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ABSTRACT 

Fifteen undergraduate music education majors enrolled in an introductory music 

education course at a major university in the Southwestem United States participated in this 

study. Students constructed concept maps on the topic teacher effectiveness as a measure of 

their cognitive schemata. They completed two microteaching lessons in two different 

settings which were videotaped and subsequently analyzed using the Survey of Teaching 

Effectiveness and a time sampling procedure using criteria from teacher intensity research. 

Following their microteachings students constructed a second concept map on the same 

topic. Students were interviewed to explore the nature of their thinking about effective 

teaching. 

Quantitative analyses were conducted using data from the concept maps and both 

measures of teacher effectiveness. Results of a dependent t - test showed no significance 

difference between map scores either for total score or component scores of extensiveness 

and coherence. Spearman Rank Correlations were calculated between map scores and 

subjects' scores on both the STE and T1 measures. No significant correlations were found 

to exist. Qualitative analyses were completed based on data from concept maps, self-

evaluations, and interviews. Frequency responses by categories and data source indicated 

subjects' responses fell into two main areas: teacher effectiveness and skills and strategies. 

Within these two areas four sub-categories were targeted for further analysis: knowledge, 

teacher traits, delivery and instructional skills. Frequency responses for all but delivery 

skills were quite high. 

The following conclusions were drawn: I. Preservice teachers have a clear picture 

of what it means to be an effective teacher. They describe an effective teacher as 

knowledgeable, possessing a variety of personal characteristics, and engaging in specific 

teacher actions. 2. Preservice teachers' cognitive structure does not change after the 

completion of two microteaching experiences. There is some indication that changes in the 



content of their thinking arise following their microteachings. 3. There is no relationship 

between preservice teachers' cognitive structure and their ability to demonstrate effective 

teaching behaviors. However, qualitative analyses suggest a possible connection between 

the content of their thinidng and their ability to teach effectively. Implications for education 

and future research are discussed. 
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Chapter I 

Introduction 

The decision to become a teacher can be a momentous occasion in a person's life. 

While the reasons behind such a decision are as varied as the individuals maidng the 

choice, aspiring teachers have in common the desire to share their knowledge and 

experience with others. In deciding to teach, they are maidng a commitment to work with 

young people of widely assorted backgrounds, abilities, and experiences. Not only are 

these aspirant teachers making a commitment to work with a diverse population of 

students, they do so with the understanding that their working conditions are also highly 

diverse, demanding, and changeable. In spite of these challenges, individuals continue to 

seek entrance to the teaching profession and look to institutions of higher education for 

assistance in achieving this goal. 

The responsibility of educating and training these preservice teachers rests primarily 

with teacher education programs. Teacher educators, like the students they will train, have 

made a commitment to work with a student body of great diversity. In addition, teacher 

educators face the challenge of training these aspirants to function successfully within an 

educational environment that has been characterised as complex and uncertain (Shavelson, 

1983). This challenge is compounded by the fact that teacher education programs must 

operate within a number of constraints imposed by outside forces. Specific course 

requirements, credit hour limits, national teacher exams, certification requirements, staffing 

shortages and other financial limitations are typical obstacles confronting many teacher 

education programs. Given these constraints, teacher education programs cannot afford to 

be wasteful either of time or money. 

In designing a successful and efficient teacher preparation program, teacher 

educators must identify the essential skills and knowledge preservice teachers need in order 
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to function successfully in the classroom. If teacher educators can agree on these essential 

skills and knowledge, experiences can be structured to develop and refme these skills. 

Therefore, what do teacher educators consider as essential skills and knowledge? 

Process-product research has proven one of "The most vigorous and productive of 

the programs of research on teaching during the past decade." (Schulman, 1986, p. 9). 

This research paradigm has attempted to address the connections between what effective 

teachers do in the classroom and what effect their actions have on their students; hence the 

label process-product. Fmdings resulting from this paradigm have contributed greatly to 

our understanding of what it is that good teachers do. However, other factors may 

influence successful teaching and learning. The "doing" is only part of the picture. 

In the last twenty years, research into teachers* thought processes has provided an 

alternative line of inquiry about effective teaching which complements that of the more 

traditional process-product paradigm. Where process-product research has focused on 

identifying characteristics and behaviors associated with effective teaching, research in the 

cognitive arena has focused on teachers' thinking, with an emphasis on teachers' 

judgements, plans, and decisions (Clark & Peterson, 1986; Schulman, 1986). It could be 

argued that within this line of research, teachers' decision making is the most inclusive 

skill, since it permeates every aspect of a teachers' thought processes. As such, it could be 

considered the essential teaching skill. In fact, the notion of decision making as the basic 

teaching skill was posited by Shavelson as early as 1973 (Shavelson, 1973). 

Decision making as the basic teaching skill provides a valid framework for defining 

teacher education. Rrst, decision making permeates all three stages of teaching: the 

preactive or planning stage, the interactive stage where actual teaching occurs, and the 

postactive stage involving reflection and evaluation (Westerman, 1991). A teacher's ability 

to make effective decisions is based on his or her ability to think critically, to make 

reasoned decisions. Reasoned decision making requires that teachers frame problems. 
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explore alternative strategies, and select appropriate solutions. Furthermore, reasoned 

decision making assumes teachers are able to justify their choices according to a rational 

criteria (Harrington, 1995). 

In making reasoned decisions teachers rely upon their pedagogical and subject 

matter knowledge as well as their experiences and beliefs to guide them. It follows then that 

success at decision making tasks would be dependent in part on the knowledge and 

experiential structures available to teachers. In fact, research comparing expert and novice 

teachers has demonstrated clear differences in the knowledge structures, or schemata, of 

experienced and inexperienced teachers (Bergee, 1998; Carter, Gushing, Sabers, Stein, & 

Berliner, 1988; Gonzalez & Carter, 1996; Sabers, Cushing, & Berliner, 1991; Swanson, 

O'Connor, & Cooney, 1990; Westerman, 1991). This research shows that experienced 

teachers are better able to make sense of classroom events, to offer multiple interpretations 

and explanations of perceived problems, and to be more sensitive to the contextual 

implications of a given teaching situation. 

Based on the findings of expert-novice studies, researchers infer that the cognitive 

schemata of experts is more elaborate, complex, interconnected and easily accessible than 

novices. A more elaborate and highly developed cognitive schemata allows experts to make 

connections, to understand relationships, and ultimately summarize and synthesize 

information about classroom events (Leinhardt & Greeno, 1986). If a richer, more 

elaborate schemata aids expert teachers in making reasoned decisions, then it follows that 

one way to help preservice teachers become more effective decision makers would be to 

help them develop a more elaborate set of schemata. 

However, if teacher educators want to effect a change in the cognitive structure of 

preservice teachers, they first must understand what experiences and beliefs these aspiring 

teachers bring with them to the classroom. In fact, research suggests that preservice 

teachers' beliefs play a critical role in how they learn to teach. Carter and Doyle (1995) 
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report that"... personal dispositions are more powerful in teacher learning than teacher 

education curriculum." (p. 186). This is echoed by Feiman-Nemser and Remillard (1996), 

"The beliefs and committments held by teachers-to-be significantly influence what they 

learn in teacher education." (p. 69). 

These statements are even more compelling when we consider that most preservice 

teachers' beliefs result from their own experiences as students in classrooms. Carter and 

Doyle (1995) elaborate,"... teacher education students begin to learn very early, as 

pupils in elementary and secondary schools, and this prolonged apprenticeship of 

observation (Lottie, 1975) is far more powerful than formal teacher preparation experiences 

in shaping their attitudes and conceptions of how to teach." (p. 186). Feiman-Nemser and 

Remillard (1996) concur, citing several studies which document this statement. 

If the goal of teacher education is to help preservice teachers acquire the knowledge 

and skills they will need to become effective decision makers, then we need to have a 

clearer picture of what they bring with them when they enter our programs. This is 

especially important considering the influence these beliefs and experiences have in shaping 

their perceptions of what it means to learn to teach. Furthermore, we need to understand 

how their knowledge and experiences interact with what research has shown to be positive 

attributes and behaviors of effective teachers. 

Need 

Recent research in teacher education has focused on a line of inquiry concerned 

with examining the cognitive structures of teachers (Artiles, Mostert, & Tankersley, 1994; 

Beyerbach, 1988: Morine-Dershimer, 1989,1993; Morine-Dershimer, et al., 1992; 

VanLeuvan, 1997; Winitzky & Kauchak, 1995). These researchers have demonstrated that 

it is possible to study teacher cognition using a variety of techniques, and further, that these 
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techniques can be used to explore the cognitive structures of preservice teachers. Through 

their efforts, teacher educators now have a better understanding of how preservice teachers 

make sense of what it means to learn to teach. 

In music teacher education, a great deal of knowledge has been accumulated about 

effective teaching, primarily through the efforts of researchers working in the process-

product paradigm. Grant and Drafall (1991) provide a thorough review of this literature. 

What appears to be missing, however, is a solid body of research in music teacher 

cognition. Certainly, researchers have investigated music cognition; however, that is not 

the same as music teacher cognition. In their review of research on music teacher 

education, Verrastro and Leglar (1992) suggest that music education researchers look to 

general education for promising areas of research; surprisingly, their article contains no 

reference to the study of teacher cognition. 

Colwell (1985) in his discussion of program evaluation in music teacher education 

distinguishes between educating and merely training teachers. According to Colwell, 

programs based upon a sound and comprehensive theory of education produce creative 

teachers who are able to exercise their own initiative and solve problems (p. 39). On the 

other hand, he claims "Trained teachers [as opposed to educated ones] don't question 

objectives or methods, are not bothered by student needs for sequential learning, and are 

most inquisitive about the trivial aspects of their teaching." (p. 40). If we are to develop 

teacher education programs which truly "educate" preservice music teachers, and which 

encourage our preservice teachers to make "reasoned" decisions about teaching, we cannot 

afford to ignore the advances in general education research regarding teacher thinking. 

Thus the imperative exists for a research program investigating the cognitive schemata of 

preservice music education students. 
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Purpose 

The purpose of this study is twofold. First, this study will examine preservice 

music education teachers' conceptions of what it means to be an effective teacher. Second, 

this study aims to explore the potential relationship between preservice music education 

students' thinking about what it means to be an effective teacher and their ability to 

demonstrate effective teacher behaviors. In describing the nature of preservice teachers' 

thinking about effective teaching, this study will attempt to identify a) what preservice 

teachers consider to be major concepts related to the topic of teacher effectiveness, b) 

whether preservice teachers make connections between concepts, and if so, what is the 

nature of these connections, and c) the degree to which preservice teachers identify 

common themes in teacher effectiveness. 

Research Questions 

Three research questions are addressed in this research program. Specifically, this 

study asks 1) What is the nature of preservice music education teachers' thinking about 

effective teaching as measured through the use of concept maps? 2) Does preservice music 

education teachers' thinking about effective teaching change following two microteaching 

experiences involving both peer and field teaching settings? and 3) Is there a relationship 

between preservice music teachers' thinking about teacher effectiveness and their ability to 

demonstrate effective teaching behaviors? 

Definitions 

Basic definitions of the following terms will aid the reader in understanding the key 

premises upon which this study is based. 

Preservice teacher: For the purposes of this study, the term "preservice teacher" 

will refer to music education undergraduate students enrolled in their first or second 

semester of music education classes. 
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Concept: The term "concept" refers to a mental representation of a category. A 

category is a class in which stimuli are placed according to certain similarities. In order to 

develop a concept, an individual must be able to discriminate between two stimuli, 

identifying similar and distinguishing features. In other words, one must be able to 

recognize what something is not. Concepts are generally abstractions from experience 

where the individual "abstracts" or "takes out" the essential components of a stimuli and 

ignores the rest. Accordingly, a category consists of stimuli in the outside world while a 

concept is made up of information in one's memory. Concepts are useful in helping us to 

make sense of the world, make inferences, develop taxonomies and partonomies, solve 

problems, and learn new concepts (Howard, 1987). 

Exemplars/Instances: These are actually examples of stimuli that belong to a 

particular category. A violin and a harp are instances or examples of string instruments. 

These terms, exemplars and instances, are often used interchangeably. Both concepts and 

schemata consist of exemplars or instances. For example, the term rhythm might be used as 

an example or instance of a musical concept; likewise one's schemata for the basic elements 

of music might include the concepts of rhythm, melody, harmony, timbre, and form. 

Schemata: Broadly defined, the term schemata represents an organized body of 

knowledge, a mental structure representing some part of a stimulus domain. A schemata 

consists of a set of expectations about how the world is organized. Schemata have specific 

instantiations (instances or examples of specific stimuli). For example, the schemata for 

sonata allegro form would consist of instantiations of the exposition, development, 

recapitulation and coda; in this manner a schemata acts as a pattern-recognition device. If a 

musical selection lacked a development section, it would not fit the schemata for sonata 

allegro form. Schemata are valuable aids for perception (recognition of patterns), 

comprehension, memory and learning. 
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Concept mapping: Conceal mapping is a graphic tool used to study people's 

knowledge structures. For this study, concept mapping will refer to the technique used to 

draw up a concept map, a visual representation of how knowledge from a particular domain 

is organized and stored in long term memory. A concept map is the concrete product of an 

abstract process in which items are organized and relationships between them identified. 

This study distinguishes between the technique of concept mapping and the product of that 

technique, the actual concept map. 

Assumptions 

This study assumes that the cognitive organization of concepts in the form of 

schemata represents cognitive structure. In other words, an individual's concept map 

represents that individual's conceptual schema or knowledge structure of a given domain as 

it resides in long term memory. While there is no empirical evidence that a concept map 

actually replicates the way in which knowledge structures are stored in long term memory, 

it does provide a means of examining how individuals consciously organize and associate 

specific information. 

A second assumption is that preservice teachers are active participants in learning 

how to teach. To quote Resnick (as cited in Schulman, 1986, p. 25 ) "Today's 

assumptions about the nature of learning and thinking are interactionist. V/e assume that 

learning occurs as a result of mental constructions of the learner. These constructions 

respond to information and stimuli in the environment, but they do not copy or mirror 

them." In other words, preservice music teachers are responsible for making sense out of 

what they are taught, and how they do so depends on their own experiences and ways of 

knowing. Schulman elaborates, 'They already possess extensive bodies of knowledge, 

organized in particular ways. When presented with new knowledge by texts or teachers. 
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they actively process the information in that instruction through the filters or lenses of their 

prior understanding." (p. 25). 

Limitations 

The scope of this study is limited to exploring the use of concept maps as a means 

of understanding the nature of preservice music education teachers' thinking about what it 

means to be an effective teacher and its potential relationship to their ability to demonstrate 

effective teaching behaviors. Participants were preservice music teachers enrolled in an 

introductory music education course. Caution should precede any attempts to generalize the 

research findings given the nature and size of the sample as well as the contextual nature of 

the qualitative data. 
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Chapter II 

Review of Literature 

This chapter presents literature related to two important aspects of this study: 

cognitive schemata and effective teaching. Beginning with an overview of schema theory, 

the chapter continues by addressing methods for studying schemata, specifically the 

ordered tree and concept mapping techniques, and concludes with a section on effective 

teaching. The literature supporting cognitive schemata derives primarily from the field of 

general education; literature on effective teaching from research in music education. 

Schema Theory 

Schema theory attempts to explain how knowledge is organized and stored in long 

term memory. To understand how schema theory works and its relevance to teaching, it is 

necessary to first define schema. In essence, a schema is an abstract mental structure which 

represents some part of some stimulus domain (Howard, 1987, p. 31). In simpler terms it 

can be thought of as a framework that helps us make sense of the world. Because it is a 

mental construct and thus intangible, it is difficult to define. In an attempt to clarify the 

concept of schemata, Howard (1987) uses three analogies, stating that a schemata can be 

thought of as a filter, a sorting device, or a play (an ordered sequence of events). As such, 

it helps us sift through, sort, and order information for efficient retrieval from long term 

memory. 

Schemata are useful components in the processing of the cognitive functions of 

perception, comprehension, memory and learning. Schemata aid in the recognition of 

patterns, an important component in perception as evidenced by the Gestalt principles. To 

comprehend means to understand; in essence, if we understand something we are able to 

make sense of it. One of the ways we make sense of the world is by comparing new 
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information with previously accepted information, information that is represented in the 

form of schemata. If we can logically account for this new knowledge by reference to 

previously understood and accepted information, it is easily integrated into our existing 

memory; if not, this new information is often ignored, compartmentalized, or learned by 

rote (Howard, 1987). Furthermore, a well-developed schemata can affect how much 

information we are able to recall. Expert-novice studies in chess have demonstrated that 

experts' schemata are much more developed than novices; furthermore, experts evidenced 

greater capacity for recall of various chess positions than novices in a task designed to 

compare differences in schemata and recall (deGroot, 1965). 

Some common characteristics of schemata are the fact that they 1) can represent 

specific instantiations (instances of something), 2) can be embedded within one another, 

and 3) are generally organized around specific themes or ideas. Often schemata are 

organized into taxonomies or partonomies. A taxonomy is a structure which links concepts 

according to membership within a particular "class"; a partonomy links concepts by part-to-

whole relations. In music, a score analysis would be an example of a partonomy, a 

classification of instruments would represent a taxonomy. Both partonomies and 

taxonomies help us to understand relationships between different concepts. Schemata can 

also vary greatly in the degree of abstraction that is represented. For example, the schemata 

we have for the concept "face" might consist of eyes, ears, nose, mouth, chin; whereas the 

schemata for "hypothesis testing" might include more abstract concepts such as random 

sampling, null and alternative hypotheses, probability, and statistical significance. 

Schemata can be activated in two ways. In a "bottom up" approach a given stimulus 

initiates the search for an appropriate schema in order to make sense of data input. In a "top 

down" approach, we already have a schema in mind and are simply looking for data input 

which will corroborate that pre-existing schema. It is likely that in many instances both 

approaches are activated. For example, if we are listening to a particular piece of music (the 
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stimulus) and want to determine it's musical form, we would analyze the different 

components of the formal structure and search our schemata of musical forms for the best 

fit. On the other hand, if we were teaching a class on sonata allegro form and wanted to 

provide a musical example, we would start with our schema for sonata allegro form and 

search for an appropriate example. 

Another interesting feature of schemata, also relevant to teaching is the existence of 

different types. Schemata can be used to represent scenes, events, actions, persons, and 

even stories. A scene schemata would represent our expectation of how objects are 

arranged in space. A simple example would be that of a landscape in which we expect the 

ground to be at the bottom, the sky and clouds at the top of the picture. An example of a 

landscape schema for a typical classroom might be a room with rows of chairs and tables 

for students with the teacher's desk at the front of the room and blackboards on the walls. 

Event schemata are temporal, relating a sequence of events. Direct instruction is an event 

schema consisting of three main components: teacher presentation, student response, 

followed by teacher feedback. The sequence of these activities is critical to our 

understanding of direct instruction. Many teaching activities are event structured. In music, 

ensemble rehearsals typically follow a particular sequence of activities which are temporally 

related. Event schemata are sometimes referred to as scripts. Actions are a type of event 

schema representing only procedural knowledge: how to do something. In the case of 

direct instruction knowing a variety of presentation methods such as lecture, 

demonstration, or questioning techniques would constitute the action schema for teacher 

presentation. A lesson plan might be considered a type of action schema. Person schemata 

are useful for understanding and predicting behavior. We have both general and specific 

person schemas. In education we might access these schemas as we make judgements 

about students based on social, ethnic or occupational status. Schemata are also useful for 

understanding stories. We all possess a general story schema consisting of slots for the 
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setting, main characters, and episodes. Recent research addressing teacher's 

understandings of their woric posits the notion that teacher knowledge is event structured 

and that their understandings of teaching are grounded in personal narrative which may be 

represented in the form of stories about teaching experiences (Carter & Doyle, 1995; 

Gonzalez & Carter, 1996). 

Preservice teachers need to develop appropriate schemata enabling them to function 

successfully in the classroom. As demonstrated in the previous paragraph, all different 

types of schemata (event, action, scene, person, and story) are applicable to some aspect of 

teaching. Consider the three stages of teaching: planning, interactive teaching, and 

evaluation. Teacher's might access event (what to do when), scene (how it should look), 

and person schemata (knowledge of students) in addition to their schema for action 

(procedural knowledge) while carrying out planning activities. Interactive teaching would 

rely primarily on a teacher's event and action schemata (what to do when and how to do it), 

although certainly the teacher might access a person or story schema if applicable. In 

evaluating a lesson, teachers might rely on a story schema (who does what, and where, and 

why) to assess whether an activity was completed as intended, although other types of 

schemata might be applied as welt. 

It is important to recognize the uniqueness of schemata to each individual. Since 

schemata are derived from our personal experiences and interactions with the world, and 

since our experiences and interactions are colored by our personal beliefs and attitudes, 

then it follows that while we may share basic schemata, the exact nature of our schemata 

remains unique to the individual. Educators need to understand this facet of schemata in 

order to better understand how it might affect learning. 

Evidence of the interaction of student beliefs and attitudes with their knowledge of 

teaching has been discussed in the literature concerning preservice teachers' preconceptions 

in learning to teach. Feiman-Nemser and Remillard (1996) claim that "The beliefs and 
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commitments held by teachers-to-be significantly influence what they learn in teacher 

education." They go on to state that these beliefs are shaped by their experiences as 

students, "Having spent more than thirteen years in classrooms learning about teaching 

through an 'apprenticeship of observation' (Lortie, 1975), prospective teachers have beliefs 

about what teachers do and say, how children learn, and what should be taught." (Feiman-

Nemser & Remillard, 1996, p. 69-70). 

Schmidt (1998) used qualitative data to investigate four instrumental music student 

teacher's definitions of "good" teaching within the context of their beliefs and practices. 

She found that these student teachers constructed highly personalized and idiosyncratic 

definitions of effective teaching filtered by their personal experiences, beliefs and self-

concepts. According to Schmidt, students' prior beliefs and understandings about teaching 

had the potential to function in both educative and miseducative ways. She explains how 

these beliefs interacted with new information about teaching which in turn affected their 

definitions of "good" teaching: "These experience-based understandings supplemented, 

interfered with, or negated theoretical information and teaching practices presented in the 

university or student teaching situation ... (p.29). She then argues for the need to expand 

the range of preservice teachers' experiential understandings by providing more 

opportunities for guided reflection, exposure to a variety of other models, and to 

experiment with teaching practices in a safe environment. 

The point is that while schema theory provides a way of understanding how we 

acquire knowledge, it is possible to harbor misconceptions which can be very difficult to 

change. Students with incomplete or inappropriate schemata may have difficulty integrating 

new information. This difficulty may be compounded by the students' beliefs that 1) their 

existing schemata is sufficient, 2) it is too much work to accept a new schemata or 3) the 

new schemata is not applicable to their situation (Howard, 1987). Given Feiman-Nemser 
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and Remillard's (1996) comments and Schmidt's (1998) flndings, the imperative for 

understanding preservice teachers' cognitive schemata about teaching is even stronger. 

Methods of Studying Schemata 

One of the problems of trying to study schemata rests with the nature of the 

phenomenon itself. A schema is a representation, a mental abstraction. It is not a concrete, 

tangible, or observable object. However, this does not mean that it cannot be studied. It 

does means that we may need to approach the problem differently, accessing non-

traditional techniques or methodologies for studying it. 

Early studies in the field of cognitive psychology have used a variety of techniques 

to explore the function of cognition. Some of the methods used are: interviews, free-sort 

tasks, multi-dimensional scaling, intuitions about words/phrases/sentences, a basic training 

and test paradigm, and reception and selection methods (Howard, 1987; Kagan, 1990). 

Cohen (1977) presents a clear explanation of the methodological problems of studying 

semantic memory (how knowledge is stored) and cites relevant findings from recall and 

recognition experiments leading to the development of a model of semantic memory. 

Research in this area led to the development of the semantic ordered tree technique for 

studying how individuals organize concepts. 

Ordered Tree Technique 

The ordered tree technique was first introduced by Reitman and Rueter (1980). This 

technique was based on a theory of mental organization which assumes a hierarchy of 

concepts grouped according to "chunks". The theory is based on the tendency of people to 

recall complete chunks of information before moving on to the next chunk. Each chunk is 

seen as a coherent part of an individual's cognitive structure. By examining the breadth and 

depth of these chunks, the ordered tree represents the degree to which an individual's 

conceptual structure is organized. 
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A number of studies have used the ordered tree technique to examine cognitive 

structure (Foss & Stensvoid 1994; Naveh-Benjamin, et al., 1986; Naveh-Benjamin, 

McKeachie, & Lin, 1989; Roehler, Duffy, Conley, Herrmann, Johnson, & Micheison, 

1990; Strahan, 1989; Winitzky,1992; Winitzky, Kauchak & Kelly, 1994). 

Naveh-Benjamin, McKeachie, Lin, and Tucker (1986) adopted and modified 

Reitman and Rueter's (1980) technique. Their goal was to develop a method for inferring 

how students organize and relate concepts within their cognitive structures. In Reitman and 

Rueter's procedure, subjects are asked to recall from memory the concepts intended to be 

measured. However, if subjects have difficulty recalling those concepts, it is likely that 

measurements of their organizational structure will be adversely affected. By providing 

subjects with a list of concepts to be ordered prior to completing the trees, Naveh-

Benjamin, et al. were able to control for differences in information retrieval among subjects 

due to memory. 

In a more recent study, Foss and Stensvoid (1994) used similar modifications of 

Reitman and Reuter's model. They eliminated the memory component by providing 

students with a list of terms for constructing their trees; in addition, students were allowed 

to create diagrams of their own trees. They were interested in testing these modifications 

with a large sample of high school students (N = 227). To test for validity, students' 

completed essays were scored using McDaniel's Cognitive Complexity Scale and 

subsequently correlated with their tree scores suggesting a weak but statistically significant 

relationship. Overall, the researchers believed the ordered tree technique to be a good 

assessment tool, demonstrating a fairly normal distribution, high variability of scores, and 

lack of bias. 

Naveh-Benjamin, McKeachie, Lin, and Tucker (1986) conducted two studies 

investigating the use of the ordered tree technique to infer students' cognitive structures. 

The first study explored the effectiveness of the ordered tree technique, as modified by the 
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researchers, in measuring cognitive structure and attempted to validate it. Students enrolled 

in the course. Psychology of Aging, were administered the ordered tree technique on the 

last day of the course; their resulting knowledge structures were then compared with the 

instructors'. To obtain a measure of construct validity, the researchers compared the 

knowledge structures of students differing in academic performance. Students with a low 

possible recall order, or PRO, which indicates a high degree of organization in their 

thinking, did well academically if their structure was similar to the instructor; however, the 

similarity measure was not important if students had a high PRO which indicates a low 

degree of organization. In addition, the researchers found directionality (how the tree is 

traversed) to be related to course grades. 

The purpose of the second study was twofold. First, the researchers wanted to trace 

the development of students' cognitive structures throughout a semester long university 

course. Second, they wanted to replicate the findings of the first study. Students completed 

the ordered tree task three times over the duration of the couse; the first day of class, mid

term, and the last day of class. A comparison of the results from the beginning of the 

semester to the end revealed a significant difference for two of the measures: PRO, 

indicative of the amount of organization, and similarity. Students' concepts became more 

organized over the semester; in addition, their cognitive structure became more similar to 

their instructors'. Increases in organization, depth, and similarity scores seemed to be 

related to academic standing. Students with grades of A's and B's gained on all three 

measures while students with C's and D's showed no change or even a slight decrease. 

Students with dominant unidirectional and bidirectional chunks and those with many 

chunks had significantly higher grades in the course. 

Roehler, Duffy, Conley, Herrmann, Johnson, and Michelson (1990) conducted a 

series of three separate studies to determine whether a modified ordered tree technique 

could be used to measure teachers' knowledge structures and if there is a relationship 
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between teachers' ordered tree scores and their ability to be adaptive during instruction. 

Adaptive instruction was defined as the ability to respond to unexpected student questions 

or incorrect answers. To score the trees, Roehler et al. used a system based on two broad 

measures, an extensiveness score which measures the ordered tree according to its breadth 

and depth, and a coherence measure indicating the extent to which concepts are logically 

linked in chunks and in vertically extended sequences. 

