remedial work with the odd studert who will berefit. This
volves teazh/reteach to groups of primary scheol children.”

‘."_'.-'iSf-r. Hictzry:

No comments.

(U/153) Englich

No comment

{athematics:

"Most of mv answers rela . Each group of 4 students s allowed 2 hours
gurin v— firzt & week term in the TV studio, Edc* student ther teaches a topic selected from
cted by me and the t ¢ act ac audience/camera operators. | see
one malnly im which each student gets the opportunity to see any

whust they perform and thus be given the opporturaty {o correct for even

g
do efudent/emall sonocle inthewr first ferm. I have
f‘

S T - +
thig 1Ntorma 1_1’\_'1"

ITaminmy sirst year of being assistant tutor In thic degartment - 1412 & “joant
appointment’ where ! :p end 2,9 days teaching ir & local comprehensive anz 2,3 davs at the

dept.), The MT was one of the responesibilities I was acske? 10 take over. Urfortunately,
because of tme conestrain .5 of my timetable and the day attachment, ] had only 4 available dave
towards the end of term 1o 1t in all the students. 1t was, therefore, & ra**cw rushed and not

i

ope to re-vink the MT for next year ar ,c! waould welcome suggestions and 1deas 14 your study
produces a~~ interesting feedback that is publicly availabie”

very well thought out series of sessions although the students said it was very helpful, I

1o g more MT, each student did 2 sessione to groucs of 3 other peere and tutor,
. Ous topressure on time and lacE of conviction that 1t was useful om cost effective, |

i 1% 1z one sessiorn only - which alsc gives them ar gppartunity to oractice demonsiration
and to see themselves as others cee ther

.“"."('"J - - e
Usi74) Chemastry: -

"We omerater one session of MT for all science students during the academic year $1980-24, The

ents tacght 3 {5 minute lesson to & school pupile and were recorged on videc., They saw the
sv the nextday. Three microlessors were ~om concurrenil, (25 students were involved!,
There we~e nD repeat sescions. A fully equipped studio was used in addition to twe
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ories witn portatle TV equipment., The exercise was not repeated because o+ the probhlems
ting 1t up and the lack of oppar turidy for repeat sessions. We do, however, videctape
schonl-baser team teaching anc provide the studente with playback.”

12498 A
1.fd Al

"We are now starting tc ma¥e programmes i the Summer term as TF follaw-up. This irvolves

editing, souna tracking ang titi: 2 ‘crogrammes’ are ‘demo’s’ of art procesces

“Increasec steadilv as schocls make mo-e use of sae:ialiv oreparec MT by students anc

appreciate more and more what we can 2o 4or them and as studente appreciate what it can do in

preparaticr 4ot TF i the Lent term, Ik the Surr.-.:v term we have groups of up to 150 children

divided between the ctudents for fielz worK prepamec oy myse:f anc students and thiz continues
MT skill ] i1l It
(17474

ties for MT here, including & fully equipped TV studic the
?'4::'_ of BEducation (e.;. the Guidence Unit) ie such that
use of it even if there were plenty of time

rar por‘*at cr of puplls to studios an site or taking out ec._.;prr.er.t

. ~mucth ceoupied with a range of A=V duties for the entire Schoo! of
Euu_s'mm preseure of other groups (PGCE anc cther‘: Depte 1n Schon! of Education) on limited
Jmaen cfroome anc equipment. [ have tended to take students into schools on Study Practice

; a2 ~ange o+ siills bm w’t'* wt “e-ordx g equipment. 1 use CCTY so that students car
ear themselves - ofien the firsi time for them - teaching their peers ag peerc for the

in facilities, _-s cameras finst 2 colour instead of B/W, excellent
cont"ai ra:f miners etc. Nc me in g tionmai D‘F subelgdiary purpo :e of exercise
e.g. tc familiarize students thh C'«.. V7 aticn ording, mixing etc.’

‘U/ibi; Frenzh ,_-g

"Generally MT ic seen as a useful but peripheral technigue, of definite but limited value
within French Language teaching.”

(U8l Phvsizal BEducation:
At presert we do niot include MT in our phy =1c31 education method course. Howewver, next year
we hope to remedy this as we have just arguires a po~tanie video anc will have school chiidren
availiable im the department.’

(11483 Phusire:

"Sarry 1o be umhelpful DUt we o notuse MT in the ooveics PGCE method course.”
1ok
"Sorry - Ut D have ng experience of M7 ec feel ooite Cratie o respond 1o vour detailed

(U/192) Mogern Languages:
"I've tencec to move - in response to student requestis - away from recorded MT with 4/5
participante 1o live MT with whele student class, Quall work has - 1f anything -

improved, there seems ic be a more economic use of time,
{U/193) Geaz-aphy:
"1 like to Keep evervihing on an informal basis a: I do net wich to put any further weight on
the ‘e - the; have enouoh things as 1t 1s.”
oy Matrematice:
hd

"We do not use & form of MT, as defimec in your letter. 1 have little confiderce in ite use
d

ant prefer students to spenc mare time with small groups of pupils in local schocls, facing the
complenity of what that entails)”

(U/208) Primary:
TATY

"Questicne not answered were due to the informal nature of the course here. Studente are not

formally ;-":*.':u“eﬂ'i tc M7 unlese they reguest it. The extent of tne uee 15 dependent on

expresseg stugent neec.”



Climited By moving to new accommodaticn and changing Deptl timetables.
h + I cannot 41t these sessions ir at another time when AV
I believe that a short session of seemc ourcelves

£ ol ol -y g o e JR - -
momove presentaion. You cannot teach how to

‘I propose tocevelon the present use of M7 to include ‘reteacn’.”

"We do nct ungertake this method.”

(U214

"I donctoperate MT under vour desiritior, When facilities - 1.e. time in the Audic Visual
StucCic was available and I had sraller clasesc 1 used MT - gefinec as a short presentiation by
ore ctuoent teacher to the rest of his groug ' < videc recorded, played back and
discussel by the whole group., Variou I i Fave rengered this imp n:_:,_,', during the
past three years, I did feel the methe lighting aspects of pre Tanon.”

CEUre D‘r stuzent t HT ie E'x.;le,inec by a) absence of real puplls, bl
o adopt an atom st cular view of teaching performance

pr-emafx-ly. a valu: of the experience primarily as affective, launching students into

sure and consequent oper E..cm’tir-- of their performance, d) creation ot ineluctabl

ircertive to olan thoroughly, to commit oreself to a plar, recognize Sivergence between

intention and execution.”

. History:

expn

No comments.

(U/223) Geograchy:
See Preliminary Queslionnaire comments,
7

{U/224) l:.f'h_.,x‘=<

"Organicatior Guestionnaire not relevart to PGCE English here. As MT is 2 hypothetical issue
ir my circumstances, I would be grateful to receive no more guestionnaires!

(U225 Modern Languages:

HY

used this approach for the firet time this vear with the aims ot a) making each student
‘perform’ in French/German infront of the peer grour and B! providing them wi t first hand
Exgerience of ‘getting up and giving & lesson’y anc being obeerved/evalueted by other students

»0
a.‘te. wards,

[ would like to see this techm’que used more, but classroom’. 1

woule liKe 1o video siudent performances and we his,
_astvear (22783 scm Pu’E siudent ak o scme ot the:r
ceers, This [ tEgEnC as ‘real’ miceote anc more ‘simulatea

L

wd
He grogramme 15 de Ve prarttice Defore schocl practic Deqms. 1l students wall
have rece: vel at leaeﬁ 7 houre (p bAb‘-v rather more’ preparation in lectures/discussions ar
actical arc theoretical aspecte of language teaching.

In turr all students teach one lesson 1o their peere for which thev can and do consult their

%

L

otore, The lessoris discussec ir the la group of language students and subsequently in
the smaller groups where the studente of each of the languages involved assemble with their
+ e B
tor

nheire since 1 meither carry out, nor agree with whet you are

g. I have responsibility for a class i a igcal schocl, My

studerts cbserve my teaching of them. They then participate in planning and, in turn, carry
out ;_:a" . ther all o4 this class": normal scheduled biclogy lessons. Your questionnaire ic

Fardware orientated, Thie is mc? & useful approach.”

