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THE RELATIONSHIP BETWEEN INSERVICE INTENSITY 

AND SKILL TRANSFER 

Rachel Ann Billmeyer, Ed.D.

University of Nebraska, 1988 

Advisor: Thomas A. Petrie

The purpose of this study was- to test for differences among 

three levels of inservice intensity in the transfer of active par­

tic ipation into the teacher's instructional repertoire. The three 

levels of inservice intensity were:

Level 1 -  Theory/presentation, demonstration, practice 
with feedback

Level 2 -  Theory/presentation, demonstration, practice 
with feedback, and peer coaching

Level 3 -  Theory/presentation, demonstration, practice
with feedback, peer coaching, and trainer coaching

The research design employed in this study was quasi- 

experimental in nature using three treatment groups and repeated measures 

of the teaching behavior. Twenty-four secondary teachers of three 

matched groups participated in the study. The researcher conducted 

the inservice training and provided the trainer coaching. Data for 

the study were gathered from videotapes of classroom lessons. Each 

pretest and posttest videotape was rated for for the presence or 

absence of the salient characteristics of active participation.

A two-factor design with repeated measures on the second 

factor was used in this study. The two factors were: (1) levels of

inservice intensity and (2) active participation measured on the
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pretest and posttest videotaped scores. Analysis of variance was used 

to determine differences between and within the interaction effects 

between the tests and the levels of inservice intensity. The results 

showed the overall main effect for tests was significant but the overall 

main effect for groups was not s ignificant. There was a significant 

interaction between the groups and the tests.

Tests of simple effects indicated a significant difference 

between the pretest and posttest scores for Level 3 inservice intensity, 

consisting of train ing, peer coaching, and tra iner coaching. No sig­

n ificant differences were found for the other two levels of inservice 

intensity.

The accumulating knowledge about coaching can be used by 

school d is tric ts  to develop policies and procedures for inservice 

training that promotes s k ill transfer. Further research could explore 

who can coach most effective ly  and how much support and technical feed­

back are necessary to ensure s k ill transfer.
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CHAPTER I

INTRODUCTION

In the era of school improvement recent attention has been 

focused on the v ita l importance of instructional process. Simply 

stated, the institutional process may be defined as a teacher-student 

relationship in which the teacher's use of effective teaching be­

haviors results in increased student learning (Bird & L it t le ,  1983).

Inservice training for teachers is the approach most often 

used to help teachers improve the ir instructional techniques. The 

goal of the inservice education programs in local schools is to improve 

the achievement of learners by helping the instructional s ta ff 

develop and u tiliz e  sk ills  that w ill make them more effective. But 

do traditional inservice days, composed of presentation of theory 

and/or technique, enhance teachers' a b ilit ie s  to be more effective  

in the ir classrooms?

Staff development a c tiv itie s , also known as inservice training, 

are frequently handled like  a v is it  to the doctor. After an injec­

tion or a few p ills  in the form of a one-day inservice, the patient 

is expected to improve. Enthusiasm runs high, some have a good time, 

and there is hope that things w ill get better. Unfortunately, the 

in it ia l enthusiasm and commitment dissipate rapidly as the teachers 

re-enter the classroom, face the daily routine, and have l i t t l e  

capacity or support for thinking about or practicing new sk ills  or 

techniques (Hutchins, 1984-85).
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Approximately 200 studies on the effectiveness of various kinds 

of training methods have been reviewed by Joyce and Showers (1980).

They found that the traditional inservices which consisted of theory 

presentation raised awareness and increased conceptual control of an 

area. For a few teachers, the inservice resulted in s k ill acquisition 

or the transfer of a s k ill into the classroom situation. While i t  

was also noted that most studies addressed the issue of whether s k ills  

were acquired and demonstrated, the question of transfer, actually  

using the newly acquired s k ill a t the classroom leve l, was addressed 

in re la tive ly  few studies.

Wood and Thompson (1980) identified  several problems with 

trad itional s ta ff development programs. The f i r s t  was the negative 

attitudes held by educators toward inservice education. Educators 

complain that inservice a c tiv ities  are unrelated to the day-to-day 

problems of participants. There is a lack of participant involvement 

in planning and implementation, inadequate needs assessment, unclear 

objectives, and lack of follow-up in the classroom a fte r training. 

Secondly, inservice training has a district-w ide focus and does not 

meet the actual needs of teachers and administrators in a particular 

school. There is increasing evidence that the appropriate unit for 

successful change in education is the individual school, not the 

d is tr ic t. Another weakness is that most inservice education has 

focused upon "information assimilation." Someone presents ideas, 

principles, and/or sk ills  for use back on the job, and the p a rtic i­

pant is expected to transfer the new knowledge back to the work place.
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The fourth complaint mentioned was about modeling the pedagogy.

Trainers often do not e ffectively  model desired teaching behaviors, 

yet they hope teachers w ill use them in th e ir classrooms. I t  appears 

that changes in delivery of inservice education are necessary i f  sk ills  

are to be acquired and transferred to the classroom.

Mazzarella (1980), synthesizing research on s ta ff development, 

reported and discussed ingredients of various s ta ff development pro­

grams. Those s ta ff development programs which created a negative 

attitude toward s ta ff development were: (1) Training that was not

concrete, ongoing, and teacher specific. "Hands-on" training that 

allowed teachers to try  out new techniques and training addressed to 

the specific needs of each individual teacher were needed. (2) One- 

shot preimplementation training was usually not helpful to the instruc­

tional s ta ff. S taff members fe l t  there needed to be a series of 

inservices on the topic to help them monitor and adjust th e ir progress 

while implementing the s k i l l .  (3) Outside consultants were considered 

not as effective as local resource personnel who could provide "on- 

call" advice when needed. (4) Inservices in which the principals were 

not involved made i t  more d if f ic u lt  for the teachers within the 

building to transfer the s k ill back to the ir classroom. I t  appears 

that the principals need to gain knowledge that would enable them to 

help teachers with implementation of a newly acquired s k i l l ,  as well 

as to show teachers th e ir efforts are supported. In conclusion, the 

teachers demonstrated the a b ility  to use new sk ills  during training, 

but for reasons mentioned above regressed to pretraining norms a fter  

the training. As a result of this regression, the researcher concluded
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there was l i t t l e  transfer of training of newly learned s k ills . A 

review of current lite ra tu re  suggests that inservice programs for 

teachers can be effective , and positive change can be implemented and 

maintained. Successful programs flow from careful planning, presenta­

tion , practice, implementation, and maintenance. These programs are 

not one-day dog-and-pony shows masterfully presented by an outside 

expert, but programs carried out step-by-step over a longer period 

of time. Joyce and Showers (1981, 1982) presented recent studies on 

the effectiveness of inservice education. They stressed the idea 

that teachers develop mastery and application of new sk ills  best 

when they are "coached."

Coaching,a strategy for s ta ff development, may be defined as 

classroom-based assistance in which a person skilled in the instruc­

tional process helps a teacher transfer a new s k ill or strategy into 

his or her classroom repertoire. In other words, i t  is "on-the-job" 

training. The coaching process follows inservice training which 

includes a theoretical presentation, demonstration, practice, and 

feedback. Coaching consists of intensive collaborative planning and 

sharing between a coach (usually the inservice trainer) and the 

participant (the classroom teacher). Both engage in an observation 

and feedback cycle as the classroom teacher implements and masters 

a new teaching s k ill discussed and demonstrated at an inservice session. 

Peer coaching is a labor-intensive approach to training in which 

teachers help each other transfer newly acquired sk ills  into the ir  

active teaching repertoire by observing each other teach and providing 

each other with feedback. Training systems aimed at developing
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coaching sk ills  for teachers and principals would create cadres of 

trained teacher coaches at school sites. Research data are accumu­

lating to lend support to Joyce and Showers' hypothesis (Joyce & 

Showers, 1983).

The findings on coaching are less ambiguous than the findings 

concerning who should be the trainer in the s ta ff development 

a c tiv itie s . Both the Rand and Lawrence studies (Mazzarella, 1980) 

indicated that local resource personnel make better trainers than 

outside consultants. Lieberman and M ille r (1981) emphasized the 

importance of the principal as an instructional leader in bringing 

about improvements in teaching. The principal must assume the role 

as instructional leader and give on-site assistance in implementing an 

inservice program. However, due to the complexities of today's 

schools, principals, who are assigned the responsibility of being the 

instructional leaders, frequently find themselves faced with a 

multitude of unexpected situations. In the face of constant demand, 

many choose to function as educational managers no matter what their  

intentions or expertise (Jensen, 1986).

Moreover, Joyce and Showers (1980) and th e ir research team 

found that teachers did not want to have the ir evaluators ( i . e . ,  

principals) as the ir trainers. Perhaps other d is tr ic t s ta ff members 

should be recruited for use as trainers, or evaluation procedures 

must be modified to make teachers feel less threatened by the idea 

of th e ir principals being used as trainers. An unanswered question 

remains: I f  the principal is unable or unwilling to serve as the

inservice tra iner, who then can be an effective trainer? The efficacy
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of inservice training provided by a resident expert or in-house 

trainer rather than a principal has received l i t t l e  investigation 

(Joyce & Showers, 1981).

This study was designed to test trainer effects by investigating  

three levels of inservice intensity: (1) trad itio n a l, (2) peer coach­

ing, and (3) peer coaching coupled with trainer coaching. A tra d i­

tional inservice approach is the most commonly accepted and widely used 

approach. This level uses an inservice trainer to conduct a two- or 

three-hour presentation. The inservice program focuses on presentation 

of theory, demonstration of the teaching behavior, and practice with 

feedback in using the new behavior. Peer coaching, the second level 

of inservice in tensity, focuses on the follow-up to a trad itional 

inservice training program. Teachers are encouraged to help each 

other transfer the newly acquired s k ills  into th e ir active instruc­

tional repertoire by observing each other teach and giving feedback.

In the th ird  level of inservice in tensity, peer coaching coupled with 

trainer coaching, the teachers attend a trad itional inservice program 

and receive follow-up training. In addition they are tra iner coached 

by the inservice trainer while using the s k ill in the classroom, as 

well as working with a peer. The comparative merits of the three 

selected inservice approaches have received l i t t l e  investigation 

(Joyce & Showers, 1981).

Statement of the Problem

The goal of inservice education programs is to help teachers 

develop and u tiliz e  sk ills  that extend the ir instructional repertoire.
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Researchers have indicated that the inservice education programs are 

in need of assessment. The data related to the lite ra tu re  of educa­

tional change, studies of effective train ing, and research on s k ill 

transfer support the concept of coaching as a training device. The 

problem addressed in this study was: Is the level of inservice

intensity related to teacher transfer of a s k ill to the classroom?

The purpose of this study was to test for differences among 

three levels of inservice intensity and transfer of a s k ill into the 

teacher's instructional repertoire in the classroom. The three levels 

of inservice intensity were:

Level 1 -  Theory/presentation, demonstration, practice with 
feedback

Level 2 -  Theory/presentation, demonstration, practice with 
feedback, and peer coaching

Level 3 -  Theory/presentation, demonstration, practice with 
feedback, peer coaching, and trainer coaching

Research Questions

In this study, three major research questions were asked:

1. Will there be a significant difference in teacher use of 

an instructional s k ill given the three levels of inservice intensity?

2. Will there be a significant difference in ratings between

the pretest and posttest ratings?

3. Will there be a significant interaction between the three

levels of inservice intensity and teacher use of an instructional 

s k ill on pretest and posttest ratings?
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Objectives of the Study

The objectives of the study were to:

1. gather baseline data through a pre-videotape of each 

instructor's teaching.

2. operationalize the teaching behavior of active participation  

for the secondary level selected from research on effective training.

3. identify the inservice education protocols for each of the 

three selected approaches.

4. develop two inservices on active participation. The f i r s t  

one was informative based on theory and modeling. The second one 

was to reinforce the learnings by providing practice under simulated 

conditions with feedback.

5. develop two inservices on peer coaching. The f ir s t  one was 

informative based on theory and modeling. The second one was to 

reinforce the learnings by providing practice under simulated condi­

tions with feedback.

6. conduct inservices according to the protocol of the three 

selected inservice approaches during weeks 1 and 2 of the study.

7. assess inservice participants' level of cognitive compre­

hension mastery of the teaching behavior, active participation.

8. reteach inservice participants i f  necessary for cognitive 

comprehension mastery of the teaching behavior, active participation.

9. develop an instrument to measure the effective teaching 

behavior of active participation which involved the following: (1) 

review the lite ra tu re  for a defin ition of active participation,
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(2) analyze salient characteristics of active participation, and

(3) specify representative examples of each salient characteristic 

of active participation.

10. train  professional evaluators in coding videotapes for 

use of active participation until the re lia b il ity  of .75 was accom­

plished.

11. provide trainer assistance and feedback to Level 3 trainer 

coaching group once weekly during weeks 3, 5, 7, 9, and 11 of the study.

12. post-videotape a ll participants' teaching and code, 

analyze, and test for significant differences.

Definition of Terms

The following definitions of terms are presented to give 

c la rity  to the ir use and meaning to this study.

Traditional inservice workshop. A presenter from outside the 

d is tr ic t conducts a two- or three-hour presentation and demonstration 

to the entire faculty of a school, concentrating on discussion of the 

theory base of the selected effective teacher behavior; teachers 

participating in the workshop receive no follow-up assistance.

Coaching. Classroom-based assistance in which an inservice 

training proficient in the protocols of the selected instructional 

sk ills  helps a teacher transfer the s k ill into his or her active 

teaching repertoire by providing on-the-job assistance followed with 

feedback.

Peer coaching. Teachers training each other about selected 

instructional practices and helping each other transfer newly acguired
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sk ills  into th e ir active teaching repertoire by observing each other 

teach and giving feedback.

Transfer of training and transfer of learning. "The influence 

of what has been previously learned and retained on subsequent learning 

or application" (Ripple & Drinkwater, 1982, p. 1948).

Active partic ipation. Active responding by the student in 

ac tiv ities  congruent with the learning. I t  may be thinking (covert) 

behavior or observable (overt) behavior (Cummings, 1985).

Assumptions

The study was predicated on the following assumptions:

1. Teachers need inservice education and/or retraining  

throughout th e ir careers.

2. Inservice education should focus on improving the quality  

of school programs and instruction.

Delimitations of the Study

1. The amount of information about effective teaching and 

effective inservice education is considerable. The focus of this  

study was to test for differences between three levels of inservice 

intensity and transfer of a s k ill into the teacher's instructional 

repertoire in the classroom.

2. From the wide range of teaching techniques, active p a rti­

cipation was chosen as the content of the inservice workshop.

3. The scope of the study was limited to one Nebraska 

secondary school.
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4. The design for the study was quasi-experimental.

Limitations of the Study

1. Conclusions of the study were only applicable to the Westside 

High School s ta ff.

2. Teachers were chosen on a voluntary basis.

3. The study was subject to those weaknesses inherent in a 

quasi-experimental pretest-posttest control group design.

4. The study was subject to variations in participants' 

a b ility  and behavior.

5. The study was subject to variations of teachers' d ifferent 

styles of teaching.

Significance of the Study

The history of s ta ff development in American schools is charac­

terized prim arily by disorder, con flic t, and critic ism . In 

recent years, advances in research on effective schools and the vari­

ables that contribute to instructional effectiveness have increased 

attention on the need for high quality s ta ff development/inservice 

programs. I t  is hoped that through effective inservice programs 

new knowledge can be transferred to the classroom setting which would 

ultimately enhance student learning outcomes (Guskey, 1986).

I f  trainer-provided coaching and/or peer coaching positively  

affect the transfer of s k ills  learned during inservice programs, the 

impact should sign ificantly  a ffect teachers and, therefore, pupils.

As more research studies determine the impact of coaching and peer
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coaching on teacher behavior, the results may influence future in- 

service programming and policies.

Specifically, coaching and/or peer coaching could affect a 

school d is tr ic t in three ways: (1) by increasing the probability that

dollars spent on inservice w ill improve instruction and affect student 

outcomes, (2) by providing an effective inservice model to ensure that 

sk ills  learned at an inservice w ill actually be transferred and used 

in the classroom, and (3) by developing positive attitudes toward 

inservice training, collegial relationships between s ta ff members, 

and teachers working together and discussing teaching practices to 

assist in successful implementation of new methods.
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CHAPTER I I

REVIEW OF LITERATURE

Three levels of inservice intensity and transfer of a s k i l l ,  

activ$ participation, into the teacher's instructional repertoire in 

the classroom were investigated in this study. The three levels of 

inservice intensity were:

Level 1 -  Theory/presentation, demonstration, and practice 
with feedback

Level 2 -  Theory/presentation, demonstration, practice with 
feedback, and peer coaching

Level 3 -  Theory/presentation, demonstration, practice with 
feedback, peer coaching, and tra iner coaching

The ultimate goal of inservice training is to improve a 

teacher's a b ility  to become more effective in the classroom. Specif­

ic a lly , inservice training programs are a systematic attempt to bring 

about change: change in the classroom practices of teachers, change 

in the ir attitudes and belie fs , and, in so doing, hopefully change 

in the learning outcomes of students (Guskey, 1986). I f  the goal of 

inservice training is reached, transfer of training has taken place. 

Transfer of training assumes knowledge and s k ills  have been learned 

and remembered (Ripple & Drinkwater, 1982). Joyce and Showers (1981) 

added, that to be e ffective , knowledge and sk ills  must be used. One 

way that school d istric ts  can provide teachers with knowledge and 

sk ills  is through inservice training. While i t  is clear that success­

ful inservice training is not easily accomplished, an important 

assumption of this study is that a carefully designed and structured
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inservice program can help teachers improve the ir effectiveness, 

as well as develop positive attitudes toward inservice training.

While the lite ra tu re  was replete with references to inservice educa­

tion and effective teaching behaviors, i t  was necessary to lim it the 

lite ra tu re  review to two principal categories with several subtopics 

essential to the essence of the study. They were: (1) inservice

training for teachers, and (2) active participation.

Inservice Training for Teachers

This section of the lite ra tu re  review is limited to: (1)

definitions of inservice training, (2) the process of teacher inservice 

programs, (3) trends and issues in teacher inservice programs, and

(4) coaching and peer coaching inservice programs.

Definition of Inservice Training

Researchers and practitioners have used a variety of closely 

related terms in referring to the inservice education of s ta ff  

members. The most commonly used terms mentioned by Harris (1980) 

included: s ta ff development, inservice train ing, inservice educa­

tion, professional growth, on-the-job train ing, and continuing educa­

tion. Continuing education refers to those educational endeavors 

beyond the usual sequences of schools and colleges. Professional 

growth is likewise a term that may be useful in making reference to a 

very broad unspecified set of events. Harris (1980) offered the 

following definitions of inservice education and s ta ff development.
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Inservice education is a part of s ta ff development which 
means any planned program of learning opportunities 
afforded s ta ff members of schools, colleges, or other 
educational agencies for purposes of improving the 
performance of the individual in already assigned 
positions, (p. 21)

S ta ff development has two distinct aspects: s ta ff in g -
having the best person in the appropriate assignment 
at the right time, and training—inservice (described 
above) and advanced preparation for new, advanced, or 
different job assignments, (p. 24)

Regardless of the special meaning attached to the various terms to 

describe inservice education, each of these learning conditions con­

stitutes change in s ta ff knowledge, a ttitude , and behavior.

Throughout this study, both the terms "inservice training" and 

"inservice education" are used to denote a structured program of 

learning ac tiv itie s  designed to improve on-the-job performance. Both 

are also used interchangeably during the review of the lite ra tu re .

The Process of Teacher Inservice Programs

In this subsection, the research on the process of inservice 

training is described. This research focuses on the impact, com­

ponents, and effectiveness of inservice training for changing teacher 

classroom behavior. While researchers have generally found inservice 

programs that achieve a balance between knowledge (theory) and per­

formance (practice) show a high degree of success, they have taken 

different approaches to identify  those factors which contribute to 

an effective inservice program.

For example, in 1980, Joyce and Showers reviewed over 200 

studies of teacher train ing. They inspected the training processes 

used and the teacher-change outcomes in the studies. These outcomes
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ranged from knowledge of training content to transfer of the sk ills  

to the teachers' classrooms. According to Joyce and Showers, 

the major ac tiv ities  of inservice training are:

1. Presentation of theory - the rational, theoretical 
base approach to instructional technique and poten­
t ia l  use.

2. Demonstration or modeling -  enactment of the teaching 
s k ill or strategy through live  demonstration or media.

3. Practice in simulated and classroom settings -  trying 
out a new s k ill or strategy.

4. Feedback, open-ended or structured -  information about 
performance following an observation.

5. Coaching for application - hands-on, in-classroom 
assistance with the transfer of s k ills  and strategies 
to the classroom.