In the first study, the researchers wanted to discover if the modified ordered tree 

could discriminate between knowledge structures of experts, novices and uninstructed 

learners. A quantitative analysis of the trees showed a significant difference between the 

experts' scores and the other two groups with the experts' scoring significantly higher on 

all three measures (extensiveness, coherence, and overall score). 

The second study was designed to determine whether the modified ordered tree 

could trace longitudinal changes in novice's knowledge structures. Subjects in this study 

represented both the novice and uninstructed learners groups. These students completed 

three ordered trees, one at the beginning of the fall term, one during the winter, and a final 

tree at the end of the spring term. Since it was expected that novice's trees would become 

more "expert-like" over the course of the two semesters, expert's scores from the first 

study were used as a benchmark. A comparison of experts scores with both novices and 

uninstructed learners supported the original hypothesis that novice's scores would increase 

in similarity to the experts over time while the uninstructed learners' scores did not. 

In the third study the researchers sought to explore the relationship between 

novices' knowledge structures and effective teaching. Specifically, they wanted to know if 

novices with high scores on the ordered tree task would be more adaptive while teaching. 

Adaptive instruction was defined as being able to respond to unexpected student questions 

or incorrect student answers. In addition to the ordered tree scores, data collection and 

analysis included lesson observations and student interviews about hypothetical teaching 
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situations. Again, the results support the researchers' hypothesis that novices with higher 

scores on the ordered tree task tended to respond more effectively during instruction. This 

suggests that cognitive structure based on the extensiveness and coherence measures used 

in this study correlates with teacher effectiveness. 

The technique used by Roehler et al. differs from earlier approaches in several 

ways. Rrst, subjects are asked to generate their own terms in addition to choosing terms 

from a list provided by the researchers. Second, subjects are asked to group the terms into 

categories and label each category. In the earlier ordered tree technique, subjects are simply 

instructed to arrange terms in a vertical order so that concepts closely related in meaning 

appear close to each other. The task used by Roehler, et al. requires subjects to consciously 

manipulate terms in relation to differing hierarchical levels, whereas in the earlier ordered 

tree, the grouping task is more indirect. The result is that the final product appears more 

like a concept map than the original ordered trees of Reitman and Rueter (1980). Third, 

subjects were asked to provide an audiotaped or written description of the relationships 

between categories. 

Strahan (1989) examined the usefulness of the ordered tree technique as a stimulus 

for reflective thinking among experienced and novice teachers. In addition, he compared 

the ordered trees of experienced and novice teachers enrolled in the same curriculum 

course. Students participating in the study were enrolled in a university teacher education 

course entitled, "Middle Grade Curriculum and Instruction". Students completed the 

semantic ordered tree exercise during the first session of the course. Following completion 

of their trees, students were then interviewed by a trained research assistant. During this 

interview, they described how they constructed their trees and why they chose the terms 

they did. At the end of the course and as part of a final project, students were given their 

original trees and asked to review them and create new trees if desired. They were 
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instructed to write a reflective composition in which they described the changes made and 

commented on their thoughts as they reviewed and revised their trees. 

Strahan's scoring system reflected that developed by Roehler et al. (1990). A 

quantitative analysis of tree scores revealed significantly higher scores for the experienced 

teachers on the first ordered tree exercise. A comparison of pre- and post-trees showed a 

significant increase in scores for the novices but not for the control group, while the 

experienced teachers' scores showed gains but were nonsignificant. 

A qualitative analysis of the interviews conducted at the beginning of the course 

demonstrated clear differences between the novices and the experienced teachers. Common 

themes for the experienced teachers revealed an emphasis on students-centeredness, 

flexibility of instruction, and inter-relatedness of terms and categories. In contrast, novice 

teachers' comments reflected a teacher-centered approach, emphasizing the teacher's role as 

well as the teacher's effect on students. In the reflective composition completed at the end 

of the class, both novice and experienced teachers presented student-centered views and 

added comments regarding the nurturing effect of teachers. Strahan's (1989) findings 

support previous research documenting differences between novice and expert teachers 

(Bergee, 1998; Carter et al., 1988; Gonzalez & Carter, 1996; Sabers et al., 1991; Swanson 

et al., 1990; Westerman, 1991). 

Winitzky has developed a line of research investigating teachers' cognitive structure 

(Winitzky, 1992; Winitzky & Kauchak, 1995; Winitzky, Kauchak, & Kelly, 1994). In one 

of her earlier studies, she sought to explore the relationship between teachers' knowledge 

structures and their reflective thinking (Winitzky, 1992). Winitzky hypothesized that 

increases in cognitive structure will correlate with increases in reflective ability. In other 

words, teachers with highly organized schemata will be better able to reflect, analyze, and 

evaluate. To test her hypothesis, she designed a study incorporating both correlational and 

qualitative methods. 
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To measure cognitive structure, Winitzky (1992) used the ordered tree technique 

adapted by Naveh-Benjamin et al. (1986). Subjects were provided a list of twenty terms 

related to classroom management and asked to group them according to a "best fit" criteria. 

Subjects completed four trials of the ordered tree task. Tree scores were analyzed using a 

computer program to arrive at a composite score represented by possible recall order (PRO) 

which indicates the amount of organization in a given tree. 

To measure reflective thinking, Winitzky conducted interviews with each of the 

subjects. Subjects were asked to think of a successful example of classroom management, 

either one they had observed or managed themselves. They were then asked to describe and 

discuss the principles, context and ethical issues related to the event. The interviews were 

transcribed, read and scored holistically based on criteria delineated in the Taxonomy of 

Teacher Reflective Thinking developed by Simmons, Sparks, Starko, Pasch, and Colton 

(as cited in Winitzky, 1992). The taxonomy is based on a seven level hierarchy which 

categorizes reflective statements according to their sophistication and ranges from simple 

descriptive statements lacking in pedagogical terminology to more complex statements in 

which social, moral, and/or political issues are discussed. Scores for the interviews ranged 

from 1-10. Quantitative analysis revealed a moderate correlation between the subjects' 

ordered tree scores and the reflective thinking score. 

To further explore differences between high and low scores, Winitzky then selected 

two cases for a more detailed investigation. She compared both high and low structured 

trees with their corresponding interviews to better illustrate the qualitative differences 

between these two quantitatively differentiated measures. This analysis revealed a striking 

difference in the number and specificity of strategies mentioned. Other differences were 

also noted. The subject with the highly structured tree was more aware of causal 

relationships, envisioned how strategies could be integrated into the classroom, recognized 
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differences in contextual factors, and was able to relate classroom management to larger 

issues. 

The results of this study suggest a positive correlation between cognitive structure 

and reflective ability. Winitzky found that students possessing more highly organized 

cognitive structures were able to reflect on classroom management at all levels. The 

implication for teacher preparation is straightforward. If one of the goals of teacher 

education is to prepare students to become reflective practitioners, then teacher educators 

need to make an effort to help preservice students develop a more highly organized 

schemata for teaching. 

Concept Mapping 

The ordered tree technique appears to be the forerunner of concept mapping. 

Educational studies using the ordered tree technique began to appear during the mid-

eighties, whereas studies relying on concept mapping appear a few years later during the 

late eighties and early nineties. A concept map is essentially a graphic representation of how 

knowledge from a particular domain is organized and stored in long term memory. It 

should be remembered that the map is a two dimensional representation of how we assume 

knowledge is stored. The main difference between ordered tree technique and concept 

mapping appears to be in the way the task is presented and the resulting fmal "picture" of 

the organized concepts. The ordered tree results in a list of concepts in which related terms 

are placed in contiguous order, whereas a concept map produces a more graphic 

representation of the terms and their relationships. (See Appendix M for sample concept 

maps). 

A basic method for creating a concept map involves three steps (Howard, 1987). 

First, major concepts within the domain to be represented are identified. Second, these 

concepts are drawn up in map form, that is the words representing the concept are written 

down. The concepts are known as "nodes". Occasionally, geometrical shapes and/or colors 
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are used to distinguish between major and minor concepts. Third, the concepts are linked 

by "pointers", arrows or lines. Often, these pointers are labeled to show the nature of the 

relationship between the connected concepts. Some basic pointer labels might be "is a", 

"has a", "causes", "contains". The pointer labels may show causal or temporal 

relationships between concepts; however, the actual terms will be determined by the nature 

of the concepts and domain represented. The amount of detail in the map depends on how it 

will be used. 

Both the ordered tree technique and concept mapping attempt to measure the 

organization of information as it is stored in memory. Indeed, many of the measurements 

(organization, depth, similarity and coherence) are similar for both techniques. 

Furthermore, both techniques are grounded in the idea that information can be represented 

in the form of a network of associations. The use of network models in psychology is not 

uncommon (Glass, Holyoak, & Santa, 1979). According to Cohen (1977), network 

models of memory are made up of nodes (concepts) and links (relationships between 

concepts). A network may be arranged graphically in order to depict a hierarchical 

structure of sets and super-sets ("chunks"). The importance of the network model is that it 

demonstrates relationships, or associations between concepts. 

Our knowledge base for understanding teachers' cognitive structures and evidence 

of conceptual change over time is expanding due in part to the use of concept maps. 

Mapping techniques have been used in teacher education research to compare cognitive 

structures as well as measure conceptual change over time (Artiles, Mostert, & Tankersley, 

1994; Beyerbach, 1986, 1988; Morine-Dershimer, 1989, 1993; Morine-Dershimer, 

Saunders, Artiles, Mostert, Tankersley, Trent, & Nuttycombe, 1992; VanLeuvan, 1997; 

Winitzky & Kauchak, 1995). The usefulness of concept mapping as a stimulus for 

reflective thinking and self-evaluation has been documented (Beyerbach, 1988; Morine-

Dershimer, 1989; Van Leuvan, 1997). In addition, concept mapping may provide valuable 
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information for assessing the effectiveness of a given teacher training program or course by 

monitoring preservice teachers' development of a shared professional vocabulary and 

tracing their conceptual growth over time (Beyerbach, 1988; Morine-Dershimer, 1989, 

1993). 

In order to better understand teachers' thinking, concept maps are often used in 

conjunction with other qualitative procedures such as stimulated recall, think aloud 

protocols, and content analyses of lesson plans, student interviews, and written reflection 

(Morine-Dershimer, 1989; Van Leuvan, 1997; Winitzky & Kauchak, 1995). This blend of 

quantitative and qualitative methodologies while limiting sample size produces a clearer and 

more holistic picture of teacher cognition. 

Two studies have compared the effectiveness of concept mapping for measuring 

and tracing conceptual change with other techniques. Morine-Dershimer et al. (1992) 

compared three measures for tracing conceptual change. Three criteria were established to 

determine the most effective measurement: 1) amount of information, 2) clarity of 

information, and 3) economy in terms of the amount of information provided versus 

expenditure of time and energy. Seventy elementary and secondary education students in 

their second and fourth years of a five year teacher preparation program participated in the 

study. The three techniques were concept mapping, a repertory grid technique using the 

FLEXIGRID computer program, and a task involving observation of a videotaped lesson 

with a follow-up written essay. The topical focus for the three tasks was teacher 

effectiveness. Overall findings indicate concept mapping to be the most effective method 

for tracing conceptual change. Concept mapping provided the broadest and most varied 

amount of information, showed both qualitative and statistically significant quantitative 

differences between second and fourth year students, and provided the most information in 

relation to the investment of time and effort. 
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Morine-Dershimer (1992) limited quantitative analysis of the maps to two measures: 

centrality (proximity of an item to the central concept), and specificity (the number of items 

in a category divided by the number of items in the map). She compared group means 

between elementary and secondary majors based on these two scores. Since students were 

enrolled in one of three sections, group comparison by the variable of instructor was also 

conducted. Statistical analyses included analysis of variance for repeated measures and 

discriminant function analysis. 

Winitzky, Kauchak, and Kelly (1994) explored the efficacy of both concept 

mapping and the ordered tree technique as methods of measuring cognitive structure and 

tracing conceptual change over time. An important component of this study was to compare 

results of the concept maps using three different scoring systems. Each of the three systems 

emphasized different aspects of scoring. Beyerbach's (1988) procedure focused on 

measures of similarity, Roehler et al. (1990) analyzed the maps using measures of 

extensiveness and coherence, while Morine-Dershimer (1993) measured centrality and 

specificity for selected individual concepts. 

A correlational analysis using scores from three of the systems (ordered tree, 

Roehler, and Beyerbach) was completed using Pearson ftoduct Moment correlations. 

Results indicated a strong relationship between the ordered tree and the Roehler scores 

suggesting that both systems measure similar dimensions of cognitive structure. No 

relationship was found between either the Beyerbach and ordered tree scores or the 

Beyerbach and Roehler scores suggesting that the Beyerbach system may measure 

something different. 

Winitzky et al. (1994) concluded that both the Roehler system for scoring concept 

maps and the ordered tree technique are sound alternatives for assessing cognitive 

structure. The ordered tree is more appropriate for use with larger sample sizes and a 

limited number of concepts. It provides a more global assessment of cognitive structure and 
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allows for comparison across different populations.The Roehler system of analyzing 

concept maps might be more appropriate for use with a smaller sample size, a larger 

number of concepts, and when more detailed information is desired. To enhance validity of 

the Roehler score, the researchers recommend eliminating the subscore of concepts per 

chunk. The systems of Beyerbach and Morine-Dershimer appear to be more suitable for 

comparing student-instructor cognitive structures or for evaluating program goals. 

A number of studies have used concept maps to explore teachers' thinking (Artiles 

etal., 1994; Beyerbach, 1986, 1988; Morine-Dershimer, 1989, 1993; Morine-Dershimer et 

al., 1992; Winitzky & Kauchak, 1995; Winitzky et at., 1994; VanLeuvan, 1997). In fact, 

concept mapping has proven an effective way to examine conceptual changes in preservice 

teachers' knowledge structures over time. 

Beyerbach (1986) uses concept mapping as a tool for examining changes in the 

knowledge structures of a cross section of preservice teachers. Forty-nine students enrolled 

in one of three education classes completed pre- and postmaps on the topic, teacher 

planning. The three classes represented students at three different levels of the program: 

introductory, intermediate, or advanced. Using both quantitative and qualitative data 

analyses, Beyerbach discovered a significant increase in item scores (number of discrete 

entries) and similarity to instructor scores from pre- to postmaps. In addition, she found a 

general increase in similarity to instructor stream scores and similarity to group scores. 

While no significant differences were found between groups, the advanced students' maps 

showed evidence of greater clarity and organization. 

A content analysis of the maps revealed a great diversity in content and 

organization. The categories of time, subject, and materials were common among all three 

groups for both pre- and postmaps; the categories of materials and methods were common 

to all groups for the postmaps. Additional qualitative analysis showed the postmaps to be 

distinct from the premaps in several instances: 1) greater number of items and clarity of 
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organization, 2) more abstract, inclusive terms, 3) reflected more course content, and 4) 

focused more directly on the processes of planning and instruction. 

In a second study, Beyerbach (1988) explores changes in preservice teachers' 

thinking related to the concept, teacher planning. In this study, twenty-seven preservice 

teachers enrolled in three separate but sequential courses created pre- and postmaps on the 

topic teacher planning. Maps were analysed both quantitatively and qualitatively. The 

quantitative analysis provided a means of statistically comparing maps, both within and 

between groups as well as to a standard map based on the instructor's intentions for the 

course. A content analysis was completed to determine the extent to which students 

developed a shared technical vocabulary related to teacher planning. 

Beyerbach found significant differences between pre- and postmaps with respect to 

gain scores for number of items and similarity to the instructor. Within group similarities 

also increased from premap to postmap with regards to item stream content and item 

content, suggesting that students did begin to acquire a shared vocabulary on the topic of 

planning by the end of the course. Qualitative analyses demonstrated that postmaps 

exhibited greater elaboration, reorganization, specificity, and an increased focus on the 

process of planning. The results of this study suggest that concept mapping distinguishes 

among preservice teachers' conceptual thinking and traces their development of a technical 

and shared vocabulary. 

Morine-Dershimer (1993, 1989) has explored the use of concept maps as a tool for 

tracing conceptual change over time. In her first study, Morine-Dershimer (1989) looked at 

changes in novice's thinking associated with a series of peer teaching sessions related to the 

topics of content and pedagogy. She discovered changes in the novice's conceptions of 

pedagogy and content from pre- to postmaps; furthermore, these changes were related to 

concepts taught in the course. Novices' concepts in their postmaps showed a marked 

increase in the development of the concept of teacher planning. The maps also showed a 
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shift in emphasis on different categories associated with teacher planning. Postmaps 

revealed a new emphasis on teacher planning as decision making. Students responses 

during the interviews and written reflection suggest the usefulness of concept mapping as a 

stimulus for changing teacher thinking. 

In partial response to Kagan's (1990) criticisms of concept mapping as a technique 

for measuring cognitive structure, Morine-Dershimer (1993) conducted a study designed to 

examine preservice teachers' conceptual change through the use of concept maps. To 

counter Kagan's criticisms, Morine-Dershimer increased the number of subjects, 

emphasized long-term versus short-term changes, simplified analysis procedures for the 

maps, and eliminated scoring based on comparison to a "target" map. 

Results of the study suggest it is possible to analyze concept maps using a simpler 

procedure and still achieve effective measurements of conceptual change. Postmaps 

revealed an increased emphasis on evaluation and plans and a decrease in lists of subject 

matter content. Postmaps also showed changes in the content of the students' explications 

evidencing increased awareness of options and understanding of the relationship among 

differing factors. Morine-Dershimer demonstrated that it is possible to address Kagan's 

(1990) criticisms regarding sample size, short-term change, use of target maps, and 

complex and time-consuming systems of analysis and still obtain valid findings. 

Winitzky and Kauchak (1995) use concept mapping to measure conceptual change 

related to concepts of classroom management in beginning teachers over time. For this 

study, subjects were thirty-one teacher candidates enrolled in an elementary education 

program who completed concept maps four times between October and mid-March. In 

general, differences between maps over time showed a high turnover of concepts, thematic 

shifts (moving from an emphasis on control to classroom organization to student 

responsibility and self-control), and an unexpected use of heuristic items, phrases, and 

concept labels. One of the more interesting findings revealed a reduction in map complexity 
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overtime. Winitzky and Kauchak explain the reduction in map complexity as a result of 

students' internalization of procedural knowledge; conversely they suggest the simpler 

maps may actually represent more complex knowledge structures. 

Two more recent studies have attempted to provide evidence of a link among 

teachers' conceptions, teacher behavior, and pupil response (Artiles et al., 1994; Van 

Leuvan, 1997). In an investigation of the relationship between student teachers's 

conceptions of planning, their interactive teaching behaviors, and pupil responses to 

lessons, Artiles et al.( 1994) showed that students teachers' conceptions of planning 

matched their interactive teaching behaviors. Student teachers who emphasized pupil 

characteristics and teaching principles in their maps taught more pupil centered lessons 

which resulted in more pupil time-on-task. 

Van Leuvan (1997) used concept maps, student interviews, and a global 

assessment of teaching to examine changes in student teachers' beliefs about teacher 

effectiveness. Specifically, the study was designed to explore changes in student teachers' 

conceptions of teacher effectiveness and to examine the relationship between student 

teachers' maps and their teaching effectiveness as assessed by their supervisor (the 

researcher). Twenty-six student teachers participated in the study. Comparisons of pre- and 

postmaps showed two categories, instructional items and social/interpersonal factors, 

retained prominent positions on both maps, while classroom management and 

curriculum/planning entries showed a significant increase from pre- to postmaps. Statistical 

analysis revealed a moderate correlation between postmap features and teaching 

performance. Postmaps illustrating a higher proportion of management and curriculum 

planning items correlated with higher ratings of teacher performance. 

In summary, concept mapping is a technique which can be used to explore how 

individuals organize their knowledge. In this sense, concept mapping can be thought of as 

a graphic representation of how knowledge is stored in memory and subsequently recalled. 
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Maps can be analyzed to provide quantitative information regarding structural features of 

this organization. The technique of concept mapping has been used to compare cognitive 

structures of novices and experts as well as for tracing conceptual change. The use of 

concept maps as an assessment tool has been posited but not fully documented. 

Effective Teaching 

What makes a good teacher?This simple question gave impetus to one of the most 

dominant modes of research on teaching, that of the process-product paradigm. The 

passage of the Civil Rights Act in 1964 by Congress set the stage for the development of 

process-product research. Under the assumption that members of minority groups did not 

have equal access to educational opportunity. Congress directed the Commissioner of 

Education to carry out a study which would address this concern. Contrary to expectations, 

the resulting study known as the Coleman Report found that regional differences, family 

background, and socioeconomic status of the student body had greater influence on student 

achievement than any school factors, including the teacher (Best & Kahn, 1993). 

The implication that teachers did not make a difference in the classroom spurred a 

number of educational researchers to look more closely at the phenomenon of teacher 

effectiveness. Studies were undertaken in an attempt to test Coleman's assertion. These 

studies utilized a research design that allowed teaching processes to be related to student 

products, hence the name, process-product research. Lx>ngitudinal studies involving intact 

classes and featuring pre-test/post-test designs provided descriptive and correlational data, 

f^liminary results found that variations in teacher behaviors could be systematically related 

to variations in student achievement. Researchers concluded that teachers did make a 

difference in the classroom. 

In 1968, the publication of another controversial study, Pygmalion in the 

Classroom, directed attention more specifically toward teacher behavior (Rosenthal & 
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Jacobson, 1992). The report questioned whether teachers were somehow communicating 

their expectations to students, and if these expectations were then reflected in student 

achievement. In order to determine if there really was an expectation effect, researchers 

needed to compile a thorough description of teacher behavior and its relationship to student 

achievement. Thus, teacher effectiveness came to be viewed in light of teacher behavior and 

subsequently correlated with student achievement. 

The methodology of the process-product paradigm derived from the field of applied 

behavioristic psychology, an approach which was still very much a part of the research 

scene during the 1960's. The behavioral tradition sought to gain understanding of a 

particular phenomenon by breaking down observable behaviors into a series of related 

tasks. Each task could then be analyzed according to the various components which 

collectively constituted the task. This task-analytic approach was valued for its application 

to real world situations. Complex jobs could be broken down into a series of tasks and 

individual performances could be assessed with appropriate retraining provided as needed. 

For researchers interested in getting at the question of good teaching, this approach was 

highly appealing. 

Earlier research had tried to identify good teaching by looking at teacher traits or 

characteristics. In music education, for example, a number of studies attempted to define 

personal, musical, and professional characteristics of successful music teachers (Baker, 

1981; DePugh, 1987; Doane, 1981; Farmilo, 1981). A more thorough review of this 

literature is found in the article on teacher effectiveness by Grant and Drafall (1991). In a 

more recent study, Teachout (1997) sought to compare the opinions of preservice and 

experienced teachers. Teachout developed a questionnaire which asked respondents to 

identify skills and behaviors they felt beginning teachers should possess in order to be 

successful during their first three years of music teaching. Results suggest music education 

teacher training programs may want to emphasize the following components: maximizing 
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time-on-task; maintaining student behavior; learning to motivate students; developing 

enthusiasm, energy, and patience; and building self-confidence. 

In contrast to the survey approach, the task-oriented, behaviorist model allowed 

researchers to record and code teacher behavior. The data provided by this documentation 

could then be analyzed according to content and frequency, and the results quantified. In 

music education three major strands of teacher effectiveness research are rooted in the 

behaviorist approach: teacher magnitude, sequential patterns of instruction, and teacher 

intensity. 

A seminal study by Yarbrough (1975) examined the effect of conductor magnitude 

on students' performance, attentiveness and attitude. Yarbrough operationally defined 

magnitude as a contrast between high and low demonstration of specific teacher behaviors. 

Eight categories of conductor behavior were identified, observed and analyzed: activity, 

body movement, conducting gestures, eye contact, facial expression, speech speed, voice 

pitch, and voice volume. Overall, she found no significant differences between magnitude 

and student performance, attentiveness and attitude. However, results indicated that 

students were more on-task during rehearsal by the high magnitude conductor, seemed to 

prefer the high magnitude model, and performed least effectively under the low magnitude 

conductor. 

A second strand of teacher effectiveness research in music education derived from 

the direct instruction model advocated by Rosenshine (1979,1983). This model posits a 

three step approach to teaching in which a complete teaching cycle is defined sequentially 

by 1) teacher presentation of information, 2) student response and 3) teacher reinforcement. 

Yarbrough and Wee (1981) first introduced sequential patterns of instruction in music. A 

complete sequential pattern follows the direct instruction model. The teacher initiates a cycle 

by presenting musical or social information to the students. Students then respond to the 
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information presented, usually in the form of a musical performance. The teacher completes 

the cycle by reinforcing the students' response, either through approval or disapproval. 

This line of research has yielded valuable information regarding effective teaching 

behaviors for music (Yarbrough & Price, 1989). Several disturbing features of music 

teacher practice were revealed. First, music teachers appeared to be presenting very little 

musical information during rehearsals. Students were simply instructed to play or sing, 

given a designated starting point, and stopped when the conductor noticed mistakes. 

Second, experienced music teachers exhibited a reactive rather than proactive approach to 

teaching. Teacher reinforcement consisted primarily of disapprovals: this was especially 

true for instrumental conductors. Third, teachers tended to spend an excessive amount of 

time in verbalization (e.g. giving directions about when to play and who should play). 

Finally, teachers frequently did not complete a correct teaching cycle. 

Additional studies have attempted to refme operational deflnitions of sequential 

patterns of instruction (Price, 1992; Yarbrough & Hendel, 1993), investigate the effects of 

instruction on preservice teacher's use of sequential patterns (Price, 1992), and explore the 

effects of sequential patterns and various modes of presentation on music teacher evaluation 

(Yarbrough & Hendel, 1993; Yarbrough, Price & Hendel, 1994). In a series of three 

experiments. Price (1992) found that clear operational definitions of sequential patterns 

coupled with video-taped self-evaluation can enhance preservice teachers' acquisition of 

sequential patterns of instruction. Furthermore, he found that preservice teachers continued 

to improve even without instructor feedback, suggesting that clear definitions and 

videotaped self-evaluation enabled these students to become more independent in 

monitoring and controlling self-growth. 

Sequential patterns of instruction have been used to investigate other aspects of 

music instruction. Yarbrough (1988) used sequential patterns to analyze videotaped 
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rehearsals of six music teachers in a study exploring content and pacing in music 

instruction. Her findings corroborate earlier research indicating that presentation of musical 

information is scant and occurs at a slow rate, ensemble teaching is primarily reactive with 

an emphasis on error detection, and a great deal of rehearsal time is spent giving directions 

and getting ready to play. In addition, she found that teacher approvals tend to be 

nonspecific and correct teaching cycles are frequently incomplete or incorrectly ordered. 

A third strand of teacher effectivess in music education is represented by research 

on teacher intensity. Teacher intensity is a more global attribute related to teacher 

enthusiasm. Madsen and Geringer (1989) defined intensity as "sustained control of the 

teacher/student interaction evidenced by efficient, accurate presention and correction of the 

subject matter with enthusiastic affect and effective pacing" (p.90). Early studies attempted 

to see if intensity could be behaviorally defined and measured with positive results 

(Madsen, 1988; Standley & Madsen, 1987). 

The next step in validating this line of research was to explore the relationship 

between teacher intensity and effective teaching. Madsen and Geringer (1989) conducted a 

study in which senior music education majors were evaluated for both teacher effectiveness 

and teacher intensity. Effectiveness was rated using a 5-point Likert scale. Interrater 

reliability for this measure was high (.86). Intensity was evaluated using a time sampling 

procedure and also demonstrated a high reliabilty (.91) among judges. A correlational 

analysis of the two evaluations showed a strong, positive relationship (rho = .92) between 

effectiveness and intensity, suggesting that intensity may be an important component of 

effective teaching. These results are also corroborated in an earlier study by Madsen 

(1988). 

More recent studies involving teacher intensity have sought to examine the effects 

of training on the acquisition of intensity (Byo, 1990; Cassidy, 1990; Cassidy & Madsen, 

1987; Madsen, Standley & Cassidy, 1989), compare self-observation of intensity with 
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instructor observation (Cassidy, 1993, Colwell, 1998) and explore the impact of setting 

and self-evaiuation tools on the acquisition of intensity (Colwell, 1995, 1996). Results of 

these studies indicate that intensity is an attribute which can be taught and readily 

demonstrated by undergraduate music majors as well as nonmajors. Overall, preservice 

teachers' and instructor evaluations of intensity behaviors are comparable, although the 

evaluations evidenced a higher correlation for intensity aspects relating to teacher delivery 

than for instruction. Colwell (1995) found that neither setting (field experience or peer 

teaching) or self-evaluation tool (behavioral checklist or Continuous Response Digital 

Interface, CRDI) seem to affect preservice nonmajors' acquisition of intensity behaviors; 

instead, practice appeared to produce the most effective results. 