(U/234) Further Education:

—~ar
O
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=sam of 3¢ minutes was recorged 1n full but we are now considering 1ntroductions
mm_*te sescicm.”

"Tnitially e 1

r\m

"1 uysec M7 4o- some vears with my grooo but found 1t too time consuming i terms of a) Lim:
] D were borec atter 3/4 lessons, by inhe-ent artificiality of the

¢ - M -+ L B cwy I -
cCarty QuUT @ ol Chitlgue 0v a i
1

"1t appears that vou are making assumptiors about MT which simoly do not apply to our way of
warking. w‘ :: not use 'ecorcz‘ ,:,: becausse th97 mduce selt conscicusness, the playbatk is time
and because our equinment is oftem unreliable.”

"MT reeds *z be early tobe of value in our course, where stugents visit school weekly and
1fth wees of the mair course (they already have a weel’s primary
gsperience’. The MT experience allows studerts to see themeselvee in action, to get critical
comment fro~ peers and an overview from tuict, The students are toic 1o ‘use questions and ge?
active resporses’ from their cless in solving a maths, pro tlem choser ard proposed by them.
The feedoaz- from siudents onits vsefulnese has beernigood. I have varied the patternz of the
cigre ir the past, but not the basic formai. Nobody is excused! No major developments or
~ied schedules but dropped them. Use them and CCTV in Summer term, for different

r
.
Ly

"No reeponsizility

No uss mace of MT,

(U/252) Mathematics:

“Not micrcteaching in the valid serce, Studernts orepare pacdage of work: lesson notes, scheme
etc. and involve group in at least twg activities end seme of the wordsheets. Discussion
foliows o+ whole package - lasts 30-45 minutee.”

(U/251 Moze-n Languages:

i tte Qu1de to what we do than the above, which forcee e information
nto a +ﬂ'~ra‘ v.-"chi"a might eguate it with something very dzHe"eﬂt in another institution. We
have a weed.y sessicn, in the Autumn term preceding full-time TF, called ‘Classroom

techniguEs’. .ﬁ.’teLh nigue’, such as games, writing/drawing on the blackboard, questior and
answer, OHF, listening technigues Gncluding TR, ie talked about and demonstrated by & member
0f giaf+, Tre following wees the students i tUtorial groups of &, ‘teach’ their peers for

about tern mimuJtes, having performec & ‘s¢ cetimec by the lecturer. Scmetimes, on an ad hoc
basis, a Tuiz™ may r‘erof"‘ the sessior o- with the zid of one of the technicians.

G

avaliable. Follow-ur 1m either case 1s informal in group discussion. The
Rt 1s not defined, They car neltner be themseives properly, since they
taL;":t y MCr carn they be chilcrer. They are an ili-perceived and some what
g of the two. Several tutors use some form of MT, in that case ucually

of their weekly two hour “tutorial” (groups of &/7), Thic use is ad hoc

S 71

10

=
m
0

] feel trat 4ined categories for sometning o locsely defined as ‘microteaching’ become
pretty meaningless when used by different peaple 1n differing circumstances.”

{J/27: Mole-r Languaces:

“Isee MT zz ar aif and the aseumption of your guestionnaire seeme to imply that it is come
cac~el COw. . Jse the technigue in aninormal anc pereonal way in tuterials and the ‘pupil’
stydents pla- & role as 10 how guickly or well they resoond to & questicr, I teach the

mettodoicg s of French ‘Spanieh teacring ang ses M7 as ar imtial pre-scnoo! TF introdection.”

el tc oz scme MT ‘peer 1o peer group’ but dD not do it now. Students have one morning a
r1n grocze of 4, one student in charge of a Junicr sclence lesson 1n a local schoo!
choot tne Avtumn term, A lecturer attends these lescons and there ice a one hour

-

el
S



w

discussion immediately afterwards, Some of these lessons, about one per student are vadec
recorded, to illustrate the discussio

(U280 Metrematics:

“Microteacting has not used tec nical eguipment - sougrt eirulate claseroom situztions

-great valus foung in gees coiticism and evaluation

re I have hac groupe of students teaching over a period of 4 or § weeks at a

he stugents are responsible for the topice 10 the history syllabus.

We plar :ether how the topic is to be handled arnd try out histerical skilis e.g. simulstion,
a +

of evidence etc, We cooperate closely with the s;“::.u statf wheo invalive themselves in the
¥, D the came term the student w-.fu_'d take ancother plece of MT over 2 sessions in
when they teach each other on the Nature of History, Historical Explanation

1

Lri:'.'i.;' e»‘ne” as work with groups of :"i.:“e“
However, [ oo spend one or two half davs each year in which my metnods group each teach the
ciase anc tne video repia; is seen anc commented on by the class,

293} Phvsirs
Helf acar hefore TR, & preparec start to & lescson of the student’s choice is giver to the
cinens 10 the group and televisel. The video recording ic used for self-assesement - but no
ouplle are imvolved,”
(U/294-11: Classice, 'z Na‘r.er'wmcs, Chemistry, 7, R.E., Geograghy, English
Spme MT, see Preliminary Questionnaire cemments,

(L/301} Biciogy:

No commentz.

({U/302) Sciermces:

"I have bee~ attempiing to provide a system of MT which actually takes place in the clazsroom,
With the B.Sz. etudente I have achieved this and 1t is proving successful. With the PGCE
students 11 15 not yet possible hecause of the time constraints of a one year course but I am

ever hopa+ul.”

Urated KircZom: Pelvyiechnic responsec

that we “ave seern nvolved in. We are certainly prepared to make use of

porooriete bot nave not done sooyet.'

g the urrealistic aspect of MT at first (peer teaching) but in
tc cee its -aalue ac a checK on their marnnerisme, var*etv of methods tc ensure
fvpice and movemert i the room, 1 always start off with a microlescon of o
ltnouwg i the, have beern intimidated. ! would prefer 1o take
I'F and in fact have Come =0 on several occasions bt
qd"" 'a: tade this. MT ag a means of disseminating ideas for

(P/3£4) Edutation:
"Plans are 1o extend MT 1o inciude children.”

Y F3T | 3 [ -, p— . . .
F/371 Hore Economics:

Ne rerrrarte
WO Commerte,
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(/5372 A a2 '-“mc.iﬁ.-'a:

"Dealt witr ac an ‘extra’y 1n danger cf being sgueered out of programme - +ime consur'-‘ ng,

valuahle, ye* ‘mard tc seil’ to colleagues. Usually most valuable inretrospect, its absence
creates a volld In sty cent e perience.
te o title, its flexibility and relevance for idiosyncratic neezc seems

niy undervalued, immy opimon.”

aching to peers as pupiis, discusceion atter each performance.”

mix of: &) peer teaching {as peersi - specific ekl or sub-ekall 710 mime.n Bl
j ie' £ - whole lessons usually focussing upor specific skills

ulation.”
increacsing demands m ade upen our Subject-BEducation PGCE courses, we nave had ¢
.t:;E‘.‘!E‘ with other areas’ 1n order to accommodate these new areas, This is
Iregret. Irecognice that we neecd to fing fime for it somehow.”

1 aNCuages:
Z_Z vears we have vicep-ed anc piaved back, not thie vear or last, We find for most
{withiout videa! 1= very gooc.

o F 3

‘ceer group’ and ';u:"i=’ for the ctasses - imitial classes peer

N T4 _...H
brought intc the Polytechni

" lje sec 1t omtil last year and now try more school-based activities.”
(P/383) Metmematics:

"When operating in increased group sizec (25 seplit im two sub-grouos) t“;e opportunity for the
ingivigual etudent becomes limited anc the pace of the o 107 ¥T  has tc 1ncrease (in a
crowded curticuluml, Imconseguence frequently MT activitiec are con + rnued throughout the
course when discussing particular skille as methods of orgamisation.

(Pr309) TESL

"Some stucerte find it unefu_ others not so. Amount used in any year depends upon receptivity
of group. Acs much TESL teaching ir schools is with ver, small groups (2-4 pupils) or
individuais, the siills needed are much more ‘personal’ tham in class teachirg, o

" g o ~ o g Tems c an 8
microteasmimz has limitations anvway.

e same time, the cecond group ie in an improvised demonstration

sions are seer &< valuable by the students.