On the basis of th e ir review, Joyce and Showers developed the 

following working hypotheses and made recommendations about the 

effectiveness of the d ifferent components of training:

1. Training consisting of presentation, demonstration, and 

classroom practice with feedback is suffic ient for many teachers to 

show transfer or "fine-tuning" of fam iliar practices to the classroom.

2. I f  any of the f i r s t  four components is excluded, fewer 

teachers use the practices in the ir classrooms. (Demonstration was 

thought to be especially c r it ic a l . )

3. Many other teachers require the four components plus 

coaching in order to achieve transfer.

4. For transfer of new, unfamiliar practices to occur, a ll 

five training components are necessary for most teachers.
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Joyce and Showers (1980) reported that no single study used 

a ll training components and measured effects of a ll levels of impact. 

However, programs used various combinations of the five components 

described above. Although the researchers found few studies focused 

on the "coaching to application" component, several treatments included 

lengthy follow-up feedback a fte r in it ia l  train ing, and these methods 

seemed to result in greater transfer at the classroom level.

Joyce and Showers (1982) concluded that the result may depend 

upon the goals of the inservice training. The goals of inservice tra in ­

ing could be (1) awareness, (2) fine tuning, or (3) the addition of a 

new teaching strategy. I f  awareness is the focus, an overview of 

the new s k ill would be su ffic ien t. I f  fine tuning is the focus, 

"modeling, practice under stimulated conditions, and practice in the 

classroom, combined with feedback w ill probably result in considerable 

changes" (Joyce & Showers, 1980, p. 384). I f  mastery is the focus, 

coaching must be added to inservice presentations that give the 

theoretical background, model the new s k i l l ,  and provide opportunities 

for practice and feedback.

Bush (1984) concurred with the five  levels of training men­

tioned above. In his five-year longitudinal study on teacher inservice 

in California schools, he noted the following results. Only 10 percent 

of the teachers who went through the best possible presentation of 

the theoretical base for a new procedure transferred that new teach­

ing behavior back into classroom use. The group that received 

modeling/presentation as well as the theoretical base resulted in
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12 to 13 percent of the teachers using the new s k i l l .  For teachers 

who had the opportunity to practice the new procedure in a controlled 

situation, as well as receive the modeling and theoretical base,

15 to 16 percent transferred the newly learned s k ill into th e ir class­

room. I f  feedback were included as well as the previous three levels, 

s t i l l  only 15 to 16 percent actually used the new procedure. However, 

for those teachers involved in a ll five  levels of training, actually  

given on-the-job assistance through coaching, 95 percent transferred 

the newly learned instructional behavior into th e ir active teaching

repertoire. Bush concluded that most inservice training programs

concentrated only on levels one and two, with a few at levels three

and four, and almost none at level five .

Stallings (1982) proposed a s lig h tly  d ifferent delivery system 

for inservice training. Her model is a mastery learning s ta ff  

development model. The steps are presented as follows:

1. Pretest

a. Observe teachers.
b. Assess what is needed from teacher observation 

profiles.
c. Start where they are.

2. Inform

a. Make specific recommendations for change based 
on profiles.

b. Link theory, practice, and teacher experience.
c. Provide practical examples from classroom 

situations.
d. Share teachers' expertise in problem-solving 

discussions.

3. Organize and guide practice

a. Provide conceptual units of behavior to change.
b. Support and encourage behavior change.
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c. Assess and provide feedback.
d. Help integrate into scheme.

4. Posttest

a. Observe teachers.
b. Provide feedback to teachers.
c. Provide feedback to trainers.

The key steps of Stallings' model are: (1) state the objectives

of the s ta ff development program, (2) select or develop instruments 

that w ill measure the behaviors of in terest, (3) observe or test 

teachers to see how well they are using the instructional strategies 

before the intervention, (4) provide the intervention, (5) observe 

the teachers a fter the intervention, and (6) assess the behavior 

change. S tallings' model d iffers  from that of Joyce and Showers (1980) 

in that i t  (1) includes diagnosis and prescription and (2) uses pre- 

and post-training observation data to guide the teacher's change 

e ffo rts .

Sparks (1983b) combined the models of Joyce and Showers (1980) 

and Stallings (1982) to form a l is t  of the major types of training  

ac tiv itie s  that may occur during inservice workshops. They are:

1. Conduct diagnosis -  through observation, self-report, 
or interview.

2. Establish objectives of training -  as trainer alone or 
in collaboration with teachers.

3. Prescribe change -  based on comparison of diagnostic 
data with objectives of train ing.

4. Present information -  in a written manual, a lecture, or 
both.

5. Demonstrate practices -  through live  demonstration, 
anecdotes, videotapes, film s, audiotapes.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



20

6. Discuss implementation problems and solutions -  with 
tra iner and other teachers.

7. Practice implementation -  in simulated situation or in 
classroom.

8. Give feedback based on observation or information -  from 
teachers themselves, students, peers, or tra iner.

9. Provide coaching based on observation and discussion - 
by peer, tra in er, or administrator.

Clearly, the type of training ac tiv ities  chosen for inservice 

training (as listed above) is not the only factor affecting teacher 

use of recommended practices. Johnson and SI oat (1981) stated, 

"Inspection of results for individual teachers suggests that teacher 

training should be individualized as much as possible" (p. 114).

For maximum results i t  is necessary to involve the teacher in the 

inservice planning process. This can occur through diagnosis of an 

individual teacher's needs followed by a goal-setting process. 

Cruickshank and Kennedy (1978) suggested a system that includes feed­

back, goal setting, and goal setting combined with feedback, coupled 

with systematic observation and inservice training of teachers, does 

promise instructional behavior change of those teachers who choose 

for themselves the nature and direction of the changes. Sparks (1983a) 

concluded that recommendations seen by teachers as "practical" are 

lik e ly  to be incorporated into teacher plans.

Lawrence, Baker, E lzie , and Hansen (1974) reviewed and eval­

uated 97 studies and reports of teacher inservice education and 

generalized about the characteristics of successful programs. They 

categorized the inservice theories as the "seven dichotomous approaches" 

to the management of inservice a c tiv itie s . These approaches are:
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1. Individualized versus common ac tiv ities

2. Active teacher role versus receptive role in inservice 
design

3. Supervised tr ia ls  and feedback versus storing up 
information and behavior prescriptions for a future 
time

4. Teacher mutual assistance and sharing versus separate 
individualized work

5. Emergent design versus preplanned design

6. Self-directed and in itia ted  versus other-directed and 
in itia ted  ac tiv ities

7. Programmatic or common approach versus a single-shot 
design, not linked to a general e ffo rt of the school

Lawrence et a l. (1974) concluded that findings supported the

"seven dichotomous approaches" listed above. Inservice education 

programs in which significant positive changes in teacher behavior 

have been reported incorporated more of the seven desirable features 

than do programs reporting no significant changes. School-based 

inservice programs incorporated more of the features than did 

college-based preservice programs.

No matter what the approach taken for inservice training, the 

real question concerns the level of impact. Joyce and Showers (1980)

classified the outcome of training into four levels of impact:

1. Awareness—understanding of a concept or area.

2. Concepts and organized knowledge—intellectual 
control over relevant content.

3. Principles and s k ills —tools for action. Teachers 
learn the sk ills  to help them adapt to differences 
in students.

4. Application and problem-solving—transfer of con­
cepts, principles, and sk ills  to the classroom, (p. 380)
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The above process must be understood in terms of the dependence of

each level on the others before i t .  I t  is only after an awareness of

the area to be learned that one can think effectively  about i t ,

possess the sk ills  to teach, and f in a lly  transfer that new knowledge

in the classroom. Only a fter the fourth level has been reached can

there be an impact on the education of children. In assessing the

impact of inservice training, Joyce and Showers (1980) concluded:

I f  the theory of a new approach is well presented, the 
approach is demonstrated, practice is provided under 
simulated conditions with careful and consistent feed­
back, and that practice is followed by application in 
the classroom with coaching and further feedback, i t  is 
lik e ly  that the vast majority of teachers w ill be able to 
expand the ir repertoire to the point where they can 
u tiliz e  a wide variety of approaches to teaching and 
curriculum. I f  any of these components are le f t  out, 
the impact of training w ill be weakened in the sense 
that fewer numbers of people w ill progress to the transfer 
level which is the only level that has significant mean­
ing for school improvement, (p. 384)

L it t le  is known about which combination of the training a c tiv i­

ties described is necessary for satisfactory implementation of teach­

ing practices recommended in inservice training. Most programs 

include objectives, presentation, and demonstration. Discussion groups, 

practice, feedback, and coaching are included less often. Practice 

and feedback are often provided in simulated or role-playing situa­

tions. Providing feedback to teachers in the ir own classrooms can be 

threatening, lo g is tica lly  complicated, and expensive (Sparks, 1983a).

One simple way to provide feedback is through peer coaching, where 

teachers observe each other. Another way is to provide classroom 

coaching by a tra iner. Although such coaching is probably the most
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expensive training a c tiv ity , Joyce and Showers (1980) suggested that i t  

is the most powerful one. The subsection on coaching and peer 

coaching examines the lite ra tu re  in more d e ta il.

Trends and Issues in Teacher Inservice Programs

H istorica lly , inservice education has been reactive rather 

than proactive. In the e a rlie r  times of education, the late 1880's 

to the early 1900's, the basic concern was to remedy gross deficiencies 

in the pre-service preparation of teachers. Due to the continuous 

expansion of the nation's school systems and colleges, a teacher 

shortage prevailed. Thus, any available person was hired to teach 

with the promise of providing additional training la te r . The 

teacher shortage problem continued with the constant loss of w ell- 

trained s ta ff to industry and family rearing. The Great Depression 

of the 30 's provided the f i r s t  opportunity for the teacher supply to 

catch up to the demand. C ertification standards for teachers changed 

by requiring a ll teachers to have a bachelor's degree. Hence, 

inservice programs were not aimed primarily at helping teachers meet 

new programs but rather at f i l l in g  gaps in college degree requirements. 

Teachers' attitudes toward inservice training were not to gain new 

insight, understanding, and competence, but rather for the purpose 

of getting certificates  renewed by patching up the ir backgrounds 

(Tyler, 1971). Another factor which affected the teacher supply was 

that during the depression many college graduates fe l t  fortunate to 

have teaching positions in the absence of other forms of professional 

employment.
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In the 1950's, student enrollment increased tremendously.

Again, many teachers were thrust into teaching with partial degrees 

and provisionary certifica tes . Inservice programs of the early 1950's 

were once more designed to help teachers complete degree and c e rtific a ­

tion requirements quickly. In the late 1950's and early 1960's, teacher 

training programs shifted from preservice to inservice programs. They 

were designed to assist teachers in developing the sk ills  necessary 

for implementing team teaching, packaged programs in math, science, 

English, and social studies, and individualized programs such as IGE, 

(Individually Guided Education) (Harris, 1980).

In the late 1960*s and 1970's, attention turned to providing 

curriculum and instruction for categorical groups, i . e . ,  handicapped, 

gifted , and preschool. Content and pedagogy were combined to formu­

late a developmental approach to inservice training. Developmental 

inservice training was concerned with significant behavior changes. 

Behavior changes in teachers occurred when inservice training became 

goal-oriented and long-term as opposed to one-day sessions. Teachers' 

behaviors also changed when inservice training was coupled with 

incentives, appropriate follow-up, and readily available materials 

(Inservice Education, 1983).

Cruickshank, Lorish, and Thompson (1979) discussed four major 

trends of inservice education. The f ir s t  was a movement from a 

compensatory to a complementary view of inservice teacher education. 

Inservice education no longer needed to serve as a preservice program 

which helped teachers f i l l  gaps in college degree requirements.

Today's teachers have been better schooled when they enter the
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classroom. Also, there has been a progression from a discrete to a 

continuous view of inservice teacher education, and there is no longer 

a d istinct line between preservice and inservice education. Thirdly, 

there has been a trend away from a re la tive ly  simple to more complex 

inservice teacher education program. When compared with earlie r  

practices, today's teacher inservice programs address a wider range 

of topics and problems. The final trend has been from a narrow 

control of inservice education programs by school administrators, 

consultants, and/or university professors to collaborative planning, 

including teachers. Thus, inservice programs are becoming more 

school-based.

With the changes in inservice education progressing from more 

general to more specific, the emphasis seems to be on the needs of the 

teacher and the effects of his or her teaching. Cruickshank et a l. 

(1979) reviewed the research litera tu re  on inservice education for 

teachers and concluded that l i t t l e  s c ien tifica lly  acceptable research 

has been conducted on inservice training effects. They suggested 

that "A Model for Research on Teaching" by Dunkin and Biddle (1974) 

be applied to research on inservice training for teachers. The model, 

as the reviewers explained i t ,  is shown in Figure 1. The model is 

based on the premise that teachers are adults, professionally 

accredited and experienced, and inservice occurs in the sociopolitical 

context of a school system. The research model speaks to four 

classes of variables: presage, context, process, and product.

Presage variables include characteristics of the inservice trainer,
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PRESAGE VARIABLES 

Trainer characteristics

PROCESS VARIABLES
Training behaviors 
and ac tiv ities

PRODUCT VARIABLES
1. Teacher knowledge
2. Teacher behavior
3. Teacher attitudes

CONTEXT VARIABLES
1. Teacher characteristics
2. Instructional environment
3. Organizational environment

FIGURE 1

A Model for Research on Inservice Education

Source: Cruickshank, D. R., Lorish, C., & Thompson, L. (1979). What 
we think we know about inservice education. Journal of 
Teacher Education, 30(1), 27-31.

for example age, status, or training. Context variables are "those 

conditions to which program leaders and participating teachers must 

adjust" (Cruickshank et a l., 1979, p. 30). There are three types of 

context variables: (1) teacher participant characteristics (age,

experience, a ttitudes), (2) school or community setting (social and 

p o litica l climate, geographic location), and (3) instructional con­

text (socio-emotional climate of the group and type and a v a ila b ility  

of time and material resources). Process variables include the 

actual instructional ac tiv ities  in which the participants engage. 

Finally, product variables are the short- and long-term effects of the
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presage, context, and process variables on the knowledge, performance 

s k ills , and attitudes of the teacher participants. The model hypo­

thesizes that the presage and context variables d irectly  affect the 

process variables which, in turn, affect the product variables. 

Recently, with growing national concern over the effectiveness of 

basic s k ills  instruction at both the elementary and secondary school 

levels, the improvement of teaching s k ills  has been emphasized in 

many inservice programs. For this to occur, equal emphasis needs 

to be placed on a ll four variables of the research model. I f  the goal 

of inservice training is to improve student achievement, teachers 

need to acquire and implement e ffective techniques for doing so.

In another study, Collins (1979) indicated the following trends 

that were changing inservice education:

1. A s h ift to local responsibility. Schools had begun defining 

the ir own needs rather than leaving this task to the universities. 

Teachers were becoming more actively involved in planning and con­

ducting inservice programs.

2. More school-based s ta ff development. More inservice was 

going on while persons were performing th e ir usual jobs, in the ir 

usual places.

3. Definition of the school building as the "c ritic a l mass."

The school building had become the meaningful unit for effective  

and e ffic ie n t delivery of inservice education.

Thus, school-based inservice programs became widely supported. 

Donlan (1983) found that internal locus of control is most beneficial
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for change in the instructional behaviors of teachers to occur. 

Internal locus of control purports to be teacher-focused in the 

sense that teacher participants, not university instructors, are 

perceived as the principal resource. Teachers involved with in - 

service training at the building level appear to perceive the in - 

service training as more beneficial.

Liebes (1983) found that teachers experiencing teaching prob­

lems should receive immediate on-the-job support. Local administra­

tors and/or supervisors should offer several forms of assistance to 

teachers, including a school-based s ta ff development approach and 

a comprehensive district-w ide response to the problem. Liebes also 

supported the idea of involving teachers in the planning of the ir 

inservice experiences. The Rand Studies (Berman & McLaughlin, 1978) 

found that teacher age and experience were related negatively to 

change; teachers who had more years of experience tended to change 

less. Low teacher morale can be treated through the use of in trins ic  

and extrinsic reinforcement that results when a teacher, through 

planning training a c tiv it ie s , perceives the opportunity for continued 

personal and professional growth (Rubin, 1973).

Additional support for school-based inservice education was 

found in separate reviews of the lite ra tu re  on inservice education 

(Eubanks & Levine, 1983; Lawrence et a l . ,  1974). As a result of 

the ir reviews, the researchers concluded that the school seems to be 

a better place for inservice teacher education than the higher 

education institutions. For example, Lawrence et a l. (1974) noted
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that although both school-based and college-based programs affected 

teacher behavior, attitudes were influenced more by school-based 

programs. The researchers found that 23 of 27 school-based programs 

reported significant changes in attitudes. Eubanks and Levine (1983) 

concluded that while school-based programs are of extreme importance 

the program needs to be in conjunction with district-w ide planning.

For the optimum s ta ff development program to be effective, both local 

and d is tr ic t planning and implementation need to be included.

Wade (1984), in a recent meta-analysis of research on inservice 

education, reached conclusions that varied from earlie r reported 

trends. She contended that no "magic formula" for inservice programs 

exists and offered six suggestions for s ta ff developers who wish 

to plan programs for maximum effectiveness:

1. Plan programs in which elementary and secondary teachers 

can participate in training together whenever appropriate.

2. Encourage teachers to become involved in state, federal, or 

university-in itiated programs.

3. Offer incentives for participation, such as enhanced 

status or college cred it, whenever possible.

4. Encourage independent study and self-instruction as a l­

ternatives to the traditional workshop format.

5. Suggest that instructors set clear goals and take major 

responsibility for the design and teaching of the class rather than 

encouraging participants to assume these roles.

6. Use instructional techniques such as observation, micro­

teaching, video/audio feedback, and practice these techniques as
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alternatives to lecture, discussion, games/simulations, and guided 

f ie ld  trip s .

Some diversion from trends reported in ea rlie r reviews was also 

shown by Wade's (1984) findings. Her suggestions seemed to point 

toward district-w ide rather than school-based inservice, outside 

agency in itia tio n  rather than school-based responsibility, less par­

tic ipant involvement in planning, and more independent study and se lf-  

instruction rather than co lleg ia lity .

However, recent researchers seem to disagree with some of 

Wade's suggestions. In cautioning about discouraging teachers from 

becoming involved in school- or d is tr ic t- in it ia te d  programs, Sparks 

(1984-85) cited the success of effective schools and school improvement 

programs as examined by Eubanks and Levine (1983). Wood, McQuarrie, 

and Thompson (1982) suggested that not only is the school the most 

appropriate unit or target of change in education, but also that 

school d is tric ts  have the primary responsibility for providing the 

resources for inservice training. Lawrence et a l. (1974) noted that 

school-based programs conducted by local supervisors and administrators 

appeared more effective than those run by outside personnel. Sparks 

(1984-85) also cautioned against Wade's suggestion that leaders rather 

than the participants take on the role of designing and teaching the 

class. She hoped the recommendation would not be interpreted to mean 

"that teachers should never get together in small groups to perform 

highly structured tasks or that group discussions are never a good 

idea" (p. 58). Sparks agreed with the inservice strategies recommended 

by Wade (observation, micro-teaching, feedback, and practice).
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Sparks (1983a) provided the following recommendations for 

improving s ta ff development from her review of the research on s ta ff 

development for effective teaching:

1. Select content that has been verified  by research to 

improve student achievement.

2. Create a context of acceptance by involving teachers in 

decision making and providing both logistical and psychological ad­

ministrative support.

3. Conduct training sessions (more than one) two or three weeks

apart.

4. Include presentation, demonstration, practice, and feed­

back as workshop a c tiv itie s .

5. Provide opportunities for small group discussions of the 

application of new practices and sharing of ideas and concerns about 

effective instruction during training sessions.

6. Encourage teachers to v is it  each other's classrooms, 

preferably with a simple, objective, student-oriented observation 

instrument between workshops. Provide opportunities for discussions 

of the observations.

7. Develop in teachers a philosophical acceptance of the new 

practices by presenting research and a rationale for the effectiveness 

of the techniques.

Most researchers tended to agree with Sparks (1983a) that 

inservices should be conducted over a several-week period. For 

example, S tallings, Needels, and Stayrook (1978) recommended a series
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of four to six three-hour workshops spaced one or two weeks apart. 

Larence et a l. (1974) found that "single shot" inservices are 

largely ineffective. Most researchers also seemed to agree with the 

trend toward incorporating presentation, demonstration, practice, and 

feedback in inservice training programs (Bush, 1984; Joyce & Showers, 

1980, 1982; McCarthy, 1982; Mohlman, Kierstad, & Gundlach, 1982; 

Showers, 1985; Wood, McQuarrie, & Thompson, 1982).

However, the decision as to who should be the person(s) to 

conduct the educational inservice training programs lacks some c la r ity . 

Studies seem to support the idea that d is tr ic t and school-based pro­

grams conducted by local supervisors or administrators appeared to be 

more effective than those presented by outside personnel (Lawrence et 

a l . ,  1974; Liebes, 1983).