An interesting use of these three major strands can be found in an ambitious study 

by Hendel (1995). She combined qualitative and quantitative methods to investigate 

effective behaviors and qualities of expert elementary music specialists. Specifically, she 

wanted to identify factors resulting in effective elementary music teaching based on 

exemplary behaviors of expert elementary music specialists. The breadth and scope of this 

investigation required a multitude of data gathering methods and tools. Qualitative data was 

collected from 1) focused observations, 2) student and teacher interviews, and 3) 

supporting documents such as lesson plans, curriculum guides. Quantitative data was used 

to measure the following: magnitude, rate and distributions of instruction time, sequential 

patterns of instruction, teaching methods, and equipment and materials. 

The wealth of information about effective teaching represented in this study is truly 

astonishing. Hendel identified a wide range of effective teaching behaviors, many of which 

are supported by previous research. Specifically, she found that these teachers maintained a 

high rate of eye contact (91%) and varied the nature and timing of delivery skills (eye 

contact, proximity, vocal inflection, gestures, and facial expression). Overall, the teachers 

engaged in high magnitude teaching behaviors. Analysis of sequential patterns of 
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instruction demonstrated that teachers and students shared equally in the division of time 

where students were primarily involved in performance activities and teachers in presenting 

and reinforcing academic content. Teachers' reinforcement patterns were highly approving. 

Contrary to previous findings these teachers used feedback to a greater degree than their 

counterparts at the secondary level. The following common teaching methods were 

identified: identification of musical elements, drill, ear training, sight-reading, echo-

clapping or patschen, vocal modeling, discussion, accompanying, discovery or 

experimentation, and cross-curricular integration. On an average teachers used five teaching 

tools (grading charts/rewards, recorded music, chalkboards, textbooks, keyboards,barred 

instruments, charts, and non-percussion instruments) per class period. 

The use of a qualitative methodology allowed her to paint a more holistic picture of 

an exemplary elementary music teacher. A number of instructional behaviors emerged as 

commonalities among these teachers. First, they clearly defined goals, objectives, and 

classroom procedures and were successful in establishing, communicating, and 

implementing these goals. Second, they all exhibited a degree of flexibility during teaching; 

apparently they were comfortable with interactive decision making processes. Third, these 

teachers knew the subject matter thoroughly and demonstrated evidence of musical 

competence. In addition, they were sensitive to their students' needs and interests and 

seemed to have a solid understanding of their students' abilities and aptitudes. These 

teachers were described by their students as "fun"; in turn, their students enjoyed playing 

instruments, singing, and moving. Furthermore, students were aware of their teacher's 

motivational qualities and appreciated theirteacher's musical skills and active participation 

in class. Finally, these teachers seemed to share four overriding values which impacted 

their teaching: I) they wove their personal values into their teaching routines, 2) they 

demonstrated a love of music and valued music making as a lifelong activity, 3) they 
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believed in educating the whole child, and 4) they maintained high expectations for 

themselves and for their students. 

Hendel's study is valuable in that it provides a clearer and broader picture of those 

qualities and behaviors evidenced by exemplary elementary music specialists. Not only was 

she able to substantiate previous findings from other areas of teacher effectiveness 

research, namely teacher magnitude, teacher intensity, and sequential patterns of 

instruction, but she incorporated knowledge of teacher values and personal qualities as well 

as student responses in this line of research. Rnally, she successfully demonstrated the 

efficacy of using both qualitative and quantitative methodologies to further enhance our 

understanding of teacher effectiveness. 

Implications for this Study 

In summary, review of the related literature suggests that it is possible to study 

cognitive structure using concept mapping and the ordered tree technique. These techniques 

appear to be especially successful when used to trace conceptual change over a period of 

time. Caution should be used when interpreting results obtained tlirough either technique 

given Kagan's (1990) criticisms. However, Morine-Dershimer (1993) demonstrated it is 

possible to control for some of those concerns. 

The literature also suggests the usefulness of combining quantitative and qualitative 

methodologies for investigating teachers' cognitive structures. Using both quantitative and 

qualitative techniques allows the researcher to triangulate not only data but methodologies 

thus avoiding weaknesses of single measurement instruments (Denzin, 1988). This seems 

especially pertinent in an area such as cognitive research where the constructs being 

investigated are often ambiguous or intangible. Research in teacher effectiveness supports 

the usefulness of teacher intensity, magnitude, and sequential patterns of instruction as 
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tools for measuring teacher behaviors. Furthermore, this research line strongly suggests 

that teacher behaviors are highly related to effective teaching. 
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Chapter III 

Methodology 

The purpose of this study was to explore how preservice music education teachers 

think about teacher effectiveness and to examine the relationship between their thinking and 

ability to demonstrate effective teacher behaviors. By examining preservice teachers' 

cognitive schemata and its relationship to effective teaching, this study will attempt to show 

how preservice teachers' thinking may impact their acquisition of effective teaching 

behaviors and, in turn, how two microteaching experiences may influence their thinking 

about teaching. 

Three specific questions were addressed: 1) What is the nature of preservice music 

education students' thinking about effective teaching as measured through the use of 

concept mapping? 2) Does preservice music education teachers' thinking about effective 

teaching change following two microteaching experiences involving both peer and field 

teaching settings? and 3) Is there a relationship between preservice music education 

teachers' thinking about effective teaching and their ability to demonstrate effective teaching 

behaviors? 

Subjects 

Fifteen undergraduate music education majors {N =15) enrolled in the course 

Introduction to Music Education at a major university in the Southwestern United States 

participated in this study. Gender was evenly distributed with seven females (n =7) and 

eight males {n =8). Fourteen students were instrumental majors (n =14); one student was 

majoring in both choral and instrumental studies (n =1). Students' ages ranged from twenty 

to twenty-eight with a mean age of twenty-one and a half. For fourteen of the students (n = 

14) this was their first formal course in music education. Only one student (n = 1) had 
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completed previous coursework in music education. The course he completed was a 

secondary methods class. 

The introductory course is required for all music education majors and is intended 

to be taken as the first course in a series of offerings. The instructor was a member of the 

music education faculty, although this was the first time she had taught the course at this 

university. The researcher was assigned as a teaching assistant and attended class daily. 

She participated in class discussions, assisted with guitar instruction, and on occasion 

taught specific lessons. Since the study is descriptive in nature and incorporated qualitative 

methodologies it was deemed appropriate for the researcher to be actively involved with the 

class. In effect, the researcher functioned as a participant observer, although field notes 

were not taken or used in the study. Nonetheless, the researcher's involvement with this 

class allowed for first hand observation and reporting of classroom events. 

Design 

This ex post facto investigation was based on a mixed methodology incorporating 

both one-sample pretest-posttest and correlational designs (Best & Kahn, 1993). The 

mixed methodology allowed the researcher to approach the investigation from multiple 

perspectives, in effect using the technique of triangulation to better understand the 

relationship between preservice teachers' thinking and their ability to demonstrate effective 

teaching behaviors. Cohen and Manion (1994) explain the benefits of using a mixed 

methodology: "By analogy, triangular techniques in the social sciences attempt to map out, 

or explain more fully, the richness and complexity of human behavior by studying it from 

more than one standpoint and, in so doing, by making use of both quantitative and 

qualitative data." (p. 233). 

Changes in preservice teachers' thinking about effective teaching were examined 

following the one-sample pretest-postest design with the concept maps functioning as the 
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dependent measure and the microteaching experiences loosely functioning as the 

independent measure, or "treatment". While the one-sample pretest-posttest design does not 

allow for comparison with a control group; it does permit subjects to serve as their own 

control. Correlational techniques were used to measure the association between preservice 

teachers' "thinking" and "doing". The appropriateness of this design is described by Cohen 

and Manion (1994) as "... especially useful for lower-level groundwork when it serves 

as a powerful exploratory tool; and it does not require large samples." (p. 137). 

To explore the nature of preservice teachers' thinking about what it means to be an 

effective teacher, a qualitative investigation was also undertaken. One of the primary 

sources for obtaining qualitative information about preservice teachers' thinking was the 

interview. According to Cohen and Manion (1994) the interview serves three purposes: I) 

to gather information, 2) to test hypotheses, suggest new ones, identify variables and 

relationships, and 3) to follow up or validate other methods. In this study the technique of 

interviewing supports all three purposes. First, the interview provides information about 

the preservice teachers' concepts and beliefs about effective teaching. Second, specific 

variables or relationships perceived as important to preservice teachers may emerge through 

the process of interviewing. Rnally, used in conjunction with quantitative and qualitative 

evaluations of preservice teachers' concept maps, self-evaluations, and independent 

measures of their teaching behavior, the interviews allow for triangulation of the data. 

According to Tuckman (1972), the interview can be a useful research tool by 

accessing, "... what is 'inside a person's head,'... it [isJ possible to measure what a 

person knows (knowledge of information), what a person likes and dislikes (values and 

preferences), and what a person thinks (attitudes and beliefs) [it) can also be used to 

discover what experiences have taken place (biography) and what is occurring at the 

present." (p. 196-197). However, this method is not without problems which may affect 

reliability and validity. Interviewer bias, sample bias, and ulterior motives of the 
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interviewees can all affect the reliability and validity of the data. Rubin and Rubin (1995) 

suggest that instead of trying to apply traditional criteria for reliability and validity, 

researchers judge the credibility of qualitative research by its transparency, consistency, 

and communicability. One can accomplish that by asking these questions: is the interview 

process clear (transparency), are inconsistencies accounted for (consistency), and are the 

results reported in a realistic fashion (communicability)? By following these procedures this 

study seeks to enhance the credibility of the interview-based data. 

The external validity of this study is of concern given the small sample size (N=15). 

However, increasing sample size by including subjects from other courses or universities 

would introduce too many confounding variables, none of which could be easily 

controlled. Another alternative, conducting the study outside the natural class setting, was 

simply impractical. Instead, the researcher chose to accept a small sample size in exchange 

for a more authentic field setting. Furthermore, a larger sample would have been 

prohibitive for the qualitative components of this investigation. Care has been taken to 

provide an accurate and thorough description of the subjects, treatment, and setting so 

readers can determine for themselves the degree to which external validity has been 

established. 

Variables 

The two variables in this study were "thinking" and "doing". Subjects' thinking 

about effective teaching is examined from two perspectives: conceptual understanding and 

cognitive structure. Qualitative techniques are used to explore conceptual understanding, 

while quantitative techniques are used to measure cognitive structure. Students' "doing" 

refers to their ability to demonstrate effective teaching behaviors. 
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Conceptual Understanding 

Conceptual understanding is operationally defined as the degree to which students 

are able to identify, interpret, and explain important concepts associated with effective 

teaching. Their ability to do so was measured and evaluated by qualitative analysis of data 

gathered via three separate sources: subjects' concept maps, self-evalnations, and 

interviews. A content analysis of data from these three sources was conducted. Data were 

coded and subsequently analyzed using the constant comparative method to explore the 

nature of preservice teachers thinking about teaching effectiveness (Merriam, 1998). 

Al l  three  data  sources  required coding,  therefore ,  one  of  the  f i rs t  tasks  centered 

around creating a viable system for coding information across all sources. Procedures were 

followed for developing a coding system based on an adaptation of Bogdan and Biklen's 

accounting scheme (as cited in Miles & Huberman, 1994), an alternative approach to code 

building. The researcher first developed an apriori list of broad categories in which codes 

were developed inductively through a constant process of coding and recoding until a 

satisfactory coding system was established. In this study six main categories were 

generated. Table 3.1 presents the categories and definitions. From this grouping the 

researcher then developed a start list of codes which was subsequently revised and refined 

as concepts were coded and recoded to achieve a "best fit". The final list was used to code 

items on all qualitative data sources (See Appendix A for operational definitions of codes.) 

Different steps were followed in preparing data for analysis depending on the data 

source. Concept maps were read, coded, summarized and the resulting data presented in 

both cross-case and single-case matrix displays. The self-evaluations were read and reread 

with salient points noted in the margins. These notes were then coded and included in a 
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Table 3.1 

A priori Coding System 

Category Definition 

Effective Teacher How subjects understand, define, and perceive what 

it means to be an effective teacher. 

People Understandings of each other and outsiders in 

subjects' world. 

Objects and Conditions Understandings of objects in sbjects' world. 

FVocess Sequence of events, flow, transitiions, and turning 

points. 

Activities and Events Regularly occurring kinds of behavior, specific 

activities, especially ones occurring infrequently. 

Strategies and Skills Ways of accomplishing things, people's tactics. 

methods, techniques for meeting their needs. 

Note: Based on Bogden and Biklen's scheme as cited in Miles and Huberman, 1994. 

content summary form for both cross-case and single case analysis. Student interviews 

were audiotaped and transcribed verbatim. The individual interviews were read, reread and 

emergent themes or salient points noted in the margins. These margin notes were then 

compiled into a content summary form for each student and subsequently coded. To allow 

for cross-case analysis coded responses were organized and displayed according to 

interview questions. To facilitate analyses, individual matrix summary charts were 

developed which display summative data for each of the three data sources: maps, self-

evaluations, and interviews. Sample charts and matrices are included in Appendix B. 
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Cognitive Structure 

Cognitive structure is operationally defined as the degree of organization 

represented in an individual's knowledge structure for any given domain topic. Preservice 

teachers' cognitive structure was measured through the use of concept maps. The concept 

mapping task required students to create a map depicting concepts and terms related to the 

topic teacher effectiveness. Relationships between concepts were illustrated through the use 

of connecting arrows and linking words. See Figure 3.1. 

Completed concept maps were scored for structural complexity and conceptual 

accuracy according to procedures developed by Roehler et al. (1990) and modified by 

Winitzky, et al. (1994). Structural complexity was measured by the Extensiveness score 

while conceptual accuracy was measured by the Coherence score. These two measures 

were averaged producing a number which could be used in statistical analyses. Descriptive 

statistics and dependent t - tests were used to illustrate differences and changes in students' 

maps. A correlation coefficient was computed to measure the relationship between 

preservice teachers' concept maps and their ability to demonstrate effective teaching 

behaviors. 

To determine the extensiveness score, the raw scores of concepts (number of 

concepts), chunks (connections between concepts), and hierarchical structure (number of 

levels plus width) were converted to a 10-point scale, then averaged to obtain a final value. 

Cohesiveness scores were determined jointly by the researcher and the trained independent 

rater. Both the researcher and the independent rater read the maps for coherence. Two 

separate scores, one for chunk coherence and one for string coherence were combined to 

form the total coherence score. Points for coherence were awarded only if both raters 

agreed the chunk or string was coherent. If they both agreed it was not coherent, or if they 

disagreed regarding it's coherence, no point was awarded. Problems with coherence were 
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Teaching 
IVIethod 

(is applied from) (requir^ 

Education Personality 

(is gained 
through) 

(should include) (should include) Jeads to) 
(should stem from] 

Care for 
Subject 

Positive 
Attitude 

Need to 
Teach 

Knowledge Organization 

(comes from) (includes) (leaas to) 

Insight to the 
Student 

Experience Lesson plans 

Extensiveness Avera°e: 

Converted Score 

0.22 

0.00' 

0.00 

0.07 

Extensiveness Measure 

Items: 11 

Chunks: 3 

Hierarchical Structure: 6 

(Width: 2 + Levels: 4 = 6) 

Coherence Measure 

Chunk Coherence: 3/3 = 100% 10.00 

Sequence Coherence: 5/5 = 100% 10.00 

Coherence Average: 10.00 

TOTAL SCORE (Average of extensiveness and coherence average scores): 5.04 

Figure 3.1. A sample concept map with details of the scoring components. 

' This map had the lowest scores for both chunks and hierarchical structure; thus the 
converted scores = 0.0. 
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discussed before maicing the decision to award or withhold points. Raw scores for 

coherence were then converted to a 10-point scale and averaged to obtain a final value. 

See Table 3.2 for definitions of scoring items. Finally, the converted scores for 

extensiveness and coherence were then averaged to produce a Hnal score. 

It was necessary to convert the raw scores in order to obtain a meaningful number 

for both extensivenes and coherence. Winitzky et al. (1994) explains, "The converted score 

is one standardized to a norm-referenced, 10-point scale. That is, the range of the sample 

on a particular score is transformed to a 10-point scale, and raw scores are converted to 

equivalent values on [aj 10-point range. The conversion allows for averaging across scores 

of diverse ranges." (p. 129). 

To insure consistency in scoring maps, this study referred to Jensen's decision 

rules (J. Jensen, personal communication, November 24. 1998) which provided criteria for 

map scoring. Jensen's rules define terms and offer suggestions for arriving at decisions. 

Her definitions are generally more complete than those found in other studies. For 

example, she defines a chunk as a group of superordinate concepts with two or more 

subordinate concepts: however, she specifies that these connections can radiate up, down, 

or to the side. For a complete listing of these rules, see Appendix C. 

Reliability and construct validity for this method of scoring concept maps has been 

established. Interrater reliability for the extensiveness measure was cited at .90 by Roehler 

et al. (1990) and .93 by Winitzky et al. (1994). To establish reliability for map scoring as 

used in this study, one third of the maps were randomly selected and subsequently scored 

by the researcher and an independent rater trained in the map scoring procedures. Using the 

formula: number of agreements divided by the number of agreements plus disagreements 

(Madsen & Madsen, 1983), interrater agreement was .97. Separation of reliability into the 



58 

Table 3.2 

Definitions of Scoring Components for Concept Maps 

Component Definition 

Structural Complexity 

Items number of discrete terms in each map 

Levels (depth) number of levels in the map 

Chunks number of groups of superordinate and linked subordinate 

(at least two) concepts 

Width number of chunks at widest point in the map 

Hierarchical Structure width plus levels 

Concepts per Chunk mean number of concepts per chunk 

Extensiveness score converted mean of items, chunks, hierarchical structure 

Conceptual Accuracy 

Chunk Coherence percentage of chunks in which included concepts were 

logically connected 

Sequence Coherence percentage of item sequences in which included concepts 

top to bottom were logically connected 

Coherence Score converted mean of chunk and sequence coherence 

Note. Definitions adapted from Winitzky et ai., 1994. Following recommendations by 

Winitzky et ai. (1994, p. 136) the item "concepts per chunk" was eliminated from the 

extensiveness score for the purpose of improving validity. 
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four components comprising the extensiveness score resulted in reliability of 1.00 for 

items, levels, and width, and .89 for chunks. Given the method for determining the 

cohesiveness scores, reliability was not calculated for that measure. 

Effective Teaching Beiiaviors 

Effective teaching behaviors are defined as those observable behaviors which have 

been identified by research in music teacher effectiveness and which have been associated 

with positive student outcomes. These behaviors can be categorized into two broad areas: 

behaviors focusing on teacher presentation and behaviors centering on instructional skills. 

Two methods were used to measure teacher effectiveness: the Survey of Teaching 

Effectiveness developed by Don Hamann and Dawn Baker at Kent State University 

(Hamann, Lineburgh, & Paul, 1998, p. 94), and a time sampling procedure based on 

criteria developed by a line of research investigating teacher intensity (Byo, 1990; Cassidy, 

1990, 1993; Cassidy & Madsen, 1987; Colwell, 1995, 1996, 1998; Madsen & Geringer 

1989; Madsen, Standley, & Cassidy, 1989; Standley & Madsen, 1987). 

Hamann and Baker's rating form. Survey of Teaching Effectiveness (STE), was 

chosen to provide a global evaluation of effective teacher behaviors. The form consists of 

two major sections with a total of ten sub-categories. Part I; Lesson Delivery Skills, 

evaluates posture, eye contact, gestures, facial expressions, and vocal inflection and is 

worth 40% of the total teacher effectiveness score. Part II: Planning and Presentation of 

Lesson, evaluates lesson planning, subject matter competence, pacing, sequencing pattern, 

and teaching style and is worth 60% of the total score. The form contains thirty separate 

items which are rated using an anchored five point Likert scale (see Appendix D). In 

computing a final score each of the categories is weighted according to the number of items 

per category. Scores for Part I can range from 4 to 20, while scores for Part II can range 

from 6 to 30. Combined scores from Part I and Part II yield a range of 10 (Ineffective) to 

50 (Extremely Effective). 



A test-retest procedure was used to establish reliability of the STE (Hamann, 

Lineburgh, & Paul, 1998, p. 94). Reliability was found to be r = .83. Intercorrelations 

between categorical scores and Total Score of the STE were computed (N=159) with 

results ranging from r = .61 to r = .95. Empirical validity for the STE is reported at r, = 

.89. This measure was computed by asking a group of adjudicators to rank video-taped 

teaching episodes of students from "best" to "least best". The same adjudicators repeated 

the task approximately three weeks later. Scores from each of the episodes were then 

ranked and compared to the previous rankings. Fant (1996) correlated ratings of judges 

who used both the Rehearsal Effectiveness Scale by Bergee (1992) with those from the 

STE. Fant reported a correlation of r = .89 between scores on the two measures. 

To establish reliability for this study, three independent judges were trained in the 

use of the STE prior to evaluating the videotapes. They then viewed the two sets of 

videotapes and rated each student using the STE form. Kendall's coefficient of 

concordance was calculated to determine agreement between the three judges resulting in a 

reliability measure of W = .83, p < .001. Individual student scores were averaged across 

all three judges for a final rating. 

Researchers working in the area of teacher intensity have developed specific criteria 

for evaluating effective teaching behaviors. While various techniques have been used to 

identify teacher intensity behaviors, a number of studies have relied on a time-sampling 

procedure in which high or low intensity behaviors are recorded over a period of time 

(Byo, 1990; Cassidy, 1989, 1990, 1993; Cassidy & Madsen, 1987; Madsen & Geringer, 

1989; Madsen, Standley & Cassidy, 1989). Typically, subjects are observed for a short 

period of time, usually between 5-15 seconds, after which all observed behaviors are 

recorded during a 5 second time period (Madsen & Madsen, 1983, p.223). Use of this 

time-sampling procedure yields a percentage representing the number of intervals 

individuals engage in appropriate teaching behaviors. 
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Three broad areas derived from the literature on effective teaching are included in 

the research on teacher intensity: delivery skills, instructional skills and content, and 

classroom management. This study focuses on two of those areas, delivery and instruction. 

Early research used three forms to measure teacher intensity behaviors. The "Teacher 

Intensity Form", which provided a more global assessment of intensity, and the "Delivery 

Observation Form" and the "Instruction Observation Form" (Cassidy, 1989). Both the 

"Delivery Observation Form" and the "Instruction Observation Form" specify discrete 

problems associated with delivery and instruction skills, respectively (see Appendix E). 

The "Delivery Observation Form" rates behaviors according to four categories: 

(+) = enthusiastic and on-task delivery of academic information; (N) = noise off-task, 

including but not limited to verbal ticks, inappropriate speaking voice quality, stuttering, 

and nervous laughter; (M) = motor off-task, including but not limited to poor posture, 

nervous pacing, rigid standing throughout the lesson, playing with articles of clothing or 

hair, shifting weight, and wringing hands; (O) = passive off-task, including but not limited 

to low or inappropriate facial affect, lack of eye contact, eyes focused on the same few 

individuals throughout the lesson. During any given observation period delivery skills are 

rated as either on-task (+) or off-task (N, M, O). It is not possible to receive both on-task 

and off-task ratings during the same observation period. However, it is possible to receive 

two or more off-task behaviors during a given observation period. For example, a student 

may exhibit vocal ticks (noise off-task), nervous pacing (motor off-task) and lack of eye 

contact (passive off-task) during the same time period. 

'The Instruction Observation Form" was developed by Cassidy (1989) "...for the 

purpose of isolating accuracy and appropriateness of the information in a lesson." (p. 8-9). 

This form includes the following categories: (+) = accurate and appropriate 

instruction/information; (M) = too much information, including but not limited to irrelevant 

or unnecessary information, unprepared questions used to fill time, and segments of a song 
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too large for students to repeat accurately during rote teaching; (L) = too little instruction, 

including but not limited to lack of necessary musical cues, students asked to respond yet 

not given enough information to do so appropriately, pause in instruction while teacher 

tried to remember words to a song, and teacher does not sing with student response while 

rote teaching; (R) = redundant information, including but not limited to repeating directions 

unnecessarily, and repeating a portion of the lesson to fill time; and (X) = incorrect 

information including but not limited to providing an incorrect model during rote teaching, 

using wrong terminology, and cuing responses in the wrong place. As with the delivery 

form, instnjctional skills are rated as either on-task or off-task. If skills are rated as off-

task, it is possible to receive ratings in two or more categories. For example, a subject may 

demonstrate an incorrect musical model (X), exhibit a memory lapse (L) and use song 

phrases which are too long (M) all within a single observation period. 

Empirical validity of the teacher intensity forms was established by calculating 

reliability between the "Teacher Intensity Form" and the "Instruction Observation Form" 

and between the "Teacher Intensity Form" and the "Delivery Observation Form". 

Reliability for both measures was reported at .99 based on the formula: agreements divided 

by agreements plus disagreements (Madsen & Madsen, 1983). Using the same formula, 

reliability for the 'Teacher Intensity Form" was established at .98. In this instance, 50% of 

the tapes were evaluated by an independent observer trained in the use of the forms 

(Cassidy & Madsen, 1987). In a subsequent study, inteijudge reliability for each of the 

forms was reported as follows: 'Teacher Intensity Form" r = .97, "Delivery Observation 

Form" r - .97, and "Instruction Observation Form" r = .98. These figures are based on 

observation of 20% of the tapes by a second observer trained in the use of the forms 

(Cassidy, 1989). 

To establish reliability for this study, an independent observer was trained in the 

use of the teacher intensity forms and observation procedures. One third of the videotapes 
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were then randomly selected and evaluated by the independent observer and the researcher. 

Videotapes were evaluated following a time sampling procedure based on 10 seconds of 

observation followed by 5 seconds in which the observed behaviors were recorded. The 

resulting percentages of time spent in each of the categories yield an index of teacher 

intensity. Interrater agreement was computed used the formula: number of agreements 

divided by number of agreements plus disagreements (Madsen & Madsen, 1983). 

Reliability for the combined measures was .85. Separating reliability calculations into the 

two components used in this study indicated that reliability was .81 for Delivery and .89 

for Instruction. 

While both the STE and Teacher Intensity measurements emphasize delivery skills 

as well as instructional content, the method of evaluation is different resulting in different 

types of data for analysis. The Hamann and Baker form yields a numerical score 

representing the teaching effectiveness of each individual. Since the score represents a 

number on an interval scale, it is possible to compare group scores based on means and 

standard deviations. The method used for evaluating teacher intensity captures high and 

low teacher intensity behaviors over a period of time and yields a percentage representing 

the number of intervals individuals engage in appropriate, or inappropriate, teaching 

behaviors. By using both the Hamann and Baker evaluation tool as well as the time 

sampling procedure for teacher intensity it was possible to obtain a more holistic picture of 

teacher effectiveness. 

Procedures 

This study was implemented in three stages. During the first stage, preservice 

teachers were instructed in the technique of concept mapping. Following this instruction 

they were asked to construct a concept map on the topic "Effective Teaching". The second 

stage initiated instruction related to the microteaching experiences, a central component of 
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the course. Following this instruction students completed two microteachings in which they 

were required to teach the same lesson in two different settings. The final stage of this 

investigation involved collecting data for the posttest and conducting individual interviews 

with each of the subjects. 

Concept Map Instruction 

Instruction was completed over the course of three class periods beginning on the 

second day of classes and was based on procedures adapted from Novak and Gowin's 

work (1984, pp 32 - 34). In this first session, students were taught 1) to distinguish 

between objects and events, 2) the meaning of the term "concept" as used in concept 

mapping, 3) to distinguish between concepts and linking words, and 4) how to use 

concepts and linking words to convey meaning. They were then asked to read the first three 

paragraphs of an article from Teaching Music entitled. "What It Takes To Be A Music 

Major" (Menchaca, 1998). They were instructed to select key concepts and rank order them 

from the most general and inclusive to the most specific and detailed. Their lists were 

collected at the end of class. 