Iv upon: & Small teaching fofus e.g. vicual aid, use of map or text,
y which student Knowse will be part of their coming firet Bloz+

T . c v Hnow thev will be teaching. b .,T sescion ocours during a
cETiecs OFf secsions on langu /age in geagrap s thus emphasis ot‘ MT is chiefly upon language
asmecte 8.8, questions, handling pupll response, etc., although other areas e.g. blatkboard
wanH, gegueIing of learning, eic., are touchesd upon as and when ther a~ise)’

(F/53812-14 2,7 ArY and Desigr

{F73

e do not x“"e*w* vincorporate MT imour current course,

Tre curremt tourse ende at the end of the vear when 1t merges with a music course. The new
course does cefimtely plan to have an MT component early on but I am not involved.
‘Method’ 1s currently taught through the actual school prectices, and through lectures,

1
simulations. workshops, tutoriale In the college (notably betore the first TR

(F/401) Egutaticr:
No actual use of MT, ornly in meihod cources.
(P/40 ) T’EE.:" and (“ra++

ce-imented with ‘peers ac pupile’ and ‘peerc as peers’ with various cz oups: ! believe

alue Zan be gained fram the forme- despite the wide difference in treatment of the first




“in the series. MT has proved particularly valuable in the pr‘ese*ﬂ‘ TP patte--

e 1 the f1fth week of te Cand fimal TP throughout term 2. It
the activity vu“«i:'“ estaciishes & true aroup dent ty In my suhjgect area ang breaws g0, - tne
Darrierz cetweer student/student and student/tuter.

4\ in

céter

n
U‘

S - curlast intake finishing in July {983, Sormy we

ve difficulty inecoring the attached responses as scme of the gquestions and

You ma

stateme~*c do not correspond to our way of working anc more impertantly to our philasophy 04

thic is not toc grand & word). Most of the responses have been camphﬂed by the Rescurce Tutor
tF

: usually arising out of

0 gr &

who meets tre PGCE students for most of his time onar infor
the percelvel ne ot etuderts as seen by themselves,

All FGCE students operate in a syndicate (€ or & students!, The responsibility for organising
much of the work reste with each syndicate. Fresentation (2 per vear) ang development of
‘merformance’ sHille are piles me: withir syndicetes who determine owrn programmes. Advice
readily avaiiable from tutore, Syndicates are formed at irterview in copperation with
associated =hooie)’

(F/M Soieres
"Alot of tre MT 12 not done with video but taught to peers, only when the student is confident
enough 1= CCTV used,

Ob

se and 1t 15 1r fact better

Iy vour idea of MT must always use TV, This 1s P,,-+ the ca
Pa e of training. It might be more

not to put the 5mcien’t under threat of TV 1 the initial stac
appropriate later ac they come tc use TV etc.”

(F/45¢) Mode~n Languages:

"No microteaching sessione have takKer place in the last four years. The procblems have ariser
from having 1o organise a large group of students and in tryving to ensure continuity)

(P/7452) Egucation:

No cammenis

"We consider MT o be a valuable aid ta the acquisition of professional competence and one

basis of scund and uriﬁ“ltite“ evaldation of practice, We could prepare students without it
because we Use Cay placements combined with chservation schedules.”

(C/5G2) Mus:-

Nc use made o+ N7,

(C/502) Mathematics:

v ——

‘wad tC revise my F‘ESDOP=E= wher on careful rereading, 1 discovered cur version of
aching does i1 fact fall within your gesinition. During the Autumn term my PGCE

3
par
1
-3
8}
o+
M

1s have a weekly experience of what we call MT, wher one of them tries ou‘ a planned
piece of teaching on the rest of the g up wh: subseauenily engage in construsiive criticisr,
Since our PGCE programme is very much scniocl based, the above cuttices,”
(Z/504) Mode-m Languages:

"We cannot reaily say that we have so far tackled MT very systematicaliy, partly because the
designatec room is not always available, partly because we have a svstem of ctudent attachment
i echocls from ’cue outset and right through the course, eo that the real classroom 1e readily

at hand witr real childrer and conditions in which 1o cperate. Howsver we are pianming 10
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We are currently considering introcfucing M7 on a new PGCE cource starting Sept, 34 but

imitially [t e lie \/ tobe ona small scale, We foresee the maim profiems to be the

orgarasatiz and timetabling of MT sescioms in what s aiready a very fll programme,

At grecent we are considering the strategy of films m lozal schoois to avoid the

difficulties of b;‘ss- g children from a geograpnically 'aper-se: region to anisciated coliege,

We are vsinz George Brown ‘Microteaching’ and Ha ai faigment ‘Microteaching in

Peregeciive as our main guides. We have some 2 studewt or our D’ mary CouUrse and 14 we have
~ - ~L E:-L.‘;_.; Ci ic Flals

.‘f; 1T woull ze 3 compulscry elemert o a unit called D.
ategies, which forme one {Heme out of s 1n the & d
curse, anc ic allocated approx. {8 hours contact time,

M (n

{€/512)

"These renlicc ot 100% accurate! We have been chera? ng our ‘Bath’ piam, when studente
'g

make Mo ovisl hogis, tnsmell groups, with a tutor in attencance, for mary yeers.

Dhviously ¢ hools in which we operate (usually & Ju*.lr:;r' and & Secondary! vary encrmously in

their tore are attached to particular schoois ancg work put the schedule for the

siuce lass {or music s;e_ia list) teachers in the schocols, Student numbers going

out 't o vary — ae do the size of groups which they teazh.”

(C/o2i) Edutetion:

"First yea~ of runming & PGCE course.

(Cr521) Eduzeticn:

"Not a comporent of eny course this vear because of staff changee.”

I

here are fainly frequent technical hitches which are frustrating for lecturers ang studerits,
w0 rooms now available with egquipment set up, but they are heavily used for other thinge as
T.so have to be fought for. I have reservaticns about usefulness of MT - studente
oot artiticiality and vary in level of commitment etc. I have tried various

= - most successtul has been to do 3 sessions immediately after first TP and using
> schemes — 1o peer groud, but as themeelves, Thic has roduced muzh beite~

r tram work actually prepared for the MT secssior and is one way of helping stiderte
ahe mare JF v "*a+ happered to them on TR

r~r

use ore MT session unrecorded with peers, one recordec seseion with

cordes sessior with pe The skille emphasizses are aj) lesson preparation,
araticr, presentation and interactional sXills, ¢} the lessom ac part of scheme.”
1 Education:

(Cr3e!) Education:

"First part of cource before TP almed purely at providing ‘eurvival’ skills, Second part
atter TF! a~Z before TFZ concentrates more on systematic 1essor: plans mchr; ohjectives,
task amalysis, variation in appr—oach and activity etc., err"rx-a 1 mirdlesson which brings all

<

gots together. We are concerned about the lack of reteach but prefer the course tc be

s2
iroad.”

r

Y

(C/Dorset ITHE] Further Education

*The Institute no longer rune a PGCE course, hence your query hac beer referred to me, as
Course Tutc o~ the Ce-tificate in Ecucatior (FE) CNAA. This course is equivalent to the PGCE
s eprear over two vears of part-time and bBlock-relescss a' tenca~ce. They oniy do MT in the
gar of the course - which ie a pity - but this 1= determined by external constraints.

-
'
2
n
ki
~Z



[ 2%}
N
"

Trere 1€ a t2%al ©f {0 hours deveted to the microteaching sessions and each student (we
normally have 20) gets oniy crne exposure.”

(C/574) Primary:

No commerts,

(m SE Yy Tk

iy

We dor’t run a PGCE course at college. The mearest we have 1 a three vear parti-time B.EC, (
which ig rgughly equivalent to one year full-time:. Our use of MT with cur ore-senvice courses
Ras charged because of Naving te deal with larger numbers of studerts. We don’t record every
style — although students prectise every style and receive feedbaty from a pariner who uses an
appropriate 5‘., ie of teaching to give her feedcack.’

"The programme i desigres to prepare students in the ‘performing arts’ of teaching, before
oK Cemod o% school-basez work, The skilic ascesser are the introducticon
this is vitai ¢ a succese of a ‘E«:—S:‘. Adciticnally 1t helps me tc
credict areas of potential weakness."