The role of the principal in inservice education is not as 

clear. Wood et a l. (1982) concluded that the principal is the key 

element for adoption and continued use of new inservice practices and 

programs in the school. Corbett (1982), in his examination of the 

role of the principal in maintaining classroom changes, found that 

innovations w ill not be maintained unless some sort of incentive is 

provided. He concluded that i t  is the job of the principal to offer 

these incentives. While the principal has an important role in 

maintaining change and improving instruction in his or her building, 

there is some question as to whether he or she can be held responsible 

for providing a ll the necessary facets for an effective building 

inservice program. Bush (1984) described the principal's roles to
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be those of manager, harmonizer, and motivator. The principal is 

responsible for operating the school according to the policies and 

procedures of the d is tr ic t , for making everyone happy about the opera­

tion of the school, and for providing s ta ff development leadership. 

Despite the ir many roles, many principals spend most of their time 

managing. The second largest amount of time is devoted to harmonizing, 

and the least amount of time is spent in the role of motivator.

Acting as a manager of a school has been the expected role of the 

principal for most of the history of education. I t  is the nature of 

the middle management task to perform the managerial things or the 

school does not keep running (Bush, 1984; Jensen, 1986).

Mazarella (1980) reported that principals should be a part of 

s ta ff development programs and show the ir knowledge and support of 

the programs; however, they should not have fu ll responsibility for 

planning programs. I f  the principal does not assume fu ll responsibility  

for building s ta ff development programs, and, as indicated in the 

lite ra tu re , outside personnel are not as effective , who then is held 

responsible for conducting inservice education programs and maintaining 

classroom change? Mazarella investigated the use of an in-house 

fa c ilita to r  or trainer to conduct inservice education programs and, 

jo in tly  with the principal, help maintain classroom change.

Another issue in teacher inservice education appears to be the 

use of coaching and/or peer coaching as a part of inservice educa­

tion. Since the concept of coaching and peer coaching is a focus of 

this study, i t  w ill be dealt with as a separate subsection of the
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section concerning inservice education in the review of lite ra tu re .

In summary, i t  appeared the strongest trend in teacher in - 

service education focused upon the implementation strategies involved. 

There was general agreement that the most effective inservice programs 

included: (1) presentation of theory, (2) demonstration, (3) practice,

and (4) feedback. Although there was not total agreement, contentions 

of many researchers also included the following:

1. Inservice programs should be based on research.

2. There should be local responsibility for inservice.

3. Inservice should be conducted over a period of time rather 

than in a single session.

4. Programs should be school-based.

5. Participants should be involved in planning services.

6. Principals play an important role in the success of 

teacher inservice training.

The primary issues in teacher inservice education appeared to 

be: (1) who should conduct the train ing, (2) what is the role of the

principal, (3) and what is the role of trainer coaching and peer 

coaching in teacher inservice education?

Coaching and Peer Coaching Inservice Programs

Joyce and Showers (1980) suggested that "coaching" increases, 

to a considerable degree, the potential of attempts to a lte r teacher 

behavior. They defined coaching as "hands-on, in-classroom assistance" 

(p. 380) with the transfer of sk ills  and strategies to the classroom. 

"Coaching for application involves helping teachers analyze the
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context to be taught and the approach to be taken, and making very 

specific plans to help the student adapt to the new teaching approach" 

(p. 384). According to Joyce and Showers, coaching can be provided by 

peers, supervisors, trainers, or anyone thoroughly fam iliar with the 

recommended teaching practices.

For the purposes of this study, coaching was defined as being 

either trainer coaching or peer coaching. Trainer coaching may be 

defined as classroom-based assistance in which an inservice tra in er, 

highly skilled in the instructional process, conducts inservice training  

and helps a teacher transfer the newly acquired s k ill into his or her 

active teaching repertoire by providing on-the-job assistance. Peer 

coaching may be defined as teachers teaching each other about success­

ful instructional practices learned at an inservice training session 

and helping each other transfer the newly acquired s k ills  into th e ir  

active teaching repertoire by observing each other teach.

The primary function of peer coaching and trainer coaching is to 

assist the implementation of new elements into the curriculum. The 

process of coaching involves five  major functions (Joyce & Showers, 

1983):

1. Provision of companionship. The f i r s t  function of coaching 

is to provide interchange with another human being over a d if f ic u lt  

process. Teaching is a lonely enterprise and teachers have sorely 

lacked the companionship coaching could provide (Joyce & Showers,

1982; L it t le ,  1982). The process includes two people working to­

gether, observing each other, and communicating about th e ir  success or
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frustrations. Companionship provides reassurance that problems are 

normal. New teaching techniques develop over much time and practice, 

as expressed by Joyce and Showers (1983) who stated i t  takes 15 to 

20 tr ia ls  for teachers to feel comfortable with a new approach.

2. Giving technical feedback. Feedback is a c r itic a l step in 

coaching. Technical feedback should not be confused with general 

evaluation. Feedback implies no judgment about the overall quality  

of teaching but is confined to information about the execution of 

relevant sk ills  or strategies. Feedback should follow any observation 

or demonstration and should be provided on the day of the observation. 

Bird and L it t le  (1983) added that the teacher who was observed should 

start the discussion of the lesson. "This leaves the observer some­

thing else to ta lk  about" (p. 161). The researchers also advised the 

coach to pick at least one thing to reinforce, one discrete part of 

the lesson which might be improved, and to give feedback only on the 

topic previously agreed upon for the coaching observation.

3. Analysis of application. Deciding when to apply the model 

or strategy of learning and what to expect as outcomes can be assisted 

by the coaching process. When something is new, i t  is helpful to 

share the anxiety with another qualified person.

4. Adaptation to the students. Successful teaching requires 

successful student response. As new teaching models are incorporated 

into the classroom, the students may resist or have problems in 

accepting them. One of the major functions of the coach is to help 

teachers read the responses of the students to make decisions about 

sk ills  training and how to adopt the model.
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5. Personal fa c ilita t io n . The successful use of a new teach­

ing method requires practice. Early tr ia ls  w ill not be close to the 

normal standard of adequacy. Therefore, a major job of the coaching 

team is to help its  members feel good about themselves during the early 

t r ia ls .  Coaching reduces teacher isolation and increases support.

A certain atmosphere must exist i f  coaching is going to be 

successful. Hutchins (1984-85) explained three essential conditions 

that must be met for coaching to be successful. In i t ia l ly ,  there must

be a general perception on the part of the people involved that they

are good but can always get better; they can continually improve what 

they are doing. Secondly, the teachers, trainers, and principals 

involved must develop a reasonable level of trust with the teachers. 

Teachers must feel confident that no one is going to distort the 

situation into a punishing one. Bird and L it t le  (1983) stated:

There is a way of talking and acting which separates 
the question of practice and its  consequences from the
question of people and their competence, and which
separates habits from self-esteem. Then, the practices 
and habits can be put on the table and dissected while 
the person who uses them remains in tact, (p. 15)

The last condition is the need for an interpersonal climate in the

building that conveys the sense people care about each other and are

w illing  to help each other. I f  these three preconditions do not

ex is t, they must be the in it ia l focus of an improvement e ffo rt.

Coaching can be used to build such conditions i f  i t  is approached

slowly, voluntarily, and in a non-threatening manner.

Showers (1983a, 1983b, 1985) reported that coaching effects

fa ll  into two broad categories: fa c ilita tio n  of transfer of training
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and development of norms of co lleg ia lity  and experimentation. Coaching 

contributes to transfer of training in five ways. Coached teachers:

1. generally practice new strategies more frequently and 

develop greater s k ill in implementing a new teaching strategy than do 

uncoached teachers who have experienced the same inservice training.

2. use the new strategies more appropriately in terms of the ir  

own instructional objectives and the theories of specific models of 

teaching.

3. exhibit greater long-term retention of knowledge about and 

sk ills  with strategies in which they have been coached.

4. are much more like ly  than uncoached teachers to teach the 

new strategies to the ir students, ensuring that the students under­

stand the purpose of the strategy and the behavior expected of them 

when using the strategy.

5. exhibit a clearer understanding with regard to the purposes 

and uses of the new strategies, as revealed through interviews, 

lesson plans, and classroom performance than do uncoached teachers.

Peer coaching. Showers (1985) identified the following 

purposes of peer coaching: (1) to build communities of teachers who

continuously engage in the study of the ir c ra ft; (2) to develop the 

shared language and set of common understandings necessary for the 

collegial study of new knowledge and s k ills ; and (3) to provide a 

structure for the follow-up training that is essential for acquiring 

new teaching s k ills  and strategies.

In a study by Showers (1983b), the effects of peer coaching
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on teachers' a b ility  to transfer new models of teaching into the ir  

instructional repertoires were investigated. Specifically, the re­

searcher sought to discover i f  peer coaches could be trained to provide 

consistent coaching to a new group of trainees and to determine 

the degree of teacher co lleg ia lity  developed by a peer-coaching 

approach to training. Showers found the mean transfer scores of the 

peer-coached teachers to be higher than those of the uncoached 

teachers. Furthermore, coached teachers reported unanimously that 

the peer coaching had been a positive experience both professionally 

and personally.

L it t le  (1982) concluded from her study of six urban, desegre­

gated schools that teachers valued and participated in norms of 

co lle g ia lity  and continuous improvement (experimentation) more in 

successful schools than in unsuccessful ones. Teachers pursued a 

greater range of professional interactions with peers, including 

ta lk  about instruction and structured observation, and shared planning 

or preparation. Teachers served as change agents in th e ir schools. 

Yarger and Broadbent (1982) found that teachers were capable predictors 

of change and that th e ir enthusiasm, a v a ila b ility , materials, ideas, 

and students' success supported the idea of peer coaching.

Showers (1983a) concluded that the implementation of a peer- 

coaching program in a school has effects much more far-reaching than 

the mastery and integration of new knowledge and s k ills  for individual 

teachers. The development of school norms which support the contin­

uous study and improvement of teaching builds capabilities for any 

kind of change, whether i t  be adoption of a new curriculum, school-wide
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discipline policies, or the building of teaching repertoires. By 

building permanent structures for collegial relationships, schools 

can organize themselves for improvement in whatever area they choose.

Despite the potential for increasing effectiveness of inservice 

tra in ing , few programs incorporate coaching as a component of tra in ­

ing. Servatius and Young (1985) suggested typical training programs 

neglect to provide coaching possibly because i t  is perceived to be 

lo g is tica lly  impractical, expensive, or threatening to the participant. 

Peer coaching may be problematic i f  (1) the peer is not an expert in 

the use and training of the new techniques, (2) the peer is not 

respected as an expert, being just "the teacher down the h a ll,"  or 

(3) the peer does not possess the interpersonal sk ills  necessary for 

supportive, growth-producing coaching (Sparks, 1983b). These problems 

may also apply to coaching by a supervisor. A principal, especially, 

may not have the time or inclination to become an expert in the teach­

ing methods and the necessary consulting s k ills . The problem of 

evaluation tends to create feelings of resistance on the part of the 

teachers when a supervisor or principal participates in the coaching 

process.

Trainer coaching. A promising, but expensive, solution is to 

have the person providing the training be the coach. This person 

is lik e ly  to be a highly respected expert. Berman and McLaughlin 

(1978) noted the importance of in-class assistance as one of the 

ac tiv itie s  frequently occurring in effective change programs.

Stallings and Mohlman (1982) provided coaching for those teachers who
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requested extra help in a recent study of teacher change and school 

policies. They reported the technique helped some of the teachers 

make significant changes in th e ir teaching style.

Showers (1983b) designed a study to examine the relationships 

among training components, treatment conditions (coaching and no 

coaching), teacher transfer of train ing , and student outcomes.

Showers selected and trained 25 volunteer seventh- and eighth-grade 

language arts and social studies teachers from two Oregon d istric ts  

to use three new teaching models. A fter seven weekly, three-hour 

training sessions in the new models, Showers randomly selected and 

coached nine of the teachers five times. Data were collected on the 

transfer of training of the new teaching strategies and on student 

outcomes. Showers concluded that teachers who participated in an 

inservice which used theory, demonstrations, practice and feedback, 

and coaching transferred newly learned teaching strategies to classroom 

use. "Trainer coaching strongly influenced teacher transfer of tra in ­

ing but transfer of training did not affect student outcomes in the 

ways predicted" (Showers, 1983b, p. 27).

Servatius and Young (1985), in th e ir report about the outcome 

of the EDC Teacher Advisor Program (an advisor coaching inservice 

program u tiliz in g  teachers trained in two new teaching strategies), 

stated the most productive outcome had been that teachers who received 

both training and coaching implemented the trained sk ills  correctly 

and consistently. The researchers f e l t  several factors interacted 

to produce successful implementation through coaching: (1) classroom

visitations promoted accountability; (2) support and companionship
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developed between advisor and advisee; and (3) teachers were provided 

with specific feedback, so they tru ly  learned whether or not they 

were implementing the s k ill correctly. In addition, teachers who 

participated in the EDC Teacher Advisor Program reported overwhelming 

positive feelings about the experience, especially about receiving 

positive feedback from advisors who were trained in the new teaching 

strategies.

Recently, Sparks (1983b) examined the effects of three combin­

ations of training ac tiv ities  on classroom teaching behavior. Three 

groups of six junior high school teachers participated in five  

Effective-Use-of-Time workshops. Teachers in one group conducted two 

peer observations between workshops; teachers in the second group 

were coached individually by the tra iner; and teachers in the third  

group received only the workshops with no extra feedback or coaching. 

The teachers in the workshops plus peer observations group and tra iner- 

coaching group improved more than did the teachers in the workshops- 

only group. I t  appeared that peer observation may have been more 

powerful than coaching in producing improvements in teaching behavior. 

One reason cited for the effectiveness of the peer observation was 

that the peer observers were involved in the analysis and coding of 

teacher and student behavior. This experience may have made them more 

aware of the ir own behavior and thus more able to analyze and make 

changes in the ir own teaching. Thus, the purpose of the coaching was 

more for "fine-tuning" of sk ills  rather than incorporating a com­

pletely new teaching strategy.
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Few studies have been conducted on the effectiveness of trainer 

coaching in improving the transfer of teaching s k ills . Showers' and 

Stallings' studies demonstrate that outside consultants can coach 

successfully. " I t  is unrealistic , however, to view the services of 

consultants as a substitute for on-going collegial coaching" (Showers, 

1983a, p. 27). Berman and McLaughlin (1978) concurred when they recom 

mended concrete on-going training by local people i f  school d is tric ts  

expected changes from innovative projects. Joyce and Showers (1981) 

described teaching as "the second most private social a c tiv ity ."  

Coaching offers an alternative i f  the isolation of the classroom is to 

be broken, teachers are given a chance to observe others so they can 

compare the ir own s k ills , and a sharing of ideas across classrooms is 

fostered. Coaching is perhaps the best strategy currently available 

for improving instructional s k ills . Evidence is accumulating that 

local people can serve as effective coaches.

Clearly, the concept of coaching, peer and tra in er, continues 

to be an educational issue. Results of research are certainly not 

conclusive, either in proving the effectiveness or ineffectiveness 

of this concept. Although coaching is labor-intensive, expensive, and 

time-consuming, further research is necessary. The concept continues 

to be a potentially effective training device, especially i f  the 

inherent problems can be identified and addressed. Additional re­

search may help to further define the potential of coaching.

In summary, this section of the lite ra tu re  review focused on 

inservice education for teachers as structured learning ac tiv ities
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designed to assist teachers to develop and u t il iz e  sk ills  that w ill 

make them more e ffective . Researchers tended to agree that the most 

effective inservice programs evidenced presentation of theory, demon­

stration, practice, and feedback. Most, although not a l l ,  researchers 

also contended there were trends toward local responsibility for and 

school-based delivery of inservice education. The most effective  

inservice tended to be carried out over a period of time with p a rti­

cipants involved in the planning of content and delivery. Principals 

played an important role in the success of inservice programs, a l­

though whether principal delivery of the workshop was part of that 

role was at issue. The effectiveness of coaching, peer and tra in er, 

as part of inservice training appears to be an issue that is in need 

of more study.

Active Participation

Active participation, the teaching behavior which served as the 

subject of examination in the study, is focused upon in this section 

of the review of lite ra tu re . This review includes: (1) overview of

active participation, (2) components of active participation, and 

(3) applications of research findings.

Overview of Active Participation

In recent years, public confidence has been shaken by the 

realization that the academic performance of students (as measured 

by standardized tests) has been declining. In th e ir reviews of 

research on teacher behavior, Rosenshine and Furst (1971) and
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Rosenshine (1976) asserted that the instructional behavior manifested 

by a teacher in the classroom influences student growth. P artia lly  

in response to this situation, administrators and teachers have given 

more attention to the need to maximize student learning. Much attention  

has been given to the specific behaviors of teachers and students, 

teacher-student interactions as related to student learning, and 

teaching as viewed in the natural setting (Pratton & Hales, 1986).

As an aid in identifying effective strategies of instruction, the 

lite ra tu re  on how people learn was thoroughly investigated.

Although studies on teacher behaviors and teacher effects have 

been reported since 1940, the modern era of this research began in 

the 1960's with the work of investigators such as Flanders, Medley, and 

M itze l. These researchers attempted to identify what type of teaching 

created effective learning. To acquire accurate research on teacher 

behaviors, they used the teacher rather than the student as the unit 

of analysis according to Medley (1979). To synthesize these early 

studies, generally four types of teaching models were identified:

(1) social interaction, (2) information processing, (3) personal source, 

and (4) behavior modification (Rosenshine, 1976; S ilverna il, 1979).

Two general modes of teaching were id en tified , and they were described 

as "direct" and "indirect" teaching. The "direct" mode employed methods 

of lecture and information processing, whereas the "indirect" mode 

dealt with discussion and discovery methods. These methods, coupled 

with findings from his interaction analysis, caused Flanders to 

postulate "that pupils1 learning is affected by teacher influence in
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the classroom and this influence is established through verbal be­

havior" (S ilverna il, 1979, p. 14).

During the period of time Flanders was investigating teacher 

characteristics, there was a sh ift in several areas of research in ­

terest. Educational theorists and researchers began to abandon a l l -  

encompassing theories and models which fa iled  to explain teaching- 

learning in the past and began to concentrate on more specific behaviors 

of both teachers and students. Theorists began to correlate teacher 

and student interaction in terms of learning and achievement. Cole­

man, in his 1966 study of equality of educational opportunity, main­

tained that "the quality of teachers shows a stronger relationship 

to pupil achievement than fa c ilit ie s  and materials." He went on to 

state that the variation in school averages of teachers' characteristics 

accounted for a higher proportion of variation in student achievement 

than did a ll other aspects of the school combined excluding student 

body characteristics.

Brophy's (1979b) and Medley's (1979) reviews of the research 

found that in effective teaching (where pupils achieve): (1) more

time is spent on and allocated for teaching, and there is greater 

pupil encouragement in lesson-related ac tiv ity ; (2) classroom manage­

ment results in more productive time and less distraction from learn­

ing; and (3) the method of instruction could be characterized as 

direct instruction where there is more structured, teacher-directed, 

whole class interaction and more active supervision of work. Both 

Brophy and Medley found that effective behaviors vary according to the
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learning context and that few specific behaviors are appropriate for 

a ll situations.

Silvernail (1979) summarized several research studies and 

found there were several factors involved with the teaching-learning 

act that had a d irect effect on student achievement as a result of 

specific teacher behavior. They were: (1) f le x ib i l i ty  in teaching

sty le , (2) feedback, (3) questioning strategies, (4) structuring 

ac tiv ities  (planning and active partic ipation), (5) c la r ity  (lesson 

organization), (6) task-oriented teaching, (7) enthusiasm, (8) rewards 

(ind iv idual), and (9) class climate (allowing for involvement, 

a ff i l ia t io n , and cohesiveness).

Good and Brophy (1984) found that opportunities for students 

to immediately practice newly learned s k ills , together with the 

opportunity for immediate corrective feedback, were very important 

for student achievement. Thus, the most successful teachers, in terms 

of pupil gain, conducted group lessons by giving in it ia l demonstra­

tions and then quickly moved around having each student try  out what 

had been demonstrated and provided feedback on an individual basis.

Teacher effectiveness may be defined as the contribution of 

the teacher behavior to pupil achievement. While many variables 

affect pupil achievement, the best effectiveness research has focused 

on what Bloom (1976, 1984) called alterable variables, that is , those 

teacher behaviors, strategies, or ac tiv ities  which can be adjusted to 

increase probabilities that learning w ill take place. Bloom (1976) 

focused on four major instructional strategies which affect student
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learning: teacher cues, student participation, reinforcement, and 

feedback/correctives. Student participation is the one of major 

interest in this study. Bloom discussed twenty studies of classroom 

situations that have included measures of participation. These studies 

were done at a ll levels and included precise accounts of the amount of 

student participation and practice in groups of students. In general, 

about 20 percent of the variation of achievement of individuals could 

be accounted for by th e ir participation in the classroom learning 

process. Bloom concluded that the amount of active participation in 

the learning (overt and covert) is an excellent index of the quality of 

instruction for the purpose of predicting or accounting for individual 

student learning.