During the second class period students 1) received feedback on their list of ordered 

concepts, 2) were shown a sample concept map and given a demonstration in mapping 

procedures, and 3) provided with criteria for assessing effective maps (See Appendix 

Opportunity for guided practice allowed students to reinforce their ability to draw up a 

concept map. After reviewing the steps involved in creating a concept map, students were 

asked to construct a concept map on the topic "Elements of a Good Recital". They were 

allowed twenty minutes in class to work on their map. Completed maps were collected at 

the end of class and subsequently evaluated by the researcher. General comments designed 

to help clarify students' maps functioned as written feedback. During the following class 

period students' maps were returned and a student volunteer was asked to put her map on 
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the board. This map was used to illustrate how a concept map can be "read" for meaning 

and to generate discussion regarding difficulties students may have had in constructing their 

own maps. 

Students were now ready to construct a concept map on the topic of "Effective 

Teaching". To facilitate this process, they were asked to create a list of concepts they 

thought were important to effective teaching and to bring this list to the next class. During 

this fourth class period students were told to create a concept map on the topic 'Effective 

Teaching" using their list of concepts assigned as homework during the previous class. 

Students were instructed to rank order their list of terms from general to specific and 

arrange them in map format using linking words. They were told to "read" their maps for 

meaning. Students were allowed thirty minutes to construct their maps. These final maps 

served as the pretest, functioning as a measure of students' conceptions of what it means to 

be an effective teacher. In preparation for data analysis, all maps were re-drawn using the 

software program. Inspiration (version 5.0) to aid in clarity and consistency of scoring and 

analysis. 

Microteachings 

The Assignment 

The next phase of this investigation focused on the the students' microteaching 

assignment. As part of the course requirements students are expected to complete two 

microteachings during the semester. Each of the microteachings occurs in a different 

setting, the purpose of which is twofold. Rrst, since students teach the same lesson in both 

settings they have the opportunity to practice their lesson on their peers, alter their plans as 

needed, then transfer the lesson to a more "authentic" setting in which they work with 

children. Second, the "authentic" setting allows them to work with "real" students in a 
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semi-controlled yet unpredictable setting in which issues of classroom management and 

interactive decision making are more readily apparent. 

For their microteaching lesson students were each assigned a portion of a song to 

teach using the rote song procedure they were taught in class. The songs were chosen from 

the repertoire of the girls training choir selected as the setting for the second microteaching 

(see Appendix G). While several students might be assigned to teach the same song, each 

student was assigned a different portion to teach. Song segments typically lasted for twenty 

measures and comprised four four-bar phrases. They were told their primary objective was 

to teach correct pitches, rhythms, and text underlay. Their secondary objective was to teach 

an appropriate musical concept related to the song segment they were assigned. 

Preparation 

Prior to their first microteaching, students received instruction in lesson planning, 

teaching a rote song, and using a peer evaluation form. Instruction in the rote song 

procedure began with a demonstration. The researcher, in her role as teaching assistant, 

taught the class a sixteen measure song after which students dissected the procedure used to 

teach the song. The rote song technique followed these steps: I) sing the song in its entirety 

while the class listens, 2) echo sing short (two measure) phrases, singing with the class as 

they echo back, 3) continue echo singing but combine phrases into longer segments, again 

the teacher continues to sing with the class as they echo, and 4) the entire song is sung first 

together, then with the class singing alone (see Appendix H for sample plans). 

During the next class period students received a copy of the evaluation form they 

would use to evaluate each other during their peer teachings (see Appendix I). This form 

was adapted from the STE specifically for this course. The first half of the form focuses on 

presentation (delivery skills); the second half on lesson content (instructional skills). Each 

of the items on the form was discussed and, where appropriate, demonstrations of high 

versus low behaviors for each was modeled. The purpose of the form was to sharpen 
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observed their peers. In addition, it provided structured feedback from their peers which 

could subsequently be used to help students focus their comments as they completed a self-

evaluation of their microteaching. 

Rnally, students were given the opportunity to practice rote song teaching during 

the last class period prior to their actual peer teachings. Students were separated into small 

groups of no more than three to four students. They then taught their assigned song to each 

other using the rote song technique. Verbal feedback was provided from members of their 

group. The instructor listened to each of the groups, providing comments as needed. 

Following the peer teaching sessions, students were given a handout explaining the 

field teaching experience. To prepare for this assignment, students were told to watch the 

videotape of their peer teaching noting what worked and what didn't, and to revise their 

lesson plans accordingly. They were reminded that the primary objective of their 

assignment was to teach their "students", in this case members of the girls training chorus, 

the correct pitches, rhythms, and text underlay; secondary objectives could incorporate 

teaching an appropriate musical concept provided it fit the song segment they were assigned 

to teach. 

Since the girls chorus relied on an accompanist, students were also given 

information on how to work with an accompanist in this setting. The researcher conducted 

a demonstration lesson in which a fellow graduate student accompanied on the piano. 

Suggestions for communicating tempi, starting and ending together, and how to treat the 

accompanist were made. It was felt that these steps would be helpful to the students since 

most of them had not yet taken any conducting or methods classes and had little experience 

in working with an accompanist. 

In addition, students were given a brief summary of what to expect in terms of the 

training choir's performance. To provide students with a better picture of how well the girls 
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chorus knew the music, the researcher attended the training choir's rehearsal one week 

prior to the field setting microteaching. The training choir had been introduced to all of the 

music the preservice teachers were assigned to teach. While they were able to sing through 

most of the literature some of the sections were more secure than others. The researcher 

determined that the training choir could still benefit from the rote song teaching and 

apprised the preservice teachers of this information. 

Peer Teaching 

The peer teachings took four days to complete and were conducted during regularly 

scheduled class time. Each student was allotted five to seven minutes to complete their 

lesson. They were stopped after seven minutes regardless of whether they completed their 

lesson. During the peer teachings, four students who were not teaching used the adapted 

STE form to evaluate their peers. A different set of students completed the peer evaluations 

each time, thus each student had the opportunity to evaluate their peers approximately four 

times. At the end of class students who taught received these peer evaluations, along with 

the instructors' evaluation, to assist them in writing a self-evaluation of their teaching. 

All of the peer teaching lessons were videotaped. Students were instructed to watch 

the videotape and compare their performance on the videotape to the peer evaluations. 

After watching the videotape students wrote the self-evaluation. In the self-evaluation they 

were instructed to comment on their delivery and instructional skills as well as any 

inconsistencies between the videotaped performance and the peer evaluations. The 

evaluations were then turned in to the instructor. Copies were made for analysis since the 

original evaluations were returned to the students. 

Field Teaching 

A thirty-five member training choir was selected as an appropriate setting for the 

preservice teachers to complete the field teaching experience. Members of this choir were 

girls ages 7 to 10 who had auditioned for and been accepted into the training choir. This 
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ensemble was one of four groups affiliated with an established girls chorus in a large 

Southwestern city. The training choir rehearses on Monday nights from 6:15 pm to 7:15 

pm at an off-campus facility operated by the girls chorus. The director of the training choir, 

a faculty member at the university where this study took place, offered to host the field 

teaching experiences. 

In order to minimize time taken from the training choir's rehearsal schedule, 

members of the choir were divided into two groups, resulting in two "mini-ensembles" of 

approximately 16 to 17 singers. Smaller ensembles would also be less overwhelming to the 

preservice teachers. Two separate rehearsal rooms were utilized for the field teachings 

which took place during two of the training choir's Monday night rehearsals. An 

accompanist was available in both rooms. Eight preservice teachers taught the first week, 

seven the second. Each preservice teacher was allotted 5 to 7 minutes to teach their song 

segment. They were stopped after seven minutes regardless of whether they had completed 

their lesson. 

All field teaching experiences were videotaped. As with the peer teachings, students 

were evaluated by their peers, as well as the instructor. Preservice teachers were told to 

view the videotape of their field teaching and then complete a written self-evaluation. They 

were reminded that their evaluation should take into consideration comments made by their 

peers and their instructor in addition to reflecting their own perceptions of the experience. 

(See Appendix J for peer and field teaching assignment sheets). 

Final Data Collection 

Following the field setting microteachings, students completed the posttest. This 

assignment was the same as for the pretest. Students constructed a second concept map on 

the original topic "Effective Teaching". This was completed during class time after students 



70 

had turned in their self-evaluations. This was done in order to allow students time to think 

about the results of their second microteaching and to synthesize what they had learned. 

To prepare for this task students reviewed the major components of a concept map 

and the procedure for constructing a "readable" map. They were asked to brainstrom a list 

of terms related to the topic "Effective Teaching" and to rank order the terms from general 

to specific. Using this list they were to construct their maps. They were simply told that 

their maps should represent what they currently thought about what it means to be an 

effective teacher. They were given thirty minutes to complete their maps. Postmaps were 

re-drawn using the software program. Inspiration (version 5.0) following procedures used 

for the premaps. 

Finally, students scheduled individual conferences with the researcher. The 

conferences were audiotaped and lasted 20-30 minutes. The purpose of the conference was 

to provide an opportunity for students to think reflectively about their two teaching 

experiences and to discuss how these experiences may have influenced their thinking about 

what it means to be an effective teacher as well as how their thinking may have changed as 

a result of these experiences. An interview protocol was developed and used by the 

researcher to guide the questioning (see Appendix K). 

The first part of the interview focused on the two microteachings. Students were 

asked to reflect on the effect these two experiences had on their own teaching. They were 

encouraged to talk freely about what they saw as their own strengths and weaknesses based 

on the two microteachings. During the second part of the interview, students were given 

their original copies of both concept maps and asked to comment about any similarities or 

differences they noticed between the two. They were encouraged to explain why they 

included certain items or omitted others, and why they ordered various items in the manner 

they did. Students were also asked to talk about connections between items on their maps 

and to explain why they saw relationships between some items and not others. This line of 
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questioning encouraged students to elaborate on the construction of their maps and to 

clarify their understanding of the topic. They were also asked to to think about their own 

performance as a teacher in terms of their own concept maps and to comment on whether 

they saw any 

relationship between the two. In otherwords, could they demonstrate those behaviors or 

characteristics they identified as important in their maps? Finally, they were asked whether 

they thought their beliefs about teaching had changed as a result of their experiences. 

Timetable 

In January, 1999, students participating in this study were given instruction in 

concept mapping and asked to construct a concept map on the topic teacher effectiveness. 

During the last two weeks in February, 1999, they received instruction in lesson planning 

and rote song teaching as part of their preparation for microteaching. 

Students participated in two microteaching experiences during the month of March, 

1999. Their peer teachings took place within the first two weeks of March followed by 

spring break. After break, students completed their field teachings during the last two 

Mondays of the month. 

The posttest, construction of a second concept map, was completed eight days after 

students finished their second microteachings. The interviews were conducted during the 

second full week in April. Data analysis took place during April and May, 1999. 

Sammary 

This exploratory study, which is a mixed methodology design, focuses on the 

nature of preservice teachers' thinking about effective teaching and the relationship between 

their thinking and ability to demonstrate effective teaching behaviors. The subjects were 
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fifteen music education undergraduates enrolled in an Introduction to Music Education 

course at a large university in the Southwest. 

Students constructed concept maps on the topic "effective teaching" as a measure of 

their cognitive schemata. After receiving instruction in the rudiments of teaching, students 

participated in two microteaching experiences in which they taught the same lesson in two 

different settings. Their microteachings were videotaped and their teaching subsequently 

analyzed using the Survey of Teaching Effectiveness and a time sampling procedure using 

criteria from teacher intensity research. Following their microteachings students constructed 

a second concept map, again on the topic "effective teaching". Finally each student was 

interviewed to explore the nature of their thinking about what it means to be an effective 

teacher. Quantitative and qualitative analyses of the data were conducted. This study took 

place during the spring semester of 1999. 
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Chapter IV 

Results 

The purpose of this study was to investigate the nature of preservice music 

education students' thinking about what it means to be an effective teacher. This 

exploratory study was designed around three research questions: l)What is the nature of 

preservice music education teachers' thinking about effective teaching as measured through 

the use of concept mapping, 2) Does preservice music education teachers' thinking about 

effective teaching change following two microteaching experiences involving both peer and 

field teaching settings, and 3) Is there a relationship between preservice music education 

teachers' thinking about effective teaching and their ability to demonstrate effective teaching 

behaviors. 

Both quantitative and qualitative methodologies were used to provide a richer, more 

complex understanding of the relationship between preservice music education majors' 

thinking about effective teaching and their ability to demonstrate effective teaching 

behaviors. Furthermore, data from the qualitative analyses serve as a means of triangulation 

by challenging and/or supporting findings from the quantitative analyses while 

simultaneously probing and "teasing out" emergent themes. In this manner the two 

methodologies serve as complimentary techniques. In order to preserve this balance, the 

results are organized in two sections. Quantitative results are presented first followed by 

findings from the qualitative investigation. 

Quantitative Results 

Since the quantitative analyses were designed to answer specific research questions, 

presentation of results has been organized accordingly. Quantitative analyses are 
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subdivided into two sections: pre- and postmap analyses followed by comparative 

analyses. 

Pre- and Postmap Analyses 

The results presented in this section provide information to answer the following 

research questions: 1) What is the nature of preservice music education teachers' thinking 

about teacher effectiveness as measured by concept mapping? Specifically do preservice 

music education teachers' concept maps differ either quantitatively or qualitatively? and 2) 

Do preservice music education teachers' conceptions of teacher effectiveness change after 

microteaching experiences, and if so, how? 

To determine differences in preservice music education teachers' maps, descriptive 

statistics for both pre- and postmaps are presented in Table 4.1. Overall means and 

standard deviations for pre- and postmaps are quite similar. A comparison of the standard 

deviations between the extensiveness and cohesiveness measures suggests slightly greater 

variability among both sets of maps with regard to extensiveness. Mean scores for the 

extensiveness measure increase slightly from premap to postmap. 

Table 4.1 

Descriptive Statistics for Pre- and Postmaps 

Extensiveness Cohesiveness Total Score 

Maps M SD M SD M SD 

Premap 

Postmap 

2.50 2.28 7.69 1.95 5.09 1.71 

3.46 2.79 7.69 1.96 5.58 1.83 
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For the most part, scores from both sets of maps appear to be normally distributed. 

However, there is a tendency toward a positively skewed distribution for the extensiveness 

scores on the premaps and a negatively skewed distribution on the coherence scores for the 

postmaps. Inferences regarding the distribution should be made with caution given the 

small sample size (N = 15). 

To determine if there was a significant difference between pre- and postmaps a 

dependent t- test was calculated using the combined extensiveness and coherence scores. 

Results indicated no significant difference between the premaps and the postmaps, (t 

(14) = -1.12,/7 > .05). 

To determine if there was a significant difference between premaps and postmaps in 

the areas of extensiveness and cohesiveness, separate t- tests were calculated using the 

scores from these measures. Results indicated no significant differences between premaps 

and postmaps for either the extensiveness, {t (14) = -1.70, p >.05) or cohesiveness 

measures, (/ (14) = -.01, > .05). 

Comparative Analyses 

The analyses presented in this section provide answers to the third research 

question: Is there a relationship between preservice teachers' conceptions of teacher 

effectiveness and their ability to demonstrate effective teaching behaviors? Given the small 

sample size and the presence of outliers, the Spearman Rank Correlation was chosen as a 

more conservative measure of relationship. The magnitude of the correlations is based on 

the following criteria: negligible (.00 to .20), low (.20 to .40), moderate (.40 to .60), 

substantial (.60 to .80), and high (.80 to 1.0) (Best & Kahn, 1993). 

To measure preservice music education teachers' ability to demonstrate effective 

teaching behaviors, subjects were videotaped during both microteachings and their 

performances rated using Hamann and Baker's Survey of Teaching Effectiveness (STE) 
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and Teacher Intensity (TI) criteria. Descriptive statistics for these two measures are reported 

in Table 4.2. The STE comprises two sections: Part I which reflects delivery skills, and 

Part n which represents instructional skills. STE scores for Parts I and II are weighted 

40/60 respectively. Possible score ranges for Part I are 4-20; for Part II, 6-30 with a range 

of 10-50 for the Total score. 

Table 4.2 

Descriptive Statistics for STE and TI 

Microteaching 

M 

#1 

SD 

Microteaching 

M 

#2 

SD 

STE 

Part I 13.04 2.49 13.89 1.67 

Part II 19.09 3.24 20.95 2.42 

Total 32.26 5.31 34.84 3.62 

TI 

Delivery .21 .23 .31 .24 

Instruction .51 .29 .54 .19 

Note. TI numbers represent the percentage of time spent demonstrating appropriate delivery 

or instructional skills. 

Spearman Rank Correlations were calculated comparing premaps and the STE and 

comparing premaps and TI scores for both microteachings, with separate comparisons for 

delivery and instruction. The same procedure was used to calculate Spearman Rank 
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Correlations between the postmaps and the STE and TI measures. The correlation 

coefficients for these measures are presented in Table 43. Results indicate a negligible 

relationship between the premaps and any of the teacher effectiveness measures. A low 

negative relationship is indicated between the postmaps and the TI Instruction scores 

(r^ = -.35) on the first microteachings. 

Table 4.3 

Correlation Coefficients between Maps and Microteachings 

STE TI Delivery TI Instruction 

Premaps 

Microteaching#! r, = .13 

Microteaching#2 r, = .05 

Postmaps 

Microteaching#! r, = .08 

Microteaching #2 r, = . 19 

r,= .10 r,= .004 

r,= .13 r,= .I4 

r, = -.02 r, = -.35 

r,= .21 r, = -.001 

To further explore the relationship between the concept maps and students' 

teaching, map scores for the components extensiveness and cohesiveness were extracted 

and Spearman Rank Correlations subsequently calculated for both microteachings. Results 

are presented in Tables 4.4 and 4.5 and indicate a low positive relationship on the 

extensiveness measures between the premaps and TI Instruction (r, = .42) as well as 

between the postmaps and the STE (r, = 36) on the second microteachings. For the 
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cohesiveness measure, a iow negative correlation is found between the postmaps and the 

STE (r^ = -36) on the second microteaching. 

Table 4.4 

Correlation Coefficients for Extensiveness 

STE TI Delivery T1 Instruction 

Premaps 

Microteaching#! r, = .08 

Microteaching #2 r, = .06 

Postmaps 

Microteaching#! r, = .09 

Microteaching#! r, = .36 

r, = -.I5 r, = .23 

r, = -.02 r,= .42 

r, = -.Il r, = -.26 

r, = .27 r, = -.08 

Table 4.5 

Correlation Coefficients for Cohesiveness 

STE TI Delivery TI Instruction 

Premaps 

Microteaching#! r^ = .06 

Microteaching #2 r, = .06 

Postmaps 

Microteaching#! r, = -. !4 

Microteaching #2 r, = -.36 

r,= .!6 r, = -.!3 

r,= .!7 r, = -.!! 

r, = .!! r, = -.!3 

r, = -.05 r, = .!8 
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Qualitative Results 

This section describes the emergent themes and patterns arising from the preservice 

teachers' maps, self-evaluations, and interviews, yielding a composite picture of the nature 

of their thinking about what it means to be an effective teacher. Results are presented 

according to four main themes arising from analysis of the data across all three sources 

followed by two key aspects revealed through examination of the interview data. Data were 

collected and prepared for analysis following procedures detailed in the methodology 

section of this study. 

In order to determine those areas most important to the preservice teachers in this 

study, frequency responses were tabulated across all three data sources using the six a 

priori categories described in the methodology section of this paper. Results are presented 

in Table 4.6. 

Table 4.6 

Frequency Responses for apriori Categories by Data Source 

ET PEO OC PRO AE SS 

Premaps 135 11 11 1 4 31 

Postmaps 126 6 3 6 13 51 

Self-Eval#l 10 2 0 0 3 71 

Self-Eval #2 6 3 0 0 11 67 

Interviews 58 24 27 79 91 96 

Note: ET = Effective Teacher; PEO = People; OC = Objects & Conditions; PRO = Process; 

AE = Activities & Events; SS = Strategies & Skills. 
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It is apparent tiiat two of the six categories received the greatest number of 

responses when comparing responses for all data sources. These categories, for "effective 

teacher" and "strategies and skills", were selected for further analysis. Frequency 

responses across data sources for "effective teacher" were computed according to five sub

categories established through the coding procedures described in the methodology section 

of this paper. The same calculations were followed to determine important sub-categories 

for the apriori category "strategies and skills". Results are presented in Tables 4.7 and 

4.8. 

Table 4.7 

Frequency Responses for Effective Teacher Sub-Categories by Data Source 

KNO BEL BEH TRA MM 

Premaps 

Postmaps 

Self-Eval if I 

28 5 7 95 0 

30 2 3 91 0 

0 0 0 0 10 

Self-Eval #2 0 0 0 0 6 

Interviews 22 0 2 25 9 

Note: KNO = knowledge; BEL = beliefs; BEH = behaviors; TRA = traits; MM = musical 

model. 
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Table 4.8 

Frequency Responses for Strategies & Skills Sub-Categories by Data Source 

GEN CM DM DEL INS 

Premaps 1 3 0 6 21 

Postmaps 4 6 2 8 31 

Self-Eval#l 0 0 2 40 29 

Self-Eval #2 0 0 3 30 34 

Interviews 2 2 15 14 63 

Note: GEN = general comments; CM = classroom management; DM = decision making; 

DEL = delivery; INS = instruction. 

According to the frequency counts, two sub-categories in each of the main 

categories emerged as important to preservice teachers' thinking. Sub-categories for the 

"effective teacher" category are knowledge and teacher traits; for "strategies and skills", 

delivery and instruction. To provide insight into preservice teachers' thinking these four 

sub-categories were examined for emergent themes and patterns. The results are organized 

by sub-category and provide an overview of subjects' responses across data sources. 

Knowledge 

As indicated by the frequency responses in Table 4.7 subjects identified knowledge 

as an important ingredient for effective teaching. Over 80% of the subjects cited concepts 

related to knowledge on both premaps and postmaps while 93% made references to 

knowledge during their interviews. 

To determine the importance of knowledge within the context of subjects' maps, 

additional information was sought which would reflect the maps' hierarchical structure. 
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Since prominence of a concept is determined by it's position and relationship to other 

concepts on the map, frequency counts were obtained for these items. Over one third of the 

subjects included knowledge as a level one concept for both sets of maps (40% for 

premaps; 47% for postmaps). Level one concepts are those placed at the top of a map and 

are considered to be the most inclusive. As found in Table 4.9, the number of connections 

or relationships involving knowledge occurs with the same frequency for both sets of maps 

and is similar to the number of connections for teacher traits, but is greater than the number 

indicated for the subcategories of delivery and instruction. 

Table 4.9 

Number of Concepts, Students, Relationships, and Levels by Sub-Category 

Premaps Postmaps 

Con Stu Rel Lev Con Stu Rel Lev 

Knowledge 28 12 27 6 30 13 25 7 

TeacherTraits 90 14 27 14 80 14 30 23 

Delivery 6 4 1 0 8 7 2 0 

Instruction 21 13 19 12 33 12 17 7 

Other 57 15 30 4 64 15 36 7 

Note. Con = number of concepts; Stu = number of students including concepts in this 

category on their maps; Rel = number of concepts connected to two or more other concepts 

(relationships); Lev = number of 1st level concepts. 
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While these figures provide evidence of the importance of knowledge to subjects' 

perceptions of what it means to be an effective teacher, a closer examination of the content 

is needed to better describe their thinking in this area. Subjects' references to knowledge 

fall into two broad categories: knowledge of students and knowledge of subject matter. To 

facilitate presentation of these findings, summarized information is based on data from both 

sets of maps and interviews unless otherwise stated. 

Approximately one third of the subjects (29%) indicated that knowledge of students 

was an essential component of effective teaching. Their comments, however, were very 

general. For example, they used phrases such as "teach to the level", "need to know 

learners", and "need to know how students learn" in their maps yet failed to develop them 

further. It is not clear, for instance, exactly what was meant by "teaching to the level". On 

the other hand, a few subjects were more deliberate in their choice of concepts and actually 

described what teachers need to know about their students. 

Specifically, they felt teachers should be aware of students' abilities and disabilities, 

different learning styles such as visual, auditory, intuitive, or kinesthetic, and understand 

learning theories such as "behaviorism, Piaget, conceptualization, and other strategies". 

One student felt it important to consider learners' abilities when planning especially in 

determining appropriate vocabulary. Another student observed that teachers should 

understand that "student needs are different from one another [and this] will effect [sic] 

how they leam". It should be noted that while some students incorporated these newly 

acquired ideas into their maps, their understanding of them was fairly limited and often 

incomplete. 

All of the subjects included references to subject matter knowledge on at least one 

of the data sources. In addition, they had more to say about this topic than others. 

Concepts regarding subject matter knowledge were more general and less developed on the 

premaps than those on the postmaps. For example, premap concepts indicated effective 
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teachers must, "know their material", have "knowledge of the topic" or "knowledge of the 

subject". By comparison, postmap concepts implied that effective teachers must have 

"knowledge of the subject" which is "demonstrated by musicality and accurate detection of 

errors", or "instrumental technique including scales, arpeggios, key signatures, tone 

quality, and range". Students' postmaps evidenced more detail in describing what teachers 

need to know and perform with regard to subject knowledge. 

Another difference between pre- and postmaps relates to the distinction between 

declarative and procedural knowledge. Declarative knowledge includes references to music 

theory, literature, and history while procedural knowledge refers to technical skills or 

proficiencies, i.e. knowing how to do something. The following are a few examples of this 

type of reference: "good teachers must be good musicians", "knowledge of subject 

(includes! conducting and listening skills", and [teachers! "gain technical proficiency by 

practicing scales, etudes, [and! repertoire". 

As indicated in Table 4.10, subjects gave equal importance to declarative 

knowledge on both sets of maps, yet failed to mention this area during their Interviews. 

The number of replies referring to procedural knowledge, however, increased for both 

postmaps and interviews. In addition, the number of students mentioning procedural 

knowledge tripled from premap to postmap. 

In contrast, during their interviews, students seemed more concerned with 

assessing their own strengths and weaknesses in subject matter knowledge. Some of their 

comments were very basic, for instance, "be prepared with subject matter", or "need to 

improve subject knowledge". Others, however, went more in-depth, describing specific 

skills they need to work on such as error detection, sight-singing, modeling, conducting 

skills, and developing technical proficiency on their instrument. 
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Table 4.10 

Frequency Responses for Declarative and Procedural Knowledge by Data Source 

Deciatadve Prcxiedural 

RES STU RES STU 

Premaps 2 2 5 2 

Postmaps 3 2 8 6 

Interviews 0 0 9 7 

Note: RES = number of reponses; STU = number of students including responses in this 

sub-category. 

Teacher Traits 

As indicated in Table 4.7, preservice teachers' descriptions of what it means to be 

an effective teacher include references best categorized as Teacher Traits. A comparison of 

the frequency responses in this sub-category shows a very high number of citations in both 

sets of maps, almost three and one half times as many as those cited in the interviews. 

Since this data included a large number of responses, individual traits or qualities 

were coded and organized based on material from "The Elements of Teaching" by Banner 

and Cannon (1997). In this book, the authors describe teaching as an art embodying those 

personal qualities and characteristics that distinguish a successful teacher from an 

extraordinary one. The authors identify nine elements which they believe are essential 

ingredients of teaching: learning, authority, ethics, order, compassion, patience, character, 

pleasure, and imagination. 



For the purpose of this study, these nine elements serve as a way of organizing 

subjects' concepts and comments which fall under the broad category of teacher traits or 

qualities. The researcher chose to adopt Banner and Cannon's (1997) elements as a means 

of simultaneously ordering an unwieldy data set and relating it to two experienced 

educators' opinions of what characterizes an effective teacher. Although the nature of these 

traits is sometimes very "fuzzy", which makes coding a challenging process, their 

preponderance in subjects' responses argued for their inclusion in this analysis. Definitions 

for the nine elements as well as examples of coded items can be found in Appendix L. 

Frequency responses for these categories are listed in Table 4.11. 

A comparison of traits cited in both sets of maps reveals a similar number of 

frequency responses. For the most part the number of citations for each of the nine 

elements remains the same. On the premaps, concepts coded under "ethics" received the 

highest frequency of response. On the postmaps, four areas tied for the highest number of 

responses: ethics, order, learning, and character, with a slight increase in the number of 

responses for the elements "order" and "character" from pre- to postmap. 