({Crehy Science:
Tte reply ic made oncehalf of diclogy, phyeice and chemictry PSUFE tuiore, Reduced number of
sescicms because of recuced teaching programme, cut out Guestion eand Arnswer sescions.’

i

History and English maKe use of MT.
Oftereg to all students as part of genera: programme, no deteiled response,

~ B.Ed.

s'tiorma e doesr't really suit pur FG programme which is very different toc ou
iaunch into

re
S
":g"ar* meE. ’.'e don’t have time with the PG’s to do set incuction {a pity!) - so we

prepared series of exercises on Questioning skills, They come
cold’ to eaze cr::s’cr. be "’—'t allow preparation believing ‘guestioring’ is best learned by
‘shc *"g from the hip’ atter a short pericd of preparation o ar Unseern passage Suning each MT

ate a group phencmena

- and exercises anc ~eally oper
“z, hence the gld MT

. f o L -~
3 grour for 6 wee

cduced by myseli «ith PGCE c cource leader, iLater cemanded by

«“Drrf student tc student and from vear to vear - last year mixed, thic vear very
1 *..":mfu‘ tutor feedbacy 1 Ke to success - must be prompt, must be
nt - in my experience must be indivicual.”

¢ necessary to glve at least two lecture sessions in vreparanm tor M7
1ve students 5g+’+’:c1c» corfiden g eble tc tramsfer apnropriate
gquestioning techni tly tec‘ to MT. W’thca this
preparation (in previous vears! *“‘r-,. ng recistant to MT."
(Crezd) Midgie .,-hDGl-

HL;— !

Ar atternocon x5 weeke allocated to total group ) ard 2 tutors. Students record for each
i > (d gr-n—e";t. ccess at any
:1‘_'..Aa’+1 with other students or totor onreguest, Las? teaching

cate fimich, Immediate feedhack ( ~al ang s
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"We have just inrtroguced MT. We are dev

c
S material is giscuesed ag mgi'. sam
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(C/é514
"MT fac*":‘.;ec have improved greatly during the las? 24 vears here, We use a limited
proportion of what is available, for a very limited purpose.

W/ s 4

(T /A8 Drﬁmar\,;
_—r

general way — ang not directed a_t *"e fEa v/reteact model,
1C/454) Egucatiom:

S

o -

"We have tended 1o move towards close examinaticn of interaction sKills ina relatively

intimate situation among a small group of students (5 1m which objective analysis of tutor
ﬁer{or*m"\ce is useC ac a basics on which the confidence to individual experience ‘in *-ic media’

ge”er“Tc have varied each vear but the answers above attempt o reflect
normal practice. Variations have resu 1:«'* from evaloation of actual MT but alse toc it/
irtc demande of other aspects of course.’

lagrostic exercice for
ional tutorial. Direztior

51
the demencsz and coriedts,”

"We startec by placing MT immediately before TF and simulatec a “first lesscr’. We have
dgaily brought MT forward and found 1t invaluable in: &) givir:g students an opportunity for
eva Iua.;or;, b) '}er'+1r:g tuters to serious weaknesces early 1n course, ¢ giving students

Barking on school att

“In the termes of vour cefiriticn we do not us T on jure he comtact with purils

e 2

guring the 4723 te~m is throuoh fielc study in the lpocae!l aree where stu.,ents are responsible

tor & or & pupils ang teach them for a normal pericc lengt™, anc groop teaching inwhicn 4
stucents teach a ciass for a pericd of 4 weeks (Lscally a cooble lessom 2 weekl, They plan the
work jointly and take tumns *o leacd the leesor and ell assist in pupils’ discussion grouos

(C/E65) Mathematics:
No comments.
(C/888) English:

"Cucn MT as [ have attempted in the past hac g

n

rovec tobe tar toc time consuming in terms of



mor Jr_n.., each weekK 1r

W

all the elecironic

ered as by-products. The
. Past terses =2 tra
eer the firet and the last
“Yery lit<ie time - physical science me*f oo ocoumes only a"c:ut 3:5 npurs per week chareg
hetween a Frvesics Dept. lecturer angd myselt (Chemistryl. S0 uniess the student grous 1c Keen
enoug™ 1 ~un them on their ow TwIlE arc always encouraged. Studernis dooa
miTo elelilve also (freguentl : s} anZ of course Education Core and
schog! vicits, Reteaching ie absclutely out of the guestion with my time scale!”

,;'*c;ach MT with apprehensicr despite reassurance and help with preparaticn. 1 thine
th Jse, for most graduates, it 1c an experience which 1s so different from tf“-er
previous academic work that they feel timid. Inretrospect they appreciate the preparation,
practice amaz evaliaticn as a useful preiude 1o the Fz st pragtice in schocl”

(C/6%1) Ecucatian
Nc comments,
{7892 Matmematice:
“Our MT ie Mook Teaching, ’nazrly tc crovide expertence of planming and presentatior cf &
lessorm. The type of feedback obiained 1¢ useful but does not resemble sufficiently true school
experience for us to extend this work., Other Iec’turere other than mathematicians conduct MT ir
ar entirely different wav, ‘.80 that e stud obtain teedtack 1n grder 1o make his
teaching more effective.” 1s nct a significant part of cor defirition of MTY
{C/6%3! Modernn Languanes.
"We have mot so far usec CCTV or Audic equipment for MT acz there are practical prooleme, Apart
from 2 hoors, MT of a sort takes place 1m up to 10 pericds of 90 mins. for part of the fime,
hem deror-st"a iore of teaching material alsc takes piece, This questionna:re does mot really

P 1
atiom,

/2605
1o it

(Cré9¢) P

i the four weeke before T!
a special studic) 1e not felt tc be

-w—:
s ol o

cation

] Mathematics:

B s e e
Ahswers nos

course,
are sent out i

o sch

e gl

supplied to most ques* one be
As vet not therefore argani

pmcemcm 'S
to echozl

ool
DlacETEN

'S as to value onocre year cour
€, Anxiety makin

’ac.tll—'-,lr

g’ focue can

gadgetr

.ﬂ *E“rlf

g for many stu
s
ieac t

; trameder toom "‘“EaC""" ety
Mathema
’C-et‘.m' 5tu"em= 1o mlcrctEac hae high r,

v1thim the course - due toall

a cecong subject strength i

e di$ficult to answer and uncuit

1

+ PGCE methode course.,

o the shaort FG
work 1T SC*-::‘E wil
o the:ir TF: with exper
gm afterwar

WY

Time alsz ic at a premium!

rothe cour

jents - thl
ent flnation i

=2
o<

i7 aski ric

1erced t
Ih

Lees

able in part for what we do.”

6’z D;J,.»llc
chers arg m\!:a'q’»
et tc be convin

ChE are

I have fourd 1t much
» half a

t‘u {Or

Drepared In
_,-;_ We concentrate iesc or

gar 5y taking groups inte school and using puplis

ity - ang we (all 3 of ust are now devoting tim

he palaver of setting up CCTV eic, {or going 1o
wch limited time availablel

-

ily recently hecome re-involved with PGCE

Our PGCE ctucents

© wauld decrease with greater u
higher —order quest

.

d

anz | see it essential that MT

ces ang limited use (.e. gnly vsed on 2 occasions

TIs



rather thar listening to and responding io pupils as the mim: lessor develope. In many wave
: - <} themselves with children - note mannerisms, poo-

Jage

”T‘e:'zr.._c. su,:::n excellent, facilities do precicsely what I have gemanded. Pogt fimal TF
introduced for current sessian, no feedback as yet. Previous year’s microteaching shown in
week 7 (1.e, after TF) to show development of skille. Cogrutive model bacec, on explizit FL

O T b - "
teachine methodology

M7 has bee . UseC to prepare PGCE students for a firet TF., The course structure iz such that
h ices after they have been in coilege for & weeHs, As this time is short M7

-

tovers the
neegd ‘or some Kind of TP pregaration w*zcr. involves teaching children., Thic is preceded by
t na t

; i - ~ N Es - Ty S
stugente teaching their peere Sut notin a M7 situation, Thics s carried out i latoratory.
=3 s i WT e PRty e oA S=p s P DU NN PN - ; . - - s S - i
Stucerte 4imZ MT very rewarding itheir owr evalcation afterwarzel but traumdtz: at the time,

r-students are not exposed to microteacning ~- regretfully.”