Bloom (1984), in la te r research on active participation, com­

pared student learning under conventional instruction with tutoring.

He concluded that approximately 20 percent of the students probably 

would not do any better under a tutoring situation than they already 

did under conventional instruction. In contrast, about 80 percent 

of the students did poorly under conventional instruction as compared 

with what they might have done under tutoring. He concluded that 

th is , in part, results from the unequal treatment of students within 

most classrooms. Observations of teacher interaction with students in 

the classroom have revealed that teachers frequently direct th e ir  

teaching and explanations to some students and ignore others. They 

encourage active participation in the classroom from some students 

and discourage i t  from others. According to several studies,
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teachers typ ica lly  give students in the top th ird of the class the 

greatest attention and students in the bottom th ird  of the class receive 

the least attention and support. Teachers are frequently unaware of 

the fact they are providing more favorable conditions of learning for 

some students than for other students. Generally, the teachers are 

under the impression that a ll students in th e ir  classes are given 

equality of opportunity for learning.

Nordin (1980) completed a study on improving instruction by 

finding ways of improving teacher cues and explanations for students 

as well as increasing the active participation of students. He con­

cluded that teachers could be taught ways to be more responsive to 

most of the students in the class, secure increased participation  

of the students, and insure that most of the students understood the 

explanations the teacher provided. The observers noted the students 

in the enhanced participation and cue classes were actively engaged 

in learning about 75 percent of the classroom time, whereas the control 

students were actively learning only about 57 percent of the time.

Hunter (1976) stated that teachers are central to effective  

learning:

Of the many factors c r itic a l to students' successful 
achievement in school, one of the most important is the 
professional competence of teachers. This competence 
is based on what a teacher does, not on what a teacher 
is . When teachers' plans are based on sound theory, 
then implemented with an a rtis try  that incorporates 
fundamental principles of human learning, students w ill 
learn. I f  these principles of human learning are 
violated or neglected, learning w ill be impeded, (p. 1)

Hunter (1976) attempted to merge various concepts from learning

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



50

theory with concepts derived from studies on effective teaching to 

form a theoretical framework of instruction that can be applied in 

school settings by classroom teachers. Her basic tenet was that 

learning is enhanced by e ffic ien t and effective teaching. Hunter 

believed that teacher behavior has defin ite effects , either positive or 

negative, on student learning and, furthermore, that the teacher ought 

to be both skilled and knowledgeable enough to consciously use those 

behaviors relative to the learning at hand.

In her theoretical framework, Hunter (1976) identified four 

major components that enhance the students' learning: (1) teaching to

an objective, (2) selecting objectives at the correct level of d i f f i ­

culty, (3) monitoring and adjusting student progress toward objectives, 

and (4) applying principles of learning. She stated some principles 

of learning which, when applied, she believed w ill increase the 

probability and efficiency of student learning. Some of Hunter's 

principles of learning are motivation, transfer, retention, and re­

inforcement theory. Within the principles of learning is a component 

called "active participation."

Recent developments in educational research have demonstrated 

conclusive empirical evidence relating specific behaviors to 

student learning (Brophy, 1979b). Research indicates that getting 

a ll students actively involved in the learning w ill increase student 

achievement. The contemporary educator, Goodlad (1983), stated:

Being a spectator not only deprives one of participation, 
but also leaves one's mind free for unrelated ac tiv ity .
I f  academic learning does not engage students, something 
else w ill .  (p. 4)
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Elaboration and discussion of active participation, one strategy for 

effective teaching, is provided in the next subsection of the review 

of lite ra tu re .

Components of Active Participation

I f  students are to learn by doing, there is a need to get a ll 

students to do so. This is called active participation. The 

defin ition of active participation, types of active participation  

(covert and overt), wait-time, and techniques which create equal 

participation are discussed in this subsection.

Active participation is defined as the deliberate and conscious 

attempt on the part of the teacher to cause a ll students to participate  

in ac tiv ities  congruent with the learning throughout the lesson 

(Bloom, 1976, 1984; Cummings, 1985; Hunter, 1976). One of the h a ll­

marks of successful teaching would appear to be keeping pupils actively  

engaged in productive ac tiv ities  rather than waiting for something 

to happen. Effective teachers keep a ll students actively engaged 

because they have high expectations for a ll students. They do not 

"write kids off" because of the student's background or attitude.

They assume responsibility for teaching a ll students, not just those 

who want to learn. They are always looking for new ideas when old 

strategies no longer work. These expectations and attitudes create a 

" s e lf - fu lf il l in g  prophecy" (Brophy & Evertson, 1981). I f  one believes 

a student can learn, one persists in teaching that student until the 

learning occurs.

The teacher's expectations may determine who is actively
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participating in the classroom. Active participation in classroom 

activ ity  is not fa ir ly  distributed. Low achievers who probably need 

i t  the most experience i t  the least. In many cases, i t  is the 

teacher's expectations that these students are low achievers which 

determines th e ir lack of opportunity to respond in the classroom 

(Cooper, 1979).

Teachers smile more often and nod the ir heads more i f  they 

perceive a student as bright. These same students are given more 

opportunity to respond in class and are given more positive and 

encouraging feedback than low achievers. Students for whom a teacher 

has low expectations: (1) are given less time to answer a question;

(2) experience more call-outs by other students i f  they should as much 

as pause in answering a question; (3) are less lik e ly  to have the 

teacher elaborate on th e ir answers; and (4) receive astonished looks 

from the teacher when the answer is correct, which communicates low 

expectations (Cornbleth, Davis, & Button, 1974).

I t  is easy to see how this s e lf - fu lf i l l in g  prophecy continues 

to be reinforced. The teacher asks a question and a few hands go up, 

and the teacher calls on someone. That someone is generally a bright 

student who knew the answer immediately. Or the teacher may use a 

student's name at the beginning of the question which allows the re­

mainder of the students to not lis ten . Unconsciously, teachers want 

students to have correct answers. I t  is easier to call on someone 

who has the right answer. This provides the teacher with positive 

reinforcement about his or her teaching, which makes the teacher 

feel better.
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I f  a low achiever is called upon and gives an incorrect answer,

i t  is a poor model for others to hear. The teacher must then take time

to respond to the incorrect response. The momentum of the class may be 

slowed down i f  reteaching of the same material must occur, and this 

reteaching w ill take time, something a teacher does not feel she or he has 

because of the need to cover the material (Good & Brophy, 1984).

One questioning strategy heard consistently at a ll grade levels 

begins with: “Who can te l l  me . . ." This "who can te l l  me" preface 

to a teacher's question subtly reveals expectations; some students 

w ill have the answers, some w ill not. Research indicated that those 

students with low academic self-concept tune out the questions entire ly  

as soon as the cut "who can te ll  me" is given (Cummings, 1985).

Cooper (1979) developed a model to describe the effects of

teacher expectations on student performance:

1. Teachers have d ifferent expectations for student per­

formance depending upon a b ility  and background.

2. Teachers find that when low expectation students respond 

they have less control over student responses, and the interaction  

is less lik e ly  to end successfully.

3. Low expectation students are less lik e ly  to respond. They 

develop the be lie f the teacher, not student e ffo rt , determines success.

5. A s e lf - fu lf i l l in g  prophecy has begun.

To ensure that expectations are not influencing who is called 

upon, consistent involvement of a ll learners is imperative. Anderson 

and Faust (1973) suggested that three levels of active response may
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be distinguished. At the f i r s t  leve l, the student is required to read, 

lis ten , or watch. At the second level, he or she is required to make a 

particular covert response. And, f in a lly , at the third leve l, the 

student is required to make a particular overt response.

When students read s ile n tly , they are making active responses.

To be sure, unless they move their lip s , no one else can see these 

responses. Nonetheless, s ilen t reading does entail active responding. 

When active responding stops, for any practical purpose, reading ceases. 

Most people have had the experience of beginning to read a book and 

finding they have turned several pages without the slightest idea of 

what has passed before the ir eyes. This phenomenon occurs when active 

engagement with the text stops. S im ilarly, listening and watching entail 

active responding. I f  students are not actively engaged with what a 

speaker is saying, they are not really  listening.

At the next level, students are requested to make particular 

covert responses. Of course, the responses involved in reading, 

watching, and listening are also largely covert. But, unlike reading 

or listening, the response requirement at this level is quite definite  

and structured. Covert behavior is behavior that cannot be seen; i t  

is the thinking behavior that has to come f ir s t .  For instance, 

students may be asked to answer a question or solve a problem. The 

covert response is not publicly observable. Hence, students are 

directed to "think" the answer rather than to write i t  or to check an 

alternative. Or they are asked to work a problem in the ir head without 

writing down the result of any of the intermediate steps. There is
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considerable evidence that requiring particular covert responses 

within a lesson increases learning (Anderson & Faust, 1973; Bloom, 

1976).

I f  teachers wish to validate that learning has taken place, 

they need to have the learner engage in some ac tiv ity  that can be seen. 

Teachers are e lic itin g  overt behavior on the part of the learner.

This behavior allows teachers to determine the degree to which they are 

moving toward the achievement of the objective.

When the response is publicly observable or leaves a publicly- 

observable record, i t  is said to be an overt response. Just as there 

is evidence to suggest active recitation , as compared to reading, 

increases reca ll, there is evidence the requirement to make overt 

responses increases learning to a somewhat greater extent than the 

requirement to make covert responses. Anderson and Faust (1973) dis­

cussed a study in which high school juniors and seniors were divided 

into three groups and shown a film . One group only saw the film ; 

the second group not only saw the film  but was involved in four covert 

participation sessions throughout the film . During participation  

sessions, the teacher read questions covering some of the points 

presented in the preceding section of the film . For the third group, 

overt participation was expected by asking the students also write 

the answers to the questions asked throughout the film . After the 

film , a ll students were given a posttest which resulted in the follow­

ing: Students who only saw the film  got 52.5 percent of the answers 

correct; those who made covert responses during the participation
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sessions answered 66.1 percent of the questions correctly; and those 

students who made overt, written responses got 70.4 percent of the 

answers correct. This fact indicates that, in this case at least, 

covert followed by overt participation increases student learning.

Cummings (1985) stressed that relevant overt responses must 

occur for the right reasons for learning to increase. Research 

demonstrates that in order for overt responses to fa c ilita te  learning, 

the responses must be congruent with the c r it ic a l content of the lesson. 

Bloom (1976) suggested that not a ll participation must be overt and 

observable. I f  the students are actively participating in a covert way, 

that may be as effective under some conditions as overt participation.

I t  is like ly  that overt participation may be especially needed for 

young children to learn, while covert participation, i f  i t  can be 

ensured, is highly effective for older learners.

The fact that covert responses improve upon simple reading, 

watching, or listening indicates the need for covert responding to 

precede overt responding. However, overt responses are superior to 

covert responses. Anderson and Faust (1973) suggested that the 

causative factor of "degree of activ ity" is the main reason why overt 

responding increases learning. The more active the response that 

students make, the more they apparently learn. One can urge students 

to make a covert response, but one cannot effective ly  require them to 

because there is no way to monitor covert responses short of requiring 

overt ones. Covert responses, then, are fine as long as students 

make them. The problem is that students, particularly less conscientious
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ones or those perceived as low achievers, often stop making covert 

responses when they get bored or tired , or the material becomes 

d if f ic u lt .

I t  must be emphasized that asking a question every now and then 

is not enough to satisfy the principle of active participation. I f  one 

takes seriously the principle that students learn what they do, then 

an active response w ill be required for each significant aspect of the 

subject matter from each learner. Not just any response w ill do. The 

student must be led to make each of the responses designated in the 

behavioral objectives for a lesson. Thus, requiring active involvement 

of a ll learners conveys the message that a ll students are held account­

able for learning the subject matter, and i t  offers a perfect oppor­

tunity for teachers to monitor their instruction while teaching 

(Anderson & Faust, 1973; Bloom, 1976, 1984; Cummings, 1980, 1983).

Rowe (1976, 1978) found that for covert participation to be 

effective wait-time must be provided once the teacher e lic its  the 

question or a c tiv ity . She also found that calling on students per­

ceived as low achievers more often is not enough. The "I don't know" 

or "no" responses were often as high as 30 percent in normal classrooms. 

She found teachers could change this lack of a response pattern of 

low achievers by adding "wait-time" a fter asking a question and waiting 

afte r a student response. The typical rate of exchange between 

instructors and students is fa r too rapid, according to wait-time 

research conducted by Rowe (1978). She found that teachers typically  

wait one second a fter they ask a question for students to begin an
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answer. I f  they do not start to reply in that period the teacher 

either repeats the question or calls on another student. After the 

student responds, the teacher usually reacts within a second. There 

rarely is time for students to have second thoughts, to try  alternate 

explanations, or to otherwise speculate about possib ilities .

Rowe (1976) studied the impact of changing average wait-times

(both categories of pauses) to three seconds or longer for elementary

and secondary age students. The quality of expressed thought changed 

markedly. For example, students gave fu lle r  explanations. They made 

better connections between evidence and inference. Rowe found the 

second pause, the one a fter a student makes an in it ia l response, 

accounted for more of the variance in the verbal behavior of students 

than did the f ir s t  category of pause.

Brophy (1979a) concurred with Rowe's findings. He suggested 

that a fte r teachers ask a question they should wait for the student 

to respond and also see that other students wait and do not call out 

answers. I f  the student does not respond within a reasonable time, 

the teacher should indicate that some response is expected by probing.

Tobin (1987) found that in natural settings, most teachers

maintain an average wait-time of between 0.2 and 0.9 seconds. Teachers 

are prepared to wait for the more able students, as they have an ex­

pectation they can produce a worthwhile answer i f  they are given the 

time to formulate a response. S im ilarly, they are also prepared to 

wait for lower a b ility  students, based on an expectation that such 

students need more time to think. Allowing a ll students between 3 and
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5 seconds wait-time was associated with higher student achievement and 

retention. Tobin's research indicated that the number of teacher 

questions decreased in extended wait-time classes. The classes became 

more conversational and encouraged students to think at a higher level. 

Students were asked to understand the meaning of words and concepts 

as opposed to recalling the meanings. The additional time provided in 

long wait-time classes made the lessons more understandable for students. 

Less student confusion and more confidence was reported in extended 

wait-time classes. Tobin concluded that a ll questions do not require 

a wait-time of 3 to 5 seconds. There are many classroom contexts in 

which shorter pauses between speakers can be ju s tifie d . For example, 

when rote memorization or recall of facts is required, d r il l  and 

practice ac tiv ities  might be conducted at a brisk pace using a short 

wait-time.

In addition to wait-time, Cummings (1983) recommended subtle 

changes in how the teacher phrases questions helps increase active 

participation. Such an example would be: (1) "What is the difference

between a noun and a pronoun?" or (2) "Think about the difference 

between a noun and a pronoun." "Raise your hand when you are ready 

with your answer."

In the f ir s t  example, the teacher is lik e ly  to get a "blurter- 

outer"—an eager responder who deprives the rest of the class of the 

chance to think of the answer. The lower the level of the question, 

the more lik e ly  someone is to b lurt out unless the question is phrased 

to encourage thinking, and students are told what signal to use to cue
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the teacher they are ready with an answer.

Once the students have formulated the answer, the teacher has 

to decide the overt technique to use to ensure student involvement in 

sharing the answer. Techniques to create equal participation are 

numerous. The techniques shared in the remainder of this subsection 

have been taken from the research of Anderson and Faust (1973),

Cummings (1980, 1983), Doyle (1979), and Hunter (1976, 1982). I f  the 

decision is to use a single student response to ensure that expecta­

tions are not influencing who is called upon in the class, the 

teacher needs a technique to guarantee randomness. Examples might 

include:

1. Have a deck of 3 x 5 cards with a student name on each card. 

Shuffle the deck at the beginning of each period. Some secondary 

teachers record on the card whether the student attempts to answer

the question. They then have a fa ir ly  accurate record of class par­

tic ipation.

2. When several students are needed for board work, use the 

"army style selection" process. Select (or have students select) a 

random number from 1 to 10. I f  the number is three, point randomly 

to the class l is t  and call out every th ird  name.

The random selection technique has a double edge to i t .  Stu­

dents know in advance they are lik e ly  to be called upon, and they are 

more like ly  to be listening. Teachers, knowing they have an equal 

chance of calling on a low achiever, may provide better instruction 

before asking the question to avoid having to handle an incorrect 

response (Cummings, 1983).
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Group responding is another technique to consider in main­

taining momentum and accountability. While the research is limited 

and mixed on the benefits of group responses over individual responses, 

i t  would seem logical to try  any technique to get low achievers 

involved in the lesson. Group response is a way to hold everyone 

accountable for being on task and gives the teacher opportunity to 

monitor the understanding of the whole class, not just a selected few. 

I t  should also encourage more learning i f  a ll students have to mentally 

process information. This recitation gives students practice in re­

trieving information necessary for effective learning (Higbee, 1977).

Choral responding is fa s t, e ff ic ie n t, and requires no extra 

materials. Students are allowed to respond anonymously. Choral 

responding can keep students attentive without interrupting the 

momentum and pacing of the instruction. Such responding sometimes 

sounds like  a " f i l l  in the blanks lecture."

Signals are sim ilar to choral responding in that they are 

e ffic ie n t and require no extra materials. Signals include the use of 

thumbs, fingers, pointing, and gesturing to indicate an answer. Recent 

researchers have suggested that the use of imaging when signaling 

increases student learning. An example would be having the students 

signal the correct sign with th e ir fingers i f  the problem is addition 

or subtraction as opposed to thumbs up for addition and thumbs down 

for subtraction (Hunter, 1982).

Another approach with signaling is a fte r selecting one student 

to respond, the rest of the class might be asked i f  they agree (thumbs 

up), disagree (thumbs down), or not sure (thumbs sideways). Used
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occasionally, this technique works. However, when overused the 

results are not successful.

Individual chalkboards for the younger students and think pads 

for the older students have been proven to be successful. For example, 

a ll students are asked to write the answer to the math problem or the 

defin ition of a new vocabulary word in the ir own words or to write  

the ir own sentence showing possession.

Sharing answers with a neighbor gives everyone a chance to 

verbalize a more complex answer. Oftentimes, verbalization of the 

process for completing the math formula assists in new learning.

As students are explaining to a peer, the teacher is walking around 

and monitoring particular students.

Cooperative grouping is a way of organizing the classroom for 

learning and getting a ll students actively involved. Students work 

together in small groups to complete worksheets, study for tests, 

and solve problems. The benefits of this structure accrue in the 

areas of cognitive and affective growth for the student. Cooperative 

grouping fosters academic achievement. The means by which students 

can have the ir questions answered immediately by their peers, more 

time to learn and practice, and less time waiting for the teacher 

to come and help them are provided (Slavin, 1980). Students need 

opportunities to practice new m aterial, but i t  is generally accomplished 

alone. Yet, research supports group instruction~not to ta lly  inde­

pendent—as most effective for learning. Students are more engaged 

during group work (Rosenshine, 1976).
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Given the choice, many students would choose to follow the 

law of least e ffo rt. That is , they w ill put no more e ffo rt into the 

lesson than is required of them. When teachers offer this opportunity 

to tune out a lesson by calling on only the eager or high achievers, 

the potential for low student achievement results while management 

problems increase. Questioning a ll students consistently, not 

eventually, during the lesson increases the ir active participation  

in the learning.

Applications of Research Findings

Research indicates that teachers should change th e ir teaching 

methods to provide more equal treatment of the students in their 

classes. When this equal treatment of active involvement is provided 

the average student approaches a higher level of learning.

Pratton and Hales (1986) reported that from a theoretical 

viewpoint active participation should enhance student learning. The 

purpose of their study was to investigate this assertion experimentally 

by comparing student learning outcomes under two conditions (active 

participation and no active partic ipation). The research hypothesis 

was accepted; the study confirmed that active participation does make 

a difference in the degree of student learning as measured by a 

posttest. Probably the most important conclusion to be set forth is 

the notion that the teachers can have positive effects on the learning 

of their students. McDonald (1976) reported that the Beginning 

Teacher Evaluation Study (BTES) found that students were engaged in 

a lesson only about 70 to 75 percent of the time across a ll students
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and teachers observed. However, for some the engagement rate was much 

higher, 90 percent, and for many others i t  was quite low, 40 percent 

or lower. Much needs to be done to help teachers improve student 

engagement rates. Perhaps the most unique finding from the BTES was 

that engaged time s t i l l  was not enough; students had to be successfully 

engaged. I f  the performance of students is not carefully monitored, 

students may make a large number of errors which remain uncorrected.