During their interviews subjects referred primarily to teacher traits coded as 

"imagination". Specifically, they commented on the need for flexibility and to think 

critically about one's teaching. Two sub-categories were not mentioned at all during their 

interviews: "authority" and "compassion". All other sub-categories for teacher traits 

received minimal responses. By comparison, the number of responses for teacher traits 

was noticeably lower for the interviews than for the maps. 

In addition to examining the frequency of responses to determine importance, 

perusal of the number of students responding in a given element is also revealing. 

Approximately two-thirds of the subjects (67%) included concepts related to "learning" on 

their premaps while a little over half of them (53%) cited concepts related to "ethics, 

"order", and "imagination". On their postmaps, these numbers increased somewhat with 
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approximately two-thirds of the subjects including concepts related to "ethics" (67%), 

"order" (67%) and "learning" (60%). On their interviews, a little over half of the subjects 

(53%) referred to elements coded as "imagination". 

Table 4.11 

Frequency Responses for Teacher Traits by Maps 

Premaps Postmaps Interviews 

RES STU RES STU RES STU 

Learning 13 10 15 9 2 1 

Authority 8 5 4 4 0 0 

Ethics 18 8 15 10 1 1 

Order 9 8 15 10 4 3 

Compassion 12 6 8 5 0 0 

Patience 7 7 4 4 2 1 

Qiaracter 10 7 15 5 I 1 

Pleasure 6 5 8 7 2 2 

Imagination 12 8 7 7 13 8 

Total 95 14 91 14 25 9 

Note: RES = number of responses; STU = number of students including responses in this 

sub-category. 

In order to provide a rough picture of the types of traits emphasized by subjects, a 

descriptive summary for each of the four elements receiving the greatest number of 

responses is presented. The targeted elements are: "ethics"."order", "learning", and 
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"imagination". "Character" was not included in this analysis since the number of students 

responding was fewer than half. 

Subjects' responses under "ethics" included actions such as being fair, responsible, 

cooperative, accessible, involved and open-minded. In addition subjects felt teachers 

should demand their students' best efforts, set good examples, instill values through 

behavior, and inspire art and the love of music. Preservice teachers indicated through their 

maps and interviews that teachers also need to exhibit a sense of "order". Accordingly, 

teachers who do so are efficient, organized, focused, punctual, disciplined, and pragmatic; 

traits which allow them to use time effectively in order to achieve goals. Subjects who 

targeted "learning" as an important teacher trait indicated that teachers need to love their job, 

love working with children or youth and must have a passion for teaching as well as for 

their subject. Furthermore, teachers must be knowledgeable, be good musicians in addition 

to being prepared and able to make their subject understood. Fmally, subjects see effective 

teachers as possessing imagination which allows them to be flexible and able to improvise, 

create, entertain, motivate, and reflect. 

Musical Model 

As used in this study, the term "musical model" refers to student's ability to sing a 

musical example using correct pitches, rhythms, phrasing, dynamics, and text underlay. 

Since the majority of subjects were instrumentalists, this task proved more daunting than 

anticipated. Their comments regarding this task are included for two reasons: 1) modeling 

correct musical examples is a critical part of being a successful music teacher, and 2) over 

one third of the students included comments about their musical model on both sets of self-

evaluations (53%, 40% respectively) as well as in the interviews (40%). 

Two-thirds of the students were critical of their musical model. Comments ranged 

from concem about pitch accuracy, to tone quality, rhythmic accuracy, and vibrato. The 
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most common complaint was about pitch accuracy. Two of the subjects' evaluations of 

their musical model contradicted those of their evaluators. One student thought her model 

was good stating that she demonstrated accurate pitches and a clear tone when in actuality, 

her pitches were shaky and she had serious rhythmic problems. Another student was 

overly critical of her vocal model when in truth she was one of the better models in the 

class. 

Other comments from subjects provide insight into their experiences with modeling 

a musical example. One students commented that he did not know the music as well as he 

thought, it was only after viewing his videotape that he realized he was singing incorrect 

pitches. Another student was aware of her rhythmic problems but unable to correct them, "I 

tried to keep a steady tempo, I tried really hard!". Memorization was mentioned by another 

student who felt his lack of effort to memorize the music affected the smoothness of his 

lesson. 

Delivery 

Presentation of subjects' comments on delivery skills is included in this section 

because of it's importance to effective teaching as established through research as well as 

it's prominence on both measures of effective teaching used in this study (the STE and Tl 

forms). It is interesting to note the low number of responses for this sub-category on both 

the maps and the interviews, yet the response frequency for the self-evaluations is high. 

This can be explained by the fact that students were specifically instructed to comment on 

both delivery and instructional skills when completing the self-evaluations (see Appendix 

J). Because of differences in frequency responses, results are presented by data source 

beginning with the maps followed by the self-evaluations and interviews respectively. 

According to concepts included on subjects' maps important delivery skills are 

primarily verbal: teachers must be able to "speak clearly", "communicate verbally", "be a 

good public speaker", and possess "effective presentation skills". Effective teachers also 
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"use their voice as a way of controlling the classroom". Teachers "show excitement and 

interest through smiling, facial expression and gestures". Eye contact and body language 

are also mentioned by two students, although they do not elaborate on appropriate 

behaviors. It should be noted that only half the students included these concepts on their 

maps; furthermore, some of the concepts, such as eye contact, smiling, facial expression, 

and body language, are only cited once. 

Examination of students' self-evaluations shows a different ordering of delivery 

skills based on frequency responses. For both sets of self-evaluations, motor skills 

received the most comments, followed by facial expression, and finally verbal skills. Some 

common concerns for motor skills were "hiding behind the music stand" or "not moving 

around enough", as well as off-task behaviors such as "swaying", "talking with hands" or 

"hands in pockets". Three students remarked that they made a conscious effort to be more 

"inclusive" and "welcoming" by moving in and around the children during the second 

microteaching. 

Comments targeting facial expression focused on eye contact and smiling. On the 

first self-evaluation four students commented that they needed to improve eye contact. On 

the second self-evaluation, five students shared positive remarks about their eye contact; 

however, only one of the students included comments on both self-evaluations. One 

student seemed surprised to discover the power of eye contact to control behavior. "I found 

direct eye contact aided in the cessation of fidgeting among some of the girls in the back 

row almost immediately Naturally a college age student is going to have more of an 

attentive posture, and longer attention span than a first or second grader, but I was still 

surprised at how well it worked!". Similarly, a few students seemed disappointed by their 

lack of smiling as reported in their first self-evaluation; however, all but one were pleased 

with improvements made in this area as stated in the second self-evaluation. 
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Eight students remarked about their verbal delivery skills on the self-evaluations. Of 

these, only three included comments on both self-evaluations. These students identified 

four problems relating to verbal delivery skills: verbal tics, speed, inflection, volume. One 

student noticed an improvement in volume and inflection from the first microteaching to the 

second while another was pleased with a decrease in her use of the verbal tic "great". 

Overall, students were less satisfied with their performances in this area. 

Finally, in discussing delivery skills during their interviews, subjects responses 

focused primarily on motor skills, followed by facial and verbal skills respectively. 

Targeted areas included body language, "hiding behind the stand", eye contact. Students 

seemed to value the use of videotapes as a way of illustrating behaviors they were unaware 

of while teaching. One student noticed that body language, speech, and musical model 

correlated directly with student (the singers) responses. 

Instruction 

Examination of Table 4.7 illustrates the importance of instructional skills across all 

data sources within the category labeled Strategies & Skills. References to instructional 

skills consistently received the most number of responses. Concepts and references cited in 

this area have been grouped according to the following sub-groups: planning, content, 

objectives, sequencing, teaching, pacing, feedback, and time management. Because of the 

number of responses within each of the sub-groups, data for this category will be presented 

according to the data source beginning with maps, followed by self-evaluations and finally 

interviews. 

Maps 

A total of 21 concepts related to instruction were included on subjects' premaps, 

increasing to 31 for the postmaps. Examination of the frequency responses for each of the 

sub-groups on the premaps shows the majority of concepts (81%) are related to either 

planning or teaching. On the postmaps, concepts are more evenly distributed across the 



92 

sub-groups with planning accounting for 25% of the total. The number of students 

including references to instructional skills on their premaps was greater for both planning 

and teaching subgroups; however, only planning retained a similar number of students on 

the postmaps. See Table 4.12. 

Table 4.12 

Frequency Responses for Maps by Instruction 

Premaps Postmaps 

RES STU RES STU 

General 0 0 3 2 

Planning 10 9 8 7 

Content 0 0 3 1 

Objectives 2 2 4 4 

Teaching 7 6 2 2 

Pacing 1 1 4 4 

Feedback 0 0 2 2 

Time Management 1 I 5 4 

Instruction Total 21 13 31 12 

Note: RES = number of responses; STU = number of students including responses in this 

sub-category. Due to students including comments in more than one area, the total n for a 

given category will not equal the sum of the n for the sub-categories. 

Of the ten concepts related to planning on students' premaps, seven included 

references to lesson plans while three referred to goals. According to subjects' premaps. 
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lesson plans are part of being organized and should " include prompt accurate responses 

and current applicable metaphors which MUST be appropriate for level being taught", in 

addition, they must have "attainable goals with a clear purpose". Other concepts cited 

indicate that effective teachers prepare their plans ahead and know them thoroughly. 

Of the eight students including concepts related to planning on their postmaps, six 

of them refer directly to lesson plans. Here they see plans as a part of being organized. One 

student states they should be completed daily as well as for the entire year. Two other 

students saw lesson plans as relating to areas outside of planning. For example, 

"rehearsing requires lesson plans which help with pacing and needing time management", 

and effective teachers must "know how to relate subject matter to students [sic j life through 

effective lesson plans", furthermore, these plans must be "focused, creative, and 

interactive". 

References to goals on the premaps indicate subjects believe goals should be 

challenging yet attainable, have a clear purpose, include daily, monthly, and yearly 

objectives for both students and teacher, and be communicated to the class. On the 

postmaps, students stated goals should include deciding what students will learn, how it 

will help them in the future, and involve establishing both short and long term goals for 

students, the teacher, and the group. One student's map reflects a chunk which includes 

choosing repertoire based on students' playing abilities, interest level and appeal as well as 

the possibilty of structuring repertoire around themes. This same student believes effective 

teachers will "identify personal goals for [thej semester/year" and ask if "they are in direct 

coordination with philosophy for music/music education". 

Over one third of the students (40%) included concepts related to teaching on their 

premaps. Accordingly, they consider the following as important functions of teaching: 

communicating clearly and concisely, using good examples, efficiently carrying out lesson 

plans, explaining things in different words, demonstrating concepts clearly, and using 



analogies and metaphors. On the postmaps, only two students included references to 

teaching. One student's chunk when read as a propositional statement asserts "accurate 

detection of errors [is| solved by: detection, articulating to students, land] correction". The 

other student's chunk is more ambiguous: "efficiency [no linking word]: does lesson plan 

get carried out, assignments and tests [and] does teacher stay on track, too much/not 

enough busy work". Compared to statements on the premaps, these are a bit unclear. 

Self-Evaluations 

Subjects' comments regarding instruction totaled 29 for the first self-evaluation and 

34 for the second. The most prominent responses were in the areas of general comments 

and pacing for the first self-evaluations and for planning and pacing in the second set of 

self-evaluations. Noticeable changes in the number of responses from the first to the 

second set of evaluations occurred in the areas of general comments with a decrease for 

general comments, and increases for planning and closure. The number of students 

responding for each area are consistent for both sets of self-evaluations with corresponding 

increases in the number of students for planning and closure. Results are presented in Table 

4.13. 

General comments for both sets of evaluations were quite varied ranging from 

problems with using the piano for pitches to miscuing an entrance. Other comments 

indicated students felt they needed improvement in the areas of lesson originality, 

conciseness of the lesson, and giving specific feedback. One student talked about the 

importance of knowing how students leam in order to "inform the choice of instructional 

skills". Another commented on his frustrations at not being able to come up with the right 

words to express what he wanted to say. Lesson clarity was mentioned a total of four times 

over both sets of evaluations. Two students were disappointed with lesson clarity on their 

second self-evaluations. 
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Table 4.13 

Frequency Responses for Self-Evaluations hy Instruction Suh-Categories 

Self-Evaluation #1 Self-Evaluation #2 

RES STU RES STU 

General 10 6 6 6 

Planning 1 1 8 7 

Goals 3 3 1 1 

Pacing 9 7 8 6 

Feedback 6 6 5 5 

Closure 0 0 6 6 

Instruction Total 29 11 34 12 

Note. RES = number of responses; STU = number of students including responses in this 

sub-category. Due to students including comments in more than one area, the total n for a 

given category will not equal the sum of the n for the sub-categories. Four students did not 

complete self-evaluation #1; three students did not complete self-evaluation #2. 

Subjects' comments about issues involving pacing reflect the importance of this 

area. On the first self-evaluation, seven students felt their pacing could be improved. 

Criticisms included being unorganized, having no time for closure or to complete the song, 

and taking too much time for talking, demonstrating and getting pitches from the piano. On 

the second self-evaluation three students felt their pacing had improved although five still 

felt it was a problem. One student blamed his pacing problems on the girls, stating that they 

progressed slower than he expected. In actuality he created the pacing problems by 
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exhibiting many off task behaviors. Another student was disappointed she had to cut half 

her lesson short because the girls' responses to her questions were "...so long, complex, 

and totally not what I was looking for.". 

Only one student talked about planning on the first set of evaluations. He cited that 

timing was a key factor in making the lesson plan, commenting that it took a lot of 

revisions and practice to accomplish his goals within the alloted time. He also talked about 

needing to revise his plans for the girls chorus, but did not clarify what he intended to 

change. Of the eight students commenting on planning in the second set of evaluations, 

seven talked about changing their plans from the first microteaching to the second. One 

student decided not to change since the first microteaching went so smoothly while two 

others only made minor changes. Three students decided to add instruction in breathing to 

their lesson although only one of them actually justified the change by stating it was "more 

important". One student eliminated rhythmic clapping since it "took too long" while another 

decided to simplify her plans so "...my mind wouldn't get cluttered...[so| I had more room 

to breathe." 

Interviews 

The most prominent areas described in subjects' interviews, in order of 

prominence, are planning, pacing, objectives, and feedback. Students were asked to talk 

about planning for the microteachings, hence the preponderance of comments in this area. 

Five subjects felt plarming was easy while two felt it was hard. Several students mentioned 

that planning helped keep them focused and organized, making it easier to remember what 

to teach. However, a couple of them also indicated that they failed to follow their plans 

when actually teaching. Other comments were varied in terms of content. For example, 

one student recognized that plans don't always work out, another tried to think about the 

learner when planning, while a third considered time constraints an important factor in 
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planning. Two students talked about the need to anticipate trouble spots when planning, yet 

one felt this was the hardest thing to do. 

Subjects also considered pacing an important instructional skill. Three students 

remarked they had to jettison parts of their lesson because they ran out of time. Two 

commented on the difference in pacing between their peer teaching and the girls chorus 

rehearsal although they didn't elaborate on how the settings differed. One student felt it was 

hard to get back on track when the unexpected happened. Another added questions to her 

presentation at the last minute then found it hard to adjust to student responses since she did 

not have time to anticipate possible answers to her questions. Another student, concerned 

the girls would become bored since they knew the music, decided to speed up the pace of 

her lesson. 

Students' comments coded as objectives focused primarily on goals. A few subjects 

felt goals were required in order to fulfill a curriculum or to "make progress", although they 

failed to describe what making progress entailed. Furthermore subjects found it challenging 

to decide what to teach, the order in which to present things, and how to accomplish their 

goals. A couple of students felt it was difficult to come up with an appropriate concept to 

teach that was related to the music they were assigned. 

Comments related to feedback were twofold, relating to both themselves and their 

students. Three of the comments referred to feedback regarding their own microteachings. 

Essentially, these students felt the form used to evaluate their teaching was too vague and 

should include a place for comments and more specific feedback. Comments regarding 

feedback to their students included using positive reinforcement as well as providing 

information on how to correct things. A couple of students commented positively on their 

ability to give specific feedback during the microteachings. 
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Decision Making 

Although decision making was not a prominent sub-category within Strategies and 

Skills, results are presented due to it's centrality to teaching. Shavelson (1973), for 

example, identifies decision making as "the" basic teaching skill. Certainly making 

decisions, whether as a part of planning, during actual teaching, or during evaluation, is a 

large part of what teachers do. To gain a better picture of the importance of this skill to 

preservice music teachers, a summary of their comments related to decision making are 

included. Data were gathered primarily from subjects' self-evaluations and interviews. 

Two students talked about the need to make impulsive decisions or be able to 

improvise while actually teaching. A few perceived themselves as being good 

"improvisors". Several others noted the importance of being flexible, although they did not 

relate this directly to making changes in one's teaching midstream. One student commented 

that he felt comfortable making adjustments during teaching. 

Over one third of the subjects (40%) addressed the question of whether they had 

experienced anything unexpected during their microteachings. Only one stated that nothing 

major occurred other than needing to refocus the girls' attention. Other comments were 

more specific. One student thought both his peers and the girls would learn the music more 

quickly, yet another stated the girls knew the music much better than he had expected. One 

young man noticed the girls laughing and admitted feeling uncomfortable because he didn't 

know how to respond. One student identified two problems that occurred that were 

somewhat unnerving. The first was when he incorrectly pronounced a word in the song he 

was teaching, and the second was when the girls began to lose attention. Another student 

was disconcerted when the girls still didn't sing the correct pitches even after she had 

drilled them. 

Only four students described how they handled these unexpected events. One 

young man recognized he would need to reteach the material and began breaking it down 
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into smaller segments followed by a lot of repetition. Another student responded that he 

adjusted his pace, skipping ahead in his plans to counter the fact that some of the girls 

appeared bored. One student just made the broad comment that he was " forced to change 

gears and kept going." The student who expressed frustration with the girls' inability to 

sing the correct pitches after several attempts commented, 'There was one point where the 

kids weren't quite getting the pitches and I really wasn't sure what to do ... and I think we 

moved on, actually, 'cause I thought they're not gonna, they're just not gonna get it." 

One student in particular was very excited about actually making the decision to 

deviate from his lesson plan. "I didn't really follow my lesson plan to a't' and I kind of 

went off on a tangent almost but it was an educational tangent... focusing on something 

musical, and ... I think that was the neatest experience I had with the microteaching. The 

fact that at that moment I analyzed the group and I made a decision to focus on something 

other than what my lesson plan said ... because I knew that's what they needed to work 

on. 

Activities/Events and Process 

A review of Table 4.6 indicates that responses for the categories of "process" and 

"activities and events" also received extremely high ratings; however, this occurred only for 

the interview data. The high number of responses can be accounted for by the fact that 

during their interviews, subjects were asked to talk about areas central to each of the two 

categories. Specifically, subjects were questioned about their microteaching experiences 

followed by a discussion of their maps, in which they talked about changes to their maps, 

as well as changes in their beliefs. Therefore, comments related to their microteachings are 

subsumed under "activities and events", while comments related to their maps and changes 

in their beliefs are grouped within the category "process". 

It would be precipitous to draw conclusions about preservice subjects' thinking 

without considering their reactions to the microteaching experiences as well as the concept 
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mapping tasic. Therefore, further examination of the categories "process" and "activities 

and events" was conducted and the results presented in order to better capture the emerging 

picture of preservice teachers' thinking and its relation to skill acquisition as a result of their 

experiences in an introductory music education course. 

Activities & Events 

Subjects were eager to talk about their microteaching opportunities. For many of 

them it was a powerful experience. All of the subjects commented on how beneficial the 

experience was and how much they had learned. For many of them, the microteaching 

experiences had a direct influence on their thinking about teaching. For example, one 

student commented," Just from teaching now, I look at it as an insider instead of an 

outsider. You know when I did the first concept map I hadn't taught yet, I didn't really 

understand what it meant to be an effective teacher. Now I'm not saying now that I know 

what it takes to be an effective teacher, but now I have a clue (laughs). I don't know yet, 

I'm not there yet, but at least I have a clue now on what it takes." Several students added 

that as a result of their microteachings they began to see teaching as more structured and 

concrete. A few mentioned that after the microteachings they began to think more about 

planning. One student elaborated, saying she thought more about sequencing, planning, 

being involved with students, controlling behavior and being organized after completing 

her microteachings. Several students seemed surprised to realize that teaching was harder 

than they initially thought. 

Since the two microteaching experiences occurred in two different settings, results 

are presented accordingly. Subjects' statements regarding the peer setting are presented first 

followed by comments on the field setting. Perceived benefits are discussed first followed 

by positive and negative aspects of their experiences. 

Overall subjects felt the peer teachings were very valuable. Watching their peers 

teach proved useful by allowing them to see what worked and what didn't. When it came 
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time for their own teaching, they could then incorporate successful ideas or techniques 

while discarding those they felt were unsuccessful. One student said that watching his 

peers gave him a baseline for comparison, especially within the areas of modeling, pacing, 

and movement. Observing their peers also allowed them to anticipate and solve problems 

prior to their own teaching; however, this was more valuable for students who taught last. 

A few students commented that they enjoyed watching their peers because they could see 

different teaching styles in action. In addition two students noted that the peer teaching 

helped prepare them for the field teaching. 

Two-thirds of the students found peer teaching harder or more challenging than 

field teaching. Several felt their peers were critical and judgmental, as a result they were 

self-conscious about their teaching. One student felt it was harder to plan for the peer 

teaching since they know more about music. Two students commented that they weren't as 

prepared for the peer teaching; one because it felt more like a presentation or homework 

assignment, the other because it was in a familiar setting. Only two students commented 

about feeling more prepared and relaxed with the peer teaching. 

Overall, subjects had fewer comments about the field experience. In general they 

felt it was beneficial, viewing it as more of a "real world" experience. A few students held 

the perception that the girls were more accepting, attentive, and enthusiastic. One student 

felt more comfortable because she thought she knew more than the girls. Only three 

students mentioned being uncomfortable with this setting, primarily because of the different 

physical setting and feeling out of their element. One of these students was obviously 

uncomfortable with the younger students, "It's just when you're dealing with smaller 

children, especially being a person with a low voice and being tall, I was at a disadvantage, 

as compared to people who could sing in the same octave or who weren't two or three 

times as tall as the children." 
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One third of the subjects talked about how the field experience helped them begin to 

view themselves as teachers. In particular, the "real world" setting of the field teaching 

seemed to hold great import for them. While it was a scary process, they valued the 

opportunity to get a taste of what it's like to be the teacher. One student commented, "Well, 

1 learned how to actually be in front of a real class and. like, really teaching and what it felt 

like to be the director and be in that spot where everyone is looking at you. It's like you're 

the teacher and you have to know the answers ... but I've never been, like, THE teacher 

before and...I was very scared." Another student felt similarly, "When we did the second 

one ... I was really nervous actually, "cuz you know, you're in the real thing, it's real 

world right there. You're the teacher and then you're, like, oh God, it was scary. You're, 

like, if 1 teach them something wrong it's my fault...." 

The last question students were asked during their interviews instructed them to 

reflect on their experiences in the class and comment on how these experiences may have 

changed their beliefs about teaching. Overall, their responses were quite varied. 

Some felt their beliefs about teaching had changed quite a bit. For instance, one 

student commented that he sees teaching as more important than he previously thought. 

This change is reflected in how he views his own teachers. "1 look at my own teachers 

different [sic) now ... 1 observe their actions, how they treat people, their people skills. 

And I think, you know, when 1 watch a teacher in a lecture, I'm always thinking, if, you 

know, if I was in their shoes what could I do different [sic| to make it more effective. And 

I think that's good because I'm thinking critically now, instead of just accepting everything 

for what it is." Another student responded, "There's the idea that teaching is easy and 

stuff, but it's not... I never realized that there's [sicj so many little technicalities that you 

have to remember when you're teaching or at least practice so that you can do it." This 

same student also talks about when she first decided to be a teacher her opinion of teaching 

as a career was sort of blase as compared to one in medicine. After her microteaching 
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experiences she changed her opinion, "And so, that used to be my opinion ... and with 

this, it makes me respect the music teachers more because I see what goes into it and stuff." 

Some students felt their beliefs hadn't really changed. These students seemed to feel 

they had a pretty good idea about what teaching involved before entering the class. 

Commented one, "Oh, 1 don't think they really have ... I really think that 1 had a pretty 

accurate perception of what the job was and what I needed to do." However, this student 

goes on to admit that he now realized the importance of having a lesson plan and goals and 

objectives. Another student commented, "Not really. I've had a fairly clear concept of what 

teaching should be and how it should be done, and that's still pretty much the same." 

Others felt their beliefs had not changed so much as expanded to incorporate what 

they had learned through the class. Several students talked about how their knowledge 

about teaching was still very formative and that acquiring the knowledge needed to be an 

effective teacher was an ongoing process. Says one student, "1 don't know if they've [his 

beliefs] changed, maybe they've opened up a little more, broadened themselves." Another 

corroborated this but changed his mind in mid-thought, "1 don't think they've necessarily 

changed, I've gained a lot more beliefs ... a stronger philosophy within myself... but 

yeah, they are changing and I think they're always being challenged with stuff that we do 

in the class, every day in music ed [sicj, you know." 

Process 

Given the importance of concept maps to this investigation, it seemed appropriate to 

consider subjects' reactions to the mapping task as well as to explore how their experiences 

may have influenced the content of their maps. To this effect, subjects were asked to talk 

about their maps as well as their microteaching experiences during their interviews. 

Inspection of subjects' maps indicated they were all very individual. No two maps 

looked the same; however, a comparison of premaps and postmaps suggested an inherent 

"style" of mapping which could be loosely associated with certain students. For example. 
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one student's maps were very logically constructed, evidencing greater breadth than depth, 

while another student's maps showed greater depth and featured numerous crosslinks (see 

Appendix M). In general, students whose premaps were fairly straightforward and 

simplistic tended to maintain that same structure for the postmaps; likewise, if their 

premaps were more complex and highly structured this was maintained on their postmaps. 

In commenting about differences between their maps, students claimed their first 

maps were fairly vague and unorganized. Some referred to their first maps as "happy go 

lucky", "hair-brained" or "out of focus". One student commented that she didn't know 

anything for the first map, so the content reflected her ideas and philosophy rather than 

concrete information about teaching. This was echoed by several other students, who 

added that their second maps were more structured, detailed, and concrete. One student 

aptly described her first map as setting the stage and her second map as filling it in. Another 

student commented that his first map was based on opinion while his second was grounded 

in experience. 

In talking about the mapping process, several students commented that they enjoyed 

creating the maps. One student remarked that he enjoyed the first map more but that he had 

an off day when asked to complete his second map. This is apparent as one looks at his 

postmap which is quite simplistic and unclear, although he was one of the best teachers in 

the class! A few students also felt they needed more time to work on the maps in order to 

accurately portray what they knew and had learned about teaching. In discussing how they 

created their second maps, a few mentioned using the same list of concepts they had 

developed for the premaps, but re-organizing them to reflect changes in their thinking. One 

student came up with a clever analogy for the whole mapping process. He compared it to 

conducting a laboratory experiment where the first map represented the research 

hypothesis, the two microteachings the data collection process, and the second map the 

conclusions resulting from the "experiment". 
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When asked to discuss changes in the content of their maps, students responded 

enthusiastically. In general, they felt their second map showed a growing understanding of 

their knowledge about teaching. In particular they seemed to feel their maps reflected a 

concern with what to do and how to teach. They were more action oriented. One student 

explained it thus,"... on the first one I have personal characteristics, and knowledge, and 

values, these are all internal things ... but you need to execute it and that's why I have 

actions down so [points to her map) for such a bigger part of the map for the second one." 

Another student summed it up by stating that "[The] real difference is understanding how to 

put the philosophy in motion." 

Students viewed their second maps as more teacher-oriented, where learning had a 

more central place, and where teaching skills were viewed not as a separate category but 

more interconnected. A few students commented about concepts which remained the same. 

For example, several cited knowedge as a critical part of being an effective teacher, yet as 

their understanding of the kinds of knowledge necessary increased, the concept became 

expanded on their postmap. 