"Mirimal use as part of Curriculum Design cource.”
{C/Chester. Frerth:
"Minimal use of MT,

{C/Guildhealll
"MT has nc relevance to this institution.”

(C/Beil Coot T
"Thie 15 not a teecher traiming collegel’

ashl
“We regret no teacher training diploma courses operate at this collegel”

(S /4 atior
HCimrp o ; f MT ircreacses from T sesciors e . $1 1 A oA £
Since coming here, amount of M7 ircreases rron C sessions per group of students to 4 and from

{ hour sessicns to 1,25 hours (in respores to staff anc student reguests). Moving to colour
{mow In 2 venues out of 3}, Have planned 4 MT suites {some differencec bhetween ther 4or
+unctional reasans) fom new Ecuzation bollding for 1954, MT suite used {amd nevw cnes designes’
for a variety of Ucec, )

MT is part of an integrated introductory 5 week programme at beginning of course. The
introcoction 1s o the practical elementis of teaching and Ledr",;'“.;. with relevant theory, The
interstior; 15 that the aspects anc 1ssues scintr ached will be taden further iater ir the

couree, Usinz the epiral notion of Eraner’

(5/802) umdar;:e:

"I am rather new tc the 4ield ang hence find some of the specific guestions ci$ficeit to

answer, I have triec 1o be as atcurate az possible, My method iz Guidance but t=iz 1 mot
imothe M7 prograrmme sc 1 allow studeris to do their other method subpect.”
{ivec B.Sc. groug:
erts.
glish
"Microteaching session en expanded from Z ic 4 seccions. Session has heer lemgthened

Sions 13
to allow more time for discussion afterw rds.”

(8/805) Englisn:



“In adgitiom toothe the 1T programme we alsg have students teacnhing thei- peers
ir eligrtiv la~ger groupes agoron . § studerts. This le Sone live and is followed by some

s

6] Languane:

”Ean',r: ctudents derive more benesit thar cthers from MT. A fow ctuderte in the nzet have
., .

irzicater tnet MT 1c & total was
Fal At 2 Y ] A Lrs - -
(5/207) Africar Languages:

No commenis,
= =

B\_ !

A Y

}A

No comments,
(€/809) Frn.=2zal Scrernce
"I mever recelvec any formel traiming fom follow-up to microteaching’ and have found that

opinions/methods on how best to handle the follow-up vary., My own ‘ad hoc’ methcos have been
geveloped ac a result of completing & ‘personrel management’ dlpl.ﬂ'ﬂu ang receiving practice in

THAT conte: 1 an how 1o ":m."he ‘asceszment, evaluation, salamy afjusiment’ interviews. [ feel
ccmfortabie abcit how 1 2o the werH, the students seem to me to be positively reimfcreed but
sense big gaos (variances) in the STAFF MEMBERS perceptions of how to hantie things)”
"*3:: Fcriocuese:

———————je
"I have nothing to do with the organization of the programme.” Acts as tutor for mi.e2 group
3MgUages:
_‘all; tor the ones who have never beer ir front of a class - first M7
c learn/adapt quickiv.”

usetul exercice in getting students to develop confidence im front of a groug.
iz 10 siructure the lesson in a critical fashicn. The student ga:ins
the f and dilemmas of other studente. Student feedback 1c irvaluahle,

> anz gocs points stressel.’

(5/531) Educatior:
No commente.

-

arc tnem it gradually built up again, $irst with B/W equipment and more recently with much
improved colour cameras and monitores.

MT az we rar it thece last three yeears is, [ feel, worth while and a very good learnimc
experience for students.”

ac with audic recording only. There was a break in this due to stafé charges
.

ot

4or micra tuchmg tut in the present economic ciimate this
lour are onlv margin al-, cornected with MT.”

1

hod has been rumming for B years, Purely voluntars for two reascns: il many
terrafied at the prosoect espetially bhefore first Tk—, b' blggest meinoc coarcE
With discussion playback eto. this wsu}d use up 20-25 hours (G.e. 25% of erdire

‘1, Used in close canjunction with skilis g

ined :in G.E M. "‘heon ot Educatior course

{l.e., guesticning, group wory etc.), MT especially important before first TP (e, Fek

Aprill and much less important 4o 202 TF (Gept - Qctl. Many of the initially nervoos give it
go et besore 0o THEY,

sending me the guesticnnaires but [ cannot fulfil your reguest for we reasones,

ITWOIVEC with Frimery Bducation rather than Secondary at this University, and
t this time of vear [ co ot have time to complete guectionmaires,”

i Ecuce*ion:

i - - - -y - - ,1— - T |-\F

“We are going to be havirg & purpose bult facility within 2
startes, We are hamzerec £y a severe lack of time. So

urme but we will pernaps orly Increa re time spentorn MT by a

umous cir ur'-starrces. It has beer dcl"»e very much




3]
o
on

oroblemes of a practical neture. It has been structured very loosely up to now.

(§/&72) Education:

“We apply the glotal approach oue 1o our crcumstances. We usually make use of an ordinary
classroom in the various centres in the country.

j é"ii—'aa“ﬁt

looment grogramme REre as My colleagues will have gliver you the

atinic - 1 am sure, i¥ one coule be allowed to have a copy. |
+of M7 at anestabliicsher institution. Thanks,

r Jume schocl experience - ther i1 would have valge.”
P =P ;
b e v a _
have orly sta y ¥ear.”

YA mark is eventually allocated which 1s anded to the Practice Teaching mark.”

l“/?x..;

I would like to integrate real school children and classes in the development of studente 1
the act of teaching, Students shoolc have lomger gerizoads of actual teaching than S-4¢
minutes."

/904 g

"MT 1= seer a: an opporturity to implement educaticnal thecry. Itis bacsed or the HED course
atc a whole but especially on the content offered by the Department of Didactics and subject
mdacncs.

Fupils of approx. 10 High schools are 1ncorporatec in the MT programme. They visit the Faculty
of Education for Z h s every Wednesday morning throughout

fatlily
{§/95Z Germar, Geography:
"One works o the orincipie that there is n

sglf-pheervation., Very few pecpie have ‘:J":

A

-:«Erw

paipable evidence is set pefore them. Students
5 , ;

dz be erased. Appartatus s:'r,;-l;-

ulte’ are lecturer errors and may delay a secscion a dav

- is wrongly set. It e supposed o be ‘lecture proot

LIMES oot

g experience that it 1s emberressing to De answering questicrnaires.
rohere 12 montns, I wasaway 6 monthe of thet and some lecturers used it
our feet. I dec not believe in doing 1t tnrough ‘general method’ or ac

Yy s0 we go for building up statf Knowledae anc v,_“lr\qrese to use 11

Ireport o my own methoc - Histor - t‘m:- iamgest of &ll the groups
y with the strike I have nc hope of reaching the target of © sesciors

£

to get { session each.

(£/550) Adrikganms:
“We have not had MT for very Icm: 1r -urivereity, Initially eleven skills were 1dentified.
At the moment we are ger1oUs t*""—:ra of regrouping the skilis in order to make them less,
Dor MT 1c sub ect relatec ar:d’ gach lecturer is recponeible ror introducing the sgpecidic skill
oy way of a lecture and then the students go 1t practically, We are alsc thinking of revising

fis by wav of one gereral lecture anc then splitting up into the different subject method

g r.'St

{§/992) English:

"I found this vear that my lectures o how e langu
i

m:sinieroreted and teacther centred

ape lesson 55‘::-'_41:* be conductec were
ecsons resultec. Nextyear ALL lectures will be replaced



by demanstration lessons.

I thir¥ it would oe ideal for a wnole Education faculty to participate in & closely Krat

circult around the development of each skill, perhaps even the whaole University could he
informed of the skill of the week, e.g. SKill for the Week: Introduction

Didactics: Princp of Tot and how does this influence the necessity of an introduction.
Comparative and Historical: The lecturers could demonstrate the impact of an introduction in
their own lectures.

Empirical: The importance of the introduction in successful learning,

Methods: Concentrate on suitable introductions to their lesson — evaluate the lecturers’
performances in Didactics, Historical, etc.”

{5/993) Xhosa:

"Need for some shills to be combined so that 2 or 3 skille need emphasising. Need for some
helper to be present at svery venue 1o operate the machines. Not all the students in my group
get the charce to practice every sHill, Using peers as pupils has obvious probleme.