Active participation has many positive benefits. Students' rate 

of learning increases; they learn more information and they learn i t  

faster. This is accomplished when a ll students, not just one or two, 

are given the opportunity to rehearse information in the ir short-term 

memories. This rehearsal is essential for transferring information 

into the long-term memory. Thus, active participation increases 

retention. The more involvement the student has, the more rehearsal, 

the more probability that the information is imbedded in the long-term 

memory and can be retrieved.

Active participation helps hold students' attention and in­

creases the ir accountability. I f  a teacher says, "I have a question 

and I want you to think about i t ,  and then looks around the room to 

catch the eyes of a ll the students, he or she is increasing the prob­

a b ility  they are thinking about that answer because they do not know 

which student or students w ill be asked to respond.

Also, active participation helps teachers assess the learning 

as they teach. Often, teachers wait until test time or until they 

collect the worksheet or assignment to find out what students are
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learning or thinking. But by actively involving them in the learning, 

by using a c tiv ite  participation techniques as they are teaching, the 

teacher can find out immediately where the students are in the learning 

process (Bloom, 1976, 1984; Hunter, 1982).

According to the research of Anderson and Faust (1973), stu­

dents learn what they are led to do. Consequently, lessons should be 

planned so that during the course of the lesson the student actually 

practices the s k ills  and applies the concepts which the lesson is 

designed to teach. According to the principle of active participation, 

to learn a concept the student must understand the concept, use i t ,  

and distinguish i t  from other concepts being taught. Being active 

and busy are not enough. Active responses must be congruent with 

the learning. In fa c t, active responses which are irrelevant to the 

purpose of the lesson can in terfere  with learning.

Research indicates that the student should be required to make 

a response as soon as he or she is capable of making i t .  This means 

that immediately a fte r reading a passage, listening to a lecture, or 

watching a demonstration, the student should be asked to attempt a 

performance, answer questions, or to do whatever was intended to 

be taught through the presentation. The student's a b il ity  to respond 

correctly w ill deteriorate rapidly with even short delays. By much 

the same reasoning, lessons should be divided into short segments 

in which b rie f presentations are followed by student practice.

Forms of covert participation can involve active responses 

from the learner; however, there is a great deal of evidence that
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overt participation produces a sizeable increment in achievement.

While covert participation, such as having students think the 

answer to a question to them, work a problem in th e ir head, or engage 

in imaginary practice, is extremely important, the overt response is 

one which is publicly observable. In summary, researchers have shown 

that overt responses during a lesson can improve achievement by causing 

students to pay closer attention.

Summary

The review of the lite ra tu re  chapter focused upon two areas:

(1) inservice training for teachers, and (2) active participation, 

an effective teaching behavior. The two areas served as the basis for 

the research problem. Can a selected inservice approach be u tilized  

to help teachers transfer a s k ill into th e ir instructional repertoire 

in the classroom? A significant body of research supports the notion 

that effective inservice programs consist of presentation of theory, 

demonstration, practice, and feedback. Research indicates there are 

ways of giving feedback to teachers on the extent to which they are 

providing equality of interaction with th e ir students. The tactic  of 

providing a peer coach and/or a trainer coach to mirror ways in

which the teacher is securing covert and overt participation of the

students in the learning process seems to be an excellent approach.

Peer coaching was examined in numerous studies. The notion of trainer 

coaching by a d is tr ic t inservice trainer or consultant appeared to

be an issue in need of more study.
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Active participation is an effective teaching behavior used 

by teachers. Procedures and techniques for using active participation  

have been clearly identified by a significant body of lite ra tu re . 

Improvment of teachers' use of active participation is a logical focus 

in the investigation of the effects of peer coaching and trainer 

coaching and transfer of a new s k ill into the teachers' active in­

structional repertoire.
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CHAPTER I I I

METHODS

The purpose of this chapter is to describe the methods and 

procedures used to implement the study. The chapter is divided into 

the following sections: (1) purpose of the study, (2) research design,

(3) subjects, (4) instrumentation, (4) procedures, (5) description 

of the inservices, and (6) data analysis.

Purpose of the Study

The purpose of this study was to test for differences among 

three levels of inservice intensity in the transfer of a s k ill into the 

teacher's instructional repertoire in the classroom. The three levels 

of inservice intensity were:

Level 1 -  Theory/presentation, demonstration, practice with 
feedback

Level 2 -  Theory/presentation, demonstration, practice with 
feedback, and peer coaching

Level 3 -  Theory/presentation, demonstration, practice with 
feedback, peer coaching, and trainer coaching

The following research questions were formulated to measure 

the effects of the levels of inservice intensity on the use of active 

participation measured on the pretest and posttest videotaped scores:

1. Will there be a significant difference in teacher use of

an instructional s k ill given the three levels of inservice intensity?

2. Will there be a significant difference in ratings between

the pretest and posttest scores?
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3. Will there be a significant interaction between the three 

levels of inservice intensity and teacher use of an instructional 

s k ill on pretest and posttest ratings?

Research Design

The framework for the three levels of inservice intensity is 

shown in Figure 2. The framework conjectures that: (1) there are

essential components of an effective inservice workshop; (2) effective  

inservice is carried out over a long period of time; and (3) practice 

and feedback through coaching and/or peer coaching are an integral 

part of effective inservice programs. Therefore, inservice training  

on effective teaching behaviors ( i . e . ,  active participation) begins 

with a skilled  inservice tra iner who trains teachers. Teachers use 

the new content and practice sk ills  in 'th e ir  own classrooms while 

being observed by the inservice trainer and/or a colleague who provides 

feedback. The framework suggests that interaction between inservice 

trainers and teachers via the coaching or peer coaching cycle w ill 

result in positive change in teachers1 classroom behaviors.

The research design employed in this study was quasi-experimental 

in nature, using three treatment groups and repeated measures of the 

teaching behavior. The experimental groups were trained, coached, 

and/or peer coached in a teaching behavior, active participation. The 

control group was trained but not coached and/or peer coached in the 

teaching behavior, active participation.

The research design used in the study is presented in Figure 3. 

Teachers were randomly assigned to one of the following training
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Weeks 
1 & 2

Weeks 
1 & 2

Weeks
3 ,5 ,7 ,
9,11

I l lb .  Peer Coaching Cycle 
(see above)

I I I .  Peer Coaching Cycle-2
1. Pre-observation
2. Application in 

classroom with 
peer coach ob­
servation

3. Post-observation 
conference between 
peers

I l i a .  Coaching Cycle-3
1. Pre-observation
2. Application in 

classroom with 
trainer coach 
observation

3. Post-observation 
conference 
between trainer 
coach and 
teacher

I I .  Peer Coaching Workshop for Experimental Groups 2 & 3

1. Theory/presentation
2. Demonstration/modeling
3. Practice under simulated conditions with 

feedback
4. Assessment of mastery

Teacher Inservice Workshop -  Active Participation  
Groups 1 , 2 ,  and 3

1. Theory/presentation
2. Demonstration/modeling
3. Practice under simulated conditions with 

feedback
4. Assessment of mastery

FIGURE 2 

Selected Inservice Approaches
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groups: (1) Level 1 control group that received only inservice train

ing, (2) Level 2 experimental group that received inservice training  

and peer coaching, and (3) Level 3 experimental group that received 

inservice train ing, peer coaching, and trainer coaching.

TIME
Pretest Posttest

Level 1 Control

Groups Level 2 Experimental

Level 3 Experimental

FIGURE 3 

Research Design

The two factors were levels of inservice intensity and active 

participation. The dependent variable was measured by videotaping 

teachers' instructional lessons in the classroom and scoring the 

performance for use of active participation.

Subjects

The subjects used in this study were secondary teachers from 

Westside High School in Omaha, Nebraska. Westside High School is a 

high socioeconomic level suburban school of 2100 students in grades
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nine through twelve. Twenty-four teachers participated in the study. 

Pertinent demographic data about the teachers are presented in Table 1. 

Ten teachers were female and 14 male. The average number of years of 

classroom teaching experience was 18.5. All teachers taught more than 

one grade level, most tenth through twelfth grades. The average 

number of students per class was 22.6 with a range of 16-30. Subjects 

taught by the teachers included science, home economics, mathematics, 

English, social studies, health, foreign language, business education, 

and music. Nine teachers had previous instruction in a d is tr ic t course, 

Instructional Theory into Practice (IT IP ), which includes a brief 

discussion of active participation.

The 24 sample volunteer teachers were grouped into eight 

matched groups of three. The demographic data were used as c rite ria  

for determining the matched groups. According to Borg and Gall (1979), 

the main purpose of matching is to reduce the in it ia l  differences 

between the experimental and control groups on the dependent variable 

or a related variable. This matching technique is used when samples 

are small and when large differences are not expected. To help the 

researcher determine the subjects' knowledge and use of active par­

tic ip ation , each teacher's teaching was assessed by previewing a pre­

videotape of each subject teaching. Following the matching procedure, 

the researcher randomly assigned the teachers in each matched tr io  to 

one of the three training groups. The 24 teachers were personally 

notified by the researcher of the ir group assignment.

The distribution of the teachers into the three training  

groups is presented in Tables 2 through 4. Four teachers in Group 1
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TABLE 1

Demographic Data for Teachers Participating in the Study (N=24)

Teacher
Code Gender

Number of 
Years of 
Classroom 
Teaching

Grade
Levels
Taught

Average 
Number of 

Students 
per Class Subjects Taught

Previous 
Instruction  
in Active 

Participation

5653 F 15 10-12 20 French No
8380 M 19 10-12 18 Vocabulary Enrichment/ 

Foreign Language
Some

7083 M 28 10-12 18 Geology/Zoology No
0456 M 19 10-11 20 Journalism Some
2262 F 14 10-12 27 Geometry/Algebra No
9643 25 9-12 25 Chemi stry/Phys i cs No
1903 F 16 11-12 23 Accounting Some
0463 2 11-12 25 Bi ology/Chemi stry No
7767 F 25 10-12 16 Business Systems/Procedures Some
1450 1 10-12 17 Business Law No
5330 22 9-11 17 Social Studies No
8771 F 9 10-12 25 Pre-calculus, Calculus 

Basic Arithmetic
No

9727 32 10-12 25 Physics No
4763 29 9-10 25 Biology Some
8980 F 13 10-12 21 Home Ec./Child Development Some
4345 25 9-10 28 English/Music No
8643 F 9 9-10 30 H ealth /F irst Aid/P.E. Some
9584 21 11-12 24 Chemistry No
7301 14 10-12 28 Geometry/Algebra No
3450 19 10-12 20 Composi t i  on/Li terature No
7841 F 17 11-12 20 Marketi ng/Computers Some
7441 F 16 9-12 24 Foods/Interior Design Some



R
eproduced 

with 
perm

ission 
of the 

copyright 
ow

ner. 
Further 

reproduction 
prohibited 

w
ithout 

perm
ission.

TABLE 1 (c o n t in u e d )

Teacher
Code Gender

Number of 
Years of 
Classroom 
Teaching

Grade
Levels
Taught

Average 
Number of 
Students 
per Class Subjects Taught

Previous 
Instruction  
in Active 

Participation

9227 F 20 10-12 23 French No
0198 M 34 10-12 25 Social Studies No

X = 18.5 X = 23
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TABLE 2

Demographic Data for Teachers Participating in Group 1 (N=8)

Teacher
Code Gender

Number of 
Years of 
Classroom 
Teaching

Grade
Levels
Taught

Average 
Number of 
Students 
per Class Subjects Taught

Previous 
Instruction  
in Active 

Participation

8643 F 9 9-10 30 H ealth/First Aid/P.E. Some
9584 M 21 11-12 24 Chemistry No
7301 M 14 10-12 28 Geometry/Algebra No
3450 M 19 10-12 20 Composi t i  on/Li terature No
7841 F 17 11-12 20 Marketi ng/Computers Some
7441 F 16 9-12 24 Foods/Interior Design Some
9227 F 20 10-12 23 French No
0198 M 34 10-12 25 Social Studies No

X = 18.75 X = 24.25

I
i
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TABLE 3

Demographic Data for Teachers Participating in Group 2 (N=8)

Teacher
Code Gender

Number of 
Years of 
Classroom 
Teaching

Grade
Levels
Taught

Average 
Number of 
Students 
per Class Subjects Taught

Previous 
Instruction  
in Active 

Participation

7767 F 25 10-12 16 Business Systems/Procedures Some
1450 M 1 10-12 17 Business Law No
5330 M 22 9-11 17 Social Studies No
8771 F 9 10-12 25 Pre-calculus, Calculus/ No

Basic Arithmetic
9727 M 32 10-12 25 Physics No
4763 M 29 9-10 25 Biology Some
8980 F 13 10-12 21 Home Ec./Child Development Some
4345 M 25 9-10 28 English/Music No

X = 19.5 X = 21.75
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TABLE 4

Demographic Data for Teachers Participating in Group 3 (N=8)

Teacher
Code Gender

Number of 
Years of 
Classroom 
Teaching

Grade
Levels
Taught

Average 
Number of 
Students 
per Class Subjects Taught

Previous 
Instruction  

in Active 
Participation

5653 F 15 10-12 20 French No
8380 M 19 10-12 18 Vocabulary Enrichment 

Foreign Language
Some

7083 M 28 10-12 18 Geology/Zoology No
0456 M 19 10-11 20 Journalism Some
2262 F 14 10-12 27 Geometry/Algebra No
9643 M 25 9-12 25 Chemistry/Physics No
1903 F 16 11-12 23 Accounting Some
0463 M 2

H =  17.25

11-12 25

R = 22

Biology/Chemistry. No
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were female and four male. Three teachers in Group 2 were female and 

five  male. Three teachers in Group 3 were female and five  male.

The average number of years of classroom teaching for teachers in 

Group 1 was 18.75, in Group 2 was 19.5, and in Group 3 was 17.25.

The average number of students per class in Group 1 was 24.25, in 

Group 2 was 21.75, and in Group 3 was 22. Subjects taught by the 

teachers in Group 1 were mathematics, science, business education, 

English, social studies, health, foreign language, and home economics. 

Subjects taught by the teachers in Group 2 included mathematics, 

science, business education, English, social studies, and home 

economics. Subjects taught by the teachers in Group 3 included 

mathematics, foreign language, science, business education, and 

English. Three teachers in each group had previous instruction in 

a d is tr ic t course, Instructional Theory into Practice (IT IP ), which 

includes a b rie f discussion of active participation.

Instrumentation

The researcher found v irtu a lly  no instruments designed to 

assess the teaching behavior, active participation. Instruments were 

developed specifically  for this study. Instruments were developed 

a fte r a thorough examination of the lite ra tu re  pertinent to effective  

teaching behaviors, especially active participation. The instruments 

were examined by professionals knowledgeable in instrumentation. 

Research consultants from Educational Evaluation Consultants, In c ., 

in Long Beach, California, who were fam iliar with instrumentation
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as well as active participation, carefully guided the development of 

the instruments.

Videotape

Videotaping provided visual as well as audio replay of the

teaching behavior of active participation. Schueler, Lesser, and

Dobbins (1967) reviewed the possib ilities of the videotape technique.

Video tape shares the same properties and potentia lities  
as sound tape; but with the addition of a moving visual 
image, i t  opens an even wider f ie ld  of application than 
does sound tape. In language recording, i t  provides a 
more multidimensional communication image, since facial 
expression and gesture are as much a party of speech as 
sound production. For the function of self-appraisal, 
i t  provides not simply the mirror image, that one has 
learned to accept, but the image that others see. In 
theory at least, i t  can provide learning applications
in any situation in which the projection of one's own
sound and sight image is desirable. The act of teach­
ing is an obvious example, (p. 23)

The operation of the video equipment was performed by qualified  

high school personnel. All videotapes were forwarded to the investi­

gator. The tapes were analyzed by two expert raters knowledgeable in 

the use of active participation. In tra -ra ter re lia b ility  was estab­

lished with each rater. In tra -ra ter re lia b ility  is a method of 

comparing one person's ratings of an evaluation, assessment, or test 

over the course of time. Each expert rater was sent two tapes to code 

for active participation, once in November 1987 and again in January 

1988. Codings for each tape were consistent from November to January 

for each rater. In ter-ra ter re lia b ility  was established between the 

two raters as well. In ter-ra ter re lia b il ity  is a method of comparing 

what one person perceives to what another person perceives on an
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evaluation, assessment, or test. To determine in ter-ra te r re lia b il ity  

on the active participation coding forms, both evaluators and the 

investigator together viewed videotapes of teachers teaching and 

coded active participation. After two work sessions the two eval­

uators and the investigator established the in ter-ra te r re lia b il ity  

of .93.

Active Participation Coding Instrument

The active participation coding form was developed a fter

(1) reviewing the lite ra tu re  on teaching behavior, especially active 

participation, (2) analyzing salient characteristics of active 

partic ipation, and (3) specifying representative examples of each 

salient characteristic of active participation (see Appendix D).

This instrument was used by the videotape raters to code for the 

presence or absence of the salient characteristics of active p a rtic i­

pation strategies observed on the pre- and post-videotapes of a ll 

participants teaching. The instrument was also used by the trainer 

coach and peer coaches when observing a teacher in the classroom to 

record data for a post-observation conference.

After the videotape evaluators coded each tape for presence 

or absence of the salient characteristics of active participation, 

they summarized the pretest and posttest results on a Summative 

Evaluation form. A five-point Likert scale was used. The expert 

raters selected one of five judgments for each of the six salient 

characteristics: (1) was not observed, (2) rare ly , (3) sometimes,

(4) frequently, and (5) almost always. A re lia b il ity  analysis was
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completed on the pretest and on the posttest active participation  

Summative Evaluation form. Total scores for the pretest and the post­

test were computed and frequencies and descriptive s ta tis tics  were 

obtained. Coefficient Alpha was derived for the pretest (a = .88) 

and the posttest (a = .91). Given the high re lia b il ity  coefficients  

and item-total correlations, the scales were judged to be in ternally  

consistent and a ll items were retained for both scales.

Use of Human Subjects

The University of Nebraska Institu tional Review Board for the 

Protection of Human Subjects reviewed this project and concluded 

that the rights and welfare of the human subjects were adequately 

protected, that risks were outweighed by the potential benefits and 

expected value of the knowledge sought, that confidentia lity  of data 

was assured, and that informed consent was obtained by appropriate 

procedures.

Procedures

Between September 1987 and December 1987, the researcher 

met with the principal at Westside High School. The principal was 

interested in gathering data on inservice training at the secondary 

level with the hope of implementing a more effective inservice 

approach for an aging s ta ff.

Permission to conduct this study was obtained from the super­

intendent of schools in the Westside Community Schools. Video 

recorders, monitors, and tapes for the project were subsequently
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supplied by the Westside Schools.

In December 1987, the researcher presented the proposed 

research plan and the objectives of the study to the entire high school 

s ta ff (see Appendix B). Teachers were asked to participate on a 

voluntary basis and told that a total of 30 volunteers were needed. 

Again a fte r meeting with individual departments to recru it more 

participants, the researcher only secured 24 teachers w illing  to 

partic ipate. Specific guidelines of the study were discussed with 

those 24 volunteers, pre-videotaping dates were arranged for the 

beginning of January 1988, and the two inservice dates on the effective  

teaching behavior and peer coaching were set for mid-January 1988 

(see Appendix A).

The inservice training for this study focused on active 

participation for Level 1 , 2 ,  and 3 group participants and peer 

coaching for those in Levels 2 and 3 experimental groups to fa c ilita te  

effective teacher use of active participation in the classroom. The 

inservices were developed and conducted by the researcher. The 

inservices focused upon active participation theory, demonstration, 

and practice with feedback and peer coaching theory, demonstration, 

and practice with feedback.

To assess the teachers' basic knowledge and understanding 

of the teaching behavior, the Cognitive Comprehension Mastery of 

Active Participation (see Appendix C) was administered at the 

completion of the inservices. All teachers displayed cognitive 

mastery of active participation by correctly answering a ll eight
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questions. Each participant also demonstrated understanding during 

practice with the feedback portion of the inservice.

At the last inservice, participants in the Level 2 and Level 3 

experimental groups chose a peer coaching partner within the ir level. 

They set specific time schedules for working together. The inservice 

tra iner set specific coaching times with a ll participants in the 

Level 3 group.

During the ten weeks following the inservice workshops, late  

January to early April 1988, the inservice trainer (researcher) 

coached Level 3 participants for transfer of the s k ill into the class­

room. The trainer worked with each teacher five  times, equally 

distributed over the ten-week period. The teachers in the Level 2

and Level 3 experimental groups completed five  peer coaching cycles

within the ten-week period by observing and providing feedback for 

th e ir partner.