Two-thirds of the subjects stated that changes in their maps were influenced by 

either what they were learning in their classes or had experienced through their 

microteachings. One student remarked that she included students on her postmap because 

when she was observing another teacher at a public school, she felt the teacher was good 

but the students were not responding. It made her realize that the students have a role in 

their education, that they have to want to learn. Two other students mentioned including 

information about teaching and learning styles on their maps as a result of class discussions 

on these topics. Another student said he added the concept "authoritative" to his second 

map because his microteachings showed him how important it was to be in control of the 

class. 
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When asked if the maps reflected their thinking about what it means to be an 

effective teacher, students hedged a bit on their reponses. A few answered with an 

unequivocal "yes"; however, the majority said yes, but with qualifications. Responses 

included the following: "in a way", "in a broad sense", "basically", "yes & no", and "pretty 

much". Most of the students elaborated on their answers. For example, a couple of 

students said the maps together presented a better picture of their thinking, while another 

felt that if given more time the maps would be bigger and more in depth. One student 

commented that her maps aren't complete, that she thinks about a lot more than she 

remembers or writes down. Another student described her maps as providing a broad 

perspective of her thinking but that they weren't thorough. Yet another student felt the 

maps were useful because they allowed him to judge his progress, "...it's a good tool to 

have to be able to put your thoughts on paper because it does set a, like, a visual goal for 

yourself, something you can see, something that's written down, and something you can 

look at every day and go, "whoa, I need to work on this a little bit more.' " 

Sommary 

Fifteen undergraduate music education majors enrolled in an introductory music 

education course at a major university in the Southwestern United States participated in this 

study. Subjects constructed two concept maps representing their perceptions of what it 

means to be an effective teacher. Maps were completed prior to and shortly following two 

microteaching experiences completed as part of the course requirements. Subjects' 

performances on the two microteachings were videotaped and subsequently scored using 

two different measures, the Survey of Teaching Effectiveness (STE), and a time sampling 

procedure developed from research on teacher intensity targeting delivery and instructional 

skills. After completing the final set of concept maps, subjects were interviewed and asked 

to talk about their concept mapping and microteaching experiences. Supplemental data was 



107 

provided in the form of written self-evaluations completed by the subjects after each of their 

microteachings. 

Quantitative analyses were conducted using data from the concept maps and both 

measures of teacher effectiveness (the STE and TI forms). Descriptive statistics based on 

map scores indicated similar means and standard deviations for both sets of maps, 

suggesting no change from premaps to postmaps. This is corroborated by results from a 

dependent t - test which showed no significance difference between map scores either for 

total score or component scores of extensiveness and coherence. Spearman Rank 

Correlations were calculated between map scores and subjects' scores on both the STE and 

TI measures. No significant correlations were found to exist. 

Qualitative analyses were completed based on data from concept maps, self-

evaluations, and interviews. Frequency responses by categories and data source indicated 

subjects' responses fell into two main areas: teacher effectiveness and skills and strategies. 

Further analysis targeted four sub-categories as important to subjects' thinking about 

effective teaching; knowledge, teacher traits, delivery skills, and instructional skills. In 

addition, two other categories received a high response rate: process, comprising comments 

regarding the mapping; and activities and events, comprising comments related to the 

microteachings. 

Examination of these sub-categories provided further insight into students' thinking 

about effective teaching. Subjects' comments within the sub-category of knowledge 

focused primarily on knowledge of subject matter and knowledge of the student. 

Approximately two-thirds of the subjects felt they needed improvement in this area. Four 

areas received attention within the sub-category teacher traits: ethics, order, learning, and 

imagination. Frequency responses for delivery skills were fairly low with subjects 

emphasizing verbal skills on their maps and instructional skills on the evaluations and 

interviews. In the area of instructional skills subjects identified planning as an important 
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part of their thinking across all three data sources. Pacing received emphasis on both the 

self-evaluations and interviews. 

When discussing their microteachings, subjects perceived the peer teachings as 

harder, based on the assumption that their peers were more critical and judgmental. The 

field setting, in turn, was perceived as more "real woild" and seemed to play an important 

role in helping subjects begin developing their identity as a teacher. When asked whether 

their beliefs about teaching had changed, subjects' responses were varied ranging from 

quite a bit to not at all. 

Subjects' maps exhibited an individual style and character with essentially no two 

maps looking alike. When asked about changes in their maps, subjects indicated they felt 

their postmaps were more structured and concrete. Subjects provided a mixed response 

when asked if their maps reflected their thinking. Most subjects seemed to feel the maps 

illustrated their thinking, but to a limited degree. 
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Chapter V 

Discussion of Results and Conclusions 

The impetus for this study derived from two important areas of research on 

teaching: decision making and novice/expert differences. Shaveison's (1973) assertion of 

decision making as the basic teaching skill provided a framework for defining teacher 

education while differences in novice and expert schemata provided the theoretical 

background used in framing this study's research questions. Furthermore, this study rested 

on two important premises about teaching. The first premise stated that the goal of teacher 

education is to help preservice teachers acquire the knowledge and skills they will need to 

become effective decision makers. The second premise stated that preservice teachers are 

active participants in learning how to teach and that new knowledge is filtered through their 

previously held beliefs and experiences. 

In order to assist preservice teachers in acquiring the skills and knowledge needed 

to become effective decision makers teacher educators need 1) a clearer picture of what 

beliefs and experiences preservice teachers hold upon entering a teacher education program, 

and 2) to understand how those beliefs and experiences interact with what research has 

shown to be positive attributes and behaviors of effective teachers. This study attempted to 

address these issues by examining the nature of preservice music education students' 

thinking about what it means to be an effective teacher and exploring potential relationships 

between their thinking and their ability to demonstrate effective teacher behaviors. By 

examining preservice teachers' thinking within the context of two introductory 

microteaching experiences, this study has attempted to identify trends in their thought 

processes in relation to their teaching performance. Three specific questions were 

addressed. 
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Discussion 

/. What is the nature of preservice music education teachers' thinking about 

effective teaching as measured through the use of concept mapping? 

Quantitative data suggest that techniques of concept mapping, as used in this study, 

may be employed to represent students' cognitive schemata, i.e. how they organize their 

thoughts, but with mixed results. The scoring system used discriminates between students' 

maps on measures of extensiveness, representing the degree of organization and structure 

within a map, and 

cohesiveness, representing logical connections between and among concepts. Overall, 

subjects' maps indicated a moderate cognitive structure with noticeably lower scores for 

extensiveness than for cohesiveness. Thus subjects' maps appear to be fairly simplistic 

with little breadth or depth, yet they are essentially quite logical. 

Although the scoring system provides a way of distinguishing between maps on a 

numerical basis, how differences in scoring should be interpreted is unclear. For example, 

a high extensiveness score is indicative of a map that exhibits greater breadth and depth. 

Such a map would include more items, more relationships between concepts, and more 

levels. However, what is not known is what that score actually means. It is easy to assume 

that the higher score, representing a more elaborate structure, is more desirable, but is it? Is 

it possible that a lower extensiveness score could actually represent a more efficient 

schemata? Winitzky and Kauchak (1995) found evidence indicating that subjects' maps 

actually decreased in complexity over time. Their explanations for this change, while 

interesting, are inconclusive. Without further research, the usefulness of the maps from a 

quantitative perspective is limited. 

Qualitative analyses of the maps yielded different information regarding subjects' 

cognitive schemata. Results of a content analysis show that subjects' thinking, as 
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represented through their maps, centered around two broad topics: effective teachers and 

skills/strategies. In describing what it means to be an effective teacher, subjects' comments 

focused on icnowledge, teacher traits, and instructional skills. However, instead of listing 

skills or describing behaviors, these students created a picture or portrait of what they felt 

an effective teacher should look like. Accordingly, an effective teacher was viewed in terms 

of what they know and understand, the kinds of qualities they possess, and the types of 

activities in which they engage. Thus, it may prove fruitful to talk about their conceptions 

of effective teaching in terms of a "teacher persona". 

Webster's (1996, p. 1445) defines the word "persona" in several ways: as "the 

narrator of or a character in a literary work", "the mask or fa9ade presented to satisfy the 

demands of the situation or the environment", "a person's perceived or evident 

personality", and a "personal image" or "public role". Collectively, these definitions imply 

that the term "persona" encompasses more than simply fulfilling the actions associated with 

a role; it incorporates elements of personality as well. It appears that in trying to understand 

what it means to be an effective teacher, preservice music education students envisage the 

effective teacher in terms of a "persona". Their picture of the effective teacher incorporates 

elements of role, image, and personality to create a more cogent and, perhaps to them, 

tangible view of effective teaching. 

How, then, did this effective teacher persona, as presented through subjects' maps 

and interviews, relate to descriptions of effective teaching in the literature? It is interesting 

to note that a number of the concepts listed on preservice teachers maps and discussed in 

their interviews paralleled descriptors identified in several of the studies cited in Grant and 

Drafall's (1991) review of research on teacher effectiveness. For example, duplicate items 

include the following; enthusiasm (Baker, 1981; DePugh, 1987; Brand, 1984), interest and 

concern for students (Baker, 1981; Brand, 1984), preparation (DePugh, 1987), warm 

personality, and communicates expectations (Brand, 1964). 
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Hendel (1995) used a combination of quantitative and qualitative techniques to 

create portraits of eight exemplary music teachers. This study is interesting for two 

reasons. First, her use of "portraiture" to study effective teaching parallels the teacher 

persona concept. Second, her findings, almost without qualification, are duplicated in the 

students' maps. For example, Hendel stated that her teachers possessed a thorough 

knowledge of the subject matter, demonstrated musical competence, and understood their 

students' needs, abilities and aptitudes. She described her teachers as sensitive, 

compassionate, fun, and motivational. In addition, she noted that they wove their personal 

values into their teaching routines, demonstrated a love of music, and held high 

expectations for themselves and their students. Rnally, Hendel observed that her teachers 

possessed clearly defined goals, objectives and classroom procedures, were comfortable 

with interactive decision making, and used specific feedback to reinforce student 

performance. Preservice teachers identified virtually all of the characteristic cited above as 

important components of effective teaching either through inclusion on their concept maps 

or during their interviews. 

In a recent study, Teachout (1997) compared rankings of 40 teacher skills and 

behaviors identified as important to successful music teaching in the first three years of 

experience. Both preservice and experienced teachers completedTeachout's questionnaire. 

Of the top-ranked 10 items, seven skills and behaviors were common to both preservice 

and experienced teachers. Of these seven, four received multiple citations in subjects' maps 

and interviews: motivation, organization, involving students in the learning process, and 

employing a positive approach. Other items included in Teachout's list and which were also 

cited in subjects' maps were: enthusiasm, energy, creativity, imagination, spontaneity, 

patience, flexibility, rapport with people, and proficiency in playing the piano and singing. 

While these items were not ranked consistently by Teachout's preservice and expert 
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teachers, the point is that the many of the items derived from this list were duplicated in 

preservice teachers' concept maps as used in this study. 

In general, it appears that these preservice teachers recognize what descriptive 

research has shown to be important attributes for effective teaching. They are particularly 

astute at identifying personal qualities and characteristics associated with good teachers; 

however, their ability to describe specific instructional practices or skills associated with 

good teaching is less developed. This becomes apparent when examining subjects' maps 

for specific information. In fact, one of the advantages of using concept maps is their 

effectiveness in illustrating any obvious omissions in students' cognitive schemata. A 

content analysis of students' maps revealed that very few of the subjects identified delivery 

sidlls as an important component of being an effective teacher. Delivery skills were 

mentioned infrequently on both sets of maps and during the interviews. The high number 

of responses on the self-evaluations were largely a result of the instructions for that 

particular assignment, yet students were certainly aware of what these skills entailed, as 

evidenced by their ability to distinguish between appropriate and inappropriate delivery 

skills, particularly those related to motor and facial behaviors. Further, they successfully 

targeted these behaviors not only in themselves but in their peers. 

A possible explanation for the dearth of terms related to delivery skills on the maps 

might be due to the nature of the definition of teacher intensity and the manner in which 

map concepts were coded. Teacher intensity is defined as the "sustained control of the 

student/teacher interaction evidenced by efficient, accurate presentation and correction of 

the subject matter with enthusiastic affect and effective pacing". (Madsen & Geringer, 

1989, p. 90). A number of the teacher traits subjects listed on their concept maps could be 

subsumed within this definition: efficiency, organized, uses time effectively, 

knowledgeable, enthusiasm, entertaining, make teaching fun, motivating, show 

excitement, good public speaker, maintain attention, and people skills. Because students 
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did not specifically identify these traits as delivery skills, they were coded as teacher traits. 

One could argue that these preservice teachers recognize delivery skills as important yet 

have not acquired the appropriate pedagogical vocabulary to identify and categorize them as 

such. 

It is apparent from qualitative analyses of the maps that these preservice teachers 

already have a fairly well-established, although not always highly developed, concept of 

what it means to be an effective teacher. A critical question for teacher educators is how 

these concepts and beliefs interact with preservice teachers' initial encounters with 

classroom experiences designed to help them acquire appropriate teaching skills and 

behaviors and whether these beliefs can be changed or altered within the relatively short 

time frame preservice teachers are enrolled in a teacher training program. The second 

research question was intended to address this concern. 

2. Does preservice music education teachers' thinking about effective teaching 

change following two microteaching experiences involving both peer andfield teaching 

settings? 

The answer to this question is both yes and no. Comparison of the two sets of 

maps using a dependent t -test showed no significant difference in terms of either the 

extensiveness or cohesiveness scores. Quantitatively, subjects' maps were similar with 

regard to breadth and depth of structure as well as the logic with which concepts were 

connected. However, a closer examination of map scores by extensiveness and coherence 

measures suggests an interesting trend. Coherence means are virtually identical for both 

sets of maps, yet extensiveness means actually increase from premaps to postmaps. 

Although the increase is not statistically significant, the fact that extensiveness did change 

while cohesiveness did not is intriguing. 
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An increase in cognitive structure over time has been shown to occur in other 

research (Naveh-Benjamin, McKeachie, & Lin, 1989; Naveh-Benjamin, et al., 1986; 

Roehler, et al., 1990; Strahan, 1989; Winitzky, et al., 1994). This research, based on 

either ordered tree or concept maps as measurements of cognitive structure, suggests that 

students' cognitive structures become more elaborate over time. In other words, subjects' 

final maps or trees included more items, chunks, and levels than their originals. While 

results of this study do not indicate a statistically significant change in preservice teachers' 

maps, it does seem as though these preservice teachers were beginning to incorporate new 

information and experiences into their cognitive schemata. It is interesting to speculate 

whether an increase in sample size, the number of microteachings, or use of a longitudinal 

design would amplify this trend. 

The fact that subjects' maps showed less change than might be expected might be 

explained by the nature of the sample. With one exception, all of the participants were 

beginners enrolled in their first music education course. If conceptual change is in part a 

function of experience, that might explain why their maps, at least quantitatively, showed 

so little change. It is possible that more overt shifts in preservice teachers' thinking simply 

cannot occur within a one-semester Introduction to Music Education course. It is also 

possible that constraints associated with the mapping procedures used in this study affected 

their responses. Students were allotted approximately thirty minutes to complete their 

maps. Perhaps it is simply not possible to create more highly structured maps within that 

time limit. In addition, students were given blank sheets of 8 1/2" x 11" paper. It's possible 

that some students may have felt restricted by the size of the paper. Perhaps their maps 

would have been different had they been given a large roll of newsprint and more time. 

Qualitatively, there was some indication of change in subjects' thinking based on 

changes in their maps. These changes occurred in several different ways. The first was a 

simple change in frequency response for a given concept with decreases or increases 
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suggesting a change in emphasis or importance for that particular topic. For instance, a 

content analysis of subjects' maps showed an increase in the number of responses for the 

sub-category "instruction" from premaps to postmaps. Changes in frequency responses for 

this category revealed the following shifts: concepts related to teaching' and planning 

showed a decrease, while all other areas subsumed under "instruction", (i.e. general 

comments, content, objectives, pacing, feedback, and time management) increased. These 

changes suggest subjects placed more emphasis on teacher activities, that is, with the kinds 

of things teachers do, rather than how they do them. 

The second type of change is related to the placement of items on a subjects' map. 

Concepts that are at the top of the map are considered to be more general, or more 

inclusive. These higher level concepts, referred to as level 1 or level 2 concepts, subsume 

other more specific or detailed concepts or examples and as such are given more emphasis 

when evaluating a subjects' cognitive structure. A change in the placement of concepts on a 

given map is indicative of a change in the way that person thinks about those concepts. In 

this study, there was an increase in the number of teacher traits listed as first level concepts 

on the postmaps. Almost half of the students (47%) included more teacher traits as level 

one concepts on their postmaps while one third of the students retained the same number 

for both sets of maps. Subjects seemed to view personal characteristics or qualities of a 

teacher as slightly more important following their microteaching experiences. 

While changes in the number of connections a concept makes to other concepts can 

indicate a change in thinking, overall, there were no noticeable changes in the number of 

relationships between concepts comparing premaps and postmaps. Subjects still connected 

knowledge and teacher traits to more concepts than any other sub-category suggesting that 

^ These included general comments about teaching which did not fall into any of the other categories used 
Tor coding instructional strategies and skills. Some examples were: use of analogies and metaphors; 
explaining things in different words; demonstrating concepts clearly; and efficiently carrying out the lesson 
plan. 
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preservice music education students consistently value teacher knowledge and traits as 

important components of being an effective teacher. 

Further examination of the nature of subjects' responses suggested additional 

changes in the way they thought about effective teaching. Although students' postmaps are 

not more elaborate in terms of structure, their postmaps suggested an increase in higher 

order thinking skills. Concepts included on postmaps, at least for some students, evidenced 

greater detail and specificity in addition to including more cause and effect statements. For 

example, one young man's premap simply stated an effective teacher "knows their 

material"; on his postmap "knowledge of subject" is "demonstrated by accurate detection of 

errors [andl solved by detection, articulating [the problem) to students, [and] correction." 

Several other subjects showed similar changes. However, caution is warranted when 

interpreting these trends given the small sample. More data designed specifically to target 

changes in thinking according to the degree of detail or causality is required before any 

conclusive statements regarding higher order thinking can be drawn. 

While it was not the intent of this study to investigate higher order thinking skills in 

relationship to students' maps, the implications of this connection should be considered. 

Winitzky (1992) found a correlation between preservice teachers cognitive structure and 

their ability to demonstrate reflective thinking about classroom management. She 

discovered that subjects who scored higher on measures of cognitive structure discussed 

classroom management in terms of more cause and effect statements, embedded issues 

within contextual factors, and were able to relate classroom management to larger issues. If 

one of the goals of teacher education is to aid preservice teachers in making reasoned 

decisions about teaching (Harrington, 1995), then understanding how preservice teachers 

develop higher order thinking skills is important. Furthermore, if microteachings help 

stimulate reflective thinking, and if reflective practice is a desirable component of music 

teacher education programs as suggested by the literature (Atterbury, 1994; Brinkman, 
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1995; Elliott, 1995; Gromko, 1994), then music educators may want to reconsider the 

place of microteachings within the music education curriculum. 

Fmdings discussed so far are drawn from an examination of subjects' maps. 

During their interviews, subjects talked freely about changes in their thinking which may 

have occurred as a result of the microteachings. Overall, students commented that their 

thinking was more structured and concrete; furthermore, they perceived themselves as 

thinking about teaching more critically. Many of them stated that the act of teaching turned 

out to be harder than they had anticipated. Finally, there were some students who believed 

their thinking did not really change. A few claimed they already had a pretty good idea of 

what teaching was all about when they began the class. Others remarked that their thinking 

broadened more than it actually changed. 

In general, while the structure of subjects' maps did not alter, there is evidence that 

preservice teachers' perceptions of what it means to teach did undergo some changes after 

completing their microteachings. Implications regarding the connection between 

microteaching and changes in preservice teachers' thinking will be discussed under the 

heading "Implications for Education". 

3. Is there a relationship between preservice music education teachers' thinking 

about effective teaching and their ability to demonstrate effective teaching behaviors ? 

The answer to this question is both yes and no, depending on the analyses 

procedures consulted. Quantitative analyses were conducted using the Spearman's Rank 

Correlation Coefficient as a measure of relationship. No significant correlation coefficients 

were found when comparing scores for the two sets of maps and ratings of subjects' 

teaching effectiveness. Preservice students who were more successful with their teaching 
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were not necessarily more structured in their thinking as evidenced in their maps. 

However, given the small sample size, these results must be interpreted cautiously. 

Qualitative results indicate that preservice teachers' beliefs may have been related to 

their ability to demonstrate effective teaching behaviors. Other research supports this 

connection, although much more evidence is needed to substantiate such a claim. Artiles et 

al. (1994) found that student teachers who emphasized pupil characteristics in their maps 

actually taught more pupil centered lessons which in turn resulted in more pupil time-on-

task behaviors. Van Leuvan's research (1997) discovered that student teachers whose 

postmaps illustrated a higher proportion of management and curriculum/planning items 

were rated higher on their teaching performances. Schmidt (1998), in attempting to define 

"good" music teaching within the context of student teachers' beliefs and practices, 

observed that instructional strategies employed by student teachers during their practicum 

were mediated in part by their personal experiences and beliefs. Furthermore, their ability 

to demonstrate effective teaching strategies was dependent on an explicit understanding of 

specific behaviors regardless of their definition of "good" or "bad" teaching. Results of this 

present study seem to corroborate Schmidt's findings. 

Qualitative examination of the data suggested a potential relationship between what 

students thought and their ability to teach. It should be remembered that students' teaching 

was evaluated using two measures, the Survey of Teaching Effectiveness (STE) and 

Teacher Intensity (TI). Two separate observations were conducted to examine teacher 

intensity, one for delivery skills and another for instruction skills. The STE similarly 

evaluates teacher behaviors according to these two areas, although they are not titled as 

such. Therefore it seems logical to look at what students thought about delivery and 

instruction. Results of the content analysis indicated a dearth of comments related to 

delivery skills for both sets of maps and the interviews. Instruction received much more 

attention across all sources, especially during the interviews. When compared with results 
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of the STE and T1 evaluations, a potential relationship between students' thinking and their 

ability to demonstrate effective teaching behaviors is revealed. Students spent a greater 

percentage of their time demonstrating effective teaching behaviors within the area of 

instruction than they did in delivery. According to the qualitative findings, subjects' 

thinking is more focused on instructional skills than delivery skills, and this distinction is 

reflected in their teaching. 

The fact that the correlational analyses failed to illuminate this relationship can be 

explained by looking at the data sources. Scores for the maps which were used in the 

correlational analyses reflected the degree of structure and logic within the maps, not the 

nature of the content. This distinction is important. Apparently, no relationship exists 

between the subjects' cognitive structure, the degree to which their schemata is organized, 

and their ability to teach; yet a possible connection between the content of their thinking and 

teaching ability is indicated by the results of the qualitative analysis. In other words, what 

students thought about was more important and directly related to their ability to teach than 

how they organized their thinking. Again, caution is advised when interpreting these results 

given the nature and size of the sample. 

Research in music education has consistently identified high magnitude and high 

intensity behaviors as an important component of effective teaching (Hendel, 1995; 

Madsen, 1988; Madsen & Geringer, 1989; Yarbrough, 1975; Yarbrough & Price, 1981). 

Subjects in this study did receive training in appropriate intensity behaviors. This was 

followed by the two microteachings which provided an opportunity to practice these skills 

with instructor and peer feedback. What is disturbing, however, is the fact that although 

students were given appropriate instruction in the use and importance of delivery skills, a 

similar emphasis was not reflected in their maps or interviews. 

Howey and Zimpher's (1996) summary of Calderhead's (1991) work seems 

apropos, "... student teachers' or prospective teacher's knowledge of pedagogy is not 
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necessarily well adapted to what is actually involved in good teaching." (p. 483). While 

this statement may oversimplify the problem, it does point out the short comings of 

preservice teachers' understanding of pedagogical knowledge. Nonetheless, there are other 

explanations to be considered. 

First, there is the issue of how concepts were coded for the maps and the possibility 

of overlap between delivery skills and teacher traits. Although discussed earlier in this 

chapter, the concerns apply equally as well here. It is possible that the low number of 

responses in the sub-category "delivery skills" is due to the fact that concepts describing 

high intensity delivery skills were coded under the category "teacher traits". A second 

consideration is the nature of the teaching task which may have influenced subjects' 

responses. These preservice teachers, who were predominantly instrumental majors, were 

asked to teach a song by rote. This entailed singing and obtaining pitches from the piano, 

activities unfamiliar to many of them. Furthermore, they were expected to transfer this task 

to a field setting involving a choral rehearsal for girls ages 7-10. It is possible that because 

of the unfamiliarity of the task and the setting, subjects' focused their attention on 

instructional aspects rather than presentation or delivery skills. 

Subjects commented often concerning delivery skills on both sets of self-

evaluations. This could be explained by the fact that they were instructed to comment 

specifically on these areas when writing their self-evaluations. What was interesting, 

though, was their failure to transfer these comments to their maps or interviews. It is likely 

that they viewed the self-evaluations simply as a homework assignment, and as such failed 

to make the connection between the assignment and what they were experiencing in their 

microteachings. If so, teacher educators may want to consider alternative ways of helping 

students assimilate connections between assignments, activities, and learning. 

Not only is it disturbing that these preservice teachers failed to recognize the 

importance of delivery skills, but that they were unable to demonstrate effective delivery 
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skills based on the time sampling procedures and definitions associated with teacher 

intensity research. One possible explanation for their low scores might be the number of 

times students were able to practice their microteaching. Research on teacher intensity 

suggests that intensity as an attribute is acquired through practice (Cassidy, 1990, 1993; 

Colwell, 1995). In fact, practice, as opposed to training, seems to contribute more readily 

to preservice teachers' acquisition of skills associated with teacher intensity (Cassidy, 

1990). In this study, participants taught two microteaching lessons, whereas both Cassidy 

(1990, 1993) and Colwell (1995) designed studies which required subjects to teach four or 

five lessons. It is possible that two microteachings are not enough to dramatically affect 

skill development. 

Conclusions 

1. Preservice teachers enrolled in an introductory music education course appeared to have 

a well-established picture of what it meant to be an effective teacher. These students saw an 

effective teacher as someone who is knowledgeable, possesses a variety of personal 

characteristics, and exhibits specific teacher actions such as planning. 

2. Preservice teachers' cognitive structure, or how they organize their thinking about what 

it means to be an effective teacher, does not change after the completion of two 

microteaching experiences. Qualitative changes in the content of preservice teachers' 

thinking arose following their microteachings. 

3. There was no relationship between preservice teachers' cognitive structure and their 

ability to demonstrate effective teaching behaviors. Qualitative analyses suggested that the 

content of what preservice music education teachers thought about might have been related 

to their ability to teach, fteservice teachers participating in this study demonstrated more 
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effective teaching behaviors related to instruction than delivery, a reflection paralleled in 

their thinking. 

Implications for Education 

The fundamental purpose of teacher education is to train teachers. Teacher 

educators assist aspiring teachers in acquiring the knowledge and skills they will need to 

function successfully in the classroom. However, students arrive with very opinionated 

beliefs about what it means to be a teacher and what they need to do to become a teacher 

(Howey & Zimpher, 1996). Fmdings from this study reinforce this contention. At the same 

time, results of this study suggest that preservice teachers' thinking begins to undergo 

change following completion of two microteaching experiences. Results are far from 

conclusive, yet the potential for effecting desirable change through the use of microteaching 

activities is exciting and difficult to ignore. 

Perhaps the most important aspect of microteaching is the value that preservice 

teachers attribute to activities associated with microteaching. One of the most compelling 

rationales for including microteaching in teacher education programs is the opportunity it 

presents for students to learn through their own experiences. Lessons learned through 

personal trial and error are likely to be more meaningful than those presented through 

lecture or demonstration. One student comments, "I thought it [microteaching] was really 

informative 'cause you can listen to people tell you how to teach for forever, but when you 

go up there it's totally different... you're not prepared for students answering your 

questions like, wrong, or they just go on and on and you're not prepared for that...". 