15/994) History:

"The use of peere is & problem - teaching becomes artificial, We have large method groups 2.3,
Xhosa method group of about 45 students, not every student gets a chance of using the video
equipment. At the came time we try 10 improvise as much as we cam, even without machinery
sometimes.”
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v+ exlit ecreern. G760

1.3 (T But repalr and development not inclugec i opticrs, Tecnnical stadf required to scolve

t induction,
~guestioming. C/621
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vonly. L7624
tive in itseld and feeds from other courses, 07722

2.8 {2) Tris reflects what there is time to do rather than hypothetizal and unrealistic views,

U034

(3] for guestioning. T/4218

(NA) The programme derives from language teaching and is planned to relate to1t, F"' is
testess for lamguaste teaching methodology anc provides experienze to students as learners o-’
forelgn languages, It i not & generalisec ‘teaching skiils’ programme, C/7%E
2.0 {12) Thic doee not reflect my view progerly since it does not take account of peer group
MT..W/028

2.2 (¥) Peer group can provide f/b and supervision tut tuter presence 1s needed. UA0C

& (Y1 HNe erperience. Not p cesible with us.
(%) I have no exper.ence In MT relating to section 4. LI/ 262
(7 Hetea:‘ isnot a fea ture. The modelis a cognitive one. ‘Replan’ 1g bullt inm -

—-nn

reteach woulo harm confidence. C/72

er0s o the particular student ang his/her ‘perdormances’ 1n the first

D
microtsaching e1tuaTian - o the whole, /712

5.0 (12 Tisicylt to answer ~ | feel the teaching skill MT modifiez is the eiill of

ev:i‘_ '*1'; voUn v teaching, This is an advanced eill so I don't see MT as an introguction

1fication technioue as the questicn seems to

w for this perception being independent of MT. U/Z
:‘E"* reactione varied. Teaching anvway is more than successfully

7 I coulN have mar#ed the other enc

{NA} There are 2 sessions, The guestions do net apply, C/720



Lo ]
(Rl
v

.4 (L1} I# the tutor 12 smart! C/8lt

(3) Some do - whilet doing the microteaching., Unfair question - first 2 categories could
mean ¢creativity and originality” whilst microteaching whereac your last category brings 1o
‘approach to +9gch11g las a wholei, C/71L3

{14) Here 1’d say that it ic possibis o 2-alvse one’s attempt to teach creatively. /551

. 18 "oossiple! for ‘inevitable’. /713

7.4 7. Bhowe un certain idiosyncratic habute, U/Z244
) I+ mignt be for some! C/713
({43 But model is coonitive anc en

s*odent’s own, 87722

1y

/il ‘The particular model” 1s the

2.4 {8 Vague, 1f the tutor allows 1t 1o ~emalr vague. C/608

(12) and "esome’ "-sy'choluqzcax theory. C/azd

(42) Forces one to spell out what implizatio=s of pevchologizal theory are for teachers,
C/88d

(1) Haiave assumptions about two of & mance of au® woy, 07722

g.1 {5 ..but "certain skilis wam be acquired 14 student nas correct attitude®, U721

9.7 (& Audic reccrding no good hecause we deal with FLE, - i.e. need visual, C/581
.4 (120 Ivie peiter.nfor MT, "simce it is immeoral to use children ae “fodder’ - teaching

.\
them isolatec bits of information”. U024
{{1) It 1s better..for MT, "for prepractice MT". Criteria are not $inance, pupile chance
matore CT’ experience. C/722

-

9.5 {3 Putting ihis word (t.e.'effective” in here but not elsewhere makes the scale non
. f

(7} Main problem is a) lack of equicment anc b shortage of time, C/ 71

General: Despite some doubte as to the genuineness o‘? some responses [ hape this is useful,
am not prepared to reveal name or insti : e asked to do =0 ic an impertinence.
Trne postmark should reveal the city, C/&018

We live ir a pluralist soriety - 1in mary ways. The response to this guestionnaire should
reflect the pluralist, varied resonse to microteaching acress any group of tutor/students.
Some will react in one wav - SOME 0 anctmen - some 10 anpther. One res ponse between {-47
cannot atcurately reflect even MY point of view - myv point of view must take note of vamty!
Crris

-
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APFENDIX =

Z.1 Table ot Chi—sguare values for United Kingdom responses: for
crosstabulation of Attitude i1tems against Organisation items.

L 290

Z.2 Factorial Analysis of Attitude GCuestionnaire items for different

types of institution.

P.294
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Chi-square levels of significance for United Kingdom responses
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O675% 1134 2047 7793 SH14 &929 3925 5447 4757 4960
4701 7347 4204 S083 9510 5607 7214 S621 2078 7739
5748 S3I73 3276 6649 8057 1322 1278 S960 8720 0997
5154 2764 9457 Q336+ S7TAS BOO7 2532 2966 2225 3ISS0
3661 B17% 5409 2143 S3I7B L9643 TIBL 9199 4767 4459
9039 5784 48B4 24695 1988 1992 SB12 8188 3826 QSHIw
B236 4499 91568 IE08 Q275 2045 BB79 8846 3358 2256
4136 6385 4040 QZ42* I3EB 0716+ 2474 4310 8439 6110
4705 0457% 38046 3ITL0 9IIT4 06P0% S22 7742 7345 6933
4219 3I7&1 0194% I968 3004 0404% F025 2319 1053 6059

Underlined values indicate those craosstabulations discussed

in Chapter

* indicates more than 204 expected cell frequencies less than § for

levels of =significance [ess than 14
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+ S5A
SUB.JGP
a4
ASA
ASB
A7B
AB
A?Aa
A7RB
Al10
All
Al2
Al13
Al4
Al15A
A15RB
A15C
Alé
Al7
Al18
Al19
AZ20
A21
AZ2
AZS
AZ6A
AZ6R
AZ6C
AZ27
AZBE
AZBC
AZ8D
AZBE
AZ9
A30
A3l
AZZ2A
AZZR
A3
AZ4q
A3ZS
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levels of significance

(continued)

X33 X34 X41 X42 X4% X51 X52 X53 X6l  X&2
0014% &321 3052 4076 3666 7336 4112 2794 2558 1279
0010% 0000* 0190 1382% 0222% 0079 0017 2589 1651 0706%
4052 5774 7335 1610 5189 3258 2010 0929% 2863 2105
6781 8861 9683 3I738 0074% 3529 7130 3754 1479 5160
0254% 5757 0395% 2496 0Q6L4B% 2222 0756% 0766% 8145 0134#%
7211 3980 6034 7178 2804 3566 6496 8884 1327 9010
0244% O767% 7635 1679 6891 1985 0026+* 0321% 9021 9983
B390 4071 O03I30%* 7920 S4605 S6857 8556 0499*% 7370 3534
0017% 5528 4134 S157 4003 2572 0287+% 1724 2351 6439
0391% 0343* 98932 3I528 6893 5922 2475 3376 5102 7698
7682 9947 6576 3462 4820 7507 4349 1871 8375 7669
0402% 0BOS* 2135 27467 0208% 7224 S490 0266% 0B73% 0256*%
2286 4398 B8BAS B8883 9656 3856 0337+ 3757 4393 1117
5536 9202 0003% 0003% 0075% 4279 1498 1035 5699 0708+
2449 S506 0488% 009&6* 7208 2669 9653 9341 9054 S4668
1463 7485 8090 5901 1042 0910% 8855 4392 6548 9175
1177 4494 3095 3905 7734 Q3I31#* 0578% 9368 1940 9391
1466 6402 6281 3907 4040 4797 9138 3946 3856 9483
9068 2943 0018 1445 7878 1338 4354 7155 S457 0917%
0009% 7036 7111 1343 S065 1410 033I0% 1130 2969 0345+
7267 1167 8006 8410 7598 1606 6&297 6556 4391 3647
2875 1289 9075 8009 4775 4108 5277 3092 1254 2439
4825 0202% 5971 1290 3737 0013% 0312% 2955 0531* 1685
0676% 1808 0027 0066#* 0012% O3IZ5* 1714 0159+ 4102 8827
8311 4794 1636 0485% 2789 4295 1285 4282 4506 3201
7260 3456 2860 0Q402% 0Z13% 5256 BO93 5047 7254 2088
2591 4766 3522 0382% 5516 7795 7114 2149 2434 3202
8562 2455 7100 4725 2729 8864 8765 7097 2371 1107
8049 4376 S433 3I7B4 7715 4926 3024 4371 1730 4849
5555 5244 1401 0344% 4799 2579 5827 4882 3117 8398
3406 0193 0B50% 3639 2112 4040 0&414% 3757 6111 0214%
1180 7067 5181 4722 4112 &707 0577% 0244% 24635 0403 #
B449 8616 5249 97640 7324 5231 B84B2 2092 4166 8331
9997 0282 8219 94692 5279 2807 0458% 3404 2389 0005#
1087 0000% 4434 2384 5165 0477% 3186 7997 4339 2251
2374 6711 2395 3011 4936 B04B 5694 1628 0534% 7410
8889 2375 S117 8422 0670% 3143 4985 2794 4081 7730
2254 1569 2221 7242 6166 2836 2580 1681 5631 1700
1357 "0173% 0428B% 4886 &7B0 6147 2525 6260 5433 O3Z4L3I*
7999 4923 0711% 96461 7763 5702 3637 7929 8741 7471
7515 7354 2920 8043 8055 8914 7453 8707 7436 7963
2229 0630% 1896 0521% &£504 7554 9915 3436 6769 9445