In April 1988, a ll 24 participants were videotaped for the 

post-assessment. To help a llev ia te  the Hawthorne e ffec t, each teacher 

submitted several possible videotaping dates to the videotaping 

technician. The technician then decided the exact videotaping date 

and gave the teachers no prior notice. Once the post-videotaping 

was completed, the tapes were returned to the researcher. The 

tapes were mailed to the professional evaluators to be analyzed,

coded, and evaluated for summative results.
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Description of the Inservices

The major thrust of the three selected inservice approaches

was to determine which level of intensity made a difference in the

transfer of a s k ill and knowledge gained by teachers in the inservices 

to their instructional repertoire in their classrooms. More e x p lic itly , 

in this study the researcher was looking for more frequent teacher 

use of active student participation in secondary classrooms. Level 

1, 2, and 3 subjects in the study participated in the inservices on 

active participation. The objectives of the inservice training were 

to enable teachers to:

1. develop knowledge and understanding of the teaching 

behavior, active participation;

2. identify techniques and strategies associated with active 

participation; and

3. adopt effective techniques which e l ic i t  active p a rtic i­

pation for use in the ir own classrooms.

Instructional Content—Active Participation

A considerable amount of research was found dealing with 

active participation. For the inservice training in this study, the 

researcher focused attention on the c ritic a l attributes of active 

participation, types of active participation (covert and overt), 

active participation strategies, and abuses of the use of active 

participation. The content focused upon could be infused into a ll 

subjects via the strategies outlined in the inservice. The inservice
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framework was designed to influence teachers at four levels of under­

standing resulting in: (1) awareness of the theory base underlying

effective use of active participation, (2) in tellectual control over 

relevant content, (3) acquisition of s k ills  for action, and (4) trans­

fer of concepts, principles, and s k ills  to the classroom.

Inservice Components

The inservice had four components: (1) presentation of theory,

(2) modeling/demonstration, (3) practice in simulated settings, and 

(4) feedback.

Presentation of theory. The rationale, theoretical base, 

research, and description of active participation were presented.

This aspect of the workshop was designed primarily to raise aware­

ness, establish a conceptual base, share current research, and 

enhance application of effective active participation techniques 

and theory in the classroom.

Modelinq/demonstration. As the researcher led the instruc­

tion, effective active participation strategies illu s tra tin g  the 

content identified e a rlie r  were modeled. Videotapes of teachers 

teaching at the secondary level using active participation strategies 

in the classroom were previewed and discussed.

Practice in simulated settings. Teachers worked in groups 

to examine a videotape of a classroom session identifying use of 

both effective and ineffective active participation strategies.
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Ideas for e lic it in g  more effective ways for student involvement were 

suggested by group members following the tape preview on ineffective  

use of active participation strategies. Teachers then coded fo r use 

of active participation as they observed a second portion of a 

classroom session.

Feedback. Immediate feedback was given to teachers by the 

trainer and colleagues about identification  of effective and in ­

effective active participation strategies as well as on th e ir l i s t  

for e lic it in g  more effective ways for student involvement. Teachers 

received feedback on the ir coding practice through group discussion 

among the teachers and the inservice trainer following observation 

of the videotape.

For participants in the Level 2 and Level 3 experimental 

groups, the ideas and strategies were intended to identify and 

strengthen, through practice and feedback via coaching and peer 

coaching, teaching behaviors which re late  to and influence the 

effectiveness of teacher use of active participation in the classroom. 

The objectives of the inservice training on peer coaching were to 

enable teachers to: (1) develop knowledge and understanding of

peer coaching; (2) l is t  and explain the major functions of peer 

coaching; and (3) demonstrate a peer coaching process.

Instructional Content—Peer Coaching

The content of the inservice training on peer coaching 

included the following: (1) the major functions of peer coaching,
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(2) the guidelines for implementing a peer coaching process, (3) e f­

fective feedback techniques, and (4) peer observation and coaching.

Inservice Components

The workshop had five  components: (1) presentation of theory,

(2) modeling/demonstration, (3) practice in simulated settings,

(4) feedback, and (5) coaching for application.

Presentation of theory. The rationale, theoretical base, 

research, and description of peer coaching were presented. This 

aspect of the workshop was designed primarily to raise awareness, 

establish a conceptual base, and discuss the role of peer observation 

and feedback in the transfer of s k ills  and knowledge to teacher 

behavior.

Modeling/demonstration. Teachers previewed a videotaped 

lesson modeling the five  steps of the peer coaching process. All 

five  steps of the process were modeled: pre-observation conference,

observation of the tape, analysis of the lesson, post-observation 

conference, and critique of the entire process. The participants 

then viewed a videotape of a secondary teacher teaching an English 

lesson. The inservice presenter coded (displayed on the overhead) 

for use of active participation. Following the previewing of the 

tape, the inservice presenter role-played the five steps of the peer 

coaching process with another teacher within the group. Examples of 

effective feedback procedures were modeling citing specific examples 

for teacher use of active participation.
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Practice in simulated settings. Teachers worked in groups to 

examine poorly phrased feedback statements and to rewrite them to 

practice development of reinforcement statements. All teachers 

participated in a peer coaching process by teaching to a small group 

a prepared five-minute lesson which incorporated active participation  

techniques. Each teacher practiced coding active participation  

techniques and giving effective feedback to the teacher teaching 

the lesson.

Feedback. Immediate feedback was given to teachers by both 

the trainer and colleagues about the ir practice in development of 

effective feedback statements. Feedback concerning the peer coaching 

process was discussed with each small group as teachers taught a 

five-minute lesson and other teachers practiced coding active p a rtic i­

pation strategies and giving each other feedback.

Coaching for application. The role of peer observation and 

feedback in the transfer of sk ills  and knowledge to teacher behavior 

was discussed in the workshop. The peer and trainer coaching com­

ponents of the inservice approaches were discussed and procedures 

for coaching were outlined.

Data Analysis

This study used a two-factor design with repeated measures 

on the second factor. The two factors were: (1) levels of inservice

intensity, and (2) active participation measured on the pretest and
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posttest videotaped scores.

Empirical research strives generalizability  of findings 

through random assignment (Borg & Gall, 1979). In this study, teachers 

were matched according to predetermined c r ite r ia  and randomly assigned 

to the experimental or control groups. The random assignment of 

teachers ensured generalizability of this study's findings.

Treatment consisted of inservice training on active participa­

tion for Level 1; inservice training and peer coaching for Level 2; 

and inservice train ing, peer coaching, and trainer coaching for Level 

3. The experimental teachers were trained and coached and/or peer 

coached; the control teachers received training but not peer coaching 

or trainer coaching in active participation.

Descriptive s ta tis tics  ( i . e . ,  means, standard deviations) 

were calculated on the results of the pretest and posttest scores. 

Analysis of variance was used to determine differences between and 

within and the interaction effects between the tests and the levels 

of inservice intensity. This type of analysis of variance reduces 

the experiment-wise (Type I )  errors and gives a more powerful analysis 

than a t  test.
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CHAPTER IV

PRESENTATION OF THE DATA

The purpose of this study was to test for differences among 

three levels of inservice intensity in the transfer of a s k ill into the 

teacher's instructional repertoire in the classroom. The following 

research questions were formulated to measure the effects of the levels 

of inservice intensity on the use of active participation measured 

by the pretest and posttest videotaped scores:

1. Will there be a significant difference in teacher use of

an instructional s k ill given the three levels of inservice intensity?

2. Will there be a significant difference in ratings between

the pretest and posttest scores?

3. Will there be a significant interaction between the three

levels of inservice intensity and teacher use of an instructional 

s k ill on pretest and posttest ratings? Specifically , no change is 

predicted between the pretest and posttest ratings for Level 1; 

there w ill be a significant increase between the pretest and posttest 

ratings for Level 2, but this increase w ill not be as great as for 

Level 3.

The research questions were tested using a two-factor design 

with one between and one within subjects variable. The between factor 

was the teacher train ing /level of inservice intensity. The three 

levels of inservice intensity were:

Level 1 - Theory/presentation, demonstration, and practice 
with feedback
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Level 2 -  Theory/presentation, demonstration, practice 
with feedback, and peer coaching

Level 3 -  Theory/presentation, demonstration, practice 
with feedback, peer coaching, and trainer 
coaching

The within factor was teacher use of active participation as measured 

by ratings obtained from pretest and posttest videotaped scores.

The means and standard deviation scores for the control group 

and the experimental groups during the pretest and posttest video­

taped sessions are presented in Table 5. The means for the group 

ratings and the total means for the pretest and posttest ratings

are also presented in Table 5.

An ANOVA for the effect of training on active participation

was conducted and the results are presented in Table 6. The data

are reported and analyzed in relation to the three research ques­

tions.

Research Question One

Will there be a significant difference in teacher use of 

an instructional s k ill given the three levels of inservice intensity? 

The hypothesis was not supported. The overall main effect for groups 

was not significant (see Table 6). There was no significant change 

between groups across the tests (£ > .685).

Research Question Two

Will there be a significant difference in ratings between the 

pretest and posttest score? The hypothesis was supported (see
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TABLE 5

Means and Standard Deviations for Teacher Use of the 
Teaching Behavior, Active Participation on Videotape

Group
Pretest Posttest Means

n X SD X SD ( X )

Level 1 
(Control) 8 19.000 6.590 17.250 7.206 18.125

Level 2 
(Experi­
mental ) 8 18.875 6.490 21.500 6.650 20.1888

Level 3 
(Experi­
mental ) 8 16.625 

5?=18.167

3.335 23.750 

5?=20.833

3.240 20.1888

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



TABLE 6

ANOVA Table for the Effect of Training on Active Participation
Pre- and Post-Scores

sv df. SS MS F P

Between 23 1280.01

Levels of in- 
service 
intensity (A) 2 45.38 22.69 .39 .685

Error between 
S/A 21 1234.63 58.79

Within 24 432.00

Pretest/Post­
tests (B) 1 85.33 85.33 9.48 .006*

Interaction (AB) 2 157.54 78.77 8.75 .002*

Error within 
(BS/A) 21 189.13 9.01

Total 47 1712.01

*Significant at the .01 level

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



94

Table 6). The overall main effect fo r tests was s ignificant. There 

was a significant change between the pretest mean (18.17) and the 

posttest mean (20.833) on the dependent variable active participa­

tion (£ < .006).

Research Question Three

Will there be a s ign ificant interaction between the three 

levels of inservice intensity and teacher use of an instructional 

s k ill on pretest and posttest ratings?

The hypothesis was supported. There was a significant in te r­

action between the levels of inservice intensity (groups) and the 

pretest and posttest ratings (£ < .002). The analysis for simple 

effects (see Table 7) revealed a significant difference between pre­

test and posttest ratings for Level 3 (F = 22.53, £ < .01 ), but 

none of the other simple effects was s ign ificant. The important 

finding was the interaction, which when analyzed, revealed a sig­

n ificant difference in tests for Level 3 inservice intensity. The 

Level 3 inservice group, that received peer coaching coupled with 

tra iner coaching, made a s ta tis t ic a lly  significant difference in 

transfer of the teaching behavior, active participation, into the 

teacher's instructional repertoire in the classroom. The addition 

of a trainer coach made a s ta tis t ic a lly  significant e ffect on the 

teachers' use of active participation in the classroom. I t  should 

be noted that this s ta tis tic a lly  s ign ificant effect was obtained 

despite the small number of subjects in each group.
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TABLE 7

Simple Effects of Training with 
Pre- and Post-Test Scores

S V df SS MS F

Between

Levels at pretest 
(A at B-]) 2 28.58 14.29 .24

Levels at posttest 
(A at Bg) 2 174.33 87.17 1.48

Error between (S/A) 21 1234.63 58.79

Within

Level 1 at pretest/ 
posttest (B at A-j) 1 12.25 12.25 1.36

Level 2 at pretest/ 
posttest (B at A2) 1 27.56 27.56 3.06

Level 3 at pretest/ 
posttest (B at A3) 1 203.06 203.06 22.53*

Error between (BS/A) 21 189.13 9.01

*Significant at the .01 level
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Summary

In summary, the level of inservice intensity was related to 

teacher transfer of a s k ill to the classroom. There was a s ta tis ­

t ic a lly  significant difference in teacher use of active participation, 

as measured by the pretest and posttest videotape scores. There 

was a significant difference between the pretest and posttest ratings 

for the Level 3 experimental group. Trainer coaching coupled with 

peer coaching positively affected teachers' transfer of a s k ill to 

the classroom. I t  appeared that peer coaching was not suffic ient for 

transfer of a s k ill into the teacher's instructional repertoire in the 

classroom.
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CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary

The main purpose of this study was to test for differences 

among three levels of inservice intensity in the transfer of the 

teaching behavior, active participation, into the teacher's instruc­

tional repertoire in the classroom. The major tasks to be completed 

for the study included: identifying a key effective teaching behavior

for secondary level teaching; developing three levels of inservice 

intensity incorporating major components of effective inservice educa­

tion; and developing the inservices, instrumentation, and procedural 

design. A quasi-experimental design using three treatment groups and 

repeated measures of the teaching behavior was used. The control 

group (Group 1) received training but was not coached; Group 2 (experi­

mental) received training and peer coaching; and Group 3 (experimental) 

received train ing, peer coaching, and trainer coaching.

The data analyses resulted in the following findings:

1. The overall main effect for tests was sign ificant, but the 

overall main effect for groups was not significant. However, there 

was a significant interaction between the groups and the tests.

2. The significant difference between the tests was for

the Level 3 experimental group. Level 1 inservice training emphasizing 

theory, demonstration, and practice with feedback in simulated situa­

tions implemented in the control group was not suffic ient to ensure
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transfer of a new teaching s k ill into the classroom. Teachers 

participating in the control group did not improve th e ir  scores from 

the pretest to the posttest.

Level 2 inservice training emphasizing theory, demonstration, 

practice with feedback in simulated conditions, and peer coaching 

u tilized  in Group 2 (experimental) appeared to influence transfer of 

a new teaching s k ill into the teacher's instructional repertoire in 

the classroom. The mean scores for teachers in this experimental 

group did improve from the pretest to the posttest; however, the 

improvement was not s ta tis tic a lly  sign ificant.

Level 3 inservice training was comprised of theory, demonstra­

tion , practice with feedback in simulated conditions, peer coaching, 

and trainer coaching. This treatment did make a s ta tis tic a lly  sig­

n ificant effect in the transfer of a new teaching s k ill into the 

teacher's instructional repertoire in the classroom. The pretest mean 

score of this experimental group was somewhat lower than the pretest 

mean score in the other two groups; however, the posttest score sur­

passed the other two groups.

3. The difference between groups was analyzed for each of 

the tests separately. There was not a significant difference for 

either test. This might be due to the small group size.

Conclusions

The purpose of this study was to test for differences among 

three levels of inservice intensity and transfer of a s k ill into the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



99

teacher's instructional repertoire in the classroom. The three levels 

of inservice intensity were:

Level 1 -  Theory/presentation, demonstration, practice 
with feedback

Level 2 -  Theory/presentation, demonstration, practice 
with feedback, and peer coaching

Level 3 -  Theory/presentation, demonstration, practice 
with feedback, peer coaching, and trainer 
coaching

Based on the research findings the following conclusions 

were drawn:

1. The results of the descriptive data indicated the mean 

videotape scores of the Level 2 peer coaching teachers increased.

These results indicate that peer coaching did affect the Level 2 

experimental group but not in s ta tis tic a lly  s ignificant ways. Several 

conditions which may have influence those nonsignificant findings 

were: (1) naivete with respect to the coaching process, (2) lack of

direction or communication with the peer coaching group by the in - 

service tra in er, and (3) small sample size.

2. Peer coaching coupled with trainer coaching significantly  

increased teachers' knowledge and use of active participation. This 

study demonstrated that a trainer coach is an important ingredient in 

inservice training i f  the goal of the inservice is to add a new teaching 

strategy to the teacher's instructional repertoire.

In conclusion, this study confirmed that trainer coaching 

coupled with peer coaching contributes sign ificantly to positive 

transfer of a teaching behavior into the teacher's instructional
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repertoire in the classroom. While the peer coaching mean scores 

did increase, the trainer coaching coupled with peer coaching results 

revealed a s ta tis t ic ia lly  significant difference in teacher use of 

active participation in the classroom. On the basis of these results, 

three major implications concerning inservice training may be inferred.

1. Trainer coaching coupled with peer coaching should be 

added to inservice training that incorporates theory, demonstrations, 

practice, and feedback into the in it ia l training.

2. Coaching can be accomplished by trainer coaches who are 

hired by the d is tr ic t to provide follow-up inservice training services.

3. This study, along with other coaching studies, confirms 

the worth of coaching teacher behaviors.

Recommendations

Recommendations for the application of knowledge gained by 

this research fa ll into three categories: (1) policy development,

(2) further research, and (3) on-going practice.

Clear goals for inservice training programs need to be set 

in school d is tric ts . For example, school d is tr ic t personnel need to 

determine i f  the inservice training is designed to achieve awareness, 

fine tuning, or transfer of new instructional s k ills . I f  the goals 

for inservice training are transfer of instructional s k ills , policies 

and practices should be established to inspire the inclusion of trainer 

coaching coupled with peer coaching as a major program.

Further research to lend support to new policies and practices 

could be implemented in two directions: (1) replication of this study,
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and (2) refinement of the coaching technology.

I f  this study is replicated, four changes are recommended.

The teacher sample could be changed by using a larger number of 

teachers within each group. To meet the requirements of selected 

sta tis tica l tests, the size of each group should be increased to a 

minimum of ten teachers.

Second, four levels of inservice intensity should be con­

sidered. Adding a fourth level consisting of theory/presentation, 

demonstration, practice with feedback, and trainer coaching would 

allow the researcher to determine the effectiveness of tra iner coaching 

in transferring an instructional behavior versus trainer coaching 

coupled with peer coaching.

Third, a problem-solving session with the inservice trainer 

could be incorporated for the peer coaching group midway through the 

ten-week treatment period. This would give the peer coaches an oppor­

tunity to ask questions and share concerns about the use of the teach­

ing behavior, as well as the peer coaching process.

Fourth, the study should include a follow-up videotaping of 

the participants several months a fter the intense training has elapsed. 

This would allow the researcher to test the long-range transfer of the 

new instructional s k il l .  The Hawthorne effect suggests people do 

things when given attention. Once the special attention is gone, one 

can question i f  the performance is the same. This la te r videotaping 

could y ie ld  some interesting results.

F inally , the coaching technology could also be refined. 

Comparative studies could assess who can coach most effectively:
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(1) tra iners, (2) principals, (3) consultants, (4) peers, or (5) others. 

Mohlman, Kierstad, and Gundlach (1982) concluded peers coach more 

successfully than trainers. Showers (1983a) recommended peers be 

trained and used as coaches for financial reasons. This study con­

cluded a trainer coach coupled with a peer coach works e ffec tive ly .

Just who can coach most e ffective ly  needs further investigation.

Appropriate practices may follow policy development and 

further research. Trainer coaching coupled with peer coaching en­

hances transfer of a s k ill into the classroom. Teachers could receive 

the appropriate advanced training in effective teaching behaviors, 

work with a trainer coach, and be released from classes to peer coach. 

School boards, state legislatures, and the federal government might 

appropriate money i f  they can see that inservice dollars are spent 

wisely and e ffec tive ly . Such appropriate practices are already being 

implemented. More may follow.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



REFERENCES

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



REFERENCES

Anderson, R. C., & Faust, G. W. (1973). Educational psychology: The 
science of instruction and learning. New York: Harper & Row
Publishers.

Berman, P ., & McLaughlin, M. (1978). Federal programs supporting 
educational change: A monograph; executive summary. Santa 
Monica, California: The Rand Coporation. (ERIC Document Repro­
duction Service ED 159 289)

Berliner, D. (1982). On improving teacher effectiveness: A conversa­
tion with David Berliner. Educational Leadership, 40(1), 12-14.

Bird, T ., & L it t le ,  J. (1983, March). Finding and founding peer coach­
ing: An interim report of the application of research on faculty 
relations to the implementation of two school improvement experi­
ments. Paper presented at the Annual Meeting of the American 
Educational Research Association, Montreal, Canada.

Bloom, B. S. (1976). Human characteristics and school learning. New 
York: McGraw-Hill.

Bloom, B. S. (1984). The 2 sigma problem: The search for methods of 
group instruction as effective as one-to-one tutoring. Educa­
tional Researcher, 1_3(6 ), 4-16.

Borg, W. R., & G all, M. D. (1979). Educational research. New York: 
Longman.

Brophy, J. E. (1979a) Advances in teacher research. Journal of 
Classroom Interaction, J 5 ( l) ,  1-7.

Brophy, J. E. (1979b). Teacher behavior and its  effects. Journal of 
Educational Psychology, 71_, 733-750.

Brophy, J. E ., & Evertson, C. (1981). Student characteristics and 
achievement. New York: Longman.