The same student continues, "I learned how to explain things, like you take it for granted 

that teachers explained things and you learned it from them, so when you're the one 

explaining things you have to do it in a concise and organized manner, and 1 learned how to 

do that, kind of (laughs)." 
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In addition, subjects in this study expressed a positive attitude toward specific 

components of the microteaching process. For example, students appreciated the 

opportunity to practice their teaching in two different settings. "Well, I actually learned a bit 

from the peer teaching that helped me with the girls' choir... for the peer teaching I more 

or less just broke down the sections... and then 1 had to really think for the girls' choir, I 

kind of thought myself thinking [sic| well, you know, you're going to have to rethink this 

and decide where I'm going to have some problems. So that actually helped me out, I'm 

glad we did the peer teaching first, definitely." Likewise, receiving feedback from peers 

and the instructor was highly valued. Comments one student, "1 really think that the 

feedback process was really, really helpful. You know, for instance, things that, 

eccentricities with me that I do that I just don't even notice, and you know little habits like 

not moving around the room ... the teacher feedback I thought was good, 1 thought it was 

pretty consistent with the peer feedback.". Additionally, students felt they were able to 

learn from watching their peers teach, "I could see how the students would respond to 

certain things that different teachers would do and then I could use that in my own 

teaching, and so that was very valuable .. .you know, every time you watch a teacher you 

learn what to do and exactly what not to do." 

It is evident from comments such as those cited above, that these preservice 

teachers were using their microteaching experiences to reflect critically about their teaching 

performances. In other words, the microteaching experiences functioned as a stimulus for 

reflective practice and as such assisted students in taking that first step towards altering 

their beliefs about teaching based on their own personal experiences. Consider one 

student's remarks, "And 1 think I have, you know, through my microteaching experiences 

as well as, you know, the class as a whole, I think I've developed an idea of, okay, to get 

through the class effectively, to give them the things that they need, this and this needs to 
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happen and it's not just philosophical like it used to be, you know. It was in my head, but I 

really couldn't apply it." 

To paraphrase, this student believes he now has a better understanding of what 

needs to happen in order for learning to occur in the classroom. The operative word, of 

course, is "understanding". In general, the microteachings did not dramatically improve 

students' ability to demonstrate effective teaching behaviors. More important, perhaps, 

was the effect of the microteachings on their thinking. Students were more receptive to 

changing their thinking, to applying what they had learned through their microteaching 

experiences. If this is so, then the value of incorporating microteachings in an Introduction 

to Music Education course is reflected in its effect on students' receptivity to altering their 

preconceptions of what it means to teach. Students who are more receptive to thinking 

critically about teaching will likely be more receptive to applying what they will learn in 

subsequent methods classes. Thus, microteaching's value as a powerful tool in helping to 

shape preservice music education teachers' understanding of what it means to teach should 

not be underestimated. 

Implications for Future Research 

Future research based on this study should consider the short-comings of this 

investigation and, where possible, make appropriate accommodations. Rrst, consideration 

should be given to the small sample size. If meaningful correlation coefficients are sought, 

effort should be made to increase the sample size. This is especially critical if the intent is to 

generalize fmdings. On the other hand, if a mixed design is to be used, the sample cannot 

be so large that it becomes impossible to manage the qualitative data. One of the challenges 

of this study entailed balancing the prerequisites of both quantitative and qualitative 

techniques. Follow-up studies in which the two methodologies are pursued separately 

might provide more discriminatory information. 
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A second consideration involves the choice of subjects. For this study students 

enrolled in the course Introduction to Music Education were the participants. Given that the 

development of cognitive structure occurs as a function of time as well as experience, it 

may be more effective to include students from different stages in the music education 

program. In this manner a cross section of the preservice music education population could 

be examined and comparisons made. Another option would be to conduct a longitudinal 

research project spanning several semesters. Regardless of how it is accomplished, more 

data is needed which illuminates how preservice teachers acquire conceptions of effective 

teaching. 

Third, future research should attempt to address some of the constraints discussed 

in this paper regarding the mapping process. The obvious issues of time and paper have 

been discussed. An experimental study might be designed which would control for those 

factors. Another factor which might have affected subjects' maps is learning style 

preference. It is possible that mapping favors students with exceptional spatial and/or 

verbal intelligence. Research which could identify variables contributing to more successful 

mapping would prove valuable, especially for teacher educators intending to use concept 

mapping as a teaching tool. 

For this investigation a cross-case examination of subjects' maps was conducted. 

The intent was to acquire information about students' thinking that suggested common 

trends. However, an investigation based on single-case analyses, especially over time, 

might be useful. For example, best and least best preservice teachers could be identified 

and their maps compared. Then it might be possible to identify patterns of conceptualization 

that are associated with better preservice teachers. 

While it was not the intent of this study to evaluate subjects' maps according to their 

use of higher order thinking skills, future research may find this a viable area for 

investigation. After working closely with students' maps, this researcher noticed a trend 
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toward greater specificity, inclusion of more abstract terms, and recognition of cause and 

effect relationships in a few of the students' maps. Other researchers have attempted to 

explore the relationship between critical thinking and cognitive organization (Foss & 

Stensvold, 1994; Winitzky, 1992) with mixed results. While this line of inquiry may be 

enlightening, its merit rests on establishing a connection between thinking and doing. 

More research is needed to support and illuminate the connection between 

preservice teachers' thinking, microteaching experiences, and their ability to demonstrate 

effective teacher behaviors. Research which illuminates the role microteaching plays in 

altering preservice teachers' beliefs would be a valuable addition to the field. This is 

especially critical considering the dearth of research on microteaching in music education. 

Verrastro and Leglar's (1992) review of music teacher education includes a scant paragraph 

on microteaching with a total of two citations, both of which are over ten years old. Clearly 

more research is warranted given the potential power of this technique to effect change in 

students' thinking. Furthermore, results of this study suggest a potential link between what 

preservice teachers think and how well they are able to teach. Confirmation of this finding 

would substantiate the importance of cognitive development in the role of teacher 

preparation and legitimize efforts to affect conceptual change. 
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A Priori Coding 
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A PRIORI CODING 

EFFECTIVE TEACHER ET 
(How they understand, define, and perceive what it means to be an effective teacher) 

Knowledge 
ET-KNO 

Knowledge of Students 
ET-KNO-STU 

General reference to knowledge. 

Teachers' knowledge of students, e.g. abilities, 
developmental levels, learning preferences. 

Knowledge of Subject Matter ET-KNO-SUBJ 
Declarative Knowledge 
ET-SUBJ/DEC 

Procedural Knowledge 
ET-SUBJ/PRO 

Musical Model 
ET-SUBJ/MOD 

Teacher Beliefs 
ET-TB 

Teacher Behaviors 
ET-TEA-BEH 

Teacher Qualities 
ET-TQ 

Rexibility 
ET-TQ/F 

Motivation 
ET-TQ/M 

Reflection 
ET-TQ/R 

Teaching Style 
Enthusiastic 
ET-STYLeENT 

Teachers' declarative knowledge of subject, factual 
information, i.e. music history, theory, philosophy. 

Teachers' procedural knowledge of subject, how to ' 
do' music, includes ability to conduct, perform, 
sightsing. 

Teacher's ability to provide and accurate musical 
model to students. To be able to sing or play correct 
pitches, rhythms, appropriate tone quality. 

Beliefs teachers hold about teaching, themselves, 
their students. Philosophical ideals. 

General references to teacher actions, behaviors, in 
other words what teachers do. 

Teachers' personal qualities, e.g. dependable, 
responsible, organized, caring, nurturing, creative, 
inspiring. 

The ability to be flexible in the face of the 
unexpected. To be willing and able to adapt thinking, 
plans, or teaching strategies to meet students' needs. 

Activities and behaviors teacher engages in to 
motivate student learning. 

References to when teachers think about their 
teaching, e. 
teaching...' 
teaching, e.g."know when to re-examine their 

ET-STYLE 
Teacher demonstrates high degree of charisma, 
energy confidence, and enthusiasm. Secure, 
animated, able to capture student attention and 
interest. 
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Supports Student Efforts 
ET-STYLE/SUP 

Interest in Students/Topic 
ET-STYLE/TNT 

Outcomes 
ET-OUT 

Teacher provides sincere praise, emphasizes positive 
aspects of student efforts, uses constructive 
criticism. 
Demonstrates sincere interest in students' well-being 
as well as in topic being presented. Does not just go 
through the motions. 

Outcomes of instruction or behavior, e.g. student 
learning, achieving goals, student independence. 

PEOPLE PE 
(Understandings of each other, of outsiders in their world) 

Peers 
Judgemental 
PE-PEER/JUD 

Supportive 
PE-PEER/SUP 

Relationships 
Administration 
PE-REL/ADM 

Faculty 
PE-REUFAC 

Parents 
PE-REL/PAR 

Peers 
PE-REL/PER 

Teacher-Student 
PE-REUTEA-STU 

Role IdentiHcation 
Student 
RI-STU 

Teacher 
RI-TEA 

Role Models 
Peers 
PE-RM/PEER 

PE-PEER 
Peers seen as judgemental, highly critical, eager to 
fmd mistakes. 

Peers seen as helpful, providing positive 
suggestions, cheerleading. 

PE-REL 
References to relationships with administration, e.g. 
supervisors, principals, superintendents. 

References to relationships with fellow teachers and 
support staff. 

References to relationships with parents. 

References to relationships with peers currently 
enrolled in undergraduate music education program. 

References to teacher-student relationships. 

RI 
Comments elicited from perspective of being a 
student, e.g. "When I was a student...", "My 
teachers..." 

Comments about assuming the role of a teacher, e.g. 
'This is real world..." "I was in charge..." 

PE-RM 
Effects of peers as role models. (+) Peers viewed 
favorably, ideas or teaching successful and valued. 
(-) Peers viewed unfavorably, ideas, teaching, 
presentation unsuccessful. 
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Professors 
PE-RM/PRO 

Teachers 
PE-RMH^ 

Students 

Effects of professors as role models. {+) Professors 
viewed favorably, teaching method, personality, 
style seen as successful. (-) Professors viewed 
unfavorably, "I don't want to be like that 
professor." 

Effects of public school teachers as role models. 
(+)Teachers viewed favorably, teaching method, 
personality, style seen as successful. (-) Teachers 
viewed unfavorably. (Could be teachers and in 
school as students or teachers currently observing.) 

PE-STU 
Student attitudes, behaviors, or beiefs which may 
impact their learning. Student motivation as a 
condition for learning. 

OBJECTS & CONDITIONS OC 
(Understandings of objects in their world) 

Facilities 
OC-FAC 

Maps 
Theoretical 
OC-MAP/THE 

Concrete 
CXT-MAP/CON 

Metaphor 
OC-MAP/MET 

Facilities where teaching occurs e.g. school, 
rehearsal room, practice room, concert hall. 

OC-MAP 
Refers to map or proess of mapping as being 
theoretical, not based on fact or experience. 

Refers to map or process of mapping as being 
concrete, items on maps factual, resulting from 
experience. 

Use of metaphor to describe map or mapping 
process. 

Structured 
OC-MAP/STR 

Refers to map or process of mapping as structured, 
organized, with logical placement of ideas and 
connections. 

Unstructured 
OC-MAP-UNS 

Refers to maps or process of mapping as 
unstructured, disorganized, with illogical placement 
of ideas or connections. 

Materials 
CX:-MAT 

Time 
OC-TIM 

Materials used to teach, e.g. overheads, chalk, 
posters, books, music, piano, etc. 

Time to do the job, give to the program, e.g. time to 
prepare, be available for students, etc. 
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PROCESS PRO 
(sequence of events, flow, transitions, and turning points, changes over time) 

Changes 
Changes in Behavior 
PRO-CHA/BEH 

Changes in Maps 
PRO-CHA/MAP 

PRO-CHA 
Comments about changes in behavior, either their 
own or their students'., e.g. "1 changed the way I 
worded this...", or "I dressed up more for this 
microteaching..." 

Comments about changes they made to their maps, 
e.g. "I kept the same terms but I moved everything 
around." 

Changes in Plans 
PRO-CHA/PLA 

Comments about changes in lesson plans. Refers to 
changes actually made or realize they should have 
made. 

Changes in Thinking 
PRO-CHA/THI 

Comments about changes in the way they think. May 
refer to changes in way they think about a specific 
aspect of teaching or a personal insight. May or may 
not be linked to a cause. 

Knowledge Acquisition 
PRO-KNO-ACQ 

Turning Point 
PRO-TUR-POI 

References to how students learned something. 
Includes formal education as well as what is learned 
through experience. 

Any pivotal event or activity. Generally refers to a 
single moment or event as opposed to gradual change 
over time. 

ACTIVITIES & EVENTS AE 
(regularly occurring kinds of behavior; specific activities, especially ones occurring 
infrequently) 

Administrative Duties 
AE-ADM-DUT 

Classes 
AE-ACr-CLA 

Activities teachers engage in, e.g.taking 
attendance,grading, budgeting, scheduling. 

References to classes, either as a participant or as a 
teacher. 

Homework 
ACT-HOM 

References to homework, either as a student or AE-
teacher. 

Microteaching 
Peer Setting 
AE-MIC/PEER 

References to in-class peer teachings. 

Held Setting 
AE-MIC/FLD 

References to microteachings with the Tucson Girls 
Training Chorus. 
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Performances 
AE-ACr-PER 

References to performances, either as a participant or 
as a conductor/teacher. 

Practicing 
AE-ACr-PRA 

References to the actual act of practicing, either as a 
student or teacher. 

Reiiearsals 
AE-ACr-REH 

References to rehearsals, either as a participant or as 
a teacher. 

STRATEGIES & SKILLS SS 
(Ways of accomplishing things, people's tactics, methods, techniques for meeting their 
needs) 

Classroom Management 
CLA-MAN 

Decision Making 
Recognizes Problem 
SS-DM/REC 

Identifies Problem 
SS-DM/IDE 

Diagnoses Cause 
SS-DM/DIA 

Solves FYoblem 
SS-DM/SOL 

Doesn't Know 
SS-DM/DK 

Delivery Skills 
SS-DEL 

Facial 
SS-DE17FAC 

Teachers' classroom management skills, e.g. SS-
discipline, rewards/punishments, 
approval/disapproval. 

SS-DM 
Recognition of problem, but may not be able to 
specify nature of problem. "1 know something is 
wrong here..." 
Identification of problem using appropriate 
terminology. 'They weren't singing the correct 
rhythms..." 

Diagnoses cause of problem. "Tone quality is poor 
because of inadequate breath support..." 

Corrects problem. May accomplish through assorted 
rehearsal and/or teaching techniques, e.g. drill, 
practicing out of context 

Recognizes a problem, but is unaware how to solve 
the problem. "I just didn't know what to do..." 

Teacher behaviors e.g. eye contact, facial 
expression, posture, gestures, movement, speaking 
voice, verbal tics. 

Facial expression e.g. eye contact, smiling, 
frowning. 

Motor 
SS-DEUMOT 

Verbal 
SS-DEIWER 

Posture, gesture, movement, shifting weight, 
pacing. 

Vocal inflection, volume, clarity, pitch. 
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Instructional Skills 
Planning 
SS-INS-PLA 

ST-INS 
Teachers' procedural knowledge, how to carry out 
various teaching tasks, e.g. writing a lesson plan, 
setting goals, organizing materials, sequencing 
activities. 

Planning/Content 
SS-INS-PC 

Planning/Objectives 
SS-INS-PO 

Content of lesson plans e.g. songs, concepts, 
activities i.e. singing, playing, creating, improvising, 
moving. 
Objectives for lesson. What students will be able to 
do as a result of instruction. 

PlanningSequencing 
SS-INS-PS 

Teaching 
SS-INS-TEA 

Teaching/Pacing 
SS-INS-TEA/PAC 

T eaching/Feedback 
SS-INS-TEA/FB 

Time Management 
SS-TM 

Sequencing lesson activities. Ordering activities in 
logical and sequential manner to facilitate learning. 

Activities involving interactive teaching, e.g.pacing, 
providing feedback, questioning, leading a 
discussion, giving directions, lecturing, presenting 
information, explaining, responding to questions, 
rehearsing. 

Comments related to pacing of lesson, e.g. logistics, 
staying on-task, regulating time while teaching. 

Providing students with specific or nonspecific 
feedback. Information to students about their 
performance, progress. 

Teacher's ability to manage time, meet deadlines. 

OTHER 

Examples Examples or instances of a specific concept. For OT-
EXA example; instruments, music & uniforms are 

examples of purchases which occur as a result of 
budgeting 

Puzzles Comments or wording which is confusing or vague. 
OT-PUZ Couldn't make sense of content or connections. 
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Contact Summary Form 

Contact Type: Self Evaluation #1 
Student #6 

1. Pick out the most salient points in the contact. Number in order on this sheet and note 
paragraph number on which point appears. Attach theme or aspect to each point in 
CAPITALS. Invent themes where no existing ones apply and asterisk those. Comments 
may be included in double parentheses. 

PP SALIENT POINTS 

1. Noticed eye contact needs improvement; needs to 
make more and slower eye contact. 

2. Pitch inaccuracy when modeling song to begin with. 

3. Cueing was vague. Should have used "ready go'' 
instead of "one, two". 

4. Verbal ticks were noticeable, used "great" and "ready" 
too much. Should use "again" instead of "one more time". 
Unaware of tick when teaching. 

5. Not sure what to do with left hand. 

6. "Vocally I believe 1 could sound more like a teacher 
instead of a peer teacher." (not quite sure what means here) 

7. Found experience very educational. 

THEMES 

EYECONTACr 

MUSICAL 
MODEL 

CUEING 

DELIVERY 
VERBAL 

GESTURE 

DELIVERY 

BENEHT 
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Contact Summary Form 
Contact type: Interview Contact date: 4-12-99 
Student#! Today's date: 4-22-99 

1. What were the main issues or themes that struck vou in this contact? 

• Be prepared for unexpected during teaching (reason - not sure of learners) 
• Acquisition of knowledge and beliefs ongoing prtx;ess, much to learn still 
• Microtcaching influenced thinking about teaching; began to sec teaching as more structured, concrctc 
• Maps different, Ist more liberal, "happy go lucky" 

2. Summari/e the information vou pot (or failed to pet) on each of the tarpet questions. 

Information 

Good, bencficial, interesting. 
Plans don't always work out. 
Have to make impulsive decisions when teaching 
Learning song tough, esp. with limited piano skills. 
Considered learners when planning. 
Need to be open to anything for 2nd micro. 
Strengths & weaknesses as others sec them, may differ from own pcrccplions. 
Watching peers 2nd micro made more impression, learned more. 
Noticed more confidence and energy. 
Learned what can change to make lesson more cffccti\ e from 1st to 2nd micro 
Reiterated need to be prepared for anything. 
Learned need to have gen goals/obj.but al.so be llexible depending on students 
Need to understand developmental stages of students 
Girls laughed at singing in micro 2; affected composure. 
Dry run of lesson plan w/ prof. 
Include more feedback on eval form. 
Added authoritative to 2nd map, micros showed need to be in control of class. 
Knowledge still central, universal; kept understanding. 
Thought provoking {to students) in Ist, not 2nd. 
More liberal 1st map, not aware of rules about teaching. 
Sees leaching as more structure than did at first. 
Yes. Combined maps better picture of thinking. 
Much to learn still. 
Need to know how students learn. 
Personality traits important & can be developed 
Knowledge ongoing process 
Stronger, more beliefs. 
Challenged by new information presented in class. 
Take new info and try to fit with philosophy. 
Philosophy self-constructed, sifting process. 
Still debating issues. 

3. Anvthinp else that struck vou as salient, interesting, illuminating or important in this contact? 

• Bases beliefs about personal qualities necessary for teaching on observations of other teachers and 
experiences as a student, "...what I've gone through as a subject of past teachings..." 

Question 

Micro Teach Impress 

Plans for micras 

Eval prcKCss 

Settings 

Unexpccted/adjust plans 
Suggestions 

Map comparison 

Do maps show thinking 
Eval self with map 

Changes in beliefs 



# 0 2  Pre map Micro#! Micro #2 Interview Postmap 

Delivery Nime Did Not Complete Gestures improved 

MOT-1 

Ncn ous chatter a 

common problem 

VER-1 

Communication skills 

INS/DEL-1 

Instruction educatiDn leads In 

organization which 
includes lesson plans 

PLA - 1 

U.se of reinl orccment and 

closure improv ed bccaase 
practiccd timing 

FB - 1 CLO - 1 

Pacing, timing of lesson 

mentioned three times. 
Decided to deviate from 
plan - like real life 
teaching. Important to 
know how to teach con
cepts, handle behavior 
PAC - 1 DM - 1 

None 

Knowledge knowledge comcs from 

experience 

KNO - 1 

Important skill: knowing 

w hen students understand 
and when they don't 

STU- 1 

Teacher's education needs 

teaching styles, techniques 
and philosophy. Must 
ha\e instrumental techni
que 
TEA - 1 PRO - 2 
PHI - 1 

Traits LEA-2 PLE-1 

ORD-1 CHA-I 

N/A Rexibility; adjust plans 

to meet student' needs 

IMA-I 

PAT-1 PLE-1 

COM -1 

Level 1 
Concepts 

1) Teaching inethixl 

TEA 

N/A N/A 1) Music education 

2) T eacher's education 

3) Personal attitude 
SUB TEA TQ 

Scores Ext: 0.0 Rank 15th 

Coh: 12.67 Rank 12th 

STE: 32.04 Rank 8lh 

TIDel: 32'^ Rank4th 
TI Ins: 82*^ Rank 3rd 

STE; 35.77 Rank 8th 

Tl Del; \2<7< Rank 12th 
Tl Ins; 83% Rank 1st 

Ext: 0.0 Rank 15th 

Coh: 16.59 Rank 7th 
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Appendix C 
Decision Rules 
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Decision Rules 

Received from Jacquelyn Jensen (personal communication, November 24, 1998) 

1. A chunk (e.g., a group of subordinate concepts with two or more subordinate concepts) 
can radiate up, down, or to the side. 

2. To increase scoring reliability, I will count a phrase or words listed together as one 
concept, with the exception of prompted terms. 

3. A concept listed twice can be counted twice if the candidate has not linked it to the same 
concept twice. 

4. A string of concepts that are not hierarchically related will be analyzed as if they fan out 
from that concept. 

5. The widest point (used in calculating hierarchical structure) is the level where the most 
chunks reside, not the line having the most concepts. 

6. If a chunk has concepts that radiate both up and down, assume that they radiate down 
when calculating chunks at the widest point. 

7. If a superordinate concept is connected to concepts two or more lines above or below, 
assume that the concept radiates one line up or down from the superordinate concept. 

8. When two or more target concepts are listed together as a superordinate concept, they 
function as one concept within a chunk. But in counting the number of concepts present on 
a map, each target concept is counted separately. 

9. Forms of target concept(s) embedded in a short phrase or combined with other words is 
treated as a target concept(s). 

Note: prompted terms and target concepts are synonyms. 
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Appendix D 
Survey of Teaching Effectiveness 
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July 22,1999 

To Whom It May Concern: 

Abby Butler has permission to reprQdtiCg an<i USg the Survey of Teaching 
Effectiveness (STE) in her dissertation. If there are any questions concerning this 
matter, please feel free to contact me at the following: 

Donald L. Hamann 
4433 N. Summerset Loop 
Tucson, AZ 85750-6528 
Telephone: 520-290-6529 

Sincerely, 

Donald L. Hamann 
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Survey of Teaching Effectiveness 

I. LESSON DELIVERY SKILLS (Weighted 40%) 

POSTURE 
Poor 

A. Head & Bodv: 1 2 3 

B. 

"Evccllcnt" = Head lifted and centered; txxly lifted, relaxed, and poised 
'P(x)r" = Head forward or to one side; body rigid or slouched 

Poor 
Arms & Hands: 

Excellent 
5 

Excellent 
5 

"Excellent" = Normally relaxed with flowing gestures 
"Poor" = Hand(s) in Pocket(s), fidgeting/wringing or clenched; arms cTossed front or back 

Legs: 
Poor 

1 
Excellent 

5 

"Excellent" = Balanced; weightequally distributed 
"Poor" = Criissed; locked knees; swaying; leaning on one leg 

Poor 
EYECONTACT 

Excellent 
5 

'Excellent" = Movement about rot>m with individual eye contact 
"Poor" = Locked; staring; looking over heads or at floor 

GESTURES 

A. Hands & Arms: 
Poor 

1 
Excellent 

5 

"Excellent" = Natural, flowing; appropriate for spoken content 
"Poor" = Absence of gestures; mechanical; inappropriate and/or contrived 

B. Upper & Lower Bodv: 
Poor 

1 
Excellent 

5 

"Excellent" = Change of stance, varying proximity to group/individuals; upper body directional 
change 

"Poor" = Absence of movement; nervous pacing 

© Copyright 1996 Hamann and Baker 
All Right Reserved 
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Survey of Teaching Effectiveness 

I. LESSON DELIVERY SKILLS (cont) 

Poor Excellent 
FACIAL EXPRESSION 1 2 3 4 5 

"Excellcnl" = Naturally varying; uncontrivcd changes of eyes, mouth and facial muscles 
"Potir" = Absence of variation; exaggerated and/or contrived 

VOCAL INFLECTION 
Poor Excellent 

A. Dynamics: I 2 3 4 5 

"Excellent" = Comfortably and easily understood; naturally varying with appropriate accents and 
emphasis 

"P(xjr" = Tix) soft to hear; uncomfortably loud; forced from the throat; static 

Poor Excellent 
B. Tempo & Phrasing: 1 2 3 4 5 

"Excellent" = Comprehensible pace with modeale variations and appropnate pauses for emphasis 
"Potir" = T(K) fast for comprehension; too slow for interest; fixed tempo with lack of pauses 

Poor Excellent 
C. Pitch: 1 2 3 4 5 

"Excellent" = Natural variations for emphasis; voicc is pitched for teacher/student listening comfort 
and ease i.e. predominantly in lower third of range 

"Poor" = No vanation; contrived; speaking predominantly in upper two-thirds of range 

Poor Excellent 
D. Diction: 1 2 3 4 5 

"Excellent" = Clearly articulated vowels and consonants; projected and resonating; easy to 
understand 

"Poor" = Placed in back of throat, swallowing words; lack of resonance; lazy tongue and lips 

© Copyright 1996 Hamann and Baker 
All Right Reserved 
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Survey of Teaching Effectiveness 

II. PLANNING & PRESENTION OF LESSON (Weighted 60%) 

EVIDENCE OF LESSON PLANNING 

A. Content: 
Poor Excellent 

la. Materials - Appropriate Music: 1 2 3 4 5 

"Excellent" = Music appropriate for age and ability of the students 
"Poor" = Music not appropriate for students 

Poor Excellent 
lb. Materials - Music & Concept: 1 2 3 4 5 

"Excellent" = Music exemplary of the concept being developed 
"Poor" = Music unrelated to concept; poor example 

Poor Excellent 
Ic. Materials - Supportive: 1 2 3 4 5 

"Excellent" = Used appropriate supportive materials i.e., charts, recordings, video-taped 
presentations, computers, pictures 

"Poor" = Materials unrelated to concept; poor materials 

Poor Excellent 
Id. Objectives: I 2 3 4 5 

"Excellent" = Determined appropriate objectives; students were made aware of objccti\ es 
"Poor" = Objectives were not appropriate; students were unaware of lesson objective focus 

B. Organization: 
Poor Excellent 

la. Activities-Type: I 2 3 4 5 

"Excellent" = Type of activities were appropriate for students' age and skill and/or for number 
of students in the setting 

"Poor" = Inappropriate activities for students' abilities, age, or for the number of students in 
the setting 

© Copyright 1996 Hamann and Baker 
All Right Reserved 
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Survey of Teaching Effectiveness 

11. PLANNING & PRESENTION OF LESSON (cont) 

Poor Excellent 
lb. Activities - Number 1 2 3 4 5 

"Excellent" = Number of activities were appropriate for students' age, skill, and for the length 
of the class; each activity was of appropriate length 

"Pixir" = Inappropriate number of activities for students, situation, and setting; inappropriate 
length of activities 

Poor Excellent 
Ic. Activities - Sequencing: 1 2 3 4 5 

"Excelleni" = Activities were sequenced logically 
"Poor" = Lack of order and/or flow of activities; activities missing in learning sequence 

SUBJECT MATTER COMPETENCE 
Poor Excellent 

A. Information & Demonstration: 1 2 3 4 5 

"Excellent" = Presented correct information; accurate demonsuntions 
"Poor" = Presented incorrect, conu^dictory, or misleading information; did not or could not 

accurately demonstrate i.e., clapped or sang incorrect rhythms; did not demonstrate or 
pra\ ide inlormation 

Poor Excellent 
B. Musical Model: 1 2 3 4 5 

"Excellent" = Expressive and accurate i.e., attention to phrasing 
"Poor" = None.xpressive, incorrect or inappropriate modeling; no modeling evidenced 

Poor Excellent 
C. Conducting: 1 2 3 4 5 

"Excellent" = Appropriate gestures for the group and the situation 
"Poor" = Inappropriate gestures or not evidenced 

PACING 
Poor Excellent 

A. Logistics: 1 2 3 4 5 

"Excellent" = Organized, orderly; evidence of student learned logistics i.e., students get instruments 
or books quickly, efficiently, quietly and return to their seats and continue to prepare 
and ready themselves for rehearsal/class 

"Poor" = Chaos; students have no planned routine(s) that enable them to prepare for rehearsal/class 

© Copyright 1996 Hamann and Baker 
All Right Reserved 
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Survey of Teaching Effectiveness 

II. PLANNING & PRESENTION OF LESSON (cont) 

Poor Excellent 
B. 'On-Task": I 2 3 4 5 

"Excellent" = Class began and ended promptly, wasted time minimal, time effectively utilized; 
definite closurc to lesson 

"Poor" = Class began late, students released late and students hurriedly put away 
instruments/equipment/matcrials; time not utilized effectively; class ended without 
closure 

Poor Excellent 
C. Flow: 1 2 3 4 5 

"Excellent" = Appropriate balance between tcacher directives/explanations and student participation; 
one activity led to another without interruptions or breaks 

"Pcxir" = Tcacher lalkcd tcxj much; too much time spent going from one activity to another; long, 
disruptive breaks between and within activities 

Poor Excellent 
D. Responsiveness to Group: 1 2 3 4 5 

"Excellent" = Tcachcr responded appropriately to group and individual musical/technical needs and 
problems 

"Poor" = Teacher was unaware of, or did not respond, or responded inappropriately to group or 
individual musical/technical needs and problems 

SEQUENCING PATTERN/REHEARSAL CYCLE 

Poor Excellent 
A. Directive: 1 2 3 4 5 

"Excellent" = SpeciHc directive identifying task to be accomplished 
"Poor" = Nonspecinc directive with no specific task to be accomplished 

Poor Excellent 
B. Feedback: 1 2 3 4 5 

"Excellent" = Specific positive or negative feedback provided; utilized student ideas and comments 
when/where applicable 

"Poor" = No feedback or non-specific feedback provided 

© Copyright 1996 Hamann and Baker 
All Right Reserved 
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Survey of Teaching Effectiveness 

II. PLANNING & PRESENTION OF LESSON (cont) 

TEACHING STYLE 

A. Charisma. Energy. Confidence. 
Enthusiasm: 

Poor 
1 

Excellent 
5 

"Excellenl" = Sccurc, animated; captured student attention and interest 
"Pcxir" = Sluggish, Icthargic, insecure; studenLs were bored or disinterested 

Poor 
B. Interest Shown in Students/Topic: 1 2 3 

Excellent 
5 

"Excellent" = Sinccrc; interest evident in student welfare and in topic presented 
"Poor" = Lacked sincerity; interest in student or topic not evident; "only went through the 

motions" 

Poor 
Supports and Encourages Students': 
Efforts: 

Excellent 
5 

'Excellent" = Sincere praise provided; emphasized positive aspects of student efforts; constructive 
suggestions and commenLs provided 

"Poor" = Sarcastic; belittled student and students' efforts; emphasized negative aspects of student 
efforts; contrived praise 

Part I 

Evaluation Totals 

Part II 

Posture 
Eye Conuict 
Gestures 

Facial Expression. 
Vocal Inflection . 