Underlined values indicate those crosstabulations discussed

in Chapter :

* indicates more than Z20% expected cell frequencies less than 5 for
levels of significance less than 1%.
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Chi-square levels of significance (continued)

X63 X644  X71  X72 X73 X74 X8B1 XB2 X8B3

uPc 189& I703 5246 1544 &4&B4 1815 0030% 049T+ 1002
+ SA  000S* O0Bhb* LhLH 0946% D66T* 0178% 0001* 0000# 0283+
SURJBF 8771 0440% 5485 O083Z0% 8227 4949 3807 2338 O0813%

A4 3927 S13& 2406 4250 2501 8308 B513 5134 4750
ASA 7709 S6B0 4794 3095 1831 3259 4794 8650 1947
ASE 4648 BBS& 4876 7385 B613 3883 6948 5798 6672
A7R 1093 2960 4394 0680% 0I20+% 2944 0183 1213 3116
AR 4923 4555 3I995 4830 3048 3419 7001 1951 1361
ATA S635 B80S0 3342 2803 0423% 2207 2915 3388 0733#
ASE 0307+ 3498 4963 4109 021&6% 2148 1104 4157 0958+
A1D 9474 7144 7032 1037 4633 5430 9213 1039 3061
A1l 1089 3593 3480 0001% 1502 O0859* 0960 8222 0149#
AiZ 4639 1898 7920 4476 2937 3I\B85 1440 5383 4385
ALS 1015 5599 3558 1767 O0S01#® &522 1082 O0004% 6259
A14 9009 2352 1255 8125 3878 2536 0938 2759 8910

A1SA 5437 8482 6099 8073 3IT71 Q05B &597 7429 bH144
AlSEH 1281 4174 1502 78B2 3I767 1838 222 4106 1B19
ALSC &167 0808% 2877 4244 (993 2967 TI11 B772 0224+

Alé 7960 S034 S589 5493 6472 8834 4243 3358 4418
A17 3931 3021 18346 4778 04650 3512 1306 44658 1257
A1B 2820 6314 1875 2140 2694 9040 4059 4460 3623
A1 S&B&s 6660 I047 2181 2673 3571 S812 2989 7812
AZ0 6048 6763 9378 5659 4941 0525% 6339 70446 O111%
AZ1 2817 2179 2854 0427% 1968 1243 BS80 07&65% 2733
AZZ 0312% 9683 2123 3015 0203 64464 16469 4308 4289
Azs 9885 2115 1865 4090 1727 1239 5544 0686% 1138
AZLA 206 6078 5249 4103 3151 B101 0505* 0580% 4662

26B 4283 R31B 6936 1226 5507 2145 3610 5217 6123
AZ&C 39591 74671 23S 2572 4155 4844 1554 6616 2811

AZ7 2339 3514 4595 B099 SB816 9123 3785 0057% 3942
AZBB 0709% 3279 2441 0098% &984 4210 S08S 3333 73462
AZBC 1276 5S487 4036 3097 2315 1334 7230 1493 7207

AZBD B263 4963 4565 9093 4340 B374 4919 0841% 3127
AZBE S400 1345 9533 0446% 0067+ 6899 0497 6621 7538

AZ 7626 7813 5531 8912 2821 9418 5419 7651 0426+
AZO 6311 5814 3I340 S711 1578 &l16 2563 9293 4633
AZ1 4205 S555 8119 1541 S494 S138 0085+ 0545% 7194

AS2A 4938 3249 2324 7282 4139 5498 6422 307 0118+
A3ZB 7994 1373 2837 5132 2056 3802 4640 9759 1183

A33 S572 0437+ 6356 93646 2517 05446% S197 2747 2155
AZ4 5077 2090 &097 9104 6232 6614 8327 7284 1118
A3S 0921% 6906 5851 6018 4169 3497 3444 0659% 4187

Underlined values indicate those crosstabulations discussed in Chapter ©

* 1ndicates more than 204 expected cell frequencies less than § for
levels of significance less than 1%.
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Chi-square levels of significance {(continued)

21 AT X Y24 195
UrFC &214 2460 1072 3ZX396 O0OF25+
+ SA  0991% 0QB3Ix 2682 TO26 010&%
SUBJGF 8344 034%9* L0837 2097 2150

A4 2005 7453 &847 4559 S673
ASA T646 1S9 4447 4479 8381
ASE 6672 0003 1310 2726 2377
A7E 0939 1182 3608 3I160 0508%
A 5325 3022 4630 4834 3071
A9A 666 979F 7917 250 8505
A9B 7636 1345 4635 2895 1450
A10 684 I419 1910 0934% 1714
ALl 0004% 00S&* 8531 0004 00QL*
A12 0220% 3029 64344 1529 2721
A1T 0262% 5174 4898 0000% 1024
AL4 0106% O515% 4101 2135 4053

A1SA 03I22% 2328 7977 1649 2559
A1SE 960 4889 9951 0233% 9820
A1SC B35S 7762 1797 5536 5138

AlL 3560 4800 1685 1002% 5565
A17 2958 0729 B236 0494% 4203
ALE 1194 7441 3349 2127 7895
A19 3269 1966 1869 10346 9441
AZ0 0S61% Q000 2889 9782 7254
AZ1 4154 Q643 6494 0668% 01464%
AZ2 5416 5700 3054 0000 4893
AZS 8437 0000 2040 4639 4782

AZ6A 5516 0157 2457 0300% 0152%
AZ6E 1083 2375 &134 0239% 0220%
AZ6C  0353% Q000#% 2062 9934 5563
AZ7 4048 0000% 8412 1126 5248
AZBB 1440 4062 31464 0002% 3291
AZBC 64463 7243 O0510% 0041% 3993
AZBD 0917+% 0154% 9125 5582 8170
AZBE 2420 B&43 3707 6190 3447

A2 6558 2018 03IS2% 4048 7707
AZ0 4633 0229% 5258 B425 2661
AZ1 9761 S450 3544 @772 4084

AZ2A 264 9735 5SBB4 3774 5309
AZ2E 4182 7027 8BB4 1830 0477+

AZT 164% 4264 B1S59 0870% 5514
A34 1074 0097 2910 0590% 8265
A3S 5763 0742% 3203 1802 0QZ203%

Underlined values indicate those crosstabulations discussed in Chapter !

# indicetes more than 204 expected cell freguencies less than 5 for
levels of significance less than 1%.



APPENDIX 3.2

COMPARISON OF FACTORS FOR TYPES OF INSTITUTION

Factor analyses of the results for the Attitude
Questionnaire were carried out using sub-programme FACTOR in
SPSS for each of the four types of institution viz. U.K.
universities, U.K. polytechnics, U.K. colleges and R.5.A.
universities,

The initial anmalyeis was carried out using Principal
Factor with iterations and identified approximately twelve

factors with eigenvalues greater than 1,00 (see Table 13.