Broyles, I . ,  & Tillman, M. (1985). Relationships of inservice training  
components and changes in teacher concerns regarding innovations. 
The Journal of Educational Research, 78, 364-371.

Bush, R. N. (1984). Effective s ta ff development. Stanford, California: 
Center for Educational Research, Stanford University.

Coleman, J. S. (1966). Eguality of educational opportunity. Washington, 
D. C.: Office of Education (HEW), U.S. Government Printing
Office.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



105

Collins, J. (1979). Trends in inservice education. Nexus, 5 (2 ), 1-4.

Cooper, H. (1979). Pygmalion grows up: A model for teacher expecta­
tion. Communication and performance influence. Review of 
Educational Research, 49, 389-410.

Corbett, H. D. (1982, November). Principal's contributions to main­
taining change. Phi Delta Kappan, 64, 190-192.

Cornbleth, C ., Davis, 0 .,  & Button, C. (1974). Expectations for pupil 
achievement and teacher-pupil interaction. Social Education, 
38(1), 54-58.

Cruickshank, D. R., & Kennedy, J. J. (1978). A f ie ld  experiment
teacher-directed changes in instructional behavior. Journal of 
Teacher Education, 29(3), 47-51.

Cruickshank, D. R., Lorish, C., & Thompson, L. (1979). What we think 
we know about inservice education. Journal of Teacher Educa­
tion, 30(1), 27-31.

Cummings, C. (1980). Teaching makes a difference. Edmonds, Washing­
ton: Teaching, Inc.

Cummings, C. (1983). Managing to teach. Edmonds, Washington:
Teaching, Inc.

Cummings, C. (1985). Peering in on peers. Edmonds, Washington: 
Teaching, Inc.

Dodd, A. W., & Rosenbaum, E. (1986). Learning communities for curricu­
lum and s ta ff development. Phi Delta Kappan, 67, 380-384.

Donlan, D. (1983). The effects of two models of s ta ff development on 
self-awareness and attitudes of teachers with internal vs. 
external locus of control. Journal of Experimental Education, 
51(3), 109-113.

Doyle, W. (1979). The tasks of teaching and learning in classrooms. 
Austin: University of Texas. (ERIC Document Reproduction
Service ED 185-069)

Dunkin, M. J . ,  & Biddle, B. J. (1974). The study of teaching.
New York: Holt, Rinehart, & Winston, Inc.

Eubanks, E. E ., & Levine, D. U. (1983). A f i r s t  look at effective  
school projects in New York and Milwaukee. Phi Delta Kappan,
64, 697-702.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



106

Glickman, C. D. (1984-85). The supervisor's challenge: Changing the
teacher's work environment. Educational Leadership, 42(4),
38-40.

Good, T ., Biddle, B., & Brophy, J. (1975). Teachers make a difference. 
New York: Holt, Rinehart, & Winston.

Good, T. L ., & Brophy, J. E. (1984). Looking in classrooms. New 
York: Harper & Row.

Goodlad, J. (1983). Improving schooling in the 1980s: Toward the
non-replication of non-events. Educational Leadership, 40(7), 
4-7.

Guskey, T. R. (1986). S ta ff development and the process of teacher
change. Educational Researcher, 15 (5 ), 5-11.

Harris, B. M. (1980). Improving s ta ff performance through inservice
education. Boston: Allyn & Bacon, Inc.

Higbee, K. (1977). Your memory -  how i t  works and how to improve i t . 
Englewood C lif fs , New Jersey: Prentice-Hal1.

Hunter, M. C. (1976). Improved instruction. El Segundo, California:
Theory into Practice (TIP) Publications.

Hunter, M. C. Mastery teaching. El Segundo, California: Theory into
Practice (TIP) Publications.

Hunter, M. (1983). Script taping: An essential supervisory tool. 
Educational Leadership, 4T(3), 43.

Hutchins, L. C. (1984-85). A powerful strategy for improving s ta ff  
development and inservice education. McREL's Noteworthy,
40-46.

Inservice education (1983, March). Practical Applications of Research 
(Newsletter of Phi Delta Kappa's Center on Evaluation, Develop- 
ment and Research), 5 (3 ), 1-4.

Jensen, V. B. (1986). The view from next door: A look at peer "super­
vision" Improving teaching. Alexandria, V irginia: Association
for Supervision and Curriulum Development, 51-62.

Johnson, J. L ., & Sloat, K. C. (1981, A p ril). Teacher training re­
search: Working hypotheses for program design and directions
for further study. Paper presented at the Annual Meeting of 
the American Educational Research Association, Los Angeles, 
California.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



107

Joyce, B ., & Showers, B. (1980). Improving inservice training: The
messages of research. Educational Leadership, 37(5), 379-385.

Joyce, B ., & Showers, B. (1981). Transfer of training: The contribu­
tion of coaching. Journal of Education, lj53(2), 163-171.

Joyce, B ., & Showers, B. (1982). The coaching of teaching. Educa­
tional Leadership, 40(1), 4-10.

Joyce, B ., & Showers, B. (1983). Power in s ta ff development through 
research on tra in ing . Alexandria, Virnia: Association for 
Supervision and Curriculum Development.

Lawrence, G., Baker, D ., E lz ie , P ., & Hansen, B. (1974, December).
Patterns of effective inservice education. Gainesville, Florida: 
College of Education. (ERIC Document Reproduction Service 
ED 176 424)

Lieberman, A ., & M ille r , L. (1981). Synthesis of research on improving 
schools. Educational Leadership, 38(7), 583-586.

Liebes, S. (1983, A p ril). An aging teacher corps: How should school
systems respond? Paper presented at the Annual Meeting of the 
Council for Exceptional Children, D etro it, Michigan. (ERIC 
Document Reproduction Service ED 235 553)

L it t le ,  J. W. (1982). Norms of col 1eg ia lity  and experimentation: 
Workplace conditions of school success. American Educational 
Research Journal, 19, 325-340.

L it t le ,  J. W. (1981). School success and s ta ff development (Final 
Report). Boulder, Colorado: Center for Action Research, Inc.
(ERIC Document Reproduction Service ED 013 371)

Mazzarella, J. (1980). Synthesis of research on s ta ff development. 
Educational Leadership, 38(2), 192-195.

McCarthy, B. (1982). Improving s ta ff development through CBAM and 
4Mat TM. Educational Leadership, 40(1), 20-25.

McDonald, F. J. (1976). Report on phase I I  of the beginning teacher 
evaluation study. Journal of Teacher Education, 27(1), 39-42.

Medley, D. M. (1979). Research in teacher competency and teaching 
tasks. Theory into Practice, 19(3), 294-300.

Mohlman, G. G., Kierstad, J . ,  & Gundlach, M. (1982). A research-based 
inservice model for secondary teachers. Educational Leader­
ship, 40(1)» 16-19.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



108

Nordin, A. B. (1980). Improving learning: An experiment in rural 
primary schools. Evaluation in Education: An International
Review Series, 4 (2 ), 143-263.

Pratton, J . ,  & Hales, L. W. (1986). The effects of active participa­
tion on student learning. Journal of Educational Research,
79(4), 210-215.

Richter, F. D., & Tjosvold, D. (1980). Effects of student participa­
tion in classroom decision making on attitudes, peer interaction, 
motivation, and learninq. Journal of Applied Psychology, 65 
(1 ), 74-80.

Ripple, R. E ., & Drinkwater, D. J. (1982). Transfer of learning, 
in H. E. Metzel (Ed.), Encyclopedia of educational research 
(5th ed.; Vol. 4) (pp. 1947-1953). New York: The Free Press.

Rodriquez, S ., & Johnstone, K. (1986). S taff development through a
collegial support group model. Improving teaching. Alexandria, 
Virginia: Association for Supervision and Curriculum Development, 
87-99.

Rosenshine, B. V. (1976). Research research on teaching behaviors 
and student achievement. Journal of Teacher Education, 17(1), 
61-65.

Rosenshine, B., & Furst, N. (1971). Research on teacher performance 
c r ite r ia . Research on Teacher Education. Englewood C liffs ,
New Jersey: Prentice-Hall, 37-73.

Rowe, M. B. (1976). The pausing principal—two invitations to inquiry. 
Journal of College Science Teaching, 5, 258-259.

Rowe, M. B. (1978). Wait, wait, wait. School Science and Mathe­
matics, 78, 207-216.

Servatius, J. D., & Young, S. E. (1985). Implementing the coaching 
of teaching. Educational Leadership, 42(7), 50-53.

Schueler, H ., Lesser, G. S ., & Dobbins, A. L. (1967). Functional 
characteristics of new media, teacher education and the new 
media. Washington, D.C.: The American Association of Colleges 
for Teacher Education.

Showers, B. (1983a, A p ril). School improvement through s ta ff develop­
ment: The coaching of teaching. Paper presented at the
conference "Making Our Schools More Effective," San Francisco,
California.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



109

Showers, B. (1983b, A p ril). Transfer of tra in in g . Paper presented at 
the Annual Meeting of the American Educational Research Associa­
tion, Montreal, Canada.

Showers, B. (1985). Teachers coaching teachers. Educational Leader­
ship, 42(7), 43-48.

S ilvern a il, D. (1979). Teaching styles as related to student achievement: 
What research says to the teacher. Washington, D.C.: National 
Education Association. (ERIC Document Reproduction Service 
ED 177 156)

Slavin, R. E. (1980). Cooperative learning. Review of Educational 
Research, 50, 315-342.

Sparks, G. M. (1983a). Synthesis of research on s ta ff development 
for effective teaching. Educational Leadership, £ [ (3 ) ,  65-72.

Sparks, G. M. (1983b). Inservice education, training a c tiv it ie s ,
teacher a ttitude , and behavior change. (Doctoral dissertation, 
Stanford University, 1983). Dissertation Abstracts Interna­
tional , 42, 4409A.

Stallings, J. A. (1980). Allocated academic learning time revisited, 
or beyond time on task. Educational Researcher, 9(11), 11-16.

S tallings, J. A. (1981, A p ril). Changing teacher behavior: A
challenge for the 1980's. Paper presented at the Annual Meeting 
of the American Educational Research Association, Los Angeles, 
C alifornia. (ERIC Document Reproduction Service ED 200 596)

Stallings, J. A. (1982). Effective strategies for teaching basic 
s k ills . In E. G. Wallace (Ed.), Developing basic programs in 
secondary schools. Alexandria, V irginia: Association for
Supervision and Curriculum Development.

Stallings, J. A ., Needels, M., & Stayrook, N. (1976). Now to change 
the process of teaching basic reading s k ills  in secondary 
schools: Phase I I  and phase I I I  final report. Menlo Park,
California: SRI International. (ERIC Document Reproduction
Service ED 210 670)

Sullivan, C. G. (1980). C linical supervision: A state of the art 
review. Alexandria, Virginia: Association for Supervision 
and Curriculum Development.

Tobin, K. (1987). The role of wait time in higher cognitive level 
learning. Review of Educational Research, 57(1), 69-95.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



no

Tyler, R. (1971). Inservice education of teachers: A look at the past 
and future. In L. J. Rubin (E d .), Improving inservice educa­
tio n . Boston: Allyn & Bacon, In c ., 3-17.

Vallejo Unified School D is tr ic t, California (1984). Improving instruc­
tion with school-site support teams. Paper selected by the 
Association of California School Administrators Task Force on 
Public Confidence. (ERIC Document Reproduction Service Ed 240 
059)

Wade, R. K. (1984). What makes a difference in teacher inservice 
education? A meta-analysis of research. Educational Leader­
s h ip  42(4), 48-54.

Wood, F. H., McQuarrie, F. 0 . ,  & Thompson, S. R. (1982). Practitioners 
and professors agree on effective s ta ff development practices. 
Educational Leadership, 40(1), 28-31.

Wood, F. H ., & Thompson, S. R. (1980). Guidelines for better s ta ff  
development. Educational Leadership, 37(5), 28-31.

Yarger, G. P ., & Broadbent, F. (1982, March). Teacher as change agent. 
Paper presented at the Annual Meeting of the American Educa­
tional Research Association, New York. (ERIC Document Reproduc­
tion Service Ed 217 013)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



APPENDIX A 

Procedures Checklist for the Study

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



112

P R O C E D U R E S  C H E C K L I S T

D a t e
C o m p l e t e d

_ _ _ _ _ _  1 .  S e c u r e  v o l u n t e e r s .

_ _ _ _ _ _  2 .  H a v e  v o l u n t e e r s  s e l e c t  c o d e  n u m b e r s  -  l a s t  4  d i g i t s  o f
S o c i a l  S e c u r i t y  n u m b e r .

  3 .  S e c u r e  t w e n t y  f o u r  6 0 - m i n u t e  v i d e o  t a p e s  f o r  e a c h
p a r t i c i p a t i n g  t e a c h e r .

  4 .  S e c u r e  v i d e o  t e c h n i c i a n  t o  v i d e o  t a p e  p r e  a n d  p o s t t e s t  a n d
s e n d  t o  r e s e a r c h e r .

  5 .  D i s t r i b u t e  v i d e o  t a p i n g  f o r m  t o  a l l  p a r t i c i p a n t s  f o r  p r e  a n d
p o s t t e s t  t a p i n g .

  6 .  S c h e d u l e  p r e t e s t  v i d e o  t a p i n g  w i t h  t e c h n i c i a n  a n d  a l l
p a r t i c i p a n t s .

  7 .  E x a m i n e  t a p e s  t o  d e t e r m i n e  s u b j e c t s  k n o w l e d g e  a n d  u s e  o f
a c t i v e  p a r t i c i p a t i o n .

  8 .  A s s i g n  p a r t i c i p a n t s  t o  o n e  o f  t h r e e  g r o u p s .

  9 .  S e l e c t  i n s e r v i c e  d a t e s .

 1 0 .  P r e p a r e  f o r  t h e  i n s e r v i c e s  o n  a c t i v e  p a r t i c i p a t i o n  a n d  p e e r
c o a c h i n g .

 1 1 .  C o n d u c t  i n s e r v i c e s .

_ _ _ _ _ _ 1 2 .  A r r a n g e  p e e r  c o a c h i n g  s c h e d u l e s  f o r  t e a c h e r s  in  L e v e l  2
a n d  3  e x p e r i m e n t a l  g r o u p s .

 1 3 .  A r r a n g e  t r a i n e r  c o a c h i n g  s c h e d u l e s  f o r  t e a c h e r s  in  L e v e l  3
e x p e r i m e n t a l  g r o u p .
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1 4 .  S e c u r e  2  e x p e r t  r a t e r s  t o  e v a l u a t e  t h e  p r e  a n d  p o s t t e s t  
v i d e o  t a p e s  a n d  e s t a b l i s h  i n t e r - r a t e r  a n d  i n t r a - r a t e r  
r e l i a b i l i t y  w i t h  e x p e r t  r a t e r s .

1 5 .  C o a c h  t e a c h e r s  in  L e v e l  3  e x p e r i m e n t a l  g r o u p  5  t i m e s  
o v e r  t h e  t e n  w e e k  p e r i o d .

1 6 .  M i d - w a y  t h r o u g h  t h e  s t u d y  s e n d  a  l e t t e r  t o  a l l  p a r t i c i p a n t s  
r e m i n d i n g  t h e m  t h a t  f i v e  w e e k s  o f  t h e  s t u d y  i s  c o m p l e t e  
a n d  t h a t  h a l f  o f  t h e  p e e r  c o a c h i n g  c y c l e s  s h o u l d  h a v e  b e e n  
c o n d u c t e d .

1 7 .  S c h e d u l e  t h e  p o s t t e s t  v i d e o  t a p i n g  w i t h  t h e  t e c h n i c i a n  
a n d  a i l  p a r t i c i p a n t s  in  t h e  s t u d y .

1 8 .  S e c u r e  a l l  v i d e o  t a p e s  a n d  v i d e o  t a p i n g  f o r m s  f r o m  t h e  
t e c h n i c i a n  a n d  s e n d  t h e m  t o  t h e  e x p e r t  r a t e r s  f o r  
e v a l u a t i n g .
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I N F O R M A T I O N  S H A R E D  W I T H  T E A C H E R S  W H E N  S E E K I N G  V O L U N T E E R S  

F O R  T H E  S T U D Y :

A .  I N T R O D U C T I O N . T h e  g o a l  o f  i n s e r v i c e  e d u c a t i o n  p r o g r a m s  i s  t o  
h e l p  t e a c h e r s  d e v e l o p  a n d  u t i l i z e  s k i l l s  t h a t  m a k e  t h e m  m o r e  
e f f e c t i v e .  T h e  r e s e a r c h  i n d i c a t e s  t h a t  t h e  c u r r e n t  i n s e r v i c e
e d u c a t i o n  p r o g r a m s  a r e  i n  n e e d  o f  a s s e s s m e n t .  T h e  d a t a  r e l a t e d  t o  
e d u c a t i o n a l  c h a n g e ,  s t u d i e s  o f  e f f e c t i v e  t r a i n i n g ,  a n d  r e s e a r c h  o n  
s k i l l  t r a n s f e r  s u p p o r t  t h e  c o n c e p t  o f  c o a c h i n g  a s  a  t r a i n i n g  d e v i c e .  
T h e  p r o b l e m  b e i n g  a d d r e s s e d  i n  t h i s  s t u d y  i s ,  i s  t h e  l e v e l  o f  
i n s e r v i c e  i n t e n s i t y  r e l a t e d  t o  t e a c h e r  t r a n s f e r  o f  a  s k i l l  t o  t h e  
c l a s s r o o m ?

T h e  p u r p o s e  o f  t h i s  s t u d y  i s  t o  t e s t  f o r  d i f f e r e n c e s  b e t w e e n  t h r e e  
l e v e l s  o f  i n s e r v i c e  i n t e n s i t y  a n d  t r a n s f e r  o f  a  s k i l l  i n  t h e  t e a c h e r ' s  
i n s t r u c t i o n a l  r e p e r t o i r e  i n  t h e  c l a s s r o o m .  T h e  t h r e e  l e v e l s  o f  
i n s e r v i c e  i n t e n s i t y  a r e :

L e v e l  1 :  T h e o r y / p r e s e n t a t i o n ,  d e m o n s t r a t i o n ,  p r a c t i c e  w i t h
f e e d b a c k .

L e v e l  2 :  T h e o r y / p r e s e n t a t i o n ,  d e m o n s t r a t i o n ,  p r a c t i c e  w i t h
f e e d b a c k  a n d  p e e r  c o a c h i n g .

L e v e l  3 :  T h e o r y / p r e s e n t a t i o n ,  d e m o n s t r a t i o n ,  p r a c t i c e  w i t h
f e e d b a c k ,  p e e r  c o a c h i n g ,  a n d  t r a i n e r  c o a c h i n g .

B .  C o n f i d e n t i a l i t y  a n d  A n o n v m i t v . T h i s  s t u d y  i n v o l v e s  v i d e o  t a p i n g  
v o l u n t e e r  t e a c h e r s  a s  t h e y  p r e s e n t  a  l e s s o n  t o  a  c l a s s .  T o  a s s u r e  
c o n f i d e n t i a l i t y ,  a l l  p a r t i c i p a t i n g  t e a c h e r s  w i l l  b e  a s s i g n e d  a  
c o n f i d e n t i a l  c o d e  n u m b e r  t o  u s e  o n  a l l  d a t a  g a t h e r e d .  T h e  v i d e o  t a p e  
t e c h n i c i a n  w i l l  b e  a s k e d  t o  g a t h e r  t a p e s  a n d  v i d e o  t a p i n g  f o r m s  f r o m  
t e a c h e r s  a n d  s e n d  t h e m  t o  t h e  r e s e a r c h e r .
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C .  A c t i v i t i e s  a n d  T i m e  C o m m i t m e n t s . D e t a i l e d  d e s c r i p t i o n s  o f  
a c t i v i t i e s  a n d  a n t i c i p a t e d  t i m e  c o m m i t m e n t s  f o r  p a r t i c i p a t i n g  
t e a c h e r s  a r e  l i s t e d  o n  a  s e p a r a t e  s h e e t .