+ 3 = . 
+ I =. 
+ 2 = . 

+  1  = .  

+ 4 = 

Total of Part 1 X 2 X .40 = 

Evidence of Lesson 
Planning 
Subject Matter 
Competence 
Pacing 
Sequencing Pattern 
Teaching Style 

Total of Part 11 

+ 7 = . 

+ 3 =. 
+ 4 = . 
+ 2 =. 
+ 3 = 

X 2 X .60 = 

Total Score = Total of Part I + Total of Part II 
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Appendix E 
Teacher Intensity Forms 
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INTENSITY - DELIVERY QN-TASK 

+ N M 0 + N M 0 + N M O 

+ N M O + N M 0 + N M O 

+ N M 0 + N M 0 + N M 0 

+ N M 0 + N M 0 + N M 0 

+ N M 0 + N M 0 + N M 0 

+ N M 0 + N M 0 + N M 0 

+ N M 0 + N M 0 + N M 0 

4- N M O + N M 0 + N M 0 

+ N M O + N M 0 + N M 0 

+ N M 0 + N M 0 + N M 0 

+ N M 0 + N M 0 + N M 0 

+ N M 0 + N M 0 + N M 0 

+ = High Intensity Delivery 
N = Noise Off-Task 
M= Motor Off-Task 
0= Passive Off-Task 
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INTENSITY INSTRUCTION ON-TASK 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ M L R X + M L R X + M L R X 

+ = High Intensity Instruction 
M = Too Much Information 
L = Too Little Information 
R = Redundant Information 
X = Incorrect Information 
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Appendix F 
Mapping Instructions 
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Instruction; Concept Mapping 

Lesson #1: Preparation for Concept Mapping (1-19-99) 

Objectives: I) distinguish between objects and events, 2) understand meaning of "concept", 
3) understand purpose of linking words, 4) use concepts & linking words to convey 
meaning 

1. Make two lists of words on board/overhead 
•objects: car, dog, chair, trumpet, instrument, piano, reed, musical score, soloists 
• events: raining, playing, washing, thinking, improvising, conducting, concert 
• ask students to describe how lists differ, label two lists 

2. Describe what think of when hear object words (car, dog, instrument, reed, piano etc.) 
• we use same words, but may think of slightly differently 
• mental images for words are concepts 

3. Repeat # 2 except focus on event words 
• note differences in our mental images (concepts) of events (improvising, 
conducting etc.) 
• difficulties in understanding arise from different concepts 
• words are labels for concepts, but meaning attach to words is individual 

4. List linking words: with, where, then, is, has, are, affects, develops, leads to 
• ask students to tell what comes to mind when hear these words 
• use with concept words to construct sentences that have meaning "Clarinets use 
reeds" 'Trumpets are instruments" "Recitals feature soloists" 

5. Distinguish between labels (generic & specific) 
• for regularities in events or objects (piano, soloist) 
• for specific events or objects (proper nouns) = examples (Steinway, Kathleen 
Battle) 
• proper nouns are not concept words 

6. Construct a few short sentences 
• show how concept words plus linking words used to convey meaning 
• use two concept words and one linking word 
• ex: The teacher is conducting. Soloists give recitals. Symphonies have 
movements. 

7. Ask students to construct a few short sentences of own 
• identify concept words 
• tell whether each is object or event 
• identify linking words 
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8. Discuss concept "oboe family" (oboe, English hom, bassoon, contrabassoon) 
Introduce word: heckelphone (baritone oboe, invented 1904, octave lower than oboe) 

• meanings of concepts not rigid or fixed, grow & change as we learn more 
• heckelphone expands understanding of concept "oboe family" 

Assign: CONCEPT LIST 
a. assign a reading from the text (one to two paragraphs) 
b. read text and select key concepts 
c. identify most important and inclusive concept 
d. rank order list of concepts from most general, inclusive to most specific, 

detailed 
e. collect at end of class (turn in Thursday if need more time) 
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Instruction: Concept Mapping 

Lesson #2: Concept Mapping Activities (1-21-99) 

Objectives: I) provide feedback on concept list, 2) demonstrate mapping procedure 3) 
explain assessment criteria for maps 

1. Share responses to assignment 
• list concepts on board, general to specific 
• note not all in agreement (more than one way to interpret text) 

2. Begin constructing concept map 
• show example of map (hierarchy of concepts) 
• use EVactice Map from Concept List (overhead) 
• identify concepts and Unking words 

3. Look for cross links 
• crosslink is connection between concepts in one section of map and another 
• choose linking words for crosslinks 

4. Go over concept map assessment criteria (use overhead) 
• relationships 
• hierarchy 
• crosslinks 
• examples 

[note: you should be able to "read" the map and have it make sense] 

5. Reconstruct map as needed, note revisions often necessary & useful 

Assign: PRACTICE MAP 
• assign topic "Elements of a Good Recital Performance" 
• repeat steps for constructing map 

a. identify concepts & rank order (event oriented) 
b. arrange in hierarchical format (map) 
c. add linking words, cross links 
d. revise map as needed 
e. check against assessment criteria 
f. purpose is meaning making; show understanding of concepts in 

text 
• work on map in class, turn in at end or next class period 

Turn in CONCEPT LIST (1 st assignment) if not completed 



156 

Instruction: Concept Mapping 

Lesson #3: Review (1-26-99) 

Objectives: provide feedback for practice map, 2) prepare for mapping on "Effective 
Teaching" 

1. Share results of mapping assignment 
• put on whiteboard (ask for volunteer) 
• discuss assignment: difficult/easy? why/how? 
• compare with target map (yours) 

2. Prepare for map on "Effective Teaching" 
• will complete map in class on Thursday 
• brainstorm list of concepts related to "effective" or "good" teaching 
• bring list to class 

Assign: CONCEPT LIST on "Effective Teaching" 
Turn in PRACTICE MAP from text (2nd assignment) 
Return CONCEPT LIST from text (1st assignment) 

Instruction: Concept Mapping 

Lesson #4: Teacher Eflectiveness Concept Map (1-28-99) 

Objectives: I} Create individual concept maps on topic "Teacher Effectiveness" 

1. Create concept map on topic of teacher effectiveness (20 minutes) 
• use list of concepts brought to class 
• rank order from general to specific 
• arrange in map format with linking words 
• "read" map for meaning 

Return PRACTICE MAP from text (2nd assignment) 
Turn in TEACHER EFFECTIVENESS MAP 
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Practice Map Assignment 

• Create a concept map on the topic: "Elements of a Good Recital 
Performance" 

• Follow the steps for constructing a concept map 

• Assess your map using the criteria for assessment 

Steps for Constructino a Concept Map Criteria for Assessing Concept Maps 

1. Identify concepts (brainstorm list) 1. Does the map show relationships 

2. Order concepts from general to 
between concepts? Do they make 
sense? 

specific 

3. Arrange hierarchically with more 
2. Is there evidence of a hierarchy 

(levels) of concepts? 
inclusive concepts at top 

4. Add linking words 

5. Show crosslinks 4. Are there examples? Are they 
appropriate? 

5. Can you "read" the map? 

3. Does the map use linking words? 
Crosslinks? 

6. "Read" map for coherence 

7. Revise as needed 

Workspace (list concepts): 
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Appendix G 
Song Assignments 
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Song Assignments 

I Will Bring You Brooches (unison) 
Ruth Boshkoff 
Boosey & Hawkes (1993) 

I. m. 1-20 

2. m. 21-55 

Marienwiirmchen (unison) 
Johannes Brahms 
Mary Goetze (Ed.) 
Boosey & Hawkes (1989) 

1. m. 26-39 (verse 2, in English) 

Children of the World (two-part) 
Earlene Rentz 
Wamer Bros. Publications (1995) 

1. m. 5-20 (repeat, verse 2) 

2. m. 21-36 (unison) 

3. m. 37-50 (Part II) 

Sol - Fa Calypso (no descant) 
Jack North and Walter Rodby 
Shawnee Press (1980) 

1. m. 1-20 (unis. Parts I & II) 

2. m. 21-28 (Parts I & III, only) 

3. m. 37^ (Parts I & III, only) 

4. m. 29-36 (Part I, only) 

m. 45-58 (Part I & II, only) 
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Alexander's Ragtime Band (unison, see music for adaptations) 
Irving Berlin 
Arr. Don Besig 
Alfred F^iblishing (1990) 

1 . m. 1-20 (unison, see arrows) 

2 . m. 20-36 (unison) 

3 . m. 36-52 (unison) 

4 . m. 53-71 (unison) 

5 . m. 72-88 (unison) 
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Appendix H 
Sample Lesson Plan 
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Sample Lesson Plan 

Concept: Dynamics - music can get gradually louder (crescendo) and 
gradually softer (decrescendo) 

Objectives: By the end of the lesson, students will be able to... 
1. Sing the song "Shenandoah" with correct words, pitches, 

and rhythms with help from the teacher. 
2. Sing "Shenandoah" with gradual dynamic changes as 

directed by teacher hand motions. 
3. Use music terms to describe changes in dynamics. 
4. Do appropriate hand motions to show dynamic changes 

when teacher sings new song. 

The teacher steps will be: 
1. Review "piano" and "forte". Have students demonstrate 

on rhythm instruments following hand motions. 
2. Teach "crescendo". Students demonstrate on rhythm 

instruments. 
3. Teach "decrescendo". Students demonstrate on rhythm 

instruments. 
4. Teach "Shenandoah" by rote. 
5. Add teacher hand motions to direct dynamic changes 

while students sing "Shenandoah", one phrase at a time. 
Students describe changes using new terms. 

6. Have students sing "Shenandoah" and do hand motions 
along with teacher. 

7. Teacher sings new song and students respond with 
appropriate hand motions to dynamic changes. 

8. Review and conclude. 

Evaluate: 1. Could the students sing the song "Shenandoah" with correct 
words, pitches, and rhythms? (listen and correct as necessary) 

2. Could students sing with gradual dynamic changes as directed by 
teacher hand motions? (Listen) 

3. Could students use music terms to describe the changes in 
dynamics? (Ask questions - how many were answered correctly?) 

4. Did students do appropriate hand motions to show dynamic 
changes when teacher sang new song? (Watch) 

5. Were the students actively engaged during most of the lesson? 
(Time a tape recording of lesson) 

Task 
Analysis: 

Materials: Rhythm Instruments for everyone in class. 
Song "Shenandoah" (page 31, IMC) 
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Appendix I 
Peer Evaluation Form 
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Peer Evaluation Form - Microteachings 
Adapted from the work ofHamann & Baker (1994) 

Name of student being evaluated 

Circle one number for each element being evaluated. Comments are 
encouraged. 

Part One: Presentation 

Poor Good Excellent 
I. Posture 12 3 4 5 

Excellent = Head and body lifted, centered, relaxed; arms and hands relaxed 
Poor = Head forward or to one side, bixiy rigid or sloughed; hands in ptx-kets, fidgeting, clcnched, arms 

crossed in front or back; legs crossed, swaying, leaning on one leg 

Pcxir Ckxxl Excellent 
II. Eye Contact 12 3 4 5 

Excellent = Eyes move around the room with individual contact 
PcK)r = Ltx:kcd or staring, looking at floor, ceiling, away from class 

Poor Good Excellent 
III. Gestures 12 3 4 5 

Excellent = Natural, flowing movements, matches spoken words; moves to different parts of room 
Poor = Absence of movemenLs or inappropriate, mechanical movements; nerN ous pacing 

Poor Good Excellent 
IV. Facial Expressions 1 2 3 4 5 

Excellent = Enhance what is being said, shows interest and respect for student input 
Poor = Face expresses little, displays little attention to class 

Poor Good Excellent 
V. Vocal Inflection 12 3 4 5 

Excellent = Easy to hear; comfortable pace; speaks in lower range varying pitch; words clearly 
articulated, no slang 

Poor = Too soft or too loud; too fast for comprehension, too slow for interest; high pitched with little 
variation in pitch, too low; excessive slang, mumbling, verbal tics "um, okay, ya knows" 

Poor Good Excellent 
VI. Inclusiveness 1 2 3 4 5 

Excellent = body location welcoming to all students; includes all students with eye contact 
Poor = body location favors one side of room; eye contact favors certain students 
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Part Two: Content of Lesson 

Poor Good Excellent 
A. Lesson clarity 12 3 4 5 

Excellent = Elxplanations very clear, material presented sequential, organized pattern 
Poor = Students confused; teacher must re-explain often; teacher backtracks to tell students things that 

were not explained at appropriate times 
Poor C!ood Excellent 

B. Pacing 12 3 4 5 

Excellent = Smix)th, uninterrupted flow of lesson 
Pcxir = Choppy lesson; teacher is slow, distracted by students, or forgets what comes next; gives 

inappropriate excessive attention to individuals or small groups 

Poor Gocxl Excellent 
C. Interest Level Generated Through Lesson Activities 12 3 4 5 

Excellent = High level of interest evident in students 
Pot5r = Students bored, show little or not interest in lesson 

Poor Gotxl Excellent 
D. Proper Structure 12 3 4 5 

Excellent = Contains all four of the basic parts of a lesson: Set, Body, Closure, End 
Poiir = Missing several parts, or minimal use of parts 

Poor Good Excellent 
E. Closure 12 3 4 5 

Excellent = Every student actively involved with personally reviewing material in meaningful way 
Poor = Involves only selcct number of students in meaningful way 

Poor Good Excellent 
F. Vlusical Model 1 2 3 4 5 

Excellent = Teacher's musical model is perfectly perfonned,in appropriate range, without errors or 
stopping 

Poor = Teacher's musical model contains errors, stops, or is inadequate for students being taught 

Poor Good Excellent 
G. Verbal Reinforcement 1 2 3 4 5 

Excellent = Teacher gives 3 or more specific verbal reinf. 

Good = Teacher gives less than 3 specific verbal reinf. 

Poor = Teacher gives no verbal reinforcement 
Poor Good Excellent 

H. Originality of Lesson 12 3 4 5 

Excellent = Creative and original presentation 
Poor = Lesson Shows little originality 
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Appendix J 
Microteaching Assignment Sheets 
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First Microteaching Assignment 

For this assignment you will do the following: 

1. You will each be assigned a song to teach the class. You will receive a copy of the music 
with specific directions for which part of the song you are responsible for teaching. 
(Several of you will be teaching different sections of the same song). F*repare to teach the 
song following the rote-teaching procedure you learned in class. Base your lesson on an 
appropriate musical concept related to the section of the song you will be teaching. 

2. Practice your teaching in front of a mirror several times. Better yet, videotape it or teach 
it to your friends, family, or roommates. The purpose of this is to see and practice your 
facial expressions, body movements, vocal inflections, etc. You will be graded upon your 
presentation. 

3. Work to include all students in the learning process. This can be done through a variety 
of methods: discussion, interacting, questioning. 

4. The entire presentation must be at least 5 minutes long but no more than 7 minutes long. 
I will signal you at the 5 minute point. Do not stop teaching before you get the 5 minute 
signal (pretend it is the bell ringing to end class - you have to teach until the bell rings - no 
dismissing class early!). You will be stopped at the 7 minute point, so practice to keep your 
lesson within the time allotted. 

5. All presentations will be videotaped. You must complete your lesson on your assigned 
date or find a substitute (just like real teaching). 

6. On the day you are to teach, turn in a copy of vour lesson plan. Also, be sure to bring a 
blank videotape labeled with your name and the date. 

7. After the presentation, we will discuss it briefly in class, highlighting both successful 
and nonsuccessful aspects of the lesson. Members of the class and your instructor will 
evaluate your teaching. 

8. Your self-evaluation is due no later than the following: March 12th for Groups A&B 
March 23 rd for Groups D«feC 

9. Follow the procedures listed below to complete your self-evaluation. 

~ Read each reviewer's evaluation form 
~ Transfer their scores to the Tally Sheet For Microteaching #1 
~ Watch the videotape of your teaching 
~ Write a 1-2 page review of your teaching. Be sure to address strengths and 

weaknesses spotted by your reviewers. Try to focus on your delivery and 
instructional skills. Include any other aspects of your presentation you wish to 
address. 

~Tum in the following when you come to class: Your written review and your five 
Evaluation Forms and Tally Sheet 

10. Your grade is based upon your reviewers' and teacher's evaluations, your self-
analysis, and how well your students perform. 
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Second Microteaching Assignment 

For this assignment you will do the following: 

1. You are to teach the same lesson you prepared for your first microteaching to the Tucson 
Girls Training Choir. This provides you with an opportunity to practice your lesson in a 
"real world" setting. Plan to teach the song following the rote-teaching procedure you 
learned in class. 

2. You should watch the videotape of your first microteaching and note any parts you think 
could be improved. Then, look over your lesson plans from the first microteaching. 
Rewrite your lesson plans incorporating any changes you think will improve the lesson. 
For example, you might have discovered through your first teaching that a particular phrase 
proved difficult to sing in tune. Figure out why and come up with a couple of strategies for 
correcting the problem. Be proactive! Be prepared to work on helping the girls chorus 
develop a musical performance. Go beyond teaching just basic notes, rhythms, and words. 

3. As with your first teaching, the entire presentation must be at least 5 minutes long but no 
more than 7 minutes long. You will be signaled at the 5 minute point. Do not stop teaching 
before you get the 5 minute signal. You will be asked to stop at the 7 minute point. If you 
had trouble staying within the time limits during your first microteaching, be sure to 
practice to correct the problem. It is especially important that we don't go over time as Dr. 
Colwell has only one hour per week to rehearse the Tucson Girls Training Choir. 

5. All presentations will be videotaped. You must complete your lesson on your assigned 
date or find a substitute (just like real teaching). 

6. On the day you are to teach bring a revised copy of your lesson plan to rehearsal. Also, 
be sure to bring vour videotape. Your videotape should be cued to the the correct place 
(right at the end of your first microteaching)!!!!! These items should be turned in to Ms. 
Butler before you leave. She will turn in all items to Dr. Cavitt the following day. 

7. You will be evaluated by your peers while you teach. Those of you teaching on the same 
night are expected to evaluate each other using the same evaluation forms as for the first 
microteaching. Peer evaluations should be turned in to Ms. Butler before you leave the 
rehearsal, she will then turn them in to Dr. Cavitt the following day. Extra forms will be 
provided at the rehearsal. 

8. Your self-evaluation is DUE: March 30th - if you teach on the 22nd 
April 6th - if you teach on the 29th. 

9. Follow the procedures listed below to complete your self-evaluation. 
~ Read each reviewer's evaluation form 
~ Transfer their scores to the Tally Sheet For Microteaching #2 
~ Watch the videotape of your teaching 
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~ Write a 1-2 page review of your teaching. Discuss any changes you made in your 
plans how effective you felt they were. Comment on how well the lesson seemed 
to transfer to the "real world" setting. Address strengths and weaknesses spotted 
by your reviewers. Try to focus on your delivery and instructional skills. Include 
any other aspects of your presentation you wish to address. 

~ Turn in the following when you come to class: Your written review your peer 
Evaluation Forms and Tally Sheet 

10. Your grade is based upon your reviewers' evaluations, your self-analysis, and how 
well your students perform. 

Suggestions for Planning 

1. Expect them to be able to sing through the music with the majority of 
notes/rhythms/words correct. 

2. Be prepared to reinforce weak sections or correct wrong notes/rhythms. Drill may be the 
most appropriate method 

3. Plan to rehearse or teach several musical concepts that are in the music, for example: 
a. breath and phrasing 
b. dynamics 
c. attacks/cut offs 
d. diction 
f. articulation (staccato, legato, marcato) 
g. rhythmic patterns (syncopation, dotted rhythms) 
h. melodic patterns (do-mi-so) 
I. tone (posture, breathing) 

4. Consider: 
a. how to explain the musical concept, perhaps use visuals (blackboard) 
b. what activities will produce the desired response (drill, modeling, multi-sensory 

approach, practicing slowly or in small groups) 
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Interview Protocol 

1. Ask students to talk about the two microteachings. 

a. What was your overall impression of the microteaching experience? What 
did you learn? 

b. You had to plan for the microteachings. What parts of that did you find 
difficult? Easy? Did your plans make a difference in how you tau^t? 

c. After you finished teaching you received some feedback from your peers and the 
instructor, and you had a chance to watch your videotape and do your self-
evaluation. What did you learn through that whole process of evaluation and 
everything? 

d. You also got to watch several other teachers and evaluate them. What did 
you learn from this process? How did it affect your own teaching? 

e. You had a chance to teach your peers and then follow up the same lesson with 
the training chorus. How did these two different settings affect your teaching? What 
did you learn from each? 

f. When you were up there teaching in the middle of the lesson did anything 
happen in either one where it was sort of unexpected and you had to change 
your plan or adjust or improvise in some way? 

g. Are there any suggestions or requirements that you would make to the 
microteaching experience for future generations of intro? 

2. Ask students to look over both maps and talk about any differences 
between the two. 

a. What made you change this item and not others? 
b. Ask them to clarify parts of their maps that are unclear. 
c. What influenced your thinking about this area? 
d. Why did you choose this concept as the central part of your map? 
e. Do these maps show how you think about what it means to be an effective 
teacher? 

3. Ask students to talk about themselves in relation to their maps. 

a. Let's look at your last concept map. How do you as a teacher measure up to 
your map? How would you rate yourself according to the criteria for 
effective teaching you've included in your map? 
b. How would you evaluate yourself as a teacher at this point in time? 
c. What things do you need to work on? What comes easy to you? 

4. As a result of your experiences in this class, have your beliefs about 
teaching changed? How so? 
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Coding for Teacher Traits 

Learning 
LEA 

~ means knowing and mastering a subject 
~ embodies the act of learning 
~ requires keeping up with one's subject 
~ conveys the spirit and love of learning to others 
~ means being open to the knowledge of others, especially of one's own students 
~ provides the basis for independent thought 
-justifies learning 

Authority 
AUT 

~ requires a climate for serious learning 
~ means mastery of a subject 
~ is a matter of carriage and conduct as well as knowledge 

(like dignity, civility, compassion, and fairness) 
~ is acquired and accumulated 
~ encourages aspiration in students 
~ requires some formal distance between teachers and students 

emerges from an acknowledged difference in the status of teacher and students 

Ethics 
ETH 

~ to do no harm to students 
~ requires exclusive attention to students' welfare 
~ means setting high standards and expectations and inspiring students to meet them 
~ means embodying the principles of teaching 

(teach by example, offer mature examples of behavior - role models) 
- means teaching ethics 

(conscious of moral qualities of their work, priorities of truth, honesty, 
f^aimess) 

~ means acknowledging students' minds, ways, and beliefs 
- requires consideration of students' differing but tenable viewpoints 

Order 
ORO 

~ requires the exertion of authority 
- arises from a teacher's leadership 
~ requires teaching to have direction and momentum (goals) 
~ implies tranquillity in the classroom 
~ involves discipline, which should be accepted as good 
~ necessitates that teachers set good examples 
~ requires the maintenance of standards 
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Imagination 
IMA 

~ begins with confidence that knowledge is transferable 
~ imaginative teachers find their own ways to enhance learning 
~ means visualizing students' futures 
~ anticipates the needs and reactions of students 
~ enhances and facilitates the presentation of subject matter 
~ means being successfully creative 
~ introduces surprise and excitement into teaching 

Compassion 
COM 

~ there is in the best teachers a profound enthusiasm for conveying their subject 
matter 

~ requires first that teachers know who their students are 
~ demands an adherence to high standards 
~ requires that teachers put themselves in their students' places 
~ makes approval enjoyable and correction palatable 
~ requires avoiding favoritism 
~ moves teachers to acknowledge their students' struggles 
~ means acting as a whole person 
~ is evident in a steady devotion to each students' future 

Patience 
PAT 

~ gives students time to learn 
~ takes into account the weaknesses of youth 
~ hopes for, assists the growth of, but does not anticipate maturity in students 
~ suffers fools gladly 
~ must be exemplified by teachers 
- never loses sight of the goal 
~ gives rewards to the self 

Character 
CHA 

~ a teacher's teaching character must be authentic 
~ must be consistent 
- means showing humanity by acknowledging lapses and errors 
~ requires sociability 
~ should mature with age 
~ should be distinct and individual 

Pleasure 
PLE 

~ means creating an atmosphere in which students enjoy learning 
~ requires letting others' wit shine 
~ leads teachers to reveal their own joys and pleasures in learning and teaching 
~ means acknowledging the difficulties as well as the joys of learning 
~ comes from witnessing the success of former students as the years go by 

Note: Terms and definitions from Banner & Cannon (1997) The Elements ofTeaching 
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Appendix M 
Sample Maps 



Premap #01 
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