Table 1
Eigenvalues and percentage of variance for each factor
- — - - United Kingdom - - - - South African

Universities Polrtechnics Colleqes Universities
Factor Eigen Cum Eigen Cum Eigen Cum Eigen Cum

value A value “ value “ value 2
I 5,618 16,5 7,096 20,9 4,508 13,6 7,084 20,8
II 3,835 27,8 5,157 34,0 3,694 24,4 3,488 31,0
LI 2,404 34,% 2,844 44,4 2,827 32,7 2,743 i |
IV 2,291 41,8 2,539 51,9 2,408 39,8 2,378 44,2
W 1,709 47,2 2,380 358,79 2,210 44,3 2,007 52,1
I 1,895 52,2 1,933 44,4 1,847 51,7 1,847 54,9
VII 1,508 56,46 1,698 69,6 1,771 57,0 1,520 &1,4
VIII 1,314 &0,5 1,443 73,% 1,808 &1,7 1,494 45,8
IX 1,247 &4,2 1,276 77,6 1,503 &4,1 1,402 49,9
X 1,190 4&7,7 1,222 81,2 1,334 70,0 1,264 73,48
X1 1,042 70,7 1,157 84,4 1,232 73,7 1,074 76,8
XI1 1,134 77,0
XKIII 1,008 79,9

Using the Scree Test advocated by Cattell (Kim & Mueller
1978b) it appeared that three factors could be extracted for
comparison purposes and the “factorial litter’ of those
factors of a similar size ignored, particularly as they
contained the majority of items. WVarimax rotation was used

in order to maximise or minimise loads of a moderate size to
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clarify the pattern of locading on the three factors (see
Tables Za,b,c). Following the procedure outlined by Harman
(Cooley & Lohnes 1%47) for approximating the standard error
of the factor loadings which shows that loadings greater than
129 are significant at the ,05 level, only factor loadings of
;2? and greater are reported.

The three factors for the United Kingdom institutions
show =zome interesting differences. Although they have the
zame relative importance as shown by their eigenvalues and
percentage of variance they are very different in their
compositions. Factor I for the universities consists of the
three “reteach’ items, the three items concerned with
immediate objectives, the skille and behavioural approaches,
the relation to psychology and sociology and preparation for
microteaching, with use of handouts and observation
schedules. For the polytechnics the use of ‘reteach’ is less
important although some importance is attached to its value,
the dominant items are those concerned with the philosophical
factors, particularly the skills and behavioural approaches,
the relation to other courses especially psychology and with
the effects of microteaching on the students, including the
influence of the peer group and the use of observation
schedules. Factor I for the colleges is less well structured
and consists of the items concerned with the need for
phy¥sical and technical facilities but preparation, use of
handouts, use of “‘reteach’, relation to psychology, immediate
cbjectives and the behavioural aspects of microteaching. The
latter differs by the inclusion of negative economic factors
concerned with the need for special phrsical facilities and

adequate time for preparation and planning and a negative



factor in relation to the cosmetic effect of microteaching.
Table Z2a

actaor I Matrices

- - — — United Kingdom - - - - South African
Universities Polrtechnics Colleges Universities

Eigenval 4,984 4,863 4,028 4,450
Variance 47, 4% 4%, 44 43, 5% 56,84
Ttem 1.1 , &37

) g 464

1.3 =T

2.1

2.2

2.3 , 440 ,448 1 324

2.9 , 445 487 457

2.5

3.1

3.2 s 340

3.3 , 543 , 502 . 444

3.4 (974

4.1 842 , 408 977

4.2 y 773 , 483 i3

4.3 Wa-1s (479 y FO2

S.1 s 395 ;381

92 390 , 3249 NG IC s , 301

5.3 354 (732 , 787

6.1 ,81% , 309

&.2 305 , 281

5.3 612 619

&.4 347

7.1 , 7032 -,404 ,404

72l 927 , 427

Fae. s 343 871 629

7.9 294 , 342 457 641

8.1 , 340 773 408 y &94

8.2 , 343 , 488 , 544

2,3 402 473

7.l

P.2 -,485

?.3

7.4

7.5 -.43&

Hence, all share szome preparation aspecte but, whereas
the colleges are more affected by the economic factors of
physical and technical resources, the polytechnics are more
concerned with the academic and professional use that is made
of microteaching and, as a result, its influence on students
and the universities attach more importance to the use of

‘reteach’.



Factor I for the South African universities appears to be
a mixture of those of the United Kingdom universities and
polytechnics, with the addition of 3.4 indicating that a much
greater importance is attached to the assessment of

microteaching within the training course.

Table 2b
Factor II Matrices
- - - = United Kingdom - - - - South African
Unjversities Polrtechnics Colleges Universities

Eigenval 2,207 4,582 32,043 2,818
Variance 31,84 234,04 32,84 24, &4
Item 1.1 alrie - 1=

1.2 -,706

p -,449

2.1

22 -,54%

2.3 -,433

2.4

2.9

3.1

.2 -,288

3.3 , 957

3.4 1347

4.1 $ 372

4.2 ; 399

4.3 A1é

9.1 -,370

5.2 -,4%94

o 430 O

6.1 , 449 , 314

4.2 471 1418 -,443

4.3 ,428 -,407

4.4 , 380 -,285

7al ,410

7.2 1477 , 013

73 , 459 , 809

7.4 400

8.1 , 404 y&09

8.2 , 355

8.3 438 1222

g.1 , 487 1615 -,329

7.2 s 341

P 3 -,402 sy 3720 -,477

2.4 , 486 -,4944

2.9 1 O&2 778 —-.572

Factor II for the United Kingdom universities is more
like Factor I for the polytechnics, although the

corresponding loadings are not as high. Similarly Factor 11
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for the polytechnics is more concerned with the economic
aspects and the need for physical and technical facilities,
as was Factor [ for the colleges, only much better defined.
The colleges second factor consists of the use of ‘reteach”’,
together with the skills and, to a lescer extent, the
behavioural approaches.

For South African universities, Factor Il is dominated by
the economic items 2.1 and 2.3 to 2.5, which are related to
the effects that microteaching has on students, particularly
ite relevance to classroom teaching and its effect on their
confidence. The preparation, planning, use of peer groups
and the behavioural modification objectives appear as

negative aspects of this factor.

Factor IIl for the United Kingdom universities consists
of the ecaonomic aspects and the need for technical and
ph¥sical facilities, whereas preparation is of more
significance for the polytechnics. The colleges’ factor
appears to be mainly influenced negatively by the use of
‘reteach’ but includes items concerned with relevance to
students and the behavioural aspects of microteaching.

The South African universities factor consists of thaose

iteme concerned with the phrsical and technical facilities,
with the provision of physical facilities contributing a
negative aspect. The need for formal assessment again makes

a contribution, as does the relative needs of students and

pupils.



Table Zc
Factor III Matrices
- — — - United Kingdom - - - - South African
Universities Folytechnics Colleqes Universities
Eigenval 1,897 2,237 2,195 2;130
Yariance 18,84 16,64 2374 18,84
ITtem 1.1 y 706 278 , 628
1.2 , 348 , 482
1.3 713 618
Za l y 420 -,320
2.2 y 312 §DET
2.3 , 414
2.4 461
2-5 _|314 l464
d.1 , 470
3.2
2.3
3.4 1299
4.1 s 822 —, 883
4.2 , 303 -,307 ; 374
4.3 -,340
S.1 v 337
T2 s 431
5.3 319
4.1
&2 y 330
&.3 -,293 974
4.4 -,240
il
7.2 -,417 2377
7,3 .
7.4 471
8.1
8.2 y 334
8.3
2.1 -,348 934
7.2 -,445 -,&40
2.3 -.,484
7.4 =@l 1 -,453 , 433
AR —,342
The overall impressicon of the factorse from the different

types of institutions in the United Kingdom is that the
polytechnics appear to show more definite and more well
defined attitudes to the use of microteaching. It is also
worth noting that Item 2.5 Needs of students v needs of
pupils and Item 3.4 Assessment contribute the least to the

factors and that 2.1 Content of lessons and 2.2 Planning of
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lessons are alsoc of little importance.

The factors identified from South African universities
also exclude 2.1 concerned with the identification of
content. They appear well defined as did those for the
polytechnics but are more concerned with the assessment

aspects involvwed in microteaching.
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