D .  P a r t i c i p a n t s . A l l  p a r t i c i p a n t s  i n  t h i s  s t u d y  a r e  t o  b e  v o l u n t e e r s .  
T h e  t e a c h e r s  in  t h i s  s t u d y  a r e  a l l  f r o m  W e s t s i d e  H i g h  S c h o o l .  T h i r t y  
t e a c h e r s  a r e  n e e d e d  t o  c o n d u c t  t h e  s t u d y .  T h o s e  t h i r t y  v o l u n t e e r s  
w i l l  c o m p r i s e  t h r e e  g r o u p s  a s  f o l l o w s :  ( 1 )  C o n t r o l  g r o u p  1 r e c e i v i n g  
i n s e r v i c e  t r a i n i n g  o n  a  s e l e c t e d  t e a c h i n g  b e h a v i o r ,  ( 2 )  E x p e r i m e n t a l  
g r o u p  2  r e c e i v i n g  i n s e r v i c e  t r a i n i n g  o n  a  s e l e c t e d  t e a c h i n g  b e h a v i o r  
a n d  p e e r  c o a c h i n g  w i t h  a n o t h e r  t e a c h e r  in  t h a t  g r o u p  t o  a s s i s t  in  
t r a n s f e r  o f  t h e  s k i l l  i n t o  t h e  c l a s s r o o m ,  a n d  ( 3 )  E x p e r i m e n t a l  g r o u p  
3  r e c e i v i n g  i n s e r v i c e  t r a i n i n g  o n  a  s e l e c t e d  t e a c h i n g  b e h a v i o r ,  p e e r  
c o a c h i n g  w i t h  a n o t h e r  t e a c h e r  i n  t h a t  g r o u p ,  a n d  w o r k i n g  w i t h  a  
t r a i n e r  c o a c h  f o r  t r a n s f e r  o f  t h e  s k i l l  i n t o  t h e  c l a s s r o o m .

A l l  p a r t i c i p a n t s  w i l l  b e  v i d e o  t a p e d  b e f o r e  t h e  s t u d y  b e g i n s  a n d  
a f t e r  t h e  s t u d y  i s  c o m p l e t e d .  P a r t i c i p a n t s  in  g r o u p s  1 a n d  2  w i l l  b e  
o f f e r e d  t h e  o p p o r t u n i t y  t o  w o r k  w i t h  t h e  t r a i n e r  c o a c h  o n  t h e  
s e l e c t e d  t e a c h i n g  b e h a v i o r s  a f t e r  t h e  s t u d y  i s  c o m p l e t e d  i f  t h e y  s o  
d e s i r e .

E .  L e n g t h  o f  t h e  S t u d y . T h i s  w i l l  b e  a  t w e l v e  w e e k  s t u d y  w h i c h  w i l l  
b e g i n  d u r i n g  t h e  s e c o n d  s e m e s t e r  o f  t h i s  s c h o o l  y e a r .  T o  g a t h e r  
b a s e l i n e  d a t a ,  e a c h  p a r t i c i p a t i n g  t e a c h e r  w i l l  b e  v i d e o  t a p e d  w h i l e  
t e a c h i n g  o n e  l e s s o n  b e f o r e  t h e  i n s e r v i c e  w o r k s h o p .  T h e  p r e t e s t  
v i d e o  t a p e  w i l l  b e  p r e v i e w e d  b y  t h e  r e s e a r c h e r  t o  d e t e r m i n e  e a c h  
p a r t i c i p a n t s  k n o w l e d g e  a n d  u s e  o f  t h e  s e l e c t e d  t e a c h i n g  b e h a v i o r .  
U s i n g  t h a t  i n f o r m a t i o n  e a c h  p a r t i c i p a n t  w i l l  b e  r a n d o m l y  a s s i g n e d  
t o  o n e  o f  t h e  t h r e e  g r o u p s .  A  d e t a i l e d  d e s c r i p t i o n  o f  t h e  t i m e  l i n e  
f o r  p a r t i c i p a n t s  i s  o u t l i n e d  o n  a  s e p a r a t e  s h e e t  e n t i t l e d  " S e l e c t e d  
I n s e r v i c e  A p p r o a c h e s . "

F .  A s s e s s m e n t . T h e  d e s i g n  o f  t h e  s t u d y  c a l l s  f o r  i n d e p e n d e n t  r a t e r s  
t o  r a t e  t h e  p r e t e s t  a n d  p o s t t e s t  v i d e o  t a p e s  f o r  e a c h  p a r t i c i p a t i n g  
t e a c h e r .  A l l  d a t a  r e c e i v e d  b y  t h e  r e s e a r c h e r  a n d  r a t e r s  w i l l  b e
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c o d e d  t o  a s s u r e  c o n f i d e n t i a l i t y  a n d  a n o n y m i t y .

G .  F e e d b a c k . T o  p r o t e c t  c o n f i d e n t i a l i t y  o f  i n d i v i d u a l s ,  t h e  r e s e a r c h e r  
w i l l  n o t  s h a r e  t h e  d a t a  w i t h  a n y o n e .  I n d i v i d u a l  t e a c h e r s  m a y  
r e c e i v e  t h e i r  o w n  r e s u l t s  a f t e r  t h e  s t u d y  i s  c o m p l e t e d  ( i f  t h e y  s o  
d e s i r e )  b y  p r o v i d i n g  t h e  r e s e a r c h e r  w i t h  t h e i r  c o d e .

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



D E S C R I P T I O N  O F  A C T I V I T I E S  F O R  P A R T I C I P A T I N G  T E A C H E R S :

I .  P r e t e s t  v i d e o  t a p i n g  o f  a l l  p a r t i c i p a n t s  t e a c h i n g  b e f o r e  t h e  s t u d y  
b e g i n s .

I I .  R a n d o m  a s s i g n m e n t  t o  o n e  o f  t h r e e  g r o u p s :
A .  L e v e l  1 C o n t r o l  G r o u p

1 .  A t t e n d  t w o  1 - h o u r  i n s e r v i c e  s e s s i o n  o n  a  s e l e c t e d  t e a c h i n g  
b e h a v i o r  c o n d u c t e d  b y  t h e  r e s e a r c h e r .

2 .  R e c e i v e  t w o  c o n t a c t  h o u r s  p r o f e s s i o n a l  g r o w t h .

B .  L e v e l  2  E x p e r i m e n t a l  G r o u p
1 .  A t t e n d  t w o  1 - h o u r  i n s e r v i c e  s e s s i o n s  o n  a  s e l e c t e d  t e a c h i n g  

b e h a v i o r  c o n d u c t e d  b y  t h e  r e s e a r c h e r .
2 .  A t t e n d  t w o  1 - h o u r  i n s e r v i c e  s e s s i o n s  o n  p e e r  c o a c h i n g  c o n d u c t e d  

b y  t h e  r e s e a r c h e r .
3 .  P a r t i c i p a t e  in  f i v e  p e e r  c o a c h i n g  c y c l e s  w i t h  p a i r e d  t e a c h e r  

f r o m  l e v e l  2  e x p e r i m e n t a l  g r o u p  o n c e  e v e r y  o t h e r  w e e k  f o r  a  t e n  
w e e k  p e r i o d .  E a c h  c y c l e  i s  a p p r o x i m a t e l y  o n e  h o u r  i n  l e n g t h .
F i v e  o b s e r v a t i o n s  a r e  r e q u i r e d  f o r  e a c h  p a i r e d  t e a c h e r ,  t h u s  t e n  
h o u r s  w i l l  b e  r e q u i r e d  o f  e a c h  t e a c h e r  t o  c o m p l e t e  t h e  p e e r  
c o a c h i n g  c y c l e s .

4 .  R e c e i v e  f o u r t e e n  c o n t a c t  h o u r s  p r o f e s s i o n a l  g r o w t h .

C .  L e v e l  3  E x p e r i m e n t a l  G r o u p
1 .  A t t e n d  t w o  1 - h o u r  i n s e r v i c e  s e s s i o n s  o n  a  s e l e c t e d  t e a c h i n g  

b e h a v i o r  c o n d u c t e d  b y  t h e  r e s e a r c h e r .
2 .  A t t e n d  t w o  1 - h o u r  i n s e r v i c e  s e s s i o n s  o n  p e e r  c o a c h i n g  

c o n d u c t e d  b y  t h e  r e s e a r c h e r .
3 .  P a r t i c i p a t e  in  f i v e  p e e r  c o a c h i n g  c y c l e s  w i t h  p a i r e d  t e a c h e r  

f r o m  l e v e l  3  e x p e r i m e n t a l  g r o u p  o n c e  e v e r y  o t h e r  w e e k  f o r  a  t e n  
w e e k  p e r i o d .  E a c h  c y c l e  is  a p p r o x i m a t e l y  o n e  h o u r  in  l e n g t h .  
F i v e  o b s e r v a t i o n s  a r e  r e q u i r e d  f o r  e a c h  p a i r e d  t e a c h e r ,  t h u s  t e n  
h o u r s  w i l l  b e  r e q u i r e d  o f  e a c h  t e a c h e r  t o  c o m p l e t e  t h e  p e e r  
c o a c h i n g  c y l e s .

4 .  R e c e i v e  t r a i n e r  c o a c h i n g  f i v e  t i m e s  w h i l e  t e a c h i n g  o n c e  e v e r y  
o t h e r  w e e k  w i t h i n  a  t e n  w e e k  p e r i o d .  E a c h  t r a i n e r  c o a c h i n g  
c y c l e  w i l l  d e m a n d  o n e - h a l f  h o u r  o f  t h e  t e a c h e r ' s  t i m e  f o r  
f e e d b a c k  f r o m  t h e  t r a i n e r .

5 .  R e c e i v e  s e v e n t e e n  c o n t a c t  h o u r s  p r o f e s s i o n a l  g r o w t h .

I I I .  P o s t t e s t  v i d e o  t a p i n g  o f  a l l  p a r t i c i p a n t s  t e a c h i n g  a f t e r  t h e  t e n  w e e k  
t r e a t m e n t  p e r i o d .
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BEFORE THE STUDY BEGINS: PRETEST VIDEOTAPING OF ALL PARTICIPANTS

Selected Inservice Approaches

I l lb .  Peer Coaching Cycle 
(see above)

I I I .  Peer Coaching Cycle-2
1. Pre-observation
2. Application in 

classroom with 
peer coach 
observation

3. Post-observation 
conference 
between peers

I l i a .  Coaching Cycle-3
1. Pre-observation
2. Application in class­

room with trainer 
coach observation

Post-observation 
conference between 
tra iner coach and 
teacher

I .  Teacher Inservice Workshop (Groups 1, 2 and 3)
1. Theory/presentation
2. Demonstration/modeling
3. Practice under simulated conditions with feedback
4. Assessment of mastery

I I .  Peer Coaching Workshop for Experimental Groups 2 & 3
1. Theory/presentation
2. Demonstration/modeling
3. Practice under simulated conditions with feedback
4. Assessment of mastery

END OF THE STUDY: POSTTEST VIDEOTAPING OF ALL PARTICIPANTS
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Inservice Workshop Overview, Evaluation, and 
Cognitive Comprehensive Mastery of 

Active Participation Form
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A C T I V E  P A R T I C I P A T I O N  I N S E R V I C E  W O R K S H O P  O V E R V I E W

S E S S I O N  I .  T H E O R Y / P R E S E N T A T I O N  ( o n e  h o u r )

A .  R e s e a r c h  o n  a c t i v e  p a r t i c i p a t i o n
B .  D e f i n i t i o n
C .  C r i t i c a l  a t t r i b u t e s
D .  T y p e s  -  C o v e r t  a n d  O v e r t

1 .  D e f i n i t i o n  o f  e a c h
2 .  W a i t  t i m e  i n f o r m a t i o n
3 .  A c c o u n t a b i l i t y  f o r  a l l  l e a r n e r s
4 .  A d v a n t a g e s  a n d  D i s a d v a n t a g e s

E .  S t r a t e g i e s  t o  e l i c i t  a c t i v e  p a r t i c i p a t i o n  f r o m  s t u d e n t s

S E S S I O N  2 .  D E M O N S T R A T I O N / M O D E L I N G  ( 3 0  m i n u t e s )
A .  V i e w i n g  t h e  v i d e o  t a p e  -  " I n c r e a s i n g  A c c o u n t a b i l i t y  

t h r o u g h  A c t i v e  P a r t i c i p a t i o n "
B .  R o l e - p l a y i n g  d i f f e r e n t  s t r a t e g i e s  b y  t h e  p r e s e n t e r

P R A C T I C E  W I T H  F E E D B A C K  ( 2 5  m i n u t e s )
A .  E x a m i n e  a  v i d e o  t a p e  t o  c o d e  f o r  t e a c h e r  u s e  o f  a c t i v e  

p a r t i c i p a t i o n  w h i l e  t e a c h i n g
B .  B r a i n s t o r m  w a y s  o f  i n c o r p o r a t i n g  m o r e  s t u d e n t  

i n v o l v e m e n t

C O G N I T I V E  C O M P R E H E N S I O N  M A S T E R Y  O F  A C T I V E  
P A R T I C I P A T I O N  ( 5  m i n u t e s )

E V A L U A T I O N  O F  I N S E R V I C E  O N  A C T I V E  P A R T I C I P A T I O N
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P E E R  C O A C H I N G  I N S E R V I C E  W O R K S H O P  O V E R V I E W

S E S S I O N  1 :  T H E O R Y / P R E S E N T A T I O N  ( 3 5  m i n u t e s )
A .  C o m p o n e n t s  o f  a n  E f f e c t i v e  S t a f f  D e v e l o p m e n t  P r o g r a m
B .  R e s e a r c h  o n  P e e r  C o a c h i n g
C .  D e f i n i t i o n  o f  P e e r  C o a c h i n g
D .  F u n t i o n s  o f  P e e r  C o a c h i n g
E .  G u i d e l i n e s  f o r  I m p l e m e n t i n g
F .  P e e r  C o a c h i n g  P r o c e s s
G .  F e e d b a c k  T e c h n i q u e s

D E M O N S T R A T I O N / M O D E L I N G  ( 2 5  m i n u t e s )
A .  P r e v i e w  a  v i d e o  t a p e d  l e s s o n  m o d e l i n g  t h e  f i v e  s t e p s  o f  

t h e  p e e r  c o a c h i n g  p r o c e s s
B .  V i e w  a  t a p e  o f  a  t e a c h e r  t e a c h i n g  w i t h  t h e  p r e s e n t e r  

c o d i n g  f o r  u s e  o f  a c t i v e  p a r t i c i p a t i o n .  R o l e  p l a y  t h e  f i v e  
s t e p s  o f  t h e  p e e r  c o a c h i n g  p r o c e s s  w i t h  a n o t h e r  t e a c h e r

S E S S I O N  2 :  P R A C T I C E  W I T H  F E E D B A C K  ( o n e  h o u r )
A .  E x a m i n e  p o o r l y  p h r a s e d  f e e d b a c k  s t a t e m e n t s  a n d  r e w r i t e  

t h e m  t o  p r a c t i c e  d e v e l o p m e n t  o f  r e i n f o r c e m e n t  s t a t e m e n t s .
B .  P a r t i c i p a t e  in  a  p r a c t i c u m  i n c o r p o r a t i n g  t h e  f i v e  s t e p s  o f  

t h e  p e e r  c o a c h i n g  p r o c e s s .  E a c h  t e a c h e r  w i l l :  ( 1 )  t e a c h  a  
f i v e  m i n u t e  l e s s o n ,  ( 2 )  r e c e i v e  f e e d b a c k  f r o m  a  p e e r ,  a n d

( 3 )  p r a c t i c e  g i v i n g  a  p e e r  f e e d b a c k  o n  t h e  l e s s o n  t a u g h t .
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INSERVICE EVALUATION FORM

1. How useful was the content of this workshop?

 extremely useful  very useful  useful

  of some use _ of no use

2. The one thing I found most useful was: ______________

3. What would you suggest be done d ifferen tly  (e .g ., what would you 
suggest be added or deleted)?: _______________________________

4. Specific comments:

THANKS FOR YOUR INTEREST AND SUPPORT!
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C O G N I T I V E  C O M P R E H E N S I O N  M A S T E R Y  O F  A C T I V E  P A R T I C I P A T I O N

1 .  W h a t  i s  t h e  d e f i n i t i o n  o f  a c t i v e  p a r t i c i p a t i o n ?

2 .  W h a t  is  t h e  e f f e c t  o n  t h e  l e a r n e r  o f  i n c r e a s e d  a c t i v e  p a r t i c i p a t i o n ?

3 .  W h a t  a r e  t h e  c r i t i c a l  a t t r i b u t e s  o f  a c t i v e  p a r t i c i p a t i o n ?  E x p l a i n  e a c h .

4 .  W h a t  is  c o v e r t  b e h a v i o r ?  L i s t  2  e x a m p l e s  o f  s t u d e n t  b e h a v i o r  t h a t  is  

c o v e r t .

5 .  W h a t  i s  o v e r t  b e h a v i o r ?  L i s t  2  e x a m p l e s  o f  s t u d e n t  b e h a v i o r  t h a t  is  

o v e r t .

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



125

6 .  U n d e r  w h a t  c o n d i t i o n s / c i r c u m s t a n c e s  m i g h t  a  t e a c h e r  c h o o s e  c o v e r t  

b e h a v i o r  a s  t h e  f o r m  o f  a c t i v e  p a r t i c i p a t i o n  t o  u s e ?

7 .  U n d e r  w h a t  c o n d i t i o n s / c i r c u m s t a n c e s  m i g h t  a  t e a c h e r  c h o o s e  c o v e r t  

f o l l o w e d  b y  o v e r t  b e h a v i o r  a s  t h e  f o r m  o f  a c t i v e  p a r t i c i p a t i o n  t o  u s e ?

8 .  W h a t  a r e  s o m e  e x a m p l e s  o f  a b u s i n g  t h e  p r i n c i p l e  o f  a c t i v e  p a r t i c i p a t i o n ?
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PLEASE COMPLETE AND RETURN TO YOUR PRINCIPAL:

Name: ____________________________________________________________

Grade level: _____________________________________________________

Class size: ______________________________________________________

Classes teaching _________________________________________________

Previous instruction in EEI or ITIP: _____________________________

Check one response:

  I w ill participate as a part of an^ of the three groups:
Group A -  Trainer Coaching coupled with Peer Coaching,
Group B -  Peer coaching, or Group C - Traditional inservice.

  I prefer to be part of Group A - Trainer Coaching coupled with
Peer Coaching inservice.

  I prefer to be part of Group B -  Peer Coaching inservice.

  I prefer to be part of Group C -  Traditional inservice.

  I am interested in the study but need additional information.
Please contact me.
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D E M O G R A P H I C  D A T A  s P A R T I C I P A T I N GT E A C H E R S

The following information will assist the researcher with analysis of 
data when the study has been completed. Please complete each item. To 
assure anonymity, please do not put your name on this paper; use only 
your code number.

1. Teacher code number -
last four digits of soc. security no.

2. Male or female

3. Number of years spent in classroom teaching

4. Grades primarily teaching

5. Average number of students per class taught

6. Have you received instruction in EEI or ITIP?

7. Name of specific class chosen to work with 
throughout the study; include:

Grade level ___________

Number of students ___________

Time and days class meets ___________
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V I D E O  T A P I N G  F O R M

I n f o r m a t i o n  f o r m  t o  b e  c o m p l e t e d  b y  t h e  t e a c h e r  d u r i n g  v i d e o  t a p i n g .  

S u b m i t  f o r m  w i t h  v i d e o  t a p e .

P a r t i c i p a n t  N u m b e r . . G r o u p  N u m b e r . D a t e

S u b j e c t .

T i m e  o b s e r v a t i o n  b e g a n . T i m e  o b s e r v a t i o n  e n d e d

T o t a l  l e n g t h  o f  l e s s o n . T o t a l  n u m b e r  o f  s t u d e n t s  i n  c l a s s

O b j e c t i v e  o f  t h e  l e s s o n .
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P E E R  C O A C H I N G  F O R M

N A M E _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ G R O U P _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

P E E R  C O A C H I N G  P A R T N E R _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

D A Y  A N D  T I M E  I O B S E R V E  A N D  G I V E  F E E D B A C K  T O  M Y  P A R T N E R :

O B S E R V E _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

F E E D B A C K _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

D A Y  A N D  T I M E  M Y  P A R T N E R  O B S E R V E S  A N D  G I V E S  F E E D B A C K  T O  M E :

O B S E R V E _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

F E E D B A C K _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _
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CODING ACTIVE PARTICIPATION 

OBJECTIVE OF LESSON PARTICIPANT NO. DATE

Listen for what the teacher says that e lic its  covert and overt student involvement. Script the 
sentence. Record the time the involvement began and ended. Record i f  there was wait time of 3 
seconds or more once Active Participation was e lic ite d . Count the number of students involved. 
Record i f  the Active Participation was congruent with the objective and i f  there was teacher 
monitoring.

Covert Overt
Time
Began

Time
Ended

Total
Time Wait Time

Number of 
Students Congruent Monitor

Yes No Yes No Yes No

U>
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SUMMATIVE EVALUATION AFTER VIEWING THE TAPE

PARTICIPANT NO. DATE GROUP

Wasn't Almost
Observed Rarely Sometimes Frequently Always

1. The behavior being e lic ited  is congruent 
with the objective.

2. The involvement is consistent throughout 
the lesson.

3. The question/activity was focused to a ll  
the learners.

4. There was simultaneous involvement (covert 
followed by overt).

5. The teacher is providing appropriate wait time 
once the behavior is e lic ite d .

6. The teacher is monitoring the behavior 
once e lic ite d .

2

2

2

3

3

3

3

4

4

4

4

5

5

5

5
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